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Introduction

Concerns about teacher quality and quantity have led to several developments in Dutch primary 
teacher education: National knowledge requirements for teachers have been established, 
admission tests have been introduced, and a new bachelor’s program for the profession of 
primary school teacher has been developed. Until 2008, primary teacher training program 
was only offered in higher professional education (Education Council, 2013). In 2008, a new 
teacher training program was introduced, presenting students with the opportunity to follow 
an academic primary teacher training program. This academic program is a combination of 
the higher professional bachelor’s program for primary teacher education and the bachelor’s 
program of pedagogical or educational sciences. Students graduating from this program receive 
a double bachelor’s degree, both in higher professional education and at a research-oriented 
university (National network of academic teacher training programs, 2018). The academic 
program is expected to lessen the concerns about the quantity and quality of teachers, firstly 
by attracting students from the highest level of secondary education to the teaching profession, 
and secondly by training these students in a research-oriented environment so that they may 
contribute to the development and improvement of educational practices in primary schools. 
Previous research has shown that teachers’ research skills can contribute to the teaching quality in 
schools (Zeichner, 2003). The aim of this dissertation was to gain insight into the relation between 
the type of teacher training program followed by beginning primary school teachers and their 
teaching practices, by answering the following main research question:

To what extent do academic and higher professional teachers differ in their daily teaching practices?

In this dissertation, we focused both on observable dimensions of teaching quality (teaching 
behavior, teacher support, and teachers’ engagement skills) as well as on the way teachers 
interpreted and reflected on classroom situations and their own behavior (teachers’ causal 
attributions and accuracy of self-perceptions of teacher support). Figure 1 provides an overview 
of the different constructs that were addressed in each of the chapters. We explored the teaching 
practices of Dutch academic and higher professional primary school teachers using three different 
approaches: 1) classroom observations conducted by external observers, 2) teacher and student 
questionnaires, and 3) semi-structured interviews. In this final chapter, we will summarize and 
discuss the main findings for each of the four studies, as well as the main limitations, implications 
for educational policies and practices, and recommendations for future research.
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Teachers’ reflections

Teachers’ engagement skills Teachers’ causal attributions

Teachers’ reflections

Teachers’ engagement skills Teachers’ causal attributions

Figure 1. Overview of the constructs that were addressed in Chapters 2-5 of the dissertation.

Main findings
Chapter 2: The relation between teaching behavior and teaching experience of Dutch 
beginning primary school teachers with different educational backgrounds

Figure 2. Overview of the constructs. The construct addressed in Chapter 2 is highlighted in gray.

