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ABSTRACT

The COVID-19 pandemic has worsened the already problematic issue of student
absenteeism. This study uniquely employs an ecological agency approach to better
understand student absenteeism during COVID-19. Using a case study methodology,
the study captures the experiences of two absentee students within a United States
suburban high school during the 2020-2021 school year to better understand the
institutional structures motivating their daily decision to attend or miss school. In
the remote learning environment, rigorous curricular expectations, minimal social
interactions, teacher-led instruction as a response to student disengagement
from student-led instruction, and lower teacher expectations contributed to the
participants’ daily decision to miss school. In the remote, hybrid, and full-time in-
person learning spaces, staff apathy toward bullying, minimal space to escape feelings
of anxiety, and fewer tutoring outlets motivated student absenteeism. Therefore, the
school environment can better promote attendance during COVID-19 by establishing
an in-school space to escape heightened anxiety, academic supports to reduce grade-
induced anxiety, shifting from nonintervention to prosocial instructional interventions
in all learning environments, teacher voices in policy design, reducing teacher-led
instruction, and shifting teacher beliefs to an asset mindset. Recommendations for
future research are included.
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Student absenteeism, commonly defined as missing 10% or more of school days during the
school year (Balfanz & Byrnes, 2012), is a global issue in education. Before the start of the
COVID-19 pandemic, 17.8% of students globally engaged in absenteeism, with secondary-age
students, low socioeconomic students, female students, urban students, and ethnic minority
students being more likely to engage in absenteeism (Birioukov, 2015; Gottfried, 2015; Kearney
et al, 2019). Student absenteeism leads to lower short-term academic, emotional, and social
growth (Gottfried, 2010, Gottfried, 2014) and also presents long-term problematic outcomes
including criminal activity, lifelong legal issues, unemployment, dropping out of school, drug
usage, violence, depression, and criminalization (Attendance Works, 2017; Attwood & Croll,
2006; Garry, 1996; Hibbett & Fogelman, 1990; Mallett, 2016). In addition, student absenteeism
is harmful to schools because attendance records are often used as a measurement of academic
success and achievement; further, high absenteeism rates lead to significant financial burdens
for schools (Gottfried & Hutt, 2019; Hutt, 2018).

Research in student absenteeism and similar fields (e.g., truancy, permanent student
absenteeism/dropping out, school refusal) has endeavored to improve absentee behaviors
that are within students’ control and will not correct themselves without assistance (Heyne
et al,, 2019). When students engage in absenteeism, schools either punish them, provide
interventions based on students’ unique needs, or ignore the behavior completely. With apathy
and punitive action being ineffective at resolving student absenteeism, and often dangerous
toward minority students due to their overrepresentation with regard to receiving punitive
actions, research has focused on targeting student needs and providing interventions to change
student behavior (Amemiya et al., 2020; American Psychological Association Zero Tolerance
Task Force, 2008; Kearney, 2008).

Globally, over 850 million children were in a remote learning setting as a response to the
COVID-19 pandemic (UNESCO, 2020). This led to disruptions with instruction, curriculum,
practices, and policies (Daniel, 2020); it also resulted in decreasing student attendance
rates (Coker, 2020; Nathwani et al., 2021). However, there is minimal research examining
the influences of institutional and classroom conditions upon student absenteeism during
COVID-19, specifically upon the absentee student’s daily decision to attend or miss school.

Student absenteeism research utilizes a variety of approaches, perspectives, and frameworks
to capture the specific needs of absentee students, and in turn, synthesize interventions based
on these needs (Havik & Ingul, 2021). For example, the psychological perspective focuses on
the mental health needs of students (Kearney, 2008). The criminal justice perspective targets
the broader societal factors and rule-breaking behaviors, whereas the educational perspective
focuses on self, parent, family, peer, school, and community factors (Kearney, 2008). The Kids
and Teens at School (KiTeS) framework (Melvin et al., 2019) further elaborates on the self,
parent, family, peer, school, and community factors and includes the microsystem (which
interacts with the student) and the mesosystem (which is the interrelationship between
two factors such as the parent and school); the goal of the framework is to improve the
microsystem and mesosystem, which may improve attendance. The Response to Intervention
model has also been incorporated as an approach to promote school attendance through
individualizing interventions based on student needs (Kearney & Graczyk, 2014). Gentle-
Genitty et al’s (2020) framework utilizes attendance records and markers to proactively
implement individually focused interventions before the absenteeism worsens. School
bonding analyzes the number of connections between the student and school; interventions
focus on improving the number of connections between the student and school (Keppens
& Spruyt, 2020). Finally, a(n) voluntarily/involuntarily framework prioritizes on the different
conditions that are within the absentee student’s control (Birioukov, 2015). Individually,
each of the above frameworks offers a different perspective of the complex issue of student
absenteeism and uncovers unique contextual conditions or a collection of conditions that
lead to absentee behaviors.

Another theoretical framework, the ecological agency theoretical framework, magnifies
the environment-actor interplay in relation to human decision-making (Biesta & Tedder,
2006, 2007) and provides a unique, but viable, avenue to understanding how the COVID-19
environmental conditions influence absentee behaviors, as further described in the following.
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VIEWING ABSENTEEISM THROUGH THE ECOLOGICAL AGENCY
THEORETICAL FRAMEWORK

The ecological agency theoretical framework is a refined conceptualization of agency theory.
Historically, agency theory focuses on human action and the unique conditions that motivate
any particular action (Emirbayer & Mische, 1998). Biesta’s and Tedder’s (2006, 2007) concept
of agency recognizes that agency is a concrete action achieved within an environment, which
differentiates it from past iterations of agency by developing an interpretation of the actor-
environment interplay. That is, the person reflects upon their outlets for actions based on
their temporal dimensions - which include their past history (iterational dimension), future
aspirations (projective dimension), and environmental capitals (e.g., social dynamics, power
dynamics, discourses, beliefs, ideas, professional practices) and materials (practical-evaluative
dimension) - and selects potential actions based on their interpretation and reflection upon
their unique conditions (Biesta & Tedder, 2006, 2007; Biesta et al,, 2015, 2017; Priestley et
al., 2015). The person’s manifested action either follows or resists the unique environmental
factors (Bridwell-Mitchell, 2015). In turn, the environment, which is interested in specific actions
and outcomes, shifts the capitals and materials to afford/constrain certain behaviors thereby
creating a feedback loop between the environment and actor (Biesta et al., 2015). Figure 1
summarizes the ever-changing interplay between the environment and the actor.
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Juxtaposing the ecological agency framework with the context of the present study, I analyzed
how the school’'s dynamics (e.g., teachers’, administrations’, and policymakers’ actions,
beliefs, policies, instruction, curriculum, and practices) influenced students’ daily decision to
attend or miss school during the 2020-2021 school year for the purpose of helping the school
environment better promote student attendance.
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Educational research uses the ecological agency theoretical framework to understand how
educational policy and curriculum influence teacher action (e.g., Biesta et al., 2015; Bridwell-
Mitchell, 2015; Calvert, 2016; Jenkins, 2019; Morley, 2019; Robinson, 2012; Tao & Gao, 2017).
While the use of the ecological agency framework to understand absentee student decision-
making has been theorized (Kipp & Clark, 2021), to date no publications have implemented it in
practice to inform the supports and capitals that influence absentee students’ daily decisions
to attend or miss school. Therefore, the present study captured, through the ecological agency
theoretical framework, the personal and environmental conditions of absentee students
and how the environmental dynamics (e.g., collective or individual beliefs, practices, policy,
instruction, and/or curriculum) and personal factors shift the absentee students’ daily decision
to attend or miss school.

The research questions were as follows:

1. What were the influences that determined students’ absenteeism during the COVID-19
pandemic?
2. How did the institutional collective or individual beliefs, practices, policy, instruction, and/

or curriculum, along with other personal experiences, influence absentee students’ daily
decisions to attend or miss school during the COVID-19 pandemic?
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SETTING AND PARTICIPANTS

The study was conducted in a suburban school in the United States. The school provided
students a remote learning environment from September 2020 to the first week of February
2021 as a response to the COVID-19 pandemic. In preparation for remote learning, teachers
received three weeks of professional development about the best online practices prior to the
start of the school year due to their lack of experience teaching online. Within the remote
learning format, teachers and students engaged in a block schedule format (i.e., four classes
per day; eight total classes per two days) with 83-minute synchronous class periods.

