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ABSTRACT
Inclusive education demands instructional approaches that accommodate the diverse cognitive, linguistic, and socio-cultural needs of learners. In the context of English as a Foreign Language (EFL), differentiated instruction (DI) has emerged as a pivotal pedagogical framework that enables teachers to tailor content, process, product, and learning environment to meet individual students' needs. Despite growing interest, a comprehensive synthesis of how DI promotes inclusive EFL learning remains limited. This study presents a literature review of 28 peer-reviewed articles published between 2019 and 2026, drawn from major databases including Scopus, ERIC, and Google Scholar. Using thematic synthesis guided by the PRISMA framework, the review identifies four major themes: (1) theoretical foundations of DI in EFL; (2) strategies and implementation practices; (3) effects on learner outcomes, motivation, and engagement; and (4) challenges and barriers to effective DI implementation. Findings reveal that DI consistently enhances student engagement, proficiency gains, and psychological well-being when systematically applied. Meta-analytic evidence confirms large effect sizes on EFL achievement (Hedges’ g = 1.92; pooled MD = 2.92). However, persistent barriers, including time constraints, large class sizes, limited teacher training, and inadequate institutional support, impede widespread adoption. The review concludes with implications for teacher professional development, curriculum policy, and future research on context-sensitive DI frameworks for EFL settings.
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INTRODUCTION
Learner diversity is increasingly characterizing language classrooms across the globe, with students differing in linguistic proficiency, cognitive styles, cultural backgrounds, socioeconomic status, learning preferences, and special educational needs. In English as a Foreign Language (EFL) settings, particularly in developing countries like Indonesia, this diversity is especially pronounced, as learners range from those with extensive English exposure to those with minimal access outside the classroom (Riza & Mujiono, 2025; Sapkota, 2025). The traditional ‘one-size-fits-all’ instructional model has long been criticized for failing to address this variability, often resulting in disengagement, unequal learning opportunities, and poor academic outcomes for marginalized learners (Religioni et al., 2024; Tomlinson, 2014).
Inclusive education, broadly defined as creating systems and environments that enable all students to have equal access to education regardless of their diverse needs, has become a global imperative (Bank, 2025; UNESCO, 2003). In the language learning domain, inclusive EFL practice demands instructional flexibility and responsiveness, moving away from homogenized curricula toward approaches that honor individual differences. Differentiated instruction (DI), a framework pioneered by Carol Ann Tomlinson, offers a systematic response to this challenge by advocating that teachers proactively plan varied approaches to content, process, product, and learning environment based on students’ readiness, interests, and learning profiles (Fitria, 2026; Tomlinson, 2014).
While DI has attracted considerable scholarly attention in general education, its specific application to EFL classrooms, particularly in the pursuit of inclusive learning, remains underexplored in consolidated form. Several recent studies have examined isolated aspects of DI in ESL/EFL contexts, including teacher perceptions (Al-Breiki et al., 2025; Mardhatillah & Suharyadi, 2023), implementation strategies (Religioni et al., 2024), and learner outcomes (Putri et al., 2025; Riza & Mujiono, 2025). However, a comprehensive synthesis integrating the theoretical grounding, practical application, measurable outcomes, and systemic barriers of DI in the EFL context is still lacking.
This literature review addresses that gap by synthesizing current empirical and theoretical scholarship on how differentiated instruction promotes inclusive learning in EFL classrooms. Specifically, this review aims to: (1) examine theoretical frameworks underlying DI in EFL; (2) identify key strategies and classroom practices associated with DI implementation; (3) analyze documented effects of DI on EFL learner outcomes, motivation, and engagement; and (4) identify persistent barriers to effective DI implementation and suggest strategies for overcoming them. By synthesizing findings from 28 peer-reviewed sources published between 2019 and 2026, this review contributes to the evidence base informing inclusive EFL pedagogy and teacher professional development.
Theoretical Background
The theoretical underpinnings of DI draw on multiple interconnected frameworks in educational psychology and applied linguistics. At the core is Tomlinson’s model, which conceptualizes effective teaching as responsive to three student characteristics: readiness (current knowledge and skill level), interest (topics and themes that intrinsically motivate), and learning profile (preferred mode of learning, influenced by intelligence preferences, culture, and style) (IrisCenter, 2026; Tomlinson, 2014). Differentiation operates across four classroom elements: content (what students learn), process (how they engage with material), product (how they demonstrate learning), and environment (the physical and affective conditions supporting learning) (Fitria, 2026; Religioni et al., 2024).
