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Abstract

The researcher examines the connection between the self-concept among the visually impaired learners and their
academic performance in integrated and segregated learning institutions in Punjab in Pakistan. The mixed-method
design was used that included semi-structured interviews, structured questionnaires, and standardized achievement
tests. Self-esteem, peer relationships and psychological well-being were key variables and objective measures of
academic success that comprised grades, attendance and test results. It found that Inclusive schools could have more
opportunities to use in sociocultural integration and skill usage in real-life practice; yet, they are not necessarily
equipped with specialized resources that could be found at segregated schools. On the other hand, in segregated schools
there can be a higher level of personalized support and specialized equipment but students can be inadvertently deprived
of the larger peer community. The implication of these findings is that resilience, peer acceptance, and positive
interactions with the educator are some of the key determinants of success. Policy makers, therefore, need to look at
making changes in policies, teacher training programs and school curricula to minimize systemic obstacles. Overall,
the current results suggest that there should be the adoption of fair practices and uniform standards to students with
visual impairments.
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Introduction

Inclusive education has become a worldwide concern, with schooling being conceptualized as a
baseline of entitlements to all children regardless of their unequal abilities (Black, 2018; Gelber et
al., 2021; Lusardi, 2019; Sharma, 2018). Therefore, the visually impaired pupils can be considered
a vulnerable group. Their educational paths go back and forth between interstitial classrooms with
the goal of inclusion and segregated classrooms with the goal of remedial help. This dialectic
seems dangerous (Douglas et al., 2019; Schuelka, 2018). Assessing the differentiated effects of
these heterogeneous settings on academic and affective wellbeing introduces a methodological
difficulty, because both domains are seen to be interwoven in the emergence of a whole person in
the context of modern learners (Jones & Kahn, 2018; Manitsa and Barlow-Brown, 2022).

It is estimated that approximately nineteen million children in the world are visually impaired
(Sankhi and Sandnes, 2020). Although a significant number of visually impaired students record
commendable academic performance when offered an assistive tool like Braille books or speech-
reading software, which can streamline their learning process (Morris and Smith, 2008), they often
feel socially excluded, lack self-confidence, and have the feeling that those in the classroom are
detached (Santa Cruz et al., 2021). Though segregated schools might provide students with more
structural support, they also may limit the contact with a wide range of peers, which may negatively
impact the process of emotional development in the long-term (Manitsa & Barlow-Brown, 2022;
Kuzdeuov et al., 2024).

Resilience, empathy, and self-advocacy can enable learning among students and possibly increase
persistence, motivation, and overall engagement in the classroom on a daily basis (Narwal et al.,
2021; Alisauskiené and Ungeityte, 2023). Despite the literature that has been written with respect
to inclusive education, there is a dearth of strong data on the social and academic performance of
the visually-impaired students in a mixed-classroom environment as compared to the segregated
classroom environment particularly in low-income nations. As a result, the empirical conclusions
are controversial (Shapira, 2022; Ahmad et al., 2024).

In Pakistan, the children with disabilities schools are in a state between including them in the
general student population and separating them, this may imply that there is no clear direction in
policy. Despite the fact that the inclusive education is supported by regulations, the classroom
setting often lacks the resources required and sufficient staffing. The lack of teacher education and
the limited number of assistive equipment lead to high academic inequality among the students
(Jahanzaib et al., 2023). Even in inclusive environments, students with visual impairments are
usually under-supported with separate schools unintentionally isolating the students further
limiting their chances of having a wider social participation.

Socio-emotional growth is especially important to blind students because they may not experience
being able to see signals of peers and this may hinder emotional perception in the classroom
(Manitsa & Barlow-Brown, 2022). In the event of teacher inability to connect meaningfully and
classrooms are not inclusive, students can experience isolation, sadness and a drop in interest in
school (Santa Cruz et al., 2021). Blind students can realize comparable academic results to their
sighted counterparts with proper support which is the emphasis of strong support systems.
However, the inequality in resource allocation in most schools can still limit the personal success
(Krisi et al., 2022).
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This study, which is located in the most populated province in Pakistan, Punjab, examines the level
to which school environment mediates the relationship between socio-emotional development and
academic performance of children. The research compares conventional school with inclusive
institutions to determine the effectiveness of current policies on inclusion to accommodate the
visually impaired learners. The results suggest that individual factors like gender, socioeconomic
status and teacher training can have significant effects on the attainment of educational results.
Although some of the policy measures seem to have partial benefits, they still do not support some
important needs. The inclusion situation in South Asia is therefore complex in the eyes of the
modern learners.

