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Abstract: This systematic review, conducted in accordance with PRISMA guidelines, synthesizes fourteen empirical literatures 
(2010–2025) through an extensive inclusion/exclusion criteria search from PubMed, Scopus, and Web of Science to analyze the dual 
role of teachers in (1) delivering evidence-based instructional practices and (2) orchestrating support systems for students with special 
educational needs (SEN) in inclusive classrooms. The study critically evaluates how social-pedagogical support encompassing teacher 
collaboration, teaching assistant partnerships, and family engagement mediates academic outcomes, psychological adaptation, and 
social integration. The findings demonstrate that teachers serve as pivotal agents of inclusion, leveraging scaffolded instruction, 
differentiated pedagogy, and assistive technologies to personalize students’ learning experiences. While such practices significantly 
improve academic performance and socio-emotional development, systemic barriers (eg, insufficient professional training, resource 
limitations, and high student-teacher ratios) constrain optimal implementation. The review advances the field by proposing 
a conceptual framework that links teacher practices, support mechanisms, and SEN student success while highlighting urgent policy 
gaps in educator preparedness and resource allocation. 
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Introduction
Inclusive education has become a global priority, reinforced by international frameworks such as the Salamanca 
Statement1 and Sustainable Development Goal 4, which call for equitable learning opportunities for children with 
special educational needs (SEN).2 SEN encompasses a wide range of physical, cognitive, emotional, and mental health 
challenges that require additional support for successful learning.3 Evolving perspectives from medical, to social, to 
biopsychosocial models have shaped current approaches that emphasize both individual needs and contextual barriers to 
participation.4,5

Comprehensive school systems are now widely endorsed as optimal settings for inclusion, yet practices differ significantly 
across contexts due to varying socio-political and institutional frameworks.6 Definitions of SEN continue to broaden to include 
behavioural difficulties and intersectional factors such as socio-economic disadvantage or migration background.7,8 Despite 
policy advancements, teachers frequently encounter limited training, resource constraints, and inadequate socio-emotional 
support structures that hinder effective inclusion.9 Research increasingly emphasizes that meaningful inclusion requires both 
differentiated instruction and strong social support that fosters belonging, peer interaction, and emotional resilience.10 Existing 
reviews have tended to focus narrowly on examining teacher attitudes, single impairment categories, or specialized settings, 
resulting in fragmented insights and limited generalizability.11,12 To address this gap, the present systematic review synthesizes 
evidence on how pedagogical and social supports operate together in mainstream schools to enhance academic, social, and 
emotional outcomes for children with diverse SEN profiles. By examining practices relevant to learning disabilities, physical 
impairments, and mental health needs, this review provides a more holistic and actionable understanding of inclusion.
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This synthesis responds to growing international demand for updated, evidence-based guidance to strengthen teacher 
preparation and school-wide support systems. The findings aim to inform future educational policy, promote responsive 
instructional strategies, and support the advancement of inclusive environments where children with SEN can mean
ingfully participate and thrive. Despite substantial global advocacy for inclusive education, the demand for an updated, 
evidence-driven synthesis has become increasingly urgent. In the past decade, mainstream schools worldwide have 
experienced a rapid rise in the number of students formally identified with special educational needs (SEN), accompanied 
by heightened expectations for teachers to manage complex learning, social, and emotional needs within general 
classrooms. However, recent international reports continue to show a persistent implementation gap: policies promote 
inclusion, but teachers often lack the pedagogical training, socio-emotional support frameworks, and institutional 
resources needed to implement them effectively. Existing reviews typically examine either instructional practices or 
social support structures in isolation, and few analyses integrate these two domains within the context of inclusive 
mainstream school systems. Therefore, this systematic review is both timely and necessary, offering a comprehensive 
synthesis that unifies pedagogical strategies, social-emotional supports, and collaborative practices. By mapping how 
these components jointly influence academic, social, and emotional outcomes for SEN learners, this review provides 
a clearer evidence base for improving teacher preparation, strengthening school-wide support systems, and informing 
future policy development to achieve genuinely inclusive learning environments.

Literature Review
Children with SEN
A growing body of research supports the academic and social benefits of integrating students with special educational 
needs (SEN) into mainstream classrooms. Inclusive education is now widely recognized both as a human rights priority 
and a pedagogically practical approach that ensures equitable access to quality learning.2,3,13 Studies consistently show 
that students with SEN achieve comparable or improved academic outcomes in inclusive settings, where diverse peer 
interaction and differentiated instruction foster engagement and self-efficacy.14–16 Meta-analyses indicate that inclusion 
typically yields neutral or positive academic impacts, which are strengthened by responsive instructional practices and 
structured support mechanisms.17–19 Moreover, teachers’ self-efficacy has been linked to enhanced academic self- 
concept, emotional well-being, and social inclusion for SEN learners.20

Inclusive classrooms also provide crucial social benefits, improving communication skills, peer relationships, and 
students’ sense of belonging.21,22 Such environments contribute to stronger mental health and long-term resilience, benefiting 
both SEN and non-SEN students.23,24 Achieving high-quality inclusion requires shifts in pedagogy and sustained investment 
in teacher preparation, professional development, and classroom resources.25,26 As global commitments to equity strengthen, 
inclusive practice is increasingly viewed as a hallmark of educational quality and social justice.

Teachers’ Instructional Responses to SENs
Teachers play a foundational role in realizing inclusive education for students with special educational needs (SEN), 
supporting their academic, social, behavioural, and emotional development.27,28 Effective inclusion depends on general 
education teachers’ capacity to differentiate instruction, foster positive classroom climates, and implement targeted 
interventions.29,30 High-quality inclusive instruction balances academic rigour and socio-emotional responsiveness 
through scaffolding, flexible grouping, peer interaction, and the establishment of clear expectations and emotional 
support.19,31,32 Tailored instruction is essential for preventing marginalization and enhancing engagement among students 
with intellectual disabilities,30 while positive relationships and trust further strengthen inclusive pedagogies.33

Despite well-established best practices, teachers frequently report insufficient preparation to address diverse 
learning needs, particularly in addressing behavioural and individualized support challenges.34,35 Although some 
countries have expanded SEN components in teacher education,36,37 limited practical training often hinders classroom 
application.38 Additionally, lower expectations for students with SEN may restrict their access to higher-order 
learning.39,40 While special education settings offer individualized attention, they may also reduce peer interaction 
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and reinforce diagnostic labels,41,42 underscoring the need for approaches that combine personalized support with 
social and academic inclusion.

