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Chapter 23
Exploring How Teachers’ Personal 
Characteristics, Teaching Behaviors 
and Contextual Factors Are Related 
to Differentiated Instruction 
in the Classroom: A Cross-National 
Perspective

Annemieke Smale-Jacobse, Peter Moorer, Ridwan Maulana , 
Michelle Helms-Lorenz , Carmen-María Fernández-García, 
Mercedes Inda-Caro, Seyeoung Chun, Abid Shahzad, Okhwa Lee, 
Amarjargal Adiyasuren, Yulia Irnidayanti, Ulziisaikhan Galindev, 
and Nurul Fadhilah

Abstract  Internationally, differentiated instruction (DI) is suggested as a teaching 
approach that can help teachers to meet the varying learning needs of students in the 
classroom. However, not all teachers reach a high level of implementation. Personal 
characteristics of the teacher as well as teaching quality may affect the degree and 
quality of DI. In addition, several classroom-, school-, and country characteristics 
may affect DI practices. In this chapter, literature is reviewed about personal factors, 
teaching characteristics and contextual factors influencing DI. Findings from the 
literature are connected to analyses of classroom observation-data collected in six 
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countries including Indonesia, the Netherlands, Mongolia, Pakistan, South Korea 
and Spain. The chapter aims to contribute to insights into factors related to DI and 
into differences in these associations between the six countries. This chapter con-
cludes by discussing scientific and practical implications.

1 � Introduction

Globally, teachers are challenged to meet the learning needs of groups of students 
with heterogeneous characteristics. Students may, for instance, vary in their readi-
ness, interests and learning preferences (Tomlinson et al., 2003). Heterogeneity in 
classrooms is becoming larger with increasing inclusion of students with 
disabilities,different backgrounds and varying experiences into contemporary class-
rooms around the world (Rock et al., 2008; UNESCO, 2017, 2020a). As suggested 
in several theoretical frameworks, such as Vygotsky’s zone of proximal develop-
ment (Vygotskii & Cole, 1978), self-determination theory (Deci & Ryan, 1985) and 
the theory of flow (Csikszentmihályi, 2008), learning occurs best when instruction 
matches students’ needs. Internationally, the question of how to deal with varying 
learning needs is currently approached by suggesting inclusive educational systems 
in which differentiated instruction (DI) or other types of adaptive instruction are 
used to match instruction to students’ needs (UNESCO, 2017, 2020a). DI is defined 
as the adaptation of content, process, product, learning environment or learning 
time based on information about students’ readiness or another relevant student 
characteristic (such as learning preference or interest) with the goal to better align 
teaching to students’ needs (Smale-Jacobse et al., 2019). Teachers using DI proac-
tively offer different ‘routes’ in their lessons for students to reach the learning goals. 
By doing so, the learning can be better adjusted to students’ needs. DI has been a 
much-studied topic across various countries (Sun & Xiao, 2021). Multiple studies 
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have shown that DI can lead to better learning outcomes, although more evidence 
about the effectiveness of different applications of DI is still needed (Deunk et al., 
2018; Smale-Jacobse et al., 2019; Steenbergen-Hu et al., 2016).

Although DI seems to entail useful pedagogical-didactical approaches for 
student-centered teaching, implementation can be challenging. In general, teach-
ers acknowledge the need to address students’ varying needs, but they typically 
show little differentiation in their lessons (Tomlinson et al., 2003). Factors like the 
knowledge or skills of a teacher may affect the implementation of DI, besides the 
impact of contextual factors like the school system or cultural beliefs in society 
(Loreman et  al., 2014; UNESCO, 2020a). A recent narrative review of studies 
from different countries showed that contextual factors like class size, time con-
straints and density of the curriculum were related to the implementation of DI, as 
well as personal characteristics of the teacher (Lavania & Nor, 2020). Thus, when 
aiming to gain insight into how implementation of DI may be improved, we 
should take into account factors regarding the context in which DI is executed and 
characteristics of the teacher that may influence implementation. Research into 
contextual factors that influence the implementation of DI is relatively scarce up 
to date (Sun & Xiao, 2021). Since factors related to the teacher and the context 
may vary across educational systems and countries, studying these influences 
with international data can give valuable insights in similarities and differences 
across countries.

Helms-Lorenz and Visscher (2021) identified different relevant contextual fac-
tors influencing teaching behavior including class size, student performance in the 
class, school policy, leadership and educational policies of the country. In the same 
vein, Brühwiler and Blatchford (2011) summarized several factors influencing 
teachers’ adaptive instruction and, eventually, student performance in a theoretical 
model. At the teacher level, the authors included general characteristics like gender, 
teaching experience, personal motivation, affect and competency that may influence 
teaching. Furthermore, variables referring to the context of the classroom like class 
size and heterogeneity of the classroom are hypothesized to influence  adap-
tive teaching. At a higher level, factors like characteristics of the educational system 
of the country or region are mentioned. As identified in the dynamic model of teach-
ing (Kyriakides et al., 2009), national and regional educational policy influences 
school policy, which in turn may affect teaching.

In this chapter, we aim to explore the relationship between the implementation 
of DI and various personal characteristics, teaching behaviors and contextual fac-
tors. We will study this using empirical data from secondary schools in six differ-
ent countries to explore the relations across a rich set of different contexts. First, 
let us turn to the literature about the influence of variables included in the study. In 
line with the model of Brühwiler and Blatchford (2011), we will discuss findings 
from the literature across different categories: classroom (teaching) processes, 
teacher characteristics, classroom context, school context and country (educational 
system).

23  Exploring How Teachers’ Personal Characteristics, Teaching Behaviors…
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1.1 � Classroom Processes

1.1.1 � Differentiated Instruction

Across educational contexts, policy makers and teachers stressed the need to use 
frequent assessment and to adapt the curriculum towards individual learning needs 
(OECD, 2012; UNESCO, 2020a; UNESCO, 2017). Yet, observational studies in 
secondary education found that teachers across different countries in general did not 
show much DI in their lessons (Maulana et al., 2021; Van der Lans et al., 2017). 
Nevertheless, teachers’ DI can develop in contexts in which DI is explicitly pro-
moted (Bondie et  al., 2019; Schipper et  al., 2017). In literature on teaching and 
teaching effectiveness, DI is recognized as one of the key characteristics of effective 
teaching (Kyriakides et al., 2009; Seidel & Shavelson, 2007; de Grift & Wim, 2014.

1.1.2 � Differentiated Instruction and Other Effective Teaching Behaviors

Most models of DI stress the interrelatedness of DI and other teaching behaviors. 
For instance, in the differentiation model of Tomlinson (2014), DI is said to be influ-
enced by general principles of differentiation like high-quality curriculum, teaching 
up and continuous assessment. In addition, teaching behaviors like stimulating 
mutual respect and supporting students to have high expectations of what they can 
do are important factors that may help set the stage for DI (Tomlinson & Imbeau, 
2010). In the description of DI principles by Van Geel et al. (this book), general 
teaching quality indicators like communicating clear lesson goals, introducing the 
lesson and monitoring students‘ progress have a central place. The same goes for 
the model of Smale-Jacobse et al. (2019) in which DI is embedded in a context of 
continuous assessment, high-quality teaching and curriculum and a supportive 
learning environment. In that sense, other teaching behaviors are hypothesized to be 
related to teachers’ DI. In some models of teaching quality, differentiation is viewed 
as a high-quality dimension of general teaching quality indicators like questioning, 
modeling or assessment (Kyriakides et  al., 2009). Observational studies showed 
that teachers who have highly developed basic teaching skills are typically more 
likely to differentiate (Van der Lans et al., 2017). DI has often been found to be one 
of the more complex domains of teaching, clustering together with other complex 
teaching skills like activating students and teaching learning strategies (Van der 
Lans et al., 2017). In our study, DI is conceptualized as one of six domains of effec-
tive teaching behavior: creating a safe learning climate, efficient classroom manage-
ment, quality of instruction, activating teaching methods, teaching learning 
strategies and differentiated instruction (de Grift & Wim, 2014). Interrelatedness 
between DI and teaching behaviors in other domains was previously found in all of 
the countries included in the current empirical study (Chun et al., 2020; Maulana 
et al., 2021).

A. Smale-Jacobse et al.
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1.1.3 � Other Classroom Processes

Besides the teaching behaviors described above, which were included in our study, 
there are other classroom processes that may be related to DI. One example is the 
interpersonal relationship between the teacher and the students. A previous study 
shows that students rather uniformly perceive teachers who show relatively high-
quality DI to be “helpful” or “directing” in their interactions (Van der Lans 
et al., 2020).

1.2 � Teacher Characteristics

1.2.1 � Teaching Experience

A personal factor of the teacher that may affect the implementation of DI is teaching 
experience. Beginning teachers are often still developing basic teaching skills and 
are generally  relatively inflexible in their teaching. Experienced teachers, on the 
other hand, are generally better at offering challenging curricula, they often have 
deep representations of the subject matter and are skilled in monitoring and provid-
ing feedback (Berliner, 2004). Expert teachers often have a broad pedagogical and 
didactical repertoire and are typically more able to evaluate students’ learning needs 
(Hayden et  al., 2013). This could make it easier for them to flexibly adapt their 
teaching to students’ needs. Fullers’ (Fuller, 1969) theory of teacher development 
posits that teachers typically shift their concern from a focus on themselves to a 
focus on the task and later on to a focus on the impact of their teaching for students. 
Secondary school teachers generally experience a shift in focus during their careers, 
developing from an emphasis on the subject matter to an emphasis on gaining didac-
tical and pedagogical expertise (Beijaard et  al., 2000). The latter, more student-
centered focus in both theories of teacher development seems to be more in line 
with the student-centered philosophy of DI.

Teaching experience was found to be positively related to DI in the Netherlands 
(Van der Pers & Helms-Lorenz, 2019), Indonesia (Suprayogi et al., 2017), and in 
countries not included in our study like Singapore and the United States (Van Tassel-
Baska et al., 2008). However, there are also studies in which less-experienced teach-
ers differentiated better than more-experienced counterparts, for instance in Spain 
and South Africa (Fernández-García et al., 2019; De Jager et al., 2017). In Spain, 
the current teacher-training program includes increased attention for pedagogical, 
didactical and psychological aspects of working with students, which may explain 
why novice teachers show higher quality DI in this county (Fernández-García et al., 
2019). In Mongolia, about half of all teachers have between 1–10 years of experi-
ence (Ministry of Education and Science, 2021). In Pakistan, teachers on average 
have about 7 years of experience with a maximum of around 30 years. In South 
Korea, teachers in lower secondary education on average have around 16 years of 
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experience. Since about one third of all teachers are 50 years or older, many new 
teachers will be starting in the coming years though (OECD, 2019b). Differences in 
the relations between experience and DI may be caused by variation in the way 
teachers are prepared for DI in teacher education, in-service professionalization or 
by differences in educational policy (De Neve & Devos, 2016; De Jager et  al., 
2017), which stresses the need to take the broader context into account.

