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Editor's Note
By Jennifer Kamke Black

My thanks to all contributors.  If you find that you have 
information to share with the membership that would be appro-
priate for the newsletter, please feel free to contact me at N4212 
Townline Rd., Shawano, WI, 54166.  Or, phone me at 715-524-
4180 (home), 715-526-2175 x4032 (work).  My email address is 
kamkeblj@sgsd.k12.wi.us.  Topics or features we would like to 
promote in the upcoming newsletters include (and are not lim-
ited to) trainers' column, medical column, book/software re-
views, student column (results of thesis, highlighted accomplish-
ment), "post-retirement" articles, and "kudos" articles.  If you 
have any ideas for these topics, or an idea for another topic, 
please contact me at your earliest convenience.

President:
Rob Dixon,
1931 Sandalwood Dr.
Onalaska, WI 54650
H (608) 783-6136
W (608) 785-6893
dixon.robe@uwlax.edu

President-Elect :
Kay Altfeather
Capital Lakes Region
5210 Card Ave.
McFarland, WI 53558
H (608) 838-6930
W (608) 838-4604
kay_altfeather@mcfarland.k12.wi.us
kaltfeather@msn.com

Past President:
Laura McCormick
3135 North Oakdale Lane
Appleton, WI 54914
H (920) 738-9514
W (920) 982-8532
lmccormi@newlondon.k12.wi.us

Secretary:
Betty DeBoer, Public Relations Co-chair
W7927 County Rd ZB Onalaska, WI 54650
H (608) 779-9699 W (608) 785-6891
deboer.bett@uwlax.edu

Treasurer:
Don Juve,
533 20th Ave. South
Onalaska, WI  54650
H (608) 783-0379
W (608) 789-7900
djuve@sdlax.k12.wi.us

For information on contacting committee chairpersons, 
check the WSPA website at www.wspaweb.org.

Annual membership dues are $60 for full membership, 
$30 for leave, $30 for associate, and $20 for student  member-
ship.  The opinions and products, including advertising, class/
workshop notices, and job announcements, appearing in this 
newsletter do not necessarily indicate official sanction, promo-
tion, or endorsement on the part of the newsletter or the Wiscon-
sin School Psychologists Association, Inc.  Articles, announce-
ments, and letters should be submitted to the Editor, Jennifer 
Kamke Black, N4212 Townline Rd., Shawano, WI  54166, 715-
524-4180 (home), 715-526-2175 x4032 (work), e-mail: kam-
keblj@sgsd.k12.wi.us.  REMINDER: regional chapters may 
receive a stipend of $75/year for submitting an article about their 
region to the newsletter. 

Deadlines for receipt of material by the editor:  

#1--August 15 #2--November 15
    #3--January 30      #4--April 15
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President’s Message
By Rob Dixon

Greetings! This is the first article for 
the newsletter that I am writing and I have to 
begin by saying thank you for placing your trust 
in me to lead WSPA through this next year.  I 
appreciate Laura McCormick’s guidance during 
this last year and I hope to build upon her ac-
complishments. I hope that I can provide Kay 
Altfeather with the same degree of support as 
she enters the year as President-Elect. I would 
also like to express my appreciation for those 
from this past year that have served on the 
Board: Dorothy Boyer, Kathy Carson, Judy 
Martin, and Liz Kraemer. We look forward to 
new board members: Scott Moline, Scott Woi-
taszewski, Nan Huai and Veronica Milling. Sev-
eral new regional representatives were also appointed includ-
ing Rob Todd, Dori Pagel, Scott Ford, Linda Zeman and 
Larry Olson. Thank you to all of you that have stepped for-
ward to help our organization progress in the upcoming year.

I was introduced to this position in June by leading 
the Long Range Planning retreat. It was a wonderful and 
engaged group of professionals from all corners of the state 
that gathered and problem solved opportunities for WSPA 
and what the future may hold.  There were many new faces 
at the retreat and I would encourage others across the state to 
come and help with the organization. We are always looking 
for new faces and the ones that take us up on the offer al-
ways walk away with a degree of satisfaction. Rita Schmidt 
annually coordinates this meeting in June and has written up 
some comments for this newsletter.

This year is going to be a great year for school psy-
chologists and WSPA. We stand at the edge of significant 
changes in the days that lie ahead. Some wonder about the 
role of school psychologists due to the changing expectations 
of assessment and it’s tools. Others are concerned about the 
expanded psychologist’s role that includes mental health and 
other intervention activities. And let’s not forget that 
NASP’s latest conference was on Prevention as an Interven-
tion, which could add one more challenge to our plate. 
Through all of these changes, I always come back to one 
thing, children  need our help. That’s what we all, as school 
psychologists, have in common. So as we move forward to 
meet these challenges in our profession, let’s remember that 
there are more children everyday that could benefit from the 
advocacy and interventions that school psychologists pro-
vide. 

To meet these challenges, it continues to be impor-
tant that we grow and learn about  the different options and 
interventions that various children need to succeed in school. 
I am looking forward to the Fall convention with the theme, 
Leave No Emotion Behind. The Milwaukee group has put 
together a fantastic lineup of presenters. The WSPA Board 
has decided that given the climate of federal changes to 
learning disability identification that we need to add another 
preconvention speaker. George Batsche will speak on Re-
sponse to Intervention. If you were wondering about how RtI 

will impact your district and your practice, then I 
would encourage you to spend the extra day and 
hear George. Remember that RtI is too big for 
just the school psychologist to implement alone, 
so bring along your principal or special educa-
tion director for the day and share the knowl-
edge. The spring conference is also looking great 
with the President of NASP, Carl DiMartino, 
sharing insights on the national picture. Let’s not 
forget that we are one of the few state organiza-
tions that offer 3 high power conferences with 
the Summer Institute providing an in-depth look 
at a specific topic each June.

In addition to our training and profes-
sional development, we must not forget that we 

need to be advocates for our profession. Each one of us has 
to stay informed of pending state and federal laws, write 
letters to make legislators knowledgeable about their pending 
decisions, and make personal connections to make a differ-
ence. Three years ago we dismissed our lobbyist on the 
grounds that it was costing the organization too much money 
and we were not utilizing the service to the degree that we 
could (or should). We have also been told that there can be 
no lobbyist who can replace the personal connection that a 
voter can make with his/her representative. WSPA hopes to 
make up some ground in this area, but we need your individ-
ual help. Currently, we do not have a chairperson to lead this 
effort, so a small group of us will be trying to write letters 
and keep the membership abreast of what is going on and 
where an extra letter or call may be needed. If you can find 
the time to join this group, please email me.

Finally, we have talked about large scale challenges 
and potential changes in the way we do business for the last 
few years. Remember that system changes begin with small 
steps and there is no better trained individual in the school to 
help with these early small steps than the school psycholo-
gist. Reading fluency seems to be at the forefront of the con-
cerns. For the last two years, I convinced a school to let me 
do some pilot work in K-2 using DIBELS. I wanted to see 
how dynamic this tool really was and how it could be util-
ized for early identification. I was surprised with the accu-
racy of the results. As we move forward, we must start with 
data and a  method of systematically collecting it. I would 
encourage all school psychologists to take up the challenge 
of finding one friendly teacher in the early elementary years 
and help with the class-wide collection of this important 
reading information. You will not regret taking this initia-
tive.

I am looking forward to the coming year and the 
opportunities that come with it. I am always open to your 
comments, questions and suggestions for the direction of our 
state school psychology association. I wish you an exciting 
adventure as the new school year begins!
Rob Dixon
608-785-6893
dixon.robe@uwlax.edu
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        Fall WSPA Convention
  “No Emotion Left Behind”

10/25/06-10/27/06
Country Springs Hotel

                          www.countryspringshotel.com
                           (indoor water park – Waukesha)

Pre-convention:  George Batsche on RTI and 
“Framework for Understanding the Culture of Poverty”

Convention:  CASEL (Collaboration for Academic and Social Emotional Learn-
ing); Ready, set, relax; Reducing referrals for problem behavior;

ISPA (International School Psychology Association); Children in Crisis; 
School Based Treatment of Depression; Talking about Touching; 

Models of School Mental Health; Linking the BASC 2 to interventions; 
Practical Application of RTI and much more!

In addition to great presentations you can also look forward to many vendors, 
door prizes, and the opportunity to earn graduate credit 

while enjoying the indoor water park!

Watch your mailboxes and the WSPA website for registration information.
See you there!

"Attention all WSPA members!”
Return error messages from emails sent to WSPA members email addresses have shown that approximately 10-12% of 

the emails in our database are no longer active or are being blocked by your school districts network.   This means that 50-60 
WSPA members are not receiving these email messages.   Please visit www.WSPAWEB.ORG and update your email address 
to insure that you continue to receive the information being sent to our members.  If your email is correct on your account, 
please speak with your district's network administrator to insure that your district's network is not blocking emails sent to you 
that may contain multiple recipients."  

If you have any questions about this please contact me at CC2_NN4@core.com.  If your network is blocking emails I 
will not be able to respond to you via email so please include your phone number in your email.
Thank you
Carl Graf
WSPA Webmaster



Trainers’ Corner
Greetings from Dr. Nan Huai of UW-EauClaire

I volunteered to serve as the Train-
ers’ Representative for WSPA after Dr. Betty 
DeBoer of UW-LaCrosse took the position of 
WSPA secretary this summer. The Trainers’ 
Representative is an important link among 
training programs, students, and WSPA. I 
would like thank all WSPA members who 
have contributed to the development of train-
ing programs. I also encourage all training 
programs to actively participate in WSPA 
activities and programs.

Fall semester means a new beginning 
for training programs. WSPA is a great pro-
fessional community that provides learning, 
networking, and career opportunities for students and profes-
sionals at various stages of development. For instance, the 
presentations and workshops in the biannual conventions 
cover a wide range of topics delivered by nationally and lo-
cally renowned experts; there are scholarships and awards 

available to both doctoral and non-doctoral stu-
dents; and internships/ job opportunities are 
promptly posted on the WSPA website.  The 
planning of the 2006 Fall convention is well in 
progress. I will be working with the student 
affair committee to organize the fall student 
session: Surviving Graduate School. This ses-
sion utilizes a panel presentation, peer discus-
sion and support to introduce coping strategies 
and techniques for the demands of graduate 
school.  A Trainers’ Luncheon will be held at 
the end of the convention.

I am excited to serve on the WSPA 
board. The communication and collaboration 

between WSPA and training programs have been very im-
portant in the school psychology profession of WI. Your 
input and feedback are highly appreciated. My email contact 
is: huain@uwec.edu
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Bits o’ Information
This section includes various “bits o’ information” from different sources, including the WSPAalert listserv, NASP 

leadership listserv, groups with which WSPA has affiliated, etc.

