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ABSTRACT

The use of suspension practices is extremely widespread but few studies have examined the
behavioral and psychological outcomes associated with their application. Using a predominantly
Black sample of 788 middle school students from the Midwestern United States, the current study
evaluates the relations between in-school suspensions (ISS) and out-of-school suspensions (OSS)
received during the course of the school year and student self-efficacy, engagement, prosocial
behavior, emotion regulation, concentration, internalizing problems, and disruptive behavior based
on student and teacher ratings collected at the end of the school year. Regression models were
used to evaluate associations between the total number of ISS and OSS exposures on end of school
year outcome measures controlling for beginning of school year measures and demographic
characteristics. Results indicated that ISS and OSS are both associated with less prosocial behavior,
lower levels of emotion regulation, and a greater extent of disruptive behavior and concentration
problems at the end of the school year, even after controlling for these behaviors at the start of the
school year. Implications of the potential impacts and distribution of suspension practices are
discussed.

IMPACT STATEMENT

Within a predominantly Black sample of middle school students, in-school and out-of-school
suspensions are associated with lower prosocial behavior and emotion regulation, and more
concentration problems and disruptive behavior at the end of the school year, even after accounting
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for ratings on these outcomes from the beginning of the school year.

THE USE OF SUSPENSION IN SCHOOLS

The use of disciplinary practices that remove students from
the classroom environment is widespread. According to the
U.S. Department of Education (2018), 2.7 million students
throughout the United States received one or more out-of-
school suspensions during the 2015-2016 school year,
which represents 4.7% of all students (Harper et al., 2019).
Although suspension rates across the country vary dramat-
ically by district and by subgroups of students, in the 2015-
2016 school year, school children in this country lost over
11 million days of instruction (11,360,004) as a result of
out-of-school suspension (Losen & Whitaker, 2017).

It is critical to recognize that students of color, particu-
larly Black students are disproportionally exposed to sus-
pension. Based on the 2015-2016 civil rights data collection,
although Black males make up roughly 8% of students
attending US public schools, they represent 25% of those
receiving out of school suspensions (U.S. Department of

Education, 2018). The US. Government Accountability
Office (2016) notes that high poverty schools with high
proportions of students of color (75% or greater Black and
or Latinx) represent 22% of students with suspensions, even
though such schools represent only 16% of all students.

Given the disproportionate application of exclusionary
practices with Black students and its apparent association
with the racial opportunity gap (Gregory et al., 2010), the
in-depth study of suspension and associated outcomes is
essential. A large body of existing scholarship indicates
that these practices are associated with poor student out-
comes such as lower academic achievement and higher
probability of dropout (Noltemeyer et al., 2015), that they
are not an effective strategy for promoting safety or order
(Lamont et al., 2013; Way, 2011) and that they facilitate
school pathways to the juvenile justice system (Hughes
et al., 2020; Skiba et al., 2014). One study found that expo-
sure to a single suspension in 9" grade was associated with
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two times the risk of subsequent dropout (Balfanz et al,,
2014). This is noteworthy given that those who drop out
of high school are more likely to subsequently experience
a variety of adverse outcomes including being arrested,
getting fired from a job, using illegal drugs, and having
poor health (Lansford et al., 2016). Another study found
that each day of suspension was associated with decreasing
reading achievement gains over time (Arcia, 2006).
Suspension is also associated with incarceration. For
example, Cuellar and Markowitz (2015) matched school
data describing the date of out-of-school suspensions with
juvenile justice system data describing the date arrest for
individual students. Their results indicate that when stu-
dents are outside of the school environment due to sus-
pension, they are more than twice as likely to be suspended.
In short, exposure to suspension can be life-altering.

The Link between Suspension and Negative
Outcomes

Theory and research on dynamic systems theory and the
process of developmental cascades can help to explain how
suspensions contribute to the risk of negative outcomes.
Outcomes like dropping out of school, having a substance
use problem, and being incarcerated are often the result
of a string of risk and compounding systemic failures in
multiple domains across childhood and adolescence
(Dodge et al., 2009; Paterson et al., 1989).

Suspensions fit into this developmental model as a poten-
tial risk factor for multiple domains because suspensions
exclude students from the typical learning environment,
which increases risk and undermines protective factors
(Reinke & Walker, 2006). Children spend more time in
school than in any other formal institutional structure and
as such, schools play a key part in children’s development in
a variety of domains. Schools are a critical setting for mas-
tering important developmental tasks including social inter-
actions with peers and other adults, academic learning and
cognitive progress, emotional and behavioral control, and
physical and moral development (Fazel et al., 2014).

Racism plays an essential role in the disproportionate
distribution of suspensions and the associated impacts
represent a critical civil rights issue (Simson, 2013).
Although the factors that result in disproportionate disci-
pline and subsequent harm to Black students are multidi-
mensional and complex, structural (e.g., school policy)
and interpersonal (e.g., educator bias) forms of racism
serve as underlying and enduring factors (Crutchfield
etal., 2020; Pachter etal.,, 2010; Thomas et al., 2009).
Therefore, efforts to respond to the burden of exclusionary
discipline on Black youth must address sources of racism.

Empirical work by Okonofua and Eberhardt (2015)
suggests that racial bias contributes to disparities in
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discipline, finding within an experimental context that
teachers are more likely to interpret behaviors of Black
students as problematic and are more likely view such
behaviors among Black students as part of an ongoing pat-
tern. This bolsters conclusions from previous work high-
lighting that Black students are more likely to be punished
for subjective infractions (Skiba et al., 2002) and that prob-
lem behavior does not explain racial Black-White dispar-
ities in discipline (Huang, 2016a; 2020).

School policy also plays an important role in persisting
disproportionality in school discipline. The behavioral
expectations that undergird school polices are overwhelm-
ingly based on White middle-class social norms and when
students of color behave outside of these standards, even
in the absence of objectively dangerous or otherwise harm-
ful student actions, school polices often require that edu-
cational professionals respond with suspension (Fenning
& Rose, 2007). Another important and related factor is the
emphasis on zero tolerance policies. Based on the premise
that harsh discipline would prevent violence, congress
passed the Gun Free Schools Act of 1993, requiring school
to expel students who are found in possession of firearms
(Curran, 2016). From this initial law, school policies
evolved to apply the zero tolerance philosophy across vari-
ety of infractions establishing a number of immediate
pathways to school exclusion (Martinez, 2009). Ultimately,
these approaches elevate exclusion and harsh punishment
rather than prevention and positive youth development
strategies as key frameworks for responding to student
behavior problems. Coupled with interpersonal racial bias,
zero tolerance policies have conferred extensive harm
upon students of color.

