
http://ijhe.sciedupress.com  International Journal of Higher Education Vol. 9, No. 6; 2020 

Published by Sciedu Press                          136                       ISSN 1927-6044   E-ISSN 1927-6052 

 

Teachers’ Perspectives on the Use of Differentiated Instruction in 

Inclusive Classrooms: Implication for Teacher Education 

Charity Neejide Onyishi1,2 & Maximus Monaheng Sefotho1 

1 Department of Educational Psychology, University of Johannesburg, South-Africa 

2 Department of Educational Foundations, University of Nigeria, Nsukka, Nigeria 

Correspondence: Maximus Monaheng Sefotho, Department of Educational Psychology, University of Johannesburg, 

South-Africa.  

 

Received: August 2, 2020          Accepted: September 11, 2020       Online Published: September 18, 2020 

doi:10.5430/ijhe.v9n6p136         URL: https://doi.org/10.5430/ijhe.v9n6p136 

 

Abstract 

Implementing differentiated instruction (DI) in inclusive classrooms presents many challenges that often limit the 

teachers’ ability to use the strategy. Research tends to indicate that, though DI is a viable approach to meeting the le 

individual learner’s needs in mixed ability classrooms; it is poorly implemented in regular schools. This study sought 

to investigate the perspectives of primary school teachers on the use of DI in an inclusive classroom in Enugu state, 

Nigeria. The study adopted a descriptive survey research design using a sample of 382 primary school teachers in the 

study area. Data were collected using a validated researcher-developed Teachers’ Use of Differentiated Instruction 

Questionnaire (TUDIQ). Percentages, pie-charts, and bar charts were used in analyzing and presentation of data 

collected for the study. Results indicated that the extent to which teachers implement DI was low, and time constraint 

limits the use of DI. The results further revealed that teachers need more information on how to develop rubrics; 

students’ directed assessments; how to manage large class while implementing DI; how to use differentiated 

instruction without watering down the curriculum contents; the need for changes in classroom structure to 

accommodate small groups; and the need for more training on DI and the provision of diverse learning aids in 

schools. The implication for teacher education is that DI has to form critical curriculum content for colleges of 

education and faculties of Education in the Universities.  
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1. Introduction 

Globally, there is a paradigm shift towards inclusive education. This is the education of all learners, including those 

with special needs in regular rather than in segregated schools. The inclusion of children with special needs in 

regular schools predisposes the classroom to more diverse learners (Blackman, 2017; Mngo & Mngo, 2018; 

Saloviita, 2020). Moreover, the No Child Left Behind Act which was signed into law in 2002 necessitated the policy 

of providing “Education for All”. The legislation ushered in the philosophy that the majority of students with special 

needs be moved out of segregated classrooms to regular classrooms where they can learn together with their peers. 

This brings more diverse learners to the classroom. Learners differ in their strengths, needs, learning preferences, 

backgrounds, interests, abilities and disabilities, gender, and educational experiences. Apart from these differences 

and peculiarities, children also learn differently with different learning styles. Some are auditory learners, some 

kinesthetic and others learn better visually. On the other hand, some learn better in formal setting and others in a 

more relaxed atmosphere (Ahuja, Ainscow, Bouya-Aka, Cruz, Eklindh & Ferreira, 2005; Benneth, 2003; Brissett, 

2019).  

A neglect of these fundamental diversities as well as the use of a singular teaching approach threatens the classroom 

inclusiveness and may put a good number of learners with special needs at the risk of dropping out, lagging, losing 

motivation, getting bored, failing to learn and not maximizing their potential (Siam & Al-Natour, 2016). Evidence 

shows that with the provision of effective teaching, about 40-50% of learners with learning needs may attain good 

educational outcomes equivalent to their regular classroom peers (Mcleskey & Nancy, 2011). To ensure that all 

learners in inclusive learning settings benefit maximally from instruction, classroom teachers have the responsibility 

of ensuring that all learners in the regular classroom, to the greatest possible extent, make progress in their learning 
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irrespective of any form of individual difference (Heacox, 2012; Spencer-Waterman, 2014; Watts, Taffe, Broach, 

Marinak, McDonald Connor, & Walker-Dalhouse, 2012). 

The untrained staff has been viewed as one of the major constraints to inclusive education in Enugu state, Nigeria 

(Wolery et al., 1993). Many teachers feel that they are not well prepared and that they do not possess the appropriate 

and prerequisite skills needed to teach diverse learners in the classroom (Heacox, 2012; Suprayogi, Valcke & 

Godwin, 2017). The presence of diverse learners with varying bits of intelligence, abilities and disabilities, interests 

and needs and with different learning styles has portrayed the need for teachers to rethink on relevant and 

research-based instructional strategies and practices that will enable them to meet the varying needs of the diverse 

learners (Heacox, 2012; Suprayogi, Valcke & Godwin, 2017; Heckaman et al., 2009; Subban, 2006). This places an 

increased responsibility on the teacher who has to diversify instructional content, methods, materials, and assessment 

strategies through the use of differentiated instruction to accommodate all learners and help them maximize their 

potentials. 

