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Abstract

Context and relevance. School failure/success is one of the key issues of
state educational policy, significantly affecting both academic and personal
development of children. Despite numerous studies devoted to the factors of
school failure/success, little is known about how children and their parents
perceive this experience and what meaning they attach to it. In this study,
school failure/success is examined through J. Hattie’s framework — from
students’ characteristics to features of the school and family. Objective. To
explore how parents and their children perceive and describe school failure/
success, and to identify the key aspects that are meaningful for them. Re-
search question. How do parents perceive and describe their children’s
school failure/success? How do children perceive and describe their school
failure/success? Methods and materials. The study uses a qualitative de-
sign and analyzes in-depth semi-structured interviews with parents (n = 22)
and their 5th-grade children (n = 22) from the Nizhny Novgorod region within
the project “Longitudinal Study of Factors Influencing School Failure”. Re-
sults. School failure/success is viewed through three main components —
the child (academic performance, cognitive abilities, and motivation), the
family (parental involvement and support), and the school (school climate
and teacher practices). Parents and children emphasize the importance of a
positive school climate characterized by a friendly and organized atmosphere
and opportunities for development. Such climate is supported by teacher
practices based on respect and clear expectations. Families contribute to
school success through maternal involvement and support. Children demon-
strate success through responsibility, interest, intrinsic motivation, and cogni-
tive abilities. Conclusions. The study demonstrates the complex nature of
school failure/success. Addressing it requires joint support for students from
schools, teachers, and parents, based on an individual approach.

Keywords: school failure/success, academic performance, cognitive abili-
ties, motivation, parental involvement, parental support, school climate,
teacher practices
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poauTensaMMu U UX AeTbMu
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Mockea, Poccuiickas ®egepauus

< leonbritos @ mail.ru

Pesiome

KOHTeKCT 1 akTyanbHOCTb. LLIKonbHas (He)ycrneLwHoCTb — 3TO OAHa U3 KIto-
4YeBbIX NPO6EM rocyAapCTBEHHON 06pa3oBaTeslbHON NONUTUKK, KOTOpast oka-
3bIBAET 3HAYUTENBHOE BIMSIHWE HA akafeMnyeckoe U NUYHOCTHOe pasBuTUE
geten. HecmoTps Ha 60nbLLoe KonnyecTBo paboT, NMOCBALLEHHbIX hakTopam
LLKONbHOW (He)yCneLLUHOCTM, Ha fidHHbIN MOMEHT Mbl Masio NOHUMAaeM, Kak AeTn
1 UX POAUTENV BOCMIPUHMMALOT STOT OMbIT U KAKOE 3HaYeHMe OHW eMy NPUAALOT.
B naHHOM nccnepoBaHum LLKONbHas (He)yCcrneLHOCTb paccmMaTprBaeTCs Yepes
npuamy pamku K. XaTTu — OT OCOGEHHOCTEN YYEHUKOB O XapakTepuCTUK
LKoMbl 1 cembu. Llenb nccnegosaHns — BbisiBEHWE U OMNMCaHWe BOCNPUS-
TUS LUKOMbHOW (He)yCneLHOCTN POANTENAMU U UX OETbMU, a TaKXKe KI4EBbIX
acreKToB, MMeLLMX 4118 HUX 3HaveHve. MccnepoBaTtenbckue Bonpochl. Kak
poauTeny BOCMPUHMMAIOT U OMUCHLIBAIOT LLKOJSIbHYIO (HE)yCrneLHOCTb CBOMX
feten? Kak getn BOCMPUHMMAIOT W OMUCHIBAIOT CBOK LLKOMbHYIO (He)ycneLw-
HocTb? MeToabl U MaTepuansl. ViccnegosaHne MMeET Ka4eCTBEHHbIN AN3arH
1 BKNOYaeT B cebs aHanma rnyOuHHbIX MNONYCTPYKTYPUPOBAHHBIX MHTEPBbIO C
poautenamu (n = 22) 1 nx geTbMn 5-x Knaccos (n = 22) n3 Hmxeropoackomn
obrnacti B pamkax npoekTa «JIoHruTiogHoe mccnepoBaHne hakTopos, BIM-
SIOLLMX Ha LUKONbHYIO HeycrellHoCTb». Pe3ynbrarhl. LLkonbHas (He)ycnelwu-
HOCTb paccmaTtpuBaeTcsi Yepe3 3 KOMMOHeHTa — [OeTu (MX YyCrneBaemoCTb,
KOTHWUTVBHbIE CMOCOBHOCTM M MOTUBaLWS), CeEMbS (POAMUTENLCKAS BOBIIEHEH-
HOCTb M NOAAEPXKKA) U LLUKOMA (LUKOSbHBIN KNUMAT U YYUTENBCKME MPAKTUKN).
[ns ycnewHoro o6y4eHns poauteny 1 AeTn oTMeHaloT BaXXHOCTb LUKOMbHOMO
KnumaTa ¢ OpPYXXEeCKOM M OpraHM3oBaHHOM aTtMocdeport U BO3MOXHOCTAMM
AN passuTUsA. Takon KnumaT JOMKeH NOAAEePXKMBATLCS YYUTENbCKMMMN Npak-
TUKaMN — YBaXKUTENbHbIM OTHOLLEHUEM K YHEHUKaM U ACHbIM OObSACHEHWEM
mMatepuana. CeMbsi NOAAEPXKMBAET LLKOSIbHYHO YCNELLIHOCTb C MOMOLLbIO MaTe-
PVHCKOW BOBNEYEHHOCTU 1 NOOLLpeHns. Takune OeTCKne XxapakTepucTukum, Kak
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OTBETCTBEHHOCTb Y UHTEPEC, BHYTPEHHSS MOTMBALMS U KOTHUTUBHbIE CMOCO6-
HOCTW, MOAAEPXXMBAIOT ycrnellHocTs. BbiBogbl. VccrenosaHue nokasbiBaeT,
YTO Npo6neMa LUKONbHOWM (He)yCrneLuHOCTM HOCUT KOMIMJEKCHbIM XapakTep.
[ns ee peLueHnsi HEO6X0AMMa COBMECTHASs MOAAEPXKKA YHALLIMXCS CO CTOPOHBI
LLIKOMbI, y4YUTeNen 1 poguTenei, OCHoOBaHHash Ha MHOMBMAYabHOM NMOAXO4E.
KnroyeBble cioBa: LLKOMbHas (He)ycrnewHoCTb, YCrneBaeMoCTb, KOrHUTUB-
Hble CMOCOGHOCTM, MOTMBALMS, POAWTENLCKAs BOBMEYEHHOCTb, POAMTESb-
cKasi NoAAepXKa, LUKOMbHbIN KIMMAaT, yHUTENbCKUE NPaKTUKK

