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abstrak 
this think about looks at theadequacy of the execution of the comprehensive instruction shown in 
moving forward the social-emotional competence of children with extraordinary needs in Early 
childhood Instruction education. Comprehensive instruction intercessions at the preschool 
encouragethe securing of socially enthusiastic aptitudes that area critical for the comprehensive 
advancement of children with extraordinary needs, subsequently minimizing the chance of 
marginalization prohibition in afterward stages of advancement, the consider utilized a successive 
informative plan approach with blended strategies to decide the viability og the execution of the 
comprehensive instruction demonstrate, including, a populace of 50 understudies spread over 5 
comprehensivet teach in jember Rule, blended investigation of change (Blended ANOVA) to degree 
the interaction impact between estimation time and gather, and impact measure calculation with 
cohens’s to assess the greatness of the mediation impact, the comprehensive Instruction Demonstrate 
base on multidisciplinary collaboration has beeb demonstrated successful in making strides in the 
social passionate competence of chidren with Extraordinary Needs, particularly Early Childhood 
Instruction. A organized comprehensive approach encourages the improvement of children’s social 
enthusiastic capacities through platform components and organized criticism coordinates into learning 
schedules, the quality of execution, particularly within the perspectives of proficient collaboration and 
learning adjustment, is ann imperative calculate within the adequacy of intercessions that optimize 
peer modeling and continuous platform appear more noteworthy comes about 
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INTRODUCTION  
Inclusive education in PAUD (Early Childhood Education) represents the implementation of a 
fundamental human rights paradigm and has significant implications for the education ecosystem. As 
stated by (Larasari et al., 2021), Recognition of the right to education for children with special needs 
(ABK) is not merely a manifestation of compliance with international legal instruments such as the 
Convention on the Rights of Persons with Disabilities, but rather a moral imperative that reflects a 
commitment to equality and non-discrimination.. Mendoza et al., (2024) elaborated that inclusive 
education interventions at the preschool stage facilitate the acquisition of social-emotional skills 
essential for the comprehensive development of children with special needs, thereby minimizing the 
risk of marginalization and social exclusion at later stages of development. This phenomenon is 
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confirmed by studies conducted (Siller et al., 2021), which identified a positive correlation between ABK 
participation in inclusive PAUD programs and significant improvements in emotional regulation 
parameters, social interaction initiation, and resilience. 
The implementation of inclusive education in PAUD is constituted as a determinant factor in the 
formation of a holistic-integrative foundation for child development. The results of a comprehensive 
meta-analysis published by(Ackah-Jnr & Udah, 2021) shows that an inclusive learning environment at 
an early age stage contributes significantly to the optimization of cognitive, affective, and psychomotor 
potential of ABK. This finding corresponds to the theoretical proposition (Muttaqien, 2023) which 
articulates that exposure to diversity in an inclusive context during the golden age period stimulates 
neuroplasticity that supports the functional adaptability of ABK. Furthermore, (Dharma, 2022) identified 
that the social ecology model in inclusive education in PAUD facilitates the reconstruction of social 
perceptions of disability, thereby contributing to a paradigmatic transformation that reduces 
stigmatization and structural discrimination against children with special needs in the long term.. 
Based on the investigation conducted by (Badriah Rahmawati, 2020), The fundamental challenge in the 
form of limitations in the pedagogical competence of educators in accommodating the diversity of 
learning needs is still a significant obstacle. This correlates with the findings (Yang et al., 2022) which 
identifies deficiencies in aspects of pre-service and in-service training oriented towards inclusive 
practices as determinant variables. From an infrastructural perspective, (Salingkat, 2022) explained that 
PAUD institutions in Indonesia still experience limitations in providing physical accessibility and the 
availability of adaptive learning tools that meet the principles of Universal Design for Learning. 
Meanwhile, (Putra et al., 2023) explore the structural dimensions in the form of misalignment of policies 
between ministries and the distribution of resources that are not yet proportional, which have an impact 
on the implementation of fragmentary programs. Another challenge that is no less crucial is cultural 
resistance and social stigmatization as identified in ethnographic studies. (Thomas, 2020), who found 
that negative perceptions towards children with special needs are still deeply embedded in the 
communication and interaction patterns of the school community, influencing the climate of inclusivity 
holistically and hindering the achievement of an equitable education ecosystem.. 
The problems related to the effectiveness of inclusive education models in improving the social-
emotional competence of Children with Special Needs (ABK) are an area of investigation that still 
requires comprehensive exploration. Although the analysis study conducted by (Ummah & Nadhirah, 
2024) indicates a positive correlation between inclusive learning settings and increased empathy and 
emotional regulation skills in ABK, but there is substantial variability in the implementation methodology 
and evaluation parameters used. This phenomenon is confirmed by the findings (Baqi, 2024) which 
identified a significant gap in the operationalization of the construct of social-emotional competence in 
the context of ABK at an early age, thus impacting the comparative validity between studies. 
Furthermore,(Nisa et al., 2018) highlights the inconsistency of intervention outcomes caused by the 
heterogeneity of ABK characteristics, with varying effectiveness depending on the type of special needs, 
intensity of intervention, and qualifications of the facilitator. Contextual dimensions contribute to the 
complexity of the problem as articulated by (Ummah & Nadhirah, 2024), which demonstrates that 
ecosystemic factors such as family support, community cohesiveness, and the social climate of PAUD 
institutions have a significant moderating effect on the social-emotional outcomes of ABK in inclusive 
settings. The urgency of empirical research that integrates longitudinal and ecological approaches to 
measure the effectiveness of inclusive education models in a valid and reliable manner is increasingly 
affirmed. oleh(Yoselisa, 2024), which emphasizes the importance of developing assessment instruments 
that are sensitive to the incremental development of ABK social-emotional competencies in an 
authentic learning context.. 
The urgency of research on the effectiveness of implementing an inclusive education model in improving 
the social-emotional competence of ABK in PAUD is based on the convergence of several crucial factors 
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in the contemporary education landscape. As expressed by (Oktarina & Fatmawati, 2021), there is a 
significant increase in the prevalence of children with special needs who are identified as requiring 
adaptive pedagogical interventions, but whose social-emotional potential has not been optimized in the 
conventional education system, demonstrating that deficiencies in social-emotional competence at the 
preschool stage are predictive of difficulties in adaptation and academic achievement at subsequent 
levels of education, with long-term implications for the psychological well-being of individuals., (Harfiani 
& Setiawan, 2019) identify the implementation gap between the inclusive education policy framework 
and field practices that are not yet based on empirical evidence related to effective models in the 
context of Indonesian PAUD. Fourth, there is an urgent need to develop validated intervention protocols 
that can be used as references for education practitioners, as emphasized in the study. (Siron, 2020) 
which explains that inclusive PAUD institutions do not yet have structured measurement instruments 
and strategies for developing social-emotional competencies. Fifth, from a policy perspective, (Sari et 
al., 2024) argues for the urgency of scientific evidence as a basis for formulating regulations that 
promote evidence-based practices in inclusive education, in order to optimize resource allocation and 
ensure equitable quality of education services for all children.. 
The study on "Effectiveness of Implementing Inclusive Education Model in Improving Social-Emotional 
Competence of Children with Special Needs in PAUD" shows a significant level of novelty in early 
childhood inclusive education, given the substantial gap in the literature on evidence-based 
interventions specifically designed to improve social-emotional competence in children with special 
needs in PAUD settings. While previous studies have explored the effectiveness of inclusive education 
in general, this study offers an innovative perspective by integrating a multidisciplinary approach that 
combines neurocognitive developmental theory, culturally responsive pedagogy, and strengths-based 
interventions specifically tailored to the Indonesian early childhood education context, while developing 
a comprehensive framework for measuring, evaluating, and promoting social-emotional competence in 
a population that is often marginalized in academic discourse. The unique contribution of this study lies 
not only in its methodological rigor combining longitudinal analysis with multimethod assessment, but 
also in its potential to transform national education policies and regional pedagogical practices by 
providing empirical evidence of an intervention that is broadly applicable yet sensitive to the diversity 
of children's needs, thereby bridging the gap between inclusive education theory and its practical 
implementation in resource-limited contexts, while simultaneously advancing our understanding of the 
social-emotional developmental trajectories of children with diverse abilities and needs.. 
 
