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ABSTRACT

A META-ANALYSIS OF THE ACADEMIC ACHIEVEMENT OF STUDENTS WITH 

EMOTIONAL/BEHAVIORAL DISORDERS IN TRADITIONAL PUBLIC SCHOOLS IN 

THE UNITED STATES

Dana Greene-Page

April 5, 2023

 Extensive research has been conducted on students with emotional and behavioral 

disorders (EBD) and their rates of challenging behavior. Less attention has been given to 

their academic achievement and outcomes. Recent research examining outcomes for stu-

dents with EBD has indicated that these students receive lower grades, are less likely to 

pass classes, and experience higher rates of school dropout than students without disabil-

ities and students with other high incidence disabilities. Given that between 2% and 20% 

of the school-age population is likely to have EBD (though many may not be identified as 

such), this is no small problem. Despite the need for increased examination of this popula-

tion’s academic achievement, research on the actual performance of students with EBD has 

been minimal. This study reports the results of a meta-analysis of the academic achieve-

ment of students with EBD, including effect sizes of assessment scores and discussion of 

moderators potentially impacting academic outcomes. Researchers conducted a thorough 

literature search to identify potentially relevant documents before screening studies for 

inclusion in the systematic review. Screening identified 16 studies that reported results of 

academic assessment scores for students with EBD and another 12 studies that have partial 

results and may be usable in the future. These studies were coded to extract data across 

multiple descriptive domains, including school context, placement of students, student de-

mographics, and academic assessment scores. Results indicated a relationship between 
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EBD disability status and academic assessment scores, with EBD students scoring, on 

average, approximately .86 standard deviations below their non-EBD peers: despite a lack 

of association between EBD eligibility and lower intellectual ability. Quantitative analysis 

of assessment results yielded effect sizes for academic achievement of student participants, 

indicating lower performance levels and potential moderators (e.g., race, socioeconomic 

status, and gender) impacting student academic performance. In addition to discussing 

results of the meta-analysis, implications and areas for future research, policy, and practice 

are discussed.

Keywords—students with emotional and behavioral disorders, academic achievement, me-

ta-analysis, effect size
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CHAPTER 1

INTRODUCTION

 Prior to 1975, the American classroom looked quite different than it does today. 

Students with disabilities were not educated in the same schools as their peers. Students 

who were diagnosed as having severe emotional/behavioral problems were excluded com-

pletely from education. Students with disabilities have been characterized as inefficient 

learners who cannot easily access and coordinate the multiple mental processes needed 

for academic learning (Swanson, 1989).  Students with severe disabilities (including those 

with emotional/behavioral difficulties) were viewed as uneducable, often resulting in de-

nied access to education and learning opportunities (Martin, Martin, & Terman, 1996).

 Throughout educational history, there have been several key laws that altered the 

landscape of education in America. The first occurring on November 29, 1975, when Pres-

ident Gerald Ford signed into law the Education for All Handicapped Children Act Public 

Law 94-142, or the EHA. The EHA guaranteed a free, appropriate public education, or 

FAPE, to each child with a disability in every state and locality across the country. The four 

purposes of the EHA were: 1) to assure that all children with disabilities have available to 

them…a free appropriate public education which emphasizes special education and related 

services designed to meet their unique needs, 2) to assure that the rights of children with 

disabilities and their parents…are protected, 3) to assist States and localities to provide for 

the education of all children with disabilities, and 4) to assess and assure the effectiveness 

of efforts to educate all children with disabilities. The law authorized financial incentives 

to enable states and localities to comply with the EHA. The EHA was a response to Con-

gressional concern for two groups of children: the more than 1 million children with dis-
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abilities excluded entirely from the education system and the children with disabilities who 

had only limited access to the education system and were therefore denied an appropriate 

education. This latter group comprised more than half of all children with disabilities who 

were living in the U.S. at that time (United States Department of Education, 2007).

 To achieve the national goals for access to education for all children with disabilities, 

several special issues and special populations required federal attention. Key amendments 

to the law in the 1990s reflected national concerns. The 1990 reauthorization changed the 

law’s name from EHA to the Individuals with Disabilities Education Act, or IDEA. Addi-

tionally, Congress mandated that as a part of a student’s individualized education program 

(IEP), an individual transition plan (ITP) must be developed to help the student transition 

to post-secondary life. 

 The 1990s saw a push to expand the opportunities for educating children with dis-

abilities in the least restrictive environment. Public Law 105-17 reauthorization articulated 

a new challenge to improve results for children with disabilities and their families. This 

included an emphasis on access to the general curriculum (United States Department of 

Education, 2007). The provisions of the new IDEA Act underscore that special education is 

comprised of modifications and services which must be provided to the child, if necessary, 

throughout the child's school day in the regular education classroom, rather than a discreet 

place the child goes to for special education (special day class or resource room) separate 

from the child's general education program. (Individuals with Disabilities Education Act 

Amendments of 1997: Summary of changes. (1997). Washington, D.C.: Disabilities Rights 

Education and Defense Fund, Inc.).

 In 2004, the IDEA reauthorization aligned the IDEA with the No Child Left Be-

hind Act requirements. The 2004 reauthorization called for: 1) Early intervening services 

for children not currently identified as needing special education but who need additional 

academic and behavioral support to succeed in a general education environment 2) Greater 

accountability and improved educational outcomes, and 3) Raised standards for instructors 
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who teach special education classes (United States Department of Education, 2007). 

Academic Performance and Outcomes of Students with EBD  

 Although many students with disabilities are identified due to intellectual or cog-

nitive factors; that is not a criterion for the category of emotional disturbance. The U.S. 

Department of Education defines Emotional Disturbance (ED):

(i) Emotional disturbance means a condition exhibiting one or more of the following 

characteristics over a long period of time and to a marked degree that adversely 

affects a child’s educational performance:

(A) An inability to learn that cannot be explained by intellectual, sensory, or 

health factors.

(B) An inability to build or maintain satisfactory interpersonal relationships 

with peers and teachers.

(C) Inappropriate types of behavior or feelings under normal circumstances.

(D) A general pervasive mood of unhappiness or depression.

(E) A tendency to develop physical symptoms or fears associated with person-

al or school problems.

 Students who meet the federal definition of emotional disturbance under the In-

dividuals with Disabilities Education Act (IDEA) experience worse academic outcomes 

and often lag their peers without disabilities and other groups of students with disabilities 

despite intellectual ability not being a criterion for the identification. 