duHaHcupoBaHue. CTaTtbs NOAroTOBNEHa B paMKax NpoekTa NporpaMmbl yHAaMeHTaNbHbIX UC-
cneposanuii HAY BLUS «JloHruTiogHoe nccnepoBaHne HakTopoB, BAMSIOLLMX HA LUKOMbHYIO He-
ycnewHocTb» (2022—-2024 rr.). https://www.hse.ru/org/projects/834293129

BnaronapHocm. ABTOpr 6naro,qapﬂT OBYX @HOHUMHbIX peLeH3eHTOB 3a KOHCTPYKTUBHYHO 06paT—

HYIO CBA3b MpU HanncaHum ctaTbu.

JononHutenbHble AaHHble. Habopbl JaHHbIX MOXHO 3arnpocuTb Yy nepBoro aeTopa cCTaTbU

(J1.3. bputoc).

Ansa untuposanus: Bputoc, J1.9., AxmepxaHosa, [.P. (2026). BocnpusiTve LUKONbHOW (He)ycneLu-
HOCTM poauTensamu u nx getbmu. lcuxonornyeckas Hayka n obpasosaHnne, 31(4), 208-222. https://

doi.org/10.17759/pse.2026310415

Introduction

School failure/success is one of the key
topics of educational policy (Ovakimyan et
al., 2023). The challenge of improving the
quality of education includes identifying
effective means and methods for prevent-
ing and overcoming school failure (Isaev,
Kosaretsky, Mikhailova, 2018). The causes
of school failure are commonly viewed as
the responsibility of the student themselves
(Hern ndez-Ortiz, Precht, Cudina, 2021;
Vinogradov, Shatunova, 2023).

However, research conducted over the
past 10 years has highlighted the need for
a more comprehensive examination of this
issue, taking socioeconomic and motiva-
tional factors into account alongside stu-
dents’ intellectual characteristics (Hern n-
dez-Ortiz, Precht, Cudina, 2021; Costa et
al., 2024; Tebbouche, 2023; Fatykhova,
Shakirova, 2023).

School failure/success

as a multifactorial phenomenon

Contemporary theoretical approaches
emphasize that school failure/success is a
complex issue whose causes may lie not
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only within the individual student but also
in a range of other factors (Fernandez-
Mellizo, Martinez-Garcia, 2017; Costa et
al., 2024; Sitoiu, Panisoara, 2024). Hattie
(2023) identifies 12 major factors influenc-
ing educational achievement, including
student characteristics, home and family,
school and society, classroom organiza-
tion and climate, teachers, curriculum, and
deliberate teaching.

