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Wisconsin School Psychologists Association Editorial Policy 

  

1. This editorial policy shall apply to all WSPA publications 

regardless of originating committee, and to all written editori-

al material distributed as official WSPA activity. This in-

cludes (but is not limited to) the newsletter, monographs, con-

ference newsletters, and committee bulletins. Committee re-

ports, minutes of meetings, conference announcements and 

details, and similar material documenting organizational activ-

ities are not included. This policy shall be published annually 

in the Fall issue of the WSPA newsletter.  

2. Articles and reports of factual information may be edited to 

conform to space limitations, format specification, or to im-

prove clarity, without permission of the original writer as long 

as the article has not been previously published.  

3. Expressions of opinion as in editorials, reviews, and letters 

may be edited only with the original writer’s consent, unless 

in excess of one page of newsletter text. Writers may request 

approval of such modification prior to publication. No editori-

al commentary will be published without citing the source.  

4. All original sources will be credited; material used with per-

mission from other sources will identify and credit that 

source, and note any approved modifications from original.  

5. All items submitted to the appropriate editors/chairs for inclu-

sion in a publication are subject to acceptance or rejection at 

the editor’s discretion. Long articles may be returned to the 

writer for revision or condensing. Every effort will be made to 

insure the content of any WSPA publication provides a bal-

anced viewpoint and that space is allotted for member re-

sponse.  

6. Material that appears in WSPA publications may not always 

represent official organization policy. Statements of policy of 

Executive Board positions will be so identified.  

7. Editorial statements and subjective reviews should reflect 

ethical and professional standards. Comments that might be 

offensive, personal, or reckless will not be published or will 

be returned to the writer for appropriate revision.  

8. All editorial material distributed by WSPA will be reviewed 

by the chair of publications or designee to assure adherence to 

this policy and to provide consultation regarding publication.  

mailto:lservais@horicon.k12.wi.us
mailto:restaskal@madison.k12.wi.us
mailto:axelrod.angela@gmail.com
mailto:klbush@tds.net
mailto:almyers@madison.k12.wi.us
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mailto:kamkeblj@shawanoschools.com
mailto:kamkeblj@shawanoschools.com
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President’s Message  
by Linda Servais 

Upcoming Events 

I can just see you all travelling through the 
halls of your schools districts on your roller 
skates. Well, maybe not roller skates, but I'll bet 
you wish you had some!  I've talked to several 
school psychologists lately and they have only a 
very few minutes to discuss anything.  Whew!!!   

Your WSPA leadership has also been busy 
getting ready for our board meeting on Feb. 2 at 
5:00 at Chula Vista in the Wisconsin Dells.  
WSPA members are always welcome to join us, 
so let me know if you're interested!  Usually we 
have our board meetings in conjunction with conventions, 
however, with no spring convention this year we still have to 
meet and complete our WSPA work. We will be starting the 
preliminary work for budget preparation and planning for the 
next fiscal year. 

Also, watch your email for an exciting new professional 
development opportunity that is coming soon in conjunction 
with UW-LaCrosse.  Since there is no chance to keep up with 
your mental health certificate, normally offered through our 
WSPA Spring Convention, or just keep up with professional 

development, we needed to find a new way to 
help you stay current.  Dr. Rob Dixon, WSPA 
Professional Development Chair, will be offering 
an online course on Mental Health for credit or as 
a non-credit course at a reduced rate.  This is a 
wonderful chance to receive your professional 
development without having to leave home, ex-
cept to attend the NASP convention of course.  
Remember, it's your responsibility to stay profes-
sionally current!  Please keep checking your 
email for the online class details!! 

Be sure you are putting those roller skates away some-
times to take care of yourselves!  Do some fun things on the 
weekends with your family and friends, maybe even roller 
skating if you enjoy that.  We all get lost in our work at 
times, especially at our busiest times.  But please don't lose 
sight of your needs,  while still being great caregivers!   
 
Warmest regards and stay warm! 
Linda 

PREPaRE 1 and 2  
Edinburgh, Scotland  

June 29th -July 6th 2018 
In conjunction with the University of Wisconsin-River 

Falls Office of International Education, school psychology 
graduate educators Todd A. Savage (UWRF; NASP Presi-
dent, 2015-2016) and Christine Peterson (UW-Stout) will be 
offering a week-long study abroad opportunity at Dalkeith 
Palace outside of Edinburgh, Scotland during the summer of 
2018. Throughout this week abroad, participants will receive 
certified PREPaRE workshops 1 and 2. Other activities in-
clude an educational field trip as well as time for personal 
exploration.  Participants may also elect to extend their stay 
(June 29-July 27) for a full course on school safety and cul-
ture. To learn more,  please contact Todd A. Savage 
(todd.savage@uwrf.edu), Christine R. Peterson 
(petersonchris@uwstout.edu) or UWRF Office of Interna-
tional Education (715-425- 3238). 

WSPA Long Range Planning  
June 13-14, 2018 

Cedar Valley 
West Bend, WI 

WSPA’s Long Range Planning meeting will take place 
on June 13th and 14th. Board members or anyone interested 
in attending on June 13th for committee and other board 
work are welcome. Planning meetings will be followed by a 
grill-out and campfire. The WSPA Summer 2017 Board 
Meeting will follow on June 14th. The event will take place 
at Cedar Valley in West Bend, WI. If you are interested in 
attending Long Range Planning, and/or being part of the 
WSPA board or a committee, please contact WSPA Associa-
tion Manager at wspamanager@gmail.com. 

Online Class: School Psychology— 
Impacting Tier I Strategies in Your School  

April 2-20, 2018  
(15 Hours – in your district! on your schedule!) 

Credit & Non-Credit Options 
This class meets the requirement of the Professional 

Development Certificate in School Mental Health Foun-
dations category for the Wisconsin School Psychologists 
Association (WSPA). 
 

With approximately 20% of the school population af-
fected by mental health problems, it is impor tant for  
schools and districts to recognize the impact this has on the 
learning environment and educational outcomes. This online 
and asynchronous class will focus on understanding the 
mental health concerns and advancing a mental health 
agenda in a school and/or  distr ict. 
 
Participants will: 

1. Assess the cur rent needs within their  school system/
district 

2. Prioritize action steps and/or  advocacy plans to ad-
vance tier I/universal strategies in the school system/
district 

3. Recognize mental health symptoms in staff and de-
velop tier I support plans 

4. Translate legal and ethical standards to the mental 
health needs of your school/district 

 
Registration Details: https://www.uwlax.edu/conted/school-

psychology/ 
Instructor: Robert J. Dixon, Ph.D., NCSP, LP,   

rdixon@uwlax.edu 
 

mailto:todd.savage@uwrf.edu
mailto:petersonchris@uwstout.edu
tel:(715)%20425-3238
mailto:wspamanager@gmail.com
https://www.uwlax.edu/conted/school-psychology/
https://www.uwlax.edu/conted/school-psychology/
mailto:rdixon@uwlax.edu?subject=School%20Psychology%20inquiry


The WSPA Sentinel would like to feature school psychologists from across Wisconsin. Please contact Jennifer Kamke Black 
at kamkeblj@shawanoschools.com if you have suggestions for our next issue. 