Literature Review 
Inclusive education is a pedagogical paradigm constituted by the principles of equity and recognition of 
the right to participate of all learners in a learning environment that is responsive to diversity. According 
to the conceptualization put forward by (Rapp et al., 2024), Inclusive education is defined as "a 
transformative process committed to eliminating exclusion and increasing the participation of all 
learners in the curriculum, culture, and community of educational institutions". This theoretical 
elaboration is expanded by (Nadhiroh & Ahmadi, 2024) which articulates that the essence of inclusive 
education is not simply placing children with special needs in a regular environment, but rather a 
systemic restructuring that includes curriculum modification, diversification of pedagogical strategies, 
and reconfiguration of the physical and social environment to accommodate diversity. The fundamental 
principles of inclusive education as identified by (Romadhoni & Nugroho, 2024) includes: (1) equity and 
universal accessibility, (2) recognition and accommodation of diversity, (3) full and significant 
participation, (4) elimination of structural and cultural barriers, and (5) multisectoral collaboration 
between educators, families, and related professionals. Implementation of these principles requires a 
holistic-integrative approach based on empirical evidence and contextual sensitivity.. 
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Inclusive education models implemented in PAUD institutions demonstrate significant variability in their 
structural and pedagogical dimensions. A comprehensive taxonomy developed by (Iskandar, 2024) 
categorize these models into four main typologies: (1) Full Integration Model, which integrates ABK into 
regular classes with structured support from special assistant teachers; (2) Partial Integration Model, 
which combines learning in regular classes and resource rooms at certain times; (3) Cluster Model, 
which groups several ABK with similar needs into one small group in a regular class; and (4) 
Multidisciplinary Collaborative Model, which involves a team of professionals from various disciplines in 
the planning and implementation of learning programs.. (Kinanthi et al., 2024) elaborated that the 
effectiveness of each model is highly dependent on contextual variables, including the characteristics of 
children with special needs, institutional capacity, and stakeholder support. From an implementation 
perspective, Rahman et al. (2024) identified an increasing trend in the adoption of the Multidisciplinary 
Collaborative Model modified with the Response to Intervention (RTI) approach in PAUD institutions in 
urban areas, which showed statistical significance in increasing the ability to detect early and intervene 
appropriately for children with special needs.. 
The implementation of the inclusive education model in the context of PAUD requires operationalization 
that is developmentally appropriate and responsive to the unique characteristics of early childhood. 
Widyaningrum and (Siron, 2020) elaborates that the learning approach in inclusive PAUD is ideally play-
based and supported by the Universal Design for Learning (UDL) principles that facilitate multiple means 
of representation, expression, and engagement. A quasi-experimental study conducted by (Naufal et 
al., 2023) confirming the effectiveness of a structured game-based learning approach in improving the 
parameters of reciprocal social interaction in ABK in inclusive PAUD settings. Another crucial dimension 
in the implementation of inclusive education is the development of educator capacity, as argued by 
(Jamiin, 2019) which demonstrates a positive correlation between teachers' inclusive pedagogical 
competence and the quality of the classroom social climate. Evidence-based implementation presented 
by (Gani et al., 2024) shows that the ongoing coaching and mentoring model for inclusive PAUD teachers 
has significant implications for increasing educator self-efficacy and the quality of inclusive practices in 
the field.. 
Inclusive education in PAUD is faced with a multiplicity of implementation challenges that require a 
systemic and sustainable approach. Based on a multi-site study conducted by (Muttaqien, 2023), It was 
identified that the main obstacles in implementing inclusive education in PAUD include: (1) limited 
institutional capacity in accommodating the diversity of learning needs, (2) deficiencies in specific 
educator competencies in differentiating the curriculum, (3) cultural resistance originating from 
stigmatization and misconceptions, and (4) misalignment of policies between levels of government. To 
overcome these challenges, (Siron, 2020) recommends an ecological approach that integrates 
interventions at the micro (pedagogical practices), meso (institutional culture), and macro (policy and 
resource allocation) levels. The significance of interdisciplinary collaboration and community 
engagement in addressing implementation challenges is further affirmed by participatory research 
conducted(Sugiyanto & Ruknan, 2020), which demonstrates the effectiveness of the community of 
practice model in catalyzing practice transformation and disseminating pedagogical innovation among 
inclusive PAUD institutions. The futuristic projection articulated by (Manora & Khasanah, 2023) 
underlines the urgency of developing a comprehensive evaluation framework that can measure 
qualitative and quantitative parameters of the effectiveness of inclusive education, so that it can 
become a basis for strengthening evidence-based policies and practices.. 
 
