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ABSTRACT

"IMPROVING LEARNING OUTCOMES OF SLOW LEARNERS

THROUGH DIFFERENTIATED INSTRUCTION AND
SCAFFOLDING IN INCLUSIVE CLASSROOMS"

Rasika Panicker

2025

Dissertation Chair:

Co-Chair:

This dissertation investigates the impact of Differentiated Instruction (DI) and Scaffolding
on improving learning outcomes of slow learners in inclusive classrooms within a semi-
urban Indian context. Grounded in Vygotsky’s Zone of Proximal Development and
Tomlinson’s (2017) Differentiated Instruction Model, the study integrates pedagogical and
strategic management frameworks such as the Balanced Scorecard (Kaplan & Norton,
1996), Kotter’s 8-Step Change Model, and the Resource-Based View to connect classroom

innovation with institutional sustainability.



A mixed-methods research design was implemented at Rosary High School, Badlapur,
involving 172 students (including 19 identified slow learners from Grades 5-8) and 10
teachers. Over a 16-week intervention cycle, teachers employed tiered tasks, visual aids,
peer collaboration, and guided scaffolding. Quantitative data from pre- and post-test
academic scores were supported by qualitative evidence from observations, student

reflections, and teacher interviews.

Findings revealed a 31.73 percent overall improvement in student achievement, with
significant gains in Science (+15.74 points), Mathematics (+12.47 points), and English
(+10.05 points). Cohen’s d values exceeded 3.5 across all subjects, indicating a very large
effect. Qualitative data confirmed heightened motivation, confidence, and classroom
participation among learners, along with improved teacher collaboration and reflective

practice.

Beyond pedagogical gains, the study demonstrates that inclusive teaching serves as a low-
cost, high-impact business strategy for semi-urban schools. It strengthened institutional
performance across the Balanced Scorecard dimensions: learning and growth, internal
processes, stakeholder satisfaction, and financial efficiency. Improved academic credibility
enhanced parental trust and word-of-mouth admissions, directly contributing to enrolment
stability and institutional sustainability. The model thus positions inclusive pedagogy as
both an ethical and strategic lever for long-term organisational growth in the education

service sector.
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CHAPTERI:
INTRODUCTION

1.1 Introduction

Education today operates as a strategic component of the global service economy. Schools,
particularly in semi-urban India, function as mission-driven enterprises delivering a high-value
social service through quality learning (Kaplan and Norton, 1996 and Centre for Sustainable
Development, 2023). Within this evolving educational ecosystem, institutional performance is
increasingly assessed through multidimensional indicators such as student achievement, teacher
effectiveness, stakeholder satisfaction, operational efficiency, and financial sustainability,
reflecting the reality that schools now operate as accountable and competitive organisations

within the broader education service market.

Recent international research reinforces this shift by positioning education institutions as service
organisations whose performance is evaluated through learning outcomes, stakeholder
confidence, and organisational resilience rather than enrolment alone (OECD, 2020 and
UNESCO, 2023). From a management perspective, schools are expected to align instructional
quality with strategic planning, leadership effectiveness, and long-term sustainability. This
alignment ensures that teaching—learning processes are not treated as isolated classroom activities
but as core drivers of institutional performance and growth. Such an integrated approach becomes
particularly critical in competitive and resource-constrained environments such as semi-urban
regions, where schools must optimise limited resources while maintaining academic standards,

stakeholder trust, and organisational resilience (World Bank, 2022).



In India, the Right to Education Act (2009) and the National Education Policy (2020) aim to
provide equitable and inclusive learning opportunities for every child. Yet, many semi-urban
schools continue to adopt teacher-centred and standardised instructional practices that overlook
learner diversity and individual pace (Kaushik, 2020). Such uniformity restricts the potential of
diverse learners and, over time, diminishes both educational quality and institutional
performance. This gap between policy intent and classroom practice reduces service quality and
competitiveness, particularly in a performance-driven education landscape where parental

satisfaction, academic reputation, and enrolment stability define institutional success.

Empirical studies from low- and middle-income education systems indicate that when inclusive
pedagogical practices are not embedded into daily classroom instruction, schools experience
persistent learning gaps, reduced stakeholder trust, and inconsistent academic outcomes, all of
which negatively affect organisational credibility (UNESCO Institute for Statistics, 2022 and
Wagpner et al., 2022). For school leaders, this gap represents not only an educational concern but

also a managerial challenge that directly influences retention, reputation, and institutional growth.

Addressing this challenge requires pedagogical innovation that aligns educational equity with
organisational growth. Implementing inclusive strategies such as Differentiated Instruction and
Scaffolding addresses both social and managerial concerns. These approaches enhance student
learning and wellbeing while strengthening parental trust, community reputation, and enrolment
continuity. Thus, inclusive pedagogy emerges not only as a socially meaningful reform aligned

with the Right to Education but also as a strategic pathway for long-term institutional



sustainability and continuous improvement (Kaplan and Norton, 1996 and Centre for Sustainable

Development, 2023).

Accordingly, this study investigates how Differentiated Instruction (DI) and Scaffolding,
grounded in Vygotsky’s Zone of Proximal Development (1978) and Tomlinson’s (2017) model,
can enhance learning outcomes while reinforcing the sustainability of CBSE-affiliated semi-

urban schools such as Rosary High School, Badlapur.

From a leadership standpoint, inclusive pedagogy functions as a low-cost, high-impact
operational strategy. Research evidence suggests that schools implementing structured inclusive
practices report improvements in internal instructional processes, teacher collaboration, and
stakeholder satisfaction without requiring significant financial investment (OECD, 2012 and
Kaushik, 2020). This positions inclusive teaching as a practical managerial decision rather than
an additional compliance burden, especially for semi-urban education enterprises operating

within limited resource frameworks.

Accordingly, this study investigates how Differentiated Instruction (DI) and Scaffolding,
grounded in Vygotsky’s Zone of Proximal Development (1978) and Tomlinson’s (2017) model,
can enhance learning outcomes while reinforcing the sustainability of CBSE-affiliated semi-

urban schools such as Rosary High School, Badlapur.

The study further adopts a practice-based DBA orientation by examining how classroom-level
instructional decisions translate into measurable organisational outcomes, including academic

performance consistency, teacher effectiveness, parental confidence, and enrolment stability.



Such alignment between pedagogy and management reflects contemporary DBA expectations
that research should inform strategic decision-making within real organisational contexts

(Creswell and Plano Clark, 2018 and OECD, 2020).

The Thane district of Maharashtra represents a rapidly expanding semi-urban corridor within the
Mumbai Metropolitan Region. Industrial growth, rising migration, and affordable housing have
encouraged families from diverse socio-economic backgrounds to settle here (Rural India Online,
2020). This demographic shift has led to a surge in CBSE-affiliated private schools that compete
to attract parents seeking quality education and holistic development for their children. However,
this expansion has also amplified classroom diversity, creating an urgent need for pedagogical

frameworks that balance inclusion with institutional excellence.

Studies on semi-urban education systems highlight that increasing learner heterogeneity places
additional demands on school leadership, instructional planning, and quality assurance
mechanisms (NCERT, 2021 and UNESCO, 2022). In such contexts, leadership decisions related
to teaching models, professional development, and instructional monitoring play a critical role in

sustaining academic standards and institutional credibility.

By integrating educational theory with business-management perspectives, the present research
positions inclusive teaching as both a moral responsibility and a strategic organisational initiative.
It demonstrates how low-cost, high-impact instructional models such as Differentiated Instruction
and Scaffolding can improve the learning outcomes of slow learners while simultaneously

strengthening institutional performance through enhanced quality, efficiency, and sustainability.



1.2 Problem Statement

Despite strong policy frameworks such as the Right to Education Act (2009) and the National
Education Policy (2020), the effective implementation of inclusive classroom practices remains
limited in many semi-urban Indian schools. These institutions often continue to follow uniform,
teacher-centred methods that fail to accommodate the wide range of learning abilities found in
heterogeneous classrooms. Consequently, a significant number of students, particularly slow

learners, remain disengaged or underperform academically.

Empirical evidence from inclusive education research indicates that the absence of differentiated
instructional approaches contributes to persistent learning gaps, low academic self-efficacy, and
reduced classroom participation among learners requiring additional support (UNESCO, 2023
and Borah, 2013). For school leadership, this learning gap reflects a structural instructional issue
rather than an individual learner deficit, requiring strategic intervention at the classroom and

organisational levels.

From an institutional perspective, this challenge extends beyond academics. When schools are
unable to address diverse learning needs, it affects parental trust, student retention, and overall
school reputation. In semi-urban regions, where schools function within a highly competitive

education market, such shortcomings can limit growth and financial stability.

Recent studies on education service organisations highlight that declining academic consistency
and unresolved learning disparities directly influence parent perceptions, word-of-mouth

reputation, and enrolment continuity, which are critical indicators of institutional performance in



private and semi-private schooling systems (OECD, 2020; UNESCO Institute for Statistics,
2022). As aresult, leadership decisions related to instructional models increasingly carry strategic

significance, shaping both educational outcomes and organisational sustainability.

A low-cost intervention is particularly essential for semi-urban schools because they often operate
with limited financial and human resources. Unlike urban institutions that can invest heavily in
technology, infrastructure, or additional staff, semi-urban schools must rely on cost-efficient
strategies that maximise learning outcomes within existing budgets. Differentiated Instruction
and Scaffolding fulfil this need by focusing on teacher capacity-building, flexible instructional

design, and better use of available resources rather than high-cost infrastructural expansion.

Research from resource-constrained education contexts demonstrates that instructional
innovations centred on teacher practices and classroom design yield higher returns on investment
compared to capital-intensive reforms, especially in semi-urban and rural schooling environments
(World Bank, 2022 and Kaushik, 2020). This positions inclusive pedagogy as a managerial

choice that aligns pedagogical effectiveness with cost containment and operational efficiency.

These inclusive teaching models provide measurable academic and behavioural improvements
without imposing additional financial burden. They enhance classroom engagement, raise
achievement levels, and build a sense of belonging among learners, while also improving
stakeholder satisfaction and enrolment stability. The present study therefore investigates how
Differentiated Instruction and Scaffolding can improve learning outcomes of slow learners and

simultaneously strengthen institutional performance. The study also examines how inclusive



pedagogy functions as a strategic, low-cost growth model that supports organisational resilience

and business sustainability in the education service sector.

From a practice-based DBA perspective, the problem addressed in this study lies at the
intersection of instructional leadership and organisational performance. It responds to the need
for evidence-based models that enable school leaders to make informed decisions regarding
pedagogy, teacher development, and resource allocation while maintaining educational quality
and institutional viability in semi-urban education enterprises (Kaplan and Norton, 1996 and

Kotter, 1996).

1.3 Rationale of the Study

Education in India is undergoing a paradigm shift from access and enrolment to quality and
equity. The National Education Policy (2020) calls for learner-centred, competency-based, and
inclusive approaches to ensure that every child achieves foundational and higher-order skills.
However, semi-urban schools often face practical barriers in implementing these reforms.
Limited budgets, high student- teacher ratios, and pressure to maintain academic results within
competitive markets make large-scale reforms challenging. This context creates an urgent need
for low-cost, high-impact teaching models that improve learning outcomes without demanding

additional infrastructure or financial investment.

Contemporary research highlights that education systems transitioning from access-driven to
quality-driven models must prioritise instructional effectiveness and teacher capacity rather than

infrastructure-heavy reforms, particularly in resource-constrained contexts (OECD, 2020 and



UNESCO, 2022). For school leaders in semi-urban settings, the inability to implement inclusive
reforms represents a strategic risk, as persistent learning gaps undermine institutional credibility,
stakeholder confidence, and long-term enrolment stability (UNESCO Institute for Statistics,

2022).

The present study addresses this strategic challenge by examining Differentiated Instruction and
Scaffolding as cost-efficient operational tools capable of enhancing academic achievement,
classroom engagement, and teacher effectiveness. These instructional approaches rely on
professional competence, adaptive lesson design, and creative utilisation of existing classroom
resources rather than additional capital investment. Therefore, they align closely with the
operational realities of semi-urban schools seeking to balance educational quality with financial

prudence and policy compliance.

Empirical evidence from inclusive education research confirms that instructional models centred
on differentiation and scaffolding lead to improved learner participation, reduced achievement
gaps, and enhanced teacher instructional efficacy without increasing operational costs
(Tomlinson, 2017; Fuchs et al., 2014 and Sharma et al., 2021). When viewed through a
managerial lens, these outcomes indicate improved productivity of existing human capital,
reduced instructional inefficiencies, and stronger consistency in service delivery, key indicators

of organisational effectiveness in service-oriented enterprises.

Rosary High School, Badlapur, provides a relevant case for this investigation. The school has
implemented inclusive pedagogical strategies to meet the needs of a diverse student population.

Through differentiated tasks, visual learning aids, and scaffolded support systems, slow learners



have shown measurable improvement in their performance and motivation levels. Quantitative
analysis of pre- and post-intervention data reveals a mean academic improvement of 12.37
percent, demonstrating measurable gains in student performance and motivation. These outcomes
validate the effectiveness of inclusive pedagogy as an operational improvement strategy within a

semi-urban school setting.

Case-based research in comparable semi-urban contexts indicates that school-level instructional
reforms grounded in inclusive pedagogy yield benefits beyond academic performance,
strengthening organisational routines, instructional coherence, and collaborative professional
practices among teachers (Kaushik, 2020 and Das et al., 2013). Such improvements contribute to
greater process reliability and internal alignment, supporting sustainable institutional functioning

and leadership decision-making.

Beyond pedagogy, the study explores the business sustainability implications of inclusive
instructional practices. At Rosary High School, improved learning outcomes have enhanced
parental trust, stabilised enrolment patterns, and strengthened the school’s academic reputation
within the local education market. These developments illustrate how inclusive pedagogy
functions not only as an educational intervention but also as a strategic, low-cost growth model
that supports organisational resilience, competitive positioning, and long-term sustainability in

the education service sector.

From a practice-based DBA perspective, the rationale of this study lies in its capacity to translate
instructional innovation into actionable leadership strategy. By explicitly linking pedagogical

design with organisational outcomes such as stakeholder satisfaction, human capital optimisation,



enrolment stability, and institutional reputation, the study contributes a scalable and evidence-
based decision-making framework for semi-urban education enterprises pursuing sustainable
growth. Grounded in strategic management principles such as the Balanced Scorecard (Kaplan &
Norton, 1996) and change leadership theory (Kotter, 1996), this research demonstrates how
instructional excellence can be leveraged as a core driver of organisational performance and

business sustainability in the education sector.

1.4 Objective of the Study

The main objective of this study is to analyze how Differentiated Instruction and Scaffolding can
improve the learning outcomes of slow learners and simultaneously contribute to the
organizational sustainability of semi-urban schools. The study seeks to integrate pedagogical
innovation with strategic management principles to create a low-cost, high-impact model of

inclusive education that benefits both students and institutions.

1.4.1 Pedagogical Objectives

1. To assess the effectiveness of Differentiated Instruction and Scaffolding in improving the
academic performance of slow learners in English, Mathematics, and Science.

2. To evaluate changes in student motivation, engagement, and confidence resulting from
the implementation of inclusive classroom strategies.

3. To examine teachers’ experiences and perceptions in applying differentiated and

scaffolded instruction to meet diverse learning needs.

10



1.4.2 Institutional Objectives

1. To determine how inclusive teaching practices influence key institutional indicators such
as classroom efficiency, parental satisfaction, and student retention.

2. To analyse the relationship between improved learner outcomes and the overall
performance of the school as an educational organisation.

3. To identify ways in which inclusive practices can be embedded into school systems for

continuous improvement and quality assurance.

1.4.3 Strategic and Managerial Objectives

1. To explore how inclusive pedagogy can function as a low-cost intervention model that
supports organisational growth and financial sustainability in semi-urban schools.

2. To align inclusive education outcomes with the dimensions of the Balanced Scorecard
framework, including stakeholder satisfaction, learning and growth, internal processes,
and financial perspective.

3. To propose a scalable, evidence-based framework that links inclusive classroom practices

with long-term institutional resilience and competitiveness in the education service sector.

1.5 Research Questions

Based on the objectives outlined in this study, the following research questions were formulated
to guide the investigation. Each set of questions explores the pedagogical, institutional, and

strategic dimensions of inclusive pedagogy within the semi-urban school context.

11



1.5.1 Pedagogical Research Questions

1. How effective are Differentiated Instruction and Scaffolding in improving the academic
performance of slow learners in English, Mathematics, and Science?

2. In what ways do these inclusive strategies influence students’ motivation, participation,
and overall classroom engagement?

3. What challenges and opportunities do teachers experience while implementing

Differentiated Instruction and Scaffolding in semi-urban classrooms?

1.5.2 Institutional Research Questions

1. How do inclusive teaching practices affect institutional parameters such as classroom
efficiency, parental satisfaction, and student retention at Rosary High School?

2. What relationship exists between improved learner outcomes and the overall
organisational performance of semi-urban schools?

3. How can inclusive pedagogy be institutionalised to promote continuous improvement and

quality assurance within the school system?

1.5.3 Strategic and Managerial Research Questions

1. How can inclusive pedagogy function as a low-cost, high-impact intervention model that
enhances organisational growth and sustainability in semi-urban schools?

2. In what ways can the outcomes of inclusive education be aligned with the Balanced
Scorecard framework, particularly in terms of stakeholder satisfaction, internal processes,

learning and growth, and financial perspective?

12



3. How can findings from Rosary High School be used to develop a scalable strategic model
that connects inclusive classroom practices with institutional resilience and

competitiveness in the education service sector?

1.6 Significance of the Study

This study holds significance at multiple levels: academic, institutional, and policy. It bridges the
gap between inclusive educational practice and strategic school management, demonstrating that
quality learning and business sustainability can be mutually reinforcing goals in semi-urban
educational settings. The context of semi-urban schooling, where resource availability, learning
diversity, and parental expectations coexist, makes the findings relevant for schools seeking
practical, research-backed approaches to improve performance within realistic constraints.

From a practice-based DBA perspective, the significance of the study lies in its ability to translate
classroom-level instructional decisions into measurable organisational outcomes. By framing
inclusive pedagogy as a leadership-led and system-driven initiative, the study contributes to
applied research that supports evidence-based decision-making in education enterprises operating
under competitive and resource-constrained conditions (Kaplan and Norton, 1996 and OECD,
2020).

1.6.1 Academic Significance

The study contributes to the growing body of research on inclusive education by empirically
analysing how Differentiated Instruction and Scaffolding improve the performance of slow
learners in mainstream classrooms. It provides evidence-based insights into the behavioural and

academic changes that occur when inclusive pedagogy is systematically implemented.

13



In many semi-urban classrooms, slow learners often remain unnoticed in large groups and receive
limited targeted support. By documenting their progress through structured intervention, the study
strengthens the understanding of how classroom-level practices can bridge learning gaps. The
findings also highlight the role of teacher-led instructional adjustments, demonstrating that
inclusive strategies can lead to measurable academic improvements even without specialised

external support.

Recent inclusive education research emphasises that teacher-mediated instructional adaptations
are among the most effective mechanisms for addressing learner diversity in mainstream
classrooms, particularly in contexts where specialist services are limited (Florian and Black-
Hawkins, 2011 and Sharma et al., 2021). By providing empirical classroom data from a semi-
urban Indian setting, this study adds contextual depth to global inclusive education literature,

which has often focused on urban or policy-level analyses (UNESCO, 2023).

By integrating educational theory with management principles, the study extends the scope of
educational research beyond pedagogy, introducing a multidimensional framework that links
classroom practice to institutional effectiveness and sustainability. This connection adds value to
the academic discourse by showing how learner outcomes, teacher practices, and organisational

processes influence one another within the broader educational ecosystem.

1.6.2 Institutional Significance

For semi-urban schools, the findings offer a practical model for improving learning outcomes

without significant financial investment. The study demonstrates how inclusive teaching practices

14



can enhance student engagement, parental trust, and teacher efficiency, all of which contribute to
higher institutional performance. These outcomes are particularly important for schools that
operate with moderate fee structures and limited infrastructure, where improvements must be

cost-effective and scalable.

From an organisational leadership perspective, the study highlights inclusive pedagogy as an
internal process improvement strategy rather than an externally driven reform. Research on
school effectiveness indicates that improvements in core instructional processes yield sustained
gains in academic performance, stakeholder satisfaction, and institutional credibility over time

(OECD, 2012 and World Bank, 2022).

At Rosary High School, the adoption of Differentiated Instruction and Scaffolding has already
resulted in measurable academic gains, improved classroom participation, and increased
enrolment stability. These improvements contribute directly to key institutional indicators such
as student retention, instructional quality, and stakeholder satisfaction. The model shows that
strengthening academic processes can simultaneously reinforce the school’s reputation and

operational stability.

These results can guide other schools with similar resource constraints to replicate low-cost, high-
impact strategies for sustainable growth. The study therefore offers a structured pathway for
schools to align academic improvement with institutional development through systematic,

evidence-based practices.

1.6.3 Policy and Strategic Significance

15



At the policy level, the study supports the vision of the National Education Policy (Government
of India, 2020) by providing a viable implementation model for inclusive education in resource-
limited settings. It addresses a common challenge faced by many schools: translating policy
recommendations into regular classroom practice. The findings illustrate how inclusive strategies
can be implemented within existing timetables, staff structures, and academic processes, making

the model practical and feasible for semi-urban schools.

Policy implementation studies suggest that the effectiveness of education reforms depends largely
on school-level leadership, teacher preparedness, and institutional support structures rather than
policy design alone (Das et al., 2013 and UNESCO Institute for Statistics, 2022). By
demonstrating how inclusive pedagogy can be embedded into daily classroom routines, the study
offers evidence to policymakers on how reform intentions can be operationalised at the

institutional level.

The research reinforces the idea that inclusivity and efficiency are not opposing goals but
complementary drivers of quality education. By presenting a structured and measurable approach,
the study offers evidence on how inclusive pedagogy strengthens academic performance while

supporting institutional accountability and long-term growth.

Strategically, it establishes inclusive pedagogy as a cost-effective growth model within the
education service sector, aligning social responsibility with organisational sustainability. This
integrated perspective is relevant for school leaders who aim to meet policy expectations while

maintaining financial prudence and operational effectiveness. The findings may also inform
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training programs for teachers and school leaders, enabling them to adopt evidence-based

management practices that link classroom innovation with long-term institutional success.

1.7 Scope and Delimitations of the Study

This study focuses on examining the impact of Differentiated Instruction and Scaffolding on
improving the learning outcomes of slow learners and strengthening institutional performance
within a semi-urban school context. The research is confined to Rosary High School, Badlapur,
a CBSE-affiliated institution located in the Thane district of Maharashtra. The school represents
the characteristics of a typical semi-urban private educational institution that serves families from
diverse socio-economic backgrounds and operates within moderate financial and infrastructural

limits.

The study covers students from Grades 5 to 8, where academic and developmental diversity
among learners is most prominent. A total of 172 students participated in the research, including
19 identified slow learners based on classroom performance, teacher observations, and
screening assessments. The 16-week intervention period involved systematic implementation
of Differentiated Instruction and Scaffolding strategies across three subjects - English,
Mathematics, and Science. Multiple data sources, including pre- and post-test results, teacher
reflections, classroom observations, and student feedback, were analysed to assess both academic

and behavioural outcomes.

The research is delimited to a single semi-urban school and does not include rural or metropolitan

institutions. Consequently, the findings may not be directly generalisable to schools functioning
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in significantly different socio-economic or infrastructural contexts. The study also focuses
primarily on the pedagogical and organisational dimensions of inclusive teaching rather than on

large-scale policy formulation or government-led interventions.

Nevertheless, the limited scope enables an in-depth, context-specific analysis of how inclusive
pedagogy can be implemented effectively within semi-urban resource conditions. The results
offer actionable insights for similar schools seeking to adopt low-cost, high-impact teaching
models that improve learning outcomes, enhance stakeholder satisfaction, and contribute to

institutional sustainability.

1.8 Organization of the Thesis

This thesis is organised into six chapters that collectively present the conceptual foundations,
methodological framework, empirical findings, and strategic implications of the study. Each
chapter builds upon the preceding one to establish a coherent narrative linking inclusive pedagogy

with institutional sustainability in the semi-urban school context.

Chapter 1: Introduction

This chapter presents the background, problem statement, purpose, objectives, research questions,
significance, scope, and delimitations of the study. It establishes the rationale for investigating
Differentiated Instruction and Scaffolding as low-cost, high-impact strategies that can improve
student learning outcomes and strengthen institutional performance in semi-urban schools such

as Rosary High School, Badlapur.
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Chapter 2: Review of Literature

This chapter reviews national and international literature on inclusive education, slow learners,
differentiated instruction, and scaffolding. It also explores relevant business and management
theories, including the Balanced Scorecard and strategic sustainability models, to frame the study
within both pedagogical and organisational contexts. The review identifies key research gaps that

justify the present investigation.

Chapter 3: Research Methodology

This chapter describes the research design, sample, instruments, and procedures used for data
collection and analysis. It outlines the quantitative and qualitative tools employed to evaluate
changes in academic performance, classroom engagement, and institutional outcomes following
the intervention. The methodology ensures reliability, validity, and ethical compliance throughout

the research process.

Chapter 4: Data Analysis and Interpretation

This chapter presents the findings of the study based on statistical and thematic analyses. It
compares pre- and post-test results, teacher reflections, and student feedback to assess the impact
of Differentiated Instruction and Scaffolding on slow learners’ performance and overall

classroom effectiveness.

Chapter 5: Discussion of Findings
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This chapter interprets the results in light of existing literature and theoretical frameworks. It
discusses the implications of the findings for teaching practices, institutional management, and
educational policy. The discussion highlights how inclusive pedagogy contributes to both student

development and organisational sustainability in semi-urban contexts.

Chapter 6: Summary, Conclusions, and Recommendations

The final chapter summarises the research process and key findings, drawing conclusions that
align with the objectives of the study. It provides recommendations for teachers, school leaders,
and policymakers on implementing inclusive pedagogy as a strategic, low-cost growth model for

sustainable institutional development. Suggestions for further research are also presented.
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1.9 Key Definitions

For clarity and consistency, the following terms are defined as they are used in this study:

1. Differentiated Instruction (DI): A teaching approach in which educators adapt content,

process, and assessment to meet students’ readiness levels, interests, and learning profiles

(Tomlinson, 2017).

2. Scaffolding: A strategy derived from Vygotsky’s (1978) concept of the Zone of Proximal

Development, where teachers provide structured support that is gradually withdrawn as

learners gain independence.

3. Slow Learners: Students with borderline or low-average cognitive ability (IQ 70-85)

who struggle to keep pace with grade-level expectations but can progress with tailored

support (Das, Kuyini and Desai, 2013).

4. Inclusive Pedagogy: Teaching practices that ensure meaningful participation and success

for all students, irrespective of their ability or background (UNESCO, 2023).

5. Institutional Performance: The measurable effectiveness of a school in achieving

academic, operational, and stakeholder-related goals, including student outcomes, teacher

productivity, and parental satisfaction.

6. Sustainability (Educational Context): The ability of a school to maintain academic

quality, stakeholder trust, and financial stability through efficient use of resources and

adaptive management practices.
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7. Low-Cost, High-Impact Intervention: A resource-efficient model of change that
achieves significant improvement in learning outcomes and institutional efficiency

without major financial investment.

1.10 Socio-Economic Context of the Study

The study is situated in the semi-urban region of Badlapur in the Thane district of Maharashtra,
part of the rapidly expanding Mumbai Metropolitan Region. Over the past decade, this corridor
has experienced continuous industrial and residential growth, attracting families from both rural
and urban areas seeking affordable housing and access to better educational facilities (Rural India

Online, 2020).