DPI Update:  
An Educator’s Resolution: The ABCD’s of Taking Care of Yourself! 

By Elizabeth Cook, DPI 
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For many people, January is a month of resolutions; we commit to healthier habits, becoming more organized, and adapting 
our lives so they are less stressful and more productive.  For educators, however, returning back to work after the winter break 
can signal the beginning of a heightened period of stress. Rather than starting over, we find ourselves in the middle of the se-
mester; demands are heightened, students may present more difficult challenges, and pressures related to standardized assess-
ment and educator evaluations begin to mount.  The impacts of this stress can make us feel physically and emotionally exhaust-
ed.   

To combat the effects of stress, the American Institute of Stress developed the ABC’s of Prevention: Awareness, Balance 
& Connections (http://www.stress.org/military/for-practitionersleaders/compassion-fatigue/).  I am adding a fourth element: D-
--Develop a plan. 
 
Awareness: 

In order to improve something, we must first be able to identify it as a problem.  The Professional Quality of Life measure 
is a free, online tool that can help you determine whether you are expecting signs up burnout and compassion fatigue (http://
www.proqol.org/Home_Page.php).  
 
Balance: 

Create balance in your life by focusing on prioritizing the things that bring you joy and promote health. Healthy eating hab-
its, regular exercise, and a full night’s sleep are three crucial elements to bringing your life into balance. Additionally, mindful-
ness practices (http://www.mindfulteachers.org/), finding creative outlets (http://www.coloring.com/), and journaling (https://
penzu.com/) are also activities that can help us de-stress and gear us up for the next day.  

Connections: 
Positive support networks are a crucial element of any self-care plan. Stay connected with people—personal and profession-

al--that help you process your thoughts and move towards restoration.  Remember, research shows that venting can increase 
stress and negative feelings—so be sure you walk away from conversations with friends and family feeling supported and cared 
for, rather than more stressed out!  
 
Develop a Plan: 

Establishing a good self-care routine, like any change, will not happen overnight.  The key is not to overwhelm yourself 
with all the things you must do, but rather focus on small, manageable steps and build from there. The Department of Public 
Instruction has created several resources to help you develop and sustain a good self-care plan, including a step-by-step guide 
for developing a plan (https://media.dpi.wi.gov/sspw/av/trauma_sensitive_schools_mod_4/story_content/external_files/
Developing%20a%20Self-Care%20Plan.pdf) and also a sample self-care plan (https://media.dpi.wi.gov/sspw/av/
trauma_sensitive_schools_mod_4/story_content/external_files/Self-Care%20Wellness%20Plan%20Template.pdf)  

Resolving to take better care of ourselves is important, but can be difficult. By following our ABCD’s of Awareness, Bal-
ance, Connections, and Developing a plan we can take better steps towards securing wellness for ourselves and, in turn, for our 
students.  

For more information on self-care strategies, please visit the Department of Public Instruction’s online learning module 
related to self-care: https://media.dpi.wi.gov/sspw/av/trauma_sensitive_schools_mod_4/story.html  

mailto:kamkeblj@shawanoschools.com
http://www.stress.org/military/for-practitionersleaders/compassion-fatigue/
http://www.proqol.org/Home_Page.php
http://www.proqol.org/Home_Page.php
http://www.mindfulteachers.org/
http://www.coloring.com/
https://penzu.com/
https://penzu.com/
https://media.dpi.wi.gov/sspw/av/trauma_sensitive_schools_mod_4/story_content/external_files/Developing%20a%20Self-Care%20Plan.pdf
https://media.dpi.wi.gov/sspw/av/trauma_sensitive_schools_mod_4/story_content/external_files/Developing%20a%20Self-Care%20Plan.pdf
https://media.dpi.wi.gov/sspw/av/trauma_sensitive_schools_mod_4/story_content/external_files/Self-Care%20Wellness%20Plan%20Template.pdf
https://media.dpi.wi.gov/sspw/av/trauma_sensitive_schools_mod_4/story_content/external_files/Self-Care%20Wellness%20Plan%20Template.pdf
https://media.dpi.wi.gov/sspw/av/trauma_sensitive_schools_mod_4/story.html
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Data Informed Practices for Inclusive Teaching of Math  
University of Wisconsin-Whitewater 
Wednesday, April 11th , 9 a.m.-3 p.m. 

$20 (includes coffee, lunch and parking)  
http://www.uww.edu/ce/workshops/professional-development/teachingmath 

  
The workshop will include presentations and hands-on activities related to using data, models of concrete activities 

that should precede abstract concepts, and consultation time for school teams.  

 Participants will:  

 Use class level, grade level, and school level data to identify achievement gaps. 

 Use effective mathematics teaching practices to address gaps in order to teach for all students. 

 Design your own action plan for using your data to make changes in classroom instruction.  
  

The workshop is available to general and special education teachers grades K-6, elementary principals and school 
psychologists. 
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NASP News 
By Katie Johnson, EdS, SCSP 

Call for Submissions 
from WSPA’s Publications Committee  

The Sentinel is looking for articles for upcoming issues. 
All are more than welcome to submit.  Please feel free to 
contact Jennifer Kamke Black, The Sentinel editor, at 
kamkebj@shawanoschools.com with any questions. 

For all Sentinel Readers: We have a special request 
for interesting stories or experiences you have had (and I 
know any given person has many!) for the new “From the 
Trenches” column. These stories do not have to be lengthy or 
relate to any specific issue; rather, we want to publish stories 
that give us a glimpse of what school psychologists (or other 
school professionals) experience in our unique profession. 
For example, you may like to share an interesting case, 
“aHA!” moments you have had, humorous stories, or other 
experiences that make you feel fortunate to have a career 
working with children and families. The door is wide open! 

For Members Who are Active with Your Regional 
Group: We are particularly interested in r eceiving re-
ports of any meetings, trainings or other activities that have 
taken place--or will be taking place in the near future--within 
your respective regions. We hope you decide to share your 

thoughts and expertise with us and with the members of 
WSPA by submitting a piece to the newsletter. 

