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Abstract

Primary pupils’ attitudes toward schooling and academic achievement are influenced by multiple
interrelated factors that extend beyond individual ability. This narrative review examines the
combined influence of school, home, and cognitive factors on pupils’ educational experiences and
outcomes. Empirical and theoretical literature indicates that school-based variables, such as peer
relationships, friendship networks, classroom climate, teacher disposition, and emotional support,
significantly shape pupils’ motivation, engagement, and achievement. Home-related factors,
including parental involvement, educational expectations, learning resources, and family support,
contribute substantially to academic success by fostering positive learning habits and self-
regulation. Cognitive factors, particularly attention, memory, language processing, executive
functioning, and metacognitive skills, further influence pupils’ capacity to benefit from
instructional opportunities. The review also highlights the importance of targeted cognitive
interventions for learners with special educational needs, including auditory processing difficulties
and executive functioning challenges. Findings suggest that academic achievement and attitudes
toward schooling emerge from the interaction of supportive school environments, active family
engagement, and responsive cognitive support systems. The paper argues that educational success
is best understood through a multidimensional framework that recognises the interconnected roles
of teachers, parents, peers, and learner characteristics. Implications are discussed for educational
policy, teacher preparation, inclusive practice, and future research aimed at improving learning
outcomes and promoting lifelong educational engagement among primary school pupils.

Keywords: Academic achievement; Attitude toward schooling; Cognitive factors; Parental
engagement; Primary education; School climate; Teacher disposition; Inclusive education
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Introduction

Primary education lays the foundation for later learning, social
participation, and future productivity. At this stage, children begin to
form lasting perceptions about school, teachers, classmates, and their
own academic ability. These perceptions gradually develop into

attitudes toward schooling, which may be positive, neutral, or negative.

Positive attitudes are often expressed through regular attendance,
enthusiasm for classroom activities, persistence in difficult tasks, and
willingness to participate in learning. Negative attitudes, by contrast,
may appear in the form of anxiety, avoidance, disinterest, or low
commitment to schoolwork. Because attitudes influence how pupils
respond to learning opportunities, they are frequently associated with
academic achievement (Lee, 2016; Mo¢ et al., 2009; Amosun, 2012).

The relationship between attitude and achievement, however, is neither
simple nor linear. Academic performance does not depend solely on
intelligence or effort, just as positive feelings about school do not
automatically guarantee high achievement. Children’s educational
outcomes are shaped by multiple, interacting influences operating
within the school, the home, and the learner. A pupil with strong
motivation may struggle in a poorly resourced school, while another
child may thrive because of effective teaching and parental support.
Similarly, learners with cognitive challenges may perform well when
instruction is tailored to their needs. Understanding pupils’ attitudes
and achievement, therefore, requires a multidimensional perspective
rather than a narrow explanation based on one factor alone (Dugasa &
Arero, 2025; Amosun, 2012).

School factors are among the most immediate influences on children’s
academic experiences. The school is not only a place where curriculum
content is delivered; it is also a social environment where pupils
interpret expectations, relationships, and opportunities. Teacher
attitudes, instructional quality, classroom climate, school leadership,
peer interaction, and access to extracurricular resources all contribute
to pupils’ engagement and performance. Evidence suggests that
positive teacher confidence and supportive attitudes are linked with
stronger pupil achievement, especially in foundational subjects such as
mathematics (Hamdan et al., 2021). Likewise, teacher expectations
and interactions can shape pupils’ beliefs about their own competence
and willingness to persist in academic tasks (Strakova et al., 2018,
Amosun 2014). A welcoming school climate also strengthens a sense
of belonging, which has been associated with improved motivation and
learning outcomes among school-age learners (Palikara et al., 2025).
Nigerian evidence further indicates that school-based sociometric
variables significantly predict pupils’ attitudes toward schooling and
their achievement outcomes (Amosun, 2013, Amosun, 2012).