During the second and third weeks of February 2021, the school shifted to a hybrid learning
model, in which half the students met in-person and the remaining students met in a remote
asynchronous setting for four of their eight daily classes. The following day, the students
switched from online to in-person and vice versa for the same four classes. On their remote
day, the students potentially had asynchronous classwork to complete. Finally, the students
repeated the same cycle over the next two days with their remaining four classes. Thus, they
rotated through their classes over the course of four school days.

During the final week of February 2021, the school moved back to a full-time in-person block
schedule and maintained this format for the rest of the school year. Within the in-person
learning settings, new COVID-19 migration practices were added (e.g., social distancing,
wearing masks properly, wiping down desks after use). Finally, all learning environments
included a daily 30-minute seminar for the purpose of providing a space for students to work
on homework or receive online tutoring via Zoom from the school’s teachers.

During remote learning, students were expected to log onto their online classes via Zoom,
engage in the learning activities, and complete homework. In hybrid, the expectation was
for students to participate with the in-person learning activities, adhere to the COVID-19
mitigation practices during in-person learning, engage in asynchronous learning activities if
provided during their remote day, and complete homework. Finally, the expectation for full-
time in-person learning was for students to participate with the learning activities, comply
with COVID-19 mitigation practices, and complete any homework. Throughout, teachers were
asked to provide instruction for their 83-minute classes and teach previous years’ mandated
curriculum regardless of the setting.

To be included in the study, students had to be enrolled as a student within the study’s site,
be missing 10% or more of school days, complete an assent form, and volunteer to share their
experiences within each learning environment during the 2020-2021 school year. The study
captures the personal and school experiences of two students who met the delimitations. All
participants are anonymous, and pseudonyms are used. The two students’ pseudonyms are
Marble and Tessa.

RESEARCH DESIGN

The study utilized a case study design (Merriam, 1998; Stake, 1995) to explore what personal
and environmental factors influenced participants’ daily attendance decision, and how
the environment shifted their daily attendance decisions. A case study design was selected
because agency is captured when participants critically reflect upon their contemporary and
past actions, experiences, and aspirations (i.e., the temporal dimensions); the data collection
sources were synthesized to promote reflection upon the temporal dimensions (Biesta &
Tedder, 2006; Biesta et al., 2017).

Participating students engaged in three data collection activities, consisting of interviews
(Biesta & Tedder, 2006; Creswell & Poth, 2018), relational maps (Copeland & Agosto, 2012),
and drawings (Guillemin, 2004, Literat, 2013). Further, prolonged observations at the site of
study were used to ensure triangulation of data (Houghton et al., 2013). Specifically, prolonged
observations were achieved through classroom and school walkthroughs; interviews with
two of the participants’ peers, four teachers, three counselors, and two administrators; and
analytical memos during the walkthroughs and interviews. These elements enriched an
understanding of the environmental dynamics within each learning environments (Houghton
et al., 2013).
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Creswell’s and Poth’s (2018) procedure for analyzing qualitative data was used, which includes
coding the data, condensing the codes into categories, conceptualizing the categories into
themes, and, finally, connecting the themes to the overarching case and research questions.

First, the audio data from the interviews were transcribed, read through multiple times, and
subjected to iterations of in vivo and inductive coding strategies to understand the data
because participants’ interpretation of their temporal dimensions is an important feature of
the environment-actor interplay (Biesta et al., 2015; Braun & Clarke, 2006; Creswell & Poth,
2018; Saldana, 2021). In vivo and inductive coding features the person’s perspective, thereby
providing a richer understanding of their actions compared to deductive coding, which presents
prescribed codes from the researcher and not the participant (Linneberg & Korsgaard, 2019).
The coding focused on understanding what factors led to students’ attendance decisions and
how the environment shifted their decisions (Biesta & Tedder, 2007). Coding was completed by
chunking to prevent code proliferation (Saldafa, 2021).

Second, the codes were collapsed into categories based on their similarities (Saldana, 2021; Xu
& Storr, 2012) and, finally, organized into themes to generate overarching themes that explain
the research questions (Braun & Clarke, 2006; Creswell & Poth, 2018).

Other data sources and artifacts (i.e., staff and student interviews, analytical memos, concept
maps, drawings) were used throughout the thematic analysis to support the emergence of
codes, categories, and themes and to ensure triangulation, trustworthiness, and rigor (Creswell
& Poth, 2018; Houghton et al., 2013). Additional strategies to promote rigor and trustworthiness
during data collection and analysis included peer debriefing, member checking, audit trail,
reflexivity, and thick descriptions (Houghton et al., 2013). The research was approved by the
Institutional Review Board.

RESULTS
LESSONS LEARNED ABOUT THE FACTORS INFLUENCING STUDENT
ABSENTEEISM DURING COVID-19

The following section represents the findings from the two participants during the data collection
and analysis. Each theme illustrates the lessons learned about the factors that motivated
their daily attendance decision. The findings also address how the specific environmental
and personal conditions shifted students’ individual daily action toward (or against) student
absenteeism or school attendance. To ensure rigor and triangulation, teachers’, administrators’,
students’, and counselors’ quotes were added to reinforce the findings and illuminate the
actor-environment interplay from the ecological agency framework.

TESSA
Social Capital (Peer Interactions)

Both positive and negative peer interactions influenced Tessa’s daily attendance decision. She
shared:

Sometimes motivating me to attend school was who’s going to be there and like
which friends can I hang out with during school. So, like, it’s easier when you start to
think about that. But it’s still difficult, like hearing that so-and-so talked behind your
back about something you didn’t even do or who you are. It’s like up and down.

Tessa, a person of color, was bullied throughout her school career for being different in her
predominantly white schools. As she got older, these experiences continued but shifted over
to online bullying on mediums such as Snapchat. She expanded upon her bullying experiences:

[ used to be called the N-word every day. And so, it got to the point that I really
thought it was normal. [Now,] I have other friends, and they’ve been making fun
of me because I'm too whitewashed ... And I'm mixed. So, [I’'m] not feeling Black
enough for the Black community and not feeling white enough for the white
community. It separates me to where like I feel like I'm just alone. So, what’s the
point in trying?
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It was hard because I felt different again from all the kids. And they always, like ...
They wouldn't, like, come out and say it, but they always thought I was different. And
like, I didn’t think I was as worthy as the other kids in the classes.

Tessa was distrustful of her peers because even her close friends teased her for being different.
If there was a bully in her class, regardless of the learning environment (i.e., full-time in-person,
hybrid, or remote), it made her uneasy. For example, in the online space, she did not have
her video camera turned on. Even then, having her name on the screen felt threatening to
her because she thought her bullies would find her name and message her. In the remote,
hybrid, and full-time in-person learning environments, she shared that, “Like, that’s rude [when
receiving disparaging remarks,] but I would never stick up for myself. So, at that point, like, I
was more aware of the harm that they were putting in my brain. So, I wanted to stay home or
log off.” She would not report her bullying experiences to staff members. One of the counselors
shared their perspective on why students do not report bullying:

[ feel like students don’t tell, so counselors don’t get involved. But if we do, we
support [the bullied student] and add the administration [to help intervene.] From
there, student conferences and fact finding [occur.] We ask questions like, ‘Is it
possible that you misinterpreted the situation?’ [or] ‘Did it happen more than once?’
Then we have a conference with the bully. Then, we conference with the parents.
Many times, things are misinterpreted. Nobody has power over the other, and there
is no bullying; it’s like retaliation as a response [to criticism.] 90% of bullying is not
bullying because both parties need to be accountable.

To that end, Tessa learned that the school did not believe her. She felt her bullying got ignored.
It made her distrustful of the school and shifted the responsibility of bullying onto her. The
bullying primarily harmed her self-worth, which manifested in negative self-talk. When she
was in emotional pain from bullying, she looked for a space to improve her mental health.
During remote learning, without nearby friends who could console her, she either logged off
Zoom or lied to her teachers by telling them that her internet was problematic thus making
attendance impossible. This enabled her to focus on anxiety-reducing activities.