Negative developmental processes associated with the
disproportionate application of suspensions culminate in
school pathways to the juvenile justice system (Hughes et al.,
2020). Cuellar and Markowitz (2015) found that suspension
is associated with greater risk of arrest, especially for Black
students compared to White students. Another study found
that even after controlling for delinquent behaviors, racial
disparities in suspension are associated with racial dispar-
ities in arrest (Nicholson-Crotty et al., 2009).

In mapping out the connection between school exclu-
sion and incarceration, Skiba et al. (2014) describe some
aspects of a developmental pathway that can be applied to
understand this link. Specifically, they propose that exclu-
sionary practices lead to individual level and school level
risk factors that negatively impact student outcomes.
Within this model, these processes subsequently increase
risk for dropout which is followed by a higher probability
of incarceration. Even though Skiba et al. (2014) focus on
decreased student engagement as a key proximal conse-
quence of exclusion, it is likely that this factor alone does
not capture all the critical dispositional consequences that



directly emerge from suspension exposure. Research gaps
associated with the direct impacts of suspension are con-
sistent with the limitations of this model, particularly
because there are few studies that evaluate social and emo-
tional impacts of exclusionary practice (Welsh & Little,
2018). In addition to engagement, outcomes that are the-
oretically and in some cases empirically relevant to sus-
pension include externalizing and internalizing problems,
and self-efficacy.

Impact on Engagement

Given that suspension by definition involves the removal
of a student from the classroom environment, it is logical
to hypothesize that reduced engagement is associated
with suspension, and several cross-sectional studies sup-
port this notion. For example, Davis and Jordan (1994)
investigated a subsample of over 1000 Black students
from the National Education Longitudinal Study of 1988
at grades 8 and 10 and found that in high school, the
number of out-of-school suspensions received was asso-
ciated with decreased school engagement. Hinojosa
(2008) examined the association between individual stu-
dent-level factors and the probability of receiving
in-school and out-of-school suspension in a sample of
over 18,000 students in the Midwestern US. Within mod-
els controlling for a number of factors including student
behavior, home environment, and beliefs about teachers,
academic engagement was negatively associated with
both types of suspension. Another study utilized data
from the National Longitudinal Health and found that
students attending schools with discipline policies that
allow for the use of out-of-school suspension for less
severe infractions reported having lower levels of school
connectedness (McNeely etal., 2002). Given the
cross-sectional nature of these studies, it is difficult to
determine whether suspension precedes low engagement
or vice versa; however, as noted by Toldson et al. (2015),
it appears that discipline and engagement have a cyclical
relationship, where low engagement leads to more disci-
pline, and more discipline subsequently leads to lower
engagement.

Impact on Externalizing and Internalizing
Problems

In addition to interfering with student engagement, a
number of studies have found that exposure to suspension
is associated with externalizing and internalizing symp-
toms. A salient explanation for these findings provided by
Hemphill et al. hypothesize that “suspending students
from school may disconnect them from a positive social
environment and increase exposure to risk factors” (2006,
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p. 741). One study of roughly 4000 students between the
ages of 12-16years old in Australia and the US found that
exposure to suspension was associated with an increased
probability of subsequent antisocial behavior including
theft, violence, and substance abuse, even after controlling
for a variety of risk and protective factors (Hemphill et al.,
2006). The presence of these consequences suggests that
students exposed to suspension may engage in fewer pro-
social behaviors and be less equipped to regulate their
emotions compared to other students. This is consistent
with the research indicating that the application of puni-
tive disciplinary practices in school and home contexts
with youth displaying risk factors are associated with more
maladaptive behaviors and poor emotion regulation
(Capaldi et al., 1997; Scaramella & Leve, 2004)

With respect to internalizing problems, a number of
cross-sectional studies have found associations between
suspension and depressive symptomology (e.g. Flament
et al,, 2001; Rushton et al.,, 2002). In addition, one longi-
tudinal study of over 5000 British children and adolescents
found that students excluded from school experienced
higher levels of psychological distress (Ford et al., 2018).

Potential Impact on Concentration Problems at
School

Given the well-established associations between suspen-
sion and poor academic outcomes (Noltemeyer et al.,
2015), it is possible that when children are removed from
the classroom, they miss out on opportunities to further
develop concentration and executive functioning skills.
While there are no studies evaluating these associations
for students exposed to suspensions, if present, this mech-
anism would also be applicable to students with low atten-
dance. This is supported by research indicating that
students with high levels of truancy display poor concen-
tration in the classroom (Reid, 2005). Consistent with the
theoretical model provided by Skiba et al. (2014), the pres-
ence of concentration problems in classroom settings may
be another example of how exclusionary discipline leads
to the development of individual risk factors, but further
study in this area is needed.

Potential Impact on Self-Efficacy

According to Bandura (1997), a student’s perceived self-ef-
ficacy in academic contexts is largely driven by their previous
efforts in related areas, also referred to as mastery experi-
ences. As such, suspension experiences are likely to degrade
student self-efficacy because if a student is repeatedly
removed from the classroom environment they lose oppor-
tunities to obtain mastery experiences. In the case of Black
students and their disproportionate exposure to suspension,



4 School Psychology Review 2023, Volume 52, No. 1

this may represent an important opportunity gap (Welner &
Carter, 2013). Caprara et al. (2008) found that self-efficacy
was associated with middle school grades and mediated the
relation between middle and high school grades and subse-
quent dropout. Even though there are no studies to our
knowledge that assess the impact of suspension exposure on
student reported self-efficacy, given its potential impactas a
mastery experience and the importance of self-efficacy with
respect to student outcomes (Usher & Pajares, 2006), the
assessment of this link is an essential area of study.

