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ABSTRACT 

Many researchers have examined the effect of truancy and student achievement. 

However, there has been little or no focus on the effect of truancy and non-attendance among 

ethnic minorities. The current study examined how African American students’ learning styles 

and their perceptions of teachers’ attitudes toward them and the learning environment influenced 

their decision to become high truants. Additionally, the study sought to find if selected 

demographic factors had any relevance on the truancy rate of African American students. The 

researcher used several assessment instruments to measure the variables being tested. The Index 

of Learning Styles Questionnaire (ILS), developed by Richard M. Felder and Barbara A. 

Soloman at North Carolina State University, was used to determine the preferred learning styles 

of African American students. The researcher designed instrument consisted of three parts. The 

first section, demographics, was used to measure descriptive interests for the researcher. The 

second section was used to gather data on truancy status. The third section was a 15-item 

questionnaire used to determine students’ perception of teachers’ attitudes toward them and the 

learning environment. The sample included 166 9th grade African American students enrolled in 

freshmen English classes in a public school located in a low socioeconomic inner-city in the 

southern region of the United States. Descriptive statistics, Cronbach’s alpha estimates for 

reliability, and multiple regression analysis were the analysis methods used in the study. The 

results from the analysis suggest that students with low grade point averages; those who had 

siblings who left school without receiving a high school diploma; those who had been in legal 

troubles; those who were not involved in clubs/organizations; and gender in relation to females 

were more likely to be truant. The variable “grade point averages” was found to be the most 

significant with the dependent variable “unexcused days missed.” The variables together 

explained 32.5% of the variance in the dependent variable.   
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CHAPTER 1: INTRODUCTION 

Introduction 

Truancy has been labeled one of the top ten major problems in this country's schools 

(DeKalb, 1999). It is a sign that our children may be facing difficulties in life that may need 

addressing or that they may be giving up and losing his or her way (U.S. Department of 

Education, 1995). As a widely researched topic throughout the past decades, truancy has 

gradually changed from an increase in the number of students graduating from high school to 

one where more of our youth are choosing to refrain from school. As a gateway to crime, truancy 

is damaging to the future of our nation with high rates of truancy linked to high daytime crime 

rates and vandalism (U.S. Department of Education, 1995). Truancy is the most powerful 

predictor of juvenile delinquent behavior, according to the Los Angeles County Office of 

Education. As such, truancy prevention processes should be a part of all community law 

enforcement efforts to prevent crime before it happens (U.S. Department of Education, 1995). 

What is truancy? There is no universal definition for the term. For the purpose of this 

research, we will use Zhang, Katsiyannis, Barrett and Wilson (2007) definition of truancy as a 

term used to describe the habitual engagement in unexcused absences from school. 

“Over the last decade, between 347,000 and 544,000 tenth through twelfth grade students 

left school each year without successfully completing a high school program” (Vanderslice, 

2004, p.15). Of 1 million students in the city of New York, about 15% are absent on a daily basis 

(DeKalb, 1999). Adolescents may be losing sight of the importance of a high school diploma. 

They may believe work is more important, and might not realize the type of dead end jobs 

available to those without a diploma.  

 As a result of the increase in truancy in the U.S., dropout rates are increasing at higher 

rates, particularly among African Americans. About 7000 students drop out of school each day, 
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averaging about 1.23 million who drop out of school each year, half of which are minorities 

(“High school dropouts in America”, 2007). Of all the African American students who enter 9th 

grade in the U.S., about 49.8% don’t graduate on time with regular diplomas after 12th grade, 

about 17.8% above the national average (Paulson, 2006).  

 As a consequence of dropping out, unemployment rates are increasing and if dropouts do 

find employment, they are likely to be paid less than those with diplomas (Vanderslice, 2004). 

Not only are dropouts jeopardizing their likelihood of success, the nation as a whole suffers as 

the percentage of dropouts increase. Dropouts from the class of 2007 will cost the nation nearly 

$329 billion in lost wages, taxes, and productivity over their lifetimes; if the 2006 dropouts had 

graduated, it would have saved the nation over $17 billion in medications and expenditures for 

uninsured health care over their lifetimes (“High school dropouts in America”, 2007). 

African Americans have a higher dropout rate than their White counterparts (Tompkins & 

Deloney, 1995). The national percentage of dropout rates of in the United States for the year 

2004, ages 16-24, was 10.3%. The percentage of African American students in this age range 

who dropped out during 2004 was 11.8%, higher than the national average, and drastically 

higher than Whites whose dropout rate was 6.8% (U.S. Department of Education, 2006). As a 

predictor of drop outs, high rates of truancy are one of the most notable factors that lead to this 

outcome (Reid, 2005).   

Reid (2005) stated factors within school settings that may be unnoticed when considering 

truancy. These factors are ease of leaving school, poor school management, poor student-teacher 

relationships, poor peer-peer relationships and the perceived irrelevance within school 

curriculum. If educators and administrators could learn to reach individuals who seem to be 

headed toward this path, maybe the dropout rates would decrease not only with African 

Americans, but with all youth across the nation. 
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Overview on Importance of Truancy Recognition 

 How do we attempt to decrease dropouts within our schools? The number one predictor 

of dropping out is evaluating those with high truancy rates. Truancy is such an important aspect 

when considering how to decrease dropouts. This may be because many individuals with high 

truancy records are those more likely to drop out of school. Researchers (Luster & McAdoo, 

1994; Somers & Piliawsky, 2004) have since focused on obvious reasons children are truant but 

fail to realize how school culture and students’ individual cultures differ. The school 

environment plays a factor in how students feel comfortable and are able to relate to their lives, 

and ultimately their decision to graduate. It is reported that students “…stay away from school 

because their social backgrounds have left them ill- equipped to handle the demands placed on 

them at school - or even to appreciate the value of an education” (Gabb, 1995, p. 4), especially in 

reference to ninth grade students. Previous research notes how most students who drop out of 

school do so during their first two years of high school (NCSET, n.d.). Many students are not 

given the support needed to become successful upon entering high school, accounting for over 

one-third of all drop outs in ninth grade (High school dropouts in America, 2007). Since the 

majority of ninth graders are already behind at least one grade level upon entering high school, 

they feel they do not possess the knowledge to succeed in high school (High school dropouts in 

America, 2007). Ninth grade serves as a narrow passage of progression where students begin 

their freshman year to find they do not have the academic skills to succeed in high school (High 

school dropouts in America, 2007). 

Characteristics of Students with High Truancy Records 

Given the high cost of dropping out of high school for the individual and society, it is 

imperative we know characteristics most closely associated with those at high risk of dropping 

out. Previous literature (Crowder & South, 2003; Reid, 2005) stated numerous contributing 
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variables linked with truancy and dropouts among high school students. These variables include 

(1) parental educational background, (2) ethnicity, (3) gender, (4) socioeconomic status, (5) lack 

of motivation, (6) self-esteem, (7) being held back at least one grade, (8) sibling dropout, (9) 

record of low academic achievement, (10) having a job while in school, and (11) living in a 

single parent household (Crowder & South, 2003; Dechamps, 1992; McLaughlin, 1990; Reid, 

2005). Students with these characteristics are believed to be those most likely to drop out. Reid 

(2005), in his review of literature, categorized these variables into three factors:  

• Individual factors: lack of self-esteem, social skills and confidence, poor peer relations, 

lack of academic ability, special needs, lack of concentrations and self-management 

skills; 

• Family factors: parentally condoned absences, not valuing education, domestic problems, 

inconsistent/inadequate parenting, economic deprivation; and, 

• Community factors: socio-economic factors, location, local attitudes, lack of community 

self-esteem. 

Students’ Perceptions of Teachers’ Attitudes  

Not a widely researched topic, teachers’ attitudes as perceived by students may also have 

a drastic effect on students’ ability to learn, their self-esteem, and ultimately their academic 

success. An earlier study found that student perceptions of support, interest, and respect received 

from their teachers was the most influential element of academic motivation, effort, and 

achievement (Zimmerman, Khoury, Vega, Gil, & Warheit, 1995). They also noted that students’ 

perceptions of teacher disinterest directly related to feelings of alienation, lack of commitment to 

school, and high dropout rates of low socioeconomic status minority students (Zimmerman, 

Khoury, Vega, Gil, & Warheit, 1995).   
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Learning Styles 

Teaching methods that involve a variety of learning styles may lead to more student 

success. Learning style and behavioral trends exist, and students from particular socialization and 

cultural experiences often possess approaches to knowledge that are highly functional in their 

original living environment and can be capitalized upon to increase performance in academic 

settings (Claxton, 1990). Learning styles are a way of perceiving, conceptualizing, and problem-

solving; a preferred way of interacting with and responding to the environment (Francis, 2000). 

They are cognitive, affective, and psychological indicators of the manners by which students 

perceive, interact with, and respond to their learning environment (Matthews, 1996). Students 

who learn with their preferred learning styles are more likely to gain more knowledge and skills 

when taught and counseled through their natural or primary style rather than through a style that 

is secondary or undeveloped, particularly when they are presented with new materials or engage 

in new experiences (Matthews, 1996). 

Problem Statement 

 Approximately 70% of students graduate from high school on time, but less than 50% of 

African Americans earn diplomas (“High school dropouts in America”, 2007). Most of these 

students who are not earning their diplomas and dropping out do so during their first two years of 

high school (NCSET, n.d.). Identifying key influences of truancy among African American 

youth is imperative. Identifying factors that lead to truant behaviors may ultimately lead to a 

decrease in the large percentage of dropouts African American students represent. Over 80% of 

high schools in our nation that produce the largest percentage of dropouts are between 15 cities 

in the north and west, and largely spread throughout the southern states (High school dropouts in 

America, 2007). To alleviate the problem of dropouts, which overwhelms our country, 

particularly in the south, researchers must identify factors which cause truancy and utilize this 
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knowledge to ultimately decrease this truancy, ultimately decreasing dropouts, producing more 

productive citizens in our society. 

Purpose of the Study 

 The need for research studies concerning the causes of truancy and non-attendance 

among ethnic minority backgrounds is necessary (Reid, 2005). The primary purpose of this study 

was to determine if African American students’ learning styles and their perceptions of teachers’ 

attitudes toward them and the learning environment influenced their decision to become high 

truants. Additionally, the study sought to find if selected demographic factors had any relevance 

on the truancy rate of African American students. Approval to conduct this study was obtained 

from the Institutional Review Board (see Appendix C). 

Knowledge gained through previous research enables us to recognize truant students and 

those who are more likely to dropout in our efforts to prevent future dropouts. As stated earlier, 

nearly one-third of high school students do not graduate on time (Paulson, 2006). Among 

African Americans, 50% do not graduate on time (Paulson, 2006). Nowicki, Sisney, Stricker, 

and Tyler (2004) assert how any research contributing to decreasing our national percentage of 

dropouts (approximately 40%) is beneficial.  

Research Objectives 

Several research objectives will be used to guide this study: 

1.   Objective one was to describe 9th grade African-American students enrolled in a 

public school located in a low socioeconomic inner-city in the southern region of the 

United States on the following selected personal and academic demographic 

characteristics (a) Gender, (b) Age, (c) Held back in school, (d) Socioeconomic status 

as measured by whether or not parents/guardians rent or own and parents/guardians 

employment (full-time/part-time/unemployed), (e) Whether student is a parent, (f) 
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Whether or not student live with their parents, (g) Number of siblings students have, 

(h) Whether or not any siblings left school before receiving a high school diploma, (i) 

Whether or not students have had any legal troubles (stopped by police, handcuffed, 

taken to police station, convicted of felony), (j) If students are involved in after school 

activities, (k) If students are involved in clubs/organizations, (l) If students attend 

school regularly, (m) If students ever considered dropping out, (n) If students have a 

job, if so, how many hours worked, (o) Parents/guardians education level, (p) 

Students current grade point average. 

2.  Describe students’ perceptions of teachers’ attitudes and the learning environment 

toward 9th grade African American students enrolled in a public school located in a 

low socioeconomic city in the southern region of the United States. 

3.  Determine the preferred learning style of 9th grade African American students 

enrolled in a public school located in a low socioeconomic inner-city in the southern 

region of the United States as measured by the “Index of Learning Styles 

Questionnaire.” 

4. Determine 9th grade African American students’ level of truancy based on all 

absences above the allowable limit of 10 days per semester according to East Baton 

Rouge Parish school board as measured by the following characteristics: Number of 

unexcused days missed this school year, ever been truant, if so, for what reasons. 

5.   Objective five was to determine if a model exists explaining a significant portion of 

the variance in the level of absenteeism among 9th grade African American students 

enrolled in a public school located in a low socioeconomic inner-city in the southern 

region of the United States from the following selected personal and academic 

demographic characteristics: preferred learning styles; students perceptions of 
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teachers’ attitudes toward them; students perception of teachers’ attitude toward their 

learning environment; gender; if respondents had any legal troubles; if any of their 

siblings left school without a high school diploma; whether or not they are involved 

in after school sports/activities; and whether or not they are involved in 

clubs/organizations. 

Significance of the Study 

 Two important considerations researchers should evaluate are the inclusion of diverse 

learning styles and students’ perceptions of their teachers and learning environment. Research 

examining these factors as it effects truancy among high school students is very limited.  

“Although the 1960s produced a large body of literature on teaching the “disadvantaged” 

and the 1970s produced a body of literature about “effective schools,” none of it was aimed 

specifically at preparing teachers to meet the needs of African American students” (Billings, 

1994, p.7). There is limited research on the relationship between learning styles and students’ 

perception of teachers’ attitudes in secondary education, and how they may impact African 

American students’ decision to remain in school. “Given the long history of the poor academic 

performance of African American students, one might ask why almost no literature exists to 

address their specific educational needs. One reason is a stubborn refusal in American education 

to recognize African Americans as a distinct cultural group” (Billings, 1994, p.9). This research 

project proposes to use and expand on past and present ideas, contributing to the world of 

education, to help improve society through attempting to add to the body of knowledge, ways to 

decrease the percentage of high school dropouts among African American students. In the course 

of conducting this research process, the researcher hopes to possibly recognize contributing 

factors that may have an impact on students’ decision to become high truant. By observing 

learning differences in learning styles of students considered truants and those that are not 
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considered truants, the researcher hopes to be able to determine if learning style makes a 

difference, and use this information to add to the body of knowledge of how to develop 

curriculum that gear to these differences, resulting in a decrease of drop outs among African 

American students. 

Definition of Terms 

Learning styles are ways of perceiving, conceptualizing, and problem-solving. It is a 

preferred way of interacting with and responding to the environment (Francis, 2000). 

Non-traditional 9th grade students are students enrolled in 9th grade who are repeating 

the 9th grade. 

 Truant students are those that refrain from school without permission. These students 

have histories of unexcused absences and tend to deviate from their responsibilities (Dukes & 

Stein, 2001). East Baton Rouge Parish School Board define truant as one who is absent from 

school without permission (Student Rights and Responsibilities Handbook, 2006). 

According to East Baton Rouge Parish School Board and the Louisiana state law, 

students enrolled in secondary education, grades 9-12, are to be in attendance a minimum of 80 

days per semester (not to exceed 10 or more absences per semester) unless absences are excused 

under the following circumstances (LA Welfare and Attendance Handbook, 2006, p.5): 

1. Personal illness  

2. Serious illness in the student’s immediate family 

3. Death in the student’s immediate family (Absences are not to exceed five school  

 days.) 

4. Recognized religious holidays of the student’s own faith 

5. Natural catastrophe and/or disasters. 

Dropouts are 16 to 24 year-olds who are not enrolled in school and who have not 
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completed a high school program regardless of when they left school. People who have received 

GED credentials are counted as high school completers” (U.S. Department of Education, 2005, 

p.105). 
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CHAPTER II: REVIEW OF LITERATURE 

Review of Literature 

 This literature review is composed of multiple sections: overview of research on truancy 

in secondary education, overview of truancy and dropouts among African American students, 

overview of learning styles, overview of learning styles of African American students, students’ 

perception of teachers attitudes’ and its affect on African American students’ decision to remain 

in school, relationship of students’ perception of teachers’ attitude and learning styles on the 

educational success of African American students, review of previous research, and a theoretical 

framework. Risk factors, factors within school settings, and demographic factors related to 

truancy will also be discussed. Key issues from these areas of research are combined to 

determine if the factors, learning styles, and students’ perceptions of teachers’ attitudes and 

learning environment, have an effect on African American students’ decision to become truant 

while enrolled in secondary education. 

Overview of Research on Truancy in Secondary Education 

Truancy among high school students is such a vast problem that nationwide programs, 

such as No Child Left Behind, have been developed in an effort to help students become more 

successful in education, but more so in secondary education. Less than one-half of students 

receive a high school diploma in the United States (Lagana, 2004), reaching drop out rates of 

almost 50% in most cities (Entwisle, Alexander, & Olson, 2004). Most recent research on 

truancy has focused on individual reasons and consequences of truancy and dropouts (Reid, 

2005). Of those that were completed, the majority was conducted in other countries, such as 

United Kingdom, which explained curriculum and poor teaching as preponderant factors when 

considering causes or truancy and non-attendance (Reid, 2005). 

What is truancy? Who are truant students? How do we determine who is considered a 
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truant student? Truancy generally refers to students’ unexcused absences from school. Walls 

(2003) define truancy as the number of unexcused absences by a student as determined locally. 

This definition is useful in that the term “locally” is used in an effort to emphasize the lack of a 

universal definition of truancy. Dukes and Stein (2001) define truant students as those that 

refrain from school without permission. These students have histories of unexcused absences and 

tend to deviate from their responsibilities (Dukes & Stein, 2001). One way to determine truants 

is observing their truancy records. There is no one definition of truancy. The definition of 

truancy is determined by the state and school in which individuals are located. The following are 

factors that may contribute to high truancy rates and ultimately drop outs: low socioeconomic 

status, race, parental educational status, low reading or math skills, academic disidentification, 

unstable living arrangements, racial isolation in residentially segregated neighborhoods (Crowder 

& South, 2003), and lack of self-esteem. All of these factors may be placed within the three 

categories stated in Reid’s (2005) article on school truancy: individual, family, and community 

factors. The following are examples of how these factors can be ranked in Reid’s three 

categories: 

1. Individual factors include lack of self-esteem, social skills and confidence, poor peer 

relations, lack of academic ability, special needs, lack of concentrations and self-

management skills. 

2. Family factors include parentally condoned absences, not valuing education, domestic 

problems, inconsistent/inadequate parenting, and economic deprivation. 

3. Community factors include socio-economic factors, location, local attitudes, lack of 

community, and self-esteem. 

  Reid (2005) also ranked ordered what he considered were the main causes of truancy: (1) 

Influence of friends and peers; (2) Relations with teachers, often those lacking in respect for 
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pupils; (3) Content and delivery of curriculum; (4) Family aspects (parents’ attitude, domestic 

problems); (5) Bullying; and (6) Classroom context, for example, pupils’ learning. The following 

sections discuss the impact these aspects have on truant behaviors of individuals as risk factors, 

factors within school settings, and demographic factors. 

Risk Factors 

Risk factors most closely related to truancy include single parent households (Crowder & 

South, 2003); family stability or residential status (Crowder & South, 2003); poverty or financial 

status; student employment (Walls, 2003); and teenage pregnancy. Research also examines the 

difficulties children experience when parents separate and/or divorce and how it impacts school 

attendance (Reid, 2005). School dropout rate for single parent households are twice as much as 

those who are married, and generally tend to have lower grade point averages (McLanahan, 

1996). Children of divorced families tend to exhibit lower levels of academic performance 

(Portnay, 2007), are at double risk of dropping out of school (Breivik & Olweus, 2006), score 

lower on achievement tests, have lower educational aspirations, are two to three times more 

likely to drop out of school, and eventually acquire lower levels of education (Portney, 2007).  