Compounding the issue was the staff’s narrative of bullying during remote learning. One
teacher shared that, “There was so little dialogue between students and teachers. I have no
idea if bullying happened or not. I couldn’t see it at least.” One of the counselors remarked,
“Looking back at remote learning, I feel like there were fewer instances of crises just because
we weren’t there logistically.” Tessa’s bullying went unnoticed during remote learning.

Starting during hybrid learning, Tessa was re-motivated to attend because her friends were
there. However, so were her bullies. She knew that going to the counselor’s office would put
in her a space where no bullies would be. However, counselors were rarely available, and if
they were, she simply used the space to escape her bullies. A counselor expanded upon their
availability by sharing, “What I saw when we went back [to hybrid learning] was a large number
of students showing up due to mental health [crises.]” So, if no counselors were available, Tessa
retreated to the bathroom and cried, which embarrassed her and devastated her self-worth.
On the most painful days, rather than crying in the bathroom, she used the side doors of the
school to leave because she felt nobody would notice her. As Tessa put it, “No one really likes
crying in school.” She was never caught from leaving school this way.

Material Resources (Availability of Help)

Tessa greatly valued education. She dealt with a challenging upbringing, which included
frequently moving schools and living with guardians outside of her nucleus family. Her
challenges helped conceptualize her future goals to ensure that her own children would not
have the same experiences. Her ideal future was starting up a boutique, finding a husband,
and being successful enough to help people in poverty by providing inexpensive services and
volunteering. To get to her ideal future, she thought that she had to get to college, believing
that would provide the skills and merits she needed to obtain her goals. She was very driven and
had the mindset of being a perfectionist: Perfect grades would get her into college, and thus,
her perfect future. Anything less than perfection would deny her desired future. Classwork and
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homework were the barriers to her future and caused her great stress during the 2020-2021
school year. Figure 2 presents a drawing from Tessa illustrating her conflict with schoolwork
and homework during the 2020-2021 school year in all learning environments.

During the 2020-2021 school year, a new grading system had been mandated by the district
with the justification that it would help parents better understand their children’s grades. All
teachers at the high school had to follow a “70-30” guideline. Specifically, 70% of students’
grades had to be based on practice activities, and 30% on quizzes, tests, and projects. “It was
a way to pass more kids, plain and simple, by reducing the challenge of passing. It made the
classes easier inherently, so to get around the guideline, my homework became harder and
worded in a way that students couldn’t just look it up online especially since we had to teach
the same amount of material ... Our entire math department had the same idea too,” remarked
one teacher when reflecting on the 70-30 guideline.

The teachers resisted the new grading policy by providing more rigorous and voluminous
homework to ensure students completed the curriculum while not cheating on their homework.
Tessa shared that, even when she was in attendance, she had more challenging homework
than ever before. She estimated that the average school night of homework involved multiple
hours. This was compounded when she was gone. To meet the demands of homework and
classwork, she started skipping school to complete the missing work at her own pace. Despite
her strategy, her grades started to dip, which brought her great anxiety. Her future was going
to be denied. Her racing thoughts worsened the quality of her work and reduced her focus
when she was in class, which in turn, continued to damage her grades. Seminar, the school’s
designated study hall, was the only time students could receive help during online school.
However, one of Tessa’s peers commented on the culture of seminar sharing, “Everyone used
seminar as a time to just get away for a bit. The teachers weren’t available even if you needed
them.” Even though seminar was presented as a constructive time to get academic help, in
practice, nobody, including teachers, followed through with it. Therefore, Tessa had minimal
outlets from which to receive help.

The return to in-person learning during hybrid brought a new wave of constraints in relation to
grades. Tessa shared her experiences coming to hybrid with mixed emotions:

I was really excited when learning that we would go hybrid, but it kind of faded away
because it became like weird and like not really functioning that well, especially for
classes like math. And like, I would struggle so much in that class because I was in
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one day and then home the next day. And [they] changed the lessons to try and

like fix everything. Sometimes, we did something in our off days, and then we didn’t.
It was really confusing and hard. So, hybrid was really messy. So, once we went to
hybrid, of course, like I said, it was really difficult because of all the changes. But I'm
still thankful that we can be here in this school because it’s just easier to focus and to
learn and see friends.

Hybrid learning also brought a new shift in challenges for teachers, especially with the
expectation for the asynchronous day. One teacher remarked, “Before joining hybrid, we
were shown some videos of teachers from a neighboring school who were in hybrid, and their
comments were that they didn’t really expect kids to work on their asynchronous days. It
became our school’s expectation too. So, I guess we were just being told to only teach kids
half as much.”

Despite the familiarity of in-person learning during hybrid learning, the pressure to get through
the curriculum and seeing what worked/didn’t work resulted in additional stressors for Tessa
due to the fluid structures presented. Another student shared about the constraints of hybrid
learning commenting that, “I hated hybrid the most because classes were so dense that you
could never ask questions. It was one thing to the next thing. We didn’t do anything on our off
days, and you had to wait three more school days to ask your teacher questions in class which
often meant that you had to wait a week. It was a mess.”

While the amount of homework was the same, there were even fewer opportunities during
hybrid for Tessa to receive help because she saw her teachers only once every four days.
Returning to full-time in-person learning also failed to mitigate the issue. She rode the bus
to school, which meant that she could not receive morning or afternoon help. Therefore,
seminar was the only outlet to get help once again during both hybrid and full-time in-person
learning. However, due to COVID-19 contact tracing, students were not allowed to travel to
other teachers’ seminar during in-person learning to receive help. Students still had to get onto
teachers’ live Zoom link to receive help just like during remote learning.

Tessa shared that it was embarrassing to receive help, so students rarely used the tool; the
prevailing belief remained that seminar was a time for rest. However, Tessa attempted to
receive help for her classes during hybrid only to never see the teachers themselves, thus
establishing the belief that the teachers were not interested in helping the students during
seminar. One teacher commented that, “Nobody got onto Zoom [during seminar.] So, I always
logged off a few minutes into seminar because nobody was using it.”

MARBLE
Physical Environment (Remote Learning Worsening the Anxiety-ADHD Feedback
Loop)

Marble suffers from ADHD and anxiety. She knew that her ADHD made it challenging for her to
focus during class time. Therefore, she utilized strategies (e.g., positive self-talk, standing up,
getting a drink of water) to help her maintain focus during class. During remote learning, her
teachers typically filled in class time by using teacher-led instruction and lectures, which was a
common pedagogical theme from the school’s online learning period. An administrator shared
his experiences observing teachers during remote learning:

During remote, I zoomed in with teachers. The students’ cameras were off, and there
was little interacting face-to-face with teachers, so lots of lecturing happened. The
interactions to see facial and body expressions is very critical for teachers to figure
out students.

However, efforts were made to attempt student-led instruction, but a series of failures shifted
the teachers’ pedagogy to teacher-led instruction. One teacher shared her perspective on
attempting student-led instruction before shifting to teacher-led instruction:

We didn’t have the option of asynchronous learning. We had to provide synchronous
instruction. It didn’t take long for students to put on blank screens during remote
learning. I would never see students. I tried doing hands-on learning, putting them
in breakout rooms, discussion prompts, doing polls, journaling outdoors, real-world
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projects and research, bring an example of ‘this item.” What would you do if only one
student showed me their item they found around their house on Zoom? I was not
wanting to be a ‘Here, you are going to watch me lecture’ type of teacher, but I had
no choice with the level of their engagement. So, let’s cut the middleman ... We had
so much stuff to get through.

The teacher felt that her efforts to bring about student-led instruction strategies during remote
learning did not result in productive student learning, so despite knowing the restraints of
teacher-led instruction, she started presenting lectures as opposed to open-ended student-led
activities. Another student reinforced the teachers’ struggle with student-led and teacher-led
instruction, “Nobody would want to interact [with their teachers or peers.] It was a struggle
with the teachers obviously. So, then [the teachers] felt like they needed to present.” Marble
classified herself as a good student but had challenges focusing during remote learning due to
the amount of lecturing. Figure 3 shared her drawing to illustrate her challenges.
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Marble expanded on her drawing:

[ wrote around here when I drew my thought bubble. It was more just a bunch

of random things that I think about every day because ... My mind ... Every time

the teacher will say something, either they say something that reminds me of
something, or I just start thinking about something more interesting on accident

... It’s just really easy to get distracted by everything, and that includes things
outside. So, sometimes, I'll get distracted by my own thoughts, and sometimes I get
distracted because I see things. And then I start thinking about those things a bit too
much. And then, my teacher [is] talking with blanks in it because I always managed
to either miss the most important information or come back at a time where I
missed the information that led up to it. I generally feel more at peace when I'm
allowed to do my own things because, even when I am listening to my music and I'm
doing my own things, my mind does wander quite a bit. But it’s hard to explain it. But
it feels nice - like it feels more natural, and it feels just good to let my mind wander.