Vygotsky’s (1978) concept of the Zone of Proximal Development (ZPD) provides another critical lens. ZPD refers to the gap between what a learner can achieve independently and what they can accomplish with appropriate scaffolding from a more knowledgeable other. DI operationalizes the ZPD by ensuring instructional tasks are calibrated to each learner’s developmental level, preventing both under-challenge and cognitive overload (Dian et al., 2019). In EFL contexts, this translates to tiered texts, scaffolded writing tasks, and differentiated speaking prompts aligned with learners’ current proficiency levels.
Howard Gardner’s (2011) Theory of Multiple Intelligences further enriches DI by acknowledging that learners possess diverse intellectual capacities, linguistic, logical-mathematical, spatial, musical, bodily-kinesthetic, interpersonal, intrapersonal, and naturalist. Incorporating MI theory into EFL instruction allows teachers to design activities that activate different intelligences, broadening participation across diverse learner profiles (Khan et al., 2024). Additionally, the Universal Design for Learning (UDL) framework (CAST, 2021) complements DI through three principles: multiple means of representation, action and expression, and engagement. Together, Tomlinson’s DI model, Vygotsky’s ZPD, Gardner’s MI theory, and UDL constitute a robust theoretical foundation for inclusive EFL practice.

METHODS 
This study employs a systematic literature review methodology to examine scholarly publications on differentiated instruction and inclusive EFL learning. The review was conducted in alignment with PRISMA (Preferred Reporting Items for Systematic Reviews and Meta-Analyses) guidelines to ensure methodological rigor and transparency (John & Mohamad Nasri, 2025; Sapkota, 2025).
Inclusion and Exclusion Criteria
Articles were included if they: (1) focused on DI in EFL or ESL contexts; (2) were published in peer-reviewed journals between 2019 and 2026; (3) were written in English; and (4) addressed at least one of the following: DI strategies, inclusive learning outcomes, teacher practices, or learner perceptions. Studies were excluded if they focused exclusively on non-language disciplines, predated 2019 without seminal theoretical contributions, or lacked empirical or conceptual rigor. Foundational theoretical works (Gardner, 2011; L.S Vygotsky, 1978; Tomlinson, 2014) were retained regardless of publication date due to their theoretical significance.
Research Procedures
A systematic search was conducted across four major academic databases: Scopus, ERIC, Google Scholar, and specialized EFL journals. Search strings included combinations of the keywords: “differentiated instruction,” “EFL,” “inclusive education,” “English language teaching,” “learner diversity,” “scaffolding,” “Universal Design for Learning,” and “language proficiency.” An initial pool of 87 articles was identified. After removing duplicates and screening titles and abstracts, 28 articles were selected for full-text review and inclusion.
Data Analysis	
Thematic synthesis was employed as the primary analytical method in three stages: (1) line-by-line coding of key findings from each study; (2) development of descriptive themes capturing patterns across studies; and (3) generation of analytical themes representing higher-order interpretations (Thomas & Harden, 2008, as cited in John & Mohamad Nasri, 2025). Four major thematic clusters emerged: theoretical foundations, implementation strategies, learner outcomes, and barriers to implementation. These themes structure the Results and Discussion section.

RESULTS AND DISCUSSION 
The thematic synthesis of 28 peer-reviewed studies yielded four interconnected themes that collectively illuminate how differentiated instruction functions as a vehicle for inclusive EFL learning. Each theme is discussed below with reference to empirical evidence and theoretical insights from the reviewed literature.