U.S. Department of Education Secretary Margaret 
Spellings announced the release of the final regula-
tions to implement Part B of IDEA 2004. An offi-
cial copy will be published in the Federal Register 
on August 14, 2006. The regulations will become 
effective 60 days after publication in the Federal 
Register. 

Unofficial copy of final regulations: 
www.ed.gov/policy/speced/guid/idea/idea-partb-
regs-full.pdf 

Press release for the August 3, 2006 IDEA event: 
http://www.ed.gov/news/
pressreleases/2006/08/08032006b.html

Fact sheet on the new regulations: 
h t t p : / / w w w . e d . g o v / a d m i n s / l e a d / s p e c e d /
ideafactsheet.html 

NASP Summary of the Roll-out of the Final IDEA 
2004 Part B Regulations: 
h t t p : / / w w w . n a s p o n l i n e . o r g / a d v o c a c y /
naspidearegssummary.html 

NASP IDEA Information webpage: 
h t t p : / / w w w . n a s p o n l i n e . o r g / a d v o c a c y /
IDEAinformation.html

Links available at the WSPA website:  www.wspaweb.org
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Legislative Report

Identify your elected officials 
and keep yourself up-to-date on local 
and national issues: The NASP Advo-
cacy Action Center, available at http://
capwiz.com/naspweb/home, has links to 
elected officials, legislative alerts, bills, 
and votes in each state. [Editor’s note:  
Wisconsin’s legislative site is http://
www.legis.state.wi.us and there is a link 
from the WSPA webpage on the 
“Links” page under “Political/
Community Connections”]  Check your 
local newspaper for articles reporting on 
both local and national policy issues. 
Additionally, you can read a weekly 
education policy update and education 
issues affecting your state at 
www.edweek.org. Publications like this 
will target specific bills important to 

students and families and will enable you to find out how 
your elected officials are voting on issues important to you.

Visit your state association website: Find out if your 
state association has a link to state advocacy related informa-
tion. A list of state school psychology association websites is 
available at http://nasponline.org/information/
links_state_orgs.html. Ask your state association to post a 
link on their website to the NASP Advocacy Action Center 
(http://capwiz.com/naspweb/home). [Editor’s note:  there is a 
link from the WSPA webpage on the “Links” page under 
“Political/Community Connections”]

Post state and national advocacy updates on the 
NASP Students e-Community: Provide local and national 
legislative information to students across school psychology 
programs. Discuss student-related advocacy ideas and report 
on your involvement in advocacy efforts. Directions for sub-
scribing to the e-Community are available at http://
www.naspcareercenter.org/students/ecomminstructions.html. 

Deliver a presentation on advocacy to students in 
your graduate program: Discuss local and national legislative 
issues affecting school psychology, children, and families, as 
well as what students can do to take action. Invite under-
graduate and graduate students from related departments 
(e.g. education, psychology, counseling, family studies) and 
incorporate an advocacy activity into the event. Advocacy 
activities and tips are regularly published in the Advocacy in 

©2006, National Association of School Psychologists, 4340 East West Highway, Suite 402, Bethesda, MD 20814, 
www.nasponline.org, phone (301) 657-0270, fax (301) 657-0275, TTY (301) 657-4155

[ WSPA editor’s note—much of information is applicable to licensed school psychologists.]

Legislative Advocacy for Graduate Students: 
Tips for Getting Involved During Your Training

[Reprinted with permission]

As future school psychologists, 
it is important for us to understand and 
get involved in the legislative issues that 
continue to impact our future profession. 
Advocacy efforts are critical to making 
our priorities heard and incorporated into 
legislation that will shape the future of 
our practice. As graduate students, it 
might be difficult to think about doing 
anything beyond an already overwhelm-
ing schedule of demands; however, get-
ting involved in advocacy can be as sim-
ple as sending an e-mail or making a 
quick phone call to an elected official. 
Through advocacy efforts, we can make 
a positive impact on children, families, 
school psychologists, schools, and com-
munities at the local, national, and state 
level. Below is a list of suggestions, or-
ganized from those requiring least to most active involve-
ment, to help you become an effective advocate:

Familiarize yourself with the legislative process: 
Admittedly, many of us haven’t thought about how a bill 
becomes a law since we were in our ninth grade civics class, 
or since watching Schoolhouse Rock on Saturday morning 
television. For a quick refresher on how a bill becomes a law 
visit http://capwiz.com/naspweb/issues/basics/?style=legis. 
A list of links to NASP legislative information and web re-
sources is available at http://www.naspcareercenter.org/
students/legislative.html. 

Join the NASP SPAN (School Psychology Action 
Network) listserv: Receive regular Legislative Updates to 
inform you of the major policy issues affecting school psy-
chology. Subscribe to SPAN at http://www.nasponline.org/
advocacy/SPAN_sub.html. Legislative Updates are available 
at
http://www.nasponline.org/advocacy/index.html#legupdates. 

Identify your state SPAN Coordinator: SPAN coor-
dinators represent each state and assist in advocacy efforts on 
the state’s behalf. Contact your state’s SPAN Coordinator 
and find out how you can assist them with their efforts. A 
complete list of state SPAN Coordinators and contact infor-
mation is available at http://www.nasponline.org/advocacy/
coordinators.html. [Editor’s note:  Wisconsin’s representa-
tive is Robert Dixon, dixon.robe@uwlax.edu]



Action column in the Communiqué. 
Create a Student Advocacy Coordinator position in 

your student organization: The individual in this position 
could update students on legislative issues, as well as how to 
get involved in state and national issues. The Student Advo-
cacy Coordinator can also encourage students to join the 
NASP SPAN listserv (http://www.nasponline.org/advocacy/
SPAN_sub.html) and regularly announce Legislative Alerts 
using the NASP Advocacy Action Center, available at http://
capwiz.com/naspweb/home. 

Become a Student Member of an Advocacy Coali-
tion: Research local advocacy efforts affecting college stu-
dents, children, families, and the community. Ask your 
school psychology state association for information on local 
advocacy events and relevant listservs to join. Encourage 
students in your program and others (e.g. education, psychol-
ogy, counseling, family studies) to participate in these 
events. Work with existing coalitions to initiate events for 
student-related advocacy (e.g., a bake sale with handouts of 
state legislator phone numbers and a list of talking points). 
Post your efforts on your state and the NASP Students e-
Community. 

Extra credit assignment: If you are a 
Teaching Assistant for a course (or if you 
need extra credit and want to propose an ex-
tra credit assignment to an instructor), have 
students research a specific piece of legisla-
tion, follow the legislation through the legis-
lative process, write a letter to their state leg-
islators stating their position on the legisla-
tion, or develop talking points and use them 
to call a state representative during a sched-
uled class break. 

Write to your legislators: Visit the NASP Advocacy 
Action Center at http://capwiz.com/naspweb and send a mes-
sage to Congress or your congressional policymakers. The 
process is simple—the email text is already provided for 
you, and all you have to do is add one sentence to make it 
personal and therefore more effective. Send the action alert 
to others as well by clicking “Tell-A-Friend” and enter the 
email addresses of fellow students, professors, or friends. 
You should also become familiar with the local educational 
issues that impact school psychology practice in your state. 
Search for the General Assembly for your state in a search 
engine like Google or Yahoo. This site will list all of the bills 
that impact children’s mental health and education intro-
duced within your state legislature. 

Call your legislators: Calling congressional legisla-
tors can take as little as one minute, but the impact of several 
phone calls on an important issue can result in millions of 
dollars for needed programs important to our schools. NASP 
and other advocacy groups often publish position statements 
and talking points to assist you when making these calls. For 
tips on communicating with elected officials and how to 
write talking points, visit http://capwiz.com/naspweb/issues/

basics/?style=comm. Contact information for elected offi-
cials for each state is available at http://capwiz.com/
naspweb/dbq/officials. You will need to visit your state’s 
general assembly website to find the names and phone num-
bers of local elected officials.

Request a meeting with legislators: When you are in 
the Washington, DC area, you can e-mail your congressional 
legislators and request a meeting to discuss an important 
piece of legislation. You can take this opportunity to educate 
elected officials about mental health programs and funding 
needs important to students. You will be surprised with how 
receptive the staff will be to the information you provide. Be 
prepared with talking points and a handout for staff to take 
with them. If you need assistance preparing for your meet-
ing, call your state’s SPAN Coordinator (http://
www.nasponline.org/advocacy/coordinators.html) or Stacy 
Skalski, NASP’s Director of Public Policy (301-657-0270). 
If you are living or working in your state’s capitol city, you 
can also visit your local elected officials working in your 
state’s general assembly. You can find their contact informa-
tion on the general assembly website and call your elected 

official to schedule a visit. Don’t be discour-
aged if you are only able to get a meeting 
with a legislative aide or staffer. These assis-
tants to your elected official regularly meet 
with constituents and provide full reports to 
the elected official on the “pulse” of their 
constituents. 

Testify on behalf of a bill. If you live 
or can easily travel to your state’s capitol, 
consider testifying for a bill that is important 
you. Contact your state SPAN coordinator 
and state association for information on cur-

rent pieces of legislation important to school psychology in 
your area. At the general assembly website for your state, 
you can locate bills of interest, review the text of bills, and 
track the progress of bills. Each bill is assigned to a commit-
tee for review, comment and a preliminary vote. You can 
watch the weekly schedule for when bills of interest will be 
heard before a committee, and testify in person. Testifying is 
easy and only requires that you appear at the designated 
meeting room shortly before the hearing begins to sign up to 
testify. When it’s your turn, you will typically have 3-5 min-
utes to offer oral comment for or against a bill. It’s a good 
idea to prepare brief talking points in advance and to present 
your brief comments in written form for the record at the 
completion of your turn. 

Non-NASP Advocacy Resources and Information: 

APA Graduate Student Advocacy: http://www.apa.org/
apags/advocacy/getinv.html

Education Week: www.edweek.org; legislative news is 
available under the links, “States,” “Washington,” and “Law 
& Courts”

©2006, National Association of School Psychologists, 4340 East West Highway, Suite 402, Bethesda, MD 20814, 
www.nasponline.org, phone (301) 657-0270, fax (301) 657-0275, TTY (301) 657-4155

7



NASP Update
by Milt Dehn, WI delegate

NASP delegates approved several initiatives during 
the summer assembly held in Philadelphia in July. Among 
the items approved were five updated position statements—
Corporal Punishment in the Schools, Effective Parenting: 
Positive Support for Families, School Violence, Interagency 
Collaboration to Support the Mental Health Needs of Chil-
dren, and Gay, Lesbian, Bisexual, Transgender, and Ques-
tioning Youth. The formation of three new interest groups—
for military families, for positive psychology, and for con-
sultee-centered consultation—was also ratified. On the rec-
ommendation of a special committee, NASP changed its 
elections campaigning policy to allow candidates to contact 
anyone they like, as long as they don’t use listservs, broad-
cast emails, or mass mailings. The delegates also approved a 
trial arrangement with EBSCO, an online professional re-
search literature service, typically only available through 
universities. For an annual fee, NASP members may have 
access to this on their home or work computers. Finally, the 

assembly approved The Blueprint for Training and Practice 
III, which identifies eight domains of competence, down 
from the 10 identified in Blueprint II.

