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Wisconsin School Psychologists Association, Inc.

Advertising Rates:

The newsletter of the Wisconsin School Psychologists Association, Inc., is published four times per year.  Circulation includes 
all association members (700-900) and editors of other state newsletters.  Thus, advertisers reach a majority of practicing 
school psychologists and university trainers in the state of Wisconsin, making advertising in the newsletter of the Wisconsin 
School Psychologists Association, Inc., the best means of reaching this potential market.  Rates established are as follows:

1/4 page - $25
1/2 page - $50
3/4 page - $75
1 page - $100

For additional information, please write or call Jennifer Kamke Black (editorial board) 715-524-4180 (home), 715-526-2175 
x4032 (office), N4212 Townline Rd., Shawano, WI  54166, or email kamkeblj@ssd.k12.wi.us
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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@ssd.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:
Kay Altfeather
5210 Card Ave.
McFarland, WI 53558
H (608) 838-6930
W (608) 838-4604
kay_altfeather@mcfarland.k12.wi.us

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

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

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@ssd.k12.wi.us.  REMINDER: regional chapters may re-
ceive 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



President’s Message
By Kay Altfeather

GOOOOOOD MORNING SCHOOL PSY-
CHOLOGISTS! I am stealing this from a Robin Wil-
liam’s movie with good reason. As school psycholo-
gists we have a future filled with change and chal-
lenges, which can both create a little anxiety and be 
very exhilarating. I have taken over the presidency of 
WSPA at a time that requires us to all remain fo-
cused and united. The theme of my presidency is 
YOU! Never has it been more important for you to 
be involved in your state organization. Never has it 
been more important for you to be heard by your 
state organization. If you are already a member, used to be a 
member, or never have been a member, now is the time to 
join. We have reduced the full membership to half price 
($30) for this school year. In this newsletter you will find a 
coupon to use to renew or start your membership at this re-
duced rate.

To assist you in getting to know the members of the 
WSPA board that serve you, you will find most of them pic-
tured in this newsletter. The WSPA website also includes a 
directory of the WSPA board members including the Re-
gional Representatives and Committee Chairs. Please feel 
free to contact any of us, so we may better serve you. 
Throughout the year there will be several opportunities for 
you to give direct input to the WSPA board members.

For the last two years I have represented you on the 
DPI’s EIS-RtI-SLD Task Force. The recommendations from 
the task force were presented and endorsed by WSPA during 
the 2007 spring board meeting. Some members of the task 
force (including me) are continuing on the steering commit-
tee that is going to meet over the next five years to help de-
velop guidelines, along with a process, that will move each 
school into compliance with IDEA 2004. 

The IQ Discrepancy model will eventually be elimi-
nated and another process using Response to Intervention 
will be incorporated into the determination of whether a 
child requires special education. Increasing numbers of edu-
cators and school districts are seeking to implement a Re-
sponse to Intervention model for all students—not just those 
seen as potentially presenting special education need. 

This is a wonderful transition for school psycholo-
gists, allowing us to actually assist in designing interventions 
and monitor each child’s progress. Our role has always been 
to advocate for the individual needs of children; now we are 
being given the opportunity to have a greater role in deter-
mining the most effective program and participate in the 
actualization of the program. It is no longer necessary to wait 
for a child to fail before we began providing scientific/
evidence based programs and strategies designed to help 
them. By systematically and frequently monitoring the suc-
cess of each intervention, we can adjust the program effi-
ciently, giving each child more exposure to successful pro-
gramming. Psychologists are well positioned to play an im-
portant role in this process, on both the individual and sys-
tems level, as RtI and related approaches are implemented.

One goal of WSPA is to assist each school psy-
chologist to realign their practice in this new and exciting 

direction. I am co-chair of the WSPA Fall 2007 
Convention. We have included many presentations 
that we hope will polish your current skills in be-
havior and academic interventions, as well as give 
you tools to assist with the ongoing monitoring 
required to determine if the interventions are being 
successful on the individual child level. 

WSPA voted to support Mental Health 
Parity at the fall 2006 board meeting. Good mental 
health is critical for academic success. I am sure the 
need for in-school mental health services is very 

apparent to you. It is essential that we, along with guidance 
counselors and school social workers, continue to meet that 
need. In-school mental health providers assure that all chil-
dren receive counseling regardless of their insurance cover-
age. The 2007 Fall Convention also provides several presen-
tations to enhance the effectiveness of your counseling skills. 
As an extra treat we were able to bring Susan Jacob, Co-
Author of "Ethics and Law for School Psychologists" to the 
fall convention. Dr. Jacob will be providing a full-day work-
shop on Friday and I strongly encourage you to attend. Those 
who have seen Dr. Jacob talk about her remarkable depth of 
knowledge as well as the very current information and legal 
cases she brings to her workshops know it is not one you 
want to miss. Review all the 2007 fall convention presenta-
tions in this newsletter.

The 2007 Long Range Planning Retreat was held in 
June. As always, the level of professional discussion at the 
retreat was extremely stimulating and created additional ad-
miration for the talent we have within our own ranks. I am 
proud to call myself a school psychologist.

HOWEVER, this right is currently being chal-
lenged! The American Psychological Association (APA) is 
considering changes in its 2007 Model Act for State Licen-
sure of Psychologists. The 1987 APA model act allows 
school psychologists practicing in public schools and creden-
tialed by their state education agency to use the term 
“psychologist” in their title. The proposed language changes 
to the 2007 APA model act, which NASP opposes, removes 
the title exemption for school psychologists. States usually 
follow APA guidelines in determining who is allowed to use 
the psychologist title. This change could potentially elimi-
nate anyone without a Ph. D. from calling themselves a psy-
chologist. If you work closely with any clinical psycholo-
gists, consider asking them to write APA in support of con-
tinuing the 1987 exemption for school psychologists. APA 
has published the 2007 Model APA Licensure Act and is 
open to comments up until Nov 1, 2007. Your active in-
volvement is critical!

WSPA needs your help. You will actually end up 
with more energy once you are involved at the state level. 
Join us at the fall WSPA board meeting and let’s see if you 
don’t become hooked. Please volunteer for a small task and 
grow with the other board members. Nothing is as stimulat-
ing as professional dialogue. Also the professional knowl-
edge exchanged may actually enhance your school psychol-
ogy skills. The future of our profession depends on you!
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Upcoming Events
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Consider the PREPaRE workshop during the 
Spring, 2008 Conference February 20-22

By Kris Sieckert, 
Crisis Management Committee Chairperson

It is early August when I am writing this article. 
The news is full of crisis events...the bridge in Minnesota is 
in its recovery stages, the hope for the rescue of the 6 miners 
in Utah is dwindling and in Milwaukee this a.m., a 4 year 
old shot a 6 year old. So many children and families im-
pacted.

So, as we are on the brink of the new school year, I 
want to remind every one of NASP's crisis training model, 
PREPaRE and ask that you consider investing in yourself by 
taking the training when NASP/WSPA offers it at the spring 
convention. 

I know. Our days are so full with so many new or 
recycled initiatives that it can become very easy to think that 
"IT will never happen here," and push crisis training aside. 
The truth is, people perceive “it” or crisis so differently. 
Case in point, last fall our new buildings’ electricity went 
out for a few hours. It was a lovely October day, the sky was 
blue, the temperature in the low 70's. The classrooms are all 
on the outside walls so the banks of windows had light 
streaming in and the generators kicked in so all bathrooms 
were functional ; )…  All was calm and good learning con-
tinued. Word must have gone out on the parent phone tree as 
parents began to arrive… and as one distraught parent said, 
"to rescue my child from this horrific crisis"... I was re-
minded, it is all about perspective!