Literature Gaps in the Study of Suspension in Black
Students

To our knowledge, the vast majority of extant studies on
the impact of suspension on Black students focus on school
level outcomes [see Cuellar and Markowitz (2015) and
Davis and Jordan (1994) discussed above as exceptions].
One study by Lee et al. (2011) in a sample of almost 300
hundred public schools in Virginia found that the number
of students receiving one or more suspensions was associ-
ated with the school level dropout rate for both White and
Black students, but the strength of the association was
stronger for White students. Another study utilized longi-
tudinal data from a large urban school district in Kentucky
and found that exposure to suspensions by Black students
is responsible for roughly one-fifth of the differences in
academic achievement between Black and White students
(Morris & Perry, 2016). The current study contributes to
the extremely limited literature on student-level behavioral
and psychological outcomes associated with suspension
within a predominantly Black student population.

Purpose of This Study

Although there is an extensive body of research document-
ing poor academic outcomes for students receiving exclu-
sionary discipline (Noltemeyer etal, 2015), limited
research has evaluated associations with other areas of
student functioning such as prosocial behaviors, self-effi-
cacy, and emotional regulation (Welsh & Little, 2018).
Also, existing studies tend to utilize purely cross sectional
study designs with data from a single time point (e.g. Davis
& Jordan, 1994; Rushton et al., 2002). This is an important
gap because it would be expected that social and emotional
problems would be present prior to exposure to exclusion-
ary practices. As such, studies that control for baseline
levels of outcomes of interest (i.e., beginning of the year
ratings) discrete frequency of suspension exposures, and
outcome data from a subsequent time point (i.e. end of
year ratings) are needed. In addition, the vast majority of
studies evaluate the associations with out-of-school sus-
pension, but very few focus on impacts of in-school
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suspension. The present study extends this work by using
beginning and end-of-year data to evaluate how the fre-
quency of in-school and out-of-school suspension impacts
anumber of behavioral and psychological outcomes, con-
trolling for baseline ratings of those measures. Dependent
variables include self-report and teacher-report measures
of behavioral engagement, self-efficacy, concentration
problems, disruptive behavior, prosocial behavior, emo-
tion regulation, depression, and internalizing problems,

METHOD
Sample

The current study uses data collected as part of a cluster
randomized controlled trial evaluating the impact of a class-
room management intervention in the Midwestern United
States over four years. CHAMPS, the intervention that was
the basis of the larger trial, is a classroom management train-
ing program that includes ongoing coaching for teachers
focused on positive reinforcement, promoting on-task
behavior, and establishing clear expectations for the class-
room (Herman et al, 2020). The study received IRB
approval. All middle schools (grades 6-8) within two neigh-
boring school districts were included in the study and all
math and reading teachers in those schools were invited to
participate. In the first year of the study (2013-14), demo-
graphics of schools were 77% Black, 66% free or reduced
lunch. Teachers that consented were included in the study
and then randomly assigned to treatment or control condi-
tions. Each teacher chose their most challenging classroom
to participate in the study. Overall student consent rate to
participate in the study was 75%. The study design included
randomization at the classroom level, and as a result, some
students were in the sample multiple times because they had
class periods with multiple teachers in the study. Duplicate
students were randomly sampled so that only one record
per student was retained. The sample includes 788 middle
school students in 75 classrooms across eight middle
schools, who did not move during the school year' (50%
male; 75% free or reduced lunch; 74% Black, 22% White,
2% Hispanic/Latino, 1% Asian, 1% other). Students com-
prised three cohorts given that the intervention was deliv-
ered to three separate groups of classrooms for a duration
of one year across three total years. Of 75 teachers in the
sample, 73% identified as female, 71% were White, 23%
Black, 4% other, 1% Asian and 1% Pacific Islander.

Measures

Across all student and teacher-reported measures, data
were collected in the early fall (October) and late spring
(May). Student self-report measures were collected in the



classroom setting and teacher report measures were col-
lected using Qualtrics. Teachers completed all measures
for each student in the sample except for cases with unin-
tentional missing data (i.e., data could not be collected due
to unforeseen circumstances). Administrative data were
provided at the end of the school year.

Frequency of in-School and Out-of-School
Suspensions

Sum of in-school and out-of-school suspension during the
course of the entire school year were provided by school
districts through the use of administrative data.

Behavioral Engagement (Student Reported)

The Behavioral Engagement subscale, which is part of the
Engagement Versus Disaffection With Learning: Student-
Report measure is comprised of the mean of 5 items that
assess a student’s active involvement in classroom learning
activities (Skinner et al., 2008). Skinner et al. (2009) found
that structural analyses, teacher ratings, and behavioral obser-
vations supported construct validity of the subscale. Items
included “I try hard to do well in this class” and “I pay atten-
tion in class”. Responses ranged from 1= not at all trueto 4 =
very true. Alphas in the trial study ranged from .77 to .82.

Self-Efficacy in School (Student Reported)

The mean of student reported self-efficacy was assessed
using the three item Self Efficacy in School measure, which
evaluates student perceptions of their ability to function
successfully in the school context (Cook et al., 2000). Cook
etal. (1999) used this measure to evaluate a school-wide
behavior program and found strong evidence of convergent
validity. Items included “How well can you live up to what
your teachers expect of you?” and “How well can you get
teachers to help you when you get stuck on schoolwork?”
Response options ranged from 1=rnot at all well to 6 =very
well. Alphas in the trial study ranged from .56 to .74.

Depression (Student Reported)

In order to assess student reported depression, the sum of
8 items of the Patient Health Questionnaire-9 (PHQ9,
Kroenke et al., 2001) were administered to students, with
the self-harm item omitted due to practical and ethical
considerations associated with asking about suicide risk
in the context of a large-scale survey. The PHQ9 has high
levels of discriminant validity and sensitivity to change.
Questions included “In the past two weeks, how often have
you been bothered by feeling down, depressed, irritable,
or hopeless?”. Response options ranged from 0= not at all
to 3=nearly every day. Alphas in the trial study ranged
from .79 to .88.
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TOCA-C Scales (Teacher Reported)