 It is important to note that many professionals and researchers in the field of ed-

ucation refer to students with emotional disturbance as Emotional and Behavioral Disor-

der (EBD). Emotional and Behavioral Disorders is widely accepted as the professionally 

preferred term for the emotional disturbance disability category under IDEA within the 

context of education. Importantly, EBD is not a clinical diagnosis, nor does it represent a 

clinical condition, EBD is strictly an educational term used to identify students as eligible 

https://sites.ed.gov/idea/regs/b/a/300.8/c/4/i
https://sites.ed.gov/idea/regs/b/a/300.8/c/4/i/a
https://sites.ed.gov/idea/regs/b/a/300.8/c/4/i/b
https://sites.ed.gov/idea/regs/b/a/300.8/c/4/i/c
https://sites.ed.gov/idea/regs/b/a/300.8/c/4/i/d
https://sites.ed.gov/idea/regs/b/a/300.8/c/4/i/e
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for special education and needing specialized support in school to be successful (Jones et 

al., 2016). 

 Emotional and behavioral disorders strongly affect students’ academic performance. 

Gunter et al., (2002) suggested that children with EBD are often regarded as more difficult 

to teach than students with other kinds of problems and are more likely to be (a) mis- or 

over-identified, (b) recommended for exclusion from general education settings and (c) 

found to attain marginal or unsatisfactory educational outcomes. Students with EBD have 

the lowest grade-point averages of students in all disability categories. Almost one-half of 

students characterized as EBD have GPAs below 1.75 and have failed at least one course 

in the most recent school year. Most EBD students fail their yearly grade-level competency 

examinations. 

 These students are often characterized as having externalizing or internalizing be-

havior patterns that impede social, behavioral, and/or academic progress (Lane, 2007). 

Some students with EBD experience pronounced difficulties with problem behaviors, re-

sulting in low academic performance, often after progress has been previously established 

and documented (Mason & Shriner, 2008). Students with EBD are most likely to have 

significant academic deficits, often performing 1 to 2 years below grade level (Kauffman, 

2001; Nelson, Benner, Lane, & Smith, 2004). Compared to students from other disability 

groups, students with EBD achieve lower math and reading scores and have higher rates of 

school failure and grade retention (Reid, Gonzalez, Nordness, Trout, & Epstein, 2004). 

 Also contributing to the low achievement level is the rate of absenteeism, which is 

higher than students of any other disability category, at an average of 18 days annually. A 

complicating factor of this is that because students are kicked out due to their perceived be-

haviors and don’t get access to their general curriculum and even when they aren’t kicked 

out are more likely to be placed in more restrictive settings even within the school setting 

i.e., self-contained classrooms. Research examining outcomes for students with EBD has 

indicated that these students receive lower grades, are less likely to pass classes, and expe-
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rience higher rates of school dropout than students without disabilities and students with 

other high incidence disabilities. Students with EBD also have lower rates of graduation 

than students in any other disability category. The dropout rate is almost double that of 

general education students (Quinn & McDougal, 1998; Sutherland, 2001). 
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CHAPTER 2

REVIEW OF LITERATURE

 Among students with disabilities, those identified as having an emotional distur-

bance experience the least favorable outcomes related to academic success. Students with 

EBD earn lower grades, are less likely to pass classes, and experience higher rates of 

school dropout than students without disabilities and students with other high incidence 

disabilities (Wagner & Cameto, 2004). Despite increased attention to the academic needs 

of students with EBD, their academic achievement, like their behavioral and social skills, 

does not appear to be improving (Lane et al., 2002). Unfortunately, these poor outcomes do 

not improve when they leave the school setting. Students with EBD go on to have negative 

employment outcomes, difficulties with substance abuse, and a high need for mental health 

services (Bullis & Yovanoff 2006; Walker et al., 2004). Given that between 2% and 20% 

of the school-age population is likely to have EBD (though many may not be identified as 

such), this is no small problem. Unlike other disability categories where poor academic 

achievement can be associated with cognitive disabilities or other sensory or learning dif-

ferences, students with EBD, by definition, have the cognitive ability to perform the same 

academically as their peers of the same age but their academic outcomes do not reflect that.

Reid et al 2004. 

 In 2004 Reid et al. conducted a meta-analysis to address the question: “What is the 

academic status of students with EBD?”  Prior to this synthesis, researchers relied on nar-

rative reviews which presented compelling evidence of the academic deficits experienced 

by children with EBD but did not provide precise quantitative estimates. The purpose of 

the Reid et al. study was to use a meta-analytic approach to quantitatively estimate the 



7

difference in academic performance between students with EBD and their same age peers 

or norm groups. They used a five-step literature search strategy to identify relevant studies 

published between 1961 and 2000. First, electronic searches of PyschInfo and ERIC were 

conducted. Second, manual searches of all issues of the Journal of Emotional and Behav-

ioral Disorders and Behavioral Disorders were conducted. Third, ancestral searches of all 

identified articles were conducted. Fourth, articles previously reported in reviews of the 

literature were examined. Finally, researchers who had written on the academic status of 

children with EBD were contacted via email and asked for assistance in locating further 

articles. This search strategy resulted in a total of 205 articles potentially relevant to the 

meta-analysis. After applying inclusion criteria and ensuring the independence of the sam-

ples this number dropped to 25 studies. 

 Reid et al. (2004) concluded that EBD students’ academic performance lagged that 

of their peers. Their 25-study database yielded 101 effect sizes. The weighted mean effect 

size for the sample was -0.6905 (SD =.40), with a range of -3.371 to +0.503. According to 

Cohen (1988) an effect size of this magnitude denotes a moderate to large difference in the 

academic performance of students with EBD, compared to that of same age peers without 

disabilities. The overall achievement level of the EBD group was at the 25th percentile. 

Students with EBD performed significantly below their peers in all academic subject areas. 

There was no significant difference in academic performance across placement setting. 

Although it might be expected that students placed in general education would have higher 

academic performance, Reid et al. speculated that the lack of difference observed may be 

due to the variability demonstrated within each setting. Inadequate demographic reporting 

also limited the researchers’ understanding of the academic characteristics of students with 

EBD. Although more than 2,000 students were represented in the study, it was difficult to 

assess how representative these students were of the total EBD population. For example, 

race and gender can be potentially important moderators but the extent to which these data 

were reported was less than optimal; nearly 30% of studies did not provide information on 
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the gender of participants and less than half reported on race and ethnicity. The Reid et al. 

study highlighted several areas in need of future research: 

1. The fact that only 25 studies were located that provided academic data indicates 

that more research aimed at academic achievement among students with EBD is 

necessary.

2. Given the concerns with overidentification of minorities and increasing iden-

tification of girls with EBD, researchers need to provide detailed demographic 

information and disaggregated data that will allow analysis of subgroups. 