Home influences are equally powerful because the family provides the
earliest environment for learning and social development. Before
children enter formal schooling, they are already exposed to parental
beliefs, language practices, routines, and expectations that shape
readiness for education. Parents who provide emotional support,
monitor homework, encourage reading, and maintain consistent
routines often foster stronger academic habits. Studies have shown that
children’s perceptions of parental attitudes are related to school
achievement, indicating that support within the home can affect both
confidence and performance (Tikhomirova & Malykh, 2021).
Comparative evidence also demonstrates that home learning
environments, including access to educational materials and structured

study habits, contribute meaningfully to academic success (Paik, 2008).
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In addition, parental education has been found to influence children’s
attitudes toward school, with notable effects across gender lines in
some contexts (Polovina, 2009). Recent qualitative evidence also
indicates that active parental engagement improves educational
outcomes among young pupils (Olalowo et al., 2024).

Cognitive factors form a third domain that cannot be overlooked.
Pupils differ in attention, memory, reasoning ability, language
development, and processing speed, and these differences affect how
they engage with classroom tasks. Cognitive development itself is
shaped by a combination of biological, social, and environmental
influences. Household conditions, nutrition, maternal education, and
access to educational resources have all been identified as predictors
of children’s performance in literacy and numeracy. Multilevel
evidence from child development studies indicates that both family
and school conditions contribute significantly to cognitive
achievement during the primary years (Dugasa & Arero, 2025). Local
studies on teacher-child interaction among pre-primary learners also
suggest that supportive classroom relationships are linked with
stronger cognitive development outcomes (Ikie et al., 2022). These
findings suggest that cognitive ability should be understood as
developing within contexts rather than as a fixed individual trait.

This paper, therefore, reviews how school, home, and cognitive factors
jointly shape primary pupils’ attitudes toward schooling and academic
achievement. By bringing these domains together, the chapter argues
that educational success is best understood as the product of
interactions between learners and their environments. Such an
integrated perspective is essential for teachers, parents, and
policymakers who seek to create supportive conditions in which every
child can succeed.

School-Based Socio-Metric Factors and

Gender

This section examines how peer relationships, friendship networks,
classroom climate, and gendered social experiences shape primary
pupils’ attitudes toward schooling and academic achievement, while
highlighting practical strategies schools can use to promote inclusion,
belonging, and stronger learning outcomes.

Peer Relations, Friendship Networks, and Classroom Climate
Children’s attitudes toward schooling are strongly influenced by the
quality of their daily social experiences within the classroom. Schools
are communities in which pupils seek acceptance, build friendships,
compare themselves with others, and interpret whether they are valued
members of the group. These experiences shape motivation,
participation, persistence, and willingness to engage in academic tasks.
Sociometric factors therefore refer to the social positions pupils
occupy among peers, including acceptance, rejection, popularity,
isolation, and friendship connections. Such patterns matter because
pupils who feel socially connected often approach school with
enthusiasm, whereas those who experience exclusion may gradually
develop resistance toward academic engagement (Garrote et al., 2023;
Amosun, 2012).

Peer acceptance can function as an emotional and academic resource.
When classmates welcome a child into group work, games, and
everyday interactions, the pupil is more likely to contribute ideas, ask
questions, and remain confident when tasks become difficult.
Acceptance lowers the fear of embarrassment that sometimes
discourages participation. It also creates a sense of safety that supports
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concentration and persistence. In contrast, rejection may generate
avoidance behaviours, inattentiveness, absenteeism, or reluctance to
participate publicly. Research from elementary settings has linked low
peer status with higher levels of behavioural and emotional concerns,
suggesting that academic and psychosocial outcomes are deeply
intertwined rather than separate domains (Pifieiro-Dosil et al., 2026).

Friendship networks are equally influential because they provide
sustained opportunities for support and identity formation. Close
friends can encourage attendance, share positive academic norms, and
model constructive behaviour. Through these relationships, pupils
learn cooperation, trust, conflict resolution, and shared responsibility.
Friendship groups also become channels through which attitudes
toward teachers, school rules, and learning tasks are transmitted.
Research shows that children frequently select same-gender friends
and maintain those ties with relative stability across time (Garrote et
al., 2023, Amosun, 2017). While this pattern is developmentally
common, schools should ensure that it does not restrict wider
collaboration or reinforce unnecessary social boundaries.
Opportunities to interact with diverse peers can broaden empathy,
strengthen communication skills, and encourage inclusive attitudes
toward classmates with different abilities or backgrounds.