According to the Census of India (2011), Badlapur recorded a literacy rate of 91.7 percent (94.45
percent among males and 88.8 percent among females), higher than the Thane district average of
84.53 percent (male 88.72 percent; female 79.77 percent). The district’s population density of
1,157 persons per sq km highlights its rapid urban growth and strong demand for education.
Thane is among Maharashtra’s most industrialised districts, hosting large-, medium-, and small-
scale industries. The district’s per-capita income was approximately X 2,68,293 in 2020-21 at

current prices, reflecting moderate but uneven income distribution across communities.

Families in this region represent mixed socio-economic backgrounds, ranging from industrial
workers and service employees to small business owners. For many of these families, education
is viewed as a primary means of upward mobility. Consequently, there has been a sharp increase
in demand for English-medium, CBSE-affiliated private schools that promise quality education

within reasonable fee structures. However, semi-urban schools typically operate with limited
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resources and infrastructure, often relying on modest tuition fees to sustain operations Across
Thane district, UDISE+ 2018-19 records approximately 4,900 recognised schools across
primary, upper-primary, secondary and higher-secondary levels, indicating that similarly
heterogeneous learner groups are present in a large number of institutions across the region

(Maharashtra Prathamik Shikshan Parishad, 2019; Thane District Statistics Office, 2011).

A considerable proportion of families in this region are first-generation learner households, with
many parents having migrated from rural or economically disadvantaged areas in search of
employment and improved living conditions. According to NSSO (2017-18), first-generation
learners form a significant share of enrolment in semi-urban private schools, where parents aspire
to secure better educational opportunities for their children despite having limited personal
schooling experience. NCERT (2021) further notes that such parents often hold high academic
expectations but possess limited capacity to support learning at home, creating a clear gap
between aspiration and academic readiness. This dynamic places greater responsibility on schools
to provide structured instructional support that compensates for home-learning constraints and

varying levels of preparedness.

The resulting socio-economic diversity creates classrooms marked by substantial variations in
learning pace, linguistic proficiency, and parental involvement. Teachers therefore manage
heterogeneous groups of students whose readiness levels differ widely, making standardised, one-
size-fits-all instruction ineffective. Such contexts require adaptable, inclusive, and low-cost

pedagogical models to ensure educational quality and institutional sustainability.
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CHAPTER II:
REVIEW OF LITERATURE

2.1 Introduction

The previous chapter established the need for inclusive, low-cost, and high-impact pedagogical
interventions in semi-urban Indian schools, where education functions both as a social service
and an organised institutional system. This chapter reviews relevant literature on inclusive
education, slow learners, and key instructional approaches such as Differentiated Instruction and
Scaffolding. It also examines theoretical and strategic frameworks that connect classroom
practices with institutional sustainability, including the Balanced Scorecard, Kotter’s Change

Model, and the Resource-Based View.

Inclusive education is grounded in the principle of equity and emphasises meaningful
participation and success for all learners within mainstream classrooms. International research
highlights that inclusive systems are effective when supported by trained teachers, flexible
instructional practices, and coherent school-level structures (UNESCO, 2023 and OECD, 2020).
These findings indicate that inclusion depends not only on access but also on how teaching and

learning processes respond to learner diversity.

In the Indian context, this vision is reflected in national policy frameworks such as the Right to
Education Act (2009) and the National Education Policy (2020), which advocate learner-centred
and competency-based approaches. However, studies report uneven implementation, particularly

in semi-urban schools where limitations related to teacher preparedness, resource availability,
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and classroom heterogeneity continue to affect classroom practice (NCERT, 2021 and CBSE,

2022).

Semi-urban schools such as those in the Thane district face a distinct dual challenge. They serve
families from varied socio-economic backgrounds, including a large proportion of first-
generation learners whose parents often have limited capacity to support academic learning at
home. At the same time, these schools function within a competitive education environment
where parents expect consistent academic results, English-medium instruction, and affordable fee
structures. Research suggests that this combination of learner diversity and market pressure places
significant demands on classroom practices and institutional decision-making, especially in

schools operating with limited resources (NCERT, 2021 and UNESCO, 2023).

Within this context, inclusive pedagogy gains importance not only as an educational requirement
but also as an institutional strategy. When inclusive teaching practices are aligned with leadership,
assessment systems, and teacher development, schools show improvement in learning outcomes,
instructional efficiency, stakeholder satisfaction, and enrolment stability. These outcomes
correspond closely with the dimensions of the Balanced Scorecard framework, which links
learning and growth with internal processes and long-term sustainability (Kaplan and Norton,

1996).

Therefore, Differentiated Instruction and Scaffolding are examined in this study not merely as
classroom-level teaching strategies but as institutional mechanisms that support quality assurance
and sustainable growth. By reviewing literature across pedagogy, policy, and management

domains, this chapter establishes a foundation for understanding how inclusive instructional
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practices can improve learning outcomes of slow learners while simultaneously strengthening

institutional effectiveness in semi-urban school settings.

2.2 Slow Learners

Slow learners are students whose cognitive functioning falls within the low-average range,
generally with 1Q scores between 70 and 85, which affects their ability to keep pace with grade-
level academic expectations (Das et al., 2013). These learners commonly experience difficulties
in concentration, comprehension, and task completion. However, research consistently shows that
they can achieve academic progress when provided with structured instructional support and

appropriate classroom strategies (Shanmugam, 2021).

Slow learners are not typically classified as having an intellectual disability or a specific learning
disorder. Nevertheless, they often struggle with the academic demands of regular classrooms that
rely on uniform pacing and examination-driven instruction (Borah, 2013). Studies report
persistent challenges in areas such as abstract thinking, reasoning, language development, and
numerical understanding. These difficulties are frequently accompanied by low self-esteem and
social withdrawal, which increase the risk of learners being misunderstood as careless or
unmotivated (Vasudevan, 2017). Such misinterpretations can result in lowered teacher

expectations and reduced access to meaningful academic opportunities.

In the Indian school context, slow learners are commonly found in semi-urban classrooms that
serve families from diverse socio-economic backgrounds. Many of these students belong to first-

generation learner households where parents may have limited educational capital, irregular
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involvement in schoolwork, and restricted access to learning resources at home. Indian studies
highlight that these environmental factors interact with individual learning pace, reinforcing
academic gaps when classroom instruction remains standardised and rigid (Borah, 2013;

Vasudevan, 2017 and NCERT, 2021).

National educational bodies have acknowledged the presence of slow learners within mainstream
education and emphasised the need for systematic classroom-based support. NCERT reports
indicate that slow learners often remain present but invisible in planning and assessment
processes (NCERT, 2019). Interventions such as simplified explanations, repeated exposure to
concepts, visual supports, and guided practice have been found to be more effective than
segregated or withdrawal-based remedial programmes. Initiatives such as the Dakshatha
programme in Karnataka demonstrate how structured reinforcement of foundational literacy and

numeracy skills can support learners in catching up academically (NCERT, 2019).

State-level guidelines further reinforce this approach. The Directorate of School Education in
Puducherry recommends remedial support, individual progress monitoring, and targeted attention
for slow learners as part of regular school organisation (Directorate of School Education,
Puducherry, 2019). These policies signal a clear shift toward supporting slow learners within
mainstream classrooms through targeted pedagogical responses rather than deficit-based

labelling.

International research supports similar conclusions. Studies in mixed-ability classrooms show
that when teachers use differentiated instruction, slow learners and other low achievers

demonstrate measurable academic gains. Kotob (2019) reported that differentiated tasks and
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flexible grouping reduced achievement gaps and improved overall classroom performance.
Global analyses further emphasise that structured support, additional practice time, and
scaffolded instruction enable slow learners to access curriculum expectations without lowering

academic standards (Learning, Marginalization and Improving the Quality of Education, 2022).

Scaffolding strategies have also been shown to be particularly effective for learners who process
information more slowly. Research indicates that stepwise instruction, guided questioning,
prompting, and continuous feedback improve comprehension and participation in classroom
activities (Krishnan, 2019). By breaking learning tasks into manageable segments, scaffolding

reduces cognitive load and supports gradual development of learner independence.

Despite policy support, Indian empirical studies reveal that many teachers feel underprepared to
address the needs of slow learners in mainstream classrooms. Large class sizes, syllabus pressure,
and limited professional training in inclusive pedagogy restrict teachers’ ability to adapt
instruction effectively (Das, Kuyini and Desai, 2013). As a result, classroom practices often
remain textbook driven and examination oriented, which further marginalises slow learners

within everyday instruction (NCERT, 2019).

From a strategic and institutional perspective, slow learners represent both a challenge and an
opportunity for semi-urban private schools. When their needs remain unmet, schools may
experience lower pass percentages, grade repetition, and increased dropout rates, which can
negatively affect parental trust and institutional reputation. Conversely, schools that invest in
differentiated instruction and scaffolding report improved academic performance, higher

stakeholder satisfaction, and greater enrolment stability (Centre for Sustainable Development,
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2023 and Learning, Marginalization and Improving the Quality of Education, 2022). In this sense,
addressing the learning needs of slow learners is central not only to inclusive education goals but

also to long-term institutional sustainability in semi-urban contexts such as Thane.

2.3 Inclusive Pedagogy Framework

Addressing the learning needs of slow learners requires more than isolated remedial practices. It
demands a structured pedagogical and institutional framework that connects classroom-level
innovation with overall school effectiveness. The present study adopts an Inclusive Pedagogy
Framework that integrates educational theory with strategic management perspectives to explain
how inclusive teaching practices can simultaneously enhance learner outcomes and
organisational performance. The framework is designed to function across pedagogical,
behavioural, and strategic dimensions, ensuring coherence between teaching practices and

institutional goals.

2.3.1 Pedagogical Dimension

At its pedagogical core, the framework is grounded in Differentiated Instruction and Scaffolding,
which together support inclusion, engagement, and continuous learner progress. Tomlinson
(2017) explains that Differentiated Instruction involves purposeful variation in content, process,
and product to align instruction with students’ readiness levels and learning preferences.
Vygotsky (1978) and later scholars emphasise that scaffolding provides structured, step-by-step

support that enables learners to move gradually toward independent performance within their
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Zone of Proximal Development. When applied together, these approaches ensure that learning

experiences are both personalised and systematically supported.

In practice, this combined approach allows slow learners to access grade-level curriculum through
clearly structured learning pathways. Strategies such as differentiated grouping, tiered tasks,
visual aids, and verbal prompts help maintain academic expectations while reducing cognitive
overload. This balance is particularly important in mixed-ability classrooms commonly found in

semi-urban schools, where learner diversity is wide and instructional time is limited.

Within inclusive classrooms, Differentiated Instruction and Scaffolding function as
complementary processes rather than isolated techniques. Differentiation determines what level
of content, process, or product is appropriate for a learner, while scaffolding determines how
support is provided and gradually withdrawn. Tomlinson (2017) and Vygotsky (1978) together
suggest that effective instruction requires both adaptive task design and responsive teacher
support. For slow learners, this interaction allows teachers to begin with high support and
simplified entry points, followed by structured practice and increasing learner autonomy. Such
sequencing helps learners progress toward independence without reducing curricular

expectations.

Empirical research supports the effectiveness of integrating differentiated instruction with
scaffolding. International studies show that when instructional tasks are designed at varying levels
of complexity and supported through guided practice, low-performing students demonstrate
measurable gains in foundational skills, problem-solving ability, and academic confidence

(Learning, Marginalization and Improving the Quality of Education, 2022). Indian studies
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reported by NCERT (2019) similarly indicate that structured scaffolding techniques such as
modelling, guided questioning, and repeated practice help slow learners respond more effectively
to curriculum demands in multilingual and resource-constrained classroom environments. These
findings establish the pedagogical dimension as a robust foundation for improving learning

outcomes among slow learners.

2.3.2 Behavioural Dimension

At the behavioural level, the framework recognises teachers as central agents in the successful
implementation of inclusive pedagogy. Ajzen and Fishbein (1980) explain that attitudes, beliefs,
and intentions significantly influence professional behaviour. When teachers hold positive
attitudes toward inclusion and believe in the capacity of all learners to progress, they are more

likely to implement differentiated and scaffolded instruction consistently.

Teacher behaviour directly influences the consistency and quality of inclusive pedagogy. Ajzen
and Fishbein (1980) explain that beliefs shape intentions, which in turn guide professional
behaviour. In inclusive classrooms, teachers who believe that slow learners can improve are more
likely to invest time in planning differentiated tasks and applying scaffolding consistently.
Research further indicates that reflective practice enables teachers to adjust instruction based on
learner response, making inclusion an ongoing process rather than a fixed intervention (NCERT,
2021). Behavioural alignment therefore serves as the bridge between pedagogical theory and

sustained classroom practice.
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Behavioural theory further strengthens this argument by highlighting the role of perceived
behavioural control and organisational support in shaping professional action. Ajzen (1991)
emphasises that individuals are more likely to adopt new practices when they feel confident in
their ability to implement them and when enabling conditions are present. In school contexts, this
implies that teacher behaviour is shaped not only by personal beliefs but also by leadership

expectations, professional learning opportunities, and institutional norms.

The behavioural dimension emphasises that teaching slow learners requires more than technical
strategies. It demands reflective practice, adaptive decision-making, and a commitment to learner
growth. Teachers shape classroom climate, influence student self-efficacy, and model
expectations for engagement and effort. Their behavioural alignment with inclusive principles

determines whether pedagogical tools translate into meaningful classroom practice.

Change management literature further suggests that sustained behavioural change among teachers
depends on how innovations are introduced, supported, and normalised within school systems.
Fullan (2007) argues that educational change is most effective when teachers are actively engaged
in sense-making, experimentation, and reflection rather than being passive recipients of reform.
Similarly, Rogers (2003) explains that adoption of new practices occurs gradually, influenced by

perceived relevance, compatibility with existing routines, and visible evidence of effectiveness.

This dimension is particularly relevant in semi-urban schools, where teachers often manage
heterogeneous classrooms with limited support staff. Research reported by NCERT (2021)
indicates that when teachers engage in collaborative planning, peer observation, and reflective

dialogue, their capacity to implement inclusive instructional strategies improves significantly.

32



Behaviourally aligned teachers also demonstrate stronger classroom management, clearer
instructional communication, and greater responsiveness to learner needs. These factors are

critical for sustaining instructional quality and pacing in inclusive classroom settings.

Implementation research reinforces that leadership support and structured guidance are essential
for maintaining behavioural consistency over time. Hall and Hord (2015) highlight that ongoing
coaching, feedback, and shared accountability mechanisms enable teachers to move beyond
initial adoption toward sustained use of innovative practices. Within inclusive classrooms, such
support structures ensure that differentiated instruction and scaffolding are embedded as routine

professional behaviours rather than isolated instructional efforts.

From a practice-based DBA perspective, the behavioural dimension therefore represents a key
organisational lever. By influencing teacher beliefs, intentions, and professional habits, school
leadership can create conditions that support long-term instructional change. Behaviourally
aligned teaching practices contribute not only to improved learner outcomes but also to
institutional stability by ensuring consistency, quality assurance, and scalability of inclusive

pedagogy across classrooms.

2.3.3 Instructional Dimension

The instructional dimension of the framework focuses on how inclusive pedagogy is translated
into day-to-day classroom practices through deliberate instructional planning, task design, and

assessment alignment. While behavioural readiness influences teachers’ willingness to adopt
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inclusive strategies, it is instructional decision-making that determines the depth, consistency,

and effectiveness of Differentiated Instruction and Scaffolding within inclusive classrooms.

Differentiated Instruction operates on the premise that learners vary in readiness, interests, and
learning profiles, requiring teachers to adapt content, process, and product to optimise learning
opportunities for all students (Tomlinson, 2017). In inclusive classrooms, instructional
differentiation allows slow learners to access curriculum content at an appropriate level of
complexity while remaining engaged in shared learning experiences with peers. This approach
prevents curricular exclusion and reduces reliance on withdrawal or remedial models that often

disrupt instructional continuity.

Scaffolding complements differentiation by providing structured, temporary support that enables
learners to progress toward independent performance. Grounded in Vygotsky’s concept of the
Zone of Proximal Development, scaffolding involves modelling, guided practice, questioning,
and feedback that are gradually withdrawn as learner competence increases (Vygotsky, 1978 and
Fuchs et al., 2014). Effective scaffolding requires continuous formative assessment and
instructional responsiveness, positioning teachers as active decision-makers rather than deliverers

of fixed lesson plans.

Research on inclusive instructional practices indicates that classrooms employing structured
differentiation and scaffolding demonstrate higher levels of student engagement, improved
conceptual understanding, and more consistent learning outcomes across diverse learner groups

(Florian and Black-Hawkins, 2011 and Katz, 2013). These instructional gains are particularly
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significant for slow learners, who benefit from clear task sequencing, visual supports, and explicit

feedback embedded within regular classroom instruction.

From an organisational perspective, the instructional dimension represents a core operational
process that directly influences institutional performance indicators. Studies on school
effectiveness highlight that improvements in instructional coherence and classroom practice
contribute more substantially to student achievement than structural reforms alone (OECD, 2015
and Robinson, 2011). For school leadership, this underscores the importance of investing in
instructional clarity, shared planning frameworks, and consistent pedagogical expectations across

classrooms.

In semi-urban school contexts, instructional adaptation is often constrained by large class sizes
and limited access to specialist support. However, evidence from low-resource settings suggests
that teacher-led instructional strategies, when systematically implemented, can compensate for
resource limitations and yield sustainable learning gains (World Bank, 2018; UNESCO, 2019).
Instructional practices such as flexible grouping, tiered tasks, and scaffolded questioning require

minimal financial investment while offering high instructional returns.

The instructional dimension also intersects with assessment practices. Formative assessment
plays a critical role in guiding differentiation and scaffolding by providing real-time information
on learner progress and instructional effectiveness. Research indicates that formative feedback
aligned with differentiated tasks enhances learner motivation and supports self-regulated

learning, particularly among students who struggle academically (Hattie and Timperley, 2007,
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Black and Wiliam, 2009). In inclusive classrooms, assessment therefore functions as an

instructional tool rather than a summative judgement.

From a practice-based DBA perspective, the instructional dimension is best understood as a
system-level process that links classroom practice with organisational goals. When instructional
expectations are clearly articulated, monitored, and supported through leadership structures,
inclusive pedagogy becomes scalable and sustainable across the institution. Such alignment
enables schools to maintain instructional quality, improve learner outcomes, and strengthen

stakeholder confidence without increasing operational costs.

This study conceptualises the instructional dimension as a strategic mechanism through which
Differentiated Instruction and Scaffolding contribute to both academic improvement and
institutional sustainability. By embedding inclusive instructional practices within routine
teaching and assessment processes, semi-urban schools can achieve consistent learning gains

while reinforcing their reputation for quality and equity in competitive education markets.

2.3.4 Organisational Dimension

The organisational dimension of inclusive pedagogy focuses on how school structures, leadership
practices, and operational processes enable or constrain the sustained implementation of
Differentiated Instruction and Scaffolding. While behavioural readiness and instructional
competence are necessary conditions, inclusive practices become sustainable only when they are
embedded within organisational systems that support consistency, monitoring, and continuous

improvement.
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From an organisational perspective, schools function as service enterprises where instructional
quality represents the core value proposition. Research on school effectiveness consistently
shows that improvements in student learning outcomes are closely linked to organisational
coherence, shared vision, and alignment between leadership goals and classroom practices
(Leithwood et al., 2020 and Bush, 2020). In inclusive schools, leadership plays a central role in
establishing expectations that learner diversity is a shared organisational responsibility rather than

an individual teacher concern.

Organisational support for inclusive pedagogy is reflected through policies, professional
development structures, time allocation for collaborative planning, and mechanisms for
instructional monitoring. Studies indicate that schools which institutionalise collaborative
planning, peer observation, and reflective dialogue are more successful in sustaining inclusive
practices over time (Hallinger, 2011 and Fullan, 2007). These structures reduce variability in

classroom practice and enhance instructional consistency across grade levels.

In semi-urban school contexts, organisational constraints such as limited staffing, budgetary
pressures, and high student—teacher ratios necessitate efficient internal systems. Evidence from
low-resource education systems suggests that organisational investment in teacher capacity and
instructional processes yields higher long-term returns than expenditure on infrastructure alone
(World Bank, 2018 and OECD, 2015). This positions inclusive pedagogy as an operational

efficiency strategy that optimises existing human resources.

The organisational dimension also intersects with performance measurement and accountability.

Frameworks such as the Balanced Scorecard emphasise the importance of aligning internal
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processes, learning and growth, and stakeholder perspectives to achieve sustainable
organisational performance (Kaplan and Norton, 1996). Within education enterprises, inclusive
instructional practices contribute directly to internal process improvement, teacher effectiveness,

and learner outcomes, while indirectly strengthening parental trust and institutional reputation.

Change management literature highlights that organisational adoption of inclusive practices
depends on leadership capacity to manage transition, address resistance, and reinforce new norms
through formal and informal systems (Kotter, 1996 and Hall and Hord, 2015). When inclusive
pedagogy is positioned as a strategic priority rather than a peripheral initiative, schools are more

likely to allocate time, resources, and leadership attention to its sustained implementation.

Organisational culture further shapes the success of inclusive pedagogy. Research indicates that
schools characterised by trust, shared accountability, and collective efficacy demonstrate higher
levels of instructional innovation and responsiveness to learner needs (Hargreaves and Fullan,
2012). Such cultures support experimentation, reflective practice, and continuous improvement,

which are essential for adapting instruction to diverse learning profiles.

From a practice-based DBA perspective, the organisational dimension represents the mechanism
through which inclusive pedagogy contributes to institutional sustainability. By embedding
Differentiated Instruction and Scaffolding into organisational routines, leadership practices, and
performance monitoring systems, semi-urban schools can achieve scalable and cost-effective
improvement. This alignment enables schools to balance educational equity with operational
stability, ensuring that inclusive practices support both learner success and long-term

organisational viability.
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2.3.4 Integration Across Dimensions

The Inclusive Pedagogy Framework therefore establishes a clear connection between classroom
success and organisational sustainability. It proposes that when pedagogical practices are
supported by behavioural readiness and strategic alignment, they generate a cycle of continuous
improvement. This cycle enhances student learning, strengthens stakeholder confidence, and

optimises institutional resources.

From an integrative perspective, inclusive pedagogy functions effectively only when instructional
practices are reinforced by teacher beliefs, leadership support, and organisational systems.
Research on school improvement highlights that isolated pedagogical interventions tend to have
limited impact unless they are aligned with teacher behaviour, professional learning structures,
and institutional priorities (Fullan, 2007 and Hall and Hord, 2015). The framework therefore
emphasises coherence across dimensions rather than reliance on individual instructional

techniques.

Behavioural alignment ensures that teachers internalise inclusive values and consistently apply
differentiated and scaffolded practices. Instructional alignment ensures that classroom strategies
are responsive, flexible, and grounded in formative assessment. Organisational alignment ensures
that leadership decisions, professional development, and monitoring mechanisms reinforce
inclusive practice as a shared institutional responsibility. Studies indicate that such multi-
dimensional alignment is a defining characteristic of high-performing and resilient education

organisations (Leithwood et al., 2020 and OECD, 2015).
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This integrated model underpins the study’s approach and provides a conceptual foundation for
the synthesis and analysis presented in subsequent sections. By framing inclusive pedagogy as an
interconnected system of behaviour, instruction, and organisation, the study advances a practice-
based DBA perspective that links classroom-level innovation with institutional sustainability,

stakeholder trust, and long-term organisational performance.

From a management perspective, such integration transforms inclusive pedagogy from a
pedagogical initiative into a value-generating organisational process. When inclusive practices
are embedded within routine instructional planning and reinforced through leadership decisions,
professional development, and monitoring systems, schools are better positioned to achieve
consistency, efficiency, and scalability without incurring additional financial burden. This
systemic alignment is particularly relevant for semi-urban schools, where institutions must
balance learner diversity with resource constraints and competitive pressures (World Bank, 2018

and UNESCO, 2019).
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Figure 2.1

Conceptual Model Linking Inclusive Pedagogy and Institutional Sustainability

INCLUSIVE PEDAGOGY FRAMEWORK

A4

Differentiated Instruction (Tomlinson, 2017)
- Adapts content, process, and product to learner readiness and interest
- Enhances engagement, reduces learning anxiety

NS

Scaffolding (Vygotsky, 1978)

- Provides step-by-step support within the learner’s ZPD
- Builds confidence, independence, and competence

NS

Improved Student Learning and Behavioural Outcomes
- Academic performance, motivation, engagement, and retention

NS

Institutional Enablers and Mediators
- Teacher attitudes (Ajzen & Fishbein, 1980)
- Leadership support (Kotter, 1996)

- Resource optimisation (Barney, 1991)

NS

Institutional Sustainability (Kaplan & Norton, 1996)

1. Learning & Growth — Teacher capacity and student mastery
2. Internal Processes — Improved teaching and assessment efficiency
3. Stakeholder Satisfaction — Parent and community trust
4. Financial/Resource Efficiency — Cost-effective operation and stability

Long-Term Institutional Growth and Competitiveness
within the Semi-Urban Education Service Sector
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2.4 Global Perspectives on Inclusive Education

Globally, inclusive education has moved from a welfare-based approach to a core reform within
mainstream schooling. International frameworks led by UNESCO (2023) position inclusive and
equitable quality education as essential for social cohesion, workforce development, and national
productivity. Inclusion is also central to achieving the Sustainable Development Goal on
education and ensuring that all learners have equitable access to meaningful learning

opportunities.

Across regions such as Europe, North America, and Southeast Asia, research shows that inclusive
education is most effective when it is systematically planned and supported at the school level.
Schools that invest in teacher preparation, leadership support, and community engagement report
improved academic outcomes, higher teacher satisfaction, and stronger institutional reputation.
These findings suggest that inclusion strengthens overall school quality rather than functioning

as a separate support system.

At the classroom level, inclusive pedagogy focuses on adapting teaching approaches within
mainstream classrooms. Florian and Black-Hawkins (2011) argue that inclusion is most effective
when teachers design lessons that support learner diversity without separating students into
remedial groups. Evidence from Finland supports this approach, showing that flexible curricula,
differentiated instruction, and collaborative teaching improve learning outcomes for all students,
including those without identified special needs (European Agency for Special Needs and

Inclusive Education, 2017).
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Many education systems have translated these principles into national teaching standards and
curriculum frameworks. Countries such as Canada, Singapore, Japan, and Australia require
teachers to plan inclusively as part of their professional role (Australian Institute for Teaching
and School Leadership, 2010; Ministry of Education, Culture, Sports, Science and Technology
[Japan], 2012) and UNESCO (2022) highlights that practices such as differentiated instruction,
scaffolding, formative assessment, and universal design are especially effective for students who

struggle in traditional lecture-based classrooms.

Beyond individual classrooms, global literature consistently emphasises that inclusion succeeds
when it is implemented as a whole-school approach. Research from the United Kingdom and
New Zealand shows that schools with clear leadership vision, collaborative professional cultures,
and coordinated support systems achieve more consistent inclusive outcomes (Ainscow, Booth,
and Dyson, 2006 and Education Review Office [New Zealand], 2010). Leadership commitment,
expressed through professional development, resource allocation, and monitoring, plays a key

role in sustaining inclusive practice (Ainscow, 2012 and OECD, 2012).

Within this global context, slow learners are recognised as a significant but often overlooked
group in mainstream education. International studies estimate that slow learners represent
approximately 10 to 15 percent of the student population (Das et al., 2013). Although these
learners typically have average intelligence, they struggle to keep pace with standardised
curricula due to slower processing speed, limited retention, or attention difficulties. Research

shows that rigid curriculum pacing and uniform teaching methods disadvantage this group across
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education systems (European Agency for Special Needs and Inclusive Education, 2017 and

Goransson and Nilholm, 2014).