Facilitating social participation remains a challenge, as students with SEN often experience reduced peer interactions 
and a higher risk of exclusion.21,43,44 Special educators commonly use structured peer-support programs,45,46 whereas 
general teachers struggle to integrate such strategies within regular instruction.47,48 Instructional variation across 
countries further demonstrates the need for stronger professional and structural support to enable diverse, inquiry- 
based learning opportunities within inclusive classrooms.36,49,50

Social and Pedagogical Support for Students with SEN
Social and pedagogical support represents an integrated framework of instructional and interpersonal strategies tailored 
to meet the academic, emotional, and social needs of students with special educational needs (SEN) in inclusive 
educational settings. This dual approach bridges pedagogical assistance, such as differentiated instruction and curricular 
adaptation, with social interventions aimed at enhancing emotional well-being, behavioural regulation, and peer 
engagement.19,41 By encompassing both academic and developmental domains, social-pedagogical support promotes 
the holistic growth of SEN students and enables their meaningful participation within learning communities.13,51

These supports are exceptionally vital for cultivating equitable learning environments where all learners, regardless of 
ability, can thrive. Avramidis52 emphasizes that structured pedagogical strategies, when combined with emotional 
scaffolding, significantly increase both academic performance and social interaction among SEN students. This is 
particularly crucial during the formative years when foundational social-emotional skills are still developing.53 Despite 
academic strengths, many children with complex developmental conditions, including autism spectrum disorder and 
intellectual disabilities, continue to face profound difficulties in peer relationships, which often inhibit their broader 
integration into inclusive classrooms.54

International evidence supports the effectiveness of whole-school, preventive support models such as the Promoting 
Alternative Thinking Strategies (PATHS) program, which has demonstrated improvements in students’ emotional 
competence and reductions in disruptive behaviour.55–57 These efforts align with the multi-tiered systems of support 
(MTSS) framework, increasingly adopted in inclusive education policy to address varying levels of student need.58,59

Social-pedagogical support also reflects the rights-based educational vision outlined by the United Nations,2 which 
emphasizes the need for accessible, equitable, and inclusive learning environments for all individuals. Nevertheless, the 
systematic application of social pedagogy remains underdeveloped in many national education systems, particularly 
within mainstream schooling contexts.60 This shortfall is compounded by gaps in teacher training and limited institu
tional capacity to implement inclusive pedagogical practices.38,61 Moreover, students with SEN often face barriers related 
to underdeveloped communication skills, emotional self-regulation, and moral reasoning, which are the critical compe
tencies for social participation. These challenges reflect a broader tension between biological development and social 
adaptation, particularly when school systems lack coherent links between therapeutic, academic, and family support.54,62– 

64 Without targeted interventions that foster empathy, self-awareness, and normative social behaviours, many SEN 
students remain at risk of marginalization. The study’s evidence shows that teachers’ attitudes and perceived behavioural 
control are the strongest predictors of their intention to include students with SEBD. This supports the present findings 
that teachers’ confidence and beliefs significantly shape their instructional decisions in inclusive classrooms.65 The 
importance of relational and emotional support is echoed by Pastore and Luder,66 who established that high-quality 
teacher–student emotional relationships are central to social–emotional inclusion. This complements our findings that 
teachers’ emotional responsiveness strongly influences SEN students’ classroom engagement.

Accordingly, this systematic review will investigate the current landscape of social and pedagogical support for 
students with SEN in comprehensive, inclusive schools. It aims to critically examine instructional adaptations, doc
umentation tools, collaborative strategies, and technological interventions while also highlighting persistent implementa
tion challenges and future directions for research and policy.
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Research Questions
What are the roles of teachers in instructional practices and support mechanisms for children with SEN in inclusive 
classrooms?

How does social and pedagogical support influence the academic and social development of children with SEN?

Method
This systematic review adhered to the PRISMA 2020 guidelines to ensure methodological transparency and rigour. It 
examined how teachers’ instructional practices and social-pedagogical support influence the academic and social 
development of students with special educational needs (SEN) in inclusive classrooms. Key indicators were identified 
to assess academic, emotional, and social outcomes. Academically, cognitive engagement, individualized instruction, and 
the use of interactive technologies are linked to enhanced learning. Social development was supported through peer 
interaction, inclusive group tasks, and a positive classroom environment. Emotionally, the presence of psychological 
safety, consistent reinforcement, and collaborative support from teachers, parents, and peers contributed to improved self- 
esteem and resilience. Together, these factors emphasize the importance of integrated pedagogical and emotional support 
in fostering the holistic development of SEN students within inclusive educational environments.

Eligibility Criteria
The present review focused on research that investigates the influence of teachers’ instructional practices and the provision of 
social-pedagogical support on the academic and social outcomes of students with special educational needs (SEN) in inclusive 
classroom settings. Studies were included based on the following criteria: (i) published between 2010 and 2025 to ensure the 
review reflects current developments and pedagogical innovations in inclusive education, particularly the evolving role of 
teachers in supporting SEN students; (ii) empirical research or case studies offering practical and evidence-based insights; 
(iii) written in English; (iv) published in peer-reviewed academic journals; (v) centred on students with SEN; and 
(vi) employed either quantitative (cross-sectional or longitudinal), qualitative, or experimental methodologies. Exclusion 
criteria comprised: (i) mixed-methods studies, as their integration of qualitative and quantitative data could compromise 
methodological consistency and complicate synthesis procedures, such as meta-analysis or thematic analysis, thereby 
affecting the review’s analytical clarity and feasibility; (ii) theses and dissertations; and (iii) studies not appearing in peer- 
reviewed journals. This rigorous selection process enhances the validity, reliability, and focus of the systematic review, 
ensuring a coherent synthesis of evidence regarding teacher-mediated instructional and support mechanisms in inclusive 
educational contexts.

