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Abstract: In this investigation, the mathematics performance of Grades 3 through 8 students who were
enrolled in special education and who were assigned to a Discipline Alternate Education Program placement
was addressed. Four years of Texas statewide data were analyzed by the number of days (i.e., 1-30 days, 31-60
days, and more than 60 days) students in special education received this discipline consequence. Across all four
school years and for all six grade levels, mathematics performance decreased as students spent more days in this
discipline consequence. Implications of these findings are discussed, along with recommendations for future
research.
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1 Introduction

Students with disabilities were more than twice as

likely to receive an out-of-school suspension than were

their counterparts who did not have a disability (National

Council on Disability, 2015). For instance, in the 2011-

2012 school year, students who were enrolled in spe-

cial education represented a quarter of school-related ar-

rests. Moreover, only 61% of students in special educa-

tion graduated high school, a much lower rate than the

80% graduation rate of their peers without a disability.

As exclusionary discipline assignments increased, grad-

uation rates decreased. The National Council on Disabil-

ity in 2015 reported that in the 2009-2010 school year,

13% of students who were enrolled in special education

in the United States were assigned an out-of-school sus-

pension, almost double the percentage of students who

were not enrolled in special education and who were as-

signed an out-of-school suspension[1].
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Federal legislation was established to protect students

enrolled in special education from lengthy exclusionary

discipline assignments. The Individuals with Disabil-

ities Education Act was reauthorized in 1997 provid-

ing school districts with the ability to exclude students

with disabilities from the classroom as a discipline con-

sequence for up to 10 days without requiring a meet-

ing to review and possibly revise the student’s individ-

ual education plan[2]. According to the National Coun-

cil on Disability in 2015[1], included in the Individuals

with Disabilities Education Act[2] is the statement that

school districts should “provide an education that is spe-

cially designed to meet a student’s unique needs sup-

ported by services that will permit him or her to bene-

fit instruction”. The National Council on Disability in

2015 argued allowing students to be excluded from the

regular classroom setting for up to 10 days is a failure

to provide students with a free and appropriate public

education[1]. During the reauthorization of the Individ-

uals with Disabilities Education Act in 1997[2], Sena-

tor Edward Kennedy stated, “Discipline should never be

used as an excuse to exclude or segregate students with

disabilities because of failure to design behavioral man-

agement plans, or the failure to provide support services

and staff training” (National Council on Disability, 2015,

p. 18). Following the reauthorization of the Individu-

als with Disabilities Education Act, students enrolled in

special education continued to receive exclusionary dis-
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cipline assignments[2].

The Individuals with Disabilities Education Act was

established to ensure students with disabilities receive

the same educational opportunities as their non-disabled

peers. This federal legislation was implemented to en-

sure students enrolled in special education have opportu-

nities within the classroom along-side their non-disabled

peers. Exclusion from the classroom due to discipline

assignments would make it difficult for students enrolled

in special education to perform academically (Individu-

als with Disabilities Education Act, 2004)[2].

In a recent analysis of the relationship of discipline

consequence assignment and academic achievement for

students in special education, Benson and Slate[3] exam-

ined data on Grade 9 White, Black, and Hispanic stu-

dents with a Learning Disability in the 2008-2009 school

year. In their investigation, Benson and Slate[3] ana-

lyzed the mathematics test scores for these three groups

of Grade 9 students with a Learning Disability based on

whether or not they had been assigned to an in-school

suspension or to an out-of-school suspension. White,

Black, and Hispanic students with a Learning Disabil-

ity who were assigned to an in-school suspension had

statistically significantly lower mathematics test scores

than their counterparts with a Learning Disability who

were not assigned to an in-school suspension. In partic-

ular, White students who were assigned to an in-school

suspension had an average mathematics score that was

77 points lower than White students who were not as-

signed to an in-school suspension. Hispanic students

who were assigned to an in-school suspension had an

average mathematics score that was 49 points lower than

Hispanic students who were not assigned to an in-school

suspension. Black students who were assigned in-school

suspension had an average mathematics score almost 36

points lower than their counterparts who were assigned

in-school suspension.

When examining the effects of out-of-school suspen-

sion, Benson and Slate[3] established that White, Black,

and Hispanic students who had a Learning Disability and

who were assigned to an out-of-school suspension had

statistically significantly lower average mathematics test

scores than White, Black, and Hispanic students who had

a Learning Disability and who were not assigned to an

out-of-school suspension. Specifically, White students

who had a Learning Disability and who were assigned to

an out-of-school suspension had an average mathemat-

ics score that was 107 points lower than White students

with a Learning Disability who were not assigned to an

out-of-school suspension. Hispanic students who had a

Learning Disability and who were assigned to an out-of-

school suspension had an average mathematics score that

was almost 88 points lower than Hispanic students with a

Learning Disability who were not assigned to an out-of-

school suspension. Finally, Black students with a Learn-

ing Disability who were assigned to an out-of-school

suspension had an average mathematics score that was

81 points lower than Black students with a Learning Dis-

ability who were not assigned to an out-of-school sus-

pension. As such, Benson and Slate[3] determined that

the mathematics achievement of Grade 9 students with

a Learning Disability was influenced by the receipt of

in-school suspension and by the receipt of out-of-school

suspension.

In a similar study, Allman and Slate[4] investigated the

relationship of exclusionary discipline assignments on

the mathematics achievement of Grade 9 students with

disabilities. The discipline consequences they focused

on were in-school suspension, out-of-school suspension,

and Disciplinary Alternative Education Program place-

ment. Allman and Slate[4] analyzed the effect of each

disciplinary consequence separately on student mathe-

matics achievement. Students with disabilities who re-

ceived an in-school suspension had an average mathe-

matics score that was almost 60 points lower than their

counterparts who were not assigned to an in-school sus-

pension. Students with disabilities who were assigned

to an out-of-school suspension had an average mathe-

matics score that was almost 100 points lower than their

counterparts with disabilities who were not assigned to

an out-of-school suspension. Finally, students with dis-

abilities who were assigned to a Disciplinary Alterna-

tive Education Program placement had an average math-

ematics score that was almost 118 points lower than their

counterparts with disabilities who were not assigned to a

Disciplinary Alternative Education Program placement.

