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Abstract: Educational inclusion has progressively evolved from a
policy objective focused primarily on access to education
toward a broader systemic commitment to educational equity,
participation, and recognition of diversity. Contemporary
educational systems operate within increasingly complex
social, cultural, technological, and institutional environments
where learners' educational opportunities are shaped by
dynamic interactions among individuals, schools, families,
communities, and policy structures. Drawing upon systems
thinking, this conceptual paper proposes the Inclusive
Educational Ecosystem Framework (IEEF) as an integrative
model for understanding inclusion as an emergent property of
adaptive educational systems rather than the outcome of
isolated institutional interventions. The paper synthesizes
contemporary literature on inclusive education, cultural
diversity, educational participation, teacher professional
development, social inclusion, digital transformation, and
community engagement to develop a multidimensional
framework capable of explaining how educational equity is
constructed through reciprocal interactions among educational
actors. Within this perspective, inclusion extends beyond
physical access to education by emphasizing meaningful
participation,  recognition,  agency,  belonging,  and
collaborative  responsibility. The proposed framework
highlights the importance of human agency, inclusive
governance,  family-school-community  partnerships, and
culturally responsive educational environments in promoting
sustainable  educational  development. By integrating
educational, social, and technological perspectives within a
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systems-oriented conceptual model, the paper contributes to the
advancement of contemporary inclusion theory while providing
a foundation for future empirical research and evidence-
informed educational policies designed to foster equitable,
resilient, and inclusive learning ecosystems.
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thinking; cultural diversity;, human agency, educational
ecosystems; social inclusion; inclusive education, sustainable
education, educational policy.

Introduction

Inclusive education has become one of the defining priorities of
contemporary educational systems, reflecting a fundamental shift from
ensuring access to education toward guaranteeing meaningful
participation, equitable learning opportunities, and recognition of
learner diversity. Initially associated primarily with the education of
students with disabilities, the concept of inclusion has progressively
expanded to encompass broader dimensions of social justice, cultural
diversity, linguistic plurality, gender equity, and educational
participation. Contemporary educational systems are increasingly
expected to create learning environments in which every learner is
recognized as an active participant whose individual characteristics are
valued as educational resources rather than perceived as barriers to
learning (Vienneau, 2002; Thomazet, 2006, 2008; Tremblay, 2015).
This evolution has also clarified the distinction between equality and
equity in education. Equality assumes that all learners should receive
identical educational opportunities and resources, whereas equity
recognizes that students begin their educational journeys from different
social, cultural, economic, and personal circumstances. Consequently,
equitable education requires differentiated support capable of
responding to diverse educational needs while ensuring that every
learner has genuine opportunities to achieve academic success and
social participation. From this perspective, inclusion represents not
merely an educational policy but a continuous process of reducing
barriers to participation and promoting educational justice across
increasingly diverse educational contexts (Toc, 2019; Serir & Gremion,
2023; Toczek, 2005).

Rather than constituting a challenge to educational systems, diversity
should be understood as a strategic resource capable of enriching
teaching, learning, and institutional development. Cultural diversity,
multilingualism, gender differences, family backgrounds, digital
experiences, and varied learning trajectories contribute to educational
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environments that foster creativity, collaboration, critical thinking, and
mutual understanding. Likewise, inclusive educational practices
increasingly recognize that meaningful participation depends upon
supportive relationships among teachers, learners, families, and
communities, extending learning beyond classroom boundaries toward
broader educational ecosystems characterized by cooperation and
shared responsibility (Serre, 2012; Si Moussa, 2023; Turcan, 2023;
Soloalijaona, 2010).

These developments reflect the growing complexity of contemporary
educational systems. Schools no longer operate as isolated institutions
but as components of interconnected social systems influenced by
technological transformation, demographic change, educational
policies, family dynamics, and community resources. Digital
technologies, artificial intelligence, non-formal education, family-
school partnerships, and lifelong learning continuously reshape
educational experiences, creating new opportunities for participation
while simultaneously generating new forms of educational inequality
and exclusion. Consequently, understanding inclusion requires
theoretical perspectives capable of explaining the reciprocal
interactions among individuals, institutions, and social environments
rather than focusing exclusively on isolated educational variables
(Marin et al., 2026; Rad et al., 2023; Rad et al., 2026a; Rad et al.,
2026b; Roman et al., 2026).

Adopting a systems perspective allows educational inclusion to be
conceptualized as an emergent property arising from continuous
interactions among learners, teachers, families, communities, and
educational governance. Within this perspective, inclusion is
strengthened not only through pedagogical adaptations but also through
communication, collaboration, social participation, mentoring,
community engagement, and the development of human agency across
multiple educational contexts. Educational ecosystems capable of
learning, adapting, and coordinating their resources are therefore more
likely to create sustainable conditions that support both academic
achievement and social inclusion (Dughi, 2020; Dughi & Bold, 2022;
Dughi et al., 2024; Dughi & Cosarba, 2025; Torkos & Cosarba, 2026).