Theme 1: Theoretical Foundations of DI in EFL Contexts
A consistent finding across the reviewed literature is the centrality of Tomlinson’s four-component model content, process, product, and environment as the operational backbone of DI in EFL classrooms. Fitria (2026) argues that differentiating content means adjusting materials based on readiness while maintaining consistent learning objectives; for instance, students studying the same topic may engage with texts of varying complexity. Process differentiation involves varying engagement strategies to suit visual, auditory, and kinesthetic learners through activities such as role-play, image-based tasks, or reflective journaling. Product differentiation provides students with choices for demonstrating learning through written essays, oral presentations, or digital content creation, thereby validating diverse expressions of competence. Environmental differentiation modifies the physical and affective aspects of the classroom setting through flexible seating and inclusive practices that reduce anxiety and promote a sense of belonging (Fitria, 2026; Tomlinson, 2014).
The alignment of DI with Vygotsky’s ZPD is particularly well-documented in EFL scholarship. Dian et al. (2019) demonstrates that scaffolded writing tasks calibrated to learners’ ZPD significantly improve academic writing achievement and self-regulation in Indonesian EFL classrooms. Similarly, language scaffolding strategies rooted in Vygotskian theory support inclusive participation among learners with varying proficiency levels (Lei & Bakar, 2025). The ZPD-DI nexus suggests that effective differentiation is not simply about simplifying content for weaker students, but about creating ‘optimal challenge zones’ that stretch all learners progressively (IrisCenter, 2026).
Gardner’s Multiple Intelligences theory is increasingly invoked in DI frameworks to design tasks that honor cognitive diversity. Khan et al. (2024) found that integrating MI theory into EFL teaching led to greater student engagement and improved language acquisition across proficiency levels. Christison (1999, as cited in John & Mohamad Nasri, 2025) underscores that MI-informed EFL instruction transfers control from teacher to learner by offering choices in how students engage with and demonstrate knowledge. This learner agency is closely tied to UDL principles, which advocate multiple means of representation, engagement, and expression as prerequisites for truly inclusive classrooms (CAST, 2021).

Theme 2: DI Strategies and Implementation Practices in EFL
The reviewed literature identifies a rich repertoire of DI strategies deployed in EFL classrooms. Religioni et al. (2024) categorize these strategies by the four DI aspects, noting that tiered materials and adjusted texts are the most common forms of content differentiation, while flexible grouping and collaborative tasks dominate process differentiation. Diananseri and Yaslina (2024) found that EFL teachers at a junior high school in Padang Panjang differentiated through initial diagnostic assessments, then tailored instruction accordingly using iterative summative and formative evaluation.
Flexible grouping, reconstituting student groups based on current readiness rather than fixed ability, emerges as one of the most pedagogically powerful DI strategies. The IRIS Center (2026) emphasizes that flexible grouping, paired with ongoing formative assessment, allows teachers to address shifting student needs across the school year. Saputra et al. (2025) found that DI at SMPN Hindu 3 Blahbatuh led to 75% of students reporting higher motivation and engagement, with significant gains across the emotional, cognitive, and behavioral dimensions. Tiered tasks, varied assignments, and supportive classroom settings were identified as central to these gains.
Technology-integrated DI represents an emerging frontier. Muslimin and Harintama (2025) demonstrate that AI-powered tools, including Quizziz, Readtheory, and HiNative, enable Indonesian EFL teachers to personalize learning experiences, provide immediate feedback, and cater to diverse interests and proficiency levels. AI-mediated differentiation aligns with the broader trend of leveraging generative AI for inclusive EFL participation (Abduh et al., 2025), where technologies facilitate translanguaging, text-to-speech, and complexity-controlled outputs that elevate marginalized voices. Halil et al. (2024) document how technology-enhanced DI broadens pedagogical repertoires, though its effectiveness depends on teachers' digital literacy and access to infrastructure.
In the Indonesian context, DI has gained institutional traction through the Merdeka Curriculum (Kurikulum Merdeka), which mandates student-centered and differentiated approaches across all levels of schooling (Pratiwi et al., 2026; Saputra et al., 2025; Sofiana et al., 2024). Saputra et al. (2025) found that teachers in the Guru Penggerak program perceived DI as practical and effective for diverse student needs, particularly when supported by collaborative professional learning communities. The Merdeka Curriculum context emphasizes learning components, learning elements, and learning outcomes as interdependent pillars of effective differentiated practice (Samsudi et al., 2024).