1.2.2 � Teacher Gender

Teacher gender might be a less obvious influence on DI than experience. However, 
since there are studies pointing at gender differences in teaching styles, teacher 
gender is a characteristic worth exploring. In most of the countries included in our 
sample, there are both female and male teachers in secondary education. In Pakistan 
and South Korea, there are relatively more female teachers in lower secondary edu-
cation. In the Netherlands, Spain and Indonesia the proportion of female and male 
teachers in secondary education is relatively equal (UNESCO, 2021). Alternatively, 
in Mongolia, more than 80% of all secondary school teachers are female (Ministry 
of Education and Science, 2021).

When turning to the relations between gender and teaching, there are some stud-
ies pointing at advantages for female teachers. For instance, a study using student-
ratings found that Spanish female teachers in secondary and vocational education 
were rated higher than male teachers regarding their implementation of DI and sev-
eral other domains of teaching (Fernández-García et al., 2019). In the same vein, an 
observational study executed in the Netherlands found female pre-service teachers 
to ensure a better learning climate and have better quality of instruction (Maulana & 
Helms-Lorenz, 2017).

However, there are also studies in which male teachers seemed to have an advan-
tage over female teachers or in which there were little gender effects on teaching 
quality. In a study in Flanders, for instance, male teachers evaluated themselves 
more positively on leadership qualities and on helpful/friendly interpersonal behav-
ior (Van Petegem et  al., 2005). A study in the Netherlands showed that students 
evaluated male teachers as more cooperative and friendly than female teachers 
(Opdenakker et al., 2012). Another study found gender effects in favor of males in 
teaching learning strategies (Van der Pers & Helms-Lorenz, 2019).

It seems that gender differences in teaching are mixed depending on the context, 
the measurement instrument and the teaching domains. Findings in favor of males 
were found regarding classroom management and interpersonal relationships with 
students. One study executed in Spain reported that females were better in DI 
(Fernández-García et al., 2019), but other studies did not report on direct relations 
between gender and DI.

A. Smale-Jacobse et al.
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1.2.3 � School Subject

There are studies arguing that the way a school subject is perceived by teachers can 
influence their teaching (Grossman & Stodolsky, 1995). In the countries included in 
our sample, many different school subjects are taught ranging from about 8–20 core 
subjects followed by students. Turning to between-subject differences in DI, prior 
studies did not find evidence for pronounced differences. In a study of Pozas et al. 
(2020) in which teachers were questioned about their DI, a rather similar response 
pattern was found for both German and Mathematics. There were slight differences 
though, with mathematics teachers using (peer)tutoring more and German teachers 
indicating more use of project-based learning. In a study in which lessons of pre-
service teachers in the Netherlands were observed, no significant differences in 
teaching quality were found across school subjects (Maulana & Helms-
Lorenz, 2017).

1.2.4 � Other General Characteristics of the Teacher

In addition to the previously mentioned teacher characteristics included in our 
study, there are other teacher characteristics that could be related to DI.  In prior 
studies, characteristics of teachers like knowledge, growth mindset, beliefs, self-
efficacy and professional vision were related to the implementation of DI (Coubergs 
et  al., 2017; Suprayogi et  al., 2017; Vantieghem et  al., 2020; UNESCO, 2020a; 
Whitley et al., 2019). There are between-country differences that may affect such 
teacher characteristics. For instance, in South Korea only top students from high 
schools can enter teacher-training programs, which makes for highly knowledge-
able and skilled teacher-candidates. Conversely, while in countries like Indonesia, 
Pakistan and Mongolia teaching is a relatively low-paid profession that does not 
attract many of the top graduates. In addition, the curricula of the teacher training 
programs and the professionalization initiatives may affect teachers’ knowledge, 
skills and beliefs. There are differences between countries with respect to how well 
teachers feel prepared for pedagogical and didactical issues in classroom practice. 
For instance, in Spain and the Netherlands, only about a quarter of all teachers 
reported to feel prepared to teach in mixed-ability classrooms (OECD, 2019b). In 
Mongolia, there is increasing attention for teacher training and professionalization, 
but up to date a wide variety of approaches is used across the country (UNESCO, 
2020b). And teacher training programs in Pakistan and Indonesia are not yet up to 
international standards (United States Agency for International Development, 2006; 
World Bank, 2015). From the countries included in our sample, teachers are particu-
larly valued and supported in South Korea (OECD, 2016a).
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1.3 � Classroom Context

1.3.1 � Class Size

The majority of studies on class size have reported that within smaller classes, 
teachers have more care for students’ individual needs than in larger classes. 
Blatchford et al. (2011) found that students in smaller classes received more atten-
tion and had more active interactions with the teacher. Another study reported that 
teachers in smaller classes devoted less time to group instruction and more time to 
individual instruction, especially in below-average classes (Betts & Shkolnik, 
1999). Observational studies in Dutch secondary education showed that, on aver-
age, teachers use DI more in smaller classes (Maulana & Helms-Lorenz, 2017; Van 
der Pers & Helms-Lorenz, 2019). Teachers typically perceive it as a relatively time-
demanding and difficult to adapt their instruction to the substantial spread of learn-
ing needs in large classes (Roiha, 2014; Wan, 2014). Across OECD countries and 
economies, teachers who teach larger classes tend to spend less classroom time on 
actual teaching and learning (OECD, 2019b).

Although overall findings point in the direction of DI being easier for teachers to 
implement in smaller classrooms, the link between the two is not always clear. For 
instance, in the study of Suprayogi et  al. (2017), Indonesian teachers reported 
slightly more DI in larger classes. In the study of Brühweiler and Blatchford et al. 
(2011), class size was not directly related to classroom processes nor student out-
comes in secondary education. This illustrates that, although smaller classes may 
make DI easier, lower class size does not by definition affect teaching nor student 
outcomes. In fact, teaching quality has been suggested to impact students more than 
class size (OECD, 2010).

In the countries included in our sample, the average class size differs consider-
ably. In countries like Mongolia, Spain, South Korea and the Netherlands, the aver-
age class size is around the OECD average of 21 students (Education policy and data 
center, 2018; OECD, 2021). In the Netherlands, class size differs substantially 
between different educational tracks (Van Bergen et al., 2016). In Mongolia, class 
size differs considerably from around 15 students per teacher in rural areas up to 60 
students per teacher in urban areas (UNESCO, 2019). The average class size in 
Pakistan is typically large, more than 40 students per class is not exceptional. In 
Indonesia, class size is also relatively large, with estimates of average class size rang-
ing from about 33 to 47 students per teacher (Hendayana et al., 2010; OECD, 2014a).

1.3.2 � Other Classroom Context Factors

Besides class size, another factor that may be related to the implementation of DI is 
the heterogeneity of the classroom. A large spread of learning needs can make it 
challenging for teachers to cater to individual students (Wan, 2014). On the other 
hand, external differentiation between classes may impede differentiation practices 
within the classroom. For instance, in Dutch secondary education students are 
tracked early on based on (presumed) abilities. Therefore, secondary school 
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teachers generally feel less need for DI than in primary education (Van Casteren 
et al., 2017), although there is in fact still large variation in attainment within the 
tracks (OECD, 2016b). In most countries in our sample, students first follow com-
pulsory lower secondary education in mixed ability classes for 2 to 4 years. This 
could imply that classes in these countries are relatively more heterogeneous than in 
Dutch lower secondary education. Nevertheless, about half of all Dutch teachers do 
report to have more than 10% of students with special needs in their classes, illus-
trating that there may be other sources of heterogeneity too (OECD, 2019b). In 
upper secondary education, students are split up across different ability tracks vary-
ing from two different levels – an academic track and a vocational/technical track – 
in Spain, to six different ability tracks in the Netherlands (early tracking). 
Alternatively, in Mongolia and Indonesia, most students stay in their heterogeneous 
classes in upper secondary education. However, there are also students that switch 
to a different institution for vocational/technical education. In Pakistan, students 
choose between general and technical/vocational education before entering second-
ary education. After that, students are not split up further based on their abilities 
either but they do choose between different electives. In South Korea, upper second-
ary students can enroll in various types of high schools like general high schools, 
vocational high schools, science high schools or special high schools.

A teacher may additionally let the SES or the cognitive composition of the class 
influence the way they choose to implement DI, for instance by taking into account 
that homogeneous grouping could be detrimental for low-achieving students (Deunk 
et  al., 2018). In addition, the cultural composition of a class may drive teachers 
towards differentiated approaches aimed at culturally responsive teaching (Gay, 
2013). In Spain, for instance, an above-average percentage of students is born in 
another country (OECD, 2016c), which may make classes more culturally diverse.

1.4 � School Context

Although the effects of school factors on instructional quality are typically small 
(Opdenakker & Van Damme, 2007), there are ways that schools can support, or 
hinder, teachers in their implementation of DI. Several aspects of the school climate 
may influence teaching and learning. School climate includes school organization, 
relations in the school community, leadership, available resources and institutional 
and structural features of the school environment to name a few (Wang & Degol, 
2016). In the Netherlands and South Korea, schools have much autonomy over their 
resources and curriculum, while schools in Spain have somewhat less autonomy 
(OECD, 2011). In Mongolia, schools have little autonomy in matters of resources 
or curriculum. Also, in Indonesia and Pakistan, a standardized curriculum deter-
mined by the government is followed.

Several studies show that school principals can play an important role in teach-
ers’ willingness and ability to differentiate instruction (Goddard et  al., 2010; 
Hertberg-Davis & Brighton, 2006). At the school level, working together with col-
leagues in a ‘pedagogical team culture’ may enhance teachers’ implementation of 
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DI (Smit & Humpert, 2012). Additionally, the way schools are set up may influence 
DI. For instance, schools may vary in flexibility to move between different tracks 
(Gamoran, 1992). Moreover, school-level practices like providing enough prepara-
tion time for teachers may affect DI. Various studies show that teachers often expe-
rience lack of time for preparation and implementation of DI (De Jager, 2017; De 
Jager, 2013; Lavania & Nor, 2020; Roiha, 2014).

1.5 � Characteristics of the Country

Based on a large-scale study on teaching quality across European, North-American, 
Pacific Countries, Canada and Australia, Reynolds et al. (2002) concluded that most 
factors known from national school- and teacher effectiveness research ‘work’ in 
different international contexts. However, there are country-specific differences in 
how teaching behaviors are interpreted and valued. The six countries included in the 
current study differ in many ways, for instance in the way education is organized, 
how the teaching profession is set up and valued, and what the classroom context is 
like. Some specifics of these countries that could affect DI through classroom pro-
cesses, characteristics of the teachers, and the context of the school have been dis-
cussed above. In this paragraph, we will discuss some general country characteristics, 
policies related to DI and country-specific resources.

International comparisons of student performance show that students from South 
Korea are among the top performers internationally. Dutch students show above 
average performance in comparison to other countries and the performance of 
Spanish students is around the OECD average in the PISA evaluation. Indonesia is 
positioned among the lowest performing educational systems (Mullis et al., 2020; 
Mullis et al., 2017; OECD, 2019a). Mongolia and Pakistan are developing countries 
that are not yet included in international evaluations.