The broader classroom climate determines whether peer relationships
become supportive or harmful. A respectful and well-managed
classroom  encourages cooperation, kindness, and mutual
responsibility. In such settings, popularity is less likely to be used as a

tool for exclusion because norms of fairness are consistently reinforced.

Teachers play a decisive role by structuring group tasks, modelling
respect, and responding promptly when teasing, intimidation, or
bullying emerges. Where classrooms are disorderly, emotionally
unsafe, or excessively competitive, social hierarchies may intensify
and vulnerable pupils can become marginalised. Academic status
norms also matter, as pupils may gravitate toward peers with similar
achievement levels, especially when performance strongly shapes
classmates’ reputations (Laninga-Wijnen et al., 2019).

These realities suggest that social adjustment should be considered part
of educational quality. A child who is academically capable may still
underperform if classroom relationships create anxiety or alienation.
Likewise, positive peer networks can sustain motivation even when
academic work is demanding. For this reason, schools need systems
that monitor not only test scores but also belonging, participation, and
peer inclusion.

Gender Differences and Implications for Educational Practice
Gender adds further complexity to sociometric processes because boys
and girls may differ in how they express friendship, conflict, and
responses to exclusion. These differences are shaped by developmental
patterns, family expectations, peer culture, and broader social norms
rather than biology alone. Some evidence suggests that girls are more
likely to identify disliked peers, whereas boys may react more visibly
to antagonistic peer encounters (Mella-Defranchi & Araya, 2025).
Such tendencies can influence school attitudes in different ways.
Relational tensions may quietly erode confidence among some pupils,
while direct peer conflict may trigger behavioural disengagement
among others. Gender should therefore be treated as an interacting
factor rather than a rigid determinant of achievement.

Motivation may also be shaped differently across gendered peer
contexts. In some classrooms, boys may experience pressure to display
toughness or indifference toward academic effort, especially where
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achievement is viewed as socially risky. Girls, on the other hand, may
experience subtle exclusion linked to appearance, friendship loyalty,
or social competition. These patterns are not universal, but they show
how peer culture can shape how children relate to school. Educational
responses should therefore avoid stereotypes while remaining sensitive
to the distinct pressures pupils may encounter.

Local evidence reinforces the significance of these issues in Nigerian
primary schools. Amosun (2012) reported that school-based
sociometric variables and gender significantly predicted pupils’
attitudes toward schooling and academic achievement. This finding is
important because it shifts attention beyond curriculum delivery to the
lived social realities of pupils. It suggests that learners’ academic
outcomes are partly determined by whether they feel accepted,
supported, and socially secure within the school environment.
Improvement strategies that ignore peer ecology may therefore miss
an important source of learner motivation and adjustment.

The practical implications for educators are substantial. Schools can
strengthen attitudes and achievement through deliberate inclusion
practices such as cooperative learning, peer buddy systems, rotating
group membership, structured play activities, and social skills
instruction. Restorative approaches to conflict can help pupils repair
relationships rather than deepen divisions. Teachers who monitor
participation patterns are better positioned to notice isolation early and
create opportunities for connection. Seating plans, mixed-ability
grouping, and guided peer collaboration can also reduce exclusion
while promoting academic engagement.

Teacher preparation programmes should equip educators to understand
sociometric dynamics and gender-sensitive practice. Many academic
difficulties presented as laziness, indiscipline, or low ability may partly
reflect hidden social struggles. Training in classroom observation,
inclusive management, conflict mediation, and emotional literacy can
help teachers respond more effectively. When peer structures are
intentionally shaped and all pupils are given opportunities to belong,
both attitudes toward schooling and academic outcomes are more
likely to improve (Amosun, 2013).