Concentration Problems, Disruptive Behavior, Prosocial
Behavior, Emotion Dysregulation, and Internalization
subscales were derived from the Teacher Observation of
Classroom Adaptation-Checklist (TOCA-C) which is
completed by teachers based on their classroom observa-
tions (Koth et al., 2009). Koth et al. (2009) found strong
evidence of construct validity using exploratory factor
analysis. The measure lists a number of characteristics with
the following prompt at the beginning, “would you say the
following statements were never, rarely, sometimes, often,
very often, or almost always true of this child” The 7 item
Concentration Problems scale assesses difficulties related
to on task-behavior in the classroom environment.
Examples of student characteristics listed in this subscale
include, “concentrates”, “works hard”, and “completes
assignments” The 9 item Disruptive Behavior scale
assesses rule-breaking and aggression. Examples of stu-
dent characteristics listed in this subscale include “breaks
rules’, “teases classmates’, and “harms property” The 5
item Prosocial Behavior scale assesses having positive
interactions with others and compliance. Examples of stu-
dent characteristics listed in this subscale include “is
friendly”, “shows empathy and compassion for others feel-
ings”, and “is liked by classmates” The 5 item Emotional
Dysregulation scale assesses problems with self-control
and managing emotional states. Examples of student char-
acteristics listed in this subscale include “impulsive”, “easily
frustrated”, and “changes moods quickly” Finally, the
Internalization scale assesses symptoms of anxiety and
depression. Examples of student characteristics listed in
this subscale include “nervous”, “withdrawn’, and “sad”
Means of scales were used in analysis. Response options
ranged from 1 = never to 6 = almost always. Subscale alphas
in the trial study ranged from .85 to .98.

Analytic Strategy

Multiple linear regression was used to evaluate the relation-
ship between the frequency of in-school and out-of-school
suspension and behavioral and psychological ratings in the
spring. Self-reported dependent variables include behavioral
engagement, self-efficacy, and depression. Teacher reported
dependent variables include concentration problems, disrup-
tive behavior, prosocial behavior, emotional dysregulation,
and internalization. For each outcome, first a model was run
controlling for fall ratings of outcomes of interest, and demo-
graphic factors including race, gender, and free or reduced
lunch status. Then, to determine the change in R? a second
model was run adding either the ISS or OSS variables as pre-
dictors. Since the only variables of interest were at the student
level, teacher fixed effects were used to control for the clus-
tering of students within classrooms and intervention status,
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as this was considered noise that simply needed to be
accounted for (Huang, 2016b). Also, analyses included cluster
robust standard errors at the teacher level. Assumptions of
linear regression were checked and linear regression was an
appropriate method to use for these analyses. Given the pos-
itive skew of ISS and OSS variables, we compared predicted
versus residual graphs and found no evidence of non-linear-
ity. The Benjamini-Hochberg correction was used with the
independent variables of interest (ISS Sum and OSS Sum) to
reduce the likelihood of type 1 error (Institute of Educational
Sciences, 2017). Analyses were run using Stata 14.2.

Our analytics sample included 788 students who were
in school for the academic year over three cohort years.
Of the 788 students, 4.8% were missing data on at least
one variable of interest. Data for these students were miss-
ing because of missed questions or survey incompletion.
The variables with the largest amount of missing data were
student reported spring Depression (2.4%) and student
reported spring Behavioral Engagement (2.2%). Missing
data were handled using full-information maximum like-
lihood estimation which, like multiple imputation, is con-
sidered a principled way of accounting for missingness
(Dong & Peng, 2013; Enders, 2010). Two regression mod-
els are listed below which provide a general overview of
models with (1) in-school suspension sum as the indepen-
dent variable, and (2) out-of-school suspension sum as the
independent variable. In each model, (Dependent Variable
T2), represents the score for each of the of the seven out-
come variables under study for student i with teacher ¢
collected at the end of the school year. (Dependent Variable
T1), represents the score of the corresponding variable
collected at the beginning the of the school year. ¢, refers
to teacher fixed effects and £ is the error term.

Model 1 - In-School Suspension Models

(Dependent Variable T2),, = B, + $,(ISS Sum),, + B,(De-
pendent Variable T1),, + B,(Female),, + B,(Free or Reduced
Lunch Status), + Bs(Black), + Ps(Other Race), +
B,(TeacherID), + ¢, + &.
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Model 2 - Out-of-School Suspension Models

(Dependent Variable T2), = B, + ,(OSS Sum),, + B,(De-
pendent Variable T1),, + p;(Female),, + B,(Free or Reduced
Lunch Status),, + B5(Black), + Bs(Other Race),, + B,(Teacher-
ID), + ¢, +&.

RESULTS
Descriptive Statistics

Descriptive statistics associated with key variables are pro-
vided in Table 1 and 2. A total of 246 (31%) of students in
the sample were exposed to a least one ISS with a range
from 1 to 27. A total of 205 (26%) of students in the sample
were exposed to a least one OSS with a range from 1 to 8.
In order to assess the presence of disproportionality in
suspensions across gender, race, and free or reduced lunch
status, we assessed the relative risk of having one or more
in-school and out-of-school suspension. For male com-
pared to female students, the relative risk of receiving
in-school suspension was 1.51 (95% CI: 1.22, 1.87) and
1.22 (95% CI: 0.97, 1.55) for out-of-school suspension
suggesting disproportionality related to gender for ISS
only. For Black compared to non-Black students, the rel-
ative risk of receiving in-school suspension was 1.85 (95%
CI: 1.37, 2.49) and 2.18 (95% CI: 1.52, 3.12) for out-of-
school suspension suggesting disproportionality related
to race for both types of suspension. For student receiving
free or reduced lunch compared to students without free
or reduced lunch, the relative risk of receiving in-school
suspension was 1.98 (95% CI: 1.45, 2.72) and 2.24 (95%
CI: 1.55, 3.25) for out-of-school suspension suggesting
disproportionality related to free or reduced lunch status
for both types of suspension.