WSPA Would also Like to Honor School Psycholo-
gists that have served Wisconsin children dur ing their  
career.  If you ever receive notice or information regarding 
interesting updates (or the death) of a school psychologist (or 
retired psychologist) about whom you feel the Sentinel 
should include an article, please forward the information to 
Jennifer.  A link to any newspaper article (including obituar-
ies) is very helpful, or an article written by a school psy-
chologist that knew the person would be greatly appreciated.   

For Anyone, Especially Students or Faculty: Submis-
sions could include reflections on attendance at regional, 
state or national conferences, book or article reviews, de-
scriptions of effective interventions either outlined in the 
literature or observed on student practica or internships, and/
or summaries of your research.  We reserve the right to pub-
lish the abstract from submitted materials and to then put the 
full work on the website, if deemed appropriate. 

We look forward to your submissions.  

It’s mid-winter and you know what that means?  The 
NASP convention is almost here!  We are so excited about 
the huge line up of timely professional development availa-
ble through NASP this year.  It is our biggest and hopefully 
best convention yet.  If you haven’t registered yet, there’s 
still time.  It is being held from February 13-16 in Chicago, 
and you can register right from the NASP website 
(www.nasponline.org).  We hope to see you there! Learn 
More. 

If you are planning on attending the convention or are 
making another plan for professional development, navigate 
over to the NASP website and find the newly released NASP 
Professional Growth Plan (PGP).  This resource will help 
you create a proactive, structured, and data-based plan of 
activities to support your own professional development and 
growth.  With the ending of state licensing requirements for 

professional development, this type of resource to help us 
plan to further our knowledge and stay current in our field is 
even more relevant.  This resource could help you structure 
PDP (Professional Development Plan) plans so that they are 
coordinated and thoughtful resources.  Learn More  

Are you looking for more school psychologists in your 
district or region?  School psychology shortages are a hot 
topic nation-wide, one which we plan to continue to support 
through our upcoming work at the NASP RLM (Regional 
Leadership Meeting) in February.  Watch for more infor-
mation from me on what we as practitioners and state lead-
ers can do to help.  But in the meantime, check out the Sam-
ple School Psychologist Job Description that NASP released 
on their website.  This resource will help you craft a job de-
scription that will be attractive to highly-qualified candidates 
and help your opening stand out in the crowd. Learn More 

http://www.uww.edu/ce/workshops/professional-development/teachingmath
http://www.nasponline.org/professional-development/nasp-2018-annual-convention/convention-registration/deadlines-and-fees
http://www.nasponline.org/professional-development/nasp-2018-annual-convention/convention-registration/deadlines-and-fees
http://nasp.informz.net/z/cjUucD9taT02NjIzODYwJnA9MSZ1PTc1MTk2MjMyNiZsaT00ODM4NTIzNw/index.html
http://nasp.informz.net/z/cjUucD9taT02NjIzODYwJnA9MSZ1PTc1MTk2MjMyNiZsaT00ODM4NTI0Mw/index.html


RtI Center Update 
Three Essential Actions School Psychologists Can Take to Support Mental Health for ALL Students 

From the Wisconsin RtI Center 
By Kim Gulbrandson, PhD, Research and Evaluation Coordinator; Emilie O’Connor and  

Stephanie Skolasinski, PBIS Technical Assistance Coordinators 
“I get uncomfortable when I don’t know what behaviors are okay because I could get embarrassed:  

If it’s not okay, I will get laughed at and yelled at.”  11-year-old student 
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Teaching Social, Emotional, and Behavioral Expectations 
Each day, children experience a multitude of environ-

ments with different expectations for the bus, classroom, 
home, lunchroom, movie theatre, recess, and store to name a 
few. Without clear expectations in these different settings, 
the unpredictability can create lack of structure, confusion, 
uncertainties, and anxieties.  

Teaching social, emotional, and behavioral expectations 
to ALL students is key to creating safe environments that 
support wellness; and teaching expectations is a critical ele-
ment of a strong Universal level of support – one of the core 
features of an equitable multi-level system of supports.  

An equitable multi-level system of supports ensures 
mental wellness is addressed at the systems level. The sys-
tem organizes our efforts for sustainable, ongoing collabora-
tion and improvement rather than ‘siloed’ to pupil services 
personnel, a few classrooms, or a single train-and-hope ef-
fort. 

In this collaboration, pupil services personnel play a 
pivotal role by empowering leadership teams and school 
staff to create and maintain a safe environment by establish-
ing, teaching, and supporting clear expectations so learning 
can occur. 

 
How School Psychologists Can Support Teaching Expec-

tations 
1- Embed Key Social and Emotional Competencies into 
Your Matrix  

With the support of the PBIS Tier 1 team, work with 
your staff to identify the skills students need to be college, 
career, and life ready. Identify explicit connections between 
these skills and how they will help students meet the broader 
school-wide expectations, such as ‘be responsible.’ Use the 
Wisconsin social and emotional learning (SEL) competen-
cies as a guide at https://goo.gl/eBWfRh. 

2 - Provide Teachers with Ways to Give Positive Feed-
back 

Feedback expands teaching and solidifies learning. Cre-
ate a set of sentence starters for teachers to post in their 
classrooms: 

 “I see you (describe behavior). This will help 
you_____.”   

 “I notice you are being responsible by (describe behav-
ior).” 

 “Thank you for being safe by (describe behavior).” 
 
3 - Connect Social and Emotional Skills and Academic 
Learning 

Provide resources and ideas for embedding social, emo-
tional, and behavioral expectations and teaching within daily 
instructional practices: 

 Literacy - share books that reinforce social and emo-
tional competencies such as When Sophie Gets Angry - 
Really, Really Angry by Molly Bang (managing strong 
emotions); Hey, Little Ant by Phillip and Hannah Hoose 
(perspective taking); or Wonder by R. J. Palacio 
(building friendships, overcoming challenges). 

 Math - talk with a math teacher  about how students’ 
emotions and peer interactions affect their math success. 
Provide steps on how-to facilitate productive conversa-
tion with a challenged math student by talking through 
disagreements and finding a solution, which in turn, 
helps with math. 

 Standards - identify how the standards are linked to 
social and emotional competencies and expectations. 
One of the grade five ELA standards (https://goo.gl/
hccCIZ) is ‘analyze multiple accounts of the same event, 
or topic, noting important similarities and differences in 
the point of view they represent,’ which links to perspec-
tive taking, a component of empathy. 

 
Resources to support your efforts towards Universal 
teaching of expectations within your equitable multi-level 
system of supports: 

 SEL in Action at https://casel.org/in-action/ 

 Supporting Students' Social, Emotional, and Academic 
Development at https://goo.gl/gW5FTH 

 Supporting Social Emotional Learning Within the PBIS 
Framework at https://goo.gl/KUhKYB 

 Weaving Social and Emotional Learning into Academ-
ics at https://goo.gl/KkGdNX 

 Wisconsin School Mental Health Framework at https://
goo.gl/Djchy2 

  
Connect with Us! 