In our study, we focused on three fac-
tors — school, family, and children — be-
cause these aspects are directly related to
school failure/success and can be reflected
in the experiences of parents and children
(Costa et al., 2024). At the same time, other
factors are either indirectly incorporated in-
to the selected categories (e.g., the school
factor includes teacher practices, which
Hattie identifies as a separate category) or
fall beyond the scope of the participants’
perceptions.

School

Research shows that school climate
affects not only students’ academic out-
comes but is also associated with various
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aspects of their engagement and behav-
ior (Bochaver, Korneev, Khlomov, 2023;
Ruzek et al., 2016; Yang et al., 2022). An
organized and calm atmosphere, opportu-
nities for learning, effective use of instruc-
tional time, and a school-wide focus on
academic achievement are considered key
factors positively associated with student
success (Hattie, 2023).

Another factor is teacher practices,
including teachers’ self-efficacy and en-
thusiasm, emotional support and teacher—
student relationships, as well as teachers’
classroom management (Lazarides et al.,
2021). Teachers’ enthusiasm and self-
efficacy are highly important for students’
perceptions of teaching quality (Lazarides
et al.,, 2021). Emotionally supportive rela-
tionships characterized by trust, respectful
communication, and teacher fairness to-
ward students increase students’ intrinsic
motivation and enjoyment of learning (Ru-
zek et al., 2016). Effective classroom man-
agement by teachers has a positive effect
on students’ motivation (Kunter, Baumert,
Koller, 2007) and academic achievement
(Fauth, 2014).

Family

Given the importance of emotional well-
being and intrinsic motivation for school
success, particular attention is paid to so-
cial support, including parental support,
whose role is crucial in shaping students’
perceptions of their own school success
(Goshin, Mertsalova, 2018; Agnafors, Bar-
mark, Sydsj , 2021).

Within the family context, socioeconom-
ic status (SES) is commonly considered
one of the key factors shaping students’
academic achievement. Other factors in-
clude parental involvement, parents’ strate-
gies and attitudes toward children’s devel-
opment and upbringing, parental roles, and
related parental stress (Bochaver et al.,
2024; Savenysheva et al., 2019; Nunes et
al., 2023; Fan, 2001).

Students experiencing difficulties in their
studies report that their parents are less likely
to find time to talk with them, behave more
authoritatively, and are less willing to discuss
personal, school-related, or everyday prob-
lems with them. They also report that their
fathers show little interest in their school per-
formance, do not expect them to receive good
grades, do not praise them for their achieve-
ments, and are less likely to help them with
schoolwork (Domagata-Zysk, 2006).

Children

According to Hattie (2023), students
themselves make the greatest contribu-
tion to educational achievement: their skills
when they enter the classroom, their will-
ingness and readiness to learn, their mo-
tivation, and their interest in engaging in
the learning process. Particular attention
should be paid to students’ skills and will-
ingness to learn (motivation, self-efficacy,
and emotional state), as these factors have
a strong positive relationship with educa-
tional achievement (Ruzek et al.,, 2016).
Conversely, unwillingness to learn (bore-
dom, anger, and anxiety) is negatively as-
sociated with educational achievement.

Thus, positive emotions (e.g., enjoy-
ment) contribute to well-being, which is an
integral component of school well-being,
whereas negative emotions impair it (Ober-
meier et al., 2022). School well-being, in
turn, is closely related to intrinsic motivation
and, consequently, to positive cognitive out-
comes, such as higher academic achieve-
ment (Kleinkorres, Stang, McElvany, 2020).

Systemic perspective

As the literature review demonstrates,
school failure/success is a relatively well-
studied phenomenon. However, some
studies pay insufficient attention to family
characteristics, including parents’ attitudes
toward overcoming their child’s school fail-
ure/success and parental involvement in
their child’s education (Kosaretsky, Mert-
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salova, Senina, 2021). Our study, based
on John Hattie’s approach, considers
school failure/success from a broader per-
spective. There are also studies that exam-
ine parents’ and teachers’ perceptions of
overcoming school failure/success, while
children remain outside the scope of such
research (Ovakimyan et al., 2023). Taken
together, these approaches allow school
failure/success to be viewed as a multifac-
torial phenomenon. It is shaped through the
interaction of three components — children,
family, and school (in the present study, the
teacher is considered part of the school).
Although many studies demonstrate the
contribution of these three components to
academic failure/success, we have limited
understanding of how parents and their chil-
dren perceive these components. It is pre-
cisely the way parents and children perceive
these factors that determines how they ex-
plain the causes of school failure/success.

Importance of studying

perceptions of school

failure/success

Since school failure/success may be
perceived differently depending on partici-
pants’ experiences and degree of involve-
ment — for example, by students them-
selves and their parents — it is important
to examine not only statistical data but also
individual experiences, which are highly
relevant in this context (Ovakimyan et al.,
2023). Focusing on the subjective experi-
ences of students and their parents makes
it possible to apply a phenomenological
approach, which allows researchers to un-
derstand how participants themselves de-
scribe school failure/success in the context
of their interactions with school.