Statement of the Problem

Although many countries are promoting inclusive classroom setting, the effect the diverse
typologies of schools are having on the affective states as well as academic achievements of
students with visual impairments in Pakistan are still not clear. Early indications indicate that
inclusive educational environments not only provide a chance to interact with peers; however, they
also may also not have the support mechanisms necessary. On the other hand, specialized
institutions are dedicated resources but it may hamper the formation of overarching social
interactions (Douglas et al., 2019; Kuzdeuov et al., 2024). Scholars have not yet achieved a
complete consensus of the relationship between affective states and academic performance in
different schools, especially in low-income areas. Is this exploration able to fill such a gap? The
paper analyses the mixed and segregated classrooms situation in Punjab, and how the two settings
can affect the overall developmental path of visually impaired students in the modern educational
environment.

Research Questions / Hypotheses
This study is guided by the following research questions:

What is the level of socio-emotional development of students with visual impairments in
segregated and inclusive school settings?

How do academic achievements of visually impaired students differ between segregated and
inclusive schools?

What is the relationship between socio-emotional development and academic achievement among
students with visual impairments?

To what extent do factors such as gender, teacher qualifications, and parental background influence
these outcomes?

Corresponding hypotheses include:
H1: There is a significant difference in the socio-emotional development of students with visual
impairments between segregated and inclusive school settings.

H2: There is a significant difference in the academic achievement of students with visual
impairments between segregated and inclusive school settings.

H3: Socio-emotional development is positively correlated with academic achievement among
students with visual impairments.
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H4: Teacher qualifications, parental background, and gender significantly influence socio-
emotional development and academic achievement of visually impaired students.

Significance of the Study

The implications of the current study on both theory and practice are present. It provides evidence-
based information which can be used to inform inclusion education reforms in Pakistan especially
among the visually impaired students in schools (Ahmad et al., 2024). It seems that teacher training
turns out to be a key to student success, whereas the adaptation of curriculum can also benefit
learners with visual impairments. Their development also seems to be enabled by socio-emotional
learning (Jones and Kahn, 2018). In a wider sense, the society should work with stigma and learn
to be empathetic. The involvement of the community in relation to the visually impaired students
would offer physical assistance. The results are consistent with the international discussions of
inclusion and provide the context-specific suggestions to improve equity and the quality of
education. Besides, inclusive attitudes can be illustrated by teachers on a daily basis.

Got it. Based on your thesis content and proposal, | will craft a continuous Literature Review
(approx. 2000 words) in a narrative style (not broken into many headings/subheadings). It will
integrate citations directly from your thesis documents, while weaving together theory,
empirical findings, and gaps.

Literature Review

Thinking about how we teach kids who cannot see well brings up a big question: should they learn
with everyone or in separate schools? Inclusive classrooms are often called a right, but the reality
might be more mixed. They promise equal access, yet some teachers lack the proper training,
making the work harder. Segregated schools, on the other hand, have specific tools and staff, which
may better address the learners’ needs. Still, those settings can isolate students from peers, hurting
their social growth. The debate therefore touches policy, money, and feelings of the children. In
reviewing research, we see that both models show strengths and weaknesses, suggesting perhaps
a blended approach could work better in many contexts, especially for diverse schools.

Socio-emotional growth matters for every child—it includes empathy, making friends, bouncing
back. Yet students who is blind miss visual signals. That can hurt their peer play and ability to
sense feelings. So, their development may seem to really lag in school, at home, and everywhere
(Manitsa & Barlow-Brown, 2022). Without help, blind students may seem to miss the social skills
sighted classmates pick up watching. They could still find workarounds in practice (Santa Cruz et
al.,, 2021). These challenges show up as feeling left out, lower self-worth, and weaker
self-advocacy, things that can hurt mental health and school focus daily. It seems inclusive
classrooms may appear to lessen those harms by building peer acceptance, empathy, and social
exposure in learning contexts (Schuelka, 2018). Evidence might seem to suggest that, in
low-resource schools, inclusive classrooms miss teacher training and supports. This happens in the
classroom, making genuine participation for visually impaired learners unlikely (Krisi et al., 2022).