If you would like assistance using these resources, or 
have questions about implementing a multi-level system of 
supports, connect with your Technical Assistance Coordina-
tor (TAC) in your region by visiting our directories at PBIS 
(https://goo.gl/5MefFi) or the RtI Center (https://goo.gl/
kVK7QA). Like us on Facebook, follow us on Twitter, 
watch us on YouTube and sign up for our newsletter at 
https://goo.gl/6FmnAu.  

https://goo.gl/eBWfRh
https://goo.gl/hccCIZ
https://goo.gl/hccCIZ
https://casel.org/in-action/
https://goo.gl/gW5FTH
https://goo.gl/KUhKYB
https://goo.gl/KkGdNX
https://goo.gl/Djchy2
https://goo.gl/Djchy2
https://goo.gl/5MefFi
https://goo.gl/kVK7QA
https://goo.gl/kVK7QA
https://goo.gl/6FmnAu


Strategies for Student Success 

Adolescent Reading Comprehension 
By Patrick Frato, Ed.S., NCSP, SP597 and Maria Helton, Psy.S. 

(Reprinted with permission from The Ohio School Psychologist newsletter Volume 61, Number 2)  

Description  

Reading comprehension refers to one’s ability to under-

stand what one reads.  Successful comprehension requires a 
complex synchrony of skills.  Readers must decode words, 
retrieve word meanings, construct meaning from sentences 
and paragraphs, integrate meaning with previous text, con-

nect information to life experiences, and correct misunder-
standings (Denton et al., 2015).  Comprehension is an auto-
matic process for most readers, but those who struggle often 
require explicit instruction and intensive practice in reading 
comprehension skills (Pressly, 2000).   

Educators working with students in primary grades are 
often acutely aware of the need to equip children with early 
reading skills, and a substantial research base exists to sup-
port reading interventions at this level (Hawkins, Hale, 

Sheeley & Ling 2010).   By contrast, educators at the sec-
ondary level often assume that students no longer need to 
learn to read, but are instead prepared to read to learn.  Fur-
ther, less research exists to support interventions for adoles-
cent readers, and secondary educators are often unaware of 

those interventions (Herman & Wardrip, 2011).    
 
Research 

Reading comprehension is necessary for accessing most 
major disciplines and few skills are as critical to learning.  
Ohio’s Third Grade Reading Guarantee has placed an even 
greater emphasis on preparing students for tests that require a 
high level of reading comprehension.  One goal of this legis-

lation is to position students for success in later grades by 
establishing a strong foundation of reading skills by third 
grade.  Nevertheless, in spite of similar legislation in over a 
dozen other states, the results of a recent National Assess-

ment of Educational Progress found that only 36% of eighth 
graders fell in the proficient range in reading.  On this same 
assessment, 22% could not comprehend text at a basic level 
(Denton et al., 2015).  Clearly, a significant percentage of 
students continue to struggle with reading comprehension 

beyond primary grades.   
Struggling adolescent readers may take more time to 

decode text and it’s possible that the effort required for de-
coding may be inversely proportional to their ability to con-
centrate on comprehension.  These students may also have 

difficulty monitoring reading comprehension and using prob-
lem-solving strategies.  At the high school level, reading 
difficulties are compounded by the increasing demands of 
reading across content areas (Hawkins, Hale, Sheeley & 

Ling 2010).    
Unfortunately, few teachers at the secondary level ex-

pect (or are prepared to assist) students in remediating basic 
reading comprehension issues (Gillespie & Rasinski, 1989).  
Further, numerous studies suggest that most fluent readers 

also comprehend what they read and educators often focus 
on developing reading fluency, as opposed to explicitly 
teaching comprehension (Kuhn & Stahl, 2003).  Consequent-
ly, direct instruction in reading comprehension is often not 

taught, or is overshadowed by a focus on other early reading 
skills.     
 
Reading Comprehension: Strategies for High School Stu-
dents 

High school students are expected to read increasingly 
difficult and sometimes technical passages from textbooks 
and articles.  Comprehension is integral to understanding 
topics and applying information during exams and class pro-
jects. Numerous research-based strategies exist to improve 
reading comprehension skills at the high school level, and 
many strategies that are effective for elementary and middle 
school students have also been found effective for high 
school students. 

 Repeated Readings and Vocabulary Preview:  High 
school teachers can use these two strategies in combina-
tion to increase reading comprehension (Hawkins, Hale, 
Sheeley & Ling 2010).  

 Self-Monitoring: Teachers can encourage students to 
actively answer comprehension questions while reading 
text. Providing students with a structured self-
monitoring form can increase comprehension (Alber-
Morgan & Konrad 2010)  

 Concept Mapping: Providing students with a concept 
map has been shown to increase reading comprehension. 
Additionally, teachers can have student create and com-
plete their own concept map to support comprehension 
of text (Stone, Boon, Fore & Bender 2008).  

 Electronic Readers: Teachers can provide students with 
an electronic reading device in order to foster compre-
hension of text. The following electronic reader features 
support comprehension: enlarged print, built-in diction-
aries, the ability to highlight text, and the ability to make 
notes in text.  These devices providing scaffolding and 
support for struggling readers, and high school students 
find e-readers more engaging and are more motivated to 
read when using them (Larson, 2014; Suell, Ratchford, 
Cook, & Cost, 2013).   

 Annotation: This is a strategy in which students ‘mark-
up’ elements of text that are essential to underlying 
meaning. Teachers encourage students to annotate read-
ing passages while they are reading to provide them 
with a mental model of the text. Specific annotation 
strategies include underlining main ideas or section 
headings; circling vocabulary words; drawing boxes 
around key terms; and making notes in the margins 
(Herman & Wardrip 2012).  

 Double Entry-Journal: This strategy consists of a re-
sponse log with two or more columns that students use 
to document understanding (this strategy has been 
shown to be helpful for comprehending science texts). 
Students use the double-entry journal to draw diagrams 
and pictorial representations of what they have read to 
gain a better understanding of the material. By drawing 
diagrams, students gain opportunities to reflect on and 
better understand the meaning of text (Herman & War-
drip, 2011).  
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Promoting Evidence-based Practices 
By Christine Peterson 

  
Spotlight on: Suicide Prevention  

Website address: National Institute for Mental Health https://www.nimh.nih.gov/health/topics/
suicide-prevention/index.shtml  
 

From the website:  
“Suicide is a major public health concern. Over 40,000 people die by suicide each year in the United 

States; it is the 10th leading cause of death overall. Suicide is complicated and tragic but it is often pre-
ventable. Knowing the warning signs for suicide and how to get help can help save lives.” 