In most of the countries included in our study, countrywide policies aimed at 
student-centered and inclusive learning have been developed. For instance, in 
Mongolia, DI and formative assessment have gained a lot of attention through the 
Mongolia-Cambridge Education Initiative and also, from 2013 on, the “Upright 
Mongolian child” policies emphasizing equal opportunities and catering to the 
unique talents of individuals (Government of Mongolia., 2013; Pavlova et al., 2017). 
In Spain, the government emphasized the need for early diagnosis of problems 
affecting students’ learning (in the classroom but also regarding access to educa-
tion) and annual assessment of student performance (Ministerio de Educación y 
Formación Profesional, 2020). There is also an initiative to provide schools with 
enough resources for students with specific educational needs. In the Netherlands, 
knowing how to account for differences between students is part of the standards 
prospective teachers have to meet before entering the teaching profession, and as 
such is included in teacher training programs and evaluation criteria for schools 
(Ministerie van Onderwijs, Cultuur en Wetenschap, 2017). Nevertheless, a lot of 
Dutch secondary teachers still struggle with fully implementing DI in practice (Van 
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Casteren et al., 2017). In South Korea, the Master Plan for Educational Welfare with 
a focus on providing equal opportunities for all students has helped to boost quality 
of education and to diminish differences in school success caused by students’ 
socio-economic or migrant status (OECD, 2014b). A homeroom teacher functions 
as a mentor for individual students helping to keep them on track in their development.

Indonesia also has a national policy related to improving teaching quality. 
However, the country does not have specific policies directed at improving DI or 
other adaptive teaching practices. Policies directed at improving teaching quality in 
general have yet to lead to significant improvements (Chang et  al., 2014). In 
Pakistan, there are no specific country-level initiatives aimed at DI either. Studies 
indicate that Pakistani secondary school teachers rather adopt traditional than 
students-centred methods of teaching (Andrabi et al., 2013). Whether or not initia-
tives are employed to boost teaching quality, including DI, teachers in various coun-
tries included in our study typically struggle with the implementation of DI (Maulana 
et al., 2021).

Schools across different countries will probably also  vary significantly in the 
human and material resources they have for accommodating students’ learning 
needs (UNESCO, 2020a). In Indonesia and to a lesser amount in South Korea and 
Spain, principals reported a shortage of material resources, while shortages in the 
Netherlands are less pronounced (OECD, 2020). Schools in Mongolia sometimes 
also experience shortages; for instance, not all schools have access to the internet 
for pedagogical purposes (UNICEF, 2020). Of the countries in our study, expendi-
ture on education is particularly low in Pakistan and Indonesia (World Bank, 2021). 
Also, school attendance is a problem in some countries. There are still a lot of chil-
dren who do not attend secondary education, especially in Pakistan (UNICEF, 2021).

2 � Research Questions

In this study, the relationships between personal factors, teaching behaviors and 
contextual factors and DI are explored across and within different countries. We 
have different questions guiding this study:

RQ1: Which personal characteristics of the teacher are related to differentiated 
instruction?

RQ3: Which teaching behavior domains are related to differentiated instruction?
RQ2: To which degree is class size (contextual characteristic) related to differenti-

ated instruction?
RQ4: Are there country-level differences in how characteristics of the teacher, the 

teaching, and the context are related to differentiated instruction?

Based on the review of the literature, we expect that teaching experience will be posi-
tively related to teachers’ DI.  Since in previous studies other teaching behavior 
domains were found to be related to DI, we expect to find relations between the other 
observed teaching behaviors and DI, especially between DI and other relatively 
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complex teaching behaviors. Class size could be negatively related to teachers’ DI, 
with teachers differentiating more in relatively small classes, although this may not 
be true for all countries. Since there are large differences in class size across the 
countries in our sample, the strength of the relation may vary across the different 
countries. Additionally, there are indications from a Spanish study that females may 
differentiate more than their male counterparts, but this finding is less clear-cut in the 
literature. At the school level, some variance may be explained, for instance, because 
of leadership, practical facilitation of DI and working together with colleagues. At 
the country level, multiple characteristics may affect how DI is executed and per-
ceived. Policies attempted to stimulate DI like the acts implemented in Mongolia 
may positively affect DI. In prior studies South Korean teachers were typically found 
to show high-quality instruction, including DI. In Indonesia and Pakistan, there are 
no specific country-level initiatives addressing DI, which may lead us to expect less 
DI in these countries. There may also be between country-differences stemming 
from differences in how the educational system is set up or how resources are divided. 
How country-level differences interact with personal- and contextual factors is yet to 
be explored.

3 � Methods

3.1 � Sample and Procedure

The current study includes observation data of lessons of a subsample of 1822 
teachers in secondary education selected from the data of 4643 teachers from six 
countries involving Indonesia, the Netherlands, Mongolia, Pakistan, South Korea 
and Spain. Convenience sampling was used to collect each country sample. All 
teachers participated on a voluntary basis. Typical lessons of the participating teach-
ers were observed in authentic classroom settings. Data were collected in different 
years ranging from 2015 to 2020. Observation ratings of one full lesson of each 
participating teacher were used. More information on the country samples can be 
found in Maulana et al. (2022).

In the original sample, the number of teachers in both South Korea and the 
Netherlands was considerably larger than in the other countries (e.g. 2–6 times 
larger than the sample from Indonesia), which might affect the outcomes. In order 
to better balance the sample, teachers from these countries were randomly assigned 
into ten subgroups. We randomly selected a subsample of the subgroups from these 
two countries for inclusion in the analyses. In the main text, we will present the 
analyses with the balanced sample of 1822 teachers. The descriptives of the first 
balanced subsample of in total 1822 teachers included in the main analyses are pro-
vided in Table 23.1. The results for two other randomly chosen balanced samples 
and the unbalanced sample are added to the chapter as supplementary materials  
(see web version) as a robustness check. More information about the variables can 
be found in the description of the instruments.
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3.2 � Instruments

3.2.1 � Personal and Contextual Variables

Teachers’ gender, school subject and class size were collected by the observers in 
the classroom. Class size represents the number of students present during the 
observation. Because of the variety of subjects differing across countries, school 
subjects were collapsed into three categories: alpha, beta and gamma. Alpha sub-
jects refer to native- and foreign language subjects like Dutch or English. Beta sub-
jects refer to mathematics and natural sciences subjects like science or biology. 
Gamma subjects refer to social sciences and humanities like history or geography. 
Subjects in the arts, crafts and physical education were not included in the analyses.

3.2.2 � Observation Measure of Teaching Behavior Including 
Differentiated Instruction

To measure teaching behavior in the six countries, the International Comparative 
Analysis of Learning and Teaching (ICALT) observation instrument was used (de 
Grift & Wim, 2014). The instrument consists of 32 high-inferential, observable 
teaching quality indicators, accompanied by 120 low-inferential observable teach-
ing activities. The differentiation scale of the instrument consists of four high-
inferential items like “The teacher offers weaker learners extra study and instruction 
time” and “The teacher adjusts instruction to relevant inter-learner differences” (see 
Appendix A for all items and corresponding low inference examples of good prac-
tices). Each high-inferential item was rated on a 4-point Likert scale with the fol-
lowing categories: ‘1 = mostly (predominantly) weak’, ‘2 = more often weak than 
strong’, ‘3 = more often strong than weak’ and ‘4 = mostly strong’. The sum score 
of these differentiation items was used as the outcome measure of the study. For all 
of the countries included in this study the scale reliability is acceptable, ranging 
from .67 in Pakistan to .84 in South Korea.

The items in the ICALT represent the six domains of teaching behavior discussed 
in the theoretical section including: safe and stimulating educational climate (4 
items), efficient classroom management (4 items), clarity of instruction (7 items), 
activating teaching (7 items), differentiated instruction (4 items), and teaching 
learning strategies (6 items). Previous research confirmed the six-factor structure of 
observed teaching behavior, as well as measurement invariance and applicability of 
the instrument in secondary schools from different countries (Maulana et al., 2021, 
2022). Please refer to Maulana et al. (2021) for examples of items in the other teach-
ing domain-scales.

Trained observers observed a full lesson of each teacher using the ICALT. All 
observers completed an observer training before they executed the observations. A 
detailed description of the observer training can be found in Maulana et  al. 
(2021, 2022).

A. Smale-Jacobse et al.
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3.3 � Analyses

Multilevel regression analyses were used to analyze the relations of different vari-
ables with DI in R studio using the packages multilevel (Bliese, 2021; Bliese, 2016), 
nmle (Pinheiro et al., 2021), LME4 (Bates et al., 2021; Bates et al., 2015) and sjPlot 
(Lüdecke, 2021).1

In order to answer research questions 1–3, we used multilevel modeling by add-
ing personal and contextual variables step-wisely, evaluating the improvement of 
the model fit as well as the specific influence of different personal and contextual 
variables. In Model 0, the fixed effect of the school level was added to the model. 
Then, in Model 1, teachers’ gender and experience were added as personal case-mix 
characteristics of the teacher. After this, teachers’ school subject was added to the 
model (Model 2). In Model 3, indicators of other domains of teaching behavior 
were added to study the hypothesized relations between teaching behaviors and 
DI. In Model 4, we added class size as a relevant classroom characteristic. In Model 
5, country was added to the equation as a fixed effect. Country was added as a fixed 
effect instead of as a separate level in the model because there were only 6 countries 
included in the analyses, which is too limited to treat it as a separate level in the 
model. Lastly, in order to determine whether the relations between personal and 
contextual characteristics and DI were affected by the country in which the data was 
collected, we analyzed Model 4 again splitting the data per country to assess pos-
sible country-specific differences.

4 � Results

In Fig. 23.1, the results of five different multilevel models are presented. Based on 
Models 1–4, there is a small, significant effect of gender. The effect of gender is 
negative for males as compared to females. The estimate becomes insignificant 
(p = .0.056) in Model 5. There is also a small, positive effect of teaching experience 
on DI. However, the effect becomes insignificant when the other teaching behavior 
domains are added into Model 3. The figure further shows that DI is related to class-
room management, activating teaching, and teaching learning strategies. Adding the 
teaching behavior domains improves the model fit most strongly (see Table 23.3). 
To check whether these results were influenced by the subsample that we used, we 
compared the findings to results in two other random subsamples and in the unbal-
anced data (see supplementary materials). Across all random samples, positive rela-
tions were found between DI and classroom management, activating teaching and 
teaching learning strategies. At the country level, significant positive estimates were 
found for South Korea, Pakistan and (all but one sample) Mongolia. Teaching 

1 The analyses were performed in SPSS as well as in R to check comparability. The outcomes were 
nearly identical (see supplementary materials in the web version of this chapter).
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Fig. 23.1  The relations between personal factors, teaching behaviors and contextual factors and 
DI based on multilevel regression Models 1–5

learning strategies is strongly related to DI in all countries (ranging from r = .52 in 
the Netherlands and Spain to r = .76 in Pakistan) as is the quality of activating teach-
ing (ranging from r = .57 and r = .58 in the Netherlands and Spain respectively to 
r = .74 in South Korea). See Appendix B for the correlations.

The country-level was added to Model 5, showing significantly higher quality DI 
compared to the Dutch sample for teachers in Pakistan and South Korea, and to a 
lesser extent Mongolia (see Fig. 23.1 and Table 23.2). The conditional R2 for Model 
5 in Table 23.2 shows that about 70% of the total variance in DI is explained through 
both fixed and random effects in the model. The ICC indicates that about maximally 
33% of this estimated variance could be explained by differences at the school level.