As such, clear evidence was present that students with a

disability and who were assigned to an in-school suspen-

sion, to an out-of-school suspension, or to a Disciplinary

Alternative Education Program placement had statisti-

cally significantly lower mathematics performance than

their counterparts with a disability who was not assigned

any of these three discipline consequences.

In a follow up study, Allman and Slate[5] investigated

the relationship of three discipline consequences (i.e., in-

school suspension, out-of-school suspension, and Disci-

plinary Alternative Education Program placement) with

the mathematics achievement of Texas Grade 9 students

who qualified as having a Learning Disability, Emotional

Disorder, or Other Health Impairment. When examining

the effect of exclusionary discipline assignments on stu-

dents enrolled in special education as a function of dis-

ability type, Allman and Slate[5] established that all three

groups of students with a disability had statistically sig-
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nificantly lower mathematics test performance than their

peers with disabilities who were not assigned to any of

these discipline consequences.

In regard to the influence of exclusionary discipline

assignments on mathematics achievement, students who

had a Learning Disability and who were assigned to an

in-school suspension had an average mathematics score

that was 59 points lower than their counterparts with a

Learning Disability and who were not assigned to an

in-school suspension. Students who were Emotionally

Disturbed and who were assigned to an in-school sus-

pension had an average mathematics score that was 52

points lower than their counterparts who were Emotion-

ally Disturbed and who were not assigned to an in-school

suspension. Students who were Other Health Impaired

and who were assigned to an in-school suspension had

an average mathematics score that was 62 points lower

than their counterparts with an Other Health Impairment

who were not assigned to an in-school suspension.

Concerning out-of-school suspension and mathemat-

ics achievement, students who had a Learning Disabil-

ity and who were assigned to an out-of-school suspen-

sion had an average mathematics score that was almost

98 points lower than their counterparts with a Learn-

ing Disability who were not assigned to an out-of-school

suspension. Students who were Emotionally Disturbed

and who were assigned to an out-of-school suspension

had an average mathematics score that was almost 105

points lower than their counterparts who were Emotion-

ally Disturbed and who were not assigned out-of-school

suspension. Students who were Other Health Impaired

and were assigned to an out-of-school suspension had an

average mathematics score that was almost 100 points

lower than their counterparts who were Other Health Im-

paired and who were not assigned to an out-of-school

suspension.

In regard to Disciplinary Alternative Education Pro-

gram placement and mathematics achievement, students

who were Learning Disabled and were assigned to an

out-of-school suspension had an average mathematics

score that was almost 117 points lower than their coun-

terparts with a Learning Disability and who were not as-

signed to a Disciplinary Alternative Education Program

placement. Students who were Emotionally Disturbed

and who were assigned to a Disciplinary Alternative Ed-

ucation Program placement had an average mathemat-

ics score that was 103 points lower than their counter-

parts who were Emotionally Disturbed and who were

not assigned to a Disciplinary Alternative Education Pro-

gram placement. Students who were Other Health Im-

paired and were assigned to a Disciplinary Alternative

Education Program placement had an average mathemat-

ics score that was 132 points lower than their counter-

parts who were Other Health Impaired and who were

not assigned to a Disciplinary Alternative Education Pro-

gram placement. In their statewide analysis, Allman and

Slate[5] established that exclusionary discipline assign-

ments were clearly related to the mathematics achieve-

ment of students with disabilities.

1.1 Statement of the problem

Students who are enrolled in special education are less

likely to acquire academic and functional skills at the

same rate as their peers who are not enrolled in special

education. Students who were enrolled in special edu-

cation are more likely to receive exclusionary discipline

assignments than their peers without disabilities[6, 7]. Ex-

clusion from the classroom will only decrease their ex-

posure to typically developing peers and make academic

tasks even more difficult. Allman and Slate[4] provided

evidence that exclusionary discipline assignments are

clearly related to the mathematics achievement of stu-

dents enrolled in special education. In a follow up study,

Allman and Slate[5] established that Grade 9 students

who had a Learning Disability, Emotional Disturbance,

or Other Heath Impairment had statistically significantly

lower mathematics test scores when they were assigned

to an exclusionary discipline consequence than their

counterparts who were not assigned to an exclusionary

discipline consequence. Given the recent changes in the

Texas state-mandated assessments, current information

is needed to determine the effect of exclusionary disci-

pline assignments on the mathematics achievement of

students enrolled in special education. Such informa-

tion would be useful to determine the extent to which

progress has been made in using alternatives to exclu-

sionary discipline and decreasing the effect of exclusion-

ary discipline assignments on the mathematics achieve-

ment of students enrolled in special education.

Student mathematics performance in this article was

defined as their mathematics test scores on the current

Texas state-mandated assessment. The Texas Educa-

tion Agency[8] (2017b) defined The State of Texas As-

sessment of Academic Readiness (STAAR) as a state

readiness program implemented by the Texas Education

Agency in the 2011-2012 school year. This assessment

was designed to measure the extent to which students

have learned and are able to apply knowledge and skills

defined by the Texas Essential Knowledge and Skills.

For this investigation, the level of academic performance

is categorized by three levels that describe student per-

formance. On the STAAR exam, the level of Level I Un-

satisfactory Academic Performance is assigned to stu-
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dents who are inadequately prepared and who are un-

likely to succeed in the next grade level. Level II Satis-

factory Academic Performance refers to the label given

to students who are prepared for the next grade level.

Level II: Phase-In Satisfactory Performance refers to the

label given to students who are prepared for the next

grade level, by Phase-In standards. The Phase-In Stan-

dard is 1.0 standard deviations below the Level II Rec-

ommended Performance standard reported to be estab-

lished in the 2021-2022 school year (Texas Education

Agency, 2015)[9]. The label of Level III Advanced Aca-

demic Performance is given to students who are well-

prepared for the next grade level and who have a high

likelihood of success with little intervention (Texas Edu-

cation Agency, 2016a)[10].