Previous research has shown that teachers develop their teaching behavior over the course 
of their career (e.g., Van de Grift, Van der Wal, & Torenbeek, 2011). Therefore, in Chapter 2, we 
explored the relation between teaching behavior and teaching experience of academic and 
higher professional beginning primary school teachers (see Figure 2). Classroom observations 
were conducted to measure teaching behavior in the period 2015-2017 using the ICALT 
instrument (Van de Grift, 2007). This instrument distinguishes basic teaching behaviors (safe and 
stimulating learning environment, efficient classroom management and clear instruction) as well 
as complex teaching behaviors (stimulating and activating lesson, differentiation, and teaching of 
learning strategies). Previous studies have suggested that teachers first need to master the basic 
teaching behaviors before they are competent enough to demonstrate more complex teaching 
behaviors (Van de Grift, Helms-Lorenz, & Maulana, 2014; Van de Grift, Van der Wal, & Torenbeek, 
2011). Multilevel growth curves were estimated to investigate possible differences between the 
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two groups of teachers. The results showed that academic and higher professional teachers did 
not differ in their teaching behavior when entering the teaching profession, but a significant 
difference was found in the rate of development. On average, the group of academic teachers 
showed a faster rate of development of teaching behavior during the first four years of their 
career than higher professional teachers. In addition to differences in teacher training program, 
the academic and higher professional teachers in our sample also differed in their prior level 
of secondary education. Therefore, additional preliminary analyses were conducted to explore 
whether the differences in the level of secondary education could have influenced the differences 
in the relation between teaching behavior and teaching experience. The analyses revealed that 
academic and higher professional teachers who had recently graduated did not differ in their 
teaching behavior, regardless of their secondary education track. However, the group of academic 
teachers showed a significantly steeper rate of development of their teaching behavior during 
the first four years of their teaching career than higher professional teachers holding diplomas 
in senior general secondary education or senior secondary vocational education. The average 
development of teaching behavior of higher professional teachers with pre-university diplomas 
differed from that of other higher professional teachers, but not significantly (p = .07). A contrast 
test revealed that higher professional teachers holding pre-university diplomas did not differ 
from academic teachers in their development of teaching behavior. Since the number of higher 
professional teachers holding pre-university diplomas included in this study was small (n = 8), the 
results should be interpreted as preliminary, but the prior level of secondary education might play 
a role, since teachers holding pre-university diplomas showed a steeper rate of development of 
their teaching behavior.
 Overall, we can conclude that in addition to creating a safe and stimulating learning 
environment and efficient classroom organization, most of the academic and higher professional 
teachers were capable of giving clear and structured instruction when entering the teaching 
profession. In the following years, these participating teachers (academic and higher professional) 
gradually displayed more complex teaching behavior, such as using activating teaching methods.

Chapter 3: Exploring teachers’ attributions for and causal control over the proceedings of 
their lessons: differences between beginning academic and higher professional primary 
school teachers 

Figure 3. Overview of the constructs. The construct addressed in Chapter 3 is highlighted in gray.
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The third chapter focused on the way in which teachers interpreted and reflected on classroom 
situations, as teachers’ attributions about classroom situations can influence their emotional 
responses, instructional strategies, and decisions (e.g., Kulinna, 2007-2008; Soodak & Podell, 
1994; Wang & Hall, 2018). To gain more insight into academic and higher professional teachers’ 
understanding of classroom situations, we explored the causes to which teachers attributed 
situations that occurred during a lesson and whether they felt in control over the causes they 
reported (causal control) (see Figure 3). In 2017, after the classroom observations were conducted, 
semi- structured interviews were carried out with a sub-sample of the observed teachers who 
participated in the first study (Chapter 2). On average, these teachers had approximately three 
years of teaching experience (Macademic = 35.56 months, Mhigher professional = 38.67 months). During these 
interviews, teachers were asked to reflect on the observed lesson. The aim of the interview was to 
discover how satisfied teachers were with the observed lesson and to identify which reasons they 
would give to explain its proceedings. Since the sample size of this study was small (n = 18), results 
should be interpreted as preliminary. Qualitative analyses showed that both groups of teachers 
tended to attribute dissatisfying aspects of their lesson to student-related factors and teacher- 
related factors, but that there were a few small differences between the two groups of teachers. 
Academic teachers mentioned that they anticipated on negative and positive student behavior, 
whereas higher professional teachers did not mention this. Additionally, academic teachers more 
often referred to a combination of internal and external causes when explaining the dissatisfying 
aspects of their lesson, whereas higher professional teachers tended to refer to either an internal 
or an external cause. Academic and higher professional teachers also did not differ in the number 
of internal and external attributions they made: both groups of teachers referred to equal numbers 
of internal and external causes when explaining the proceedings of their lesson. Previous studies 
on teachers’ attributions showed that teachers have a strong tendency to refer to external factors, 
whereas internal factors are rarely mentioned (e.g., Jager & Denessen, 2015; Soysal & Radmard, 
2017; Wang & Hall, 2018). However, in the current study both groups of teachers felt that they 
could have influenced dissatisfactory classroom situations themselves, hereby attributing these 
situations to internal causes. Finally, differences in the type of teacher training program were 
not related to the feeling of control over the causes of classroom situations that occurred: both 
academic and higher professional teachers referred to a combination of causes which they did or 
did not experience control over.
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Chapter 4: Differences in teacher support and accurate self-perceptions of teacher support of 
beginning academic and higher professional primary school teachers 

Figure 4. Overview of the constructs. The constructs addressed in Chapter 4 are highlighted in gray.