Of the risk factors noted above, residential status is rated as one of the highest distresses 

on students’ school attendance (Crowder & South, 2003; Reid, 2005). African American female 

headed households range over 50% of the nations total divorced households (Portes, Brown, 

Saylor, & Sekhon, 2005). Because African American children are more likely to live with their 

mothers, whose incomes are generally lower, they are more likely to live in lower socioeconomic 

areas. Consequently, these students may be more prone to live where violence is in or near the 

home, feel in danger when going to or returning from school (“Truancy Prevention”, n.d.), have 

a lack of guidance in the home, drug and alcohol abuse, and a lack of parental awareness of 

attendance laws (Walls, 2003). 
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Factors within School Settings 

Another facet of factors is those that appear within school settings. Poor school 

management, ease of pupils to slip away unnoticed, poor relationship with teachers and peers, 

students’ perception of irrelevance of the school curriculum, school environment and attitude of 

teachers and poor teaching methods, are factors within school settings which have a large impact 

on truancy (Attwood & Croll, 2006; Reid, 2005; Walls, 2003). 

Demographic Factors 

An individuals’ decision to become truant may also be affected by the area in which he or 

she reside. Some demographic factors associated with truancy include socioeconomic factors, 

location, local attitudes and lack of community self-esteem (Reid, 2005).  “Negative effect of 

neighborhood distress on high school completion is particularly pronounced among black 

adolescents… [thus, their] exposure to neighborhood poverty reinforces the damaging 

consequences of individual disadvantage” (Crowder & South, 2003, p.659).   

According to Crowder and South (2003), “adult neighbors provide important models of 

behavior for local adolescents so that youth living in neighborhoods in which many residents 

experience school failure, joblessness, poverty, and family instability, will themselves be less 

likely to complete school” (p.661). They also state how adolescents are affected by the attitudes 

and behaviors of their peers in their neighborhood so that drooping out of high school and other 

harmful outcomes spread in epidemic fashion in poor and distressed neighborhoods.  

Overview of Truancy and Dropouts among African American Students 

While much research has been completed on truancy and prevention methods (Reid 

2005), empirical evidence is limited regarding the relationship between truancy, dropouts, and 

African American students. Dropouts among African Americans are at much higher rates than 

Whites. African American students are drastically behind their white counterparts on all standard 
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measures of achievement (Billings, 1994). African American students account for 17 percent of 

public school population but 41 percent of the special education population in high schools, and 

are five times more likely than their white peers to be dependent on welfare and to become teen 

parents (Billings, 1994). Studies reveal whites are drastically underrepresented in juvenile 

reported cases, whereas African Americans account for a large majority (Walls, 2003). Walls 

also note that students with the highest truancy rates are more likely to become dropouts and that 

African Americans are among those with the highest dropout rates. This is an overt call for 

intervention among African American students in secondary education.  

According to the United States Department of Education (2006) 12 out of every 100 

African Americans between the ages of 16 and 24 did not receive a high school diploma during 

the year 2004. Majority of truancy behaviors take place in large cities, which are more likely to 

have large schools (Walls, 2003), and larger schools are noted to have high rates of truancy. As 

such, a large percentage of those who populate these large urban communities with large schools 

and low-income homes are African Americans, thus, they are more likely to become truant or at-

risk of high truancy (Vanderslice, 2004).  

 Risk factors most strongly associated with underachievement among African American 

students in urban communities are: teachers’ demonstrations of caring, lack of teacher-peer 

respect, a disinterest in children’s growth, lack of teacher expectations for children’s 

achievement, curriculum relevance, class size, disengagement from school-related activities, 

students’ own lack of confidence in their abilities to achieve, high mobility in school attendance, 

little or no parental expectations and involvement, level of parents’ education, and poverty or 

low income (Somers & Piliawsky, 2004).  

 Socioeconomic status may also be directly related to African American students’ ability 

or inability to access knowledge, material resources, and personal mastery (Lagana, 2004). Drop-
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out rates are much higher in urban areas and even higher among low-income, low-achieving 

youths, and youths in ethnic minority groups (Lagana, 2004), largely because they lack the 

resources needed to succeed educationally. This may include educators’ and administrators’ 

knowledge of how to prepare for internal controls such as behavior problems and lack of 

motivation among African American students. Students who are vulnerable to this disadvantage 

have a susceptibility to receive the most impoverished education.  

 Family and community are also found to have an influence on school attendance rates. 

Students from communities actively involved in education are less likely to have high truancy 

rates. On the other hand, students from communities less involved in education, who have 

parents who are not involved, lack of guidance, lack of attendance laws, and whose families have 

differing views about education (Walls, 2003) may tend to follow the same patterns of inactivity 

in their education. Taking sole responsibility for the care giving of their families at an early age 

is another family factor impacting the educational success of African American students. The 

responsibility of having a part-time job may add to their disengagement from school. 

Researchers are beginning to relate how these types of home environments and early care giving 

may affect truancy among students (Lehr, Sinclair, & Christenson, 2004). Because of their 

increased responsibilities, students may begin to feel alienated from the educational environment 

because they fail to see its relationship to everyday living. “The overt indicators of 

disengagement are generally accompanied by feelings of alienation, a poor sense of belonging, 

and a general dislike for school” (Lehr, Sinclair, & Christenson, 2004, p.280). Students must be 

able to identify with learning and relate its purpose to everyday situations. With an increase in 

the percentage of students with adult responsibilities, creating feelings of belonging to school 

environment through positive teacher-student relationships can foster in students’ ability to see 

and understand the importance of educational success (NCSET, n.d.). Paulson (2006) in her 
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study on dropout rates, found students are not dropping out because they cannot do the work, 

nearly 90% of those in the study had passing grades before deciding to drop out. She found 

instead, students dropped out because classes were “too boring” and students needed to feel 

engaged in school and learning as a part of their community. As an effort to improve test scores, 

institutions have gone as far as informally push low-achieving students out (Paulson, 2006), 

instead of addressing the problem of why they are not achieving academic success. Thus, student 

engagement in school may be able to lessen truancy rates if institutions encouraged motivational 

success in class subjects.  

 Students who lack motivation to remain in school or to attend regularly have either lost or 

never had command of their social and personal controls. These two concepts may also influence 

truancy rates among African American students in secondary education. Social control, 

according to Hirschi's theory of social control, is the assumption that persons will engage in 

delinquent behavior when their "social bond" to society is destabilized (Miller, 2003). Dukes and 

Stein (2001) define social controls as factors related to students’ decision to drop out, somewhat 

based on their upbringing, but students do not see how they can control them. There are also 

connections to institutions such as the family, school, or organized religion (Dukes & Stein, 

2001). African Americans are forced to deal with factors proven significant to their sense of self, 

identity, success, and survival, while continuing to battle in an environment constantly producing 

hostility and interruptions (Miller, 2003). Other issues of social control directly related to 

educational institutions affecting truancy include overcrowding in classrooms, inflexible rules, 

tracking procedures, competency exams, unfair discipline, and lack of faculty interest (Lagana, 

2004). All of these factors can be related to teachers and school board leaders’ failure to consider 

various ethnic groups and learning styles in curriculum.   

 Personal controls are individuals’ characteristics which may include their personal traits 
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(Dukes & Stein, 2001). Students who lack motivation may feel they have no personal control 

over who they are, who they want to become, or their ability to have high self-esteem. Literature 

suggests less high school truancy and drop outs would prevail if curriculum and prevention 

methods focused on individuality of students’ learning styles and their background (Whaley & 

Smyer, 1998). Members of African American communities must find ways to help African 

American students understand success and ways to obtain that success through navigating the 

system for achievement in school (Spradlin, Welsh, & Hinson, 2000). 

Dropouts, though not used as a variable in the study, will be discussed in view of the fact 

that many students with high truancy rates are the ones subjected to become dropouts. Truancy 

closely relates to dropout and should be considered when attempting to develop truancy 

prevention methods. As a result, this section discusses the consequences of dropping out for the 

individual and society. 

Consequences of Dropping Out 

The national dropout rate within the United States has decreased within the last few 

decades. Despite this decline, dropouts among African Americans continue to increase and 

continue to be a huge problem in our nation. Research data documents students who become 

truant and eventually drop out of school put themselves at a long term disadvantage in becoming 

useful citizens (U.S. Department of Education, 1995). Furthermore, not obtaining a high school 

diploma is found to have more severe consequences for Black than White students (Davis, 

Ajzen, Saunders, & Williams, 2002). 

Failing to complete high school not only affects the individual, but his/her community, 

and society as a whole. Youth who do not earn a high school diploma lack the skills required to 

secure permanent employment, are more likely to be on welfare, and are more at-risk for 

drug/alcohol abuse (Davis, Ajzen, Saunders, & Williams, 2002). 
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Consequences for the Individual 

One consequence of dropping out of high school is the direct impact it has on the 

individual. It has been known for years that those who do not complete high school are faced 

with many more difficulties later in life than those that do (“Youth Who Drop Out,” 2000). The 

decision to permanently withdraw from school may seem ideal in the beginning, but the lifelong 

consequences are detrimental. The wages of those who graduate from high school are much 

higher than those that do not, and continue to climb. “Recent dropouts will earn $200,000 less 

than high school graduates, and over $800,000 less than college graduates, in their lives” 

(“Youth Who Drop Out,” 2000, p. 2).  

Not only will high school dropouts have a more likely chance of living in poverty 

because of low income jobs, they may also be faced with the inability to receive employment. 

Those without a high school education are not properly equipped for the modern workforce 

(Davis, Ajzen, Saunders, & Williams, 2002). “Unemployment rates among male high school 

dropouts are much higher than those for high school graduates…As the job market requires 

greater skills, many dropouts may find themselves completely locked out of an increasing variety 

of jobs as employers begin demanding a high school diploma as the minimum job qualification” 

(McLaughlin, 1990, p.6). 

In addition, dropping out has a direct impact on the mental development of individuals. 

Dropouts may not be able to function as well psychologically as would high school graduates. 

The network circle of those in high school is larger since they have more persons to consult with 

during their adolescent development. They are able to form closer bonds with those that may 

help them cope with difficult situations during adolescence, their teachers and peers, who play a 

large part in adolescent development since students spend more time in school environments 
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than they do at home. This network provides more persons to assist them during the most 

difficult time in their lives. The social networks of dropouts may affect them mentally. 

“Obtaining a high school diploma has become an increasingly important prerequisite for 

economic and social mobility in the United States” (Davis, Ajzen, Saunders, & Williams, 2002, 

p.810).  

In the view of the researcher, because truant students are stigmatized with negative 

perceptions brought on by high school dropouts, they may develop low self-esteem, thus lacking 

confidence that they can succeed. Because of this stigmatism, and the consequences that follow, 

their possibilities for success in life are few.  

Consequences to Society 

The high rate of dropouts in the U.S. has serious effects on our society. High school 

dropouts are two and a half times more likely to be on welfare than high school graduates (U.S. 

Department of Education, 1995). Dropouts from the class of 2006 will cost the nation over $17 

billion dollars for health care over their lifetimes (High school dropouts in America, 2007). 

Those who are truants and may become dropouts are more likely from low socioeconomic areas. 

Leaving school without a diploma means more likely they will continue this cycle of low-income 

living as opposed to graduating. As such, if the graduation rates of minorities don’t reach that of 

whites by 2020, the nation will continue to reach high deficits whereas personal income would 

have helped the economy (“High school dropouts in America”, 2007). “This high rate …saddles 

the United States with an undereducated work force which, in turn, retards economic and social 

development. Dropouts also cost the nation billions of dollars in lost tax revenues and in welfare, 

unemployment, and crime prevention programs” (McLaughlin, 1990, p.5).  

With the increase of high school dropouts also comes the increase of daytime crime and 

incarceration rates. “Higher rates of crime found amongst young people from socio-economically 
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disadvantaged families reflect a life course process in which adverse family, individual, school, 

and peer factors combine to increase individual susceptibility to crime” (Fergusson, Campbell & 

Harwood, 2004, p.956). The monetary costs of maintaining prisons are extreme. Many 

individuals who are incarcerated were high school drop outs, making up nearly half of the prison 

population. 

Overview of Learning Styles 

 Literature suggests less high school truancy and drop outs would prevail if teaching and 

prevention methods focused on individuality of students’ learning styles (Whaley & Smyer, 

1998). Learning styles is defined as “a consistent pattern of behavior and performance by which 

an individual approaches educational experiences” (Durodoye & Hildreth, 1995, p.242). Davis 

further defines learning styles as “individuals’ characteristic and preferred ways of gathering, 

interpreting, organizing, and thinking about information” (2001, p.185). A person's learning style 

is developed based on their hereditary factors, life experiences, and the demands of their present 

environment (Matthews, 1996). It is composed of biological and developmental characteristics 

that make the traditional learning environments, methods, and resources successful for some 

learners and ineffective for others (Lovelace, 2005).  

 No one learning style is projected to be better than another. Learning styles are based on 

a person’s preferred method of processing information and should not be used to believe that is 

the only way a student takes in information. Their “preferred” learning style only means the one 

most often used, not neglecting the fact they may use any other learning styles at any given time 

or situation. Contributors of students’ preferred learning styles are educational experiences, 

family relationships, socioeconomic class, and academic environment (Anderson, 1988).  Davis 

(2001) acknowledges three reasons understanding learning styles are useful for educators.  

1. Having knowledge about learning styles may help educators understand and explain 
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differences observed among students. 

2. Learning styles will enable educators to develop teaching strategies which build on 

the different strengths of individuals in the classroom.  

3. Knowing how students differ in their preferred learning styles may help educators 

assist students increase their range of learning strategies.  

 Research based on learning styles of students in educational settings have supported the 

notion that including more variety in learning styles in the classroom encourage success in high 

school. “Once learning styles have been identified, instructors can estimate the approaches, 

methods, and sequences that are likely to make learning relatively comfortable for each person” 

(Lovelace, 2005, p.177). The problem exists with educators and administrators failing to 

implement research methods proven to provide positive results.  

In a study based on the Dunn and Dunn Learning-Style Model, Lovelace (2005) wanted 

to determine if responsive instruction increased achievement or improved students’ attitudes 

toward learning. She found matching student learning-style preferences with complementing 

instruction would improve students’ academic achievement and attitudes toward learning. This 

study supported the belief that “regardless of academic level, students earn statistically higher 

standardized achievement and attitude test scores when they are taught and/or tested with 

resources and strategies responsive to their learning-styles” (Lovelace, 2005, p.176). Everyone 

has the ability to learn new and difficult information when they capitalize on their preferred 

learning styles (Dunn & Dunn, 1998). Therefore, education curriculum should be less traditional 

or focused on one major learning style, and more geared toward the variety of the students they 

are teaching.  

Overview of Learning Styles of African American Students 

How do learning styles affect the decision of African American students to drop out of 



 

23   

high school? Are African American students with active learning styles more likely to drop out 

of high school than African American students with less active learning styles?  There is limited 

literature concerning learning styles as they relate to African American students in secondary 

education. Of those that exist, the majority focus on risk factors that cause drop outs among 

African American students or the need to include various learning styles in curriculum. African 

American students are important to examine due to their high drop out rate, but very few studies 

have specifically targeted them (Forsbach, Yanowitz & Fiala, 2002). It is known, however, that a 

growing number of students experiencing school failure are African American (Young, 2005). 

“Every seven seconds of the school day an African American student is suspended from public 

school…Every forty-nine seconds of the school day an African American student drops out of 

school” (Young, 2005).  

Nagging our country’s educational system for decades is the insensitivity toward learning 

styles and culture. Curriculum nationwide is designed to fit one type of learner, mainly focused 

on the western European culture. It lacks diversity that characterizes our nation and must be 

urbanized on levels that accept the different ways communities think, believe, and learn. The 

continuous failure among African American children is created by teachers’ diverse cultural 

ineptness, improper attitudes, and differential behaviors toward African American students 

(Young, 2005). “When the learning styles of most students in a class and the teaching style of the 

professor are seriously mismatched, the students are likely to become uncomfortable, bored and 

inattentive in class, do poorly on tests, get discouraged about the courses, the curriculum and 

themselves, and in some cases…drop out of school” (Felder & Spurlin, 2005, p.103). This may 

be a large part of why students do not feel connected with their learning environment. Not only 

must there be a change in curriculum but “teachers in today’s schools must learn to effectively 

educate students from diverse cultural backgrounds” (Vanderslice, 2004, p.19).  
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 Important cultural characteristics normally only addressed at home should now be 

included in classroom curriculum. Teachers should be allowed creativity in their teaching 

methods to make subjects like reading and math enthusiastic for their students and be able to 

illustrate how it relates to daily activities in their students lives. They must be able to forget their 

own bias and consider the particular population they are attempting to educate. Teachers should 

also know how to interact with students of different cultures and not lessen their expectations of 

minority students. “When teachers bring their own culture and values with them into the 

classroom, when teachers face a conflict in cultural values they often react by rigidly adhering to 

their own set of values; thus inadvertently, their behavior can interfere with the learning or limit 

the learning of their students” (Graybill, 1997, p. 312). According to Vanderslice (2004), 

teachers must be able to bring subjects alive through understanding the environments they are 

teaching and know how to include characteristics of lifestyles in their teaching styles. “Time 

teachers spend learning other cultures and integrating those into the classroom is time well 

spent” (Vanderslice, 2004, p.19).  

 African American children’s attitude toward success in education is found to decrease as 

they age. As they get older, they undergo experiences that are brought upon by the majority 

European white culture. Because of their ineptness during their elementary education year, by 

early adolescence they begin to believe their status in life cannot be improved through academic 

achievement (Kuykendall, 1991). They learn to start believing this perceived definition of life, or 

of educational failure, and begin to give less time and energy in school (Kuykendall, 1991).   

 “If we believe that everyone can learn, then what accounts for the difficulties that many 

African American children have in school?” (Graybill, 1997, p.311). The lack of effort of 

educators at the secondary education level to implement variations in teaching styles, to account 

for the rainbow of learning styles, may explain many of these difficulties. Burke and Dunn 
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(2002) found in their study on learning styles to raise minority student test scores that students 

are more enthusiastic and participative in learning when a learning style based curriculum is 

introduced. Though these educators may be consumed with prior duties, they must remember 

their ultimate purpose, educating youth to become more productive citizens. 

 “It was found by investigators using the Myers-Briggs Type Indicator that persons with 

the intuitive style rather than sensory style have a greater potential for success in school; one 

reason for this potential is that instruction, counseling, and other student services more nearly 

match the learning styles of the groups who find success” (Matthews, 1996, p.249). Matthews’ 

research further support the belief that dissimilarities between student and instructor learning and 

teaching styles has an affect on school success.  “Although mismatching is appropriate for 

developmental reasons, students possess more positive attitudes toward school when taught and 

counseled through their natural learning style rather than through a learning style that is 

secondary or undeveloped, particularly when they are presented with new materials or engage in 

new experiences” (Matthews, 1996, p.249).  

Additionally, when determining learning styles, it is imperative that educators understand 

student backgrounds as a way of understanding differences in learning styles. Research lack 

studies examining the need for more inclusive teaching methods, recognizing variations in 

learning styles and its relationship with learning environments and student’s perception. Instead 

of ignoring diversity in education, discussions of culture and learning styles are effective and 

essential to understanding how African American children learn (Durodoye & Hildreth, 1995). 