Associations Between ISS and OSS on Student
Outcomes

Detailed results are provided in Tables 3-10. For all out-
comes except student reported depression, the frequency
of in-school suspension explained changes in the

Table 1. Pearson Correlation Matrix of Key Variables (n=788)

1 2 3 4 5 6 7 8 9
1.1SS Count
2. 0SS Count 0.53*
3.Behavioral Engagement (Spring) ~ —0.12*  —0.13*
4.PHQ-8 (Spring) 0.04 0.09*  -0.18*
5. Self-Efficacy (Spring) -0.10* —0.04* 0.49* -0.27%
6. Concentration Problems (Spring) 0.39* 0.35*  —0.34* 0.18*  —0.29*
7. Disruptive Behavior (Spring) 0.50* 0.47* —0.25* 0.11* -0.17* 0.66*
8. Prosocial Behavior (Spring) -037*  -0.38* 0.27*  -0.18* 0.26*  -0.71*  -0.73*
9. Emotion Dysregulation (Spring) 0.40* 0.38*  —0.21* 0.18*  —0.18* 0.66* 0.85*  —0.72*
10. Internalization (Spring) 0.10* 0.11*  -0.14* 0.17*  -0.13* 0.39% 0.40*  -0.52*  0.53*

Note. *p<.05.



Table 2. Descriptive Statistics for Key Study Variables (n=788)

Variable Mean SD

ISS Count 1.06 2.47
0SS Count 0.49 1.10
Behavioral Engagement (Spring) 335 0.48
PHQ-8 (Spring) 574 534
Self-Efficacy (Spring) 4,07 0.72
Concentration Problems (Spring) 3.00 1.30
Disruptive Behavior (Spring) 2.04 0.86
Prosocial Behavior (Spring) 4.46 1.03
Emotion Dysregulation (Spring) 2.56 1.14
Internalization (Spring) 2.02 0.79

outcomes above demographics and the baseline of the
outcomes (AR? ranging from .002 to .025). Similarly, for
all outcomes except student reported self-efficacy, the
frequency of out-of-school suspensions predicted changes
in the outcomes above demographics and the baseline of
the outcomes (AR? ranging from .001 to .020). Multiple
regression analyses controlling for baseline scores of study
outcomes indicate that the frequency of in-school sus-
pension significantly predicted lower ratings of prosocial
behavior (b = -0.065, p < .001, f* = 0.049), and higher
ratings of concentration problems (b=0.078, p < .001, f
= 0.052), disruptive behavior (b=0.071, p < .001, f* =
0.086), and emotion dysregulation (b=0.068, p <.001,
=0.048). The frequency of out-of-school suspension sig-
nificantly predicted lower ratings of prosocial behavior
(b = -0.156, p < .001, f* = 0.058) and higher ratings of
concentration problems (b=0.118, p <.001, f* = 0.027),

Table 3. In-School Suspension Models Part 1 (n=788)
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disruptive behavior (b=0.119, p < .001, f* = 0.050) and
emotion dysregulation (b=0.114, p < .01, f* = 0.023). For
all statistically significant associations between suspen-
sion and study outcomes, Cohen’s f* values were indicative
of small effect sizes (Cohen, 1988). Neither form of exclu-
sionary discipline was significantly associated with mea-
sures of self-efficacy, behavioral engagement, depression,
or internalizing problems.

The Relation Between Race and Student Outcomes

Multiple regression analyses controlling for suspension
exposure and other demographic characteristics indicated
that compared to White students, Black students were rated
as having more problem behaviors by teachers. Specifically,
in ISS and OSS models teachers rated Black students as
having greater concentration problems (b=0.291, p <.01;
b=0.310, p < .001), being more disruptive (b=0.169, p <
.01; b=0.180, p < .01) and emotionally dysregulated
(b=0.186, p < .01; b=0.201, p <.01), and engaging in less
prosocial behavior (b =-0.176, p <.05; b=—-0.178, p <.05).

DISCUSSION

This study provides further evidence that exclusionary
discipline is associated with important negative outcomes
related to youth behavior and psychological well-being.

Self-Report: Behavioral Engagement (Spring)

Self-Report: Self-Efficacy (Spring)

Cluster Cluster
Variable b Robust SE Bf B*95% Cl b Robust SE Bf B*95% Cl
ISS Sum —0.007 0.007 —-0.037 -0.11,0.036 —0.015 0.012 -0.053  —0.135,0.029
Female 0.079* 0.032 0.163 0.036, 0.291 —0.025 0.033 -0.035 —0.126,0.057
Black —-0.037 0.048 —-0.076 —-0.271,0.118 0.028 0.080 0.039 —-0.181,0.258
Other Race —0.049 0.086 -0.101 —0.448, 0.246 -0.139 0.099 -0.194  —0.465,0.077
Free or Reduced Lunch ~ —0.096* 0.040 —0.198 —-0.36, -0.035 0.011 0.056 0.015 —-0.139,0.17
Fall Rating of DV 0.538%** 0.038 0.517 0.446,0.588 0.699%** 0.049 0.705 0.608, 0.803
Intercept 1.541 0.163 0.091 —-0.127,0.309 1.321* 0.220 0.172 0.012,0.333
R2 377 557
AR? .002 .003

Notes. *p<.05 **p < .01 **p<.001; tstandardized beta weight; all regression models account for teacher fixed effects; AR? is the change from the

model without ISS sum to the model including ISS sum.

Table 4. In-School Suspension Models Part 2 (n=788)

Self-Report: Depression (Spring)

Teacher-Report: Concentration Problems (Spring)

Variable b Cluster Robust SE Bt Bt95% Cl b Cluster Robust SE Bt Bt95% Cl
ISS Sum 0.015 0.103 0.007 —0.086, 0.100 0.078*** 0.011 0.148 0.106,0.190
Female 0.849%* 0.319 0.159 0.042,0.276 -0.160* 0.073 -0.123 —-0.232,-0.014
Black 0.168 0.514 0.031 —0.157,0.22 0.291** 0.093 0.223 0.084, 0.362
Other Race 0.257 0.874 0.048 -0.272,0.369  —-0.046 0.160 —-0.036 —-0.276,0.205
Free or Reduced Lunch —0.021 0.489 -0.004 —0.183,0.175 0.028 0.074 0.021 —-0.09,0.133
Fall Rating of DV 0.509%** 0.045 0.500 0.413,0.586 0.624%** 0.034 0.616 0.551,0.68
Intercept 2.902 0.673 0.018 —0.196, 0.232 0.394%** 0.119 -0.512 —0.668, —0.355
R2 330 .670

AR? .000 .017

Notes. *p<.05 **p < .01 ***p<,001; tstandardized beta weight; all regression models account for teacher fixed effects; AR? is the change from the model with-

out ISS sum to the model including ISS sum.
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Table 5. In-School Suspension Models Part 3 (n=788)
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Teacher-Report: Disruptive Behavior (Spring)