The aim of this study is to examine
parents’ and their children’s perceptions of
school failure/success and to identify the
key aspects that are meaningful to them.
To achieve this aim, the following research
questions were formulated:
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1. How do parents perceive and describe
their children’s school failure/success?

2. How do children perceive and de-
scribe their own school failure/success?

Since the aim of the study is to identify
how parents and their children perceive
school failure/success, it is important to
examine their subjective experiences and
interpret them. Therefore, a qualitative phe-
nomenological design was selected for this
study, allowing us to explore participants’
perceptions of school failure/success.

Materials and methods

Design. The study employed a qualita-
tive phenomenological design (Vagle, 2018)
involving semi-structured interviews with
parents and their children. The phenomeno-
logical approach made it possible to focus
on the lived experiences of parents and
children in the context of their perceptions of
school failure/success, based on the factors
identified by J. Hattie (Hattie, 2023).

Participants. The sample included 22
parents (mean age = 38 years) and 22 chil-
dren (9 girls). All children were fifth-grade stu-
dents attending public schools in the Nizhny
Novgorod Region. The parents and children
were selected from a sample of more than
2000 participants who took part in a longitudi-
nal study during the first wave of data collection
in 2022 (Akhmedjanova, 2025) and agreed to
participate in the second wave in 2023.

Instruments. The parent interview
guide included 23 questions covering top-
ics such as children’s adjustment to fifth
grade, school climate, health, motivation,
self-regulation, parental support for auton-
omy, and parental support practices. The
parent interviews lasted between 30 and 60
minutes and were audio-recorded.

The child interview guide covered the
same topics as the parent interviews. The
child interviews lasted between 20 and
40 minutes and were also audio-recorded.

Data collection procedure. The data
were collected as part of a longitudinal
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project investigating factors associated
with school failure/success. The study re-
ceived approval from the Ethics Committee
of HSE University. Data were collected in
autumn 2023 from students attending pub-
lic schools in urban and rural areas of the
Nizhny Novgorod Region and their parents.
The interviews were conducted by three
trained research interns. In most cases,
both mothers and children were interviewed
on the same day. In only three cases were
children interviewed on different days be-
cause they were either ill or absent.

Data collection was conducted online
at a time convenient for parents and their
children using Zoom or Yandex.Telemost.
Parents were informed about the purpose
of the study and provided informed con-
sent, while children provided verbal assent
to participate before the interviews began.

Data analysis. The data were analyzed
using thematic analysis (Braun, Clarke,
2021). First, the interview audio recordings
were transcribed using Pisec (n.d.), an audio-
to-text transcription service, and the research
interns checked the transcripts to ensure their
accuracy. The first author, a PhD student at
the Institute of Education, then coded the in-
terviews using a coding scheme developed
through a combination of inductive and de-
ductive approaches. The coding procedures
included: (1) identifying inductive codes
based on the factors identified by J. Hattie;
(2) dentifying meaningful units in the interview
transcripts; (3) coding and refining the codes;
(4) narrowing down the codes; and (5) inter-
preting and identifying meanings.

Perceptions of school failure/success
were examined across three themes:
(1) children; (2) family; and (3) school.

Results

The thematic analysis of the interviews
identified three main themes through which
parents and children described school fail-
ure/success: the child, the family, and the
school. These themes included more spe-

cific factors such as children’s academic
performance, cognitive abilities, and motiva-
tion; parental involvement and support; as
well as school climate and teacher practices.

These findings indicate that school fail-
ure/success is a multifactorial phenomenon
shaped by the interaction of child, family,
and school characteristics.

Academic performance

The analysis of the interviews showed
that, according to parents and children, one
of the main factors associated with school
success is the child’s academic perfor-
mance in individual subjects, including aca-
demic performance, the causes of failure/
success, and the child’s social environment.

Russian language was the most salient
subject, eliciting concern in cases of failure
and joy in cases of success: “He tries, he
really does. Of course, he is happy when
he gets a four in Russian; he runs up to me
and says, ‘Mom, | got a 4 (Mother 22).

Mathematics was perceived by parents
and children as both the main indicator of
success and the most difficult subject:
“The most difficult one for us is mathemat-
ics, so that’s the subject where [we have
to help]” (Mother 20).

English was described as a difficult sub-
ject for children and a source of helpless-
ness for parents. The mother of one child
who “just can’t get the hang of” English ex-
plained that she had studied German and
therefore “can’t help with pronunciation”
(Mother 12). Thus, performance in a for-
eign language may be situational and may
depend on the availability of support.