Teachers should become trained on variations in culture and how that affects learning of African 

American students. Though total blame should not be placed in the hands of teachers who are 

overwhelmed with responsibilities, it is somewhat their responsibility to assist minority students 

to become effective learners. Research has shown that teachers often have lower expectations for 
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minority, and African-American students are aware of these low expectations, thus, because of 

these perceived lower expectations, they are more likely to lack engagement in school (Murdock, 

1999). We should not take this to encourage teachers to become over nurturing as to favor 

minority students or lessen their expectations of them, but to acknowledge differences in learning 

styles and gear teaching to fit those differences. Willis (1989) completed a study on learning 

styles of African American students and found they are more (1) social or people oriented so 

social interaction is imperative in learning; (2) harmonious in that knowledge is sought for more 

practical purposes; (3) expressive, creative and prefer oral expression; and (4) nonverbal in 

communicating.  

Students’ Perception of Teachers Attitudes and Its Effect on  
African American Students’ Decision to Remain in School 

Educators often fail to notice the impact of school as a social context on student behavior 

(Forsbach, Yanowitz & Fiala, 2002). Students yearn for the feeling of belongingness to their 

school environment through their relationship with their teachers, administration, and peers 

(NCSET, n.d.). The sense of belonging conveys the relevance students, particularly African 

American students, need to feel their school environment understand what they are going 

through and encounter in their living environments. This will ultimately play upon how these 

students view education as a vital part of their lives. Forsbach, Yanowitz and Fiala (2002), in 

their study on students’ perceptions of school success, interviewed six African-American high 

school seniors and found six issues they felt impacted school success. The issues included, in 

order of importance: 1) initiative, 2) self-image; 3) family; 4) teachers; 5) labeling/racism; and 6) 

participation in school programs. These students described initiative, the most often reported 

issue, as how they are more determined and work harder than other students to be successful. 

Self-image, the second most reported factor, students felt were important because school success 

was also determined by the way they carried themselves in public and how they possessed high 
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self-esteem. Family was ranked because many of them reported how their family had high 

expectations of them. For instance, one student said their mother was always saying how proud 

the family would be when he/she became the first high school graduate in their family.  

Though these students were exposed to labeling and racism by some teachers, they 

perceived teachers’ attitudes toward them and their peers and helpfulness as precursors of 

success in high school. Labeling and racism were ranked in this list of issues because it was 

mentioned 17 times by the students in regards to standardized testing not being made for them, 

and how many of their African American classmates were being labeled as Special Ed or 

Resource. The last issue of the Forsbach, Yanowitz and Fiala (2002) study was participation in 

school programs basically was a result of the students mentioning how they felt, though 

dominated by white students, participation in school programs were related to school success. 

The ranking of these issues were reflective of how the African American students of this study 

perceived the importance social support networks were regarding school success.  

Relationship of Students’ Perception of Teachers’ Attitudes and Learning Styles on the 
Educational Success of African American Students 

 
Students are individuals who employ a variety of methods as a way to understand or 

conceptualize information. Some respond effectively to lectures and notes while others can better 

internalize information connected to visual stimuli (Francis, 2000). Research concerning African 

American students show they prefer oral experiences, physical activities and loyalty in 

interpersonal relationships (Guild, 1994). This differs from mainstream culture in that education 

is based on the individual learner valuing independence, analytic thinking, objectivity, and 

accuracy (Guild, 1994). Many theorists believe African-American children generally learn 

successfully in ways characterized by harmony, cooperation, affect, and socialization (Francis, 

2000).  
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 In an effort to improve education for African American students, teacher education 

programs must excel in preparing teachers and administrators concerning African American 

students cultural background as it may directly relate to how these students perceive they are 

accepted by their educators; the impact African American culture has on behavior, learning 

styles, and preferred teaching styles; and a genuine appreciation of the diversity African 

Americans bring to learning environments (“Strategies for Teaching the African American 

Student”, 2005). Teachers must take a deep look at their own cultural background, understanding 

the effects their biases may have when interacting with students. Only then can teachers examine 

the backgrounds and needs of their student population and understand their students' cultural 

biases as well (“Strategies for Teaching the African American Student”, 2005). Following are 

tactics ”Strategies for Teaching the African American Student” give for success in teaching 

African American students: 

• Recognize and understand the cultural differences among students from diverse 

backgrounds, and treat such differences with respect.  

• Intervene immediately, should a fellow student disparage a Black student's culture or 

language.  

• Value the broad and varied experiences Black students bring to the classroom, and 

promote their acceptance.  

• Avoid segregating students by cultural groups, and do not allow the students to segregate.  

• Expand students' capacity to appreciate and deal with the differences in others, and help 

students to perceive self in a multi-cultural perspective.  

• Demand the same level of excellence from all students.  

• Have high science expectations for all students; positive expectations increase student 

achievement.  
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• Do not base a student's capability by their proficiency with the cultural mainstream.  

• Due to cultural differences, cultural conflict and behavioral problems are more likely to 

emerge when minorities are unaware of expected cultural or communicative norms.  

• Realize that every American is a product of his or her culture, and a tolerance and 

understanding of language differences must exist in such a diverse society.  

• Many black students speak Ebonics; these differences in dialect must only be perceived 

as language variances, and not as a set back. These students should be accepted with a 

positive attitude and aided in the mastery of Standard American English.  

• Students should be judged based on current situations and circumstances, not on previous 

mistakes.  

• There exist congruencies between a student's learning style and the teacher's teaching 

style.  

Therefore, in order to increase the success rate of African-American students, educators 

should develop more efficient methods of teaching that includes the values underlying the 

African American worldview (Francis, 2000).  

Theoretical Framework 

The theoretical base for this research is formed on the belief that such factors as learning 

environment and learning styles have an impact on students desire to become truant. Theories 

used in this research project have relevance in how specific risk factors influence students’ 

decision to become high truants.  

The two focal independent variables of the study are learning styles and student 

perceptions. I will attempt to conceptualize learning style and student perception and how I use 

them in this study. For this reason I have selected the theory of perception, and the experiential 

learning theory (learning styles model) as the theoretical framework for this study.  
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Learning is the assumption that education in classrooms is unproblematic and taken for 

granted (Smith, 1999). Learning is based on the idea of how learning may happen (Smith, 1999). 

This traditional belief of learning undermines the learning process as it often takes place at any 

place at any time. Learning should be enthusiastic to the learner, a desire and willingness by the 

learner. As Carl Rogers said (Smith, 1999, p. 1): 

“I want to talk about learning. But not the lifeless, sterile, futile, quickly forgotten stuff 
that is crammed into the mind of the poor helpless individual tied into his seat by ironclad 
bonds of conformity! I am talking about LEARNING – the insatiable curiosity that drives 
the adolescent boy to absorb everything he can see or hear or read…I am talking about 
any learning in which the experience of the learner progresses along this line: “No, no, 
that’s not what I want”; “Wait! This is closer to what I am interested in, what I need”; 
“Ah, here it is! Now I’m grasping and comprehending what I need and what I want to 
know!”  

 
This should be the goal of learning and teaching in all realms of life. The lack of attention to the 

true nature of learning (as more than teacher gives information, student takes test, and learning 

has occurred) eventually leads to the decreased levels of education we witness today.  

Learning styles are the different ways we learn and process information. Francis (2000) 

defines learning styles as a preferred way of interacting with and responding to the environment. 

Kolb’s experiential learning theory will be used to explain learning styles as it relates to this 

study. Kolb's 1984 theory of experiential learning is the belief that learning is based on 

experience as the source of learning and development (Clark, 1999). This theorized that people 

develop preferences for different learning styles in the same way that they develop any other sort 

of style (Clark, 1999).  

According to Kolb, the learning cycle involves four processes that must be present for 

learning to occur (Chapman, 2006). These four learning preferences are based on a four stage 

learning cycle which includes (1) active experimentation (activist), (2) reflective observation 

(reflector), (3) abstract conceptualization (theorist), and (4) concrete experience (pragmatist). 

Kolb found that the four combinations of perceiving and processing information determine the 
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four learning styles (Clark, 1999). These variations in learning, according to Kolb, are along a 

continuum which he describes as the processing continuum (west-east), how we approach a task; 

or the perception continuum (north-south), how we feel or think about a particular task 

(Chapman, 2006).  

Kolb basically assert that different people naturally prefer a specific learning style, but all 

persons utilize all learning styles (Chapman, 2006). The learning style preference is simply a 

product of two choices along the continuum, where particular factors, such as demographic and 

family factors, influence a person’s preferred style of learning. The diagram below depicts a 

diagram of Kolb’s learning styles (Chapman (2006). In this system of learning Kolb describes 

three stages of development: Acquisition (birth to adolescence), the development of basic 

abilities and cognitive structures; specialization (school years, and early experiences of 

adulthood), the development of your personalized learning style which is shaped by your social, 

educational, and organizational socialization; and integration (mid-career to later life), the use of 

non-dominant learning styles in work and your personal life. 

 

Figure 1 Kolb’s Learning Styles Model by Alan Chapman (2006) 
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From this model, Kolb suggests that our propensity to reconcile and successfully integrate the 

four learning styles improve as we develop through these stages (Chapman, 2006), but our 

learning from birth to adolescence is dependent on how our learning activities match our   

preferred learning styles. 

Many individuals perceive learning as how they learned. As times change, so do people. 

Children now are facing struggles never faced by children before. As their experiences change, 

so do their perceptions of education and the way they perceive education to benefit them. If they 

are presented with information believed to be important, but they cannot relate it to their personal 

lives, then we loose them. Understanding learning as if effects each individual is imperative. We 

are loosing too many of our youth to society, while they try to make it on their own.  

This variation in learning among individuals is contingent along with the belief of this 

study that all individuals learn differently. Though all students are capable of using traditional 

learning styles to align with traditional teaching methods, African American students have been 

found to prefer more active learning styles which do not match these traditional methods. Based 

on this, the experiential learning theory was found to be the most appropriate theory to guide and 

interpret the findings of this dissertation as it relates to learning styles. 

Students’ perception is, in their eyes, the truth. Influenced by their experiences and 

expectation, perception is what they see as reality to them, and what they believe will happen, 

whether it is true or not. In the eyes of students, perception of how they will perform in school 

determines their academic success (Rollins & Valdez, 2006). Perception includes all processes 

associated with the recognition, transformation and organization of sensory information (Little, 

1999).  

The perception theory defines perception as images which exist where and when the 

mind perceives them (Carr, 1918). Carr believes images are not the whole reality of what is seen, 
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but reality is duration, and the images are a selection within this duration. Perception, on the 

other hand, is derived throughout this period of reality (Carr, 1918). Perception is an external 

awareness of two objects, the mind and an absolute space at that moment (Carr, 1918), thus what 

students see a given time sends messages to their mind that what they have seen is the truth. 

Review of Previous Research 
 

 Of the review of literature within the last fifteen years, the majority discusses 

characteristics of truancy, but few attempt to find ways to reach students and decrease truancy 

(Durodoye & Hildreth, 1995; Gabb, 1995; Lagana, 2004; Nowicki, Sisney & Stricker, 2004; 

Reid, 2005; Somers & Piliawsky, 2004). A trend in the United States towards controlling truancy 

is a tightening of school discipline normally involving the imposition of academic penalties 

(Gabb, 1995). Gabb also found at Aurora High School in Colorado, persistent truants are 

suspended from school, and occasional truants are required to catch up on the class work they 

have missed as a result of those suspensions. In some places “truants can be punished by grade 

reduction and exclusion from higher grades, or even from final examinations” (Gabb, 1995, p. 

2). This type of punishment does not help but continue to add to the cycle of truancy given that 

students fall further behind and feel they can’t catch up on missed assignments. 

 Kearney (2007) studied behavior forms and functions of school refusal behaviors in 

youth ages 5-17 years of age. In a university based clinic for youth with school refusal behaviors 

(e.g. those that missed  large amounts of school time, those who skipped classes, those who 

displayed severe behaviors in the morning in an attempt to miss school, and those who requested 

school extraction often from their parents), Kearney gathered child self-reports and parental 

forms on school refusal behaviors. He found school refusal is better measured using functions 

than measuring certain behaviors as previous research has done. These functions that may show 

a desire to refrain from school include pursuit of attention from a significant other (peer 
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companionship), pursuit of tangible reinforces outside of school (gang, friendship cliques, etc.), 

and disconnection from social activities at school (e.g. extracurricular activities). Thus, if 

researchers and parents focus less on current behaviors and characteristics and pay more 

attention to the functions, they can better serve potential severe truant students.  

 Davis, Ajzen, Saunders, and Williams (2002) conducted a 4-year longitudinal study that 

allowed them to examine the personal beliefs and attitudes of African American youth with 

respect to their decision to remain in school, and used this behavior to predict actual behavior. 

This study followed students from their freshman year through their senior year. It was 

conducted at a large urban high school with 99% African American student enrollment and based 

on the theory of planned behavior. The theory of planned behavior, developed by Icek Ajzen 

(1991), holds that human actions are governed by three kinds of considerations:  

• Beliefs about the likely outcomes and the behavior and the evaluations of these outcomes 

(behavioral beliefs); 

• Beliefs about the perceived behavioral  expectations of others and motivation to comply 

with expectations (normative beliefs); and 

• Beliefs about the presence of factors that may facilitate or impede performance of the 

behavior and the perceived power of these factors (control beliefs). 

Davis, Ajzen, Saunders, and Williams (2002) found that consistent with the theory of 

planned behavior, intentions to complete the second year of high school are very well predicted 

from students’ attitudes toward school completion, perceived social pressure and perceived 

control over attending and remaining in school. They found that graduation from high school 

could be predicted with intentions to complete the school year and control over this behavior. 

They also found that with perceived behavioral control, many students were concerned about the 

ability to control barriers in their lives that may hinder them from remaining in school or 
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graduating. This indicates that among control factors are perceived weaknesses in academic 

skills or distracting life situations that may control their behavior in reference to school.  

The last aspect of this theory, Davis, Ajzen, Saunders, and Williams (2002) found 

normative expectations to closely relate to student’s decision to remain in school. These persons 

whose expectations would influence their decision to remain in school include their parents, 

family members, teachers, friends, and peers. Overall, the results of this study found that 

students anticipated remaining in school and graduating.  

Truancy Prevention Research 

What do we do to utilize knowledge gained from previous research to decrease truancy? 

There are many truancy prevention programs in practice, all of which may show some success. 

Characteristics learned from research on truant students should not be used to focus on students 

who seem to want to succeed, and ignore or give up on those that may seem more likely to drop 

out. Instead, these characteristics should be used to identify students most likely to become high 

truants so we may try to reach them and provide them with the assistance needed in order to 

succeed before we lose them. Truancy programs should not be a national decision, but instead 

one based on the specific needs of the community in which schools are having these problems, 

and not the responsibility of the school board or school but a collaboration of multiple 

organizations. Despite popular beliefs, students are not truant based on a desire to play video 

games or watch television, truancy almost always stem from much deeper issues (Stover, 2004). 

 A number of major research studies have been conducted addressing the need to decrease 

truancy and dropouts in America. These studies have focused on determining factors of 

behaviors associated with truancy and dropout. The literature draws from several studies that 

have relevant importance to the body of knowledge regarding truancy prevention. These studies 

provide an extensive review of research on truancy prevention and intervention. 
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The Truancy Intervention Program, an anti-truancy program in St. Paul, Minnesota, was 

developed as a joint effort between the schools and the county attorney's office (Stover, 2004). 

They utilized specific steps in an attempt to control truancy. First, school personnel contact the 

parents when their child has constant absences. If this fails, the child and parents visit with the 

county’s attorney, along with other families with the same problem, to hear a lecture on the 

importance of attending school and explanation about the state's compulsory attendance law. 

Students who continue to skip school are required to attend a hearing of the Student Attendance 

Review Team (representatives of the county attorney office, the juvenile probation office, and 

the school district). The team efforts are to determine the underlying causes of these students’ 

truant behaviors, and place children and parents with whatever counseling services they may 

need. If this step fails, the last step requires the students and parents to appear in juvenile court, 

where a judge can decide what measure should be taken. Utilizing this system of escalating 

intervention has made a noticeable impact on St. Paul’s truancy problem, with student absences 

down 33%, and the number of chronic truants appearing in court declined by two-thirds. 

Research findings and conclusions in a study on truancy prevention and intervention by 

Gerrard, Burhans, and Fair (2003) identified these approaches most effective when attempting to 

incorporate intervention programs: 

• Strong relationships between students, school administrators and teachers, 

• Clear attendance policies, 

• Family counseling on the importance of family relationships and strengths to increase 

attendance, 

• School interventions (a mixture of strategies) with mentors, individualized teaching 

plans, and learning circles (efforts of teachers to include cultural background or 

community and environment in academics and discipline), and 
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• Ongoing truancy prevention programs and measuring of the program. 

Thus, as an effort to decrease truancy, we should not allow educational leaders to use 

information gained from research to stereotype potential truants, but more so to understand how 

to recognize possible truants and use this information to direct them in a path toward educational 

success. 

In a review of literature by the National Center on Secondary Education and Transition 

(NCSET), researchers found most students who drop out do so during their first two years in 

high school. In this study on ninth grade dropouts, they wanted to find ways to prevent dropouts 

and promote academic success. They proposed students performed better through the positive 

relationships formed with teachers and their school environment. Through a study design which 

included teacher orientation; emphasis on study skills, addressing socialization by attending to 

student concerns; and emphasis on attendance through quick absenteeism reactions, they found 

significant results.  

The results of this study found that across a three year school span, this program was 

most effective on student attendance, thus decreasing truancy or truant behaviors. The program 

formed a sense of responsibility among students. Participants’ attendance increased from 89.6% 

to 95.6% by the third year. The proportion of those who continued school over three years 

increased, whereas dropouts over this time decreased.  

In relation to the effect of after school programs, clubs, and activities, ASPIRA (1995), 

an after school program designed for Hispanics to determine the effect of these activities on their 

high school success, was designed. ASPIRA provides students in middle and high school, and 

college with individual tutoring and group work to improve academic achievement, particularly 

in math, science, and technology subjects. Founded in New York in 1961, a chapter of ASPIRA 

was established in Chicago. This program consisted of a six week summer program, and after 
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school program, and fall semester follow-up. More than 80% of the participants live below 

poverty level and were identified as academically at-risk. ASPIRA-Chicago, during the 1992-93 

school year, served 1,112 students in which 907 stayed in school.  

Results of this study found that student involvement in after school programs are 

significant when considering truancy. Of the 1,112 participants, 907 stayed in school; 312 were 

accepted into postsecondary institutions; and twenty-four of the ASPIRA students graduated 

from alternative high schools.  

Summary 

 The review of literature revealed that certain demographic, school, and family factors 

directly impacted individuals’ decision to remain in school or become truant, and also impacted 

their preferred learning styles. These factors are potential risk factors. The literature review also 

revealed African American students prefer more active learning styles as opposed to majority 

teaching styles practiced by educators. Truancy and dropout is a problem nationwide. Though 

national efforts have been implemented, it is the responsibility of individual communities and 

community leaders to design and implement prevention and intervention methods to reach their 

particular population.  

 Research on truancy prevention has been conducted in a wide range of areas throughout 

the world. Though these studies have proven effective in their chosen populations, they are not 

guaranteed to decrease the problem everywhere. Current knowledge revealing specific causes of 

truancy do not exist. Majority research provides us with causes and influences, which are for the 

most part similar across the board. They lack the ability to relate how student attendance is 

affected by their perception of teachers’ attitude and their learning environment, and how their 

learning styles may all effect their decision to become truant and/or dropout. 
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CHAPTER III: METHODS 

Methodology 

The primary purpose of this study was to determine if African American students’ 

learning styles and their perceptions of teachers’ attitudes toward them and their learning 

environment influenced their decision to become high truants. This does not necessarily mean to 

imply students made a conscious decision to become truant, but that it may have some influence 

on their decision to refrain from regular attendance. Additionally, the study sought to find if 

selected demographic factors had any relevance on the truancy rate of African American 

students.  