Teacher-Report: Prosocial Behavior (Spring)

Variable b Cluster Robust SE Bt Bt95% Cl b Cluster Robust SE gt Bt95% Cl
ISS Sum 0.077%*** 0.017 0.203 0.108, 0.298 —0.065*** 0.013 -0.154  -0.215,-0.094
Female —-0.068* 0.033 -0.079  —0.155,-0.003 0.111* 0.049 0.107 0.015,0.200
Black 0.169** 0.056 0.197 0.068, 0.326 -0.176* 0.083 -0.1770  -0.327,-0.013
Other Race —-0.037 0.078 —-0.043  -0.222,0.136 0.159 0.118 0.154 —-0.069, 0.377
Free or Reduced Lunch  —0.018 0.040 -0.022  -0.114,0.071 0.088 0.064 0.085 —0.035, 0.206
Fall Rating of DV 0.645*** 0.054 0.589 0.492,0.687 0.667*** 0.037 0.617 0.549, 0.685
Intercept 0.684 0.100 -0.076  —-0.242,0.089 2.085%** 0.177 0.541 0.389, 0.693
R2 710 .653

AR? 025 017

Notes. *p<.05 **p < .01 ***p<.001; tstandardized beta weight; all regression models account for teacher fixed effects; AR?is the change from the model without

ISS sum to the model including ISS sum.

Table 6. In-School Suspension Models Part 4 (n=788)

Teacher-Report: Emotion Dysregulation (Spring)

Teacher-Report: Internalization (Spring)

Variable b Cluster Robust SE Bt Bt95% Cl b Cluster Robust SE Bt Bt95% Cl
ISS Sum 0.068%** 0.016 0.147 0.077,0.217 0.016 0.010 0.049 —-0.010,0.108
Female —0.029 0.055 -0.026  —0.121,0.069 —0.021 0.037 —0.026 —0.118, 0.065
Black 0.186%* 0.069 0.163 0.044, 0.282 —0.004 0.058 —0.005 —0.150, 0.140
Other Race -0.134 0.116 -0.118  -0.316,0.081 —-0.056 0.131 —-0.072 —0.398, 0.255
Free or Reduced Lunch ~ —0.069 0.051 -0.060 —0.148,0.027 —0.071 0.040 —0.090 —0.189, 0.008
Fall Rating of DV 0.649%** 0.036 0.600 0.535, 0.665 0.545%** 0.040 0.542 0.464,0.620
Intercept 0.649%* 0.096 -0.236  —0.395,-0.077 0.502%** 0.079 —0.603 —0.779,-0.428
R2 664 .609

AR? .016 .002

Notes. *p<.05 **p < .01 ***p<.001; tstandardized beta weight; all regression models account for teacher fixed effects; AR? is the change from the model without

ISS sum to the model including ISS sum.

Table 7. Out-of-School Suspension Models Part 1 (n=788)

Self-Report: Behavioral Engagement (Spring)

Self-Report: Self-Efficacy (Spring)

Variable b Cluster Robust SE Bt Bt95% Cl b Cluster Robust SE Bt Bt95% Cl
0SS Sum —0.025 0.015 —0.056 —0.123,0.012 —0.007 0.021 —0.011 —0.073, 0.052
Female 0.077* 0.031 0.159 0.034, 0.284 —0.019 0.033 -0.027  —0.116,0.063
Black —-0.035 0.048 -0.072 —-0.267,0.123 0.018 0.081 0.025 —0.197,0.247
Other Race —0.049 0.086 —0.100 —0.448, 0.247 —0.139 0.102 -0.194  —0.472,0.084
Free or Reduced Lunch ~ —0.092* 0.040 -0.191 —0.352,-0.029 0.008 0.057 0.011 —0.144,0.166
Fall Rating of DV 0.538%** 0.039 0.517 0.444, 0.590 0.704%** 0.049 0.710 0.612,0.807
Intercept 1.531 0.167 0.062 —-0.151,0.275 1.260 0.215 0.131 —0.033,0.295
R2 378 554

AR? .003 .000

Notes. *p<.05 **p < .01 ***p<.001; tstandardized beta weight; all regression models account for teacher fixed effects; AR? is the change from the model without

0SS sum to the model including 0SS sum.

Table 8. Out-of-School Suspension Models Part 2 (n=788)

Self-Report: Depression (Spring)

Teacher-Report: Concentration Problems (Spring)

Variable b Cluster Robust SE Bt Bt95% Cl b Cluster Robust SE Bt Bt95% Cl
0SS Sum 0.211 0.186 0.043 —0.032,0.118 0.118%** 0.028 0.099 0.054,0.145
Female 0.893** 0.296 0.167 0.059,0.276 -0.161* 0.071 -0.123 —-0.23,-0.017
Black 0.116 0.518 0.022 —0.168,0.212 0.310%** 0.090 0.237 0.101,0.373
Other Race 0.258 0.877 0.048 —0.274,0.37 —-0.043 0.170 -0.033 —0.288,0.223
Free or Reduced Lunch  —0.069 0.485 -0.013 —0.191,0.165 0.020 0.074 0.015 —0.096, 0.126
Fall Rating of DV 0.506%** 0.044 0.497 0.412,0.581 0.648%*** 0.034 0.639 0.574,0.705
Intercept 2.862 0.592 0.023 -0.167,0.213 0.499%** 0.113 -0.396 —0.542,-0.249
R2 332 662

AR? .002 .009

Notes. *p<.05 **p < .01 ***p<.001; tstandardized beta weight; all regression models account for teacher fixed effects; AR? is the change from the model with-

out 0SS sum to the model including OSS sum.
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Teacher-Report: Disruptive Behavior (Spring)

Teacher-Report: Prosocial Behavior (Spring)

Variable b Cluster Robust SE Bt Bt95% Cl b Cluster Robust SE gt Bt95% Cl
0SS Sum 0.119%** 0.032 0.153 0.073,0.232 —0.156*** 0.023 -0.164  -0.212,-0.117
Female —-0.072 0.034 -0.084 -0.161,-0.007 0.111* 0.047 0.107 0.018,0.196
Black 0.180** 0.055 0.211 0.084, 0.337 —-0.178* 0.075 -0.172  -0.314,-0.029
Other Race —-0.031 0.087 —-0.037 —-0.237,0.164 0.162 0.122 0.156 -0.075, 0.387
Free or Reduced Lunch  —0.025 0.042 —-0.030 —-0.125, 0.066 0.101 0.064 0.098 —-0.024,0.219
Fall Rating of DV 0.680%*** 0.053 0.622 0.526,0.718 0.664*** 0.036 0.614 0.548,0.679
Intercept 0.774 0.104 0.088 —-0.051,0.227 1.983*** 0.160 0.420 0.268,0.573
R2 .700 656

AR 015 020

Notes. *p<.05 **p <.01 ***p<.001; tstandardized beta weight; all regression models account for teacher fixed effects; AR? is the change from the model without

0SS sum to the model including OSS sum.