Teacher Disposition Toward Children’s
Emotional Wellbeing

This section discusses how teachers’ emotional responsiveness,

relational practices, and professional attitudes shape children’s
wellbeing, engagement, and long-term learning, while outlining the
institutional supports needed to sustain emotionally healthy
classrooms.

Emotional Responsiveness and Teacher—Child Relationships
Emotional wellbeing is foundational to successful learning because
children learn best when they feel secure, understood, and supported.
In the early years of schooling, teachers frequently become the adults
who observe children most consistently outside the family. Their
responses to distress, frustration, excitement, and social conflict can
influence how children understand themselves and how they relate to
school. Teacher disposition toward emotional wellbeing therefore
involves the readiness to notice emotional cues, respond with care, and
create classroom environments where children can thrive socially and
academically.

Educators often serve as immediate support figures when children
struggle emotionally. A child who arrives anxious, becomes frustrated
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during tasks, or experiences peer conflict may not require formal
intervention at first, but does need sensitive adult guidance. Teachers
who respond calmly and respectfully help children regain regulation
and return to learning. Such everyday interactions accumulate over
time, shaping pupils’ sense of trust in school. When learners repeatedly
encounter dismissal, ridicule, or harshness, they may begin to associate
schooling with threat rather than growth. Emotional responsiveness is
therefore central to effective teaching practice (Temple & Emmett,
2013; Blewitt et al., 2021).

Supportive teacher-child relationships strengthen engagement and
persistence. Children who feel known and respected are generally
more willing to take on unfamiliar tasks, accept correction, and
persevere through challenge. Positive relational experiences encourage
help-seeking behaviours because pupils believe mistakes will be met
with guidance rather than punishment. This is especially important in
the pre-primary and lower primary years, when confidence and self-
regulation are still developing rapidly. Strong relationships can
therefore protect learning even when children face external stressors,
family instability, or developmental vulnerabilities.

The emotional climate established by teachers also influences peer
interactions. Classrooms led by warm and consistent adults tend to
display higher levels of cooperation, empathy, and respectful
communication. Children often imitate the relational tone modelled by
teachers. When adults handle disagreement constructively, pupils learn
healthier ways of managing their own conflicts. By contrast,
emotionally tense classrooms may normalise impatience, hostility, or
withdrawal. Teacher disposition therefore affects not only individual
teacher-child relationships but also the broader social atmosphere in
which learning occurs.

Evidence from Oyo State highlights the local relevance of this issue.
Amosun (2019) found that early childhood educators’ awareness of
and disposition to children’s emotional wellbeing were closely
connected to orientations that support lifelong learning. This suggests
that emotional care in the classroom is not only about immediate
comfort; it also helps build enduring dispositions such as curiosity,
resilience, cooperation, and confidence. Children who experience
emotionally supportive teaching are more likely to view learning as
meaningful and manageable across future stages of education.

Emotional Pedagogy, Lifelong Learning, and Systemic Support
Emotion-focused teaching strategies translate positive disposition into
visible classroom practice. Teachers can name emotions, model calm
coping, teach turn-taking, guide problem solving, and acknowledge
effort during setbacks. They may also use stories, role play, visual
prompts, breathing routines, or reflective conversations to help
children understand feelings and regulate behaviour. These practices
help learners recognise emotions without being overwhelmed by them.
Research indicates that when educators intentionally support
emotional competence, classrooms tend to become warmer and more
productive spaces for learning (Meldrum et al., 2026; Arace et al.,
2021). Emotional instruction is therefore not separate from academic
work; it strengthens the conditions under which academic learning
occurs.

The long-term significance of emotional support lies in its connection
with lifelong learning habits. Persistence, adaptability, self-control,
and willingness to embrace challenge are cultivated through repeated
supportive experiences. Children who learn that difficulties can be
managed are less likely to withdraw when tasks become demanding.
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They develop confidence in their ability to improve through practice,
a mindset associated with later achievement and continued learning
engagement (Bagdi & Vacca, 2005; Brandisauskiene et al., 2021).
Pupils who experience encouragement in the early years are also more
likely to approach new learning contexts with optimism rather than
fear.