1.1 Differentiated Instruction (DI) 

Differentiated instruction means matching students’ approaches to learning with the most appropriate pedagogy, 

curriculum goals, and opportunities for displaying knowledge gained (Spencer-Waterman, 2014). Tucker, (2011) 

views differentiation as the practice of modifying and adapting instruction, materials, content, students’ project, and 

product and assessment to meet the learning needs of individual students. DI means giving students multiple options 

for taking in information (Tomlinson & Imbeau, 2010). 

Differentiated instruction is an approach that enables teachers to plan strategically to meet the needs of every student. 

It is an educational theory that employs multiple teaching approaches in the same classroom to accommodate the 

variety of aptitudes, needs, personalities, and experiences of individual students (Mulder, 2014). Differentiated 

instruction is inquiry-based, interest-based, learner-oriented and activity-intensive (Chamberlin & Power, 2010; Smit 

& Humpert, 2012; Tomlison, 1999). Looking at a typical classroom as a collection of learners of different ability 

levels, readiness, interest, one can infer that teachers who do not differentiate instruction teach only a fraction of their 

students (Chamberlin & Power, 2010; Koeze, 2007). Thus, implementing DI enables educators to meet the needs of 

individual students in their different skill levels in the same classroom (Smit & Humpert, 2012; Tomlinson & 

Imbeau, 2010). Furthermore, differentiation suggests that teachers can craft lessons in ways that tap into multiple 

student interests to promote heightened learner interest and test scores (Fitzgerald, 2016; Lauria, 2010) 

To differentiate instruction, the teacher observes and understands the individual differences among students, and use 

the information to plan instruction (Koeze 2007; Landrum & Mcduffie, 2010; Onyishi, 2017; Thakur, 2014; Walton, 

2017). Differentiation, therefore, is an instructional approach that provides learners with multiple options, 

alternatives, and avenues to what they learn, how they can learn, and how they express what they have learned. 

Teachers are expected to teach all the pupils by providing differentiated instruction in content, process, product, and 

learning environment. DI provides teachers with the opportunity to accommodate different challenges and abilities in 

the classroom (Abdullah et al., 2014; Chamberlin & Powers, 2010; Flaherty & Hackler, 2010; Thakur, 2014). Studies 

(Garba, 2015; Kreitzer, 2016; Vaughn & Linan, 2003) have shown that differentiated instruction has improved the 

learning achievement of students. Differentiated instruction engages students, stimulates their interest and provides 

gratifying experiences (Wiselby, 2014). This could be based on research finding that shows that children learn best 

using their preferred learning style and yet some teachers ignore this fact and they do not allow learners to learn 

using their preferred learning style (Smit & Humpert, 2012; Benneth, 2003). Through the differentiating process, the 

teacher offers diverse ways in which learners can access the curriculum (Thakur, 2014; Walton, 2017). 

However, the major challenges to differentiated instruction include those related to students, the school environment, 

the differentiated instruction, and teachers (Aldossari, 2018). Lunsford, (2017) showed that before DI can be fully 

implemented, teachers need professional development that defined what differentiated instruction is, how to 

implement it, and how to get to know their students better, as well as time to observe other teachers implementing 

differentiated instruction. Lunsford further suggested the need for supporting teachers to conquer the challenges of 

implementing DI and enhance teachers’ indulgence in DI, especially in a mixed-ability classroom. DI is versatile and 

necessitates training, an optimistic approach to implement it, preparation time, and organizational support 

(Acosta-Tello & Shepherd, 2014). 

The demanding nature of DI can hinder the teacher from implementing the method in spite of the fact that it has 

widely been recognized to meet the learners’ diverse learning needs (Martin, 2013). This tends to potentiate 

compounded problems for students and the education system (Lunsford, 2017). For instance, in a situation of 

non-implementation of DI, students’ needs may not be met (Roe, 2010), Gifted students may not be challenged 
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(Berman, Schultz & Weber, 2012; Manning, Stanford & Reeves, 2010; Schmitt & Goebel, 2015; Seedorf, 2014); 

learners with special education needs may be left behind as some might need different learning strategies (Hornby, 

2011) and regular students may fail to reach their full potential (King-Sears, 2008). 

In the traditional regular schools, a good number of teachers take the children as if they are a homogenous group. 