Data Source and Search
The central objective of this systematic review was to investigate the multifaceted roles of teachers in delivering 
instructional practices and establishing support mechanisms for students with special educational needs (SEN) within 
inclusive classroom environments. Additionally, the review sought to evaluate the influence of social and pedagogical 
support on the academic achievement and social integration of SEN learners. To ensure methodological rigour and 
transparency, this review adhered to the PRISMA (Preferred Reporting Items for Systematic Reviews and Meta- 
Analyses) guidelines.67,68 The PRISMA framework guided the systematic identification, screening, and selection of 
literature through three critical stages: locating relevant research, assessing content quality, and determining eligibility 
based on predefined inclusion criteria.69

A thorough search of major academic databases, including PubMed, Web of Science (WoS), Scopus, and ProQuest, 
was conducted to retrieve peer-reviewed studies published between January 2014 and November 2024. The search 
strategy was designed around key concepts derived from the research objectives, using combinations of terms such as 
(“teacher roles in instructional practices” OR “support systems for SEN students”) AND (“social inclusion” OR 
“pedagogical strategies”) AND (“inclusive education models” OR “mainstream classroom integration”) AND (“academic 
achievement” OR “social engagement”). Only studies available in full-text and published in English were considered.
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Following the database search, titles and abstracts were screened for relevance. Studies that met the inclusion criteria 
underwent a detailed full-text review. The study selection process was systematically documented using the PRISMA 
flow diagram (Figure 1), consistent with the procedures outlined by Page et al.68 To ensure the credibility of the findings, 
particular attention was paid to assessing potential biases arising from sampling techniques, measurement tools, and the 
study design.

By focusing on high-quality, peer-reviewed literature, this review aimed to provide robust insights into how teacher- 
led instructional and social-pedagogical strategies contribute to improved educational and social outcomes for students 
with SEN in inclusive settings. The synthesised findings aim to inform future educational policies, teacher training 
programs, and inclusive classroom practices that prioritise equity, accessibility, and learner well-being.

Quality Appraisal of Included Studies
To ensure methodological rigour and consistency, the quality of the included studies was assessed using a combination of 
well-established appraisal tools tailored to different research designs. For the predominantly quantitative studies, the 
Effective Public Health Practice Project (EPHPP) Quality Assessment Tool for Quantitative Studies was employed, as it 
provides a comprehensive framework for evaluating study design, data collection methods, and risk of bias;70 (see Table 1). 

Figure 1 The PRISMA flow chart examination process for selected studies.68
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This tool was chosen to ensure that all quantitative studies met the inclusion criteria and demonstrated acceptable 
methodological quality. For qualitative research, the appraisal criteria developed by Wallace et al71 were used to evaluate 
essential aspects, including ethical integrity, data credibility, and analytical transparency (see Table 2). These criteria 
enabled a systematic, standardized evaluation of trustworthiness, relevance, and depth of qualitative findings. In studies that 
included experimental designs, the APTA Critical Appraisal Tool for Experimental Intervention Studies was used to assess 
internal validity, intervention fidelity, and outcome measurement;72 (see Table 3). This tool is specifically designed to 
evaluate controlled trials in educational and health-related contexts.

Table 1 Quality Appraisal of Quantitative Study (n=4)

Citation EPHPP Criteria for Quantitative Studies

Selection 
Bias

Study 
Design

Confounders Blinding Data 
Collection

Withdrawals 
and Dropouts

Overall Rating

1. [31] Moderate Strong Weak Moderate Strong Moderate Strong
2. [24] Moderate Strong Moderate Weak Strong Moderate Moderate

3. [30] Strong Moderate Strong Weak Strong Moderate Strong

4. [73] Moderate Strong Weak Moderate Strong Moderate Strong
5. [65] Moderate Moderate Weak Weak Strong Moderate Moderate

6. [44] Moderate Strong Moderate Weak Strong Moderate Strong

7. [37] Moderate Strong Weak Weak Strong Moderate Moderate
8. [66] Moderate Strong Moderate Weak Strong Moderate Moderate-Strong

9. [20] Strong Strong Moderate Weak Strong Moderate Strong

Note: EPHPP criteria for quantitative studies70.

Table 2 Quality Appraisal for Qualitative Studies (n=3)

Citation Wallace Criteria Total# Yes  
Rating

Overall  
Rating

1 2 2b 3 4 5 6 7 8 9 10 11 12

1. [74] Y Y Y Y Y P Y Y Y Y Y NA CT 10 Moderate

2. [23] Y Y Y Y Y P Y Y Y Y Y NA CT 10 Strong

3. [75] Y Y Y Y Y P Y Y Y Y Y NA Y 11 Strong

Notes: Overall quality rating: strong (11–12 rating Y); moderate (6–10 rating Y); weak (1–5 rating Y) Legend for Table 2: Wallace criteria 
(Wallace et al, 2004) Is the research question clear? Is the theoretical or ideological perspective of the author (or founder) explicit? 2b. Has 
this influenced the study design, methods, or research findings? Is the study design appropriate to answer the question? Is the context or 
setting adequately described? Is the sample adequate to explore the range of subjects and settings, and has it been drawn from an 
appropriate population? Was the data collection adequately described? Was data collection rigorously conducted to ensure confidence in 
the findings? Was there evidence that the data analysis was rigorously conducted to ensure confidence in the findings? Do the data 
substantiate the findings? Has consideration been given to any limitations of the methods or data that may have affected the results? Do any 
claims to generalizability follow logically and theoretically from the data? Have ethical issues been addressed, and has confidentiality been 
respected? The scoring system used in this review was adapted from the one above. 
Abbreviations: Y, yes; P, partial; N, no; CT, cannot tell; NA, not applicable.

Table 3 APTA Critical Appraisal Tool for Experimental Intervention Studies (n=2)72

Citation Wallace Criteria Total# Yes 
Rating

Overall 
Rating

1 2 3 4 5 6 7 8 9 10 11 12

1. [76] Y Y Y Y P Y Y Y Y Y NA CT 10 Strong

2. [54] Y Y Y Y P Y Y Y Y Y NA CT 10 Strong

Notes: Are the inclusion criteria for subjects specifically described?Are the exclusion criteria for subjects specifically 
described?Do recruitment methods reasonably minimize bias in the sample?Was prior power analysis used to determine 
the minimum sample size?Were participants randomly assigned to intervention groups?Was allocation to the treatment 
group concealed?Was there a control group?Were the subjects blinded to the treatment group?Are the interventions for 
all study groups described in sufficient detail to be reproducible?Was adherence to the study protocol described?Was the 
presence or absence of adverse events described?Are conflicts of interest managed to enhance confidence that the 
results are not biased?Overall Design (Select “yes” or “no” for each question about the overall design of the study).
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To enhance the reliability and validity of the quality assessment process, two independent reviewers conducted 
a cross-verification of the quality ratings. Discrepancies were resolved through consensus discussions to ensure the 
consistency and transparency of the appraisal process. This rigorous multi-tool evaluation framework strengthened the 
integrity of the systematic review and enhanced the credibility of its findings.