The act of missing classwork was detrimental to Marble’s academic performance. She would
not understand the material. She would attempt to learn it on her own, but it often resulted in
failure. It damaged her self-worth. School was an environment where she was not successful.
Marble felt incapable of performing well and felt in conflict. During remote learning, the option
of leaving school was easy. All she had to do was leave her conference calls or not show up
in the first place. When she did attend remote learning, she struggled focusing on the details
of the lecture. Her teachers were not as rigorous as Tessa’s teachers, so she received more
time to complete missing work. At other times, she was simply excused from it. The remote
learning environment, which predominantly involved lecturing that Marble could not focus on,
prevented the opportunities for her to learn. The loss of learning and the downward trend of
her grades worsened her anxiety, and her anxiety worsened her focus, which led to poorer
grades and more anxiety. Therefore, to escape the anxiety-ADHD feedback loop brought on
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from remote learning’s lectures, Marble engaged in absenteeism, as it presented a reprieve
from her grade-induced anxiety and freedom to divulge into her wondering thoughts.

The switch to in-person learning environments (i.e., hybrid and full-time in-person learning)
brought a reduction in teacher-led instruction (i.e., lecturing) and presented more student-led
instruction (e.qg., projects, labs, hands-on experiences, collaboration). A teacher shared that,
“Students were excited to be back in hybrid learning - they were actually talking and interacting
with each other. So, I trusted them to do project and collaborative work again.”

Marble felt much better during student-led instruction because she had control over her
learning. She also saw the relevance to her learning and understood that the skills would help
her, in some capacity, get a job after high school. Also, if her mind wandered, it did not damage
her understanding of the content. She felt that the ability to move around and talk with others
helped her focus on the task at hand. To that effect, she was also able to learn about content
through the in-person experiences, which reduced her feelings of anxiety at school. With
lowered feelings of anxiety, Marble successfully attended school more frequently and started
looking forward to being in school.

Social Capital (School-Based Social Interactions)

Marble’s daily decision to attend school was influenced by social capitals largely due to the social
interactions (or lack thereof) within the learning environments during the 2020-2021 school
year. The lure of social interactions was a main contributing factor to her daily attendance. She
expanded:

[ think probably the biggest motivator was seeing friends who you wouldn’t have
gotten to see most of the summer because of things going on with them. But yeah,

[ think the biggest motivator when they were in school was coming to see friends,
which is probably why online school was so hard because you wouldn’t be able to see
any of your friends that way.

Remote learning did not provide the physical space that allowed her to be around her friends
or acquaintances. Even if she had friends in class, they typically had their web cameras off
and did not communicate with her. She rarely encountered friendly banter or discussion and
felt completely isolated from everyone. A teacher shared the lack of communication between
students during remote learning:

I tried to do daily attendance questions that were fun and engaging to start dialogue
between students. But I never heard anything. It made my efforts feel very fruitless.
They didn’t seem interested in talking to each other.

Marble was unable to make friends or feel connected with anybody, including teachers, due to
the lack of social engagement. Her grades worsened, and due to the lack of social connections,
she did not feel comfortable asking for help. She felt trapped. When returning to the in-person
(i.e., full-time in-person/hybrid) learning environment, she was able to see and be around friends
that she had not seen since the start of the pandemic. As a result, she felt more included and
connected; school brought her joy which led to an intrinsic desire to attend.

Juxtaposed with her social interactions were academic expectations in relation to school
performance. Another teacher remarked on his frustration over the lower performance of some
of his students during remote learning:

Starting in October [2020], I had kids who wouldn’t even turn in things that we
were working on in class. Things we simply gave them points for attempting and
submitting to Schoology. Why were so many kids giving up? I partially blamed

the decision on the fact that the students were told they didn’t have to keep their
screens on. How could I make sure they were even there if I couldn’t see them? And
I know many of them weren’t there. They would log on, and that was the last thing
they would do. Nothing we did in class was turned in. No questions were asked or
answered by those students - many of which were asked directly. And at the end
of the class, they were still on after everyone else had left. They just simply weren’t
there. I wasn’t going to give them a passing grade for sleeping! I was giving them
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about a fourth of what I would have in a normal year. They were just lazy and didn’t
want to work. Tough. Their grade would suffer. And suffer they did.

Like Tessa, Marble was typically a strong academic performer in both elementary and middle
school. However, her experience with remote learning shifted her beliefs away from being a
strong student. Her social circle, including parents, peers, and teachers, saw a decline in her
performance. During remote learning, she rarely heard any positive comments about her
academic performance from anybody. She felt like her teachers did not treat her the same
as before because she had lower grades. She would get called out for a question or with a
private message but felt anxious, which led to the impression that her teachers did not like
her. She commented that she would, “just walk away [because] I felt like they didn’t like me.”
She had received glowing reviews from her previous teachers but felt that her poorer grades
led to less affection from her current teachers. She observed the lowering of expectations
and then shifted her behavior to meet the lowered expectations. This further reinforced her
disengagement with school.

However, the return to in-person learning brought a change in social dynamics, and thus, an
improvement in grades. One teacher reflected on the return to in-person learning, sharing:
“Starting in hybrid, kids interacted; it felt more normal. [Full-time] in-person felt like normal
school. They appreciated school more, and students that did nothing during remote were
doing things now. It was a pleasant surprise. I got to know [these students] more too and liked
them.” An administrator added, “It was harder for teachers to connect with [students] because
[the students] didn’t have to interact with teachers unless they were in sports. It got a lot better
as we went from remote to hybrid and [full-time] in-person.” Marble’s grades also improved,
which led to a wave of praise and a renewal of confidence; the change in teacher expectations
motivated her to attend school more often compared to her remote learning experience.

Thus, the remote learning environment, despite efforts by teachers, failed to provide Marble
with meaningful social interactions. Additionally, teachers presented Marble with a deficit
mindset due to her lower grades. However, the return of in-person learning led to more social
engagement and interactions, more teacher praise, and the promotion of higher academic
expectations from her teachers.

DISCUSSION

The results of this study showed the factors that were influential in shifting the participants’
decision-making toward absenteeism (or school attendance) along with an interpretation of
how the factors shifted participants’ daily attendance decision. When reviewing the findings
through the ecological agency theoretical framework, the factors situated within the iterative
(.e., past history), practical-evaluative (i.e., environmental capitals and resources), and
projective (i.e., aspirations) dimensions motivated participants’ daily attendance decision.

Tessa had endured bullying throughout her academic career, which her schools failed to
change. School hurt her; therefore, she disliked the school environment. However, she knew
that receiving an education was the pathway to a better future.

Marble liked school before the start of the pandemic. The remote learning environment reversed
this trend and made school an unlikable place for her. Her projective dimension was less
clear than Tessa’s because her goals were more focused on feeling happy in the near future.
Actions that focused on improving her mood were her most desirable outlet even though she
understood that schooling was important for her future.

These findings leave the practical-evaluative dimension, which focuses on how the school shifted
the participants’ decision-making toward absenteeism (or school attendance). This dimension
conceptualizes and clarifies the institutional problems influencing student absenteeism. The
school environment failed to protect Tessa from being bullied. The counselors illustrated a
shared belief that most reported bullying instances were not bullying. Thus, this approach
failed to reduce instances of bullying and reinforced Tessa’s distrust of the school environment.
Additionally, the school environments (i.e., remote, hybrid, or full-time in-person) did not
provide any viable outlets for Tessa to escape to during her more anxious states beyond her
counselor, who was unable to meet with her consistently. All learning environments also failed
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to provide meaningful academic supports to improve her grades or reduce her grade-induced
anxiety despite additional stressors presented from rigorous and voluminous homework (which
itself was a collective teacher response to policies related to grades and curriculum).