The website provides valuable information about suicide and prevention, including signs and symp-
toms, risk factors, and treatment and therapy for people in crisis. There is a link to publications about sui-
cide and prevention.  

Resources 
http://www.readingrockets.org/strategies/concept_maps 
http://www.interventioncentral.org/academic-

interventions/reading-fluency/repeated-reading 
https://www.understood.org/en/learning-attention-

issues/child-learning-disabilities/executive-
functioning-issues/4-ways-kids-use-self-monitoring
-to-learn 

http://helpforstrugglingreaders.blogspot.com/2013/11/
why-ipads-kindles-are-great-tools-for.html 

https://view.officeapps.live.com/op/view.aspx?
src=http%3A%2F%2Fwww.teacherweb.com%
2FCA%2FThousandOaksHighSchool%2FBurgar%
2FInstructionsforAnnotatingaText.doc 
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Affecting Change: School Psychologists as Transformative Leaders 
A Call for Change: Transformative Leaders 

By Nicole Brown, M.A., Doctoral Student, Graduate Teaching Associate 
(Reprinted with permission from The Ohio School Psychologist newsletter Volume 62, Number 1)  

Day in and day out, the business and financial worlds 
are told to diversify their lives: investors are told to diversify 
their investment portfolios, businesses are told to diversify 
their goods and services, and so on. Why then isn’t the same 
message proclaimed in the education world when it comes to 
understanding the students in the schools? One would as-
sume, with the ever-changing demographics in the student 
body, that the education world would be an expert at diversi-
fying their goods and services (Ravitch, 2014; Shields, 
2013); sadly, that is not the case. Consider the following 
factors: 1.3 million children are homeless; a quarter of all 
children in the United States grow up in poverty; over 38 
million immigrants currently live in the United States; 80% 
of Latino students and 74% of African American students 
attend majority non-white schools; and certain racial groups 
are more likely to be incarcerated, fail to graduate, or even 
attend college. With such staggering factors, schools must 
equip themselves with the proper tools, training, and 
knowledge base so as to strengthen the support for our na-
tion’s children. However, there seems to be a disconnect in 
the education world when it comes to advocating and striv-
ing for social justice, or the “full and equal participation of 
all groups in a society that is mutually shaped to meet their 
needs” (Bell, 2013, p. 21). 

Schools today lack the knowledge and effort to diversify 
their roles in helping students’ thrive. Rather than working 
towards a socially just environment, one that allows every 
student the chance to learn, grow, and succeed, the education 
debt and achievement gap results in the segregation of stu-
dents in schools. The education system has worked to disad-
vantage certain students by segregating them into groups and 
classes based on race, mandating unequal performance stand-
ards on standardized tests scores, and offering less support 
and resources to those who sorely need it, making the 
achievement gap inevitable (Kumashiro, 2012). Not only are 
the schools ill-prepared in providing equal opportunities for 
all, but they are also lacking in preparing our students be-
yond academics; so many students today are leaving school 
lacking certain soft skills, or qualities that add to society be-
yond those tested on standardized tests, such as character, 
empathy, critical thinking, creativity, and so on. It is not that 
those in education aren’t aware of these issues and aren’t 
trying to remedy them; they either do not know how to affect 
change or are too pressured from educational policies, such 
as No Child Left Behind to focus solely on testing and ac-
countability that they do not have the time to do so. Howev-
er, it is absolutely imperative that those in the education sys-
tem take a step back and realize the bigger picture. Education 
shapes how we live and therefore can teach people either to 
manage themselves in a system that privileges only some or 
challenge that very system (Kumashiro, 2012). 

How then do we make this change: the change of mov-
ing from an education system that values and advantages 
some but disadvantages, discriminates against, and marginal-
izes others to one of equitable and inclusive opportunities for 
all? How do we advocate for social justice in the schools? In 
her book, Transformative Leadership in Education: Equitable 
Change in an Uncertain and Complex World, Carolyn 
Shields (2013) posits a new concept for those in the educa-

tion world: adopting transformative leadership in the schools. 
Transformative leaders acknowledge, understand, promote, 
and advocate for equal opportunity in academic achievement, 
family and community empowerment, citizenship, communi-
ty engagement, individual empowerment, and more (Shields, 
2013). They strive to even the unequal playing field plaguing 
our students in schools. More simply put, they advocate for 
social justice. Shields (2013) stated:  

It is leadership that begins by recognizing that 
the inequities that prevent our attainment of a deep 
democracy not only exist in every community but 
that these material inequities powerfully and detri-
mentally affect the possibility of equitable education-
al outcomes for all students. Transformative leaders 
combine careful attention to authentic, personal lead-
ership characteristics, a focus on more collaborative, 
dialogic, and democratic processes of leadership; and 
at the same time, attend simultaneously to goals of 
individual intellectual development, and goals of col-
lective sustainability, social justice, and mutually 
beneficial civil society (p. 19). 
Shields (2013) presented a compelling case as to why 

school leaders should adopt this stance. She defined school 
leaders as principals and teachers, or those holding formal 
positions of responsibility, to be the ideal candidates for 
transformative leaders. Equally important, and sometimes 
overlooked, are those leaders in the schools who may already 
come equipped with the skill set of social justice advocacy 
and are even striving for equality in more ways than one. 
Leaders, such as school psychologists, are in the perfect po-
sition to do this. Therefore, I am arguing that school psychol-
ogy training programs should aim to focus on a training that 
equips future school psychologists with the knowledge, 
awareness, experience, and proper tools to act as transforma-
tive leaders in the schools so as to pave a way for equal 
learning opportunities for all youth.  
Why School Psychologists? 

School psychologists are leaders in the schools who 
work to provide effective services to help children and youth 
succeed academically, socially, behaviorally, and emotional-
ly. Moreover, the profession of school psychology has been 
grounded in a concern for equal access to education for all 
children with its origins in the special education rights move-
ments. For example, the history of school psychology in the 
past 40 years is reflected in federal legislation, such as the 
Individuals with Disabilities Education Improvement Act of 
2004, the Elementary and Secondary Education Act, and the 
passage of Public Law 94-142, all of which are borne from 
movements related to civil and educational rights (Moy et 
al., 2014; Speight & Vera, 2009). These reforms have 
strengthened over the years and efforts have been made to 
define and refine the impact of social justice in school psy-
chology. In a seminal study conducted by Shriberg and col-
leagues in 2008, researchers initiated an empirical focus on 
social justice in school psychology by creating a social jus-
tice “lens.” This study used a Delphi approach, interviewing 
44 “diversity experts” on a multicultural panel. Results from 
the panel looking at social justices issues found that school 
psychologists must partake in advocacy work that “both sup-
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ports the rights and opportunities of all and recognizes poten-
tial obstacles as well” (Shriberg et al., 2008, p. 465). For 
example, in a commentary piece on the Shriberg et al. (2008) 
study, researchers found that the preparation of school psy-
chologists for social justice action would require knowledge 
of law, ethics, current issues, resources, and best practices, in 
addition to skills training (Nastasi, 2008). Further, Nastasi 
(2008) noted that knowledge and skill development must be 
tied to advocacy, interpersonal interactions and collabora-
tion, personal responsibility, and systemic interventions. 
Finally, the findings of Shriberg et al. (2008) presented a 
novel look at social justice in school psychology, furthering 
the argument for creating a social justice “lens” in school 
psychology, thus paving the way for transformative leaders. 