The relationship between teacher and student is important for students’ cognitive and affective 
outcomes (e.g., Cornelius-White, 2007; Doumen et al., 2008). In Chapter 4, we therefore focused 
on the level of teacher support, which we defined as the warmth or care demonstrated by a 
teacher, or their proximity to the students. In this study, we explored whether academic and 
higher professional teachers differed in their general level of teacher support (according to 
teachers’ self-perceptions and student perceptions) and the accuracy of self-perceptions of their 
own level of teacher support in the classroom (see Figure 4). Previous research has shown that 
teachers experience difficulties with accurate assessment of their own interpersonal behavior 
(e.g., Brekelmans, Mainhard, Den Brok, & Wubbels, 2011; Den Brok, Bergen, & Brekelmans, 2004; 
de Jong, van Tartwijk, Wubbels, Veldman, & Verloop, 2013). However, the ability to accurately 
assess their own practices is an important skill for teachers which enables them to reflect on 
their progress and learn from their conclusions (Lew, Alwis, & Schmidt, 2009). Teachers’ self-
perceptions and student perceptions were established by administrating the Questionnaire on 
Teacher Interaction for Primary Education (QTI-PE) (Hendrickx, Mainhard, Boor-Klip, Cillessen, & 
Brekelmans, 2016). This 16-item questionnaire reflects a certain degree of communion ranging 
from teacher conflict to teacher support. Academic and higher professional teachers did 
not differ in their levels of teacher support: Both academic and higher professional teachers 
demonstrated more support than conflict in their classroom. The two groups of teachers did not 
differ in the accuracy of their assessment of teacher support either. Teacher support (as perceived 
by students) was significantly related to teachers’ underestimation or overestimation of their own 
support levels: Teachers showing higher levels of teacher support (according to students) more 
often underestimated their own level of teacher support compared to teachers with lower levels 
of teacher support. Academic and higher professional teachers did not differ in this respect.
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Chapter 5: Profiles of teaching quality and their relation to the type of teacher training 
program.

Figure 5. Overview of the constructs. The constructs addressed in Chapter 5 are highlighted in gray. 

In the previous studies, we investigated different observable dimensions of teaching quality, 
such as teaching behavior and teacher support, individually. However, these dimensions are not 
mutually exclusive, but are interconnected and influence each other during classroom teaching 
(e.g., Bergman & Trost, 2006). In Chapter 5, a person-centered approach was used to investigate the 
existence of profiles of teaching quality. Latent profiles were estimated using three scales: teaching 
behavior, teacher support, and teachers’ engagement skills (see Figure 5). Four teaching quality  
profiles could be distinguished: 1) advanced teaching quality, 2) intermediate teaching quality, 
3) basic teaching quality, and 4) low teaching quality. Multinomial regression analyses were 
conducted to investigate whether the type of teacher training program was related to teachers’ 
classification into the teaching quality profiles, whilst controlling for teaching experience. The 
results revealed that higher professional teachers, on average, had a lower probability of being 
classified in the basic teaching quality profile (Profile 3) compared to the advanced teaching 
quality profile (Profile 1), whereas academic teachers had a higher probability of being placed in 
Profile 3 (basic) than Profile 1 (advanced).