So, whether it is a student who didn't get into the 
college of first choice, a death of a parent or child, a parent 
called up to serve in Iraq, a tornado, a suicide, a car accident 

What’s New at www.wspaweb.org

● Join/Renew WSPA membership on-line

● Watch for online registration for 2007 Fall Convention

● Take advantage of Children Services Grant Opportunities – Apply for up to $500.00 to 
support a specific activity, school wide initiative, training opportunity, or extracurricu-
lar endeavor for the purpose of providing children's services.  Applications accepted 
from August 1 – October 15, 2007.

● New Employment Page – Check out job postings and information about School Psy-
chology in the State of Wisconsin

Any questions/comments/suggestions for WSPA website, please contact Laura McCormick at lmccormi@newlondon.k12.wi.us

WSPA Fall Convention: 
Blueprint for the Future

Join us in Madison at the Pyle Center during October 24th-
26th for the 2007 Fall Convention. See details on the con-
vention lineup on the following page. Don’t miss it! 

or a moose loose in a school...all can be identified as a crisis 
to someone and all (ok, maybe not the moose) can happen in 
the district in which you serve.

Reflect with me, why do we become school psy-
chologists? To serve others before self? To problem solve? 
To be the objective and compassionate voice of reason for 
our peers, our families, our students? To be a part of the 
school family and in a larger sense, the community...if so, 
invest in yourself, honor yourself and plan on attending the 
PREPaRE workshops.

Have a peaceful and rewarding 07/08 school year. 
Please feel free to contact me about crisis concerns.

Kris Sieckert
262-560-8307
Kristine.Sieckert@mail.oasd.k12.wi.us



Blueprint for the Future
Fall 2007 WSPA Convention: Madison

Wednesday Pre-Convention
8:30 – 11:30 & 12:30 to 4:30

School Mental Health & Youth Suicide Prevention  John Humphries
DIBELS Training Ed O’Conner  
RtI-Cognitive Assessment Integration     James Hale, Ph.D 
Progress Monitoring and Evidence Based Intervention   Elizabeth Dohrn

Thursday Convention Oct 25th

8:45-10:15
Cognitive Hypothesis of Learning Disabilities Brain Functioning of LD 
Students James Hale, Ph.D (continues at 10:30)

Strategies to Enhance Social Emotional/Behavior Skills of Culturally 
Diverse Learner    Nomsa Gwalla-Ogisi

Functional Assessment and Positive Behavior Support Strategies in the 
Classrooms.  Maribeth Gettinger Ph.D

Moving Beyond the Discrepancy Model: How America Will Define 
Disability, Use RtI Data, and Learn From Neuroscience to Determine 
SLD
Elaine Fletcher-Janzen, Ed.D.,NCSP  (continues at 10:30) Provided by 
Pearson Assessments/AGS Publishing

Velocardiofacial Syndrome: When Language-Learning Disability meets 
Nonverbal Learning Disability  LuAnn Weik, MS.CGC; Susan Carneol, 
M.S., CCC-SLP; Kenneth L. Grizzle, Ph.D. (repeated 10:30)

10:30-12:00
Repeat: Velocardiofacial Syndrome: When Language-Learning Disabil-
ity meets Nonverbal Learning Disability  LuAnn Weik, MS.CGC; Susan 
Carneol, M.S., CCC-SLP; Kenneth L. Grizzle, Ph.D. (90 minutes)

How to Develop District wide Benchmarks and Progress Monitoring 
Systems. William Frakenberger, PhD & Sara Johnson

Continuation: Cognitive Hypothesis of Learning Disabilities Brain 
Functioning of LD Students James Hale, Ph.D

Early Literacy Development among Young Children (ages 2-6 from 
low-income, predominantly minority families).  Maribeth Gettinger Ph.D

Continuation: Moving Beyond the Discrepancy Model: How America 
Will Define Disability, Use RtI Data, and Learn From Neuroscience to 
Determine SLD
Elaine Fletcher-Janzen, Ed.D.,NCSP Provided by Pearson Assessments/
AGS Publishing

1:30-3:00 
Sensory Motor Disorder and How it Affects Learning, Motivation and 
Behavior. 
Peter Williamson Ph.D (repeated at 3:15)

Establishing Effective Helping Relationships: From Research to Prac-
tice
 Julie McGivern, Ph.D

Racial and Ethnic Bullying: The Painful Side of Diversity 
Tracey Scherr, PhD NCSP and Jim Larson, Ph.D, NCSP 

Repeat: Moving Beyond the Discrepancy Model: How America Will 
Define Disability, Use RtI Data, and Learn From Neuroscience to De-
termine SLD
Elaine Fletcher-Janzen, Ed.D.,NCSP (continued at 3:15) Provided by Pear-
son Assessments/AGS Publishing

Addressing the Needs of Sexual Minority Youth (GLBTQ) at School 
Susan Jacob Ph.D (repeated at 3:15)

3:15-4:45
Repeat: Sensory Motor Disorder and How it Affects Learning, Motiva-
tion and Behavior   Peter Williamson Ph.D 

Problem Solving Discourse: Moving Angry Adolescents from Crisis to 
Responsibility   Jim Larson, Ph.D, NCSP

The Internet as a Resource for Evidence-Based Interventions: Illustra-
tions from the Wisconsin Responsive Education for All Children 
(REACh) Clearinghouse Initiative
Thomas Kratochwill,  J Jay Fruehling & Sara Christenson

Continuation: Moving Beyond the Discrepancy Model: How America 
Will Define Disability, Use RtI Data, And Learn From Neuroscience to 
Determine SLD—Elaine Fletcher-Janzen, Ed.D.,NCSP Provided by Pear-
son Assessments/AGS Publishing

Repeat: Addressing the Needs of Sexual Minority Youth (GLBTQ) at 
School 
Susan Jacob Ph.D

Friday Oct 26th

8:45 -10:15                            
Response to Intervention: Application to High School    
Rob Dixon Ph.D (repeated at 10:30)

Working Memory and Academic Learning: Assessment and Interven-
tion 
Milton Dehn Ph.D (continued at 10:30)

Signs of Suicide Program: Practical Implementation at the Secondary 
Level 
Mark Weerts 

Conner’s Assessment System: A Comprehensive Assessment of the 
Behaviors and Emotions of Children and Adolescents. Provided by Multi 
Health Systems (MHS)
(Continued at 10:30)
. 
Ethics and Law Update for School Psychologists: Privacy, Informed 

Consent, Confidentiality, and Privileged Communication   Susan Jacob 
Ph.D 
(Continued at 10:30 & 1:00)

10:30-12:00
Repeat: Response to Intervention: Application to High School    
Rob Dixon Ph.D (90 minutes)

Fall DPI Update; including the latest on RtI and SLD. 
John Humphries & Kathy Laffin. 

Continuation: Working Memory and Academic Learning: Assessment 
and Intervention   Milton Dehn Ph.D

Continuation: Conner’s Assessment System: A Comprehensive Assess-
ment of the Behaviors and Emotions of Children and Adolescents 
Provided by Multi Health Systems (MHS)

Continuation: Ethics and Law Update for School Psychologists: Pri-
vacy, Informed Consent, Confidentiality, and Privileged Communica-
tion Susan Jacob Ph.D 

1:00-4:00
Continuation: Ethics and Law Update for School Psychologists: Pri-
vacy, Informed Consent, Confidentiality, and Privileged Communica-
tion Susan Jacob Ph.D 
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August, 2007, Information For Immediate Release:  
Membership dues coupon and new membership year announced!!