Adding the different countries to the Model significantly improves the model fit 
(see Table 23.3).

In order to further assess country-level differences regarding how the different 
personal and contextual characteristics were related to DI, we compared Model 4 
across the different countries in Table 23.4.2,3 When performing the multilevel anal-
yses for the countries separately, it becomes clear that  activating teaching and 
teaching learning strategies are significant and stable correlates of DI  across the 
different countries. Additionally, in some countries, other teaching behaviors are 

2 In this case, the full data of South Korea and the Netherlands was used.
3 Adding interaction-effects to the full model showed some interactions between variables in the 
model and different countries, mostly related to the varying effect of experience (see supplemen-
tary materials in the web version of the chapter).
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Table 23.2  Predictors and estimates of DI based on model 5 of multilevel regression modelling 
(also presented in the last column of Fig. 23.1).

Differentiated instruction
Predictors Estimates SE p-value

Fixed effects
(intercept) −0.04 0.09 0.631
Teacher gender male (reference: Female) −0.05 0.02 0.056
Teacher experience 0.00 0.00 0.840
Teacher subject: alpha (reference: gamma) −0.00 0.03 0.997
Teacher subject: beta (reference: gamma) 0.01 0.03 0.784

Teaching behavior: Management 0.08 0.03 0.002
Teaching behavior: Climate 0.02 0.03 0.525
Teaching behavior: Instruction 0.04 0.04 0.246
Teaching behavior: Activation 0.36 0.03 <0.001
Teaching behavior: Learning strategies 0.29 0.03 <0.001
Class size −0.00 0.00 0.530
Country: Indonesia (reference: The Netherlands) 0.01 0.07 0.922
Country: Mongolia (reference: The Netherlands) 0.14 0.06 0.015
Country: Pakistan (reference: The Netherlands) 0.52 0.08 <0.001
Country: South Korea (reference: The Netherlands) 0.32 0.06 <0.001
Country: Spain (reference: The Netherlands) 0.03 0.08 0.744
Random effects
σ2 teacher level 0.14
τ00 school level 0.07
ICC 0.33
N school 376
Observations 1822
Marginal R2 / conditional R2 0.542 / 0.694

Table 23.3  Model fit indices of the different multilevel models presented in Fig. 23.1

Model df AIC BIC logLik
Model 
Fit Test

Likelihood 
Ratio p-value

Intercept (GLM) 2 3850.1 3861.1 −1923.0 3846.1
Model 0: Intercept + 
random effect

3 3071.3 3087.8 −1532.6 3065.3 GLM-0 780.8 <.0001

Model 1: Adding 
teacher gender + 
teacher experience

5 3047.8 3075.4 −1518.9 3037.8 0–1 27.4 <.0001

Model 2: Adding 
teacher subject

7 3050.7 3089.3 −1518.4 3036.7 1–2 1.1 0.5685

Model 3: Adding 
teaching behavior 
domains

12 2084.1 2150.2 −1030.0 2060.1 2–3 976.6 <.0001

Model 4: Adding class 
size

13 2083.9 2155.5 −1029.0 2057.9 3–4 2.1 0.1445

Model 5: Adding 
countries

18 2031.4 2130.6 −997.7 1995.4 4–5 62.5 <.0001
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significant predictors like classroom management (the Netherlands and Pakistan), 
learning climate, and clarity of instruction (Mongolia). In Pakistan, the Netherlands 
and South Korea, a small negative effect of class size was found indicating that bet-
ter DI was related to smaller classes. In the Netherlands and South Korea, teaching 
experience was significantly related to DI. On the other hand, the effect of experi-
ence was small and in the reverse direction in the Spanish sample. In the Mongolian 
sample, a negative effect of gender in favor of females was found. This may be an 
artefact of the fact that there were few male teachers in the sample. In the Netherlands, 
alpha and beta subjects were found to be related to higher quality DI as compared 
to gamma subjects. The percentage of the variance explained at the school level is 
relatively small, especially in Pakistan and the Netherlands. Overall, there were 
many commonalities across the countries, but we also found some country-specific 
influences of personal and contextual factors on DI.

5 � Discussion and Conclusions

In this study, we have addressed research questions about how characteristics of the 
teacher, the teaching and the teaching context are related to teachers’ DI and about 
how these relations differ across countries. Starting with the personal characteristics 
of the teacher: in our sample, the hypothesis of a small gender effect on DI favoring 
females was confirmed. Our finding is in line with previous research on gender dif-
ferences in teaching quality (Fernández-García et  al., 2019; Maulana & Helms-
Lorenz, 2017). When looking into the country-specific results, the benefit of females 
is most profound in the Mongolian sample in which only 17% of the teachers was 
male, which may have affected this finding. Furthermore, a small positive effect of 
teaching experience was found. This is in line with previous empirical studies 
(Suprayogi et  al., 2017; Van Tassel-Baska et  al., 2008; Van der Pers & Helms-
Lorenz, 2019) and theoretical assumptions that teachers, overtime, tend to shift their 
focus from themselves to the learning process of their students (Beijaard et  al., 
2000; Fuller, 1969). Nevertheless, the positive relation of experience and DI across 
countries is relatively small and even reversed (experience is negatively related to 
DI) in Spain. The latter can be caused by the fact that less experienced teachers in 
Spain tend to be better trained in their initial education and professionalization to 
address individual students’ needs (Fernández-García et al., 2019). The significant 
relation between experience and DI in Spain and in the Netherlands could also be 
affected by the fact that the sample in the Netherlands was relatively inexperienced 
(average experience of 3 years) and the sample in Spain was relatively experienced 
(average experience of 21 years). Possibly, relations with DI are more profound in 
these specific groups of teachers. Overall, in our sample, the relations of both gen-
der and experience with DI are small, and they become non-significant when adding 
teaching behavior indicators to the model. Nevertheless, the fact that they are sig-
nificant predictors of DI in some of the countries shows that it is interesting to 
include these personal factors in further investigations. We did not find strong 

23  Exploring How Teachers’ Personal Characteristics, Teaching Behaviors…



528

evidence of differences in relations with DI between school subjects. Only in the 
Dutch sample, teachers from alpha and beta subjects generally showed higher qual-
ity DI than teachers in gamma subjects. More research would be needed to gain 
insights into differences between specific subjects causing these variations. 
National-level studies may provide more insight into differences between the execu-
tion of DI in specific school subjects within the county.

Indicators of effective teaching behavior were shown to be the strongest corre-
lates of DI in our models. In particular, teachers’ ability to manage the classroom, 
to activate students and to teach about learning strategies were found to be related 
to teachers’ DI. The strong relations between activating teaching, teaching learning 
strategies and DI are in line with previous studies showing these domains of teach-
ing being clustered together as relatively difficult teaching domains for teachers 
(Maulana et al., 2021; Maulana et al., 2015; Maulana et al., 2020; Van der Lans 
et al., 2017). The relatedness of these teaching behaviors can also be traced back to 
the  literature. For instance, expert teachers from the Netherlands stated that they 
used DI as a means to stimulate students’ self-regulative behavior, which is in line 
with stimulating learning strategies (Keuning et al., 2017; Van Geel et al., 2019). In 
addition, activating teaching can be connected to DI when teachers deliberately dif-
ferentiate within the didactical approaches they use to activate students. The related-
ness of DI and classroom management was also reported before in literature (Prast 
et al., 2015). As Tomlinson and Imbeau (2010, preface) write “classroom manage-
ment is the process of figuring out how to set up and orchestrate a classroom in 
which students sometimes work as a whole group, as small groups, and as individu-
als”. Teachers who are not able to ensure an orderly and efficient lesson will prob-
ably not succeed in flexibly adapting the organization towards DI. But it may also 
work the other way around; providing students with instruction matching their 
learning needs may help learners into a state of flow (Csikszentmihályi, 2008) and 
cultivate a higher sense of competence and autonomy (Deci & Ryan, 1985), which 
in turn may prevent disorderly behaviors.

Overall, class size was not significantly related to DI over and above the influ-
ence of other teaching behavior domains. This is in line with prior findings in sec-
ondary education (Brühwiler & Blatchford, 2011). For good teachers who teach in 
a well-organized, effective manner, some variation in the number of students may 
not directly affect the quality of their differentiation. Nevertheless, class size was 
significantly related to DI in some countries. This was the case in Pakistan, South 
Korea and the Netherlands in which the classes were above average in size; this may 
make DI more challenging. However, overall, teaching quality seems to be more 
determining for DI than class size (OECD, 2010).

The variance explained by the school level was limited, even in countries like the 
Netherlands and South Korea where schools have relatively much autonomy. We 
did find that teachers in some countries – South Korea, Mongolia and Pakistan – 
showed higher levels of differentiation relative to teachers in the Netherlands. In 
Mongolia, classes are relatively heterogeneous and there are specific policy devel-
opments aimed at improving individual students’ learning processes that may have 
stimulated teachers’ application of DI (Government of Mongolia, 2013; Pavlova 
et al., 2017). South Korean teachers are typically highly skilled and receive high-
quality training and professionalization which may facilitate teaching quality. The 
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finding that Pakistani teachers showed relatively high-quality DI was somewhat 
unexpected since educational policies in Pakistan do not specifically address DI and 
prior research found teachers to show relatively traditional types of teaching 
(Andrabi et al., 2013). Nevertheless, teachers in Pakistan do have to teach in rela-
tively large, heterogeneous classes with a big spread of learning needs. In such a 
context, DI seems a logical approach to keep all students on track. Additionally, 
implementation of DI in Dutch secondary education may be limited since teachers 
in secondary education may hold the notion that DI is less needed because of the 
rigorous tracking system (Van Casteren et  al., 2017). The fact that teachers in 
Indonesia showed relatively little high-quality differentiation in reference to other 
countries is in line with previous studies (Maulana et  al., 2021). This may be 
explained by the fact that DI is not adequately included in educational policies at the 
country level nor in teacher training or professionalization programs. The fact that 
Spanish teachers did not show higher quality DI than teachers in the Netherlands 
may partly be affected by the relatively experienced sample in this study. In Spain, 
inexperienced teachers were found to implement DI better than more experienced 
counterparts (Fernández-García et al., 2019). Also, policies regarding attending to 
individual differences are relatively new and it may take some time before they 
affect daily classroom practices.

Although we can hypothesize about country-specific circumstances that may 
explain differences in correlates of DI, more in-depth studies are needed to verify 
such influences. One finding that is consistent throughout our study though, is that 
across and within the participating countries, teaching quality in other domains of 
teaching – particularly activating instruction and learning strategies – is related to 
the implementation of DI.

Scientific and Practical Implications  On the scientific level, the fact that activat-
ing teaching and teaching learning strategies are positively related to DI is in line 
with a stage-like framework of teaching in which these relatively difficult domains 
of teaching cluster together (Maulana et al., 2021; Van der Lans et al., 2017). The 
relatedness across the domains could also adhere to the idea that these teaching 
domains can be clustered into a broader overarching domain aimed at student-
centered teaching or student-support (compare the model of Praetorius et al., 2018).

