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Chapter 1
General introduction
Due to migration and increased interethnic partnering, the number of bi-ethnic children
in Europe and the United States is substantial and increasing (e.g., U.S. Census Bureau,
2010; Office for National Statistics, 2011). As the number of bi-ethnic children
increases, schools will encounter an increase in bi-ethnic students. However, most
policy makers, researchers, school leaders, teachers and media focus solely on monoethnic students. For example, most multicultural education books focus solely on
mono-ethnic individuals (Wardle, 2007). Because very few studies regarding biethnicity have been conducted, professionals do not have access to relevant knowledge
regarding bi-ethnic students, such as their unique challenges and strengths (socially,
emotionally, behaviourally and academically) in regards to education (Tikly, Caballero,
Haynes, & Hill, 2004). This dissertation focuses on the educational outcomes, social
functioning and experiences of bi-ethnic children in the Netherlands and thereby seeks
to contribute to the sensitivity, awareness, and understanding of bi-ethnic students. We
focused on children who had one parent from an ethnic majority background and one
parent from an ethnic minority background.
Theoretical framework
Most of the studies in this field that were conducted in the United States or the United
Kingdom used the terminology ‘mixed-race’ students or students of more than one
race. These studies focused mostly on mixed race as a black-white or Asian-white issue
(Mahtani, 2014). We focused on ethnicity instead of race. The concept of race is not
often used in the Netherlands (Essed & Trienekens, 2007). Racial boundaries in Europe
are generally less evident than in the United States (Lucassen & Laarman, 2009). In the
Netherlands, when groups within the population are referred to in the media, in policy
or in research, generally the focus is on ethnic groups rather than racial groups. We
define ethnicity as a concept that ascribes a number of similarities, such as shared
ancestry, culture and traditions, language, and religious traditions to a group of
individuals. We acknowledge that there are cultural and historical differences between
the experiences of bi-ethnic children in the Netherlands, the United States and the
United Kingdom. Nevertheless, this dissertation was strongly based on the large body
of theory and research regarding bi-ethnic and mixed-race children in the United States
and in the United Kingdom, as the conceptualization of mixed-race experiences may
also be useful in understanding bi-ethnic experiences (Rockquemore, Brunsma, &
Delgado, 2009), and little is known about bi-ethnic children in the Netherlands.
Approaches to bi-ethnicity
In a historical overview of multiracial identity development theories provided by
Rockquemore, Brunsma, and Delgado (2009), four approaches to racial identity theory
were identified: a problem approach, an equivalent approach, a variant approach and an
ecological approach. These approaches are not only relevant for multiracial individuals
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but also for bi-ethnic individuals because the constructs of racial and ethnic identities
largely overlap. Both racial and ethnic identities are associated with cultural
behaviours, values and a sense of belonging and are dependent on time and context
(Phinney & Ong, 2007). The four approaches are explained below and applied to biethnic individuals.
Historically in the US, individuals whose parents were from different ethnic or
racial backgrounds were stereotyped as individuals who did not truly belong to one
specific ethnic or racial group and as a result suffered from educational, social and
psychological problems (Stonequist, 1937; Nakashima, 1992). This approach is also
referred to as the problem approach and focuses on the “problematic” social position of
individuals from different races/ethnicities who live in a racially/ethnically segregated
society. Bi-ethnic individuals are expected to be in a state of constant crisis because
their two ethnicities are perceived as opposing poles (Stonequist, 1937).
During the Civil Rights movement in the Unites States, the equivalent approach
emerged. Multiracial individuals were assumed to be similar to mono-racial
individuals; for example, general racial identity development models were used to
describe multiracial experiences (e.g., Cross, 1987). According to this approach, biethnic individuals have a mono-ethnic identity and must choose one of the ethnicities
that they belong to. The possibility that bi-ethnic individuals are able to identify with
more than one ethnic group was not considered.
By the mid-1980s, multiracial individuals were perceived as a distinct group with
unique experiences. This approach is also referred to as the variant approach. Biethnic individuals are expected to identify with both ethnicities, but are unable to
combine the ethnicities. These individuals do not create a new identity but possess two
separate ethnicities that are integrated into their identity. Although identity
development problems may arise if an individual is unable to successfully integrate
their dual ethnicities, bi-ethnicity is not perceived as problematic because it is believed
that bi-ethnic individuals are able to integrate the two separate ethnicities into their
identity.
The ecological approach is the most recent approach and emphasizes the role of the
environment in the development of multiracial individuals (Rockquemore, Brunsma, &
Delgado, 2009). Bi-ethnic individuals are expected to construct different ethnic
identities based on their environment. The origins of this approach may be traced to
Bronfenbrenner (1979). Bronfenbrenner's ecological development model emphasized
the role of the environment in education and child development. A child’s
environment, including the home environment, school environment, neighbourhood
and peers, directly and indirectly affects the development of the child. The interaction
between the experiences within these environments and the characteristics of the child
is crucial for understanding the child’s development.
This dissertation analyses the educational outcomes, social functioning and
experiences of bi-ethnic students using an ecological approach. The impacts of parents,
school context, peers and teachers on educational outcomes, social functioning and
experiences of bi-ethnic students were studied.
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The impact of parents
A household’s resources are important factors in explaining school outcomes (Chew,
Eggebeen, and Uhlenberg, 1989). Three types of resources may be distinguished:
economic resources (e.g., possession of educational goods and home computers), social
resources (e.g., parental expectations and educational involvement) and cultural
resources (e.g., reading and non-reading cultural activities). Other parental factors that
influence bi-ethnic children’s school outcomes are parental education levels, whether
the parents were divorced, and the language spoken in the home (Panico and Nazroo,
2011). According to Chew et al., (1989), both parents of a bi-ethnic family possess
characteristics of the ethnic group they belong to, which makes the family a
combination of two (mono-) ethnic counterparts. The amount of cultural, economic and
social resources of bi-ethnic families would be somewhere between the average amount
of resources of their composing ethnic groups. Chew et al., (1989) argued that research
regarding bi-ethnic families should consider which parent is a migrant. These
researchers described this as the ‘location’ of ethnic diversity and argued that the
resources of a family are dependent on the interaction between the ethnicity and gender
of the parents because the financial, social and cultural resources of the family are
related to the gender and ethnicity of the migrant parent (Chew et al., 1989). The
pattern of developmental outcomes and experiences of bi-ethnic children differs
according to the ethnic group of the parents (Harris & Sim, 2002; Burke & Kao, 2013).
Ethnicity is also important because it is related to experiences of prejudice and racism
(Song, 2010). Bi-ethnic students may experience stigmatization and discrimination,
particularly when one parent belongs to a group that is a visible minority because of
their skin colour.
The impact of the school context
Herman’s racial context theory (2009) focuses on the interaction between identity and
the racial context to explain educational outcomes. She argued that an individual’s
ethnic identity and how an individual is perceived and treated by others changes with
the context. An important context factor for bi-ethnic students is the ethnic composition
of the school’s student population. Carter (2012) argued that ethnically diverse schools
foster cultural flexibility and the ability to successfully navigate between ethnic
contexts. School ethnic composition may significantly influence the school experiences
of bi-ethnic children. Especially in ethnically diverse schools, children learn how to
understand themselves and others in terms of ethnic differences and are provided with a
sense of ethnic identity because teachers at these schools are more aware of ethnic
diversity (Caballero et al., 2008; Caballero, 2010). Ethnic diversity within the school
would be particularly important for bi-ethnic children with respect to ‘fitting in’ and
their sense of belonging. A bi-ethnic student’s feeling of being an outsider is often
provoked by the school’s ethnic composition (Jackson, 2009). Bi-ethnic children in
extremely ethnically diverse schools might be considered as ‘ordinary’ and would
‘stand out’ less than bi-ethnic children in less ethnically diverse schools (Caballero et
al., 2008; Caballero, 2010).
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Impact of peers
The more bi-ethnic children feel accepted by peers and feel a sense of belonging with a
certain peer group, the higher their school achievement (Tikly et al., 2004). The level of
acceptance that bi-ethnic children receive from peers also influences how they relate to
and interact with others (Meeus, Oosterwegel, & Vollebergh, 2002). Bi-ethnic students
often engage in friendships with peers who are able to relate to their experiences of
being different (Jackson, 2009). Peer acceptance is considered to be a specific goal of
bi-ethnic adolescents. Jackson (2009) found that bi-ethnic students who feel that they
have a different culture or appearance than their peers generally experience feelings of
disconnection. Feelings of disconnection, in turn, are related to having no or a small
number of close friends and bullying by peers because an individual looks different
(Jackson, 2009). When bi-ethnic children fear rejection by peers on the basis of their
ethnic physical appearance, they may adopt negative attitudes towards school (Reid &
Henry, 2000). Because peers may identify bi-ethnic children according to their physical
features, such as skin colour or hair structure, both ethnic peer groups that a bi-ethnic
child “belongs” to may not fully accept the bi-ethnic child. When both ethnic peer
groups do not acknowledge both ethnic backgrounds of a child, that child may find
difficulty in merging his or her ethnicities (Morrison & Bordere, 2001). Bi-ethnic
children have been found to be very flexible in coping with ethnic differences and
differences in customs, attitudes, beliefs and physical features (Barnes, 2001).
Impact of teachers
Several authors have noted a lack of literature for teachers regarding bi-ethnicity (e.g.
Wardle, 2007). According to Brown (2009), a lack of knowledge may pose barriers to
teacher involvement with bi-ethnic students. Lewis (2016) found that teachers were
unaware of the needs and challenges that bi-ethnic students faced in relation to their biethnic background and that they had inaccurate perceptions about the bi-ethnic
students’ home situations, ethnic identities and motivations for school. Teacher
expectations are an important factor for students’ school achievements (Van den Bergh,
Denessen, Hornstra, Voeten, & Holland, 2010). If teachers had greater expectations,
they might offer bi-ethnic students more encouragement and motivation. If teachers
expect a student to be poorly motivated for school, teachers will often evaluate the
student's motivation for school as low. Teacher expectations differ for children from
different ethnic groups (Van den Bergh, et al., 2010). Teachers may have lower
expectations for specific bi-ethnic students because of the bi-ethnicity of the student.
For example, Tikly et al. (2004) found that teachers in the United Kingdom had
particularly low expectations for students that had a Black Caribbean father and a
White mother when compared to other bi-ethnic students, and these lower expectations
were comparable to those for students that had two Black Caribbean parents. Teacher
stereotypes towards bi-ethnic students, such as perceptions regarding a bi-ethnic
student’s home situation or troubled ethnic identity, may influence teachers’
judgements and behaviour. Lewis (2016) found that teachers did not respond to
discrimination during school that was related to student bi-ethnic backgrounds.
Teachers should respond to and support students when they experience discrimination
10
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or racism. Verkuyten and Thijs (2002) found that the frequency of racist name-calling
and ethnic exclusion decreased when students believed that they could tell their teacher
about it and the teacher would respond.
This dissertation
The primary goal of this dissertation is to examine the educational outcomes, social
functioning and experiences of bi-ethnic children in the Netherlands. Cognitive
outcomes, social-emotional functioning and citizenship competences are important
educational goals, and all three are significant predictors of success later in life. The
educational experiences of bi-ethnic students may influence their school involvement
and academic success. Educational outcomes are cognitive outcomes and were
operationalized in this study by test scores on reading comprehension and mathematics
achievement. Social functioning was divided into social-emotional functioning and
citizenship competences. In this dissertation, social-emotional functioning was
operationalized as the well-being of the student in relationship with fellow students and
externalising problem behaviour. Both were measured by using teacher questionnaires.
Citizenship competences were measured by using student questionnaires. Citizenship
competences include evaluating and exploring different perspectives, democratic
engagement, social sensibility, involvement and social adaptability (Westheimer,
2008).
The following four research questions were utilized to analyse the educational
outcomes, social functioning and experiences of bi-ethnic children:
1. How and to what extent do educational outcomes and social functioning differ
between bi-ethnic, mono-ethnic minority and mono-ethnic majority children
(Chapter 2)?
2. What is the relationship between educational outcomes, social functioning and
ethnic school composition for bi-ethnic children, and is this relationship different
for mono-ethnic minority and mono-ethnic majority children (Chapter 3)?
3. How and to what extent are demographic, social and cultural background
differences related to bi-ethnic students’ educational outcomes and social
functioning (Chapter 4)?
4. How does a bi-ethnic background play a role in the educational experiences of
bi-ethnic students in the Netherlands (Chapter 5)?
Method
To answer these four research questions, a mixed-method approach with an embedded
design (Creswell, 2014) was applied. Quantitative methods were used to examine biethnic children’s educational outcomes and social functioning and how these were
related to a school’s ethnic composition. The data regarding 12,841 sixth-grade
students’ educational outcomes and social functioning were available from the first two
waves (2007/08 and 2010/11) of a national Dutch cohort study studying student
educational careers (COOL5-18). These data were used to answer the first two research
questions. For the third research question, we used all three waves (2007/08, 2010/11,
and 2013/14) of COOL5-18 data and focused on 653 bi-ethnic students within the
11
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sample. Qualitative methods were used to identify factors that influenced the
educational experiences of bi-ethnic students related to their bi-ethnic background. A
sample of 19 students between the ages of 15 and 20 as well as 11 mothers of these
students were interviewed. For the interviews, we focused on bi-ethnic students that
had one parent who was from a large non-Western ethnic minority group in the
Netherlands, specifically Surinamese, Antillean, Moroccan or Turkish.
Chapter overview
First, Chapter 2 examines whether the cognitive outcomes, social-emotional
functioning, and citizenship competences of bi-ethnic students differed from monoethnic majority and mono-ethnic minority students in the Netherlands. A sample of
12,841 sixth-grade students was used.
In Chapter 3, we use the same data and examine the relationships between the
ethnic diversity of the student population in school and cognitive outcomes, socialemotional functioning, and citizenship competences of bi-ethnic students. Ethnic
diversity in school was measured by the number of ethnic groups that were represented
in the student population of grade 6 in the school and by the number of students in that
grade with a minority background. In addition, we examined the relationships between
ethnic diversity in school and cognitive outcomes, social-emotional functioning, and
citizenship competences of mono-ethnic minority and mono-ethnic majority students.
We aimed to determine whether this relationship differed for bi-ethnic and mono-ethnic
students.
Next, in Chapter 4, we describe the demographic, social and cultural diversity
among bi-ethnic students and examine whether the ethnic background and gender of
the migrant parent were related to the cognitive outcomes, social-emotional
functioning, and citizenship competences of bi-ethnic students. The data for 653 sixthgrade bi-ethnic students (age 11-12) in primary education of the national Dutch cohort
study (COOL5-18) were used for this study.
Chapter 5 examines the educational experiences of bi-ethnic students in relation to
their bi-ethnic background from pre-school to secondary education. This qualitative
study examined whether bi-ethnic students in the Netherlands had educational
experiences that were related to their bi-ethnic background and explored what factors
may explain the differences in these experiences.
Finally, Chapter 6 summarizes the primary results of the analyses and discusses the
implications.
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Educational outcomes and social functioning of bi-ethnic Dutch
students in school1
Changing demographics in societies through international migration have led to an
increasing number of bi-ethnic individuals. The focus of this is study is on bi-ethnic
students with one parent with an ethnic majority background and one parent with an
ethnic minority background. Most studies worldwide have grouped these bi-ethnic
students with ethnic minority students or have grouped them according to the ethnic
background of their mothers with the majority or minority group. However, empirical
arguments for these groupings are lacking. The present study examined the educational
outcomes and social functioning of bi-ethnic students compared with mono-ethnic
majority and mono-ethnic minority students in the Netherlands. Data on in total 12,841
sixth grade students (age 11-12) in primary education from two consecutive
measurements of the national Dutch cohort study (COOL5-18) were used in this study.
Educational outcomes were measured with test scores on reading comprehension and
mathematics. Social functioning in school was measured with teacher and student
questionnaires. Student questionnaires included instruments for well-being of the pupil
in relationship with fellow students and citizenship competences. Teachers reported on
problem behaviour of the pupils. To analyse the differences in educational outcomes
and social functioning among bi-ethnic, mono-ethnic minority and mono-ethnic
majority students, multivariate multilevel analyses were performed. The research
findings indicate that bi-ethnic students do not differ from mono-ethnic majority
students while they do differ from mono-ethnic minority students in their cognitive
achievement, social-emotional functioning and citizenship knowledge. Bi-ethnic
students scored higher on cognitive outcomes, social-emotional functioning and
citizenship knowledge than mono-ethnic minority students did. For citizenship
orientation alone, it was found that bi-ethnic students score in-between mono-ethnic
majority and mono-ethnic minority students. This study indicates that researchers
should not assume that bi-ethnic students will be similar to mono-ethnic ones.

1

This chapter is based on: Karssen, M., van der Veen, I., & Volman, M. (2015).
Educational outcomes and functioning of bi-ethnic Dutch children in school.
Educational Research, 57(4), 354–367. doi:10.1080/0013188 1.2015.1076994.
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Introduction
The number of children living in the Netherlands with parents of different ethnic
backgrounds is substantial. In 2014, fifteen per cent of the two-parent families with
children in the Netherlands were a family with one parent with a Dutch ethnic
background and one parent with a non-Dutch ethnic background (Centraal Bureau voor
de Statistiek (CBS) [Central Bureau of Statistics], 2015). Children with parents of two
different ethnic backgrounds are considered bi-ethnic children. However, little is
known about these groups. Their substantial numbers indicate the necessity for a
broader research base concerning these bi-ethnic minority groups.
Research on bi-ethnic children in Europe is scarce. To date, most studies in Europe
have specifically focused on children with parents of the same ethnic group while
failing to consider children whose parents have different ethnic backgrounds (e.g.,
Crul, Schneider, & Lelie, 2013). In the U.S., bi-ethnicity is a well-researched topic. The
first wave of research devoted much attention to the negative implications of having
parents of different ethnic backgrounds, such as identity problems, low cognitive
achievement, behaviour problems and negative self-esteem (Park, 1928). However,
some have argued that bi-ethnic children have the opportunity to promote social
cohesion and more easily accept differences in others (Barnes, 2001).
In our study, the term ‘bi-ethnic children’ refers to children with one non-migrant
parent (with two non-migrant grandparents) and one migrant parent (with two foreign
grandparents); few bi-ethnic children in the Netherlands have two migrant parents
(CBS, 2015). Most studies worldwide have grouped bi-ethnic students with ethnic
minority students or have grouped them according to the ethnic background of their
mothers with the majority or minority group (e.g., for a review, see Stevens et al.,
2011). However, empirical evidence for these groupings are lacking. This study will
provide important insight into this often overlooked group of students.
The aim of this study is to compare the three important aspects of the educational
functioning of bi-ethnic students with mono-ethnic minority and mono-ethnic majority
students in primary education. We will focus on the cognitive outcomes and socialemotional functioning of pupils. In addition, we will focus on citizenship competences
because it is an important educational goal (Bron & Thijs, 2011) and because research
on this topic is scarce.
Theoretical background
Shih and Sanchez (2005) reviewed differences in developmental outcomes among biethnic, mono-ethnic minority and mono-ethnic majority individuals living in the U.S..
The authors found no strong and clear pattern in qualitative studies. From quantitative
studies, they concluded that bi-ethnic individuals do not differ in terms of ethnic
identity development and peer relations from their mono-ethnic minority and monoethnic majority peers but that bi-ethnic individuals score in-between mono-ethnic
majority and mono-ethnic minority students on cognitive outcomes and socialemotional functioning in school. Bi-ethnic students score in-between those two groups
on cognitive outcomes in school; they score the same or better than mono-ethnic
minority peers and worse than mono-ethnic majority peers. Bi-ethnic individuals show
14
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higher levels of depression than mono-ethnic majority peers do, but their levels are no
higher than those of mono-ethnic minority peers. Furthermore, bi-ethnic students
exhibit more problem behaviour than mono-ethnic majority and minority peers do.
Differences in citizenship competence have not been reviewed.
Herman (2009) defined a racial context theory to explain the academic performance
of mono-ethnic minority, mono-ethnic majority and bi-ethnic students. She argued that
the way other people perceive the individual, the way the individual is treated and how
the individual identifies him/herself are related to academic performance. These terms
can also be related to social-emotional functioning and citizenship competence. If a
child identifies as or is perceived and treated as a member of a minority group (or
majority group), then his/her social functioning and performance may be similar to the
social functioning and performance of that minority (or majority). However, the way
that someone is perceived, treated or identified may also be related to other
mechanisms, such as family resources.
Chew, Eggebeen, and Uhlenberg (1989) attempted to explain the differences in
outcomes among bi-ethnic, mono-ethnic minority and mono-ethnic majority groups
based on family factors. They suggest that the demographic and socioeconomic
positions of a household are important factors in explaining differences in outcomes.
Both parents in a bi-ethnic family resemble the characteristics of their own ethnic
group, which makes their family a combination of two mono-ethnic counterparts.
According to Chew, Eggebeen and Uhlenberg (1989), the cultural, economic and social
resources of bi-ethnic families fall between those of their composing ethnic groups.
Likewise, outcomes for bi-ethnic students tend also to fall between those of the two
ethnic groups to which their parents belong. Cheng and Powell (2007) indeed found
that bi-ethnic families in the U.S. provide levels of financial resources which fall
between those of the mono-ethnic majority and mono-ethnic minority groups (e.g.,
possession of educational goods and home computers) and social resources (e.g.,
parental expectations and educational involvement) but offer comparable or greater
cultural resources (e.g., reading and non-reading cultural activities). Thus, bi-ethnic
families show greater cultural capital investments in their children than families from
mono-ethnic minority and mono-ethnic majority groups. The explanation that those
researchers offered is that parents of bi-ethnic children make cultural resources
available from both cultures within these families.
Studies of the citizenship competences of bi-ethnic students are scarce. Citizenship
involves evaluating and exploring different perspectives, democratic engagement and
social sensibility, involvement and social adaptability (Westheimer, 2008). Because biethnic children interact with family members from diverse ethnic backgrounds, it can
be expected that these children are accustomed to encountering differences and can
more easily accept differences in norms and values and thus have higher levels of
citizenship competence than mono-ethnic minority and mono-ethnic majority children
do (Geijsel et al., 2012). According to contact theory (Allport, 1954), intergroup
contact produces better relationships between social, cultural and ethnic groups under
the conditions that groups have an equal status, common goals, intergroup cooperation,
and authority support. Equal status is about equivalent group power, for example,
15
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emerging from equal legal status, equal academic status or social status. It is important
that equal status is expected and perceived in the interethnic family. Some of the
conditions pointed out in contact theory as being important for producing better
relationships between groups, such as working together for common goals and
intergroup cooperation, regularly occur in bi-ethnic families. As Kalmijn and Tubergen
(2006) found, in the Netherlands, most migrant individuals in interethnic couples are
highly educated, we do not expect a lower status for the migrant parent on the basis of
the educational level. However, the condition of equal status could be difficult to
realise because one of the parents in such families has a migrant status.
In a study of bi-ethnic students and social cohesion, it was found that bi-ethnic
students in the U.S. tend to embrace and accept differences in people’s customs,
attitudes, beliefs and physical features (Barnes, 2001). Barnes argued that bi-ethnic
individuals have the potential to foster social cohesion in numerous contexts.
Research questions and hypotheses
The present study is aimed at examining to what extent and how bi-ethnic, mono-ethnic
minority and mono-ethnic majority students differ in their cognitive outcomes, socialemotional functioning in school and citizenship competences. Consistent with previous
research and with resource explanations (i.e. that bi-ethnic students have levels of
social and economic resources that fall between those of the mono-ethnic majority and
mono-ethnic minority groups, and higher resources are related to higher educational
outcomes), it was hypothesised that bi-ethnic students outperform mono-ethnic
minority students in cognitive outcomes but remain behind mono-ethnic majority
students. The same relations are expected for social-emotional functioning (problem
behaviour and well-being) in school. Although previous research is scarce, based on
resources and contact theory (bi-ethnic students have higher cultural resources and
more contact with different cultures), levels of citizenship competences are expected to
be higher for bi-ethnic students than for mono-ethnic minority and mono-ethnic
majority students.
Methods
Sample
Data from the primary school part of the Cohort Study Education Careers among pupils
aged 5 to 18 (COOL5-18) were available. The COOL study is a national Dutch cohort
study with the purpose of describing and explaining students’ academic careers. This
database consists of data from approximately 550 primary schools with a total of
38,060 students from kindergarten, grade three and grade six. The database includes
two samples: a representative sample and a supplementary sample. The purpose of the
supplementary sample was to add a relatively larger number of disadvantaged pupils to
the representative sample so that more valid statements could be made about schools
with a diverse ethnic composition. Our demographic data suggested that school with a
larger number of disadvantages pupils are schools with a high ethnically diverse
student composition. As we wanted to have sufficient variation in ethnic and social
origin to allow for fairly reliable estimates of the connection between mono-ethnic
16
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students and bi-ethnic students, we included the supplementary sample, thus creating
an a-priori, non-representative sample of students (e.g., Peetsma et al., 2006). We used
the data for sixth grade (age 11-12) students in primary education from the first (N =
11,609) and second waves (N = 12,538), with a total sample size of 24,147. The first
wave of the COOL cohort study was in the 2007/2008 school year, and the second
wave was in 2010/2011.
Information on the background characteristics of students and their parents was
obtained from records provided by the school administration. Information on the ethnic
background of grandparents was obtained from the parent questionnaires. However,
because the response in the first wave was 67 per cent and the response in the second
wave was 65 per cent, students with any missing values on their parents’ or
grandparents’ ethnic background characteristics were omitted from the sample, as this
information was needed to enable comparison between the ethnic groups; thus, we
obtained a total sample of 14,529 (60 per cent). Bi-ethnic students with two parents
born outside of the Netherlands (1 per cent) were excluded from the total sample (as
these bi-ethnic students are not the focus of this study), leaving 14,396 students. The
students were divided into three groups: mono-ethnic majority (those whose parents
and grandparents were born in the Netherlands), mono-ethnic minority (those whose
parents were born in the same country but whose parents and grandparents were born
outside of the Netherlands), and bi-ethnic (those with one parent and two grandparents
born in the Netherlands and one parent and two grandparents born outside of the
Netherlands). Mono-ethnic majority students who did not have four grandparents who
were born in the Netherlands (10 per cent of the mono-ethnic majorities), mono-ethnic
minority students who did not have four grandparents who were born outside of the
Netherlands (2 per cent of the mono-ethnic minorities), and bi-ethnic students who did
not have two grandparents (both from the mothers’ side or both from the fathers’ side)
born outside of the Netherlands (40 per cent of the bi-ethnic students) were excluded
from the analyses, yielding a total sample of 12,841 (88 per cent of 14,529). We
selected only bi-ethnic students who were ‘first generation bi-ethnic’, i.e. the first
generation in their family who grow up with parents with different ethnic backgrounds.
We think their situation differs from the situation of bi-ethnic children with parents
who themselves are bi-ethnic (‘second generation bi-ethnic children’), as the latter
group is raised by a parent who has experienced growing up in a family with two ethnic
backgrounds him or herself.
The largest non-Western mono-ethnic minority groups in the Netherlands come for
Surinam (10 per cent), the Dutch Antilles (4 per cent), Turkey (11 per cent) and
Morocco (10 per cent) (CBS, 2015). Surinam and the Dutch Antilles are former
colonies of the Netherlands. Most Moroccans and Turks came as economic migrants.
Table 1 provides an overview of the number of respondents in the different groups.
Table 1 shows that four per cent of the students in our sample are bi-ethnic students.
The CBS statistics show that fifteen per cent of the two-parent families with children
have bi-ethnic children (CBS, 2015). The difference between the two numbers cannot
be explained by the representativeness of our sample. The representative sample has an
equal percentage of bi-ethnic students as our total sample. The differences can be
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explained by the definition of bi-ethnic students. Whereas the CBS statistics included
bi-ethnic children with one grandparent born outside of the Netherlands and three
grandparents born in the Netherlands, we excluded this group of bi-ethnic students. We
only focussed on the bi-ethnic students with one non-migrant parent (with two nonmigrant grandparents) and one migrant parent (with two foreign grandparents).
Table 1. Number of students in the COOL5-18 cohort study (first and second waves) in
grade six
Bi-ethnic
Migrant
father