Integrative findings
In this dissertation, we focused on the daily teaching practices of beginning academic and higher 
professional primary school teachers. We concentrated on observable behaviors, such as teaching 
behavior, teacher support and teachers’ engagement skills, but also on teachers’ reflections on 
their own behavior and their lessons.
 The results showed that both academic and higher professional teachers generally
demonstrated sufficient levels of teacher support and teaching behavior in their classroom. 
However, the results of the different studies do not show unambiguous outcomes regarding 
the relation between the type of teacher training program and teaching practices. With regard 
to the level of teacher support, we did not find any differences: students of academic teachers 
experienced as much support as students of higher professional teachers. Concerning teaching 
behavior, however, we did find differences between the two groups of teachers (Chapter 2). 
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Academic teachers, on average, showed a steeper rate of development in their teaching behavior 
during the first four years of their teaching career, in which they gradually master more complex 
teaching behaviors than higher professional teachers. However, preliminary analyses revealed that 
this might be caused by the prior level of secondary education, since higher professional teachers 
holding pre- university diplomas on average showed a similar development in their teaching 
behavior. This might indicate that a teachers’ cognitive skills are important for the development 
of teaching behavior, something which is also assumed to be the case in, for example, Finland 
and Singapore, where only the best students are selected to enter the teaching training program 
(Organization for Economic Cooperation and Development 2018; Rice, 2003). International 
comparative studies have shown that in these countries students also perform well. However, 
contrary to this finding, we found that higher professional teachers, on average, had a higher 
chance of being classified in the advanced teaching quality profile (Chapter 5). The differences 
in outcomes between these two studies (Chapter 2 and Chapter 5) might have various causes. 
First, multiple dimensions were included in the profiles (teaching behavior, teacher support, and 
teachers’ engagement skills), whereas the growth curves were only based on teaching behavior. 
Despite the fact that the main distinction between the profiles was based on teaching behavior 
and teachers’ engagement skills, the advanced and the basic teaching quality profile were the 
only two profiles that significantly differed in the level of teacher support. Therefore, it is the 
combination of different dimensions that might lead to differences between academic and higher 
professional teachers’ classifications into the profiles of teaching quality. In the study presented 
in Chapter 5, the combination of high-level teaching behavior, high-level teacher support, and 
active student engagement was found more frequently in higher professional teachers than 
academic teachers. Another possible explanation for the different outcomes might be that the 
samples of the two studies differed. In the study concerning teaching behavior (Chapter 2), all 
teachers who participated in the project were included, whereas in the study on teaching quality 
profiles (Chapter 5), we were only able to use a subsample of the teachers. More than half of 
the teachers in this subsample were final-year in-service teachers. This resulted in an average 
teaching experience of 18.85 months for the higher professional teachers (SD = 18.86) and 6.41 
months for the academic teachers (SD = 14.93), meaning that, on average, the teachers included 
in the study in Chapter 5 were still within the first two years of their teaching career.
 In Chapters 3 and 4, we explored the way teachers interpreted and reflected on different 
classroom situations and their own behavior, focusing on teachers’ attributions and the accuracy 
of their self-perceptions. The two groups of teachers did not differ in their reflections, neither 
regarding their causal attributions for and causal control over the proceedings of their lesson, 
nor regarding their self-perceptions of teacher support. Hence, it seems that the more research-
oriented focus of the academic program did not lead to differences in this respect. Previous 
studies also investigated the impact of the academic teacher training program on factors inside 
and outside of the classroom, and found varying results (Baan, Gaikhorst, Van‘t Noordende, & 
Volman, 2019; Baan, Gaikhorst, & Volman, 2020; Doolaard, Dijkema, Prins, Claessens, & Ebbes, 
2018).
 Baan and colleagues (2020) found that academic teachers were involved in inquiry-based 
working: These teachers used systematic reflections in their daily practices and prepared their 
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lessons based on literature, although but a limited number of teachers was personally involved 
in conducting research. However, this study did not compare academic and higher professional 
teachers, so in this study it remains unclear whether these two groups of teachers differ in this 
respect. The study by Doolaard and colleagues (2018) was conducted with a sub-sample of 
the teachers who participated in the studies included in this dissertation. Findings of this study 
revealed that academic and higher professional teachers were both involved in educational 
innovations, but that their approach differed. Academic teachers tended to collect information 
systematically, reflect on it critically, and then use it to defend their proposal or decisions. Higher 
professional teachers tended to collect information more randomly and ad hoc: They were 
informed of something new by a colleague or encountered something on the internet. This 
difference was also noticed by the school principals, who appreciate the systematic approach 
of academic teachers, but mentioned that the more pragmatic and practical attitude of higher 
professional teachers can also be an advantage, especially when there is limited time to organize 
lessons or events. Additionally, a recent study by Baan and colleagues (2019) showed that 
academic teachers used research in the classroom more frequently than higher professional 
teachers. Academic teachers indicated, for example, that they read publications and applied 
research when preparing their teaching. However, in this study academic and higher professional 
teachers did not differ in their systematic reflections and in conducting research within the school 
or the classroom.
 In general, these studies show that academic teachers seem to distinguish themselves from 
higher professional teachers in working in a systematic manner and using scientific knowledge in 
preparing their lessons. These aspects of inquiry-based working are closely related to the research- 
oriented skills they learn during their teacher training program. However, our findings suggest 
that academic and higher professional teachers do not differ in the way they interpret and reflect 
on classroom situations, lesson preparation, and their own behavior. A possible reason for this 
might be that we did not explicitly ask teachers whether they, for example, used research in their 
daily practices, whereas Baan and colleagues (2019) asked teachers to fill in a questionnaire about 
their use of different aspects of inquiry-based working. Furthermore, it might also take some time 
for teachers to integrate their reflective practices into their daily teaching practices. Impedovo 
and Khatoon Malik (2016), for instance, found that teachers with more than five years of teaching 
experience were more capable of systematic reflection than beginning teachers with the same 
educational background. 