Dear Fellow School Psychologists,

Hopefully this letter finds you enjoying the end of a lovely summer. Summer vacation always 
seems to be a time to recharge one’s batteries and look forward to the new challenges or changes 
in the coming year. With the changes on the horizon, you have even more reason to consider 
membership in the Wisconsin School Psychologists Association (WSPA). Your WSPA member-
ship should serve as a cornerstone in your preparation for the 2007-2008 school year. As men-
tioned in the President’s welcome on the first page, changes are happening and it has never been 
more important for the Wisconsin School Psychologists to unite and work together to help set the 
stage for a successful future for our profession and all the students that we serve. To encourage 
every school psychologist to join, we are reducing the full and intern membership dues for this 
school year. If you are a current member, a past member, or never been a member before, please 
become a full member now for half price…only $30 (intern’s membership $10 off).

Take advantage of this HUGE incentive being offered to become a WSPA Member in 2007-2008!  
It is a great time to be a part of WSPA and to benefit from what WSPA has to offer including: re-
duced convention rates (see the great Fall 2007 WSPA Convention agenda in this newsletter), a 
quarterly newsletter, and access to a “members only” portion of the newly updated website. 
Please also note that the membership year is changing slightly. The 2007-2008 WSPA Member-
ship application (on next page) is due September 15th, 2007.

Kay Altfeather, WSPA President 

[There are two application/payment options for membership:
1.written application (on the next page) and check, or

2.online through www.wspaweb.org]
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Coupon valid through June 2008
Online Code:

WSPA50



Wisconsin School Psychologists Association, Inc.

****************Two Ways to Join****************
Join online at www.wspaweb.org or,

Mail completed application with membership dues to:
Mary Beth Tusing, WSPA Membership

P. O. Box 771
Eau Claire, WI  54702-0771

Make checks payable to WSPA, Inc.  Purchase Orders cannot be accepted.

Please check:  New Membership Renewal Membership

Name:  __________________________________________________  Date:  _____________________

Address:  ____________________________________________________________________________

City:  _________________________________________________ State:  ________________________

Employer:  ____________________________________________ Zip Code:  _____________________

Email:  ___________________________________________  Home Phone:  (_____)_______________

WSPA Region:  ____________________________________  Work Phone:  (_____)________________
(Don’t know your WSPA Region?  See page __ of the current newsletter, or www.wspaweb.org/Board.aspx.)

Check box if this is a new address.
Check box if you would like to be contacted regarding WSPA Board or Committee involvement.

Check all that apply: Voluntary Contributions:
 I am a Nationally Certified School Psychologist. WSPA Minority Scholarship $________________
 I hold a WI School Psychologist Private Practice License. WSPA Children’s Services Project  $________________
 I hold General Psychologist Licensure.

Total Enclosed:  $_______________________

Discount Code # ________________________
Membership Category (check box):

 Full Member ($60 $30 with coupon) Intern Member ($40 $30 with coupon)     
 Leave ($30) Associate Member ($30)
 Life Member (retired members who have been Full Members for the past 5 years are eligible.)
 Student Member ($20)   University Affiliation: __________________________________________________________

      Advisor Signature:  __________________________________________________________________________

WSPA periodically participates in membership exchange promotions with NASP for the purpose of inviting Wisconsin 
NASP members to join WSPA if they are not active members.  In return, WSPA shares members’ names, addresses, and 
emails with NASP so that WSPA members can be invited to join NASP if they are not active NASP members.  If you do not 
want your information released to NASP, check the box at the left.

WSPA sells members’ names, addresses, and emails for one time use when such requests are professionally appropriate 
for school psychologists.  If you do not want your information released, check the box at the left.  

Membership Renewal for Sept. 15th, 2007 through Sept. 14th, 2008
Return by September 15th, 2007



WSPA Regions
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WSPA Board Executive Directory
     2007-08 Membership Year

Executive Board

Kay Altfeather
President 
Capital Lakes Regional Rep
5210 Card Ave.
McFarland, WI 53558
H (608) 838-6930
W (608) 838-4604
kay_altfeather@mcfarland.k12.wi.us

I have been on the WSPA board for over 25 years. I am the WSPA president 
as well as the Regional Rep for the Madison area (Capital Lakes). It is grati-
fying to be on the WSPA board because it gives me the opportunity to have 
a little influence on the future of our profession. Working with the school 
psychologists on the WSPA board provides me the professional stimulation 
and the energy I need to continue working to improve children’s lives. Be-
ing a School Psychologist is never boring! No two families, teachers, chil-
dren or problems are ever exactly the same. I have two young adult sons. I 
am a foster parent and I adopted my daughter, who is now eight years old.  
In my free time I love to watch my daughter play in her sporting events. I 
also enjoy playing golf, reading, watching movies, dancing, talking/
spending time with friends, the theater, farmers market, concerts on the 
square, and riding my red motorcycle. (No lie!)

Rob Dixon, Past President & 
Continuing Professional Development
1931 Sandalwood Dr.
Onalaska, WI 54650
H (608) 783-6136
W (608) 785-6893
dixon.robe@uwlax.edu
I have been on the board five years and am the current 
chairperson for the Professional Development Committee 

as well as past president of WSPA.  What I like best about being on the 
WSPA board is meeting people across state and playing volleyball once a 
year. I like the variety of the role of school psychologist and how we can 
make a difference for children.  I retired from hockey at age nine.  I enjoy 
bike riding.

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

I have been on the board eight years. I am the president elect of WSPA and 
interim Technology Committee chairperson.  The camaraderie and network-
ing with the board and other school psychologists is enjoyable.  I am excited 
about the opportunity to serve the WSPA membership as president for the 
2008/09 school year.

Don Juve
Treasurer
533 20th Ave. South
Onalaska, WI  54650
H (608) 783-0379
C (608) 317-3120
W (608) 789-7900
djuve@sdlax.k12.wi.us

I work for the LaCrosse School District.  I have been on the board in the 
past for 10 years, and two years ago rejoined to serve as the Treasurer and 
on the Fiscal Advisory Board.  Working with numbers is something I enjoy 
and a task I can fulfill for our organization.  My special interest is progress 
monitoring and data analysis.  I love taking cruises in the Caribbean.

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

I work for the University of Wisconsin-LaCrosse.  I am secretary for the 
WSPA board.  I have enjoyed serving on the board for the past 10 years.  I 
believe my students benefit from the information I bring back to them and 
that they are more interested in the service due to my involvement with 
WSPA.

Committee Chairs and 
Regional Representatives  (alphabetical order):

Danielle Brown
MASP Regional Rep
3156 N. 83rd
Milwaukee, WI 53222
W (414) 934-4617
C (414) 840-6649
browndm2@mail.milwuakee.k12.wi.us
I currently work as a practicing school psychologist for 

the Milwaukee Public Schools.  I have served as the Milwaukee Area 
School Psychologists Representative for the past three years.  I enjoy being 
active in WSPA to keep current on topics and laws and to assist in facilitat-
ing positive change in the field of school psychology.  An interesting fun 
fact about me is that I traveled across Ireland on horse back.