Against this background, the present conceptual paper proposes an
original Inclusive Educational Ecosystem Framework (IEEF) that
integrates systems thinking with contemporary theories of educational
inclusion, equity, diversity, and human agency. Rather than viewing
inclusion as the responsibility of individual schools or educational
policies alone, the proposed framework conceptualizes it as the
outcome of dynamic interactions among interconnected educational
subsystems. By synthesizing evidence from research on inclusive
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education, cultural diversity, educational participation, teacher
development, community engagement, digital transformation, and
sustainable educational development, this paper seeks to provide a
comprehensive theoretical model capable of informing future empirical
research and supporting the development of educational policies that
foster equitable, resilient, and genuinely inclusive educational
ecosystems.

Educational inclusion beyond access

Educational inclusion has undergone a profound conceptual
transformation over the past decades, evolving from a relatively narrow
concern with school access toward a comprehensive vision of equitable
participation, recognition, and social belonging. Early educational
policies primarily focused on integrating learners who had previously
been excluded from mainstream education, particularly students with
disabilities or other identified special educational needs. Within this
paradigm, inclusion was frequently understood as a structural issue of
placement, emphasizing the physical presence of learners within
mainstream educational settings. Although this represented an
important step toward expanding educational opportunities, subsequent
research demonstrated that physical integration alone was insufficient
to ensure meaningful educational participation or equal learning
experiences (Vienneau, 2002; Thomazet, 2006; Tremblay, 2015).

As theoretical perspectives on inclusion evolved, educational
researchers increasingly emphasized that genuine inclusion requires
transforming educational environments rather than expecting learners
to adapt to existing institutional structures. This transition from
integration to participation reflects a broader understanding of
educational systems as dynamic environments that must continuously
respond to learner diversity through flexible pedagogical practices,
collaborative relationships, and inclusive organizational cultures.
Within this perspective, participation extends beyond classroom
attendance to encompass active engagement in learning processes,
decision-making opportunities, social interaction, and full membership
within educational communities. Inclusive education therefore
becomes a shared institutional responsibility rather than an intervention
directed exclusively toward specific categories of students (Thomazet,
2008; Tremblay, 2015; Serir & Gremion, 2023).

This conceptual evolution is closely connected to the growing
importance of educational justice, which extends traditional notions of
equality by recognizing that learners experience education under
unequal social, cultural, economic, and institutional conditions.
Educational justice therefore requires differentiated responses capable
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of reducing structural barriers while creating equitable opportunities
for participation and achievement. Rather than distributing identical
educational resources, equitable educational systems seek to provide
the support necessary for every learner to develop according to
individual needs and contextual realities. Such an approach
acknowledges that educational inequalities frequently originate outside
the classroom through broader processes of social stratification,
cultural capital, territorial disparities, and institutional practices that
shape educational trajectories long before formal schooling begins
(Serre, 2012; Toc, 2019; Toczek, 2005).

Contemporary inclusion further recognizes that educational success
depends not only upon academic achievement but also upon learners'
experiences of recognition and belonging. Educational institutions
increasingly function as social environments in which identities are
negotiated, relationships are constructed, and opportunities for
participation are either expanded or constrained. Learners who
perceive themselves as respected, valued, and socially connected are
generally more likely to demonstrate engagement, motivation,
resilience, and long-term educational persistence. Consequently,
recognition should be understood as both an educational and a social
process through which diversity becomes an integral component of
institutional  culture rather than a characteristic requiring
accommodation. Inclusive schools therefore cultivate environments in
which differences are acknowledged as legitimate expressions of
human diversity and opportunities for participation are distributed
across all members of the educational community (Serir & Gremion,
2023; Verscheure et al., 2020).

The increasing complexity of contemporary educational environments
further reinforces the need to conceptualize inclusion beyond
institutional  access. Rapid technological change, cultural
diversification, migration, evolving family structures, and digital
learning environments continuously reshape educational participation,
creating new opportunities while simultaneously generating emerging
forms of exclusion. Inclusive education must therefore extend beyond
classroom practices to encompass family-school partnerships,
community engagement, culturally responsive teaching, non-formal
educational experiences, and digitally inclusive learning environments
that support meaningful participation across multiple educational
contexts. Such a perspective positions inclusion as a continuous
adaptive process through which educational systems evolve in response
to changing learner needs and societal transformations rather than as a
fixed educational objective achieved through isolated policy initiatives
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(Dughi et al., 2024; Dughi & Cosarbd, 2025; Gavrild-Ardelean &
Gavrila-Ardelean, 2017; Torkos & Egerau, 2020).

These developments demonstrate that educational inclusion has
evolved from a policy primarily concerned with access into a
multidimensional systems-based perspective centered on participation,
educational justice, recognition, and belonging. This broader
understanding provides the conceptual foundation for examining how
diversity, human agency, and collaborative educational ecosystems
contribute to equitable educational development, an issue explored in
the following section.