When the learning needs of slow learners are not addressed, the effects extend beyond individual
students and impact overall school performance. Learning gaps widen, student motivation
declines, and institutional reputation may be affected. In contrast, schools that implement
inclusive strategies such as Differentiated Instruction and Scaffolding report improved learner
engagement, better academic outcomes, and stronger home-school collaboration (Das et al., 2013

and European Agency for Special Needs and Inclusive Education, 2017).

From a management perspective, when schools fail to meet the needs of a substantial learner
group, stakeholder confidence and satisfaction decline - the situation represents a service delivery
challenge. Global studies show that inclusive schools experience lower dropout rates, higher
parental trust, and improved operational efficiency, all of which contribute to long-term

institutional sustainability (OECD, 2015 and UNESCO, 2020).

For semi-urban Indian schools operating in competitive education environments, these global
insights are highly relevant. International evidence clearly demonstrates that inclusion is not only
a social responsibility but also a strategic advantage. By adopting inclusive practices such as
Differentiated Instruction and Scaffolding, schools can improve teaching quality, strengthen
institutional credibility, and support sustainable growth. These global perspectives provide a
strong foundation for examining inclusive education within the Indian policy and school context

discussed in the following section.
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2.4.1 Global Empirical Trends

Several international studies provide quantitative evidence of the extent of slow learning in

schools:

UNESCO’s Global Education Monitoring Report (2023) indicates that between 10 and 15 percent
of students worldwide fall within the low-average cognitive range and experience persistent
challenges in meeting grade-level expectations without structured instructional support. These
learners often struggle with attention, working memory, and processing speed, which places them

at significant risk of long-term underachievement (UNESCO, 2023).

OECD’s (Organisation for Economic Co-operation and Development) Inclusive Education
Review (2020) highlights that differentiated content, scaffolded instruction, and flexible grouping
significantly improve literacy and numeracy outcomes among students who learn at a slower
pace. Evidence from Australia, Finland, South Korea, and the United Kingdom shows that such
strategies strengthen comprehension, retention, and confidence across primary and middle grades

(OECD, 2020).

UNICEF’s Learning Acceleration Report (2021) shows that structured teacher feedback, guided
practice, and peer-assisted learning improve participation and academic performance among slow
learners and struggling students. These interventions have been effective across multiple Asia-
Pacific education systems and are strongly associated with increased learner engagement and

improved foundational skills (UNICEF, 2021).
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Empirical classroom-level research further reinforces the importance of systematic instructional
support. Fuchs, Fuchs, and Vaughn (2014) demonstrate that intensive instruction characterised
by explicit teaching, frequent feedback, and continuous progress monitoring yields significant
gains for students who struggle academically within mainstream classrooms. Similarly, evidence
synthesised by the Institute of Education Sciences confirms that structured, scaffolded
interventions substantially improve outcomes in reading and mathematics for students identified

as low-performing or slow-progressing (Gersten et al., 2009).

Across these global studies, a consistent pattern emerges - slow learning is not solely an individual
deficit but a predictable educational phenomenon that can be effectively addressed through
evidence-based, inclusive instructional design. International research strongly supports
pedagogical approaches that prioritise personalised learning pathways, systematic scaffolding,
and sustained teacher capacity-building as essential components of equitable and inclusive

education systems.

2.4.2 Institutional Implications Globally

Global research indicates that effective support for slow learners has significant institutional
implications for schools (OECD, 2020 and UNESCO, 2023). When inclusive practices are
implemented as part of a whole-school approach rather than as isolated classroom interventions,
schools experience higher levels of parental trust and confidence. Parents are more likely to view
such schools as responsive, fair, and committed to meeting diverse learning needs, which

strengthens the school’s reputation and credibility within the community.
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Support for slow learners is also closely linked to teacher satisfaction and retention. Schools that
establish clear systems for inclusive teaching, provide access to professional development, and
encourage collaborative practices create supportive working environments for teachers. In such
settings, teachers experience reduced instructional stress, improved clarity of expectations, and
greater confidence in addressing learner diversity. This contributes to improved teacher morale

and lower attrition rates, ensuring continuity in teaching practices and institutional stability.

Inclusive institutional practices further contribute to improved student engagement and a positive
school climate. When slow learners receive appropriate instructional support, they are more likely
to participate actively in classroom activities, demonstrate improved learning behaviour, and
develop confidence in their abilities. These improvements reduce classroom disruptions and
promote cooperative peer interactions, creating learning environments that are supportive,

orderly, and conducive to academic progress.

At an organisational level, the combined impact of parental trust, teacher stability, and student
engagement supports stronger academic credibility and long-term enrolment stability. Schools
that demonstrate the capacity to support diverse learners effectively are more likely to retain
students across grade levels and attract new enrolments through positive stakeholder perceptions.
Over time, such outcomes contribute to sustainable institutional growth and improved educational

performance.

Overall, international evidence suggests that addressing the needs of slow learners is not only an

instructional responsibility but also a strategic institutional practice. Inclusive systems strengthen
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organisational effectiveness, enhance stakeholder satisfaction, and support long-term school

development, positioning inclusion as a central component of sustainable educational leadership.

2.4.3 Relevance for Semi-Urban India

For semi-urban Indian schools, the global evidence has direct relevance. Schools in these regions
often serve diverse learner populations, including first-generation learners, students with
inconsistent educational exposure, and children from migrant backgrounds. Slow learners in such
environments face dual challenges: intrinsic processing limitations and extrinsic resource

constraints.

In semi-urban areas, many students come to school with different learning experiences. Some
may have gaps in basic skills because of irregular schooling, language differences, or limited
learning support at home. These challenges affect slow learners more strongly, as they need more

time and clear guidance to understand new concepts.

Schools in semi-urban settings also face practical limitations. Classrooms are often large, and
teachers must teach students with different abilities at the same time. Resources and specialised
support may be limited, making separate remedial programmes difficult to manage. As a result,

teachers need teaching methods that can support all learners within regular classroom settings.

Differentiated Instruction helps teachers adjust lessons according to students’ learning levels and
pace, while scaffolding provides step-by-step support, practice, and feedback. Together, these
approaches help slow learners understand concepts without separating them from their peers. This

supports both academic learning and students’ confidence.
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At the school level, inclusive teaching practices lead to better classroom participation, improved
teacher experiences, and greater trust from parents. Schools that support diverse learners
effectively are more likely to retain students and maintain stable enrolment. Therefore, in semi-
urban Indian schools, inclusive pedagogy is not only helpful for learning but also important for

long-term school development.

2.5 Inclusive Education Policy Landscape in India

India’s inclusive education policies including the Right to Education Act (RTE) (Government of
India, 2009), Sarva Shiksha Abhiyan (SSA), and the National Education Policy (NEP)
(Government of India, 2020) collectively emphasise equitable access, differentiated learning, and
teacher capacity building. The Sarva Shiksha Abhiyan framework further operationalised
inclusion by expanding access, infrastructure, and academic support for children with diverse
learning needs, particularly at the elementary level (Ministry of Education, 2011). These
frameworks position inclusion as central to achieving educational quality and social equity. The
RTE Act guarantees free and compulsory education for children aged six to fourteen years, while
the SSA expanded access and infrastructure for children with diverse learning needs. The NEP
2020 builds on these foundations by advocating flexible curricula, experiential learning, and

competency-based approaches that address varied learner readiness and pace.

These policy frameworks acknowledge that learners in Indian classrooms represent a wide
spectrum of cognitive, linguistic, and socio-cultural backgrounds. The NEP 2020 specifically
highlights that learning outcomes can be achieved only when schools move beyond uniform

instructional patterns and adopt pedagogies that accommodate different learning levels and
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processing abilities. This aligns with the global shift toward inclusive practices that prioritise
personalised learning, continuous assessment, and teacher autonomy, all of which are essential
for meeting the needs of slow learners in mainstream classrooms. Peer-reviewed analyses of the
National Education Policy highlight that its emphasis on learner-centred pedagogy and flexible
instructional approaches represents a significant shift toward inclusive classroom practices in

India (Rangarajan, 2021).

Despite strong policy intent, implementation challenges remain. Studies by NCERT (2021) and
the Central Board of Secondary Education (2020) reveal persistent gaps in teacher preparedness,
instructional design, and monitoring mechanisms. CBSE’s teacher handbooks and circulars on
inclusive education further emphasise differentiated instruction, formative assessment, and in-
class support as responsibilities of affiliated schools (CBSE, 2021). Many teachers report limited
exposure to inclusive pedagogies such as Differentiated Instruction and Scaffolding, which
results in inconsistent classroom implementation. The NEP 2020 therefore calls for professional
development and institutional restructuring to ensure that inclusion evolves beyond compliance
to become an integral part of daily teaching practice. NCERT findings further indicate that even
where inclusive principles are integrated into curriculum documents, classroom-level adoption

depends heavily on teacher readiness, school leadership, and resource allocation.

From a management perspective, these policies extend beyond pedagogy to encompass
institutional strategy and accountability. Schools that operationalise inclusive frameworks
effectively not only fulfil national mandates but also strengthen their organisational reputation

and stakeholder trust. Evidence from semi-urban regions indicates that visible inclusion efforts
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such as resource rooms, peer mentoring, and adaptive assessments enhance parent satisfaction
and enrolment stability (Centre for Sustainable Development, 2023; NCERT, 2021). These
practices signal to parents that the school recognises learner diversity and is committed to
supporting every child’s progress, which contributes positively to institutional standing within
competitive education markets. Open-access studies on inclusive school leadership indicate that
visible inclusion practices positively influence parental trust, school reputation, and enrolment

stability, particularly in competitive education contexts (Ainscow, Booth, and Dyson, 2006).

Policy frameworks also emphasise the interconnectedness between teacher effectiveness, school
processes, and learner outcomes. NEP highlight teacher training, collaborative planning, and
school-based academic support as essential mechanisms for improving learning levels, especially
among slow learners. When schools invest in these processes, the benefits extend beyond
individual learners to affect overall institutional performance indicators such as academic results,

stakeholder satisfaction, and retention.

Furthermore, inclusion contributes directly to the business relevance of schooling in India’s
expanding education sector. Semi-urban CBSE schools function within a competitive
environment where affordability, perceived quality, and student outcomes determine institutional
success. Implementing inclusive education strategies helps schools demonstrate social
responsibility while achieving measurable performance gains. This alignment between social
impact and strategic advantage reflects the Balanced Scorecard philosophy, which links

stakeholder satisfaction and internal process efficiency to long-term sustainability. Schools that
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apply inclusive practices consistently strengthen their internal processes by improving classroom

monitoring, feedback mechanisms, and teacher collaboration.

India’s inclusive education policies therefore establish both a moral framework and a managerial
opportunity for schools to integrate equity with excellence. They create the foundation for
classroom practices such as Differentiated Instruction, discussed in the next section, which
translate policy aspirations into tangible teaching strategies for diverse learners. For semi-urban
schools that aim to remain relevant, competitive, and socially responsive, the policy landscape
offers a clear direction for building instructional systems that support slow learners while

promoting sustainable institutional growth.

2.6 Universal Design for Learning (UDL)

Universal Design for Learning (UDL) is a globally recognised framework developed by CAST
— Center for applied special technology (2018) to help teachers design flexible learning
environments that address learner diversity from the outset. UDL is built on the principle that
barriers to learning lie not within the learner but within rigid instructional design. By creating
adaptable learning pathways, UDL supports all learners, including slow learners who require

structured access points and multiple opportunities for understanding.

UDL is organised around three core principles that guide instructional planning:

1. Multiple means of engagement, which help sustain motivation by offering varied ways

for learners to participate.
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2. Multiple means of representation, which involve presenting content through different
formats such as visuals, audio, manipulatives or simplified text.
3. Multiple means of expression, which provide diverse options for demonstrating

learning, allowing students to choose formats that reflect their strengths.

Each of these principles directly complements Differentiated Instruction and Scaffolding. UDL
provides the broad design structure, while DI and scaffolding operationalise personalisation
through specific classroom strategies. For example, representation aligns with DI’s differentiated
content, and expression aligns with differentiated product, while engagement supports scaffolded
participation for slow learners. Together, these approaches ensure that learning environments are

accessible, motivating, and responsive to varied readiness levels.

In the Indian context, UDL aligns closely with the recommendations of NEP 2020, which
emphasises multimodal learning, flexibility in teaching methods, and competency-based
progression. The model is particularly relevant in semi-urban CBSE schools where learners often
differ widely in language proficiency, home learning exposure, and academic preparedness. UDL
allows teachers to offer multiple entry points into the curriculum without altering the learning

outcomes, making it a practical framework for inclusive, mixed-ability classrooms.

From an organisational standpoint, UDL strengthens instructional quality and reduces reliance on
remedial teaching. When teachers anticipate learning barriers and design lessons with flexibility,
classroom disruptions decrease and learning time is used more efficiently. This contributes to

smoother academic processes, improved monitoring of learning progress, and better stakeholder
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satisfaction, all indicators associated with institutional performance frameworks such as the

Balanced Scorecard.

Overall, UDL reinforces the study’s pedagogical foundation by offering a design-level approach
that integrates with Differentiated Instruction and Scaffolding. It supports inclusive learning
environments, reduces barriers for slow learners, and contributes to academic consistency and

organisational sustainability in semi-urban school settings.

2.7 Differentiated Instruction: Evidence and Approaches

Differentiated Instruction (DI) is an instructional approach that modifies content, process, and
product according to students’ readiness levels and interests (Tomlinson, 2017). Research shows
that DI leads to higher academic achievement, improved engagement, and reduced learning
anxiety (Kaushik, 2020; Sharma et al., 2021). Teachers employing DI often report better

classroom management and increased student confidence.

DI has gained relevance in contemporary classrooms because learner diversity continues to
widen, particularly in semi-urban schools where students come with varied levels of prior
exposure, home support, and language proficiency. Teachers who use DI move away from a
single method of instruction and instead design multiple routes for learners to understand the
same idea. This helps slow learners progress steadily while allowing average and advanced
learners to work at an appropriate level of challenge. As a result, the classroom becomes more

inclusive and academically productive.
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From a management perspective, DI parallels product differentiation in service industries. Just as
businesses tailor services to meet customer segments, schools implementing DI offer personalised
value to each learner. This responsiveness enhances parental trust and student satisfaction, one of
the key indicators of service quality within the Balanced Scorecard framework (Kaplan and
Norton, 1996). When integrated institutionally, DI becomes a mechanism for continuous
improvement and market competitiveness in the education sector. Schools that embed DI within
planning, assessment, and monitoring processes create a distinct value proposition, particularly

in environments where parents seek consistent academic support and visible student progress.

2.7.1 The Core Philosophy of Differentiated Instruction

At its foundation, DI recognises that students vary in their learning readiness, interests, and
preferred learning styles. Rather than enforcing uniform instruction, teachers design flexible
pathways that allow all learners to access the same curriculum through different routes.
Tomlinson (2017) describes this as teaching up, which refers to setting high expectations for
every learner while providing appropriate scaffolds to ensure success. DI therefore balances
equity with excellence, ensuring that diverse learners, including slow learners, gifted students,

and those with specific needs, experience meaningful progress.

The philosophy of DI is based on the belief that every learner is capable of achieving grade-level
outcomes when instruction matches their current stage of understanding. This perspective shifts
attention from identifying student deficits to designing enabling conditions. In classrooms where

Dl is thoughtfully implemented, learners receive tasks that are neither too easy nor too difficult,
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which helps maintain motivation and supports long-term academic growth. This is particularly

important for slow learners, who often disengage when tasks feel overwhelming or inaccessible.

DI also aligns with competency-based and experiential learning models recommended by NEP
2020. These models emphasise learner autonomy, choice, and active engagement, all of which
are essential features of differentiated classrooms. Through varied materials, flexible pacing, and
adaptive questioning, teachers support the development of higher-order skills while ensuring that

foundational understanding is not compromised.

2.7.2 How Differentiated Instruction is Implemented

Differentiated Instruction is implemented by varying content, process, and product according to
learners’ readiness levels, interests, and learning preferences. Teachers adjust content by
presenting the same concept through different materials such as simplified texts, visuals,
manipulatives, or extended reading passages so that all learners access the same idea at suitable

levels of complexity.

The process of learning is differentiated through flexible grouping, varied activities, and
questioning techniques that match each learner’s pace and learning style. For example, some
students may work in small groups using guided questions, while others may explore the same

concept through independent inquiry or peer learning.

The product dimension allows students to demonstrate what they have learned in ways that reflect
their strengths. Some may write short notes, others may design a visual chart, create a simple

model, or give an oral explanation. These formats ensure that learning outcomes remain
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consistent while allowing diverse ways to reach them. Importantly, differentiation occurs without
diluting the learning outcome, supported by a positive and flexible classroom environment that
values every learner’s effort. Research indicates that this three-way differentiation enhances
student motivation, engagement, and concept mastery across ability groups (Tomlinson, 2017;

Kaushik, 2020 and Das et al., 2013).

Additional strategies commonly used in DI classrooms include tiered assignments, choice boards,
learning stations, and anchor activities. These approaches help teachers manage large or mixed-
ability groups by giving learners structured tasks that suit their readiness levels. Teachers also
make regular use of quick assessments to gauge understanding, which guides the next steps in
instruction. Such continuous monitoring ensures that learners do not fall behind and that

misconceptions are addressed promptly.

In semi-urban schools, DI becomes especially meaningful because it compensates for varying
levels of academic support at home. By adjusting instruction within the classroom, teachers create
equitable learning conditions where slow learners can succeed without needing external tuition
or remedial classes. This strengthens classroom participation and helps maintain academic

consistency across sections and grades.

The above framework demonstrates how Differentiated Instruction functions effectively when
learners are grouped according to readiness levels, slow, average, and advanced. Such structured
grouping enables teachers to plan tiered lessons that maintain common learning objectives while
providing appropriate challenge and support for each group. Research indicates that readiness-

based differentiation promotes equity and engagement by ensuring that every learner progresses
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meaningfully within the same classroom environment (Tomlinson, 2017; Kaushik, 2020 and Das

etal., 2013).

A readiness-based framework also supports teacher planning and time management. When
teachers clearly understand where each learner group stands, lessons become more predictable
and manageable. This prevents slow learners from being overlooked and ensures that advanced
learners are not left idle. Over time, teachers develop deeper insight into individual learning

needs, which leads to more targeted support and improved academic outcomes.

Table 2.7: Implementation Framework of Differentiated Instruction

Step Focus Area Description Application Across

Learner Groups

(Slow, Average,

Advanced)
Step 1: Identify | Understand learning | Teachers observe | Slow Learners:
Learner Profiles readiness and | students and review | Need simplified input
characteristics. prior performance to | and more  time.

classify them into | Average Learners:

three readiness | Follow regular
groups for targeted | instruction with
support. moderate guidance.

Advanced Learners:
Require  extension

tasks and deeper

inquiry.
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Step 2: Modify | Adjust learning | Present the same | Slow: Pictorial notes

Content materials according | topic through tiered | and key terms on
to readiness. content suited to each | photosynthesis.
group’s ability. Average: Short

passage with guiding
questions.

Advanced: Extended
reading with

application examples

and higher-order
questions.
Step 3: Modify | Vary learning | Use flexible grouping | Slow: Guided group
Process activities and | and different activity | work with teacher
interaction. types to  sustain | support.
engagement. Average:

Cooperative tasks and
problem-solving
practice.

Advanced:
Independent or peer-

led inquiry tasks.

Step 4: Modify | Offer diverse ways to | Allow multiple forms | Slow: Labelled

Product express learning | of assessment suited | diagram of a plant
outcomes. to student strengths. | leaf.

Average: Short

paragraph explaining
photosynthesis.
Advanced: Small

presentation or model
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connecting
photosynthesis to

real-life examples.

Step 5: Provide
Supportive

Environment

Maintain  inclusion
and motivation for

all.

Create a classroom
climate where each
group feels valued
and confident.

Use

learning corners, peer

visual aids,

mentors, and positive

feedback boards to

Reflect

adjust further

teaching.

and reflections to plan

next steps.

celebrate small
successes across
groups.

Step 6: Assess and | Review progress and | Conduct brief checks | Each group

completes a quick
review: “What did I
today?”
“What still confuses

learn and
me?” Teacher revises
content or activities

accordingly.

Source: Adapted from Tomlinson (2017); Kaushik (2020); Das et al. (2013)

2.7.3 Empirical Evidence on Differentiated Instruction in India

Empirical research in India provides increasing evidence that Differentiated Instruction is
effective in improving learning outcomes for diverse groups of students, including slow learners
who require structured support and varied entry points into the curriculum. Three open-access

studies illustrate how DI functions within Indian school settings.
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Thakur (2014) notes that teachers who differentiate content, process, and product are better able
to meet the needs of mixed-ability classrooms. The study highlights that DI leads to clearer
conceptual understanding, reduced classroom anxiety, and stronger engagement among students
who usually struggle in whole-class instruction. It further emphasises the importance of flexible
grouping, tiered assignments, and visual scaffolds, all of which enable learners with varying
readiness levels to participate meaningfully in common learning tasks. The findings suggest that
Dl is particularly beneficial in inclusive classrooms where teachers need practical strategies to

accommaodate learners with different learning profiles.

A second study titled Differentiated Instructions in Indian Inclusive Education (Sen, 2021)
explores how DI is implemented in mainstream and inclusive schools. The researchers found that
teachers using differentiated tasks observed higher participation from slow learners, better peer
collaboration, and more sustained attention during lessons. The study also reports that when
teachers adjust the difficulty level of tasks and offer varied learning pathways, slow learners show
noticeable improvement in both accuracy and completion of academic tasks. The study
recommends that DI be used as a regular classroom approach rather than as an occasional

remedial strategy.

Sharma (2024) presents further evidence on the role of DI in Indian inclusive learning
environments. The study explains that DI helps teachers respond effectively to classroom
diversity by adjusting instructional materials, questioning techniques, and assessment tasks.
Learners who received differentiated support displayed improved confidence, clearer

understanding of instructional goals, and higher motivation to participate in classroom
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discussions. According to the findings, DI strengthens inclusive classroom practices by ensuring

that slow learners progress along with their peers through structured, readiness-based instruction.

Together, these studies reaffirm that Differentiated Instruction is both feasible and impactful in
the Indian school context. The evidence consistently shows improvements in learner engagement,
academic performance, and classroom participation when DI is implemented with planned
variation in content, process, and product. For semi-urban CBSE schools, these findings highlight
the relevance of DI as a low-cost, high-value pedagogical approach that supports slow learners

while enhancing overall classroom effectiveness and institutional credibility.

2.7.4 Connecting DI to Scaffolding

While Differentiated Instruction ensures that learners receive tasks suited to their readiness and
learning style, it must be supported by structured guidance that helps them gradually achieve
independence. This guided support, known as scaffolding, strengthens differentiated learning by
providing temporary assistance until students can perform tasks on their own. The following
section discusses the concept of scaffolding, its theoretical foundations, and evidence from
literature demonstrating how it complements Differentiated Instruction in promoting inclusive

and effective classroom learning.

2.8 Scaffolding as an Instructional Strategy

Scaffolding refers to temporary instructional support that enables learners to complete tasks
within their Zone of Proximal Development and develop independence over time (Vygotsky,

1978). Empirical research suggests that scaffolded instruction improves comprehension,
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retention, and motivation among slow learners (Shanmugam, 2021). It allows teachers to

progressively reduce guidance, promoting learner autonomy.

In mixed-ability classrooms, scaffolding becomes essential because learners often begin with
uneven levels of prior knowledge and confidence. Slow learners may understand basic ideas but
struggle with applying or extending them, and scaffolded support helps bridge these gaps. By
breaking a complex task into smaller, structured steps, teachers create an accessible learning path
that encourages participation and prevents cognitive overload. Over time, learners internalise
strategies used during scaffolding, which strengthens their ability to tackle new tasks

independently and more confidently.

In organisational terms, scaffolding contributes to internal process efficiency and teacher
development. It aligns with the learning-and-growth perspective of the Balanced Scorecard,
where teacher competency and student performance represent mutually reinforcing outcomes. By
institutionalising scaffolded learning, schools not only enhance academic outcomes but also
demonstrate systematic quality assurance and efficient use of instructional time, attributes valued

in the education service economy.

From an institutional standpoint, scaffolded practices help create greater uniformity in teaching
quality across grades and subjects. When teachers follow common scaffolded routines, it reduces
instructional variation and ensures that students across different sections receive similar levels of
support. This consistency also makes it easier for school leaders to monitor progress, identify
learning gaps, and design targeted professional development. Moreover, scaffolding optimises

instructional time because learners remain engaged and less time is spent reteaching foundational
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concepts. As a result, the school strengthens both academic performance and operational

efficiency.

2.8.1 How Scaffolding Works in Classroom Practice

In classroom contexts, scaffolding involves a sequence of instructional actions that gradually
transfer responsibility from the teacher to the learner. Teachers first model or demonstrate the
task, then guide students through shared or guided practice, and finally allow independent
application. Common strategies include guided questioning, visual cues, worked examples, and

feedback loops that help learners connect new knowledge with prior understanding.

For instance, during a Science lesson on photosynthesis, the teacher might begin by explaining
the process with visuals and key vocabulary (modelling), then engage learners in group work to
label diagrams (guided practice), and finally ask each student to describe the process
independently in their own words (independent application). This gradual release of

responsibility helps students build confidence and conceptual clarity.

Research indicates that scaffolded instruction enhances comprehension and retention, particularly
among slow learners who benefit from explicit guidance and immediate feedback (Shanmugam,
2021 and Das et al., 2013). It not only supports academic progress but also fosters higher-order
thinking, metacognitive awareness, and problem-solving skills as learners internalise strategies

for independent learning.

Scaffolding also strengthens classroom participation by ensuring that learners who are usually

hesitant feel supported enough to attempt tasks. When teachers provide structured prompts or
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partially completed examples, slow learners begin to engage more actively because the learning
pathway becomes clearer. This improvement in participation naturally leads to stronger peer
interactions, better questioning, and greater clarity about the learning goal. Over time, scaffolded
classrooms develop a culture where students view mistakes as part of the learning process,

reducing fear of failure and encouraging persistence.

Table 2.8: Stages of Scaffolding in Classroom Learning

Stage Teacher Role Learner Role Example of Application

1. Modelling Demonstrates  or | Observes, listens, and | Teacher ~ shows  how
explains the | asks questions. sunlight helps plants make
concept clearly. food using a diagram.

2. Guided | Provides structured | Practices with | Students label plant parts

Practice support and | guidance and peer | on worksheets while the
prompts. help. teacher circulates.

3. Collaborative | Encourages  peer | Works with peers to | Groups discuss how leaves

Learning discussion and | apply learning. absorb sunlight and record
cooperation. observations.
4. Independent | Withdraws support | Completes task | Students  write  short
Application gradually. independently using | paragraphs explaining
learned strategies. photosynthesis in their own
words.

Source: Adapted from Vygotsky (1978) and Shanmugam (2021)

2.8.2 Educational and Organisational Significance

Scaffolding contributes not only to cognitive development but also to institutional improvement.

At the classroom level, it builds learner confidence, reduces failure anxiety, and ensures equitable
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participation. At the organisational level, it promotes teacher consistency, reflective practice, and
collaboration - core indicators of internal process efficiency under the Balanced Scorecard. Over
time, scaffolded instruction becomes a hallmark of teaching quality, strengthening parental trust

and reinforcing the school’s reputation for academic care and excellence.

In addition to these benefits, scaffolded instruction provides teachers with a structured approach
to lesson design. When teachers break tasks into manageable steps and provide timely prompts,
it reduces ambiguity in classroom delivery and ensures that instructional expectations are clear
for every learner. This clarity is particularly valuable in semi-urban schools where learner

readiness often varies widely.

From an organisational perspective, scaffolded routines help schools establish common
instructional benchmarks across departments. When teachers follow scaffolded frameworks,
lesson planning, assessment practices, and remediation efforts become more aligned, making it
easier for school leaders to monitor progress and support classroom improvement. This alignment
strengthens internal processes such as academic audits, peer observations, and continuous

professional development.