Theme 3: Effects of DI on EFL Learner Outcomes
Evidence for DI’s positive effects on EFL learner outcomes is substantial and growing. Riza and Mujiono (2025) conducted a meta-analysis of seven empirical studies (2017 - 2024), reporting an overall pooled mean difference of 2.92 (95% CI: [1.64 - 4.19]), indicating significant improvements in EFL learners’ grammar, reading comprehension, and fluency compared to traditional approaches. This effect size signals not only statistical significance but practical significance for classroom practice. A complementary meta-analysis by Putri et al. (2025), synthesizing eight experimental studies (2014 - 2025), reported an even larger effect (Hedges’ g = 1.92), with primary-level learners showing greater gains than secondary-level peers, suggesting age-related responsiveness to DI.
Beyond academic achievement, DI exerts notable positive effects on motivation, engagement, and psychological well-being. Religioni et al. (2024) identify positive effects of DI on students’ academic performance, psychological well-being, classroom environment, and teacher practice across 32 reviewed articles. Students in differentiated EFL classrooms reported decreased learning anxiety, increased self-confidence, and greater intrinsic motivation (Komang Dea Pratiwi et al., 2026). These affective outcomes are particularly significant for inclusive education, where reducing stigma and fostering belonging are as critical as academic gains (Bank, 2025; UNESCO, 2003).
Special attention has been paid to DI’s effects on learners with special educational needs (SEN) in EFL contexts. Sandra and Kurniawati (2021) investigated DI for students with Autism Spectrum Disorder (ASD) in inclusive EFL classrooms in Yogyakarta, finding that differentiated assessments and extra assistance enabled ASD students to complete all in-class assignments and follow language instructions effectively. Lu et al. (2022) surveyed 328 teachers and found that DI-informed practices, including modified assignments, visual supports, and collaborative grouping, significantly improved inclusion outcomes for learners with diverse disabilities. These findings align with the World Bank’s (2025) observation that children with disabilities are 2.5 times more likely to never attend school, underscoring the urgent equity imperative of inclusive EFL pedagogy.
The effects of DI also extend to teacher practice. John and Nasri (2025) found that when teachers effectively implemented DI, it broadened their pedagogical repertoires and deepened professional reflectivity. Saputra et al. (2025) similarly report that teachers who implemented DI in the Merdeka Curriculum context developed stronger student-teacher relationships and more nuanced understandings of learner diversity. This reciprocal benefit, in which DI improves both student outcomes and teacher professionalism, suggests that DI functions as much as a holistic professional development tool as a pedagogical strategy.

Theme 4: Challenges and Barriers to DI Implementation in EFL
Despite compelling evidence for DI’s effectiveness, the reviewed literature consistently identifies systemic and contextual barriers that impede its widespread adoption. These barriers can be organized into four interrelated categories: teacher capacity, time and resource constraints, institutional and policy barriers, and student-related challenges.
Teacher capacity and professional readiness emerge as the most frequently cited barrier. John and Nasri (2025) found that although teachers generally acknowledge DI’s importance, its implementation in classrooms remains limited due to insufficient training and conceptual misunderstandings. Many EFL teachers equate DI with individualized instruction for every student rather than group-responsive differentiation, a misconception that renders implementation logistically overwhelming (Mardhatillah & Suharyadi, 2023). Pre-service teachers show lower DI capability than in-service teachers, highlighting the need to foreground DI in teacher education programs (Farah Maulida Afanin & Arik Susanti, 2025; Musyarrofah et al., 2024).
Time constraints and resource limitations constitute the second major category of barriers. Saputra et al. (2025) and Al Breiki et al. (2025) consistently report that preparing tiered materials, designing varied assessments, and managing differentiated tasks require substantially more planning time than conventional instruction. In Indonesian EFL classrooms, Anggraeni and Yusviranty (2024) found that large class sizes, limited planning time, and restricted access to leveled reading materials were the primary obstacles. These findings are echoed in Nepali EFL classrooms (Bhandari et al., 2025), suggesting that resource and time barriers represent a global pattern in EFL education.