1.2 Purpose of the study

The purpose of this study was to determine the per-

formance of students in special education who received

between 1 to 30 days in a Disciplinary Alternative Ed-

ucation Program placement on their STAAR Mathemat-

ics Level I: Unsatisfactory, STAAR Mathematics Level

II: Satisfactory, STAAR Mathematics Level II: Phase-

In Satisfactory, and STAAR Mathematics Level III: Ad-

vanced performance. A second purpose of this study

was to ascertain the performance of students in spe-

cial education who received between 11 and 60 days

in a Disciplinary Alternative Education Program place-

ment on their STAAR Mathematics Level I: Unsat-

isfactory, STAAR Mathematics Level II: Satisfactory,

STAAR Mathematics Level II: Phase-In Satisfactory,

and STAAR Mathematics Level III: Advanced perfor-

mance. The final purpose of this study was to determine

the performance of students in special education who re-

ceived more than days in a Disciplinary Alternative Ed-

ucation Program placement on their STAAR Mathemat-

ics Level I: Unsatisfactory, STAAR Mathematics Level

II: Satisfactory, STAAR Mathematics Level II: Phase-

In Satisfactory, and STAAR Mathematics Level III: Ad-

vanced standards. The mathematics achievement of stu-

dents enrolled in special education was analyzed sep-

arately for Grades 3 through 8. The influence of ex-

clusionary discipline assignments on the mathematics

achievement of students with disabilities was also ana-

lyzed separately for the 2005-2006 through 2015-2016

school years.

1.3 Significance of the study

Research providing current information concerning

the relationship of exclusionary discipline practices on

the mathematics achievement of students enrolled in spe-

cial education is sparse. Very few empirical research in-

vestigations are in the extant literature in which the rela-

tionship of exclusionary discipline assignments with the

mathematics achievement of students in special educa-

tion has been addressed. Current evidence on the ex-

clusionary discipline assignments of students enrolled

in special education and influence on the mathemat-

ics achievement is needed, particularly for the State of

Texas. Exclusionary discipline assignments and how

the effect of these assignments varies when consider-

ing the duration of exclusionary assignment was inves-

tigated. The effect of exclusionary discipline assign-

ments on mathematics achievement over time was ex-

amined. Trends concerning discipline assignments and

mathematics achievement for the 2012-2013 through the

2015-2016 school years were investigated.

1.4 Research questions

The following research questions were addressed in

this study: (a) What is the percentage of students in spe-

cial education who had STAAR Mathematics Level I:

Unsatisfactory Standard performance and received be-

tween 1 to 30 days in a Disciplinary Alternative Edu-

cation Program placement?; (b) What is the percentage

of students in special education who had STAAR Math-

ematics Level I: Unsatisfactory Standard performance

and received between 31 to 60 days in a Disciplinary

Alternative Education Program placement?; (c) What

is the percentage of students in special education who

had STAAR Mathematics Level I: Unsatisfactory Stan-

dard performance and received more than 60 days in a

Disciplinary Alternative Education Program placement?;

(d) What is the percentage of students in special educa-

tion who had STAAR Mathematics Level II: Satisfactory

Standard performance and received between 1 to 30 days

in a Disciplinary Alternative Education Program place-

ment?; (e) What is the percentage of students in spe-

cial education who had STAAR Mathematics Level II:

Satisfactory Standard performance and received between

31 to 60 days in a Disciplinary Alternative Education

Program placement?; (f) What is the percentage of stu-

dents in special education who had STAAR Mathematics

Level II: Satisfactory Standard performance and received

more than 60 days in a Disciplinary Alternative Educa-

tion Program placement?; (g) What is the percentage of

students in special education who had STAAR Mathe-

matics Level II: Phase-In Satisfactory Standard perfor-

mance and received between 1 to 30 days in a Disci-

plinary Alternative Education Program placement?; (h)

What is the percentage of students in special education

who had STAAR Mathematics Level II: Phase-In Sat-
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isfactory Standard performance and received between

31 to 60 days in a Disciplinary Alternative Education

Program placement?; and (i) What is the percentage of

students in special education who had STAAR Mathe-

matics Level II: Phase-In Satisfactory Standard perfor-

mance and received more than 60 days in a Disciplinary

Alternative Education Program placement?; (j) What is

the percentage of students in special education who had

STAAR Mathematics Level III: Advanced Standard per-

formance and received between 1 to 30 days in a Disci-

plinary Alternative Education Program placement?; (k)

What is the percentage of students in special education

who had STAAR Mathematics Level III: Advanced Stan-

dard performance and received between 31 to 60 days

in a Disciplinary Alternative Education Program place-

ment?; and (l) What is the percentage of students in spe-

cial education who had STAAR Mathematics Level III:

Advanced Standard performance and received more than

60 days in a Disciplinary Alternative Education Program

placement? These research questions were repeated for

students in Grades 3, 4, 5, 6, 7, and 8. These research

questions were also repeated for the 2012-2013 through

2015-2016 school years.

2 Method

2.1 Research design

In this investigation, a descriptive approach (Creswell,

2009) was used to answer the previously discussed re-

search questions[11]. In that approach, the relationship of

Disciplinary Alternative Education Program placement

on the mathematics achievement of students enrolled in

special education during the 2012-2013 through 2015-

2016 school years was calculated. When using a descrip-

tive approach, large amounts of data can be analyzed.

The outcomes of these analyses are descriptive informa-

tion in which the available data are summarized.

Limitations are clearly present in a descriptive re-

search design (Creswell, 2009)[11]. The data that were

analyzed in this article can only be described and can-

not be used to establish any relationships or any cause-

and-effect relationships (Creswell, 2009)[11]. Although

the information provided in a descriptive research design

can be easily interpreted, generalizations are limited.