This year’s NASP Annual Convention will take 
place March 27-31, 2007 at the Hilton New York Hotel and 
Towers and the Sheraton New York, ideally located near 
Times Square and Broadway. NASP has negotiated a great 
New York hotel room rate. Be sure to make reservations 
early if you are planning to go. Also, watch the NASP web-
site this fall for the debut of 
NASP’s electronic journal—
School Psychology Forum: 
Research in Practice. For more 
information about any NASP 
related topic, feel free to con-
t a c t  m e  d i r e c t l y  a t 
mdehn2@msn.com.

Office of Special Education and Rehabilitative Services 
(OSERS): http://www.ed.gov/about/offices/list/osers/
index.html?src=oc, visit the link “Federal Register Docu-
ments” for proposed and final regulations

Public Policy Advocacy Network (PPAN) of the American 
Psychological Association (APA): http://www.apa.org/ppo/
forms/joinppan.html

The Committee for Education Funding: http://www.cef.org/
The National Alliance of Pupil Services Organizations 
(NAPSO): www.napso.org, links include “Federal Defini-
tions” and “Issues and Advocacy” 

US Department of Education Website: http://www.ed.gov, 
visit the link “Policy” for information on legislation and 
regulations 

US Department of Health and Human Services: http://
hhs.gov, visit the link “Policies and Regulations”

Myriah Rosengarten is a 2005-06 NASP Graduate Assistant 
who is currently working toward her Masters degree in 
School Psychology at George Mason University. She will be 
entering the Doctoral Program in School Psychology at 
Fordham University in the fall. She prepared this informa-
tion in conjunction with Stacy Skalski, Ph.D., NASP’s Direc-
tor of Public Policy, and the 2005-06 NASP Student Leader 
Faculty Sponsor Reviewers.

©2006, National Association of School Psychologists, 4340 East West Highway, Suite 402, Bethesda, MD 20814, 
www.nasponline.org, phone (301) 657-0270, fax (301) 657-0275, TTY (301) 657-4155
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New Supreme Court Ruling: Schaffer v. Weast
By Dr. Linda Caterino, Amanda L. Sullivan and Nicole Kulhavy Siqueiros

Arizona State University, Tempe, Arizona
[Reprinted with permission of the Arizona Association of School Psychologists (AASP)]

In the thirty years since the Education of all Handi-
capped Children Act (P.L. 94-142, 1975, now the Individuals 
with Disabilities Education Act [IDEA], P.L. 105-17, 1997) 
was enacted, the United States Supreme Court has heard few 
special education cases (e.g., Board of Education v. Rowley, 
1982; Honig v. Doe, 1988; Cedar Rapids v. Garret F., 1997). 
On November 14, 2005, the Supreme Court made a 
controversial 6-2 ruling in the case of Schaffer v. 
Weast (126 S. Ct. 528), which is expected to have a 
substantial impact on school psychological services 
and special education law in the years to come. This 
case concerns the burden of proof in due process 
hearings, which is not addressed in IDEA. The November 
Supreme Court ruling holds that the burden of proof rests 
with the party seeking relief, whether it is the parents or the 
district, in due process hearings.  

This Schaffer v. Weast case involved Brian 
Schaffer, a student diagnosed with Attention Deficit Hyper-
activity Disorder, learning disabilities, and speech language 
impairments.  Brian attended a private school from pre-
kindergarten through seventh grade when school staff sug-
gested to Brian’s parents that he needed to attend a school 
that might better meet his needs. Private evaluators agreed 
and recommended that Brian attend a “small, self-contained, 
full-day special education program.”

In 1997, Brian’s mother contacted the local public 
school and requested an evaluation for special education 
eligibility.  The Montgomery County Public Schools in 
Maryland found Brian to be eligible for special education, 
yet disagreed with the private school staff and private 
evaluators as to the severity of his disorders and the intensity 
of services needed. The parents argued that their son would 
be damaged in the proposed IEP and enrolled Brian in a pri-
vate school which offered smaller classes and more intensive 
services. The parents then sought tuition reimbursement 
through a due process hearing. 

At the initial proceeding in 1998, the administrative 
law judge held that the burden of proof concerning whether 
Brian’s IEP was adequate rested with the parents and subse-
quently denied their request for tuition reimbursement. The 
parents contested this decision and a series of appeals even-
tually brought this case to the Supreme Court. This particular 
case was hotly debated nationally with Amicus briefs written 
in favor of the parents by the states of Virginia, Connecticut, 
Illinois, Kansas, Minnesota, Nevada, Rhode Island, Wash-
ington, and Wisconsin, as well as twenty advocacy organiza-
tions. Three states and one territory, Hawaii, Oklahoma, 
Alaska and Guam, wrote in support of the school district. 
The Clinton administration supported the parents and the 
Bush administration supported the school district.

In November 2005, the Supreme Court ruled, “The 
burden of proof in an administrative hearing challenging an 
IEP is properly placed upon the party seeking relief” as it is 
in other legal proceedings, in an opinion written by Justice 

Sandra Day O’Connor.  While the parents argued that having 
the school district carry the burden of proof would ensure 
that the child would receive a free and appropriate education, 
Justice O’Connor noted that IDEA had been repeatedly 
amended in Congress to ensure that it was appropriate for all 
children with special needs as well as to lower administration 

and litigation fees. The Supreme Court rejected the 
argument that placing the burden on the party seeking 
relief would work against parents. Justice O’Connor 
acknowledged that while school districts do have a 
“natural advantage” in information and expertise over 
parents, IDEA provides a number of procedural safe-

guards to parents which operate to counterbalance such ad-
vantages. 

In dissenting opinions, Justice Breyer stated that the 
burden of proof decision should be left to the states and Jus-
tice Ginsburg argued that the burden of proof should rest 
with the school district in all cases in order to “strengthen 
school officials’ resolve to choose a course genuinely tai-
lored to the child’s individual needs.”  Justice Ginsburg went 
on to comment that the school district has the natural advan-
tage when a dispute arises since it has better access to rele-
vant information, greater expertise, and an affirmative obli-
gation to provide the contested services. She also noted that, 
“Understandably, school districts striving to balance their 
budgets, if left to own devises, will favor educational options 
that enable them to conserve resources. School districts are 
charged with responsibility to offer to each disabled child an 
individualized education program (IEP) suitable to the 
child’s special needs. The proponent of the IEP, it seems to 
me, is properly called upon to demonstrate its adequacy.”

In addition, the Court did not decide whether states 
may choose to override the default rule by placing the bur-
den on the school district by state statute or regulation. The 
Court did not reach that issue because Maryland, the original 
site of the Schaffer case, did not have an explicit statute or 
regulation assigning the burden of proof to either party. Note 
that in any state without a statute or regulation the Supreme 
Court decision must be followed. Since Arizona statute does 
not assign the burden of proof to the school district, the 
Schaffer v. Weast decision applies to our state. 

Since parents initiate most due process hearings, it 
is likely that the burden of proof will rest with them. This 
ruling will likely increase the chance that school districts will 
prevail in due process hearings and reduce the number of 
frivolous due process hearings requested by parents. It has 
also been suggested that this ruling may result in a shift of 
the balance of power in IEP meetings.

As for Brian, Montgomery County offered a differ-
ent and more appropriate IEP for the 2001-2002 school year, 
which the parents accepted. Now 21, Brian is attending col-
lege.

The full opinion of the Court can be accessed at 
www.supremecourtus.gov/opinions/05pdf/04-698.pdf
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WSPA Board Executive Directory
     2006-07 Membership Year

Executive Board

Rob Dixon, President & Continuing Prof. Dev.
1931 Sandalwood Dr.
Onalaska, WI 54650
H (608) 783-6136
W (608) 785-6893
dixon.robe@uwlax.edu

Laura McCormick, Past President and Regional 
Rep Chairperson
3135 North Oakdale Lane
Appleton, WI 54914
H (920) 738-9514
W (920) 982-8532
lmccormi@newlondon.k12.wi.us

Kay Altfeather, President Elect & Capital Lakes 
Region
5210 Card Ave.
McFarland, WI 53558
H (608) 838-6930
W (608) 838-4604
kay_altfeather@mcfarland.k12.wi.us
kaltfeather@msn.com

Don Juve, Treasurer
533 20th Ave. South
Onalaska, WI  54650
H (608) 783-0379
W (608) 789-7900
djuve@sdlax.k12.wi.us

Betty DeBoer
Secretary & Public Relations Co-chair
W7927 County Rd ZB
Onalaska, WI 54650
H (608) 779-9699
W (608) 785-6891
deboer.bett@uwlax.edu

Committee Chairs and Regional 
Representatives (alphabetical order):

Danielle Brown
Futures Chair & MASP Regional Rep
3156 N. 83rd
Milwaukee, WI 53222
W (414) 934-4617
browndm2@mail.milwuakee.k12.wi.us
browndm2@yahoo.com

Milt Dehn
NASP Delegate
N253 Johnson Rd
Stoddard, WI 54658
H (608) 787-5636
W (608) 787-5636
mdehn@msn.com

Jill Fasching
SPAWN Regional Rep
510 Peach St.
Wisconsin Rapids, WI 54494
H (715) 345-9616
W (715) 422-6027
faschingjj@wrps.org

Scott Ford, Northwoods Regional Rep
101 East Stanley
PO Box 256
Thorp, WI 54771
fords@uwstout.edu

Carl Graf, Techology Chair
4840 Big Valley Road
De Pere, WI 54115
(H) 920 337-6454
CC2_NN4@core.com

Mark Hochmuth, Suburban Regional Rep
2602 N. Lefeber Ave.
Wauwatsoa, WI 53213
H (414) 258-9167
W (262) 763-0200 x 1029
mhochmuth@basd.k12.wi.us
mhochmuth@psychologicalassoc.net

Heidi Horton, Children Services
W5203 CTH B
La Crosse, WI 54601
H (608) 779-5498
W (608) 783-4610
horhe@mail.onalaska.k12.wi.us
hortonhe@chartner.net