Table 10. Out-of-School Suspension Models Part 4 (n=788)

Teacher-Report: Emotion Dysregulation (Spring)

Teacher-Report: Internalization (Spring)

Variable b Cluster Robust SE Bt B*95% Cl b Cluster Robust SE Bf Bf95%Cl
0SS Sum 0.114** 0.040 0.109 0.033,0.185 0.028 0.024 0.049 —-0.01,0.108
Female -0.036 0.054 -0.032 —0.126, 0.062 —-0.022 0.037 -0.026 —-0.118, 0.065
Black 0.201** 0.067 0.176 0.06, 0.292 7.64E-06 0.058 -0.005 -0.15,0.14
Other Race -0.128 0.122 -0.112 -0.321,0.097 -0.056 0.131 -0.072 —0.398, 0.255
Free or Reduced Lunch -0.074 0.053 —-0.065 —-0.156, 0.026 -0.072 0.040 —0.090 —0.189, 0.008
Fall Rating of DV 0.668*** 0.035 0.618 0.554, 0.682 0.545%** 0.040 0.542 0.464, 0.62
Intercept 0.758 0.092 -0.114  -0.257,0.028 0.533%*x 0.073 —0.603 —-0.779,-0.428
R2 656 .608

AR? .008 .001

Notes. *p<.05 **p < .01 ***p<.001; Tstandardized beta weight; all regression models account for teacher fixed effects; AR? is the change from the model without

0SS sum to the model including OSS sum.

This is particularly problematic given the widespread reli-
ance on these methods (U.S. Department of Education,
2018) and that their application is often justified by the
notion that their use will improve student behavior and
reduce violence (Lamont et al., 2013). Within a predomi-
nately Black sample, results indicate that exposure to ISS
during the school year is associated with more concentra-
tion problems, greater levels of disruptive behavior and
emotion dysregulation, and less prosocial behavior based
on data collected at the end of the school year controlling
for ratings in these domains at the beginning of the school
year. Further, exposure to OSS during the school year was
associated with more concentration problems, disruptive
behavior, and emotion dysregulation, and less prosocial
behavior based on end of year ratings, controlling for fall
ratings. However, in contrast to previous cross-sectional
findings, depressive symptoms and engagement were not
associated with ISS or OSS exposure. Also, we did not find
evidence supporting the hypothesized link between
self-efficacy and exposure to suspension.

With regard to the non-significant findings associated
with depression and internalization, given previous find-
ings in cross-sectional studies, this may be indicative of a
process where although depressed students may be more
likely to be suspended, suspension exposure may not be
an important cause of depression. The absence of an asso-
ciation between suspension and engagement is surprising
given that it has been hypothesized as a core feature of

conceptual models describing how exclusionary discipline
leads to long term negative outcomes (Skiba et al., 2014).
The lack of association may be related to the limited scope
of the measure which is only inclusive of academic engage-
ment. Given the non-significant findings associated with
self-efficacy, it may be that suspensions do not inhibit
mastery experiences to the extent expected, but this war-
rants further examination given that this is the first study
to assess this relation. Alternatively, the absence of an asso-
ciation with self-efficacy may be related to limitations of
the measure, which demonstrated low to moderate inter-
nal consistency.

Additionally, although most of the teacher measures
yielded associations, none of the student reported mea-
sures had significant findings. In recognizing this, it is
important to note that the only overlapping constructs,
depression and internalization, had consistent findings
across raters. Future studies on suspension and psycho-
logical/behavioral outcomes could be strengthened by the
use of multiple raters across all constructs. In contrast,
there was uniformity across results associated with both
in-school and out-of-school suspension. This is an import-
ant finding given that ISS is often viewed as a more benign
disciplinary approach. Ultimately, it appears that both
forms of suspension serve to decrease learning opportu-
nities and remove students from prosocial contexts. As
such, it is not surprising that they have similar associations
with negative outcomes.
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A notable set of findings is that across models that
account for suspension frequency, sex, and free or reduced
lunch status, compared to White students, Black students
were rated as being more disruptive, having more concen-
tration problems, being more emotionally dysregulated,
and displaying fewer prosocial behaviors. These findings
are consistent with existing evidence that racial prejudice
plays an important role in biased perceptions of behavior
problems (Okonofua & Eberhardt, 2015) and negative
emotions (Halberstadt et al., 2018) in Black youth, on the
part of educational professionals.

Our findings on the association of exclusionary disci-
pline with negative student outcomes, taken together with
previous research reviewing behavioral and academic
effects associated with exclusionary discipline, provide
additional evidence for the deleterious impact of suspen-
sion on student well-being. Simply put, these practices do
not result in the intended outcomes associated with their
application and a good deal of evidence suggests that their
use results in harm to students with the greatest level of
need. In spite of this evidence, the reliance on suspension
persists due to zero-tolerance policies that were enacted
based on the false premise that harsher punishments make
schools safer (Curran, 2016; Martinez, 2009). In addition,
support for zero-tolerance policies on the part of school
administrators is associated with the notion that school
discipline problems are best addressed by removing at-risk
students rather than supporting them (Skiba & Edl, 2004).