2.2 Participants

Participants in this study were Texas students in

Grades 3 through Grade 8 who were enrolled in special

education and who attended a public school in the 2012-

2013 through 2015-2016 school years. Data on only stu-

dents enrolled in special education and who had been as-

signed to at least one Disciplinary Alternative Education

Program placement were analyzed in this study.

2.3 Instrumentation and procedures

For this investigation, the data that were analyzed were

accessed from the Texas Education Agency discipline re-

ports, Annual State Summary, which can be located on

the Texas Education Agency website. The data provided

through the URL is available to the public. Disciplinary

data were provided by the Annual State Summary for

the 2012-2013 through 2015-2016 school years. The in-

dicated school years were analyzed separately.

In this study, the mathematics achievement scores of

students enrolled in special education and the receipt of

Disciplinary Alternative Education Program placement

was analyzed and compared. The Parent’s Guide to the

Admission, Review, and Dismissal Process provided by

the Texas Education Agency[12] (2016b) defined special

education in Texas to be a student between the ages of

3 and 21 who has met the criteria established for one

or more of the 13 eligibility categories defined by the

state of Texas. The student must have a disability and

as a result of that disability, the student must demon-

strate a need for specialized services and supports in or-

der to benefit from education (Texas Education Agency,

2016b)[12].

The discipline consequence of a Disciplinary Alterna-

tive Education Program placement was analyzed. Dis-

ciplinary Alternative Education Program placement is

the third method of disciplinary action. Students are re-

moved from the regular classroom and placed in an alter-

native classroom setting for an extended period of time,

not to exceed 45 school days. Disciplinary Alternative

Education Program placement may be located on or off

campus, but students are educated away from the regular

classroom (Texas Education Agency, 2010).

The STAAR is a state readiness program designed to

measure students’ ability to apply knowledge and skills

defined by the Texas Essential Knowledge and Skills in

Grades 3 through 12 (Texas Education Agency, Glossary

of Acronyms, 2017b)[8]. On the STAAR exam, Level

I Unsatisfactory Academic Performance label is given

to students who are inadequately prepared and who are

unlikely to be prepared for the next grade level. These

students would likely require extensive academic inter-

ventions. The label of Level II Satisfactory Academic

Performance is assigned to students who are prepared

for the next grade level and who may require very little

or no academic intervention. Level II: Phase-In Satis-

factory Performance refers to the label given to students

who are prepared for the next grade level, by Phase-In
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standards. The Phase-In Standard is 1.0 standard devi-

ations below the Level II Recommended Performance

standard reported to be established in the 2021-2022

school year (Texas Education Agency, 2015)[9]. Level III

Advanced Performance is the label given to students who

are well-prepared for the next grade level and who have

a high likelihood of success with little or no academic

intervention (Texas Education Agency, 2016a, chapter

4, p.26)[10]. The discipline consequence assignments of

Disciplinary Alternative Education Program placement

was analyzed separately for students in Grades 3 through

8. The mathematics achievement of students enrolled

in special education during the 2012-2013 through the

2015-2016 school years was analyzed separately by their

Disciplinary Alternative Education Program placement.

3 Results

To address the research questions regarding Grade 3

through 8 students enrolled in special education who had

a STAAR Mathematics Level I: Unsatisfactory Standard

performance and who received between 1 to 30 days,

between 31-60 days, and more than 60 days in a Dis-

ciplinary Alternative Education Program placement in

the 2012-2013 through the 2015-2016 school years, de-

scriptive statistics were calculated from the Excel files

that were downloaded from the Texas Education Agency

website. As revealed in Table 1, the percentage of

students in special education who were assigned 1 to

30 days in a Disciplinary Alternative Education Pro-

gram placement who had a STAAR Mathematics Level

I: Unsatisfactory Performance increased for students in

Grades 3, 6, and 8, but decreased for students in Grades

4 and 5 in the 2012-2013 school year.

In regard to Grade 3 students who were enrolled in

special education and had received between 1-30 days,

as presented in Table 1, 65%, 49%, and 60% of them

had an Unsatisfactory Standard performance in the 2013-

2014, 2014-2015, and 2015-2016 school year, respec-

tively. Concerning students who had received between

31-60 days, 76%, 79%, 75%, and 68% of them had an

Unsatisfactory Standard performance in the 2012-2013,

2013-2014, 2014-2015, and 2015-2016 school year, re-

spectively. For Grade 3 students who received more than

60 days, 57% of them had an Unsatisfactory Standard

performance in the 2012-2013 school year. The percent-

age of Grade 3 students ranged from 49% to 65% for

students who were assigned 1-30 days; and from 68% to

79% for students who were assigned 31-60 days.

For Grade 4 students, as delineated in Table 1, 72%,

67%, 66%, and 63% of students who received between

1-30 days in the 2012-2013, 2013-2014, 2014-2015,

Table 1. Percentage of students in special education as-
signed Disciplinary Alternative Education Program placement in
the 2012-2013 school year through the 2015-2016 school year
who had mathematics level I: unsatisfactory performance on the
STAAR mathematics exam

School Year
1-30 Day

Placement in
DAEP

31-60 Day
Placement in

DAEP

More than 60
Days Placement

in DAEP
Grade 3

2012-2013 59% 76% 57%
2013-2014 65% 79% N/A
2014-2015 49% 75% N/A
2015-2016 60% 68% N/A

Grade 4
2012-2013 70% 72% 72%
2013-2014 67% 74% 73%
2014-2015 66% 82% 79%
2015-2016 63% 68% 79%

Grade 5
2012-2013 65% 68% 67%
2013-2014 56% 71% 77%
2014-2015 58% 70% 61%
2015-2016 57% 68% 71%

Grade 6
2012-2013 61% 67% 68%
2013-2014 57% 66% 73%
2014-2015 60% 68% 78%
2015-2016 62% 66% 75%

Grade 7
2012-2013 64% 68% 75%
2013-2014 70% 77% 83%
2014-2015 63% 67% 70%
2015-2016 64% 73% 77%

Grade 8
2012-2013 53% 58% 74%
2013-2014 50% 56% 61%
2014-2015 60% 67% 63%
2015-2016 62% 68% 79%

and 2015-2016 school years, respectively, had an Un-

satisfactory Standard performance. Concerning Grade

4 students who received between 31-60 days, 54% and

82%, of them, respectively in the 2013-2014 and 2014-

2015 school years had an Unsatisfactory Standard per-

formance. Regarding students who had received more

than 60 days, 72% and 79% of them, respectively, had an

Unsatisfactory Standard performance in the 2014-2015

and 2015-2016 school years. The percentage of Grade 4

students ranged from 63% to 70% for students who were

assigned 1-30 days; from 68% to 82% for students who

were assigned 31-60 days; and from 73% to 79% for stu-

dents who were assigned to more than 60 days.