Diversity, human agency, and educational participation
Contemporary educational inclusion cannot be fully understood
without recognizing the central role of diversity as a fundamental
characteristic of learning communities rather than as an exception
requiring accommodation. Educational systems increasingly bring
together learners who differ in cultural backgrounds, languages,
identities, experiences, abilities, and digital competencies, creating
environments characterized by considerable heterogeneity. Within a
systems perspective, diversity represents an essential source of
educational innovation because it expands opportunities for dialogue,
collaboration, critical reflection, and mutual learning. Consequently,
inclusive education seeks not to minimize differences but to create
institutional conditions in which diversity contributes positively to both
individual development and collective educational outcomes
(Vienneau, 2002; Thomazet, 2008; Serir & Gremion, 2023).

Among the multiple dimensions of diversity, cultural diversity
occupies a central position because it shapes learners' identities, values,
communication styles, and educational expectations. Schools
increasingly function as intercultural environments where students
encounter multiple systems of meaning, requiring educational practices
that promote dialogue, mutual respect, and cultural responsiveness.
Inclusive educational environments therefore move beyond simple
tolerance by actively recognizing cultural diversity as an educational
resource capable of enriching classroom interaction and strengthening
social cohesion. Such an approach encourages learners to develop
intercultural competencies while fostering respect for different
perspectives and life experiences (Si Moussa, 2023; Serre, 2012).
Closely related to cultural diversity is linguistic diversity, which
represents both a challenge and an opportunity for inclusive education.
Language constitutes far more than a medium of communication; it
also shapes identity, cultural continuity, cognitive development, and
educational participation. Educational systems that acknowledge
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multilingualism and linguistic plurality create more equitable learning
environments by recognizing learners' linguistic resources rather than
perceiving them as obstacles to academic success. Supporting
linguistic diversity contributes not only to improved educational
participation but also to the preservation of cultural identity and social
inclusion within increasingly multicultural educational contexts
(Soloalijaona, 2010; Turcan, 2023).

Educational participation is equally influenced by gender, not only
through observable differences in educational outcomes but also
through the subtle social processes that shape expectations, classroom
interactions, opportunities for participation, and self-perceptions.
Educational research has demonstrated that institutional practices,
teacher expectations, and implicit stereotypes may contribute to
differentiated educational experiences for boys and girls, influencing
motivation, performance, and academic aspirations. Consequently,
inclusive education requires continuous reflection on how educational
environments reproduce or challenge gender-related inequalities while
promoting equitable opportunities for all learners regardless of gender
identity or social expectations (Toczek, 2005; Verscheure et al., 2020).

Another increasingly important dimension of educational inclusion
concerns digital agency, which has become a defining characteristic of
contemporary educational participation. The rapid integration of digital
technologies and artificial intelligence into educational environments
has expanded opportunities for learning, collaboration, creativity, and
access to information. At the same time, digital transformation has
generated new forms of inequality associated with technological
access, digital competencies, ethical decision-making, and learners'
capacity to participate critically in digitally mediated educational
environments. Digital agency therefore extends beyond technological
proficiency to include learners' ability to make informed, autonomous,
and responsible decisions while engaging with emerging digital
ecosystems. Educational inclusion in the twenty-first century
increasingly depends upon developing these competencies alongside
traditional academic knowledge (Rad et al., 2026a; Rad et al., 2026b;
Roman et al., 2026; Marin et al., 2026).

Ultimately, the convergence of cultural, linguistic, gender, and digital
dimensions reinforces the importance of student participation as the
defining characteristic of inclusive educational systems. Participation
extends beyond academic engagement to include learners'
opportunities to express their perspectives, contribute to educational
decision-making, collaborate with peers, and actively shape their own
learning experiences. Educational participation therefore represents an
expression of human agency, understood as learners' capacity to act
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intentionally within supportive educational environments that
recognize their voices, aspirations, and potential for development. This
perspective also emphasizes that agency is not developed in isolation
but emerges through interactions among learners, teachers, families,
and communities.  Educational ecosystems that cultivate
communication, mentoring, collaborative learning, and family-school
partnerships create the conditions necessary for students to become
active participants in both their own educational development and the
broader learning community (Dughi, 2020; Dughi & Bold, 2022;
Dughi et al., 2024; Dughi & Cosarba, 2025; Torkos & Cosarba, 2026).

These dimensions demonstrate that educational inclusion is
fundamentally shaped by the interaction between diversity and human
agency. Rather than treating diversity as a challenge to be managed,
contemporary educational systems should recognize it as a source of
adaptive capacity capable of strengthening participation, innovation,
and social cohesion. This systems-oriented perspective provides the
theoretical foundation for understanding how inclusive educational
ecosystems emerge through the reciprocal relationships among
learners, educators, families, communities, and educational policies,
which are explored in the following section.

Educational ecosystems for inclusion

Inclusive education is increasingly understood as the outcome of
interactions occurring within broader educational ecosystems rather
than as the product of isolated classroom practices. Educational
ecosystems comprise interconnected networks of learners, teachers,
families, communities, institutions, and policy structures that
continuously influence one another through reciprocal relationships.
Within this perspective, inclusion emerges from the capacity of these
actors to coordinate their efforts, share responsibilities, and adapt
collaboratively to learners' diverse educational needs. Consequently,
educational success depends not solely on instructional quality but also
on the strength of the relationships that sustain learning across formal,
non-formal, and community contexts (Vienneau, 2002; Tremblay,
2015; Thomazet, 2008).