3. Researchers have practiced an overreliance on measuring academic performance 

by age and grade equivalent scores which do not allow for normative compari-

sons or comparisons across studies. 

4. Examining the academic performance within specific skill domains such as read-

ing comprehension and mathematical reasoning would be important to develop-

ing a fuller understanding of the academic achievement of students with EBD.

The Current Study 

The purpose of this study was:

1. To update and extend the work done by Reid et al., 2004 in using a meta-analyt-

ic approach to quantitatively estimate the magnitude of difference in academic 

achievement between students with EBD and students without EBD.

2.  To provide descriptive information that will inform both practice and future re-

search in terms of what is known, and not known, about the academic strengths 

and needs of students with EBD. 

Research Question
1. What is the difference in academic achievement for EBD students and 

non-EBD students (defined as students without disabilities)?
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Differences from Reid et al. (2004)

 In completing this systematic review and meta-analysis, several changes were made 

to both update and extend the meta-analysis by Reid et al. (2004). First, their study looked 

at only peer reviewed studies between 1961-2001. At the time, peer review (a process by 

which something proposed is evaluated by a group of experts in the appropriate field) was 

seen as the gold standard for judging the quality of a study. Since then, research standards 

and the systematic review process have evolved to include the necessity for searching grey 

literature (any document not issued by an entity with publishing as its primary source). 

Examples of grey literature include government documents, industry/NGO reports, think-

tank papers, working papers, author manuscripts, dissertations/theses, and conference ab-

stracts/proceedings. Gray literature contains relevant evidence, counteracts publication 

bias, may be more up to date, and draw more on different information sources. The current 

study looked at all studies and reports from 2001 (picking up where Reid et al. left off) to 

2022. While studies could have been written in a different language and translated into 

English they had to be originally conducted in the U.S. because different countries have 

different definitions and procedures for identifying students with EBD. Reid et al. 2004 

study included participants who were identified as EBD in one of four ways; (a) identified 

through the school/IDEA (b) identified through DSM-IV (or prior versions) with conduct 

disorder or co-occurrence of EBD and another disability (c) psychiatric hospital or univer-

sity clinic identification or (d) behavior rating scales. The current study focused on students 

in traditional K-12 public schools receiving special education services under IDEA for 

emotional/behavior disturbance only.  Further, to be included students had no co-occurring 

disability (i.e., EBD was their sole category of disability eligibility), and were attending a 

traditional public school where they had access to the general student population and ed-

ucational curriculum. This is important because according to the most recent data (IDEA 

Part B Child Count and Educational Environments Collection) (2021) on the educational 

environments of students with EBD, 85.3% are taught in a traditional public school while 
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14.7% are taught in non-traditional settings that include correctional, hospital, residential, 

or separate school settings. It was decided to include students with EBD only and no co-oc-

curring disability because each disability has its own unique characteristics and challenges 

that come along with it. Also, most students with EBD are of average intelligence and 

should be able to perform the same academically as their non-EBD peers (behaviors aside). 

Like Reid et al., the current study had inclusion criteria that studies reported a mean score 

and standard deviation from a standardized test. A standardized test is a test administered 

and scored in a standard manner. Standardized tests are designed in such a way that the 

questions and interpretations are consistent and are administered and scored in a predeter-

mined standard manner. A general distinction is made between tests of ability (intelligence 

tests) versus tests of achievement (academic proficiency). The following are examples of 

achievement tests commonly administered across the United States: Kaufman Test of Edu-

cational Achievement (KTEA), Peabody Individual Achievement Test (PIAT-R), Wechsler 

Individual Achievement Test (WIAT), Wide Range Achievement Test, 5th Ed. (WRAT-5), 

and the Woodcock-Johnson Tests of Achievement (WJ). State achievement tests are also 

standardized tests and may be required in U.S. public schools for the schools to receive 

federal funding, according to the US Public Law 107-110 currently authorized as Every 

Student Succeeds Act in 2015. Most standardized tests have published norm referenced 

scores which are used to compare individual performance to the performance of a norma-

tive sample; for national tests the normative sample would be representative of the nation 

(to the extent possible), for state tests the normative sample would be representative of that 

state. It was important to update this work done by Reid et al. because the landscape of 

education has drastically changed from then to now. Reid et al. looked at studies from 1961 

to 2000 which is to say that a large chunk of the studies came at a time when most children 

with disabilities were denied access to education and opportunities to learn. Public Law 94-

142, also known as the Education for All Handicapped Children Act (EHA) which was lat-

er reauthorized in 1990 and changed to the Individuals with Disabilities Act (IDEA), was 
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passed in 1975 to support states and localities in protecting rights of, meeting the individual 

needs of, and improving the results for infants, toddlers, children, and youth with disabili-

ties and their families. Before the passage of EHA U.S. schools were educating about one 

in five children with disabilities and many states had laws outright excluding children who 

were blind, deaf, emotionally disturbed, or who had an intellectual disability. This would 

also explain why Reid et al. only found 25 eligible studies; 1961-1975 most children with 

disabilities weren’t even allowed in schools, 1975-2000 progress and changes were being 

made but this wasn’t an overnight process. Since 2000 additional acts have been passed 

to improve education not only for students with disabilities but for all students. (No Child 

Left Behind Act and Every Student Succeeds Act) There has also been a push for more in-

clusive education (LRE) and within the EBD context a pendulum has been swinging from 

being exclusionary and punitive to trying to be inclusive and proactive (i.e., PBIS, SEL, 

Trauma Informed Care). In the last 20 years there has been a lot of focus on the behaviors 

with the same old argument: what comes first…behavior or academics? It’s important to 

see if the focus on behaviors has been beneficial (students with EBD have similar academ-

ic achievement as students without) again pointing out that these students are of average 

intelligence and should be performing the same as their peers. 

 The aim of this research was to apply a meta-analytic method to accurately measure 

the extent of the academic achievement gap between students with emotional and behav-

ioral disorders and their non-EBD peers or normative groups. By utilizing meta-analysis, 

it becomes possible to conduct both normative and cross-study comparisons. Additionally, 

the implementation of meta-analysis aligns with the American Psychological Association’s 

standards that advocate for the use of effect sizes to evaluate the practical significance of 

differences rather than solely relying on statistical significance. 
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CHAPTER 3

METHOD

Literature Search 

 The relevant published and unpublished literature was searched in Education Full 

Text, ERIC, and PsycInfo from January 2001 to September 2022 to gather all studies that 

included a standardized test of achievement and a sample of students with EBD. The liter-

ature search strategy was developed with a professional research librarian and pilot tested. 