With respect to Grade 5 students, as presented in Ta-

ble 1, 65%, 56%, 58%, and 57% of them who received

between 1-30 days had an Unsatisfactory Standard per-

formance in the 2012-2013, 2013-2014, 2014-2015, and

2015-2016 school years, respectively. Concerning Grade

5 students who received between 31-60 days, 68% and

70%, respectively, had an Unsatisfactory Standard per-

formance in the 2012-2013 and 2014-2015 school year,

Advances in Educational Research and Evaluation • SyncSci Publishing



18 Advances in Educational Research and Evaluation, December 2019, Vol. 1, No. 1

respectively. For Grade 5 students who received more

than 60 days, 77% and 71% of them had an Unsat-

isfactory Standard performance in the 2013-2014 and

2015-2016 school years, respectively. The percentage

of Grade 5 students who had a Level I Unsatisfactory

performance ranged from 56% to 65% for students who

were assigned 1-30 days; from 68% to 71% for students

who were assigned 31-60 days; and from 67% to 71%

for students who were assigned to more than 60 days.

Concerning Grade 6 students, as delineated in Table

1, the percentage of Grade 6 students who had a Level I

Unsatisfactory performance ranged from 57% to 62% for

students who were assigned 1-30 days; from 66% to 68%

for students who were assigned 31-60 days; and from

68% to 78% for students who were assigned to more than

60 days. With respect to Grade 7 students, as delineated

in Table 1, the percentage of them who had a Level I

Unsatisfactory performance ranged from 63% to 70% for

students who were assigned 1-30 days; from 67% to 77%

for students who were assigned 31-60 days; and from

70% to 83% for students who were assigned to more than

60 days. Regarding Grade 8 students, as presented in

Table 1, the percentage of Grade 8 students who had a

Level I Unsatisfactory performance ranged from 41% to

51% for students who were assigned 1-30 days; from

48% to 56% for students who were assigned 31-60 days;

and from 51% to 60% for students who were assigned to

more than 60 days.

A trend was clearly established with respect to the

number of students enrolled in special education who

had a Level I: Unsatisfactory Standard performance on

the STAAR Mathematics exam. The percentage of stu-

dents in Grades 3 through 8 who received more than

60 days in Disciplinary Alternative Education Program

placement and who had Unsatisfactory Standard Perfor-

mance on the STAAR Mathematics exam increased from

the 2012-2013 to the 2015-2016 school year.

Next, the research questions regarding Grade 3

through 8 students enrolled in special education who had

a STAAR Mathematics Level II: Satisfactory Standard

performance and who received between 1 to 30 days, be-

tween 31-60 days, and more than 60 days in a Disci-

plinary Alternative Education Program placement were

addressed. Table 2 contain the descriptive statistics for

these research questions.

As revealed in Table 2, 11%, 10%, and 13% of Grade

3 students who received between 1-30 days had a Satis-

factory Standard performance in the 2012-2013, 2013-

2014, and 2014-2015 school years, respectively. For

Grade 3 students who received between 31-60 days, only

9% of them had a Satisfactory Standard performance in

the 2012-2013 school year. The performance of stu-

Table 2. Percentage of students in special education as-
signed Disciplinary Alternative Education Program placement in
the 2012-2013 school year through the 2015-2016 school year
who had mathematics level II: satisfactory performance on the
STAAR mathematics exam

School Year
1-30 Day

Placement in
DAEP

31-60 Day
Placement in

DAEP

More than 60
Days Placement

in DAEP
Grade 3

2012-2013 11% 9% N/A
2013-2014 10% N/A 0%
2014-2015 13% N/A N/A
2015-2016 Missing Data Missing Data Missing Data

Grade 4
2012-2013 7% 11% N/A
2013-2014 11% 10% N/A
2014-2015 8% N/A N/A
2015-2016 Missing Data Missing Data Missing Data

Grade 5
2012-2013 10% 6% 10%
2013-2014 13% 7% 0%
2014-2015 10% 6% N/A
2015-2016 Missing Data Missing Data Missing Data

Grade 6
2012-2013 8% 5% 3%
2013-2014 8% 5% 5%
2014-2015 8% 6% 3%
2015-2016 Missing Data Missing Data Missing Data

Grade 7
2012-2013 6% 5% 4%
2013-2014 6% 4% 2%
2014-2015 7% 5% 6%
2015-2016 Missing Data Missing Data Missing Data

Grade 8
2012-2013 9% 8% 6%
2013-2014 10% 8% 5%
2014-2015 9% 7% 4%
2015-2016 Missing Data Missing Data Missing Data

dents who received more than 60 days for the 2012-2013

through the 2015-2016 school years and for students who

received 31-60 days in the 2013-2014 and 2015-2016

school years was not available.