At the center of these educational ecosystems stands the teacher, whose
professional identity extends far beyond the transmission of
knowledge. Contemporary teachers increasingly function as facilitators
of participation, mediators of diversity, mentors, and coordinators of
collaborative educational processes. Inclusive teaching therefore
requires continuous professional learning, reflective practice,
emotional competence, and the ability to create learning environments
that recognize the unique strengths and needs of every learner. As
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educational systems become more complex, teachers are expected not
only to respond to diversity but also to contribute actively to building
institutional cultures grounded in collaboration, inclusion, and
educational equity (Si Moussa, 2023; Dughi, 2020; Dughi et al., 2025).
Educational ecosystems are equally dependent upon strong family-
school-community partnerships, which create continuity between
learners' educational experiences across multiple social environments.
Families provide emotional support, values, and learning habits that
significantly influence educational participation, while communities
contribute social capital, cultural resources, mentoring opportunities,
and institutional support. Schools capable of establishing collaborative
relationships with families and community organizations benefit from
richer educational resources and more coordinated responses to
learners' academic and psychosocial needs. Such partnerships
strengthen educational resilience by creating networks of shared
responsibility in which learning becomes a collective rather than
exclusively institutional endeavor (Dughi & Cosarba, 2025; Dughi et
al., 2024; Torkos & Cosarba, 2026).

An equally important component of inclusive educational ecosystems
is represented by non-formal education, which complements formal
schooling through experiential learning, creativity, participation, and
personal development. Activities developed outside traditional
classroom settings provide learners with opportunities to strengthen
social competencies, communication skills, emotional regulation,
leadership, and collaborative problem-solving. Non-formal educational
experiences also create contexts in which learners who may struggle
within conventional academic environments can develop confidence,
autonomy, and meaningful engagement. Consequently, educational
inclusion benefits substantially from integrating formal and non-formal
learning experiences within coherent educational pathways that
recognize multiple forms of achievement and participation (Dughi et
al., 2024; Dughi et al., 2025; Torkos & Egerau, 2020).

Within these interconnected educational environments, socialization
represents a fundamental mechanism through which inclusion is
achieved. Schools are not merely institutions for academic instruction
but also social spaces where learners develop interpersonal
relationships, construct identities, negotiate differences, and acquire the
competencies necessary for democratic participation. Inclusive
educational ecosystems intentionally promote communication,
empathy, cooperation, mutual respect, and active participation, thereby
creating conditions in which every learner experiences recognition and
belonging. Effective socialization processes extend beyond peer
interaction by involving teachers, families, and communities in the co-
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construction of supportive educational environments that strengthen
both individual development and social cohesion (Gavrild-Ardelean &
Gavrila-Ardelean, 2017; Dughi & Bold, 2022).

The integration of these dimensions ultimately contributes to the
development of inclusive learning environments characterized by
flexibility, participation, recognition, and adaptability. Such
environments acknowledge learner diversity as an educational asset
while continuously adjusting pedagogical practices, institutional
structures, and collaborative relationships to support equitable
participation. Increasingly, digital technologies and artificial
intelligence also become integral components of inclusive educational
ecosystems, expanding opportunities for personalized learning,
collaboration, and accessibility when implemented within ethically
responsible and pedagogically meaningful frameworks. Inclusive
learning environments therefore emerge from the interaction of
professional  expertise, collaborative governance, community
engagement, technological innovation, and learner agency rather than
from isolated instructional practices (Rad et al., 2023; Rad et al., 2026;
Roman et al., 2026; Marin et al., 2026).

These elements demonstrate that educational inclusion is
fundamentally ecological in nature. Teachers, families, communities,
non-formal educational settings, and learning environments function as
mutually reinforcing components of adaptive educational ecosystems
in which inclusion is continuously constructed through interaction,
collaboration, and shared responsibility. This systems perspective
provides the conceptual foundation for the Inclusive Educational
Ecosystem Framework (IEEF) proposed in the following section,
which integrates these interconnected dimensions into a comprehensive
theoretical model capable of explaining how inclusive education
emerges within contemporary educational systems.

A Systems framework for inclusive educational ecosystems

The literature reviewed throughout this paper consistently
demonstrates that educational inclusion cannot be adequately explained
through linear models focusing on isolated educational variables.
Instead, inclusion emerges from the dynamic interaction of multiple
educational, social, cultural, and institutional dimensions that
continuously influence one another. While previous studies have
examined specific components of inclusive education—such as teacher
competencies, family involvement, learner diversity, digital
transformation, or educational policy—these dimensions have rarely
been integrated into a unified conceptual framework capable of
explaining how inclusive educational systems function as complex
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adaptive ecosystems. Building upon systems thinking and the
preceding theoretical analysis, this paper therefore proposes the
Inclusive Educational Ecosystem Framework (IEEF) as an original
conceptual model for understanding educational inclusion as an
emergent property of interconnected educational subsystems rather
than the outcome of isolated institutional interventions.