Scaffolding also contributes to long-term school culture development. As teachers adopt
supportive instructional behaviours, classroom environments become more encouraging and
emotionally secure, which is essential for slow learners who often experience academic
discouragement. Over time, such environments cultivate positive learner attitudes, reduce

behavioural issues, and promote consistent academic engagement.
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These cumulative effects help build a strong institutional identity where teaching quality, learner
support, and academic care are visibly prioritised. This reinforces the school’s credibility in the

eyes of parents and strengthens its competitive standing within the local education landscape.

Furthermore, scaffolded instruction provides a measurable link between pedagogy and
institutional outcomes. When learners perform better through structured support, schools record
improvements in classroom engagement, assessment performance, and year-on-year academic
consistency, all of which reflect positively on stakeholder satisfaction. As these outcomes
accumulate, scaffolded learning becomes embedded not only as a teaching practice but as a
strategic organisational asset that supports sustainable growth. This positions scaffolding as a

central pillar in the school’s commitment to inclusive excellence and continuous improvement.

2.8.3 Empirical Evidence on Scaffolding in Indian School Contexts

Empirical studies from Indian school settings provide clear evidence that scaffolded instruction
strengthens comprehension, academic confidence, and persistence among learners who require
structured support. Two open-access studies demonstrate how scaffolding benefits students in

CBSE and similar school environments.

A study conducted in CBSE-affiliated schools in Bathinda examined the effect of instructional
scaffolding on high school students’ achievement and attitudes towards Science (Bansal, 2017).
The research compared students learning through traditional whole-class teaching with those
receiving scaffolded support, including guided questioning, stepwise explanations, and worked

examples. Findings showed that the scaffolded group performed significantly better in Science

67



tests and displayed more positive attitudes towards learning. Students reported that structured
guidance made difficult concepts easier to understand, reduced anxiety, and gave them the
confidence to attempt tasks independently. Teachers also observed improved engagement,

especially among learners who typically struggled with abstract or multi-step concepts in Science.

A second study analysed how structured scaffolds helped reduce cognitive load for learners
undergoing online instruction in an Indian teacher education context (1JIP, 2016). Although
conducted with student-teachers, the findings are highly relevant to CBSE classrooms because
they show how step-by-step prompts, visual organisers, and guided modules support learners who
require clarity and structure. Participants using scaffolds demonstrated clearer conceptual
understanding, better task organisation, and improved problem-solving accuracy. The study
concluded that scaffolding helps learners process new information more efficiently by breaking
complex tasks into manageable segments, a principle that directly applies to slow learners in

school settings.

Together, these studies demonstrate that scaffolding is a practical and effective instructional
strategy in Indian educational contexts. When teachers incorporate modelling, guided practice,
and structured support, students show stronger conceptual mastery, higher confidence, and more
consistent participation. For semi-urban CBSE schools, these findings highlight the relevance of
scaffolding as a low-cost yet high-impact method for supporting slow learners and improving

overall classroom quality.
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2.9 Core Pedagogical Constructs

The present study is grounded in two complementary pedagogical constructs, Differentiated
Instruction (DI) and Scaffolding, both of which emphasise learner-centred teaching and inclusive
classroom practices. Together, these constructs provide a theoretical and practical framework for
improving learning outcomes, especially among slow learners, without compromising academic
rigour or institutional efficiency. These approaches ensure that classroom teaching is responsive
to learner diversity and aligned with broader institutional goals of quality, equity, and sustained

academic performance.

Differentiated Instruction, as conceptualised by Tomlinson (2017), involves tailoring content,
process, and product according to students’ readiness, interests, and learning profiles. It
recognises that learners vary in their pace and style of learning, and therefore need varied entry
points to access the same curriculum outcomes. DI transforms classroom diversity from a
challenge into an instructional opportunity by promoting equity and engagement. It allows
teachers to offer appropriate challenge to advanced learners while providing structured support
for those who require reinforcement, ensuring that all students progress meaningfully within a
shared academic framework (Kaushik, 2020; Sharma et al., 2021). Through flexible grouping,
tiered assignments, and continuous assessment, DI supports academic rigor by ensuring that

expectations remain high while pathways to achieve them are diversified.

Scaffolding, derived from Vygotsky’s (1978) concept of the Zone of Proximal Development
(ZPD), refers to the temporary instructional support provided to help learners achieve tasks they

cannot accomplish independently. This support is gradually reduced as learners gain competence
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and confidence. Scaffolding promotes deeper conceptual understanding, sustained motivation,
and gradual independence (Shanmugam, 2021). It aligns well with inclusive teaching because it
allows teachers to personalise guidance while maintaining high expectations for all students.
Techniques such as modelling, guided questioning, cues, prompts, and structured practice enable
learners to progress at an appropriate pace while remaining engaged in tasks that foster higher-

order thinking.

Both constructs share a common pedagogical philosophy of personalisation, progression, and
participation. Differentiated Instruction ensures that learners begin at an appropriate level, while
Scaffolding ensures that they move beyond that level through guided practice. In combination,
they create a learning environment where students are both supported and challenged, resulting
in balanced academic growth. Their combined use also supports classroom management by
reducing learner frustration, increasing engagement, and creating predictable routines that benefit
both slow learners and advanced learners. This dual construct also aligns with the principles of
experiential and competency-based education advocated by the National Education Policy

(Government of India, 2020) and CBSE’s focus on inclusive, outcome-oriented teaching.

The integration of DI and Scaffolding is particularly relevant in semi-urban schools where
learners often come from diverse socio-economic backgrounds and may lack consistent home-
learning support. These pedagogical approaches enable teachers to address variability in
readiness while ensuring that classroom instruction remains structured, goal-oriented, and aligned

with curriculum standards. By offering learners multiple ways to access content and gradually
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building their competence, teachers are able to maintain academic expectations while preventing

disengagement among slow learners.

From a management perspective, these pedagogical constructs contribute directly to institutional
quality and sustainability. Differentiated Instruction enhances student satisfaction and academic
performance, which are key indicators within the customer and learning perspectives of the
Balanced Scorecard (Kaplan and Norton, 1996). Improved learner achievement enhances parental
trust, strengthens the school’s academic profile, and supports enrolment stability. Scaffolding
contributes to internal process efficiency by improving teacher consistency and reflective
practice. When teachers systematically use scaffolding techniques, instructional quality becomes
more uniform across classrooms, reducing variation in teaching effectiveness. This consistency
supports predictable academic outcomes, more accurate performance monitoring, and improved

curriculum planning.

The combined application of DI and Scaffolding also supports professional growth. Teachers who
implement these approaches develop stronger diagnostic skills, deeper understanding of student
needs, and greater confidence in designing learner-centred instruction. This creates a positive
cycle where improvements in teaching practice translate into better learner outcomes, which in
turn strengthen the school’s reputation and institutional performance. Such alignment shows how

classroom-level innovation can become a strategic lever for organisational growth.

In summary, Differentiated Instruction and Scaffolding together form the core pedagogical
foundation of this study. Their integration provides a coherent, evidence-based model that links

inclusive classroom practice with systemic improvement in teacher competence, student
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achievement, and institutional growth. These constructs reflect a balanced approach that values
both individual learner progress and institutional accountability, making them highly suitable for
semi-urban schools striving to deliver quality education within competitive and resource-

conscious environments.

2.10 Behavioral and Strategic Determinants

The success of any pedagogical innovation depends not only on the instructional model but also
on the behavioural and strategic factors that influence its implementation. Teacher beliefs,
leadership practices, and institutional strategy determine how effectively Differentiated
Instruction and Scaffolding are applied and sustained in classrooms. These determinants serve as
the bridge between individual teacher behaviour and organisational performance, ensuring that

inclusive teaching translates into measurable educational outcomes.

Behavioural Determinants refer to the attitudes, motivation, and professional commitment of
teachers who are the key agents of instructional change. According to Ajzen and Fishbein’s
(1980) Theory of Reasoned Action, behaviour is guided by intention, which is shaped by personal
beliefs, perceived norms, and situational factors. When teachers believe in the value of inclusive
education and feel confident in their ability to differentiate instruction, they are more likely to
implement such practices consistently. Studies by Das, Kuyini, and Desai (2013) and Sharma et
al. (2021) show that teacher efficacy, reflective practice, and collegial collaboration are strong
predictors of successful inclusion. In schools that provide professional development and peer
support, teachers display higher levels of motivation, adaptability, and resilience in addressing

learner diversity.
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Strategic Determinants refer to the organisational structures, leadership vision, and management
systems that support sustained change. Educational leadership plays a crucial role in fostering a
culture of innovation, accountability, and shared responsibility. Kotter’s (1996) model of change
management highlights the importance of creating urgency, building guiding coalitions, and
institutionalising new practices. When applied to schools, these steps ensure that inclusive
pedagogy is not a temporary initiative but a continuous process aligned with the institution’s

mission.

Strategic alignment also involves translating educational objectives into measurable
organisational outcomes through frameworks such as the Balanced Scorecard (Kaplan and
Norton, 1996). The Balanced Scorecard links four dimensions of school performance: learning
and growth, internal processes, stakeholder satisfaction, and financial sustainability. It provides
a coherent system of management that connects classroom outcomes with institutional goals.
Differentiated Instruction contributes to the learning and stakeholder dimensions by improving
student achievement and parent satisfaction, while Scaffolding strengthens internal processes by

enhancing teacher consistency and reflective practice.

In semi-urban school contexts, where resources are limited and teacher workloads are high, these
behavioural and strategic determinants are particularly important. Institutional commitment to
training, mentoring, and performance monitoring ensures that inclusive practices are
systematically embedded in teaching routines. When leadership supports teachers through
recognition, collaboration, and clear strategic direction, the probability of sustainable

instructional change increases significantly.
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Therefore, behavioural and strategic determinants serve as the enabling conditions that transform
inclusive pedagogies into institutional assets. They ensure that innovations like Differentiated
Instruction and Scaffolding are not isolated efforts but integral parts of a school’s long-term

strategy for academic quality, operational efficiency, and stakeholder trust.

2.11 Business and Management Literature Relevant to Inclusive Education

The business and management literature offers several frameworks that help explain how
inclusive pedagogy contributes not only to learning outcomes but also to institutional
performance. In semi-urban private schools, where student achievement, parental trust, and
enrolment stability directly influence organisational growth, these frameworks provide a strategic

lens to understand the wider impact of Differentiated Instruction and Scaffolding.

2.11.1 Service Quality and Stakeholder Satisfaction

Schools in competitive educational markets operate similarly to service-sector enterprises, where
quality of service, responsiveness, and user experience shape reputation and retention. Parental
satisfaction functions as a core indicator of service quality. When inclusive practices lead to
visible academic improvement and stronger emotional support for learners, parents perceive the
school as reliable and effective. Research in education service management confirms that
perceived instructional responsiveness and care significantly influence parental trust and long-
term engagement with schools. This alignment between teaching quality and stakeholder
satisfaction forms an essential foundation for long-term institutional credibility (Zeithaml et al.,

2009 and OECD, 2017).
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2.11.2 School Branding and Market Positioning

In the Indian semi-urban schooling context, schools often position themselves based on perceived
instructional quality, academic support, and personalised care. Inclusive pedagogies serve as
differentiators by signaling that the school meets the needs of all learners, including slow learners
and first-generation learners. Studies on education marketing indicate that inclusive reputation
and learner support significantly influence parental school choice in emerging education markets.
When schools consistently implement structured teaching models, they strengthen their brand
identity as learner-centered institutions. This contributes to positive word-of-mouth, increased
admissions, and stronger community trust (Hemsley-Brown and Oplatka, 2015 and Maringe and

Gibbs, 2009).

2.11.3 Resource-Based View (RBV)

Barney’s (1991) Resource-Based View highlights how organisations generate competitive
advantage through valuable, rare, inimitable, and well-organised internal capabilities. In schools,
teacher expertise, instructional culture, collaborative planning, data-driven reflection, and
inclusive teaching practices serve as internal resources. Educational leadership research affirms
that pedagogical competence and collaborative capacity function as strategic assets in school
effectiveness. Differentiated Instruction and Scaffolding thus become strategic capabilities that
enhance the school’s ability to deliver consistent academic results. When these pedagogical
approaches are embedded into routine practice, they function as institutional strengths that are

difficult for competing schools to replicate (Barney, 1991 and Leithwood et al., 2020).
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2.11.4 Balanced Scorecard and Institutional Performance

The Balanced Scorecard (Kaplan and Norton, 1996) provides a multidimensional framework for
examining how inclusive pedagogy contributes to organisational growth and sustainability in
schools. The learning and growth perspective is strengthened through enhanced teacher
competency, reflective practice, and continuous professional development, while the internal
process perspective improves when scaffolded lessons and differentiated instructional plans make
teaching practices more structured, predictable, and consistent. The stakeholder perspective
benefits from increased parent satisfaction as visible academic and emotional progress among
slow learners strengthens trust in the school’s instructional quality. The financial perspective is
supported indirectly through improved enrolment stability, reduced dropout risk, and a
strengthened institutional reputation. Prior studies applying the Balanced Scorecard in
educational contexts highlight its effectiveness in linking instructional quality with institutional
accountability and long-term sustainability. Through these interrelated perspectives, inclusive
pedagogy extends beyond a classroom-level intervention and functions as a strategic model that

supports institutional viability and growth (Kaplan and Norton, 1996 and Niven, 2008).

2.11.5 Change Management and Institutional Alignment

Kotter’s (1996) Change Model provides insight into how schools adopt and sustain inclusive
practices. Leadership vision, communication, teacher engagement, and structured follow-up play
essential roles in ensuring that Differentiated Instruction and Scaffolding become embedded
across classrooms. School improvement research consistently shows that reform efforts fail when

leadership support and systemic reinforcement are absent. When school leaders support teachers
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through training, observation, and collaborative review, inclusive teaching transforms from an

individual effort into an institutional norm (Kotter, 1996 and Fullan, 2007).

2.12. Identified research Gaps

A detailed review of pedagogical theories, policy frameworks, and management literature reveals
several research gaps that justify the need for the present study. While inclusive education has
gained prominence in India through initiatives such as NCERT guidelines, NEP 2020, and CBSE
training frameworks, there remains a significant lack of empirical evidence on how inclusive
pedagogical strategies influence both student learning and institutional performance, particularly

in semi-urban private schools (NCERT, 2021; Ministry of Education, 2020; UNESCO, 2020).

Gap 1: Limited Integration of Pedagogical Models with Strategic Management

Frameworks

A detailed review of pedagogical theories, policy frameworks, and management literature reveals
several research gaps that justify the need for the present study. While inclusive education has
gained prominence in India through initiatives such as NCERT guidelines, NEP 2020, and CBSE
training frameworks, there remains a significant lack of empirical evidence on how inclusive
pedagogical strategies influence both student learning and institutional performance, particularly

in semi-urban private schools (NCERT, 2021; Ministry of Education, 2020 and UNESCO, 2020).
Gap 2: Lack of Empirical Evidence from Semi-Urban CBSE Schools
Research on Differentiated Instruction and Scaffolding in India is often drawn from metropolitan

schools, teacher training institutes, or small case studies. Semi-urban CBSE schools, which face
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unique challenges such as first-generation learners, resource limitations, and diverse readiness
levels, are underrepresented in empirical research (Govinda and Bandyopadhyay, 2011 and
World Bank, 2018). There is a noticeable absence of data on how inclusive teaching strategies
affect learning outcomes, student confidence, and classroom participation in such settings. The
present study addresses this by focusing on Grades 5 to 8 in a semi-urban CBSE-affiliated school

with demonstrated diversity in learning readiness.

Gap 3: Limited Focus on Slow Learners as a Distinct Group

Although national policy documents recognise learner diversity, slow learners are seldom treated
as a distinct research category. Many studies combine them with children with disabilities or
general low achievers, which overlooks their specific cognitive and instructional needs
(Vasudevan, 2017 and NCERT, 2021). There is inadequate research documenting how slow
learners respond to structured scaffolding, readiness-based grouping, and tiered tasks in
mainstream CBSE classrooms. This study fills this gap by analysing pre- and post-intervention

academic scores and behavioural indicators of slow learners.

Gap 4: Scarce Research on Behavioural and Institutional Enablers

NCERT (2021) and Centre for Sustainable Development (2023) highlight that teacher motivation,
reflective practice, leadership support, and monitoring systems determine the success of inclusive
teaching. However, few empirical studies examine these behavioural and institutional enablers in
real school settings, particularly within private CBSE schools. International change and school
improvement literature suggests that teacher beliefs and leadership alignment significantly

influence reform sustainability, yet this relationship is underexplored in Indian inclusive
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education research (Fullan, 2007 and Hall and Hord, 2015). This study addresses this gap by
incorporating teacher reflections, observation notes, and professional dialogue logs into the

analysis.

Gap 5: Insufficient Evidence Linking Inclusive Pedagogy to Institutional Outcomes

While inclusive teaching is often justified on ethical or policy grounds, there is limited empirical
evidence demonstrating its impact on stakeholder satisfaction, enrolment trends, teacher
performance, and internal process efficiency. In semi-urban private schools, these factors directly
affect sustainability and competitive positioning (OECD, 2015 and World Bank, 2018). The lack
of research connecting inclusive pedagogy with institutional outcomes represents a critical gap

that this study seeks to bridge through integrated educational and organisational analysis.

Gap 6: Need for Integrated Models Connecting Student Outcomes to School Sustainability

Existing literature rarely presents an integrated conceptual model illustrating how classroom-
level innovations translate into school-wide improvement. Studies tend to address pedagogy,
leadership, or organisational performance in isolation. There is a clear lack of frameworks that
combine pedagogical constructs (Differentiated Instruction and Scaffolding), behavioural
dimensions (teacher beliefs, collaboration), and strategic elements (leadership, internal processes,
stakeholder satisfaction) into a single explanatory model (Leithwood et al., 2020 and Kaplan and
Norton, 1996). The present study fills this need by proposing a multi-dimensional conceptual

synthesis supporting both academic and organisational improvement.
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2.13 Conceptual Synthesis

The literature reviewed across the preceding sections provides the foundation for an integrated
conceptual model that connects pedagogical innovation with institutional performance. The
synthesis demonstrates that learning improvement and school sustainability are not isolated goals

but mutually reinforcing processes.

At the instructional level, Differentiated Instruction and Scaffolding constitute the core
pedagogical mechanisms of the study. Differentiated Instruction ensures that every learner
engages with curriculum content through pathways suited to individual readiness, interest, and
learning style. Scaffolding complements this by providing the structured guidance required for
learners to progress gradually toward independence. Together, these approaches promote
inclusion, conceptual clarity, and learner confidence while maintaining high academic

expectations.

At the behavioural level, teacher beliefs, motivation, and reflective practice influence how
effectively these instructional strategies are implemented. When teachers perceive inclusive
pedagogy as both feasible and valuable, they demonstrate higher engagement, persistence, and
creativity in lesson delivery. Leadership support and professional collaboration reinforce this

behaviour, transforming classroom practices into consistent institutional norms.

At the strategic level, organisational frameworks such as Kotter’s Change Model (1996), the
Balanced Scorecard (Kaplan and Norton, 1996), and the Resource-Based View (Barney, 1991)

provide the managerial structure that sustains these pedagogical and behavioural processes. The
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Balanced Scorecard offers a multidimensional perspective that links academic quality with
institutional efficiency through four domains: learning and growth, internal processes,
stakeholder satisfaction, and financial sustainability. Differentiated Instruction directly influences
the learning and stakeholder dimensions, while Scaffolding and teacher collaboration strengthen
internal processes. Leadership vision and strategic alignment further ensure that these

improvements are institutionalised as part of long-term organisational growth.

The conceptual synthesis therefore illustrates a cyclical relationship:

1. Pedagogical constructs (DI and Scaffolding) drive learner engagement and achievement.

2. Behavioural determinants (teacher motivation, reflection, and collaboration) ensure
implementation quality.

3. Strategic determinants (leadership, structure, and management systems) sustain and scale

these practices.

Each dimension supports the other, creating continuous improvement.

When these dimensions operate in coherence, they create a holistic model that enhances both
learning outcomes and institutional sustainability. The conceptual framework emerging from this
synthesis forms the theoretical basis for the present research, demonstrating how inclusive
pedagogy can serve as both an educational innovation and a strategic instrument for

organisational development in semi-urban CBSE schools.

This synthesis also underscores the interdependence between classroom-level change and system-

level improvement. While Differentiated Instruction and Scaffolding operate at the point of
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learning, their long-term impact depends on behavioural and strategic alignment across the
school. Consistency in instructional delivery is strengthened when teachers share planning
structures, use common scaffolding templates, and engage in reflective discussions that promote
continuous improvement. Such collaborative behaviours create predictable learning

environments that benefit slow learners who rely on clear routines and guided support.

From an organisational perspective, the combined application of the Balanced Scorecard, Kotter’s
principles, and the Resource-Based View highlights that inclusive pedagogy is not an isolated
intervention but part of a broader performance-management cycle. Pedagogical shifts influence
measurable indicators such as academic results, classroom participation, teacher effectiveness,
and parent satisfaction. These improvements directly support institutional credibility and
contribute to long-term stability in semi-urban schools where stakeholder expectations are high

and competition for enrolment is increasing.

The synthesis therefore positions inclusive teaching practices as drivers of institutional
differentiation. Schools that embed DI and Scaffolding within their processes demonstrate
stronger academic monitoring, clearer instructional standards, and greater responsiveness to
learner needs. Over time, this strengthens organisational culture by promoting shared
accountability for learner success. As inclusive routines become part of the school’s identity, they

reinforce leadership’s vision for quality, equity, and sustainable growth.

This conceptual integration makes clear that the pedagogical, behavioural, and strategic
dimensions do not function independently but operate as a unified system. When combined, they

create a reinforcing loop in which effective teaching strengthens institutional outcomes, and
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supportive institutional structures enhance teaching quality. The conceptual synthesis therefore
provides a coherent foundation for the methodological and analytical approach adopted in this
study and sets the stage for examining how these relationships manifest in the context of a semi-

urban CBSE school.

Figure 2.2:

Integrated Conceptual Framework Linking Pedagogical, Behavioural, and Strategic Dimensions

Organisational Outcomes )
- Learning & Growth
- Internal Process
- Stakeholder
- Financial Sustainability

AN

Strategic Determinants
- Teacher Motivation
- Reflective Practice

- Collaboration

AN

Behavioural Determinants
- Teacher Motivation
- Reflective Practice

- Collaboration

Pedagogical Constructs N
Differentiated Instruction
(Personalizes content, Process and product)
Scaffolding
Provides graduated support to learners

The framework depicts the progressive relationship between pedagogy, behaviour, and strategy.
Differentiated Instruction and Scaffolding form the pedagogical base that influences teacher
behaviour and institutional systems, which in turn drive improved learning and organisational
outcomes.
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CHAPTER III:
METHODOLOGY

3.1 Introduction

This chapter explains the research design and methods used to conduct the present study. The
main purpose of the research was to examine how Differentiated Instruction (DI) and Scaffolding
can improve the learning performance, motivation, and participation of slow learners in Grades
5to 8, and how these improvements can also strengthen the overall functioning and sustainability
of the school. The study was carried out at Rosary High School, Badlapur, which served as the
site of intervention. The school was chosen because it represents a typical semi-urban CBSE
environment where learning diversity, resource limitations, and parental expectations coexist.
This made it a suitable setting to test a practical, low-cost, and high-impact educational

intervention.

The study followed a mixed-method framework combining quantitative and qualitative
approaches. The quantitative component measured student progress before and after the
intervention, while the qualitative component captured teachers’ and students’ experiences,
providing depth to the numerical findings. This combination made it possible to examine not only

what changes occurred but also why and how they took place.

The methodological framework of the study is built on four interrelated foundations. The
pedagogical foundation draws from Vygotsky’s Sociocultural Theory and Tomlinson’s Model of

Differentiated Instruction, which explain how learning occurs through guided interaction and
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responsive teaching. The behavioural foundation is informed by Ajzen and Fishbein’s Theory of
Reasoned Action (1980), which emphasises how teachers’ beliefs and attitudes influence their
classroom behaviour. The managerial foundation is supported by Kotter’s Change Management
Model (1996) and Kaplan and Norton’s Balanced Scorecard (1996), linking classroom change
with organisational performance and sustainability. Finally, the contextual foundation is provided
by the semi-urban education market of Thane district, where the school operates as part of the

growing education service sector that values both quality and affordability.

The methods were selected to maintain methodological robustness while being practical in a real-
school environment. All stages of the study were guided by ethical responsibility and
transparency. The approach ensured that evidence generated could support both improved

learning outcomes and informed management decisions for institutional development.

This chapter is organised into sections describing the research design, setting, sampling process,
intervention, data collection, instruments, analysis methods, ethical considerations, and
limitations. Collectively, these ensure validity, reliability, and transparency in the study’s process

and outcomes.

3.2 Research Design

The study used a mixed-method research design. This design was selected because it provides
both measurable and descriptive information, enabling a comprehensive understanding of
complex educational interventions. Quantitative data helped in understanding the level of

improvement in the academic performance of slow learners, while qualitative data provided
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insights into the attitudes, experiences, and opinions of students and teachers during the
intervention. Mixed-method designs are particularly effective in educational research where
learning outcomes and human experiences need to be examined together. The combination of
both types of data made the findings more reliable and gave a complete picture of the learning

and organisational changes that occurred (Creswell and Plano Clark, 2018).

A sequential explanatory approach was adopted. In the first phase, baseline data were collected
on students’ academic achievement and classroom participation. This was followed by the
implementation of Differentiated Instruction and Scaffolding strategies for a period of sixteen
weeks. After the intervention, post-test scores, classroom observations, and feedback were
collected to measure and interpret the outcomes. Quantitative results were analysed first, and
qualitative findings were used later to explain and support those results. Such a phased design
strengthens interpretation by allowing qualitative evidence to clarify patterns emerging from

quantitative data (Creswell, 2014).

This design was appropriate for the present study because it matched both the pedagogical and
managerial aims of the research. From an educational point of view, it helped to identify how
inclusive teaching strategies can improve learning outcomes. From a management perspective, it
provided evidence of how these changes can influence stakeholder trust, teacher efficiency, and
the overall reputation of the school. Practice-based management research emphasises the value
of designs that demonstrate both instructional impact and organisational relevance. The mixed-

method design also made it possible to assess the intervention as a low-cost and high-impact
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improvement model that can be applied in other semi-urban CBSE schools (Tashakkori and

Teddlie, 2010).

The research design ensured objectivity, triangulation, and transparency at every stage. By
systematically collecting multiple forms of evidence such as test results, teacher reflections,
classroom observations, and student feedback, the study achieved both methodological
robustness and practical relevance. Triangulation across data sources enhances validity and
reduces the risk of single-method bias. This integrated approach strengthened the credibility of
findings while aligning them with the broader objective of linking classroom-level improvements
to institutional growth, stakeholder trust, and long-term sustainability (Denzin, 2012 and Yin,

2018).

Table 3.1: Summary of the Mixed-Methods Design

Component | Purpose Data Type | Source / Tool Expected
Outcome
Quantitative | Measure academic | Numerical | Pre-/Post-test Evidence of
improvement records achievement gains
Qualitative | Explore perceptions | Descriptive | Observations, Insights into
and engagement reflections, behavioural change
feedback
Integration | Combine both for | Mixed Comparative  and | Holistic
interpretation thematic analysis understanding  of
impact
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3.3 Research Setting and Context

The study was conducted at Rosary High School, a CBSE-affiliated institution located in
Badlapur, within the Thane district of Maharashtra. The school operates in a semi-urban
environment that reflects a mix of industrial and residential communities. It caters mainly to
families from middle- and lower-middle-income backgrounds who view quality education as an
investment in their children’s future. Research on Indian schooling contexts notes that semi-urban
regions represent rapidly expanding education markets where schools must balance quality,
affordability, and inclusivity to sustain enrolment and reputation (Govinda and Bandyopadhyay,

2011 and World Bank, 2018).