Institutional and policy barriers represent a third, often underacknowledged dimension. Smale-Jacobse et al. (as cited in John & Mohamad Nasri, 2025) argue that sustainable DI depends on structural factors, including adequate time for lesson planning, equitable access to resources, and flexible assessment systems. Without institutional commitment, teacher-driven DI innovation remains fragile and unsustainable. In Indonesia, while the Merdeka Curriculum mandates DI, translation from policy to practice is uneven (Pratiwi et al., 2026; Sofiana et al., 2024). Teachers in the Riau Islands reported positive perceptions of DI but acknowledged that limited time, resources, and class sizes prevent consistent implementation (Pratiwi et al., 2026).
Student-related challenges form the fourth barrier category. Saputra et al. (2025) found that inconsistencies in DI application and insufficient communication of its purpose created student confusion and perceptions of unfairness. Managing high heterogeneity in student readiness levels, a common feature of EFL classrooms in public schools, further complicates differentiation, as teachers must simultaneously address beginner, intermediate, and advanced learners within a single class (Farah Maulida Afanin & Arik Susanti, 2025; Samsudi et al., 2024). These findings suggest that student buy-in and transparent classroom communication are essential prerequisites for DI effectiveness.

CONCLUSION 
This literature review synthesizes 28 peer-reviewed studies to examine how differentiated instruction promotes inclusive learning in EFL classrooms. The evidence strongly supports DI as an effective and equity-oriented pedagogical framework: when systematically applied, DI enhances language proficiency, reading comprehension, student motivation, and psychological well-being, while simultaneously broadening teacher pedagogical capacity. The theoretical foundations of DI Tomlinson’s four-component model, Vygotsky’s ZPD, Gardner’s Multiple Intelligences, and CAST’s UDL framework provide a coherent and mutually reinforcing basis for inclusive EFL practice. Meta-analytic evidence confirms large effect sizes on EFL achievement (Hedges’ g = 1.92; pooled MD = 2.92), particularly for reading and writing skills and primary-level learners.
Nevertheless, the persistence of barriers, inadequate teacher training, time constraints, large class sizes, limited institutional support, and student confusion underscores that DI’s potential cannot be realized through individual teacher initiative alone. Sustainable inclusive EFL education requires systemic investment: pre-service and in-service teacher professional development programs that provide practical DI skills and mentoring; curriculum policies that allocate planning time and provide access to leveled, culturally responsive materials; and institutional cultures that value learner diversity as an asset rather than a management challenge.
Several directions for future research emerge from this review. First, longitudinal studies examining the sustained effects of DI on EFL proficiency and learner identity are needed. Second, experimental and quasi-experimental designs with rigorous randomization would strengthen causal inferences. Third, context-sensitive DI frameworks tailored to specific national curricula, particularly Indonesia’s Merdeka Curriculum, warrant development and empirical validation. Finally, the intersection of technology-enhanced DI and inclusive EFL education represents a fertile frontier, particularly as AI-powered personalized learning tools become increasingly accessible in resource-constrained settings.



AUTHOR BIOGRAPHY 
Sabilla Amelia Putri is an undergraduate student in the English Education Department at Universitas Islam Kadiri, Indonesia. Her academic interests include English language teaching, differentiated instruction, inclusive education, and EFL classroom practices. She is currently researching the implementation of differentiated instruction to support diverse learner needs in secondary school EFL classrooms. Through her studies and research, she aims to contribute to the development of more inclusive and effective English-language learning environments.

REFERENCES 
Abduh, A., Rosmaladewi, R., Arham, M., & Asnur, M. N. A. (2025). Empowering EFL Learners Through Generative AI: A Qualitative Exploration of Inclusive and Autonomous Learning in Multicultural Contexts. International Journal of Language Education, 9(1), 168–179. https://doi.org/10.26858/ijole.v1i1.74760
Al-Breiki, S. M., Al-Mekhlafi, A. M., & Smaoui, C. (2025). EFL Teachers‘Beliefs on and Practices of Differentiated Instruction in Oman. World Journal of English Language, 15(4), 128–143. https://doi.org/10.5430/wjel.v15n4p128
Anggraeni. (2024). The Challenges of Implementation of Differentiated Learning Strategies in English Language Teaching. Proceedings of UNNES-TEFLIN National Conference, 2005, 310–327.