In recent years, the field of school psychology took a 
stance on social justice advocacy in its training, ethical 
standards, and professional responsibility. For example, the 
National Association of School Psychologists (NASP) creat-
ed specific ethical standards in its Principles for Professional 
Ethics (2010) to provide a model for the practice of school 
psychology. Under Principle I.3: Fairness and Justice, it 
states:  

In their words and actions, school psychologists 
promote fairness and justice. They use their expertise 
to cultivate school climates that are safe and welcom-
ing to all persons regardless of actual or perceived 
characteristics, including race, ethnicity, color, reli-
gion, ancestry, national origin, immigration status, 
socioeconomic status, primary language, gender, sex-
ual orientation, gender identity, gender expression, 
disability, or any other characteristics (p. 5).  
As indicated in the Fairness and Justice Principle, school 

psychologists are to ensure a welcoming and safe school 
environment for any student who walks through the build-
ing’s doors. They are to use their training and expertise to 
promote social justice throughout the school and when work-
ing with any person, regardless of personal characteristics. 
Moreover, under Principle I.3, the standards further the claim 
for social justice by stating,  

School psychologists pursue awareness and 
knowledge of how diversity factors may influence 
child development, behavior, and school learning…
school psychologists do not engage in or condone 
actions or policies that discriminate against per-
sons…and work to correct school practices that are 
unjustly discriminatory or that deny students, parents, 
or others their legal rights. They take steps to foster a 
school climate that is safe, accepting, and respectful 
of all persons…and finally, school psychologists 
strive to ensure that all children have equal oppor-
tunity to participate in and benefit from school pro-
grams and that all students and families have access 
to and can benefit from school psychological services 
(p. 6).  
These NASP Principles for Professional Ethics (2010) 

are used to guide and structure training, professional devel-
opment and practice in school psychology, and function at a 
systems-level in terms of making change. Lastly, in 2007, a 
Social Justice Interest Group was founded in the NASP and 
continues to act as a major communication network for 
change in the field of school psychology (Moy et al., 2014). 

More recent work has looked at how the field of school 
psychology has progressed in its mission of social wjustice 
and what that progression looks like. In a research study by 
Shriberg and Desai (2014), they examined social justice in 

school psychology and how as youth advocates, school psy-
chologists should not only support and practice social justice, 
they should live by it. The need for school psychologists to 
see social justice as a verb was emphasized when the authors 
stated, “mechanism involves viewing social justice as a verb, 
that is, a set of direct actions that researchers and practition-
ers can take” (p. 4). The authors go on to describe the school 
psychologists’ “commitment to action” (p. 5) and establish-
ment of children’s rights with the example that just being 
culturally competent is not enough (e.g., performing cultural-
ly competent assessments with English Language Learner 
(ELL) students referred to special education). Instead, every 
situation must be examined through a socially just 
“lens” (e.g., why are there so many referrals of ELL students 
to special education? And what can be done about that?) 
(Shriberg & Desai, 2014). Similarly, other literature has 
challenged the status quo of school psychology; specifically, 
why did these social justice efforts remain stagnant for so 
long? There was, and still is, a need for intervention in the 
schools to embody transformative versus ameliorative goals 
such that ameliorative interventions are designed to promote 
well-being (e.g., well-being of individuals in the system), 
whereas, transformative interventions go beyond promotion 
of well-being to include change directed toward eliminating 
oppression and changing power relationships (Nastasi, 
2008), similar to the idea of transformative leadership. More-
over, “For school psychology, such transformation would 
require moving beyond efforts to understand and ameliorate 
the effects of economic and social injustices at an individual 
level, to include concerted efforts to alleviate the injustices at 
institutional and societal levels” (Nastasi, 2008, p. 491). 
These notions continually emphasize the need for transform-
ative leaders in school psychology. If this call for socially 
just change in the field is so straightforward, why then has 
the field remained stagnant for so long? One answer could be 
that change takes a long time. Many in school psychology 
are working towards making this change with concerted ef-
forts but not enough are coming together to make a lasting 
difference. This collaboration may take years but with 
enough awareness and education on the issue, this length of 
time may decrease. Another reason for the stagnation may be 
because school psychologists are in such a unique position in 
the schools that reform is often an obstacle within itself. 

In a review looking at the literature that overlaps psy-
chology, disability, and multicultural issues in understanding 
social justice change, results found that school psychologists 
are forerunners in appreciating and understanding the indi-
viduality of all students, while at the same time, less focus is 
given to supporting individuals by working for social 
change. Specifically, school psychologists are in a dilemma 
because they are taught to ensure the well-being and respect 
the diversity and uniqueness of their students yet they are 
reluctant to ask others to change for the best interests of the 
students due to administrative, ethical, and legal barriers 
within the school system (Bartolo, 2010). Thus, a critical 
examination of schools, schooling, and school psychology is 
essential for a social justice and transformative leadership 
agenda (Speight & Vera, 2009). School psychologists are 
trained to be advocates for children in the schools, therefore, 
they are taught to not only identify the unmet needs of those 
in the system, but to also take action to change the factors 
that contribute to the problem. Because “schools are major 
social institutions that reflect the values of the dominant cul-
ture” (Speight & Vera, 2009, p. 94), school psychologist 
cannot sit idle while status quo allows for the perpetuation of 
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unjust school systems and cultures. Instead, they must advo-
cate in three ways: helping clients advocate for themselves 
(i.e., empowerment), advocating directly with institutions or 
policymakers on clients’ behalf, and advocating indirectly 
through training or educating professionals who work with 
underserved populations (Speight & Vera, 2009). Some may 
argue that the three-tier Response to Intervention (RTI) mod-
el is one way in which schools and school psychologists 
have advocated for children in that if a child has not received 
culturally tailored, scientifically based instruction, then that 
should be addressed before any interventions are implement-
ed or special education classifications are made (Speight & 
Vera, 2009). However, I argue that there are still many flaws 
with the RTI concept; either because many aren’t imple-
menting it, or because they are not implementing it effective-
ly, therefore, RTI is really only advocating on a micro-level. 
School psychologists must advocate on a macro-level, with 
school districts and policy makers, if they want to affect 
change. Although most school psychologists feel comforta-
ble working with children, parents, and teachers, the direct 
confrontation of institutions and policy makers may present 
certain challenges, both personally and professionally, for 
school psychologists, thus abetting their contentment with 
the status quo (Speight & Vera, 2009).  