Milt Dehn
NASP Delegate
N253 Johnson Rd
Stoddard, WI 54658
H (608) 787-6131
W (608)-787-5636
mdehn2@msn.com, 

I own and operate Schoolhouse Educational Services. I have been on the 
board eight years and currently serve as NASP delegate. I love serving on 
the board because I enjoy the professional camaraderie, especially the an-
nual Long-Range Planning meeting.  I like being a school psychologist 
because I make a real difference in kids’ lives. My wife and I have four 
children and three grandchildren.

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 RepNo Photo 
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101 East Stanley
PO Box 256
Thorp, WI 54771
fords@uwstout.edu

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

I have been on the board three years and currently am the Suburban regional 
representative and Legislative Committee chairperson.  I enjoy diverse 
perspectives of board members and think they are a great group of people to 
work with.  I like the camaraderie of working in schools with diversity of 
students and staff.  My biggest interests lie in transition issues related to 
high school students planning for their transition to work or post-secondary 
education.  I am a ‘political junkie’ so I am a good fit as legislative chair.

Heidi Horton
Children Services Committee Chairperson
W5203 Country Road B
La Crosse, WI 54601
H (608) 779-5498
W (608) 783-4610
horhe@mail.onalaska.k12.wi.us
I work in the Onalaska School District.  My position on 

board is Children’s Services Committee chairperson since June 2004. One 
summer, a colleague encouraged me to attend LRP and join the board.  I 
have really enjoyed being a part of this group, networking, learning about 
the organization and workings of the board, supporting our members and 
advocating for children.  Whether new to school or practicing for many 
years, I encourage others to be a part of this supportive group. My current 
school psychology interests include progress monitoring, intervention de-
sign, and autism.

Nan Huai
Professional Preparation and Training
256 Hibbard Hall, Psych. Dept.
University of Wisconsin - Eau Claire
Eau Claire, WI 54703
(715) 836-5733
(715) 836-5604
huain@uwec.edu

I am the Professional Preparation and Training Committee representative.  I 
have served on the board one year. The research and study of school bully-
ing is an area of interest to me. I have a puppy trained in behavioral model.

Kathy Jensen
Central Regional Rep
Regional Rep Committee Chairperson
N7787 Ledgeview Springs Drive
Fond du Lac, WI  54935
W (920) 906-6769
jensenk@fonddulac.k12.wi.us
I work for the Fond du Lac High School. Eight years ago 

I initially accepted the regional rep position in the Central Region as a way 
of getting to know other colleagues and network across the state, given my 
move from Maryland. I have served on the WSPA Board in various commit-
tee chair capacities since then.  This year I have accepted the position as 
Regional Representative Committee chairperson for WSPA.

Jennifer Kamke Black
Publications Chairperson
PINES Regional Rep
N4212 Townline Rd
Shawano, WI 54166
kamkeblj@ssd.k12.wi.us
H (715) 524-4180

W (715) 526-2175 ext. 4032
I work for the Shawano School District. I have been on the board 11 years 
and currently serve as the Publications chairperson as well as the PINES 
regional rep.  Participating on the WSPA board has always been rewarding 
as it is a great group with which to work. A special area of interest to me is 
transition. Now that my three little ones are out of diapers, I enjoy taking 
vacations with my family.

Kathy Kobelsky
Lake to Lake Regional Rep.
830 Virginia Avenue
Sheboygan, WI, 53081

Veronica Milling
Awards & Scholarships
204 Potter Rd Unit 201
Elkhorn, WI 53121
C (262) 903-7943
W (262) 723-3160 x 1421
millve@elkorn.k12.wi.us
This will be my second year on the WSPA Board.  My 

position is Recognition and Scholarships Committee chairperson.  I enjoy 
problem solving at the district and WSPA Board level.

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@mail.onalaska.k12.wi.us

I have been on the board two years serving at the chairperson of the Profes-
sional Practices and Standards Committee. I love being on the board be-
cause it gives me an opportunity to discuss and shape the future of school 
psychology in Wisconsin. I would say that the thing I like the best about 
school psychology is the summer break!  I am very interested in promoting 
the use of the problem solving method and RtI in schools throughout Wis-
consin.

Shirley Natzel
ISPA Delegate
Whitnall School District
5000 S. 115th Street
Greenfield WI 53228
W 414-525-8443
snatzel@whitnall.com
I believe that I have been on the board 10 years.  I am the 

International School Psychologists Association delegate. What I like best is 
to let board members and ISPA membership know about international op-
portunities for school psychologists and to provide a link between WSPA 
and ISPA. I like the opportunity to make a difference, and to watch children 
grow with special education intervention.  I work in a K-12 position and 
service the same families and children for many years. I love to travel, espe-
cially internationally, and do so many summers and learn about school 
psychology in various countries.
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Doug Olsen
SWWSPA Regional Rep
H (651) 423-2955
dolsen@kickapoo.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

Michelle Polzin
NEWSPA Regional Rep.
REACh/Intervention Coordinator, CESA 7
595 Baeten Road
Green Bay, WI 54304
920-617-5645 office
920-676-9645 cell
mpolzin@cesa7.k12.wi.us

I’ve been the NEWSPA regional rep since June 2007. I believe I will enjoy 
being a part of the WSPA board because I am highly committed to profes-
sional development activities in the field of school psychology that enable 
others to implement evidence-based practices that influence student growth. 
I currently work at CESA 7 as the Responsive Education for All Children 
Collaborative Center Coordinator and Intervention Specialist. I have exper-
tise in the areas of universal screening & assessment (i.e.: MAP, DIBELS, 
Aimsweb), progress monitoring, evidence-based interventions and collabo-
rative problem-solving practices. I currently reside in Appleton with my 
husband (married 19 years), son (age 10), dog and kitty.

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 
I work for the Onalaska School District.  In the past three 

years I have enjoyed being the Coulee Regional rep because I have greatly 
enjoyed getting to know the board members as well as having the privilege 
of working (and playing) with other school psychologists who share my 
interest in giving back to our profession.  Being a part of the board is one 
more opportunity to live out the following quote: “You may only be one 
person in the world, but you also may be the world to one person.  Never 
forget or underestimate the difference you make.”

Rita Schmitt
Long Range Planning & Development Chair
1192 Canterbury Rd.
Green Bay, WI 54304
H (920) 592-9208
W (920) 869-4641
rschmitt@oneidanation.org
I am the Long-range Planning Committee chairperson.  I 

have been on the board for three years.  What I like the best about being a 
school psychologist is working with children.  I have four grown daughter, 
three granddaughters, and one grandson.

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
S3127 Wakerly Lane
Reedsburg, WI 53959
W (608) 464-3165 ext. 122

H (608) 524-8701
scotdan@wc.k12.wi.us
danielle.scott@dpi.state.wi.us

Dan Seaman
Public Relations
2340 Talladega Speedway
DePere, WI 54115
H (920) 336-5852
W (920) 898-2008
dseaman@nhsd.k12.wi.us
danjseaman@yahoo.com

I work at Syble Hopp School and the Hilbert School District.  I have been 
on the board for four years as the Public Relation Committee chairperson.  I 
enjoy spreading the word about the profession of school psychology.  I 
make frequent presentations for undergraduate psych majors at universities 
and colleges.  I am still waiting for my son to be old enough to give him an 
IQ test.