The IEEF conceptualizes educational inclusion as the product of
continuous reciprocal interactions among five interconnected
subsystems: the Learner, the Teacher, the Family, the Community, and
Educational Policy. Each subsystem contributes unique resources,
constraints, and adaptive capacities while simultaneously influencing
the functioning of the remaining components. Consequently, inclusive
education is not determined by the effectiveness of any single
subsystem but by the quality of the relationships established among
them. The framework therefore adopts a systems perspective in which
educational ecosystems remain in a process of continuous adaptation
through communication, feedback, collaboration, and shared
responsibility.

The Learner subsystem occupies the center of the framework because
inclusion ultimately seeks to promote learners' educational
participation, agency, well-being, and personal development. However,
learners are not viewed as passive recipients of educational services but
as active participants who continuously interact with their educational
environments. Their cultural identities, linguistic backgrounds, digital
competencies, motivations, prior experiences, and aspirations influence
both individual educational trajectories and the functioning of the
broader educational ecosystem. Inclusive education therefore depends
upon creating conditions that enable learners to exercise agency while
actively participating in educational decision-making and collaborative
learning processes (Rad et al., 2026a; Roman et al., 2026).

The Teacher subsystem functions as the principal mediator connecting
learners with the broader educational ecosystem. Teachers facilitate
learning, coordinate classroom interactions, promote inclusive
pedagogical practices, support socio-emotional development, and
establish communication with families and community partners. Their
professional  identity  increasingly = encompasses  mentoring,
collaboration, reflective practice, and adaptive instructional design
rather than solely the transmission of academic knowledge.
Consequently, teachers operate as adaptive agents capable of
strengthening or constraining inclusion depending upon their ability to
coordinate educational relationships across multiple contexts (Dughi,
2020; Dughi & Bold, 2022; Si Moussa, 2023).
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The Family subsystem provides the primary developmental
environment in which learners acquire values, emotional security,
communication patterns, and attitudes toward education. Family
engagement extends beyond supporting academic performance by
contributing to learner motivation, resilience, identity formation, and
educational continuity across formal and informal settings. Families
also represent essential partners in collaborative educational decision-
making, creating reciprocal communication channels that strengthen
learner participation and educational success. Strong family-school
relationships therefore increase the adaptive capacity of the entire
educational ecosystem (Dughi & Cosarbda, 2025; Torkos & Cosarba,
2026).

The Community subsystem expands educational opportunities beyond
institutional schooling by mobilizing social capital, cultural resources,
non-formal education, mentoring initiatives, and collaborative
partnerships among public institutions, civil society organizations, and
local stakeholders. Communities create authentic contexts in which
learners apply knowledge, develop civic engagement, strengthen
interpersonal competencies, and experience social inclusion.
Educational ecosystems characterized by active community
participation demonstrate greater flexibility and resilience because
educational responsibility is distributed across multiple interconnected
actors rather than concentrated exclusively within schools (Dughi et
al., 2024; Gavrila-Ardelean & Gavrila-Ardelean, 2017).

The fifth subsystem, Educational Policy, provides the structural
conditions that enable or constrain inclusive educational practices
across the remaining subsystems. Policies establish legislative
frameworks, allocate resources, define institutional responsibilities,
promote professional development, and support equitable educational
opportunities. However, within the IEEF, educational policy is not
conceptualized as a top-down regulatory mechanism but as an adaptive
governance process that continuously responds to feedback generated
throughout the educational ecosystem. Effective educational policies
therefore evolve through reciprocal interaction with learners, teachers,
families, and communities, enabling educational systems to remain
responsive to changing social, cultural, technological, and demographic
conditions (Thomazet, 2008; Tremblay, 2015; Vienneau, 2002).

The defining characteristic of the Inclusive Educational Ecosystem
Framework lies in the reciprocal adaptive interactions that connect all
five subsystems. Rather than operating through linear cause-and-effect
relationships, educational inclusion emerges through continuous
multidirectional feedback loops. Changes occurring within one
subsystem inevitably influence the functioning of the others. For

361



Journal Plus Education Vol. XLI no. SI/ 2026 p. 350-368

example, educational policies shape teachers' professional practices;
teachers influence learner agency and family engagement; families
strengthen community participation; communities provide additional
educational resources; and learners themselves generate feedback that
contributes to the continuous adaptation of educational policies and
institutional practices. These reciprocal interactions create self-
reinforcing processes capable of either strengthening or weakening
educational inclusion depending upon the quality of collaboration
established across the educational ecosystem.

The proposed framework therefore conceptualizes educational
inclusion as an emergent systemic property resulting from coordinated
interactions among educational actors rather than from isolated
interventions directed toward individual learners or institutions.
Inclusive educational ecosystems are characterized by continuous
learning, communication, shared responsibility, adaptive governance,
and collaborative problem-solving, enabling them to respond
effectively to increasingly complex educational realities. By integrating
educational inclusion, diversity, human agency, professional
collaboration, community engagement, and educational governance
within a single conceptual architecture, the Inclusive Educational
Ecosystem Framework (IEEF) offers an original theoretical
contribution that extends existing inclusion models beyond institutional
access toward a dynamic systems-based understanding of equitable and
sustainable educational development.