Migrant
mother
Dutch

Mono-ethnic
Total

-

-

-

33

29

62

Antillean

9

11

Turkish

6

25

Moroccan

5
111

Surinamese

Other Western

Minority Majority
9961

Total
9961

195

-

257

20

49

-

69

31

841

-

872

22

27

667

-

694

77

188

143

-

331

Other non-Western

114

89

203

454

-

657

Total

278

253

531

2349

9961

12,841

The students’ average age was eleven years, 6,304 (50 per cent) students were boys,
and 6,407 (50 per cent) were girls. SES was measured by the highest educational level
attained by either parent. SES was divided into three groups: no more than junior
secondary vocational education, which ranges from no education at all to basic
vocational training (N = 3,071, 24 per cent), senior secondary vocational education,
which is professional education at the intermediate level (N = 5,345, 42 per cent), and
higher education, which includes higher professional education and university
education (N = 3,971, 31 per cent). SES information was missing for 454 (4 per cent)
students.
Variables and instruments
Cognitive outcomes
Two types of variables for cognitive outcomes were used: reading comprehension and
mathematics achievement. Tests scores on reading comprehension and mathematics
from the Dutch National Institute for Educational Measurement (Cito) were collected
from the school records. Both tests were updated by the Cito between the cohorts. The
two versions of the reading comprehension tests use the same scale and are comparable.
Both versions had good reliability (Cronbach’s alpha > 0.80) (Evers, 2002). The scores
of the two versions of mathematics tests were not on the same scale; therefore, the
scores on the old version were converted into scores on the scale of the newer version
(formula from Cito).
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Social-emotional functioning in school
Two variables concerning social-emotional functioning in school were used: the wellbeing of the pupil in relationship with fellow students and externalising problem
behaviour. Students completed a questionnaire with six items pertaining to well-being
with fellow students, e.g., ‘I like spending time with other students in my class’
(Peetsma et al., 2002). The problem behaviour of the students was measured with four
items (e.g., ‘is often brutal’) in teacher reports (Jungbluth, Roede, & Roeleveld, 2001).
Both scales are 5-point Likert-type scales with options ranging from not applicable to
me at all (1) to very applicable to me (5). Both scales had Cronbach’s alpha values of
0.82. A higher score for problem behaviour implies more problem behaviours.
Citizenship competences
Citizenship competences were measured with 94 items distributed across 17 scales,
including four core components (i.e., attitude, skill, reflection and knowledge) and four
social tasks (i.e., acting democratically, acting in a social responsible manner, coping
with conflicts and coping with differences) (Citizenship Competence Questionnaire
(CCQ); Ten Dam et al., 2011). Items for attitudes, skill and reflection were measured
on four-point Likert scales. The general question for the attitude items is ‘How well
does this statement apply to you?’ (e.g., ’I like knowing something about different
religious beliefs’). The basic form of the skill (i.e., self-efficacy) items is the following:
‘How good are you at ... ?’ (e.g., ‘... finding a solution that satisfies everyone during a
disagreement?’). The basic form of the reflection items is ‘How often do you think
about … ?’ (e.g., ‘whether students are listened to at your school?’). The knowledge
items involved a multiple-choice test with three response options (e.g., ‘all children
have a right (a) to an allowance, (b) to choose who they want to live with or (c) to
education’ (the correct answer is ‘c.’)). Following the comprehensive framework
developed by Geboers et al (forthcoming), the scales societal interest (attitude items),
prosocial ability (skill items), reflective thinking (reflection items) and assertiveness
(skill items), and societal and interpersonal knowledge (knowledge items) were
derived. The scales had Cronbach’s alpha values of 0.87 (societal interest), 0.89
(prosocial ability), 0.94 (reflective thinking), 0.70 (assertiveness), 0.66 (societal
knowledge) and 0.67 (interpersonal knowledge).
Data analysis
To analyse the differences in social functioning and outcomes among bi-ethnic, monoethnic minority and mono-ethnic majority students, multilevel analyses were
performed. Multilevel analysis is commonly used in educational research because it
accounts for nested data (students within schools). The dependent variables were
modelled in clusters (multivariate), cognitive outcomes, social-emotional functioning in
school and citizenship competences; therefore, besides the levels student and school,
we included an extra level, that defines the multivariate structure. The multivariate
structure reduced the risk of mono-operation bias. By including the relationship
between the dependent variables in the model, the risks of type 1 errors (finding an a
non-existing effect) and type 2 errors (failing to find an existing effect) (De Maeyer et
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al., 2010). The COOL data include a small number (mean number < 2) of classes per
school; therefore, we included only the school level. A number of school and individual
characteristics were included as control variables. We assumed that the effect of the
control variables on the dependent variables would not differ across the groups.
Students with missing data for the control variables (6 per cent) were excluded from the
analyses, leaving 11,993 students.
To determine whether a significant predictor is a relevant predictor, the effect sizes
were calculated. An effect size of 0.2 is considered small, an effect size of 0.5 is
medium, and an effect size of 0.8 is a large effect (Cohen, 1988). The effect sizes were
calculated by the regression coefficient of the specific variable divided by the square
root of the total variance of the 0 model.
Results
Descriptive statistics
Table 2 describes the mean scores and standard deviations of the three groups and the
bivariate correlations between the scales for cognitive outcomes, social-emotional
functioning in school and citizenship competences. The descriptive statistics of the
control variables for the three groups are shown in Table 3. These descriptive statistics
should ease interpretation of the results.
As shown in table 3 bi-ethnic and mono-ethnic students are quite different in terms
of their background characteristics. Whereas 43 per cent of the parents of bi-ethnic
students completed higher education, 35 per cent of the parents of mono-ethnic
majority students and 13 per cent of the parents of mono-ethnic minority students
completed higher education. Furthermore, nearly all bi-ethnic students were born in the
Netherlands (96 per cent) and speak the Dutch language at home (86 per cent), whereas
three quarters of the mono-ethnic minority students were born in the Netherlands (77
per cent) and one third speak the Dutch language at home (35 per cent). Most monoethnic minority students (74 per cent), half of the bi-ethnic students (53 per cent) and a
quarter of the mono-ethnic majority students (24 per cent) go to very highly or highly
urbanised schools.
Differences among bi-ethnic, mono-ethnic minority and mono-ethnic majority
students
We examined to what extent and how bi-ethnic students differ from mono-ethnic
majority and mono-ethnic minority students in terms of their cognitive outcomes,
social-emotional functioning in school and citizenship competences. The results, after
controlling for school year, gender, parental education level, the generation of the child,
the language spoken at home, grade retention, the structure of the family composition
and urbanisation, are presented in Table 4. The p-values and effect sizes with
significant regression coefficients (alpha < .05) are shown in bold. Most of the results
of the models were comparable with the results of the models without control variables.
After including the control variables in the model, we observed that only the results that
changed were those for mathematics (the effect of mono-ethnic minority was no longer
significant) and assertiveness (the effect of mono-ethnic minority became significant).
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Note. : not significant.

1

Citizenship
competences

3 Well-being

Socialemotional
functioning
in school

4 Problem
behaviour
5 Societal
interest
6 Prosocial
ability
7 Reflective
thinking
8 Assertiveness
9 Societal
knowledge
10 Interpersonal
knowledge

1 Reading
comprehension
2 Mathematics

Cognitive
outcomes
58.30

M

0.82
0.42
0.42
0.55
0.54
0.18
0.19

2.97

2.95

2.23

3.07

0.79

0.78

0.64

0.77

0.80

3.14

2.35

3.01

3.08

2.25

4.11

48.64

M

0.20

0.19

0.51

0.56

0.41

0.41

0.86

0.64

0.71

0.73

3.19

2.46

3.08

3.18

2.39

4.25

0.20

0.19

0.56

0.56

0.43

0.41

0.87

0.62

11.56

15.89

SD

Mono-ethnic
minority

10.93 107.08

17.35

SD

Bi-ethnic

11.62 110.39

16.86

SD

2.22

4.17

110.96

57.78

M

Mono-ethnic
majority

0.49

0.33

0.18

0.35

0.24

0.13

0.03

0.06

0.12

0.011

-0.021

0.04

0.16

0.08 <0.011

-0.07

1.00

3

0.12

-0.12

0.04

1.00

2

0.06

0.19

-0.20

0.03

0.56

1.00

1

0.14

0.19

-0.11

0.04

0.18

0.12

1.00

4

0.21

0.23

0.40

0.57

0.67

1.00

5

0.12

0.22

0.33

0.52

1.00

6

0.04

0.11

0.23

1.00

7

0.16

0.06

1.00

8

0.55

1.00

9

Table 2. Mean scores and standard deviation for the three groups of students and correlations between cognitive outcomes, socialemotional functioning in school and citizenship competences (Nmax = 11,892)
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Table 3. Descriptive statistics for the control variables for the three groups of
students (Nmono-ethnic majotity = 9416; NBi-ethnic = 492; Nmono-ethnic minority = 2085)

School year
Gender
Education level
of the parents
(SES)

Mono-ethnic
majority

Bi-ethnic

Mono-ethnic
minority

2008

N
4480

%
48%

N
275

%
56%

N
1141

%
55%

2011

4936

52%

217

44%

944

45%

Boy

4694

50%

243

49%

1010

48%

Girl

4722

50%

249

51%

1075

52%

1528

16%

101

21%

1180

57%

4305

46%

161

33%

559

27%

3305

35%

214

43%

266

13%

278

3%

16

3%

80

4%

0

0%

20

4%

477

23%

0

Junior vocational
education
Senior vocational
education
Higher education
Unknown

Generation
of the child
Language at
home
Structure of
family
composition
Grade retention
Urbanisation

First
Second

0%

472

96%

1608

77%

N.A.

9416 100%

0

0%

0

0%

Dutch

9412 100%

424

86%

723

35%

Other

4

0%

68

14%

1362

65%

Complete

8231

87%

412

84%

1778

85%

Other

1185

13%

80

16%

307

15%

None

7904

84%

386

78%

1371

66%

Repetition

1512

16%

106

22%

714

34%

Very highly urbanised

355

4%

93

19%

860

41%

Highly urbanised

1927

20%

166

34%

686

33%

Moderate urbanised

2158

23%

123

25%

366

18%

Low urbanised

3091

33%

82

17%

136

7%

Not urbanised

1885

20%

28

6%

37

2%

The results contradict the hypothesis that bi-ethnic students have cognitive
outcomes and social-emotional functioning that fall between that of the other groups.
No significant differences were found for cognitive outcomes and social-emotional
functioning between mono-ethnic majority and bi-ethnic students. However, bi-ethnic
students were found to have higher scores on reading comprehension and lower scores
on well-being compared with mono-ethnic minority students. No significant differences
were found for mathematics and problem behaviour between mono-ethnic minority and
bi-ethnic students. The results for citizenship competences are inconsistent with
resources and contact theory. Bi-ethnic students had scores that fall between the other
groups for citizenship orientation (except for assertiveness) and did not receive
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significantly different scores on citizenship knowledge compared with mono-ethnic
majority students. Compared with bi-ethnic students, mono-ethnic minority students
scored significantly lower on citizenship knowledge and significantly higher on
assertiveness.
Discussion
This study examined to what extent and how bi-ethnic, mono-ethnic minority and
mono-ethnic majority students differ in their cognitive outcomes, social-emotional
functioning in school and citizenship competences. With respect to cognitive outcomes
and social-emotional functioning, the study showed that bi-ethnic students do not differ
from mono-majority students while they do differ from mono-ethnic minority students.
Compared with mono-ethnic minority students, bi-ethnic students scored higher on
reading comprehension and lower on well-being with fellow students. These results
differ from earlier findings in the U.S. that showed that bi-ethnic students score
between the mono-ethnic majority and mono-ethnic minority groups on cognitive
outcomes and social-emotional functioning in school (Shih & Sanchez, 2005). This
shows that the difference between bi-ethnic and mono-ethnic students is not consistent
across different countries. Furthermore, we found no differences in problem behaviour
among bi-ethnic, mono-ethnic minority and mono-ethnic majority students, whereas
studies in the U.S. found that bi-ethnic students score higher on problem behaviour
than both mono-ethnic majority and minority students (Shih & Sanchez, 2005).
However, for the citizenship competences of bi-ethnic students, a previously
unexplored field of study, it was found that these students score between the other
groups on citizenship orientation (majority < bi-ethnic < minority) and that they score
higher on citizenship knowledge than mono-ethnic minority students but similar to
mono-majority students. These results indicate that researchers should not assume that
bi-ethnic students will be similar to mono-ethnic ones, as is typical in educational
research (e.g., for a review, see Stevens et al., 2011).
With regard to cognitive outcomes and social-emotional functioning in school,
bi-ethnic students’ scores were expected to fall between the other two groups
because these students would have a level of resources between the other groups
(Chew, Eggebeen, & Uhlenberg, 1989). It is possible that the resources provided by
the parents of bi-ethnic students are underestimated. We found that parents of biethnic students are highly educated. Moreover, Kalmijn and Tubergen (2006) found
that in the Netherlands, migrant individuals in interethnic couples are highly
educated. Furthermore, we found that nearly all bi-ethnic students were born in the
Netherlands and speak the Dutch language at home. It is possible that their
economic and social resources are more comparable with those of mono-ethnic
majority students and we therefore find no cognitive and social-emotional difference
between bi-ethnic and mono-ethnic majority students.
The findings for the U.S. (Shih & Sanchez, 2005) differ from our findings,
perhaps because of differences in the context of Dutch society and U.S. society.
Kalmijn and Tubergen (2006) concluded that ethnic boundaries are weaker in the
Netherlands than in the U.S. and that the reason for bi-ethnic marriages in the
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-0.08
-0.04
<0.01

Reflective thinking
Assertiveness
Societal knowledge
0.01

-0.05

Prosocial ability

Interpersonal knowledge

-0.03
-0.09

Problem behaviour

0.03

Well-being
Societal interest

0.87

Mathematics

0.01

0.01

0.03

0.03

0.02

0.02

0.26

0.69

<0.01
0.18

<0.01

<0.01

0.44

0.33

0.03
0.04

0.09

0.51

SE
p-value
0.75
0.72

0.06

-0.02

-0.16
-0.07

-0.13

-0.21

-0.04

0.05

0.08

ES
-0.02

-0.03

-0.02

0.10

0.10

0.07

0.11

0.03

0.19

-0.75

b
-4.58

0.01

0.01

0.03

0.03

0.02

0.02

0.05

0.04

<0.01

0.02

<0.01

<0.01

<0.01

<0.01

<0.01
0.52

SE
p-value
0.91 <0.01
0.63
0.23

Mono-ethnic minority

Notes. *p < 0.05, **p < 0.01. Control variables: school year, gender, education level of the parents, generation of the child,
language spoken at home, grade retention, structure of family composition and urbanisation.

Citizenship competences

Social-emotional functioning
in school

Cognitive outcomes

b
-0.27

Reading comprehension

Mono-ethnic majority

-0.15

-0.13

0.18

0.18

0.16

0.26

0.29
0.04

ES
-0.29
-0.07

Table 4. Standardised coefficients and effect sizes (ES) of the multivariate multilevel analyses of the final model (N = 11,892) for
the cognitive outcomes, social-emotional functioning in school and citizenship competences of mono-ethnic students in
comparison with bi-ethnic students (reference group)
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Netherlands for the migrant parent is less often to achieve higher ethnic and SES.
Furthermore, the largest minority groups in both societies differ, for example, in
their migration background; the largest minority groups in the U.S. are EuropeanAmerican (voluntary immigration in the 17th century), African-American
(involuntary immigration in the mid-18th century) and Asian-Americans (voluntary
immigration in the 19th century), whereas the largest groups in the Netherlands are
Moroccans, Turkish and Surinamese (voluntary immigration in the mid-19th
century). However, Moroccans and Turkish migrants were guest workers, whereas
Surinam was a former colony of the Netherlands. The migration background of
minorities may thus be related to the school outcomes of their students (Ogbu &
Simmons, 1998).
The finding that bi-ethnic students have scores that fall between those of monoethnic majority and mono-ethnic minority students for citizenship orientation was
unexpected. Following contact theory (Allport, 1954), more intergroup contact
produces better relations, and following our idea that bi-ethnic children are accustomed
to encountering and accepting differences, we expected that bi-ethnic students would
have higher citizenship orientation than mono-ethnic majority and minority students.
One explanation for the finding that bi-ethnic students score in-between could be that
migrant parents in an inter-ethnic relationship are more integrated into the culture of the
majority than migrant parents in a mono-ethnic relationship, resulting in smaller
cultural differences within bi-ethnic families than was expected. The cultural
differences between Dutch society and the mono-ethnic minority family could be
greater than the cultural differences within the bi-ethnic family, which could lead to
higher citizenship competences for mono-ethnic minority students than for bi-ethnic
students (Geijsel et al., 2012). The findings that bi-ethnic students score higher on
citizenship knowledge than mono-ethnic minority students do, but score similar to
mono-majority students was also unexpected. Bi-ethnic students were expected to have
greater citizenship knowledge than mono-ethnic majority and minority students because
bi-ethnic students have more cultural resources. Citizenship knowledge refers to
cognitive skills; therefore, the results for citizenship knowledge are more comparable to
the findings for cognitive outcomes (ten Dam et al., 2011).
A limitation of the study is that we modelled the background characteristics having
similar effects across the different groups. Additional analyses showed that in general
the effect of the background characteristics on the dependent variables is not different
across the groups. However, only for some dependent variables the effect of gender of
the student, educational level of the parents and urbanisation level of the school
differed for the groups.
Bi-ethnic students are diverse, and the influence of being bi-ethnic can also be
diverse. Variations may be based on differences in parentage, gender, SES, ethnicity,
community composition (school or neighbourhood) and societal ethnic dynamics. The
background of migrant parents can differ according to their migration background
(some migrant parents came to the Netherlands for labour, and others are refugees or
expats), culture (some migrant parents come from a Western country, whereas others
come from a non-Western country) and education level. Therefore future studies should
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also focus on the differences between bi-ethnic students, for example in ethnic
background of the migrant parent and the education level of the parents.
Various studies have focused on the influence of identity on educational outcomes
and social functioning in school (e.g., Herman, 2009). Although it would have been
interesting to include identity in the present study, it was not possible in this research
because identity is not measured in the COOL data.
It should be noted that the findings of this study may not be comparable to the
outcomes for bi-ethnic students with two migrant parents. Kalmijn and Tubergen
(2006) found high education levels especially in bi-ethnic marriages with one native
parent.
This study provides important insight into an often overlooked group of students.
Although previous research assumes that bi-ethnic students can be grouped together
with minority students, this study has shown that bi-ethnic students cannot simply be
grouped together with minority students. When researchers include bi-ethnic students
with minority students, they underestimate the specific family background
characteristics and advantageous resources of bi-ethnic students.

26

Chapter 3
Ethnic diversity in schools and bi-ethnic Dutch students’
educational outcomes and social functioning1
The present study examined the relationship between ethnic diversity in school and
educational outcomes, social-emotional functioning, and citizenship competences for
bi-ethnic students. The focus of this study is bi-ethnic children with 1 non-migrant
parent (with 2 non-migrant grandparents) and 1 migrant parent (with 2 foreign
grandparents). It was found that the educational outcomes, social-emotional
functioning, and citizenship competences of bi-ethnic students were not related to
ethnic diversity. We also focused on the relationship between ethnic diversity in school
and educational outcomes, social-emotional functioning, and citizenship competences
for mono-ethnic students to determine whether this relationship is different for biethnic and mono-ethnic students. Whereas the relationship was not significant for
mono-ethnic minority students, mono-ethnic majority students’ educational outcomes,
social-emotional functioning, and citizenship competences were related to a school’s
ethnic diversity. This study indicates that the outcomes and social functioning of biethnic students are not related to attending an ethnically diverse school.