Concept blocks were used to find terms designed to pick up on a sample of EBD students, 

content area, and academic achievement.  This process resulted in the following search 

strategy:

1. TI(ebd) OR AB(ebd) OR KW(ebd)

2. TI((emotion*) N5 (conduct OR behavior* OR behaviour* OR disturb* OR 

disorder* OR handicap* OR disabilit* OR impair* OR serious OR severe OR 

problem*)) OR AB((emotion*) N5 (conduct OR behavior* OR behaviour* OR 

disturb* OR disorder* OR handicap* OR disabilit* OR impair* OR serious OR 

severe OR problem*)) OR KW((emotion*) N5 KW(conduct OR behavior* OR 

behaviour* OR disturb* OR disorder* OR handicap* OR disabilit* OR impair* 

OR serious OR severe OR problem*)) OR DE("Emotional and Behavioral Dis-

orders")

3. 1 OR 2 
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4. TI((academic* OR reading OR math* OR arithmetic OR "written expression" 

OR literacy OR "language arts" OR writing OR science OR "social studies") 

N8 (achievement* OR perform* OR status OR outcome* OR functioning)) OR 

AB((academic* OR reading OR math* OR arithmetic OR "written expression" 

OR literacy OR "language arts" OR writing OR science OR "social studies") 

N8 (achievement* OR perform* OR status OR outcome* OR functioning)) OR 

KW((academic* OR reading OR math* OR arithmetic OR "written expression" 

OR literacy OR "language arts" OR writing OR science OR "social studies") N8 

(achievement* OR perform* OR status OR outcome* OR functioning)) OR DE( 

"Academic Achievement" OR "Academic Overachievement" OR "Academic 

Underachievement" OR "Achievement Gap" OR "Mathematics Achievement" 

OR "Reading Achievement" OR "Science Achievement")

5. TI("standardized test*" OR "test scor*") OR AB("standardized test*" OR "test 

scor*") OR KW("standardized test*" OR "test scor*")

6. 4 OR 5

7. 3 AND 6 

8. Limit: years 01/01/2001-12/31/2022 

 A forward citation search using Google Scholar was performed on the Reid et al. 

(2004) meta-analysis. Emails were sent to subject experts (Campbell, Cook, Common, 

Ennis, Gage, Haydon, Hunter, Landrum, Lane, Sallese, and Taylor) to access relevant data 

not accessible by other means. Federal and state reports, national surveys and longitudi-

nal studies were also examined for relevancy to this synthesis. Results of the search were 

stored and organized in citation management software (Endnote) and in a Google spread-

sheet. The initial search for eligible studies was done by the researcher. After removal 

of duplicates, non-U.S. based papers, and studies from irrelevant subject areas (such as 

alternative education or at-risk students, based on descriptors or journal titles), titles and 
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abstracts were double screened by (a) meta-analysis professor (b) three trained doctor-

al students (c) the researcher. The interrater reliability (IRR) for the selection phase was 

83.8%. Disagreements were reconciled via discussion. 

Figure 1

Flowchart of the studies included in the meta-analysis.
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    Records identified from*:
        Databases: Education Full
        Text, ERIC, APA PsychInfo, 
        Proquest (n = 4780)
        Forward search (n = 709)

    Records removed before
    screening:  (n = 2821)

    Records screened (n = 2668)     Records excluded**
    (n = 2544 -not relevant      
    according to inclusion criteria)

    Reports assessed for eligibility
    (n = 124)

    Reports excluded:
        No empirical study (n = 3)
        Duplicate (n = 2)
        Non-traditional only (n = 22)
        No EBD students (n = 10) 
        No data (n = 51)

    Studies eligible for review 
    (n = 36)

    Eligible but not used:
    Overlapping sample (n = 3)
    Selected sample (n = 5)
    Need norms for comparison 
    (n = 12)

    Eligible and included in
    meta-analysis (n = 16)
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Inclusion and Exclusion Criteria

 To be eligible for review, documents had to (a) report on an empirical study, (b) be 

conducted in the United States, (c) in a traditional Kindergarten through 12th grade public 

school (defined as schools that are free to attend, open to all students, operated by school 

districts, and funded by taxpayers), with (d) students as the data source. In addition, to be 

eligible studies must have assessed students using a widely recognized measure of academ-

ic achievement (standardized tests such as the Woodcock Johnson and state exams were 

eligible).

Assessing Potentially Relevant Documents for Eligibility 

 The titles and abstracts of studies identified as potentially relevant from the lit-

erature searches were read for eligibility. Documents were screened out if they were not 

empirical studies, if they were not conducted in the United States, if they were not con-

ducted in a traditional K-12 public school setting, or if there did not appear to be EBD 

students in the sample. For studies that appeared to be eligible after examining their titles 

and abstracts, the full text of the articles was retrieved and further evaluated to ensure the 

inclusion criteria were met. Researchers ensured that the sample included at least one EBD 

student (studies that combined EBD and “at risk” students were excluded), the study ad-

dressed at least one eligible content area, and that the study provided results from a state 

or well-known standardized test (student grades, teacher tests, and tests that were not well-

known were excluded). 

Critical Appraisal of Studies 

 For this research question the primary study differences affecting study credibility 

were related to measurement and sampling. Possible issues related to measurement were 

addressed on the front end by including studies that used socially valid measures (stan-

dardized tests and state-mandated exams). While not perfect, these measures are well rec-

ognized and have a long history of use in the field. To address issues related to sampling, 
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researchers described EBD and non-EBD students (defined as students without disabilities) 

very carefully along several different dimensions (race/ethnicity, gender, age, FRL status, 

ELL status, etc.) using the coding manual and paid close attention to the possibility of hav-

ing a selected sample coming from a convenience sample (that is, a convenience sample 

within a convenience sample). 

Data Extraction & Coding

 During the pilot testing phase, a coding form was created to extract information 

that would support contextual description of the studies included in the review and allow 

for the identification of characteristics that could potentially moderate study outcomes. 

Trained coders independently coded information about the global context of the school/

district/state in which the study was conducted, the local context of the school(s) or classes 

that participated in the study, the characteristics of the sample, the characteristics of the 

academic achievement measure(s), and information needed to compute an effect size de-

scribing the academic achievement of the students in the sample.  Disagreements between 

coders were resolved via discussion and resulted in updating the coding form with greater 

detail. The coding form is provided in appendix A. All remaining studies were coded by 

two researchers working independently and all discrepancies were resolved via discussion. 

Researchers did not attempt to obtain missing descriptive information; however, one au-

thor was contacted to clarify the sample size used in the study. 