The Role of Social Interaction in the Social-Emotional Development of Children with Special Needs 
Social interaction plays a crucial role in the social-emotional development of Children with Special Needs 
(ABK). Based on recent research by (Kurniawati et al., 2023), Structured and consistent social stimulation 
can facilitate significant improvements in emotional regulation and social understanding in children with 
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special needs. Peer-mediated interventions have been shown to be effective in strengthening social 
communication skills, especially in children with autism spectrum disorders. (Handayani & Arifin, 2023). 
Although the manifestation of social-emotional development in ABK can vary according to their 
specificity, interaction modalities that are tailored to individual needs (personalized interaction 
modalities) have been proven to optimize social-emotional development.. 
Erikson's theory of social-emotional development emphasizes eight stages of psychosocial development 
that occur throughout life, where in ABK, these stages may experience different or delayed development 
patterns.(Langford, 2005). Each stage involves a psychosocial crisis that must be overcome to achieve 
optimal development (Parker et al., 2022), with recent research by Williams and Chen (2024) identifying 
that interventions focused on resolving trust vs. mistrust and autonomy vs. shame/doubt crises are 
crucial for ABK. Meanwhile, Vygotsky's sociocultural theory emphasizes the concept of Zone of Proximal 
Development (ZPD) and scaffolding, which according to a longitudinal study by Fernandez-Lopez et al. 
(2023) are fundamental principles in developing the social-emotional capacities of ABK through a 
structured social mediation process with more competent companions, both teachers and peers.. 
Comprehensive meta-analysis by (Kimona, 2024) identified that an integrative approach that combines 
the principles of Erikson and Vygotsky's theories in social-emotional interventions for children with 
special needs shows superior effectiveness compared to approaches that only focus on one theoretical 
perspective. The implementation of a community-based intervention model that involves the child's 
social ecosystem holistically—including family, school, and community—is positively correlated with an 
increase in sustainable social-emotional competence in children with special needs. (Rahayu & 
Mangunsong, 2023). Therefore, optimal social-emotional development strategies for children with 
special needs need to consider the ecological context of social interactions as well as the 
implementation of psychosocial and sociocultural development principles that are relevant to the 
specific needs of each child.. 
 