According to the Maharashtra Directorate of Economics and Statistics, Thane’s per-capita income
was approximately 32,68,293 in 2020-21 at current prices, reflecting moderate but uneven
income distribution across communities (Government of Maharashtra, 2021 and Census of India,
2011). This economic diversity translates into varying parental capacities to support learning and
educational expenses. Consequently, schools in this region face the challenge of maintaining
affordability while ensuring academic excellence. Studies on education finance emphasise that
such contexts require cost-effective instructional models that maximise learning gains without

increasing financial burden on families (World Bank, 2018).

Rosary High School was chosen as the research site because it provided a realistic setting to test
a low-cost, high-impact intervention model. The school has consistently demonstrated
commitment to inclusive education by supporting learners with diverse abilities and backgrounds.

However, teachers have faced challenges in managing mixed-ability classrooms, meeting
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curriculum demands, and maintaining consistent academic performance among slow learners.
Previous research highlights that such challenges are common in mainstream classrooms lacking
specialist support, making differentiated and scaffolded instruction particularly relevant (Florian
and Black-Hawkins, 2011; Sharma, Forlin, and Loreman, 2021). These factors made the school
an ideal site for implementing Differentiated Instruction and Scaffolding strategies to improve

learning outcomes and classroom participation.

The initiative for this research was led by the Founder Principal, who also served as the
Researcher. The study was supported by the school’s management, which encouraged
professional development, reflective teaching, and evidence-based innovation. Practice-based
educational research recognises insider-led studies as valuable when leadership involvement is
transparent and aligned with ethical and methodological rigor (Coghlan and Brannick, 2014).
This collaboration between leadership and teaching staff made it possible to integrate both
educational and management perspectives within the study. The research aimed not only to
benefit participating students and teachers but also to contribute to institutional development by
linking inclusive classroom practices with measurable organisational outcomes such as academic

improvement, parental satisfaction, and long-term sustainability.

The semi-urban setting provides a meaningful context to study how inclusive pedagogy can
bridge educational equity and institutional sustainability. Rosary High School’s balanced fee
structure and resource-conscious approach make it representative of many semi-urban CBSE
schools across India. Educational policy literature highlights that evidence generated from such

contexts has strong transferability to similar schools operating under comparable constraints
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(OECD, 2015 and UNESCO, 2020). The data gathered from this environment were valuable for
understanding how low-cost, high-impact inclusive strategies function in real-world classrooms

operating within resource and time constraints.

3.4 Population and Sample

The study focused on students from Grades 5 to 8 at Rosary High School, Badlapur, during the
2024-25 academic year. These grades represent the upper primary and middle-school stages,
where learners gradually shift from concrete to abstract thinking and show wide variation in

learning pace and motivation (NCERT, 2005 and UNESCO, 2020).

From a total population of 172 students, 19 slow learners were identified through a structured
multi-step process. Academic performance data from the previous year were first analysed to
shortlist students scoring below 50 percent in two or more core subjects. The selection was
validated through teacher observations and classroom participation records. To ensure cognitive
accuracy, the Binet-Kamat Test of Intelligence (BKT) (Kamat, 1934) was administered
individually by the school counsellor under the researcher’s supervision. Students with 1Q scores
below 80 were classified as slow learners and included in the intervention group. This process

ensured fairness and accuracy while maintaining the authenticity of regular classroom conditions.

The remaining students continued as a reference group, allowing comparative analysis without
disturbing the natural flow of classroom learning. In addition, 10 subject teachers of English,

Mathematics, and Science participated in the study.

e Grades 5A and 5B: English (T1, T2), Mathematics (T3), Science (T4)
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e Grades 6A and 7A: English (T5), Mathematics (T6), Science (T7)

o Grade 8A: English (T8), Mathematics (T9), Science (T10)

They were selected based on their teaching assignments and readiness to apply inclusive
pedagogies. Teacher involvement ensured consistency in lesson planning, reflective practice, and

reliable monitoring of student progress.

A purposive and stratified sampling technique was adopted. Purposive sampling was used to
select the school due to its inclusive framework and access feasibility, while stratified sampling
ensured proportional representation across grades. This approach aligned with the methodological
aim of balancing authenticity, manageability, and representativeness within a semi-urban CBSE

school environment.

Table 3.2: Purposive and stratified Sample

Grade Total Students | Slow Learners | % of Grade | Teachers (Code)
Grade5Aand B 61 9 15% T1-T4
Grade 6 A 35 5 14% T5-T7
Grade 7 A 39 3 8% T5-T7
Grade 8 A 37 2 5% T8-T10
Total 172 19 11% overall 10 Teachers

Table 3.2 stratified sample composition provides a balanced representation of learner diversity

across subjects and grades. The participation of teachers and students together created a
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collaborative environment essential for evaluating the real-world applicability of Differentiated

Instruction and Scaffolding.

3.5 Intervention Description

The intervention aimed to improve the learning outcomes of identified slow learners by
integrating Differentiated Instruction (DI) and Scaffolding strategies within regular classroom
teaching. The process was implemented over 16 weeks across Grades 5 to 8 at Rosary High
School. It was structured in four systematic phases: teacher orientation, instructional

implementation, monitoring and feedback, and post-intervention reflection.

Phase I: Teacher Orientation

Before classroom implementation, all 10 participating teachers attended a structured two-day
training workshop on Differentiated Instruction (Tomlinson, 2017) and Scaffolding (Vygotsky,
1978). The sessions were led by the researcher, who also serves as the Founder Principal, with
support from the school counsellor. The focus was on readiness-based teaching, flexible
grouping, and step-by-step instructional support. Teachers analysed sample lesson plans,
redesigned their own lessons in English, Mathematics, and Science, and explored strategies such
as tiered assignments, peer tutoring, and learning stations. The training ensured that
differentiation was achieved through variation in content, process, product, and learning

environment without altering CBSE curriculum requirements.
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Phase II: Instructional Implementation

During this 16-week classroom phase, differentiated and scaffolded teaching was integrated into
regular lessons. Teachers grouped students based on readiness and interest, combining whole-
class teaching with small-group and peer activities. Slow learners received support through visual
aids, manipulatives, structured worksheets, and guided questioning. As learners gained
confidence, teacher assistance was gradually reduced in line with the principle of the Zone of
Proximal Development. The researcher regularly observed lessons, provided formative feedback,
and ensured consistency in implementing inclusive practices across grades and subjects. Weekly
review meetings allowed teachers to share progress, challenges, and effective methods, fostering

collaborative professional growth.

Phase I11: Monitoring and Feedback

Progress was continuously tracked using formative assessments, teacher reflection logs, and
classroom observation checklists. Each teacher maintained a record of academic performance and
behavioural engagement. The school counsellor provided emotional and social support when
needed, helping students manage anxiety and maintain motivation. These observations were

cross-checked through student feedback and peer comparison to ensure reliability.

Phase IV: Post-Intervention Reflection

At the end of the 16-week cycle, the researcher, teachers, and students participated in structured
reflection sessions to review outcomes and identify areas for improvement. Teachers shared

narratives on how differentiation and scaffolding influenced classroom participation, confidence,
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and independent learning. Students shared their experiences through guided discussions and short

written reflections about what helped them learn better and how their confidence had changed

over time. This collective reflection enabled identification of best practices that could be

institutionalised at the school level, ensuring that classroom success translated into broader

organisational improvement through stronger learning outcomes, improved student motivation,

and greater parental satisfaction.

Table 3.3: Summary of Implementation Phases

Phase | Focus Area Key Activities Expected Outcome
I Teacher Training on DI and Scaffolding | Teacher readiness and shared
Orientation understanding

] Implementation | Differentiated  lessons  in | Improved engagement and
English, Math, Science academic comprehension

11 Monitoring Continuous observation, | Reliable Data on progress and
feedback, and reflection logs | teaching efficiency

v Reflection Joint reflection by teachers and | Identification of best practices,
students on learning | increased  confidence,  and
experiences and outcomes institutional improvement

3.6 Tools and Instruments Used

The study used multiple methods of data collection to ensure that both academic progress and

behavioural changes were captured accurately. Quantitative and qualitative tools were combined
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to provide a comprehensive understanding of how Differentiated Instruction (DI) and Scaffolding

influenced student achievement, motivation, and classroom participation.

3.6.1 Quantitative Data

The quantitative data were collected through pre-test and post-test scores of students in English,
Mathematics, and Science. These assessments were based on the regular CBSE Term I and Term
Il examinations. The same evaluation criteria and marking schemes were used to maintain
consistency.

The difference between pre-test and post-test performance provided measurable evidence of
academic improvement among slow learners. The data were analysed using descriptive statistics

such as mean, percentage change, and t-test to determine the significance of learning gains.

3.6.2 Qualitative Data

The qualitative component of the study aimed to capture the deeper behavioural, emotional, and
experiential changes that occurred during the intervention. It focused on understanding how
Differentiated Instruction (DI) and Scaffolding influenced students’ motivation, participation,

and confidence, as well as teachers’ professional practices and perceptions.

Multiple qualitative tools were used to collect rich, descriptive data from both teachers and
students. These included classroom observations, reflection sheets, focus group discussions, and

interviews.
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Classroom Observation Checklists were used by the researcher and teachers to record levels of
student engagement, participation, and response to instructional strategies during lessons.
Observations helped identify how slow learners interacted in differentiated groups, how

scaffolding supported gradual independence, and how classroom routines evolved over time.

Student Reflection Sheets provided insight into learners’ individual experiences. Slow learners
shared what helped them learn better, how they felt during lessons, and which strategies made
them more confident. This data revealed the emotional and motivational impact of the

intervention.

Focus Group Discussions were conducted with groups of slow learners from Grades 5 to 8. These
discussions explored shared experiences of teamwork, peer support, and comfort in the learning
environment. The data from these sessions helped understand the collective classroom climate

and social learning aspects of the intervention.

Teacher Interviews and Reflection Logs were used to understand the teachers’ viewpoints about
the practicality and benefits of applying differentiated instruction and scaffolding in a semi-urban
CBSE context. Teachers discussed challenges faced during lesson planning, changes in student

participation, and how professional collaboration helped refine their classroom practices.

Together, the qualitative data provided a multi-dimensional understanding of how inclusive
instructional strategies influenced both learning and teaching processes, complementing the
quantitative findings by illuminating the human and contextual factors underlying improvements

in student performance and overall institutional development. As illustrated in Table 3.4, the
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integration of multiple data sources offered a comprehensive view of academic and behavioural
outcomes. Quantitative evidence from academic records and rating scales demonstrated
measurable improvement, while qualitative insights from classroom observations, interviews, and
teacher reflections captured the lived experiences of students and educators. This triangulation of
data enhanced the validity of the findings and clearly linked classroom-level progress to broader

institutional development.

Table 3.4: Tools and Instruments used

Tool / | Purpose Data Type | Source / | Outcome / Use

Instrument Respondent

Academic To measure student Quantitative | School Comparison of pre-

Records improvement in examination test and post-test
English, Mathematics, records results to determine
and Science after the academic gains

intervention

Participation | To assess changesin | Quantitative | Subject Statistical
and students’ motivation teachers under | comparison of
Motivation and classroom researcher mean scores to
Scale engagement on a 5- supervision measure
point scale behavioural
improvement
Classroom To record classroom Quialitative | Researcher Evidence of
Observation interaction, observations | engagement,
Checklist participation, and and teacher classroom climate,
effectiveness of logs and practical
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strategies during

application of DI

lessons and Scaffolding
Student To collect individual | Qualitative | Slow learners | Insight into
Reflection students’ views on (n=19) perceived learning
Sheets learning support, improvement,
confidence, and motivation, and
progress self-efficacy
Focus Group | To explore shared Qualitative | Groups of Understanding of
Discussion experiences of slow learners | group learning
(Students) engagement, peer from Grades dynamics and
learning, and 5-8 common
preferred teaching perceptions of
strategies inclusivity
Teacher To document Qualitative | Participating | Identification of
Interviews teachers’ experiences, teachers (n = | practical enablers
challenges, and 10) and barriers to
professional growth differentiated
during teaching
implementation
Teacher To monitor weekly Qualitative | Teachersand | Continuous record
Reflection instructional changes, researcher of adaptation,
Logs student reactions, and jointly progress, and

teaching outcomes

insights for
institutional

learning
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3.7 Data Analysis Procedures

The data analysis process combined quantitative and qualitative methods to evaluate the overall
effectiveness of Differentiated Instruction (DI) and Scaffolding in improving learning outcomes,
classroom engagement, and student motivation. Both data sets were analysed separately and then
integrated to draw comprehensive conclusions about academic and behavioural changes observed

during the intervention.

Quantitative analysis focused on measurable academic improvement among the 19 identified
slow learners across English, Mathematics, and Science. Pre-test (Term I) and post-test (Term II)
scores were collected from school examination records and entered into Microsoft Excel for
analysis. Descriptive statistics such as mean, standard deviation, and percentage gain were
calculated to summarise performance differences before and after the intervention. A paired-
sample t-test at a 0.05 level of significance was conducted using Microsoft Excel to determine
whether the improvement in scores was statistically significant. Additionally, the effect size
(Cohen’s d) was computed to quantify the magnitude of change, indicating the strength of the

intervention’s impact.

Qualitative data were analysed thematically to understand changes in classroom participation,
student motivation, and teacher perceptions. The process involved systematic reading of teacher
reflection logs, observation notes, and focus group transcripts to identify recurring themes.
Common themes included increased confidence, peer collaboration, reduced learning anxiety,
and enhanced motivation. These patterns provided explanatory depth to the quantitative findings,

illustrating how and why learning gains occurred.
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Finally, both data sets were triangulated to ensure reliability and validity. The integration of
quantitative and qualitative results strengthened the interpretation of findings and provided a
holistic view of how inclusive pedagogical practices influence institutional outcomes. This
comprehensive approach aligns with Creswell and Plano Clark’s (2018) mixed-methods
framework, ensuring that evidence from multiple sources converges to support the study’s
conclusions. The overall analysis demonstrates that inclusive teaching strategies can generate
measurable academic progress while contributing to teacher empowerment, stakeholder

satisfaction, and sustainable institutional growth within semi-urban CBSE schools.

3.8 Ethical Considerations

Ethical integrity formed a central foundation of this study, given that it involved school students,
teachers, and classroom practices in a semi-urban educational context. The research adhered to
principles of respect, confidentiality, fairness, and transparency at every stage. As the study was
conducted within a functioning school environment, special care was taken to ensure that
participation was voluntary, that student learning was not disrupted, and that no harm or

disadvantage resulted from the intervention.

3.8.1 Informed Consent and Voluntary Participation

All participants were informed about the purpose of the study, the nature of the intervention, and
the types of data that would be collected. Since the research involved children, consent was
obtained at two levels. Parents were informed through written communication explaining that

pre-tests, post-tests, and classroom observations would be used for academic improvement
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purposes. Teachers were briefed in staff meetings regarding their roles, expected responsibilities,
and the voluntary nature of participation. Students were informed in age-appropriate language
that their regular learning activities would include new teaching methods designed to help them
learn better. No participant was coerced into participating, and withdrawal at any stage was

permitted without penalty.

3.8.2 Protection of Students’ Rights

The study involved minors who are considered a vulnerable group in research ethics. To
safeguard their rights, no sensitive personal data was collected. The study did not include any
activity that could cause stress, embarrassment, or academic disadvantage. Tasks assigned during
the intervention were aligned with curriculum expectations and were part of regular classroom
practice. Care was taken to ensure that slow learners did not feel singled out, labelled, or
compared negatively with their peers. Instead, grouping strategies and scaffolded support were

implemented discreetly so that all students felt included and secure.

3.8.3 Confidentiality and Anonymity

Confidentiality was maintained throughout the study. Student names were not used in any reports,
analysis sheets, or findings; identification was done through coded numbers. Teacher reflections
and observation notes were anonymised and used only for analytical purposes. All data was stored
securely and accessible only to the researcher and authorised academic supervisors. Presentations

and thesis materials used aggregated results rather than individual-level data to protect identity.
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3.8.4 Minimizing Risk and Ensuring Generosity

The intervention posed minimal risk because it was built around instructional strategies already
recognised as beneficial under CBSE and NEP 2020 frameworks. All teaching activities aligned
with grade-level expectations and supported learning rather than modifying regular lesson plans
in disruptive ways. The study aimed to enhance learning outcomes for slow learners and improve
classroom processes for all students. This ensured that participants experienced direct academic
and behavioural benefits. No rewards, punishments, or special privileges were offered to

influence participation or performance.

3.8.5 Avoidance of Bias and Ensuring Fair Treatment

The researcher worked closely with teachers to reduce potential biases in classroom observations
and assessments. Teachers were trained on how to assess student performance objectively,
especially during the pre- and post-test evaluations. Inter-rater reliability checks ensured that
scoring remained consistent and unbiased. Students were treated equitably irrespective of prior
achievement, socio-economic background, or proficiency level. Slow learners received academic

support as part of inclusive pedagogy, not as a form of preferential treatment.

3.8.6 Ethical Handling of Classroom Power Dynamics

Schools operate within inherent power structures where teachers and administrators hold
authority over students. The study carefully considered this dynamic to ensure that participation
was not perceived as compulsory. Teachers were instructed to avoid persuasive language and to

reassure students that the new teaching methods were not part of an examination or evaluation.
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Slow learners were supported sensitively so that scaffolding and differentiated tasks did not create

feelings of inferiority or dependency.

3.8.7 Transparency and Honest Reporting

All results, observations, and analyses were presented truthfully without exaggeration or
suppression of findings. The researcher avoided selective reporting of improvements and
included challenges, teacher feedback, and limitations openly. Transparency strengthens the
credibility of the study and aligns with ethical expectations for doctoral research. Any deviation

from the original plan was recorded and justified to maintain methodological honesty.

3.8.8 Ethical Responsibilities Toward Teachers

Teachers participated voluntarily, and their professional dignity was respected throughout the
study. Classroom observations were used for research purposes only and not for performance
appraisal. Reflection logs captured teacher insights anonymously, and feedback was used
constructively to support professional development. Teachers were informed that no individual

would be evaluated or compared publicly based on research findings.

3.8.9 Compliance with Institutional and Educational Guidelines

The study followed guidelines provided by CBSE, NCERT, and NEP 2020 regarding inclusive
pedagogy, student assessment, and classroom-based interventions. Ethical norms typically
adopted for school-based research were followed, including ensuring student safety, maintaining

confidentiality, and aligning instructional interventions with approved curriculum requirements.
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The school management granted permission for data collection after reviewing the research plan

and ensuring compliance with institutional policies.

3.8.10 Post-Study Ethical Responsibility

After completion of the study, the researcher shared results, improvement trends, and
recommendations with teachers and school leaders. This ensured that participants benefited from
the research and could continue using inclusive pedagogical strategies in subsequent academic
years. No data was used for purposes outside the scope of the study. Parents and teachers were
informed of the academic progress observed through the intervention, reinforcing accountability

and ethical closure.

3.9 Limitations of the Study

Despite the systematic mixed-methods design and careful implementation processes, this study
has certain limitations that must be acknowledged to contextualise the findings. First, the research
was conducted in a single semi-urban CBSE-affiliated school. While this setting offered a rich
environment for examining diverse learner needs, it limits the extent to which the findings can be
generalised to rural schools, metropolitan schools, or institutions with significantly different
socio-economic compositions. The specific characteristics of the school, such as leadership
approach, teacher culture, and parent expectations, may not reflect those of all semi-urban schools

across India.

Second, the sample comprised 172 students, including 19 identified slow learners. Although this

number provided sufficient data for meaningful analysis within the school context, it may not
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capture the full spectrum of learner variability present in larger or more diverse populations. The
criteria for identifying slow learners were rigorous, using classroom observations, baseline
assessments, and teacher consensus, yet these methods may vary slightly across schools, which

could influence classification in other contexts.

A further limitation relates to the duration of the intervention, which was restricted to 16 weeks
due to the academic calendar. While this period was adequate for measuring short-term
improvement in academic performance and engagement, it may not fully reflect long-term
retention or the ongoing development of learning habits. Inclusive pedagogical practices such as
Differentiated Instruction and Scaffolding often yield cumulative benefits when applied
consistently over multiple academic terms. Therefore, a longer study period may have captured

deeper behavioural change and sustained academic growth.

Another limitation arises from the dual role of the researcher, who served as both the school
director and principal during the study. Although procedures such as triangulation, independent
teacher reflections, documented observation cycles, and standardised assessments were used to
minimise bias, the possibility of researcher influence cannot be completely ruled out. Teachers
and students may have altered their responses or classroom behaviours due to the researcher’s

leadership position, even unintentionally.

Additionally, the study relied on teacher-generated assessments and observation tools. While
these instruments were validated through expert review and alignment with CBSE learning

outcomes, their subjectivity could have influenced the qualitative findings. Teacher reflections
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and observation notes may also reflect individual teaching styles, comfort levels, or perceptions

of inclusive practices.

External factors may have indirectly affected student performance during the intervention.
Variations in home-study support, attendance patterns, seasonal examinations in other subjects,
and differing levels of parental involvement could not be controlled fully. These factors may

influence how effectively slow learners responded to differentiated and scaffolded instruction.

Despite these limitations, the study provides contextually grounded and credible evidence of how
inclusive strategies can support slow learners and improve overall institutional processes in a
semi-urban Indian school. The limitations do not undermine the value of the findings; rather, they
highlight areas for future research, particularly the need for multi-site studies, longer intervention

cycles, and further exploration of organisational and behavioural factors influencing inclusive

pedagogy.

3.10 Summary

This chapter outlined the methodological framework used to investigate how Differentiated
Instruction and Scaffolding influence learning outcomes and institutional processes in a semi-
urban CBSE school. It presented the justification for adopting a mixed-methods design,
emphasising that both quantitative and qualitative data were necessary to capture changes in
learner achievement, teacher behaviour, and classroom dynamics. The chapter also explained
how triangulation strengthened the credibility of the findings by combining test scores,

observation records, teacher reflections, and student feedback.
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The participant selection process was described in detail, highlighting the inclusion of 172
students across Grades 5 to 8 and the identification of slow learners through a multi-step
procedure. The chapter also provided an expanded explanation of the 16-week intervention,
including week-wise plans, grouping strategies, sample lesson sequences, and the practical
challenges faced during implementation. These descriptions help demonstrate that the

intervention was systematic, structured, and aligned with everyday classroom realities.

Further, the chapter explained the tools and instruments used to collect data and justified their
validity and reliability. By aligning assessments with CBSE learning outcomes, structuring
observation checklists, and using reflective logs consistently across the intervention, the study
ensured accuracy and fairness in data collection. Ethical considerations were addressed
comprehensively, covering informed consent, confidentiality, child protection, voluntary

participation, and responsible use of findings.

Importantly, the chapter situated the methodology within a broader managerial and organisational
context. It illustrated how inclusive pedagogical approaches connect with strategic indicators
such as internal process efficiency, teacher consistency, parental trust, and institutional
credibility. This strengthens the study’s relevance to the education service sector, where academic

outcomes and operational effectiveness are closely linked.

Overall, the methodological choices described in this chapter provide a strong foundation for
analysing both the instructional and organisational impact of the intervention. By combining
academic rigor with institutional insight, the methodology positions inclusive pedagogy as a

practical reform that contributes to learning gains and supports sustainable school growth. The
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next chapter presents the analysis and findings, showing how differentiated and scaffolded
teaching improved student performance, supported teacher development, and enhanced the

operational effectiveness of Rosary High School.
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CHAPTER IV:
RESULTS

4.1 Introduction

This chapter presents the results of the 16 week intervention that integrated Differentiated
Instruction and Scaffolding for slow learners in Grades 5 to 8. The analysis first reports
quantitative outcomes using Term | and Term Il academic scores in English, Mathematics, and
Science. It then establishes statistical significance through a paired sample t test and quantifies
the magnitude of change using Cohen’s d. Qualitative evidence from teacher observations,
student feedback, and focus group discussions is used to explain how and why the measured

improvements occurred.

Beyond pedagogical effects, the chapter interprets the findings through an institutional and
business lens. The results are mapped to key performance indicators that matter to schools
operating in the education service market. These include classroom efficiency, stakeholder
satisfaction, enrolment stability, teacher capacity building, and careful use of resources. The
Balanced Scorecard perspectives of learning and growth, internal processes, stakeholder
satisfaction, and financial operational foresight are used to show how classroom gains translate

into organisational value.

4.2 Quantitative Data Analysis

The quantitative analysis examined the academic performance of the nineteen identified slow

learners before and after the sixteen-week instructional intervention. Students’ achievement
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scores in English, Mathematics, and Science from Term | (pre-intervention) and Term Il (post-
intervention) were compared to assess changes in learning outcomes. A pre—post comparison
design was adopted, as it is appropriate for measuring instructional impact within the same group

of learners over time (Field, 2018 and Pallant, 2020).

The objective of this analysis was to assess the extent of academic improvement resulting from
the implementation of Differentiated Instruction and Scaffolding, and to evaluate whether these
gains constitute meaningful educational and institutional value. Mean scores were computed for
each subject, along with mean differences and percentage gains, to present a clear and comparable

measure of learning progress across the intervention period.

The findings indicate a consistent improvement across all subjects following the intervention.
The highest mean gain was observed in Science (41.13 percent), followed by Mathematics (29.96
percent) and English (24.33 percent). The overall mean increase of 31.73 percent demonstrates
that differentiated and scaffolded instruction significantly enhanced both conceptual
understanding and application skills among slow learners. These results are consistent with prior
research suggesting that structured instructional support, gradual task progression, and responsive
teaching strategies lead to substantial learning gains for students who process information at a

slower pace (Hattie, 2009 and Slavin, 2019).

From an institutional perspective, these measurable academic improvements translate directly
into enhanced service quality within the education enterprise. Improved student achievement
strengthens parental confidence, reinforces the school’s academic credibility, and supports

enrolment stability within a competitive semi-urban schooling context. When viewed through the
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Balanced Scorecard framework, the findings reflect tangible progress within the learning and
growth dimension, as enhanced student outcomes indicate strengthened instructional capability

and effective utilisation of organisational resources (Kaplan and Norton, 1996).

Table 4.1

Mean scores, mean differences, and percentage gains across all three subjects and overall
performance.

Subject Term | Mean | Term Il Mean | Mean Difference | % Gain
English 41.32 51.37 +10.05 24.33%
Mathematics | 41.63 54.11 +12.47 29.96%
Science 38.26 54.00 +15.74 41.13%
Overall Mean | 40.47 53.32 +12.84 31.73%

4.3 Paired t-Test Analysis

To determine whether the observed improvement in students’ academic scores was statistically
significant, a paired-sample t-test was applied to compare the mean scores of Term | (pre-
intervention) and Term Il (post-intervention) across English, Mathematics, and Science. The
paired t-test is an appropriate statistical technique for analysing pre—post intervention data
involving the same group of participants, as it evaluates whether the mean difference between

two related measurements is statistically meaningful (Field, 2018; Pallant, 2020).
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The purpose of applying the paired t-test was to determine whether the observed improvements
in academic performance were attributable to the instructional intervention rather than chance
variation. Establishing statistical significance strengthens the internal validity of the study and
provides empirical support for the effectiveness of Differentiated Instruction and Scaffolding as

structured pedagogical approaches (Creswell, 2014).

The results of the paired t-tests confirm statistically significant improvements across all subjects,
with p-values well below the 0.05 threshold. The consistently higher Term Il mean scores,
combined with large t-values, indicate strong and reliable academic gains in English,
Mathematics, and Science following the intervention. In line with established statistical
interpretation guidelines, large t-values alongside very low p-values suggest that the observed
differences are highly unlikely to have occurred by chance and can be confidently attributed to
the instructional intervention (Field, 2018 and Howell, 2013). These findings confirm that
Differentiated Instruction and Scaffolding produced a meaningful and measurable impact on the

learning outcomes of slow learners.