They teach them the same curriculum content, using the same process and teaching method, and also expect them to 

express what they have learned in the same way and most cases using a paper-pencil test. They do not take 

cognizance of their varying interests, needs, abilities, disabilities, and learning styles. They take a 

“one-size-cap-fits-all” approach, which leaves too many students behind instead of moving them forward (Tomlinson, 

2002). In the large group classes teachers who employ this teaching approach often teach to the middle and ignore 

the challenge of providing an enriched curriculum for those who are gifted and talented and also scaffolding 

curriculum for those who perform at a lower level (Tucker, 2011). Current research studies have shown 

differentiated instruction is a pedagogical approach which makes for modifications in the content, process, 

environment and assessment procedures so that every child can be accommodated in schools irrespective of their 

abilities, disabilities, interest and learning styles (Gentry, Sallie & Sanders, 2013; Kovtiuh, 2017; Suban, 2006; 

Tomlinson, 2008). However, Munro (2012) pointed out that teachers can differentiate their teaching more effectively 

only when they: (1) understand how these students learn and think; (2) know a range of teaching options for 

differentiating their teaching; (3) can apply the differentiated teaching to topics in their classroom; (4) have the 

appropriate motivation orientation; and (5) can read the culture and climate in their school and classroom in terms of 

this differentiation. 

Though developed countries are advancing in the implementation of DI, African countries are still below expectation 

in terms of implementation (Adetoro, 2014; Charema, 2010; Srivastava, de Boer & Pijl, 2015). This could be due to 

some culturally based assumptions about the capabilities of persons with disabilities and lack of competence on the 

part of the teachers (Charema, 2010; Srivastava et al., 2015). Teaching and learning are persistently following the old 

teacher-centered pedagogies (Spratt & Florián, 2013; Schweisfurth, 2011; Srivastava, et al., 2015) which rarely meet 

the need of learners with diverse learning needs (Mitchel, 2017). Nevertheless, from the theoretical point of view, 

learners learn best when they are exposed to learning contents in ways that speak to their individual levels of 

expertise/zone of proximal development, specific intelligences and learning needs (Gardner, 1983; Vygotsky, 1978).  

1.2 Theoretical Framework 

This study is anchored on Vygotsky’s 1978 sociocultural theory of cognitive development, and Gardner’s theory of 

multiple intelligences. Vygotsky strongly opined that children actively construct knowledge. Vygotsky stressed that 

social interaction and culture interplay and exert a significant role in learning. Vygotsky sees learning as a process 

and not a product. Vygotsky believes that learning is simulative and collaborative. Knowledge is constructed as the 

learner interacts, discusses and compares ideas with people in the environment such as teachers and skillful peers. 

This helps the child to progress in cognitive development. Vygotsky believes that there is a gap between what a child 

can learn independently and what the child can learn with the assistance of adults and or skilled peers (the more 

knowledgeable others). This he referred to as the Zone of proximal development (ZPD). He stressed that the low 

level of the ZPD is what a child can learn independently while the high level is what the child can learn with the 

support and assistance of adults or the more skilled peers. It is the responsibility of the teacher to scaffold by 

changing the level of support and guidance to move the child from where he is to a level, he /she can attain. The ZPD 

is attained through dialogue. This theory has implications for differentiated instruction. Social interaction which is 

the thrust of this theory has implications for student-teacher interaction as well as student-student interaction. It also 

supports collaborative learning which is pertinent in differentiated instruction. 

On the other hand, Gardner (1983) established eight criteria for identifying the seven separate bits of intelligence, 

including verbal/linguistic, logical/mathematical, visual/spatial, bodily-kinesthetic, musical, interpersonal, 

intrapersonal, naturalistic, and existential, verbal or linguistic intelligence refers to an individual's ability to 

understand and manipulate words and languages. Further, the theory holds that intelligence encompasses the ability 

to create and solve problems, create products, and provide services that are valued within the context of diversity 

(Gardner, 1983). Differentiated instruction seeks to equip the students with skills for problem-solving and creating 

products that are desirable in the context of the content being learned. 

The idea of differentiating instruction to accommodate the different ways that students learn involves a hefty dose of 

common sense, as well as study support in the theory and research of education (Fox & Hoffman, 2011). It is an 

approach to teaching that advocates active planning for student differences in classrooms. Differentiated instruction 

is a flexible, equitable, and intelligent way to approach teaching and learning (Fox & Hoffman, 2011). DI allows 
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teachers to present varying learning activities and different content, as well as adopt varying modes of assessment to 

meet the needs of each child (Suprayogi, Valcke & Godwin, 2017). Teachers need to modify and adapt their teaching 

content, approaches, environment, and assessment to meet the diverse learners in the classroom where they are and 

scaffold them to where they should be. DI encompasses such concepts as ‘differentiated assessment’, ‘inclusion’, 

‘student-centeredness’ (Fox & Hoffman, 2011) ‘individualized instruction’ (Suprayogi et al, 2017), ‘adaptive 

instruction’, ‘personalized learning’ (Waxman, Alford, & Brown, 2013), ‘response to intervention’ (Fox & Hoffman, 

2011), and Universal Design of Learning (UDL) (Hall, Strangman, & Meyer, 2014). Irrespective of the different 

labels DI seeks to cope with the diversity of students, adopt specific teaching strategies, appeal to variety in learning 

activities, monitor individual student needs and pursue optimal learning outcome (Fox & Hoffman, 2011; Hall, 

Strangman, & Meyer, 2014; Suprayogi, et al, 2017; Waxman, Alford, & Brown, 2013). 