Approval to conduct this study was obtained from the Institutional Review Board (See 

Appendix C). Since the data was collected with the approval and in collaboration with the 

school’s guidance counselor, parental consent was not needed. All students agreed to participate. 

Study Design 

This was an exploratory, correlational study designed to examine relationships between 

factors relevant to the issues of truancy. Data was collected using survey instruments developed 

to measure students’ perceptions of teachers’ attitudes, learning styles and whether students are 

truant. The instruments used in the study included Solomon and Fedler’s Index of Learning 

Styles Questionnaire and 3 researcher designed instruments. The researcher designed instruments 

were (1) Demographics, (2) Truancy, and (3) Students’ Perceptions of Teachers’ Attitudes and 

their Learning Environment. The researcher employed a descriptive, correlational design to 

investigate the relationship between selected risk factors. The theoretical perspective was based 

on perceived attitudes and its effect on high truancy rates among African American students.   
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Population 

 The target population of this study was 9th grade African American students enrolled in a 

public school located in a low socioeconomic inner-city in the southern region of the United 

States. A convenience sample was used for collection of data. The accessible population was 

defined as all 9th graders, excluding special education students, who were enrolled in freshmen 

English classes in the public school located in a low socioeconomic inner-city in the southern 

region of the United States. Non-traditional 9th grade students were also included in the 

population. Non-traditional 9th grade students were those who were not enrolled in 9th grade for 

the first time. 

Instrumentation 

The researcher used several existing assessment instruments to measure the variables 

being tested. The Index of Learning Styles Questionnaire (ILS) (1991), developed by Richard M. 

Felder and Barbara A. Soloman at North Carolina State University, was used to determine the 

preferred learning styles of selected African Americans students (A copy of this instrument can 

be found in Appendix A). The ILS has two purposes: to provide guidance to instructors on the 

diversity of learning styles within their classroom, and to give individual students insights into 

possible learning strengths and weaknesses (Felder & Spurlin, 2005). The ILS is a 44-item 

questionnaire based on the model developed in 1988 by Richard M. Felder and Linda Silverman, 

to determine learning style differences in engineering students. This instrument was later 

developed to help these engineering instructors design an approach which addresses needs of all 

students (Felder & Spurlin, 2005). The ILS can be used for an individual or to determine a 

groups’ preferred learning style to provide possible strengths or habits that may lead to difficulty 

in educational settings (Felder & Spurlin, 2005). From the selected learning styles, one of each 

learning style dimension has associated with it 11 forced-items, with each option (a or b) 
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corresponding to one or the other dimension.  

The categories of the ILS are active/reflective learners, sensing/intuitive learners, 

visual/verbal learners, and sequential/global learners (description of learning styles attached in 

Appendix B). “A reliable and valid instrument which measures learning styles and approaches 

could be used as a tool to encourage self development, not only by diagnosing how people learn, 

but by showing them how to enhance their learning” (Litzinger, Lee, Wise & Felder, 2007, p. 

309). The reliability and validity for the ILS was determined by multiple studies utilizing this 

instrument. For test-retest reliability, the interval between test administrations should be large 

enough so that subjects cannot remember their responses from one administration to the next 

(Felder & Spurlin, 2005). Internal consistency is the extent to which responses to the item are 

correlated using Cronbach’s coefficient alpha, an average of all possible split pair correlations 

(Felder & Spurlin, 2005). A valid instrument would consist of a high level of internal 

consistency and a high Cronbach alpha. The construct validity means an instrument measures 

what it meant to measure (Felder & Spurlin, 2005). 

This reliability and validity study by Felder & Spurlin (2005) gathers data of several 

studies to determine reliability and validity of the ILS. The test-retest correlation coefficients for 

four scales of the instrument varied between 0.7 and 0.9 for the four week interval and between 

0.5 and 0.8 for the eight week interval. Since all correlation coefficients were significant at the 

0.05 level or better, all coefficients were significant, signifying the reliability of this instrument. 

In reference to the internal consistency, all Cronbach alpha coefficients were greater than 0.5, 

signifying their internal consistency. The validity was not compromised in this study for the 

purpose of designing balanced instruction based on the consistency of the Pearson correlation 

coefficients of 0.2 or less, and the association of the factor analysis on the dimensions of learning 

styles.  
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This ILS was chosen for the purpose of determining the preferred learning styles of 

African American students to determine if the curriculum did have an impact on their decision to 

become high truants. It was proposed that students with more active learning styles would be the 

more truant students. Since the ILS incorporated most of the leading learning style models 

(Kolb’s learning style model, Myers-Briggs Type Indicator, etc.), it seemed more suitable for the 

study. 

An extensive review of literature revealed that no existing instrument entirely and 

satisfactorily contained factors that may help explain high truancy in African American students. 

Therefore, based on previous research studies a questionnaire was created specifically for 

identifying demographic factors that may help explain high truancy in African American 

students. (See Table 1). 

The researcher designed instruments consisted of three parts (A copy of these instruments 

can be found in appendix A). The first section, demographics, was used to measure descriptive 

interests for the researcher. The second section was used to gather data on truancy status. The 

third section was used to determine students’ perception of teachers’ attitudes.  

Table 1 

Factors Believed to Influence Truancy Among African American Students 

Factors Researchers 

Socioeconomic factors Crowder & South (2003); Reid (2005) 

Held back in school Crowder & South (2003); Reid (2005) 

Socioeconomic  status Crowder & South (2003); Reid (2005) 

Gender Crowder & South (2003) 

Age Crowder & South (2003) 

(table con’d) 
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Own/Rent homes Reid (2005) 

Legal trouble Reid (2005) 

Large number of siblings Reid (2005) 

Involvement in school activities Reid (2005); Forsbach, Yanowitz & 
Fiala (2002) 

Parents/guardians education level Somers & Piliawsky (2004); 
McLaughlin (1990) 

Student employment Walls (2003) 

 

The second researcher designed instrument was developed based on the School Board’s 

definition of truant as one who is absent 10 or more days from school without permission. 

Participants who reported missing 10 or more days from school were then asked to report their 

reason for being truant.  

The last instrument on students’ perceptions of teachers’ attitudes was developed based 

on Walberg’s model of the learning process, developed in 1976, which suggest student learning 

involves student perceptions acting as intermediaries in the learning process (Koul & Fisher, 

2006), and also Walls (2003) belief that school environment has a direct impact on truancy and 

dropouts. Koul and Fisher (2006) also advocated the use of Walberg’s model to determine 

student perceptions to assess environments because students seemed quite able to perceive and 

weigh stimuli and to render predicatively valid judgments of the social environment of their 

classes. The advantages of using students’ perceptions are outlined by Koul and Fisher (2006): 

Students and teachers have an advantage of making valid judgments about classrooms and 

learning environments since they are immersed in the atmosphere for extended periods of time, 

thus, their opinions are based on long-term experiences; the advantage of using experiences of 

students over observers are they students act on their perceptions; and last, perceptions of 
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classroom environment have been found to account for considerably more variance in student 

learning outcomes. 

   Data Collection 

 For this study several data collection procedures were performed. The primary purpose of 

the data collection process was to gather information for the purpose of conducting the study for 

the researcher. The selected schools’ guidance counselor also assisted with the research process 

for future use of collected information. Data was collected during regular school hours during the 

selected schools’ freshmen English classes. There was one assistant selected to help with the data 

collection process. The assistant was chosen based on her knowledge and comfort with the 

selected schools’ environment. The assistant was trained by the researcher on what was expected 

and provided with a script describing the instrument, the purpose of the study, and a frequently 

asked questions page to ascertain all participants received the same information (See Appendix E 

for script and frequently asked questions page). Copies of all instruments were attached to each 

other. The following week, the researcher returned to an all-call (a process where all students 

needed for a particular reason are called to the one room in the school) in the school library for 

9th grade students who were absent on the original date of data collection. Non-traditional 9th 

grade students were also called to participate in the study at this time. After collection of data 

from research participants, the researcher manually keyed data into SPSS Statistical Software.  

Analysis 

Objective 1 

Objective one was to describe 9th grade African-American students enrolled in a public 

school located in a low socioeconomic inner-city in the southern region of the United States on 

the following selected personal and academic demographic characteristics (a) Gender, (b) Age, 

(c) Held back in school, (d) Socioeconomic status as measured by whether or not 
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parents/guardians rent or own and parents/guardians employment (full-time/part-

time/unemployed), (e) Whether student is a parent, (f) Whether or not student live with their 

parents, (g) Number of siblings students have, (h) Whether or not any siblings left school before 

receiving a high school diploma, (i) Whether or not students have had any legal troubles (stopped 

by police, handcuffed, taken to police station, convicted of felony), (j) If students are involved in 

after school activities, (k) If students are involved in clubs/organizations, (l) If students attend 

school regularly, (m) If students ever considered dropping out, (n) If students have a job, if so, 

how many hours worked, (o) Parents/guardians education level, (p) Students current grade point 

average as reported by school records. 

 The variables gender, held back in school, socioeconomic status as measured by whether 

or not parents/guardians rent or own and reside in a house/apartment/duplex, parents 

employment, if the student is a parent, whether or not student’s live with their parents, number of 

siblings student has, whether or not students have had any legal troubles, students current grade 

point average, attend school regularly, involved in after school activities, involved in 

clubs/organizations, ever considered dropping out, have a job, and parents/guardians education 

level are nominal in nature. They were summarized using frequencies and percentages in 

categories. 

 The variable age was categorized into ordinal-level data and measure as interval-level 

data as well. Age was summarized using mean, frequencies, and percentages. All answers, 

except grade point averages, were self reported by participant respondents. The variable grade 

point averages were supplied by the selected school’s administration.  

Objective 2 

 Objective two was to describe the perceptions of teachers’ attitudes and the learning 

environment toward 9th grade African American students enrolled in a public school located in a 
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low socioeconomic city in the southern region of the United States. The survey items included: 

(1) teachers attitudes toward school as perceived by the students, (2) teachers attitude toward 

subject being taught as perceived by the students, (3) teachers attitude toward the student as 

perceived by the students, (4) teachers’ enthusiasm of subject taught as perceived by the 

students, (5) environment of school is positive or negative as perceived by the student, (6) I feel 

my teachers care about me as a person, (7) overall, my teachers don’t mind answering my 

questions, (8) the subjects taught relate to my perception of real life, (9) I feel my teachers are 

enthused when teaching, (10) Information taught is useful to me, (11) I feel there is enough 

support for my educational success as an African American teenager from my teachers, (12) I 

feel comfortable in my classrooms, (13) my teachers are open to new ideas and opinions, (14) 

my teachers are concerned when I am not doing well, and (15) my teachers make sure I am 

comfortable when discussing new subjects. Respondents were asked to use the 5-point Likert 

scale for items 1-5 using point values. The purpose of objective two of the study was to describe 

the 9th grade African American students’ perceptions of teachers’ attitudes and the learning 

environment toward 9th grade African American students enrolled in a public school located in a 

low socioeconomic economic city in the southern region of the United States. Students were 

asked to respond to 15 items using a 5 point Likert scale. (See Appendix A: Survey Instrument: 

Student’s Perception of Teachers Attitude and Learning Environment). For questions 1-5, 

students were asked to respond using the following scale: 1=highly positive, 2=positive, 

3=neutral, 4=negative, 5=highly negative. For questions 6-15, students were asked to respond 

using the following scale: 1=strongly agree, 2=agree, 3=neutral, 4=disagree, 5=strongly disagree. 

 The researcher developed ranges for interpreting the perceptions of participants. Each 

respondent’s scores from the survey were calculated using the frequencies to determine their 

total score.  For the first 5 questions, Learning Environment, the range of participants’ responses 
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was 5-25. For questions 6-15, Teacher’s Attitude, the range of participants’ responses was 5-50.  

An interpretive scale was also developed by the researcher as an aid to explaining the data.  

Participants’ responses to the survey were added for a total.  

 According to Pedhazur and Schmelkin (1991) reliability is a necessary condition of 

validity, and reliability is used to check for homogeneity of items measuring a variable or to the 

extent to which item scores are free from “errors of measurement” (p.82). According to Pedhazur 

and Schmelkin (1991), Cronbach’s alpha or alpha coefficient is the most often used technique in 

estimating internal consistency reliability. In the current study, the reliability of the two scales of 

measurement Students’ Perception of Teachers’ Attitude Toward Them and Students’ Perception 

of Teachers’ Attitude Toward the Learning Environment was estimated using Cronbach’s alpha 

technique.  

Objective 3 

Objective three was to determine the preferred learning style of 9th grade African 

American students enrolled in a public school located in a low socioeconomic inner-city in the 

southern region of the United States as measured by the “Index of Learning Styles 

Questionnaire.” Quantitative data was derived from the Index of Learning Styles Questionnaire 

and analyzed using SPSS software where descriptive statistics were used. 

Objective 4 

Objective four was to determine students’ level of truancy based on all absences above 

the allowable limit of 10 days per semester according to East Baton Rouge Parish school board 

as measured by the following characteristics: Number of unexcused days missed this school year, 

ever been truant, if so, for what reasons. 

Data for this objective was collected from the students as part of a questionnaire. 

Students were asked to report how many days they missed from the following responses:  
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0 - non-truant 

1-4 - seldom truant 

5-9 - often truant 

10-above - highly truant 

If they were absent 10 or more days from school, they were asked to select all reasons that 

applied to them for being truant from the following responses: I was sick; an illness in my 

family; I was working; I didn’t want to come to school; I was suspended from school; or other 

reason. Each response was entered as nominal-level data. Those that reported more than two 

reasons were entered as 2 or more reasons. The data was analyzed using frequencies and 

percents. 

Objective 5 

 Objective five was to determine if a model exists explaining a significant portion of the 

variance in the level of absenteeism among 9th grade African American students enrolled in a 

public school located in a low socioeconomic inner-city in the southern region of the United 

States  from the following selected personal and academic demographic characteristics: preferred 

learning styles; students perceptions of teachers’ attitudes toward them; students perception of 

teachers’ attitude toward their learning environment; gender; if respondents had any legal 

troubles; if any of their siblings left school without a high school diploma; whether or not they 

are involved in after school sports/activities; and whether or not they are involved in 

clubs/organizations. Other variables were used as independent variables.  

This objective was calculated using Multiple Regression with unexcused days as reported 

by respondents as the dependent variable. Regression analysis was used in the current study to 

examine if the independent variables predicted the dependent variable. According to Kachigan 

(1991), a regression analysis equation “describes the nature of the relationship between two 
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variables” and “regression analysis supplies variance measures which allow us to assess the 

accuracy with which the regression equation can predict values on the criterion variable…” 

(p.160). A p-value of .05 or less was used as the criterion to decide if the degree of prediction 

was significant.  
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CHAPTER IV: FINDINGS 

 Findings of the study are presented in this chapter. This chapter presents the data and 

discusses findings according to the order of the objectives of this study. Prior to addressing the 

specific purpose of the study, a description of research participants will be presented. 

The purpose of this study was to determine if African American students’ learning styles 

and their perception of teachers’ attitudes toward them and the learning environment influenced 

their decision to become high truants. Additionally, the study sought to find if selected 

demographic factors had any relevance on the truancy rate of African American students. The 

sample population included 9th grade and non-traditional 9th grade African American students 

enrolled in freshmen English classes in a public school located in a low socioeconomic inner-city 

in the southern region of the United States. All students in attendance chose to participate in the 

study. There were two English classes and a total of 166 participants in the study. 

Objective 1 

Objective one was to describe 9th grade African-American students enrolled in a public 

school located in a low socioeconomic inner-city in the southern region of the United States on 

the following selected personal and academic demographic characteristics (a) Gender, (b) Age, 

(c) Held back in school, (d) Socioeconomic status as measured by whether or not 

parents/guardians rent or own and parents/guardians employment (full-time/part-

time/unemployed), (e) Whether student is a parent, (f) Whether or not students live with their 

parents, (g) Number of siblings students have, (h) Whether or not any siblings left school before 

receiving a high school diploma, (i) Whether or not students have had any legal troubles (stopped 

by police, handcuffed, taken to police station, convicted of felony), (j) If students are involved in 

after school activities, (k) If students are involved in clubs/organizations, (l) If students attend 

school regularly, (m) If students ever considered dropping out, (n) If students have a job, if so, 
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how many hours worked, (o) Parents/guardians education level, (p) Students current grade point 

average.  

Gender 

 Participants were asked “What is your gender?” Females (n = 90, 54.2%) were more 

numerous than males (n = 76, 45.8%).  

Age 

 Participants were asked “What is your age?” The most frequently reported age was 15 (n 

= 102, 61.5%). The next most frequently reported age was 14 (n = 34, 20.5%). In addition, 30 

(18.0%) of the respondents indicated that they were more than 15 years old. The mean age of 

respondents was 15 (SD = .67). (See Table 2). 

Table 2 

Current Age of 9th Grade African American Students Enrolled in an Inner-City Public School 
 
Age n %
14 
 
15 
 
16 
 
17 
 

34 
 

102 
 

27 
 

3 

20.5

61.5

16.2

1.8

Total 166 100.0
Note: X = 15, SD = .67. 

 
Held Back in School 

 
 Participants were asked “Have you ever been held back in school?” The majority of the 

students (n = 112, 67.5%) had not. A total of 54 (32.5%) had been held back.  

Socioeconomic Status 

 Another characteristic on which respondents were described was socioeconomic status 

using parents’ residential status and parents’ employment as determinants. According to Reid 
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(2005) socioeconomic status included whether or not families lived in public housing or owned 

their homes. Crowder and South (2003) included parental employment status as a predictor of 

socioeconomic status. 

 Participants were asked “Do you live in a house, apartment/duplex, or other?” The 

majority of the participants, 143 (86.1%) reported living in a house. Twenty (n = 20, 12.1%) 

reported living in an apartment/duplex. Only 3, (1.8%) reported “Other.” 

  In reference to respondents’ residential status, they were asked whether their 

parents/guardians rent/lease or own their homes. The majority (n = 105, 63.2%) reported their 

parents/guardians owned their homes. Sixty-one (36.8%) respondents reported their parents 

rented.  

 Finally, participants were asked “My mother works…” and “My father works…” The 

majority (n = 127, 76.5%) stated their mothers worked full-time. Unemployed mothers was the 

second most frequently reported response (n = 20, 12.1%). Sixteen (9.6%) mothers worked part-

time, and 3 (1.8%) reported unknown. In reference to participants’ fathers’ employment status, 

the largest group (n = 123, 74.5%) reported their fathers worked full-time. Part-time (n = 14, 

8.5%), unemployed (n = 14, 8.5%) and unknown (n = 14, 8.5%) were all the same. One (0.6%) 

respondent did not respond to fathers’ employment status. 

 The socioeconomic status was calculated by scoring respondents’ mothers’ and fathers’ 

employment status and whether or not they rent or owned. If the respondents reported their 

mother and/or father owned their home, a score of 1 was given. If the respondents reported their 

mother and/or father rented their home, a score of 0 was given. If the father worked full time he 

was given a score of 3. If the father worked part time he was given a score of 2. If the father was 

unemployed he was given a score of 1; and if the respondent did not know the employment 

status of their father, a score of 0 was given. If the mother worked full time she was given a score 



 

53   

of 3. If the mother worked part time she was given a score of 2. If the mother was unemployed 

she was given a score of 1; and if the respondent did not know the employment status of their 

mother, a score of 0 was given. One (.6%) respondent did not report fathers’ employment, so it 

was not calculated in this table. The lowest possible score was 0. The highest possible score was 

7. For example, those who scored a 7 reported both parents worked full-time and they owned a 

house. The data was reverse coded so that the numbers matched levels of socioeconomic status. 