Remote learning introduced a shift in instruction, which ended in predominantly teacher-led
instruction. Marble missed content, became deflated, and gave up. The return to hybrid and full-
timein-person learning led to a shift back to student-led instructional practices, animprovement
in grades for Marble, and reinforced confidence. The failure of socialization opportunities and
minimized academic expectations motivated her absenteeism. She also felt that her teachers
had lower expectations for her during remote learning which, when compared to the rest of
her schooling experiences, was a completely new and contrary experience for her. It reduced
her ambition to perform well at school. However, the in-person learning environment reversed
these trends and led to improved attendance.

Our findings support and reinforce previous student absenteeism research, including anxiety
leading to absenteeism (e.g., Heyne et al., 2011, 2019; Kearney & Bensaheb, 2006; Melvin &
Tonge, 2012), the importance of positive social interactions and social involvement with school
attendance (e.g., Keppens & Spruyt, 2017; Kipp & Clark, 2021; Sobba, 2018; Wang & Degol,
2015), the link between bullying and absenteeism (e.g., Grinshteyn & Tang, 2017; Havik et al.,
2015), and the need for academic supports in improving attendance (e.g., Thornton et al.,
2013).

The present study contributes new knowledge to the student absenteeism literature by revealing
how teacher-led instruction restricts access to new learning, which motivated absenteeism
and led to lower student efficacy. It also illustrates how lower teacher expectations, especially
when the student previously experienced higher expectations, and damaging collective teacher
beliefs (i.e.,demanding homework as a teacher response to curricular and grading expectations)
motivate absenteeism. Further, the findings magnify the need for in-school outlets for students
to escape their anxiety. Finally, the present study introduces the manifestation of negative
school beliefs due to a lack of bully prevention.

While previous research has illustrated the positive attributes of remote learning (i.e., improved
focus compared to in-person learning spaces, better teacher-pupil relationships, more student
engagement, and more positive teacher interactions) (Bubb & Jones, 2020), the present study
contradicts these attributes (i.e., absentee students in their remote learning context had
challenges with concentration, poor teacher-pupil relationships, less student engagement, and
fewer positive teacher interactions).

IMPLICATIONS

The implications of the above findings and discussion point to the need to improve the
problematic institutional/school dynamics that influence absentee behaviors. In turn, the
improved structures may better afford student attendance. The participants’ experiences
amplified the problem of anxiety and illustrate the need for both socioemotional interventions
to improve their emotional state and a space for students to briefly escape the classroom
environment and manage their emotions before returning to their classes. Counselors or
trusted adults within the school can be established as sources for students to manage their
anxiety. These outlets provide an avenue for students to manage their feelings of anxiety. It also
illustrates the need for proactive and sustained bully prevention measures. Some schoolwide
interventions include improving one-on-one relationships, implementing and maintaining
prosocial education, adding schoolwide support and supervision, and promoting sustained
ownership among all stakeholders (Cohen et al,, 2009; Cohen & Freiberg, 2013; Durham &
Connolly, 2017).

The role of the teacher is an important measure in preventing bullying (De Luca et al., 2019).
However, the perceptions of the staff in the current study imply that they were unaware of
bullying during remote learning because they did not see students interacting or failed to
recognize bullying by attributing actions of bullying as retaliation for previous actions (i.e., staff’s
deficit mindset toward the bullied student). Bullies use school personnel’s nonintervention
to normalize the bullying behavior (Campaert et al,, 2017), which Tessa alluded to (i.e.,
“And so, it got to the point that I really thought it was normal.”). Raising teacher awareness

Kipp
Continuity in Education
DOI: 10.5334/cie.43

86



and competencies through opportunities to practice interventions, observing successful
interventions, and opportunities to learn and share bullying interventions can help prepare
teachers to be proactive in preventing bullying (Campaert et al,, 2017). An asset perspective
(i.e., changing the environment) as opposed to a deficit perspective (i.e., bullied students’ fault
led to the bullying) is necessary for staff to identify and resolve instances of bullying.

The grading policy and curricular expectations during the 2020-2021 school year led to new
teacher actions (i.e., teacher-led instruction, demanding homework), specifically through the
teachers’ resistance to the new grading policy and adherence to the curricular expectations.
This infers the need for teacher voice in curricular/policy decision-making with new policies and
expectations to promote teacher agency that conforms to rather than resists new institutional
policies (Bridwell-Mitchell, 2015).

Providing academic supports can reduce grade-induced anxieties through improved reliability
(i.e., follow through) of tutoring services, specific study halls for certain disciplines, peer-peer
tutoring opportunities, external paid tutors, and flexibility within curriculum pacing to meet
students’ immediate needs.

The dynamics within the classroom also influenced the participants’ daily attendance decisions
in the full-time in-person, hybrid, and remote learning environments. The use of student-led
instruction at the start of remote learning was transformed into teacher-led instruction within
the remote learning environment and led to gaps of content, which harmed participants’ self-
worth, efficacy, and understanding of the material. The teachers reported using student-led
instruction through digital tools and the home learning environment, which has been found to
enhance learning and engagement in a remote setting (e.g., Bubb & Jones, 2020). However, the
teachers observed that student-led instruction led to low student engagement. Collaboration
is an indispensable feature of student-led instruction (Iversen et al.,, 2015), but the teachers
did not observe any collaborative efforts from students. To that end, teachers found lecturing
to be more productive in meeting curricular needs. The teachers shifted back to student-led
instruction starting in hybrid because they saw improvement in student engagement and
success. One teacher shared that, “We know how to do [in-person student-led instruction] well.
We could comment immediately on what a student does [during hybrid and full-time in-person
learning], and they got better grades than remote. I put back in labs, discussions, projects that
I cut during remote.”

The use of student-led instruction (e.g., laboratories, discussions, projects, cooperative learning)
returned during hybrid and full-time in-person learning, which led to high student engagement
and success, as Marble demonstrated. Therefore, lecturing led both participants to engage in
absenteeism during remote learning, which implies that other pedagogy beyond lecturing is
needed to promote attendance and not absenteeism. Moreover, the teachers’ challenges with
student-led instruction illustrate a lack of efficacy with their online student-led instruction,
a need to instruct teachers on quality online student-led practices, as well as the need for
further research into improving teacher efficacy for remote learning (which has been reported
to be problematic) (Cardullo et al., 2021). The study also presents a need for research into
effective pedagogical strategies to improve active engagement in the remote setting for both
non-absentee and absentee students.

Additionally, lower teacher expectations, especially when compared to previous experiences of
higher teacher expectations, motivated student absenteeism. For example, Marble felt that her
teachers did not like her and did not expect her to do well. When Marble showed her teachers
her capabilities, the teachers’ behaviors and actions changed and increased her confidence in
relation to academic rigor. In turn, she felt empowered to perform which was reinforced with
praise when she did perform well. This illustrates the importance of high teacher expectations
and should be the norm for teachers to help promote school attendance. Once again, the
lack of teacher-student engagement during remote learning was remedied during in-person
learning settings and emphasizes the need for strategies to improve teacher-student rapport
during remote learning.

Finally, positive peer-peer socialization opportunities within school and classroom environments
are paramount to promoting school attendance regardless of the learning environment.
Providing peer collaboration time within the classroom and schoolwide extracurricular programs
may provide a space for natural socialization to occur between students especially in remote
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learning environments, which did not have any constructive avenues for peer socialization
time beyond sports. It may also promote the synthesis of friendships and the opportunity
to build meaningful teacher-peer rapport. During hybrid and full-time in-person learning, I
observed that clubs started to come back such as Ping Pong, Geology, and Chess Clubs; remote
learning environments also need to have extracurricular programs and synchronous in-class
socialization to provide opportunities for students to socialize with their peers.

LIMITATIONS, RECOMMENDATION FOR FUTURE RESEARCH, AND
CONCLUSION

The study was limited by the specific context, the unique experiences of the participants, and
the contextual factors presented at the school. Moreover, while case studies are useful for
generalizing bounded cases, they are unable to extend their findings to larger, unbounded
populations (Creswell & Poth, 2018).

Future research should continue to explore different or specific groups of absentee students
(e.g., backgrounds, levels of academic achievement, experiences) as well as different school
locales, contexts, and levels. Finally, future studies should further explore teacher efficacy and
effective pedagogy in the remote learning environment.