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

ljserv106@chartner.net
I work as a school psychologist in the Horicon School District in Horicon, 
WI. I joined the WSPA board several years ago and currently serve as the 
Convention Planning Committee chairperson.  My interest in education 
began with watching my own children grow and learn.  This eventually led 
me into the field of school psychology.  A very special interest of mine is 
the singer Josh Groban.  I actually joined his fan club when it started four 
years ago and will see him perform twice in August.

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

Robert M. Todd
Gateway Regional Rep
2058 Erie St.
Racine, WI 53402
H (262) 672-1249
W (262) 664-6711
Robert.Todd@Racine.k12.wi.us

I work for the Racine Unified School District and currently serve as the 
Gateway regional representative. I am on the board because I was shame-
lessly tricked into it by John Humphries.  I stay on the board because I enjoy 
the opportunity to connect with other school psychologists from all across 

No Photo 
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No Photo 
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No Photo 
Available

No Photo 
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the state, to hear their stories and learn from their practice.  Being on the 
board is an excellent way for me to stay informed and I enjoy sharing news 
and information with people in my region.  It also affords me the opportu-
nity to promote change and serve our profession on a broader level.

Mary Beth Tusing
Membership Committee Chairperson
1522 Grover Road
Eau Claire, WI 54701
(H) (715) 835-4561
(W) (715) 852-3434 as of 8/31/07
mtusing@ecasd.k12.wi.us
This is my first year on the board.  I work for UW-Eau 

Claire.  I love learning and have a PhD in School Psychology from Univer-
sity South Carolina-Columbia.  An area of school psychology that is of 
special interest to me is consultation.  I enjoy playing golf.

Craig Wille
WAPSO Representative for WSPA
5310 Tolman Terrace
Madison, WI 53711
(H) 608 271-0533

(W) 608 849-2090
Waunakee Schools
301 Community Drive
Waunakee, WI 53597\
cwille@waunakee.k12.wi.us

Scott Woitaszewski
Nominations & Elections Committee Chair-
person
(H) 4823 Red Pine Court
Eagan, MN 55123
(651) 423-2955
University of Wisconsin - River Falls

Wyman Education Building
410 South 3rd Street
River Falls, WI 54022
W (715) 425-3883
Scott.Woitaszewski@uwrf.edu
This is my first year on the board.  I am the Nominations and Election Com-
mittee chairperson.  I am a trainer at UW-River Falls and I live in Eagan, 
MN.  My specific interests are in intervention and collaboration on interven-
tion teams and best practices.

Northwest Regional Rep. is open
One student rep. position is 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
john.humphries@wisconsin.gov

I’m not really on the board, I am an advisory member.  I enjoy supporting 
WSPA as an organization because of the critical role it plays.  I enjoy travel-
ing, fishing, and playing with my family.  I am married with two sons, 10 
and 13 years old.  I live in Mt Horeb.

No Photo 
Available
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DPI Update
By John Humphries, NCSP, DPI School Psychology Consultant

Here we go people, it’s time for 2007-2008! I 
am excited to be starting my 4th year as your consultant here 
at DPI. Hopefully I have met just about all of the 950 people 
in our illustrious and diverse field by now and I have had an 
opportunity to work with may of you to resolve issues, talk 
through cases, and support the important changes we have all 
been experiencing. As always, feel free to contact me at DPI, 
sign up for my e-mail newsletter, and/or come to one of my 
workshops this fall. I’m here for you!

Speaking of fall workshops, I am very excited that 
WSPA has invited Dr. Susan Jacob to Madison in October. 
You will not want to miss her presentations. I always make 
an effort to see Dr. Jacob present at NASP, and she’s very 
good at taking a dry concept like ethics and making it inter-
esting. She scours the legal literature to find out how school 
psychologists and school administrators get in trouble and 

then brings those cases to light in her work-
shops. Her work is fascinating. I strongly encourage you to 
stay for the day on Friday. I would be happy to host some 
post-workshop R & R in Madison. I might even buy the first 
round! I had to laugh when Jennifer took the stern-looking 
pictures of me—DPI can have such an authoritarian reputa-
tion, but I always enjoy spending time with colleagues. You 
might find my ideas are not too authoritarian, but even easy 
to implement!

As I have done for 3 years, I will be in each CESA 
this fall giving an update for school psychologists. This year, 
DPI’s SLD Consultant Kathy Laffin will join me in select 
workshops to talk in depth about RtI Implementation and 
SLD rules. You can learn more by contacting your CESA 
RSN.

Do YOU know 
where John is?

CESA WSPA Region(s) Date Length Location

1 Suburban & MASP 10/9 Half Day TBD

2 (East) Gateway 9/14 Full Day ECU Center-Racine

2 (West) South Central & CLASP 9/18 Full Day Stoughton HS

3 Southwest 9/28 Half Day TBD

4 Coulee Region Area 9/20 Full Day CESA 4

5 Vacationland & SPAWN 9/24 Half Day CESA 5

6 Central WSPA 11/7 Full Day La Sure’s--Oshkosh

7 & 8 NEWSPA, Lake to Lake, PINES 10/19 Full Day Green Bay

9 Northwoods 10/18 Full Day CESA 9

10 New WSPA Regional Group! 10/11 Half Day CESA 10

11 Northwest 10/5 Half Day CESA 11

12 Indianhead 10/22 Full Day CESA 12

WSPA All 10/26 90 min. Madison-Pyle Ctr.
I want to mention a couple of additional issues. 

First, I want to tell you about changes that are being sug-
gested by the American Psychological Association (APA). 
The APA provides language to state licensing agencies. In 
Wisconsin, we have the Department of Regulation and Li-
censing. They license such groups as doctors, OTs, and even 
undertakers. They specifically make an exception in their 
rules for school psychologists who are licensed by DPI. In 
other words, if you are licensed by DPI and work only in 
schools, you do not need a license from Regulation and Li-
censing. APA is now suggesting that this no longer be al-
lowed. Basically, DPI could license school psychologists, 
but it would have to be under a different name. We can make 
up some new name I guess! I am concerned about this for a 
number of reasons. First, I think the level of training that is 
being required by our programs in Wisconsin is very high. 
All new graduates have at least an Education Specialist de-
gree, Ed. S. In addition, it’s not at all clear what name would 
be appropriate. Finally, there is a long history of professional 

psychology in schools. In these times when we deal more 
frequently with students who have severe mental health chal-
lenges, when NCLB defines us as school mental health pro-
viders, and when IDEA defines psychological services, I 
would say that there is really no good reason to make such a 
change.

Finally, WSPA has reduced the membership fees for 
this year to $30. Folks, if there was ever a good time to join 
WSPA this is it. First, the issues we face as a profession are 
serious. RtI, mental health, and licensure all require the in-
fluence of a strong state organization. WSPA has a seat at 
the table, and the more people who are members, the 
stronger our voice becomes. In addition, WSPA offers many 
high quality training experiences that we believe will expand 
in the future. Please consider joining WSPA if you have not 
done so already.

Again, welcome back and I look forward to seeing 
you this fall!
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NASP Summer Update
By Milt Dehn, Ed. D., NCSP, Wisconsin NASP Delegate

Continuing Struggle with APA:  One of the main 
topics of discussion at the July delegate assembly in Cleve-
land was APA’s move to prevent non-doctoral school psy-
chologists from continuing to use the title “psychologist.” If 
APA proceeds with its current recommendation, it could 
have major influence on how state departments of education 
license and title school psychologists. NASP is challenging 
APA’s move and encourages you to submit letters and 
emails when APA begins taking comments this fall. Watch 
the NASP and WSPA websites for information on how to do 
this. 