On a practical note, the relatedness between different domains of teaching may 
imply that educators aiming to stimulate DI are best off targeting a broad develop-
ment of teaching behaviors that may facilitate DI. For example, (prospective) teach-
ers could be taught how to manage the classroom well in order to teach them skills 
useful for managing different instructional routes. Alternatively, related teaching 
behaviors may be taught in interaction. For instance, teacher educators could prompt 
teachers to activate their students by using differentiated activating approaches suit-
able to students’ learning needs. By helping their  students to monitor their own 
learning and by encouraging the use of learning strategies differentiated to students’ 
needs, teachers could connect the dots between differentiation and self-regulated 
learning. Lastly, we found that personal and contextual factors could affect the 
implementation of DI to a certain extent. Teaching does not happen in a vacuum and 
professionalization initiatives should thus take the teachers’ characteristics and con-
text into account.
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Limitations  Although this chapter explores the characteristics of the teacher, the 
teaching process and the context of the classroom, school, and country with obser-
vations from a broad range of educational contexts, there are some limitations. First, 
although observation measures are suitable to capture a lot of information in authen-
tic situations, the observation instrument used in this study does not capture all 
aspects of DI. The concept was measured using certain specific indicators focusing 
on convergent differentiation (aimed at supporting weaker students) and on differ-
entiation of instructions and processing. Other forms of DI such as differentiation of 
learning materials, differentiating the end product and making adaptations in the 
learning environment are underrepresented. Future refinement of the instrument 
could help to capture a more comprehensive operationalization of DI. In addition, 
the observational data do not give insights in the reasoning of the teachers when 
implementing DI. Further research is needed to get more insight in the why’s and 
how’s of the teaching behavior (Gheyssens et al., 2021; Vantieghem et al., 2020). 
Additionally, although the lesson observations give valuable insights into class-
rooms across the globe, only one lesson of each teacher was included. Across the 
sample, the mean scores presumably give a good indication of the average DI of 
teachers. Nevertheless, data from one lesson may be less suitable for reflection on 
individual qualities of teachers. In studies that aim to give insights on the individual 
level, more lesson observations should be included (Van der Lans et al., 2016).

Secondly, although the data from the individual countries are sufficiently large 
and relatively representative, teachers participated on a voluntary basis. This means 
that the current sample may not include specific groups of teachers needed for mak-
ing inferences at the country level. Hence, caution against the generalization of 
findings to the country level is warranted until replication studies with broader and 
more representative samples are available.

Lastly, only a limited number of variables about personal- and contextual factors 
were collected because of practical reasons. There are relevant variables that were 
not included into our study like heterogeneity of the class (Tomlinson et al., 2003), 
team collaboration in the school (Smit & Humpert, 2012), lesson materials and cur-
riculum (Van Geel et al., 2019), teacher beliefs and self-efficacy for implementing 
DI (Suprayogi et al., 2017; Whitley et al., 2019) and professional vision (Gheyssens 
et al., 2021; Vantieghem et al., 2020). This study offers an insightful starting point, 
but further studies including more personal-, pedagogical-didactical and contextual 
characteristics are needed to shed more light on how teachers’ DI is related to per-
sonal characteristics, teaching and context.
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�Appendix A

�The DI-scale of the ICALT observation instrument

. Indicator: The teacher...
Examples of good practice: The 
teacher ... Observed

Differentiated 
instruction

23 ...evaluates 
whether the 
lesson aims have 
been reached

1 2 
3 4

...evaluates whether the lesson aims 
have been reached

0 1

...evaluates learners’ performance 0 1

24 ...offers weaker 
learners extra 
study and 
instruction time

1 2 
3 4

...gives weaker learners extra study 
time

0 1

...gives weaker learners extra 
instruction time

0 1

...gives weaker learners extra 
exercises/practices

0 1

...gives weaker learners ‘pre- or 
post-instruction’

0 1

25 ...adjusts 
instructions to 
relevant 
inter-learner 
differences

1 2 
3 4

...puts learners who need little 
instructions (already) to work

0 1

...gives additional instructions to 
small groups or individual learners

0 1

...does not simply focus on the 
average learner

0 1

26 ...adjusts the 
processing of 
subject matter 
to relevant 
inter-learner 
differences

1 2 
3 4

...distinguishes between learners in 
terms of the length and size of 
assignments

0 1

...allows for flexibility in the time 
learners get to complete 
assignments

0 1

...lets some learners use additional 
aids and means

0 1

Note. The ICALT instrument is freely available upon request. However, do note that 
use of the instrument requires extensive and proper training. Examples of high and 
low inference indicators of the other teaching behavior domains can be found in the 
paper of Maulana et al. (2021)

�Appendix B

Correlations between DI and the ‘activating teaching’- and ‘teaching learning strategies’ scale of 
the ICALT across the countries in our 
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sample.

References

Andrabi, T., Das, J., & Khwaja, A. I. (2013). Students today, teachers tomorrow: Identifying con-
straints on the provision of education. Journal of Public Economics, 100(1), 1–14. https://doi.
org/10.1016/j.jpubeco.2012.12.003

Bates, D., Mächler, M., Bolker, B., & Walker, S. (2015). Fitting linear mixed-effects models using 
lme, 4.67(1), 1–48. https://doi.org/10.18637/jss.v067.i01

Bates, D., Mächler, M., Bolker, B., & Walker, S. (2021). Lme4: Linear mixed-effects models using 
‘eigen’ and S4 (R package version 1.1-27 ed.) https://cran.r-project.org/web/packages/lme4

Beijaard, D., Verloop, N., & Vermunt, J. D. (2000). Teachers’ perceptions of professional identity: 
An exploratory study from a personal knowledge perspective. Teaching and Teacher Education, 
16(7), 749–764. https://doi.org/10.1016/S0742-051X(00)00023-8

Berliner, D.  C. (2004). Describing the behavior and documenting the accomplishments of 
expert teachers. Bulletin of Science, Technology, & Society, 24(3), 200–212. https://doi.
org/10.1177/0270467604265535

Betts, J. R., & Shkolnik, J. T. (1999). The behavioral effects of variations in class size: The case 
of math teachers. Educational Evaluation and Policy Analysis, 21(2), 193–213. https://doi.
org/10.2307/1164300

Blatchford, P., Bassett, P., & Brown, P. (2011). Examining the effect of class size on classroom 
engagement and teacher-pupil interaction: Differences in relation to pupil prior attainment 
and primary vs. secondary schools. Learning and Instruction, 21(6), 715–730. https://doi.
org/10.1016/j.learninstruc.2011.04.001

Bliese, P. (2016). Multilevel modeling in R (2.6): A brief introduction to R, the multilevel package 
and the nlme package. https://CRAN.R-project.org/package=multilevel

Bliese, P. (2021). Multilevel: Multilevel functions. https://CRAN.R-project.org/package=multilevel

A. Smale-Jacobse et al.

https://doi.org/10.1016/j.jpubeco.2012.12.003
https://doi.org/10.1016/j.jpubeco.2012.12.003
https://doi.org/10.18637/jss.v067.i01
https://cran.r-project.org/web/packages/lme4 
https://doi.org/10.1016/S0742-051X(00)00023-8
https://doi.org/10.1177/0270467604265535
https://doi.org/10.1177/0270467604265535
https://doi.org/10.2307/1164300
https://doi.org/10.2307/1164300
https://doi.org/10.1016/j.learninstruc.2011.04.001
https://doi.org/10.1016/j.learninstruc.2011.04.001
https://cran.r-project.org/package=multilevel 
https://cran.r-project.org/package=multilevel 


533

Bondie, R. S., Dahnke, C., & Zusho, A. (2019). How does changing “one-size-fits-all” to differen-
tiated instruction affect teaching? Review of Research in Education, 43, 336–362. https://doi.
org/10.3102/0091732X18821130

Brühwiler, C., & Blatchford, P. (2011). Effects of class size and adaptive teaching competency on 
classroom processes and academic outcome. Learning and Instruction, 21(1), 95–108. https://
doi.org/10.1016/j.learninstruc.2009.11.004

Chang, M. C., et  al. (2014). Teacher reform in Indonesia: The role of politics and evidence in 
policy making. Directions in development–Human development. World Bank.

Chun, S., Ulziisaikhan, G., Kim, D., Amarjargal, A., & Kim, J. (2020). A study on the applicability 
of ICALT for comparing teaching skills between secondary schools in Korea and Mongolia. 
The SNU Journal of Education Research, 29(1), 53–75.

Coubergs, C., Struyven, K., Vanthournout, G., & Engels, N. (2017). Measuring teachers’ per-
ceptions about differentiated instruction: The DI-quest instrument and model. Studies in 
Educational Evaluation, 53, 41–54. https://doi.org/10.1016/j.stueduc.2017.02.004

Csikszentmihályi, M. (2008). Flow: The psychology of optimal experience. HarperCollins 
Publishers.

de Grift, V., & Wim, J.  C. M. (2014). Measuring teaching quality in several European coun-
tries. School Effectiveness and School Improvement, 25(3), 295–311. https://doi.org/10.108
0/09243453.2013.794845

De Jager, T. (2013). Guidelines to assist the implementation of differentiated learning activities in 
south African secondary schools. International Journal of Inclusive Education, 17(1), 80–94. 
https://doi.org/10.1080/13603116.2011.580465

De Jager, T. (2017). Perspectives of teachers on differentiated teaching in multi-cultural south 
African secondary schools. Studies in Educational Evaluation, 53, 115–121. https://doi.
org/10.1016/j.stueduc.2016.08.004

de Jager, T., Coetzee, M. J., Maulana, R., Helms-Lorenz, M., & van de Grift, W. (2017). Profile 
of south African secondary-school teachers’ teaching quality: Evaluation of teaching practices 
using an observation instrument. Educational Studies, 43(4), 410–429. https://doi.org/10.108
0/03055698.2017.1292457

De Neve, D., & Devos, G. (2016). The role of environmental factors in beginning teachers’ 
professional learning related to differentiated instruction. School Effectiveness and School 
Improvement, 27(4), 557–579. https://doi.org/10.1080/09243453.2015.1122637

Deci, E. L., & Ryan, R. M. (1985). Intrinsic motivation and self-determination in human behav-
ior. Plenum.

Deunk, M. I., Smale-Jacobse, A. E., de Boer, H., Doolaard, S., & Bosker, R. J. (2018). Effective 
differentiation practices: A systematic review and meta-analysis of studies on the cognitive 
effects of differentiation practices in primary education. Educational Research Review, 24, 
31–54. https://doi.org/10.1016/j.edurev.2018.02.002

Education policy and data center. (2018). National Education Profile 2018 update. Education 
policy and data center. https://www.epdc.org/sites/default/files/documents/EPDC_NEP_2018_
Mongolia.pdf

Fernández-García, C.  M., Maulana, R., Inda-Caro, M., Helms-Lorenz, M., & García-Pérez, 
O. (2019). Student perceptions of secondary education teaching effectiveness: General profile, 
the role of personal factors, and educational level. Frontiers in Psychology, 10. https://doi.
org/10.3389/fpsyg.2019.00533

Fuller, F.  F. (1969). Concerns of teachers: A developmental conceptualization. American 
Educational Research Journal, 6(2), 207–226.