Limitations
In each of the chapters we discussed the limitations of the respective study. However, some 
limitations apply to the dissertation as a whole.
 The most prominent issue is the small sample size, which was caused by two main issues. First, 
the group of academic teachers in the Netherlands is relatively small, since the first graduates 
started working in the field in 2012. Second, the academic teacher training program is only offered 
at six universities (in collaboration with universities of applied sciences). The number of graduates 
of the academic program is small in comparison to the number of graduates of the higher 
professional teacher training program. In 2015, between 3500 and 4000 teachers graduated 
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from the higher professional teacher training program at 27 higher professional teacher training 
programs across the Netherlands (Dutch Inspectorate of Education, 2017; Stamos, 2017), whereas 
only approximately 200 students graduate each year from the academic teacher training program 
(National network of academic teacher training programs, 2018). Additionally, the requirements 
of our study further reduced the number of participating teachers. Teachers were only allowed to 
participate if they worked a minimum of 16 hours a week in the same class. Mainly in 2014 and 
the beginning of 2015, when we began our call for participants, teachers reported difficulties in 
finding a job which allowed them to teach the same class for a considerable amount of time. 
In this period, teacher shortages were low and most teachers worked as a substitute teacher in 
primary education (Volkskrant, 2014). The main problems regarding teacher shortages started 
around 2016. These circumstances were similar for both groups of teachers, so this could not have 
influenced the differences that were found between academic and higher professional teachers. 
The small sample size also had methodological consequences. First, we had too few teachers that 
both participated in the classroom observations and completed the questionnaires about teacher 
support three times over the period 2015-2017. Consequently, we were necessitated to use a 
combination of a cross-sectional and a longitudinal approach instead of only using longitudinal 
data to investigate the relation between teaching experience and teaching behavior, and we did 
not have sufficient data to investigate the relation between teaching experience and teacher 
support for both groups of teachers. Due to the small sample size, we also were not able to 
control for additional prior differences between the two groups of teachers, for example by using 
matched pairs. In our analysis we did attempt to control for possible differences between the two 
groups of teachers by controlling for differences in the teachers’ level of secondary education 
and various other covariates (e.g., teaching experience). However, since we adopted multiple 
perspectives and approaches in this dissertation, we believe our findings nonetheless present 
a valuable first exploration of the differences in teaching practices between the two groups of 
teachers.
 A second limitation is the selectivity of the sample. Teachers voluntarily participated in this 
study, which may have caused a bias in the representativeness of the sample. However, when 
comparing participating and non-participating teachers on several aspects we did not find large 
differences (see Chapter 2). Since voluntary participation was used to recruit both academic 
and higher professional teachers, this could not have influenced the differences that were 
found between the two groups of teachers. However, because of the voluntary participation, it 
is possible that teachers who were more confident in their own teaching practices were more 
willing to participate in the studies conducted in this dissertation. This may have had an impact 
on the general level of the teaching practices that we found in different studies included in this 
dissertation.
 Furthermore, it is difficult to isolate teachers’ teaching quality from the context in which they 
work. There are multiple factors that influence the quality of teaching, such as students’ abilities, 
group composition, and other school factors (Harris & Sass, 2007). In line with other studies 
investigating the relation between educational background and teaching quality (Harris & Sass, 
2007), we were not able to control for all possible factors that might impact teaching practices. 
Given the designs of the studies, however, we did not expect systematic differences between 
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the two groups of teachers, but there may be other factors which play a role. For example, it 
is possible that academic teachers work at different types of schools than higher professional 
teachers (e.g., schools that value an academic degree), which may have had a positive impact on 
the teaching practices of the academic teachers.