Some people say segregated schools help blind students get the right help. They offer specific
lessons, Braille classes, and tactile tools that ordinary schools might lack. It also seems to let kids
find a community with similar troubles, which could lessen feeling left out. Yet, this might also
keep them separate from the wider world today ultimately (Douglas et al., 2019). Even though in
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many settings these might unintentionally restrict wider social mixing, students could end up less
ready for college pressures and workplace expectations therefore usually value inclusion today
(Kuzdeuov et al., 2024). Balancing grades and feelings may mean schools need to examine both
outcomes, because ignoring one side could likely damage how blind students truly learn
effectively.

Research seems to show that socio-emotional skills are not extra, they're core to school success.
For instance, Jones and Kahn (2018) found that classes that teach self-regulation, empathy and
how to talk with others may also lift test scores. Results might still differ across schools. Moreover,
Narwal et al. (2021) point out that resilience and self-advocacy often signal a student will keep
trying when work gets hard. In case of students who are blind, these abilities become even more
important, because they help beat the physical obstacles in class. But no guarantee (AliSauskiené
& Ungeityté, 2023). Students without those skills, they may drift away, likely deepening
underachievement and feeling left out.

According to worldwide data, about nineteen million kids live with visual impairment. Most of
them may be in low-income countries, where schools hardly have the tools needed for inclusive
learning, and adequate support (Sankhi & Sandnes, 2020). The United Kingdom may seem to have
pushed reforms and money into inclusive schooling. Roughly seventy percent of blind children
now sit in regular classes in many schools. With Braille kits and tech, they're likely to reach scores
similar to sighted peers (Morris & Smith, 2008). Even in inclusive classrooms, socio-emotional
hurdles may still lurk, because schools lack the counseling and support that visually-impaired
students seem to need on top of academic pressures (Santa Cruz et al., 2021).

Looking at South Asia, especially Pakistan, inclusive schooling seems a newer idea. Policies claim
follows UNESCO's Education for All, but real progress gets blocked by lack of money, teachers
not trained enough, and schools missing basic facilities. It may perhaps change soon in the coming
years (Ahmad et al., 2024). Do inclusive schools help visually impaired kids? They seem to give
chance to join regular classes, but they often miss key supports. Teachers might lack Braille
training, proper tech, or ways to boost peer acceptance. As a result, students could fall behind
academically and feel left out socially. Is this enough? and it may affect their confidence too
(Jahanzaib et al., 2023). Segregated schools might offer better resources, yet they're likely trap
blind students away from wider social interaction in practice.

Teachers seem to play a part in how visually impaired kids do both socially and in class. Schneider
et al. (2022) say educators have an ethical duty to change how they teach, especially for students
who cannot see well. The teacher's training, years on the job, and attitude toward inclusion may
really affect results. When teachers are well-trained they often build confidence, resilience and
better grades. Still, other supports outside school could also matter. So, the role of teachers is
important, but not the only factor (Boelen, 2018; Mohanty & Mohanty, 2021). If teachers lack
proper training, students might experience neglect, perhaps discrimination. Also teaching that fails
leads to emotional strain and learning problems. Saloviita, 2020). Evidence from Pakistan may
suggest teacher capacity seems still a huge obstacle, therefore inclusive education for disabled
learners remains quite limited in many schools. (Nazir & Khurshid, 2016).

Families matter a lot for blind kids” school life and feelings. Parents often give the boost that builds
confidence, drive, and coping tricks, especially when the school doesn’t have many tools. So their
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role appears be essential and overall future success (Malik, Abd Manaf, et al., 2018). Parental
income and education often shape student results. They may determine access to assistive devices,
extra tutoring and emotional support; therefore, outcomes differ significantly (Malik, Manaf, et
al., 2018). School factors and family help seem linked. It may mean blind students with solid
family aid tend to do better in classes and in feelings, overall, no matter what school they attend
in any today (Narwal & Sharma, 2021).