Gamoran, A. (1992). The variable effects of high school tracking. American Sociological Review, 
57(6), 812–828. https://doi.org/10.2307/2096125

Gay, G. (2013). Teaching to and through cultural diversity. Curriculum Inquiry, 43(1), 48–70. 
https://doi.org/10.1111/curi.12002

Gheyssens, E., Consuegra, E., Engels, N., & Struyven, K. (2021). Creating inclusive classrooms 
in primary and secondary schools: From noticing to differentiated practices. Teaching and 
Teacher Education, 100, 103210. https://doi.org/10.1016/j.tate.2020.103210

23  Exploring How Teachers’ Personal Characteristics, Teaching Behaviors…

https://doi.org/10.3102/0091732X18821130
https://doi.org/10.3102/0091732X18821130
https://doi.org/10.1016/j.learninstruc.2009.11.004
https://doi.org/10.1016/j.learninstruc.2009.11.004
https://doi.org/10.1016/j.stueduc.2017.02.004
https://doi.org/10.1080/09243453.2013.794845
https://doi.org/10.1080/09243453.2013.794845
https://doi.org/10.1080/13603116.2011.580465
https://doi.org/10.1016/j.stueduc.2016.08.004
https://doi.org/10.1016/j.stueduc.2016.08.004
https://doi.org/10.1080/03055698.2017.1292457
https://doi.org/10.1080/03055698.2017.1292457
https://doi.org/10.1080/09243453.2015.1122637
https://doi.org/10.1016/j.edurev.2018.02.002
https://www.epdc.org/sites/default/files/documents/EPDC_NEP_2018_Mongolia.pdf
https://www.epdc.org/sites/default/files/documents/EPDC_NEP_2018_Mongolia.pdf
https://doi.org/10.3389/fpsyg.2019.00533
https://doi.org/10.3389/fpsyg.2019.00533
https://doi.org/10.2307/2096125
https://doi.org/10.1111/curi.12002
https://doi.org/10.1016/j.tate.2020.103210


534

Goddard, Y. L., Neumerski, C. M., Goddard, R. D., Salloum, S. J., & Berebitsky, D. (2010). A 
multilevel exploratory study of the relationship between teachers’ perceptions of principals’ 
instructional support and group norms for instruction in elementary schools. Elementary 
School Journal, 111(2), 336–357. https://doi.org/10.1086/656303

Government of Mongolia. (2013). Upright Mongolian child program 2013–2016. Government 
Protocol No.295.

Grossman, P. L., & Stodolsky, S. S. (1995). Content as context: The role of school subjects in sec-
ondary school teaching. Educational Researcher, 24(8), 5–23. https://doi.org/10.2307/1176887

Hayden, H. E., Rundell, T. D., & Smyntek-Gworek, S. (2013). Adaptive expertise: A view from 
the top and the ascent. Teaching Education, 24(4), 395–414. https://doi.org/10.1080/1047621
0.2012.724054

Helms-Lorenz, M., & Visscher, A. J. (2021). Unravelling the challenges of the data-based approach 
to teacher improvement. School Effectiveness and School Improvement., 33, 125–147. https://
doi.org/10.1080/09243453.2021.1946568

Hendayana, S., Supriatna, A., & Imansyah, H. (2010). Indonesia’s issues and challenges on quality 
improvement of mathematics and science education. Journal of International Cooperation in 
Education, 4(2), 41–51.

Hertberg-Davis, H., & Brighton, C. M. (2006). Support and sabotage: Principals’ influence on 
middle school teachers’ responses to differentiation. Journal of Secondary Gifted Education, 
17(2), 90–102. https://doi.org/10.4219/jsge-2006-685

Keuning, T., van Geel, M., Frèrejean, J., van Merriënboer, J., Dolmans, D., & Visscher, A. J. (2017). 
Differentiëren bij rekenen: Een cognitieve taakanalyse van het denken en handelen van basiss-
choolleerkrachten [differentiated instruction for mathematics: A cognitive task analysis into 
primary school teachers’ reasoning and acting]. Pedagogische Studiën, 94(3), 160–181.

Kyriakides, L., Creemers, B. P. M., & Antoniou, P. (2009). Teacher behaviour and student out-
comes: Suggestions for research on teacher training and professional development. Teaching 
and Teacher Education, 25(1), 12–23. https://doi.org/10.1016/j.tate.2008.06.001

Lavania, M., & Nor, F. B. M. (2020). Barriers in differentiated instruction. A systematic review of 
the literature. Journal of Critical Reviews (discontinued), 7(6), 293–297.

Loreman, T., Forlin, C., Chambers, D., Sharma, U., & Deppeler, J. (2014). Conceptualising and 
measuring inclusive education. In C. Forlin & T. Loreman (Eds.), Measuring inclusive educa-
tion. (International perspectives on inclusive education volume 3) (pp. 3–17).

Lüdecke, D. (2021). sjPlot: Data visualization for statistics in social science (R package version 
2.8.7 ed.). https://cran.r-project.org/web/packages/sjPlot

Maulana, R., Helms-Lorenz, M., & Van, de Grift (2017). Validating a model of effective teaching 
behaviour of pre-service teachers. Teachers and Teaching, 23(4), 471–493. doi: https://doi.
org/10.1080/13540602.2016.1211102

Maulana, R., Helms-Lorenz, M., & Van de Grift, W. (2015). Development and evaluation of 
a questionnaire measuring pre-service teachers’ teaching behaviour: A rasch modelling 
approach. School Effectiveness and School Improvement, 26(2), 169–194. https://doi.org/1
0.1080/09243453.2014.939198

Maulana, R., Smale-Jacobse, A. E., Helms-Lorenz, M., Chun, S., & Lee, O. (2020). Measuring 
differentiated instruction in The Netherlands and South Korea: Factor structure equivalence, 
correlates, and complexity level. European Journal of Psychology of Education, 35, 881–909. 
https://doi.org/10.1007/s10212-019-00446-4

Maulana, R., André, S., Helms-Lorenz, M., Ko, J., Chun, S., Shahzad, A., et al. (2021). Observed 
teaching behaviour in secondary education across six countries: Measurement invariance and 
indication of cross-national variations. School Effectiveness and School Improvement, 32(1), 
64–95. https://doi.org/10.1080/09243453.2020.1777170

Maulana, R., Helms-Lorenz, M., Moorer, P., Smale-Jacobse, A., & Feng, X. (2022). Differentiated 
instruction in teaching from the international perspective: Cross-country comparisons, devel-
opment over time, and the importance for students’ Academic Engagement. University of 
Groningen.

A. Smale-Jacobse et al.

https://doi.org/10.1086/656303
https://doi.org/10.2307/1176887
https://doi.org/10.1080/10476210.2012.724054
https://doi.org/10.1080/10476210.2012.724054
https://doi.org/10.1080/09243453.2021.1946568
https://doi.org/10.1080/09243453.2021.1946568
https://doi.org/10.4219/jsge-2006-685
https://doi.org/10.1016/j.tate.2008.06.001
https://cran.r-project.org/web/packages/sjPlot
https://doi.org/10.1080/13540602.2016.1211102
https://doi.org/10.1080/13540602.2016.1211102
https://doi.org/10.1080/09243453.2014.939198
https://doi.org/10.1080/09243453.2014.939198
https://doi.org/10.1007/s10212-019-00446-4
https://doi.org/10.1080/09243453.2020.1777170


535

Ministerie van Onderwijs, Cultuur en Wetenschap. (2017, March). Besluit van 16 maart 2017 tot 
wijziging van het Besluit bekwaamheidseisen onderwijspersoneel en het Besluit bekwaam-
heidseisen onderwijspersoneel BES in verband met de herijking van de bekwaamheidseisen 
voor leraren en docenten, Staatsblad, 148.

Ministerio de Educación y Formación Profesional. (2020). Ley Orgánica 3/2020, de 29 de diciem-
bre, por la que se modifica la Ley Orgánica 2/2006, de 3 de mayo, de Educación (LOMLOE). 
Boletín Oficial del Estado, 340, 122868–122952.

Ministry of Education and Science. (2021, January 20). https://www.meds.gov.mn/post/64833
Mullis, I. V. S., Martin, M. O., Foy, P., & Hooper, M. (2017). PIRLS 2016: International results 

in reading. International Association for the Evaluation of Educational Achievement. http://
search.ebscohost.com.proxy-ub.rug.nl/login.aspx?direct=true & db=eric & AN=ED580353 & 
site=ehost-live & scope=site

Mullis, I. V., Martin, M. O., Foy, P., Kelly, D. L., & Fishbein, B. (2020). TIMMS 2019. International 
results in mathematics and science. Lynch School of Education and Human Development.

OECD. (2010). PISA 2009 results (volume IV): What makes a school successful? OECD Publishing.
OECD. (2011). PISA in focus. School autonomy and accountability: Are they related to student 

performance? doi:https://doi.org/10.1787/5k9h362kcx9w-en.
OECD. (2012). Equity and quality in education. Supporting disadvantaged students and schools. 

OECD Publishing.
OECD. (2014a). How many students are in each classroom?. In Education at a glance 2014: 

Highlights, OECD Publishing. doi:https://doi.org/10.1787/eag_highlights-2014-24-en.
OECD. (2014b). Lessons from PISA for Korea, strong performers and successful reformers in 

education. OECD Publishing.
OECD. (2016a). Education policy outlook Korea. OECD Publishing.
OECD. (2016b). Netherlands 2016. Foundations for the Future. OECD Publishing. https://doi.

org/10.1787/9789264257658-en
OECD. (2016c). PISA 2015 results (volume I): Excellence and equity in education. OECD 

Publishing. https://doi.org/10.1787/9789264266490-en
OECD. (2019a). PISA 2018 results (volume I). What students know and can do. OECD Publishing.
OECD. (2019b). TALIS 2018 results (volume I). Teachers and school leaders as lifelong learners. 

OECD Publishing.
OECD. (2020). PISA 2018 results (volume V): Effective policies, successful schools. OECD 

Publishing. https://doi.org/10.1787/ca768d40-en
OECD. (2021). Education at a glance 2021: OECD indicators. OECD Publishing. https://doi.

org/10.1787/b35a14e5-en
Opdenakker, M., & Van Damme, J. (2007). Do school context, student composition and school 

leadership affect school practice and outcomes in secondary education? British Educational 
Research Journal, 33(2), 179–206. https://doi.org/10.1080/01411920701208233

Opdenakker, M., Maulana, R., & den Brok, P. (2012). Teacher–student interpersonal relation-
ships and academic motivation within one school year: Developmental changes and linkage. 
School Effectiveness and School Improvement, 23(1), 95–119. https://doi.org/10.1080/0924345
3.2011.619198

Pavlova, M., Lee, J. C., & Maclean, R. (2017). Transitions to post-school life: Responsiveness to 
individual, social and economic needs. Springer.