1

This chapter is based on: Karssen, M., van der Veen, I., & Volman, M. (2016).
Ethnic diversity in schools and bi-ethnic Dutch students’ educational outcomes and
social functioning. School Effectiveness and School Improvement, 27(4), 613-628.
doi:10.1080/09243453.2016.118 9436
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Introduction
Changing demographics in societies through international migration have led to an
increasing number of bi-ethnic individuals, i.e., individuals with parents of different
ethnic backgrounds (e.g., U.S. Census Bureau, 2010; Office for National Statistics
[UK], 2011). In 2012, 25% of the marriages in the Netherlands were marriages
between partners with different ethnic backgrounds (Centraal Bureau voor de Statistiek
(CBS) [Central Bureau of Statistics], 2015). Bi-ethnic individuals are an interesting
research topic for several reasons. By having parents of different ethnic backgrounds,
bi-ethnic individuals have unique multi-ethnic experiences from birth. Starting from an
early age, they have access to ethnically diverse networks through their parents
(Crippen & Brew, 2007). Their early experiences with ethnic diversity could make
them more open and accustomed to ethnic differences (Barnes, 2001). Because
Karssen, Van der Veen and Volman (2015) found that bi-ethnic students with one
migrant and one non-migrant parent cannot be simply grouped together with monoethnic minority students, the focus of this study is on bi-ethnic children with one nonmigrant parent (with two non-migrant grandparents) and one migrant parent (with two
foreign grandparents).
In their lives, children have the chance to encounter different ethnically diverse
settings, such as in the neighbourhood, in kindergarten, and in school. Importantly,
their school’s ethnic composition could exert a large influence on their life because
children spend a large portion of their life at school, where they meet many other
children. Many studies have already been performed on the influence of schools’ ethnic
composition (e.g., for reviews, see Mickelson & Nkomo, 2012; Van Ewijk & Sleegers,
2010). Schools’ ethnic composition is found to influence majority and minority
students. However, how ethnic diversity in school influences bi-ethnic students, to our
knowledge, has not yet been studied. Most studies do not treat bi-ethnic children as a
distinguishable group. Previous studies have categorized bi-ethnic students as minority
students. In a study by Karssen, Van der Veen and Volman (2015), it was found that
bi-ethnic students with one migrant and one non-migrant parent cannot be simply
grouped together with mono-ethnic minority students. Bi-ethnic students were found to
score higher on cognitive outcomes and on social-emotional functioning in school than
mono-ethnic minority students. Other studies showed that bi-ethnic children have
unique experiences with ethnic diversity from birth because they have parents with
different ethnic backgrounds (Kerwin, Ponterotto, Jackson, & Harris, 1993). Given that
bi-ethnic children experience ethnic diversity from an early age, they may function as a
study group that can provide insight into how people adapt to ethnic diversity. Research
into the influences of ethnic diversity in school on bi-ethnic children can not only
provide better insight into the role of the ethnic diversity within the bi-ethnic family but
can also help us to understand how interacting in an ethnically diverse context affects
the outcomes and social functioning of children in general.
The purpose of the study is to examine the relationship between ethnic diversity in
school and a set of educational outcomes for bi-ethnic children. This study analyses the
relationship between ethnic diversity in school and educational outcomes and social
functioning for bi-ethnic, mono-ethnic minority and mono-ethnic majority children in
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primary education in the Netherlands. The results will help determine whether there are
indeed differences in responses to a school’s ethnic diversity between mono-ethnic and
bi-ethnic students.
We included a diverse set of outcomes: cognitive outcomes, social-emotional
functioning and citizenship competences. For mono-ethnic groups, most studies focus
on the relationship between ethnic diversity in school and this diverse set of outcomes
(Dijkstra, Geijsel, Ledoux, Van der Veen, & Ten Dam, 2015; Driessen, 2002b;
Mickelson & Nkomo, 2012). They are most likely to help us understand the possibly
different influences of ethnic diversity for the bi-ethnic and mono-ethnic minority
groups. The three sets of outcomes are important outcomes that are targeted by schools;
they are important educational goals, and all three are important predictors of success
later in life. Furthermore, it has been shown that achieving citizenship competences is
positively related to ethnic diversity (Dijkstra et al., 2014).
Theoretical background
Ethnic diversity
In the EU and in the U.S., the effects of ethnic diversity in school on educational social
functioning and outcomes have been and still are the subject of debate (e.g., for a
review, see: Driessen, 2002b; Mickelson & Nkomo, 2012; Westerbeek, 1999). Most
review studies conclude that majority and minority students in schools with an
ethnically diverse composition have higher cognitive outcomes and better social
functioning in school than majority and minority students in segregated schools
(Hallinan, 1998; Mickelson & Bottia, 2010; Mickelson & Nkomo, 2012; Welner,
2006). However, other review studies conclude that majority and minority students in
schools with an ethnically diverse composition have lower cognitive outcomes and
social functioning in school than majority and minority students in segregated schools
(Schofield, 1995; Van Ewijk & Sleegers, 2010). The findings are still not conclusive.
One reason is that comparing different studies of school ethnic composition is
problematic because studies have different definitions of ethnic diversity. School ethnic
composition can be conceptualised as ethnic concentration or ethnic heterogeneity (see
also Agirdag, Van Houtte, & Van Avermaet, 2011; Chan & Birman, 2009). Whereas
ethnic concentration refers to the proportion of ethnic minorities or majorities in a
school, ethnic heterogeneity refers to the degree of ethnic differences in a school. Most
studies in the previously mentioned review studies use the term ethnic concentration to
convey the notion that a school is segregated. However, this type of measurement only
takes into account the size of a certain group and not the ethnic diversity within a
school. In this study, we focus on ethnic heterogeneity, which refers to ethnic diversity
in terms of both the number and the size of the ethnic groups that are present in a
school. The more ethnic groups a school has and the larger they are, the greater its
ethnic diversity will be. We do not make the distinction between majority and minority
students for ethnic diversity. We focus on ethnic diversity, because we expect that
ethnic diversity is especially important for bi-ethnic students because they have unique
multi-ethnic experiences from birth. Further use of the term ethnic diversity in this
article refers to our definition of it.
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Ethnic diversity and cognitive outcomes
This section focuses on theories about the relationship between ethnic diversity in
school and cognitive outcomes. Some authors argue that communication in ethnically
diverse schools could enrich students as they can learn from each others’ cultures
(Lazear, 1999). When a school is ethnically diverse, and ethnic groups are small, there
is no statistical majority ethnic group and, according to Lazear (1999), teachers and
students would then have stronger motives to adapt to the majority culture of the
country, and the instructional language is then also mostly determined by the majority
culture. On the other hand, Driessen (2002b) argues that when schools are ethnically
diverse, students have fewer classmates who have the host country language as their
mother tongue, which may lead to fewer possibilities of learning the language of the
majority group at school. Another explanation for a possible negative influence of
ethnic diversity in school on students’ cognitive outcomes is from a more teachingoriented perspective. Teachers in highly ethnically diverse schools may have problems
adapting their instruction to the specific needs of such a wide diversity of students (Van
Ewijk & Sleegers, 2010). Whereas in ethnically homogenous classes, teachers can
specialise instruction according to the needs of students (Peetsma, Van der Veen,
Koopman, & Van Schooten, 2006), in ethnically diverse classes teachers need to adapt
their teaching style to the needs of a wide diversity of students (Van Ewijk & Sleegers,
2010).
Ethnic diversity and social functioning in school
Constrict theory (Putnam, 2007) and conflict theory (Blalock, 1967) explain the
possible negative influence of ethnic diversity in school on students’ social functioning
(Basters & Dronkers, 2014; Agirdag, Van Houtte, & Van Avermaet, 2011; Janmaat,
2012). According to constrict theory, more ethnically diverse settings have a negative
influence on students’ outcomes and social functioning in school because an ethnically
diverse school encourages students to avoid relationships with other students (Putnam,
2007). Students in ethnically diverse schools will withdraw from peer groups and have
lower levels of well-being with both students of the same ethnic background and
students with a different ethnic background. This will result in having fewer interethnic
contacts, less engagement with other classmates and fewer close friends. However,
constrict theory only addresses the short-term effects of ethnic diversity. In the long
term, according to Putnam (2007), ethnic diversity has less negative effects as people
become accustomed to it.
Conflict theory holds that more diversity leads to more tensions and conflicts, because
as the dominant group becomes smaller, people belonging to the dominant group will
feel that they lose their privileged position and become more unfriendly towards the
minority group (Blalock, 1967). Unfriendly behaviour may give rise to problem
behaviour, because hostilities and conflicts in school will increase (Eitle & Eitle, 2010).
Macrostructural theory (Blau, 1974) and contact theory (Allport, 1954) take another
viewpoint. According to macrostructural theory, ethnically diverse schools provide
more opportunities for interethnic contact, because of the proximity of students of other
ethnic groups. Additionally, according to contact theory, more interethnic contact will
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lead to positive interethnic interactions and interethnic understanding. Increased
interethnic contact leads to favourable outcomes such as reduced prejudices and
eventually more interethnic friendships (Pettigrew & Tropp, 2006; Agirdag, Van
Houtte, & Van Avermaet, 2011). However, according to contact theory when certain
conditions are not met, such as equal status and common goals, more interethnic
contact could also amplify problem behaviour. The ethnically diverse school
environment may then enhance inequality and competition, and, as a result, students
become more hostile, which will result in more conflicts (Eitle & Eitle, 2003).
According to Gurin, Dey, Hurtado and Gurin, (2002), building on Piaget’s theory of
intellectual and moral development, more positive interethnic interactions can provide
students with opportunities to learn from each other. Piaget argues that when students
interact with other students who hold different perspectives, and when they have an
equal relationship, they develop intellectually and morally (Piaget, 1965). Ethnically
diverse schools that foster positive interethnic interactions provide opportunities to
learn from and to discuss different backgrounds, perspectives, values and experiences
and to understand common goals (Banks, 2008; Gurin et al., 2002). Through these
opportunities students may become accustomed to different norms and values (Banks,
2008) and learn to evaluate and explore different perspectives, accept conflicts, develop
social sensibility and involvement (Pettigrew & Tropp, 2006). These opportunities
foster an environment that encourages citizenship competences (Gurin, et al., 2002),
such as societal interest, prosocial ability, reflective thinking, assertiveness and a
deeper knowledge of the social world. In a diverse environment students become
familiar with different social rules and have the opportunity to explore different
perspectives (Fischer, 2011), which can increase critical reflection on social issues and
social structures. An ethnically diverse environment may also challenge students to
formulate and to reflect on their own ideas as they are confronted with peers with
different perspectives. Students in ethnically diverse schools develop a deeper
knowledge of the social world, because they are challenged to think or act in new ways
(Gurin et al., 2002; Cowan, 2005).
Bi-ethnic students versus mono-ethnic students
The effect of ethnic diversity in school on the outcomes and social functioning in
schools of bi-ethnic students could differ from the effect on mono-ethnic students. Biethnic students have a unique ethnic diversity experience starting from birth. Not only
their parents but also their other family and relatives differ in ethnicity. In general,
parents in an interethnic marriage value the ethnic diversity within the family (Crippen
& Brew, 2007). The frequency and quality of their interethnic experiences are mostly
of much higher than those of mono-ethnic students. Their experience goes far beyond
mere contact and includes learning about differences in ethnic backgrounds and
perspectives from an early age. Because they have interethnic contact with family and
relatives, they get to know people from different ethnic backgrounds individually in an
intimate way, which enables them to discern common goals and personal qualities
(Kerwin et al., 1993). Their interethnic experiences could contribute not only to more
positive opinions about members of the same and other ethnic groups with whom they
31

Chapter 3
are in direct contact but also to more positive views on the entire ethnic in-groups and
out-groups with whom they do not have contact (Pettigrew & Tropp, 2006; Pettigrew,
2009). On the other hand, when ethnic diversity within the family is not valued by the
family and relatives, the child may be less accustomed to ethnic diversity and could be
less open and able to adjust to ethnic differences (Bratter & Eschbach, 2006). However,
studies have found that bi-ethnic students are generally able to interact with multiple
ethnic groups and appreciate multiple viewpoints (Lopez, 2001; Wallace, 2001).
In addition to the ‘natural’ diversity in bi-ethnic families, which enables them to be
more accustomed to ethnic diversity, parents may teach them to be more open to other
ethnic cultures (Barnes, 2001). Because parents in a bi-ethnic relationship have a
relationship with someone of another ethnicity, they may be more open-minded than
parents in a mono-ethnic relationship. Holloway, et al., (2005) found that bi-ethnic
families are more likely to live in higher ethnically diverse neighbourhoods than monoethnic families.
Influence of ethnic diversity in school on bi-ethnic students
Although to our knowledge there are no studies that focus on the influence of ethnic
diversity in school on bi-ethnic children’s educational outcomes and social functioning,
a few studies in the U.S. have focused on the effects of ethnic concentration on biethnic children’s educational outcomes and social functioning. Herman (2009) found
that the educational performance of bi-ethnic students was related to the ethnic
concentration of their neighbourhoods and schools. Bi-ethnic children who live in
majority-dominated neighbourhoods and bi-ethnic children who were in tracks with
more majority children than minority children scored higher grades. Burke and Kao
(2013), however, found that ethnic concentration in a school had no effect on the
school’s achievement of bi-ethnic students. For school belonging, they found that biethnic students who attend schools with a very low concentration of majority students
(<1%) score lower than bi-ethnic adolescents who attend schools that have a higher
concentration of majority students (1-66%). Cheng and Klugman (2010) found that the
concentration of European American students and of African American students in a
school does not affect the school attachment of bi-ethnic students.
Although how ethnic diversity in school influences bi-ethnic students has, to our
knowledge, not yet been studied, some studies have focussed on how ethnic diversity in
school influences students who live in multi-ethnic cities. Braster and Dronkers (2014)
studied the effect of ethnic diversity in school on the educational performance of
children who grew up in multi-ethnic cities and found that ethnic diversity had a
positive effect on their educational outcomes. They argued that children who grew up
in a multi-ethnic city considered ethnic diversity to be normal and therefore have an
increased level of trust and collaboration compared to children who grew up in less
ethnically diverse cities, which results in better educational performance. Mickelson
and Nkomo (2012) concluded from their review that ethnically diverse schools in
multi-ethnic societies can most likely promote social cohesion. The argument that
children in multi-ethnic cities fare better in ethnically diverse schools because they
perceive diversity as normal could also hold for bi-ethnic students. Bi-ethnic children
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experience ethnic diversity from birth and therefore become habituated to it. We
theorise that bi-ethnic children may respond to ethnic diversity as “chameleons”. By
being a part of both the ethnic minority and the ethnic majority group, they can deal
flexibly with social relations by holding flexible social group boundaries, and they can
therefore adapt to the cultural norms of the situation (Miville, Constatine, Baysden &
So-Lloyd, 2005).
The present study
This study examines the relationship between ethnic diversity in school and cognitive
outcomes, social-emotional functioning and citizenship competences for bi-ethnic
students. Based on the theories mentioned above, we formulate a number of
expectations. We expect that, overall, the relationship between ethnic diversity in the
classroom and cognitive outcomes may be inconclusive, as both expected positive and
negative effects may balance each other out. Ethnic diversity in the school can have a
positive effect on cognitive outcomes because 1) ethnically diverse schools are
expected to enrich students in learning from each other’s cultures; 2) a school’s culture
would be mostly determined by the majority culture when ethnic groups are small,
which can lead to a greater comprehension of instruction. However, teachers may have
trouble adapting their instruction and teaching style to an ethnically diverse group of
students. Teachers in ethnically diverse classes need to adapt their teaching style and
instruction to the specific needs of such a wide diversity of students. Additionally,
when schools are ethnically diverse, students have fewer classmates who have the host
country language as their mother tongue, which may lead to fewer possibilities of
learning the language of the majority group at school. However, for bi-ethnic students,
we expect an extra influence that is not present for mono-ethnic students. Because biethnic students already have an ethnically diverse home situation, they are already
enriched in learning from different cultures. Further, because we expect bi-ethnic
students to respond to ethnic diversity as “chameleons”, they are less influenced by a
school’s culture. Whether a school’s culture is more determined by the ethnic majority
or by the ethnic minority, they can adapt to the cultural norms of the situation.
With regard to social-emotional functioning, we argue that ethnic diversity also has
little influence on bi-ethnic students, because bi-ethnic students are accustomed to
interethnic contact and are able to exceed ethnic differences. According to
macrostructural theory, ethnically diverse schools provide more opportunities for
interethnic contact, and contact theory argues that more interethnic contact will lead to
positive interethnic interactions and understanding. We argue that bi-ethnic students
already have interethnic interactions and understanding because of the ethnic diversity
within the family. An ethnically diverse school would not lead to higher interethnic
interactions and understanding for bi-ethnic students as they already are familiar with
ethnic differences. Constrict theory is also expected not to hold for bi-ethnic students.
Bi-ethnic students are expected not to avoid relationships with other students, because
higher diversity does not cause them extra tension with classmates, as they are
accustomed to ethnic diversity. As Putnam (2007) argued, ethnic diversity has less
detrimental effects as people become accustomed to it. Conflict theory is also expected
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not to hold, because the majority group would see bi-ethnic students less as a threat,
because they are not or they are perceived as being not as different, or as a minority.
For citizenship competences we also argue that ethnic diversity has little influence
on bi-ethnic students. Our arguments for this hypothesis build on the same theories and
arguments as our hypothesis for social-emotional functioning. Bi-ethnic students have
unique opportunities starting from birth to learn and to discuss different backgrounds,
perspectives, values and experiences. Therefore, they are already accustomed to
evaluating and exploring different perspectives, accepting conflicts, and developing
social sensibility, involvement and social adaptability. We argue that their home
environment encourages citizenship competences from an early age.
In addition to examining the relationship between ethnic diversity in school and
cognitive outcomes, social-emotional functioning and citizenship competences for biethnic students, we also examined this relationship for mono-ethnic minority and
mono-ethnic majority students. We wanted to determine whether the relationship
between ethnic diversity in school and cognitive outcomes, social-emotional
functioning and citizenship competences is different for bi-ethnic and mono-ethnic
students. As indicated, we expected the relationship between ethnic diversity in school
and educational outcomes and social functioning for bi-ethnic students to be smaller
than for mono-ethnic groups, because bi-ethnic individuals are accustomed to the
ethnically diverse situation that they experience at school.
Method
Sample
Sixth grade students from the national Dutch cohort study (COOL5-18) participated in
this study. The COOL study has the purpose of describing and explaining students’
academic careers. The data of two cohorts (2007/2008 and 2010/2011) were included
(Nstudents = 24,147, Nschools = 777). Students’ and parents’ background characteristics
were available through school administrations. Information on the ethnic background of
grandparents was provided by the parents; however, the response rate in the first wave
was 67% and in the second wave, 65%. The non-response analysis suggested that
students with incomplete data on ethnic background characteristics were somewhat
more often students who come from disadvantaged home situations and migrant
families. Students whose parents filled in the parent questionnaire performed slightly
higher on the cognitive and social-emotional tests than the students whose parents did
not fill in the parent questionnaire. However, the effect sizes were very small (etasquared < .18). Students with incomplete data on both parents’ or on all four
grandparents’ ethnic background characteristics were omitted from the sample because
this information was needed to enable a comparison between the ethnic groups, leaving
14,529 students (60%). There were three groups of students: mono-ethnic majority
(those whose two parents and all grandparents were born in the Netherlands), monoethnic minority (those whose parents were born in the same country but whose two
parents and all grandparents were born outside of the Netherlands), and bi-ethnic (those
with one parent and two grandparents born in the Netherlands and one parent and two
grandparents born outside of the Netherlands). Students who could not be categorised
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as mono-ethnic (majority students with at least one migrant grandparent (8%) and
minority students with at least one non-migrant grandparent (0.3%)) were excluded
from the analyses. Students who had parents from different ethnic backgrounds but did
not fit our bi-ethnic category (because they did not have two migrant grandparents and
two foreign grandparents (3%)) were excluded from the analyses. We excluded these
students because we wanted to ensure that the mono-ethnic children grew up in a low
ethnically diverse home environment and that the bi-ethnic children grew up in a highly
ethnically diverse home environment. The total sample consists of 12,841 students
(53%). Table 1 provides an overview of the number of respondents in the different
groups.
Table 1. Number of bi-ethnic, mono-ethnic minority and mono-ethnic majority
students in grade 6
Mono-ethnic
minority

Bi-ethnic
Dutch

Mono-ethnic
majority

Total

-

-

9961

9961

Surinamese

62

195

-

257

Antillean

20

49

-

69

Turkish

31

841

-

872

Moroccan

27

667

-

694

Other Western

188

143

-

331

Other non-Western

203

454

-

657

Total

531

2349

9961

12,841

The average age of the students was eleven years; 6,304 (50%) students were boys,
and 6,407 (50%) were girls. Parental education level was measured by the highest
education level attained by either parent. Parental education level was divided into
three groups: 1. maximal junior secondary vocational education (n = 3,071, 24%),
which ranges from no education at all to basic vocational training; 2. senior secondary
vocational education (n = 5,345, 42%), which is professional education; 3. higher
education (n = 3,971, 31%), which is higher professional education and university
education. Information for parental education level was missing for 4% of the students
(n = 454).
Variables and instruments
Cognitive outcomes
Cognitive outcomes were measured with test scores on reading comprehension and
mathematics achievement from the Dutch National Institute for Educational
Measurement (Cito). Both tests have two versions, because Cito updated the test for
reading comprehension in 2008 and the test for mathematics achievement in 2007. All
schools in the 2007/2008 cohort used the old versions of the tests, while most schools
in cohort 2010/2011 used the updated version of the reading comprehension test (75%)
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or/and the updated version of the mathematics achievement test (54%). The reading
comprehension tests use the same scale and are comparable. The mathematics tests
were not on the same scale; therefore, the scores on the old version were transformed
into scores on the scale of the newer version (formula from Cito).
Social-emotional functioning in school
Social-emotional functioning in school was measured with two scales: the well-being of
the pupil in relation to fellow students and externalising problem behaviour. The
student questionnaire for well-being with fellow students consisted of six items, e.g., “I
like spending time with other students in my class” (Peetsma, Wagenaar, & De Kat,
2002). The problem behaviour of the students was scored by teachers on four items,
e.g., “is often brutal” (Jungbluth, Roede, & Roeleveld, 2001). Both scales are 5-point
Likert-type scales, with options ranging from not applicable at all (1) to very applicable
(5). Both scales had Cronbach’s alpha values of 0.82. A higher score for problem
behaviour implies more problem behaviours.
Citizenship competences
Two scales concerning citizenship competences were used: citizenship orientation and
citizenship knowledge (Citizenship Competence Questionnaire [CCQ]; Geboers,
Geijsel, Admiraal, & Ten Dam, 2015; Ten Dam, Geijsel, Reumerman, & Ledoux,
2011). Citizenship orientation consisted of four subscales: societal interest, prosocial
ability, reflective thinking and assertiveness. Societal interest reflects an interest in
social issues, other people, and respect for others. Prosocial ability reflects social skills
and the ability to converse and empathise with others. Reflective thinking concerns
critical reflection on social issues and social structures in society. Assertiveness
concerns the skills that are needed to stand up for one’s own ideas and clearly
formulate them. Items for citizenship orientation were measured on 4-point Likert
scales. Citizenship knowledge consists of two subscales: societal knowledge and
interpersonal knowledge. Societal knowledge reflects knowledge of the democratic
principles and the norms and organisation of society. Interpersonal knowledge concerns
the knowledge of prevailing social values, behavioural rules, and everyday social
manners. The citizenship knowledge items involved a multiple-choice test with three
response options. The scales had Cronbach’s alpha values of 0.87 (societal interest),
0.89 (prosocial ability), 0.94 (reflective thinking), 0.70 (assertiveness), 0.66 (societal
knowledge) and 0.67 (interpersonal knowledge).
Ethnic diversity
Because the number of classes for grade 6 in a school in the Netherlands is small (mean
number < 2), ethnic diversity was calculated by the ethnic diversity in the entire grade 6
for every school. Ethnic diversity was determined with the Herfindahl index (Braster &
Dronkers, 2014), which varies from 0 to 1. The Herfindahl index takes into account
both the number and the size of the ethnic groups. The formula that was used to
calculate the ethnic diversity is: 1 - [(% ethnic group 1)2 + (% ethnic group 2)2… + (%
ethnic group n)2]. The following ethnic groups were distinguished: Dutch, Surinamese,
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Antillean, Moroccan, Turkish, other Western and other non-Western. Bi-ethnic
students were assigned to the ethnic group of the mother. A school with a high score
has a high degree of ethnic diversity, which indicates that there are more relatively
large ethnic groups in grade 6.
Background characteristics
We used control variables on the individual and the school level to assess whether the
link between ethnic diversity and cognitive outcomes, social-emotional functioning and
citizenship competences is not a reflection of other influences. Individual factors could
influence students’ educational outcomes and social functioning (Driessen, 2002a;
Benner & Crosnoe, 2011; Karsten, 2010).The students could differ in background
characteristics, which may be related to their educational outcomes and social
functioning. The individual factors that have been found in previous studies to
influence pupils’ competences (Driessen, 2002a; Benner & Crosnoe, 2011; Karsten,
2010) were controlled for. We controlled for cohort, gender, parental education level,
birthplace of the child, language spoken at home, grade retention and structure of the
family composition. Cohort was included to control for the fact that the students came
from two cohorts, cohort 2007/2008 and cohort 2010/2011. Parental educational level
was measured with separate questions regarding the educational levels of the mother
and the father and was divided into four categories: maximal junior secondary
vocational, senior secondary vocational education, higher education and unknown.
Parental educational level was based on the highest level of education within the
family. Whether the student was born in the Netherlands was controlled for. This
measure is an indicator of the generation of the child. The language that is spoken at
home was measured with separate questions regarding the language that was spoken
with the student by the mother and by the father. If at least one of the parents spoke
another language with the students than the Dutch language, the language spoken at
home was coded as non-Dutch. Retained a grade is constructed on the basis of the age
of the student. Delay was assumed if the student was at least one year older than
supposed in a certain group. The structure of the family composition was coded as twoparent family or single-parent family. On the school level, we controlled for
urbanisation to control for influences outside of the school. The students could differ in
urbanisation level, which could be related to their educational outcomes and social
functioning (Benner & Crosnoe, 2011). Urbanisation was divided into five groups:
Very high, high, moderate, and low urbanisation and not at all urbanised. The
categories were included as dummies.
Data analysis
To test whether the relationship between ethnic diversity in school and cognitive
outcomes, social-emotional functioning and citizenship competences differs for biethnic, mono-ethnic minority and mono-ethnic majority students (research question 1),
multivariate multi-group multilevel analyses were performed using Mplus 7. Because
the students were nested within schools, we modelled the groups of dependent
variables as clusters because it reduces the risk of type 1 errors (finding a non-existing
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effect) and type 2 errors (failing to find an existing effect) (De Maeyer, Van den Bergh,
Rymenans, Van Petegem, & Rijlaarsdam, 2010). First, an empty model was tested
(without independent variables) to determine the amount of variance that was situated
at the school level. Second, ethnic diversity with random slopes across groups was
included at the school level. Finally, the control variables with random slopes were
included at the student and school level to examine whether ethnic diversity was related
to the dependent variables beyond individual and school background characteristics.
Results
Descriptive statistics
The mean scores and standard deviations of the three groups for the dependent
variables are shown in Table 2. Table 3 presents the descriptive statistics of ethnic
diversity in school for the three groups of students. The mean for ethnic diversity
differs according to the group to which the students belong. Whereas mono-ethnic
majority students on average go to low ethnically diverse schools, bi-ethnic students on
average go to medium ethnically diverse schools and mono-ethnic minority students on
average go to highly ethnically diverse schools.
The relationship between ethnic diversity and educational outcomes and
social functioning for bi-ethnic, mono-ethnic majority and mono-ethnic
minority students
Whether the relationship between ethnic diversity in school and cognitive outcomes,
social-emotional functioning and citizenship competences differs between bi-ethnic,
mono-ethnic minority and mono-ethnic majority students was examined. Table 4
presents the results after school year, gender, parental education level, the generation of
the child, the language spoken at home, grade retention, the structure of the family
composition and urbanisation were controlled for. Significant estimates (p-value <. 05)
are shown in bold.
The results show that ethnic diversity was only related to the outcomes and social
functioning of mono-ethnic majority students; no relation between ethnic diversity and
outcomes and social functioning was found for bi-ethnic and mono-ethnic minority
students. Mono-ethnic majority students in ethnically diverse schools scored lower on
reading comprehension and well-being with fellow students and showed more problem
behaviours than mono-ethnic majority students in lower ethnically diverse schools.
However, mono-ethnic majority students in ethnically diverse schools scored higher on
the citizenship orientations that are characterised by societal interest, reflective thinking
and assertiveness than mono-ethnic majority students in lower ethnically diverse
schools.
Because the relationships with ethnic diversity and some outcomes and functioning
were significant for the mono-ethnic majority group and not for the bi-ethnic and
mono-ethnic minority students, we can conclude that this relationship is different for
the groups. However, this is considered to be weak evidence because coefficient
estimates with similar p-values in different groups can be considered to be different.
Therefore, we also examined whether the magnitude of the relationship between ethnic
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diversity and the outcomes and functioning varied significantly across the groups. The
coefficients were fixed to be equal across groups, and a likelihood ratio test was used to
determine if the chi square statistic of model fit differed significantly from the
unconstrained model. Only for social-emotional functioning the fit of the constrained
model differed significantly from the fit of the unconstrained model (χ2df = 4 = 18.39, p <
.01), but this was only true for the differences across bi-ethnic students and monoethnic majority students (χ2df = 2 = 7.64, p < .05). This finding indicates that the
magnitude of the associations between ethnic diversity and social emotional
functioning differ significantly across bi-ethnic students and mono-ethnic majority
students.
Table 2. Mean scores and standard deviations of cognitive outcomes, socialemotional functioning in school and citizenship competences (Nmaxstudents = 11,892)
Mono-ethnic
majority
Cognitive
outcomes

Reading
comprehension
Mathematics

Mono-ethnic
minority

Bi-ethnic

M

SD

M

SD

M

SD

57.78

16.86

58.30

17.35

48.64

15.89

110.96

11.62

110.39

10.93

107.08

11.56

Social-emotional Well-being
functioning in
Problem behaviour
school
Societal interest
Citizenship
competences
Prosocial ability

4.17

0.64

4.11

0.64

4.25

0.62

2.22

0.82

2.25

0.86

2.39

0.87

2.97

0.42

3.08

0.41

3.18

0.41

2.95

0.42

3.01

0.41

3.08

0.43

Reflective thinking

2.23

0.55

2.35

0.56

2.46

0.56

Assertiveness

3.07

0.54

3.14

0.51

3.19

0.56

Societal knowledge
Interpersonal
knowledge

0.79

0.18

0.80

0.19

0.73

0.19

0.78

0.19

0.77

0.20

0.71

0.20

Table 3. Descriptive statistics of ethnic diversity in school for mono-ethnic majority,
bi-ethnic and mono-ethnic minority students
Ethnic diversity
Mono-ethnic majority
Bi-ethnic
Mono-ethnic minority

N
9961

M
0.16

SD
0.18

Min
0.00

Max
0.84

531

0.38

0.24

0.00

0.84

2349

0.59

0.19

0.00

0.84

39

0.04
0.02
0.02

0.12
0.03
0.14
0.15
-0.02
-0.01

Prosocial ability

Reflective thinking

Assertiveness

Societal knowledge
Interpersonal
knowledge

0.08

0.22

Societal interest
0.05

0.04
0.04

0.06

Problem behaviour

1.94
1.64

Reading comprehension -5.48
-0.40
Well-being
-0.22

Mathematics

0.33

0.30
0.08
0.12

0.04

0.07

0.74 -0.03 -0.01

0.00 0.36 -0.04
0.36 -0.09 0.02

0.01

0.00
0.39

0.00 -0.35 -0.09
0.01 0.27 -0.28

0.01 -0.35 -0.55
0.81 -0.04 2.18

B

0.05

0.04

0.12

0.13

0.10

0.09

0.21

0.12

2.46

3.79

ES

0.10 -0.05

0.12

0.29 -0.06

0.87 -0.04 -0.02

0.66

0.12
0.09 -0.09

0.16

0.75 -0.09

0.34

0.72

0.47

0.18 -0.35 -0.06

0.13

0.20 -1.84

0.45 -0.14

0.38

0.03

0.03

0.09

0.09

0.07

0.07

0.14

0.11

1.77

2.43

0.21
0.28

0.30

0.51 -0.10

0.05 -0.29

0.16

0.49 -0.14

0.19 -0.21

0.12

0.67 -0.07

0.22

0.30 -0.17

0.10 -0.25

Mono-ethnic minority
pb
SE value ES

0.89 -0.04 -3.97

Bi-ethnic
pSE value

Note. Control variables: school year, gender, parental education level, generation of the child, language spoken at home, grade
retention, structure of family composition and urbanisation.