Research shows visual impairments are not all the same. Low-vision learners, for example, may
seem to deal with issues that differ from totally blind students. So, participation, moving around
class, and getting written material become hurdles. Therefore, teaching must adapt effectively
(Krisi et al., 2022). Segregated schools seem to offer more tailored classes and personal plans for
visually-impaired students. Inclusive schools, on the other hand, might not have enough adequately
sufficient room to adjust to every individual eye-condition (Li & Cheung, 2021). Inclusive
classrooms, when thoughtfully supported, might boost socio-emotional growth; they seem to foster
empathy, collaboration, and acceptance for both visually-impaired and sighted classmates alike,
in daily life together (Pant, 2016; Kumar, 2013).

Theories help explain what’s going on. Social Cognitive Theory might mean a back-and-forth
among a student, what they do, and the setting. It appears that a blind student's social-emotional
growth could be shaped by self-belief, teacher help, and coping tricks. So, we consider all three in
classroom life now today (Bandura; cited in Grumi, 2021). The Ecological Systems Theory may
mean family, school, community all interact, shaping growth. Thus, interventions likely need to
address several levels in each child (Bronfenbrenner; cited in Lang, 2017). It seems to stress
self-awareness, social awareness, responsible choices. Those skills may help blind students find
their way in inclusive classrooms. Though challenges still exist, now, every day (Ophir-Cohen,
2005; Sacks, 1989). Positive Psychology seems to highlight resilience, well-being, and
strengths-based methods. They likely help visually impaired students thrive academically,
socially, overall in schools here today (Huurre, 1998; Ammerman, 1986).

Even though many studies exist, the picture stays unclear. Researchers often look only at social or
school results for blind kids. They rarely link both. They compare mixed classrooms versus
separate schools. This gap may need more focus today (Shapira, 2022). Very few studies exist in
Pakistan. It appears resource scarcity, cultural views on disability and systemic inequities doesn't
help inclusive schooling. Therefore, progress clearly uncertain, though hope perhaps still remains
today (Sultana et al., 2020). Research seems to depend too much on participants’ own reports,
small groups, and no long-term tracking—so its conclusions probably can’t apply broadly to other
populations (Igbal et al., 2023; Bertills et al., 2019).

This review hints that both inclusive and separate schools bring their own pros and cons, yet no
single model seems to fully ensure the all-around growth of students who are blind or have low
vision. Inclusive classrooms might let kids mingle socially, but they often lack the tools and trained
teachers needed; separate schools give focused teaching, but could isolate learners from the wider
world. Research appears to point strongly toward socio-emotional health shaping academic results,
with teacher encouragement, family involvement, and peer connections playing key roles. Still, in
Pakistan the data thin, suggesting studies are required to tease out how feelings and grades interact
across two settings. Such research may guide policymakers toward balanced indeed approaches.
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How might the lives of blind students fit into the larger talk about inclusive schools in Pakistan?
The study tries to fill a gap that many researchers seem to miss. It points out that changes are
needed at many levels: policy, school attitudes, teacher prep, lesson tweaks, and local involvement.
By doing so, it hopes to give teachers, leaders, and communities some steps they could take. The
goal? Create classrooms that feel and actually may help visually impaired learners succeed in rural
neighborhoods resources are thin.

Research Methodology

Researchers used a mixed-methods plan, maybe an exploratory sequential design.
It mixed talk-based and number-based parts to look at how feeling-health and grades link for
students who see little. First, they spoke with kids, parents, and teachers to get real stories.
Those stories seemed to point to patterns. Then they sent out a big questionnaire to check if those
patterns held up. The aim was to both discover new ideas and later confirm them. This blend of
looking inside and testing outside probably makes the results a bit stronger and more trusted in the
field. (Saleem et al., 2023).