Nan Huai
Professional Preparation and Training Rep
256 Hibbard Hall
Psych. Dept.
University of Wisconsin - Eau Claire
Eau Claire, WI 54703
(608) 469-5668
huain@uwec.edu

Kathy Jensen
Convention Planning Co-Chair
N7787 Ledgeview Springs Drive
Fond du Lac, WI  54935
H (920) 928-6149
W (920) 906-6769
kath@charter.net

Jennifer Kamke-Black
Publications & PINES Regional Rep
N4212 Townline Rd
Shawano, WI 54166
kamkeblj@sgsd.k12.wi.us
H (715) 524-4180
W (715) 526-2175 ext. 4032

Veronica Milling
Awards & Scholarships
204 Potter Rd Unit 201
Elkhorn, WI 53121
Cell (262) 903-7943
W (262) 723-3160 x 1421
millve@elkhorn.k12.wi.us
vmilling@aol.com

Scott Moline
Professional Standards & Practice
W590 Spring Coulee Rd
Genoa, WI 54632
H (608) 689-2379
W (608) 783-4610 x 8009
samoline@hotmail.com
molsc@onalaska.k12.wi.us

Shirley Natzel
ISPA Delegate
W308 N1801 Westlake Circle
Delafield, WI 53018
H 262-369-0253
W 414-525-8443
snatzel@whitnall.com 

Doug Olsen
SWWSPA Regional Rep
H (651) 423-2955
dolsen@kickapoo.k12.wi.us

Terri Olsen
Membership
3367 Heaven Dr.
Green Bay, WI  54311
(920) 465-8258
tolsen@luxcasco.k12.wi.us

Larry Olson
Indianhead Regional Rep
410 6th St. West
Ashland, WI 54806
H (715) 292-0600
W (715) 264-2141
lcolson@Glidden.k12.wi.us

Dorie Pagel
NEWSPA Regional Rep
dpagel@cesa7.k12.wi.us

Rochelle Rusch
Coulee Regional Rep
429 Grove St.
Onalaska, WI 54650
H (608) 781-9745
W (608) 783-4610 ext. 8010
rusro@mail.onalaska.k12.wi.us 
dbakkestuen@charter.net
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Rita Schmitt
Long Range Planning Chair
1192 Canterbury Rd.
Green Bay, WI 54304
H (920) 592-9208
W (920) 869-4641
ritschmitt@msn.com

Dave Schollmeier
South Central Regional Rep
527 South Franklin
Janesville, WI 53545
H (608) 754-4878
W (608) 743-5133
dschollmeier@janesville.k12.wi.us

Dani Scott
Vacationland Regional Rep
930 22nd St.
Reedsburg, WI 53959
W (608) 464-3165 ext. 122
H (608) 524-8701
scotdan@wc.k12.wi.us

Dan Seaman
Public Relations
2340 Talladega Speedway
De Pere, WI 54115
H (920) 336-5852
W (920) 898-2008
danandliz@copper.net
dseaman@nhsd.k12.wi.us

Linda Servais
Central Regional Rep & Conference Planning 
Co-Chair
243 Oconomowoc Parkway
Oconomowoc, WI 53066
H (262) 567-6291
W (920) 485-3616
lservais@horicon.k12.wi.us
ljserv106@chartner.net

Kris Sieckert
Crisis Management
S21 W27399 Kameterr
Waukesha, WI 53188
H (262) 547-5817
W (262)560-8307
seekurt3@aol.com

Robert Todd
Gateway Regional Rep
2058 Erie St.
Racine, WI 53402
H (262) 637-1740
W (262) 664-6711
Robert.Todd@Racine.k12.wi.us

Scott Woitaszewski
Nominations & Elections
(H)4823 Red Pine Court
Eagan, MN 55123
(W)University of Wisconsin - River Falls
Wyman Education Building
410 South 3rd Street
River Falls, WI 54022

W (715) 425-3883
scott.woitaszewski@uwrf.edu

Linda Zeman
Northwest Regional Rep
PO Box 6
Chetek, WI 54728
(715) 924-2244 (ext. 2014)
lindazeman@chetek.k12.wi.us

Lake to Lake Regional Rep. - Open

Department of Public Instruction Consultant

John Humphries,
DPI School Psychologist Consultant
PO Box 7841
125 S. Webster St.
Madison, WI 53707-7841
W (608) 266-7189
john.humphries@dpi.state.wi.us
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Greetings WSPA Member!

     We hope this article finds you enjoying your summer and looking forward to another productive year. It is also time to begin thinking about 
WSPA nominations again and we need your input! Below is a nomination ballot for the 2006-2007 WSPA election. We are seeking nomina-
tions for the elected term of office for:

President-elect……………3-year term (President Elect, President, Past President)
Treasurer…………………2-year term

     The terms for each office will begin on July 1, 2007. Nominations for 
these positions will be accepted until November 1, 2006. Please remember 
that the nomination must be signed to be considered valid.
     WSPA continues to be a strong organization because of the dedication of our elected officers. This is an outstanding opportunity to serve 
your fellow school psychologists and contribute to the important work that we do. Elected WSPA officers will meet quarterly to address the 
needs of the organization.
     As we enter an exciting and challenging time in school psychology, we need to continue to be strong advocates for the important initiatives 
that affect the future of our profession. If you or a colleague is interested in serving in one of these WSPA leadership positions, please take a 
moment to complete the nomination ballot below. Thank you for your valuable time!

Sincerely,
Rob Dixon, WSPA President
Scott Woitaszewski, WSPA Nominations and Elections

WSPA Nominations Ballot
_____________________________________________________________
Your Signature
_____________________________________________________________
Name (Please Print) Phone (W)
_____________________________________________________________
Address Phone (H)
_____________________________________________________________
Email

I nominate the following for President-Elect:

I nominate the following for Treasurer:

Please return this ballot by November 1, 2006 to: Scott Woitaszewski, WSPA Nominations, University of Wisconsin – River Falls, Wyman Education 
Building, 410 South 3rd Street, River Falls WI 54022 (scott.Woitaszewski@uwrf.edu; (715) 425-3883)

(1) ____________________________________________________________
Name
____________________________________________________________
Phone (W) Email

(2) ____________________________________________________________
Name
____________________________________________________________
Phone (W) Email

(1) ____________________________________________________________
Name
____________________________________________________________
Phone (W) Email

(2) ____________________________________________________________
Name
____________________________________________________________
Phone (W) Email



WSPA Position Statement on Changes to SLD Criteria
June 2006

With the recent enactment of the Indi-
viduals with Disabilities Education Act of 2004 
(IDEA), federal and state criteria for specific 
learning disability eligibility are changing. Spe-
cifically, IDEA 2004 does not allow states to 
require local educational agencies (LEAs) “to 
take into consideration whether a child has a 
severe discrepancy between achievement and 
intellectual ability” when determining whether 
a child has a specific learning disability (SLD). 
Instead, LEAs may “use a process that deter-
mines if the child responds to a scientific, re-
search-based intervention as part of the evalua-
tion procedures.” The research-based intervention approach 
is commonly referred to as the response-to-intervention 
(RTI) model (see WSPA’s position statement on RTI at 
wspaweb.org).

Definition of SLD:  A specific learning disability is indicated 
by deficiencies in academic performance and academic skill 
acquisition in one or more academic areas. In addition, as 
retained in the federal definition, a learning disability is “a 
disorder in one or more of the basic psychological proc-
esses” (IDEA, 2004).

Concerns Regarding the Discrepancy Model and Full Scale 
IQ:  From its inception, the discrepancy model has been con-
troversial, and there have been claims that Full Scale IQ adds 
little to the SLD identification process and subsequent inter-
ventions. Despite the improvements in the technical proper-
ties of IQ tests, strict application of a discrepancy procedure 
has certainly led to the delay and denial of special education 
services (i.e., “wait to fail”) to many students who exhibit a 
specific learning disability.

Recommendations for New SLD Criteria in Wisconsin:
1. A student should be referred for an SLD evaluation 
when curriculum-based data demonstrate that a student’s 
response to both instructional and supplemental interventions 
does not result in adequate progress toward achieving grade 
level benchmarks and peer performance levels (Batsche et 
al., 2005).
2. Data gathered during a multi-tiered RTI process should 
be considered, along with other relevant information, when 
determining a child’s eligibility for SLD. Although children 
with a learning disability often do not respond well to inter-
ventions, research has not established that a poor response to 
research-based interventions is sufficient evidence of a learn-
ing disability (Fuchs et al., 2003). At best, failure to respond 
to a research-based intervention is only one marker of SLD. 
Thus, there may still be a need for a comprehensive assess-
ment under the new criteria.
3. RTI data that are indicative of learning disability in-
clude:
a. The student’s skill level is significantly lower than 

peers and benchmarks, even when provided 
with evidence-based interventions.
b. The student’s rate of learning is below the 
normative rate of learning and will not result in 
closing the performance gap with typical peers 
or in reaching grade level benchmarks, even 
when the student is provided with evidence-
based interventions.
c. The student makes progress only when he 
or she receives specially designed and very 
intensive levels of intervention.
d. Best practices for data collection and 

analysis procedures should include (Brown-Chidsey & 
Steege, 2005):
e. Using a data collection procedure that directly assesses 
the skill(s) in question.
f. Using a data collection procedure that is sensitive to 
small growth increments.
g. Establishing a baseline before the initial intervention. 
This requires at least three data points that reveal stable and 
consistent performance.
h. Conducting repeated measurements at reasonable time 
intervals during the intervention. A minimum of six data 
points are necessary for assessing a student’s progress to-
wards his or her goal.
i. Making decisions based on accepted practices for main-
taining or changing the intervention.
j. Standardized procedures should be used when gathering 
curriculum-based data. Standardized procedures ensure ade-
quate reliability and validity. They also make it possible to 
determine whether the student is making sufficient progress 
toward goals and how the student’s academic skills compare 
to local norms and benchmarks.
k. LEAs should also be permitted to use evidence of a cog-
nitive processing deficit as one component of identification. 
In such instances, research-based evidence of the relation-
ships between cognitive processes and specific areas of 
achievement should be considered; for example, recent re-
search has consistently identified relationships between 
working memory deficits and SLD, long-term retrieval and 
basic reading skills, and phonological processing and basic 
reading skills.  Processing assessments should include stan-
dardized testing, as informal processing assessment proce-
dures have no evidence of objectivity, reliability, or validity 
(Dehn, 2006). Testing of cognitive processes should be se-
lective whenever possible. The information obtained from a 
processing assessment can be used to select and design indi-
vidualized effective interventions (Naglieri & Pickering, 
2003; Rathvon, 1999).
The assessment should rule out other disorders or disabilities 
and exclusionary factors. Poor academic performance and 
poor acquisition of academic skills is sometimes due to fac-
tors other than a learning disability. Such factors include but 
are not limited to cognitive disability and emotional and be-
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havioral disorders. The multidisciplinary/IEP team should 
have the option of including assessment and testing proce-
dures that allow such determination.