Citizenship competences

Social-emotional
functioning in school

Cognitive outcomes

Mono-ethnic majority
pb
SE value ES

Table 4. Unstandardised coefficients and effect sizes (ES) of the multivariate multi-group multilevel analyses of the final model
for the relation between ethnic diversity and cognitive outcomes (Nstudents = 11531; Nschools = 690), social-emotional functioning in
school (Nstudents = 11314; Nschools = 701) and citizenship competences (orientation: Nstudents = 11107; Nschools = 700; knowledge:
Nstudents = 11082; Nschools = 700) of mono-ethnic majority, bi-ethnic and mono-ethnic minority students
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Discussion
The present study explored the relationship between ethnic diversity in school and
cognitive outcomes, social-emotional functioning and citizenship competences of biethnic students with one migrant and one non-migrant parent. Although some studies
have focused on the relationship between school composition and the educational
outcomes and social functioning of bi-ethnic students, to our knowledge, no studies
have focused on the relationship between ethnic diversity in school and the educational
outcomes and social functioning of bi-ethnic students. Previous studies have only
focused on the role of school ethnic composition in terms of the size of one particular
ethnic group, however, we focussed on ethnic diversity within schools: both the
number and size of ethnic groups in schools. The more ethnic groups a school has and
the larger they are, the greater its ethnic diversity will be. We focus on ethnic diversity,
because we expect that ethnic diversity is especially important for bi-ethnic students
because they have unique multi-ethnic experiences from birth.
The results indicated that ethnic diversity was not related to bi-ethnic students’
cognitive outcomes, social-emotional functioning and citizenship competences. Thus,
bi-ethnic students perform and function at the same level in more and less ethnically
diverse schools. To put the results in context, we also explored this relationship for
mono-ethnic minority and mono-ethnic majority students. For mono-ethnic minority
students, we found no relationship between ethnic diversity and cognitive outcomes,
social-emotional functioning and citizenship competences. However, for mono-ethnic
majority students, such a relationship was found. Mono-ethnic majority students in
highly ethnically diverse schools scored lower on reading comprehension and wellbeing with fellow students and showed more problem behaviour, but they scored higher
on the citizenship orientations characterised by societal interest, reflective thinking and
assertiveness than did the mono-ethnic majority students in low ethnically diverse
schools. Our findings that mono-ethnic minority students’ outcomes and social
functioning is not related to ethnic diversity and mono-ethnic majority students’
outcomes and social functioning are related to ethnic diversity is not totally supported
by other studies. Most studies have found that all mono-ethnic students score higher
cognitive outcomes, score higher on social-emotional functioning and score higher on
citizenship competences when they attend ethnically diverse schools (for a review, see:
Mickelson & Nkomo, 2012). However, most of these studies did not focus on ethnic
diversity the way that is done in our study; most focused on the influence of a certain
percentage of one group of students. Differences in the conceptualisation of ethnic
diversity influence the results (Maestri, 2011). Most studies that focused on ethnic
diversity in a way that was similar to the current study also found that mono-ethnic
majority students’ cognitive outcomes are negatively influenced by ethnic diversity,
and ethnic minority students’ cognitive outcomes are not influenced by ethnic diversity
(Braster & Dronkers, 2014; Veerman, van de Werfhorst, & Dronkers, 2013).
Corresponding with our findings for social-emotional functioning, Maestri (2011)
found that ethnic diversity is negatively related with school well-being for mono-ethnic
majority students and not related with school well-being for ethnic majority students.
For citizenship competences, Janmaat (2012) found that in general, ethnic majority
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students in Germany and Sweden scored higher on citizenship competences when they
attended ethnically diverse schools. This finding is broadly in line with our findings.
However, he did not find this relationship for ethnic majority students in England. He
argued that the effect differed across countries because British students would be more
accustomed to immigrants than Swedish and German students, because England has a
longer history with immigrants. England also has a longer history with immigrants than
the Netherlands. To our knowledge, no study has measured the relationship between
ethnic diversity and citizenship outcomes for ethnic minority students.
It was expected that the relationship between ethnic diversity and the educational
outcomes and social functioning of bi-ethnic students would be smaller than the
relationship between ethnic diversity and the educational outcomes and social
functioning of the mono-ethnic students. Because bi-ethnic students grow up in an
ethnically diverse home environment, with ethnically diverse parents, family and
relatives, we supposed they would be less affected by an ethnically diverse school
environment than mono-ethnic students whose home environment is less ethnically
diverse. We argued that the relationship between ethnic diversity and cognitive
outcomes of bi-ethnic students may be smaller, because we expect bi-ethnic students to
respond to ethnic diversity as “chameleons”, they are less influenced by the school
culture. For the social-emotional outcomes, we argued that ethnic diversity also has
little influence on bi-ethnic students, because bi-ethnic students are accustomed to
interethnic contact and are able to overcome ethnic differences. For citizenship
competences, we argued that ethnic diversity also has little influence on bi-ethnic
students, because they are already accustomed to evaluating and exploring different
perspectives, accepting conflicts, developing social sensibility, involvement and social
adaptability. Our results supported our expectations to a certain extent. The relationship
between ethnic diversity and educational outcomes and social functioning was not
significant for bi-ethnic students, and this relationship was significant for mono-ethnic
majority students. However, the differences between this relationship for bi-ethnic and
for mono-ethnic majority students was only significant for social-emotional
functioning. For mono-ethnic minority students, no relationship between ethnic
diversity and outcomes and social functioning was found either, and this relationship
for bi-ethnic and for mono-ethnic minority students was also not significant.
Nonetheless, the effect sizes for bi-ethnic students were, in general, smaller than for
mono-ethnic minority students. One explanation for the fact that for mono-ethnic
minority students we did not find a relationship between ethnic diversity and outcomes
and social functioning could be that mono-ethnic minority students also have bicultural experiences out of school. Unlike bi-ethnic students, the bi-cultural experience
is not present within their homes (the parents and family have the same ethnic
background), but they are confronted with cultural differences between home and
society (Geijsel, Ledoux, Reumerman, & Ten Dam, 2012). Their cultural experiences
in their home and outside of their home environment could differ greatly, and therefore,
they could be accustomed to diverse cultures.
We may have found a relationship between ethnic diversity and educational
outcomes and social functioning for mono-ethnic majority students, because the mono42
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ethnic majority students that go to more ethnically diverse schools differ in background
characteristics from mono-ethnic majority students who go to less ethnically diverse
schools. We controlled for a couple of background characteristics, however it is
possible that the parents who choose an ethnically diverse school for their child differ
in certain characteristics from parents who choose not to put their child in an ethnically
diverse school.
The non-response analysis showed that students with incomplete data on ethnic
background characteristics were students who come from disadvantaged home
situations and migrant families. The omission of the students with incomplete data may
have biased our results. We performed an extra analysis to test whether students whose
parents filled in the parent questionnaire performed higher on the cognitive and socialemotional tests than students whose parents did not fill in the parent questionnaire. We
found that there are differences between the two groups of students, however, the effect
sizes were small (eta-squared <.18).
We interpret our findings—i.e., that ethnic diversity in school makes no difference
for bi-ethnic students’ educational outcomes, social functioning and citizenship
competences—as the result of their experiences within the microsystem of family and
relatives. However, other microsystems, such as peer groups, could also play a role. A
child is influenced by multiple environments and is directly and indirectly affected by
relationships between these environments. In addition, causes and consequences need
to be identified. Carter (2012) argues that ethnically diverse schools foster the
development of cultural flexibility and the ability to successfully navigate between
ethnic contexts. Bi-ethnic students, as do mono-ethnic minority students, go to more
ethnically diverse schools than mono-ethnic majority students and perhaps therefore
become accustomed to ethnic diversity. However, because this study is a crosssectional study, it is difficult to make causal inferences. We cannot conclude that the
relationship between ethnic diversity and educational outcomes and functioning is
explained by the way in which someone is accustomed to ethnic diversity.
Because bi-ethnic individuals form a very diverse group—not only in terms of their
ethnic background but also their migration background (some migrant parents came to
the Netherlands for labour; others are refugees or expats) and education level—future
studies should examine whether the relationship of ethnic diversity in school with the
educational outcomes and school functioning of bi-ethnic students varies by
background characteristics, such as the ethnic composition of the family and the
educational level of the parents.
This study provides important insight into the situation of bi-ethnic children. The
findings of this study indicate that bi-ethnic students are relatively ‘immune’ to ethnic
diversity in school. The potential contribution of this study is substantial because it
helps to fill in the gaps in the existing literature by providing empirical data on biethnic students. Additionally, this study can also further our understanding of how
interacting in an ethnically diverse context affects the outcomes and social functioning
of children in general. More studies are needed to determine how people adapt to ethnic
diversity. As many countries are becoming more and more ethnically diverse, we need
more information about how people adapt to ethnic diversity. The ability to become
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accustomed to ethnic diversity could lead to less discrimination and prejudice and
could contribute to a “well-functioning” multi-ethnic society, where social cohesion is
the default.
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Diversity among bi-ethnic Dutch students and differences in
educational outcomes and social functioning1
The number of bi-ethnic children is increasing. The focus of this study is on bi-ethnic
students in the Netherlands with one parent with an ethnic majority background and
one parent with an ethnic minority background. Most studies that have investigated
educational outcomes and social functioning in school for bi-ethnic students have not
focused on the diversity within this group. In this study, we described the demographic,
social and cultural diversity among bi-ethnic students and examined whether, in
particular, the ethnic background and the gender of the migrant parent were related to
the educational outcomes and social functioning of bi-ethnic students. The ethnic
background and gender of the migrant parent are unique factors for bi-ethnic students
because, in contrast to students from mono-ethnic students, bi-ethnic students have two
ethnic backgrounds in the family and either the father or the mother is a migrant. Data
on a total of 653 sixth grade bi-ethnic students (age 11-12) in primary education of the
national Dutch cohort study (COOL5-18) were used in this study. Educational outcomes
were measured with test scores on reading comprehension and mathematics. Social
functioning in school was measured by assessing the well-being of the students in their
relationships with fellow students, problem behaviour of the students and citizenship
competences. To analyse the relationship between the ethnic background and gender of
the migrant parent and the educational outcomes and social functioning among biethnic students, multivariate multilevel analyses were performed. The research findings
indicate that bi-ethnic students differ demographically, socially and culturally in a
manner dependent on the ethnic background and the gender of the migrant parent. We
also found that the ethnic background and the gender of the migrant parent were related
to cognitive outcomes, social-emotional functioning and citizenship competences.
When trying to understand and support bi-ethnic students, we must consider the
diversity among them.

1

This chapter is based on: Karssen, M., van der Veen, I., & Volman, M. (under
review). Diversity among Bi-ethnic Students and Differences in Educational
Outcomes and Social Functioning.
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Introduction
Super-diversity is a major demographic trend in many societies (Vertovec, 2007).
Super-diversity refers to the growing diversity in society and to the interaction between
ethnic background and other background variables that determine where, how and with
whom people live. This trend is due to migration and increased interethnic partnering.
While 20 per cent of marriages in the Netherlands were interethnic in 2001, a total of
26 per cent were interethnic in 2014 (CBS, 2015). Children with parents of different
mono-ethnic backgrounds are considered bi-ethnic children. As the number of
interethnic marriages increases, schools will encounter an increase in bi-ethnic
students. Because the issues and questions bi-ethnic students experience can differ
according to their demographic, social and cultural background (Brown, 2009; Burke &
Kao, 2013), it is important to obtain insight into the diversity among them so that
teachers can understand and effectively support them to succeed in school.
Knowledge on the diversity among bi-ethnic students in terms of demographic,
social and cultural characteristics is dependent on the societal, historical and cultural
context of the country of residence (Xie & Goyette, 1997). For example, the diversity
within the category of bi-ethnic students may be influenced by the history of migration
and colonialism and the ethnic boundaries within countries (Kalmijn and van Tubergen
2006). This study focuses on bi-ethnic students in the Netherlands with one nonmigrant parent and one migrant parent. Aside from studies in the U.S. (e.g., Panico &
Nazroo, 2011), relatively little is known about the demographic, social and cultural
diversity among bi-ethnic students.
Compared to mono-ethnic students, bi-ethnic students have two ethnic backgrounds
in the family, and either the father or the mother is a migrant. These factors are unique
to bi-ethnic families and can result in special challenges and strengths that must be
understood and addressed for bi-ethnic students to be successful in school (Lopez,
2003). Therefore, in addition to insight into the diversity within this group, we also
provide insight into the relationship between the ethnicity and gender of the migrant
parent and the educational outcomes and social functioning of bi-ethnic students.
Studies of bi-ethnic students and school outcomes and social functioning in school
have, to the best of our knowledge, focused only on differences between mono-ethnic
minority, mono-ethnic majority and bi-ethnic students (e.g., Pearce-Morris & King,
2012; Schlabach, 2013; Karssen, van der Veen, & Volman, 2015) and have not yet
sufficiently explored differences among bi-ethnic students from families with different
compositions. Important reasons for this lack of literature are due to data limitations
and to the assumption that bi-ethnic students can be understood and referred to as
ethnic minority students (e.g., for a review, see Stevens et al., 2011). Karssen, van der
Veen and Volman (2015) have shown that, in educational research, bi-ethnic students
cannot simply be grouped together with ethnic minority students because they differ
significantly from mono-ethnic minority students in cognitive outcomes, socialemotional functioning and citizenship competences. Therefore, we focus on cognitive
outcomes, social-emotional functioning and citizenship competences.
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Bi-ethnic students in the Netherlands
The occurrence of bi-ethnic students in the Netherlands is related to the migration
history of the Netherlands (de Hart, 2014). The Turkish, Moroccan, Antillean and
Surinamese are the four largest groups of non-Western migrants in the Netherlands.
Moroccans and Turks came as labour migrants from Islamic countries. Surinam and the
Netherlands Antilles are former colonies of the Netherlands, and as a result, most
people from Surinam and the Netherlands Antilles speak Dutch and are partly familiar
with Dutch society. Moroccans and Turks in the Netherlands have to bridge a wider
cultural gap compared to Surinamese and Antilleans (Kalmijn & van Tubergen, 2006).
We do not have exact numbers on bi-ethnic students for the Netherlands, but we do
have exact numbers on interethnic relationships. In 2011, a total of 265 thousand biethnic couples were living together, of which 175 thousand were composed of a Dutch
partner and a partner from another Western country, and 90 thousand were composed
of a Dutch partner and a partner from a non-Western country (CBS, 2012). The most
common bi-ethnic couples with one non-Dutch Western partner have an Indonesian or
German partner. The most common bi-ethnic couples with one non-Western partner
have a Surinamese or Antillean partner (CBS, 2012).
Influence of family composition on educational outcomes and social functioning
How bi-ethnic students perform and function socially at school can be influenced by
the family composition of bi-ethnic families. We will test this possibility by focusing on
two factors within bi-ethnic families: the ethnic composition and the gender of the
migrant parent. These two factors are unique for bi-ethnic students.
Ethnic composition of the family
Ethnicity is related to cognitive outcomes (for reviews, see Kao & Thompson, 2003;
Stevens et al., 2011), social-emotional functioning in school (for reviews, see Stevens
& Vollebergh, 2008) and citizenship competences (Verkuyten & Martinovic, 2006;
Brug & Verkuyten, 2007; Torney-Purta, Barber, & Wilkenfeld, 2007; Zaff, Malanchuk,
& Eccles, 2008; Geijsel et al., 2012). Differences in cognitive outcomes between ethnic
groups are usually explained by educational aspirations and expectations (Stevens et
al., 2011). Students of parents with higher aspirations and expectations for their
students have higher cognitive outcomes (Hsin & Xie, 2014). The availability of
valuable resources in families with different ethnic backgrounds also helps to explain
educational differences (Chew, Eggebeen, & Uhlenberg, 1989). Studies in the U.S.
have found different patterns of developmental outcomes for bi-ethnic students
according to their ethnic groups (Harris & Sim, 2002; Burke & Kao, 2013). Students
with one African-American parent and one European-American parent have lower
educational outcomes on average compared to students with one Asian parent and one
European-American parent. To our knowledge, no studies in Europe have investigated
differences in educational outcomes between bi-ethnic students with different ethnic
backgrounds.
Regarding the explanation of differences in social-emotional functioning, the social
position of the ethnic group in society may play a role. According to the racial context
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theory of Herman (2009), a person’s position in society could influence how he or she
is treated and perceived by others. The ethnicity of the migrant parent in a bi-ethnic
family is important because it is related to experiences with prejudice and racism
(Song, 2010). Bi-ethnic students can experience stigmatization and discrimination,
especially when one of the parents belongs to a group that is a visible minority, for
example, because of skin colour. Bi-ethnic students with one Moroccan or Turkish
parent in Europe are especially prone to experience prejudice and may therefore
experience more social problems than students of other ethnic backgrounds because of
the higher negative stigma towards Moroccans and Turks (Verkuyten & Thijs, 2002). If
the ethnic group is accepted by society in general, then the students belonging to this
group have higher educational outcomes (Steele, 1997). Studies of bi-ethnic students
and social-emotional functioning in school, to the best of our knowledge, have not
sufficiently explored differences among bi-ethnic students from different ethnic family
compositions.
Little is known about the factors that could explain the differences in citizenship
competences between different ethnic groups. Ethnicity has been found to be related to
citizenship outcomes, i.e., ethnic minority students were found to have higher
citizenship competences than ethnic majority students (Geijsel et al., 2012; Cleaver et
al., 2005). Differences in citizenship competences may be related to certain culturespecific values (Cleaver et al., 2005). Some authors argue that child-rearing practices
that emphasise equality and autonomy could be related to higher citizenship
competence (Netjes et al., 2011). Additionally, greater experience with diversity could
be related to higher citizenship competence (Geijsel et al., 2012). Karssen, van der
Veen and Volman (2015) found that bi-ethnic students differ in citizenship
competences from mono-ethnic majority and mono-ethnic minority students. Bi-ethnic
students scored higher on citizenship competences than mono-ethnic majority students
but lower than mono-ethnic minority students. However, whether bi-ethnic students
from different ethnically composed families differ in their citizenship competences is
unclear, as, to the best of our knowledge, no studies have examined this question.
Gender of the migrant parent
Chew, Eggebeen, and Uhlenberg (1989) argued that research on bi-ethnic families
should consider which parent is a migrant. These researchers describe this as the
‘location’ of ethnic diversity. They argue that the resources within the family are
dependent on the interaction between the ethnicity and gender of the parent. Financial,
social and cultural resources within the family differ according to the gender of the
migrant parent (Chew, Eggebeen, & Uhlenberg, 1989).
Differences in cognitive outcomes between bi-ethnic students with a migrant father
or a migrant mother may be explained by financial resources. Cheng and Powell (2007)
found that in bi-ethnic families in which the father has an ethnic majority status,
financial resources are higher than in bi-ethnic families in which the mother has an
ethnic majority status. Having higher financial resources is related to better school
outcomes (Bradley & Corwyn, 2002). Kalmijn (2015) found that bi-ethnic students
score higher on language achievement tests when their parents have a higher
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socioeconomic status. Panico and Nazroo (2011) showed that bi-ethnic students with
higher income parents also have a higher parental education level and more often live
in a two-parent household. Surprisingly, they also found that in higher income bi-ethnic
homes, the language of the country of the migrant parent is more often spoken. Burke
and Koa (2013) found that bi-ethnic adolescents who have a mother with an ethnic
majority status have higher school achievements than bi-ethnic adolescents who have a
father with an ethnic majority status. Likewise, van Ours and Veenman (2010) found
that bi-ethnic students with a Moluccan (Moluccans come from the Moluccas, a group
of islands that belong to the Republic of Indonesia) father and a Dutch mother had a
higher educational attainment than bi-ethnic students with a Dutch father and a
Moluccan mother.
Having higher financial resources is also related to having fewer social-emotional
problems (Bradley & Corwyn, 2002). However, students may benefit more from the
resources of the mother because mothers often have a greater role in rearing and
educating children (Bratter & Heard, 2009). Additionally, Schlabach (2013) found that
bi-ethnic adolescents who have a mother with an ethnic majority status have fewer
social and emotional problems than bi-ethnic adolescents whose fathers have an ethnic
majority status. The gender of the migrant parent may also be related to the social
stigma of the bi-ethnic family. In particular, mothers with an ethnic majority status have
been perceived as unqualified to raise bi-ethnic children because they have not
experienced what it means to be an ethnic minority (Twine, 1999). According to
Bratter and King (2008), bi-ethnic families with a European-American female would be
particularly prone to experience negative stigma and diminished support from family
and friends. Area of residence also influences bi-ethnic students’ experiences (Song,
2009). Bi-ethnic students have less experience with prejudice and racism in
metropolitan areas (Song, 2010).
Differences in citizenship competences between bi-ethnic students with a migrant
father or a migrant mother may be explained by cultural resources. Parental practices in
teaching and transmitting information, values and perspectives on ethnicity to their
children are related to a child’s cultural resources (Hughes et al., 2006). Children may
benefit more from the resources of the mother because mothers often have a greater
role in rearing and educating children (González, Umaña-Taylor, & Bámaca, 2006) and
are known to especially encourage ethnically inclusive rearing (the transmission of both
ethnic cultures) (Bratter & Heard, 2009). Cheng and Powell (2007) found that bi-ethnic
families offer greater cultural resources than families from mono-ethnic minority and
mono-ethnic majority groups because they make cultural resources available from both
cultures within these families. To the best of our knowledge, no research has studied
the relationship between gender and ethnicity in bi-ethnic families and the citizenship
competences of children in these families. We need insight into the citizenship
competences of bi-ethnic students to understand and effectively support them.
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Research questions and hypotheses
We formulated the following research questions:
1. How do bi-ethnic students diverge in terms of demographic, social and cultural
characteristics?
2. How and to what extent are the ethnic background and gender of the migrant
parent related to bi-ethnic students’ cognitive outcomes, social-emotional
functioning in school and citizenship competences?
We did not formulate any hypotheses for research question 1 because, to our
knowledge, relatively little is known about the demographic diversity (ethnic
background and gender of the migrant parent, urbanisation level), social (parental
educational level, separated parents) and cultural characteristics (language spoken at
home) of bi-ethnic students.
For research question 2, we did not formulate any hypotheses for the relation
between cognitive outcomes and citizenship competences and the particular ethnic
background of the migrant parent. To our knowledge, no previous studies have
explored the differences between bi-ethnic students with different ethnic backgrounds
for cognitive outcomes and citizenship competences. However, for the relation between
social-emotional functioning in school and the particular ethnic background of the
migrant parent, we expect, based on the racial context theory of Herman (2009) (a
negative position in society can influence the way individuals are treated and perceived
by others), that bi-ethnic students with one parent who was born in Turkey or Morocco,
have more problems with social-emotional functioning in school than other bi-ethnic
students. For the relationships between the gender of the migrant parent and cognitive
outcomes, social-emotional functioning in school and citizenship competences, we
expect, consistent with the resource explanations (gender of the migrant parent is
related to financial, social and cultural resources), bi-ethnic students whose mothers
have an ethnic majority status to score higher on cognitive skills, to have fewer socialemotional problems in school and to exhibit higher citizenship competences compared
to bi-ethnic students whose mothers have an ethnic minority status.
Methods
Sample
Three cohorts from the primary school part of the Cohort Study Education Careers
among pupils aged 5 to 18 years (COOL5-18) were used. The COOL study is a national
Dutch cohort study with the purpose of describing and explaining students’ academic
careers. Each cohort consists of data from approximately 550 primary schools,
comprising a total of 38,060 students from kindergarten, grade three and grade six. The
first wave of the COOL cohort study was conducted in the 2007/2008 school year, the
second wave in 2010/2011, and the third wave in 2013/14. We used data for sixth
grade (age 11-12) bi-ethnic students in primary education from all three waves. The
database includes two samples: a representative sample and a supplementary sample.
The purpose of the supplementary sample was to add a relatively larger number of
ethnic minorities to the representative sample. As we wanted to have a large sample of
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bi-ethnic students, we included the supplementary sample because we expected that
this sample would also include more bi-ethnic students. To obtain data for the bi-ethnic
students, we used information regarding the ethnic background of the students, parents
and grandparents. Information on the ethnic background of students and their parents
was obtained from records provided by the school administration. Information on the
ethnic background of grandparents was obtained from parent questionnaires. The
response rate for the parent questionnaire for students was 67 per cent in the first wave,
65 per cent in the second wave, and 66 per cent in the third wave. Students with any
missing values on their parents’ or grandparents’ ethnic background were omitted from
the sample, as this information was needed to code students as bi-ethnic. We coded
students as bi-ethnic if one parent and two grandparents were born in the Netherlands
and if one parent and two grandparents were born outside of the Netherlands. In total,
726 students were coded as bi-ethnic.
Because there are no statistics on the number of bi-ethnic students in the
Netherlands (only statistics on interethnic relationships are available), we are not sure
whether our bi-ethnic sample is representative for the Netherlands. However, the
COOL study has a representative sample. We performed a non-response analysis that
showed that the omission of students with incomplete data may have biased our results.
We found that students with complete data scored higher on the cognitive and socialemotional tests than students who had missing data on their ethnic background.
However, the effect sizes were very small (eta <0.10).
Variables and instruments
Demographic, social and cultural characteristics. Family composition is measured by
assessing the ethnic background and the gender of the migrant parent. Ethnic
background of the migrant parent was categorised into Surinamese, Antillean, Turkish,
Moroccan, other Western (non-Dutch) and other non-Western. Gender of the migrant
parent was coded as father or mother, according to who is the migrant parent. Parental
educational level was measured with separate questions regarding the educational
levels of the mother and the father and was divided into four categories according to
highest level of education: junior secondary vocational, senior secondary vocational,
higher education and unknown. Parental educational level is based on the highest level
of education attained within the family. Language spoken at home was measured with
separate questions regarding the language that was spoken with the student by the
mother and by the father. If both parents spoke the Dutch language with the student, the
language spoken at home was coded as Dutch. Family and household composition was
coded as two-parent family or single-parent family. Urbanisation was based on the
address of the school. Urbanisation was divided into five groups: very high, high,
moderate, low and not at all urbanised.
Cognitive outcomes. Cognitive outcomes were measured with two types of variables:
reading comprehension and mathematics achievement. The school records provided
tests scores on reading comprehension and mathematics from the Dutch National
Institute for Educational Measurement (Cito). The schools used different versions of
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the test. The two versions of the reading comprehension tests use the same scale and
are comparable. Both versions show good reliability (Cronbach’s alpha > 0.80) (Evers,
2002). However, the scores of the two versions of mathematics tests were not on the
same scale; therefore, the scores of the old version were converted into the scoring
scale of the newer version (formula from Cito).
Social-emotional functioning in school. Social-emotional functioning in school was
measured with two variables: well-being of the students in relationship with fellow
students and externalising problem behaviour. Students completed a questionnaire with
six items pertaining to well-being with fellow students, e.g., ‘I like spending time with
other students in my class’ (Peetsma, Wagenaar, & De Kat, 2002). The teacher reported
on the problem behaviour of the students, which was measured with four items (e.g., ‘is
often brutal’) (Jungbluth, Roede, & Roeleveld, 2001). Both scales are 5-point Likerttype scales with options ranging from not applicable to me at all (1) to very applicable
to me (5). Both scales had Cronbach’s alpha values of 0.82. A higher score for problem
behaviour implies more problem behaviours.
Citizenship competences. Citizenship competences were measured with the Citizenship
Competence Questionnaire (CCQ) (Ten Dam, Geijsel, Reumerman, & Ledoux, 2011).
We followed the comprehensive framework developed by Geboers, Geijsel, Admiraal,
and Ten Dam (2015) and constructed six subscales. Four subscales measure citizenship
orientation: societal interest, prosocial ability, reflective thinking and assertiveness.
Societal interest reflects an interest in social issues, other people, and respect for others.
Prosocial ability reflects social skills and the ability to converse and empathise with
others. Reflective thinking concerns critical reflection on social issues and social
structures in society. Assertiveness concerns the skills that are needed to stand up for
one’s own ideas and clearly formulate them. Items for citizenship orientation were
measured on 4-point Likert scales. Two subscales measure citizenship knowledge:
societal knowledge and interpersonal knowledge. Societal knowledge reflects
knowledge of democratic principles and the norms and organisation of society.
Interpersonal knowledge reflects knowledge of prevailing social values, behavioural
rules, and everyday social manners. The citizenship knowledge items involved a
multiple-choice test with three response options. The scales had Cronbach’s alpha
values of 0.87 (societal interest), 0.89 (prosocial ability), 0.94 (reflective thinking),
0.70 (assertiveness), 0.66 (societal knowledge) and 0.67 (interpersonal knowledge).
Data analysis
The research question regarding the relationship between ethnic background and
gender of the migrant parent and bi-ethnic students’ outcomes and social functioning in
school was tested with a multivariate multilevel analyses. Multilevel analysis accounts
for nesting within data (students within schools). The data consist of 726 bi-ethnic
students within 393 schools (with an average of 1.85 (minimum=1 and maximum=9)
bi-ethnic students within a school). Besides including a level for students and school in
the analyses, we also included an extra level that defines the multivariate structure, as
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the dependent variables were modelled in the following clusters (multivariate):
cognitive outcomes, social-emotional functioning in school and citizenship
competences. The multivariate structure reduced the risk of mono-operation bias. By
including the relationship between the dependent variables in the model, the risks of
type 1 errors (finding a non-existing effect) and type 2 errors (failing to find an existing
effect) reduces (De Maeyer et al., 2010). Additionally, control variables were included.
At the student level, cohort, gender, parental educational level, generation of the child,
language spoken at home, grade retention (when students are held back), and family
and household composition were included. Urbanisation was included at the school
level to control for influences outside of school, as the majority of migrants in the
Netherlands live in urban areas (CBS, 2016). Students with missing data for the control
variables (10 per cent) were excluded from the analyses, leaving 653 students.
In addition to the relationships between ethnic background and gender of the
migrant parent and student outcomes and social functioning, we also tested whether a
particular combination of ethnic background and gender of the migrant parent is related
to student outcomes and social functioning. This was done by including interaction
effects between the ethnic background and the gender of the migrant parent.
To compare bi-ethnic students with different ethnic backgrounds, ethnic groups
were combined to create larger groups. Bi-ethnic students with one Surinamese parent
were included with bi-ethnic students with one Antillean parent because these migrant
groups tend to have similar migration backgrounds and because both countries were
previously Dutch colonies. Bi-ethnic students with one Turkish parent and bi-ethnic
students with one Moroccan parent were grouped together because these groups come
from countries with majority Muslim populations and have similar migration
backgrounds. Bi-ethnic students with one non-Western (other than Surinamese,
Antillean, Turkish or Moroccan) migrant parent were grouped together, and bi-ethnic
students with a Western non-Dutch migrant parent were grouped together because
these groups were too small to stand alone.
Results
The diversity among bi-ethnic students
Table 1 describes the demographic, social and cultural diversity among bi-ethnic
students in total and for the different ethnic groups as well as for the bi-ethnic students
with a migrant father or a migrant mother.
The largest group of bi-ethnic students had a parent with a non-Dutch Western
ethnic background (37%) or a parent with a non-Western (other than Surinamese,
Antillean, Turkish or Moroccan) ethnic background (36%). Approximately 16% of the
bi-ethnic students had a Surinamese or Antillean parent and 11% had a Turkish or
Moroccan parent. Overall, almost half of the bi-ethnic students had a father with a
migrant background (46%) and half of the students had parents with higher education
levels (47%). Most bi-ethnic students speak the Dutch language at home with both
parents (85%) and live in a two-parent household (86%). Further, more than half of the
bi-ethnic students live in a very highly or highly urbanised area (54%).