From an institutional perspective, the results demonstrate that a low-cost pedagogical strategy
generated a high-impact academic outcome. The statistically significant gains provide clear
evidence that the school achieved measurable quality improvement without additional
infrastructural or financial investment. In business terms, this reflects a strong return on
educational investment, as enhanced student achievement contributes to increased parental
confidence, strengthened academic credibility, and improved brand positioning within the

competitive semi-urban education market (OECD, 2015).

112



Table 4.2:

Paired t-Test Results for Pre-Test and Post-Test Scores

Subject Term || Term Il | Mean t- p- Significance
Mean Mean Difference statistics | value | (p <0.05)
English 41.32 51.37 +10.05 16.63 0.001 | Significant
Mathematics | 41.63 54.11 +12.47 17.97 0.000 | Significant
Science 38.26 54.00 +15.74 15.84 0.000 | Significant
Overall 40.47 53.32 +12.84 23.69 0.000 | Significant

Source: Computed by the researcher using paired t-tests on Term I and Term Il academic scores.
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Figure 4.1: Comparison of Mean Scores Before and After Intervention

The statistical results confirmed that the increase in mean scores was significant at p < 0.05,
supporting the effectiveness of the intervention. The consistent improvement across subjects
reflects the positive influence of adaptive teaching strategies on slow learners’ academic
achievement.
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4.4 Effect Size Analysis (Cohen’s d)

While the paired t-test established statistical significance, Cohen’s d was calculated to assess the
magnitude of the intervention’s impact and determine the practical significance of the observed
gains. Effect size provides insight into how meaningful an improvement is in real educational
contexts, beyond mere statistical detectability. In this study, Cohen’s d was used to evaluate the
extent to which Differentiated Instruction and Scaffolding influenced student learning outcomes
beyond chance variation, an approach widely recommended in educational research to assess real-

world impact (Cohen, 1988 and Hattie, 2009).

According to Cohen’s (1988) benchmarks, effect size values of 0.2 are considered small, 0.5
medium, and 0.8 large. The results of the present study show Cohen’s d values exceeding 3.5
across all subjects, indicating an exceptionally large practical effect of the intervention on student
achievement. The overall effect size of 5.43 reflects a very strong and consistent impact on

learning outcomes over the intervention period.

Such high effect sizes demonstrate that the observed improvements among slow learners were
not only statistically significant but also educationally substantial. Educational effectiveness
research suggests that large effect sizes are indicative of interventions capable of producing
meaningful learning gains within relatively short time frames (Hattie, 2009 and Lipsey et al.,
2012). The consistency of large effects across English, Mathematics, and Science further suggests
that Differentiated Instruction and Scaffolding functioned as robust instructional strategies rather

than subject-specific enhancements.
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From a pedagogical perspective, these findings indicate that structured differentiation, guided
support, and the gradual release of responsibility significantly enhanced learners’ capacity to
comprehend and apply academic concepts. For slow learners, who often experience challenges
related to pacing and cognitive load, the magnitude of these effects highlights the effectiveness
of adaptive teaching approaches in addressing persistent learning gaps and supporting sustained

academic progress.

From an institutional and business perspective, the effect size results validate the success of a
low-cost, high-impact intervention model. Achieving very large effect sizes without additional
infrastructural or financial investment demonstrates that strategic instructional design can
generate high educational returns through effective utilisation of existing human and
organisational resources. Within the education service sector, such outcomes strengthen
institutional credibility and stakeholder confidence. Improved learning outcomes enhance
parental trust, support positive word-of-mouth, and contribute to enrolment stability—critical
indicators of organisational sustainability in semi-urban education markets. Viewed through a
performance-management lens, these findings reflect effective value creation, where instructional
innovation translates into measurable academic and reputational gains for the institution (OECD,

2015).

Overall, the effect size analysis confirms that Differentiated Instruction and Scaffolding are not
only effective pedagogical approaches but also strategic assets that support long-term institutional

performance. The magnitude and consistency of the effects provide strong empirical justification
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for adopting inclusive pedagogy as a sustainable growth model within resource-constrained

school systems.

Table 4.3

Effect Size (Cohen’s d) of Learning Improvement

Subject Cohen’s d | Interpretation
English 3.82 Very large effect
Mathematics | 4.12 Very large effect
Science 3.63 Very large effect
Overall 5.43 Extremely large effect

Source: Computed by the researcher using Cohen’s d from paired pre- and post-intervention
assessment data.

4.5 Subject-Wise Interpretation of Results

The subject-wise analysis offers a nuanced understanding of how Differentiated Instruction and
Scaffolding influenced learner performance across English, Mathematics, and Science. A
comparison of pre- and post-intervention outcomes reveals consistent improvement in all three
subjects, although the nature and extent of progress varied in accordance with the cognitive

demands and pedagogical characteristics of each discipline.

The most substantial gains were observed in Science, where hands-on activities and inquiry-based
scaffolding enabled students to connect abstract concepts with real-world experiences.

Mathematics showed strong improvement through the use of visual representations, structured
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problem-solving, and step-by-step guidance that reduced cognitive load and clarified complex
ideas. English demonstrated steady progress in reading comprehension and written expression,

supported by differentiated texts, guided practice, and collaborative learning tasks.

Collectively, these findings confirm that Differentiated Instruction and Scaffolding foster deeper
conceptual understanding, increased learner confidence, and greater independence in learning.
From an institutional perspective, the consistency of academic gains across subjects reflects
enhanced service quality and strengthened stakeholder trust. When viewed through the Balanced
Scorecard framework, these outcomes indicate progress across the learning and growth
dimension (instructional capability), internal process efficiency (effective classroom practices),
and stakeholder satisfaction (parental confidence and academic credibility), reinforcing the

school’s positioning as a centre of inclusive excellence.

Table 4.4:

Subject-Wise Comparison Before and After Intervention

Subject Pre-Test | Post-Test | Improvement | Interpretation
Mean Mean (Percentage
(Term 1) | (Term I1) | Points)
Improved comprehension,
) vocabulary, and written expression
English 41.32 51.37 +10.05 ] ] ]
through guided reading, visual
prompts, and collaborative writing.
Strengthened conceptual clarity,
Mathematics | 41.63 54.11 +12.47 |ogica| reasoning1 and pr0b|em_

solving through visual aids, step-
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by-step scaffolding, and peer

learning.

Enhanced curiosity, observation,
) and application skills through
Science 38.26 54.00 +15.74 ] o
experiments,  questioning, and

inquiry-based learning.

Source: Compiled by the researcher using academic performance records in English,
Mathematics, and Science during the intervention period.

4.6 Student Engagement and Motivation Analysis

Student engagement and motivation were key behavioural indicators monitored throughout the
sixteen-week intervention to assess whether Differentiated Instruction and Scaffolding influenced
not only academic outcomes but also learners’ willingness to participate actively in the learning
process. Engagement levels were measured using teacher observation logs based on a five-point

scale, where 1 indicated very low engagement and 5 indicated very high engagement.

The findings reveal a marked improvement in student participation and motivation, with the
overall engagement score increasing by 1.24 points over the intervention period. Students who
were previously passive began responding more confidently, while teachers reported improved
focus, reduced classroom distractions, and stronger peer collaboration. Pedagogically, this shift
reflects the effective application of differentiation and scaffolding, wherein tasks were aligned

with learner readiness and supported through gradual, structured guidance. As instructional
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support was progressively withdrawn, learners demonstrated increased confidence and intrinsic

motivation, consistent with Vygotsky’s principle of guided independence.

From an institutional perspective, higher levels of student engagement contributed to improved
classroom efficiency, greater academic consistency, and strengthened parental trust. These
behavioural gains enhanced the school’s reputation and supported enrolment stability through
positive word-of-mouth. Viewed through a performance-management lens, the improvement in
engagement strengthened both the learning and growth and stakeholder satisfaction dimensions
of the Balanced Scorecard, indicating sustainable enhancement in institutional performance and

brand value.

Table 4.5:

Summary of Average Engagement Scores (Based on Teacher Observation Logs)

Indicator Pre- Post- Gain Remarks / Calculation Basis
Intervention Intervention
Mean Mean

Participation | 2.63 3.84 +1.21 Observed increase in active

involvement during lessons

Motivation 2.79 4.05 +1.26 Higher enthusiasm and
willingness to learn

Overall 2.71 3.95 +1.24 Composite score =

Engagement (Participation + Motivation) + 2

(Average )

Source: Compiled by the researcher using teacher-rated engagement and motivation scores

collected through classroom observation logs.
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4.7 Qualitative Data Analysis

The qualitative component complemented the quantitative results by explaining how
Differentiated Instruction and Scaffolding shaped classroom practices, student behaviour, and
teacher experiences. While numerical data confirmed academic gains, qualitative findings
revealed the processes and perceptions behind them. Data were triangulated through classroom
observations, student interviews, focus group discussions, and teacher reflections. These sources
captured behavioural changes, learner motivation, and instructional adaptation, highlighting how
engagement and confidence improved alongside teaching quality. The analysis aimed to uncover
how these shifts enhanced both learning and institutional performance through greater efficiency,
satisfaction, and professional growth, key drivers of long-term competitiveness. The following
sub-sections present thematic findings from each data source with interpretations of their

pedagogical and strategic significance.

4.7.1 Classroom Observations

A total of eighty-one classroom observation sessions were conducted over a sixteen-week period
across Grades 5 to 8 using a structured observation rubric. The rubric assessed key instructional
and behavioural indicators, including lesson delivery, student participation, peer interaction, and
on-task behaviour, each rated on a five-point scale ranging from very low to very high. This
systematic approach enabled continuous tracking of classroom transformation throughout the

intervention period.

The observations revealed a clear shift from predominantly teacher-led instruction to a more

student-centred learning environment. Tiered instruction and scaffolding allowed learners to
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engage with tasks at appropriate levels of challenge, resulting in improved confidence, higher
engagement, and better task completion. The use of visual supports and structured collaborative
activities enhanced conceptual understanding and lesson flow, while reducing classroom

disruptions and the need for re-teaching.

From an operational perspective, these changes translated into improved instructional efficiency,
with higher learning outcomes achieved through more effective use of existing classroom
resources. This improvement aligns with the Balanced Scorecard’s internal process perspective,
reflecting strengthened teaching practices and optimised classroom management. Additionally,
the delivery of consistent and engaging lessons contributed to greater stakeholder satisfaction,
reinforcing the school’s reputation, supporting enrolment stability, and enhancing overall

institutional sustainability.

Table 4.6:

Classroom Observed Pattern

Strategy / | Lessons Engagement | Engagement | Key Observation Highlights

Activity Observed Count* level

Tiered Tasks | 12 128 High Sustained focus and addressed
varied readiness levels

Visual Aids 15 145 High Improved comprehension and
long-term retention
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Group 14 139 High Fostered peer collaboration

Discussions and exchange of ideas

Guided 13 132 High Increase in independent task

Learning completion.

Step-by-Step | 16 152 High Promoted gradual mastery and

Tasks independent problem solving

Peer Support | 11 125 Moderate to | Strengthened learning through
high collaboration

Note: Engagement Count refers to the number of active participation instances recorded.

Source: Compiled by the researcher using classroom observation records collected during the

intervention.

4.7.2 Student Interviews

Individual semi-structured interviews were conducted with nineteen identified slow learners from
Grades 5 to 8 to explore their learning experiences before and after the implementation of
Differentiated Instruction and Scaffolding. The interviews focused on learners’ confidence,
understanding of lessons, classroom participation, and motivation to learn, with students

encouraged to share specific experiences that made learning easier or more enjoyable.

The findings indicate that students perceived structured and visually supported lessons as more
engaging and less intimidating, which significantly enhanced their sense of self-efficacy and

independence, key outcomes of effective scaffolding. Differentiated learning materials further

122



strengthened confidence and sustained engagement, enabling learners to take greater ownership

of their learning processes.

From an educational management perspective, increased learner confidence and motivation
reduced the reliance on repetitive remedial instruction, thereby saving instructional time and
optimising the use of existing resources. Enhanced student satisfaction translated into stronger
parental trust and reinforced the school’s brand identity. Viewed through the Balanced Scorecard
framework, these outcomes reflect positive movement across the internal process and stakeholder
satisfaction dimensions, demonstrating that inclusive pedagogy functioned as a low-cost, high-

impact intervention delivering substantial educational and institutional value.

Table 4.7:

Student Feedback on Differentiated Instruction and Scaffolding (N = 19)

Feedback Item Students (n) | Percentage
Reported improved confidence in learning 19 100 %
Enjoyed lessons more with DI and Scaffolding | 14 74 %
Preferred peer learning 12 63 %
Preferred step-by-step instructions 11 58 %
Preferred hands-on activities / projects 10 53 %
Mentioned visual aids as helpful 9 47 %

Source: Compiled by the researcher from nineteen semi-structured student interviews across
Grades 510 8.
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4.7.3 Focus Group Discussions

Five focus group discussions were conducted across Grades 5 to 8 to explore how collective
classroom experiences influenced students’ motivation, interest, and sense of belonging. Students
shared examples of learning practices that made lessons easier to understand, more engaging, and
different from their previous experiences. The discussions were transcribed and thematically
analysed, revealing that learning became more enjoyable, interactive, and less stressful through
the use of visuals, hands-on activities, and collaborative teamwork. The gradual release of
responsibility fostered confidence and active participation, reflecting a constructivist approach to
learning. At the institutional level, these practices contributed to a positive classroom climate,
reduced behavioural issues, and enhanced satisfaction among both students and parents, thereby
strengthening the school’s inclusive reputation. From a business perspective, sustained student
engagement supports brand value, positive word-of-mouth, and enrolment retention, which are
critical for long-term financial sustainability. Within the Balanced Scorecard framework, these

outcomes directly enhance stakeholder satisfaction and the learning and growth dimensions.

Table 4.8:

Themes from Focus Group Discussions

Focus Grades | Key Comment (lllustrative Quote) Main Theme

Group

FG1 5A “The picture cards helped me understand | Visual aids improve
the story faster.” comprehension
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together.”

FG2 5B “When we work in pairs I feel less | Peer learning builds
scared to answer.” confidence

FG3 6A “I like the step-by-step sheets; | can do | Scaffolding reduces anxiety
each part slowly.”

FG4 TA “Group projects are fun and I remember | Collaboration enhances
more.” retention

FG5 8A “Teacher explains first, then we try | Gradual release supports

autonomy

Source: Author’s field data derived from focus group discussions with students of Grades 5-8;

thematic analysis based on Braun and Clarke (2006).

4.7.4 Teacher Interviews

Ten participating teachers shared post-intervention reflections on the feasibility and outcomes of

differentiated and scaffolded teaching, providing insights into changes in lesson planning,

classroom management, student responses, and personal teaching confidence. These reflections

revealed that the intervention positively influenced both student outcomes and teaching practices,

with teachers becoming more organised, confident, and reflective in their approach. Lesson

delivery became increasingly data-driven and outcome-focused, while collaborative planning

fostered professional growth and greater classroom consistency. At the institutional level,

empowered teachers enhanced service delivery through more uniform lesson quality and

smoother classroom operations. From a business perspective, this investment in human capital
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strengthened the Balanced Scorecard’s learning and growth and internal process dimensions, with
improved teacher morale contributing to higher retention, reduced recruitment costs, and
enhanced overall performance, thereby supporting financial sustainability and strengthening the

school’s brand reputation.

Table 4.9:

Themes from Teacher Semi-Structured Interviews (N = 10)

Teacher ID | lllustrative Quote Main Theme

T001 “Students who rarely spoke earlier began | Student confidence

volunteering answers.”

T002 “Visual aids and tiered tasks helped me differentiate | Practical integration
easily.”

T003 “Peer tutoring worked well; shy learners supported | Collaboration
each other.”

T004 “Step-by-step worksheets reduced anxiety for slow | Reduced learning
learners.” anxiety

T005 “Time was tight initially, but it became manageable.” | Implementation

feasibility
TO06 “I noticed better on-task behaviour and fewer | Improved engagement

distractions.”

T0O7 “DI encouraged creativity in lesson planning.” Professional growth

T008 “Scaffolding allowed gradual independence.” Independent learning
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T009 “Parents said children seemed more confident with | Home-school impact
homework.”
TO010 “The strategies worked across subjects.” Cross-subject

applicability

Source: Author’s field data derived from post-intervention teacher reflections; qualitative
analysis informed by Tomlinson (2014) and Vygotsky (1978).

4.7.5 Overall Qualitative Synthesis

The qualitative data obtained from classroom observations, student interviews, focus group
discussions, and teacher feedback reveal a consistent and coherent pattern of improvement in
teaching—learning processes following the intervention. Across data sources, students

demonstrated increased confidence, independence, and intrinsic motivation, while teachers

exhibited stronger instructional planning, reflective practice, and collaborative engagement.

Classroom observation records confirmed a clear shift toward more structured, learner-centred
instructional practices. Lessons were characterised by improved pacing, purposeful scaffolding,
and higher levels of student engagement. Students were observed participating more actively,
responding confidently to guided prompts, and demonstrating greater persistence in task
completion. These findings align with qualitative indicators of effective instructional scaffolding

and adaptive teaching practices documented in inclusive classroom research (Braun and Clarke,

2006 and Miles et al., 2014).
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Student interviews and focus group discussions further reinforced these observations. Learners
consistently reported that the use of visual supports, stepwise explanations, and peer collaboration
reduced learning anxiety and made academic tasks more manageable and enjoyable. Students
expressed a greater sense of belonging and willingness to participate, indicating positive
emotional and behavioural shifts alongside cognitive gains. Such learner responses are widely
recognised as markers of effective inclusive pedagogy and motivational engagement (Deci and

Ryan, 2000 and Fredricks et al., 2004).

Teacher reflections provided complementary insights into instructional change. Teachers
reported improved clarity in lesson planning, greater alignment between instructional strategies
and learner readiness, and enhanced confidence in addressing diverse classroom needs.
Collaborative planning and reflective dialogue contributed to more efficient and purposeful
instruction, indicating the development of professional consistency and shared pedagogical
norms. These findings correspond with research highlighting reflective practice and teacher
collaboration as critical drivers of sustained instructional improvement (Lincoln and Guba, 1985

and Tracy, 2010).

Synthesising evidence across all qualitative data sources indicates that the intervention positively
influenced the cognitive, emotional, and behavioural dimensions of learning. Students evolved
into more responsible and self-assured learners, while teachers developed stronger professional
efficacy and instructional coherence. This collective shift reflects a broader cultural change within
the classroom environment, characterised by collaboration, accountability, and continuous

improvement.
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Triangulated qualitative evidence further suggests that pedagogical improvements extended
beyond individual classrooms to influence institutional performance. Enhanced learning
outcomes strengthened the school’s core service offering, while improved teacher efficiency and
instructional consistency reinforced internal processes. Increased student confidence and positive
parental feedback contributed to higher stakeholder trust and enrolment stability, signalling

improved institutional credibility.

From a management perspective, the intervention advanced three key dimensions of the Balanced
Scorecard framework: learning and growth through enhanced student and teacher capacity,
internal process efficiency through improved instructional coherence, and stakeholder
satisfaction through visible learner progress and parental confidence (Kaplan and Norton, 1996).
Achieved through existing resources, the intervention demonstrates the effectiveness of a low-
cost, high-impact model that integrates inclusive pedagogy with sustainable institutional growth,

competitiveness, and community trust.

4.8 Triangulation of Data

Triangulation validated the study’s findings by combining quantitative and qualitative evidence
from multiple sources to ensure that academic improvements were supported by behavioural and
perceptual changes (Denzin, 1978 and Creswell and Plano Clark, 2018). By cross-verifying
student scores, classroom observations, student feedback, and teacher reflections, the study

established both statistical reliability and contextual depth.
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The quantitative analysis showed a 31.73 percent overall mean improvement with large effect
sizes across subjects. Qualitative data explained the reasons behind this progress. Classroom
observations revealed greater participation and independence, while interviews and discussions
highlighted increased confidence and enjoyment. Teacher reflections confirmed smoother

management, better time use, and consistent instruction.

Together, the two data sets provide a coherent explanation of change. Quantitative results verified
significant performance gains, while qualitative findings showed they stemmed from
engagement, motivation, and teacher adaptability. This alignment strengthened internal validity

and confirmed both measurable and experiential impact (Tashakkori and Teddlie, 2010).

Triangulated findings showed that academic improvement directly enhanced institutional
performance. Better learning outcomes reflected improved service quality, while teacher
efficiency strengthened internal processes. Student confidence and parental satisfaction built
trust, reputation, and enrolment stability. These outcomes strengthened three Balanced Scorecard
dimensions: learning and growth, internal process efficiency, and stakeholder satisfaction

(Kaplan and Norton, 1996).

The intervention demonstrated financial prudence, achieving strong results with existing
resources. It stands as a low-cost, high-impact strategy that integrates inclusive, data-driven
pedagogy with sustainable business growth, enhancing institutional credibility, efficiency, and

community trust in semi-urban schools.
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4.9 Summary of Chapter 1V

This chapter presented the results of the sixteen-week intervention based on Differentiated
Instruction and Scaffolding. The findings provided comprehensive evidence of improvement in
the academic performance, motivation, and engagement of slow learners across Grades 5 to 8.
Quantitative analysis demonstrated a significant increase in mean scores in English, Mathematics,
and Science, supported by very large effect sizes and statistically significant p-values. These
results confirmed that the intervention had a strong and measurable impact on learning outcomes

(Cohen, 1988 and Hattie, 2009)..

The qualitative findings offered further insight into how and why these improvements occurred.
Classroom observations, student interviews, focus group discussions, and teacher feedback all
reflected a clear transformation in the learning environment. Students became more confident and
independent, while teachers adopted structured, reflective, and collaborative practices. Together,
these outcomes demonstrated a cultural shift toward inclusivity, accountability, and efficiency in

classroom functioning (Creswell and Plano Clark, 2018).

When interpreted through a strategic management lens, the findings also revealed tangible
business benefits for the institution. Improved student performance enhanced the perceived
quality of educational service, leading to higher parental trust and stakeholder satisfaction.
Teacher empowerment and improved classroom processes contributed to greater internal
efficiency and stability. Importantly, all of these outcomes were achieved without additional
financial investment, confirming the intervention as a cost-effective and scalable model of

institutional growth (Kaplan and Norton, 1996).
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In conclusion, Chapter 1V establishes that Differentiated Instruction and Scaffolding not only
improved academic results but also strengthened the operational and strategic dimensions of the
school. The study demonstrates that inclusive pedagogy can function as a sustainable business
strategy that enhances service quality, builds reputation, and ensures long-term organisational
success. The next chapter discusses the broader implications of these findings for policy, practice,

and institutional development in similar semi-urban educational contexts.
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Chapter V:
DISCUSSION

5.1 Introduction

This chapter discusses the findings of the study in relation to the research questions, theoretical
frameworks, and strategic models that guided the investigation. The purpose is to interpret how
Differentiated Instruction and Scaffolding influenced learning outcomes, student motivation, and
teacher practices, and how these pedagogical improvements contributed to institutional growth

and business sustainability.

While Chapter 4 presented the quantitative and qualitative results, this chapter explains the
meaning behind those results. It connects classroom-level changes to broader organisational and
managerial perspectives, demonstrating how inclusive teaching strategies can function as low-

cost, high-impact interventions for school improvement.

The discussion is organised around three main clusters of research questions:

1. Pedagogical — examining the effectiveness of Differentiated Instruction and Scaffolding
in improving the academic performance, motivation, and engagement of slow learners.

2. Institutional —analysing how inclusive practices influence classroom efficiency, parental
satisfaction, and overall school performance.

3. Strategic and Managerial — exploring how inclusive pedagogy aligns with business
frameworks such as the Balanced Scorecard and how it contributes to organisational

growth and sustainability.
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By interpreting findings across these dimensions, the chapter demonstrates that inclusive
pedagogy serves a dual purpose: it enhances academic quality and acts as a sustainable business
strategy. In doing so, it bridges the gap between educational reform and institutional management,
showing that pedagogical innovation can drive both learner success and long-term organisational

competitiveness.

5.2 Discussion of Pedagogical Research Questions

5.2.1 Effectiveness of Differentiated Instruction and Scaffolding in Improving Academic

Performance

The quantitative analysis clearly demonstrated that Differentiated Instruction and Scaffolding
significantly improved the academic performance of slow learners in English, Mathematics, and
Science. The mean gain of 31.73 percent, along with very large effect sizes (Cohen’s d between
3.6 and 5.4), indicates a strong impact on learning outcomes. These results confirm that when
instruction is adapted to students’ readiness levels and supported with structured guidance,

learning becomes accessible and meaningful for all.

This finding aligns with evidence from peer-reviewed studies which report that differentiated and
scaffolded instructional practices lead to statistically significant gains in academic achievement
among diverse and mixed-ability learners (Florian and Black-Hawkins, 2011 and Fuchs et al.,

2014).

134



From a pedagogical perspective, the improvement reflects how differentiation provides multiple
pathways to understanding, while scaffolding ensures gradual mastery. Together, these methods

help slow learners achieve parity with their peers without compromising academic rigor.

Further, empirical studies in inclusive education contexts indicate that scaffolded and
differentiated approaches are especially effective when implemented systematically over
sustained periods, as they promote conceptual clarity, learner confidence, and independent
application of knowledge (Das et al., 2013 and Kotob and Abadi, 2019). The consistency of
improvement across all three core subjects in the present study reinforces these findings and

highlights the robustness of the intervention.

From a business standpoint, improved academic performance directly enhances the quality of
educational service, which is the core product offered by any school. When a school consistently
produces measurable learning gains, it strengthens its credibility, increases parental confidence,
and attracts new enrolments. This translates to higher stakeholder satisfaction and institutional

reputation, both of which contribute to long-term sustainability without additional expenditure.

5.2.2 Influence of Inclusive Strategies on Student Motivation, Participation, and

Engagement

The engagement and motivation data reflected an average increase of 1.24 points, supported by
qualitative observations where students showed greater enthusiasm and confidence. Learners who
were previously hesitant began participating in discussions, volunteering for tasks, and expressing

enjoyment in classroom activities. Similar patterns of increased participation and learner
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confidence have been reported in inclusive classrooms where adaptive instructional strategies are

systematically implemented (Fredricks, Blumenfeld, and Paris, 2004).

Pedagogically, these behavioural shifts demonstrate that Differentiated Instruction and
Scaffolding not only improve comprehension but also foster intrinsic motivation. Visual aids,
step-by-step guidance, and peer collaboration created a learning environment that was supportive
and stimulating. Research on student motivation indicates that such structured support and
autonomy-enhancing practices significantly increase engagement, persistence, and willingness to
participate in learning tasks (Deci and Ryan, 2000 and Hattie and Timperley, 2007). This aligns
with Vygotsky’s idea that meaningful learning occurs when learners are guided just beyond their

current ability.

At the institutional level, higher motivation and participation improve classroom efficiency.
Teachers spend less time on re-teaching and behaviour management, allowing more instructional
time for active learning. Studies on instructional effectiveness suggest that increased student
engagement directly contributes to improved classroom flow and teaching efficiency (Fredricks
et al., 2004). This directly enhances internal process efficiency and overall productivity. From a
business perspective, motivated students lead to satisfied parents, which builds customer loyalty

and strengthens the school’s reputation as a caring, result-oriented institution.

5.2.3 Challenges and Opportunities Experienced by Teachers During Implementation
Teacher reflections revealed that initial challenges included time management, planning

differentiated tasks, and balancing varied learner needs. However, as the intervention progressed,
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teachers developed confidence and discovered practical methods for integrating differentiation
and scaffolding within their existing lesson structures. The process fostered collaboration,
reflective practice, and professional growth. Similar transitional challenges followed by increased
instructional confidence have been widely documented in studies on inclusive and differentiated

teaching reforms (Hall and Hord, 2015 and Leithwood et al., 2020).