Role of School Psychologists:  School psychologists have 
expertise in educational psychology, problem-solving, team 
leadership, data collection and analysis, curriculum-based 
measurement, consultation with teachers and parents, and 
designing and implementing effective academic and behav-
ioral interventions. Consequently, school psychologists are 
well prepared for prominent roles within the RTI structure. A 
building’s school psychologist should be: 
1. A member of the RTI problem-solving team. School 
psychologists are not only trained in problem-solving proce-
dures but are generally well informed regarding evidence-
based educational practices.
2. In collaboration with other team members, involved in 
RTI data collection and analysis at all three Tiers. With 
graduate level training in measurement, statistics, and re-
search, school psychologists can assist in appropriate data 
collection and analysis that will objectively determine if an 
intervention is effective.
3. Involved in RTI consultation with parents, teachers, and 
administrators. With training and experience in consultation 
and interventions, school psychologists are ideally suited for 
consulting with parents who are concerned about their 
child’s educational progress, with teachers who implement 
RTI interventions, and with administrators who promote 
system-wide changes.

4.  A member of the multidisciplinary/IEP team when a 
child is referred for a specific learning disability evaluation. 
A school psychologist can offer expertise in intellectual/
cognitive assessment, in the analysis and interpretation of 
data, and in diagnosing specific learning disabilities.
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WSPA Summer Institute 2006: Retrospect
by Rob Dixon

Chair WSPA Continuing Professional Development

This year’s Douglas K. Smith Memorial Summer Institute was held June 
22 & 23 in the Wisconsin Dells, WI. The topic was Response to Intervention: Cre-
ating Your Path from Here to There. Eighty participants that included school psy-
chologists, principals and teachers spent the two days deep in discussions on what 
RtI is and how it will be implemented in their respective schools. An outcome that 
was expressed by a number of professionals in attendance was an appreciation and 
understanding for the complexities of implementing RtI. To assist districts with 
their present and future needs, Kim Gibbons created a number of useful handouts 
that can be accessed at www.uwlax.edu/wspa. Other links to RtI resources can also 
be found by following the link.

Next year’s WSPA Summer Institute will be held in June. If anyone has a 
topic of interest to span the two-day intensive educational institute, please contact 
me at dixon.robe@uwlax.edu.

Laura McCormick, WSPA Past-President, presents the 2005-2006 WSPA Friend of Children Award to 
Governor Jim Doyle, honoring his work in advocating for the education, rights, welfare and mental health 

of children and youth.



CHILDREN’S SERVICES COMMITTEE 
2006-2007 GRANT OPPORTUNITY

The Children’s Services Committee has allocated 
funds for the purpose of supporting child-related service ef-
forts. A school psychologist may request up to $500.00 to 
support a specific activity, school-wide initiative, training 
opportunity, or extracurricular endeavor for the purpose of 
providing children’s services. Projects should be imple-
mented during the current school year.

Past grants have been awarded to fund youth men-
tor programs, collaborative efforts between staff and stu-
dents, and violence prevention programs, among others.

Recipients of this year’s funding will be chosen 
based on:

•Detailed description of the project including timeline and 
itemized budget.

•Demonstrated need and rationale of funding.
•Anticipated outcome and benefit to children.

Interested individuals need to submit a typed pro-
posal of 350-500 words addressing the three points de-
scribed. The timeline and budget for the project should be 
clearly outlined. Funds will be awarded in November 2006.  

Grand proposals will be accepted from August 2006 

through October 15th, 2006.   Proposals should be sent to the 
address below by October 15th, 2006.  In addition to the 
typed proposal, please include your full name and position, 
home address and phone number, school district name, mail-
ing address, e-mail address, and phone.

VERY IMPORTANT REQUIREMENT!!!
If your project is selected for funding, you MUST 

submit a brief description of the outcomes for the WSPA 
newsletter. (Pictures are greatly appreciated!)  This descrip-
tion is due by April 1st… No Fooling!

Send proposals to:
Address questions to:

Heidi E. Horton
Heidi E. Horton, School Psychologist
Children’s Services Committee Chair
Onalaska School District
W5203 CTH B
(608)783-4610 ext. 8008
La Crosse, WI 54601

LONG RANGE PLANNING RETREAT LAUNCHES PLANS FOR THE COMING YEAR
by Rita Schmitt

The Wisconsin School Psychologist Association 
board and guests met for the annual long range planning re-
treat on Thursday and Friday, June 15 and 16 at Cedar Val-
ley Retreat Center in West Bend.  Those attending included:  
Rob Dixon, President and Continuing Professional Develop-
ment; Laura McCormick, Past-President and Regional Rep-
resentative Committee; Kay Altfeather, President-Elect and 
Legislative Committee; Don Juve, Treasurer; Betty DeBoer, 
Secretary and Public Relations.

Following committee chairs were in attendance:  
Veronica Milling, Recognition and Scholarships; Kris 
Sieckert, Crisis; Scott Moline, Ethics; Heidi Horton, Chil-
dren’s Services; Rita Schmitt, Long Range Planning; Nan 
Huai, Professional Preparation and Training, and Student 
Affairs; Milt Dehn, NASP delegate; Kathy Jensen, Conven-
tion Planning; Danielle Brown, Futures; Jennifer Kamke-
Black, Publications, Terri Olsen, Membership; Shirley 
Natzel, International School Psychologists; Rochelle Rusch, 
Coulee Regional Rep.; Linda Servais, Central Regional Rep. 
and Convention Planning; John Humphries, DPI School Psy-
chology Consultant, Larry Olson, Indianhead Regional Rep.; 
Mark Hochmuth, Suburban Regional Rep.

Those not in attendance include:  Carl Graf, Tech-
nology; Scott Woitaszewski, Nominations and Elections; and 
Dan Seaman, Public Relations. 16

Thursday morning, the group discussion included 
updates on DPI, WPSO, NASP, role delineation of school 
psychologists and the recent WSPA school psychologist sur-
vey.  The group then reviewed five-year goals and objectives 
that were developed last year at LRP.  The majority of goal 
objectives were met for overall goals of improving member-
ship, advocating for children’s educational, social/emotional 
and mental health needs, providing high-quality professional 
development opportunities, and increasing advocacy for 
school psychologists throughout the state of Wisconsin.   

Goals and objectives are closely aligned with 
WSPA’s new mission statement, “The primary purpose of 
this association shall be to serve school psychologists in their 
efforts to positively impact the educational, social, and emo-
tional needs of children.  The association will advocate and 
support the effective practice and advancement of school 
psychologists through communication and leadership.”
During Thursday afternoon, the group identified numerous 
organizational strengths, weaknesses, internal and external 
threats to the organization, and opportunities available to the 
organization.  They concluded that excellent opportunities 
exist for WSPA, even in the face of these changing times, 
and conceded that the organization has no control over politi-
cal rules and regulations, or the fact that different organiza-
tions may have differing agendas.



The group then divided into three subgroups focus-
ing on membership, advocacy and professional development. 
The groups continued to further delineate the problems in 
each of these areas and propose viable solutions to problems 
identified in each area.   The groups then reconvened in the 
large group and summarized their conclusions, directions, 
initiatives and needs for the coming year.

A specific membership fee restructuring committee 
was formed to address membership and conference fees, and 
prepare welcome packets for new and renewing WSPA 
members, comprised of John Humphries, Linda Servais, 
Betty DeBoer, Heidi Horton and Jennifer Kamke-Black.  
They will submit their proposals at the WSPA Fall board 
meeting.  Convention planning issues included ideas for 
themes and speakers for upcoming WSPA conventions.  The 
group emphasized the importance of increasing learning op-
portunities at the conferences, and improving efforts to reach 
more school psychologists with incentives to attend WSPA 
conventions as a means to update and enhance their skills, in 
addition to networking with other school psychologists.  

The legislative/advocacy group reported that they 
feel it is important to increase legislative contacts to address 
specific school psychology advocacy needs.  They empha-
sized the importance of advocating for the profession of 
school psychology, especially in the current political climate 
where the traditional need for having a school psychologist 
in the building centered around IQ testing.  With IQ testing 
being viewed by legislative groups as no longer necessary in 
assessing children, advocating for the continuing importance 
of the role of school psychology in schools is critical.  An 
advocacy task force was formed to develop sample advocacy 
letters and e-mails for member use, comprised of Laura 
McCormick, Heidi Horton, and Rochelle Rusch.  

Thursday evening, the group enjoyed a barbeque on 
the patio followed by volleyball.  Some enjoyed walking on 
the many wooded trails on the grounds; others tried boating 
on a small lake.  Later, the group roasted marshmallows, 
relaxed, and engaged in conversation and cards around a 
bonfire, taking time for renewing old acquaintances and 
making new friends, luxuries often not available during the 
busy school year for many school psychologists.

Friday morning, the group again broke into the 
three subgroups by area of interest and integrated the infor-
mation that was compiled the day before, based on WSPA’s 
five-year goals and objectives.  These objectives were in-
serted into relevant individual committee action plans with 
updates on responsibilities, activities and timelines and ap-
propriate budget requests.  These were later approved by the 
board.  Specific task forces for membership and advocacy 
groups were confirmed and it was decided that a student in-
tern would be hired to input membership information into the 
database.

After lunch, the board meeting convened with re-
ports submitted by the executive board, standing committees, 
special (ad hoc) committees and regional representatives.  
Action plans and the new budgetary items were approved, 
and the new WSPA specific learning disability position pa-
per was submitted and approved by the board.  By late after-
noon, members concluded the board meeting and headed for 
home, with some beginning the long journey home, while 
others looking forward to a short journey home.  All agreed 
it was a meaningful experience of camaraderie, sharing in-
sights, experiences and ideas, and a rare opportunity to con-
nect with and support other school psychologists.  Until next 
year!
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Working memory is defined as the limited capacity 
to retain information while simultaneously manipulating the 
same or other information for a short period of time 
(Swanson, 2000). The capacity of working memory is quite 
restricted, even in individuals with normal working memory 
capacity. The typical individual can manage only five to nine 
pieces of information at a time. Unless the information is 
being manipulated, it will only remain in working memory 
for a short interval, typically a maximum of 20 to 30 sec-
onds. Given the inherent limitations of working memory, 
efficient utilization of its resources is impor-
tant for all individuals, not just those with 
working memory deficits or those with learn-
ing disabilities.