53

Chapter 4
The pattern for educational level was clearly differentiated according to the ethnic
background of the migrant parent. The largest group of bi-ethnic students with one
Turkish or Moroccan parent have parents with low levels of education (39%), and the
largest group of bi-ethnic students with one Surinamese or Antillean parent have
parents with medium levels of education (46%). Parents of bi-ethnic students with one
parent born in a Western non-Dutch country or another non-Western country tend to be
highly educated (55% and 52%). An additional important difference between the biethnic students is that, whereas almost all (99%) students with one Surinamese or
Antillean parent speak Dutch at home, students with a Western non-Dutch parent speak
the least Dutch at home (75%). Students with one Surinamese/Antillean (79%) or one
Turkish/Moroccan parent (77%) live less often in a two-parent household compared to
students with another non-Western (87%) or a Western non-Dutch parent (90%). We
also find that bi-ethnic students with a Western non-Dutch parent live less often in the
larger cities of the Netherlands (45%), whereas bi-ethnic students with a non-Western
parent (55%) live somewhat more in the larger cities and bi-ethnic students with a
Surinamese/Antillean (63%) or Turkish/Moroccan parent (64%) live more often in the
larger cities of the Netherlands.
Regarding the gender of the migrant parent, we find that the parents of students with
a migrant father are on average lower educated (42% followed higher education) than
the parents of students with a migrant mother (53% followed higher education).
Students with a migrant father speak somewhat more (88%) Dutch in the home than
students with a migrant mother (83%). Furthermore, students with a migrant father live
in more urbanised parts of the Netherlands (61%) compared to students with a migrant
mother (48%). When we focus on the differences within the ethnic groups by gender of
the migrant parent, we find important differences. While most bi-ethnic students with a
Turkish/Moroccan parent have a migrant father (81%), almost half (48%) of the biethnic students with a Surinamese/Antillean parent and fewer students with a Western
(38%) or a non-Western (42%) parent have a migrant father.
Relationship between the ethnic background and the gender of the migrant parent
and educational outcomes and social functioning
We examined how and to what extent the ethnic background and gender of the migrant
parent are related to the cognitive outcomes, social-emotional functioning in school and
citizenship competences of bi-ethnic students. Table 2 shows mean scores for the
dependent variables. In Tables 3 to 5, the results for the final models for cognitive
outcomes, social-emotional functioning in school and citizenship competences are
presented, after controlling for cohort, gender, parental educational level, generation of
the child, language spoken at home, grade retention, family and household composition
and urbanisation. P-values and effect sizes (Cohen’s d) with significant regression
coefficients (alpha < 0.05) are shown in bold.
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Table 1. Diversity among bi-ethnic students by ethnic background and gender of the migrant parent
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Ethnic background of the migrant parent
No significant differences were found for cognitive outcomes. For social-emotional
functioning in school, however, we did find significant differences between the biethnic students from different ethnic backgrounds. Bi-ethnic students with one parent
of Turkish or Moroccan background scored lower on well-being with fellow students
and higher on problem behaviour than bi-ethnic students with one Western migrant
parent. The effect sizes were medium to large (ES for well-being: -0.73; ES for problem
behaviour: -0.83). No differences were found for other ethnic groups. Differences in
citizenship competence were only found for citizenship knowledge. For citizenship
orientation, no differences were found between bi-ethnic students with different ethnic
backgrounds. For citizenship knowledge, we found that bi-ethnic students with one
Turkish/Moroccan migrant parent scored lower on societal knowledge than bi-ethnic
students with one Western migrant parent. The effect size was medium (ES: -0.61).
Gender of the migrant parent
The difference in the gender of the migrant parent was only significant for cognitive
outcomes in mathematics. Bi-ethnic students with a migrant father scored higher in
mathematics than bi-ethnic students with a migrant mother. The effect size was small
(ES: 0.29).
Interaction between ethnic background and gender of the migrant parent
For cognitive outcomes in mathematics, we found a significant interaction effect
between ethnic background and gender of the migrant parent. Students with a
Surinamese or Antillean migrant father and a Dutch mother scored lower in
mathematics than students with a Western migrant father and a Dutch mother. The
effect size was medium (ES: -0.55). We also found a significant interaction effect for
citizenship orientation (reflective thinking). Students with a Turkish or Moroccan
migrant father and a Dutch mother scored higher on reflective thinking than students
with a Western migrant father and a Dutch mother. The effect size was large (ES:
0.84). For social-emotional functioning in school and for citizenship knowledge, we did
not find any significant interaction effects.
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Table 2. Descriptive statistics for bi-ethnic students for the dependent variables (Nstudents = 653)

0.77

0.82

3.17

2.35

3.01

3.09

2.29

4.14

110.50

58.17

M

0.22

0.19

0.52

0.56

0.41

0.40

0.90

0.63

11.50

17.43

SD

Migrant father

0.77
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Note. Control variables: cohort, gender, parental educational level, generation of the child, language spoken at home, grade
retention, family and household composition and urbanisation.
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Reading comprehension

Table 3. Standardised coefficients and effect sizes (ES) of the multivariate multilevel analyses for cognitive outcomes
(Nstudents = 626; Nschools = 346) and social-emotional functioning in school (Nstudents = 603; Nschools = 345)
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0.11
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Note. Control variables: cohort, gender, parental educational level, generation of the child, language spoken at home, grade
retention, family and household composition and urbanisation.
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Table 4. Standardised coefficients and effect sizes (ES) of the multivariate multilevel analyses for citizenship orientation (Nstudents
= 588; Nschools = 340)
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Table 5. Standardised coefficients and effect sizes (ES) of the multivariate
multilevel analyses for citizenship knowledge (Nstudents = 584; Nschools = 339)
Societal knowledge
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0.90
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-0.05

0.04
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0.05

0.06
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Note. Control variables: cohort, gender, parental educational level, generation of the
child, language spoken at home, grade retention, family and household composition
and urbanisation.
Discussion
First, this study explored the demographic, social and cultural diversity among biethnic students. Bi-ethnic students are clearly differentiated demographically, socially
and culturally depending on the ethnic background of the migrant parent. Particularly,
bi-ethnic students with a Turkish or Moroccan parent were found to have the lowest
levels of education and to live in two-parent households less often. It was also found
that for these students in particular, the father is the migrant parent. Religion may be a
factor that explains these findings. Whereas Sura 60, verse 10, of the Qur’an prohibits
Muslim women to marry non-Muslim men, Sura 5, verse 5, allows Muslim men to
marry a Christian or Jewish woman. This could explain why for bi-ethnic students with
a Turkish or Moroccan parent it is more often the father who is a migrant. An
additional analysis showed that parents in bi-ethnic families with a Turkish or
Moroccan parent differ the most in terms of religious observation (48% of these biethnic families) in comparison to the other bi-ethnic families in our sample (28% nonDutch Western, 36% Surinamese/Antillean, 42% other non-western). This finding is in
line with a study by Smith, Maas and van Tubergen (2012), who also found that the
divorce rate for interethnic marriages between Moroccan and Dutch individuals is the
highest among interethnic marriages in the Netherlands.
Furthermore, bi-ethnic students with one Western non-Dutch parent spoke the
Dutch language less often in the home with both parents and lived more often in the
small towns of the Netherlands compared to other bi-ethnic students. An explanation
could be related to status and prestige of the mother language of the migrant parent.
Most western languages have a higher status and prestige than most non-Western
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languages. In discussions surrounding multilingualism, for example, French, English
and German are regarded as ‘good’ languages, and other immigrant languages such as
Arabic and Turkish are regarded as ‘bad’ languages (Van Avermaet, 2008; Agirdag,
2010). It could also be that most bi-ethnic families with one Western non-Dutch parent
feel less pressured by society to integrate compared to other bi-ethnic families. The
reason could lie in that families with one Western non-Dutch parent are considered to
form part of the majority group and therefore do not feel pressured to speak only the
Dutch language in the home. A study found that students with a Western non-Dutch
ethnic background feel less discriminated against than students with a non-Western
ethnic background (Andriessen, Fernee, & Wittebrood, 2014). This could also explain
why these bi-ethnic families more often live in small towns. Whereas most bi-ethnic
students live in larger cities and feel threatened in less metropolitan areas because of
experiences with prejudice and racism (Song, 2009), bi-ethnic families with one
Western non-Dutch parent on average probably feel less threatened to be discriminated
against.
Additionally, bi-ethnic students with a migrant father were found to have lower
educated parents and live in more urbanised parts of the Netherlands than bi-ethnic
students with a migrant mother. A previous study also found that bi-ethnic students
with an immigrant father live in urbanised areas in higher rates compared to bi-ethnic
students with a migrant mother (Kalmijn, 2015). Van Ours and Veenman (2010) found
that migrant fathers in bi-ethnic relationships have a stronger pull towards their
ethnicity compared to migrant mothers. The migrant fathers had more contact within
the migrant group, less Dutch friends or acquaintances, and a lower Dutch language
proficiency than migrant mothers in bi-ethnic families.
Second, this study examined how and to what extent the ethnic background and
gender of the migrant parent are related to cognitive outcomes, social-emotional
functioning in school and citizenship competences of bi-ethnic students. The ethnic
background of the migrant parent was found to be related to students’ social-emotional
functioning in school and citizenship knowledge, but no relationship was found for
cognitive outcomes and citizenship orientation. Our findings for social-emotional
functioning were consistent with the racial context theory of Herman (2009) (which
states that the way that other people perceive the individual and the way that the
individual is treated are related to their school outcomes) and with our expectation that
the stigmatisation of people with Turkish and Moroccan backgrounds is related to more
problem behaviour. We found that bi-ethnic students with one Turkish or Moroccan
parent scored lower on well-being in the classroom and higher on problem behaviour
than bi-ethnic students with one Western migrant parent, after controlling for
educational level of the parents. This finding is also consistent with different
international studies of mono-ethnic minorities (Stevens & Vollebergh, 2008) that
concluded that mono-ethnic students of Moroccan and Turkish ethnic backgrounds
show more behaviour problems. No earlier studies have been conducted for bi-ethnic
students in this regard. For citizenship competences it was found that bi-ethnic students
with a parent of Turkish or Moroccan background score lower on societal knowledge
than bi-ethnic students with an (other) Western parent. It is not clear why bi-ethnic
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students with a parent of Turkish or Moroccan background scored lower on citizenship
knowledge. Although we controlled for educational level of the parents, it could still be
explained by the educational level of the parents. We found that bi-ethnic students with
a parent of Turkish or Moroccan background have on average less educated parents
than other bi-ethnic students. Higher educated parents have more opportunities to
engage civically and to increase civic knowledge (Atkins & Hart, 2003).
The gender of the migrant parent was only related to cognitive outcomes. Our
findings were consistent with our expectation that bi-ethnic students who have a mother
with an ethnic majority status would benefit more from the resources of the mother.
Previous studies (Burke & Koa, 2013; van Ours & Veenman, 2010) also found that biethnic adolescents who have a mother with an ethnic majority status have higher school
achievements.
It was found that a particular combination of ethnic background and gender of the
migrant parent is related to student outcomes and social functioning. Students with a
Surinamese or Antillean migrant father and a Dutch mother scored lower on
mathematics than students with a Western migrant father and a Dutch mother. This
difference could be explained by educational differences. We performed an additional
analysis and found that the differences in educational level between fathers with a
Surinamese or Antillean background and fathers with a Western ethnic background are
higher (43% lower educated versus 27% lower educated) compared to mothers with a
Surinamese or Antillean background and mothers with a Western ethnic background
(31% lower educated versus 25% lower educated). This means that the differences in
educational level of the parents are especially large for bi-ethnic students with a
Surinamese or Antillean father in comparison to bi-ethnic students with a non-Dutch
Western father. We also found that students with a Turkish or Moroccan migrant father
and a Dutch mother scored higher on reflective thinking than students with a Western
migrant father and a Dutch mother. Turkish and Moroccan men are particularly
stigmatised in the Netherlands and, therefore, it is possible that these men experience
more discrimination and inequality than Turkish or Moroccan mothers (Verkuyten &
Thijs, 2002). It could be that this experience makes them able to reflect more upon
these issues and also teach their children, directly or indirectly, to reflect more on these
issues. It is important to note, however, that the sample size (N = 653) has some
limitations when analysing interaction effects. The magnitude of some interaction
effects may be under-estimated because of sample size constraints.
A limitation of this study is that we did not focus on other diversity aspects within
bi-ethnic students. In addition to the demographic, social and cultural differences, biethnic students can also be very diverse in other aspects, such as parental ethnic
socialisation, community composition (school or neighbourhood) and ethnic identity.
Future studies should focus on the influence of other mechanisms that could influence
their school outcomes and social functioning.
Because we do not know the specific ethnic backgrounds of the non-Western and
Western migrant parents, more detailed information is necessary. For example, studies
in the U.S. have found that students with one African-American parent and one
European-American parent have lower average educational outcomes than students
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with one Asian parent and one European-American parent (Harris & Sim, 2002; Burke
& Kao, 2013). Furthermore, ethnic differences could be explained by the migration
background of the migrant parent in a bi-ethnic relationship. Whether the migrant
parent in a bi-ethnic relationship came to the Netherlands for labour, as a refugee or as
an expat (Ogbu & Simmons, 1998) could be relevant. Moreover, because of the small
sample groups, we had to combine bi-ethnic students with one Antillean parent and
with one Surinamese parent and the bi-ethnic students with one Turkish parent and
with one Moroccan parent.
This study provides important insights into bi-ethnic students by focussing on the
diversity among this group of students. This study shows that it is important that
researchers and policy makers take account of the diversity among bi-ethnic students
when trying to understand and support them. The question rises whether it is
meaningful to differentiate within bi-ethnic students according to demographic, social
or culturally terms and whether it is meaningful to categorize bi-ethnic students as a
distinct group. It seems incorrect to speak of bi-ethnic students as a coherent group
either in demographic, social or culturally terms, because the bi-ethnic students
themselves are diverse and the specific groups within the group of bi-ethnic students
are diverse. There seem to be unique factors that can explain the diversity among biethnic students, but it seems more obvious that the diversity among bi-ethnic students
can be explained by their ethnic, cultural and socio-economic background. So, the
question is what makes them a group? They do share the experiences with having two
ethnic backgrounds, but also these experiences may differ according to demographic,
social or culturally factors. Future research should study their experiences related to
their bi-ethnic background.
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Educational experiences of bi-ethnic Dutch students1
This study explores whether bi-ethnic students in the Netherlands have educational
experiences related to their bi-ethnic background and what factors may explain
differences in these experiences. Data were collected in interviews with 19 bi-ethnic
students between the ages of 15 and 20 years and 11 of their parents. Findings
indicated that students had similar positive experiences in education related to their biethnic background but varied in the negative experiences they reported. Three student
categories emerged: students without significant experiences, students with incidental
negative experiences and students with recurrent negative experiences. Factors that
seem to explain differences in educational experiences include their sense of ethnic
identity, their physical appearance, the ethnic composition of their school and
neighbourhood, their gender, their family composition and the educational level of the
parents. The way students coped with their experiences with racism was closely related
to the extent to which their experiences in education differed.

1

This chapter is based on: Karssen, M., van der Veen, I., & Volman, M. (submitted).
Educational experiences of bi-ethnic students.
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Introduction
Empirical evidence in several western countries indicates a growth in the number of
children with parents from different ethnic backgrounds (e.g., U.S. Census Bureau,
2010; Office for National Statistics [UK], 2011). As the number of bi-ethnic children
increases, schools will encounter an increasing number of bi-ethnic students. Karssen,
van der Veen and Volman (2015) found that bi-ethnic students cannot simply be
grouped together with mono-ethnic students. However, to our knowledge, only two
studies have focussed on the educational experiences of bi-ethnic students. One study
in the United States (Williams, 2011) and one study in the United Kingdom (Tikly et
al., 2004) found that bi-ethnic students experience challenges and strengths (socially,
emotionally, behaviourally and academically) in education that are related to their biethnic background. For example, Tikly et al. (2004) found that bi-ethnic students were
subjected to negative comments and insults based on stereotypes, such as name-calling
or provocations focusing on their bi-ethnicity, from teachers and fellow students.
According to Lewis (2016), teachers are unaware of the needs and challenges that biethnic students face, and are therefore unable to support and guide those students
during their education. Whether bi-ethnic students in the Netherlands have positive or
negative educational experiences related to their bi-ethnic background is unknown.
More research bi-ethnic students’ educational experiences related to their bi-ethnic
background is needed, as their experiences may influence their school involvement,
engagement and academic success. Furthermore, knowledge of the experiences of biethnic students in education may increase teachers’ understanding and may heighten
their cultural awareness and sensitivity of the needs of bi-ethnic students.
The present qualitative study is aimed at examining whether bi-ethnic students in
the Netherlands have experiences in education that are related to their bi-ethnic
background and investigates the factors that may explain differences in these
experiences. We will focus on experiences both in school and in contexts at home and
in society. By investigating the perceptions and interpretations of the experiences of biethnic adolescents and their parents, we aim to contribute to a deeper understanding of
the experiences that are specific to bi-ethnic students.
Educational experiences and a sense of belonging
According to social cognitive perspectives on motivation and development (e.g., Deci,
et al., 1991), students evaluate their educational experiences based on their sense of
belonging (Osterman, 2000; Furrer & Skinner, 2003). This belongingness hypothesis
states that the need to belong, the need to form lasting, positive, and significant
interpersonal relationships, is a fundamental human motivation (Baumeister & Leary,
1995). The need to experience belongingness at school is especially important for the
educational experiences of students because emotional security is needed to enable
students to explore and address the social world of the school (Furrer & Skinner, 2003).
The sense of belonging to a school is threatened when students experience stereotypes,
do not feel accepted by teachers and peers and experience loneliness and social
isolation (Furrer & Skinner, 2003; Walton & Cohen, 2007). However, students who
feel supported, included and accepted by peers and teachers have a greater sense of
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belonging (see for a review: Osterman, 2000), which is related to higher motivation and
educational success (e.g., Deci et al., 1991).
Role of ethnic identity
Students’ feelings of acceptance by their peers and sense of belonging to a certain peer
group are found to be related to ethnic identity development (Root, 1990; Renn, 2004).
Students with a greater sense of belonging are more likely to establish a stronger sense
of ethnic identity (Cook et al., 2012). Ethnic identity describes the way individuals
interpret and understand their ethnicity or ethnicities and the degree to which they
identify with one or more ethnic groups (Phinney et al., 2001). Ethnic identities are
constructed within discourses and practices; therefore, we need to understand ethnic
identities as produced in specific contexts (Hall, 1996). Root (2001) suggested that the
study of ethnic identity development should focus on the individual in relation to others
because the construction of an ethnic identity is dynamic and individuals also have
other identities that interact with ethnicity and influence their ethnic identity.
Rockquemore, Brunsma and Delargo (2009) argue that we should distinguish
between identity, identification and categorization. Identity is personal and self-chosen,
identification is how others view and categorize the individual, and categorization is
dependent on what identities are chosen in a specific context. For bi-ethnic students,
ethnic identity, ethnic identification and ethnic category can overlap as well as
contradict each other. Others can understand and treat the individual conforming to
their view of the individual’s identity based on phenotype, but the individual might not
identify as such (Shih & Sanchez, 2005). Song and Aspinall (2012) found that while
some bi-ethnic students may perceive this experience as negative, others may respond
indifferently or positively. The way students perceive their experiences was found to be
related to assertions of belonging (Song & Aspinall, 2012). Students who were
indifferent to how others understand and treat them felt more secure in their sense of
belonging. Other factors may influence ethnic identity choices, such as parents’ ethnic
socialization and context factors, such as ethnic composition of the school or the
neighbourhood (González, Umaña-Taylor, & Bámaca, 2006; Song & Aspinall, 2012).
Role of parents
Parents influence children’s attitudes and the way they perceive and respond to their
experiences in life, including schooling experiences (Root, 2001). Parents can also
encourage a child’s sense of ethnic belonging through ethnic socialization and
providing their initial impressions of ethnicity to their child (Heard & Bratter, 2006).
Ethnic socialization is the mechanism through which parents transmit the values and
perspectives of their ethnic background, as well as information about it, to their
children (Hughes et al., 2006). The ethnic socialization parents provide reflects their
ethnic heritage and their own ethnic socialization, ethnic identity, class, gender,
experiences with racism and discrimination, beliefs, and values (Hughes et al., 2006).
Ethnic socialization may influence students’ experiences because ethnic socialization
strategies can lead children to be successful in school despite biases they may face
(Rollins & Hunter, 2013). However, ethnic socialization may also have negative
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influences on the students’ experiences when parents instruct their child to maintain
scepticism and a social distance from certain ethnic groups as a strategy to address
biases they may face.
Role of school context
Karssen, van der Veen and Volman (2016) found that the educational outcomes and
social functioning of bi-ethnic students are not related to the ethnic composition of their
school. However, the ethnic composition of a school can have a significant influence on
the school experiences of bi-ethnic children. For example, in the sense that for
ethnically diverse schools it would be easier to teach these children how to understand
their own and others’ ethnic differences and provide them with a sense of ethnic
identity, because ethnic differences are present in the school (Caballero et al., 2008;
Caballero, 2010). The ethnic composition of the school could be particularly important
for bi-ethnic children with respect to their sense of belonging. Bi-ethnic students’
feelings of being outsiders are often provoked by the ethnic school composition
(Jackson, 2009). Bi-ethnic children in highly ethnically diverse schools could be more
easily considered ‘ordinary’ and would ‘stand out’ less than bi-ethnic children in less
ethnically diverse schools (Caballero et al., 2008; Caballero, 2010).
Social, historical and political context in the Netherlands
Whereas in the United States and the United Kingdom, bi-ethnic individuals identify
themselves as being mixed race, it is only through an older study by van Mierlo (1998)
that we know that most bi-ethnic individuals in the Netherlands do not identify
themselves in terms of race. In the Netherlands, as in the rest of Europe, racial
boundaries are weaker than in the United States (Model & Fisher, 2002), and religious
and language boundaries are stronger (Kalmijn & Van Tubergen, 2006). Therefore, biethnic children in the Netherlands might face different kinds of bias and racial
discrimination than bi-ethnic children in the United States (and to a lesser degree in the
United Kingdom).
The attitudes towards bi-ethnic individuals in the Netherlands has changed over
time. In colonial times, a child of parents of different ethnic backgrounds in the Dutch
East Indies, Surinam and the Netherlands Antilles was considered undesirable and
sometimes illegal (De Hart, 2014). In the nineteenth and twentieth centuries, women
and girls in the Netherlands who had a relationship with an immigrant man could
expect anxious and curious comments, bias, bullying and exclusion (De Hart, 2015). In
the Netherlands, the attitudes in society towards bi-ethnic individuals may also reflect
the attitudes in society towards ethnic minorities (Kalmijn & Van Tubergen, 2006).
Whereas the Dutch have been known for their tolerance, in the last 15 years, the social
and political climate has started to emphasize Dutch national identity and the need for
the assimilation of ethnic minority groups. This may have a large influence on bi-ethnic
individuals. Since 2001, the attitudes in the Netherlands towards Muslim immigrants in
particular have been very negative (Coenders et al., 2008). The media and some
political parties present immigrants from Muslim countries as a threat to Dutch society.
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Therefore, the experiences of bi-ethnic children, particularly those with one Muslim
parent, could be negatively influenced.
Method
This qualitative study was aimed at examining the experiences of bi-ethnic students in
education related to their bi-ethnic background. A phenomenological approach was
used to explore bi-ethnic students’ experiences by giving voice to the participants and
allowing them to tell their own stories and relay their personal experiences. The
following research questions were addressed:
1. How does the bi-ethnic background of bi-ethnic students in the Netherlands play
a role in their educational experiences?
2. What factors may explain differences in how the bi-ethnic background of biethnic students in the Netherlands plays a role in their educational experiences?
Participants
We decided to focus this study on bi-ethnic students with one immigrant parent and
one native Dutch parent (non-immigrant with non-immigrant parents). Because the
largest groups of non-Western immigrants in the Netherlands originally come from
Surinam (11 percent), the Netherlands Antilles (five percent), Turkey (14 percent) and
Morocco (15 percent) (Centraal Bureau voor de Statistiek (CBS) [Central Bureau of
Statistics], 2012), we decided to focus on bi-ethnic students with one native Dutch
parent and one parent who was born in Surinam, the Netherlands Antilles, Turkey or
Morocco.
Nineteen students and eleven mothers were interviewed (see Table 1). All 19
students were born in the Netherlands and went to primary and secondary school there.
While five students (Faris, Levin, Noor, Eva and Riza) had already finished their
secondary education less than one year earlier and received their degree, 14 students
were still attending secondary school.
Instrument and data collection
Students were recruited through secondary schools and snowball sampling. We
recruited students who recognized their bi-ethnic ancestry and were between the age of
15 and 20 years. Regarding variation, we attempted to acquire a sample that
represented diverse ethnicities, gender, educational levels of the students, places of
residence, and ethnic and gender combinations of the parents. Furthermore, we
attempted to acquire a sample that represented experiences at schools with diverse
social and ethnic compositions. The sample consisted of students from 11 different
secondary schools, three schools in a large city, four schools in medium cities, and four
schools in small towns.
A semi-structured in-depth interview was developed based on an extensive literature
review, which explored a range of issues relating to educational experiences, ethnic
identity, the ethnic socialization of parents and ethnic school composition. The first
author conducted individual face-to-face interviews with 19 students and with the
mothers of 11 of these students. The students and parents could self-decide where they
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wanted the interview to take place. Interviews were conducted at school, at their home,
in the office of the first author, at their workplace, or in a café. Interviews lasted
between 45 and 90 minutes. Before the interview started, participants were informed of
the purpose of the study and provided consent for the use of their stories.
We relied upon students’ own reports as to whether educational experiences were
specific to their bi-ethnic background and whether their educational experiences were
meaningful. Respondents were asked about experiences they may have had with peers
and teachers during their education that related to their bi-ethnic background beginning
with kindergarten and continuing to their present education. They were asked whether
their experiences had influenced their feelings of belongingness in school. The
respondents were also asked whether the curriculum in the schools had paid attention to
ethnic heritage, cultures and identity.
Table 1. Demographics of the students