School absenteeism is problematic and worsened due to the COVID-19 pandemic. The present
study employed an ecological agency approach to student absenteeism to capture the decision-
making of absentee students in a suburban U.S. school during the COVID-19 pandemic, which
included remote, hybrid, and full-time in-person learning contexts. The findings illustrate that
the lack of social opportunities during remote learning, bullying and the nonintervention of
bullying, the lack of spaces to escape anxiety, the absence of academic supports, lecturing during
remote learning, and lower teacher expectations promoted student absenteeism. Therefore,
more socialization opportunities in all learning environments, a consistent commitment to
bullying interventions and belief that students are being bullied, prescribed spaces to reduce
grade-induced anxiety, academic supports, more research into effective student-led remote
learning pedagogy/ teacher efficacy in remote learning environments, teacher voice in policy
development and implementation, and an asset mindset for staff members can help improve
the school and classroom dynamics to promote attendance and reduce absenteeism as we
continue to navigate the unique challenges presented by the COVID-19 pandemic.

ACKNOWLEDGEMENTS

The editorial team of Continuity in Education would like to express their gratitude to the
reviewers, who generously gave their time and expertise to improve this article: Dorit Maor,
David Kondrat, and others, who asked to remain anonymous. The editorial processing of the
article was managed by INSA special editor Carolyn Gentle-Genitty, while the copyediting was
carried out by Kirsten McBride.

COMPETING INTERESTS

The author has no competing interests to declare.

AUTHOR AFFILIATION

Andrew Louis Kipp " orcid.org/0000-0002-0796-2726
Texas A&M Higher Education Center at McAllen, US

REFERENCES

Amemiya, J., Mortenson, E., & Wang, M.-T. (2020). Minor infractions are not minor: School infractions for
minor misconduct may increase adolescents’ defiant behavior and contribute to racial disparities in
school discipline. American Psychologist, 75(1), 23-36. DOI: https://doi.org/10.1037/amp0000475

American Psychological Association Zero Tolerance Task Force. (2008). Are zero tolerance policies
effective in the schools? An evidentiary review and recommendations. American Psychologist, 63(9),
852-862. DOI: https://doi.org/10.1037/0003-066X.63.9.852

Kipp
Continuity in Education
DOI: 10.5334/cie.43

88


https://orcid.org/0000-0002-0796-2726
https://doi.org/10.1037/amp0000475
https://doi.org/10.1037/0003-066X.63.9.852

Attendance Works. (2017, January 10). Reducing chronic absenteeism: Why does it matter? What Kipp 89
can Senior Corps do? https://www.attendanceworks.org/wp-content/uploads/2017/10/CNCS- E%TTSI?; gnjctii:c:gtlon
1.10.2017-v3.pdf

Attwood, G., & Croll, P. (2006). Truancy in secondary school pupils: Prevalence, trajectories
and pupil perspectives. Research Papers in Education, 21(4), 467-484. DOI: https://doi.
0rg/10.1080/02671520600942446

Balfanz, R., & Byrnes, V. (2012). The importance of being in school: A report on absenteeism in the nation’s
public schools. John Hopkins University Center for Social Organization of School. https://ies.ed.gov/
ncee/edlabs/regions/west/relwestFiles/pdf/508 ChronicAbsenteeism_NatlSummary Balfanz_
Byrnes_2012.pdf

Biesta, G., Priestley, M., & Robinson, S. (2015). The role of beliefs in teacher agency. Teachers and
Teaching, 21(6), 624-640. DOL: https://doi.org/10.1080/13540602.2015.1044325

Biesta, G., Priestley, M., & Robinson, S. (2017). Talking about education: Exploring the significance of
teachers’ talk for teacher agency. Journal of Curriculum Studies, 49(1), 38-54. DOI: https://doi.org/10.
1080/00220272.2016.1205143

Biesta, G., & Tedder, M. (2006). How is agency possible? Towards an ecological understanding of agency-
as-achievement (Working Paper No. 5). The Learning Lives Project.

Biesta, G., & Tedder, M. (2007). Agency and learning in the lifecourse: Towards an ecological perspective.
Studies in the Education of Adults, 39(2), 132-149. DOL: https://doi.org/10.1080/02660830.2007.116
61545

Birioukov, A. (2015). Beyond the excused/unexcused absence binary: Classifying absenteeism through a
voluntary/involuntary absence framework. Educational Review, 68(3), 340-357. DOI: https://doi.org/1
0.1080/00131911.2015.1090400

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research in Psychology,
3(2), 77-101. DOLI: https://doi.org/10.1191/1478088706qp0630a

Bridwell-Mitchell, E. N. (2015). Theorizing teacher agency and reform: How institutionalized
instructional practices change and persist. Sociology of Education, 88(2), 140-159. DOL: https://doi.
org/10.1177/0038040715575559

Bubb, S., & Jones, M.-A. (2020). Learning from the COVID-19 home-schooling experience: Listening
to pupils, parents/carers and teachers. Improving Schools, 23(3), 209-222. DOI: https://doi.
org/10.1177/1365480220958797

Calvert, L. (2016). The power of teacher agency: Why we must transform professional learning so that it
really supports educator learning. Journal of Staff Development, 37(2), 51-56.

Campaert, K., Nocentini, A., & Menesini, E. (2017). The efficacy of teachers’ responses to incidents of
bullying and victimization: The mediational role of moral disengagement for bullying. Aggressive
Behavior, 43(5), 483-492. DOL: https://doi.org/10.1002/ab.21706

Cardullo, V., Wang, C., Burton, M., & Dong, J. (2021). K-12 teachers’ remote teaching self-efficacy during
the pandemic. Journal of Research in Innovative Teaching & Learning, 14(1), 32-45. DOI: https://doi.
org/10.1108/JRIT-10-2020-0055

Cohen, J., & Freiberg, J. A. (2013). School climate and bullying prevention. National School Climate Center.
https:/files.eric.ed.gov/fulltext/ED584442.pdf

Cohen, J., McCabe, E. M., Michelli, N. M., & Pickeral, T. (2009). School climate: Research, policy, practice,
and teacher education. Teachers College Record, 111(1), 180-213. https://www.tcrecord.org/Content.
asp?Contentld=15220. DOI: https://doi.org/10.1177/016146810911100108

Coker, D. (2020). Education, policy, juvenile delinquents: A mixed methods investigation during COVID-19.
Journal of Educational and Learning, 10(1), 22-38. DOI: https://doi.org/10.5539/jel.v10n1p22

Copeland, A. J., & Agosto, D. E. (2012). Diagrams and relational maps: The use of graphic elicitation
techniques with interviewing for data collection, analysis, and display. International Journal of
Qualitative Methods, 11(5). DOL: https://doi.org/10.1177/160940691201100501

Creswell, J. W., & Poth, C. (2018). Qualitative inquiry and research design: Choosing among five
approaches. SAGE Publications.

Daniel, S. (2020). Education and the COVID-19 pandemic. PROSPECTS, 49, 91-96. DOI: https://doi.
0rg/10.1007/s11125-020-09464-3

De Lucaq, L., Nocentini, A., & Menesini, E. (2019). The teacher’s role in preventing bullying. Frontiers in
Psychology, 10. DOI: https://doi.org/10.3389/fpsyg.2019.01830

Durham, R. E., & Connolly, F. (2017, October). Strategies for student attendance and school climate in
Baltimore’s community schools. Baltimore Education Research Consortium. https://baltimoreberc.org/
wp-content/uploads/2017/10/StrategiesAttendanceClimateCommunitySchoolsOctober2017.pdf

Emirbayer, M., & Mische, A. (1998). What is agency? American Journal of Sociology, 103(4), 962-1023.
DOL: https://doi.org/10.1086/231294