Working memory plays a critical, 
integral role in most higher level cognitive 
activities, including reasoning, comprehen-
sion, learning, and academic performance 
(Dehn, 2006; McNamara & Scott, 2001). The 
cognitive processes that are closely linked 
with working memory include executive 
functioning, fluid reasoning, processing 
speed, and long-term memory encoding and retrieval 
(McNamara & Scott). In regards to academic learning, read-
ing decoding, reading comprehension, math reasoning, and 
written expression all depend heavily on the adequate func-
tioning of working memory.

Research has consistently found students with 
learning disabilities (LD) to display poor working memory 
performance, especially in auditory working memory 
(Swanson & Berninger, 1996). However, some researchers 
theorize (Swanson, 2000) that a working memory deficit is 
not entirely a capacity deficit. For some students with learn-
ing difficulties, a working memory problem is primarily a 
strategy deficit. That is, students with LD often possess suffi-
cient working memory resources and the ability to apply 
effective strategies but fail to use these strategies spontane-
ously. 

Working memory can be divided into four main 
subprocesses—auditory/verbal, visual/spatial, executive, and 
the recently added episodic buffer. The classic three-part 
model of working memory, first proposed in 1974 by 
Baddeley and Hitch, has withstood research and controversy 
and is currently compatible with neuropsychological evi-
dence (Baddeley, 2006). The executive part of working 
memory has the central role of controlling the other three 
subsystems and regulating the cognitive processes involved 
in working memory performance, such as allocating limited 
attentional capacity. Auditory/verbal working memory (also 
known as the phonological loop) is divided into two subcom-
ponents—a temporary phonological store and a subvocal 
rehearsal process (Minear & Shaw, 2006). Visual-spatial 
working memory (also known as the visuo-spatial sketchpad) 
is divided into the same two subcomponents and involves 

short-term memory for objects and their location. The epi-
sodic buffer is assumed to be a temporary storage system, 
consciously accessible, that interfaces with long-term mem-
ory and constructs integrated representations based on the 
information from long-term memory and the other working 
memory subsystems (Baddeley).

Developmentally, working memory span expands 
two- to three-fold between the ages of four and 14, with 
more gradual improvement after age eight (Gathercole, 
1999). Longer working memory spans may be due to more 

than increased working memory capacity. 
For example, increases in processing speed, 
retrieval speed, and speech rate may account 
for some of the improvement (Henry & Mil-
lar, 1993). Moreover, executive processes 
and strategy use develop and increase with 
age (Andreassen & Waters, 1989); thus, 
increased use of strategies, such as verbal 
rehearsal and chunking, is at least partially 
responsible for the apparent expansion in 
working memory (Minear & Shah, 2006). 
Also, acquiring automaticity, which is the 

performing of mental operations with little awareness or con-
scious effort, will free up working memory resources, giving 
the appearance of increased working memory capacity.

Evidence-Based Working Memory Interventions
Most interventions for working memory involve the 

teaching of a strategy. Research has found that the majority 
of individuals naturally employ some type of strategy, typi-
cally a subvocal rehearsal strategy, during working memory 
tasks, and that strategic individuals recall more information 
than those who are non-strategic (McNamara & Scott, 2001). 
Strategy use is the result of experience and practice and is 
usually domain specific (Ericsson & Chase, 1982). Unless 
the trainee is encouraged to apply the strategy to different 
situations, generalization of strategy use seldom occurs. Con-
tinued strategy use may also depend on the individual’s 
awareness of the benefits of strategy use. 

Rehearsal 
The development of subvocal verbal rehearsal 

strategies is thought to be at least partially responsible for 
increased working memory span as children develop (Minear 
& Shah, 2006). Although children may begin using a simple 
rehearsal strategy as early as 5 or 6 years of age, rehearsal is 
not a widespread strategy until the age of 10 (Gill, Klecan-
Aker, Roberts, & Fredenburg, 2003). Rehearsal, a serial re-
petitive process, allows information to be maintained in 
working memory for a longer period of time (Gathercole, 
1999), thus facilitating long-term storage encoding. Children 
with disabilities often fail to develop or utilize verbal re-
hearsal strategies. Several studies have found explicit re-
hearsal training to significantly improve the working mem-18
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ory performance of children, with and without disabilities 
(Comblain, 1994; Conners, Rosenquist, & Taylor, 2001). 
Moreover, there is evidence for the maintenance and durabil-
ity of rehearsal training, especially when there has been ex-
tensive practice and overlearning during the initial training 
phase (Broadley, MacDonald, & Buckley, 1994). 

Rehearsal strategies involve repetition of verbal 
stimuli, such as a list of words to be remembered. The 
teacher should instruct the learner to say the to-be-
remembered words aloud as many times as possible during 
the procedure. If one word is introduced at a time, then that 
word should be repeated continually until the next is added, 
and then the new word along with the previous words should 
be repeated (Turley-Ames & Whitfield, 2003). At first, stu-
dents should be directed to say the stimuli aloud, but as the 
intervention progresses they may whisper the words or sub-
vocalize. The difficulty level can be adjusted by increasing 
the number of stimuli. Once learners engage in auditory re-
hearsal with minimal cuing, they can be taught to visualize 
the instructions as a way of keeping the information active. 
Gill and colleagues (2003) discovered that adding a visuali-
zation component to the rehearsal strategy increased its ef-
fectiveness and long-term application.

Elaboration
Elaboration not only improves working memory 

performance but facilitates long-term encoding and retrieval 
as well. Elaboration occurs when a learner brings associated 
or related knowledge from long-term semantic memory into 
working memory and constructs a verbal or visual memory 
link between that knowledge and the information to be 
learned (Ritchie & Karge, 1996). To complete the elabora-
tion process, the learner needs to thoughtfully pause in order 
to create a meaningful link, such as an inference, with prior 
knowledge. 

Training steps for the elaboration strategy include: 
explain what elaboration is and why it helps memory; teach 
how and when to use it; and provide plenty of practice dur-
ing both encoding and retrieval (Gagne, Yekovich, & 
Yekovich, 1993). Without explicitly training the strategy, 
instructors may facilitate elaboration by modeling it, by 
prompting students to do it, and by allowing time for it. The 
general approach is to instruct students to think about what 
they already know about the new material. Examples of spe-
cific prompts include directions to paraphrase, summarize, 
draw inferences, or generate questions (Ritchie & Karge, 
1996). Teachers may also suggest specific links. Because 
children do not spontaneously elaborate until about 11 years 
of age, young children remember more when teachers pro-

vide elaborations (Rafoth, 
Leal, & DeFabo, 1993). On the 
other hand, adolescents may 
benefit more from self-
constructed associations. 
Chunking

Chunking refers to 
the pairing or association of 
different items into units that 
are remembered as a whole, 
thereby facilitating short-term 

retention and encoding into long-term storage. For example, 
instead of separately remembering the digits “8, 6, 5” it is 
easier to recall them grouped as the multidigit number 865. 
Chunking develops naturally as children develop automa-
tized reading decoding skills, e.g., the three phonemes in 
“cat” become one unit instead of three, thereby freeing up 
working memory resources. In instances where the chunking 
strategy needs to be taught, follow the steps summarized by 
Parente and Herrmann (1996): (1) require the student to 
group single digits into a larger unit; (2) require the student 
to group a longer list of digits into multiple units; (3) con-
tinue training with commonly used numbers, such as phone 
numbers for practice; (4) continue practicing until the chunk-
ing is performed consistently and automatically; and (5) con-
vince the student that the strategy is effective by reporting 
baseline and post-intervention data.

Classroom Instructional Strategies
In the educational 

environment, teachers can 
use effective instructional 
practices and accommoda-
tions to manage and reduce 
the working memory de-
mands placed on learners 
(Mather & Wendling, 
2005). These practices are 
designed for use with an 
entire classroom or for use 
as individualized compensatory interventions. Instructional 
practices for working memory limitations (Gathercole, La-
mont, & Alloway, 2006) include: brief and linguistically 
simple directions; frequent repetitions of instructions and 
new information; child repetition of crucial information; 
graphic organizers, external memory aides; and other meth-
ods that reduce the processing load of the task. Helping stu-
dents acquire mastery in basic skills also alleviates imposi-
tions on limited working memory resources; for example, 
readers with automated reading decoding skills have more 
working memory to devote to comprehension.

In general, effective teaching practices, such as or-
ganized presentations, guided practice, and frequent review, 
also prevent frequent and extensive overloading of working 
memory (Farquhar & Surry, 1995). Many evidence-based 
reading, math, and written language curricula have embed-
ded instructional procedures and strategies for working 
memory limitations (Chittooran & Tait, 2005). In fact, docu-
mented effective teaching models, such as direct instruction 
(Gersten & Keating, 1987), may be successful primarily be-
cause they address learners’ working memory shortcomings 
(Rosenshine & Stevens, 1986).  

Conclusion and Recommendation
As schools implement a problem-solving, response-

to-intervention approach, evidence-based interventions and 
instructional strategies for some processing deficiencies 
should be included. Because of working memory’s strong 
relationship with all types of academic learning, strategies 
designed to improve working memory performance should 
be implemented on a system-wide basis. 19
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“I QUIT!” Empowering Students Who Quit School
By Barbara Butcher

(Reprinted from the School Psychology In Illinois newsletter
Volume 27, Issue 2, Winter 2006)

“I quit!” No, I am not quitting my 
job as a school psychologist, al-
though sometimes I say those two 
little words like a mantra to get me 
through a bad school day. The kids 
quit. Strict attendance policies, diffi-
cult graduation exams, “zero toler-

ance” discipline…you get the idea. Although noble in our 
intent to better prepare young people for life, we have lifted 
the standards just beyond the reach of far too many and un-
fortunately, they sign out to face the world without finishing 
their education.

This article isn’t about dropout prevention; it’s 
about shifting the focus to damage control. Educators all 
know that school isn’t for everyone and that some very 
bright people are void of a high school diploma. If they want 
to quit, we have to respect (not necessarily agree), with that 
choice. We encourage independent thinking so we can’t dis-
count a decision because it’s not what we deem to be correct. 

We shake our heads when a young person comes in 
to officially withdraw, but we often fail to give them some-
thing tangible to correct their mistake in the future. Perhaps 
we can create an exiting handbook that is honest, personable 
and full of critical information for those who dropout. The 
handbook can start out with something like this:

“You quit. Hey school isn’t for everyone but you 
put yourself in a very tough position. The bottom line is 
that you need some type of education to get a decent job. If 
returning to school is out of the question, than it’s time to 
weigh all of your options. You don’t have a diploma, but in 
life there is a back door to everything. Take inventory of 
who you are, what you want in life and how you are going 
to get there. Put the past behind you and make the neces-
sary changes to get back on track.  It’s never too late.”