With respect to Grade 4 students, as delineated in Ta-

ble 2, low percentages, ranging from 7% to 11%, of

them who received a Disciplinary Alternative Education

Program placement had a Satisfactory Standard perfor-

mance. Similar to Grade 4 students, as presented in Table

2, low percentages, ranging from 0% to 10%, of Grade

5 students who received a Disciplinary Alternative Ed-

ucation Program placement had a Satisfactory Standard

performance. As revealed in Table 2, the percentages of

Grade 6 students who received a Disciplinary Alternative

Education Program placement and who had a Satisfac-

tory Standard performance ranged from 3% to 9%. For

Grade 7 students, as delineated in Table 2, the percent-

age of them who had a Level I Satisfactory performance

ranged from 10% to 14% for students who were assigned

1-30 days; from 8% to 11% for students who were as-
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Table 3. Percentage of students in special education as-
signed Disciplinary Alternative Education Program placement in
the 2012-2013 school year through the 2015-2016 school year
who had mathematics level II: phase-in satisfactory performance
on the STAAR mathematics exam

School Year
1-30 Day

Placement in
DAEP

31-60 Day
Placement in

DAEP

More than 60
Days Placement

in DAEP
Grade 3

2012-2013 41% 11% 3%
2013-2014 35% 21% N/A
2014-2015 51% 25% N/A
2015-2016 40% 32% N/A

Grade 4
2012-2013 30% 28% 28%
2013-2014 33% 26% 27%
2014-2015 34% 18% 21%
2015-2016 37% 32% 21%

Grade 5
2012-2013 35% 32% 33%
2013-2014 44% 29% 23%
2014-2015 42% 30% 39%
2015-2016 43% 32% 29%

Grade 6
2012-2013 39% 33% 32%
2013-2014 43% 34% 27%
2014-2015 40% 32% 22%
2015-2016 38% 34% 25%

Grade 7
2012-2013 36% 32% 25%
2013-2014 30% 23% 17%
2014-2015 37% 33% 30%
2015-2016 36% 27% 23%

Grade 8
2012-2013 47% 42% 46%
2013-2014 50% 44% 39%
2014-2015 40% 33% 27%
2015-2016 38% 32% 21%

signed 31-60 days; and from 6% to 9% for students who

were assigned to more than 60 days. Concerning Grade 8

students, as presented in Table 2, the percentage of them

who had a Level II Satisfactory performance ranged from

9% to 10% for students who were assigned 1-30 days;

from 7% to 8% for students who received between 31-60

days; and from 4% to 6% for students who were assigned

more than 60 days.

Next, the research questions regarding Grade 3

through 8 students enrolled in special education who

had a STAAR Mathematics Level II: Phase-In Satisfac-

tory Standard performance and who received a Disci-

plinary Alternative Education Program placement were

addressed. As revealed in Table 3, the percentage of

students in special education who were assigned 1 to

30 days and had a Level II: Phase-In Satisfactory Per-

formance on the STAAR Mathematics exam decreased

from the 2012-2013 school year to the 2015-2016 school

year for all grade levels except for Grade 4 and 5. No

change was present for Grade 7.

In regard to Grade 3 students, as presented in Table 3,

41%, 35%, 51%, and 40% of the students who received

between 1-30 days had a Phase-In Satisfactory Stan-

dard performance in the 2012-2013, 2013-2014, 2014-

2015, and 2015-2016 school years, respectively. Con-

cerning Grade 3 students who received between 31-60

days, 21%, 25%, and 32% of Grade 3 students who re-

ceived between 31-60 days had a Phase-In Satisfactory

Standard performance in the 2013-2014, 2014-2015, and

2015-2016 school years, respectively. A very low per-

centage, 3%, of students who received more than 60 days

had a Phase-In Satisfactory Standard performance in the

2012-2013 school year. The percentage of Grade 3 stu-

dents who had a Level II: Phase-In Satisfactory perfor-

mance ranged from 35% to 51% for students who were

assigned 1-30 days; from 11% to 32% for students who

were assigned 31-60 days; and 3% for students who re-

ceived more than 60 days.

With respect to Grade 4 students, as delineated in Ta-

ble 3, 30%, 33%, 34%, and 37% of them who received

between 1-30 days had a Phase-In Satisfactory Stan-

dard performance in the four school years, respectively.

Concerning Grade 4 students who received between 31-

60 days, 28%, 26%, and 18% of them had students

had a Phase-In Satisfactory Standard performance in the

2012-2013, 2013-2014, and 2014-2015 school years, re-

spectively. Regarding students who had more than 60

days, 28% and 21% of them had a Phase-In Satisfactory

Standard performance in the 2012-2013 and 2015-2016

school years, respectively. The percentage of Grade 4

students who had a Level II: Phase-In Satisfactory per-

formance ranged from 30% to 37% for students who

were assigned 1-30 days; from 18% to 32% for students

who were assigned 31-60 days; and from 21% to 28%

for students who were assigned more than 60 days.

Concerning Grade 5 students, as presented in Table 3,

35%, 44%, 42%, and 43% of them who received between

1-30 days had a Phase-In Satisfactory Standard perfor-

mance in the four school years, respectively. For the stu-

dents who received between 31-60 days, 32% and 30%

of them who received between 31-60 days had a Phase-In

Satisfactory Standard performance in the 2012-2013 and

2014-2015 school years, respectively. Regarding Grade

5 students who received more than 60 days, 23% and

29% of them had a Phase-In Satisfactory Standard per-

formance in the 2013-2014 and 2015-2016 school years,

respectively. The percentage of Grade 5 students who

had a Level II: Phase-In Satisfactory performance ranged

from 35% to 44% for students who were assigned 1-30

days; from 29% to 32% for students who were assigned

31-60 days; and from 29% to 39% for students who were

assigned more than 60 days.

With respect to Grade 6 students, as revealed in Ta-
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ble 3, 39%, 43%, 40%, and 38% of them who received

between 1-30 days had a Level II: Phase-In Satisfac-

tory Standard performance in the 2012-2013, 2013-2014,

2014-2015, and 2015-2016 school years, respectively.

For students who received more than 60 days, 32%, 27%,

22%, and 25% of them had a Phase-In Satisfactory Stan-

dard performance in the four school years, respectively.

The percentage of Grade 6 students who had a Level II:

Phase-In Satisfactory performance ranged from 38% to

43% for students who were assigned 1-30 days; from

32% to 34% for students who were assigned 31-60 days;

and from 22% to 32% for students who were assigned to

more than 60 days.