Some parents noted that children be-
come more independent with age: “In sec-
ond and third grade, she did very poorly; if
they were assigned poems, [...] she would
immediately have a tantrum: ‘| won’t learn
it, I'm scared,’ [...] now she reads it twice
and immediately recites it much better”
(Mother 6). However, this “rapid growth”
(Mother 6) contributed to overcoming ear-
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lier difficulties. Her child also emphasized
the difference between her past and pres-
ent perception of the curriculum: “...fourth
grade was more difficult, there were all
these difficult topics...” (Child 6).

The child’s environment at school and
at home has a substantial influence on aca-
demic performance: “Classmates who get
bad grades [...] hit you, make it difficult to
copy...” (Child 5). Active parental involve-
ment in learning can often compensate for
such difficulties: “Son, let's sit down and
work through it,” [...] and things got a little
better; they started to understand each
other with the teacher” (Mother 8). Such
cases demonstrate that parents can act as
mediators between teachers and children.

Comparing a child with other students,
siblings, or with their own previous perfor-
mance is an important factor in how aca-
demic success is perceived. Such compari-
sons can be a source of additional motiva-
tion: “She started doing much better in fifth
grade than in fourth...” (Mother 6). At the
same time, children may sometimes take
an undesirable example from others: “She
looks at [...] the others running poorly, [and
thinks], ‘Why should | run and try? I'll run just
like them,” [...] and, as a result, of course,
her grades get worse...” (Mother 5).

Cognitive abilities

Memory and information processing are
basic cognitive processes. When a child has
a “very good memory” (Mother 2), they can
quickly complete oral assignments and dem-
onstrate confident understanding of the sub-
ject matter. Children also described their own
abilities: “I just read it and recited it” (Child 5).

Poor memory makes it difficult to memo-
rize material quickly: “...he won’t be able to
remember itimmediately, [...] so he needs to
repeat it again” (Mother 11). Children added
that they ask the teacher to explain some-
thing again if they have not remembered it:
“...I can ask again, ‘Could you explain it?’
She explains it again” (Child 16).
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Children also differed in how they per-
ceived and processed information, for ex-
ample, through visual imagery: “...if | get
bored in class, | don’t get distracted, [...] |
imagine pictures in my head, | just listen and
remember” (Child 10). Some children de-
scribed predominantly auditory processing:
“...she learns particularly well by listening,
[...] she can retell some of the things the
teacher explained” (Mother 9). These obser-
vations demonstrate that different strategies
can help children remember information.

Successful acquisition of material may
also be related to practice, when children
consolidate their knowledge by completing
tasks: “...when they explain a topic to us,
| go to the board and try to write it down,
well, solve an example...” (Child 18).

However, not all children can easily ap-
ply theoretical knowledge in practice: “
he had difficulties with grammar in this re-
spect; he could learn the rules, but he rare-
ly knew how to apply them” (Mother 22).
Children themselves acknowledged diffi-
culties when solving problems, particularly
in understanding the wording of the tasks:
“...sometimes she doesn’t understand the
meaning, [...] sometimes the wording of
the problem isn’t completely clear...” (Child
21). These difficulties may be associated
with insufficient concentration or problems
understanding task formulations.

Some children reported being able to
find solutions independently by relying on
partial understanding of the situation and
adult support: “Well, my parents usually
help me if | have difficulties; | can, well, fig-
ure it out myself...” (Child 14). Even with
insufficient knowledge, children may use
contextual information and prior experience
to overcome learning difficulties.

Motivation

Three main themes were identified in
the section on motivation: intrinsic motiva-
tion, extrinsic motivation, and motivational
difficulties.
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Intrinsic motivation was manifested in
students’ interest, including their desire to
learn and attend school: “...when new sub-
jects started, like history and geography,
he said it was interesting, [...] he really gets
into it and understands it” (Mother 2). The
child himself also described how such in-
terest motivated him not simply to study a
subject but to explore it more deeply: “...we
had new biology lessons, and in that lesson
we looked through a microscope; | really
liked it” (Child 2). Thus, the child demon-
strated initiative and awareness in pursuing
learning goals, which may contribute to the
development of sustained intrinsic motiva-
tion and increase engagement in the edu-
cational process.

Extrinsic motivation was evident when
children studied in order to receive praise
or avoid punishment. Other motivating fac-
tors included attending extracurricular ac-
tivities: “...he really wants to go to football
practice, so he does his homework before
football” (Mother 1); receiving new things:
“If you finish the term with good grades, 'l
order whatever you need from Wildberries”
(Mother 5); spending time with family: “...
we can go somewhere together” (Mother
17); and grades: “...right now my child is fo-
cused on getting good grades” (Mother 20).
Children also expressed a desire to obtain
good school certificates and pass examina-
tions: “...if you get a three or a two, your
certificate will be different” (Child 6).