1.3 Empirical Studies on Differentiated Instruction 

Karadag and Yasar (2010) investigated the effects of differentiated instruction on students’ attitudes towards Turkish 

courses. The study aimed to determine the effects of a differentiated instruction approach on students’ attitudes in the 

Turkish course. The study was carried out through an action research approach and conducted with 45 fifth grade 

students in Turkey. Data of the study were collected through the Turkish Course Attitude Scale and semi-structured 

interviews. The qualitative data collected were analyzed through “NVivo 8” program, and the quantitative data were 

analyzed with the SPSS program. The results of the study revealed that the differentiated instruction approach 

influenced the students’ attitudes toward the Turkish course positively. 

Abdullah et al. (2014) explored the effect of differentiated learning method (DLM) on students’ achievement in writing 

skills in Arabic as a foreign language in Malaysia using a sample of 100 students (47 males and 53 females). The 

pre-and post-tests comparison groups design was used to determine if there were significant differences between the 

experimental and control groups. The experimental group was taught using DLM, while the control group was taught 

using the teacher-cantered method (TCM). Descriptive statistics were used to determine the effect of DLM on 

students’ achievement in writing skills. The statistical results demonstrated that there was a significant difference in the 

post-test between the experimental group (M=10.14, SD=2.79) and the control group (M=8.20, SD= 2.38); t (3.73), p < 

.05). The experimental group’s achievement was generally more than the control group’s which proves that the DLM is 

an effective approach in improving students’ writing achievement in Arabic Language. 

In 2015, Garba and Muhammad investigated the effectiveness of differentiated instruction on students' geometric 

achievement in Kebbi state senior secondary schools. The study adopted a pretest-posttest control group design. The 

population consists of 69,573 students. A random sampling technique was used in selecting the schools and the level 

of the students. A sample size of 96 participants was selected for the study which is following the Central Limit 

Theorem that regarded a minimum of 30 sample size viable for experimental research. The sample is made up of 55 

male students and 41 female students. A geometric achievement test (GAT) was the instrument used in collecting 

data for the study. A Spearman-Brown equal length reliability coefficient of 0.76 was achieved using the split-half 

method. The data were analyzed using mean, standard deviation, and t-test all at 5% level of significance. The result 

showed that differentiated instruction is more effective in facilitating students’ achievement in geometry than the 

lecture method.  

King (2010) conducted a research associated with inclusive classroom teachers' implementation of differentiated 

instruction for diverse learners. The purpose of the research was to examine teachers’ knowledge as well as their 

perception regarding the implementation of differentiated instruction. The study also explored factors that teachers 

perceive as barriers in implementing differentiated instruction in inclusive classrooms. The Teachers’ Perception and 

Knowledge Regarding Differentiated Instruction (TPKRDI) instrument used to collect data from 220 regular education 

and special education teachers. The findings of the study indicated among others that there was a significant 

relationship between teachers’ perception about, knowledge of differentiated instruction, and their practice of using it 

in inclusive classrooms. Time was also identified as a factor in the use of differentiated instruction. 

Adlam (2015) investigated the knowledge possessed by Elementary teachers when implementing differentiated 

instruction in their classroom and frequency of use of differentiated strategies in different subject areas. 72 

employees from the Greater Essex Country District School Board (GECDSB) participated in the study. Data were 

generated using qualitative and quantitative survey questions on the knowledge and use of differentiated instruction. 

Findings revealed that different teachers adopt different differentiation strategies – learning contracts, tiered 

assignments, independent projects, curriculum compacting, interest centers, learning centers, flexible grouping, and 

pre-assessment in different frequencies. 
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In a mixed-method study, Siam and Al-Natour (2016) sought to investigate Teacher's Differentiated Instruction 

Practices and Implementation Challenges for Learning Disabilities. A questionnaire of 75 items measured 

differentiated practices in six domains (differentiation in content, process, resources, product, assessment, and 

differentiation in the learning environment). Results indicated that the mean of the scores for the six domains and the 

entire items are low. Challenges, to differentiated instruction, were identified, including weak administrative support, 

low parental support, lack of time, and shortages in learning resources. 