Garry, E. M. (1996, October). Truancy: First step to a lifetime of problems. U.S. Department of Justice,
Office of Juvenile Justice and Delinquency Prevention. https://files.eric.ed.gov/fulltext/ED408666.pdf.
DOL: https://doi.org/10.1037/e306412003-001


https://www.attendanceworks.org/wp-content/uploads/2017/10/CNCS-1.10.2017-v3.pdf
https://www.attendanceworks.org/wp-content/uploads/2017/10/CNCS-1.10.2017-v3.pdf
https://doi.org/10.1080/02671520600942446
https://doi.org/10.1080/02671520600942446
https://ies.ed.gov/ncee/edlabs/regions/west/relwestFiles/pdf/508_ChronicAbsenteeism_NatlSummary_Balfanz_Byrnes_2012.pdf
https://ies.ed.gov/ncee/edlabs/regions/west/relwestFiles/pdf/508_ChronicAbsenteeism_NatlSummary_Balfanz_Byrnes_2012.pdf
https://ies.ed.gov/ncee/edlabs/regions/west/relwestFiles/pdf/508_ChronicAbsenteeism_NatlSummary_Balfanz_Byrnes_2012.pdf
https://doi.org/10.1080/13540602.2015.1044325
https://doi.org/10.1080/00220272.2016.1205143
https://doi.org/10.1080/00220272.2016.1205143
https://doi.org/10.1080/02660830.2007.11661545
https://doi.org/10.1080/02660830.2007.11661545
https://doi.org/10.1080/00131911.2015.1090400
https://doi.org/10.1080/00131911.2015.1090400
https://doi.org/10.1191/1478088706qp063oa
https://doi.org/10.1177/0038040715575559
https://doi.org/10.1177/0038040715575559
https://doi.org/10.1177/1365480220958797
https://doi.org/10.1177/1365480220958797
https://doi.org/10.1002/ab.21706
https://doi.org/10.1108/JRIT-10-2020-0055
https://doi.org/10.1108/JRIT-10-2020-0055
https://files.eric.ed.gov/fulltext/ED584442.pdf
https://www.tcrecord.org/Content.asp?ContentId=15220
https://www.tcrecord.org/Content.asp?ContentId=15220
https://doi.org/10.1177/016146810911100108
https://doi.org/10.5539/jel.v10n1p22
https://doi.org/10.1177/160940691201100501
https://doi.org/10.1007/s11125-020-09464-3
https://doi.org/10.1007/s11125-020-09464-3
https://doi.org/10.3389/fpsyg.2019.01830
https://baltimoreberc.org/wp-content/uploads/2017/10/StrategiesAttendanceClimateCommunitySchoolsOctober2017.pdf
https://baltimoreberc.org/wp-content/uploads/2017/10/StrategiesAttendanceClimateCommunitySchoolsOctober2017.pdf
https://doi.org/10.1086/231294
https://files.eric.ed.gov/fulltext/ED408666.pdf
https://doi.org/10.1037/e306412003-001

Gentle-Genitty, C., Taylor, J., & Renguette, C. (2020). A change in the frame: From absenteeism to Kipp 90
attendance. Frontiers in Education, 4. DO https://doi.org/10.3389/feduc.2019.00161 g%’}f"’l’g"% "3”4/Ecdi‘e’°f3“°”

Gottfried, M. (2014). Chronic absenteeism and its effects on students’ academic and socioemotional
outcomes. Journal of Education for Students Placed at Risk (JESPAR), 19(2), 53-75. DOI: https://doi.org
/10.1080/10824669.2014.962696

Gottfried, M. (2015). Chronic absenteeism in the classroom context: Effects on achievement. Urban
Education, 1(54), 3-34. DOL: https://doi.org/10.1177/0042085915618709

Gottfried, M. A. (2010). Evaluating the relationship between student attendance and achievement in
urban elementary and middle schools: An instrumental variables approach. American Educational
Research Journal, 47(2), 434-465. DOI: https://doi.org/10.3102/0002831209350494

Gottfried, M. A,, & Hutt, E. L. (2019, February). Addressing absenteeism: Lessons for policy and practice.
Policy Analysis for California Education. https://files.eric.ed.gov/fulltext/ED594699.pdf

Grinshteyn, E., & Yang, T. (2017). The association between electronic bullying and school absenteeism
among high school students in the United States. Journal of School Health, 87(2), 142-149. DOL:
https://doi.org/10.1111/josh.12476

Guillemin, M. (2004). Understanding illness: Using drawings as a research method. Qualitative Health
Research, 14(2), 272-289. DOLI: https://doi.org/10.1177/1049732303260445

Havik, T., Bru, E., & Ertesvdg, S. K. (2015). School factors associated with school refusal- and truancy-
related reasons for school non-attendance. Social Psychology of Education, 18, 221-240. DOL: https://
doi.org/10.1007/s11218-015-9293-y

Havik, T., & Ingul, J. (2021). How to understand school refusal. Frontiers in Education, 6. DOI: https://doi.
org/10.3389/feduc.2021.715177

Heyne, D., Gren-Landell, M., Melvin, G., & Gentle-Genitty, C. (2019). Differentiation between school
attendance problems: Why and how? Cognitive and Behavioral Practice, 26(1), 8-34. DOL: https://doi.
0rg/10.1016/j.cbpra.2018.03.006

Heyne, D., Sauter, F., Van Widenfelt, B., Vermeiren, R., & Westenberg, P. (2011). School refusal
and anxiety in adolescence: Non-randomized trial of a developmentally sensitive cognitive
behavioral therapy. Journal of Anxiety Disorders, 25(7), 870-878. DOI: https://doi.org/10.1016/].
janxdis.2011.04.006

Hibbett, A., & Fogelman, K. (1990). Future lives of truants: Family formation and health-related
behaviour. British Journal of Educational Psychology, 60(2), 171-179. DOI: https://doi.
0rg/10.1111/}.2044-8279.1990.tb00934.x

Houghton, C., Casey, D., Shaw, D., & Murphy, K. (2013). Rigour in qualitative case-study research. Nurse
Researcher, 20(4), 12-17. DOL: https://doi.org/10.7748/nr2013.03.20.4.12.e326

Hutt, E. L. (2018). Measuring missed school: The historical precedents for the measurement and use of
attendance records to evaluate schools. Journal of Education for Students Placed at Risk (JESPAR),
23(1-2), 5-8. DOLI: https://doi.org/10.1080/10824669.2018.1438899

Iversen, A.-M,, Pedersen, A. S., Krogh, L., & Jensen, A. A. (2015). Learning, leading, and
letting go of control: Learner-led approaches in education. SAGE Open. DOI: https://doi.
org/10.1177/2158244015608423

Jenkins, G. (2019). Teacher agency: The effects of active and passive responses to curriculum change. The
Australian Educational Researcher, 47, 167-181. DOL: https://doi.org/10.1007/s13384-019-00334-2

Kearney, C. (2008). An interdisciplinary model of school absenteeism in youth to inform professional
practice and public policy. Educational Psychology Review, 20, 257-282. DOI: https://doi.org/10.1007/
5s10648-008-9078-3

Kearney, C., & Bensaheb, A. (2006). School absenteeism and school refusal behavior: A review and
suggestions for school-based health professionals. Journal of School Health, 76(1), 3-7. DOI: https://
doi.org/10.1111/j.1746-1561.2006.00060.x

Kearney, C., Gonzalvez, C., Graczyk, P., & Fornander, M. (2019). Reconciling contemporary approaches to
school attendance and school absenteeism: Toward promotion and nimble response, global policy
review and implementation, and future adaptability (part 1). Frontiers in Psychology, 10. DOIL: https://
doi.org/10.3389/fpsyg.2019.02222

Kearney, C., & Graczyk, P. (2014). A Response to Intervention model to promote school attendance and
decrease school absenteeism. Child & Youth Care Forum, 43(1), 1-25. DOI: https://doi.org/10.1007/
s10566-013-9222-1

Keppens, G., & Spruyt, B. (2017). The development of persistent truant behaviour: An exploratory analysis
of adolescents’ perspectives. Educational Research, 59(3), 353-370. DOI: https://doi.org/10.1080/001
31881.2017.1339286

Keppens, G., & Spruyt, B. (2020). The impact of interventions to prevent truancy: A review of the research
literature. Studies in Educational Evaluation, 65. DOI: https://doi.org/10.1016/j.stueduc.2020.100840