Concerning Grade 7 students who were enrolled in

special education and who had a Level II: Phase-In Sat-

isfactory Standard performance on the STAAR Mathe-

matics exam, the percentages ranged from 30% to 37%

for students who were assigned 1-30 days; from 30% to

42% for students who were assigned 31-60 days from

27%-33%; and from 17% to 30% for Grade 7 students

who were assigned to more than 60 days. These per-

centages are contained in Table 3. With respect to Grade

8 students who were enrolled in special education and

who had a Level II: Phase-In Satisfactory Standard per-

formance on the STAAR Mathematics exam, their per-

centages ranged from 38% to 50% for students who were

assigned 1-30 days; from 32% to 44% for students who

were assigned 31-60 days; and from 21% to 46% for

Grade 8 students who were assignged to more than 60

days.

The percentage of students in special education who

were assigned more than 60 days and who had Mathe-

matics Level II: Phase-In Satisfactory Performance de-

creased from the 2012-2013 school year to the 2015-

2016 school year for all grade levels. The percentage of

students in special education who were assigned 1 to 30

days varied from a 9 percentage point decrease for stu-

dents in Grade 8 to an 8 percentage point increase for stu-

dents in Grade 5. The percentage of students in special

education who were assigned 31-60 days varied from a

10 percentage point decrease for students in Grade 8 to a

21 percentage point increase for students in Grade 3.

Next, the research questions on Grade 3 through 8 stu-

dents enrolled in special education who had a STAAR

Mathematics Level III: Advanced Performance and re-

ceived between 1 to 30 days, between 31-60 days, and

more than 60 days during the 2012-2013 through the

2015-2016 school years were addressed. As revealed in

Table 4, data provided for students who had Advanced

Standard performance were limited.

With respect to Grade 3 students who were enrolled

in special education and who had a Level III: Ad-

Table 4. Percentage of students in special education as-
signed Disciplinary Alternative Education Program placement in
the 2012-2013 school year through the 2015-2016 school year
who had mathematics level III: advanced performance on the
STAAR mathematics exam

School Year
1-30 Day

Placement in
DAEP

31-60 Day
Placement in

DAEP

More than 60
Days Placement

in DAEP
Grade 3

2012-2013 3% N/A N/A
2013-2014 3% N/A 0%
2014-2015 2% N/A 0%
2015-2016 5% N/A 0%

Grade 4
2012-2013 3% 10% 0%
2013-2014 3% N/A N/A
2014-2015 2% N/A 0%
2015-2016 4% N/A 0%

Grade 5
2012-2013 3% N/A N/A
2013-2014 5% 4% 0%
2014-2015 2% N/A N/A
2015-2016 3% 3% N/A

Grade 6
2012-2013 1% N/A 1%
2013-2014 2% 1% N/A
2014-2015 1% N/A N/A
2015-2016 2% 1% N/A

Grade 7
2012-2013 1% 1% N/A
2013-2014 1% 1% N/A
2014-2015 1% 1% N/A
2015-2016 2% 1% N/A

Grade 8
2012-2013 0% N/A 0%
2013-2014 1% 0% N/A
2014-2015 1% 0% N/A
2015-2016 1% 0% N/A

vanced Standard performance on the STAAR Mathemat-

ics exam, the percentages of students who received be-

tween 1-30 days and who had an Advanced Satisfactory

Standard performance were low, ranging from 2% to 5%.

Concerning Grade 4 students who were enrolled in spe-

cial education and who had a Level III: Advanced Stan-

dard performance, no students who received more than

60 days had an Advanced Satisfactory Standard perfor-

mance. In contrast, 10% of students who received be-

tween 31-60 days had a Level III: Advanced Standard

Performance. The percentage of Grade 4 students who

were assigned between 1-30 days and who had a Level

III: Advanced Standard Performance ranged from 3% to

4%.

Regarding Grade 5 students who were enrolled in spe-

cial education, very low percentages of them had a Level

III: Advanced Standard performance, with percentages

ranging from 3% to 5%. Similar results were present

for Grade 6 students who were enrolled in special ed-

ucation, with the percentages of them who had a Level

III: Advanced Standard Performance ranging from 1%
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to 2%. With respect to Grade 7 students, the percent-

ages of them who had a Level III: Advanced Standard

Performance were similarly poor, ranging from 1% to

2%. Concerning Grade 8 students, percentages ranged

from 0% to 1% for students who had a Level III: Ad-

vanced Standard Performance on the STAAR Mathemat-

ics exam.

4 Discussion

In this investigation, the percentage of students who

were enrolled in special education and who were as-

signed a Disciplinary Alternative Education Program

placement between 1-30 days, between 31-60 days, and

more than 60 days and who had a STAAR Mathemat-

ics Level I: Unsatisfactory, STAAR Mathematics Level

II: Satisfactory, STAAR Mathematics Level II: Phase-

In Satisfactory, and STAAR Mathematics Level III: Ad-

vanced Standard. Student placement during the 2012-

2013 through 2015-2016 school years were addressed.

Four school years of statewide archival data were ana-

lyzed from the Texas Education Agency[13]. Following

the analysis of all four school years of data, trends were

identified in the assignment of Disciplinary Alternative

Education Program placement and the mathematics per-

formance of students who were enrolled in special edu-

cation. The longer the duration of placement, the lower

the student performance was in mathematics. Students

who were placed in a Disciplinary Alternative Education

Program placement between 1-30 days had better mathe-

matics performance than their peers who received 31-60

days or who received more than 60 days in almost ev-

ery grade level across the four years examined. In the

data analyzed, the highest percentage of students had an

Unsatisfactory Performance on the STAAR Mathematics

exam.

4.1 Connections to existing literature

In this 4-year statewide investigation, results were

congruent with previous researchers (e.g., Allman &

Slate, 2012, 2013; Arcia, 2006; Benson & Slate,

2017)[3–5, 14] regarding the influence of exclusionary dis-

cipline consequences on student academic performance.