Implications for educational policy and conclusions

The Inclusive Educational Ecosystem Framework (IEEF) proposed in
this paper offers several important implications for educational policy
by demonstrating that educational inclusion cannot be achieved
through isolated institutional reforms or learner-centered interventions
alone. Instead, inclusion should be understood as the outcome of
coordinated interactions among learners, teachers, families,
communities, and educational governance. Educational policies
designed from a systems perspective therefore shift attention from
individual educational deficits toward strengthening the adaptive
relationships that sustain inclusive educational ecosystems. Within this
framework, educational equity emerges not from providing identical
opportunities to all learners but from creating conditions that enable
every learner to participate meaningfully according to individual needs,
cultural backgrounds, and contextual realities. Equitable educational
systems therefore require differentiated support, collaborative
governance, and continuous adaptation capable of responding to the
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complexity of contemporary educational environments (Toc, 2019;
Vienneau, 2002; Thomazet, 2008).

A second implication concerns the growing importance of inclusive
governance. Educational inclusion should no longer be viewed
exclusively as the responsibility of schools but as a shared
responsibility distributed across multiple institutional and community
actors. Effective governance therefore depends upon collaborative
leadership, participatory decision-making, interinstitutional
cooperation, and continuous communication among educational
stakeholders. Policies that strengthen partnerships between schools,
families, local authorities, universities, civil society organizations, and
community services are more likely to generate sustainable
improvements in participation and educational success because they
reinforce the adaptive capacity of the educational ecosystem as a
whole. Recent evidence further demonstrates that family
communication patterns, learners' social well-being, and home
educational climates substantially influence motivation, life
satisfaction, and educational adjustment, reinforcing the importance of
coordinated interventions that extend beyond the school setting (Dughi
& Cosarba, 2025; Dughi et al., 2024; Dughi et al., 2025; Si Moussa,
2023).

The framework also highlights the necessity of developing diversity-
responsive educational policies that recognize diversity as an
educational resource rather than as a source of institutional difficulty.
Such policies should actively promote culturally responsive teaching,
multilingual education, gender equity, digital inclusion, and
differentiated pedagogical approaches capable of supporting
meaningful participation for all learners. Diversity-responsive
educational systems continuously adapt their organizational structures,
instructional practices, and assessment strategies to accommodate
changing learner characteristics while simultaneously strengthening
learners' agency, sense of belonging, and opportunities for educational
participation. This perspective acknowledges that inclusive education
is strengthened when educational policies recognize the dynamic
interaction between diversity and educational equity instead of treating
diversity as an exception requiring isolated interventions.
Contemporary policy discussions should also recognize the educational
implications of migration, mobility, educational legislation, school
leadership for inclusion, and broader social inequalities that influence
learners' educational trajectories (Serir & Gremion, 2023; Serre, 2012;
Soloalijaona, 2010; Turcan, 2023; Verscheure et al., 2020; Schmoll,
2020; Sow & Gueye, 2022; Spatari, 2021).
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Another important implication concerns the relationship between
inclusion and sustainable educational development. Sustainable
educational systems are characterized by their capacity to learn,
innovate, and adapt continuously to evolving technological,
demographic, cultural, and social conditions. Within this perspective,
educational sustainability depends not only on institutional
effectiveness but also on the quality of relationships established among
educational actors and the development of human agency across
educational ecosystems. Digital technologies, artificial intelligence,
non-formal education, family engagement, and community
participation should therefore be integrated within coherent educational
strategies that promote both educational quality and social inclusion
while ensuring equitable access to emerging learning opportunities.
Likewise, evidence from studies addressing cyber-interaction,
psychological functioning, and mental health indicates that educational
sustainability increasingly depends upon creating safe digital
environments while simultaneously supporting learners' psychological
resilience and well-being in rapidly changing educational contexts
(Marin et al., 2026; Rad et al., 2026a; Rad et al., 2026b; Roman et al.,
2026; Rad et al., 2019; Demeter et al., 2026; Fond-Harmant et al.,
2023).

Overall, this paper argues that educational inclusion should be
conceptualized as an emergent property of complex adaptive
educational ecosystems rather than as the result of isolated educational
interventions. The proposed Inclusive Educational Ecosystem
Framework (IEEF) contributes to the literature by integrating learners,
teachers, families, communities, and educational policy into a unified
systems model connected through reciprocal adaptive interactions.
Within this perspective, educational equity emerges from the quality of
interactions established across the educational ecosystem; inclusive
governance strengthens collaboration and shared responsibility;
diversity becomes a strategic educational resource that enriches
learning; and sustainable educational development depends upon the
adaptive capacity of educational systems to respond to continuous
social transformation. Moreover, educational ecosystems should
recognize  that learners' social integration, interpersonal
communication, emotional development, and positive expectations
constitute complementary resources that enhance educational
participation across formal and non-formal contexts (Dughi & Cotrau,
2014; Gavrila-Ardelean & Gavrila-Ardelean, 2017; Trouilloud &
Sarrazin, 2003).