In several interviews, children’s motiva-
tion was either reduced or absent: “...and
we also have a heavy workload [...] out-
side of school...” (Mother 19). One student
confirmed that a high workload could lead
to a lack of interest in a subject, explaining
that “we have a lot to memorize in history”
(Child 2).

When a child has low academic perfor-
mance, their motivation may also decline.
However, this can be compensated for by
interest that emerges during the learning
process: “...my child is not doing very well

academically, so [...] | can’t say that she is
[...] interested in everything. If you get her
interested during the lesson, she can actu-
ally come home and immediately share her
impressions” (Mother 20).

Parental involvement and support

Parental involvement is an important
factor in school failure/success. It includes
intensive involvement, monitoring, advice,
and support for the development of inde-
pendence.

Excessive parental involvement may
create dependence: “At least Mom finds
out everything, does everything, tells you
everything, prepares everything, and so
on, so why do we need independence if
everything is done for me?” (Mother 2).
Children confirmed this dependence: “How
do you do your biology retellings? — Mom,
too; Mom reminds me” (Child 20).

Some parents supported the develop-
ment of independence followed by parental
monitoring. They initially taught the child
how to complete a task and then expected
the child to do it independently: “...1 tell her,
‘I'll show you, and then you do it yourself,
[...] I show her, explain, and tell her how
it's better to do it...” (Mother 5). Thus, par-
ents teach children how to complete par-
ticular tasks and then monitor and check
their work: “No, he does it himself; we just
check” (Mother 14). Children themselves
recognized the presence of such monitor-
ing: “Does Mom keep track of what you
have been assigned and how you did it?
— Yes, yes, she does” (Child 22). This ap-
proach may contribute to the development
of confidence and help children solve prob-
lems independently, fostering autonomy
and responsibility for their learning.

Parental support was manifested
through goals and expectations, emotional
support, joint activities, and concern for
health. High expectations fostered a sense
of responsibility: “...‘Why are you scolding
me for getting a four?” — ‘I'm not scolding
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you; | just know you can do more. Why
don’t you want to?”” (Mother 2).

Emotional support reduced anxiety and
motivated children: “...I always tell him that
| believe in him, [...] that he can handle
it, even if there is some kind of problem”
(Mother 3). For children, such support
was important: “...when | talk about what’'s
bothering me, | feel kind of better, because
Mom says, ‘It’'s okay, you can fix it; then go
talk to your math teacher” (Child 9). Thus,
emotional support helps children overcome
anxiety and maintain confidence while also
directing their efforts toward further goals.

Working together involved jointly search-
ing for solutions to problems, which helped
children cope with academic tasks more
quickly and reduced stress: “...we try to
find a solution together, [...] to correct each
other so we don’t argue...” (Mother 12).
This also extended to completing home-
work: “...if we’re going somewhere, [...] we
recite a poem [...] or sing the songs they
were assigned, the whole family” (Mother
19). Children likewise confirmed that such
interaction positively affected their school
success: “...were there any assignments
that were difficult to complete? — Uh-
huh. — And what did you do in that case?
— | asked my mom” (Child 17).

Concern for children’s health supported
motivation and helped them recover from
academic demands: “We put the home-
work aside and let the child rest, [...] my
child’s health is my number one priority”
(Mother 3). Children noted that parental
care helped them feel better during the
learning process: “When people take care
of me? That's the best thing” (Child 13).

School climate

School climate was associated with
school failure/success through interper-
sonal relationships, interactions with teach-
ers, emotional support, and adaptation to
the class following the transition to second-
ary school. Friendly relationships and peer
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support contributed to engagement and
motivation, whereas conflicts and pressure
from teachers could cause stress.

Parents noted that when the class was
friendly, children interacted with everyone:
“...the class is friendly, everyone is together,
and he interacts with everyone...” (Mother
1). Such relationships could help children
deal with schoolwork: “...they call him, ask
how to do the homework, and just talk...”
(Mother 2). For children, friendly relation-
ships created a comfortable environment for
learning: “...we are friends with our class-
mates, we talk, and we help each other if we
don’t understand something” (Child 2).

Despite the friendly atmosphere in the
class, conflicts sometimes occurred. How-
ever, parents noted that these conflicts
“never turn into anything more serious, [...]
they try to apologize right away” (Mother
10). Children confirmed that serious con-
flicts were rare and that they generally re-
solved minor disagreements themselves:
“We just talk and resolve the issue with
words” (Child 17). Thus, children learn
to manage conflicts independently, while
adults become involved in more complex
situations to maintain a safe atmosphere.