Research methodology 
The data collection instrument consisted of several components: (1) Social-Emotional Assessment 
Measure (SEAM) adapted and validated for the Indonesian context (α = 0.87) to measure social-
emotional competency parameters including emotional regulation, interaction skills, and understanding 
of social situations; (2) Inclusive Practices Rating Scale (IPRS) to evaluate the quality of implementation 
of the inclusive education model with an inter-rater reliability of 0.84; (3) structured observation 
protocol to record the frequency and quality of social interactions of children with special needs in 
learning settings; and (4) documentation of child development portfolios. The data collection procedure 
was carried out in three stages: baseline measurement (T0) before the intervention, mid-intervention 
measurement (T1) at week 8, and post-intervention measurement (T2) at week 16. Quantitative data 
analysis included descriptive statistics, homogeneity test with Levene's test, mixed analysis of variance 
(mixed ANOVA) to measure the interaction effect between measurement time and group, and effect 
size calculation with Cohen's d to estimate the magnitude of the intervention effect. To test the research 
hypothesis, analysis of covariance (ANCOVA) was applied by controlling for potential confounding 
variables such as type of special needs, age, and baseline score. 
The qualitative phase of the study was implemented through a phenomenological approach to deepen 
understanding of the mechanisms of change and the context of the implementation of the inclusive 
education model. Qualitative data collection involved: (1) semi-structured interviews with 10 PAUD 
teachers, 10 parents of children with special needs, and 5 school principals selected through maximum 
variation sampling; (2) focus group discussions with multidisciplinary teams involved in the 
implementation of the model; and (3) participant observation in inclusive learning settings. All 
qualitative data were transcribed verbatim and analyzed through thematic analysis with an inductive-
deductive approach using NVivo 14 software. The validity of qualitative data was guaranteed through 
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triangulation of sources and methods, member checking with key informants, and researcher reflexivity. 
Integration of the results of quantitative and qualitative analysis was carried out through joint display 
analysis to identify convergence, divergence, and expansion of understanding of the effectiveness of 
the inclusive education model in improving the social-emotional competence of children with special 
needs. This research has obtained ethical approval from the Research Ethics Committee of Universitas 
PGRI Argopuro Jember in 2024 and applies ethical principles of research involving child subjects, 
including informed consent, data confidentiality, and the right to withdraw from research. 