Meta-Analysis 

 Overall effect sizes for academic achievement across various content areas for EBD 

and non-EBD students were computed using inverse-variance weighted meta-analysis. 

Due to the likelihood that study characteristics across these studies varied in known and 

unknown ways, a random effects model was used.  

 Three types of studies emerged in this review. All studies provided the mean and 

standard deviation for EBD students on an acceptable measure of academic achievement. 
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Some studies reported the mean and standard deviation on an acceptable measure of aca-

demic performance for non-EBD students. When data on both EBD and non-EBD students 

was available, Cohen’s d was used as the effect size (the difference in means between the 

two groups divided by their common standard deviation), and the standard error for this 

effect size was defined conventionally (Borenstein et al., 2009). 

 More common were studies that did not report the academic achievement of non-

EBD students. For state tests, researchers looked for the population mean and standard 

deviation for the year that the test was given. For standardized tests, researchers looked 

for the mean and standard deviation of the norming sample. Both cases were treated as 

population data. Then, the numerator of the effect size was formed by using the difference 

between the EBD group mean and either the norming sample’s mean or the state mean 

for that year depending on the test. The denominator was formed by using the norming 

sample’s standard deviation or the state test’s standard deviation. As suggested by Betsy 

Becker (cited in Koenig, Eagly, Mitchell, & Ristikari, 2011, p.630), the standard error for 

this effect size was defined as: 

   

where ni is the sample size for the EBD group and di is the single group effect size defined 

above. 

 The final type of study provided information about the academic achievement of 

EBD students using a sample that was selected out of a convenience sample. For example, 

some studies selected EBD students for intervention from a larger sample of EBD students 

in a classroom and reported on the academic performance of these students. Due to the 

likelihood that these students were performing worse academically that their other EBD 

peers, researchers chose to exclude these studies in the meta-analysis. 
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Statistical Independence 

 Most studies provided more than one eligible estimate of the academic achievement 

of EBD students relative to non-EBD students. For the overall meta-analysis, researchers 

used the “aggregate” function in the R Statistical Software (v4.1.2; R Core Team 2021) via 

the metafor R package (Viechtbauer, 2010) to arrive at a single effect size per study. When 

the sample sizes are equal across the multiple measures in a study, the resulting aggregated 

effect size is an average of the multiple effect sizes (otherwise, it is a weighted average). 

The standard error of the aggregated effect size is smaller than any of the underlying stan-

dard errors, reflecting the fact that multiple imperfectly correlated measures of the same 

construct have been used to measure the same construct. 

 In addition, because samples are often reported across more than one study, each 

study was reviewed to ensure no overlap in samples across different studies and given a 

unique identifier. Reports based on the full sample were preferred over reports based on a 

portion of the full sample; functionally the latter were treated as duplicates. For one study, 

(Curran et al., 2021), a reasonable non-EBD sample size for the state during the study year 

was researched and used for the meta-analysis. 

Test of Homogeneity

 To determine whether the whole sample of effect sizes were homogenous, meaning 

a sample whose units (e.g., people, cases, etc.) share the same or very similar characteris-

tics or traits, the homogeneity statistic QT was calculated. A significant QT would indicate 

that the effect sizes are not homogenous across all the studies. This finding would suggest 

that the overall sample of effect sizes could be partitioned into smaller groups according 

to a priori categorical dimensions. Afterwards, an omnibus between-class fit statistic (QB) 

and an omnibus within-class statistic (QW) was applied to the groupings. 

Moderator Analysis 

 Hedges and Olkin’s (1985) categorical fixed-effects model was used to evaluate 
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which study characteristics, if any, were moderators of effect sizes. Using this approach, a 

priori variables were selected that could be significant moderators of effect sizes and these 

studies were grouped together (Durlak & Wells, 1998). A regression model was used to 

determine if the moderator variables (percentage of minority participants and percentage of 

participants assigned female at birth) explain a significant amount of variance in each anal-

ysis. Categorical moderator variables (placement setting and content area) were examined 

using an analysis of group comparisons. 

Publication Bias

 Publication bias refers to the tendency for statistically significant findings or large 

effect sizes to be published leading to selection bias that can inflate results. Despite at-

tempts in the current analysis to obtain unpublished literature, it is important to assess if 

bias might exist and if so to what extent. A funnel plot was used to detect the presence 

of publication bias in each analysis by graphically displaying the symmetry of included 

studies (illustrating the relationship between effect size and sample size). Larger studies, 

depicted on top, are expected to have less sampling error, greater accuracy, and more sym-

metry. The resulting image is an inverted funnel, with smaller studies that have a wider 

array of effect sizes on the bottom. A trim and fill procedure (Taylor & Tweedie, 2000) was 

used to remove the most extreme studies until symmetry was attained, and then replace 

these studies along with their mirror images. A corrected effect size was then calculated 

based on the symmetrical funnel that includes estimated results of missing studies. Since 

this procedure could be thrown off by a few atypical studies, it is important to have enough 

studies to compensate for this effect. To address publication bias within this meta-analy-

sis all studies were combined and used to calculate publication bias regardless of content 

area.  
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CHAPTER 4

RESULTS 

 Of the 28 eligible studies, 12 were not included because no information on a norm-

ing sample was available. Another five studies met the inclusion criteria for the meta-anal-

ysis but were not included due to the selected nature of the sample. Three studies contained 

samples that overlapped with other studies but were dropped because another study used a 

more complete sample. This meta-analysis was therefore based on 86 effect sizes from 16 

studies describing the difference in academic achievement of EBD and non-EBD students. 

A study-level forest plot with these 16 studies is available in figure 2. The meta-analysis 

revealed the expected significant difference between the academic achievement of EBD 

and non-EBD groups. This difference was large, d = -.86, p <.0001. The homogeneity test 

was statistically significant, (QT = 887.3, p <.0001). 

 The prediction interval was extremely wide (ranging from -1.60 to -0.14) indicating 

substantial true heterogeneity in the effect size estimates. A trim and fill analysis suggested 

that publication bias did not play a role in estimated mean effect size (see the funnel plot in 

figure 3).
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Figure 2

Forest Plot of the studies included in the meta-analysis.

Figure 3

Funnel Plot of the studies included in the meta-analysis. 
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 A “leave one out” analysis was conducted in which 16 meta-analyses were ran, 

dropping one each time and then looking at the range (-.89 to -.82) of the smallest and 

largest effect to see if any studies were overly influential. The analysis suggested that there 

were no overly influential studies. 

 To examine whether the academic performance of EBD relative to non-EBD stu-

dents varies as a function of academic content area, researchers conducted a moderator 

analysis using the two most plentiful content areas in the dataset: math and reading/literacy. 