NCSP Continuing Education Change:  If your 
Nationally Certified School Psychologist credential is up for 
renewal in 2010, you need to be aware of changes in the con-
tinuing education requirements (for now, the only individu-
als exempt from this change are those who will renew before 
2010). Renewing NCSPs will be required to earn 25% of 
their continuing education hours from NASP approved pro-
grams or from APA approved programs; furthermore, three 
of the hours must be in ethics. NASP recently began a spon-
sor approval system; for example, state organizations need to 
apply and be approved by NASP in order to grant these ap-
proved hours. The sponsor approval system is very similar to 
that of APA; for example, each individual’s attendance at a 
specific program must be documented and a signed atten-

dance certificate must be submitted when renewing. Be 
aware that even at the NASP conference, the “free” pro-
grams will not count as approved hours because there is no 
mechanism for documenting session attendance. Fortunately, 
those who attend WSPA conferences are already covered, as 
WSPA is an APA approved provider. WSPA is also planning 
to obtain NASP approved provider status. 

Changes in NASP Publications:  Beginning in 
September, the Communique will have a new editor and a 
new look. The new editor is John Desrochers, from Con-
necticut and a former NASP school psychologist of the year. 
Due to the popularity of NASP’s E-journal, it will be ex-
panding from two to four editions per year. 

SLD Position Paper:  At the assembly, the dele-
gates adopted a new position statement that addresses the 
identification of students with specific learning disabilities 
(SLD). The statement outlines the nature of SLD, describes 
SLD identification within a multi-tiered framework, and de-
lineates the role of the school psychologist in these proce-
dures. It provides an advocacy tool for you to inform key 
decision-makers about school psychologists’ contributions in 
the effective implementation of multi-tiered models and in 
SLD identification procedures. Visit www.nasponline.org/
about_nasp/position_paper.aspx for the complete document.

CHILDREN’S SERVICES COMMITTEE 

2007-2008 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 
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 2007.  

Grand proposals will be accepted from August 2007 

through October 15th, 2007.   Proposals should be sent to the 
address below by October 15th, 2007.  In addition to the 
typed proposal, please include your full name and position, 
home address and phone number, school district name, ad-
dress, e-mail, 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:

Heidi E. Horton
Children’s Services Committee Chair
W5203 CTH B
La Crosse, WI 54601

Address questions to:
Heidi E. Horton, School Psychologist
Onalaska School District
(608)783-4610 ext. 8008 
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HINTS FOR SCHOOOL PSYCHOLOGISTS/ SUPPORT STAFF ON 
STUDENT FRIENDLY SERVICES

(Reprinted from International School Psychologists Association’s 
World Go Round, June 2007, Volume 34, Number 3)

This is an information sheet that is one of many available related to school psychologists 
about students with high support needs in the area of mental health in secondary school settings. 
The Australian Guidance and Counselling Association (AGCA) was involved in a national ini-
tiative called MindMatters Plus over a five year period. This initiative involved 17 demonstra-
tion schools to cater for students with high support needs in the area of mental health. This ini-
tiative resulted in a range of resources including specialist journals, school reflection tools, an 
index of programs and information sheets. The AGCA website (http://www.agca.com.au) con-
tains these extremely valuable resources for school psychologists to improve mental health and 
wellbeing for young people. The following is one of the information sheets available on this 
website.

A vital aspect of providing support and services 
within a secondary school setting for young people with sup-
port needs in mental health and wellbeing is to gain their 
trust in seeking the support they need. The following strate-
gies support building trust within a youth friendly support 
service in the school environment.

Building relationships, trust and mutual respect
● Make sure that you take a range of opportunities to build 

relationships and be accessible to students – e.g. school 
functions, activities, parent / student nights

● Establish and/or participate in 
proactive activities that involve 
students in small groups and 
parents in interactive and col-
laborative projects (e.g. student 
groups, Breakfast Clubs, regu-
lar “Parent Power” meetings)

● Build relationships through every day interactions with 
students by showing a genuine interest in their well be-
ing

● In some situations there is a need to make new opportu-
nities to build relationships (e.g. “We develop relation-
ships through multiple contacts such as visiting classes; 
running extracurricular activities; spending time in the 
school grounds; attending performing art events, school 
balls, river cruises, camps; connecting to parents by at-
tendance at Parent and Citizen meetings”)

Being Proactive
● Be aware of student issues that need to be addressed and 

involve them proactively in providing creative solutions 
(e.g. Forming Friendships Club after school activities to 
improve relationships between diverse students; Healthy 
Lifestyles project to address obesity issues)

● Staff understand and make allowances for behaviour 
that demonstrates distress (e.g. “Staff are inclusive and 
tolerate cultural differences in vernacular and behaviour)

Establishing a well coordinated student support team
● A multi-disciplinary team of school-based student sup-

port personnel are available to meet the needs of stu-
dents (e.g. [Is there a generic term you can use here?] 
coordinators, chaplain, school psychologist / counsellor, 
learning support teacher)

● Case management and planning for students with sup-
port needs is coordinated, discussed and continually 
reviewed at regular team meetings

● The school executive team support pastoral care and 
middle/ senior schooling structures to enable an actively 
functioning student support team

Student awareness of the student support team
● Advertising of names and roles of student support team 

through school transition and orientation programs, pic-
tures and descriptors on display boards, student diaries, 
school newsletters, assemblies, class room information 
Special activities, lunchtime and camps to make connec-
tions and begin to build relationships in more informal 
settings and model appropriate communication and sup-
port

● Student Services team members are visible approachable 
people who are available and effective in engendering 
confidence in relationships 
(e.g. “Involvement in lunch time activities means regu-
lar contact on an 
informal basis to model appropriate communication and 
support”)

Being available
● Students have the opportunity to develop a one to one 

relationship with a supportive adult through a range of 
strategies (e.g. mentor, advocate) and pastoral care sys-
tems such as structuring smaller groups so that student: 
teacher ratios are smaller for targeted programs (e.g. 
“Regular contact and commitment with student with 
support needs is 
enhanced by men-
tors operating in 
the school to in-
crease the number 

“I wanted to be sure 
that what I said would 
not be spread around 

the school” – Student

“I felt safe to talk as I was 
taken seriously – and heard 

for the first time by someone.”
– Student

“Staff here are friendly- they listen 
and they care.

We get to do extra things that we 
like to do.”– Student

15



of accessible staff “)
● Lunchtimes are a good time to be available for self re-

ferrals – have at least a roster of student support staff on 
at this time

● Make it easy to make an appointment before, during or 
after school (e.g. email)

Student friendly physical environment
● The counselling / student support room should be com-

fortable with access to both comfortable chairs and a 
round table group area

● If feasible make private access possible
● Decorate the room outside and in with student friendly 

environment which reflects the diverse student popula-
tion, with pamphlets and information readily available 
(e.g. student artwork, bean bags, stress balls, food, 
drink)

Accessing students
● Make the access process confidential (e.g. Appointment 

slips are not identifiable)

Referrals
● Advertise the system for referrals for students through a 

range of avenues
● Make it easy for students to self refer and make an ap-

pointment before, during or after school (through avail-
ability, a schedule on the door, email (e.g. “Because of 
staff- student relationships appointments are easy to 
make: staff are visible, available and approachable, they 
will then connect them to the appropriate person in the 
Student Services team”)

● Have multiple systems of referral (peer, self, parent or 
classroom teacher) whereby minor issues can quickly be 
resolved (“These referrals are often opportunistic i.e. 
right place at the right time”)

Your time together
● Be present for the young person – with no distractions 

(e.g. do not disturb signs, turn off mobile phone, divert 
phone to take messages.)