Implications for policy and practice
Our findings have shown that both academic and higher professional teachers were able to 
demonstrate at least basic teaching behavior at the start of their career and develop behaviors that 
can be considered more complex during the first four years of their teaching career. Furthermore, 
academic and higher professional teachers were both found to be supportive of their students. 
Due to selectivity of the sample, we should be careful in generalizing our results, but our 
findings revealed that all participating teachers performed well. However, although both groups 
of teachers in this study demonstrated sufficient teaching practices, it remains questionable 
whether they will stay in the teaching profession. Retention rates of primary school teachers 
are low, as approximately 22% of the beginning primary school teachers leave the profession 
within five years (Ministry of Education, Culture & Science, n.d.). In Dutch primary education, the 
main reason for leaving the teaching profession is the high workload (Adriaens, Grinsven, Van de 
Woud, & Westerik, 2016). Since teacher shortages are increasing, it is even more important that 
teachers stay in the profession. It might be even more challenging to keep academic teachers in 
the teaching profession than higher professional teachers. Being a primary school teacher in the 
Netherlands has a low social status, as well as a relatively low income, a high workload, and few 
career opportunities. Therefore, being a primary school teacher is not always the most attractive 
option for academic teachers (Platform Samen Opleiden & Professionaliseren PO, 2019). Since 
graduates of the academic teacher training program obtain a double bachelor’s degree, both 
in higher professional education and at a research- oriented university, these teachers also have 
the possibility to pursue other career opportunities. According to Berenschot (2018), 25% of the 
academic primary school teachers already reported that they combine their work as a teacher 
with another job, for example as a remedial educationalist or an educational specialist. The 
academic teacher training program is expected to help solve the issues surrounding the quality 
and quantity of teachers by attracting students from the highest level of secondary education to 
the teaching profession and by educating students in a research-oriented environment. However, 
it is still questionable whether teachers will actually stay in the teaching profession. To gain insight 
into teachers’ retention rates, their motivation to stay in or leave the profession, and the way 
their careers develop, we would like to advise policymakers to monitor the careers of academic 
teachers.
 Our findings also revealed that academic and higher professional teachers did not differ in 
their reflections on different classroom situations and their own behavior, measured in terms 
of causal attributions, causal control, and accuracy of self-perceptions. However, results showed 
that less skilled teachers had a stronger tendency to overestimate their own practices and that 
highly skilled teachers tended to underestimate their own practices. In order to enable teachers 
to better reflect on their progress and learn from their reflections (Lew, Alwis, & Schmidt, 2009), 
we would recommend teacher training programs to help students accurately evaluate their 
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behavior. Furthermore, we also found that teachers in general have a stronger tendency to focus 
on dissatisfying aspects of a lesson. During a teacher training program, teachers learn to reflect 
on their practices, but these reflection strategies often focus on negative aspects rather than 
positive aspects (Janssen, De Hullu, & Tigelaar, 2008). In order to improve teachers’ reflections, it is 
recommended to also focus on positive aspects of their behavior, which might increase teachers’ 
self-confidence and enhance their learning processes (Janssen, De Hullu, & Tigelaar, 2008).