Twelve studies, with 32 effect sizes, assessed the academic performance of EBD students 

in math. As before, the researcher aggregated these effect sizes within independent samples 

to arrive at a single effect size per study and then conducted random effects meta-analy-

sis. The effect size in studies assessing student performance in math was d = -0.93, with a 

95% confidence interval ranging from -1.20 to -0.65. Twelve studies, with 38 effect sizes, 

assessed the academic performance of EBD students in reading/literacy. The effect size in 

studies assessing student performance in reading/literacy was d = -0.86, with a 95% confi-

dence interval ranging from -1.03 to -0.68. The difference between the effect size for math 

and the effect size for reading/literacy was not statistically significant, z = .68. 
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CHAPTER 5

DISCUSSION

 The purpose of this examination was to update and extend the work done by Reid 

et al. (2004) to quantitatively synthesize the research on the academic achievement of 

students with EBD and to determine the magnitude of difference in achievement when 

compared to non-EBD students; defined as students without disabilities. 

Participant Characteristics  

 Thorough reporting of characteristics of samples has been noted as a problem in 

previous reviews (e.g., Mooney et al., 2003; Trout et al., 2003) including Reid et al. (2004). 

Although thousands of students were represented in this study, it is difficult to assess how 

representative these students were of the total EBD population. While states must meet fed-

eral guidelines for identifying and referring students under IDEA, they in fact use different 

language in both their definitions of EBD, and in describing their identification processes 

(e.g., Sallese et al., 2023). While states must meet federal guidelines to meet this defini-

tion each state has their own definition of emotional disturbance which leads to different 

interpretations of identification and referral of students with EBD. Race/ethnicity, gender, 

socioeconomic status, and more recently English Language Learners, could be potentially 

important moderators; however, the extent to which these data were reported was less than 

optimal. As a result, researchers could not assess whether these were significant modera-

tors of achievement. Another problem lies in the nature of the EBD groups sampled. Sever-

al studies reported convenience samples thus researchers couldn’t be certain to what extent 

the students included in the analysis were representative of the current EBD population. 
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Overall Achievement 

 The findings demonstrate that there is a large (d = -.87) difference in the academic 

achievement of students with EBD compared to non-EBD students. This is consistent with 

what Reid et al found in 2004 along with other previous research (Landrum et al., 2003; 

Lane et al., 2006; Lewis et al., 2017; Mihalas et al., 2009; Moore et al., 2017; Olivier et 

al., 2018; Ysseldyke et al., 2017) which has noted persistent problems with low academic 

achievement. 

Limitations

 Despite an exhaustive literature search only 16 studies met inclusion criteria for the 

meta-analysis. Given the small number of studies, several caveats common to meta-ana-

lytic studies should be considered when interpreting the results. First, the effect sizes were 

very heterogeneous as suggested by the wide prediction interval, and additional follow up 

moderator tests did not explain this heterogeneity. Next, the participants included were 

highly heterogeneous due to such factors as variation in definitions of EBD across states, 

age, academic assessment used, and the content area that was assessed. This likely served 

to increase variance across studies.  Lastly, the studies reported were cross-sectional snap-

shots of academic achievement. This study didn’t address within-student changes over 

time. 

Implications

 The findings from this study suggest that students with EBD need additional effec-

tive academic instruction. From a policy perspective, the findings from this study empha-

size the need for policies to be enforced rather than just encouraged. While IDEA has been 

reauthorized and amended to address issues around academic achievement there is too 

much room for interpretations by states which could be cause for the academic outcomes 

observed in this study. From a practitioner’s perspective, the findings from this study em-

phasize the need for teachers to continue to monitor and measure the academic achieve-
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ment of students with EBD. This also highlights the need for teachers to use evidenced 

based academic interventions that address deficits across all academic content areas. From 

a research perspective, these findings emphasize the need for additional research to exam-

ine causal factors related to academic underachievement, academic achievement within 

specific subject areas, and the long-term effects of underachievement. Reporting standards 

for participants should be improved, to allow for analysis of important moderator vari-

ables. 

Future Research 

 The findings from this meta-analysis highlight several areas in need of future re-

search. First, despite an exhaustive literature search researchers were only able to locate 16 

studies that provided academic data. In the past, researchers have practiced an overreliance 

on measuring academic achievement and performance by using age and grade equivalent 

scores. Although, they may be easier to interpret, they do not allow for normative com-

parisons or comparisons across studies. While standardized tests are not perfect, they may 

reduce the likelihood of subjectiveness and bias that can be present in grades given by 

teachers and teacher-made tests. Second, there needs to be research on students with EBD 

alone without combining “at-risk” students and EBD students together. The definition of 

EBD varies widely from state to state as it is and when combined with “at-risk” it is hard 

to speak to the sample and how representative it is or how it generalizes to a larger sample. 

Being labeled “at-risk” leaves a lot of room for interpretation not just for researchers but 

for practitioners and other stakeholders. Third, more research is needed to compare the 

academic achievement of EBD students on national standardized tests to state tests. Most 

states have high stakes exams that are tied to funding and practitioner’s feel pressure to 

ensure their students are performing successfully on these exams. It would be interesting to 

compare results and see if practitioners are preparing their students better for state exams 

vs national exams. Fourth, research is needed to examine the relationship between having 

highly qualified and trained educators and whether that has a positive effect on the academ-
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ic achievement of students with EBD. Fifth, exploration and comparison of the academic 

achievement between EBD students educated in traditional schools versus nontraditional 

schools would tell us more about the least restrictive environment and whether that matter. 

Sixth, research is needed to examine the use of PBIS, and other behavior supports that are 

in place to help students with EBD be successful. The point of having those supports in 

place is to effectively manage behaviors so that students can receive academic instruction. 

There has been a lot of focus on how to address this population’s challenging behaviors- if 

these strategies were effective then why are EBD students still lagging their peers without 

disabilities and their peers who have other disabilities, despite intellectual ability not being 

a factor. Finally, inadequate demographic reporting limited researchers understanding of 

the academic characteristics of students with EBD. Given the overidentification and over-

representation of minority groups, particularly Black students, the increasing identification 

of girls with EBD, and the emerging research on ELL students with EBD, researchers 

need to provide detailed demographic information and disaggregated data that will allow 

analysis of subgroups. The findings from this study suggest that students with EBD need 

additional effective academic instruction across all subject areas. 
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DANA'S DISSERTATION EBD MA

Introduction

Coder: Coder Name (Please use initials only e.g. DP) 

Study ID: Use the number in the "study_id" column from the retrieval spreadsheet

Study Year: What year was the study published? 