Teacher disposition is equally important for inclusive education.
Learners with disabilities, behavioural differences, language delays, or
trauma histories may require additional patience and differentiated
support. An emotionally responsive teacher is more likely to interpret
challenging behaviour as communication rather than defiance and to
respond with guidance rather than exclusion. Such an approach
promotes dignity, belonging, and participation for pupils who might
otherwise be marginalised. Emotional wellbeing is therefore closely
tied to educational equity.

However, positive disposition alone is insufficient without systemic
support. Heavy workloads, overcrowded classrooms, limited training,
and teacher stress can reduce the consistency of emotional care.
Educators who are exhausted or unsupported may struggle to remain
patient even when they value children’s wellbeing. Organisational
culture also matters; schools that prioritise test scores alone may
unintentionally discourage relationship-based teaching. Sustainable
emotional support requires environments in which teachers themselves
feel respected and resourced.

Schools should therefore invest in professional development,
mentoring, wellbeing supports, and policies that value relationships as
much as measurable attainment. Training in social-emotional learning,
classroom mental health, trauma-informed practice, and family
collaboration can strengthen teacher confidence. Peer mentoring and
collegial support systems can reduce professional isolation, while
manageable workloads create more space for responsive interactions.
Leadership teams also need to model empathy and recognise emotional
care as legitimate educational work.

When teachers are enabled to sustain emotionally responsive practice,
children gain stronger foundations for present success and future
learning. Emotional well-being should not be treated as an optional
extra or secondary outcome. It is a core condition that enables
academic progress, social competence, and lifelong learning.

Parental Engagement in Early Grade Learning

Parental engagement is one of the most consistent influences on
children’s success during the early years of schooling. Before children
become independent learners, families shape routines, language
exposure, attitudes toward education, and readiness for formal
instruction. Once schooling begins, the continuity between home and
school becomes especially important. Children benefit when parents
understand classroom expectations, communicate with teachers, and
reinforce learning beyond school hours. Early grade learners,
particularly those under the age of eight, depend heavily on adult
guidance; therefore, strong parent-school collaboration can improve
attendance, motivation, behaviour, and academic progress (Ma et al.,
2016; Daniel et al., 2016).

Teacher perceptions strongly influence the quality of collaboration
with families. Where teachers view parents as partners,
communication tends to be more respectful, proactive, and solution-
oriented. Families are more likely to share concerns, seek guidance,
and participate in school activities. However, when parents are seen
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merely as recipients of information or as responsible only for discipline,
partnerships often remain weak. Studies on parental engagement show
that educators sometimes emphasise attendance at meetings or school
events while underestimating the value of home-based support such as
reading with children, discussing school experiences, or establishing
study routines (Jones & Palikara, 2023a, 2023b). Effective
engagement, therefore, requires broader understandings of how
families contribute to learning.

For pupils under eight years, home-based engagement is particularly
powerful because foundational literacy, numeracy, language, and self-
regulation are still emerging. Parents who read stories, count objects
during daily routines, encourage curiosity, and model persistence
create rich learning opportunities that extend classroom teaching. Even
brief but regular interactions can strengthen vocabulary growth and
early reasoning. Longitudinal evidence suggests that early parent
involvement contributes indirectly to later achievement through
improvements in self-regulated learning, indicating that children not
only gain knowledge but also learn how to manage attention, effort,
and behaviour (Daniel et al., 2016).

Local evidence also supports the value of parental participation.
Olalowo, Olarogba, and Amosun (2024) reported that teachers
perceived parent engagement as beneficial for improved schooling
outcomes among young pupils. This is significant because teachers
directly observe the day-to-day consequences of home support in
attendance patterns, homework completion, emotional readiness, and
responsiveness to instruction. Where parents maintain interest in
schooling, children are often more confident and more likely to treat
education as meaningful. Such findings reinforce the idea that early
learning outcomes are co-produced by schools and families rather than
delivered solely by schools.