During the process of adapting to the
class, friendly relationships and teacher
support were important. Parents noted that
a cohesive group and a friendly atmosphere
created the necessary conditions for ad-
justment: “...that’s why they have such a
friendly, close-knit group, and therefore the
adjustment is going quite smoothly” (Moth-
er 18). Children emphasized that communi-
cation with classmates and having friends
played a key role: “...what helped you
adapt easily to fifth grade? — Communicat-
ing with my classmates” (Child 1).

Teacher practices

Teacher support and assistance were
among the key teacher practices contribut-
ing to school success. Parents described
teachers as taking on a role not only as ed-
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ucators but also as a “classroom mother”:
“...she acts like a class mom, [...] if there
are any problems — come to me, write, call,
tell me, and we’ll solve everything” (Mother
10). This created a sense of security for
parents, who felt confident that their child
would not be left alone with their problems.

Parents considered an individualized ap-
proach important because “...some children
[...] are capable, and each child needs their
own approach” (Mother 3). In their view,
such an approach could motivate children
more strongly. Children emphasized the im-
portance of individualized support because
it led to more effective learning: “...1 ask if |
can improve it to a five, and they let me — |
sometimes do it during the lesson” (Child 10).

Parents noted that teacher feedback
increased the significance of lessons for
children: “...even with mathematics — he
is interested in a new topic, he understood
it well, especially if the teacher acknowl-
edged him in some way; he talks about
it” (Mother 13). In cases of academic dif-
ficulties, praise and encouragement helped
motivate students: “English — the teacher
praises them, [...] the children improved,
they all caught up” (Mother 3). For chil-
dren, the connection between praise and
academic performance was quite direct:
“And why do you only want to get excellent
grades? — The teachers are happy and
praise me...” (Child 6).

Strict discipline at school could com-
plicate the learning process and reduce
school motivation: “...they just can’t find
common ground with her, [...] she has
these assumptions that the child doesn’t
study by himself, that we do his homework
for him...” (Mother 4). Another mother re-
ported that a teacher openly stated: “...
your child will not pass the exams” (Mother
11). Such attitudes may demotivate chil-
dren and increase parental stress.

Children perceived such attitudes nega-
tively, which also affected their school suc-
cess: “...why is it that what comes easily

to you is easy, while what is difficult is dif-
ficult? Is it somehow related to your prefer-
ences? — Yes, because we have so much
to memorize in history” (Child 2). Rigid
practices may reduce children’s learning
motivation and contribute to negative atti-
tudes toward education.

However, teacher collaboration with
parents could have a positive effect on chil-
dren’s school success. Parents noted that
teachers actively maintained communica-
tion with them: “...I think that the teachers
[...] — any dialogue, we come in, talk, and
the problem gets resolved...” (Mother 3).
Such communication allowed parents to
remain informed about the situation and
involved in their child’s learning process,
helping to create a more supportive envi-
ronment for school success.

In addition to teachers’ interpersonal
skills, their competence and professional-
ism played an important role. Parents noted
that stronger teachers laid the foundation for
learning: “...while she is teaching you math-
ematics and geometry, you have to pay at-
tention, remember, and listen to what she
says, [...] she simply won’t start a new topic
until she has drilled this one into them...”
(Mother 5). This enabled children to acquire
structured knowledge, feel supported, and
develop academically. Children themselves
confirmed this: “[l like] sitting in lessons be-
cause teachers give us new knowledge; you
learn something new...” (Child 1).

Discussion

This study examined how parents and
their children perceive school failure/suc-
cess. The interview findings demonstrated
the multifaceted nature of school failure/
success and highlighted the role of three
factors — students, family, and school —
which is consistent with John Hattie’s multi-
factorial approach (Hattie, 2023).

The findings indicate that these percep-
tions include both factors that parents and
children can influence, such as children’s
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academic performance and cognitive
abilities, and factors over which they have
less control, such as school climate and
parental involvement. The importance of
children’s academic performance and cog-
nitive abilities may stem from what these
factors signal to parents and children: the
extent to which students are able to cope
with the curriculum and the role of their own
abilities in this process. Moreover, cognitive
abilities and grades are factors that children
and parents can influence and for which
they can observe tangible outcomes — for
example, when they work through mathe-
matics problems with a parent or begin tak-
ing additional English lessons. In contrast,
school climate and parental involvement
may be shaped by external circumstances
(Ruzek et al., 2016; Savenysheva et al.,
2019) that neither parents nor children can
readily influence. For example, one mother
reported that she had to work extensively,
which limited her ability to be involved in
her child’s school life.

Our findings help to further specify how
factors associated with school failure/suc-
cess are perceived. Participants confirmed
the importance of child-related factors, par-
ticularly cognitive abilities and motivation, as
key factors associated with school failure/
success. This finding is consistent with Hat-
tie’s conclusions (Hattie, 2023) and those of
other researchers (Costa et al., 2024).