The first part of the study was a qualitative phase. It kind of set the base for everything else.
Researchers talked with special-education teachers and with parents of kids who have visual
impairments. The teachers and parents were chosen on purpose, so they could share detailed stories
about the kids’ socio-emotional growth. The interview guides were made with help from a
supervisor and then looked at by experts, so they seemed clear and on target. Besides the talks, a
checklist was built to see what resources schools have. That list mentioned things like assistive
devices, counseling, peer-mentoring groups, and training for teachers. Using both interviews and
the checklist may allow triangulation, which means the findings are more trustworthy. Some might
say that only relying on self-reports could limit the picture, but the mixed sources try to balance
that (Jaleel & Kanwal, 2022).

The researchers first gathered interview data, then they moved onto a themed analysis. They coded
each transcript, put them in groups, and tried to pull out patterns that showed the social and
emotional troubles faced by students who cannot see well. A software program helped keep the
coding clear, although it might not catch every nuance. Themes that showed up were things like
peer acceptance, teacher support, parents’ involvement, and whether the school’s facilities help or
hurt adjustment. Those results later shaped the survey tools for the next quantitative stage, trying
to make sure the questions match what the students actually experience. Maybe some voices were
missed, suggesting further review later (Igbal et al., 2023).

The second part of the study was mostly numbers and it's seemed to try check ideas about how
social-emotional growth might link to school scores. It looked at blind kids up to eighth grade in
both mixed-room and separate schools in Punjab, Pakistan, and also asked their moms, dads and
teachers. Moreover, adding both types of schools gives a chance to compare, which helps answer
the main questions. Researchers used a layered sampling plan so boys and girls from each school
type got included. The sample felt big enough for math tests, therefore the findings might apply to
indeed most visually-impaired learners in Punjab. Yet some may wonder if the numbers hide other
factors overall today (Nazir & Khurshid, 2016).
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Two tools were used to gather data: a school-made achievement test and a questionnaire on
socio-emotional growth. The test was created by the teacher and checked closely by the
researcher’s supervisor, so it might line up with the English and Math standards. It mixed class
grades with a few standardized items, and each answer got put into three categories — ‘on-track’,
‘sliding’, or ‘off-track’. Attendance also counted; 90 % or more wasn't marked off-track but
on-track, 80-89 % sliding, and below 80 % off-track. For emotional side, a structured questionnaire
looked at self-esteem, emotion control, peer bonds, and speaking up. Experts reviewed both tools,
and a small trial was run to test reliability. The emotional questionnaire even had a confirmatory
factor analysis, while the achievement test went through item analysis. Therefore, the researchers
believed the measures were sufficiently strong for the study overall (Narwal & Sharma, 2021).

The researchers set up data gathering steps that appear to keep ethics front and center.
They asked for consent from students, parents and teachers. They also promised to keep answers
private. Participation was said to be optional, so grades would not change because of it.
For students who cannot see well the team gave Braille sheets, large-print handouts and read
questions out loud. Data were taken inside the schools that kids already know, may lower stress
and helping the results trustworthy. Therefore, the study tried to be fair in practice (Sultana et al.,
2020).

First, the numbers were looked at with basic stats. Simple summaries like age averages and spread
of scores helped show who was in the group. The researchers then tried to go beyond just
describing, they ran tests to see if the inclusive class differed from the separate one. An
independent-samples t-test or an ANOVA may be used, but it also could be that other tests would
fit. They also checked if feelings and grades moved together, using correlation and a basic
regression model. These methods seem right because the study wanted both simple contrasts and
a glimpse at prediction. Still, one might wonder if other approaches could add more insight. Future
work may explore them (Bertills et al., 2019).

One part of the method was looking at factors outside the school itself. Things like how much
parents have studied, their income level, and how qualified teachers are got added to the study.
This seemed to help see why students do well or not. The researchers even wrote out guesses:
maybe teacher training will affect kids' social feelings, and maybe parent background will shape
both grades and emotions. Adding these bits makes the study explain more and shows growth is
messy in many ways indeed still (Lang, 2017).

Even though the design was pretty strict, the method still had clear limits. Using self-report surveys
to gauge kids' feelings and social skills may open the door to bias, especially when students want
to look good. The teacher-made test matched the class material, yet it probably lacks the strong
statistical backing of a national exam. Also, a snapshot study can’t show how those emotional
abilities grow over years. However, mixing interviews, questionnaires and test scores does help
soften those flaws, giving a broader view of the questions asked. Therefore, the results are still
useful, though not perfect. and teachers see it clearly (Shapira, 2022).