 
Data Analysis Results 

 Quantitative Data Analysis 
 Table 1. Demographic and Clinical Characteristics of the Research Sample 

Characteristics Experimental Group (n=18) Control Group (n=18) p-value 

Age (years)    

Mean ± SD 5.2 ± 0.68 5.3 ± 0.71 0.865 

range  4.1 - 6.0 4.2 - 6.0  

gender    

man 11 (61.1%) 10 (55.6%) 0.735 

female 7 (38.9%) 8 (44.4%)  

Autism Spectrum Disorder 5 (27.8%) 5 (27.8%) 0.994 

Specific Learning 
Difficulties 

4 (22.2%) 4 (22.2%) 
 

Communication Disorders 4 (22.2%) 3 (16.7%)  

ADHD 3 (16.7%) 4 (22.2%)  

Other Developmental Disorders 2 (11.1%) 2 (11.1%)  

Duration in Inclusive Program    

1 semester 7 (38.9%) 8 (44.4%) 0.873 

2 semester 6 (33.3%) 5 (27.8%)  

> 2 semester 5 (27.8%) 5 (27.8%)  

Note: Chi-square test for categorical variables; independent t-test for continuous variables; p > 0.05 indicates no 
significant difference between groups. 
 

The demographic and clinical characteristics of the study sample showed a balanced distribution 
between the experimental and control groups. The average age of participants in the experimental 
group was 5.2 ± 0.68 years, while the control group had an average age of 5.3 ± 0.71 years, with a p-
value of 0.865, indicating that there was no significant difference in age between the two groups. The 
gender proportion was also relatively balanced, with 61.1% males in the experimental group and 55.6% 
in the control group, and 38.9% and 44.4% females, respectively. The results of the chi-square analysis 
showed that the difference in gender distribution was not statistically significant (p = 0.735) 
The types of special needs experienced by participants in both groups also showed a similar distribution. 
Autism Spectrum Disorder was the most dominant category (27.8% in both groups), followed by Specific 
Learning Disabilities (22.2%), Communication Disorders (22.2% in the experimental group and 16.7% in 
the control group), and ADHD (16.7% in the experimental group and 22.2% in the control group). The 
duration of participation in the inclusive program was also evenly distributed, with the majority of 
participants having participated in the program for one to two semesters. Statistical tests showed that 
there were no significant differences between the experimental and control groups in the types of 
special needs or duration in the inclusive program (p > 0.05 for all variables). This indicates that both 
groups have comparable characteristics, allowing for valid comparisons in this study. 
 
B. Results of Mixed ANOVA Analysis 
Table 2. Changes in Social-Emotional Competence (SEAM) Scores Based on Time and Group 

Measurement Time Experimental Group 
(n=18) 

Control Group 
(n=18) 

Mean 
Difference 

95% CI Cohen's d 

Baseline (T0) 42.78 ± 5.27 43.11 ± 5.43 -0.33 [-3.82, 3.16] 0.06 
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Mid-intervention (T1) 54.32 ± 6.12 46.28 ± 5.58 8.04 [4.36, 11.72] 1.37 

Post-intervention (T2 67.85 ± 6.74 49.42 ± 5.85 18.43 [14.39, 22.47] 2.92 

 
The results of the analysis of changes in Social-Emotional Competence (SEAM) scores showed that at 
the initial measurement (T0), the average scores of the experimental group and the control group were 
relatively comparable, with values of 42.78 ± 5.27 and 43.11 ± 5.43, respectively. The mean difference 
between the two groups was only -0.33 with a 95% confidence interval [-3.82, 3.16] and a very small 
effect size (Cohen's d = 0.06), indicating that there was no significant difference between the two groups 
before the intervention. However, after the intervention was given, there was a greater increase in 
SEAM scores in the experimental group than in the control group. At the middle of the intervention (T1), 
the mean score of the experimental group increased to 54.32 ± 6.12, while the control group only 
reached 46.28 ± 5.58, with a mean difference of 8.04 [4.36, 11.72] and a fairly large effect size (Cohen's 
d = 1.37). At the end of the intervention (T2), a more significant increase was seen in the experimental 
group with a mean score of 67.85 ± 6.74 compared to 49.42 ± 5.85 in the control group. The mean 
difference reached 18.43 [14.39, 22.47] with a very large effect size (Cohen's d = 2.92). These results 
indicate that the intervention provided significantly improved children's social-emotional competence, 
with a much stronger impact than in the control group that did not receive similar intervention. 
 
