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Introduction

Action Research Overview

In education, the academic success of students is no longer viewed in isolation
from their emotional and social well-being. This study addresses how the
overall classroom environment could affect a student’s academic
performance and classroom productivity. It has been previously discovered
that the wellbeing plays a large role in the academic progress of any learner
(Durlak et. al, 201%. This research explores how varying types of classroom
support, both direct teacher involvement and passive support mechanisms
such as scaffolding and peer-based learning, affect students’ well-being, and
consequently, their academic outcomes.

Background of the Problem

This study draws upon foundgtional educational theories and studies by
Vygotsk 81978), Hattie (2009), Deci and Ryan (2000), Gillies (2004), and Durlak
et al. (2011), which consistently highlight the importance of balancing learning
autonomy, structured support, and positive social interactions within the
Clo(sjsroom to promote a more motivating learning environment around the
student.

Educational settings often emphasise academic achievement without
sufficiently considering the well-being factors that underpin those outcomes.
Traditional models of direct teacher instruction, where teachers act as the sole
source of knowledge and authority, can lead to reduced motivation and
feelings of isolation among students (Deci and Ryan, 2000). Conversely,
approaches that provide scaffolding, encourage peer collaboration, and foster
classroom autonomy have been shown to enhance both academic outcomes
limitingly and emotional well-being to a high degree. Yet, educators often lack
clarity on which balance of these methods is most effective for fostering both
elements together.

This research seeks to contribute to the achievement of the golden balance
point between the enrichment of students’ classroom comfortability and their
ability to perform at the highest productivity rate, in order to get the most out
of their subject lessons. The study has done this via comparing the effects of
three distinct classroom support strategies on students’ academic
achievement and observed well-being within a Year 7 Arabic developing class.

Literature Review

Several kel studies underpin this research:

e Vygotsky’s (1978) Zone of Proximal Development (ZPD) introduced the idea
that students learn best when tasks are slightly beyond their current
capability but achievable with temporary structured support (scaffolding).

e Hattie (2009) emdphosised the significant influence of teacher-student
relationships and structured guidance on academic outcomes, while also
cautioning against over-reliance on teacher-led instruction without
promoting student autonomy.

e Deci and Ryan’s (2000) self-determination theory argued that student
motivation thrives when autonomy and competence are supported,
su gesting that overly direct instruction can limit intrinsic motivation.

e Gillles (2004) demonstrated that collaborative group-based learning
enhances social skills, peer learning, and engagement, though it can risk
uneven participation and knowledge distribution.

e Durlak et al. (2011) found that interventions supporting student social-
emotional learning positively impact academic performance and well-
being.
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This research positions itself within these frameworks to explore which
combination of support mechanisms most effectively promotes well-being
and academic achievement.

Research Methods

The study was conducted within a single Year 7 developing class comprising of
15 students, including a focused subgroup of 5 students (3 bo¥s, 2 girls). The
researchhwas structured over three terms, each featuring a ditferent teaching
approach:

oppTerm I: Direct teacher contact - students primarily received direct
instructional support as needed, with optional lunchtime support sessions.

e Term 2: Group-based learning - students worked collaboratively in groups
of 3—4, using collective strengths and peer support to navigate tasks.

e Term 3: Independent learning with scaffolding and selective direct teacher
support - students worked independently with structured resources
(scaffolds) and received teacher support only when essential, alongside
regular praise and encouragement.

Data Collection Methods
Two primary types of data were collected:
e Quantitative: Termly student test scores were recorded over 3 academic
terms and compared to measure academic progress.
¢ Qualitative: Observations of classroom behaviour, participation, and focus
levels were noted. Additionally, student interviews provided insight into
personal preferences, motivation, and perceptions of support methods.

Quantitative Results
The academic test score improvements by teaching method were:
e Direct Support: 30% improvement
e Group Assignments: 33% imﬁrovement
¢ Scaffolding with Some Teacher Support: 41% improvement
This data suggests that scaffolding combined with selective teacher
involvement produced the highest academic gains.

Qualitative Results

Out of the 15 students, 5 were chosen as a focus subgroup. They were chosen
due to their varying abilities and classroom participation levels. These students
were interviewed using the same 6 questions that asked them a variety of
questions spanning from the number of years they have been studying Arabic
for, all the way to the type of learning method they personally preferred the
moat and why.

The student interviews and observations revealed nuanced findings:

e Social Well-Being in Group Work: Students like Student 2 preferred group
work due to the collaborative environment, stating, “working with my friends
helps me learn from them new words.” This highlights the role of peer
support and social well-being in qurning.

e Autonomy and Teacher Praise: Student 5 thrived in the scaffolding
environment, valuing independence paired with teacher encouragement: “|
like when | work things out by mC}/seIf and | get it correct.” This underscores
]Ehedngoti\léqtionol power of self-directed success reinforced by positive

eedback.

Overall Analysis
The findings align closely with Vygotsky’'s ZPD and Hattie's theories, affirming
that scaffolded tasks with occasional teacher intervention promote both
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autonomy and academic growth. As well as Gillies (2004) and Durlak et al
(201), who observed benefits in group learning for social engagement and
peer-driven academic support. Finally, the study also heavily supports Deci &
Ryan (2000) and Zimmerman (2002), highlighting the limitations of exclusive
direct teacher instruction, which risks undermining student motivation and
learning autonomy.

Reflections

This study highlighted the value of combining scaffolding with occasional
teacher support, which not only improved academic outcomes but also
boosted student confidence and motivation. Group work enhanced social well-
being and peer learning, though uneven participation was a challenge. |
recognised that relying too heavily on direct instruction can reduce learning
autonomy and engagement. Moving forward, | am encouraged to adopt more
scaffolded, independent tasks, use group roles to balance collaboration, and
introduce simple well-being check-ins to better monitor student experiences in
class.

This study concludes that scaffolding with occasional direct teacher support
provides the most effective approach for enhancing both academic
erformance and classroom well-being in a Year 7 developing class. Group-
ased learning offered moderate benefits, especially for social engagement,
while teacher-only instruction was least effective, supporting the literature’s
emphasis on autonomy-supportive and collaborative learning environments.

References

Deci, E. L., & Ryan, R. M. (2000). Self-determination theory and the facilitation of intrinsic motivation, social development, and
well-being. American Psychologist, 55(1), 68-78. https://doi.org/10.1037/0003-066X.55.1.68

Durlak, J. A., Weissberg, R. P., Dymnicki, A. B., Taylor, R. D., & Schellinger, K. B. (2011). The impact of enhancing students’
social and emotional learning: A meta-analysis of school-based universal interventions. Child Development, 82(1), 405-432.
https://doi.org/10.1111/j.1467-8624.2010.01564.X

Gillies, R. M. (2004). The effects of cooperative learning on junior high school students during small group learning. Learning
and Instruction, 14(2), 197-213. https://doi.org/10.1016/S0959-4752(03)00068-9

Hattie, J. (2009). Visible learning: A synthesis of over 8oo meta-analyses relating to achievement. Routledge.
Vygotsky, L. S. (1978). Mind in society: The development of higher psychological processes. Harvard University Press.

Zimmerman, B. ]. (2002). Becoming a self-regulated learner: An overview. Theory into Practice, 41(2), 64-70.
https://doi.org/10.1207/815430421tip4102_2

w