Suprayogi, Valcke and Godwin (2017) in their study on Teachers and their implementation of differentiated 

instruction 2 in the classroom found that DI implementation of teachers is linked to a complex set of variables, 

including teachers’ DI self-efficacy, teaching beliefs, teaching experience, professional development, teacher 

certification, and classroom size. The findings show that DI implementation is still below a critical benchmark. A 

study by Abu-Hamourand and Al-Hamouz (2013) found that the realization of “inclusion” in its full sense is still far 

away due to lack of training for professional teachers on the implementation of differentiated instruction for students 

with special needs who are placed in inclusive classrooms. A similar study by Lora, Nancy, and Jerita (2014) found 

that apart from lack of training, a major challenge to the implementation of differentiated instruction is that it takes 

time to apply, and there is need for the professional development of teachers so they can manage a class and apply 

effective strategies of differentiated instruction to cater for the needs of every learner within an inclusive 

environment.  

Dixon, Yssel, McConnell, and Hardin (2014) carried out a study aimed at finding out the role professional training 

plays in the implementation of differentiated instruction and the effectiveness and self-efficacy of teachers. The 

study investigated the self-efficacy and the effectiveness of teachers using the variables: educational locations, 

basic-level schools, teachers’ experiences, and the number of professional development training teachers had 

undergone. The results showed a positive and proportional relationship between teachers’ qualifications and their 

effectiveness in implementing differentiated instruction.  

There was a study by Roiha (2012) entitled “Teachers views on differentiation in Content and Language Integrated 

Learning (CLIL) in terms of vision, practices, and challenges.” The study examined the diversity of content and 

merging of languages in CLIL in Finland to figure out ways of supporting individual students with special needs in 

public classrooms in teachers’ perceptions of differentiated instruction. Results showed that problems associated 

with differentiated instruction had to do with time, materials, and class environment. In another study, “teachers and 

differentiated instruction: exploring differentiation practices to address student diversity” Pozas, Letzel, and 

Schneider, (2019) explored German (as native language) and Mathematics teachers’ use of DI practices in Germany. 

Results from a mixed analysis of covariance indicated that teachers implemented DI practices only on an occasional 

basis.  

In Nigeria, the extent to which teachers have implemented DI in the regular classrooms, and the difficulties they 

encounter have not been investigated. Also, there is a gap in the literature on empirical studies that address whether 

the difficulties professional teachers may encounter in implementing differentiated instruction are related to teachers 

teaching experience and gender. Additionally, there is a lack of empirical evidence on the areas in which the teachers 

need more training in other to implement differentiated instruction and the implication to teacher education. 

Information along these lines may help teacher education institutions and professional teachers to understand the 

areas they need to lay more emphasis during teacher training. The government and school administrators will get to 

know more about the difficulties teachers encounter in implementing differentiated instruction in the classroom and 

also suggestions on how these difficulties can be surmounted so that every learner's interests, needs, and abilities 

could be met. These may invariably make the learners learn more effectively. Based on these, the present study 

sought to fill this existing gap, especially as it pertains to Basic school teachers in Enugu state. 

1.4 The Current Study 

To fill the glaring gaps in the literature identified in the preceding discourse, the current study sought to investigate 

teachers’ perspectives about DI in inclusive primary schools in Enugu State, Nigeria. Specifically, investigated 

teachers’ use of DI; difficulties encountered by teachers in implementing DI; areas thee teachers need information 

for DI implementation and the professional development need for DI. According to Tomlinson (2001), teachers who 

differentiate provide multiple learning options, Use instructional approach that allows the student to use their senses. 

Evidence-based studies show that teachers need to provide appropriate challenges for learners who have learning 

difficulties and those who are gifted (Ismajli & Imami-Morina, 2018). Aditionally, teachers who differentiate allow 

pupils to work cooperatively with peers, individualize teaching, use assessment to inform instruction and give the 

students multiple options to express what they have learnt (Bryant, Maarouf, Burcham & Greer, 2016).  
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Other studies in other countries identified that teachers’ challenges with DI implementation include time constraint, 

inability to cover contents at the stipulated time, class space is too compact to arrange in order to create learning 

centers and work stations, rigidity in school time table, how to link formative assessment to instruction and lack of 

teaching materials (Aldossari, 2018; Bryant, Maarouf, Burcham & Greer, 2016; Ismajli & Imami-Morina, 2018). 

Hence, it has been suggested that teachers need more information development of rubrics, conducting students 

directed assessments, using projects to solve problem in the classroom, management of large class while 

implementing DI, how to differentiate instructions without watering down the curriculum (Aldossari, 2018; 

Lunsford, 2017). 

Teachers’ perceptions of the need for professional development suggest changes in classroom structure and 

environment to accommodate small groups during teach/learning. Consistent training on DI is needful, monitoring 

teachers’ use of DI, provision of diverse learning aids. Teachers also need professional development that defined 

what differentiated instruction is, how to implement it, and how to get to know their students better, as well as time 

to observe other teachers implementing differentiated instruction (Lunsford, 2017). This study measured teachers’ 

perspectives in these dimensions as captured in the research questions. 

1.5 Research Questions 

1. To what extent do teachers adopt differentiated instruction in inclusive classrooms? 

2. What are the difficulties encountered by teachers in implementing differentiated instruction in the 

classrooms? 