Results
Following the comprehensive assessment, fourteen studies were selected for in-depth examination, encompassing diverse 
research designs, geographical locations, and methodological approaches (See supplementary Table 1). These studies provide 
valuable insights into teachers’ roles in supporting students with special educational needs (SEN) and the influence of social- 
pedagogical support on students’ academic and social outcomes. The selected studies span quantitative, qualitative, and 
experimental designs, each offering a unique perspective on inclusive education practices. Nine of the fourteen studies 
employed quantitative approaches, gathering data from primary and secondary schools. For instance, Radford et al31 

conducted a quantitative study in England, using data collected from various school settings to analyze teacher-pupil 
interactions. Similarly, Zurbriggen et al24 conducted a quantitative study in Austria, focusing on students’ attitudes toward 
the social inclusion of peers with disabilities. The survey by Klang et al30 in Sweden used a Mann–Whitney U-test to analyze 
data from 254 teachers in mainstream schools and 392 in special education settings, revealing differences in educators’ 
expectations for SEN students across classroom environments. Another quantitative study assessed teachers’ professional 
competencies in supporting SEN students, emphasizing the critical role of instructional methods and collaboration in 
enhancing educational outcomes. Studies reinforce the centrality of teachers’ attitudes, self-efficacy, and relational compe
tencies in shaping inclusive educational experiences. Across diverse contexts, strong teacher beliefs,37,65 positive relationship 
quality,66 supportive classroom climates,44 and high student-specific efficacy20 consistently emerge as pivotal mechanisms 
through which inclusive practices translate into improved academic and socio-emotional outcomes for SEN students. These 
patterns strongly validate the core themes identified in this review.

Three studies used qualitative methods to explore teachers’ instructional practices, challenges, and professional 
development needs when working with SEN students. For example, qualitative research conducted in the UK, 
Norway, and the Philippines examined various aspects of teaching, including instructional challenges, teacher percep
tions, and strategies for professional growth. These studies provided a deeper understanding of the contextual factors 
influencing teachers’ roles and the barriers they face in implementing inclusive practices. Two studies employed 
experimental designs to investigate the integration of innovative technologies and social-pedagogical support programs 
for SEN students. For instance, Turan and Atila76 explored the use of augmented reality (AR) technology as an 
intervention tool to enhance the learning experiences of students with specific learning difficulties. The findings 
demonstrated that AR technology had a positive impact on students’ engagement and comprehension. Another experi
mental study focused on implementing social-pedagogical support programs, highlighting their effectiveness in promot
ing social integration, improving academic performance, and fostering emotional well-being among SEN students.

The participant groups across the included studies ranged from small qualitative cohorts to large-scale surveys 
involving hundreds of respondents. For example, Klang et al30 surveyed 254 teachers from mainstream schools and 392 
from special education settings in Sweden, providing a holistic view of the challenges and opportunities in SEN 
education. The diverse participant profiles, which included students, teachers, and parents, contributed to 
a comprehensive understanding of the educational needs and support mechanisms required to ensure inclusive learning 
environments for SEN students.

Most importantly, this systematic review synthesized evidence from fourteen studies to explore1 the roles of teachers 
in instructional practices and support mechanisms for students with special educational needs (SEN) in inclusive 
classrooms and2 the influence of social and pedagogical support on SEN students’ academic and social development. 
The selected studies, encompassing quantitative, qualitative, and experimental designs across diverse international 
contexts, provide a rich and multifaceted understanding of inclusive education practices.

Several studies emphasized the pivotal role of teachers in shaping effective instructional strategies tailored to the diverse 
needs of SEN learners. Radford et al31 clarified the complementary roles of teachers and teaching assistants in scaffolding 
student independence, highlighting the importance of coordinated support within mainstream settings. Klang et al30 found 
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significant discrepancies in instructional approaches between mainstream and special education teachers, with expectations 
for SEN students differing across settings. Similarly, Maher et al74 examined instructional assessment practices in physical 
education, underscoring the need for differentiated methods to monitor progress. Nilsen23 explored teachers’ perceptions in 
Norway and found that, despite inclusion policies, many teachers felt unprepared and unsupported in addressing the learning 
needs of students with SEN.

Two experimental studies investigated innovative teaching interventions. Turan and Atila76 demonstrated that 
augmented reality technology enhanced engagement and comprehension among students with specific learning difficul
ties, while Zhansulu et al73 evaluated a socio-pedagogical support model that improved social skills, academic perfor
mance, and emotional development among SEN students. Social and pedagogical support was a recurring theme in 
several studies. Zurbriggen et al24 found that personalized instruction and a favorable classroom climate significantly 
predicted greater social participation among students with SEN. Bystrova et al,54 drawing on a Russian context, 
emphasised that challenges in peer interaction and emotional regulation remain significant barriers to full inclusion 
despite institutional efforts to address these issues. Likewise, Allam and Martin75 identified systemic challenges, 
including resource scarcity and teacher overload, that hinder the implementation of holistic support strategies. 
Qualitative insights from23,74,75 highlight insufficient training and a lack of ongoing professional development as 
significant barriers to effective inclusion. These findings underscore the need for systemic capacity-building to support 
educators in providing both instructional and emotional scaffolding.

Discussion
This systematic review aimed to address two central questions:1 What are the roles of teachers in instructional practices and 
support mechanisms for children with special educational needs (SEN) in inclusive classrooms? and2 How do social and 
pedagogical supports influence the academic, emotional, and social development of these learners? Synthesising evidence 
from fourteen peer-reviewed studies, the review demonstrates that teachers play pivotal roles not only in delivering 
differentiated instruction but also in fostering inclusive environments through pedagogical innovation, collaboration, emo
tional support, and the use of adaptive technology. The findings underscore the need for a holistic and responsive pedagogical 
framework that supports both academic and social development in inclusive educational settings.