 For ease of interpretation for the researcher, the highest level reported was determined by 

combining responses that ranged 6 and 7. Middle level was those who had ranges of 4 and 5. The 

Lowest level reported was those who ranged between 1 and 3. The majority (n = 111, 67.3%) of 

respondents’ socioeconomic status ranged in the highest level reported. (See Table 3). 

Table 3 
 
Socioeconomic Status of 9th Grade African American Students Enrolled in an Inner-City Public 
School 
 

SES n % 
Highest Level 

Reported 111 67.3 

Middle Level 
Reported 41 24.8 

Lowest Level 
Reported 13 7.9 

Total 165 100.0 

Note: 1 case missing. 
 

Parental Status 
 Participants were asked “Do you have any children?” Of the respondents, 98.8% (n = 

164) answered they do not have children. Only 1.2% (n = 2) of them had children. 
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Live with Parents 

 Participants were asked “Do you live with your parents?” The majority (n = 159, 95.8%) 

reported they do live with their parents. The remaining 7 participants (4.2%) do not live with 

their parents. 

Siblings 

 Participants were asked “Do you have any siblings?” One hundred fifty-seven (94.6%) 

respondents reported that they had siblings. The remaining 9 (5.4%) had no siblings.  

Siblings Education 

 Participants were asked “Did any of your siblings leave school without receiving a high 

school diploma?” Of the 157 participants who reported that they had siblings, 117 (n = 74.5%) of 

them who had siblings reported their siblings did not leave without a high school diploma. The 

remaining respondents (n = 40, 25.5%) who had siblings reported their siblings did leave high 

school without receiving a diploma. The 9 individuals who did not respond were those who 

reported being an only child. 

Legal Trouble 

Participants were asked “Have you had any legal trouble?” The majority of respondents 

(n = 141, 84.9%) reported they had never been in any legal trouble. Of the 25 who responded 

they had legal troubles, they were asked to select a reason from the following: “yes, I have been 

handcuffed,” “yes, I have been arrested and taken to the police station,” and “yes, I have been 

arrested and convicted.” A total of 20 (80%) respondents had been handcuffed, while only 4 

(16%) had been arrested and taken to the police station. (See Table 4). 
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Table 4 

Legal Trouble Selected by 9th Grade African American Students Enrolled in an Inner-City  
Public School 

Legal Trouble Selected n % 

Yes, I have been handcuffed. 20 80 

Yes, I have been arrested and 
taken to the police station. 

4 16 

Yes, I have been arrested and 
convicted. 

1 4 

Total 25 100 

 

After School Sports/Activities 

 Participants were asked “Are you involved in after school sports or activities?” The 

majority (n = 88, 53%) indicated they were involved in after school sports/activities. The 

remaining 78 (47%) responded they were not involved in after school sports/activities.  

Clubs/Organizations 

 Participants were asked “Are you involved in clubs/organizations?” The most frequent 

occurring response was “no” (n = 109, 65.7%). The remaining 34.3% (n = 57) indicated that they 

were involved in clubs/ organizations.  

School Attendance 

 Participants were asked “Do you attend school regularly?” Of the respondents, 158 

(95.2%) answered they do attend school regularly with only 8 (4.8%) stating they do not attend 

school regularly.  

Considered Dropping Out 

 Participants were asked “Have you ever considered dropping out of school?” The 

majority (n = 144, 86.7%) reported “no” in response to this question. Only 22 (13.3%) reported 

“yes” they had considered dropping out of school.  
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Employment 

Participants were asked “Do you have a part-time job?” Those that had a job were asked 

“How many hours do you work per week?” One-hundred forty-eight (89.2%) of the respondents 

reported they were unemployed. Eighteen (10.8%) were employed. Seven (38.7%) respondents 

worked 20 hours per week. (See Table 5). 

Table 5 
 
Part-time Hours Reported by 9th Grade African American Students Enrolled in an Inner-City 
Public School Who Held Jobs 
 
Hours Worked n % 
5 

6 

9 

13 

20 

20+ 

    1 

4 

1 

1 

7 

4 

5.6 

22.1 

5.6 

5.6 

38.7 

22.4 

Total 18 100.0 
Note. Missing 148 individuals were those who reported not having a job. 

Mother/Father Education Level 

Participants were asked “What is your mothers’/fathers’ highest educational level 

attained?” In regards to their mothers, fifty-five (33.1%) reported their mothers received a high 

school diploma or GED. Fourteen (8.4%) reported their mothers’ received less than a high school 

education. (See Table 6). 

In regards to education levels of respondents’ fathers, 38.0% (n = 63) received a high 

school diploma or GED as their highest level of education. Twelve percent (n = 20) of 

respondents’ fathers received less than a high school diploma. (See Table 7). 
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Table 6 

Mothers’ Highest Educational Level Attained as Reported by 9th Grade African American 
Students Enrolled in an Inner-City Public School 
 
 n % 
Less than HS 

HS or GED 

Some College 

AS Degree 

BA/BS Degree 

Masters Degree 

Unknown 

14 

55 

36 

20 

18 

11 

11 

8.5 

33.3 

21.8 

12.1 

10.9 

6.7 

6.7 

Total 165 100.0 

Note: 1 respondent did not report. 

Table 7 

Fathers’ Highest Educational Level Attained as Reported by 9th Grade African American 
Students Enrolled in an Inner-City Public School 
 
 n % 
Less than HS 

HS or GED 

Some College 

AS Degree 

BA/BS Degree 

Masters Degree 

Unknown 

20 

63 

32 

8 

14 

7 

22 

12.0 

38.0 

19.3 

4.8 

8.4 

4.2 

13.3 

Total 166 100.0 

 

Grade Point Average 

 Grade point averages were also used to describe respondents. Grade point averages were 

identified through school records. The largest number of grade point averages reported were 
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between 2.00 and 2.50 (n = 36, 21.6%). More than 50 percent (n=85, 51.3%) of the students had 

grade point averages of less than 2.0. The mean grade point average was 1.90 (SD = .89). For 

ease in interpretation, grade point averages were lumped to represent the average grade of 

respondents. (See Table 8). 

Table 8 

Grade Point Averages of 9th Grade African American Students Enrolled in an Inner-City Public 
School 
 
Grade Point Average n %
A (3.26-4.0) 

B (2.51-3.25) 

C (1.76-2.5) 

D (1.01-1.75) 

F (0.0-1.0) 

10 

35 

42 

53 

26 

6.0

21.1

25.3

31.9

15.7
Total  166 100.0
Note: X = 1.90, SD = .89. 

Objective 2 

 The purpose of objective two of the study was to describe the 9th grade African American 

students’ perceptions of teachers’ attitudes and the learning environment toward 9th grade 

African American students enrolled in a public school located in a low socioeconomic city in the 

southern region of the United States. Students were asked to respond to 15 items using a 5 point 

Likert-type scale. (See Appendix A: Survey Instrument: Student’s Perception of Teachers 

Attitude and Learning Environment). For questions 1-5, students were asked to respond using the 

following scale: 1=highly positive, 2=positive, 3=neutral, 4=negative, 5=highly negative. For 

questions 6-15, students were asked to respond using the following scale: 1=strongly agree, 

2=agree, 3=neutral, 4=disagree, 5=strongly disagree. 
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 The survey items were first analyzed using means and standard deviations of each item. 

The survey item “I feel the overall environment of the school is…” had the highest mean of 1.77 

(SD = .91). This meant students felt overall “positive” toward their learning environment. The 

mean and standard deviation of each survey item is presented in Table 9. 

Table 9 

Survey Participants’ Responses to Their Perceptions of Their Teachers and Their Learning 
Environment 
 
Factor n M¹ SD Descriptor² 
I feel my teachers attitude toward the 
subjects being taught are… 
 
I feel my teachers care about my  
educational success. 
 
I feel my teachers attitude toward  
school are… 
 
I feel my teachers attitude toward  
me are… 
 
I feel the overall environment of the  
school is… 
______________________________ 
Information taught is useful to me. 
 
I feel comfortable in my classrooms. 
 
I feel there is enough support for my 
educational success as an African 
American teenager. 
 
Overall, my teachers don’t mind 
answering my questions. 
 
My teachers are concerned when I am 
not doing well. 
 
My teachers are open to new ideas 
and opinions. 
 
I feel my teachers care about me as a 

166 
 
 

166 
 
 

166 
 
 

166 
 
 

166 
 

____ 
166 

 
166 

 
166 

 
 
 

166 
 
 

166 
 
 

166 
 
 

166 

1.00 
 
 

1.07 
 
 

1.12 
 
 

1.17 
 
 

1.77 
 

_____ 
1.00 

 
1.12 

 
1.17 

 
 
 

1.23 
 
 

1.26 
 
 

1.28 
 
 

1.29 

0.85 
 
 

1.07 
 
 

0.89 
 
 

0.98 
 
 

0.91 
 

_____ 
0.94 

 
1.02 

 
1.07 

 
 
 

1.07 
 
 

1.10 
 
 

1.01 
 
 

1.03 

HP 

 
            HP 
 
        
            HP 

 
 

HP 
 
 

P 
 

_________ 
SA 

 
SA 

 
SA 

 
 
 

SA 
 
 

SA 
 
 

SA 
 
 

SA 

(table con’d) 
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person. 
 
I feel my teachers are enthused when 
teaching. 
 
The subjects taught relate to my 
perception of real life. 
 
My teachers make sure I am 
comfortable when discussing new 
subjects. 

 
166 

 
 
 

166 
 
 

166 
 

 
1.42 

 
 
 

1.48 
 
 

1.72 
 

 
0.99 

 
 
 

1.09 
 
 

1.19 

 
SA 

 
 
 

SA 
 

                
             A 

¹Response Scale: 1 = Highly Positive/Strongly Agree, 2 = Positive/Agree, 3 = Neutral,  
4 = Negative/Disagree, 5 = Highly Negative/Strongly Disagree 
 
²Interpretative Scale: 1.00 – 1.49 = Highly Positive (HP)/ Strongly Agree (SA), 1.50 – 2.49 = 
Positive (P)/Agree (A), 2.50 – 3.49 = Neutral (N), 3.50 – 4.49 = Negative (N)/Disagree (D), 4.50 
– 5.00 = Highly Negative (HN)/Strongly Disagree (SD) 
 
 The researcher developed ranges for interpreting the perceptions of participants. Each 

respondent’s scores from the survey were calculated using the frequencies to determine their 

total score.  For the first 5 questions, Learning Environment, the range of participants’ responses 

was 5-25.  Table 10 contains an interpretive scale developed by the researcher as an aid to 

explaining the data.  The scale had a mean of 2.15 and a variance of .93.  The five items had a 

Cronbach alpha coefficient of .842. 

Table 10 

Interpretative Scale for Survey Items 1-5: Learning Environment 

5-7 highly positive 

8-10 positive 

11-16 neutral 

17-22 negative 

23-25 highly negative  

 For the next 10 questions, Teacher’s Attitude, the range of participants’ responses was 

10-50.  Table 11 contains an interpretive scale developed by the researcher as an aid to 
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explaining the data.  The scale had a mean of 2.53 and a variance of .858.  The ten items had a 

Cronbach alpha coefficient of .886. According to Pedhazur and Schmelkin (1991), a score of .80 

or higher meant that 80% of the variance is systematic or reliable variance.   

Table 11 

Interpretative Scale for Survey Items 6-15: Teacher’s Attitude 

10-15 strongly agree 

16-22 agree 

23-32 neutral 

33-45 disagree 

46-50 strongly disagree 

 The Perceptions Score was measured using all 15 items drawn from the Student’s 

Perception of Teachers Attitude and Learning Environment scale.  Reliability was acceptable as 

measured by the Cronbach alpha coefficient of .76 which was above the suggested level of .7. 

 Table 12 shows that the majority (n=71, 42.8%) of the students were either neutral in 

their perceptions of the teachers’ attitudes concerning the Learning Environment. Over one-

fourth (n =49, 29.5%) of the students were positive concerning the teachers attitudes concerning 

the Learning Environment. 

Table 12 

Perceptions of Teachers’ Attitude and Learning Environment Scores: Items 1-5 

Responses n %
Highly positive 

Positive 

Neutral 

Negative 

33 

49 

71 

12 

19.9

29.5

42.8

7.2

(table con’d) 
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Highly negative 1 0.6

Total  166 100.0
 
 Table 13 shows that slightly over half (n=87, 52.4%) of the students either agreed or 

strongly agreed with reference to their perceptions of the teachers’ attitudes concerning them. 

Over one-third (n=59, 35.5%) of the students were neutral with reference to their teachers’ 

attitudes concerning them. Approximately 12% (n=20, 12.1%) indicated they disagreed or 

strongly disagreed in reference to their teachers’ attitudes concerning them. 

Table 13 

Perceptions of Teachers’ Attitude and Teachers’ Attitude toward Students Scores: Items 6-15 
 
Responses n %
Strongly agree 

Agree 

Neutral 

Disagree 

Strongly disagree 

26 

61 

59 

19 

1 

15.7

36.7

35.5

11.5

0.6

Total  166 100.0
 
 Students’ perception of their teachers’ attitude toward them and their learning 

environment was also crosstabulated with whether or not they ever considered dropping out of 

high school. Of the participants, 22 (13.3%) had considered dropping out of high school. Of 

these 22, 4 (40%) felt teachers attitude toward the learning environment was “negative”. Almost 

one-third (n=43, 25.9%) of the total participants reported they felt neutral. (See Table 14). In 

regards to their perceptions of teachers’ attitude toward them, majority (n=72, 43.4%) of those 

who considered dropping out “agree” with items concerning their perceptions of their teachers 

attitude toward them. (See Table 15).  
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Table 14 
 
Students’ Perceptions of Teachers’ Attitude Toward Their Learning Environment and if Students 
Considered Dropping Out of School 
 

 HP P N NEG HN Total 

Yes 5 10.6 8 12.7 5 11.6 4 40.0 0 0.0 22 13.3 

No 42 89.4 55 87.3 38 88.4 6 60.0 3 100.0 144 86.7 

Total 47 100.0 63 100.0 43 100.0 10 100.0 3 100.0 166 100.0 

Note: HP= Highly Positive; P= Positive; N= Neutral; NEG= Negative; HN= Highly Negative 
 
Table 15 
 
Students’ Perceptions of Teachers’ Attitude Toward Them and if Students Considered Dropping 
Out of School 
 

 SA A N D SD Total 

Yes 3 20.0 5 6.9 9 16.1 4 18.2 1 100.0 22 13.3 

No 12 80.0 67 93.1 47 83.9 18 81.8 0 0.0 144 86.7 

Total 15 200.0 72 100.0 56 100.0 22 100.0 1 100.0 166 100.0 

Note: SA= Strongly Agree; A= Agree; N= Neutral; D= Disagree; SD = Strongly Disagree 
 

Objective 3 

The purpose of objective three was to determine the preferred learning style of 9th grade 

African American students enrolled in a public school located in a low socioeconomic inner-city 

in the southern region of the United States as measured by the “Index of Learning Styles 

Questionnaire.” The Index of Learning Styles yielded results that described study participants on 

their specific learning styles. Results of the instrument were keyed into SPSS and analyzed using 

the frequencies and percents. Participants could be active or reflective, sensing or intuitive, visual 

or verbal, or sequential or global. Each learning style can be defined as oral transmitting of 

information (verbal); stating what should be learned instead of step-by-step goals (global); 

disseminating information with no visuals (reflective); and lacking the ability to relate what’s 

being taught to real world situations (intuitive), all of which are opposite of most African 
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American learners (Felder, 1993). Results of this research illustrate how African American 

students prefer more hands on activities (active); the need to relate what’s being taught to their 

perception of the real world (sensing); the need for visual images (visual); and the need to 

understand material in small connected dots (sequential). Appendix B gives a description of each 

learning style as described by Solomon and Felder.  

The first part of the results from the Learning Styles Instrument reported whether 

participants preferred either “active” or “reflective” learning styles. Results reported majority of 

the participants prefer “active” learning style (n=127, 76.5%). (See Table 16). 

Table 16 

Results of Learning Style Instrument Measuring if Participants were either  
Active or Reflective Learners 
 
Learning Style n %
Active 

Reflective 

127 

39 

76.5

23.5

Total 166 100
  
 The second part of the instrument reported participants’ preference of “sensing”  
 
or “intuitive.” The largest response were “sensing” (n = 118, 71.5%). (See Table 17). 
 
Table 17 
 
Results of Learning Styles Instrument Measuring if Participants were either  
Sensing or Intuitive Learners 
 
Learning Style n %
Sensing 

Intuitive 

118 

47 

71.5

28.5

Total 165 100
Note: Data was missing for 1 student.  

 The third part of the Index of Learning Style Questionnaire measured if participants were 
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either “visual” or “verbal” learners. Visual learners (n=147, 88.6%) were majority. (See Table 

18). 

Table 18 

Results of Learning Style Instrument Measuring if Participants were either  
Visual or Verbal Learners 
 
Learning Style n %
Visual  

Verbal   

147 

19 

88.6

11.4

Total 166 100
 The last phase of this measuring instrument measured participants on whether they prefer 

“sequential” or “global” learning environments. Sequential (n = 112, 67.5%) were majority with 

the highest number of participants preferring that learning style. (See Table 19). 

Table 19 

Results of Learning Style Instrument Measuring if Participants were either  
Sequential or Global Learners 
 
Learning Style n %
Sequential 

Global    

112 

54 

67.5

32.5

Total 166 100
 
 The most frequently (n=65, 39.2%) occurring Learning Styles of the students were 

Active, Sensing, Visual, Sequential as shown in Table 20. 

Table 20  

Preferred Learning Style of Research Participants 
 
Learning Style n % 

Active, Sensing, Visual, Sequential 65 39.2 

Active. Sensing, Visual, Global 18 10.8 

(table con’d) 
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Active, Initiative, Visual, Sequential 17 10.2 

Active, Initiative, Visual, Global 16 9.6 

Reflective, Sensing, Visual, Sequential 13 7.8 

Reflective, Sensing, Visual, Global 9 5.4 

Reflective, Initiative, Visual, Sequential 7 4.2 

Active, Sensing, Verbal, Sequential 7 4.2 

Reflective, Initiative, Verbal, Global 3 1.8 

Reflective, Sensing, Verbal, Sequential 3 1.8 

Active, Sensing, Verbal, Global 3 1.8 

Active, Initiative, Verbal, Sequential 2 1.2 

Reflective, Initiative, Visual, Global 2 1.2 

Reflective, Sensing, Verbal, Global 1 0.6 

Active. Initiative, Verbal, Global 0 0.0 

Reflective, Initiative, Verbal, Sequential 0 0.0 

Total 166 100.0 
 

Objective 4 

Objective four was to determine the 9th grade African American students’ level of truancy 

based on all absences above the allowable limit of 10 days per semester according to East Baton 

Rouge parish school board as measured by the following characteristics: Number of unexcused 

days missed this school year, ever been truancy, if so, for what reasons. 

The first part of the truancy survey asked participants to respond to the number of 

unexcused days they missed that particular school year. They were given choices of:  

0 - non-truant 

1-4 - seldom truant 

5-9 - often truant 

10-above - highly truant 
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  According to the East Baton Rouge Parish School Board, truancy is the result of 10 or 

more unexcused days per semester. Thus, those that were considered highly truant were over 13 

percent (n = 23) of the total survey participants. Majority respondents reported being seldom 

truant (n = 88, 53.0%).  (See Table 21). 