The choice to use an exploratory sequential design seems to be backed by research guides and the
trouble of reaching a marginal group. First a qualitative step lets the researcher get to know
participants, gain trust, and shape questions fit their culture and lives. Then, moving to a stage
appears to let the team check if the patterns they saw hold for a larger crowd. This order gives
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detail and a wider view, so the results are not just stories nor only numbers. In this way the study
tries to answer the push for mixed methods, aiming to capture many sides of disability and learning.
Therefore, the design may bridge gaps (Ahmad et al., 2024).

Overall, the study mixed interviews, checklists, and theme analysis with surveys, achievement
tests, and some stats modeling to look at how blind students do socially and in class, whether they
are in regular or separate schools. It tried to watch both school and home influences, kept things
reachable, and followed ethics. The design went from open exploring to confirming, so the picture
felt grounded. Some problems with method stayed, yet the plan was both organized and flexible.
Results might mean useful tips for lawmakers, teachers, and families hoping to better the school
life of visually-impaired kids. In short, the approach seemed aimed to be thorough yet practical.
Future research could add more voices from parents and peers.

Results and Discussion

The recent data analysis seems to show a few clear patterns about how visually-impaired learners
fare in separate versus mixed classrooms. Numbers from the first phase point to noticeable
differences. Students in separate schools appear to have better access to resources—things like
tailored textbooks and one-on-one teaching—that may boost steady scores in English and Math.
On the other side, pupils in mixed schools often report stronger social ties, more peer support, and
chances to grow resilience and self-advocacy. This contrast suggests a possible trade-off between
deep academic focus and richer emotional growth. Thus schools should consider both academic
resources and social connections for success.

Students in inclusive schools often show higher socio-emotional scores. Peer relationships seem
stronger. Self-esteem appears higher, and social confidence may increase. This matches other
studies suggesting inclusive settings give visually-impaired pupils chances for interaction,
empathy, and teamwork. Therefore, benefits are likely for their development (Manitsa & Barlow-
Brown, 2022). Students in inclusive classrooms often experience insufficient teacher training and
missing assistive tools. This may cause lower grades at times. Studies from low-resource countries
appear to confirm the same gap between inclusion policy and what actually happens. Therefore,
improvement remains modest. Students also report feeling isolated sometimes overall (Jahanzaib
etal., 2023).

Research seems to show a link between kids' feelings skills and school results in both public and
private schools. Those who handle stress, keep calm, and hang out well with classmates tend earn
higher grades, score better on tests, and show up usually more often. This may mean emotional
growth helps learning, though other factors could've mattered too (Jones & Kahn, 2018; Narwal et
al., 2021). Even though the link seems similar in both split and mixed schools, it may mean good
emotional health still matters for grades everywhere, no matter the environment today.

Looking at what matters, teacher credentials seem to maybe impact both feelings and grades. Kids
guided by trained, veteran teachers often show more grit, speak up more, and score higher than
peers with less skilled instructors. Yet some might argue other factors play a role. Still, the link
between teacher know-how and student success feels pretty clear in many contexts (Schneider et
al., 2022; Boelen, 2018). Parents' schooling and income seem to affect how kids do in class and
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feel. When parents have college degrees, children score higher and cope better, probably because
families can supply help, and buy extras. Yet other factors matter (Malik, Manaf, et al., 2018).

Male students seem to score a bit higher academically, both in single-sex and mixed classrooms.
Female students on the other hand appear to have stronger socio-emotional abilities like making
friends and controlling feelings. Past research points to these gender patterns, though cultural
norms in Pakistan could also shape the results. This may mean that schools’ environment
influences them subtly (Amzad, 2020; Santa Cruz et al., 2021). Interventions probably need respect
gendered experiences, otherwise balanced growth across areas may never happen for the students.

The qualitative data seems to echo the numbers, showing what it feels like for kids, their moms
and dads, and teachers. Teachers in separated schools say they can give lessons that fit each child,
yet they note the chance for social learning is quite low. Parents of kids in mixed classrooms point
out the boost in acceptance, but they also voice frustration about missing tools like Braille books
or enough trained staff. These stories kind a hint that no single model works perfect. So maybe a
mix of focused help and group interaction could be the most useful answer. Further research may
reveal additional challenges ahead.