Roles of Teachers in Supporting Children with SEN in Inclusive Education
Instructional Differentiation and Scaffolding for Learning
The synthesis of the reviewed studies demonstrates that teachers’ central instructional responsibility in inclusive class
rooms is to differentiate learning experiences and scaffold tasks so that students with special educational needs (SEN) 
can access the curriculum equitably. Across diverse learning contexts, teachers adapt instructional materials, modify task 
complexity, and employ varied pedagogical tools to align instruction with individual learning profiles and developmental 
readiness. This emphasis on scaffolding as a structured yet flexible support system is consistently reflected in studies 
showing that breaking tasks into manageable components, offering guided practice, and gradually releasing responsibility 
strengthen SEN learners’ independence and academic engagement.30,31,76

Findings also indicate that the effectiveness of instructional differentiation depends heavily on teachers’ beliefs and 
confidence, as well as the classroom’s socio-emotional climate. Teachers with higher levels of self-efficacy and positive 
attitudes toward inclusion are more likely to personalize instruction, use adaptive strategies, and provide responsive 
scaffolds that meet individual learner needs.20,37 Conversely, limited training, insufficient resources, and institutional 
constraints often hinder teachers’ ability to consistently differentiate instruction, resulting in disparities in instructional 
quality and learner outcomes.23,75 These tensions underscore that differentiation, while pedagogically essential, is not 
uniformly practiced across inclusive settings.

Comparison with existing socio-pedagogical and instructional literature supports and extends these interpretations. 
There is strong consensus that scaffolding is foundational to inclusive pedagogy, enabling structured cognitive, emo
tional, and social support within everyday learning activities.77,78 Studies focusing on instructional arrangements 
similarly confirm that tailored grouping, curriculum adjustment, and personalized instruction are robust predictors of 
both social participation and academic success among students with SEN.79 These conclusions align closely with the 
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findings reviewed, which show that personalised instruction contributes not only to academic access but also to greater 
social integration and classroom connectedness.24

The current synthesis further highlights an emerging dimension of differentiation through technology-enhanced 
scaffolding. Digital tools, such as augmented reality, provide compensatory learning supports that strengthen students’ 
conceptual understanding and engagement—an aspect less prominent in earlier socio-pedagogical literature.80,81 This 
suggests a shift in the field toward multimodal and technology-mediated differentiation that expands teachers’ capacity to 
address diverse learning needs.76 At the same time, curriculum adaptation remains critical, reflecting broader research 
emphasizing the necessity of structural and pedagogical flexibility in inclusive education.32

A notable divergence arises when considering the systemic conditions enabling differentiation. While broader 
literature stresses the importance of institutional supports such as professional development, collaborative planning, 
and leadership involvement,82,83 several reviewed studies indicate that these supports are inconsistently available. 
Teachers frequently report insufficient time, inadequate resources, and a lack of specialist assistance, which undermine 
their ability to implement sustained, high-quality differentiation.23,75 This mismatch highlights an implementation gap 
between the theoretical expectations of inclusive pedagogy and the practical realities teachers face.

Teachers as Social–Emotional Supporters and Relationship Builders
The synthesis of the reviewed studies demonstrates that teachers play a foundational role as social–emotional supporters 
and relationship builders for learners with special educational needs (SEN) in inclusive classrooms. Across the reviewed 
evidence, teachers cultivate positive classroom climates, provide emotional reassurance, foster a sense of belonging, and 
maintain relational stability, all of which enable SEN learners to participate socially and engage academically. Many 
studies converge on the idea that emotionally supportive teacher–student relationships are central for inclusion, with 
favorable climate, trust, empathy, and relational attunement emerging as strong predictors of students’ social participa
tion, emotional well-being, and self-concept.20,24,66 Teachers’ warmth and relational sensitivity further buffer the social 
isolation often experienced by students with disabilities, strengthening their emotional security and willingness to 
participate in learning.44,54 At the same time, teacher beliefs and attitudes significantly shape their relational engagement, 
as higher inclusive efficacy promotes more positive interactions, while negative attitudes reduce emotional availability 
and relational support.37,65

The literature synthesis also reveals that social–emotional support extends beyond teacher–student interactions to 
include teachers’ broader role in shaping inclusive peer cultures. Teachers foster social acceptance through modelling 
respectful interactions, facilitating cooperative activities, and preventing stigma, thereby enhancing the social participa
tion of SEN learners.73,74 These relational efforts become critical in contexts where SEN learners are physically present 
but socially peripheral, as teachers’ proactive encouragement and mediation help bridge the gap between access and 
meaningful participation.23,75 Evidence also suggests that teachers’ emotional labor is intensified when institutional 
constraints—such as large class sizes or insufficient support staff—limit their capacity to provide individualized 
relational attention, reinforcing the need for systemic supports to sustain emotionally responsive teaching.30,31

When compared with prior and existing socio-pedagogical literature, the reviewed findings show both alignment and 
extensions. Broadly, earlier scholarship underscores that socio-emotional support is an indispensable dimension of 
inclusive pedagogy, highlighting teachers’ roles in nurturing a sense of belonging, emotional stability, and interpersonal 
competence among learners with SEN.77,78,81 Consistent with the current synthesis, previous studies describe emotional 
attunement, relational proximity, and socio-educational guidance as central to enabling successful participation and 
mitigating exclusionary risks.80,82 The reviewed findings also parallel research showing that teacher modelling and 
relational responsiveness significantly enhance social skills and peer inclusion,84 supporting the claim that inclusion is as 
much a relational process as it is an instructional one.

However, the present review adds nuance by highlighting the psychological mechanisms through which teachers’ 
relational practices influence SEN learners’ outcomes. The evidence linking teacher self-efficacy with students’ emo
tional well-being and social self-concept broadens earlier socio-pedagogical interpretations by revealing how teachers’ 
internal dispositions shape the emotional climate they create.20 This extends the existing literature, which primarily 
focuses on external socio-pedagogical strategies rather than teachers’ psychological preparedness.85 Additionally, 
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findings from the reviewed research reveal that relational support is often constrained by systemic pressures, including 
workload, inadequate training, and limited collaborative structures a dimension less emphasized in older literature but 
increasingly noted in recent studies examining the sustainability of inclusion,83,86 which underscore that teachers’ roles 
as social–emotional supporters and relationship builders are not peripheral but central to the functioning of inclusive 
classrooms. These relational responsibilities work in tandem with instructional strategies to promote academic engage
ment, emotional resilience, and social participation among SEN learners. However, the capacity to enact these roles 
effectively remains dependent on systemic supports, professional development, and institutional cultures that recognize 
relational work as an essential component of inclusive education rather than an additional burden. This interplay between 
teacher agency and structural conditions highlights the need for policies that reinforce relational competence as a core 
dimension of teacher preparation and inclusive school development.