Table 21 

Unexcused Days Missed as Reported by 9th Grade African American Students Enrolled in an 
Inner-City Public School 

 
Unexcused Days Missed n %
0 - non truant 

1-4 - seldom truant 

5-9 - often truant 

10-above - highly truant 

22 

33 

88 

23 

13.3

19.9

53.0

13.8

Total  166 100.0
 

 The 24 respondents who reported being truant were asked to “select all that apply” 

concerning their reasons for being truant. The reasons they were asked to respond to were “I was 

sick,” “an illness in my family,” “I was working,” “I didn’t want to come to school,” “I was 

suspended from school,” and “other.” The most frequently occurring response was “other” (n = 

12, 25.5%). Participants that responded to “other” did not give reasons. (See Table 22). 

Table 22 

Results of 9th Grade African American Students Enrolled in an Inner-City Public School 
Concerning Reasons for Becoming Truant 
 

 Selected  Not 
Selected

Total 

Reasons for Becoming Truant n % n % n %
I was sick 

Other 

11

12

45.8

50.0

13

12

54.2

50.0

24 

24 

100.0

100.0

(table con’d) 
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I was suspended from school 

I didn’t want to come to school 

An illness in my family 

I was working 

6

4

4

0

25.0

16.7

16.7

0.0

18

20

20

0

75.0

83.3

83.3

0.0

24 

24 

24 

0 

100.0

100.0

100.0

0.0

  
 

Objective 5 

 Objective five was to determine if a model exists explaining a significant portion of the 

variance in the level of absenteeism among African American students enrolled in an inner-city 

school in Louisiana from the following selected personal and academic demographic 

characteristics: preferred learning styles; students perceptions of teachers’ attitudes toward them; 

students perception of teachers’ attitude toward their learning environment; gender; if 

respondents had any legal troubles; if any of their siblings left school without a high school 

diploma; whether or not they are involved in after school sports/activities; and whether or not 

they are involved in clubs/organizations.  

This objective was accomplished using Multiple Regression with unexcused days as 

reported by respondents as the dependent variable. Other variables were used as independent 

variables. Because of the nature of the study, stepwise entry of the independent variables was 

used. The nature of influence of all selected variables on unexcused days missed from school 

through calculation of the Multiple Regression is depicted in Table 24.  

 The demographic variable “have you had any legal trouble” was included in the 

regression analysis as an independent variable. For purposes of the regression analysis, it was 

recoded as a dichotomous variable. This variable was used in the analysis as whether or not 

respondents reported they had any legal troubles.  
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 As mentioned earlier in Chapter 3, the researcher developed ranges for interpreting the 

perceptions of participants. Each respondent’s scores from the survey were calculated using the 

frequencies to determine their total score.  For items 1-5, Learning Environment, the range of 

participants’ responses was 5-25. For items 6-15, Teacher’s Attitude, the range of participants’ 

responses was 10-50.   Participants’ responses to the survey were also added for a total 

perceptions score. 

For descriptive purposes, correlations between the factors that were used as independent 

variables and the dependent variable, unexcused days missed, are presented in Table 23. The 

variable, “Grade” had the strongest association with the dependent variable (r = .42, p = <.001). 

Additionally, the variables “Legal Troubles” (r = .30, p = <.001) and “Involvement in 

Clubs/Organizations” (r = .33, p = <.001) had moderate associations with the dependent variable, 

unexcused days missed.  

The relationship between “Sibling Education Level” (r = -.27, p = <.001), “Involvement 

in After School Sports/Activities” (r = .17, p = .016), and “I feel my teachers’ attitudes toward 

me are…” (r = .16, p = .020) and the dependent all had low associations with the dependent 

variable. All remaining independent variables and the dependent variable, unexcused days 

missed, was not statistically significant. (See Table 24). 

Table 23 

Correlation Scale between Unexcused Days Missed and Selected Personal and Demographic 
Characteristics 
_____________________________________________________________________ 
Variable        r  p¹ 

Grade Point Average      .42  <.001 

Legal Troubles      .30  <.001 

Involvement in Clubs/Organizations    .33  <.001 

Sibling Education Level              -.27  <.001 

(table con’d) 
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Involvement in After School Sports/Activities  .17    .016 

I feel my teachers’ attitude toward me are…   .16    .020 

Active or Reflective Learning Styles    .12    .071 

Perception Survey Items 1-5     .11    .075  

Visual or Verbal Learning Styles             -.06    .241 

If Respondents had a Job              -.05    .265 

Gender  of Respondent     .03    .376 

I feel the overall environment of the school is…  .02    .383 

Sensing or Intuitive Learning Styles             -.01    .436 

Perception Survey Items 6-15                .01    .451  

Sequential or Global Learning Styles             -.00    .483 
______________________________________________________________________ 
Note: n = 166 
¹Pearson Product Moment Correlation Coefficient 
²Interpretation based on Davis’ Descriptors where .70 or higher = very strong association; .50 - 
.69 = substantial association; .30 - .49 = moderate association; .10 - .29 = low association; and 
.01 - .09 = negligible association. 
   
 The model summary presents the results of the multiple regression analysis. The variable 

that entered the regression model first was “grade point average.” Considered alone, this variable 

explained 17.3% of the variance in the dependent variable, unexcused days missed from school. 

(See Table 24). 

 Four additional variables entered the regression equation. These variables explained an 

additional 14.6% of the variance in the dependent variable, unexcused days missed from school. 

These variables were: “sibling educational level,” “legal troubles,” “involvement in 

clubs/organizations,” and “gender.” The variables together explained 31.9% of the variance in 

unexcused days missed as reported by respondents. (See Table 24).  
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The nature of the influence of these significant explanatory variables was such that 

students with low grade point averages; those who had siblings who left school without receiving 

a high school diploma; those who had been in legal troubles; those who were not involved in 

clubs/organizations; and gender in relation to females were more likely to be truant. Table 29 

displays the analysis of variance (ANOVA) which indicates a significant regression equation (p 

< .001). (See Table 24).   

Table 24  

Summary of Multiple Regression Analysis with Unexcused Days Missed and Selected Personal 
and Demographic Characteristics 
 

ANOVA 
Source of Variation      df          MS           F      p 

Regression 
 

          5   7.815 14.497 <.001      

      Residual  
 

Total 

154

159

   .539  

Variables in the Equation 
Variable R² 

Cumulative  
     R² 
     Change 

F 
Change 

p 
change 

Beta 

      
Grade Point            .175                      .175                33.588        <.001         -.310 
Average  
 
Sibling                    .237                      .062                12.727          .003         -.203 
Education 
    
Legal                      .271                      .034                  7.177          .002   .223 
Troubles   

Clubs/                     .299                      .028                  6.283          .013           .179 
Organizations  

Gender                    .320 .021                  4.738          .031           .152 
 

Variables not in the Equation 
Variable        t  Sign. t 
 
Are you involved in after school sports/activities?  -.129  .898 
 

(table con’d) 
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Do you have a part time job?     .883  .379  
 
I feel my teachers’ attitude toward me are…    .171  .865 
 
I feel the overall environment of the school is…  -.228  .820 
 
Survey Items 1-5: Learning Environment    .410  .628 
 
Survey Items 6-15: Teachers Attitude            -1.193  .235 
 
Active or Reflective Learning Styles              1.527  .129 
 
Sensing or Intuitive Learning Styles              -.950  .344 
 
Visual or Verbal Learning Styles              -.813  .418 
 
Sequential or Global              -.164  .870 
Note: Gender coded 0 = male, 1 = female; Sibling educational level and clubs/organizations 
coded 1 = no, 0 = yes; Legal troubles coded 0 = no, 1 = yes.  
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CHAPTER V: SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 
 

 This chapter presents an overview of the study. The objectives of the study guided the 

analyses performed by the researcher and serves as a guide for presenting the data.  

Summary 

Purpose and Objectives 

The overall purpose of this study was to determine if a relationship exist between 

learning styles and students’ perceptions of teachers’ attitudes and schools’ environment and 

African American students’ decision to become high truants.  

1.   Objective one was to describe 9th grade African-American students enrolled in a 

public school located in a low socioeconomic inner-city in the southern region of the 

United States on the following selected personal and academic demographic 

characteristics (a) Gender, (b) Age, (c) Held back in school, (d) Socioeconomic status 

as measured by whether or not parents/guardians rent or own and parents/guardians 

employment (full-time/part-time/unemployed), (e) Whether student is a parent, (f) 

Whether or not student live with their parents, (g) Number of siblings students have, 

(h) Whether or not any siblings left school before receiving a high school diploma, (i) 

Whether or not students have had any legal troubles (stopped by police, handcuffed, 

taken to police station, convicted of felony), (j) If students are involved in after school 

activities, (k) If students are involved in clubs/organizations, (l) If students attend 

school regularly. (n) If students ever considered dropping out, (m) If students have a 

job, if so, how many hours worked, (o) Parents/guardians education level, (p) 

Students current grade point average. 

2.  Objective two was to describe the perceptions of teachers’ attitudes and the learning 

environment toward 9th grade African American students enrolled in a low 
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socioeconomic city in the southern region of the United States. 

3.  Objective three was to determine the preferred learning style of 9th grade African 

American students enrolled in a public school located in a low socioeconomic inner-

city in the southern region of the United States as measured by the “Index of Learning 

Styles Questionnaire.” 

4. Objective four was to determine level of truancy among African American 9th grade 

students who were enrolled in a public school located in a low socioeconomic inner-

city in the southern region of the United States. The level of truancy was based on 10 

or more absences per semester according to East Baton Rouge Parish school board as 

measured by the following characteristics: absentee days, whether or not they have 

ever been truant, and the reason. 

5.   Objective five was to determine if a model exists explaining a significant portion of 

the variance in the level of absenteeism among 9th grade African American students 

enrolled in a public school in a low socioeconomic inner-city in the southern region 

of the United States from the following selected personal and academic demographic 

characteristics: preferred learning styles; students perceptions of teachers’ attitudes 

toward them; students perception of teachers’ attitude toward their learning 

environment; gender; if respondents had any legal troubles; if any of their siblings left 

school without a high school diploma; whether or not they are involved in after 

school sports/activities; and whether or not they are involved in clubs/organizations. 

Other variables were used as independent variables.  

Methodology 

 The population for the study was African American students enrolled in a high school 9th 

grade English I course and non-traditional 9th grade students in a southern region of the United 
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States. There were 166 total participants. Solomon-Fedler’s Index of Learning Styles 

Questionnaire (1991) was used to gather learning styles of participants. Researcher designed 

instruments were also used in the study. The researcher designed instrument consisted of three 

sections. The demographics section was designed to gather demographic information. The 

truancy section was designed to gather information related to truancy and reasons for this 

behavior. The last section was used to determine students’ perceptions of their teachers and the 

environment of the school. Portions of the survey required participants to use a Likert-type 

response scale that was assigned scores to measure level of satisfaction. All enrolled students in 

9th grade were African American descent. Thus, there was no need to exclude races from the 

study.  

 Of the 166 instruments issued, all were able to be used in the study. Approval for 

conducting the study was requested and approved by the Institutional Review Board (IRB).  

Major Findings 

Objective 1 

Objective one was to describe 9th grade African-American students enrolled in a public 

school located in a low socioeconomic inner-city in the southern region of the United States on 

the following selected personal and academic demographic characteristics (a) Gender, (b) Age, 

(c) Held back in school, (d) Socioeconomic status as measured by whether or not 

parents/guardians rent or own and parents/guardians employment (full-time/part-

time/unemployed), (e) Whether student is a parent, (f) Whether or not students live with his/her 

parents, (g) Number of siblings students have, (h) Whether or not any siblings left school before 

receiving a high school diploma, (i) Whether or not students have had any legal troubles (stopped 

by police, handcuffed, taken to police station, convicted of felony), (j) If students are involved in 

after school activities, (k) If students are involved in clubs/organizations, (l) If students attend 
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school regularly. (n) If students ever considered dropping out, (m) If students have a job, if so, 

how many hours worked, (o) Parents/guardians education level, (p) Students current grade point 

average. 

 Findings for Objective 1 indicated that participants were predominantly female (n = 90, 

54.2%) and 15 (n = 102, 61.5%) years of age. Majority respondents had never been held back in 

school (n = 112, 67.5%). Respondents’ primarily lived in a house (n = 143, 86.1%) of which 105 

(63.3%) reported their parents owned their home. The most frequently reported response for 

parents’ working status was majority mother (n = 127, 76.5%) and father (n = 123, 74.6%) 

worked full time. The majority (n = 164, 98.8%) respondents reported they had no children. The 

respondents primarily reported living with their parents (n = 159, 95.8%). The majority of the 

respondents did have siblings (n = 157, 94.6%). Most of the respondents who had siblings 

reported their siblings did not leave high school without a diploma (n = 117, 72.7%). The most 

frequently occurring response for legal troubles was “No, I have never had any legal troubles” (n 

= 141, 84.9%). The majority of the respondents were involved in after school sports/activities (n 

= 88, 53%), but were not involved in clubs/organizations (n = 109, 65.7%). Respondents 

primarily reported they attend school regularly (n = 158, 95.2%) and never considered dropping 

out of school (n = 144, 86.8%). The most frequently occurring response for employment status 

by respondents was “unemployed” (n = 148, 89.7%). When asked the highest educational level 

attained by mothers/fathers of respondents, the majority of respondents reported high school for 

mothers (n = 47, 28.3%) and fathers (n = 53, 31.9%). The majority of respondents had grade 

point averages below 2.0 (n = 85, 51.3%).  

Conclusions and Recommendations 

 The majority of respondents were females and low-achievers. This conclusion is based on 

the findings that over 50% reported they were female and 51.3% (n = 85) of the respondents 
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received grade point averages below 2.0. 

 Research states the importance of recognizing gender in academic achievement, 

particularly for females, children of color, and low-income families (Scott-Jones, 2002). The 

results of this study supports previous research since majority of participants were females who 

were low-achievers. Since females are more at-risk of dropping out of high school after the 

second year than males, the need to determine existing factors for the cause of such low 

achievement among females of African American descent is drastically needed. Families should 

provide interventions to encourage educational success among African American females. 

 Community leaders, educators, and parents must come together and devise a plan that 

target females in the African American communities. Also, school board officials, education 

analysts, and school faculty and administrators should design and plan educational goals to meet 

the needs of these students. All of these individuals should come together to devise ways of 

emphasizing the importance of education to African American females, find underlying causes 

for their lack of attaining educational success, and work together in schools and communities to 

decrease this problem. 

 Fifty-four (32.5%) respondents had been held back at least one grade in school. Though 

this is not the majority, this represents almost one-third of the 9th grade student population. 

African Americans make up a large percentage of retained students throughout the United States. 

Students who have been retained at least once are more likely from households where their 

parents had lower levels of formal education (Scott-Jones, 2002). As with previous research, 

findings of this study indicated study participants who had been held back had parents who had 

lower levels of educational attainment.    

 Based on the findings that over 50% of the respondents received grade point averages 

below 2.0 and over one-third had been held back at least one grade, the researcher recommends 
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that school board officials, education analysts, and school faculty and administrators design and 

plan educational goals to meet the needs of African American students. This should include 

curriculum geared to these specific types of learners, after school tutoring programs, and 

community programs which all promote education and aim to provide help in problem subjects 

for students.  

 A significant amount of respondents who reported having siblings stated their siblings did 

leave school without receiving a diploma. This is based on the finding that ¼ of respondents 

reported their siblings had left school without receiving a high school diploma.  

 Participation in after school sports/activities may have an influence on students’ 

perception of their teachers and school environment. This is based on the finding that almost ½ 

(n = 78, 47%) of respondents were not involved in after school sports/activities. Involvement in 

sports/activities teach young people lifelong lessons just as important as in the classroom and 

support the academic mission of most schools (The case for high school activities, 2004). A 

study on school extracurricular involvement and academic achievement found students who 

participate in athletic programs are directly associated with a 2% increase in math and science 

and test scores (Lipscomb, 2007), have higher grade point averages, better attendance records, 

and lower dropout rates (The case for high school activities, 2004). In addition, Lipscomb (2007) 

found students involved in any type of athletic program or club/organization had a 5% increase 

in Bachelor’s degree attainment (Lipscomb, 2007).  

 Another factor on student’s decision to become truant is their participation in 

clubs/organizations. This is based on the finding that a large percentage (n = 109, 65.7%) of 

respondents reported they were not active in any clubs/organizations. Involvement in 

clubs/organizations has been found to have an influence on student success (Lipscomb, 2007).  

Participation in clubs/organizations helps students in making good grades since they are a good 
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support system for individuals (Martin, 2008) and are linked to at least 1% grade increases in 

subjects such as math and science (Lipscomb, 2007).  

Objective 2 

 Objective two was to describe the perceptions of teachers’ attitudes and the learning 

environment toward 9th grade African American students enrolled in a public school located in a 

low socioeconomic city in the southern region of the United States. 

 Findings for Objective 2 indicated respondents had “positive” or “highly positive” 

attitudes concerning their perceptions of teachers’ attitudes in their learning environment and 

towards them as students. Though not half, many of the students reported neutral concerning 

their perceptions of their teachers’ attitude concerning their learning environment and towards 

them. Those with “D” or “F” grade point averages held more negative perceptions.  Females 

(47.7%) represented a higher percentage of neutral and negative perceptions toward their 

learning environment as opposed to males (45.9%). Females (36.1%) also represented a larger 

percentage of neutral, negative, and highly negative perceptions concerning teachers’ attitude 

toward them as opposed to males (30.6%). 

 Although truancy and the perception of teachers’ attitude toward the student or the 

perception of teachers’ attitude toward the learning environment were not found to be 

statistically significant, the percent of females who felt the teachers’ attitudes were neutral or 

negative should not be ignored. 

Conclusions and Recommendations 

 This conclusion is supported by the score of the survey items based on their perceptions 

of their teachers and learning environment. It is necessary that students feel comfortable in their 

learning environments so they sense an ability to feel open enough to ask for assistance, which is 

beneficial to their success as students. It is the perception of students which impacts their 
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learning (Young, Wright & Laster, 2005), thus, educators must take advantage of this knowledge 

when interacting with students since their behavior has such a drastic impact on how students 

perceive their attitudes toward them.  

 Overall, students had a positive perception of teachers’ attitude and learning 

environment. In examining each item, although most were positive there was one item future 

researchers may want to examine, “My teachers make sure I am comfortable when discussing 

new subjects.” How can teachers make it more comfortable for students? Maybe research should 

be conducted to see if the reason children “do not feel like coming to school” is because they are 

“not comfortable”. Also, over ¼ of the survey participants reported respondents felt neutral, why 

is this? More so, when attempting to help African American children reach higher goals towards 

their academic success, teachers should create movement, provide opportunities for personal and 

oral expression, and create learning activities that are energetic and lively, even if they have to 

move outside the walls of the classroom (Young, 2005). 

Objective 3 

 Objective three was to determine the preferred learning style of 9th grade African 

American students enrolled in a public school located in a low socioeconomic inner-city in the 

southern region of the United States as measured by the “Index of Learning Styles 

Questionnaire.” 

 Findings for Objective 3 indicated the preferred learning styles of research respondents. 

The majority of respondents did prefer “active” learning styles (n = 127, 76.5%), hands on 

activities, as opposed to “reflective” learning, disseminating information with no visuals. In 

regards to “sensing” or “intuitive”, more respondents preferred “sensing” (n = 118, 71.5%), the 

need to relate what’s being taught to their perception of the real world, as opposed to “intuitive,” 

lacking the ability to relate what’s being taught to real world situations The largest amount of 
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respondents reported preferring “visual” (n = 147, 88.6%) learning styles, the need to for images, 

as opposed to “verbal” transmitting of information. The last aspect of the learning style measure 

ranked whether respondents preferred “sequential” (logical order of facts) or “global” (random 

order of facts). Respondents reported a preference of sequential (n = 112, 67.5%) learning style. 