Pinheiro, J., Bates, D., DebRoy, S., & Sarkar, D. (2021). Nlme: Linear and nonlinear mixed effects 
models (R package version 3.1-152 ed.) https://CRAN.R-project.org/package=nlme

Pozas, M., Letzel, V., & Schneider, C. (2020). Teachers and differentiated instruction: Exploring 
differentiation practices to address student diversity. Journal of Research in Special Educational 
Needs, 20(3), 217–230. https://doi.org/10.1111/1471-3802.12481

Praetorius, A., Klieme, E., Herbert, B., & Pinger, P. (2018). Generic dimensions of teaching qual-
ity: The german framework of three basic dimensions. ZDM, 50(3), 407–426. https://doi.
org/10.1007/s11858-018-0918-4

Prast, E. J., Van de Weijer-Bergsma, E., Kroesbergen, E. H., & Van Luit, J. E. H. (2015). Readiness-
based differentiation in primary school mathematics: Expert recommendations and teacher self-
assessment. Frontline Learning Research, 3(2), 90–116. https://doi.org/10.14786/flr.v3i2.163

23  Exploring How Teachers’ Personal Characteristics, Teaching Behaviors…

https://www.meds.gov.mn/post/64833
https://doi.org/10.1787/5k9h362kcx9w-en
https://doi.org/10.1787/eag_highlights-2014-24-en
https://doi.org/10.1787/9789264257658-en
https://doi.org/10.1787/9789264257658-en
https://doi.org/10.1787/9789264266490-en
https://doi.org/10.1787/ca768d40-en
https://doi.org/10.1787/b35a14e5-en
https://doi.org/10.1787/b35a14e5-en
https://doi.org/10.1080/01411920701208233
https://doi.org/10.1080/09243453.2011.619198
https://doi.org/10.1080/09243453.2011.619198
https://cran.r-project.org/package=nlme 
https://doi.org/10.1111/1471-3802.12481
https://doi.org/10.1007/s11858-018-0918-4
https://doi.org/10.1007/s11858-018-0918-4
https://doi.org/10.14786/flr.v3i2.163


536

Reynolds, D., Creemers, B. P. M., Stringfield, S., Teddlie, C., & Schaffer, E. (2002). World class 
schools: International perspectives in school effectiveness. Routledge Falmer.

Rock, M. L., Gregg, M., Ellis, E., & Gable, R. A. (2008). REACH: A framework for differentiat-
ing classroom instruction. Preventing School Failure, 52(2), 31–47. https://doi.org/10.3200/
PSFL.52.2.31-47

Roiha, A. (2014). Teachers’ views on differentiation in content and language integrated learning 
(CLIL): Perceptions, practices and challenges. Language and Education, 28(1), 1–18. https://
doi.org/10.1080/09500782.2012.748061

Schipper, T., Goei, S. L., de Vries, S., & van Veen, K. (2017). Professional growth in adaptive 
teaching competence as a result of lesson study. Teaching and Teacher Education, 68, 289–303. 
https://doi.org/10.1016/j.tate.2017.09.015

Seidel, T., & Shavelson, R. J. (2007). Teaching effectiveness research in the past decade: The role 
of theory and research Design in Disentangling Meta-Analysis Results. Review of Educational 
Research, 77(4), 454–499. https://doi.org/10.3102/0034654307310317

Smale-Jacobse, A.  E., Meijer, A., Helms-Lorenz, M., & Maulana, R. (2019). Within-class dif-
ferentiation in secondary education: A systematic review of research evidence. Frontiers in 
Psychology, 10(2366). https://doi.org/10.3389/fpsyg.2019.02366

Smit, R., & Humpert, W. (2012). Differentiated instruction in small schools. Teaching and Teacher 
Education, 28(8), 1152–1162. https://doi.org/10.1016/j.tate.2012.07.003

Steenbergen-Hu, S., Makel, M. C., & Olszewski-Kubilius, P. (2016). What one hundred years of 
research says about the effects of ability grouping and acceleration on K–12 students’ academic 
achievement: Findings of two second-order meta-analyses. Review of Educational Research, 
86(4), 849–899. https://doi.org/10.3102/0034654316675417

Sun, Y., & Xiao, L. (2021). Research trends and hotspots of differentiated instruction over the 
past two decades (2000-2020): A bibliometric analysis. Educational Studies., 1–17. https://doi.
org/10.1080/03055698.2021.1937945

Suprayogi, M. N., Valcke, M., & Godwin, R. (2017). Teachers and their implementation of dif-
ferentiated instruction in the classroom. Teaching, & Teacher Education, 67, 291–301. https://
doi.org/10.1016/j.tate.2017.06.020

Tomlinson, C. A. (2014). The differentiated classroom: Responding to the needs of all learners 
(2nd ed.). ASCD.

Tomlinson, C.  A., & Imbeau, M.  B. (2010). Leading and managing a differentiated class-
room. ASCD.

Tomlinson, C. A., Brighton, C., Hertberg, H., Callahan, C. M., Moon, T. R., Brimijoin, K., et al. 
(2003). Differentiating instruction in response to student readiness, interest, and learning pro-
file in academically diverse classrooms: A review of literature. Journal for the Education of the 
Gifted, 27(2–3), 119–145. https://doi.org/10.1177/016235320302700203

UNESCO. (2017). A guide for ensuring inclusion and equity in education. United Nations 
Educational, Scientific and Cultural Organization.

UNESCO. (2019). Education in Mongolia: A country report. United Nations Educational, 
Scientific and Cultural Organization.

UNESCO. (2020a). Inclusion and education: All means all. United Nations Educational, Scientific 
and Cultural Organization.

UNESCO. (2020b). Mongolia education policy review: Towards a lifelong learning system. United 
Nations Educational, Scientific and Cultural Organization.

UNESCO. (2021). http://data.uis.unesco.org/
UNICEF. (2020). Review of educational management systems (EMIS) that track individual student 

data. UNICEF.
UNICEF. (2021, April). https://data.unicef.org/topic/education/secondary-education/#:~:text= 

Despite%20tremendous%20progress%2C%20startling%20differences,the%20richest%20
and%20the%20poorest

United States Agency for International Development (2006). Situtaion analysis of teacher educa-
tion: Towards a strategic framework for teacher education and professional development. .

Van Bergen, K., Paulussen-Hoogeboom, M., Mack, A., Rossing, H., & Van der Ploeg, Y. (2016). 
Groepsgrootte in het VO. Regioplan.

A. Smale-Jacobse et al.

https://doi.org/10.3200/PSFL.52.2.31-47
https://doi.org/10.3200/PSFL.52.2.31-47
https://doi.org/10.1080/09500782.2012.748061
https://doi.org/10.1080/09500782.2012.748061
https://doi.org/10.1016/j.tate.2017.09.015
https://doi.org/10.3102/0034654307310317
https://doi.org/10.3389/fpsyg.2019.02366
https://doi.org/10.1016/j.tate.2012.07.003
https://doi.org/10.3102/0034654316675417
https://doi.org/10.1080/03055698.2021.1937945
https://doi.org/10.1080/03055698.2021.1937945
https://doi.org/10.1016/j.tate.2017.06.020
https://doi.org/10.1016/j.tate.2017.06.020
https://doi.org/10.1177/016235320302700203
http://data.uis.unesco.org/ 
https://data.unicef.org/topic/education/secondary-education/#:~:text=Despite tremendous progress, startling differences,the richest and the poorest
https://data.unicef.org/topic/education/secondary-education/#:~:text=Despite tremendous progress, startling differences,the richest and the poorest
https://data.unicef.org/topic/education/secondary-education/#:~:text=Despite tremendous progress, startling differences,the richest and the poorest


537

Van Casteren, W., Bendig-Jacobs, J., Wartenbergh-Cras, F., Van Essen, M., & Kurver, B. (2017). 
Differentiëren en Differentiatievaardigheden in Het Voortgezet Onderwijs. ResearchNed.

Van der Lans, R. M., Van de Grift, W., Van Veen, K., & Fokkens-Bruinsma, M. (2016). Once is not 
enough: Establishing reliability criteria for feedback and evaluation decisions based on class-
room observations. Studies in Educational Evaluation, 50, 88–95. https://doi.org/10.1016/j.
stueduc.2016.08.001

Van der Lans, R. M., Van de Grift, W., & Van Veen, K. (2017). Individual differences in teacher 
development: An exploration of the applicability of a stage model to assess individual teachers. 
Learning and Individual Differences, 58, 46–55. https://doi.org/10.1016/j.lindif.2017.07.007

Van der Lans, R., Cremers, J., Klugkist, I., & Zwart, R. (2020). Teachers’ interpersonal relation-
ships and instructional expertise: How are they related? Studies in Educational Evaluation, 66, 
100902. https://doi.org/10.1016/j.stueduc.2020.100902

Van der Pers, M., & Helms-Lorenz, M. (2019). Regional school context and teacher character-
istics explaining differences in effective teaching behaviour of beginning teachers in The 
Netherlands. School Effectiveness and School Improvement, 30(2), 1–24. https://doi.org/10.108
0/09243453.2019.1592203

Van Geel, M., Keuning, T., Frèrejean, J., Dolmans, D., van Merriënboer, J., & Visscher, 
A. J. (2019). Capturing the complexity of differentiated instruction. School Effectiveness, & 
School Improvement, 30(1), 51–67. https://doi.org/10.1080/09243453.2018.1539013

Van Petegem, K., Creemers, B. P. M., Rossel, Y., & Aelterman, A. (2005). Relationships between 
teacher characteristics, interpersonal teacher behavior and teacher wellbeing. Journal of 
Classroom Interaction, 40(2), 34–43. https://www.jstor.org/stable/23870662

Van Tassel-Baska, J., Feng, A., MacFarlane, B., Heng, M. A., Teo, C. T., Wong, M. L., et al. (2008). 
A cross-cultural study of teachers’ instructional practices in Singapore and the United States. 
Journal for the Education of the Gifted, 31(3), 214–239. https://doi.org/10.4219/jeg-2008-770

Vantieghem, W., Roose, I., Gheyssens, E., Griful-Freixenet, J., Keppens, K., Vanderlinde, R., et al. 
(2020). Professional vision of inclusive classrooms: A validation of teachers’ reasoning on dif-
ferentiated instruction and teacher-student interactions. Studies in Educational Evaluation, 67, 
100912. https://doi.org/10.1016/j.stueduc.2020.100912

Vygotskii, L. S., & Cole, M. (1978). Mind in society: The development of higher psychological 
processes. Harvard University Press.