3. What are the areas teachers need more information for them to be able to implement differentiated 

instruction in schools? 

2. Method 

2.1 Research Design 

The study adopted a descriptive survey research design. This design enabled the researcher to collect data 

systematically, on the features and facts about teachers and their use of differentiated instruction in their various 

classes.  

2.2 Population 

The population for the study comprised all the 1,626 primary school teachers who were trained on differentiated 

instruction in Enugu state. They include 475 teachers from Enugu East, 546 from Enugu West, and 605 from Enugu 

North. There were 288 males and 1338 females of the primary school teachers who were trained on differentiated 

instruction in Enugu state. The teachers were selected based on their working experience and training they have 

undergone. The new teachers were those who have 0-5 years of working experience while the old teachers were 

those who had 6-20 years of working experience. 

2.3 Sample and Sampling Technique 

The sample was 382 teachers consisting of 116 males and 266 females. This sample represents 40% males and 20% 

females. They were randomly sampled from the population based on the suggestions that, in selecting a sample size 

no fixed percentage of the sample is ideal but 40% of a population of many hundreds will do, if few thousands, a 

sample size of 10% or more will do and if several thousand, a 5% or less sample will be adequate (Baker, Brick, 

Bates, Battaglia, Couper, Dever,... & Tourangeau, 2013).    

2.4 Instrument for Data Collection 

Quantitative data were collected using a researcher constructed questionnaire titled “Teachers’ Use of Differentiated 

Instruction Questionnaire (TUDIQ)”. The TUDIQ comprised of two sections. Section ‘A’ elicited information based 

on the demographic information of the respondents such as gender, years of working experience, and teaching 

qualification. Section B comprised of 23 items which are divided into four clusters. Cluster A dealt with the extent 

teachers implement differentiated instruction in regular schools, section B dealt with the areas teachers experience 

difficulties implementing differentiated instruction, section C dealt with areas teachers need more information for 

them to be able to implement differentiated instruction in schools, Section D dealt with the perception of teachers on 

what could be done for them to improve on their use of differentiated instruction.  The instrument is structured on a 

four-point scale of Strongly Agree, Agree, Disagree, and Strongly Disagree. The TUDIQ was validated by presenting 

the initial draft to three experts who were specifically requested to assess the relevance of the items in collecting the 

required data. The observations and suggestions of these experts were incorporated in the final production of the 
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instrument. To ascertain the reliability of TUDIQ, it was trial tested in a survey sample of 67 teachers from outside 

the study. The reliability coefficient was derived using the Cronbach Alpha statistics, which yielded a reliability 

coefficient of 0.88, which showed that the instrument is reliable. 

2.5 Data Collection and Analysis 

The researchers with the help of two research assistants administered the questionnaires directly to the participants 

and collected them back on the spot. The study employed percentages, bar and pie charts in the analysis and 

presentation of data for the study. 

3. Results 

 

Figure 1. Extent of teachers’ implementation of DI in regular schools 

The data on the extent of teachers’ use of differentiated instruction, the four responses in the questionnaire are 

divided into two. Strongly agree or agree it implies that the respondent implements that differentiated strategy while 

disagreeing and strongly disagree shows that the respondent does not do what is stated in that item. The items of the 

questionnaire are constructed using normal language which each represents a differentiated instructional strategy. 

For instance, provide multiple learning options represents tiered assignment; Use an instructional approach that 

enables pupils to use different senses represents – varied instructional materials; Providing appropriate challenge for 

pupils with learning difficulties and those who are gifted represents interest centers and curriculum compacting. 

Allowing pupils to work cooperatively with their peers represents grouping/working in small groups; individualized 

teaching represents teaching up; Assessing the pupils' performance to plan further instruction represents 

Pre-assessment and finally, giving pupils multiple options to express what they have learned represents the use of 

choice boards/ varying questions. Of all the features of differentiation that are highlighted, the highest practiced 

among the teachers is assessing students’ performance to plan further instruction, which represents pre-assessment. 

246 (64.4%) of the teacher indicated that they assess pupils’ performances to plan instruction while 136 (35.6%) of 

the teachers submitted that they do not assess students’ performance before planning further instruction.  

Teachers’ responses to item 2 show that only about 127 (33%) use instructional approaches that enable students to 

take in information through different senses (varied instructional materials). The other 255 (67%) of the teachers do 

not use such an instructional approach that present varied instructional materials. 83 (21%) of the teachers agreed 

that they provide multiple learning options that appeal to the different learning abilities, interests, and learning styles 

of the pupils (learning centers/ interest centers/curriculum compacting). The whole other 299 (79%) of the teachers 

do not provide multiple learning options for their pupils in the classroom. 
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Only 44 (11.5%) of the 382 teachers indicated that they provide the appropriate level of challenge for those with 

learning difficulty, those at the middle and for those who are gifted in the class (compacting), while the other 338 

(88.5%) do not implement that aspect of differentiation. 5 (1.3%) of the teachers allow pupils to work cooperatively 

with their peers based on their areas of interest and readiness (flexible grouping), 377 (98.7%) of the teachers do not 

encourage cooperative work based on interest areas.  