Of the sixteen possible Learning Styles combination, the most frequently (n=65, 39.2%) 

occurring Learning Styles of the students were Active, Sensing, Visual, Sequential. 

Conclusions and Recommendations 

 African American students in secondary education are predominantly active learners. 

This conclusion is based on the fact that 54% of the total 166 respondents reported active 

learning as their preferred learning style. This conclusion is consistent with the literature reported 

by Guild (1994), that African American students prefer oral experiences and physical activities 

in a learning environment. 

 Including variations in teaching methods, particularly “active” learning styles, would be 

beneficial. The need for various methods in the classroom may lead to more increased student 

participation and decreased school failure. Those who are in leadership positions should work 

together with school faculty and administrators to address the issues of high failure rate among 

high school students, and ultimately find solutions to end the continuous cycle of educational 

failure among African American students.     

 Sequential learners prefer environments where information is absorbed in logical order, 

whereas global learners learn randomly with no specific order of information. 

 Visual learners (n=147, 88.6%) were majority, preferring objects they can see such as 

pictures, charts, diagrams, films and demonstrations, learn best in environments where images 

are a big part of learning 

 The majority of African American students in secondary education are visual learners. 
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This study found 75% of the students in the selected school were visual learners. This aligns with 

Felder’s (1993) findings that most people are visual learners. Though this is the case, still 

majority information presented in classrooms is overwhelmingly verbal (Felder, 1993). 

 The majority of African American students in secondary education are sensors. This 

means they prefer learning facts that relate to the real world. On the contrary, students who 

prefer intuitive learning styles are deemed more successful. Previous research indicated that 

persons with the intuitive style rather than sensory style have a greater potential for success in 

school, mainly because majority instruction matches the intuitive learning styles (Matthews, 

1996). 

 Additional research should be done to determine the influence students’ preferred 

learning styles has on their ability to succeed in secondary education. The researcher found 

majority African American students are active, visual, sensing, and sequential learners. Thus, 

according to research, a large percentage of students may be failing and/or truant because 

teachers teach using traditional methods which normally consist of oral transmitting of 

information (verbal); stating what should be learned instead of step-by-step goals (global); 

disseminating information with no visuals (reflective); and lacking the ability to relate what’s 

being taught to real world situations (intuitive), all of which are opposite of most African 

American learners (Felder, 1993). Results of this research illustrate how African American 

students prefer more hands on activities (active); the need to relate what’s being taught to their 

perception of the real world (sensing); the need for visual images (visual); and the need to 

understand material in small connected dots (sequential). The researcher believes if these 

students learn differently from what is perceived to be the normal learning styles, maybe this is 

part of the reason African American students have such low grade point averages, are truant, or 

have such high drop out rates, and can’t relate the purpose of education to real life.  
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Objective 4 

Objective four was to determine African American 9th grade students who were enrolled 

in a public school located in a low socioeconomic inner-city in the southern region of the United 

States level of truancy. The level of truancy was based on 10 or more absences per semester 

according to East Baton Rouge Parish school board as measured by the following characteristics: 

absentee days, whether or not they have ever been truant, and the reason. 

 Findings for Objective 4 indicated 57 (34.3%) of the research respondents were 

considered “often truant” or “highly truant”. Of these, majority selected 2 or more categories for 

their reasons of truancy. The two most frequently occurring responses among these nine 

respondents were “I was sick,” and “I didn’t feel like coming to school”. More than 50% of those 

who reported being truant felt “negative” or “highly negative” concerning their learning 

environment.  

 Future research must examine why students are truant because “they didn’t feel like 

coming to school.” Students have the tendency to feel detached from school curriculum, have 

larger responsibilities outside school, or lack the understanding of why an education is important. 

If one-third of the 9th grade population is truant, what can be done to prevent an increase in these 

numbers and future dropouts? Educators and policymakers must acknowledge how important it 

is that African American students see school as pointless and how this effects their academic 

achievement (Spradin, Welsh, & Hinson, 2000). 

Conclusions and Recommendations 

 Too many respondents were truant, especially so early in their high school career. This 

aligns with the NCSET (n.d.) findings that those who drop out do so within their first two years 

of high school. Students do not drop out because they can’t do the work (Paulson, 2006). They 

either feel because they have repeated a grade they will not be able to catch up or “classes were 
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too boring” (Paulson, 2006). With the increase of drop outs among African American children, 

more focus should be on how to help students feel a part of a caring and concerned learning 

environment and to find prevention methods to decrease the percentage of dropouts early on in 

their high school career.  

Objective 5 

 Objective five was to determine if a model exists explaining a significant portion of the 

variance in the level of absenteeism among 9th grade African American students enrolled in a 

public school located in a low socioeconomic inner-city in the southern region of the United 

States from the following selected personal and academic demographic characteristics: preferred 

learning styles; students perceptions of teachers’ attitudes toward them; students perception of 

teachers’ attitude toward their learning environment; gender; if respondents had any legal 

troubles; if any of their siblings left school without a high school diploma; whether or not they 

are involved in after school sports/activities; and whether or not they are involved in 

clubs/organizations. Other variables were used as independent variables. 

 The model summary presented the results of the multiple regression analysis. The 

variable that entered the regression model first was “grade point average.” Considered alone, this 

variable explained 17.3% of the variance in the dependent variable, unexcused days missed from 

school.  

 Four additional variables entered the regression equation. These variables explained an 

additional 15.2% of the variance in the dependent variable, unexcused days missed from school. 

These variables were: “Sibling educational level,” “legal troubles,” “involvement in 

clubs/organizations,” and “gender.” The variables together explained 32.5% of the variance in 

unexcused days missed as reported by respondents.  
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The nature of the influence of these significant explanatory variables was such that 

students with low grade point averages; those who had siblings who left school without receiving 

a high school diploma; those who had been in legal troubles; those who were not involved in 

clubs/organizations; and gender in relation to females were more likely to be truant.  

Conclusions and Recommendations 

 Participants’ grade point average proved the most significant of all entered variables. 

This means that students’ low grade point averages did have some impact on their truancy 

behaviors. Students may not realize the importance of education on their future success. If they 

were able to relate educational success in high school to future success, they are more likely to 

become successful students (Mello & Swanson, 2001).  

 Students’ siblings’ educational attainment proved significant against unexcused absences. 

Reid (2005) noted how behaviors of offspring transport through generations. When children 

recognize parents’ lack of responsibility in maintaining attendance among siblings who drop out, 

they feel they do not need to attend school regularly also and become truant, and may also drop 

out.  

 Legal trouble is another factor which proved significant against the dependent variable, 

unexcused days missed. Daytime crime is at an all time high and in which majority is contributed 

to school age children across the nation. Influences, such as alcohol and gambling, have been 

found to directly impact student attendance and frequency to commit crimes to support these 

behaviors. Students who are found to skip school to gamble, tend to steal from family and 

outside sources, which lead to gambling arrests (Westphal, Rush, Stevens & Johnson, 2000). 

They also found, in the state of Louisiana, minority males in public school were significantly 

higher gamblers. About 59% of these students are problem gamblers, use tobacco, drugs, and 

drank alcohol (Westphal, Rush, Stevens & Johnson, 2000). It is also found that students with 
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“D” averages or lower consume more alcohol per week and this behavior is more likely taking 

place at the students home (Hendricks, 1993). Hendricks (1993) also found the likelihood of 

heavy drinking increases as grade point averages decrease. As a result of heavy drinking, over 

70% cut class and more than 15% have encountered legal problems as a result. Intervention 

methods should be adopted between schools and parents to decrease these behaviors among 

students. Students who adopt these types of behaviors so early on in life lessen their chances of 

educational success, ultimately decreasing their success in adulthood.  

 Previous studies have shown gender as an important factor when considering factors 

among dropouts. Though females are known to have higher grade point averages than males, 

females, particularly African American females, are more likely to become truant and dropout of 

high school (Crowder & South, 2003). 

 Students’ participation in clubs/organizations was found significant in this study which 

aligns with previous studies that found student involvement in clubs/organizations to have a 

direct impact on student success (Forsback, Yanowitz, & Fiala, 2002). Participation in 

clubs/organizations has a positive relationship with student retention, satisfaction and 

perceptions (Martin, 2008). Students’ positive perceptions of instructional behaviors will help 

sustain involvement in school (Martin, 2008). 

Recommendations and Future Research 

 Truancy may always be an issue within the United States. The problem lies in the fact 

that dropout rates steadily increase in the African American community. If the problem is not 

addressed correctly, the numbers will continue to increase. Based on the findings, sibling 

educational level, legal troubles, lack of participation in clubs/organizations and gender are all 

influences of truancy. Overall, the results of this study are helpful given the amount of explained 

variance in the dependent variable (56.5%). Though not high, the independent variables found 
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significant explains over 50% of the variance. However, the possibility exists that the findings 

are specific to the group used to conduct the study since the study used a convenience sample. 

 The researcher concludes that findings of this study are consistent with previous studies 

that stated students who are more actively involved in clubs/organizations are less likely to be 

truant; and students who have siblings who left school without receiving a high school diploma 

are more likely to be truant. 

 Interventions should be designed to encourage educational attainment among African 

Americans who have a family history of siblings who left high school without receiving a high 

school diploma. Also, community and school interventions should be done to decrease the 

devious behaviors associated with crime and legal troubles among school age children. 

Interventions that meet the needs of African American school age youth are needed so that these 

youth can identify with the importance of educational attainment and gain insight into how 

obtaining an education relates to them. It is not the duty of one individual or group, but a 

partnership among many individuals and organizations to develop such programs.  

 Limitations of this study include the use of 1 school for data collection and studying 

students with school based data collection. Limitation of studying truants with school based data 

collection is that the chance of not gathering data because of absence is greater. The data, thus, is 

specific to this one school and may not be generalizable to other schools, even if the racial 

composition is the same. Studying subjects from one school also limits generalisability. If 

multiple schools were used to collect data, findings could have more generalisability. Collecting 

data from other schools could have proven other variables, such as parental educational 

attainment and employment status, as having an influence on truancy, particularly among 

African American students, which would have aligned with previous research. 

  



 

88   

REFERENCES 

Anderson, J.A (1988). Cognitive styles and multicultural population. Journal of Teacher 
Education, 1988, 39(1), 2-9. 

 
Ajzen, I. (1991). The theory of planned behavior. Organizational Behavior and Human Decision 

Processes, 50, 179-211. 
 
ASPIRA after-school and summer programs and clubs (1995). Retrieved February 16,  
 2008, from http://www.ed.gov/pubs/Extending/vol2/prof1.html 
 
Attwood, G. & Croll, P. (2006). Truancy in secondary school pupils: prevalence, trajectories and 

pupil perspectives. Research Papers in Education, 21(4), 467-484. 
 
Billings, G. (1994). The Dreamkeepers: The Successful Teachers of African American Children. 

San Francisco, CA: Jossey-Bass 
 
Brievik, K. & Olweus, D. (2006). Adolescent’s adjustment in four post-divorce family 

structures: Single mother, stepfather, joint physical custody and single father families. 
Journal of Divorce & Separation, 44(3), 99-124. 

 
Burke, K., & Dunn, R. (2002). Learning style-based teaching to raise minority student test 

scores. Clearing House, 76(2), 103-106. 
 
Carr, W.H. (1918). What does Bergson mean by pure perception? Mind, 27(108), 472- 
 474. 
 
Chapman, A. (2006). Kolb’s learning styles. Retrieved February 18, 2008, from 

http://www.businessballs.com/kolblearningstyles.htm 
 
Child Welfare & Attendance Handbook (2006). Baton Rouge, Louisiana.  
  
Clark, D. (1999). Kolb’s experiential learning style. Retrieved February 16, 2008, from  
 http://www.nwlink.com/~donclark/hrd/history/history.html 
 
Claxton, C. (1990). Learning styles, minority students, and effective education. Journal of 

Developmental Education, 14(35), 6-8. 
    
Crowder, K., & South, S. (2003). Neighborhood distress and school dropout: The variable 

significance of community context. Social Science Research, 32(4), 659-698. 
  
Davis, B. (2001). Tools for teaching. San Francisco, CA: Jossey-Bass. 
 
Davis, L., Ajzen, I., Saunders, J., & Williams, T. (2002). The decision of African American 

students to complete high school: An application of the theory of planned behavior. 
Journal of Educational Psychology, 94(4), 810-819. 

 



 

89   

DeKalb, J. (1999). Student Truancy. (Report No. ED-99-C0-0011ED-99-C0-0011). Eugene, OR: 
United Stats Department of Education. (ERIC Document Reproduction Service No. 
ED429334). 

   
Dechamps, A.B. (1992). An integrative review of research on characteristics of dropouts 

(Doctoral dissertation, George Washington University, 1992). ED No.378520. 
 
Dukes, R., & Stein, J. (2001). Effects of assets and deficits on the social control of at-risk 

behavior among youth: A structural equations approach. Youth & Society, 32(3), 337-
359. 

    
Dunn, R. & Dunn, K. (1998). Practical approaches to individualizing staff development for 

adults. Westport, CT: Praeger. 
   
Durodoye, B.& Hildreth, B. (1995). Learning styles and the African American student. 

Education, 116(2), 241-247. 
  
Entwisle, D., Alexander, K., & Olson, L. (2004). Temporary as compared to permanent high 

school dropout. Social Forces, 82(3), 1181-1204. 
 
Felder, R.M. (1993). Reaching the second tier: Learning and teaching styles in college  
 science education. J. College Science Teaching, 23(5), 286-290. 
 
Felder, R.M. & Silverman, L.K. (1988). Learning and teaching styles in engineering  
 education. Engineering Education, 78(7), 674-681. 
  
Felder, R.M. & Spurlin, J. (2005). Applications, reliability and validity of the index of 

learning styles. Journal of Engineering Education, 21(1), 103-112. 
 
Fergusson, D., Campbell, N., & Harwood (2004). How does childhood economic 

disadvantage lead to crime? Journal of Child Psychology and Psychiatry, 45(5), 956–
966. 
 
Forsbach, T., Yanowitz, K. & Fiala, T. (2002). African-American students’ perceptions 
 of school success: The scholarship of teaching and learning. Academic Exchange 
 Quarterly.  
  
Francis, C.L. (2000). Learning Styles of African American Children. Retrieved on 
 February 7, 2007 from http://www.xula/edu/xulanexus/issue2/Francis.html.   
  
Gabb, S. (1995). Truancy in the United States: A brief overview (Ed. & Trans.), Issues 
  in School Attendance and Truancy. London: Pitman Press. (Original work 
 published unknown). 
 
Gerrard, M., Burhans, A., & Fair, J. (2003). Effective truancy prevention and intervention: A 

review of relevant research for the Hennepin County School Success Project. Wilder 
Research Center, 1-18. 

 



 

90   

Graybill, S. (1997). Questions of race and culture: How they relate to the classroom for African 
American students. Clearing House, 70(6), 311-318. 

  
Guild, P. (1994). The culture/learning style connection. Educational Leadership, 16-21. 
 
Hendricks, C. (1993). Student alcohol use and lifestyle behaviors at Queen’s University:  
 Opportunities for action. Retrieved February 14, 2008, from Queen’s University,  
 Addiction Research Foundation. Web site:  
 http://www.quennsu.ca/security/news/alcohol/html. 
 
High school dropouts in America (2007). Retrieved February 16, 2008, from  
 www.all4ed.org 
 
Kachigan, S.K. (1991). Multivariate statistical analysis: a conceptual introduction. New York, 

NY: Radius Press. 
 
Kearney, C. (2007). Forms and functions of school refusal behavior in youth: An 

empirical analysis of absenteeism severity. Journal of Child Psychology and 
Psychiatry, 48(1), 53-61. 

  
Koul, R.B. & Fisher, D.L. (2006). Students’ perceptions of teachers’ interpersonal 

behavior and identifying exemplary teachers. Experience of Learning.  
 Proceedings of the 15th Annual Teaching Learning Forum, 1-2 February 2006.  
 Perth: The University of Western Australia.  

http://lsn.curtin.edu.au/tlf/tlf2006/refereed/koul.html 
 
Kuykendall, C. (1991). Improving black student achievement by enhancing students’ 

self image. (Available form The Mid-Atlantic Equity Center, 5454 Wisconsin 
Avenue, Suite 655, Chevy Chase, MD 20815). 

 
Lagana, M. T. (2004). Protective Factors for inner-city adolescents at risk of school dropout: 

Family factors and social support. National Association of Social Workers, 26(4), 211-
220. 

  
Lehr, C., Sinclair, M., & Christenson, S. (2004). Addressing student engagement and truancy 

prevention during the elementary school years: A replication study of the check & 
connect model. Journal of Education for Students Placed At Risk, 9(3), 279-301. 

 
Lipscomb, S. (2007). Secondary school extracurricular involvement and academic 
 achievement: A fixed effects approach. Economics of Education Review, 26(4),  
 463-472. 
 
Little, G.R. (1999). Paper 1: A theory of perception. Retrieved February 18, 2008, from 

www.grlphilosophy.co.nz/paper1.htm 
 
Litzinger, T.A., Lee, S.H., Wise, J.C. & Felder, R.M. (2007). A psychometric study of the index 

of learning styles. Journal of engineering Education, 96(4), 309-319. 
   



 

91   

Lovelace, M. K. (2005). Meta-analysis of experimental research based on the Dunn and  
 Dunn Model. The Journal of Educational Research, 98(3), 176-183. 
 
Luster, T. & McAdoo, H.P. (1994). Factors related to the achievement and adjustment  
 of young African American children. Child Development, 62, 1080-1094. 
  
Martin, M. (2008). Involvement in college clubs and organizations and its relationship  
 to academic performance. Retrieved February 14, 2008, from  
 http://clearinghouse.missouriwestern.edu/manuscripts/476.asp 
 
Matthews, D. (1996). An investigation of learning styles and perceived academic  
 achievement for high school students. Clearing House, 69(4), 249-255. 
 
McLaughlin, M. (1990). High school dropouts: How much of a crisis? The Heritage  

Crisis, Article 781. Retrieved December 11, 2003, from 
http://www.heritage.org/Research/Education/BG781.cfm. 

 
Mello, Z.R. & Swanson, D.P. (2001). Tomorrow’ forecast: Future orientation as a  
 protective factor among low-income African American adolescents. Retrieved  
 February 16, 2008, from The Pennsylvania State University, Department of  
 Human Development and Family Studies Web site:  
 http://www.blacksuccessfoundation.org/sci_report-future%20orientation- 
 zena_mello.htm 
 
Miller, S. D. (Eds.). (2003). Disability and the Black community. Binghamton, NY:  
 Haworth Press. 
 
Murdock, T. (1999). The social context of risk: Status and motivational predictors of 

alienation in middle school. Journal of Educational Psychology, 91(1), 62-75. 
 
National Center on Secondary Education and Transition (NCSET) (n.d.). What works in 

dropout prevention? Ninth grade dropout prevention program. Retrieved February 14, 
2008, from http://www.ncset.org/publications/essentialtools/dropout/part3.3.06.asp 

 
Nowicki, S., Sisney, S., Stricker, B., & Tyler, M. (2004). Reducing the drop-out rates of  

at-risk high school students: The effective learning program (ELP). Genetic, Social, and 
General Psychology Monographs, 3, 225-239. 

 
Paulson, A. (2006, March 3). Dropout rates high, but fixes under way. Christian 
  Science Monitor. Retrieved February 14, 2008 from  
 http//www.csmonitor.com/2006/0303/p01s02-legn.html 
 
Pedhazur, E.J. & Schmelkin, L.P. (1991). Measuremtn, design, and analysis. An  
 integrated approach. Hillsdale, NJ: Lawrencce Erlibaum Associates, Publishers. 