The lack of advocacy at the macro-level is at the crux of 
being transformative leaders. School psychologists must 
overcome this dilemma in order to pursue the rights of chil-
dren and fight for their well-being in the schools. A commit-
ment to social justice and becoming transformative leaders 
would move school psychology from demonstrating 
“sensitivity to injustices and human suffering to [engaging 
in] dedicated effort to challenging those systems that main-
tain inequities” (Speight & Vera, 2009, p. 87). School psy-
chologists may be lacking in their training and in their ability 
to be self-reflective and self-examining because more often 
than not, school psychology directly, indirectly, and/or inad-
vertently, maintains the status quo, which contributes to the 
oppression in schools. Therefore, social justice efforts and 
transformative leadership require more emphasis to be 
placed on research, graduate training, and application within 
a social justice framework (Speight & Vera, 2009). There-
fore, the social justice and transformative leadership agenda 
must begin with school psychology graduate training pro-
grams. 
Begin With Training 

In order to train school psychologists to become trans-
formative leaders in the schools and support the social justice 
agenda, we must ensure that graduate training models and 
graduate training programs specifically teach diversity, so-
cial justice, inclusion, multicultural competence, advocacy, 
and more, because all of these topics are necessary ingredi-
ents for effective transformative leaders. The idea of social 
justice training in the field is relatively new; however, some 
programs have already successfully adopted such a model. 
Therefore, my argument is to support the development of 
these training programs and use them as models to help in-
form and refine other established training programs. I will 
briefly describe the research on these training programs’ 
effectiveness and how the results of such research can inform 
practice.  

Studies looking at school psychology graduate students’ 
understanding of social justice provide similar results. First, 
in a study by Briggs, McArdle, Bartucci, Kowalewicz, & 
Shriberg (2009), school psychology students in their third 
year of their training were asked, in a focus group, to de-

scribe their understanding of social justice. Results found 
that students generally referenced concepts such as, equality 
and equity and the distribution of resources and opportunities 
in their explanation of social justice. In addition, when asked 
how the impact of a school psychology program can better 
help students understand and apply social justice to practice, 
results from the focus group found that applied experience 
such as, practicum, service, and internship had the greatest 
influence on their understanding of social justice and that 
coursework and discussions with peers in class also en-
hanced this understanding (Briggs et al., 2009). Instead of 
studying students who are nearing the end of their graduate 
experience, Moy et al. (2014) extended this line of inquiry 
by employing a cohort-sequential design of semi-structured 
focus group interviews with four cohorts of graduate stu-
dents over three years in order to investigate the graduate 
students’ perception of social justice throughout their train-
ing experience. Results from these interviews found that 
twelve major themes emerged and persisted through multiple 
rounds of focus group discussions on defining social justice, 
relating social justice to the practice of school psychology, 
and evaluating a school psychology graduate training pro-
gram on its teaching of social justice. The twelve themes are 
as follows: Advocacy, Application (i.e., service learning), 
Awareness, Exposure, (i.e., internship experiences), Fair-
ness/Equity (i.e., resource allocation, attitudes towards oth-
ers), Instruction, Monetary Resources (i.e., a school’s finan-
cial standing), Program Features (i.e., faculty, staff, mission 
of program), Reflection (i.e., one’s self-reflection), Relation-
ships, Service, and Time (Moy et al., 2014). As result, pro-
grams in school psychology can tailor their training to en-
compass such themes when teaching about social justice and 
training transformative leaders. 

Lastly, in a study conducted by Miranda, Radliff, 
Cooper, and Eschenbrenner (2014), the researchers discussed 
specific social justice strategies that can be incorporated into 
a graduate training program with the goal of preparing 
school psychologists as social justice change agents. Moreo-
ver, they argue that training programs should develop a theo-
retical model which mirrors this call for change but also of-
fers students various ways to implement social justice in 
applied settings as well as a chance to voice their opinion on 
the challenges of such a role. Specifically, this research arti-
cle describes a particular graduate training program that uti-
lizes a philosophy of social justice with the goal of training 
future school psychologists through five key elements of 
graduate training: mission statement, student body, program 
courses, community partnering, and community-based pro-
jects aimed at social justice (Miranda et al., 2014). This par-
ticular urban specialty focus training program integrated 
social justice through all of the program elements where: 

faculty recognized that it was not simply about offer-
ing a course on social justice, but more importantly, it 
was about understanding social justice from an ideo-
logical perspective…it exposed students to social 
justice issues, challenged them to engage in self-
reflection, and encouraged and supported them in 
becoming change agents for social justice (p. 349).  
Support for this type of program was evidenced by the 

results of their mixed methods research design aimed to an-
swer questions related to students’ self-rating of cultural 
competency after completing two years of coursework and a 
field-based practicum in an urban setting as well as what 
elements of the training led to that competency rating. The 
mixed method design involved surveying and interviewing 
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school psychology graduate students from three different 
cohorts at different levels in their graduate training. Evalua-
tive data from the three cohorts about the impact of their 
training were discussed and an explicit model for social jus-
tice graduate training was provided. Specifically, results 
found that a focus on social justice in the program, along 
with its program elements, improved students’ perceptions of 
social justice issues as well as helped them examine their 
own biases so as to prepare to be agents of change, or trans-
formative leaders, in the schools. Moreover, results found 
five main Cultural Competency Themes, themes in which are 
very similar to the results presented in the Moy et al. (2014) 
study, emerge from the program’s key elements: Commit-
ment to Lifelong Pursuit, Ecological Model, Awareness, and 
Empathy (Miranda et al., 2014). Overall, the researchers 
argue that each school psychology program should evaluate 
their level of social justice training and see where they can 
refine, add, or change certain elements of the program so as 
to embody the themes presented in their findings (they also 
offer a chart in explaining where programs should look for 
areas of improvement and how they can accomplish that 
change).  

Results from these studies support the notion that social 
justice training can and should occur in graduate programs. It 
is not enough to provide a lecture, or even a class, on the 
subject if we want to affect real change. Graduate training 
programs must adopt core social justice elements in their 
program if we are to see any change in eradicating the school 
psychology status quo. In order to promote the notion of 
transformative leadership in school psychology, we must 
prepare future school psychologists to take on such a role 
and feel competent and brave in their fight to beat oppres-
sion, discrimination, and marginalization in the schools. 
Conclusion and Future Directions 

A discussion on transformative leadership, why school 
psychologists can be transformative leaders, and how we can 
work towards accomplishing that goal have been presented. 
Therefore, I will conclude this paper with an example on 
how transformative leadership in school psychology can be 
applied in the schools.  