Bank, W. (2025). Inclusive Education. In Encyclopedia of Clinical Neuropsychology, Second Edition. https://doi.org/10.1007/978-3-319-57111-9_9149
Bhandari, B. L., Bhandari, L. P., & Baguinat, N. S. (2025). Teachers’ Practices of Differentiated Instruction in Mixed-Ability Classrooms. Journal of Languages and Language Teaching, 13(2), 912. https://doi.org/10.33394/jollt.v13i2.13573
CAST. (2021). Universal Design for Learning. https://www.cast.org/what-we-do/universal-design-for-learning/
Dian, I., Azir, A., Negeri, P., Kreatif, M., Jalan, J., Sawah, R. S., & Jagakarsa, J. (2019). a Model for Scaffolding Academic Ielts Writing Task 2: Mmpipe. Azir Indonesian EFL Journal: Journal of ELT, Linguistics, and Literature, 5(2), 2019. http://ejournal.kopertais4.or.id/mataraman/index.php/efi
Diananseri, C., & Yaslina, R. (2024). Individualizing English Learning: Implementing Differentiated Instruction. EScience Humanity Journal, 4(2), 39–47. https://doi.org/10.37296/esci.v4i2.83
Farah Maulida Afanin, & Arik Susanti. (2025). Pre-Service English Teachers’ Perceptions Towards the Implementation of Differentiated Instruction in Teaching Practicum : Challenges and Strategies. International Journal of Multilingual Education and Applied Linguistics, 2(3), 01–09. https://doi.org/10.61132/ijmeal.v2i3.373
Fitria, T. N. (2026). Differentiated Instruction: Integrating Content, Process, Product, and Learning Environment for Diverse Learners in English Language Teaching (ELT). LingPoet: Journal of Linguistics and Literary Research, 7(1), 94–109. https://talenta.usu.ac.id/lingpoet/article/view/22644
Gardner, H. (2011). Frames of mind: the theory of multiple intelligences. In Frames of Mind (Issue ISBN: 0465024335). https://permalink.obvsg.at/AC13393826
Halil, N. I., Yawan, H., Hasanah, A. N., Syam, H., Andas, N. H., & Marhamah. (2024). A New Program to Foster Inclusion: Unraveling Language Teachers’ Pedagogical Practices to Differentiated Instruction. International Journal of Language Education, 8(2), 370–383. https://doi.org/10.26858/ijole.v8i2.64997
IrisCenter. (2026). How do teachers differentiate instruction? (N.D.). https://iris.peabody.vanderbilt.edu/module/di/cresource/q2/p08/
John, L. A., & Mohamad Nasri, N. (2025). A Systematic Literature Review on the Implementation of Differentiated Approaches in Language Teaching. International Journal of Academic Research in Progressive Education and Development, 14(3). https://doi.org/10.6007/ijarped/v14-i3/26329
Khan, A. S., Alnmer, S., & Khan, S. A. (2024). Maximizing Learning Potential: Integrating Multiple Intelligences Theory In EFL Teaching And Learning. Educational Administration: Theory and Practice, 30(2), 852–858. https://kuey.net/index.php/kuey/article/view/2509
Komang Dea Pratiwi, Putu Adi Krisna Juniartha, & Ni Luh Putu Era Adnyayanti. (2026). The Implementation of Differentiated Instruction in EFL Learning and Students’ Perceptions. Jurnal Pendidikan Dan Sastra Inggris, 6(1), 477–486. https://doi.org/10.55606/jupensi.v6i1.7104
L.S Vygotsky. (1978). Mind in Society. In Mind in Society (Vol. 1). http://books.google.dk/books?id=JKZztxqdIpgC&printsec=frontcover&dq=the+dialogic+imagination:+four+essays&source=bl&ots=GFwdzuoVLp&sig=YCAadsMJ4mZSzxqdKKsxgcIWaYg&hl=da&ei=x3m8S6imBsGmOLjMlJII&sa=X&oi=book_result&ct=result&resnum=1&ved=0CAkQ6AEwAA#v=onepa
Lei, W., & Bakar, K. A. (2025). Language Scaffolding Strategies Based on Vygotsky’s Zone of Proximal Development in Early Reading Education: A Cross-Cultural Comparison. Forum for Linguistic Studies, 7(6), 967–984. https://doi.org/10.30564/fls.v7i6.9624