Any discussion regarding the harms associated with
in-school and out-of-school suspension must acknowledge
the disproportionate application to students of color, partic-
ularly Black children, and those living in poverty (Skiba et al.,
2014). Given the pervasive racial disparities in achievement
(Quintana et al., 2012) and incarceration (Hetey & Eberhardt,
2014), there is a critical need to identify and address factors
associated with interpersonal and structural racism. The
social reproduction of racial inequality will continue in the
absence of such efforts. If suspension truly causes harm in
the manner suggested by this and other studies, it is incum-
bent upon educational systems to curb their reliance on such
practices to protect the civil rights of all students.

A number of alternative universal discipline strategies
are currently under study. Positive Behavioral Interventions
and Supports (PBIS) emphasizes the systematic use of pos-
itive reinforcement and proactive disciplinary measures
such as explicitly teaching behavioral expectations that are
consistent across settings. Gage et al. (2018) conducted a
meta-analysis of large scale experimental studies of PBIS
and found a significant effect related reducing the use of
suspension. Restorative practices are based on the premise
that the use of structured conflict resolution activities will
foster positive relationships and limit the need for and use
of punitive disciplinary approaches. Several recent studies

DOI: 10.1080/2372966X.2020.1856628

have engaged in the large scale evaluation of restorative
practices in schools with scholarship demonstrating sig-
nificant reductions in suspension associated with imple-
mentation (Anyon etal., 2016; Gregory etal., 2018).
However, although both approaches have a strong impact
on suspension use, few studies of restorative practices have
demonstrated reductions in racial disparities (e.g.
Augustine et al., 2018) and findings associated with PBIS
are mixed (McIntosh et al., 2018). Ultimately, universal
approaches that do not specifically account for sources of
structural and interpersonal racism may not be effective
in undoing inequalities in suspension. As Carter et al.
(2017) note, “the roots of racial inequality in our schools
and our society are many centuries deep. Eliminating dis-
ciplinary disparities, or for that matter any inequity in our
educational system, will require an ongoing awareness of
how those disparities are produced and a steadfast com-
mitment to finally bringing them to an end” (p. 225). This
argument is further bolstered by study results suggesting
that teachers provide poorer behavioral ratings for Black
students, even after controlling for free and reduced lunch
status and the frequency of disciplinary infractions.
Efforts are in progress to evaluate and implement prom-
ising targeted approaches to addressing disproportionate
discipline (e.g., Bradshaw et al., 2018; Cook et al., 2018;
Gion et al., 2020). As targeted approaches become validated,
resources must be devoted to widespread dissemination and
educator training activities. However, there is a need to
acknowledge that in addition to having no utility in achiev-
ing intended outcomes (Lamont et al., 2013), suspension
practices result in significant harm, often to students with
the greatest level of need. In addition, although the overall
use of suspension has decreased over time and these declines
appear to coincide with a greater awareness of the problem
and applicable requirements associated with the Every
Students Succeed Act, overrepresentation and disparities
based on race and disability status persist (Harper et al.,
2019). This study serves to lend further support to the crit-
ical narrative arguing that suspension practices must not be
used in school unless students display a clear and present
safety threat. The in-depth scientific study of iatrogenic
practices and the dissemination of associated knowledge is
critical to the process of changing associated behaviors.

LIMITATIONS

This study has several limitations. First, although the study
relies on two raters of psychological and behavioral out-
comes to evaluate student dispositions in response to sus-
pension, the study does not include observational measures
of student behavior. In addition, given that discipline vari-
ables are sourced from district level administrative data
alone, we were not able to evaluate the accuracy of the



suspension data independently. Another limitation was
that although there are multiple types of engagement rel-
evant to school settings, we only evaluated the impact of
academic engagement on study outcomes. Also, given that
baseline measures were administered in October of each
school year, it is possible that a small proportion of students
received suspensions prior to collection of baseline data.

Finally, students with suspensions are different from
those who do not receive them in meaningful ways and
may be more likely to be suspended due to the presence
of problems at baseline. In addition, students who have
been suspended may be perceived more negatively than
other students and may be more likely to have poor stu-
dent-teacher relationships which would also negatively
impact teacher perceptions of behavior. Methodologically,
the ideal approach for studying the impact of suspension
would be to do so experimentally where individuals are
randomly assigned to receive suspension or not in response
to behavioral infractions, but such an approach would be
ethically untenable. This study represents an alternative
method for studying such impacts given our inability to
use gold standard experimental methods to evaluate the
consequences of suspension. Although this study rep-
resents an incremental increase in methodological rigor
from single time-point cross sectional studies because we
are able to control for baseline ratings prior to exposure,
the absence of an experimental design limits our ability to
make inferences about the causal relation between the
suspension and the outcomes under study. Future non-
experimental studies may be able to utilize propensity
score matching to address some of these concerns.

CONCLUSION

Given the number of students who receive suspensions
every year, it is one of the most common responses to
problem behavior in students. Thus, it is critical to under-
stand the impact of these practices on our youth. This need
is underscored by overwhelming evidence that nonwhite
students, and Black students in particular, are more likely
to receive suspensions and that they are applied in an edu-
cational landscape that presents significant opportunity
gaps for the very same student populations. A large body
of research has demonstrated negative impacts associated
with academic outcomes, but the behavioral, cognitive,
and emotional impacts are relatively understudied. This
study contributes to our knowledge about the association
of both in-school and out-of-school suspension with neg-
ative outcomes such as concentration problems, poor emo-
tion regulation, and disruptive behavior within a largely
Black sample of middle school students. In addition, study
findings on the relation between race and teacher ratings
are consistent with previous research that underscores the
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grave consequences of racial bias on educator judgement
and expectations.

School psychologists have a professional and moral
obligation to safeguard student well-being and advocate
for the needs of Black students. The results of this study
further emphasize the responsibility of practitioners, train-
ers, and researchers to develop, evaluate, support, and
implement systems-level interventions that reduce the
reliance on suspensions, particularly for Black students.
School psychologists should apply their unique knowledge
and skills to redirect energies towards culturally responsive
evidence-based strategies that build on existing strengths,
foster prosocial behaviors, and promote school connect-
edness. Study findings also underscore the need for evi-
dence-based strategies to reduce racial bias among
educators. In order for schools to meet the social, emo-
tional, and academic needs of Black youth, school psychol-
ogists must take decisive action to address both structural
and interpersonal manifestations of racism.

NOTE

1. Key study measures were not introduced until the sec-
ond year of the study so the first cohort of data were re-
moved from the sample.
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