On the other hand, 15 (3.9%) of the teachers practice individualized teaching based on the needs and interests of the 

pupils. 10 (2.6%) of the teachers give multiple options on how to express what they have learned using Choice 

boards and tiered assignments.  

 

Figure 2. The overall percentage of teachers who use DI strategies 

On average, the pie chart shows that only 19.7% of all the primary school teachers in the state use differentiated 

instructional strategies. 

 
Figure 3. Difficulties teachers encounter in implementing differentiated instruction in schools 

356 (93%) of the participants indicated that difficulties they encountered implementing differentiated instruction 

include being unable to cover the curriculum content at the stipulated time. 7% of the participants that do not agree 

with this item. The further interview showed that those few ones who do not encounter the problem of time are those 

who tend to give a lot of assignments which enables the pupils to do much work at home thereby reducing the class 
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workload. 331 (86.6%) of the teachers agreed that having too many children in one classroom is another major 

difficulty they encounter. 329 (86.1%) of the teachers agreed that non-availability of teaching and learning materials 

is one of the major difficulties they encounter while 321 (84%) of the teachers agreed that they are having a problem 

with Classroom space to rearrange seats to create learning center or work stations where students can complete their 

assignments. 5.7% and 14. 4% of the teachers respectively agreed that rigidity in the school timetable and linking 

formative assessment in the planning of instruction are also major problems. 

 
Figure 4. Areas that teachers need more information for them to able to implementing differentiated instruction in 

schools 

The above chart indicates that 51% of the teachers agreed that they need more information on how to develop 

rubrics, 53% need more information on students’ directed assessment, while 62% need information on how to 

manage large class while implementing differentiated instruction. Only 18% needs more information on how to 

differentiate instruction without watering down the curriculum content, 15% indicated that they need more 

information on generating questions that will make the students think at various levels of Bloom’s taxonomy. 
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Figure 5. Perception of teachers on professional development that will be required for the teachers to improve on the 

use of differentiated instruction 

Data in the above distribution shows that the majority of the teachers -80% agree that they need changes in 

classroom structure and the environment to accommodate small group instruction in implementing DI. 89% 

submitted that the government should provide more training on DI over time before they can effectively implement 

it. 99% of the teachers also believe in the government should set up a special monitoring team to supervise the 

teachers’ use of differentiation. All the participants agreed that the provision of diverse learning aids in the Basic 

Education schools is paramount. 

4. Discussion of Findings 

The finding of the study revealed that the majority of teachers who participated in the study use differentiated 

instruction to a low extent. The only differentiated instruction strategy that is used to a high extent is the use of 

pre-assessment. This could be that the strategy does not need much preparation to implement. Practicing teachers 

already have the different skills required for the test of what is called a test of entry behaviors. The extent of use of 

other instructional strategies such as varied instructional materials, curriculum compacting, learning centers, flexible 

grouping, tiered assignments, and individualized teaching are very low among the participant. Generally, only about 

20% of the participants adopt differentiated instruction strategies. This indicates that the extent of teachers’ use of 

differentiated instruction in Enugu state Nigeria is still low. 

In the area of difficulties encountered by the teachers in implementing differentiated instruction, most of the teachers 

indicated that time is their constraint to the use of differentiated instructional strategies. They indicated that when 

they use differentiated instruction, they find it difficult to cover the curriculum content in the stipulated time. 

However, when the researchers interacted with the few participants that did not agree to this difficulty, it was 

gathered that such teachers; utilize homework assignments to cover the scheme. The study also found out other 

difficulties encountered by teachers in using of DI to include too many children in one classroom; non-availability of 

teaching and learning materials; Classroom space to rearrange seats to create learning center or work stations where 

students can complete their assignments; rigidity in the school timetable; and linking formative assessment in the 

planning of instruction are also major problems. This result concurs with that of King, (2010) which indicates that 

time was a factor in teachers’ implementation of differentiated instruction. Hollowell, (2016) observed that it is 

almost impossible for teachers to differentiate instruction in a classroom of over 20 learners. This also affirms that 

too many children in one class and classroom space were among the difficulties teachers in the area of this study 

encounter in implementing differentiated instruction. In the area of study, a standard regular classroom consists of 

35-40 pupils and this could mitigate the teachers’ use of differentiated instruction. 