Table 3. Mixed ANOVA Results for Social-Emotional Competence Scores 

Source of 
Variation 

SS df MS F p η² 

Within-Subjects       

Time 4728.41 2 2364.21 187.53 <0.001 0.846 

Time × Group 1593.76 2 796.88 63.22 <0.001 0.650 

Error (Time) 856.83 68 12.60    

Between-Subjects       

Group 1652.39 1 1652.39 32.47 <0.001 0.489 

Error 1730.22 34 50.89    

Catatan: SS = Sum of Squares; MS = Mean Square; η² = Partial Eta Squared 

 
The results of the Mixed ANOVA analysis showed a significant time effect on the social-emotional 
competence scores of early childhood, with F (2, 68) = 187.53, p < 0.001, and η² = 0.846. This high effect 
size value indicates that changes in social-emotional competence scores over time have a very large 
impact. In addition, there was a significant interaction between time and group (F (2, 68) = 63.22, p < 
0.001, η² = 0.650), indicating that changes in social-emotional competence scores differed between the 
experimental and control groups over time. These results indicate that the intervention given to the 
experimental group had a significant impact on improving social-emotional competence compared to 
the control group. In the between-subject analysis, there was a significant difference between the 
experimental and control groups in the overall social-emotional competence scores, with F(1, 34) = 
32.47, p < 0.001, and η² = 0.489. The fairly large effect size value indicates that this difference has a 
substantial impact. Meanwhile, the error between subjects had a variability value of 50.89, indicating 
individual variation in response to the intervention. Overall, these results confirm that the intervention 
implemented in this study is effective in improving the social-emotional competence of early childhood, 
with significant and strong effects both in the time dimension and between groups.. 
 
Table 4 Correlation between Implementation Quality and Improvement of Social-Emotional Competence 

Dimensi Implementasi Koefisien Korelasi (r) p 

Adaptation of curriculum and learning 0.683 <0.001 

Multidisciplinary collaboration 0.725 <0.001 

Parental involvement 0.614 0.007 

Accessibility and accommodation 0.542 0.020 
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Dimensi Implementasi Koefisien Korelasi (r) p 

Monitoring and evaluation 0.597 0.009 

Social climate of the class 0.761 <0.001 

Total score 0.738 <0.001 

Note: Pearson correlation between IPSRS scores and SEA score improvement (T2-T0) in the experimental group 
 

The results of the correlation analysis showed that there was a significant relationship between the 
quality of implementation of inclusive learning strategies and the improvement of early childhood 
social-emotional competence. The classroom social climate dimension had the highest correlation (r = 
0.761, p < 0.001), indicating that a supportive and inclusive classroom atmosphere plays an important 
role in children's social-emotional development. In addition, multidisciplinary collaboration also showed 
a strong correlation (r = 0.725, p < 0.001), indicating that cooperation between teachers, experts, and 
support staff greatly influences the effectiveness of the intervention. Curriculum and learning 
adaptations were also significantly correlated (r = 0.683, p < 0.001), indicating that modifying teaching 
strategies according to children's needs has a positive impact on their social-emotional development. 
Other dimensions such as parental involvement (r = 0.614, p = 0.007), monitoring and evaluation (r = 
0.597, p = 0.009), and accessibility and accommodation (r = 0.542, p = 0.020) also showed significant 
correlations, although with a lower strength of relationship compared to other dimensions. This shows 
that parental involvement and continuous monitoring still contribute to increasing social-emotional 
competence, although the impact is not as big as other factors. The total score of implementation 
quality showed a very strong correlation with increasing social-emotional competence (r = 0.738, p < 
0.001), confirming that the better the quality of implementation of inclusive strategies, the greater the 
increase in children's social-emotional competence. These results indicate that a holistic and structured 
inclusive education approach can significantly support the social-emotional development of early 

childhood. 
 