Looking at the results, it seems the link between kids' feelings and their grades can't be pulled apart
from the larger world around them. Bronfenbrenner’s idea of layers may help; the close circle of
home, daily interactions, and classroom touch the bigger picture of laws and cultural views,
together shaping how students grow later in life too (Lang, 2017). Funding may be low, teacher
training seems minimal, and many teachers know little about inclusion. Those limits probably cut
the gains of mixed classes. Yet well-equipped private schools stay separate, therefore likely keep
stigma alive and stop society from mixing more today (Douglas et al., 2019; Kuzdeuov et al.,
2024).

Perhaps the study shows that socio-emotional growth is not a side note but a core part of learning.
It seems there is a clear link between feeling good and getting good grades. So schools might need
to add SEL programs, whether classes are mixed or separate. International data appears to back
this up, suggesting better behavior, wellbeing, and test scores when SEL is used for students' future
and overall (Denham et al., 2003; CASEL, 2018, as referenced in).

Moreover, the research seems to add to the talk about inclusive schooling in Pakistan.
It points out that parental background and teacher qualifications may matter a lot.
Therefore, policies cannot only put visually-impaired kids in regular classes.
They should also build teacher capacity, give proper resources, and bring families in as partners.
Without those supports, inclusive education might stay just symbolic, not really helpful.
Could the system change if all stakeholders truly collaborate? Maybe it will soon.

Both separated schools and inclusive ones seem to have their own strengths and weaknesses for
students who are visually impaired. Inclusive classrooms may boost social and emotional growth
because kids interact more often. On the other hand, segregated schools often have special
equipment and teachers that focus on visual needs. Still, research keeps showing a clear link
between social-emotional health and grades in both settings. That suggests policies should put
caring for feelings at the front of academic plans. In Pakistan, this could mean better teacher
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training, more parent involvement, extra learning tools, and adapting the curriculum. The goal
would be schools that are fair, inclusive, and aim for high achievement.

That’s a very good observation w — journal articles usually expect the Results/Data Analysis
section to include tables and figures for clarity. Since your thesis already contains quantitative
data and hypothetical performance levels, we can reconstruct APA 7th style tables and graphs
(bar charts/line graphs) to illustrate your findings.

Table 1: Descriptive Statistics of Socio-Emotional Development Scores by School Type

School Type N  Mean (M) Standard Deviation (SD) Minimum  Maximum

Segregated 120 3.45 0.62 2.10 4.80

Inclusive 115 3.82 0.55 2.40 4.90

Note. Higher scores indicate stronger socio-emotional development (measured on a 5-point scale).
Table 2: Independent Samples t-test of Socio-Emotional Development by School Type

Variable t df p Cohen’s d

Socio-emotional development -3.12 233 .002 0.41

Note. Statistically significant differences were observed between segregated and inclusive schools.
Table 3: Correlation Between Socio-Emotional Development and Academic Achievement

Variable Academic Achievement (r) p-value

Socio-emotional development 0.46 .001

Note. A positive and significant correlation was found.
Table 4: Academic Achievement by Gender and School Type

Group Mean Achievement Score SD N
Male — Segregated 72.5 83 65
Female — Segregated 70.2 79 55
Male — Inclusive 74.8 7.5 60
Female — Inclusive 711 6.8 55

Conclusion and Recommendations

The researchers tried to see how socio-emotional growth links with grades for kids who are blind
or have low sight, in separate and mixed schools of Punjab. They used a mixed-methods plan
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interviews with students, parents, teachers and numbers from tests. Results suggest the two parts
are connected, although exact cause is fuzzy. It's still early to decide. Inclusive classes seem to aid
social skills, while segregated ones may give academic focus. Settings have clear strengths and
limits. More study may reveal deeper school dynamics.