Then we can spell out our community resources for 
those who missed out on a diploma and summarize the infor-
mation for easy access: 

Adult education. Phone numbers, hours, process, price 
and GED information.

Area apprenticeship programs. Contact information, 
requirements, GED policy.

Local colleges. GED entrance policy and student sup-
port services.

Job Corps. Students can get out of a bad environment; 
finish school and learn a trade.

The military. Wartime enlistment requirements may be 
considerably more lenient.

Vocational rehabilitation. If a student has special needs, 
they may be able to qualify for job coaching and 
placement services.

Community learning centers that students can attend to 
enhance their basic skills. Other?

Someday, when a dropout realizes that they made a 
mistake, and the majority of students do have this revelation 
at some point, they can pull out this handbook and find a 
way to get back on course. This allows them to save face and 
have ownership of their new direction.

The true sense of education is empowerment, with 
or without the benefit of textbooks. Given the confusing 
world of a teenager, we have to find a way to clarify that “I 
quit” does not have to be an admission of defeat, but an un-
conventional launching pad. Beyond the classroom, the lec-
tures and the lesson plans, there is a far more valuable mes-
sage to be taught: Failing as a student is not nearly as 
catastrophic as failing as a person
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WSPA Is an Active Member of the International School Psychology Community
By, Tracey G. Scherr, PhD, NCSP

UW-Whitewater

“A close friend from afar brings a distant land 
near.” The meaning behind this Chinese proverb was illumi-
nated for me over two weeks in July. I was honored to repre-
sent WSPA at the International School Psychology Associa-
tion’s (ISPA) 28th annual colloquium in Hangzhou, China 
this past summer. WSPA became an affiliate of ISPA in 
2005. We are one of three state organizations with affiliate 
status. Including WSPA, 27 organizations worldwide are 
ISPA affiliates or mission partners. Among other benefits, 
affiliate status ensures Wisconsin school psychologists a 
voice in an organization dedicated to promoting academic 
success and mental health for children around the world. 

Accordingly, I provided ISPA with a brief update of 
WSPA’s activities during a general assembly at the collo-
quium in Hangzhou. An additional opportunity being an af-
filiate proffers is participation in the pre-colloquium leader-
ship meeting. During this day long gathering, more than 25 
affiliate representatives and executive committee members 
joined to discuss two major concerns related to the well-
being of the organization: a) further development of the cur-
rent website, and b) how to make ISPA more visible in our 
affiliate organizations.

Regarding the ISPA website, Bernie Stein of Israel 
has done a fantastic job as webmaster. He recently com-
pleted some major updates to the site, making it more attrac-
tive and user friendly. If you have not yet done so, I strongly 
encourage you to visit at: www.ispaweb.org. Membership 
dues can now be paid online, a much more convenient 
method than having to send payment via snail mail to the 
central office in Denmark as we did in the “old days”. For 
similar reasons, work has begun on creating a method for 
online voting for officers and for organizational changes. We 
spent a lot of time brainstorming about ways to further im-

prove the website, while keeping the technology manageable 
within a relatively small budget and also accessible to those 
affiliates and members in countries with limited internet ser-
vices.

The second half of our day together was spent iden-
tifying ways to make ISPA more visible within our affiliate 
organizations. At previous WSPA conventions, Shirley 
Natzel has posted pictures of ISPA colloquia and provided 
informational materials about ISPA. She and I will be co-
presenting about ISPA and international school psychology 
at the Fall 2006 WSPA convention. We hope you will join 
us. Given there are so many professional organizations and 
activities to which we donate our time and financial support, 
it seems logical to ask how involvement in ISPA will benefit 
you. The simplest answer to that question is, no matter how 
new or how seasoned a professional you are, you will learn 
about people, places, and innovations and limitations of 
school psychology practice and research worldwide. Simi-
larly, you have a lot to share about school psychology in 
Wisconsin and in the United States.

In our training programs, we have paid increased 
attention to multicultural understanding. The importance of 
viewing the world as a global village and not as a multitude 
of discrete, isolated countries has become increasingly clear 
in the past several years. War and terrorism, natural disas-
ters, immigration, and increased communication through the 
internet have all influenced school psychology practice on an 
international scale. Participation in ISPA provides the oppor-
tunity to learn from others and also to share our experiences 
and knowledge. Through ISPA, I have made many friends 
from afar. Exchanging our lessons learned and working to-
gether on future plans has decreased some of the distance 
between our lands.

ISPA Leadership Meeting Participants
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DPI Update
By John Humphries, NCSP

DPI School Psychologist

Welcome back to school for 2006-2007! School 
Psychology is going to have an excellent year. The opportu-
nities for positive growth and change are enormous, and I 
sincerely look forward to working with every school psy-
chologist in the state to help you make good things happen. 
We’ve had some legal changes over the summer, with IDEA 
Regulations being issued just a few days before this article 
went to press. There are new initiatives I describe below and 
you will have opportunities to get more training as you move 
forward.

Significant changes in our state special education 
law came about as a result of recommendations from an ap-
pointed group of special education stakeholders. This spring, 
the state legislature accepted the recommendation, changing 
WI law to be more consistent with IDEA. Basically, any 
requirements beyond those in federal law were removed. The 
thought was that IDEA was comprehensive enough, without 
additional state requirements. As you may have heard, indi-
vidual reports for special education evaluation are no longer 
required under state law. They were not previously required 
under IDEA, and many states never required them at all. 
However, all the same requirements in federal law continue 
to be in effect. The new federal regulations continue to re-
quire that evaluations must:
be comprehensive
provide relevant information that directly assists in de

termining educational needs
use a variety of assessment tools and strategies
gather relevant functional, developmental, and academic 

information about the child
yield accurate information on child academic, develop

mental, and functional skills
be tailored to assess specific areas of educational need
assess all areas related to the suspected disability
identify all of the child’s special education and related 

services needs
draw upon information from a variety of sources, in

cluding aptitude and achievement tests, parent in

put, and teacher recommendations, as well as infor-
mation about the child’s physical condition, social 
or cultural background, and adaptive behavior

ensure that information obtained from all of these 
sources is documented and carefully considered.
What does all this mean? In the end, it shouldn’t 

mean much to our profession—and that’s good news. If 
someone tells you to stop performing and writing compre-
hensive evaluations, you should challenge that belief! We 
must continue to perform evaluations that meet legal as well 
as best practice and ethical standards. There may be a minor 
difference in the place where our documentation is provided 
to the parents and the IEP Team. The documentation can be 
provided as one large team report, or can continue to be part 
of individual reports that together are considered the team 
report. Either way is legal and meets all requirements.

I will be traveling a lot this fall, making my way 
around the state to meet with as many school psychologists 
as will listen! My fall list of topics includes highlights from 
the new regulations in IDEA, categorical aid, RTI, reading 
fluency as area of SLD, longitudinal licensing information, 
DPI’s mental health toolkit, and more.

Where’s John?
9/22 CESA 8
10/3 CESA 1/Suburban School Psychologists
10/6 CESA 10
10/12 CESA 12
10/13 CESA 11
10/20 CESA 9
10/26 WSPA Workshop (brief version)
11/2 CESA 6
11/17 CESA 2 (Stoughton Area)
12/15 CESA 7

I will have a workshop in the Kenosha area and 
CESAs 3-5 will be scheduled soon, so watch for notice from 
your director, RSN, or if you get my e-mails I will be send-
ing out those dates. If you don’t get my e-mails, feel free to 
write to me to sign up. See you this fall!
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Using Relationships as a Weapon
by Melissa Strock

(Reprinted from Georgia Association of School Psychologists’ newsletter
Dialogue, Vol. XXXV, Numbers 3, 4)

Children are targets of bullying about once every 
three to six minutes from the start of kindergarten to the end 
of first grade (Snyder, Brooker, Patrick, Snyder, Schrepfer-
man, & Stoolmiller, 2003). Bullying continues through ele-
mentary school into middle and high school. The word 
‘bully’ often conjures up images of large, mean, physically 
aggressive boys. Research findings indicate that the bully is 
just as likely to be girl (Björkqvist, 1994) and that girls are 
more likely to engage in relational aggression over physical 
aggression (Crick & Grotpeter, 1995). Boys also engage in 
relational aggression, but it is more common in female rela-
tionships. Relational aggression is nonphysical harm de-
signed to damage or threaten to damage peer friendships and/
or manipulate others to exert control. It can be direct and 
easily observable or indirect and more covert. Relational 
aggression can take the form of:
Name calling
Expelling a child from a social group
Backstabbing
Innuendo
Malicious gossip
Social exclusion
Withdrawing/withholding of friendship
Ignoring others
Starting and spreading rumors
Why are some people relationally aggressive?

Children who use relational aggression may have 
difficulty regulating emotion and may have fewer emotional 
responses from which to select (Cole, Michel, & Teti, 1994). 
For example, they may have one primary response (i.e., solu-
tion) to social “problems,” which may be to start rumors or 
push a child from the social group. Additionally, girls are 
more likely to be socialized to inhibit anger and aggression 
and may not have received explicit instruction on positive 
ways to handle their emotions. Therefore, they are more 
likely to utilize more covert and indirect responses. 

Relationally aggressive children, as with physically 
aggressive children, may misread social cues and attribute 
hostile intent to peers during unclear social situations. For 
example, Sarah, who is 16 and private about her personal 
life, argued with her mom before school. She is distracted 
during the day and is having a hard time thinking about any-
thing other than the argument she had with her mother, 
which she does not want to discuss with her friends. Mi-
chelle, who is also 16, is excited about her audition for the 
school play. Michelle wants to share her excitement with 
Sarah, but Sarah is still distracted and is not able to give Mi-
chelle her full attention. Michelle personalizes Sarah’s dis-
traction as “Sarah does not care about me.” Michelle feels 
hurt and retaliates by purposefully ignoring Sarah and telling 
the other girls in the group that Sarah “is acting so weird 

that she must be pregnant.”
Retaliation or domination may be the function of 

relationally aggressive behavior, but children who use rela-
tional aggression are equally concerned with avoiding detec-
tion and possibly damaging their own reputation within the 
peer group or with adults. These children may then seek out 
covert methods that will not immediately jeopardize their 
social status.

In a study of Russian children Hart, DeWolf, & 
Burts (1992) found that overt aggression was closely linked 
to parental coercion, lack of responsiveness, and psychologi-
cal control.  They also found that relational aggression was 
more closely correlated to less parental responsiveness and 
maternal coercion.  These results suggest that mothers are 
more likely to model more covert forms of aggressive behav-
ior (e.g., giving the silent treatment rather than hitting). 
Is this a new type of aggression?