Discussion  
Analysis of the research results using Mixed ANOVA demonstrated the significance of the effect of time 
on improving the social-emotional competence of children with special needs (ABK) in an inclusive Early 
Childhood Education (PAUD) environment. Statistical findings indicate a fundamental change in the 
trajectory of participants' social-emotional development. that interventions based on inclusive 
education models have succeeded in stimulating significant changes in the social-emotional capabilities 
of ABK. Furthermore, a significant interaction between time and group validated that the implemented 
inclusive education model resulted in meaningful differentiation in child development in the 
experimental group compared to the control group. In accordance with the research (Suardipa, 2020), 
where a structured inclusive approach facilitates the development of children's social capacities through 
scaffolding mechanisms and structured feedback integrated into daily learning routines. 
The “Ability to Interact” dimension showed the most significant progress with the largest effect size, 
which can confirm that the inclusive education model effectively catalyzes the development of social 
interaction skills in ABK. According to (Agustin, 2020), Peer modeling integrated in an inclusive 
environment acts as a major accelerator of the development of social interactions in children with 
special needs through the process of observation, imitation, and positive reinforcement in an authentic 
social context. Specifically, interventions involving structured activities in heterogeneous groups allow 
children with special needs to observe, adopt, and adapt adaptive social-emotional behaviors from their 
peers. A recent meta-analysis by (Mäkinen & Mäkinen, 2011) confirming that the concept of scaffolding 
and sociocultural frameworks help us understand the dynamic learning process and the ethical and 
collaborative aspects of teacher skills needed to foster inclusive practices, inclusive environments 
designed with the Vygotskian zone of proximal development (ZPD) approach resulted in more significant 
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increases in emotional regulation and conflict resolution capabilities compared to segregated 
educational settings.. 
The quality of implementation of inclusive models is strongly correlated with increased social-emotional 
competence, indicating that not only the existence of inclusive programs, but also the quality of their 
implementation is the main determinant of success. Multidisciplinary collaboration between early 
childhood educators, developmental psychologists, and occupational therapists has proven to be an 
essential foundation in ensuring optimal implementation of inclusive education models.. (Donath et al., 
2023) suggests that a transdisciplinary approach in inclusive education facilitates the transfer of skills 
and knowledge across professional domains, resulting in more comprehensive and integrated 
interventions. Consistency in the implementation of scaffolding strategies by multidisciplinary teams is 
a significant mediator variable in the transformation of social-emotional competencies of children with 
special needs, as evidenced by the path analysis developed in the current study. (Andajani et al., 2022) 
Implementation challenges identified in the study indicate variability in responses based on special 
needs typology, with heterogeneous developmental patterns across diagnostic subgroups..  
Post-hoc analysis showed that children with autism spectrum disorders showed significantly different 
response patterns compared to children with mild intellectual disabilities. This finding is in line with 
research (Aziz et al., 2025) who identified that inclusive intervention modalities need to be customized 
based on specific neurodevelopmental profiles to maximize their effectiveness. This variability in 
response underscores the importance of individualized instructional differentiation and 
accommodation approaches in implementing inclusive education models, as recommended in 
contemporary literature. (Dhoka et al., 2023). 
Factor analysis revealed that the elements of the inclusive education model that contributed most 
significantly to increased social-emotional competence included: (1) physical environmental structures 
that facilitate spontaneous social interactions; (2) organized peer support systems; and (3) structured 
play-based interventions.. (Nadhiroh & Ahmadi, 2024) emphasizes that the design of a deliberative 
inclusive learning environment plays a crucial role in facilitating quality social engagement between ABK 
and their typical peers.. Mediation analysis indicated that the frequency of positive social interactions 
acted as a mediator variable between the quality of model implementation and increased social-
emotional competence, supporting the theoretical model that exposure to positive social interactions 
is a causal mechanism in the development of social-emotional competence of children with special 
needs. (Rahayu & Mangunsong, 2023). 
These results have implications for inclusive education practices in PAUD. It is necessary to use a 
systematic and structured approach to implementing an inclusive model, with an emphasis on 
multidisciplinary collaboration, differentiation of interventions based on individual profiles, and 

continuous monitoring of the quality of implementation.. Studi longitudinal oleh (Rahayu & 
Mangunsong, 2023) confirming that the sustainability of the positive impact of inclusive education on 
social-emotional competence depends on consistency in the implementation of the model and a 
comprehensive support system. Based on the synthesis of empirical and theoretical findings, it can be 
concluded that the inclusive education model implemented with high quality and supported by a 
multidisciplinary team has significant effectiveness in improving the social-emotional competence of 
children with special needs in PAUD, with long-term implications for their social development trajectory 
and psychosocial adaptation.. 
 