However, the findings also revealed
different ways and strategies of learning
among children, including visual and audi-
tory processing and independent practice.
This helps to further elaborate on parents’
and children’s perceptions of students’ cog-
nitive abilities and their relationship to school
failure/success. In addition, the study identi-
fied the importance of external factors, such
as strict teacher requirements, changes in
the curriculum, school absences, and adap-
tation to a new class. Children confirmed the
significance of these factors through their
own experiences: friendly relationships and
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peer support contributed to school success,
whereas low expectations or a lack of trust
from teachers could reduce motivation and
confidence (Hattie, 2023).

The findings also confirm the impor-
tance of parental involvement, including
advice, monitoring, and emotional support,
which is consistent with previous research
(Fan, 2001; Savenysheva et al., 2019). At
the same time, excessive parental assis-
tance may foster dependence and slow the
development of children’s independence.
An important contribution of the present
study is the identification of the role of joint
parent—child work, or “working as a team,”
which contributes not only to successful
completion of academic tasks but also to
reduced anxiety. Children confirmed the
importance of such collaboration, noting
that completing tasks together helps them
better understand the material and cope
with difficulties.

Adaptation to secondary school and to a
new class emerged as an independent fac-
tor influencing students’ academic achieve-
ment and emotional well-being. This find-
ing is consistent with Ruzek et al. (2016),
who highlighted the relationship between
school climate, academic achievement,
and student engagement. Hattie (2023)
also emphasizes the importance of a calm
atmosphere and opportunities for success-
ful learning. Our findings further specify this
relationship by showing that collaboration
between parents and teachers provides
additional support for children and contrib-
utes to their school success.

Previous studies have also highlighted
teacher practices, including emotional sup-
port, teacher—student relationships, and
classroom management, as factors con-
tributing to school success (Hattie, 2023).
The present findings extend this multifacto-
rial perspective on school failure/success
and emphasize the importance of interac-
tions among school-, family-, and student-
related factors.
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Overall, parents’ and children’s percep-
tions of school failure/success constitute a
complex phenomenon in which factors that
can be influenced interact with factors that
are more difficult to influence. Our findings
highlight the need for a systemic approach
to supporting students that takes into ac-
count individual child characteristics, ef-
fective collaboration with teachers, and
informed parental involvement.

Because the findings are based on the
subjective perceptions of parents and chil-
dren from the Nizhny Novgorod Region, fu-
ture research should collect questionnaire
data both in the Nizhny Novgorod Region
and in other regions to further assess per-
ceptions of school failure/success. It would
also be valuable to compare parents’ and
children’s responses and to complement
qualitative data with children’s performance
on standardized tests.

Conclusions

This study examined how parents and
their children perceive school failure/suc-
cess, making it possible to identify the
multifaceted nature of this phenomenon.
School failure/success comprises three
main components: the student, the family,
and the school.

Children are a key component of school
success through their cognitive abilities,
motivation, self-regulation skills, and ways
of processing and acquiring information.
Intrinsic motivation, initiative, and the use
of different learning strategies contribute to
more effective learning, whereas reduced
interest and a high workload can negatively
affect academic performance.

The family supports children through
parental involvement and support. Teach-
ing and guidance, emotional support, work-
ing as a team, and concern for children’s
health can contribute to school success.
However, excessive monitoring and as-
sistance may hinder the development of
children’s independence.

School climate and teacher practices
are associated with school failure/success.
A friendly and supportive atmosphere at
school and in the classroom contributes to
children’s engagement and motivation. An
individualized approach and teacher feed-
back can strengthen this effect. In contrast,
strict and unfair demands may negatively
affect school success.

Overall, perceptions of school failure/
success are multifactorial, which is con-
sistent with findings from international
research. Our findings help describe the
specific features of this phenomenon in
the Russian educational context based on
the subjective experiences of parents and
children.

The findings emphasize the importance
of a systemic approach to supporting stu-
dents that takes into account individual
child characteristics, effective collabora-
tion with teachers, and informed parental
involvement.

Limitations. This study has several
limitations. The sample included only stu-
dents from the Nizhny Novgorod region,
which limits the generalizability of the find-
ings to other regions of the Russian Fed-
eration; therefore, the results should be
considered preliminary and require con-
firmation using larger and more diverse
samples and quantitative methods. The
participation of only mothers in the inter-
views does not allow for consideration of
fathers’ perspectives on school success
or underachievement. As data collection
was conducted online and, in most cases,
mothers and children were interviewed on
the same day, the influence of participants’
responses on one another cannot be ruled
out. In addition, responses may have been
affected by social desirability bias. Finally,
the data rely on subjective perceptions
and do not include direct observation of
the learning process, which limits verifica-
tion of the actual educational context.
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