Student
Faris*
Dario
Dilip*
Elle*
Emine*
Naomi
Richard*
Levin*
Noor*
Iris
Hafsa
Jazz*
Jamil*
Donna
Vera*
Emilie
Eva
Alice
Riza*

Gender
Boy
Boy
Boy
Girl
Girl
Girl
Boy
Boy
Girl
Girl
Girl
Boy
Boy
Girl
Girl
Girl
Girl
Girl
Girl

Education
level
student1
Low
High
High
Low
Low
High
Medium
Low
High
Medium
High
High
High
High
High
Medium
Low
Medium
Low

City
(home)
Small
Large
Medium
Small
Large
Medium
Large
Large
Medium
Small
Small
Medium
Medium
Medium
Medium
Small
Small
Large
Large

SES
father-mother
Low-High
High-High
High-High
High-Low
Low-High
High-Medium
Low-Medium
Medium-Medium
Low-High
Medium-Medium
High-High
High-High
Low-Low
High-High
Low-High
Medium-Low
Medium-Medium
Medium-Medium
Low-Medium

Ethnicity and
gender
of the migrant
parent
Moroccan father
Surinamese mother
Surinamese mother
Antillean father
Turkish father
Surinamese mother
Moroccan father
Antillean father
Turkish father
Surinamese father
Moroccan mother
Surinamese father
Moroccan mother
Surinamese mother
Surinamese father
Surinamese mother
Antillean mother
Antillean mother
Turkish father

Code2
n
n
n
n
n
i
i
i
i
i
i
i
i
i
i
r
r
r
r

Notes. *: mother of the respondent was interviewed. 1: Low: pre-vocational secondary
education; Medium: senior general secondary education; High: pre-university
secondary education. 2: n=non-significant experiences; i: incidental experiences; r:
recurrent experiences.

1

The Dutch secondary education system consists of three tracks: pre-vocational
secondary education (vmbo), senior general secondary education (havo) and preuniversity secondary education (vwo).
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Data Analysis
The interviews were digitally recorded with participant permission and transcribed.
They were conducted in Dutch and analysed in Dutch. The interview data were coded
and analysed through MaxQDA. Based on the interview guidelines, we used a preprepared coding scheme, and during analyses and coding, we rearranged, changed or
included new codes. The coded fragments of text were then sorted based on whether
the experiences were reported as positive or negative and whether they were related to
peers or teachers. There was not much variation in the positive experiences, all students
reported some positive experiences. However, there was substantial variation in
negative experiences. Based on participants’ reports, the participants were sorted by the
extent to which they reported negative experiences and similar experiences became
evident. Three student categories of negative experiences emerged: 1) five students
reported that their bi-ethnic background played no significant role in their experiences
in education with peers or teachers; 2) ten students reported that their bi-ethnic
background played an incidental negative role in their experiences in education with
peers and teachers, 3) four students reported that their bi-ethnic background played a
recurrent negative role in their experiences in education with peers and teachers. The
first author and a junior researcher both coded 25% of the student interviews
independently for the three student categories, and full inter-coder agreement was
reached. During the analyses, factors that could explain the extent of the experiences of
the bi-ethnic students were also identified. Tables were composed for each participant
with background characteristics and factors that were identified during coding,
allowing participants’ experiences to be compared to find differences and similarities in
background characteristics and factors that could explain to the extent of the
experiences. To protect confidentiality, names have been changed to pseudonyms.
Results
Positive educational experiences
The students mentioned experiences related to support, teachers’ expectations,
inclusion, stereotypes and racism. Some students reported that they had been asked to
give a speech at school about the country of their migrant parent, brought food from
their migrant parent’s country to their school for a celebration, came to school dressed
in certain culturally related clothes or wrote an essay about their ethnic identity. The
students reported these experiences as positive. For example, Hafsa, whose mother had
a Moroccan background, reported that:
Yes, I once gave a presentation about Morocco. That was very nice to do, yes. A bit
about your own culture and those sorts of things. Or for Christmas dinners, my mother
always prepared a Moroccan dish. And then everyone somehow came into contact
with Moroccan food. They [the students and teacher] thought that was really fun.

Other positive experiences related to their bi-ethnic background concerned questions
and remarks about students’ bi-ethnicity (i.e., ‘And then they always asked, like yes,
what are you?’), their name (i.e., ‘Ooh a nice name. That is a nice name!’), and
physical appearance (i.e., ‘[They said] that I had a nice tan’). Students felt positive
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about these experiences. They felt that these remarks or questions were flattering and
they liked it when other students were curious and enjoyed telling other students about
their bi-ethnic background. Other positive experiences related to their bi-ethnic
background concerned support of peers and their teachers. In contrast to his
experiences in primary school with a non-supporting teacher, Jamil reported that he
experienced belongingness at secondary school because he felt strongly supported by
the teachers and felt that they believed in him:
According to me, lots of teachers had, they really believed that I could do it. Because I
also usually did my best and showed a lot of commitment. So, I do think that they
really supported me, for instance. Yes, especially mostly because of my mentors.
Because he [his current mentor] … always tries to help as much as possible. That’s
what I’ve always had.

No significant educational experiences
Five students, two female (Elle and Emine) and three male (Faris, Dario and Dilip),
reported that their bi-ethnic background played no significant role in their experiences
in education (see Table 1). All five students lived with both parents and were exposed
to ethnic diversity in their primary or secondary school or in their city.
The students reported that they received very few questions regarding their ethnic
background and that those they did receive were only during their first day of school.
They considered it to be normal that questions about someone’s ethnic background
would be asked during the first day at school. The students indicated that their bi-ethnic
background did not play a role in their relationships and experiences with teachers and
peers. They explained this by the fact that their appearance did not cause them to stand
out. According to them, based on their appearance, they could easily have parents with
the same ethnic background. They felt that teachers had high educational expectations,
and they felt comfortable with peers and teachers in school. One of the students, Dilip,
had a Surinamese Hindustani mother and a Dutch father. He went to an ethnically
diverse primary and secondary school and had always lived in an ethnically diverse
neighbourhood. His mother reported that because of this ethnic diversity, ethnicity did
not influence Dilip’s life:
Because they [Dilip and his sister] know, in daily life they know, as they interact with
diverse children after all. Because they are not only together with Hindustani; they are
together with all beliefs. Moroccans, Turkish, everything. They interact with
everything. And with Antillean children too, who are half-Antillean and such. So, it is
very diverse. So, they never realize it. Culture doesn’t make any difference in their
daily lives, like, ‘that person is this so I may or may not interact with that person’. Not
at all.

Although they reported that some peers may have posed questions regarding their
bi-ethnic background, all five students stated that the way others labelled them did not
matter to them. All the students appeared to have a certain attitude of indifference,
which made them less affected by remarks and questions. Four (Faris, Dario, Dilip and
Elle) of the five students felt indifferent towards their own bi-ethnic background; it did
72

Educational experiences
not play an important role in their life. Emine, however, who had a Turkish father, felt
proud to be ‘half Turkish’ but did not really feel that her bi-ethnic background was very
important to her identity. Dilip’s mother reported that her son’s bi-ethnic background
did not influence his experiences because his parents never emphasized his bi-ethnic
background:
With regard to that, that little part of my background and my husband’s background
and our beliefs [Hindu] or whatever hasn’t ever stopped them anywhere. It has never
been an important issue or a hot topic in their lives. Absolutely not. Because we have
never been concerned with it.

Although Dilip had an identifiably Surinamese Hindustani name and his mother valued
her Hindustani religion, both parents did not emphasize their ethnicity while rearing
their children but rather a cosmopolitan sense of themselves. His mother was raised
multiculturally in Surinam with people who spoke different languages and were from
different ethnic groups. She reported that she had experienced racist remarks in
Surinam, especially from Surinamese Creole people, during her education, but it never
influenced her motivation in school. She came to the Netherlands when she was 25
because she fell in love with Dilip’s father. His parents did not teach Dilip the language
of his mother (Surinamese Hindustani) because they thought that it was better for Dilip
to speak Dutch at a high level when he went to school.
The parents (father or/and mother) of the other four students did emphasize their
own ethnic background and the bi-ethnic background of their children in certain ways,
such as through valuing and teaching their children both languages of the parents or by
teaching the child to be proud of his or her bi-ethnic background. In the case of Emine,
her father valued his Turkish heritage and made an effort to highlight his Turkish
ancestry with Emine. From a young age, he taught her about Islam, and when she was
eight, she took Turkish lessons for a year to learn the Turkish language. According to
Emine’s mother, her parents fostered an awareness of discrimination in Emine through
communication, but they also protected Emine from experiences with discrimination.
Emine had always lived in an ethnically diverse neighbourhood but went to primary
and secondary schools that were dominated by students from the ethnic majority. Her
mother had chosen these schools because she wanted to protect her daughter from
negative comments from the Turkish and Moroccan communities in the Netherlands.
She was afraid that other students would influence Emine by telling her what is right
and what is wrong according to Islam. Her parents also decided to give Emine the last
name of her mother, instead of the father’s last name, to protect her from
discrimination. According to Emine’s mother, Emine never had educational
experiences that were related to her bi-ethnic background because of her indifferent
attitude towards discrimination that she learned from her father. Her father came to the
Netherlands as a guest worker when he was 15 years old. Emine’s mother explains that
because of his attitude, he never really felt that he suffered discrimination:
Of course, he occasionally felt like, ‘it is because I’m Turkish’. But he never let
himself be discriminated against. He was never really discriminated against. He didn’t
allow it. And that’s the way my children are a bit too.
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Although Dilip reported that he had no experiences with discrimination or racism, the
other four students had some experiences with discrimination or racism, but these
experiences were not considered meaningful because they themselves did not perceive
comments as entailing stereotypes, prejudice or racism. For example, Emine reported
that some students made remarks such as ‘Hey Turk’. She reported that these remarks
did not really affect her: ‘It doesn’t really interest me at all. Because, I know…, I don’t
call that discrimination’. She interpreted these remarks as jokes because, according to
Emine, the comments were used in a funny way and were not really meant negatively.
Incidental negative experiences
The ten students who had incidental negative experiences differed substantially in their
background characteristics (see Table 1), the ethnic diversity of their schools and
neighbourhoods, the role their bi-ethnicity played in their lives and their parents’ ethnic
socialization. Two (Iris and Hafsa) out of the ten students reported that their bi-ethnic
background did play an important role in their lives. The other eight students reported
that their bi-ethnic background did not play an important role in their lives; of these
eight, four (Naomi, Richrad, Levin and Noor) felt that their bi-ethnicity was not part of
their identity, and the other four (Jazz, Jamil, Donna and Vera) felt that it was a small
part of their identity. The parents of three out of the ten students (father and mother of
Naomi, Richard and Levin) did not emphasize their own ethnicity or the bi-ethnic
ethnicity of their child in their child rearing. The parents of the other seven students
(father or/and mother) emphasized their own ethnicity or the bi-ethnic ethnicity of their
child in their child rearing.
Incidental negative experiences with peers
In general, the students had positive relationships with their peers. However, all ten
students reported that they received questions or comments from other students about
their bi-ethnicity more than once. The students differed considerably in their feelings
about these questions or comments. Students felt positive, indifferent or negative about
questions or remarks. However, we found that the feelings of students were not
constant; a student’s feelings depend on the situation and the specific experience.
Examples of situations in which a student can feel positive, indifferent or negative are
provided below by Richard, Naomi and Jamil.
Richard, who had a Moroccan father, lived in an ethnically diverse neighbourhood
and went to ethnically diverse primary and secondary schools. However, although his
neighbourhood and school were ethnically diverse, people with a Moroccan ethnic
background were not particularly present in his neighbourhood or in his school.
According to Richard, he was labelled by other students as Moroccan, although he
describes himself as half Moroccan and half Dutch. He felt positive about other
students’ perceptions of him. Richard felt proud to be one of the only students in
primary and secondary school to have a half Moroccan ethnic background because it
made him unique. According to Richard’s mother, his parents did not emphasize their
own ethnicity, and they did not emphasize Richard’s bi-ethnicity. His father migrated to
the Netherlands in the seventies when he was eighteen years old and felt that he was
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more Dutch than Moroccan. Although Richard’s mother wanted to give him a second
name that was Moroccan and wanted him to be brought up with the Dutch language
and Arabic, his father did not. However, Richard reported that he did receive
knowledge about his Moroccan background by cooking with his father and that his
father taught him a couple of Arabic words and how to count in Arabic.
Naomi, who had a Surinamese mother, went to a primary school with low ethnic
diversity. Naomi reported that she was the only girl in grade six with curls and some
students made jokes about her hair, such as: ‘did you put your hand in the socket?’.
These comments made her realize that her mother was Surinamese, which was the
reason she had curls: ‘Then, I noticed my hair; it looks different… because of my
heritage’. However, she felt that her bi-ethnic background was ordinary, and therefore,
it did not matter to her if someone commented on her ethnic background. Her mother
came to the Netherlands with her family at the age of four. When asked whether her
parents found it important to emphasize their ancestry or Naomi’s bi-ethnic
background, Naomi answered:
No, because in that case, if my mother would have thought that for instance, she would
have done more, yes, far more with Surinam and such, I think. I think that then, she
would have paid more attention to it with us and such things. Because we don’t do
much with our heritage.

Naomi lived in an ethnically diverse neighbourhood and most of Naomi’s nieces and
nephews from her mother’s side also have a Dutch parent. Naomi reported that in her
secondary school, which was ethnically diverse, one student with two Surinamese
parents kept telling her that she was ‘not a real Surinamese’ because she is half
Surinamese and does not speak the street language (the Dutch street language has many
Surinamese words). Naomi felt insulted and felt that the comments were unfair because
she believed that the street language had nothing to do with her heritage.
Jamil, who had a Moroccan mother, reported that he had no significant experiences
related to his bi-ethnic background in primary or secondary schools. In both schools, he
felt that his bi-ethnic background did not play a role in his relationships or experiences
with teachers and peers. However, during his time in primary school, he went to an
Islamic school (in the Mosque) to learn the language on the weekends and never felt
that he belonged or was accepted by the other students. All students in the school had
non-Dutch last names, while Jamil had a Dutch last name. He reported that he was
bullied by the other students because he was half Moroccan. The bullying made him
feel sad, gave him stomach aches and headaches, and made him feel like the outsider:
‘I felt a bit left out there’. Although he now describes himself as half Moroccan and
half Dutch, during that time, he identified himself as Moroccan. He reported that he
identified as Moroccan during that time because his best friend was Moroccan and his
Dutch father was not at home much because his father had an international job. Jamil
reported that he went to his parents and the teacher for help. Both tried to stop the
bullying, but the other students continued. Although he wanted to quit the school, his
parents felt that attending the Islamic school was important, and they did not want him
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to stop going. His parents valued their ethnic background and Jamil’s bi-ethnic
background, and they wanted him to learn the Arabic language and about the Islam.
Incidental negative experiences with teachers
The ten students with incidental experiences related to their bi-ethnic background
generally felt supported by the teachers and felt that the teachers had high and fitting
educational expectations and did not treat them differently because of their ethnic
background. Richard’s mother reported that when a classmate in his ethnically diverse
primary school, who was also bi-ethnic, made the comment ‘Moroccans smell bad’ in
class, Richard did not really feel bad for himself, but he felt bad for his father.
Richard’s mother reported that the teacher came to her to tell her what had happened.
According to Richard’s mother, the teacher was sensitive to Richard’s emotions. His
mother felt that the teachers were very alert regarding such issues in class.
While most students and mothers felt that teachers did not label students according
to their ethnic background, two (mother of Noor and mother of Vera) of the six parents
who had a child with incidental negative experiences in education felt that some
teachers at first considered their child a mono-ethnic minority student. Noor’s mother
felt that teachers would at first assume that Noor was a non-Dutch student on the basis
of her last name, which was identifiably Turkish (she had a Turkish father). However,
according to Noor’s mother, teachers would later label Noor not as Turkish but as
having a Dutch mother:
I’ve always had the idea, yes, that they didn’t consider her as ‘ooh that’s a Turkish
student’. Rather, she has a Dutch mother. Yes, in that case, you are of a rather
different kind than if you have two Turkish parents. So, they weren’t pigeonholed like,
‘ooh you are an ethnic minority’. But more like, ‘you are really also a bit one of us’.

Noor went to an ethnically diverse primary school. The role of her mother at school
was larger because according to the mother, the father worked during school hours and
felt insecure about his knowledge of the Dutch school system.
Four students (Levin, Hafsa, Jamil and Vera) had also negative experiences with a
single teacher. These experiences were related to racism and low expectations. These
four students reported that they were labelled as non-Dutch by the teachers. Levin, who
had an Antillean parent, reported a negative experience with one teacher in
intermediate vocational education, which took place in a white school in a small,
predominantly white city. According to Levin, one teacher at this school made racist
comments to him, such as stating after he asked Levin to clean something up, ‘not
because you are black though’. Levin reported that when he went to his mentor in the
school, the mentor did not believe that this had happened. Levin did not feel supported
by his mentor:
Then, I also thought, like, ‘I tell you’ or ‘yes we needn’t tell you anything anymore’
because he never does anything about it.

However, the racist comments did not really affect him because he felt that the
comments were not applicable to him, as he felt he was not dark enough to be black.
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He described himself as half Dutch and half Antillean but did not particularly value his
ethnic heritage. Levin went to an ethnically diverse primary and secondary school and
lived in an ethnically diverse neighbourhood. His ethnic background did not play a role
in his life and his parents did not try to highlight their ethnic background or his biethnicity. However, both parents fostered an awareness of discrimination in Levin. His
father came to the Netherlands with his family when he was six years old and grew up
in a rural setting. Both Levin and his mother identify his father as more Dutch than
Antillean. Levin’s mother reported that she felt that the teachers in the intermediate
vocational school were not aware of the impact of such remarks.
Recurrent negative experiences
Four students, all were girls, had recurrent negative experiences in education that were
related to their bi-ethnic background (see Table 1). They reported that they were
continually labelled as non-Dutch. Two (Emilie and Alice) of the four students had
parents who were divorced. All four girls reported that their bi-ethnicity played a role
in their lives and that they valued their bi-ethnicity. For three (Emilie, Alice and Riza)
out of the four students, one or both of their parents emphasized their ethnicity and the
bi-ethnicity of their child in child rearing.
Recurrent negative experiences with peers
One student, Alice, had an Antillean mother and lived with her mother in an ethnically
diverse neighbourhood. While in her primary school most students were mono-ethnic
majority students, in her secondary school most students were mono-ethnic minority
students. According to Alice, in primary school she had to cope with remarks such as
‘you are not from the Netherlands’ and stares and she wanted to look like the other
students (freckles, straight hair). In secondary school, she felt proud of her curly hair
but had to cope with students who made negative comments about Dutch people. She
felt that she was ‘always on the side-lines of everything’ and ‘in between’.
Alice reported that her mother wanted Alice to feel proud of both her ethnicities:
‘She just wants me to accept both my sides and put that forward’. Her mother also
values and highlights the father’s and her own heritage through food, music, museums,
history and politics and visits Curacao every year. Her mother also tries to protect her
from negative experiences, supports her and gives her advice on how to react to
negative experiences. Alice’s mother came to the Netherlands when she was 23 to find
a better job. Alice’s relationship with her father is less personal than her relationship
with her mother. Her father did not make any effort to highlight his or her mother’s
heritage. Her father and mother were separated but maintained a good relationship with
each other. Alice reported that her mother wanted her to be a mix of both ethnicities.
However, Alice does not really know how she identifies herself. While in primary
school everyone considered her to be Antillean, she felt more Dutch; in secondary
school, everyone considered her immediately to be a ‘half-breed’ and non-Dutch.
However, she did not know what ‘half-breed’ meant and felt strange that the students
called her that:
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You have two parents with two different cultures and you know that. But you don’t
really know that you are a mixture of them then. I still don’t like anyone saying to me
something like, ‘yes, you are a half-breed’ because I’m not a half-breed. I’m just
myself. It isn’t very nice if people always look at your culture.