Wan, S. W. (2014). Differentiated instruction: Are Hong Kong in-service teachers ready? Teachers 
and Teaching, 23(3), 284–311. https://doi.org/10.1080/13540602.2016.1204289

Wang, M. T., & Degol, J. L. (2016). School climate: A review of the construct, measurement, 
and impact on student outcomes. Educational Psychology Review, 28, 315–352. https://doi.
org/10.1007/s10648-015-9319-1

Whitley, J., Gooderham, S., Duquette, C., Orders, S., & Bradley Cousins, J. (2019). Implementing 
differentiated instruction: A mixed-methods exploration of teacher beliefs and practices. 
Teachers and Teaching, 25(8), 1043–1061. https://doi.org/10.1080/13540602.2019.1699782

World Bank. (2015). Indonesia teacher certification and beyond: An empirical evaluation of the 
teacher certification program and education quality improvements in Indonesia. https://open-
knowledge.worldbank.org/handle/10986/24433

World bank. (2021, September). Government expenditure on education, total (% of GDP). https://
data.worldbank.org/indicator/SE.XPD.TOTL.GD.ZS

Annemieke Smale-Jacobse  Annemieke Smale-Jacobse authored this study while working as an 
assistant professor at the Department of Teacher Education of the University of Groningen. She 
was involved in different courses on teaching methodology and pedagogy and research on different 
aspects of teaching and learning. Her research interests include differentiated instruction and adap-
tive teaching, metacognition, problem solving, reading comprehension and professionalization of 
teachers. Currently, she is working as an advisor for education and research at the Hanze University 
of Applied Sciences. email: a.e.smale@pl.hanze.nl

23  Exploring How Teachers’ Personal Characteristics, Teaching Behaviors…

https://doi.org/10.1016/j.stueduc.2016.08.001
https://doi.org/10.1016/j.stueduc.2016.08.001
https://doi.org/10.1016/j.lindif.2017.07.007
https://doi.org/10.1016/j.stueduc.2020.100902
https://doi.org/10.1080/09243453.2019.1592203
https://doi.org/10.1080/09243453.2019.1592203
https://doi.org/10.1080/09243453.2018.1539013
https://www.jstor.org/stable/23870662
https://doi.org/10.4219/jeg-2008-770
https://doi.org/10.1016/j.stueduc.2020.100912
https://doi.org/10.1080/13540602.2016.1204289
https://doi.org/10.1007/s10648-015-9319-1
https://doi.org/10.1007/s10648-015-9319-1
https://doi.org/10.1080/13540602.2019.1699782
https://openknowledge.worldbank.org/handle/10986/24433
https://openknowledge.worldbank.org/handle/10986/24433
https://data.worldbank.org/indicator/SE.XPD.TOTL.GD.ZS
https://data.worldbank.org/indicator/SE.XPD.TOTL.GD.ZS
mailto:a.e.smale@pl.hanze.nl


538

Peter Moorer  drs. Peter Moorer is a former researcher from the Department of Teacher Education 
of the University of Groningen who has particularly been involved in data management and analy-
ses together with other members of the research team. His research interests are in theoretical 
sociology, psychology and economics. To solve complex theoretical issues, he has specialized in 
advanced statistical analyses (GLM, GLMM, SEM and Data Mining).

Ridwan Maulana  is an associate professor at the Department of Teacher Education, University of 
Groningen, the Netherlands. His major research interests include teaching and teacher education, 
factors influencing effective teaching, methods associated with the measurement of teaching,  
longitudinal research, cross-country comparisons, effects of teaching behaviour on students’  
motivation and engagement, and teacher professional development. He has been involved in  
various teacher professional development projects including the Dutch induction programme and 
school–university-based partnership. He is currently a project leader of an international project on 
teaching quality involving countries from Europe, Asia, Africa, Australia, and America. He is a 
European Editor of Learning Environments Research journal, a SIG leader of Learning 
Environments of American Educational Research Association, and chair of the Ethics Commission 
of the Teacher Education.

Michelle Helms-Lorenz  is an Associate Professor at the Department of Teacher Education, 
University of Groningen, The Netherlands. Her research interest covers the cultural specificity 
versus universality (of behaviour and psychological processes). This interest was fed by the cul-
tural diversity in South Africa, where she was born and raised. Michelle’s second passion is educa-
tion, the bumpy road toward development. Her research interests include teaching skills and 
well-being of beginning and pre-service teachers and effective interventions to promote their pro-
fessional growth and retention.

Carmen-María Fernández-García,  PhD, Associate Professor at the Department of Educational 
Sciences at the University of Oviedo (Spain). She has received research grants from the Spanish 
Ministry of Education. She is member of the Spanish Society of Comparative Education, the 
Spanish Society of Pedagogy and the ASOCED Research Group. Her major research interests 
involve teaching and teacher education, learning and instruction, gender and comparative educa-
tion. She has published several academic papers on these topics. Currently she is joining an inter-
national project investigating teaching behavior and student outcomes across countries, the 
ICALT3 Project coordinated by the University of Groningen. email: fernandezcarmen@uniovi.es

Mercedes Inda-Caro,  PhD, Associate Professor at the University of Oviedo (Spain). She previ-
ously worked as a training support counselor in a public school as part of her FICYT scholarship 
training (1997) and as Child Educator for the Principality of Asturias within the Ministry of Social 
Services in two periods (1996/2000). Her PhD dealt with the concept of personality disorders. 
Currently, she is working on three lines of research: family and gender, teacher and teaching-
learning education, and gender and technology studies, as a member of the ASOCED Research 
Group. She has several publications in scientific journals. email: indamaria@uniovi.es

Prof. Seyeoung Chun  is Professor Emeritus of Education at Chungnam National University, one 
of the major national universities in Daejeon, Korea. He received his education and Ph.D. from 
Seoul National University, South Korea, and has been actively engaged in education policy 
research and has held several key positions such as Secretary of Education to the President and 
CEO of KERIS. He founded the Smart Education Society in 2013, and has led many projects and 
initiatives for the paradigm shift of education in the digital era. Since his early career at the Korean 
National Commission for UNESCO, he has participated in many international cooperation proj-
ects and worked for several developing countries such as Nicaragua, Honduras, Cambodia, etc. 
Education Miracle in the Republic of Korea is the latest book to be published as a summary of his 
academic life.

A. Smale-Jacobse et al.

mailto:fernandezcarmen@uniovi.es
mailto:indamaria@uniovi.es


539

Dr. Abid Shahzad  is the Founding Director of the International Linkages at the Islamia University 
of Bahawalpur (IUB). He earned his PhD degree in Educational Sciences from Ghent University 
Belgium. Currently, he is serving as an Associate Professor and Chair of the Department of 
Educational Leadership and Management. He has presented his research papers and participated in 
international workshops and seminars in more than twenty countries. He is also the founder of the 
International Conference on Teaching and Learning (ICOTAL) and International STEMS confer-
ence that are held annually at the Islamia University of Bahawalpur. He has engaged a number of 
renowned international universities, research institutes and educationists in the ICOTAL and 
STEMS conferences. He is regularly organizing international training workshops for research stu-
dents at the Faculty of Education. He is actively signing MoUs with international academic and 
research partners. He is a national trainer of faculty capacity building program in Pakistan.

Okhwa Lee  is a professor (emeritus) at the Department of Education, Chungbuk National 
University, South Korea, and CEO of SmartSchool (Ltd). Okhwa Lee is a specialist in educational 
technology and a practitioner in pre-service teacher education. She is a pioneer of software educa-
tion, e-learning, and smart education in South Korea. She has been a member of the Presidential 
Educational Reform Committee and the Presidential e-Government of South Korea including vari-
ous department committees. She has collaborated in the global society such as European Erasmus 
mobility programme, UNESCO, OECD and in the Korean government ODA (Official Development 
Assistant) programmes for Nicaragua, Cambodia, Myanmar, Nigeria, Vietnam, Thanilands, 
Philippines and Ethiopia.

Amarjargal Adiyasuren  is a lecturer at Mongolian National University of Education. She for-
merly worked in Teachers’ Professional Development Institute and Curriculum Reform Unit affili-
ated to Ministry of Education and Science. She worked in various national research projects related 
to school management, curriculum, pedagogy and assessment. She has been involved in compara-
tive study of assessment of transversal skills with the Network on Education Quality Monitoring 
in the Asia-Pacific in the UNESCO Asia-Pacific and the Brookings Institution of the USA. She 
holds bachelor and master degree in Education from the University of Tokyo. email: a.amarjar-
gal@gmail.com

Yulia Irnidayanti  obtained her first degree in Biology Education and PhD in Biology. She is cur-
rently a Senior Lecturer and researcher at the Biology and Biology Education Department, 
Universitas Negeri Jakarta [State University of Jakarta], Indonesia. Since 2001, she has been work-
ing together with the Teacher Education Department of University of Groningen, the Netherlands, 
on the project about teaching quality and student academic motivation from the international per-
spective (ICALT3/Differentiation project, Principal investigator Indonesia). She is interested in 
helping teachers to improve their teaching quality and student differences in their learning needs, 
motivation, and learning style.

Ulziisaikhan Galindev  is a senior lecturer in The Department of Educational Administration, 
Mongolian National University of Education. He received his master and doctoral degrees in 
Educational administration from Chungnam National University, South Korea. His current 
research interests and expertise cover education finance, education policy and teacher professional 
development. Email: ulziisaikhan@msue.edu.mn

Nurul Fadhilah  works part-time as a lecturer at the Department of Biostatistic and Population, 
University of Indonesia. She has been actively involved in the international project called ICALT3/
Differentiation as an expert observer and as co-investigator for Indonesia. Currently, she is engaged 
in research projects related to digital health within the health informatics research cluster (HIRC). 
She was involved in professional teacher development for high school teachers in DKI Jakarta. She 
is experienced in designing and facilitating teacher professional development training, developing 
syllabus, designing tasks, developing differentiated instructions, especially in Cambridge IGCSE 
and A level Biology subject.

23  Exploring How Teachers’ Personal Characteristics, Teaching Behaviors…

mailto:a.amarjargal@gmail.com
mailto:a.amarjargal@gmail.com
mailto:ulziisaikhan@msue.edu.mn


540

Open Access  This chapter is licensed under the terms of the Creative Commons Attribution 4.0 
International License (http://creativecommons.org/licenses/by/4.0/), which permits use, sharing, 
adaptation, distribution and reproduction in any medium or format, as long as you give appropriate 
credit to the original author(s) and the source, provide a link to the Creative Commons license and 
indicate if changes were made.

The images or other third party material in this chapter are included in the chapter’s Creative 
Commons license, unless indicated otherwise in a credit line to the material. If material is not 
included in the chapter’s Creative Commons license and your intended use is not permitted by 
statutory regulation or exceeds the permitted use, you will need to obtain permission directly from 
the copyright holder.

A. Smale-Jacobse et al.

http://creativecommons.org/licenses/by/4.0/

	Chapter 23: Exploring How Teachers’ Personal Characteristics, Teaching Behaviors and Contextual Factors Are Related to Differentiated Instruction in the Classroom: A Cross-National Perspective
	1 Introduction
	1.1 Classroom Processes
	1.1.1 Differentiated Instruction
	1.1.2 Differentiated Instruction and Other Effective Teaching Behaviors
	1.1.3 Other Classroom Processes

	1.2 Teacher Characteristics
	1.2.1 Teaching Experience
	1.2.2 Teacher Gender
	1.2.3 School Subject
	1.2.4 Other General Characteristics of the Teacher

	1.3 Classroom Context
	1.3.1 Class Size
	1.3.2 Other Classroom Context Factors

	1.4 School Context
	1.5 Characteristics of the Country

	2 Research Questions
	3 Methods
	3.1 Sample and Procedure
	3.2 Instruments
	3.2.1 Personal and Contextual Variables
	3.2.2 Observation Measure of Teaching Behavior Including Differentiated Instruction

	3.3 Analyses

	4 Results
	5 Discussion and Conclusions
	Appendix A
	The DI-scale of the ICALT observation instrument

	Appendix B
	References