B. Meta-inference from Integrated Analysis 
The proactive and collaborative role of government, schools, teachers, parents and the community is 
essential to create an integrated learning environment. Teachers trained in integrated education 
strategies are essential for the success of integrated education. However, challenges remain when 
evaluating the effectiveness of an integrated curriculum, which requires assessment that takes into 
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account the needs of each student and a flexible assessment approach, especially in the Social Situation 
Understanding intervention component..(Sholeh, 2024) This indicates the need for an intensification 
approach with higher frequency and diversification of learning contexts.. (Inayah & Prasetyo, 2025) 
found that the application of a multimodal approach with the integration of augmented reality 
technology can strengthen the generalization of these skills to various social settings.. 
The micro-change mechanisms in this model focus on enhancing social-emotional competencies 
through structured scaffolding. According to a meta-analysis studys (Ummah & Nadhirah, 2024), 
learning environments that provide clear structure yet remain responsive to individual needs are key in 
facilitating such development. The scaffolding process serves as a mediator between pedagogical 
interventions and positive developmental outcomes. Organizational context acts as a significant 
moderator in the implementation of the model, with institutional capability being a critical factor in 
determining program effectiveness.  
A multi-site study by Patel and Fernandez (2024) identified that schools with collaborative leadership 
structures, strong professional support systems, and adequate resource allocation demonstrated better 
implementation outcomes. Furthermore, research (Alnahdi et al., 2022) revealed that the adaptive 
capacity of institutions to manage change as an intervening variable that moderates the relationship 
between implementation quality and student development outcomes. 
Parental involvement serves as an amplifier of intervention effectiveness, with program continuity at 
home being a critical factor. Results of a longitudinal study(Rahayu & Mangunsong, 2023) highlights how 
the transfer of skills to the home setting increased significantly in groups with structured parental 
involvement. Research by (Andajani et al., 2022) identified three main mechanisms: regular two-way 
communication, providing practical strategies that can be implemented at home, and developing a 
supportive community among parents. The parenting model developed by (Julianti et al., 2023) 
demonstrated increased effectiveness in social-emotional interventions compared to the control group 
The transformative sustainability of inclusive education models manifests through the evolution of 
pedagogical practices and the transformation of long-term institutional capacities. Model 
implementation results in systemic changes in teaching practices that persist even after the formal 
program ends. Longitudinal study (Boychuk et al., 2021) identify the development of an organizational 
culture of inclusion as a distal outcome emerging from the implementation of a sustainable model.. 
 
CONCLUSION AND SUGGESTIONS 
This study concludes that the Inclusive Education Model based on Multidisciplinary Collaboration has 
proven effective in improving the social-emotional competence of Children with Special Needs (ABK) in 
Early Childhood Education (PAUD). Important findings indicate that the quality of implementation, 
especially in the aspects of professional collaboration and learning adaptation, is a critical factor in the 
effectiveness of the model. In particular, interventions that optimize peer modeling and gradual 
scaffolding show more significant results. This study also identified that the sustainability of the positive 
effects of the model requires two main components: supportive institutional transformation and more 
intensive parental involvement in the learning process. Based on these results, this study recommends 
several key strategies for the development of sustainable inclusive education, including: increasing 
teacher capacity through continuous training, optimizing adaptive learning resources, and integrating 
more systematic inclusive programs in PAUD environments. These findings provide important insights 
that can be the basis for the development of inclusive education policies and the implementation of 
learning models that are more adaptive and responsive to the needs of children with special needs. The 
implications of this study emphasize the importance of a holistic approach that involves various 
stakeholders in creating a truly inclusive educational environment and supporting the optimal 
development of all children. 
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