All four students with recurrent negative experiences related to their bi-ethnic
background had a low sense of belonging with their peers. They felt that they did not
belong with the other students in class because they felt different. Alice felt that
students in primary school were not really interested in her life. For example, the
students never asked her about Curacao. She reported that during primary school,
students had stereotypes about her mother’s work. Alice reported that they thought that
her mother did not have a good job and they were surprised when she told them that her
mother was an accountant. In secondary school, students asked her about her father’s
origins and she felt that students expected that her father was non-Dutch instead of her
mother. Alice also reported that the other students in class asked her whether she was
still in contact with her father even though they did not know whether her parents were
still together. These stereotypes made her feel strange and like she did not belong.
Another student, Riza, who has a Turkish father, reported that she skipped class and
eventually changed secondary schools as a result of being bullied by the other students
because they observed her as a foreigner. Riza lived in an ethnically diverse
neighbourhood. Her class in secondary school was predominantly white, and most
students were girls. According to Riza, the students gave her stares, and she felt that
these stares were very unpleasant. The stares gave her the feeling that she did not
belong and that she was different: ‘That I wasn’t a Dutchman, not a pure Dutchman’.
Riza also reported that she was confronted by stereotype questions from other students
during secondary school regarding religion, such as why she was not wearing a
headscarf. Students thought that because she had a Turkish parent, she was Muslim.
Riza identifies herself as more Turkish than Dutch and is not religious. She values her
bi-ethnic background, but it does not determine her being. Her father and mother speak
Turkish at home, and her father is a Muslim. Her father came to the Netherlands when
he was 29 years old because he fell in love with her mother. His family lives in Turkey,
and they visit his family every year. The mother of Riza reported that both parents
value their and each other’s ethnic heritage and foster their heritage in their children.
Recurrent negative experiences with teachers
Riza’s mother reported that the teachers in pre-school had stereotypical beliefs about
the language problems that Riza was having. Riza did not talk until she was 4 years old.
When she was 3 years old, she went to a kindergarten for children with special needs
because of this. According to Riza’s mother, teachers at the kindergarten for children
with special needs said that Riza was not talking because she was multilingual, Turkish
and Dutch. However, her sisters and brother were also multilingual and they were
talking at the age of 3, and therefore her mother thought that Riza could talk but just
did not want to. After kindergarten, Riza went to a primary school for children with
special needs. When Riza was five years old and was still not speaking at her age level,
her mother wanted to put her in regular education instead of special education because
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the school for special education was far away from home. However, according to
Riza’s mother, the teachers at the school for special education would not let that
happen. She had to sign a paper stating that it was her own choice. Finally, Riza
performed well in school and started talking.
All four students had negative experiences with more than one teacher in primary
and secondary school. The experiences concerned racist remarks, stereotypical beliefs,
a lack of involvement, unusual behaviour, and low expectations. The stereotypical
beliefs, for example, concerned remarks by the teacher about the personality of the
students: ‘Yes, and you are just lazy. You think that you are a little princess. Yes, in the
Netherlands you will just have to work as well’. The students felt insulted by the
remarks. They felt that the teachers treated them differently than other students in class
and that teachers were not supporting them enough to excel in school. They felt that the
teachers were not involved with their education. All students thought that the lack of
involvement had to do with their ethnic background. Riza put it like this:
They just simply made me aware that they didn’t pay any attention to me. Due to my
background, I really think. It was the case with all children who, so to speak, had a
background different from a Dutch background. Yes. They were favoured, the Dutch.

None of these students felt supported by the teachers. All of these students reported that
they were bullied by other students in class and felt that teachers did not do anything to
support them or to make it stop. For example, Riza reported:
I think that they occasionally noticed it, but they didn’t do anything about it. I think, if
you see something happening as a teacher, then it doesn’t matter whether you are
Dutch yourself or Turkish, then you just have to, yes, yes, you just have to do
something. You should not just stand by.

Because of this experienced lack of support, these students no longer went to the
teachers with their problems. They kept them to themselves.
Conclusion
There was not much variation in the number or degree of positive experiences. All
students received positive remarks about their name and physical appearance, school
assignments related to their bi-ethnic background and the support of peers and teachers.
However, the students did not have the same range of negative experiences. Although
certain bi-ethnic students reported that their bi-ethnic background played no significant
role in their experiences in education, others reported incidental and still others
reported recurrent negative experiences in education that were related to their bi-ethnic
background.
When comparing students who reported having no meaningful negative experiences
with students who reported to have recurrent negative experiences, a pattern of factors
emerge that may explain differences in how their bi-ethnic background played a role in
the students’ educational experiences. Students who did not report meaningful negative
experiences generally did not regard their bi-ethnicity as an important part of their
identity, felt their appearance did not cause them to stand out, lived in ethnically
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diverse neighbourhoods and/or went to ethnically diverse schools and had one or two
highly educated parents who were all still together. All these factors seem to protect
students from being affected by negative experiences. Students with recurrent negative
experiences reported that their bi-ethnicity was part of their identity, felt their
appearance was different from the other students, were in classes with a low level of
ethnic diversity, had low to medium educated parents, and were all girls. Furthermore,
two of the four students with recurrent negative experiences had parents who were
divorced. Whether their parents emphasized their ethnicity and the bi-ethnicity of their
child did not seem to explain differences in the students’ experiences in education very
much. In all the three groups of students, there were both parents who did and parents
who did not emphasize their ethnicity or/and the bi-ethnicity of their child. We did not
find a pattern that differed between the three groups.
For students who reported incidental negative experiences, no clear pattern was
found in the factors mentioned above. We found that none of the students with
incidental negative experiences completely fitted the profile of the students who had no
significant experiences. Additionally, none of the students who had incidental negative
experiences completely fitted the profile of the students with recurrent negative
experiences.
Discussion
As is demonstrated in this study, bi-ethnic students have both similar and different
experiences in education related to their bi-ethnic background. Whether students report
no significant, incidental or recurrent negative experiences seems to be related to their
sense of ethnic identity, their physical appearance, and ethnic composition of their
school and neighbourhood, the educational level of the parents, students’ gender, and
their family’s composition. It seems that when more ‘protective’ factors are present
that can function as a ‘buffer’, students are more easily able to cope with the negative
experiences related to their bi-ethnic background and perceive their experiences as less
negative.
The way students perceive their experiences seems related to a sense of belonging
(Song & Aspinall, 2012). The students with recurrent negative experiences with
teachers and peers had a strong feeling that they did not belong at the school. This
finding is in line with previous studies that conclude that students who experience
stereotypes and do not feel accepted by teachers and peers have a lower sense of
belonging at school (Furrer & Skinner, 2003; Walton & Cohen, 2007). Teachers can
increase the feeling of belongingness for their students by being more sensitive through
creating a save classroom environment and by responding to racist remarks of students
as well as by giving the students the feeling that their concerns are understood and
addressed (Goldweber, Waasdorp, & Bradshaw, 2013).
Students who feel more supported, such as those with more favourable family
circumstances, may cope more easily with negative experiences or perceive experiences
to be less negative. Furthermore, students who stand out less may view their biethnicity as not being an issue. Girls may be more affected by negative experiences
than boys, for instance because girls’ appearance plays a large role in their ethnic
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identity (Harris, 2016). Future studies should try to find out when and what makes a
student feel hurt or feel like an outsider, because this knowledge can help teachers to
respond sensitively to the needs of the students (Tucker, et al., 2005).
The study is limited in that we did not interview peers and teachers of the bi-ethnic
students. All the experiences are presented based on the perceptions of the bi-ethnic
students. This limits the extent to which we can draw clear conclusions about causes
and effects.
The negative experiences that were reported primarily included experiences related
to discrimination and racism and are partly similar to experiences that mono-ethnic
minority students may have in education. Because we did not interview mono-ethnic
minority students we cannot compare the experiences they have in relation with their
mono-ethnic minority background to the experiences bi-ethnic students have in relation
to their bi-ethnic background. However, certain experiences were typically related to
having a bi-ethnic background, such as specific name calling as ‘half breed’ and the
feeling of being ‘always on the side-lines of everything’ and ‘in between’. Tizard and
Phoenix (2002) and Dewan (2008) also found that bi-ethnic students experience
specific types of discrimination and racism related to their bi-ethnicity, but also types of
discrimination and racism that are similar to the types that mono-ethnic minority
students face.
The experiences that the students had were different according to ethnicity, race and
religion. Of the students who reported that they had negative experiences, the bi-ethnic
students with a Surinamese or Antillean parent had experiences that were related to
race, whereas bi-ethnic students with a Turkish or Moroccan parent had experiences
that are related to the religion assigned to them. It is important for teachers to be
sensitive to such differences.
The present study provides teachers with knowledge about the educational
experiences of bi-ethnic students that allows them to heighten their cultural awareness
and sensitivity. By providing teachers with knowledge of the experiences of bi-ethnic
students at school and thus providing them with an understanding of the needs of biethnic students, this study can support teachers. Teachers should be aware of the
experiences of these students so they can empower them to cope with negative
experiences.
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Summary and general discussion
This dissertation aimed to contribute to the understanding of bi-ethnic students’
educational outcomes, social functioning and experiences in the Netherlands. The
studies presented in Chapters 2, 3 and 4 examined the educational outcomes and social
functioning of bi-ethnic students. Chapter 2 explored whether bi-ethnic students differ
from mono-ethnic minority and mono-ethnic majority students in educational outcomes
and social functioning. In Chapter 3, the relationships between educational outcomes,
social functioning and ethnic school diversity were explored for bi-ethnic and monoethnic students. Chapter 4 focused on the diversity among bi-ethnic students in terms of
demographic, social and cultural background characteristics and the relationships
between these factors and educational outcomes and social functioning. Chapter 5
examined the educational experiences of bi-ethnic students related to their bi-ethnic
background. In this final chapter, the primary results and conclusions of the prior
chapters are presented, followed by a reflection on the theoretical contributions,
limitations and implications of the study.
Summary of primary results
Educational outcomes and social functioning of bi-ethnic students
Worldwide, most prior studies grouped bi-ethnic students with ethnic minority students
or grouped them according to the ethnic background of their mothers with the majority
or minority group. However, there is a lack of empirical arguments for these groupings.
Therefore, in Chapter 2, the educational outcomes and social functioning of bi-ethnic
students are compared with mono-ethnic majority and mono-ethnic minority students.
The data for 12,841 sixth-grade students (age 11-12) in primary education from two
consecutive measurements of the national Dutch cohort study (COOL5-18) were used in
this study.
The results indicated that researchers should not assume that bi-ethnic students’
educational outcomes and social functioning are similar to those of mono-ethnic
students in terms of educational outcomes and social functioning in school. Dutch biethnic students did not differ from mono-ethnic majority students but differed from
mono-ethnic minority students. Bi-ethnic students scored higher on cognitive
outcomes, social-emotional functioning and citizenship knowledge than mono-ethnic
minority students. With regards to citizenship orientation, bi-ethnic students scored
between mono-ethnic majority and mono-ethnic minority students on citizenship
competences. Bi-ethnic students scored higher than mono-ethnic majority students and
lower than mono-ethnic minority students on citizenship orientation. Citizenship
orientation includes societal interest, prosocial ability, reflective thinking and
assertiveness. Citizenship knowledge includes political, democratic and socialbehavioural knowledge.
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Chapter 3 examined whether the relationships between the ethnic diversity of a
student population in school and educational outcomes and social functioning of biethnic students differed for mono-ethnic majority and mono-ethnic minority students.
Ethnic diversity was measured in terms of the number and size of the ethnic groups that
were present in grade 6 of a school. The number of ethnic groups that exist in a school
and the size of these groups determine a school’s ethnic diversity. Data from the same
sample of sixth-grade students were used for this analysis.
This study indicated that the educational outcomes, social-emotional functioning
and citizenship competences of bi-ethnic students were not related to the ethnic
diversity of the school they attended. Although this relationship was not significant for
mono-ethnic minority students, mono-ethnic majority student educational outcomes,
social-emotional functioning, and citizenship competences were related to the school’s
ethnic diversity. Mono-ethnic majority students in highly ethnically diverse schools
scored lower on educational outcomes, social-emotional functioning, and higher on
citizenship orientation than the mono-ethnic majority students in less ethnically diverse
schools.
Chapter 4 focused on the diversity among bi-ethnic students. First, the demographic,
social and cultural diversity among bi-ethnic students is described. Demographic
factors were operationalized as ethnic background, gender of the migrant parent and the
urbanisation level of the school surroundings. Social factors included parental
educational level and family composition. The cultural characteristic referred to the
language spoken at home. This chapter also examines whether the ethnic background
and gender of the migrant parent were related to the educational outcomes and social
functioning of bi-ethnic students. The ethnic background and gender of the migrant
parent are unique factors for bi-ethnic students because, in contrast to students from
mono-ethnic students, bi-ethnic students have two ethnic backgrounds in their family,
and either the father or the mother is a migrant. The data for 653 sixth-grade bi-ethnic
students in primary education from three consecutive measurements of the national
Dutch cohort study (COOL5-18) were used for this study.
The results of this study indicated that we must consider diversity among bi-ethnic
students. The first part of the study demonstrated that bi-ethnic students differed in
ethnic background, whether the father or the mother was the migrant parent, the
educational level of the parents, language spoken at home, family and household
composition and degree of urbanisation of the school surroundings. The largest group
of bi-ethnic students had a parent with a non-Dutch Western ethnic background or a
parent with a non-Western (other than Surinamese, Antillean, Turkish or Moroccan)
ethnic background. Almost half of the bi-ethnic students had a father with a migrant
background and half of the students had parents with higher education levels. Most biethnic students spoke the Dutch language at home with both parents and lived in a twoparent household. Further, more than half of the bi-ethnic students lived in a very
highly or highly urbanised area.
The second part of the study demonstrated that bi-ethnic students’ cognitive
outcomes, social-emotional functioning and citizenship competences differed according
to the ethnic background and gender of the migrant parent. Bi-ethnic students that had
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one parent from a Turkish or Moroccan background scored lower on social-emotional
functioning and citizenship knowledge than bi-ethnic students that had one Western
migrant parent. Bi-ethnic students that had a migrant father scored higher in cognitive
outcomes than bi-ethnic students that had a migrant mother. Students that had a
Surinamese or Antillean migrant father and a Dutch mother scored lower in cognitive
outcomes than students that had a Western migrant father and a Dutch mother. Students
that had a Turkish or Moroccan migrant father and a Dutch mother scored higher on
citizenship orientation than students that had a Western migrant father and a Dutch
mother.
Educational experiences of bi-ethnic students
Whether bi-ethnic students in the Netherlands had positive or negative educational
experiences related to their bi-ethnic background was not determined. Because their
educational experiences may influence their school involvement, engagement and
academic success, it is important that researchers, policy makers and teachers have
knowledge regarding the educational experiences of bi-ethnic students. Chapter 5
examined whether bi-ethnic students in the Netherlands had educational experiences
that were related to their bi-ethnic background and what factors may explain
differences in these experiences. Stories were collected from 19 bi-ethnic students and
11 parents. The sample of students was limited to bi-ethnic students that had one native
Dutch parent and one parent who was born in Surinam, the Netherlands, Antilles,
Turkey or Morocco (the largest groups of immigrants in the Netherlands).
The results of this study indicated that bi-ethnic students had both similar and
different educational experiences related to their bi-ethnic backgrounds. Although
students did not vary in the number and degree of the positive experiences they
reported, variances occurred in the negative experiences they reported that were related
to their bi-ethnic backgrounds. Although certain bi-ethnic students reported that their
bi-ethnic background played no significant role in their educational experiences, others
reported incidental or recurrent negative educational experiences related to peers or
teachers. The differences in the educational experiences of bi-ethnic students were
explained by their sense of ethnic identity, their physical appearance, the ethnic
composition of their school and neighbourhood, the educational level of the parents,
their gender, and their parents’ family composition. How these students coped with
racism was closely related to the extent to which their experiences in education
differed. It appeared that when more ‘protective’ factors were present that functioned as
a ‘buffer’ against negative experiences related to their bi-ethnic background, students
were more easily able to cope with the negative experiences, and perceived their
experiences as less negative. Students with more favourable family circumstances may
cope more easily with negative experiences or perceive these experiences to be less
negative.
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Discussion
Theoretical contributions
This dissertation fills a gap in the existing literature regarding bi-ethnic students in
several different aspects. First, this dissertation demonstrated that bi-ethnic students
cannot simply be grouped with mono-ethnic students. Worldwide, most prior studies
grouped bi-ethnic students with mono-ethnic minority students or grouped them
according to the ethnic background of their mothers with the mono-ethnic majority or
mono-ethnic minority group (e.g., Crul, Schneider, & Lelie, 2013). However, empirical
arguments were lacking for these groupings. Prior studies conducted in the United
States demonstrated that bi-ethnic students scored between mono-ethnic majority and
mono-ethnic minority students on cognitive outcomes and social-emotional functioning
in school (e.g., for a review, see Shih & Sanchez, 2005). Chapter 2 demonstrates that
Dutch bi-ethnic students did not differ from mono-majority students but differed from
mono-ethnic minority students in cognitive outcomes and social-emotional functioning.
Therefore, bi-ethnic students cannot simply be grouped with mono-ethnic minority
students with regard to their educational outcomes and social functioning in education.
Furthermore, this study also determined that bi-ethnic students cannot simply be
grouped with mono-ethnic majority students. Unlike mono-ethnic majority students, biethnic student and mono-ethnic minority student educational outcomes and social
functioning were not related to ethnic diversity in school, as discussed in Chapter 3.
Therefore, bi-ethnic students should not be grouped with mono-ethnic majority
students either.
Second, most prior studies that investigated educational outcomes and social
functioning in school for bi-ethnic students did not focus on the diversity among biethnic students (e.g., Pearce-Morris & King, 2012; Schlabach, 2013). Because prior
studies have determined that the issues and difficulties bi-ethnic students experience
differ according to their demographic, social and cultural background (Brown, 2009;
Burke & Kao, 2013), it is important to obtain insight into the diversity in their
backgrounds. Chapter 4 demonstrates that bi-ethnic students differed demographically,
socio-economically and culturally. Chapter 5 demonstrates that bi-ethnic students had
both similar and different educational experiences that were related to their bi-ethnic
backgrounds. Therefore, when seeking to understand and support bi-ethnic students,
we must consider the diversity among these students. Bi-ethnic students should not be
perceived as one single group or referred to as a single group because the category of
bi-ethnic students is diverse. Although bi-ethnic students share the experience of
having two ethnic backgrounds, their cultures, religions, histories, ethnicities and
experiences differ. Categorizing bi-ethnic students as one single group may be helpful
for achieving recognition of bi-ethnicity, but it does not capture the complexity and
diversity among bi-ethnic students (Song, 2012).
Third, by not only focusing on educational outcomes and social functioning in
school but also focusing on the experiences of bi-ethnic students, their academic and
social challenges were identified. The negative experiences that were reported primarily
included experiences related to discrimination and racism and were partly similar to
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experiences that mono-ethnic minority students may have in education. In addition,
prior studies determined that bi-ethnic students experienced specific types of
discrimination and racism related to their bi-ethnicity that were similar to the types of
discrimination and racism that mono-ethnic minority students faced (Tizard and
Phoenix, 2002; Dewan, 2008). The results of this dissertation add to the existing
literature regarding the experiences of bi-ethnic students by considering the differences
among bi-ethnic students. Bi-ethnic students differed in the extent that they
experienced discrimination and racism.
Finally, this dissertation expands our understanding of how interacting in an
ethnically diverse context affects the outcomes and social functioning of children in
general. Additional studies are needed to determine how individuals adapt to ethnic
diversity. Because numerous countries are becoming more ethnically diverse, we need
more information regarding how individuals adapt to ethnic diversity. The ability to
become accustomed to ethnic diversity could reduce discrimination and prejudice and
may contribute to a ‘well-functioning’ multi-ethnic society where social cohesion is the
default.
Limitations and future research
Certain limitations of this dissertation should be considered. This dissertation labelled
students on the basis of the origin country of the parents and grandparents as bi-ethnic
or mono-ethnic rather than on the subjective ethnic group or students’ own description
of their ethnic identity or experience. In addition to questions regarding the origin
country of (grand)parents, researchers should consider which ethnic groups the students
identify with because this could better analyse how individuals perceive themselves. An
individual may perceive himself/herself as a member of an ethnic group, multiple
ethnic groups or a new ethnic group, such as ‘Chindo’ (Chinese Indonesian European).
Furthermore, individuals may not consider their ethnicity in their identity and therefore
may not want to identify as a member of a certain ethnic group. A study regarding
ethnic categorizing in surveys that was conducted in the United Kingdom found that
entirely open responses can yield important insights into ‘superdiversity’, but only
when paired with the traditional categorical questions because the data quality of
entirely open responses are not satisfactory (Aspinall, 2012). For example, individuals
may provide unusable responses, and the number of different responses may be very
large. Focusing solely on identity undermines the discrimination and labelling that biethnic students may experience; how an individual identifies himself/herself differs
from how someone else may identify that person. For example, a student may identify
as Dutch, while others may perceive and treat that individual as Surinamese.
Furthermore, it should be noted that ethnic identity is not constant and is dependent on
context, time and place. In a multicultural society, ethnic identity is more important
than the origin country of persons and their (grand)parents.
Furthermore, this dissertation used official ethnic group categories. These categories
fit with the statistical and theoretical approach, but this has implications for the
conceptualization of ethnicity. Although we used the term ethnicity, we actually
referred to the country of origin. For example, for bi-ethnic students with a Surinamese
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parent, the data only included information about the parents’ countries of origin.
However, these parents could have, for example, a Creole Surinamese, a Hindustani
Surinamese, or a Javanese Surinamese ethnicity. These groups have different religions,
speak in different languages, and individuals from these groups may have different
ethnic identities (St-Hilaire, 2001). It may be disputed whether categorizing students in
different ethnic groups is necessary. The dilemma is that statistics are necessary to
reveal inequality, but statistics may also maintain inequality. For example, categorizing
students in ethnic groups may result in stereotyping, prejudice, and discrimination, and
by making distinctions between ethnic groups, one may exaggerate the extent of ethnic
group differences (Banks et al., 2001). However, scholars and policy makers need
statistics regarding ethnic groups to reveal discrimination, prejudice and to develop and
evaluate policies. This dilemma cannot be resolved.
Another limitation of this dissertation is related to statistics. The statistical and
theoretical approach described in Chapters 2, 3 and 4 include bi-ethnic students as a
single category or divides them in specific groups within a group of bi-ethnic students.
It is possible, because bi-ethnic students are diverse, that during categorizing bi-ethnic
students as a single group positive and negative effects may have cancelled each other
out. And the sample size of the data may have been too small to make statistical
conclusions when indicating specific bi-ethnic groups, because the number of specific
groups of students could have been too small to provide significant results.
This study focused solely on bi-ethnic students that had one parent from an ethnic
majority background and one parent from an ethnic minority background. The results
of this study may not be useful for bi-ethnic students that have two migrant parents
from different origins or for students from more than two ethnic backgrounds. Because
society is becoming more diverse, the number of these students can be expected to
increase. Therefore, bi-ethnic students that have parents from different ethnic minority
backgrounds should be studied.
Implications for educational practice and policy
Policy makers, researchers and school teachers should be aware of the diversity among
bi-ethnic students in terms of background characteristics and experiences. Although in
general, bi-ethnic students did not struggle in primary and secondary school, certain
students reported negative experiences related to their bi-ethnic backgrounds. Schools
should focus on methods that allow teachers to better support vulnerable bi-ethnic
students. Teachers should be aware of their students’ backgrounds, and they should
understand that bi-ethnic students may experience specific challenges related to their
bi-ethnic backgrounds, such as specific name-calling as ‘halfbreed’. During the search
for bi-ethnic students to be interviewed, it was noted that school leaders and teachers
(even students’ mentors) did not know if their students had parents from different
ethnic backgrounds and had to ask the students. The bi-ethnic students were often
misrecognized by school leaders and teachers as mono-ethnic minority students.
Schools should recognize bi-ethnicity and not assume that it is not an issue for their
students. However, there is a thin line between being aware of the background of
students and labelling them and having prejudices about them on the basis of their
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backgrounds. Knowledge of the students’ backgrounds should not result in labelling
and prejudices but should result in cultural awareness and sensitivity regarding the
possible challenges that these students face. Teachers who are more culturally aware
and sensitive can help bi-ethnic students experience belongingness in school and can
empower them to cope with negative experiences (Furrer & Skinner, 2003).
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Bi-etnische leerlingen: prestaties, sociaal functioneren en ervaringen in het
onderwijs
Inleiding
Als gevolg van migratie en toegenomen interetnische relaties is het aantal bi-etnische
kinderen, kinderen met ouders van verschillende etnische herkomst, in Europa en de
Verenigde Staten aanzienlijk gegroeid (bijvoorbeeld CBS, 2015; US Census Bureau,
2010; Office for National Statistics [UK], 2011). Naarmate het aantal bi-etnische
kinderen toeneemt, zal ook het aantal bi-etnische leerlingen op scholen toenemen. Maar
de meeste beleidsmakers, onderzoekers, schoolleiders en leraren hebben geen kennis
over bi-etnische leerlingen. Zo besteden bijvoorbeeld de meeste onderwijsboeken
uitsluitend aandacht aan mono-etnische leerlingen (Wardle, 2007). Professionals
hebben ook weinig toegang tot kennis over de specifieke uitdagingen voor bi-etnische
leerlingen in het onderwijs, of over hun sterke punten (Tikly et al., 2004). Het is van
belang dat deze kennis wel breed bekend wordt, omdat bi-etnische leerlingen zich
mogelijk anders niet erkend voelen in het onderwijs.
Dit proefschrift heeft als doel kennis over, bewustzijn van en gevoeligheid voor deze
specifieke groep leerlingen te creëren door inzicht te bieden in de schoolprestaties, het
sociaal functioneren en de onderwijservaringen van bi-etnische leerlingen in
Nederland. Het onderzoek waarover wordt gerapporteerd, richt zich op kinderen met
één ouder van Nederlandse herkomst en één ouder van niet-Nederlandse herkomst.
Opbouw van het onderzoek
In dit proefschrift zijn de schoolprestaties, het sociaal functioneren en de
onderwijservaringen van bi-etnische leerlingen in Nederland onderzocht. Vier
onderzoeksvragen stonden hierbij centraal:
1. Hoe en in welke mate verschillen bi-etnische leerlingen van mono-etnische
leerlingen in hun schoolprestaties en sociaal functioneren (hoofdstuk 2)?
2. Wat is de relatie tussen etnische diversiteit van de leerlingenpopulatie en de
schoolprestaties en het sociaal functioneren voor bi-etnische leerlingen, en
verschilt deze relatie voor mono-etnische leerlingen (hoofdstuk 3)?
3. Hoe en in welke mate zijn verschillen in demografische, sociale en culturele
factoren gerelateerd aan de schoolprestaties en het sociaal functioneren van bietnische leerlingen (hoofdstuk 4)?
4. Hoe speelt een bi-etnische achtergrond een rol in de onderwijservaringen van bietnische leerlingen (Hoofdstuk 5)?
Deze onderzoeksvragen zijn onderzocht in vier studies. Hoofdstuk 1 van dit
proefschrift bevat een inleiding op deze vier studies en schetst ook de theoretische
achtergrond van het onderzoek als geheel. In het laatste hoofdstuk, hoofdstuk 6,
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worden de belangrijkste bevindingen van de studies in dit proefschrift samengevat en
worden de implicaties voor de onderwijspraktijk en het onderwijsbeleid besproken.
Hieronder worden de vier studies in twee paragrafen besproken. De eerste drie studies
(hoofdstuk 2, 3 en 4) zijn gebaseerd op kwantitatief onderzoek. Ze geven inzicht in de
schoolprestaties en het sociaal functioneren van bi-etnische leerlingen, en in verschillen
en overeenkomsten tussen deze groep leerlingen en hun mono-etnische leeftijdgenoten.
De belangrijkste bevindingen op basis van deze deelonderzoeken zijn samengenomen
en worden besproken in de eerste paragraaf. Om meer inzicht te krijgen in de
onderwijservaringen van bi-etnische leerlingen is bovendien kwalitatief onderzoek
gedaan. De belangrijkste bevindingen uit dat deel van het onderzoek (hoofdstuk 5)
komen aan de orde in de tweede paragraaf.
Bevindingen en conclusies
Schoolprestaties en sociaal functioneren van bi-etnische leerlingen
In Nederland is er relatief weinig aandacht voor bi-etniciteit. De definiëring van het
Centraal Bureau voor de Statistiek (CBS) groepeert de kinderen met één ouder van
Nederlandse herkomst en één ouder van niet-Nederlandse herkomst bij de kinderen met
twee ouders van niet-Nederlandse herkomst. De meeste studies wereldwijd brengen bietnische leerlingen eveneens onder in dezelfde groep als leerlingen met twee ouders
van buitenlandse herkomst. Andere studies kiezen ervoor om bi-etnische leerlingen op
basis van de etnische achtergrond van de moeder in te delen bij een mono-etnische
groep. Echter, empirische argumenten voor elk van deze wijzen van groeperen
ontbreken.
Om te kunnen bepalen in hoeverre de in Nederland gebruikelijke indeling terecht is,
zijn in het eerste deelonderzoek (hoofdstuk 2) de schoolprestaties en het sociaal
functioneren van bi- etnische en mono-etnische leerlingen met elkaar vergeleken.
Daarvoor is gebruik gemaakt van de data van in totaal 12.841 leerlingen in groep 8 van
het basisonderwijs van de eerste en tweede meting van het Cohort Onderzoek
OnderwijsLoopbanen (COOL5-18).
Statistische analyse laat zien dat de schoolprestaties en het sociaal functioneren van
bi-etnische leerlingen niet vergelijkbaar zijn met de schoolprestaties en het sociaal
functioneren van mono-etnische leerlingen. Er blijken enkele duidelijke verschillen. Bietnische leerlingen scoren gemiddeld hoger op cognitieve prestaties, sociaal-emotioneel
functioneren en burgerschapskennis dan leerlingen met twee ouders van dezelfde nietNederlandse herkomst, maar verschillen gemiddeld niet in deze variabelen van
leerlingen met twee ouders van Nederlandse herkomst. Voor burgerschapsoriëntatie
blijken bi-etnische leerlingen gemiddeld hoger te scoren dan leerlingen met twee
ouders van Nederlandse herkomst, maar gemiddeld lager dan leerlingen met twee
ouders van dezelfde niet-Nederlandse herkomst. Burgerschapsoriëntatie omvat
maatschappelijke interesse, prosociale bekwaamheid, reflectief denken en assertiviteit.
Burgerschapskennis omvat kennis van de democratische principes in de samenleving
en kennis van de waarden, gedragsregels en alledaagse sociale manieren.
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In de tweede deelstudie (hoofdstuk 3) is gekeken naar de relatie tussen etnische
diversiteit van de leerlingenpopulatie op school en de schoolprestaties en het sociaal
functioneren van leerlingen. Nagegaan werd of deze relatie voor bi-etnische leerlingen
anders is dan voor mono-etnische leerlingen. Omdat bi-etnische leerlingen opgroeien in
een etnisch diverse omgeving, met ouders, familie en verwanten met verschillende
etnische achtergronden, zouden zij meer gewend kunnen zijn aan etnische diversiteit.
Etnische diversiteit is gemeten in termen van het aantal verschillende etnische groepen,
en de omvang van die etnische groepen in groep 8 van een basisschool. Hoe meer
etnische groepen aanwezig zijn op een school en hoe groter ze zijn, hoe groter de
etnische diversiteit op een school is. Voor deze studie werden dezelfde COOL5-18-data
gebruikt als voor het onderzoek in hoofdstuk 2.
Uit het onderzoek blijkt dat de schoolprestaties en het sociaal functioneren van bietnische leerlingen niet gerelateerd zijn aan de mate van etnische diversiteit van de
school. Bi-etnische leerlingen op scholen met een hoge mate van etnische diversiteit
scoren gemiddeld niet hoger of lager op schoolprestaties, sociaal-emotioneel
functioneren en burgerschapscompetenties dan bi-etnische leerlingen op scholen met
een lage mate van etnische diversiteit. Ook voor leerlingen met twee ouders van
dezelfde niet-Nederlandse herkomst blijkt er geen significante relatie tussen de mate
van etnische diversiteit van de schoolpopulatie en hun schoolprestaties en sociaal
functioneren. Voor leerlingen met twee ouders van Nederlandse herkomst echter maakt
het wél uit of zij op een school zitten met een hoge of lage mate van etnische
diversiteit. Leerlingen met twee ouders van Nederlandse herkomst scoren gemiddeld
lager op schoolprestaties en sociaal-emotioneel functioneren, en hoger op
burgerschapsoriëntaties naarmate hun school een sterkere mate van etnische diversiteit
laat zien.
Om meer inzicht te verkrijgen in de diversiteit binnen de groep bi-etnische
leerlingen, gaat de derde deelstudie (hoofdstuk 4) over de diversiteit binnen de groep
bi-etnische leerlingen zelf. Ten eerste is de demografische, sociale en culturele
diversiteit onder bi-etnische leerlingen beschreven. Demografische factoren zijn
geoperationaliseerd als etnische achtergrond, geslacht van de geïmmigreerde ouder en
de urbanisatiegraad van de omgeving waarin de school staat. De sociale factoren
omvatten opleidingsniveau van de ouders en samenstelling van het gezin. De culturele
factor is de taal die thuis het meest wordt gesproken. Ten tweede werd nagegaan of de
etnische achtergrond en het geslacht van de ouder van niet-Nederlandse herkomst
gerelateerd is aan de schoolprestaties en het sociaal functioneren van deze leerlingen.
De etnische achtergrond en het geslacht van de ouder van niet-Nederlandse herkomst
zijn factoren die uniek zijn voor bi-etnische leerlingen, omdat in tegenstelling tot
mono-etnische leerlingen, bi-etnische leerlingen twee etnische achtergronden in het
gezin hebben en de vader of de moeder geïmmigreerd is. In dit onderzoek is gebruik
gemaakt van de data van in totaal 653 bi-etnische leerlingen uit groep 8 van het
basisonderwijs van drie opeenvolgende metingen van het Cohort Onderzoek
OnderwijsLoopbanen (COOL5-18).
Beide deelonderzoeken laten zien dat de groep bi-etnische leerlingen zeer divers is.
Uit het eerste deelonderzoek blijkt dat bi-etnische leerlingen verschillen in etnische
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achtergrond, of de vader of de moeder geïmmigreerd is, het maximaal behaalde
onderwijsniveau van de ouders, de taal die thuis het meest gesproken wordt, de
gezinssamenstelling en de urbanisatiegraad van de omgeving waarin de school staat.
De meeste bi-etnische leerlingen hebben één ouder van niet-Nederlandse westerse
herkomst of één ouder van niet-westerse (met uitzondering van Surinaamse,
Antilliaanse, Turkse of Marokkaanse) herkomst. Bij ongeveer de helft van de bietnische leerlingen is de vader geïmmigreerd en de helft van de leerlingen heeft ouders
met een hoger opleidingsniveau. Bij de meeste bi-etnische leerlingen wordt er thuis de
Nederlandse taal gesproken en zijn de ouders niet gescheiden. Verder blijkt dat meer
dan de helft van de bi-etnische leerlingen in een grote stad woont.
Uit het tweede deelonderzoek naar de relatie tussen de etnische achtergrond en het
geslacht van de ouder van niet-Nederlandse herkomst enerzijds en de schoolprestaties
en het sociaal functioneren van deze leerlingen anderzijds, blijkt bovendien dat bietnische leerlingen anders presenteren en functioneren op school afhankelijk van de
etnische achtergrond en het geslacht van de ouder van niet-Nederlandse herkomst.
De etnische achtergrond en het geslacht van de ouder van niet-Nederlandse herkomst
blijken gerelateerd aan de schoolprestaties, het sociaal-emotioneel functioneren en de
burgerschapscompetenties van bi-etnische leerlingen. Bi-etnische leerlingen met een
ouder van Turkse of Marokkaanse herkomst scoren gemiddeld lager op sociaalemotioneel functioneren en burgerschapskennis dan bi-etnische leerlingen met één
ouder van westerse (niet-Nederlandse) herkomst. Bi-etnische leerlingen met een
moeder van Nederlandse herkomst en een vader van niet-Nederlandse herkomst scoren
gemiddeld hoger op schoolprestaties.
Ook bepaalde combinaties van etnische herkomst en geslacht van de ouder van nietNederlandse herkomst vertonen een relatie met schoolprestaties en sociaal
functioneren. Zo blijken leerlingen met een vader van Surinaamse of Antilliaanse
herkomst en een moeder van Nederlandse herkomst gemiddeld lager te scoren op
schoolprestaties dan leerlingen met een vader van westerse (niet-Nederlandse)
herkomst en een moeder van Nederlandse herkomst. En leerlingen met een vader van
Turkse of Marokkaanse herkomst en een moeder van Nederlandse herkomst blijken
gemiddeld hoger te scoren op burgerschapsoriëntatie dan leerlingen met een vader van
westerse (niet-Nederlandse) herkomst en een moeder van Nederlandse herkomst.
Onderwijservaringen van bi-etnische leerlingen
Omdat onderwijservaringen invloed kunnen hebben op betrokkenheid bij school, inzet
en schoolsucces van leerlingen is het belangrijk dat leerkrachten en andere
professionals kennis hebben over de onderwijservaringen van bi-etnische leerlingen.
Die kennis kan helpen om bi-etnische leerlingen effectiever te begeleiden.
In deelstudie 4 (hoofdstuk 5) is onderzocht of bi-etnische leerlingen in Nederland
onderwijservaringen hebben die te maken hebben met hun bi-etnische achtergrond.
Ook is nagaan welke factoren verschillen in deze ervaringen kunnen verklaren. Er zijn
negentien bi-etnische leerlingen (15-20 jaar) geïnterviewd en van elf van hen is ook een
ouder geïnterviewd.