Despite its importance, collaboration is often constrained by practical
and structural barriers. Work schedules, transport difficulties, financial
pressures, language differences, and prior negative experiences with
schooling can reduce parental participation. Some families wish to
support their children but are uncertain how to do so in ways that align
with classroom practice. Others may feel unwelcome if schools limit
communication to complaints or formal notices. Research from diverse
settings shows that so-called hard-to-reach families are often not
disengaged by choice; rather, institutional practices may fail to
recognise their realities and strengths (Watt, 2016; Somo & Msezane,
2026).

Schools can strengthen engagement through flexible and culturally
responsive strategies. Two-way communication platforms, parent
workshops, home-learning guides, regular positive feedback, and
inclusive school events can help families participate meaningfully.
Teachers also benefit from training that builds confidence in working
with diverse households. When schools honour family knowledge and
adapt communication methods, parents are more likely to sustain
involvement. Strong parental engagement in the early grades, therefore,
represents both an educational and equity strategy, especially for
children who need consistent support across settings.

Cognitive Interventions for Learners with Special Needs

Learners with special needs often require instructional approaches that
move beyond standard classroom routines. Many experience barriers
related to attention, memory, language processing, executive
functioning, or sensory integration. Cognitive interventions are
designed to strengthen the mental processes that underlie learning,
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enabling pupils to access instruction more effectively. Rather than
assuming low performance reflects a lack of ability, such interventions
recognise that learners may need explicit strategies, environmental
support, and repeated guided practice to succeed. This perspective is
especially important in inclusive settings where diverse cognitive
profiles are present.

One area of concern is auditory processing disorder (APD), in which
learners may hear sounds adequately but struggle to interpret or
organise auditory information efficiently. These difficulties become
especially visible in noisy environments such as busy classrooms. The
challenge is often described as the cocktail party effect, the ability to
focus on relevant speech while filtering out competing background
sounds. Pupils with APD may miss instructions, misinterpret spoken
language, or fatigue quickly during listening tasks. Without support,
these difficulties can affect literacy development, classroom
participation, and social communication (Bamiou et al., 2006; Bigras
et al., 2024).

An intervention for auditory processing difficulties typically combines
environmental adaptation, assistive technology, and targeted training.
Teachers can reduce background noise, use clear instructions, repeat
key information, and supplement oral directions with visual cues.
Seating arrangements that place learners close to the teacher may also
improve access to speech. Personal remote microphone systems and
related hearing technologies have consistently improved speech
perception in challenging listening conditions (Crum et al., 2024).
These strategies demonstrate that changing the environment can be as
important as changing the learner.

Another promising approach is the think-aloud strategy, a
metacognitive intervention that makes thinking processes visible.
During think-aloud instruction, teachers verbalise how they plan,
monitor, question, and evaluate while solving tasks. Learners are then
guided to use similar self-talk independently. This approach helps
pupils understand that successful learning involves strategies rather
than guessing or passive reception. Think-aloud is particularly useful
for reading comprehension, mathematics problem solving, listening
tasks, and self-monitoring because it teaches learners how to organise
their cognition step by step (Shams et al., 2025).

For pupils with attention difficulties, autism spectrum conditions,
learning disabilities, or executive function weaknesses, metacognitive
supports can improve task persistence and independence. When
learners are taught to pause, plan, check progress, and revise responses,
they become more active participants in learning. Studies involving
paediatric populations indicate that interventions targeting attention
and executive functioning can also strengthen metacognitive
awareness and self-regulation (Macoun et al., 2020). Similar work with
learners who require specialised support shows that dynamic self-
regulation models can improve structured problem-solving in
academic tasks (Tzohar-Rozen & Mark-Zigdon, 2020).