Collaborators, Advocates, and Inclusive Environment Managers
The synthesis revealed that teachers play a central role in building collaborative structures, advocating for learners’ needs, and 
shaping inclusive classroom climates that enable meaningful participation by students with SEN. Across the reviewed studies, 
collaboration emerged as a foundation of effective inclusion. Teachers coordinated with teaching assistants to clarify 
instructional responsibilities and ensure consistent scaffolding for SEN learners, reducing role ambiguity and enhancing 
learner independence.31 Multidisciplinary collaboration with psychologists, specialists, and social workers was also essential 
in providing socio-pedagogical support that addressed emotional, behavioral, and academic needs.54,73 Consistent findings 
further highlighted that productive teacher–family partnerships strengthened continuity of support beyond the classroom, 
enabling teachers to better advocate for individualized adaptations and care.23

The review also demonstrated that teachers serve as advocates by shaping classroom norms and pushing for equitable 
participation. Creating positive social climates was shown to increase students’ sense of belonging and social participation, 
especially when teachers combined personalized instruction with proactive emotional support.24,66 Teachers with stronger 
self-efficacy were more likely to advocate for students’ inclusion, leading to improvements in academic self-concept, 
emotional well-being, and peer acceptance.20,37 Conversely, negative attitudes or low behavioral intention to include SEN 
learners reinforced exclusionary practices, highlighting the importance of advocacy-oriented teacher beliefs.65

Teachers also acted as managers of inclusive environments by adapting curricular and instructional arrangements to 
accommodate diverse needs. Evidence from physical education and mainstream classrooms showed that teachers 
adjusted assessment procedures, modified task demands, and created supportive peer structures to facilitate 
participation.30,74 These practices aligned with broader environmental management strategies, such as reducing peer 
stigma and promoting equitable social climates, which students identified as key determinants of perceived inclusion.44

Compared with existing scholarship, the findings align closely with the socio-pedagogical literature, which empha
sizes the need for holistic support systems in inclusive education. Prior studies similarly conclude that teacher 
collaboration with families and specialists is indispensable for addressing the multifaceted needs of SEN students.77,81 

The current review reinforces arguments that socio-pedagogical support must be continuous, coordinated, and indivi
dualized, mirroring earlier analyses of emotional and social support structures in inclusive settings.78,80 Moreover, the 
emphasis on teachers as environmental managers aligns with recent findings showing that effective inclusion depends on 
instructional arrangements that simultaneously respond to academic and social demands.79

Notably, the review also expands the literature by showing that advocacy is not only an attitudinal characteristic but an 
actionable practice embedded in day-to-day interactions, influencing learners’ emotional stability and peer relationships. This 
aligns with studies emphasizing attitudes and teacher readiness as significant determinants of inclusion, but it adds evidence 
that advocacy manifests directly in instructional personalization and climate-building.85,87 Additionally, the finding that 
inclusive climate management hinges on teachers’ self-efficacy and relationship-building extends psychological perspectives, 
suggesting that inclusion is unsustainable without strong emotional and interpersonal competencies.86,88

The current synthesis also supports emerging evidence that structured social-skills teaching and curriculum adaptation 
are critical components of managing inclusive environments, particularly when they are implemented collaboratively.32,84 

Furthermore, the challenges identified in the reviewed studies, such as inconsistent collaboration, limited specialist 
support, and ambiguous roles, align with ongoing concerns documented in longitudinal qualitative research on England’s 
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SEN system,83 which theme demonstrates that teachers’ collaborative practices, advocacy roles, and climate- 
management strategies are pivotal to effective SEN inclusion. These findings reinforce and extend existing scholarship, 
emphasizing that inclusive education is most successful when teachers operate not merely as instructional deliverers but 
as relational leaders, coordinators of support networks, and architects of socially just learning environments.

Role of Social-Pedagogical Support in Enhancing Academic, Emotional, and Social Outcomes for Children with 
SEN
The synthesis of the fourteen reviewed studies highlights the critical role of social and pedagogical supports in fostering 
the comprehensive development of children with special educational needs (SEN). Social and pedagogical support 
mechanisms are foundational to improving the academic performance, emotional well-being, and social integration of 
children with SEN. The studies reviewed present diverse yet complementary perspectives on the nature, implementation, 
and outcomes of these supports.

Cognitive Skill Development
A consistent finding across the reviewed literature is that structured scaffolding and role clarity in instructional support 
improve students’ independent learning and cognitive task mastery. Studies show that when teachers and teaching 
assistants offer intentional scaffolding modelling, guided practice, and gradual release of responsibility, children with 
SEN demonstrate better comprehension, problem-solving ability, and independence in academic tasks.31 Evidence from 
mainstream classrooms further shows that differentiated instructional practices targeting intellectual disabilities 
strengthen foundational academic skills by breaking down tasks and providing repeated structured practice.30 These 
results align with prior socio-pedagogical literature arguing that structured support systems are central to strengthening 
cognitive development, particularly when learners consistently receive guided mediation of tasks and opportunities for 
independent application.32,77,81

The integration of technology-enhanced learning tools, particularly augmented reality (AR), has also been shown to 
improve academic performance, especially for learners with specific learning difficulties. Findings demonstrate that AR 
supports conceptual understanding in science by offering visual, interactive representations that reduce cognitive load 
and enhance retention.76 Similarly, personalised instructional arrangements, including adapted content and multimodal 
teaching materials, were associated with improved academic engagement and task completion rates among SEN 
learners.24,73 These results support existing research suggesting that socio-pedagogical support is strengthened when 
instructional content is adapted to learners’ cognitive profiles, allowing them to access the curriculum through flexible, 
multimodal pathways.32,78,79 Previous literature also confirms that digital and interactive tools can compensate for 
processing deficits by enabling learners to manipulate information visually and kinesthetically.88