In this empirical statewide investigation, the assignment

of a Disciplinary Alternative Education Program place-

ment and the mathematics performance of students who

were enrolled in special education were addressed. Pre-

vious researchers (e.g., Allman & Slate, 2012, 2013;

Arcia, 2006; Benson & Slate, 2017)[3–5, 14] have docu-

mented that the assignment of exclusionary discipline

consequences negatively influences the achievement of

students in special education. In this investigation, the

highest percentage of students enrolled in special edu-

cation had Mathematics Level I: Unsatisfactory Perfor-

mance across all four school years and all grade levels,

in comparison to the percentage of students who had a

Mathematics Level II: Satisfactory Performance, Mathe-

matics Level II: Phase-In Satisfactory Performance, and

Mathematics Level III: Advanced Performance.

When examining the percentage of students in spe-

cial education who were assigned between 1-30 days,

between 31-60 days, and more than 60 days to a Dis-

ciplinary Alternative Education Program placement and

had Mathematics Level I: Unsatisfactory Performance,

the percentage of students increased from the 2012-2013

to the 2015-2016 school year for Grades 3 through 8

students who received more than 60 days of this conse-

quence. The percentage of students who received more

than 60 days and had Satisfactory and Phase-In Satisfac-

tory Standard performance decreased for all grade lev-

els over the four years investigated except for Grade 8

students who had a Satisfactory Standard performance.

As such, the percentage of students in special education

who received a Disciplinary Alternative Education Pro-

gram placement of more than 60 days, and who were un-

likely to succeed in the next grade level increased from

the 2012-2013 school year to the 2015-2016 school year

for Grades 3 through 8 students. For Grades 7 and 8

students, the percentage of students who had Unsatisfac-

tory Standard performance increased for all students who

received a Disciplinary Alternative Education Program

placement.

4.2 Implications for policy and practice

Based upon the results of the multi-year, Texas

statewide investigation, several implications for policy

and for practice can be made. First, educational leaders

and policymakers are encouraged to examine and imple-

ment performance standards that are consistent and eas-

ily interpreted by parents and educators. These educa-

tional leaders should consider the influence of standard-

ized assessments on students in special education, their

teachers, and families. An increase in the performance

standard in the 2015-2016 school year without adequate

explanations provided to the public yielded a substantial

decline in the performance of all students.

Educational leaders and school administrators should

also be mindful of the implications of exclusionary dis-

cipline assignments on student success. Are the students

who are assigned these exclusionary discipline assign-

ments repeating the non-preferred behavior, resulting in

increased exclusion from the classroom? Based upon

that information, educational leaders could improve dis-
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cipline programs and investigate a behavioral curriculum

which may allow more individualized behavioral inter-

vention for students in special education. District and

campus leaders should investigate the instruction, sup-

port, and resources provided to students who are placed

in a Disciplinary Alternative Education Program.

A third implication is to examine school district Mani-

festation Determination Review procedures and decision

making process. Federal legislation was implemented to

ensure students in special education are not excessively

excluded from the classroom due to behavior which are

a manifestation of their disability. This decision is de-

termined by a committee of educators and the parents

or adult student. School district leaders should examine

the training, education, and experience of the members

of this committee. School leaders should collect data

on the number of meetings held and decisions handed

down by the committee to be mindful of trends in of-

fense, and length and frequency of disciplinary assign-

ments received by students in special education. Doc-

umentation in Individualized Education Plans should be

investigated to determine appropriate services and sup-

ports are provided.

4.3 Recommendations for future research

Based upon the results of this multiyear, statewide in-

vestigation, several recommendations for future research

can be made. First, researchers are encouraged to deter-

mine the degree to which the results obtained herein on

all students in special education might be generalizable

to boys only and to girls only. A second recommenda-

tion is to ascertain the extent to which student economic

status might be a factor, both in the assignment to a dis-

ciplinary consequence and to the academic achievement

of students who receive a disciplinary consequence. A

third suggestion would be to analyze the degree to which

student ethnicity/race might be a factor in student assign-

ment to a disciplinary consequence and to their academic

performance.

A fourth recommendation would be to extend this in-

vestigation to other grade levels. In this article, data

on only students in Grades 3 through 8 were analyzed.

Whether the results of this article are generalizable to

students in special education in other grade levels is not

known. Fifth, researchers are encouraged to extend this

investigation to other subject areas such as reading, writ-

ing, science, and social studies. A sixth recommendation

would be to extend this study to other states. The extent

to which the findings from this investigation conducted

on Texas students would be generalizable to students in

other states is not known.

As readers are aware, findings delineated herein were

based on students in Texas. The degree to which our find-

ings would be generalizable to students in other states

and in countries other than the United States is not

known. As such, researchers are encouraged to repli-

cate this investigation with students who have received

similar exclusionary discipline consequences as the stu-

dents in this study. Not only should the subject area of

mathematics be addressed, but other subject areas such

as reading and science should also be examined. More

research studies are clearly needed into this area to de-

termine the degree to which results obtained on students

in the United States would be generalizable to students

in other countries.

As suggested to us by one of this article’s reviewers,

future researchers are encouraged to take the results of

this single state study, Texas, and compare and contrast

the findings herein with findings from the international

research literature. Because of the way that the data an-

alyzed in this investigation were made available, infer-

ential statistics were not possible. That is, the State of

Texas provided the data only in aggregated or summa-

rized form. Accordingly, researchers are encouraged to

obtain data that would permit the use of inferential statis-

tics. Such analyses would provide more confidence in

the findings that are permitted with the sole use of de-

scriptive statistics.

5 Conclusion

In this study, the performance of students who were

enrolled in special education and who were assigned to a

Discipline Alternative Education Program placement on

the Texas state-mandated mathematics assessment was

examined for four school years. Using statewide data on

Grades 3 through 8 students, the number of days students

were assigned to a Discipline Alternative Education Pro-

gram placement was determined to be related to student

mathematics performance. The passing rates of students

declined as the number of days assigned went from 1-30,

31-60, and more than 60 days in this discipline conse-

quence.
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