Future research should focus on empirically validating the Inclusive
Educational Ecosystem Framework across diverse educational,
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cultural, and national contexts. Quantitative studies employing
structural equation modeling, network analysis, multilevel modeling,
and systems dynamics approaches could examine the reciprocal
relationships among the five proposed subsystems, while qualitative
and mixed-methods research could further explore the mechanisms
through which collaboration, human agency, and adaptive governance
contribute to inclusive educational development. Such investigations
would strengthen the empirical foundations of the proposed framework
and support the design of evidence-informed educational policies
capable of fostering equitable, resilient, and sustainable educational
ecosystems in increasingly complex societies.

References

Demeter, E., Rad, D., Bocos, M., Roman, A., Egerau, A., Ignat, S, ...
& Chis, R. (2026). Is burnout the hidden architecture of
academic life in university students? A network analysis of
psychological functioning within a control-value and job
demands—resources framework. Behavioral Sciences, 16(4),
493.

Dughi, D. (2020). Mentoring in lifelong learning for teachers-example
of good practice. Educatia Plus, 26(1), 247-253.

Dughi, D. E., Cosarba, E. M., & Torkos, H. (2024). The role of
dramatic padagogy in developing transversal competence on
students. Journal Plus Education, 35(1), 237-246.

Dughi, D., & Bold, 1. (2022). Language teaching and emotional
intelligence developing at preschool age, through fairy tales and
stories. Journal Plus Education, 31(2), 83-96.

Dughi, D., & Cosarba, E. M. (2025). Education and resilience: how
teacher—parent communication can shape children's futures.
Journal Plus Education, 38(Special Issue), 276-284.

Dughi, D., Cosarba, E., & Petcut, D. (2024). Digital platforms and
applications used in romanian language and literature classes at
the high school level. Journal Plus Education, 36(2), 331-339.

Dughi, D., Paul, B. P., & Grindeanu, B. (2025). Innovative approaches
to stimulating interest in reading. Journal Plus Education, 37(1),
531-543.

Dughi, D., Torkos, H., Cosarba, E. M., & Redes, A. D. (2024).
Parents'perceptions about improving student's behavior through
participation in non-formal activities. A qualitative analysis.
Journal Plus Education/Educatia Plus, 35(1), 155-170.

Dughi, T., & Cotrau, S. (2014). Child developement trough
bibliotherapy. Journal Plus Education, 10(1), 239-250

365



Journal Plus Education Vol. XLI no. SI/ 2026 p. 350-368

Dughi, T., Rad, D., Roman, A., Dughi, D., Stoian, C. D., Stoian, N. R.,
... & Rad, G. (2025). When Home Helps or Hurts: A Moderated
Mediation Analysis of Work Meaning, Intrinsic Motivation,
and Life Satisfaction Across Family Flexibility Profiles.
Behavioral Sciences, 15(11), 1451.

Fond-Harmant, L., Kane, H., Baumgart, J. G., Absil, G., Philippart, A.,
Deloyer, J., ... & Denis, F. (2023). The contributions of a
mental health research process concomitant with the Covid-19
crisis. Clinical Neuropsychiatry, 20(4), 279.

Gavrila-Ardelean, L., & Gavrila-Ardelean, M. (2017). The influence of
Apilarnil treatment on some aspects of getting a job and social
networking in young adults. Revista de Cercetare si Interventie
Sociala, 57, 104.

Gavrila-Ardelean, M., & Gavrila-Ardelean, L. (2017). The
Amelioration Of Socialization Through Communication, For
Children In Family Homes. In E. Soare, & C. Langa (Eds.),
Education Facing Contemporary World Issues, vol 23.
European Proceedings of Social and Behavioural Sciences (pp.
1215-1222). Future Academy.
https://doi.org/10.15405/epsbs.2017.05.02.149

Gavrila-Ardelean, M., & Gavrila-Ardelean, L. (2018). Technology and
the future. Croire en la technologie: mediatisation du futur et
futur de la mediatisation, Actes du, 76-83.

Marin, C. D., losim, L., Rad, D., Stoian, C. D., Maduta, C., & Rad, G.
(2026). Sustainable Learning Habituation: A Systems-Based
Framework for Understanding Adaptation in E-Learning
Environments for Sustainable Development. Sustainability
(2071-1050), 18(10), 4709.