The results of this study show that on the average, the teachers agreed that they need more information on how to 

develop rubrics; need more information on students’ directed assessment; need information on how to manage large 
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classes while implementing differentiated instruction. They also submitted that they need more information on how 

to differentiate instruction without watering down the curriculum content; and a few (about 15%) indicated that they 

need more information on generating questions that will make the students think at various levels of Bloom’s 

taxonomy. The result is consistent with Munro, (2012) which pointed out that teachers can differentiate their 

teaching more effectively only when they: (1) understand how these students learn and think; (2) know a range of 

teaching options for differentiating their teaching; (3) can apply the differentiated teaching to topics in their 

classroom; (4) have the appropriate motivation orientation; and (5) can read the culture and climate in their school 

and classroom in terms of this differentiation. On the other hand, Aldossari (2018) found that some teacher’s belief 

that differentiated instruction is an absurdity leading to chaos 

For the teachers to indicate that they need information in those areas for them to be able to carry out effective 

differentiation, it also connotes the importance of pedagogical and content knowledge in teaching, learning, and 

differentiation (Tomlinson & Allan, 2000; Agwagah, 2013). According to Wolery et al. (1993) the major constraints 

to inclusive education is the untrained staff. Frunzăa, and Petreb (2015) found that curricular elements related to 

teachers’ professional philosophy, the elements of the pedagogical training level, and interactional nature elements 

were the major obstacles to teachers’ implementation of DI. So, when the teachers indicate that they need some 

information for them to be able to differentiate learning effectively, one would not be surprised. Though these 

teachers have been once trained, they still need training in differentiated instruction to increase their efficiency in 

differentiation. Prior study has revealed a disconnection between teachers’ understanding of DI and their actual DI 

implementation, showing a lower rate of DI implementation compared to the understanding of DI (Whipple, 2012). 

This may suggest that even when the teachers are well informed about DI, they still need motivation and the 

confidence to implement the teaching method. Thus, studies reported other barriers to DI implementation may 

include being unfamiliar with available tools, the necessary preparation time, and a lack of resources (Rodriguez, 

2012). Further, the time-consuming nature of DI and its difficulty to implement without assistance from colleagues 

limit teachers’ disposition towards implementation (Smit & Humpert, 2012). 

Results in the area of teachers’ perception of the professional development required for them to improve in the use of 

differentiated instruction identified the following. They need changes in classroom structure and the environment to 

accommodate small group instruction in implementing DI; Government should provide more training on DI over 

time before they can effectively implement it; Government should set up a special monitoring team to supervise the 

teachers’ use of differentiation; Provision of diverse learning aids in the Basic Education schools. These findings 

affirm the findings of Aldossari (2018) who found that failure to prepare the potential teachers in higher education 

before service in a way that suits the requirements of differentiated instruction is a major challenge for DI in schools. 

Aldosari further found that poor knowledge and awareness of teachers about DI strategy and activities are an 

additional challenge to the use of DI. Apart from the teachers’ awareness, adoption of DI as indicated by researchers 

prioritize the role of teacher variables such as teacher self-efficacy teaching beliefs, and other variables such as 

teaching experience, teacher certification, and classroom characteristics (Dixon, Yssel, McConnell & Hardin, 2014; 

Wan, 2015). 

5. Implications for Teacher Education 

For teachers to be able to effectively differentiate learning, they need information in some areas like, how to develop 

rubrics; students’ directed assessment; how to manage large class while implementing differentiated instruction, how 

to differentiate instruction without watering down the curriculum content and generating questions that will make the 

students think at various levels of Bloom’s taxonomy. The Teacher-education curriculum should aim at developing 

potential teachers’ expertise in these areas to improve their differentiated instruction skills. The findings of the 

present study also suggest that differentiated curriculum should be developed and fully implemented in teachers’ 

education and all higher education institutions in general for effective teaching and learning.  

It is also recommended that differentiation be built into the teacher education curriculum, so that prospective teacher 

in every teacher training institutions will undergo full courses in differentiation that will equip them with necessary 

skills for differentiation before going into the field. On the part of those teachers who are already in the field, 

in-service training in forms of workshops should be organized repeatedly to enable them to internalize the skills and 

strategies in differentiation. 

Effective implementation of differentiated instruction also need the following efforts by the Government: changes in 

classroom structure and the environment to accommodate small group instruction in implementing DI; Government 

should provide more training on DI over time before they can effectively implement it; Government should set up a 

special monitoring team to supervise the teachers’ use of differentiation; Provision of diverse learning aids in the 

Basic Education schools.  
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6. Conclusion  

Based on the findings of the study, the following conclusions are made: Differentiation has been identified as the 

most effective approach to teaching in an inclusive classroom setting, but teachers in Enugu state of Nigeria who 

teach in classrooms with inclusive characteristics seldom implement differentiated instruction strategies in teaching 

their pupils. The failure to differentiate by the teachers is attributed to the following factors: constraint of time, lack 

of diverse learning facilities, high-class population, poor knowledge and skills of the teachers, Classroom space to 

rearrange seats to create learning center or work stations where students can complete their assignments; and rigidity 

in the school timetable.  
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