Study Author: Enter the name(s) of the author(s).  (One author Page, D) (Two au-
thors Page, D. and Valentine, J.C.) (Three or more authors Page et al.) 

Eligibility and Inclusion Screening 

USA: Was the study conducted in the United States? 
Yes  (1) 
No  (2) 

Traditional: Does this study contain any data from a traditional public school? If 
the study contains data from a non traditional setting only then choose no. If the 
study contains data from both a traditional public school setting and non-traditional 
public school  setting then choose yes. Non-traditional public school settings are 
defined as charter, private, alternative, special, clinic, residential, day treatment, 
self contained special education schools etc. *Note self contained classrooms with-
in traditional public schools are acceptable. 

Yes  (1) 
No  (2) 
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EBD Students: Is there a sample of students identified with emotional/behavioral 
disorders included in the study? (The label may be different such as severe emo-
tional disturbance, emotional disturbance/disorder, behavior disability/disorder; as 
long as they are formally IDEA identified and not "at risk") 

Yes  (1) 
No  (2) 

Contains Data: Does the study contain data from a national / state standardized 
assessment with a mean and standard deviation? For example, some studies only 
contain data such as 30% students scored in the "passing" category or 30% scored 
proficient in math and I can't do anything with that. 

Yes  (1) 
No  (2) 

State / District / School Level Information

Larger Study: Was the data included and reported in this study part of a larger study 
i.e. a national longitudinal study? If yes, enter the name of the study in the text box. 

Yes  (1) 
No  (2) 

State / District / School: How many states/districts/schools were represented in this 
study? Enter the name of the state / district / school if reported. 

State level (1) 
District level (2) 
School level (3) 
Other (5) _____________________________________________________

Area Designation: What is the area designation of the state/district/school in this 
study?

Urban  (1) 
Suburban  (2)
Rural  (3)
Other  (4) _____________________________________________________
Not reported  (5)

Geographic Location: What is the state / district / schools' geographic location? 
North  (1) 
South  (2) 
East  (3) 
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West  (4) 
Northeast  (5) 
Northwest  (6) 
Southeast  (7) 
Southwest  (8) 
Midwest  (9) 
Other  (10) ___________________________________________________
Not reported  (11)

School Classification: If applicable, what is the schools' classification based on 
grade levels taught?

Elementary/Primary (Grades K-5)  (1) 
Middle/Secondary (Grades 6-8)  (2) 
High School/Secondary (Grades 9-12)  (3) 
Other  (4) ____________________________________________________
Not Reported  (5)

Student Enrollment: What is the state / district / schools' student enrollment (i.e., 
average size of state / district / school) included in the study? 

less than 100  (1) 
100-200  (2) 
200-300  (3) 
300-400  (4) 
400-500  (5) 
500-600  (6) 
600-700  (7) 
700-800  (8) 
800-900  (9) 
900-1,000  (10) 
1,000-5,000  (11) 
5,000-10,000  (12) 
10,000+  (13) 
Other (14) ____________________________________________________
Not Reported  (15) 

State / Ethnic What is the state/district/schools' ethnic demographic (%)?
Hispanic  (1)
Non Hispanic  (2)
Not reported  (3) 
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State / Race: What is the state/district/schools' racial demographic (%)? Specify the 
language used to describe students (i.e., Black, 45%, Caucasian, 30%). When you 
quote the article, please be sure to enclose the relevant text in quotation marks and 
include the page number.

White or Caucasian  (1) 
Black or African American  (2) 
American Indian or Alaska Native  (3) 
Latinx or Hispanic  (4) 
Pacific Islander or Native Hawaiian  (5) 
Bi-racial/Multiracial  (6) 
Other  (7) ____________________________________________________
Not reported  (8) 

Gender: What percentage of the students in the state / district / school were identi-
fied as boys or girls?

Boys  (1) 
Girls  (2) 
Other  (3) ____________________________________________________
Not reported  (4) 

FRL: What percentage of students in the state / district / school qualified for free / 
reduced lunch?

Free/reduced lunch  (1) 
Other  (2) ____________________________________________________
Not reported  (3) 

Title 1: Was the state / district / school identified as being Title 1? If the study 
doesn't explicitly say it then choose no.

Yes  (1) 
No  (2) 

SpEd: What percentage of students in the state / district / school were identified as 
receiving special education services?

Receiving special education  (1) 
Other  (2) ____________________________________________________
Not reported  (3) 

ELL: What percentage of students in the state / district / school were identified as 
English Language Learners?
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ELL  (3) 
Other  (4) ____________________________________________________
Not reported  (5) 

Notes: Add any special notes about the state/district/school here. Use NA if there 
are no additional notes.

Sample Level Information

Sample ID: Sample ID 
Use the sample ID to distinguish between independent samples within the 
same study. For example, if the study authors provide separate effect sizes 
for girls and boys, or for EBD and non-EBD participants, they constitute 
unique samples. Use this format: study id underscore sample id, e.g., if the 
study id = 42, use 42_1 for the first independent sample, 42_2 for the second, 
and so on. Also, it will be helpful if you code the independent samples in the 
order of presentation of the separate effect sizes, so if the authors present 
EBD and non-EBD separately, and in that order, use 1 for the EBD sample 
and 2 for the non-EBD sample.

Selected Sample: Was the EBD sample a selected sample of the convenience sam-
ple? (For example: some studies selected "the 3 EBD students with the most severe 
behaviors of all the EBD students" making this a selected sample within a larger 
convenience sample) If it is not explicitly stated choose no. 

Yes  (1) 
No  (2) 

EBD Retained: Have any EBD students been retained? If yes, include the total num-
ber of students. (Use the authors language from the study i.e.held back, repeated 
a grade, etc) If you quote the article, please be sure to enclose the relevant text in 
quotation marks and include the page number. If it is not explicitly stated choose no. 

Yes  (1) 
No  (2) 

Placement Sample: Educational Placement Setting 

Enter the total number of EBD students in each setting where the study was conducted. 
self contained classroom (most restrictive)  (1) 
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resource room (medium restrictive)  (2) 
general education classroom (least restrictive)  (3) 
Other  (4) ____________________________________________________
Not reported  (5) 

EBD Demographics: If any demographics (ethnicity/race, gender, age, FRL) are 
reported for the EBD participants in this sample, please record that here. When you 
quote the article, please be sure to enclose the relevant text in quotation marks and 
include the page number. Enter NR if not reported. 