Lu, J., Jiang, H., & Huang, Y. (2022). Inclusive EFL Teaching for Young Students with Special Needs: A Case in China. Children, 9(5). https://doi.org/10.3390/children9050749
Mardhatillah, M., & Suharyadi, S. (2023). Differentiated Instruction: Challenges and Opportunities in EFL Classroom. Journal of English Language Teaching and Linguistics, 8(1), 69. https://doi.org/10.21462/jeltl.v8i1.1022
Muslimin, A. I., & Harintama, F. (2025). Implementing Differentiated Instruction with AI in Indonesian EFL Education Context. ELITE Journal, 7(2), 183–200. https://doi.org/https://doi.org/10.30644/elite.v7i2.183-200
Musyarrofah, H., Kurniawati, A. A., Asad, A. S. Al, & Fadlillah, A. (2024). Differentiated Instruction in ELT: Indonesian Pre-Service and In-Service Teachers’ Capabilities, Strategies, and Barriers. JEELS (Journal of English Education and Linguistics Studies), 11(2), 897–926. https://doi.org/10.30762/jeels.v11i2.2847
Pratiwi, T. L., Balqis, N., & Prasodjo, P. (2026). Riau Islands EFL Teachers’ View on Differentiated Instructions in Merdeka Curriculum. PANYONARA: Journal of English Education, 8(1). https://doi.org/10.19105/panyonara.v8i1.19269
Putri, S. A., Mujiono, M., & Sulistyo, T. (2025). THE EFFECT OF DIFFERENTIATED LEARNING ON EFL ACHIEVEMENT: A META-ANALYSIS. Premise: Journal of English Education, 14(3), 685. https://doi.org/10.24127/pj.v14i3.12703
Religioni, A., Meilinda, C., Alawiyah, A., & Farrel, L. M. (2024). Differentiated Instructions in ESL and EFL Classrooms: A Systematic Literature Review. STAIRS: English Language Education Journal, 5(2), 123–132. https://doi.org/10.21009/stairs.5.2.5
Riza, & Mujiono. (2025). A Meta-analysis of the effects of differentiated instruction on English language proficiency. JEES (Journal of English Educators Society), 10(2), 85–94. https://doi.org/10.21070/jees.v10i2.1929
Samsudi, Supraptono, E., Utanto, Y., Rohman, S., & Djafar, T. (2024). Unraveling the Merdeka Curriculum: Exploring Differentiated Instruction’S Impact on Student Learning. Jurnal Ilmiah Peuradeun, 12(2), 517–538. https://doi.org/10.26811/peuradeun.v12i2.1131
Sandra, L. A., & Kurniawati, L. A. (2021). Differentiated Instruction for ASD Students in an EFL Class. NOBEL: Journal of Literature and Language Teaching, 12(2), 243–259. https://doi.org/10.15642/nobel.2021.12.2.243-259
Sapkota, H. P. (2025). Differentiated Instruction in EFL Classrooms: A Systematic Review. Journal of Natural Language and Linguistics, 3(1), 201–208. https://doi.org/10.54536/jnll.v3i1.5775
Saputra, A. D., Widhiyanto, Uctuvia, V., & Susanto, A. K. (2025). Unpacking Differentiated Instruction in Indonesian EFL Classrooms: Implementation Realities and Pedagogical Barriers. J-SHMIC : Journal of English for Academic, 12(2), 135–147. https://doi.org/https://doi.org/10.30644/jshmic.v1i1.23983
Sofiana, N., Andriyani, S., Shofiyuddin, M., Mubarok, H., & Candraloka, O. R. (2024). The implementation of differentiated learning in ELT: Indonesian teachers’ readiness. Forum for Linguistic Studies, 6(2). https://doi.org/10.59400/fls.v6i2.1178
Tomlinson, C. A. (2014). The Differentiated Classroom. Responding to the Needs of All Learners.
UNESCO. (2003). Overcoming exclusion through inclusive approaches in education: A challenge and a vision: Vol. null. https://unesdoc.unesco.org/ark:/48223/pf0000134785

image1.jpeg
IE°ELS

INTERNATIONAL CONFERENCE ON
ENGLISH LANGUAGE & EDUCATION