Kipp, A. L., & Clark, J. S. (2021). Student absenteeism and ecological agency. Improving Schools. DOL:
https://doi.org/10.1177/1365480221992884


https://doi.org/10.3389/feduc.2019.00161
https://doi.org/10.1080/10824669.2014.962696
https://doi.org/10.1080/10824669.2014.962696
https://doi.org/10.1177/0042085915618709
https://doi.org/10.3102/0002831209350494
https://files.eric.ed.gov/fulltext/ED594699.pdf
https://doi.org/10.1111/josh.12476
https://doi.org/10.1177/1049732303260445
https://doi.org/10.1007/s11218-015-9293-y
https://doi.org/10.1007/s11218-015-9293-y
https://doi.org/10.3389/feduc.2021.715177
https://doi.org/10.3389/feduc.2021.715177
https://doi.org/10.1016/j.cbpra.2018.03.006
https://doi.org/10.1016/j.cbpra.2018.03.006
https://doi.org/10.1016/j.janxdis.2011.04.006
https://doi.org/10.1016/j.janxdis.2011.04.006
https://doi.org/10.1111/j.2044-8279.1990.tb00934.x
https://doi.org/10.1111/j.2044-8279.1990.tb00934.x
https://doi.org/10.7748/nr2013.03.20.4.12.e326
https://doi.org/10.1080/10824669.2018.1438899
https://doi.org/10.1177/2158244015608423
https://doi.org/10.1177/2158244015608423
https://doi.org/10.1007/s13384-019-00334-2
https://doi.org/10.1007/s10648-008-9078-3
https://doi.org/10.1007/s10648-008-9078-3
https://doi.org/10.1111/j.1746-1561.2006.00060.x
https://doi.org/10.1111/j.1746-1561.2006.00060.x
https://doi.org/10.3389/fpsyg.2019.02222
https://doi.org/10.3389/fpsyg.2019.02222
https://doi.org/10.1007/s10566-013-9222-1
https://doi.org/10.1007/s10566-013-9222-1
https://doi.org/10.1080/00131881.2017.1339286
https://doi.org/10.1080/00131881.2017.1339286
https://doi.org/10.1016/j.stueduc.2020.100840
https://doi.org/10.1177/1365480221992884

Linneberg, M. S., & Korsgaard, S. (2019). Coding qualitative data: A synthesis guiding the novice.
Qualitative Research Journal, 19(3), 259-270. DOL: https://doi.org/10.1108/QRJ-12-2018-0012

Literat, I. (2013). “A pencil for your thoughts”: Participatory drawing as a visual research method with
children and youth. International Journal for Qualitative Methods, 12(1), 84-98. DOI: https://doi.
org/10.1177/160940691301200143

Mallett, C. (2016). The school-to-prison pipeline: A comprehensive assessment. Springer Publishing
Company. DOI: https://doi.org/10.1891/9780826194596

Melvin, G., Heyne, D., Gray, K., Hastings, R., Totsika, V., Tonge, B., & Freeman, M. (2019). The Kids and
Teens at School (KiTeS) framework: An inclusive bioecological systems approach to understanding
school absenteeism and school attendance problems. Frontiers in Education, 4. DOL: https://doi.
org/10.3389/feduc.2019.00061

Melvin, G., & Tonge, B. (2012). School refusal. In P. Sturmey & M. Hersen (Eds.), Handbook of evidence-
based practice in clinical psychology. Wiley. DOI: https://doi.org/10.1002/9781118156391.
ebcp001024

Merriam, S. B. (1998). Qualitative research and case study applications in education. Jossey-Bass.

Morley, A. (2019). Unraveling the “female teacher effect”: The positioning and agency of female teachers
in girls’ education reform. Education Policy Analysis Archives, 27(141). DOI: https://doi.org/10.14507/

epaa.27.4249

Nathwani, G., Shoaib, A., Shafi, A., Furukawa, T., & Huy, N. (2021). Impact of COVID-2019 on school
attendance problems. Journal of Global Health, 11. DOI: https://doi.org/10.7189/jogh.11.03084

Priestley, M., Biesta, G. & Robinson, S. (2015). Teacher agency: What is it and why does it matter? In R.
Kneyber & J. Evers (Eds.), Flip the system: Changing education from the bottom up (pp. 134-148).
Routledge. DOI: https://doi.org/10.4324/9781315678573-15

Robinson, S. (2012). Constructing teacher agency in response to the constraints of education policy:

Adoption and adaptation. The Curriculum Journal, 23(2), 231-245. DOI: https://doi.org/10.1080/0958

5176.2012.678702
Saldaia, J. (2021). The coding manual for qualitative researchers (4 ed.). SAGE Publications.
Sobba, K. N. (2018). Correlates and buffers of school avoidance: A review of school avoidance literature

and applying social capital as a potential safeguard. International Journal of Adolescence and Youth,

24(3), 380-394. DOTI: https://doi.org/10.1080/02673843.2018.1524772

Stake, R. E. (1995). The art of case study research. SAGE Publications.

Tao, J., & Gao, X. (2017). Teacher agency and identity commitment in curricular reform. Teaching and
Teacher Education, 63, 346-355. DOL: https://doi.org/10.1016/j.tate.2017.01.010

Thornton, M., Darmody, M., & McCoy, S. (2013). Persistent absenteeism among Irish primary school
pupils. Educational Review, 65(4), 488-501. DOI: https://doi.org/10.1080/00131911.2013.768599

UNESCO (United Nations Educational, Scientific and Cultural Organization). (2020, March 19). Half
of world’s student population not attending school: UNESCO launches global coalition to accelerate
deployment of remote learning solutions. https://en.unesco.org/news/half-worlds-student-
population-not-attending-school-unesco-launches-global-coalition-accelerate

Wang, M., & Degol, J. (2015). School climate: A review of the construct, measurement, and impact on
student outcomes. Educational Psychology Review, 28(2), 315-352. DOI: https://doi.org/10.1007/
s10648-015-9319-1

Xu, M. A,, & Storr, G. B. (2012). Learning the concept of researcher as instrument in qualitative research.

The Qualitative Report, 17(21), 1-18. DOL: https://doi.org/10.46743/2160-3715/2012.1768

Jul @

Kipp 91
Continuity in Education
DOI: 10.5334/cie.43

TO CITE THIS ARTICLE:
Kipp, A. L. (2022). “No One
Really Likes Crying in School”:
The Influences of Classroom
and Institutional Dynamics
Upon Student Absenteeism
During COVID-19. Continuity
in Education, 3(1), pp. 75-91.
DOI: https://doi.org/10.5334/
cie.43

Submitted: 29 January 2022
Accepted: 11 June 2022
Published: 25 August 2022

COPYRIGHT:

© 2022 The Author(s). This is an
open-access article distributed
under the terms of the
Creative Commons Attribution
4.0 International License
(CC-BY 4.0), which permits
unrestricted use, distribution,
and reproduction in any
medium, provided the original
author and source are credited.
See http://creativecommons.
org/licenses/by/4.01.

Continuity in Education is a peer-
reviewed open access journal
published by Ubiquity Press.


https://doi.org/10.5334/cie.43
https://doi.org/10.5334/cie.43
http://creativecommons.org/licenses/by/4.0/
http://creativecommons.org/licenses/by/4.0/
https://doi.org/10.1108/QRJ-12-2018-0012
https://doi.org/10.1177/160940691301200143
https://doi.org/10.1177/160940691301200143
https://doi.org/10.1891/9780826194596
https://doi.org/10.3389/feduc.2019.00061
https://doi.org/10.3389/feduc.2019.00061
https://doi.org/10.1002/9781118156391.ebcp001024
https://doi.org/10.1002/9781118156391.ebcp001024
https://doi.org/10.14507/epaa.27.4249
https://doi.org/10.14507/epaa.27.4249
https://doi.org/10.7189/jogh.11.03084
https://doi.org/10.4324/9781315678573-15
https://doi.org/10.1080/09585176.2012.678702
https://doi.org/10.1080/09585176.2012.678702
https://doi.org/10.1080/02673843.2018.1524772
https://doi.org/10.1016/j.tate.2017.01.010
https://doi.org/10.1080/00131911.2013.768599
https://en.unesco.org/news/half-worlds-student-population-not-attending-school-unesco-launches-global-coalition-accelerate
https://en.unesco.org/news/half-worlds-student-population-not-attending-school-unesco-launches-global-coalition-accelerate
https://doi.org/10.1007/s10648-015-9319-1
https://doi.org/10.1007/s10648-015-9319-1
https://doi.org/10.46743/2160-3715/2012.1768