 
Portes, P., Brown, J., Saylor, K. & Sekhon, M. (2005). Assessing children’s adjustment  
 to divorce stress: A validation of the divorce adjustment inventory-revised scales  
 through family functioning and child adjustment standard measures. Journal of  



 

92   

 Divorce & Remarriage, 44(1/2), 47-70.  
 
Portney, S. (2007). The psychology of divorce: A lawyer’s primer, part 2: The effects of  
 divorce on children. American Journal of Family Law, 126-134. 
 
Reid, K. (2005). The causes, views and traits of school absenteeism and truancy: An 
 analytical review. Research in Education, 74, 59-82. 
 
Scott-Jones, D. (2002). The complexities of gender and other status variables in studies  
 of schooling. Human Development, 45, 54-60. 
 
Smith, M.K. (1999). Learning theory. The Encyclopedia of Informal Education.  
 Retrieved February 16, 2008, from www.infed.org/biblio/b-learn.htm.  
 
Soloman, B. & Felder, R. (1991) Index of Learning Styles Questionnaire. 

Somers, C., & Piliawsky, M. (2004). Drop-out prevention among urban, African American 
adolescents: Program evaluation and practical implications. Preventing School Failure, 
48(3), 17-22. 

 
Spradin, L.K., Welsh, L.A., & Hinson, S.L. (2000). Exploring African American academic 

achievement: Ogbu and Brookover perspectives. Journal of African American Men, 5(1), 
17-32. 

 
Stover, D. (2004). New ways, more reasons to fight truancy. Education Digest, 15(8), 48-51. 
 
Strategies for teaching the African American student. (2005). Retrieved on February 7,  
 2007 from http://www.as.wvu.edu/~equity/african.html.  
 
Student Rights and Responsibilities Handbook: Handbook and Discipline Policy (2006). 
 Baton Rouge, Louisiana. 
 
The case for high school activities (2004). Retrieved February 16, 2008, from  
 http://www.nfhs.org/web/2004/01/the_case_for_high_school_activities.aspx 
 
Tompkins, R. & Deloney, P. (1995). Rural Students at Risk: in Arkansas, Louisiana, 

New Mexico, Oklahoma, and Texas. Southwest Educational Development  
Laboratory. Retrieved January 17, 2007, from 
http://www.sedl.org/pubs/catalog/items/rur01.html  
 

Truancy Prevention. (n.d). What is truancy? Retrieved February 9, 2008, from  
 http://ojjdp.ncjrs.org/truancy/overview.html 
 
U.S. Department of Education (1995). Manual to Combat Truancy. Washington, DC:  
 U.S.Department of Education, U.S. Department of Justice. 
 
U.S. Department of Education (2006). Digest of Education Statistics. Washington, 

DC:U.S. Department of Education, National Center for Education Statistics. 



 

93   

 
Vanderslice, R. (2004). Risky business: leaving the at-risk child behind. The Delta Kappa 

Gamma Bulletin, 15-21. 
  
Walls, C. (2003). New approaches to truancy prevention in urban schools. ERIC Clearinghouse 

on Urban Education, Institute for Urban and Minority Education. (ERIC Document 
Reproduction Service No. ED480916). 

 
Westphal, J.R., Rush, J.A., Stevens, L., & Johnson, L.J. (2000). Gambling behavior of Louisiana 

students in grades 6 through 12. Psychiatric Services, 51(1), 96-99. 
 
Whaley, A., & Smyer, D. (1998). Self-evaluation processes of African American youth in a high 

school completion program. The Journal of Psychology, 132(3), 317-327. 
 
Willis, M.G. (1989). Learning styles of African American children: A review of literature and 

interventions. The Journal of Black Psychology, 16 (1), 47-65. 
 
Young, C.Y. (2005). Instructing African American Students. Education. Retrieved January 28, 

2008, from http://findarticles.com/p/articles/mi_qa3673/is_200504/ai_n13633260 
 
Youth who drop out. (2000). Focus Adolescent Services. 
 
Zhang, D., Katsiyannis, A., Barrett, D., & Willson, V. (2007). Truancy Offenders in  

the Juvenile Justice System: Examinations of First and Second Referrals. Remedial and 
Special Education, 28 (4), 244-266. 

 
Zimmerman, R., Khoury, E., Vega, W., Gil, A., & Warheit, G. (1995). Teacher and 

parent perceptions of behavior problems among a sample of African American, Hispanic, 
and non-Hispanic white students. American Journal of Community Psychology, 23(2), 
181-197.  

 
 
 
 
 
 
 
 

 
 
 
 
 
 
 
 
 
 



 

94   

APPENDIX A 
SURVEY INSTRUMENTS: 

INDEX OF LEARNING STYLES QUESTIONNAIRE 
DEMOGRAPHICS 

TRUANCY  
STUDENTS’ PERCEPTION OF TEACHERS’ ATTITUDE AND LEARNING 

ENVIRONMENT 
 

 
 
 
 
 

 

 

 

 

 

 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 

95   

Survey Instrument: Demographics       
1. What is your gender?   
 Male 
 Female 
2. What is your age? _____________ 
3. Do you have any children?    
 Yes 
 No 
4. Do you have any siblings? If no, go to 9.    
 Yes   
 No  
5. Did any of your siblings leave school without receiving a high school diploma? 
 Yes  
 No 
6. Have you had any legal troubles:  
 No, I have never been in any legal troubles.   
 Yes, I have been handcuffed. 
 Yes, I have been arrested and taken to the police station. 
 Yes, I have been arrested and convicted.   
7. Have you ever been held back in school? 
 Yes 
 No 
8. Do you attend school regularly?  
 Yes   
 No 
9. Have you ever considered dropping out of high school before: 
 Yes 
 No 
10. Are you involved in after school sports/activities? 
 Yes   
 No 
11. Are you involved in clubs/organizations? 
 Yes   
 No 
12. Do you have a part-time job? 
 Yes   
 No-go to 15 
13. How many hours do you work per week? ________________ 
14. Did you live in a different house 1 year ago? 
 Yes 
 No 
 
15. Do you live with your parent(s)/guardian(s)? 
 Yes 
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 No 
16. Does your mother live in the home with you? 
 Yes   

No 
17. What is your mothers’ educational level? (choose highest educational level attained) 
 Elementary K-5 
 Middle 6-8 
 High School 9-12   
 Received high school diploma    
 Received GED     
 Some college  
 Associate degree in college: occupational/vocational 
 Associate degree in college: academic program 
 Completed college with BS/BA degree    
 Completed college with Master’s degree 
 Professional school degree: M.D. 

 Doctorate degree: Ph.D. 
 Unknown 

18. My mother works: 
 Full-time  
 Part-time 
 Presently unemployed  
 Unknown 
19. Does your father lives in the home with you?  
 Yes   
 No 
20. What is your fathers’ educational level? (choose highest educational level attained) 
 Elementary K-5 
 Middle 6-8 
 High School 9-12   
 Received high school diploma    
 Received GED     
 Some college  
 Associate degree in college: occupational/vocational 
 Associate degree in college: academic program 
 Completed college with BS/BA degree    
 Completed college with Master’s degree 
 Professional school degree: M.D. 

 Doctorate degree: Ph.D. 
 Unknown 

21. My father works: 
 Full-time   
 Part-time   
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 Presently unemployed 
 Unknown 
22. Residential living 
 House 
 Apartment/duplex 

Other  
23. Parent(s)/guardian(s) rent/lease the house/apartment we live in.   
 Yes   
 No 
24. Parent(s)/guardian(s) own the house/apartment we live in.  
 Yes   
 No 

 
Survey Instrument: Truancy 

1. How many unexcused days missed this school year?    
 0     no truant 
 1-4    seldom truant 
 5-9    often truant 
 10-above highly truant 
2. Have you ever been truant?  
 (A truant is one who has missed 10 or more unexcused days from school)  

Yes 
 No, do not answer #3  
3. My reason for being truant is: (select all that apply) 

a. I was sick    Yes   No 
b. An illness in my family  Yes  No 
c. I was working    Yes  No 
d. I didn’t want to come to school Yes  No 
e. I was suspended from school  Yes  No 
f. other reason    Yes  No 
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Survey Instrument: Student’s Perception of Teachers Attitude and Learning Environment 
  

Answer the questions below using the likert scale on whether you feel: 
1=highly positive 2=positive 3=neutral 4=negative 5=highly negative 

1. I feel my teachers attitude toward school are…             1  2   3    4  5 

2. I feel my teachers attitude toward me are…  1  2   3    4  5 

3. I feel my teachers attitude toward subject being taught   

 are… 1  2  3    4 5 

4. I feel my teachers care about my educational success.  1  2   3   4  5 

5. I feel the overall environment of the school is… 1  2   3   4  5 

Answer the questions below using the scale on whether you: 

1=highly positive 2=positive 3=neutral 4=negative 5=highly negative 

6. I feel my teachers care about me as a person.            1  2   3   4  5 

7. Overall, my teachers don’t mind answering my       

 questions.        1   2   3    4   5 

8. The subjects taught relate to my perception of real life.   1   2   3    4  5 

9. I feel my teachers are enthused when teaching.             1   2   3   4   5 

10. Information taught is useful to me.                                    1   2   3   4   5 

11. I feel there is enough support for my educational success as an 

African American teenager from my teachers.                  1   2   3   4   5 

12. I feel comfortable in my classrooms.                                 1   2   3   4   5 

13. My teachers are open to new ideas and opinions.              1   2   3   4   5 

14. My teachers are concerned when I am not doing well.      1   2   3   4   5 

15. My teachers make sure I am comfortable when discussing  

new subjects.                                                                       1   2   3   4   5 
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APPENDIX B 
DESCRIPTION OF LEARNING STYLES AND STRATEGIES QUESTIONNAIRE 
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LEARNING STYLES AND STRATEGIES 
Richard M. Felder 

Hoechst Celanese Professor of Chemical Engineering 
North Carolina State University 

 
Barbara A. Soloman 

Coordinator of Advising, First Year College 
North Carolina State University 

ACTIVE AND REFLECTIVE LEARNERS  

• Active learners tend to retain and understand information best by doing something active 

with it--discussing or applying it or explaining it to others. Reflective learners prefer to 

think about it quietly first.  

• "Let's try it out and see how it works" is an active learner's phrase; "Let's think it through 

first" is the reflective learner's response.  

• Active learners tend to like group work more than reflective learners, who prefer working 

alone.  

• Sitting through lectures without getting to do anything physical but take notes is  

hard for both learning types, but particularly hard for active learners.  

Everybody is active sometimes and reflective sometimes. Your preference for one category or the 

other may be strong, moderate, or mild. A balance of the two is desirable. If you always act 

before reflecting you can jump into things prematurely and get into trouble, while if you spend 

too much time reflecting you may never get anything done.  

How can active learners help themselves?  

If you are an active learner in a class that allows little or no class time for discussion or problem-

solving activities, you should try to compensate for these lacks when you study. Study in a group 

in which the members take turns explaining different topics to each other. Work with others to 
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guess what you will be asked on the next test and figure out how you will answer. You will 

always retain information better if you find ways to do something with it.  

How can reflective learners help themselves?  

If you are a reflective learner in a class that allows little or not class time for thinking about new 

information, you should try to compensate for this lack when you study. Don't simply read or 

memorize the material; stop periodically to review what you have read and to think of possible 

questions or applications. You might find it helpful to write short summaries of readings or class 

notes in your own words. Doing so may take extra time but will enable you to retain the material 

more effectively.  

SENSING AND INTUITIVE LEARNERS  

• Sensing learners tend to like learning facts, intuitive learners often prefer discovering 

possibilities and relationships.  

• Sensors often like solving problems by well-established methods and dislike 

complications and surprises; intuitors like innovation and dislike repetition. Sensors are 

more likely than intuitors to resent being tested on material that has not been explicitly 

covered in class.  

• Sensors tend to be patient with details and good at memorizing facts and doing hands-on 

(laboratory) work; intuitors may be better at grasping new concepts and are often more 

comfortable than sensors with abstractions and mathematical formulations.  

• Sensors tend to be more practical and careful than intuitors; intuitors tend to work faster 

and to be more innovative than sensors.  

• Sensors don't like courses that have no apparent connection to the real world; intuitors 

don't like "plug-and-chug" courses that involve a lot of memorization and routine 

calculations.  
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Everybody is sensing sometimes and intuitive sometimes. Your preference for one or the other 

may be strong, moderate, or mild. To be effective as a learner and problem solver, you need to be 

able to function both ways. If you overemphasize intuition, you may miss important details or 

make careless mistakes in calculations or hands-on work; if you overemphasize sensing, you 

may rely too much on memorization and familiar methods and not concentrate enough on 

understanding and innovative thinking.  

How can sensing learners help themselves?  

Sensors remember and understand information best if they can see how it connects to the real 

world. If you are in a class where most of the material is abstract and theoretical, you may have 

difficulty. Ask your instructor for specific examples of concepts and procedures, and find out 

how the concepts apply in practice. If the teacher does not provide enough specifics, try to find 

some in your course text or other references or by brainstorming with friends or classmates.  

How can intuitive learners help themselves?  

Many college lecture classes are aimed at intuitors. However, if you are an intuitor and you 

happen to be in a class that deals primarily with memorization and rote substitution in formulas, 

you may have trouble with boredom. Ask your instructor for interpretations or theories that link 

the facts, or try to find the connections yourself. You may also be prone to careless mistakes on 

test because you are impatient with details and don't like repetition (as in checking your 

completed solutions). Take time to read the entire question before you start answering and be 

sure to check your results 

VISUAL AND VERBAL LEARNERS  

Visual learners remember best what they see--pictures, diagrams, flow charts, time lines, films, 

and demonstrations. Verbal learners get more out of words--written and spoken explanations. 

Everyone learns more when information is presented both visually and verbally.  
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In most college classes very little visual information is presented: students mainly listen to 

lectures and read material written on chalkboards and in textbooks and handouts. Unfortunately, 

most people are visual learners, which mean that most students do not get nearly as much as they 

would if more visual presentation were used in class. Good learners are capable of processing 

information presented either visually or verbally.  

How can visual learners help themselves?  

If you are a visual learner, try to find diagrams, sketches, schematics, photographs, flow charts, 

or any other visual representation of course material that is predominantly verbal. Ask your 

instructor, consult reference books, and see if any videotapes or CD-ROM displays of the course 

material are available. Prepare a concept map by listing key points, enclosing them in boxes or 

circles, and drawing lines with arrows between concepts to show connections. Color-code your 

notes with a highlighter so that everything relating to one topic is the same color.  

How can verbal learners help themselves?  

Write summaries or outlines of course material in your own words. Working in groups can be 

particularly effective: you gain understanding of material by hearing classmates' explanations 

and you learn even more when you do the explaining. 

SEQUENTIAL AND GLOBAL LEARNERS  

• Sequential learners tend to gain understanding in linear steps, with each step following 

logically from the previous one. Global learners tend to learn in large jumps, absorbing 

material almost randomly without seeing connections, and then suddenly "getting it."  

• Sequential learners tend to follow logical stepwise paths in finding solutions; global 

learners may be able to solve complex problems quickly or put things together in novel 

ways once they have grasped the big picture, but they may have difficulty explaining how 

they did it.  
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Many people who read this description may conclude incorrectly that they are global, since 

everyone has experienced bewilderment followed by a sudden flash of understanding. What 

makes you global or not is what happens before the light bulb goes on. Sequential learners may 

not fully understand the material but they can nevertheless do something with it (like solve the 

homework problems or pass the test) since the pieces they have absorbed are logically 

connected. Strongly global learners who lack good sequential thinking abilities, on the other 

hand, may have serious difficulties until they have the big picture. Even after they have it, they 

may be fuzzy about the details of the subject, while sequential learners may know a lot about 

specific aspects of a subject but may have trouble relating them to different aspects of the same 

subject or to different subjects.  

How can sequential learners help themselves?  

Most college courses are taught in a sequential manner. However, if you are a sequential learner 

and you have an instructor who jumps around from topic to topic or skips steps, you may have 

difficulty following and remembering. Ask the instructor to fill in the skipped steps, or fill them 

in yourself by consulting references. When you are studying, take the time to outline the lecture 

material for yourself in logical order. In the long run doing so will save you time. You might also 

try to strengthen your global thinking skills by relating each new topic you study to things you 

already know. The more you can do so, the deeper your understanding of the topic is likely to be.  

How can global learners help themselves?  

If you are a global learner, it can be helpful for you to realize that you need the big picture of a 

subject before you can master details. If your instructor plunges directly into new topics without 

bothering to explain how they relate to what you already know, it can cause problems for you. 

Fortunately, there are steps you can take that may help you get the big picture more rapidly. 

Before you begin to study the first section of a chapter in a text, skim through the entire chapter 
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to get an overview. Doing so may be time-consuming initially but it may save you from going 

over and over individual parts later. Instead of spending a short time on every subject every 

night, you might find it more productive to immerse yourself in individual subjects for large 

blocks. Try to relate the subject to things you already know, either by asking the instructor to 

help you see connections or by consulting references. Above all, don't lose faith in yourself; you 

will eventually understand the new material, and once you do your understanding of how it 

connects to other topics and disciplines may enable you to apply it in ways that most sequential 

thinkers would never dream of. 
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APPENDIX C 
IRB EXEMPTION 
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APPENDIX D 
SCRIPT 
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Researcher’s Script 
 
My name is _______. I am [assisting Kenyetta Nelson in her] conducting a research study 
involving 9th graders in your school. 
 
The title of [her] study is: 
Learning Styles and Students Perception of Teacher’s Attitude and Its Relation to Truancy 
among African American Students in Secondary Education  
 
The purpose of the study is to determine if a relationship exist between learning styles and 
students perception of teachers attitudes toward them and African American students’ decisions 
to become high truants. 
 
Those who choose to participate will be taking a total of 4 instruments for about 40 minutes. 
Those that participate will receive a gift bag thanking you for your time and information. 
 
(PASS OUT SURVEY INSTRUMENTS TO ONLY THOSE WHO ARE PARTICIPATING) 
 
Before you begin, sign and print your name on the front assent form, and the front of the 
Demographics survey. 
 
The first survey is titled “Index of Learning Styles”. Learning styles are our preferred way of 
interacting with and responding to the environment. It is the way you prefer to take in and learn 
information. For each of the 44 items select either “a” or “b”. Please choose only one answer for 
each question, if both apply to you, choose the one that applies more frequently. 
 
The second survey is demographics. This 27 item instrument will consist of information from 
your background as an individual. 
 
The third instrument is “Student’s Perception of Teachers Attitudes”. This will ask you to 
respond to how you feel teachers you have experienced make you feel as a student. The 10 item 
liekert scale will require you to answer in ranges 1-5, 1 being highly positive and 5 being highly 
negative.  
 
The final instrument will ask your truancy records. Truancy is the days you have missed in 
school.  
 
Please know that this information will not be linked to your name, the study will be anonymous 
and your name will not be published. I will first give you a few minutes to ask any questions you 
may have. If you have any questions please ask before beginning the survey. Thank you for your 
participation. 
 
Please be honest! 
Frequently Asked Questions: 
 
What is a truant? 
Truants are students who miss 10 or more unexcused days per semester. 
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Why am I taking this survey? 
We want to determine if students feel comfortable in their learning environment through 
studying their perceptions of how they feel their teachers see them.  
 
Do I have to participate? 
No, it’s your personal choice whether or not you participate. 
 
What is assent? 
Permission from a minor. Saying one is going do something 
parent or adult gives consent.  
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