Findings further reveal that positive teacher beliefs, self-efficacy, and high-quality teacher–student relationships 
indirectly support academic development by enhancing students’ academic self-concept and motivation. Studies show 
that teachers’ confidence in supporting SEN learners predicts improvements in academic self-concept, which is strongly 
associated with better academic outcomes.20 Evidence from inclusive classrooms indicates that when students perceive 
a favorable climate characterised by emotional support, respect, and safety, they become more engaged in academic tasks 
and more willing to participate in cognitively demanding activities.44,66 These findings correspond with prior studies 
showing that socio-pedagogical support functions not only through instructional methods but also through emotional and 
motivational pathways, with teacher attitudes and relational quality shaping students’ cognitive engagement and 
academic persistence.85,86

Despite these benefits, the review also highlights ongoing barriers that can undermine academic outcomes, including 
negative teacher attitudes, insufficient training, and ambiguous expectations surrounding inclusion support. Several studies 
report that when teachers feel unprepared or unsupported, instructional adaptation is inconsistent, limiting cognitive gains for 
students with SEN.23,37,75 This challenge has also been reported in wider literature, which identifies teacher preparedness as 
a decisive factor in the effectiveness of socio-pedagogical support for academic development.80,82,83 Research also shows that 
students with social, emotional, and behavioural difficulties may receive fewer cognitively enriching learning opportunities 
due to teacher stress or low expectations, further exacerbating disparities in academic achievement.65 This is consistent with 
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long-standing evidence suggesting that cognitive outcomes depend not only on instructional support but also on whether 
teachers hold high expectations and frequently and consistently implement adaptive teaching.84,87

Social Skill Well-Being
The synthesis of the reviewed studies highlights that social and pedagogical support plays a pivotal role in fostering 
social skills, emotional well-being, and overall inclusion for children with special educational needs (SEN). Across the 
literature, three interrelated patterns emerge: the promotion of positive peer interactions and social participation; the 
enhancement of emotional well-being through supportive teacher–student relationships; and the creation of inclusive 
classroom climates that buffer against social isolation and marginalization.

A key finding is that teachers function as mediators of social engagement, structuring interactions and facilitating peer 
inclusion. Evidence indicates that children with SEN develop stronger social competencies when teachers actively 
scaffold social interactions and embed collaborative learning opportunities in classroom routines.24,54 These studies 
demonstrate that social participation is not an automatic by-product of inclusion but is contingent on teacher-facilitated 
processes, including group assignments, peer modeling, and guided social problem-solving. This aligns with prior 
research suggesting that socio-pedagogical interventions are most effective when teachers intentionally structure the 
social environment to cultivate empathy, cooperation, and communication skills.77,78,84

The emotional and well-being dimensions of support were consistently highlighted, with teachers’ relational behaviors 
exerting a significant influence on students’ self-esteem, confidence, and affective engagement. Studies show that when 
teachers demonstrate warmth, responsiveness, and individualized attention, children with SEN report higher levels of 
emotional security and resilience, which in turn facilitate participation in both academic and social activities.20,66 This mirrors 
findings from previous literature, which emphasize that the quality of teacher–student relationships is a critical predictor of 
psychological well-being and social inclusion, particularly in contexts where children may face stigma or low peer 
acceptance.83,85,86 Moreover, positive teacher beliefs and self-efficacy toward inclusion amplify these effects, reinforcing 
the notion that teacher attitudes are instrumental in shaping not only social outcomes but also emotional resilience.

Another prominent theme is the creation of inclusive classroom climates to support social integration and well-being. 
The reviewed studies report that children perceive greater inclusion and belonging when classrooms are structured to 
normalize diversity and actively celebrate differences.23,44 Inclusive climates reduce social isolation, encourage peer 
acceptance, and mitigate the adverse psychosocial effects of marginalization. This is consistent with broader socio- 
pedagogical research indicating that well-managed, inclusive learning environments provide both a buffer against 
emotional difficulties and a scaffold for the development of prosocial behaviors.80–82 Additionally, curriculum adapta
tions and structured social skill programs embedded within classroom practices further enhance well-being and peer 
interactions.32,87

While the benefits of social and pedagogical support are clear, several studies note barriers that limit optimal 
outcomes. Teachers’ lack of training in social-emotional strategies, unclear role definitions, and limited collaboration 
with support staff can impede the development of social competencies and emotional well-being among students with 
SEN.31,75 Similarly, negative teacher attitudes or low expectations for social engagement may inadvertently reinforce 
exclusion, despite formal inclusion policies.37,65 Previous literature corroborates these findings, emphasizing that 
adequate social and emotional support requires not only structural accommodations but also sustained teacher commit
ment, professional development, and a culture of inclusivity.79,83,88

Emotional Intelligence Well-Being
The synthesis of the reviewed studies underscores that social and pedagogical support is central to the emotional well- 
being of children with special educational needs (SEN). Across diverse educational contexts, teachers’ active engage
ment, relational practices, and inclusive pedagogical strategies emerged as key mechanisms shaping children’s emotional 
experiences and resilience. These findings reveal that emotional well-being is not a passive outcome of inclusion but is 
actively constructed through supportive teacher–student interactions, individualized scaffolding, and a nurturing class
room climate.
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A prominent theme is the influence of teacher–student relationships on emotional security and self-efficacy. Children 
with SEN consistently experienced enhanced emotional well-being when teachers demonstrated empathy, attentiveness, 
and belief in students’ potential.20,66 These relational dynamics fostered confidence, reduced anxiety, and promoted 
a sense of belonging. This aligns with previous research asserting that the quality of teacher relationships is 
a fundamental determinant of psychological and emotional outcomes, especially for students who are at risk of social 
marginalization.83,85,86 Moreover, teacher self-efficacy, when explicitly targeted toward individual students, amplified 
these benefits, highlighting the importance of personalized approaches in promoting emotional resilience.