● Schedule the time needed – an optimal time is approx 40 
minutes.  Always have one urgent appointment time slot 
if possible.

● Negotiate what you can and can’t do especially around 
confidentiality. A sample introduction can be something 
like:” I am here to support you. I am glad you came to 
see me about this. I need to tell you that I will keep what 
you say as confidential- however if I believe that you are 
likely to hurt yourself or others, I will need to seek help 
for you and involve others. If this situation arises I will 
talk with you about it. I am also keen to negotiate the 
best outcome possible with you. ”

● Provide a balance between the student problem-solving 
and providing ideas and possible directions (e.g. brief 
strategic, solution-focused and cognitive 
behaviour therapeutic approaches provide frameworks)

● Be skilled and trained in a variety of counselling strate-
gies

● Be aware of confidentiality and privacy guidelines
● Teach students how to cope with queries about their 

issues by peers 
or staff (e.g. I prompt staff about confidentiality and I 
also coach students if they do get queried with standard 
responses Q: “Why?” A: “Because I’m upset” Q: 
“Why?” A: “Because I’ve got things happening at 
home”)

● Be aware of risk management issues and responses/ pro-
cedures including child protection, sexual or racial har-
assment, bullying, suicide prevention and response to 
suicide risks

● Provide an opportunity for continuing contact and fol-
low-up of session if appropriate

● Seek outside support in such a way that students still 
feel you are remaining connected with them and will 
take an ongoing interest (i.e. they and their issue have 
not just been shifted).

Ask the students
● Use a range of formal and informal methods to check on 

what 
students think about the support they are getting.

By Coosje Griffiths, Area Manager Student Services, Depart-
ment of Education and Training, Western Australia; Helen 
Kerr Roubicek, Educational Consultant, New South Wales; 
and Philomena Rourke, School Psychologist, Girrawheen 
Senior High School

“We don’t like teachers or counsellors to 
be trying too hard. Be yourself. Show a real 

interest in our lives. Follow up when we 
need help.”– Student
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Visual Supports and Structured Teaching:
A Brief Overview of the Structured Classroom

By Maria D. Tolbert, M.A., ABD
Director, Columbia CARE Center

(Reprinted from South Carolina Association of School Psychologists’ newsletter School Psych Scene Vol. XL, No. 5) 

Visual supports is a term used to describe a limitless 
number of possibilities for providing assistance to an indi-
vidual through the use of visual materials.  Although visual 
supports are most commonly associated with autism spec-
trum disorders, they can also be used to provide support to 
students with a variety of disabilities, including developmen-
tal delays, mental retardation, Attention-Deficit/
Hyperactivity Disorder, as well as other communication, 
behavioral, and learning problems.  

Visual supports basically refer to anything one can 
see and reference as needed.  The daily calendar you use to 
guide your schedule is a visual support.  The gender sign 
next to a bathroom is a visual support that allows us to un-
derstand which doorway to enter.  Therefore, confusion re-
garding these supports can result in embarrassing or unfore-
seen consequences!  Visual supports are utilized in struc-
tured teaching, a concept most often associated with the 
TEACCH (Treatment and Education of Autistic and related 
Communication-handicapped CHildren) program at the Uni-
versity of North Carolina, Department of Psychiatry.  How-
ever, in order for visual supports to be effective, there are 
certain organizational and contextual guidelines that must be 
followed.  

Structured teaching incorporates visual 
supports in order to provide clear expectations to 
students.  The first major type of structure is the 
physical organization of the room.  The way 
furniture and supplies are organized can provide 
contextual clues about the activities which occur 
within different areas of the classroom.  There-
fore, you want to provide clear boundaries be-
tween areas, as well as minimize distractions.  In 
order to do this, furniture can be arranged in 
such a way that clear sections are indicated in 
the classroom.  Bookcases and shelves can be moved to 
separate certain parts of the classroom for play areas, work 
stations, or teacher instruction.  Furniture is usually best for 
providing boundaries within the classroom; however, tape 
can also be used on the floor for students who do not require 
such obvious boundaries.  

There are certain areas of the classroom that may 
require more structure than others.  For example, a play or 
break area may need to be completely enclosed by shelves or 
partitions in order to minimize distractions during a less 
structured activity.  In addition, these boundaries can prevent 
other students in the classroom from becoming sidetracked 
by noise and movement.  Furthermore, the location of the 
teacher and assistants in the classroom can also provide 
structure.  This can be established in two ways.  Either the 
teacher and assistants can be responsible for certain students 
in the classroom, or they can be responsible for supervising 
certain areas of the classroom.  It is important for teachers to 
be in close proximity to students so that they can easily see 

students at any time without having to move.  
The materials placed in each area of the classroom 

can also serve as contextual clues for an activity.  For in-
stance, an area used for quiet reading may contain beanbag 
chairs and shelves with books.  As mentioned earlier, confu-
sion would occur if public restrooms were not labeled with 
gender signs.  The same is true for students with communica-
tion problems in the classroom environment.  If a child is 
asked to do their class work at the puzzle center, there may 
be great confusion about what is expected, which can result 
in behavioral difficulties.  For students with communication 
disorders, it is generally best when certain areas of the class-
room are consistently reserved for particular activities.  This 
allows students to understand the expectations associated 
with different locations in the classroom.  Chairs can also be 
a great contextual cue in the classroom.  Chairs instantane-
ously provide us with information on where to sit.  

After the physical organization of the classroom is 
determined, student schedules should be developed.  The 
most common visual schedules consist of cards that include 
both pictures and words.  The cards refer to different school 
activities.  They can be arranged either vertically or horizon-

tally.  The cards are attached to some type of 
board by paperclips or Velcro.  It is best if the 
schedule includes the child’s name and picture 
and is arranged to reflect the activities which oc-
cur during the school day.  When the child arrives 
at school, they check their schedule by removing 
the card and taking it to the location depicted on 
the card.  At that location, there is generally a 
place for them to put the card.  At the completion 
of the activity, the child is either told or given a 
card that indicates they are to check their schedule 
again.  This continues throughout the day so that 

the child understands where they need to go and what is ex-
pected of them.  It is often helpful to alternate preferred ac-
tivities with non-preferred activities in order to motivate the 
student.  In order to prevent confusion, schedules should be 
located in a neutral part of the classroom.  

If schedules consisting of pictures and words are 
too difficult for a student, then an object schedule can be 
used.  Object schedules, the most basic form of schedules, 
consist of an object that is to be used in the next activity.  
Therefore, if the student is to work on puzzles next, then a 
puzzle piece can be used to transition the student to that ac-
tivity.  Another basic schedule includes real pictures or la-
bels.  Pictures of a student’s daily activities can be taken, 
paired with words, and placed on their schedule.  Real pic-
tures are generally easier to understand than the cartoon pic-
tures provided with most computer programs. On the other 
hand, if picture schedules are too elementary, a typed list of 
the day’s activities can be included.  Be sure to have the stu-
dent cross out or check off each activity as they complete it.  