94

Samenvatting (Summary in Dutch)
De geïnterviewde leerlingen verschillen niet van elkaar in de mate van positieve
ervaringen die zij in het onderwijs hadden in relatie tot hun bi-etnische achtergrond.
Alle leerlingen ontvingen positieve opmerkingen over hun naam en uiterlijk en voelden
zich over het algemeen ondersteund door medeleerlingen en leerkrachten. Wel zijn er
verschillen tussen leerlingen in het aantal en soort negatieve ervaringen die
samenhangen met hun bi-etnische achtergrond die ze noemen. Er zijn drie groepen
leerlingen onderscheiden: een groep leerlingen zonder negatieve ervaringen, een groep
leerlingen met incidenteel negatieve ervaringen en een groep leerlingen met structureel
negatieve ervaringen. Negatieve ervaringen betroffen vooral discriminerende en
racistische opmerkingen over voedsel, haar, taalgebruik of religie. De interviews
brachten ook een aantal factoren aan het licht die de mate waarin en de manier waarop
de bi-etnische achtergrond van leerlingen een rol speelt in hun onderwijservaringen
verklaren.
De ervaringen van bi-etnische leerlingen in het onderwijs blijken gerelateerd aan de
rol van de bi-etnische achtergrond in hun identiteit, hun uiterlijk, de etnische
samenstelling van de school en buurt, het opleidingsniveau van de ouders, het geslacht
van de leerling en de gezinssamenstelling. Ook blijkt de manier waarop leerlingen
omgaan met racisme gerelateerd aan de mate waarin hun ervaringen in het onderwijs
verschillen. Wanneer er meer factoren aanwezig zijn die fungeren als een buffer tegen
negatieve ervaringen lijken leerlingen makkelijker om te kunnen gaan met de negatieve
ervaring en hun ervaringen minder snel als negatief te interpreteren. Leerlingen die zich
ondersteund voelen, bijvoorbeeld omdat zij uit een gunstigere gezinssituatie komen,
kunnen mogelijk gemakkelijker omgaan met negatieve ervaringen.
Opbrengsten
Dit proefschrift draagt bij aan kennis over bi-etnische leerlingen op verschillende
gebieden. Ten eerste, heeft het uitgevoerde onderzoek laten zien dat bi-etnische
leerlingen niet simpelweg samengenomen kunnen worden met mono-etnische
leerlingen. Zowel in Nederlandse als in internationale studies gebeurt dat vaak wel. Bietnische leerlingen worden doorgaans ingedeeld in de groep leerlingen met twee ouders
met een migratieachtergrond, of in een mono-etnische groep op basis van de etnische
herkomst van hun moeder (zie bijvoorbeeld, Crul, Schneider, & Lelie, 2013). Echter,
empirische argumenten daarvoor ontbraken tot nu toe. Uit onderzoek in de Verenigde
Staten blijkt dat bi-etnische leerlingen gemiddeld lager scoren dan mono-etnische
meerderheidsleerlingen en hoger dan mono-etnische minderheidsleerlingen op
schoolprestaties en sociaal-emotioneel functioneren in het onderwijs (zie voor een
overzicht bijvoorbeeld Shih en Sanchez, 2005). Het eerste deelonderzoek in dit
proefschrift (hoofdstuk 2) laat zien dat in de Nederlandse context bi-etnische leerlingen
qua schoolprestaties en sociaal functioneren in het onderwijs niet verschillen van
leerlingen met twee ouders van Nederlandse herkomst, maar wél verschillen van
leerlingen met twee ouders van dezelfde niet-Nederlandse herkomst. Het is dus onjuist
om bi-etnische leerlingen te groeperen bij leerlingen met twee ouders van dezelfde nietNederlandse herkomst als het gaat om de schoolprestaties en het sociaal functioneren in
het onderwijs.
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Deze studie maakt echter ook zichtbaar dat bi-etnische leerlingen niet simpelweg
samengenomen kunnen worden met leerlingen met twee ouders van Nederlandse
herkomst. Zij reageren bijvoorbeeld anders op een divers samengestelde
leerlingenpopulatie. In tegenstelling tot de groep leerlingen met twee ouders van
Nederlandse herkomst zijn de schoolprestaties en het sociaal functioneren van bietnische leerlingen en leerlingen met twee ouders van dezelfde niet-Nederlandse
herkomst niet gerelateerd aan de samenstelling van de leerlingenpopulatie, zoals blijkt
uit hoofdstuk 3. Ten opzichte van bi-etnische leerlingen en leerlingen met twee ouders
van dezelfde niet-Nederlandse herkomst groeien leerlingen met twee ouders van
Nederlandse herkomst gemiddeld minder vaak op in een etnisch diverse omgeving,
waardoor zij mogelijk minder gewend zijn aan etnische diversiteit. Bi-etnische
leerlingen kunnen dus ook niet simpelweg toegevoegd worden aan de groep leerlingen
met twee ouders van Nederlandse herkomst.
Ten tweede, de meeste studies die tot nu toe de onderwijsprestaties en het sociaal
functioneren in het onderwijs van bi-etnische leerlingen onderzochten, focussen niet op
de diversiteit binnen deze groep (bijvoorbeeld, Pearce-Morris & King, 2012;
Schlabach, 2013). Aangezien uit eerder onderzoek echter blijkt dat de ervaringen van
bi-etnische leerlingen kunnen verschillen afhankelijk van hun demografische, sociale
en culturele achtergrond (Brown, 2009; Burke & Kao, 2013), is het belangrijk om meer
inzicht te verkrijgen in de diversiteit binnen de groep bi-etnische leerlingen. Het
uitgevoerde onderzoek heeft laten zien dat bi-etnische leerlingen demografisch, sociaal
en cultureel verschillen (hoofdstuk 4), en dat bi-etnische leerlingen zowel vergelijkbare
als verschillende ervaringen in het onderwijs hebben die gerelateerd zijn aan hun bietnische achtergrond (hoofdstuk 5). Die inzichten maken duidelijk dat bi-etnische
leerlingen niet beschouwd kunnen worden als één enkele groep. Daarvoor is de
diversiteit binnen de groep bi-etnische leerlingen te groot. Hoewel bi-etnische
leerlingen de ervaring delen van het hebben van twee etnische achtergronden, hebben
zij verschillende culturen, religies, geschiedenissen en ervaringen. Categoriseren van
bi-etnische leerlingen in één te onderscheiden groep kan dus nuttig zijn voor het
bereiken van erkenning van bi-etniciteit, maar het doet geen recht aan de complexiteit
en diversiteit binnen de groep (Song, 2012).
Ten derde zijn in dit onderzoek sociale uitdagingen geïdentificeerd door naar de
onderwijservaringen van bi-etnische leerlingen te vragen. De meeste negatieve
ervaringen die gerapporteerd werden gaan over discriminatie en racisme. Ze zijn
mogelijk vergelijkbaar met de ervaringen met discriminatie en racisme die monoetnische minderheidsleerlingen kunnen hebben. De kwalitatieve deelstudie (hoofdstuk
5) ondersteunt bevindingen uit eerdere studies (Tizard & Phoenix, 2002; Dewan, 2008)
die laten zien dat bi-etnische leerlingen zowel ervaringen hebben met discriminatie en
racisme die vergelijkbaar zijn met die van mono-etnische minderheidsleerlingen, als
ook specifieke ervaringen die gerelateerd zijn aan hun bi-etnische achtergrond. Niet
eerder is ook rekening gehouden met verschillen in ervaringen tussen bi-etnische
leerlingen. Bi-etnische leerlingen blijken te verschillen in de mate waarin zij
discriminatie en racisme ervaren.
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Tot slot draagt dit proefschrift bij aan kennis over de relatie tussen een etnisch
diverse context en schoolprestaties en sociaal functioneren van kinderen in het
algemeen. Bi-etnische leerlingen blijken – anders dan mono-etnische leerlingen met
twee ouders van Nederlandse herkomst – evengoed te presteren en te functioneren op
meer en minder etnisch diverse scholen (hoofdstuk 3). Dit zou te maken kunnen
hebben met het feit dat ze opgroeien in een etnisch diverse omgeving, met ouders,
familie en verwanten met verschillende etnische achtergronden, waardoor zij meer
gewend zijn aan etnische diversiteit. Aangezien de bevolking in verschillende landen
meer en meer etnisch divers worden, is het belangrijk dat mensen het vermogen
ontwikkelen zich aan te passen aan etnische diversiteit. Dit kan leiden tot minder
discriminatie en vooroordelen en kan bijdragen aan een multi-etnische samenleving
waarin, ondanks verschillen, toch sprake is van sociale cohesie.
Beperkingen en verder onderzoek
Dit proefschrift kent een aantal beperkingen waarmee rekening moet worden gehouden
bij de interpretatie van de resultaten. In dit proefschrift zijn leerlingen op basis van het
geboorteland van de ouders en de grootouders als bi-etnisch of mono-etnisch gelabeld.
Er is niet gevraagd tot welke etnische groep een leerling zichzelf rekent, noch om een
beschrijving van de eigen etnische identiteit te geven. Het is echter wel van belang om
ook aan leerlingen zelf te vragen met welke etnische groep zij zichzelf identificeren,
omdat er dan rekening wordt gehouden met hoe zij zichzelf zien. Een leerling kan
zichzelf identificeren met één etnische groep, met meerdere etnische groepen of met
een nieuwe etnische groep, bijvoorbeeld ‘Chindo’ (Chinees Indonesisch Europees).
Bovendien kan een leerling zijn of haar etniciteit als niet van belang beschouwen voor
zijn identiteit en zich daarom ook niet identificeren als lid van een bepaalde etnische
groep. Uit onderzoek naar etnisch categoriseren in vragenlijsten in het Verenigd
Koninkrijk blijkt dat een open vraag belangrijke inzichten in superdiversiteit kan
opleveren, maar alleen indien daarnaast ook de traditionele categorische vraag gesteld
blijft worden, omdat de kwaliteit van de antwoorden op de volledig open vragen niet
bevredigend zijn (Aspinall, 2012). Zo kunnen respondenten bijvoorbeeld onbruikbare
antwoorden geven en het aantal verschillende antwoorden kan erg groot worden.
Etnische identiteit is bovendien niet constant, maar afhankelijk van context, tijd en
plaats. In een multiculturele samenleving waarin diversiteit vanzelfsprekend is, zal de
eigen ervaren identiteit steeds belangrijker worden en het geboorteland van personen en
hun (groot)ouders steeds minder belangrijk.
Een tweede beperking van het uitgevoerde onderzoek is dat er gebruik is gemaakt
van officiële etnische categorieën, namelijk Surinaams, Antilliaans, Marokkaans en
Turks. Het gebruik van deze categorieën heeft gevolgen voor de conceptualisering van
etniciteit. Hoewel we de term etniciteit gebruikten voor de beschrijving van de etnische
herkomst van een leerling of ouder, verwezen we eigenlijk naar het land van herkomst:
de databestanden die zijn gebruikt bevatten ook informatie over het land van herkomst.
Echter, land van herkomst zegt op zichzelf weinig over etniciteit. Een ouder die
bijvoorbeeld geboren is in Suriname kan van Creools-, Hindoestaans-, JavaansSurinaamse en van Nederlands-Surinaamse herkomst zijn en zichzelf op vele manieren
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etnisch identificeren (als Nederlands, als Surinaams, als Creools-Surinaams of Creools
enzovoort). Deze etnische groepen verschillen in taalgebruik en etnische identiteit (StHilaire, 2001). Bovendien kan het gebruik van officiële etnische categorieën resulteren
in stereotypen, vooroordelen en discriminatie, en tot het overdreven uitvergroten van
etnische verschillen (Banks et al., 2001). Het dilemma is dat statistieken noodzakelijk
zijn om zicht te geven op ongelijkheid, maar de statistieken ook ongelijkheid in stand
kunnen houden. Onderzoekers en beleidsmakers hebben echter statistieken nodig die
het ontwikkelen en evalueren van beleid gericht op specifieke etnische groepen
mogelijk maken.
Een derde beperking van dit proefschrift is statistisch van aard. In de deelstudies
over schoolprestaties en sociaal functioneren van bi-etnische leerlingen (hoofdstuk 2, 3
en 4) is zowel de theoretische benadering als de statistische analyse gebaseerd op de
definiëring van bi-etnische leerlingen als één groep, dan wel op specifieke subgroepen
binnen de totale groep van bi-etnische leerlingen. Gelet op de geconstateerde grote
onderlinge verschillen binnen de groep bi-etnische leerlingen, kan het zijn dat positieve
en negatieve effecten tegen elkaar zijn weggevallen bij het categoriseren van bietnische leerlingen als één groep. In het geval specifieke subgroepen zijn
onderscheiden, zijn de aantallen bi-etnische leerlingen in het gebruikte databestand
wellicht te klein om statistisch significante resultaten te kunnen aantonen.
Tot slot heeft deze studie zich alleen gericht op bi-etnische leerlingen met één ouder
van Nederlandse herkomst en één ouder van niet-Nederlandse herkomst. De reden
hiervoor was simpelweg dat het beschikbare databestand weinig leerlingen bevatte met
twee ouders van verschillende niet-Nederlandse herkomst. De bevindingen van deze
studie zijn daarom mogelijk niet betekenisvol voor bi-etnische leerlingen met twee
ouders van verschillende niet-Nederlandse herkomst, of voor leerlingen met meer dan
twee etnische achtergronden wanneer de ouders en grootouders ook verschillen in
herkomst. Aangezien zowel in Nederland als daarbuiten de samenleving steeds etnisch
diverser wordt, zal juist die situatie waarin leerlingen ouders hebben met meer dan één
etniciteit, steeds vaker voorkomen. Toekomstige studies zouden dan meer zicht kunnen
geven op de rol van etnische diversiteit in het gezin, en op het vermogen van bi- en
multi-etnische leerlingen om zich te conformeren aan etnische diversiteit in het
onderwijs.
Implicaties voor de onderwijspraktijk en het onderwijsbeleid
Het is van belang dat beleidsmakers, onderzoekers en leerkrachten zich bewust zijn van
de diversiteit in achtergrondkenmerken en ervaringen van bi-etnische leerlingen.
Hoewel bi-etnische leerlingen in het algemeen weinig problemen blijken te
ondervinden in het basis- en voortgezet onderwijs, hadden sommigen wel negatieve
ervaringen. Kwetsbare bi-etnische leerlingen zouden, net als andere kwetsbare
leerlingen, ondersteuning moeten kunnen krijgen op school. Daarvoor is het belangrijk
dat leraren zich bewust zijn van de specifieke uitdagingen die samenhangen met een bietnische achtergrond, bijvoorbeeld opmerkingen over het niet behoren tot één bepaalde
etnische groep.
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Tijdens mijn zoektocht naar bi-etnische leerlingen die ik kon interviewen, merkte ik
dat schoolleiders en leraren, inclusief mentoren, vrijwel nooit wisten of/welke van hun
leerlingen ouders hadden van verschillende etnische achtergrond. Zij moesten dat de
leerlingen meestal eerst zelf vragen. De bi-etnische leerlingen werden, mogelijk
onbewust, door schoolleiders en docenten vaak in eerste instantie gezien als monoetnische leerlingen en niet als bi-etnisch. Opvallend genoeg deelden zij de leerlingen
dan vrijwel altijd in zoals dat ook gebeurt in bijvoorbeeld de databestanden van het
CBS: bij de groep leerlingen met ouders van niet-Nederlandse herkomst. Zo vertelde
een moeder van Nederlandse herkomst die geïnterviewd werd dat zij, als zij naar een
10 minutengesprek gaat op het voortgezet onderwijs, leerkrachten altijd even ziet
schuiven in hun hoofd, omdat de leerkracht niet had gedacht dat zij de moeder was van
de leerling.
Het herkennen en erkennen van bi-etniciteit door scholen en leraren en het bewustzijn
dat bi-etniciteit leerlingen voor extra uitdagingen kan stellen, is noodzakelijk om de bietnische leerlingen goed te kunnen ondersteunen. Tegelijk is het risico van dat
bewustzijn, dat het labelen van bi-etnische leerlingen kan samenhangen met
vooroordelen op basis van hun achtergrond. Kennis van de (bi-etnische) achtergrond
van leerlingen zou moeten resulteren in cultureel bewustzijn en gevoeligheid voor de
uitdagingen waar leerlingen tegenaan kunnen lopen. Leerkrachten die meer cultureel
bewust en gevoelig zijn kunnen bi-etnische leerlingen helpen om zich meer thuis te
voelen in het onderwijs en hen leren omgaan met negatieve ervaringen (Furrer &
Skinner, 2003).
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