This is not a new phenomenon. In the past, re-
searchers referred to this type of aggression as indirect ag-
gression (Björkqvist, 2001) or social aggression 
(Underwood, Galen, & Paquette, 2001). Historically, girls 
have had lower rates of reported aggression than boys. How-
ever, this may not be due to lower rates of actual aggression, 
but rather the covert nature or lack of knowledge surround-
ing relational aggression. This type of aggression may be 
easily overlooked when compared to overt physical aggres-
sion.  Additionally, many current assessments methods may 
not adequately address relational aggression.
How do we assess relational aggression?
Sociometric techniques – for more details see Merrell, 
2003.
Teacher ratings – the Children’s Social Behavior Scale –
Teacher From (CSBS-T: Crick, 1996) has satisfactory psy-
chometric properties and evaluates relational and overt ag-
gression.
Self-Report measures – the Social Experience Question-
naire (SEQ; Crick & Gotpeter, 1996) is designed for assess-
ing relational aggression.
Student interview  - keep in mind that the perpetrator 
may not report their behavior accurately.
Behavioral observations – relational aggression may be 
difficult to observe due to its covert nature.
Multi method approaches tend to be the most reliable.
What are the effects of relational aggression?

Relational aggression can be just as damaging as 
physical aggression. Relationally aggressive children may 
become increasingly rejected, withdrawn, anxious, de-
pressed, delinquent, and aggressive over the course of mid-
dle childhood. Victims of relational aggression may experi-
ence similar difficulties (Crick & Grotpeter, 1995). 
What can families and schools do?
Engage children in discussions about the different types 
of bullying (physical, verbal, and relational). Encourage chil-24



dren to discuss positive ways to deal with a bully such as 
using assertive responses and practicing positive confronta-
tion (versus negative confrontation).
Positive confrontation
You know what? I don’t like it when you make hurtful 
comments.  I do not want to talk to you or listen to you until 
you decide to be more respectful.
Is there something going on, that is causing you to be 
hurtful to other people?
You can not treat me this way. Please leave me alone.
Negative confrontation
You're an jerk!
Yeah, ha ha…Okay.
Whatever.
Relational aggression often takes place within private, 
intimate circles. By monitoring playgrounds, bathrooms, as 
well as other places where these interactions occur, school 
personnel can help decrease opportunities for relational ag-
gression to occur.
In addition to a victim and a bully, there are typically 
bystanders.  Encourage children to stand up for one another. 
After all, there is strength in numbers.
Explicitly instruct girls on appropriate strategies for ex-
pressing anger and aggression (e.g., use of “I” language and 
social problem solving strategies).
Many effective anti-bullying programs have focused 
primarily on physical aggression. Expand these programs to 
also target specific belief systems about relational aggres-
sion, as opposed to beliefs about physical aggression, or ag-
gression in general.
Adopt an anti-bullying school culture. Create a way for 
children to report bullying so that their privacy can be pro-
tected. Investigate all reports to demonstrate that school per-
sonnel are serious about ending bullying.
Provide an inservice for teachers, parents, and students to 
describe the problem and issues related to relational aggres-
sion.

At this time, much of the research on relational ag-
gression has focused on describing and predicting relational 
aggression. There is much needed research on prevention 
and intervention techniques. Many of the anti-bullying pro-
grams have resulted in positive short-term changes, but the 
long-term effects have been negligible.  Therefore, Walker, 
Ramsay, & Gresham (2004) recommend emphasizing rela-
tional aggression within the context of a broader, systems 
level intervention program that promotes positive social be-
havior and healthy emotional development.
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To be effective in supporting all stu-
dents, schools need to implement a continuum 
of positive behavior support, from less inten-
sive to more intensive, based on the severity of 
the problem behavior students exhibit. This 
continuum of support includes primary preven-
tion strategies such as implementing school-
wide behavior support plan (SW-BSP), secon-
dary prevention/intervention strategies to target 
the 10-15% of students at-risk, and tertiary pre-
vention strategies for approximately 5% of the 
student population who need significant intervention strate-
gies and supports (See Figure 1). Many schools in Utah and 
across the country have been successful in implementing 
SW-BSPs which has lead to reductions in office discipline 
referrals and increases in academic engaged time. The next 
step in preventing problem behavior involves implementing 
efficient and effective secondary level interventions for stu-
dents who are at-risk but not currently engaging in severe 
problem behavior. In this article we will summarize one type 
of secondary level intervention called the Behavior Educa-
tion Program or BEP. We will also a provide an example of 
how the BEP is being implemented at Vista Elementary in 
Granite School District along with information on the role of 
the school psychologist in implementing the BEP.

Behavior Education Program
The BEP is a modified check-in, check out proce-

dure which is implemented with students who are just begin-
ning to engage in problem behavior. The BEP process in-
volves the following five elements: First, students “check in” 
daily with a paraprofessional before school. The paraprofes-
sional provides the student with a Daily Progress Report 
(DPR) form, similar to a behavior contract, which was car-
ried to class for feedback throughout the day. When students 
check in, they are asked if they have their DPR signed from 
their parents from the day before and if they have their mate-
rials to be ready for the school day. They receive praise and a 
lottery ticket for a weekly drawing for checking in. Also 
during check-in, students are asked to identify daily goals 
and given feedback to encourage success. For some of the 
younger students the DPR is delivered to them in their class-
rooms by the paraprofessional. 

Second, during natural transitions in the school day 
(i.e., after language arts, after math, etc.), teachers provide 
students with feedback on their DPR. Teachers provide feed-
back on student behavior at the end of each time period by 
rating either “0” did not meet expectations, “1” somewhat 
met expectations, or “2” met expectations. The expectations 
for all students on the BEP are the same as the school-wide 
expectations such as (a) keep hands, feet and objects to self, 
(b) use kind words and actions, (c) follow directions, and 

(d) working in class. Teachers also provide 
immediate verbal praise for students who meet 
behavioral expectations for that time period and 
corrective feedback if students do not meet the 
expectations. 

Third, at the end of the school day, 
students take the DPR to the paraprofessional 
to “check out.”  Percentage of points for the 
day is calculated for each student and students 
receive praise and rewards if they meet their 
daily point goal. Each school implements the 

reward component of the BEP differently. In some schools, 
rewards are randomly selected each day using a spinner sys-
tem and include small pieces of candy, school-wide tokens, 
or a bonus move on a sticker chart system. For most stu-
dents, 80-85% of the total points earned (i.e. 40 out of 50 
total points) is their daily point goal. If students do not meet 
their daily goal, the paraprofessional provides information on 
what to work on for the following school day. Fourth, stu-
dents then take their DPR home to be signed by a parent/
guardian, and fifth, the DPR is signed by a parent and re-
turned the next morning. Student data on the BEP are sum-
marized daily or weekly and the school-wide behavior sup-
port team meet bi-monthly to examine student progress on 
the intervention. 

Vista Elementary School, in Granite School Dis-
trict, has been using the BEP with a select group of at-risk 
students for the past two years.  The positive behavior sup-
port committee at Vista, including the school psychologist, 
modified the BEP to fit its existing school-wide system, in-
cluding using the school-wide rules as program expectations 
and changing the name of the BEP to ROAR (Reinforcement 
of Appropriate Responses) to fit with the school’s mascot, 
the lion.  Students are referred for the ROAR program by 
their teachers when the universal school-wide positive pro-
grams are not sufficient to adequately support student behav-
ior.  The data that is collected from DPRs is monitored by 
the multi-disciplinary team to determine intervention effec-
tiveness.  The school psychologist is instrumental in leading 
discussions regarding program modifications that need to be 
made for students who are not making progress within at 
least four to six weeks of program implementation.  Students 
who are successful on the ROAR program continue to be 
monitored before considering fading the program and even-
tual graduation from the program.

There are currently eleven students on the ROAR 
program at Vista Elementary, all of whom are making pro-
gress.  Of those students, three are children who continually 
struggle and need additional praise and encouragement to be 
successful in the classroom, which the ROAR program pro-
vides. Three students were on the ROAR program last year 

26



and continue to need to be part of a system to assist them in 
maintaining their behavior.  Four of the students were previ-
ously considered for special education evaluation, but have 
been successful with the ROAR program.   One student is 
currently identified as needing special education services.  At 
the end of last school year, Vista successfully graduated one 
student from ROAR after a period of self-monitoring.  Over-
all, the ROAR program has been a great success for Vista’s 
students and the teachers and staff who work with them on a 
daily basis.

For schools interested in implementing the BEP, the 
following resources and references are available:

BEP DVD

*Hawken, L., Pettersson, H., Mootz, J. & Anderson, C. 
(2006). Behavior Education Program (BEP) DVD, Salt Lake 
City: Utah’s Behavior Initiatives. 

*To be published by Guilford Press  fall 2006. Cur-
rently  available for purchase from the Department of Special 
Education at the University of Utah - http://
www.ed.utah.edu/~hawken_l/BEP_DVD.htm

Book 
Crone, D., Horner, R., & Hawken, L. (2004). Responding to 
problem behavior in schools: The Behavior Education Pro-
gram. New York, NY: Guilford Press.
Research Articles 
Hawken, L., MacLeod, K. & Rawlings, L. (in press). Effects 
of the Behavior Education Program (BEP) on problem be-
havior with elementary school students. Journal of Positive 
Behavior Interventions.
Filter, K., McKenna, M., Benedict, M., Todd, A., Horner, 
R., & Watson, J. (in press). Check-in/Check Out: A Post 
Hoc Analysis of the Effects of an Efficient, Secondary 
Level Intervention for Reducing Problem Behavior in 
Schools. Education and Treatment of Children.
Hawken, L. (2006). School psychologists as leaders in the 
implementation of a targeted intervention: The Behavior 
Education Program (BEP). School Psychology Quarterly, 21, 
91-111. 
Hawken, L. & Horner, R. (2003). Evaluation of a targeted 
group intervention within a school-wide system of behavior 
support, Journal of Behavioral Education, 12, 225-240.
March, R. E., & Horner, R.H. (2002). Feasibility and contri-
butions of functional behavioral assessment in schools. Jour-
nal of Emotional and Behavioral Disorders, 10, 158-170.
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This is your annual reminder that WSPA 
subscribes to NASP’s ethical code.  You can ac-

cess the National Association of School Psycholo-
gists’ Professional Conduct Manual, Principles for 
Professional Ethics at www.nasponline.org.  Go to 

National Association of School Psychologists, 
then NCSP/Certification, then Ethics Committee, 
then in the text “Principles for Professional Eth-

ics.”  Click there.

Welcome back! 
May all your harvests 

be fruitful!