Recommendations for future research
Teachers participating in the studies had less than five years of teaching experience. Research 
generally shows that teachers require time to develop their teaching quality and that the largest 
changes occur during the first years of their teaching career (e.g., Brekelmans, 2010; Van de Grift, 
Van der Wal, & Torenbeek, 2011). However, these studies also revealed that after this period the 
teaching quality of teachers stabilizes. For future research it would be interesting to investigate the 
differences in teaching practices of academic and higher professional teachers with a minimum 
of five years of teaching experience. Since preliminary analyses in Chapter 2 showed that teachers’ 
prior level of secondary education may influence their teaching practices, it would be advisable 
to compare teachers with similar backgrounds in secondary education, in order to determine 
whether the teacher training program, the level of prior education, or a combination of both is 
related to their teaching practices.
 Moreover, in recent years other initiatives have been taken in the field to provide teachers 
with a more academic education. For example, higher professional education has started to offer 
additional courses and a primary teacher training program solely given by a research-oriented 
university has been introduced. To gain more insight into the factors within a teacher training 
program that may positively impact teachers’ teaching practices, it would be interesting to include 
such initiatives in investigating whether different teacher training programs show different results. 
Additionally, it would be interesting to investigate the impact of further education (e.g., following 
a master’s degree) on teaching quality.
 Previous research has shown that academic teachers can be distinguished by their systematic 
approach and use of research (Baan et al., 2019, 2020; Doolaard et al., 2018). However, in the studies 
conducted in this dissertation, academic and higher professional teachers did not differ in the 
way they interpreted and reflected on classroom situations and their own behavior. It seems that 
academic teachers mainly distinguish themselves from higher professional teachers in aspects of 
inquiry-based working. More research is needed to investigate whether more diversity in schools, 
in terms of teachers with different educational backgrounds, is desirable. For example, future 
research could examine whether more diversity is related to an improvement of educational 
quality, and if so, what the ideal team composition would be. Since our findings revealed that 
higher professional teachers also demonstrate sufficient levels of teaching quality, future research 
should also focus on the additional value of academic teachers in schools.

Concluding remarks
In this dissertation, we conducted an evaluation study to gain insight into the relation between 
the type of teacher training program on teaching practices, by comparing academic and higher 
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professional teachers. Results showed that both groups of teachers participating in the studies 
demonstrated sufficient teaching practices, but we did find a few differences between the two 
groups in the development of teaching behavior and teachers’ classification into profiles of 
teaching quality. Still, some things remain unclear. For example, were these differences caused by 
differences in the teacher training program that was followed, by the teachers’ level of secondary 
education, or by a combination of both?
 Although the studies presented in this dissertation did not reveal large differences, previous 
studies did find differences between academic and higher professional teachers, mainly in their 
use of the systematic approach and research in their work. When we combine these findings 
with the findings of this dissertation, these first explorative findings appear to suggest that the 
academic teacher training program seems to fulfill the expectations in two ways: 1) by attracting 
pre-university students to the profession who otherwise might not have chosen to enter the 
teaching profession, and 2) by educating teachers who seem to be sufficiently prepared for the 
teaching profession and who contribute to the diversity in school teams.
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