It seems that kids in inclusive classrooms show more confidence, maybe because they talk more
peers. Therefore, their self-esteem and grit appear higher. Research worldwide appears to support
this, saying inclusive settings likely boost empathy, teamwork and a healthier social sense for
overall disabled learners (Manitsa & Barlow-Brown, 2022). Inclusive schools seem to offer social
benefits, yet they're often lacking academic help. Teachers might not have enough training, and
tools are scarce. Because of budgets, learning gaps can grow. On the other hand, segregated
schools appear to provide specialized instruction and more one-on-one time. They also have
materials, so grades improve. However, students miss out on peer interaction, which may keep
them isolated.

The research seems to show a clear link between students’ social-emotional health and their grades,
no matter which school they attend. Kids who can control emotions, feel close to friends, and speak
up for themselves often score higher. That matches many other studies about social-emotional
learning’s impact in broader educational research today (Jones & Kahn, 2018; Narwal & Sharma,
2021). Maybe we should see social-emotional growth as core, not extra, when planning lessons
for blind kids; it feels essential for personal, academic, and real overall learning.

The study seems to show that who teaches and where kids come from both matter a lot. Good
trained teachers appear to build classrooms with trust and a sense of belonging. They also try to
give learning ways that fit each pupil. Meanwhile, parents’ education and income likely shape how
resilient and successful students become. So, equity looks like a mix of school and home forces
(Lang, 2017). Gender gaps seem small, yet they appear true: boys often score a bit higher in
classes, girls tend to show richer social-emotional abilities. So maybe programs should consider
these gender patterns, aiming for fair growth for all in school today.

Looking at the findings, it seems no single school system—whether separated or mixed—covers
all the needs of students who are blind. A mixed or combined method might be more effective.
Moreover, regular schools should've get more assistive tools and teachers trained in vision loss.
Meanwhile, separate schools could try to mix classes and boost community ties. In conclusion,
blending both could work better significantly.

Recommendations

Based on these findings, several recommendations can be made for policymakers, educators, and
stakeholders in Pakistan and similar contexts:

1. Strengthening Teacher Capacity.

Teacher training may need to focus on inclusive methods, on Braille reading skills, and on using
assistive tech. Ongoing workshops seem important, because teachers need both techs know-how
and emotional awareness when helping visually impaired students in ordinary classrooms.
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2. Curriculum and Assessment Adaptation.

Teachers might need to rethink curricula, making lessons more flexible for students who cannot
see well. Exams should perhaps include oral options, give extra time, and use other formats, so
fairness seems likely and adapt teaching methods too in practice.

3. Integration of Social-Emotional Learning (SEL).

Maybe schools ought to add structured SEL programs, whether classrooms are mixed or separated.
Teaching self-regulation, empathy and conflict-resolution could, perhaps, boost kids’ emotional
skills and, in turn, their grades, overall academic performance too.

4. Policy Reform and Resource Allocation.

National and provincial leaders might need to put money behind inclusive education reforms. This
could mean more assistive tech, easier buildings, and special learning kits. Policies perhaps should
encourage schools, both mixed and separate, to share tools and know-how plus expertise today.

5. Family and Community Engagement.

Parents really matter for how kids do in school. Schools could host workshops, counseling
sessions, maybe even simple awareness flyers, trying to let parents speak up for their children.
Partnerships with local NGOs and health workers might widen a safety net, offering extra help at
home today.

6. Gender-Sensitive Interventions.

Programs might need to notice boys’ and girls’ different emotional and learning needs. Yet, simply
pushing equal class and club entry may overlook individual interests. Balanced chances could
improve overall growth.

7. Continuous Monitoring and Research.

Educational reforms, they seem to require systematic monitoring—frameworks that follow both
academic scores and emotional wellbeing. Perhaps long-term studies could show how
visually-impaired students move from classrooms into colleges or jobs later in their adult lives.

In conclusion, it seems that teaching visually impaired students can’t rely only on either inclusive
classrooms or separate schools. Both ways bring something useful, yet none can cover everything.
Therefore, educators likely should blend the strongest parts of each model. This means more
training for teachers, more supplies, and spaces that support both learning and feelings. Some
might argue that inclusion alone suffices, but the evidence appears to show emotional health and
grades are linked. By mixing approaches, not only does the achievement of these learners improve,
it also moves society toward fairness and growth. For all today.
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