The reviewed literature also highlights the role of inclusive classroom climates and social participation in supporting 
emotional well-being. Classrooms characterized by positive social climates, collaborative peer interactions, and struc
tured inclusion were associated with reduced feelings of isolation and increased emotional engagement.23,24,44 This 
supports the argument that emotional well-being is intertwined with social connectedness, in which supportive peer 
networks, mediated by teachers, reinforce positive affective experiences. Previous studies corroborate these findings, 
emphasizing that socio-pedagogical support that prioritizes belonging and mutual respect enhances students’ capacity to 
manage stress and navigate complex social environments.77,78,84

Furthermore, the studies indicate that structured pedagogical interventions, including scaffolding and targeted 
support, can mitigate emotional challenges associated with learning difficulties. For instance, Radford et al31 demon
strated that clear teacher and teaching assistant roles in scaffolding learning promoted independence and confidence, 
which indirectly contributed to emotional stability. Similarly, Maher et al74 observed that well-designed instructional 
practices in physical education increased children with SEN’s engagement and positive emotional experiences. These 
insights resonate with prior literature suggesting that curriculum adaptations and individualized support can buffer stress, 
enhance motivation, and improve overall emotional well-being.32,81,87

Despite these positive outcomes, barriers were evident as well. Teachers’ limited training in emotional support, 
inconsistent implementation of inclusive practices, and prevailing negative attitudes toward specific disabilities impeded 
the emotional benefits of inclusion.37,65,75 Such constraints echo earlier findings that adequate emotional support requires 
not only structural inclusion but also teacher preparedness, continuous professional development, and a school culture 
committed to emotional and social equity.80,82,88

Study Limitations and Future Studies
This study must be interpreted in consideration of several limitations that may have influenced the comprehensiveness 
and generalizability of the findings. Firstly, despite efforts to use comprehensive search strategies, some relevant 
publications might have been overlooked due to limitations in keyword selection or restricted access to specific journals. 
Additionally, the review was confined to English-language publications, potentially excluding significant research 
published in other languages and limiting the global applicability of the findings.

Another limitation is the exclusion of papers lacking sufficient methodological details, which may have restricted the 
scope of the review. Furthermore, conducting systematic reviews on students with special educational needs (SEN) 
presents inherent challenges due to the diversity of this population. Even when studies use similar terminology, variations 
in diagnostic criteria across and within countries can make it difficult to compare findings and draw consistent 
conclusions. Future research should address the limitations identified in this review to strengthen the evidence base for 
supporting students with SEN. First, researchers should consider expanding their search strategies to include non-English 
-language publications to capture a broader global perspective. Ensuring access to a broader range of journals and 
databases also mitigates potential publication bias.

Further studies should focus on establishing standardized criteria for defining and diagnosing SEN across different 
countries and educational systems. This would enhance comparability between studies and provide a more consistent 
foundation for evidence-based practices. Researchers could also explore population-specific interventions, tailoring 
support strategies to meet the diverse needs of different SEN subgroups, thereby improving the relevance and applic
ability of findings. Finally, future systematic reviews could incorporate mixed-method approaches to capture both 
quantitative and qualitative insights, offering a more comprehensive understanding of the experiences and outcomes of 
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SEN students. Collaborations between researchers from various countries can facilitate cross-cultural comparisons and 
contribute to the development of universally applicable frameworks for inclusive education.

Conclusion
This review advances current understanding of inclusive education by demonstrating that the quality of pedagogical and 
social support is not merely an instructional concern but a decisive factor shaping the long-term educational trajectories 
of children with SEN. Across diverse school contexts, the included studies collectively underscore that inclusion 
succeeds when teachers are empowered as designers of equitable learning environments supported through ongoing 
professional learning, collaborative school structures, and policy conditions that allow differentiation to flourish in 
practice. Beyond reinforcing the value of inclusive approaches, the review identifies significant gaps that future research 
and practice must address. There remains a notable inconsistency in how teachers are prepared to implement inclusive 
pedagogies, particularly in relation to emotional support and learner autonomy. Likewise, the scarcity of longitudinal and 
context-specific research limits our ability to evaluate sustained academic and socio-emotional outcomes for SEN 
students. Strengthening the evidence base will require rigorous mixed-method and intervention studies that trace how 
support strategies evolve and how students’ needs are met over time. Hence, the review affirms that inclusion is both 
a moral and professional mandate: the social and emotional well-being of SEN learners cannot be separated from their 
academic success. To move toward truly inclusive systems, stakeholders must invest in teacher competencies, ensure 
access to resources, and position collaboration among families, specialists, and school leadership as a foundational pillar 
of support. By doing so, educational systems will not only uphold the rights of children with SEN but also cultivate 
learning spaces where every student can participate fully, confidently, and meaningfully.

Implications of the Review
The findings of this systematic review provide important insights that can inform both educational practice and policy 
development, ultimately supporting children with special educational needs (SEN) in inclusive settings.

Practical Implications
To foster more effective, inclusive classrooms, ongoing professional development for teachers is essential. Educators 
require continuous training to enhance their skills in delivering adaptive, personalized instruction tailored to the diverse 
learning needs of SEN students. This training should also emphasize the importance of maintaining comprehensive and 
dynamic documentation of support strategies to ensure interventions remain relevant and responsive over time. 
Furthermore, integrating innovative technologies such as augmented reality into pedagogical practices can significantly 
improve student engagement and understanding, offering cognitive and motivational benefits. Creating nurturing and 
supportive classroom climates is equally critical, where teachers foster not only academic progress but also social inclusion 
and emotional well-being. Collaboration between general and special education teachers must be strengthened to promote 
cohesive support, shared responsibilities, and effective communication. Additionally, the active involvement of parents and 
the wider community should be encouraged to reinforce learning and development beyond the classroom environment.

Policy Implications
From a policy perspective, the findings underscore the need for comprehensive frameworks that professionalise and 
empower educators specialising in inclusive education. Policies should prioritize sustained investment in teacher training 
programs that equip educators with adaptive instructional skills and technological competencies. An adequate allocation 
of resources, including specialized materials, assistive technologies, and appropriate infrastructure, is vital to supporting 
the diverse needs of SEN students. Furthermore, education policies must advocate for the development of holistic support 
systems that integrate social-pedagogical approaches and facilitate collaboration among teachers, families, and commu
nity stakeholders. These systems should ensure that academic, social, and emotional domains are addressed in a balanced 
manner. Policymakers are encouraged to embed these evidence-based practices into inclusive education legislation and 
guidelines, fostering environments where every SEN learner can thrive academically and socially within mainstream 
education.
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