Rad, D. T., Dughi, T., Roman, A., & Ignat, S. (2019). Perspectives of
Consent Silence in Cyberbullying. Postmodern Openings,
10(2), 57-73. https://doi.org/10.18662/po/71

Rad, D., Mara, D., Mara, E. L., & Pérez, M. P. (2026). When Control
is Lost but Meaning is Gained: A Moderated Mediation Model
of Digital Agency and Al Adoption in Higher Education.
Revista Romaneasca Pentru Educatie Multidimensionala, 18(1),
51-68. https://doi.org/10.66388/rrem/18.1/04

Rad, D., Redes, A., Roman, A., Egerau, A., Lile, R., Demeter, E.,
Dughi, T., Ignat, S., Balas, E., Maier, R., Kiss, C., Mérineanu,
V., Bocos, M., Batca-Dumitru, G. C., Cuc, L. D., Vancu, G.,
Rad, G., & Chis, R. (2023). The use of theory of planned
behavior to systemically study the integrative-qualitative
intentional behavior in Romanian preschool education with

366



Journal Plus Education Vol. XLI no. SI/ 2026 p. 350-368

network analysis. Frontiers in psychology, 13, 1017011.
https://doi.org/10.3389/fpsyg.2022.1017011

Rad, D., Roman, A., Egerau, A., Ignat, S., Balas, E., Dughi, T., Bocos,
M., Mara, D., Mara, E.-L., Costin, A., Marcu, R., Colareza, C.
C., Coman, C., & Rad, G. (2026). Empowered or Constrained?
Digital Agency, Ethical Implications, and Students’ Intentions
to Use Artificial Intelligence. Behavioral Sciences, 16(2), 222.
https://doi.org/10.3390/bs16020222

Roman, A., Rad, D., Albulescu, 1., Stan, C., Balas, E., Ignat, S., ... &
Rad, G. (2026). The anatomy of Al integration in student
learning: A psychological network analysis of Al appraisal and
self-regulated learning across use-frequency groups. Education
Sciences, 16(5), 720.

Schmoll, C. (2020). Chapitre 6. Frontiéres a 1’intersection des rapports
de pouvoir. In Frontiéres (pp. 56-72). Armand Colin.

Serir, Z., & Gremion, F. (2023). Visible et invisible. De I’inclusion
scolaire a la reconnaissance. La nouvelle revue-Education et
société inclusives, 97(3), 223-236.

Serre, D. (2012). Le capital culturel dans tous ses états. Actes de la
recherche en sciences sociales, 191192(1), 4-13.

Si Moussa, A. (2023). Enjeux du métier d’enseignant dans la zone sud-
ouest de I’océan Indien. Etudes de cas a Madagascar, Maurice,
Mayotte et La Réunion. Revue internationale d’éducation de
Sévres, (94), 107-114.

Soloalijaona, R. (2010). D’une langue majeure a une langue minorée:
la traduction en malgache de Cronica de una muerte anunciada.
Archipélies, (1), 117-132.

Sow, A. M., & Gueye, B. S. (2022). La formation des directeurs et
directrices d’école élémentaire du sénégalo pour I’inclusion
scolaire des éléves en situation de handicap. LIENS, Nouvelle
Série: Revue Francophone Internationale, 1(2), 174-193.

Spatari, M. (2021). Les mesures de coercition a caractére éducatif dans
la législation pénale de la roumanie et de la république de
Moldova. Lettre de 1’est, (25), 33-39.

Thomazet, S. (2006). De l'intégration a 1'inclusion. Une nouvelle étape
dans l'ouverture de I'école aux différences. Le frangais
aujourd'hui, 152(1), 19-27.

Thomazet, S. (2008). L’intégration a des limites, pas 1’école inclusive!.
Revue des sciences de 1'éducation, 34(1), 123-139.

Toc, S. (2019). La manifestation des inégalités sociales dans le systeme
¢éducatif en Roumanie. Revista Universitard de Sociologie, 15(1
(HorsSer)), 96-108.

367



Journal Plus Education Vol. XLI no. SI/ 2026 p. 350-368

Toczek, M. C. (2005). Réduire les différences de performances selon le
genre lors des évaluations institutionnelles, est-ce possible?
Une premiére ¢étude expérimentale... L'orientation scolaire et
professionnelle, (34/4), 439-460.

Torkos, H., & Cosarba, E. M. (2026). Adaptive parenting strategies in
a technological world: effects of a six-week experiential and
non-formal education program in Arad county (Romania).
Journal Plus Education/Educatia Plus, 40(1), 199.

Torkos, H., & Egerau, A. M. (2020). Outdoor education and its
influence on the successful involvement of pupils in the social
life. Postmodern Openings, 11(4), 127-143.

Tremblay, P. (2015). Inclusion scolaire et transformation des
dispositifs de scolarisation des éléves a besoins spécifiques. La
nouvelle revue de l'adaptation et de la scolarisation, 7071(2),
51-65.

Trouilloud, D., & Sarrazin, P. (2003). Les connaissances actuelles sur
l'effet Pygmalion: Processus, poids et modulateurs. Revue
francaise de pédagogie, (145), 89-119.

Turcan, O. (2023). Politiques linguistiques éducatives dans Ia
Bessarabie roumaine (1918-1940). reCHERches. Culture et
histoire dans I'espace roman, (30), 99-114.

Verscheure, 1., Amade-Escot, C., & Vinson, M. (2020). De la
pertinence du concept de «positionnement de genre
épistémique» pour 1’analyse didactique de la fabrique des
inégalités en classe. Education et didactique, (14-1), 81-100.

Vienneau, R. (2002). Pédagogie de I’inclusion: fondements, définition,
défis et perspectives. Education et francophonie, 30(2), 257-
286.

368