Pedagogically, this change indicates that inclusive practices can be effectively integrated into
mainstream classrooms when teachers receive clear models and peer support. The challenges

were transitional and led to opportunities for innovation, teamwork, and self-improvement.

From a managerial viewpoint, these outcomes demonstrate human capital development. Teachers
became more resourceful and collaborative, reducing the dependency on external training or
supervision. Organisational research indicates that professional efficacy and collaborative culture
among teachers are key predictors of job satisfaction and retention (Leithwood et al., 2020).
Professionally satisfied teachers are more likely to remain committed to the organisation,
reducing staff turnover and training costs. This contributes to both the learning and growth and
internal process dimensions of the Balanced Scorecard, linking improved teaching capacity to

organisational stability and performance.

5.2.4 Summary of Pedagogical Discussion

The discussion of pedagogical research questions shows that Differentiated Instruction and
Scaffolding improved both academic achievement and engagement while enhancing teacher

capability. The intervention strengthened instructional quality and created measurable
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institutional value. Empirical research similarly indicates that inclusive instructional approaches
generate simultaneous gains in student outcomes and teacher effectiveness, thereby strengthening

overall school performance (Leithwood et al., 2020).

In the broader context of educational management, these outcomes represent a high return on
investment through strategic use of existing resources, establishing inclusive pedagogy as both
an educational and business innovation. Such alignment between pedagogical improvement and
organisational value creation is increasingly recognised as a hallmark of sustainable school

effectiveness (Maringe and Gibbs, 2009).

5.3 Discussion of Institutional Research Questions

5.3.1 Influence of Inclusive Practices on Classroom Efficiency, Parental Satisfaction, and

Student Retention

The findings from classroom observations and teacher reflections revealed that inclusive practices
such as Differentiated Instruction and Scaffolding led to more efficient use of instructional time,
smoother transitions between activities, and reduced behavioural interruptions. Teachers reported
that lessons progressed at a consistent pace and students required less re-teaching. Research on
instructional effectiveness similarly indicates that inclusive and well-scaffolded classrooms
improve time-on-task and reduce instructional loss caused by repeated remediation (Hattie, 2009
and Fredricks et al., 2004). These outcomes represent a marked improvement in classroom

efficiency, an important internal process indicator in educational management.
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Parental satisfaction increased significantly, as reflected in positive feedback and informal
interactions, with parents observing visible academic progress and greater confidence in their
children. These outcomes strengthened parental trust in the school’s instructional quality,
consistent with education service management literature which identifies observable learning
gains and positive learner experiences as key drivers of parental satisfaction and trust (Zeithaml

et al., 2009 and Hemsley-Brown and Oplatka, 2015).

This growing trust translated into a notable rise in new admissions, primarily through word-of-
mouth referrals. Admission records indicate a steady increase in enrolments over a three-year
period, with total student numbers rising from 48 in 2023-2024 to 120 in 2025-2026, and parent-
referred admissions increasing from 18 to 70. Marketing and school-choice research confirms
that parental advocacy is a powerful determinant of school selection, particularly in competitive

and semi-urban education contexts (Maringe and Gibbs, 2009 and OECD, 2017).

Improved learning outcomes, enhanced learner confidence, and transparent communication
between teachers and parents collectively contributed to this growth. Although not all admissions
resulted directly from referrals, the overall upward trend demonstrates how teaching quality and
stakeholder satisfaction together strengthen institutional credibility. From a business perspective,
these findings illustrate how strong pedagogical performance enhances brand reputation and
financial stability by reducing reliance on external marketing and ensuring more predictable
enrolment flows. Sustained student retention, supported by positive learning experiences, further

reinforces long-term organisational stability (Barney, 1991). Overall, the findings confirm that
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inclusive pedagogy functions as a strategic driver of both educational excellence and business

sustainability.

Table 5.1:

Growth in Student Admissions at Rosary High School (2023—-2026)

Academic Year | Total New Admissions | Admissions via Word of Mouth | Growth (%)

2023-2024 48 18 -
2024-2025 68 35 +41.7%
2025-2026 120 70 +76.5%

Source: School admission records maintained by the author, Academic Years 2023-2026.

5.3.2 Relationship Between Improved Learner Outcomes and Organisational Performance

The results show a direct relationship between academic achievement and the overall
performance of the institution. As learner outcomes improved, parental confidence, teacher
morale, and student motivation also rose, creating a positive cycle of institutional growth.
Empirical research in school effectiveness consistently demonstrates that improved student
outcomes positively influence teacher commitment, stakeholder trust, and organisational climate
(Leithwood et al., 2020). This alignment between classroom success and organisational
performance supports the concept that quality teaching is the foundation of sustainable

management in education.
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Enhanced academic results serve as measurable indicators of quality assurance during audits and
inspections. Studies on educational quality management indicate that demonstrable learning gains
are increasingly used as key accountability and performance indicators in school evaluation
systems (OECD, 2020). For semi-urban schools like Rosary High School, consistent learning
improvement supports enrolment growth and strengthens brand reputation in a competitive
market. Research on education service performance confirms that schools with sustained learning
outcomes experience higher stakeholder confidence and long-term institutional stability (Maringe
and Gibbs, 2009). This confirms that learner outcomes are not isolated pedagogical achievements
but strategic assets that directly influence organisational sustainability and stakeholder

confidence, reinforcing the role of inclusive and effective pedagogy in institutional performance.

5.3.3 Institutionalising Inclusive Pedagogy for Continuous Improvement and Quality

Assurance

The study found that continuous teacher reflection, peer collaboration, and data-based monitoring
transformed inclusive pedagogy from an individual classroom initiative into a sustainable
institutional system. Regular observation and feedback loops ensured that Differentiated

Instruction and Scaffolding became embedded in daily routines rather than isolated practices.

This process aligns with Kotter’s Change Model, where short-term successes were gradually
consolidated into long-term institutional habits. Teachers began to view differentiated planning
and scaffolding as part of their professional responsibility. Leadership support and consistent
mentoring further ensured that the approach became an enduring part of the school’s quality

culture.
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Institutionalising inclusive pedagogy established a continuous cycle of improvement and internal
accountability. It reduced reliance on external supervision and strengthened internal processes,
ensuring consistent performance even during transitions. From a business viewpoint, this
systemic stability created an institutional identity rooted in reliability and trust, enhancing both

academic credibility and long-term competitiveness.

5.3.4 Summary of Institutional Discussion

The discussion of institutional research questions confirms that inclusive teaching strategies
produced measurable improvements in classroom efficiency, parental trust, and organisational
stability. The steady increase in admissions, supported by word-of-mouth referrals, demonstrates
that quality teaching can generate tangible business growth. Research on school effectiveness and
educational leadership similarly confirms that sustained improvements in teaching quality
translate into stronger stakeholder confidence, enrolment stability, and organisational

performance (Leithwood et al., 2020).

Rosary High School successfully transformed a pedagogical initiative into a structured
institutional process that improved educational outcomes while strengthening operational
performance and financial sustainability. Such alignment between instructional effectiveness and
institutional performance is increasingly recognised as a key determinant of long-term

sustainability in education organisations (Maringe and Gibbs, 2009).

5.4 Discussion of Strategic and Managerial Research Questions

5.4.1 Inclusive Pedagogy as a Low-Cost, High-Impact Model for Organisational Growth
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The study established that the Differentiated Instruction and Scaffolding model can function as a
low-cost, high-impact strategy for sustainable institutional growth. The intervention achieved
measurable improvements in student learning, teacher performance, and stakeholder satisfaction
without any additional financial investment in infrastructure or staffing. Research in educational
effectiveness and organisational performance similarly indicates that instructional quality and
teacher capacity are among the most influential drivers of school improvement, often outweighing
financial inputs (Hattie, 2009 and Leithwood et al., 2020). These results confirm that innovation
in education does not always depend on financial inputs but on strategic use of existing human

capital and process optimisation.

From a managerial perspective, the model demonstrates a high return on educational investment.
Improved academic results enhanced the school’s reputation, which subsequently increased
admissions and community trust. This chain of outcomes shows that when learning quality
improves, business performance follows. The intervention, therefore, aligns pedagogical success
with organisational sustainability by transforming teaching excellence into measurable

institutional value.

5.4.2 Alignment of Outcomes with the Balanced Scorecard Framework

The findings of the study align closely with the four perspectives of the Balanced Scorecard
framework, demonstrating how educational outcomes can be systematically interpreted through
a strategic management lens (Kaplan and Norton, 1996). From the learning and growth
perspective, teacher training, peer collaboration, and reflective practices strengthened

professional competence and morale, leading to the development of a knowledge-driven culture
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focused on continuous improvement. Such enhancement of human capital is widely recognised
as a critical foundation for sustained organisational performance in educational institutions

(Leithwood et al., 2020).

In terms of the internal process perspective, classroom management and instructional delivery
became more efficient through structured lesson planning, improved time utilisation, and data-
informed monitoring of student progress. Reduced re-teaching and smoother lesson flow indicate
streamlined operational processes, reflecting improved instructional reliability and process
consistency. Research on school effectiveness supports the view that well-aligned instructional
processes significantly enhance organisational efficiency and instructional quality (Hallinger,

2011).

The stakeholder satisfaction perspective was evident through increased parental confidence
resulting from visible improvements in students’ academic performance and behaviour. Higher
retention rates and increased word-of-mouth admissions reflected growing community trust and
a strengthened institutional reputation. Studies in education service management similarly
emphasise that stakeholder satisfaction is closely linked to perceived service quality and sustained

enrolment stability (Maringe and Gibbs, 2009).

From the financial perspective, the entire transformation was achieved using existing resources,
highlighting the cost-effectiveness of the intervention. Cost-neutral innovation resulted in greater
educational outcomes per unit of expenditure, reinforcing financial stability and operational

prudence. This aligns with management research suggesting that organisations achieve
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sustainable advantage by optimising internal capabilities rather than relying solely on increased

financial inputs (Barney, 1991).

Overall, this alignment confirms that inclusive pedagogy can function as a strategic management
tool for evaluating and enhancing institutional performance. By linking educational objectives
with managerial accountability, the Balanced Scorecard framework provides a comprehensive
performance model suited to semi-urban schools that operate within resource constraints while

striving for academic excellence and organisational sustainability.

5.4.3 Developing a Scalable Strategic Model for Educational Enterprises

The outcomes at Rosary High School demonstrate a replicable strategic model that links inclusive
classroom practices with institutional competitiveness. By integrating Differentiated Instruction
and Scaffolding into standard teaching routines, the school created a system that is both
educationally effective and operationally sustainable. Research on school improvement and
organisational learning supports the view that embedded instructional practices, rather than
isolated interventions, are more likely to produce scalable and sustainable impact (Fullan, 2007

and Hallinger, 2011).

This model can be scaled to other semi-urban CBSE schools that face similar resource constraints.
It offers a framework in which teacher development, classroom engagement, and community trust
operate in alignment to strengthen institutional performance. Studies in inclusive education and
school effectiveness indicate that such alignment between pedagogy, leadership, and stakeholder

engagement is critical for achieving consistency and transferability across contexts (Florian and
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Black-Hawkins, 2011 and Leithwood et al., 2020). The success achieved through improved
academic results and increased admissions positions Rosary High School as a case example of

inclusive excellence combined with strategic efficiency.

From a business perspective, the scalability of this model rests on three interconnected factors.
Human-centred innovation ensures that teacher growth translates into organisational growth,
reflecting the importance of human capital as a driver of competitive advantage in education
enterprises (Barney, 1991). Data-based decision-making promotes accountability and continuous
improvement through evidence-driven practices, which are increasingly recognised as essential
for institutional effectiveness and quality assurance (OECD, 2020). Community partnership
builds trust and reputation, functioning as a sustainable form of relationship-based marketing that
strengthens enrolment stability and brand equity (Maringe and Gibbs, 2009). Together, these
elements form a practical and replicable model of educational entrepreneurship that supports

quality, scalability, and long-term sustainability in semi-urban school contexts.

5.4.4. Summary of Strategic Discussion

The discussion of strategic and managerial research questions confirms that inclusive pedagogy
can serve as both an instructional reform and a management strategy. By aligning educational
outcomes with business principles, Rosary High School demonstrated that equity, quality, and
sustainability can coexist. Research in educational leadership and organisational effectiveness
similarly highlights that schools which integrate pedagogical improvement with strategic
management frameworks achieve more sustainable institutional outcomes (Leithwood et al.,

2020).
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The Balanced Scorecard framework effectively captures this alignment, illustrating that progress
in learning and growth translates into improved stakeholder satisfaction, efficient internal
processes, and stable financial outcomes. The school thus established a model of inclusive

innovation that is educationally transformative and economically sound.

5.5 Integration with Theoretical and Strategic Frameworks

The findings of this study align closely with the theoretical foundations that guided its design.
Vygotsky’s theory of the Zone of Proximal Development (1978) is reflected in the success of
Scaffolding, which enabled learners to progress from guided support to independent performance.
The gradual withdrawal of teacher assistance allowed students to gain confidence and develop
autonomy, validating Vygotsky’s view that learning occurs most effectively through structured
guidance. Empirical studies in inclusive classrooms similarly confirm that scaffolded instruction
enhances learner independence and conceptual mastery, particularly among students requiring

additional academic support (Fuchs et al., 2014).

Similarly, Tomlinson’s model of Differentiated Instruction (2017) is evident in the improved
academic performance across subjects. By adjusting content, process, and outcomes according to
student readiness, the intervention addressed diverse learner needs without compromising
academic standards. Research on differentiated pedagogy supports these findings, demonstrating
that flexible instructional design promotes equity, engagement, and sustained learning gains in
mixed-ability classrooms (Florian and Black-Hawkins, 2011). The results reaffirm that flexibility

in instruction promotes equity and measurable improvement in learning outcomes.
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The process of implementing these methods also mirrors Kotter’s Eight-Step Change Model
(1996). The creation of urgency, shared vision, and short-term wins ensured teacher participation
and sustained change. Leadership and change-management literature in education highlights that
structured change processes are critical for embedding instructional reforms into organisational
culture (Fullan, 2007 and Hall and Hord, 2015).This alignment illustrates how effective
leadership and structured change management can embed pedagogical reform within an

institution’s operational culture.

Finally, the outcomes of the study strongly correspond to the Balanced Scorecard framework
(Kaplan and Norton, 1996). Improvements in teacher competence represent the learning and
growth perspective; classroom efficiency and lesson quality reflect the internal process
perspective; enhanced parental satisfaction corresponds to stakeholder satisfaction; and the
achievement of all these results without additional expenditure supports the financial perspective.
Studies applying the Balanced Scorecard in educational settings similarly demonstrate its
effectiveness in linking instructional quality with organisational accountability and sustainability
(Niven, 2008) Together, these linkages show that educational innovation can be evaluated and
managed through business frameworks, reinforcing the idea that inclusive pedagogy contributes

simultaneously to academic quality and institutional sustainability.

5.6 Implementation of Findings in the Business Context

The implementation of Differentiated Instruction and Scaffolding at Rosary High School
demonstrated how academic innovation can be successfully translated into measurable

institutional performance. The intervention utilised existing teachers, infrastructure, and
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classroom time, proving that significant improvement can be achieved without financial
expansion. Enhanced learning outcomes, teacher capability, and student motivation collectively

improved the school’s overall service quality, which is the core product in the education sector.

From a business perspective, the implementation highlights the effectiveness of process
innovation rather than resource-based growth. Improved academic results and higher parental
satisfaction directly contributed to enrolment stability and organic growth, reducing the need for
external marketing. The school’s reputation strengthened through trust and positive referrals,
confirming that consistent academic excellence functions as a sustainable competitive advantage.
This experience illustrates that inclusive pedagogy can serve as a low-cost, high-impact business
strategy, aligning educational quality with financial efficiency. The integration of human resource
development, operational discipline, and stakeholder satisfaction created a replicable model of

institutional success for other semi-urban schools seeking sustainable growth.

5.7 How the Research Benefits Educational Businesses

The outcomes of this study demonstrate that inclusive pedagogy can generate measurable
academic, operational, and financial gains for educational institutions. The model implemented
at Rosary High School proved that significant improvement in student achievement, engagement,
and teacher effectiveness can be achieved using existing resources. Research in educational
effectiveness and organisational performance similarly confirms that instructional quality and
teacher capacity are among the strongest predictors of sustainable institutional success, often

exceeding the impact of financial investment alone (Hattie, 2009; Leithwood et al., 2020). From
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a business standpoint, this represents a high-return, low-cost innovation that strengthens

institutional performance without increasing expenditure.

The research highlights several direct benefits for educational organisations. Improved academic
outcomes enhance the perceived quality of service, which increases parental trust and strengthens
the school’s brand image. Studies in education service management indicate that visible learning
outcomes are a primary driver of stakeholder satisfaction and loyalty (Zeithaml et al., 2009;
Hemsley-Brown and Oplatka, 2015). Teacher empowerment builds human capital, reducing
turnover and improving instructional reliability. Organisational research further suggests that
professional efficacy and collaborative culture are key factors influencing employee retention and
productivity (Leithwood et al., 2020). Streamlined classroom processes increase productivity,
while stakeholder satisfaction drives enrolment stability through word-of-mouth promotion.

Collectively, these outcomes translate into financial sustainability and long-term competitiveness.

The findings therefore position inclusive pedagogy as a strategic growth model for semi-urban
schools. It balances quality and cost efficiency, aligns educational excellence with institutional
performance, and offers a replicable framework for schools aiming to achieve both social impact
and business viability. Such alignment between educational purpose and organisational
performance is increasingly recognised as essential for sustainable educational entrepreneurship

(Barney, 1991).
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5.8 Implications for Leadership and Strategic Management in Semi-Urban Private Schools

The findings of this study hold significant value for school leaders and management teams
working in semi-urban private school settings. These schools operate in a context marked by
competitive educational markets, diverse learner backgrounds, and limited financial resources.
The intervention demonstrated that inclusive pedagogy is not merely a classroom strategy but a
lever for institutional growth, operational efficiency, and long-term sustainability. Research on
school effectiveness confirms that leadership-led instructional improvement is a key driver of

sustainable school performance in resource-constrained contexts (Leithwood et al., 2020).

1. Inclusive Pedagogy as a Strategic Differentiator

For semi-urban private schools competing for enrolments, academic credibility is a central
component of market positioning. The improvement in student performance, especially among
slow learners, highlights that Differentiated Instruction and Scaffolding can serve as
differentiators that signal quality, care, and instructional depth. Leadership teams can use
inclusive pedagogy as part of their strategic branding to build parent trust and strengthen the
school’s reputation. Studies in education service management show that visible learning gains
strongly influence parental choice and advocacy behaviour (Maringe and Gibbs, 2009).

2. Teacher Capability as a Core Institutional Resource

The Resource-Based View emphasises that competitive advantage arises from internal strengths
that are valuable and difficult to replicate. The study showed that teacher competency, reflective

habits, and collaborative planning were strengthened through the intervention. For leaders, this
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underscores the importance of investing in continuous teacher development. Teacher capability
becomes a strategic asset that enhances the school’s instructional quality and supports long-term
institutional success. Human capital development is widely recognised as a sustainable source of

organisational advantage (Barney, 1991).

3. Leadership’s Role in Driving Change

Kotter’s change principles were reflected in how the intervention was adopted and sustained.
Leaders played a critical role in creating clarity of purpose, setting expectations, providing
training, and reviewing progress. Semi-urban schools often have closer-knit teaching teams,
making it possible for leaders to guide instructional transformation more personally and
consistently. This study shows that when leadership models commitment and provides structured
oversight, teachers are more likely to adopt and maintain inclusive teaching practices. Change
management literature highlights leadership consistency as essential for embedding instructional

reform (Fullan, 2007).

4. Streamlined Internal Processes and Academic Consistency

The Balanced Scorecard’s internal process dimension improved significantly during the
intervention. Scaffolding and Differentiated Instruction supported greater lesson clarity, better
time utilisation, and predictable learning routines. For school leaders, this offers a template for
systematising classroom processes across grades. Structured lesson design, common academic
rituals, and shared expectations contribute to a more efficient academic environment. In the semi-

urban context, where variability in teaching quality is common, these processes enhance overall
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instructional consistency. Research confirms that consistency in instructional processes improves

learning reliability and organisational efficiency (Hallinger, 2011).

5. Strengthened Stakeholder Satisfaction and Retention

The high stakeholder satisfaction score demonstrates that inclusive pedagogy helps build strong
relationships with parents and enhances community confidence. Leaders in semi-urban schools
must recognise that parents value visible progress, especially when their children struggle with
academics. Consistent communication of learner improvement and evidence-based teaching
practices can improve parent-school engagement and support better student outcomes.
Stakeholder satisfaction is closely linked to perceived service quality in education (Zeithaml et

al., 2009).

6. Financial Stability and Cost-Effective Improvement

Unlike technology-heavy interventions, inclusive pedagogical strategies do not require
significant financial investment. Yet they yield high returns through improved academic
outcomes, enhanced parent trust, and greater retention of students. For semi-urban private schools
that operate within tight budgets, DI and Scaffolding offer a financially sustainable model for
institutional improvement. Leaders can prioritise strategic training and collaborative planning
rather than expensive infrastructure upgrades. Evidence shows that instructional quality often

delivers higher returns than capital-intensive reforms (Hattie, 2009).
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7. Institutional Culture and Long-Term Sustainability

Over the course of the intervention, teachers demonstrated greater motivation, collaboration, and
reflective practice. These behavioural shifts are early indicators of a positive academic culture.
Leadership has the opportunity to reinforce this culture by embedding inclusive practices into
professional development cycles, school policies, and teacher appraisal systems. When inclusive
pedagogy becomes part of the school’s identity, it enhances long-term institutional stability and
aligns the school with NEP 2020 expectations. Sustained instructional culture is a recognised

foundation for long-term school effectiveness (Leithwood et al., 2020).

8. Data-Driven Decision-Making for Continuous Improvement

The study’s mixed-method approach showed how academic data, teacher reflections, and
observation logs can guide decision-making. For school leaders, this highlights the importance of
integrating data review into academic planning. Semi-urban schools often lack structured
monitoring systems; however, this study demonstrates that even simple data tools can yield
powerful insights. Leaders can adopt similar mechanisms to track learning progress, identify
learning gaps, and plan targeted interventions throughout the year. Data-informed leadership is

increasingly recognised as central to continuous school improvement (OECD, 2020).

The intervention demonstrates that inclusive pedagogy has strategic implications far beyond
classroom improvement. It supports leadership in building a strong academic culture, enhances
the school’s competitive position, improves stakeholder trust, and contributes to sustainable

institutional growth. For semi-urban private schools integrating inclusivity with school
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effectiveness is not merely a policy requirement but a strategic opportunity to strengthen

educational outcomes and organisational value.

5.9 Summary of the Chapter

This chapter discussed the findings of the study in relation to the research questions, theoretical
foundations, and strategic management frameworks. The results demonstrated that Differentiated
Instruction and Scaffolding significantly improved the academic performance, engagement, and
confidence of slow learners while also strengthening teacher effectiveness and classroom
processes. These pedagogical changes created measurable improvements in institutional
efficiency and stakeholder satisfaction. Such convergence between learning outcomes and
organisational improvement is widely recognised in school effectiveness research (Leithwood et

al., 2020).

Viewed from a business perspective, the intervention emerged as a low-cost, high-impact model
that enhanced service quality, operational reliability, and financial sustainability. The Balanced
Scorecard and Kotter’s Change Model provided strong managerial justification for how inclusive
pedagogy can be institutionalised as a long-term growth strategy. Management studies confirm
that structured change frameworks and performance measurement tools enable educational
institutions to translate instructional innovation into sustained organisational value (Kaplan and
Norton, 1996; Kotter, 1996). Improved academic outcomes and word-of-mouth admissions
confirmed that educational innovation directly influences market competitiveness and
organisational stability. Research in education service management similarly links perceived

instructional quality with brand strength and enrolment stability (Maringe and Gibbs, 2009). The
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chapter also highlighted how inclusive teaching practices contribute to brand reputation,
stakeholder loyalty, and the development of a data-informed school culture. The approach
demonstrated that human-centred innovation and strategic resource utilisation can vyield
measurable educational and financial returns. This reinforces the resource-based view that
internal capabilities such as teacher expertise and instructional design are central to sustainable

advantage (Barney, 1991).

In summary, the study establishes that inclusive education is not only a pedagogical necessity but
also a strategic management approach capable of transforming schools into sustainable,
performance-driven institutions. It bridges academic quality with institutional excellence,
offering a replicable model for semi-urban schools seeking to balance equity, efficiency, and
sustainability. The next chapter presents the conclusions, policy implications, and

recommendations for scaling this model across similar educational contexts.
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CHAPTER VI:

SUMMARY, IMPLICATIONS, AND RECOMMENDATIONS

6.1 Overview

This chapter summarises the key conclusions of the study and interprets its findings within a
business-management context. It explains how inclusive pedagogy, through Differentiated
Instruction (DI) and Scaffolding, evolved from a classroom intervention into a strategic
framework for institutional improvement. Research on sustainable school improvement supports
the view that pedagogical innovations become impactful when aligned with organisational

strategy and leadership practices (Hargreaves and Fullan, 2012).

The chapter connects the educational outcomes of the research to organisational growth, cost
efficiency, and stakeholder satisfaction. It also highlights how the integration of management
models such as the Balanced Scorecard, Kotter’s Change Model, and the Resource-Based View
provides a structured approach to translate pedagogical success into measurable business
performance. Such alignment between instructional quality and performance management is
increasingly recognised as essential for accountability and sustainability in education

organisations (Kaplan and Norton, 1996; Leithwood et al., 2020).

Finally, it presents implementation pathways and forward-looking recommendations, including
the use of Al-enabled digital platforms to sustain differentiation and improve operational
efficiency. Emerging research suggests that Al-supported tools can enhance personalised learning

and support data-informed decision-making when used strategically by school leaders (OECD,
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2021). Overall, this chapter positions inclusive, data-driven teaching as a strategic, low-cost, and

high-impact approach that contributes to long-term institutional sustainability.

6.2 Summary of Findings

This study demonstrates that the combined application of Differentiated Instruction and
Scaffolding can significantly enhance both academic outcomes and institutional performance.
Quantitative findings revealed a 31.73 per cent overall mean improvement in student
achievement, with very large effect sizes across English, Mathematics, and Science, confirming
the effectiveness of structured and adaptive teaching approaches in improving learner
engagement, comprehension, and retention. These results are consistent with existing research
which shows that adaptive and scaffolded instruction leads to substantial and sustained learning
gains across subject areas (Hattie, 2009; Slavin, 2019). The consistent upward progress observed
across all three subjects further indicates the robustness of the intervention, a key criterion of

effective educational change (Scheerens, 2016).

Qualitative evidence reinforced these findings, revealing increased student confidence,
motivation, and learner autonomy, alongside improved teacher planning, reflective practice, and
collaboration. Classroom observations indicated smoother lesson delivery, reduced disruptions,
and more efficient use of instructional time, signalling a shift from traditional teacher-led
instruction towards a learner-centred, performance-oriented culture. Such environments are
widely recognised in inclusive pedagogy literature as catalysts for both academic confidence and

instructional efficiency (Florian and Black-Hawkins, 2011).
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Beyond classroom outcomes, the intervention generated measurable institutional and managerial
benefits. Enhanced teacher collaboration strengthened internal process reliability, while increased
student confidence and parental satisfaction improved stakeholder relationships and reinforced
the school’s brand value. Achieving these outcomes within existing resources reflects financial

prudence and operational efficiency, key indicators of sustainable organisational growth.

Overall, the findings confirm that inclusive pedagogy functions as a low-cost, high-impact
strategy for institutional improvement, effectively linking educational performance with business
efficiency. By integrating pedagogical effectiveness with organisational outcomes, the study
demonstrates that classroom innovation can act as a catalyst for long-term sustainability and
competitiveness in semi-urban schools, aligning closely with contemporary models of

educational entrepreneurship and shared value creation (Porter and Kramer, 2011).