Local scholarship also illustrates the relevance of strategy-based
intervention. Adewunmi, Olusanya, Amosun, and Osisanya (2022)
found that the think-aloud strategy was effective on the cocktail party
effect among pupils with auditory processing disorders. This is notable
because it links a metacognitive method with a specific listening
challenge often experienced in classrooms. The finding suggests that
learners can be taught compensatory thinking routines that improve
selective attention and processing in noisy settings. It also highlights
the value of contextually grounded evidence for inclusive practice.
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Effective cognitive intervention should therefore be individualised,
evidence-informed, and embedded within everyday teaching. Learners
benefit most when teachers combine explicit strategy instruction with
accessible environments, formative monitoring, and opportunities for
practice across subjects (Amosun & John, 2023). Such approaches not
only improve immediate performance but also promote autonomy,
confidence, and long-term participation in learning.

Integrative Discussion

The evidence across this paper shows that pupils’ attitudes and
achievement are shaped by interacting systems rather than isolated
variables. School relationships, family engagement, and cognitive
supports operate together to influence readiness to learn, persistence,
and academic outcomes. A child who receives strong parental
encouragement may still struggle in a hostile classroom climate, while
excellent teaching may be undermined when learning difficulties
remain unidentified. Conversely, when supportive homes, responsive
schools, and appropriate interventions align, children are more likely
to flourish. This interactional view is essential for understanding why
similar pupils may achieve differently across contexts.

Policy implications follow directly from this perspective. Education
systems should move beyond narrow achievement agendas and invest
in whole-child frameworks that integrate academic, social, and
emotional development. Policies should support family-school
partnerships, early identification of learning needs, inclusive
classroom practices, and access to specialist services where necessary.
Resource allocation must also address disparities that limit some
families’ capacity to engage or some schools’ ability to provide quality
support. Without systemic commitment, responsibility is unfairly
shifted onto individual teachers or parents.

Teacher preparation is equally critical. Pre-service and in-service
programmes should equip educators to manage peer dynamics,
collaborate with families, recognise learning differences, and
implement evidence-based interventions. Training in communication,
assessment, differentiation, and social-emotional support is no longer
optional in diverse classrooms. Teachers need not become specialists
in every area, but they should be confident coordinators of inclusive
learning environments. When professional learning reflects the
realities of contemporary classrooms, schools are better positioned to
improve both attitudes toward schooling and academic achievement
for all learners.

Conclusion

Primary pupils’ attitudes toward schooling and their academic
achievement emerge from the combined influence of school

experiences, family environments, and cognitive development.
Throughout this paper, evidence has shown that children learn most
effectively when they feel socially included, emotionally supported,
intellectually challenged, and consistently guided across home and
school settings. Positive peer relationships, encouraging teachers,
active parental engagement, and targeted cognitive interventions each
contribute to stronger motivation and better educational outcomes.
When any of these areas are weak, children may experience
disengagement, underachievement, or reduced confidence.
Educational success should therefore be understood as a
multidimensional process rather than the result of a single factor.

A major lesson from the chapter is that relationships matter as much as
instruction. Pupils respond not only to curriculum content but also to
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how they are treated, whether they belong, and whether adults believe
in their potential. Schools that promote inclusive climates, respectful
communication, and collaborative partnerships with families create
conditions in which learning can thrive. At the same time, cognitive
diversity must be recognised through responsive teaching approaches
that provide scaffolding, metacognitive guidance, and early support for
learners with specific needs. Equity in education depends on
combining care with competence.

Future directions should prioritise stronger integration of policy,
practice, and research. Educational policies need to move beyond
narrow test outcomes by supporting family engagement, teacher
wellbeing, inclusive pedagogy, and early intervention systems.
Teacher education programmes should include training in peer
relations, home-school collaboration, classroom mental health, and
differentiated instruction. Schools also need practical tools for
monitoring both academic progress and social-emotional adjustment
so that difficulties are identified early.

Further inquiry is needed in several areas. More longitudinal studies
can clarify how early attitudes toward schooling influence later
achievement and retention. Context-sensitive studies from African and
other underrepresented settings are also necessary to broaden the
global evidence base. In addition, future work should examine how
digital learning tools, community partnerships, and -culturally
responsive practices can strengthen the connection between home,
school, and learner development. By embracing integrated and
forward-looking approaches, educators and policymakers can build
primary education systems that nurture both present success and
lifelong learning.
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