Youth who identify as lesbian, gay, bisexual, and 
transgendered (LGBT) are largely marginalized in schools 
today; reports indicate that three-quarters of LGBT youth do 
not feel safe in their school because of peers’ and teachers’ 
negative slurs, remarks, and behaviors towards them, with 
two-thirds indicating that these actions are a result of their 
sexual orientation (McCabe & Rubinson, 2009). Further, that 
the school staff’s lack of corrective action in these situations 
is a major reason why they feel unsafe in the schools. These 
youth are three times more likely to be assaulted or involved 
in a fight in school when compared to their heterosexual 
peers and outcomes of such abuse are staggering: lower 
GPA’s, less likely to graduate and go to college, more likely 
to skip school, and emotional, substance, and mental health 
effects increase (McCabe & Rubinson, 2009). Further, 90% 
of principals reported having heard anti-gay slurs in their 
schools but only 21% have done something about it 
(McCabe & Rubinson, 2009). This ignorance, silence, or 
even bias towards LBGT issues presents a major problem in 
the schools, one that requires severe reform and advocacy. 
Principals, teachers, counselors, and school psychologists 
may not be adequately trained to advocate for sexual minori-
ty youth and therefore may not be equipped to handle these 
situations. Specifically looking at school psychology train-
ing, when surveying 300 school psychologists, results found 

that majority felt they possessed a low to moderate level of 
knowledge relating to LGBT issues and that 85% reported 
not having any specific training in LGBT issues in their 
graduate programs (McCabe & Rubinson, 2009). In a similar 
study, researchers assessed graduate students in education, 
school counseling, and school psychology and their 
knowledge of LGBT issues, their training in identifying 
these issues, and their ability to confront these issues in the 
schools. Results from the focus groups found that majority of 
students did not acknowledge LGBT issues as a form of so-
cial injustice until it was raised as a question by the research-
ers. When asked to consider LGBT issues as a social injus-
tice in the schools, students reported feeling incompetent as 
change agents for LGBT youth (McCabe & Rubinson, 
2009). Additionally, students reported barriers to acting in an 
LGBT affirmative manner, where they listed unsupportive 
administrative, lack of knowledge regarding LGBT issues, a 
sense of powerlessness to act on behalf of LGBT youth, and 
possible dissatisfaction from colleagues or administration as 
barriers to advocating for LGBT youth (Nastasi, 2008). 
These findings support and highlight the need for transform-
ative leaders in the schools. Not only is learning and ac-
knowledging about the oppression of groups, such as LGBT 
youth lacking, but the fear associated with advocating for 
such youth is absolutely unacceptable and is the result of 
decades of oppression. 

How then can school psychologists affect this change? 
There are a number of ways this can be accomplished and 
they all point to becoming transformative leaders. First, by 
incorporating LGBT youth, and other oppressed groups, in 
their understanding of social justice through their graduate 
training programs and field experience, school psychologists 
can lead the way in voicing these concerns in the schools, 
particularly, when others are too afraid to or lack the where-
withal to know how. Not only can school psychologists in-
form and educate the staff and students of such injustice, 
they are in the unique position to train the schools on this 
very matter and in particular, educate schools on this popula-
tion. Leading by example, presenting at professional devel-
opment sessions, intervening when needed, counseling on an 
individual basis, and overtly and covertly supporting all stu-
dents in the schools are a few ways in which school psy-
chologists can actively affect change. Again, this begins with 
the training. McCabe & Rubinson (2008) provide a Theory 
of Planned Behavior (TPB) model in helping schools train 
students to advocate and engage in LGBT-affirmative behav-
ior. Additionally, they offer suggestions on how training 
programs can incorporate this model (e.g., curricula focusing 
on sexual orientation, skills training to intervene during anti-
gay harassment, etc.). 

Another way school psychologists can be transformative 
leaders in advocating for LGBT youth in the schools is by 
informing teachers of this social injustice and providing 
them with the necessary tools to address this issue in their 
classrooms. Research shows that teachers are the leading 
predictor of LGBT youth success in school if a positive rela-
tionship is formed. Moreover, students with positive feelings 
about their teachers report significantly less school difficul-
ties related to their LGBT status, are more likely to approach 
school staff when dealing with LGBT issues, and report that 
a positive school environment serve as a protective factor for 
depression and drug use (McCabe & Rubinson, 2009). 
Therefore, school psychologists are in the ideal position to 
help teachers become aware of this plight and research and 
can work towards creating a more welcoming and safe envi-
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This spring WSPA will not be holding a spring convention in lieu of attending NASP in Chicago. As a result, we have or-
ganized a WSPA poster session at NASP for students to share their research with you! The poster session will be held on Thurs-
day, February 15th, from 5:00 – 7:00 p.m. of the Hyatt Regency Hotel in Chicago. If you are attending NASP, I strongly encour-
age you to walk through the poster session and talk with students about the research they are doing.  

 
As always, I welcome your input and feedback regarding professional preparation and training. Please feel free to contact 

me at neddenrc@uww.edu with comments or questions.        

ronment for LGBT youth. School psychologists can not only 
shed light on this issue for the school staff, but they can lead 
trainings on the matter, provide applicable resources and 
interventions that can be applied classroom- and school-
wide, and can be present in the schools so as to guide and 
assist teachers and staff in making this change. Schools must 
adopt a learning environment that is inclusive, welcoming, 
and equal for all students and that change does not happen 
overnight. Therefore, it is up to the transformative leaders in 
the schools to take a stance on this issue and all issues of 
social injustice in the schools by speaking up and acting out 
to affect change. Fortunately, the field of school psychology 
is incorporating this knowledge by providing many articles, 
resources, and suggestions for school psychologists to use 
when advocating for LGTB youth in the schools. Additional-
ly, our national organization, NASP, has provided numerous 
position statements and policy statements regarding this is-
sue (NASP, 2012). 

Consequently, I propose the future of school psy-
chology must make a change in its training of practitioners. 
We must train to produce transformative leaders in the field 
of school psychology. Transformative leaders who will stand 
up for what they believe, understand and acknowledge the 
inequality and inequity plaguing the school system today, 
and advocate to make a change even if that means facing 
many challenges and resistance in an age of oppression and 
discrimination. School psychologists can be transformative 
leaders, justice change agents, and can affect change for the 
students in our schools so as to better the education and over-
all lives of the youth in our nation. 
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