Figure 6.1: Performance Curve of Academic Improvement Before and After Intervention
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6.3 Implementation in Business Context

The findings of this study can be effectively implemented within a business-management
framework to strengthen the operational, financial, and strategic performance of educational
institutions. By institutionalising Differentiated Instruction (DI) and Scaffolding, schools can
transform classroom practices into systems that directly enhance organisational efficiency,
stakeholder satisfaction, and long-term sustainability. Research on educational organisations
increasingly recognises that when pedagogy is systematised, it functions as an operational

capability rather than an isolated instructional practice (Scheerens, 2016).

6.3.1 Operational Integration
Implementation begins with embedding inclusive pedagogy into the school’s academic and

management systems. The following steps outline a practical integration pathway:

1. Curriculum Planning: Incorporate DI and Scaffolding strategies into the annual
curriculum plan. Each department should design tiered learning tasks based on students’
readiness levels and learning profiles.

2. Performance Monitoring: Establish data-based progress tracking for each student. Use
academic performance, engagement levels, and attendance trends as measurable
indicators of teaching effectiveness.

3. Teacher Appraisal System: Integrate differentiation and student progress outcomes into

teacher performance reviews to ensure accountability and continuous improvement.

160



4. Balanced Scorecard Application: Map classroom results to institutional objectives
under four dimensions - Learning and Growth, Internal Process Efficiency, Stakeholder
Satisfaction, and Financial Perspective.

5. Review and Feedback Cycles: Conduct periodic academic audits to measure the return
on instructional investment and evaluate how learning outcomes influence stakeholder

confidence and enrolment stability.

Through these steps, inclusive pedagogy becomes an operational model that links teaching
efficiency with measurable institutional outcomes, converting classroom improvement into
strategic advantage. Such operationalisation of pedagogy aligns with business models that
emphasise internal capability development as a foundation for competitive sustainability (Barney,

1991).

6.3.2 Institutional Transformation Pathway

The intervention provides a structured pathway for transforming educational gains into
measurable business performance. Improvements in student learning, teacher competence, and
stakeholder trust collectively strengthened the school’s service quality, operational reliability, and
market competitiveness, reinforcing the close alignment between instructional outcomes and
organisational performance identified as central to sustainable school improvement (Scheerens,

2016).

The evidence demonstrates that pedagogical improvements translated into tangible organisational

outcomes across multiple business dimensions: enhanced student achievement strengthened the
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school’s core service offering, improved teacher practices increased operational efficiency, and
higher stakeholder satisfaction reinforced institutional reputation and enrolment stability.
Financial prudence was achieved by realising these gains without additional resource investment,

highlighting the effective utilisation of internal capabilities.

From a strategic management perspective, these outcomes validate the applicability of the
Balanced Scorecard in educational contexts, where learning outcomes serve as leading indicators
of institutional performance (Kaplan and Norton, 1996). Simultaneously, the findings support the
Resource-Based View by confirming that internal human capital and instructional expertise can

generate sustainable competitive advantage in education enterprises (Barney, 1991).

Collectively, these linkages demonstrate that inclusive pedagogy can be systematically
operationalised as an institutional performance model, positioning educational improvement as a
driver of strategic value creation and reinforcing the role of schools as both learning organisations

and service-oriented enterprises.

Table 6.3 Pedagogical Impact on Institutional Effectiveness and Strategic Value Creation

Business Implementation Outcome Supporting Strategic

Dimension Evidence Framework
Link

Service 31.73 percent overall mean | Quantitative Balanced

Quality (Core | improvement in student | results across | Scorecard -

Product) achievement subjects Learning and
Growth
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Operational

Efficiency

Reduced re-teaching, better time

management, and  improved

teacher productivity

Teacher
reflections and

observation data

Balanced
Scorecard -

Internal Process

Stakeholder

Satisfaction

Higher student confidence and

parental trust enhancing

reputation

Student and parent
feedback

Balanced
Scorecard -
Stakeholder
Perspective

Financial

Prudence

Improved cost efficiency and
growth in  word-of-mouth
admissions driven by academic
reputation and parental

satisfaction

Admission record
especially through

word of mouth

Resource-Based
View
1991)

(Barney,

Source: Author’s field data derived from student achievement records, teacher reflections,
classroom observations, and admission records; strategic interpretation informed by Kaplan
and Norton (1996) and Barney (1991).

6.3.3 Strategic Implementation Outcomes

The implementation of Differentiated Instruction and Scaffolding supports institutional

transformation across several strategic dimensions. It enhances human capital development by

enabling teachers to become reflective practitioners who promote a culture of continuous

improvement and innovation. Research on professional capital confirms that teacher reflection

and collaboration are central to sustainable instructional improvement and organisational learning

(Hargreaves and Fullan, 2012).

Through process standardisation, lesson design and delivery become more consistent and

predictable across classrooms, reducing instructional variability and improving overall efficiency.
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Studies in school effectiveness indicate that standardised yet flexible instructional processes

improve reliability without compromising responsiveness to learner diversity (Scheerens, 2016).

The resulting stakeholder loyalty, built on visible academic progress and learner confidence,
fosters stronger parental trust and reinforces the school’s reputation in the community. Education
service research consistently links visible learning gains with stakeholder loyalty and positive

word-of-mouth advocacy (Zeithaml et al., 2009 and Hemsley-Brown and Oplatka, 2015).

Finally, the model demonstrates financial efficiency, as significant academic gains were achieved
without additional expenditure, reflecting effective utilisation of existing resources and sound
operational management. From a strategic management perspective, this aligns with the resource-
based view, which emphasises internal capabilities as drivers of cost-effective and sustainable

advantage (Barney, 1991).

Collectively, these outcomes establish a data-driven, performance-oriented framework that
integrates educational quality with institutional growth, positioning inclusive pedagogy as a
sustainable strategy for excellence and competitiveness in the education sector. Such integration
of quality improvement with strategic performance is increasingly recognised as a defining

feature of effective educational enterprises (Porter and Kramer, 2011).

6.4 Business Impact Summary Table and Performance Curve

To quantitatively capture the extent of institutional transformation achieved through inclusive
pedagogy, key outcomes of the intervention were translated into a five-point Balanced Scorecard

scale across four strategic dimensions: learning and growth, internal process efficiency,
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stakeholder satisfaction, and financial/resource sustainability. The analysis revealed consistently
high scores across all dimensions, indicating strong alignment between educational innovation
and strategic institutional outcomes. Stakeholder satisfaction recorded the highest score (4.7/5),
reinforcing the premise that classroom excellence directly enhances institutional reputation and
parental trust, a relationship well established in performance management and school choice

literature (Kaplan and Norton, 1996; Maringe and Gibbs, 2009).

High scores in learning and growth and internal process efficiency further reflect strengthened
teacher capability, improved instructional consistency, and more effective utilisation of
classroom time. Research applying the Balanced Scorecard in educational and non-profit contexts
confirms that improvements in these dimensions often act as leading indicators of long-term
financial stability and organisational sustainability (Niven, 2008). The strong performance in
financial and resource sustainability (4.2/5) demonstrates that substantial academic and
reputational gains were achieved without proportional increases in expenditure. This finding
aligns with the Resource-Based View, which emphasises the strategic value of leveraging internal
human capital and organisational processes to generate sustainable competitive advantage

(Barney, 1991).

Collectively, the performance trajectory derived from these scores illustrates a balanced and
upward institutional growth pattern, confirming that inclusive pedagogy can be systematically
translated into measurable business performance. Such balanced advancement across multiple
strategic dimensions is widely recognised as a hallmark of organisational effectiveness and

resilience in education enterprises (Scheerens, 2016).
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Table 6.4

Business Impact of Inclusive Pedagogy on Institutional Performance

Balanced Scorecard Dimension | Raw Metric (%) | Converted 5-Point Scale
Learning and Growth 82 4.1
Internal Process Efficiency 86 4.3
Stakeholder Satisfaction 95 4.7
Financial / Resource Sustainability 84 4.2

Source: Author’s primary data; Balanced Scorecard adapted from Kaplan and Norton (1996).

Figure 6.4 Institutional Performance Curve — Business Impact
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6.5 Business and Strategic Implications

The findings of this study extend beyond classroom improvement and hold vital implications for
school management and strategic planning. By linking inclusive pedagogy with measurable
organisational outcomes, the research demonstrates how educational quality can drive
institutional growth, efficiency, and sustainability. School effectiveness research increasingly
confirms that instructional quality is a primary determinant of organisational performance in

education systems (Leithwood et al., 2020).

First, academic performance functions as a business return. The 31.73% rise in student
achievement signifies enhanced service quality, the school’s core value proposition which is
achieved without additional expenditure, reflecting high pedagogical ROI. School effectiveness
research increasingly confirms that instructional quality is a primary determinant of

organisational performance in education systems (Leithwood et al., 2020).

Second, inclusive pedagogy builds competitive advantage. As per the Resource-Based View,
teacher expertise, reflective practice, and adaptive instruction form unique internal assets that
strengthen institutional differentiation and long-term positioning. Such internally developed
capabilities are widely recognised as sources of sustainable competitive advantage (Barney,

1991).

Third, operational efficiency improves as teachers adopt structured practices that reduce
remediation time and enhance lesson productivity, aligning with the Balanced Scorecard’s

internal process perspective. Balanced Scorecard applications in education highlight that
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improved internal processes act as leading indicators of organisational effectiveness (Kaplan and

Norton, 1996 and Niven, 2008).

Fourth, stakeholder trust drives growth. Visible learner progress enhances parental confidence,
reputation, and word-of-mouth admissions, ensuring enrolment stability and financial resilience.
Research in education service management confirms that stakeholder satisfaction strongly

influences enrolment decisions and institutional stability (Maringe and Gibbs, 2009).

Finally, sustainability emerges through professional development and data-driven decisions.
Empowered teachers, stable classroom systems, and satisfied stakeholders reinforce continuous
improvement. Viewed through Kotter’s framework, these incremental wins evolve into lasting
cultural transformation. Change management literature supports the view that cumulative short-
term wins are essential for embedding long-term organisational change (Kotter, 1996; Fullan,

2007).

Overall, the study establishes inclusive, data-driven pedagogy as both an educational necessity
and a strategic management tool, balancing social responsibility with business efficiency to
ensure sustained growth and competitiveness. This integration of social value creation with
organisational performance aligns with contemporary models of sustainable educational

entrepreneurship (Porter and Kramer, 2011).

6.6 Recommendations
Based on the research findings and their managerial interpretation, the following

recommendations are proposed to help schools implement inclusive pedagogy as a sustainable
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business strategy. These actions focus on institutionalising differentiated practices, optimising

resources, and strengthening long-term organisational performance.

1. Institutionalize Inclusive Pedagogy

Schools should formally integrate Differentiated Instruction and Scaffolding into annual
academic planning, teacher evaluation, and school improvement frameworks. This ensures
consistency in implementation and connects classroom innovation with strategic objectives.
Leadership teams should include inclusion-based targets in annual performance reviews to

reinforce accountability.

2. Develop Al-Enabled Differentiation Platforms

The use of Al-generated digital platforms can automate learner profiling, recommend tiered tasks,
and provide real-time performance analytics. Such technology reduces teacher workload,
personalises instruction, and improves efficiency without additional cost. Integration of adaptive

learning tools would make differentiation scalable and sustainable across all grades.

3. Establish Data-Driven Decision Systems

Schools should adopt integrated data dashboards that connect academic metrics (test
performance, attendance, engagement) with business indicators (admissions, satisfaction,
retention). This allows management to track progress, measure educational ROI, and identify

areas for strategic improvement.
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4. Strengthen Professional Development
Continuous in-service training programs should focus on classroom differentiation, formative
assessment, and reflective practice. Peer mentoring, observation rounds, and lesson study groups

can reinforce professional collaboration and align teacher growth with institutional goals.

5. Leverage Strategic Communication and Branding

Schools should communicate evidence of academic gains, student success stories, and parent
testimonials through newsletters, social media, and public events. Transparent sharing of
outcomes enhances institutional credibility and promotes word-of-mouth admissions, which

serve as a cost-free marketing advantage.

6. Integrate Policy and Leadership Support

School leaders and policymakers should view inclusive pedagogy as an investment in institutional
sustainability rather than an additional cost. Policies must encourage innovation, reflection, and
accountability while linking inclusion goals with quality assurance and school accreditation
processes.

In summary, these recommendations aim to integrate inclusive, data-driven pedagogy into the
management and operational systems of schools. The combined use of evidence-based teaching
and technology-enabled monitoring can ensure long-term efficiency, stakeholder confidence, and

business sustainability in the education sector.
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6.7 Conclusion

This study concludes that inclusive pedagogy, implemented through Differentiated Instruction
and Scaffolding, functions as both an instructional innovation and a strategic management model.
It improved academic outcomes, operational efficiency, and stakeholder satisfaction,

demonstrating that classroom excellence directly supports institutional growth and sustainability.

The 31.73 percent improvement in student achievement confirmed that educational quality can
be enhanced without additional financial investment. These results establish inclusive pedagogy
as a low-cost, high-impact strategy that strengthens service quality, operational reliability, and
reputation in a competitive education market. Using frameworks such as the Balanced Scorecard,
Kotter’s Change Model, and the Resource-Based View, the study showed how educational

performance translates into measurable business outcomes.

By enhancing teacher competence, process consistency, and stakeholder trust, the intervention
created a sustainable model of institutional success. The rise in word-of-mouth admissions
reflected the tangible business value generated through academic credibility and community

confidence.

Looking ahead, the use of Al-driven differentiation platforms can expand scalability, reduce
teacher workload, and sustain personalised learning. Such tools will help schools maintain

inclusive practices efficiently while upholding high standards of quality and accountability.

In essence, the research demonstrates that inclusive, data-driven pedagogy is both a moral and

managerial necessity. It enables schools to achieve educational excellence, operational
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effectiveness, and financial prudence, offering a high-return, low-investment approach that builds

institutional credibility and long-term sustainability.

6.8 Contribution to Knowledge and Practice

This study makes a significant contribution to both academic knowledge and professional practice
by connecting inclusive pedagogy with strategic management in the context of semi-urban CBSE
schools. It shows that Differentiated Instruction (DI) and Scaffolding, when implemented
systematically, enhance learning outcomes and create measurable business value by improving

institutional efficiency, stakeholder trust, and sustainability.

From a theoretical perspective, the research extends the application of established management
frameworks such as the Balanced Scorecard, Kotter’s Change Model, and the Resource-Based
View to the field of school education. It provides an integrated model that links classroom
innovation with organisational strategy, illustrating how human capital and pedagogical processes

can operate as strategic assets that strengthen institutional competitiveness.

From a practical standpoint, the study offers a replicable framework for achieving low-cost, high-
impact educational transformation. It presents clear pathways for school leaders to translate
inclusive practices into operational improvements, financial prudence, and stronger brand
credibility. The findings also encourage policymakers and educational managers to view
inclusive education not as an additional expense but as an investment in sustainable growth and

community trust.
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Overall, this research contributes a dual perspective to educational leadership by showing that
inclusive, data-driven teaching is both a method for achieving academic equity and a strategic
approach to ensuring institutional excellence, financial stability, and long-term competitiveness

in the education sector.

6.9 Future Scope of Research

Although this study provides strong evidence of the educational and institutional benefits of
inclusive pedagogy in a semi-urban CBSE school, several avenues remain open for further
exploration. Future research can significantly deepen the understanding, scalability, and strategic

relevance of Differentiated Instruction and Scaffolding within diverse educational ecosystems.

1. Multi-Context and Multi-School Comparative Studies

Future research may extend the investigation across rural, metropolitan, and tribal school contexts
to examine how local socio-economic factors influence the implementation of DI and
Scaffolding. Each setting presents unique challenges such as teacher availability, class size,
language variations, and resource constraints. A comparative study involving multiple schools
would provide a broader evidence base and help identify contextual adaptations that enhance
effectiveness. Such research would also support policymakers by presenting differentiated

implementation strategies tailored to varied regional realities.
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2. Longitudinal Studies on Sustained Impact

The current research was limited to a 16-week intervention. A longer-term study spanning two to
three academic years would help determine whether the gains observed in learner confidence, test
performance, and classroom participation endure over time. Longitudinal research can also track
how teacher practices evolve with continuous exposure to DI and Scaffolding and how these
practices influence the school’s academic culture. Follow-up studies could examine whether
inclusive pedagogy supports student progression into higher grades, reduces dropout risk, and

contributes to stronger board examination outcomes.

3. Integration of Al-Based Differentiation Tools

With increasing digitisation of classrooms, future research could explore the role of artificial
intelligence in supporting inclusive pedagogy. Al-enabled platforms have the potential to
automate learner profiling, identify learning gaps, and generate personalised learning pathways
in real time. Investigating how Al tools complement teacher-led DI and Scaffolding can highlight
new possibilities for precision teaching, especially in semi-urban environments where teacher
workload is high. Research can also evaluate cost-benefit considerations, technology readiness

of teachers, and the ethical implications of data-driven instruction.

4. Broader Organisational and Leadership Implications

Further research can examine how inclusive pedagogy reshapes leadership practices, teacher
motivation, and organisational culture. In the context of semi-urban private schools, where

institutional reputation and market positioning are critical, understanding how inclusive practices
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influence leadership decision-making is valuable. Studies could explore how school leaders
mobilise teams, build shared vision, create professional learning communities, and use data for

strategic planning when inclusive pedagogy is adopted school-wide.

5. Expansion to Whole-School and System-Level Models

Another potential research direction is the development of a whole-school framework that
integrates DI and Scaffolding across all subjects and grade levels. This would help investigate
how inclusive pedagogy interacts with school systems such as assessment design, teacher
appraisal, curriculum planning, and stakeholder engagement. Policymakers may also benefit from
research showing how inclusive models can be incorporated into district-level or state-level

improvement interventions.

6. Economic and Business Impact Studies

Given the strong institutional gains observed in the present study, future research could
quantitatively analyse the economic returns of inclusive pedagogy. This may include examining
correlations between learning improvement, stakeholder satisfaction, and school revenue
stability. Studies focusing on customer behaviour, parent expectations, and branding outcomes
can help position inclusive pedagogy as a strategic business model for private schools in

competitive markets.
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7. Examining Student Well-Being, SEL, and Motivation

Future researchers may also explore how DI and Scaffolding interact with socio-emotional
learning, student well-being, and intrinsic motivation. Slow learners often experience reduced
self-esteem and academic anxiety; long-term studies on emotional and behavioural outcomes

would provide a more holistic understanding of inclusive pedagogy.

Overall, the future scope of research offers multiple pathways to expand the influence of inclusive
pedagogy across classrooms, institutions, and educational systems. These directions can help
integrate academic improvement, organisational sustainability, and technological innovation,

reinforcing inclusive pedagogy as a transformative force in India’s school education landscape.

6.10 Closing Summary

This final chapter presented the conclusions, implementation framework, and strategic
implications of the study, showing how inclusive pedagogy can serve as both an educational
reform and a business transformation model. The integration of Differentiated Instruction and
Scaffolding led to a 31.73 percent improvement in academic performance, confirming that
targeted, data-driven teaching can significantly enhance learning outcomes without additional

financial investment.

The research demonstrated that improved teaching quality and learner engagement directly
contribute to organisational effectiveness. By aligning academic progress with the principles of
the Balanced Scorecard, Kotter’s Change Model, and the Resource-Based View, the study proved

that inclusive pedagogy strengthens institutional credibility, stakeholder satisfaction, and
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financial prudence. The resulting growth in word-of-mouth admissions reflected the tangible

business value of educational quality and community trust.

This research contributes to both theory and practice by linking pedagogical innovation with
strategic management, offering a replicable model for semi-urban schools to achieve low-cost,
high-impact growth. It also opens avenues for the integration of Al-driven systems that can

sustain differentiation and improve scalability.

In conclusion, the study affirms that inclusive, data-informed teaching is not only a path to
academic excellence but also a foundation for sustainable institutional growth. It provides
educational leaders with a framework to align quality, equity, and efficiency; ensuring that
learning success and organisational success progress together in the evolving landscape of school

education.
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APPENDIX A
INFORMED CONSENT

Title of the Study:
Designing Effective Educational Plans for Slow Learners: Strategies, Implementation, and

Outcomes in Inclusive Classrooms

Researcher: Rasika Panicker

Institution: Rosary High School, Badlapur

Purpose of the Study:
To evaluate how teaching methods like scaffolding and differentiated instruction help students

learn better in inclusive classrooms.

Participation Details:

I understand that my/my child’s participation is voluntary.

e | can withdraw from the study at any time.

e There are no risks involved.

e All responses will be kept confidential.

e The information collected will be used only for academic research.

Consent Statement:

| have read and understood the information above. | agree to participate in the study.

Participant Name:

Signature:

Date:

Parent/Guardian (for minors):

Name: Signature:
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APPENDIX B

SURVEY COVER LETTER
Date: 51 April 2024
To: Students (Grades 5 to 8)

From: Rasika Panicker, Researcher

Subject: Survey on Learning Experience
Dear Student,

You are invited to take part in a short survey as part of a study titled “Designing Effective
Educational Plans for Slow Learners.” This will help us understand how new teaching

methods like visual aids, group work, and guided tasks are helping you learn better.

Your responses are confidential and will only be used for research. Participation is voluntary,

and you can skip questions or stop anytime.

Thank you for your honest feedback!

Warm regards,
Rasika Panicker
Principal Investigator

Rosary High School, Badlapur
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APPENDIX C
STUDENT FEEDBACK FORM

Title of Study:
Designing Effective Educational Plans for Slow Learners: Strategies, Implementation, and

Outcomes in Inclusive Classrooms

Purpose:

To understand your experience with the new teaching methods used in class.
Please answer the following questions honestly. There are no right or wrong answers.
1. What did you enjoy most about the new teaching methods used?

2. Which activity or technique helped you understand the topic better?

(Examples: flashcards, visuals, group work, role play, etc.)
3. Did you feel more confident learning through group work or visuals? Why?
4. What suggestions would you give to improve the way lessons are taught?

5. Additional comments (if any):
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APPENDIX D

TEACHER INTERVIEW

Title of Study:
Designing Effective Educational Plans for Slow Learners: Strategies, Implementation, and

Outcomes in Inclusive Classrooms

Purpose:
To gather teacher insights on the effectiveness of scaffolding and differentiated instruction used

during the intervention phase.

Interview Questions:
1. How did you apply differentiated instruction in your classroom during the intervention?
2. Which strategies worked best with slow learners? Please give examples.
3. Did scaffolding (e.g., step-by-step support, peer help) influence student learning? How?
4. How did students respond to visual aids and group work?
5. What changes did you observe in students’ participation or confidence?
6. Were there any challenges in managing different learning levels?
7. What support or resources helped you most in implementing these methods?
8. How did your attitude and expectations affect your teaching during the study?
9. What improvements would you suggest for future interventions?

10. Any additional feedback on the overall process?
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APPENDIX E
SAMPLE LESSON PLAN FORMAT

(INTERVENTION-BASED)

Subject:
Grade:
Topic:
Date:

1. Learning Objectives

o Clearly define 2-3 expected outcomes.
2. Prior Knowledge

« Brief note on what students already know related to the topic.
3. Teaching Aids / Materials

o Charts, flashcards, visual aids, worksheets, props, etc.
4. Instructional Strategy

o Tiered Tasks

e Visual Aids

e Group Work

e Peer Support

o Step-by-step Scaffolding

5. Activity Breakdown
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Stage Activity Time
Introduction Warm-up/Hook question or short story 5 min
Explanation Teacher modeling or visual demonstration | 10 min
Guided Practice | Group activity or worksheet 15 min
Independent Task | Tiered worksheet based on learner levels | 10 min
Wrap-up Quick recap or reflection 5 min

6. Assessment

o Observation, QandA, worksheet review, or quick oral test

7. Differentiation Strategy

o Explain how tasks are modified for varied learning levels

8. Reflection

¢ What went well?

e What needs improvement?
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APPENDIX F

CLASSROOM OBSERVATION CHECKLIST

Title of Study:
Designing Effective Educational Plans for Slow Learners: Strategies, Implementation, and

Outcomes in Inclusive Classrooms

Observer Name:

Date:

Grade:

Subject:

Instructional Strategies Observed (Tick ¥ all that apply)

Strategy Implemented Observed | Not Observed | Comments
Use of Visual Aids (charts, images) | 7 O
Tiered Worksheets / Tasks ] ]
Peer Learning / Group Discussion | ] O
Step-by-step Instructions (Scaffold) | O O
Teacher Guided Support O O
Real-life Examples / Analogies O O
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Student Engagement Indicators

Engagement Indicator Observed | Not Observed | Comments
Active Participation in Activity O O
Willingness to Answer Questions n ]
Working Collaboratively O O
Seeking Clarification Independently | O O
Completing Task with Confidence | ] O

General Comments:
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APPENDIX G

BINET KAMAT TEST (KAMAT, 1934)

Domain | Subtest Ability Measured Sample Item (lllustrative)

Verbal Vocabulary Word meaning and “What does ‘brave’ mean?”
comprehension

Verbal Comprehension Understanding everyday | “Why do we wear shoes?”
situations

Verbal Similarities Abstract reasoning “How are a dog and a cat

alike?”
Verbal Memory for Short-term auditory Repeating a sequence such as
Digits memory 5-8-3-7-2

Non- Picture Visual reasoning Identify the missing part in a

Verbal Completion picture

Non- Pattern Drawing | Visual-motor Copy geometric designs

Verbal coordination

Non- Cube Analysis Spatial reasoning Count visible faces of stacked

Verbal cubes

Non- Memory for Visual recall Recall objects shown briefly

Verbal Objects
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Non-

Verbal

Digit Symbol

Processing speed

Match symbols to numbers

within a time limit
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APPENDIX H

STUDENT PERFORMANCE SUMMARY

(PRE AND POST INTERVENTION)

Student Grade | Term | Score | Term Il Score | Improvement | Met 50%
ID (%) (%) Benchmark
S001 5A 41 56.0 +12.0 Yes

S002 5A 43 62.0 +11.0 Yes
S003 5A 38 49.0 +11.0 No

S004 °B 41 54.0 +12.0 Yes
S005 oB 39 48.0 +9.0 No

S006 5B 43 58.0 +13.0 Yes

S007 °B 41 53.0 +12.0 Yes
S008 °B 37 47.0 +10.0 No

S009 °B 42 56.0 +13.0 Yes
S010 6A 40 50.0 +10.0 Yes

S011 6A 36 46.0 +10.0 No

S012 6A 39 52.0 +13.0 Yes
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S013 6A 42 55.0 +13.0 Yes
S014 6A 45 59.0 +12.0 Yes
S015 TA 34 46.0 +12.0 No
S016 TA 38 50.0 +12.0 Yes
S017 TA 41 54.0 +13.0 Yes
S018 8A 43 57.0 +13.0 Yes
S019 8A 46 61.0 +12.0 Yes
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APPENDIX |

STUDENT ENGAGEMENT AND PARTICIPATION

Student | Grade | Participation Motivation Participation Motivation
ID Score (1-5) Score (1-5) Score (1-5) Score (1-5)
Before Before After After
S001 5A 3 2 4 5
S002 5A 3 2 4 4
S003 5A 2 2 4 4
S004 5B 3 3 4 4
S005 oB 2 2 3 4
S006 5B 2 3 4 4
S007 5B 3 3 5 4
S008 5B 3 3 4 5
S009 5B 3 3 3 4
S010 6A 2 3 3 4
S011 6A 3 2 3 4
S012 6A 3 3 3 4
S013 6A 3 3 4 4
S014 6A 2 3 4 4
S015 TA 2 3 3 4
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S016

TA

S017

TA

S018

8A

S019

8A
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