Sample Ethnicity: Sample Ethnicity

What is the sample ethnic demographic (%)?
Hispanic  (1) 
Non Hispanic  (2) 
Not reported  (3) 

Sample Race: Sample Race

 What is the sample racial demographic (%)? If you choose "Other" please quote 
from the paper. If you quote the article, please be sure to enclose the relevant text 
in quotation marks and include the page number.

White or Caucasian  (1) 
Black or African American  (2) 
American Indian or Alaska Native  (3) 
Latinx or Hispanic  (4) 
Pacific Islander or Native Hawaiian  (5) 
Bi-racial / Multiracial  (6) 
Other  (7) ____________________________________________________
Not reported  (8) 

Sample Gender: Sample Gender 

Enter the percentage (%) of students identified as boys or girls. Use the language 
the author uses. When you quote the article, please be sure to enclose the relevant 
text in quotation marks and include the page number.

Boys  (1) 
Girls  (2) 
Other  (3) ____________________________________________________
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Not reported  (4) 

Sample Age Sample Age (Mean or Median) 

Enter the sample mean age (median is fine too). Enter NR if not reported. 

Sample Age: SD Sample Age (Standard Deviation)

Enter the sample age standard deviation. Enter NR if not reported. 

Sample SpEd: What percentage of sample participants were identified as receiving 
special education services? Enter NR if not reported.

Sample FRL: What percentage of sample participants qualified for free / reduced 
lunch? Enter NR if not reported. 

Sample ELL: What percentage of sample participants were identified as being En-
glish Language Learners? Enter NR if not reported. 

Notes: Add any additional notes here. Enter NA if not applicable. 

Measure 1.1

Content Area What was the academic content area assessed? 
reading/literacy  (1) 
written expression  (2) 
math  (3) 
science  (4) 
social studies  (5) 
Other  (6) ____________________________________________________

Test: Measure of Academic Achievement
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Indicate the standardized assessment used to measure academic achievement. 
Kaufman Test of Educational Achievement (KTEA)  (1) 
Peabody Individual Achievement Test (PIAT)  (2) 
Woodcock Johnson (WJ)  (3) 
Wide Range Achievement Test (WRAT)  (4) 
Weschler Adult Intelligence Scale (WAIS)  (5) 
National Assessment of Educational Progress (NAEP)  (6) 
Measure of Academic Progress (MAP)  (7) 
Other  (8) ____________________________________________________

Modifications: Modifications

Describe any modifications made by the study authors to this measure (e.g., if they 
dropped items, if this is a translated version, etc.). Enter NA if not applicable.

EBD Sample Size: Enter the number of EBD participants.

EBD Mean: What mean was reported for the EBD sample for the academic measure? 

EBD SD: What standard deviation was reported for the EBD sample for the aca-
demic measure? 

Non-EBD? Does this study include a sample of non-EBD students that you want 
to record data for?

Yes  (1) 
No  (2) 

Non-EBD Sample Size: Enter the number of non-EBD participants. 

Non-EBD Mean: What mean was reported for the non-EBD sample for the aca-
demic measure?
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Non-EBD SD: What standard deviation was reported for the non-EBD sample for 
the academic measure?

Notes: Enter any additional notes. Enter NA if not applicable. 

More Data? Is this the last academic measure you need to enter? 
No, I have more measures to enter.  (1) 
Yes, I have finished coding this study.  (2) 

Measure 1.2

Content Area: What was the academic content area assessed? 
reading / literacy  (1) 
written expression  (2) 
math  (3) 
science  (4) 
social studies  (5) 
Other  (6) ____________________________________________________

Test Measure of Academic Achievement

Indicate the standardized assessment used to measure academic achievement. 
Kaufman Test of Educational Achievement (KTEA)  (1) 
Peabody Individual Achievement Test (PIAT)  (2) 
Woodcock Johnson (WJ)  (3) 
Wide Range Achievement Test (WRAT)  (4) 
Weschler Adult Intelligence Scale (WAIS)  (5) 
National Assessment of Educational Progress (NAEP)  (6) 
Measure of Academic Progress (MAP)  (7) 
Other  (8) ____________________________________________________

Modifications: Modifications

Describe any modifications made by the study authors to this measure (e.g., if they 
dropped items, if this is a translated version, etc.). Enter NA if not applicable.
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EBD Sample Size: Enter the number of EBD participants.

EBD Mean: What mean was reported for the EBD sample for the academic mea-
sure? 

EBD SD: What standard deviation was reported for the EBD sample for the aca-
demic measure? 

Non-EBD? Does this study include a sample of non-EBD students that you want 
to record data for? 

Yes  (1) 
No  (2) 

Non-EBD Sample Size: Enter the number of non-EBD participants. 

Non-EBD Mean: What mean was reported for the non-EBD sample for the aca-
demic measure?

Non-EBD SD: What standard deviation was reported for the non-EBD sample for 
the academic measure?

Notes:  Enter any additional notes. Enter NA if not applicable. 

More?  Is this the last academic measure you need to enter? 
No, I have more measures to enter.  (1) 
Yes, I have finished coding this study  (2) 

Measure 1.3
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Content Area: What was the academic content area assessed? 
reading/literacy  (1) 
written expression  (2) 
math  (3) 
science  (4) 
social studies  (5) 
Other  (6) ____________________________________________________

Test Measure of Academic Achievement

Indicate the standardized assessment used to measure academic achievement. 
Kaufman Test of Educational Achievement (KTEA)  (1) 
Peabody Individual Achievement Test (PIAT)  (2) 
Woodcock Johnson (WJ)  (3) 
Wide Range Achievement Test (WRAT)  (4) 
Weschler Adult Intelligence Scale (WAIS)  (5) 
National Assessment of Educational Progress (NAEP)  (6) 
Measure of Academic Progress (MAP)  (7) 
Other  (8) ____________________________________________________

Modifications

Describe any modifications made by the study authors to this measure (e.g., if they 
dropped items, if this is a translated version, etc.). Enter NA if not applicable.

EBD Sample Size: Enter the number of EBD participants.

EBD Mean: What mean was reported for the EBD sample for the academic mea-
sure? 

EBD SD: What standard deviation was reported for the EBD sample for the aca-
demic measure? 

Non-EBD? Does this study include a sample of non-EBD students that you want 
to record data for? 
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Yes  (1) 
No  (2) 

Non-EBD Sample Size: Enter the number of non-EBD participants. 

Non-EBD Mean: What mean was reported for the non-EBD sample for the aca-
demic measure?

Non-EBD SD: What standard deviation was reported for the non-EBD sample for 
the academic measure?

Notes: Enter any additional notes. Enter NA if not applicable. 

More? Is this the last academic measure you need to enter? 
No, I have more measures to enter.  (1) 
Yes, I have finished coding this study  (2) 
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