This allows the student to understand what they have fin-
ished and what remains.  If long schedules are overwhelming 
for a student, then they can be shortened in 
order to prevent behavior problems.  For ex-
ample, all activities prior to lunch can be pre-
sented in the morning and then all activities 
after lunch are presented in the afternoon.  In 
addition, if there are changes during the day, a 
“change” or “surprise” card can be used in 
order to indicate that something different is 
going to occur.  For instance, if the speech 
therapist is absent from school on a student’s 
usual speech day, a “change” card can be used 
to indicate that their usual schedule has been 
altered.  This also assists in reducing behavior 
problems due to transitions or changes in rou-
tine.  As students grow and develop, their schedules should 
also change in order to reflect their new skills and abilities.  

Finally, a student’s independent work should also 
be structured to answer four questions:
(1) What work?  (2) How much work?  (3)  Finished?  (4) 
What happens next?  Each student’s work should be ar-
ranged in such a way that each of these questions is an-
swered.  There will be different ways of answering these 
questions for each student, and their work should be format-
ted to meet their individual needs.  Work can be presented in 
shoeboxes on shelves to the left of the student or within a 
notebook arranged by folders.  Once completed, there should 
be a place to put the finished work, either in a box or on an-
other shelf to the right of the student.  For example, if the 
student has three work boxes to their left, they are to com-
plete each box and then place them in the finished box to 
their right.  Therefore, when all of the work boxes have been 
placed in the finished box, they understand that all work has 
been completed.  Directions can be presented in several 
forms, depending on the student’s needs.  Instructions can be 
written, written with pictures, pictures only, a cut out jig 
(outline or cut-out that indicates that a picture or item should 
be placed in that position), or a product sample (an example 
of a finished product).  

Additional strategies can assist with contextual cues 
and structure in the classroom.  Color coding items 
can be extremely helpful, especially with 
young children.  Color coding refers to pro-
viding a color for each student, and then 
matching each of their materials with 

that color.  For example, a student’s color may be blue.  
Therefore, their cubby, chair, snack plate and cup, and daily 

schedule would all be blue.  The same concept 
can also be used with preferred characters, 
such as Sponge Bob or Dora the Explorer.  
Highlighting is also a great way to emphasize 
information, especially for students with good 
reading skills.  Highlighting can be used to 
show the most important directions or what is 
to be completed first.  Spacing of materials 
and wording, as well as the use of different 
containers to separate supplies, can also be 
used to organize activities and limit the focus 
of attention.  Carefully choosing materials for 
work and activities can limit distractions.  

A structured classroom organizes the 
environment for students, making it calm, orderly, and pre-
dictable.  Children with communication and cognitive delays 
often respond well to structure as they are better able to un-
derstand the expectations of the school environment.  Often-
times, visual supports and structure result in a decrease of 
inappropriate behaviors and help to promote skill acquisition 
and independence.  Varying levels of structure and visual 
supports are appropriate for all students, especially those 
with disabilities.  Supports should be chosen based upon the 
benefit to the student and then modified or decreased when 
new skills are acquired.  However, just as most individuals 
use daily planners to organize their time, children with dis-
abilities will most likely require some form of visual sup-
ports throughout their lifespan.  For more information on 
visual supports and structured teaching, please refer to the 
following websites:  www.teacch.com and 
www.usevisualstrategies.com.  

Information included in this article was obtained through 
training resources from the TEACCH Program, University 
of North Carolina, dated July 2005.  
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School Psychology and the Achievement Gap
By Jean A. Boyer, Todd Mendelsohn

(Reprinted from Winter, 2007, issue of Association of School Psychologists of Pennsylvania's Insight)

In the spring of 2006, the Pennsylvania 
Department of Education, in partnership with the 
Center for Schools and Communities, spon-
sored an invited symposium titled “Supporting 
Students to Success”. The symposium fo-
cused on the achievement gap in Pennsyl-
vania. The achievement gap commands the 
attention of superintendents, directors of cur-
riculum and instruction, and building principals 
because it is closely linked to Annual Yearly 
Progress, and because the gap will continue to pro-
duce long term, deleterious economic and social out-
comes if not successfully addressed (National Association of 
State Boards of Education, 2001). It is important for school 
psychologists to understand the achievement gap so that we 
can help education leaders and policymakers access school 
psychology expertise when selecting or designing interven-
tion approaches to close the gap. 

The Achievement Gap
An achievement gap exists when groups of students 

with relatively equal aptitude show marked differences in 
achievement outcomes with one group significantly outper-
forming the others on measures of academic achievement 
(PA Dept of Education, 2006).  The National Assessment of 
Educational Progress (NAEP) has long documented substan-
tial gaps in core subject areas between African American and 
European American students, between Latino/Latina and 
European American students, and between poor and non-
poor students at the both the national and state level.  How-
ever, documenting the gap is no longer adequate. With the 
implementation of the No Child Left Behind (NCLB) law, 
educators are required to produce the evidence base for their 
efforts in reducing the achievement gap along with outcome 
data that demonstrate the results of those efforts. Moreover, 
to ensure that schools are held accountable, NCLB requires 
test scores to be disaggregated within the overall school 
population for racial/ethnic groups, economically disadvan-
taged students, special education students, and limited Eng-
lish proficiency students (PA Dept. of Education, 2005).  

Pennsylvania emerges as a state with the one of the 
largest achievement gaps in the nation. According to recent 
(2004) NAEP and PSSA results: 

● Pennsylvania was ranked 47th for African American stu
dents in reading and 48th for Latino/Latina students in 
math.

● 58% of students from poor families in Pennsylvania 
emerged below basic skills level compared to 21% on 
non-poor students.

● Only about one half of poor children in Pennsylvania 
attain basic levels of proficiency in reading and math

● African American and Latino/Latina stu-
dents in Pennsylvania are two to three times as 

likely to be performing below the basic level 
compared to European American students. 

● 56% of African Americans and 49 % 
of Latino/Latina students graduate from Penn-
sylvania high schools in 4 years with a regular 

diploma compared to 83% of European Ameri-
cans.

Contributing Factors
While the factors associated with poverty are 

known to increase the risk of academic failure, schools –
which could provide environments to moderate the impact of 
community risk and increase resiliency – often instead con-
tribute to the maintenance of the achievement gap. Specifi-
cally, curricular, instructional, and climate variables have 
been highlighted as significant barriers to academic achieve-
ment for some learners. 

● Curriculum: Schools in high poverty areas with signifi-
cantly higher minority populations assign students lower 
quality and less work. In some high poverty urban middle 
schools, for example, coloring assignments were found to 
outnumber math assignments and coloring assignments were 
found to continue even at the high school level (Haycock, 
2001). Similarly, a review of writing assignments for subur-
ban high schools showed that students were required to pro-
duce high level critical thinking on key issues, while writing 
assignments for high poverty urban schools directed students 
to produce only statements of basic knowledge. 

● Instruction: Minority students bare the brunt of the ma-
jority of low quality teaching (Haycock, Jerald, & Huang, 
2001). The probability that these students will be instructed 
by a teacher that is uncertified, inexperienced, and lacking 
capacity in the subject area they teach is much greater than 
for suburban and European American students (Darling-
Hammond,1998).  In high poverty schools in Pennsylvania, 
more than a third of classes are taught by out-of-field teach-
ers, compared to 19% in low poverty schools. 

● Climate and Relationships: Teacher expectations reso-
nate deeply in minority students. Eighty-one percent of Afri-
can American females and 62% of African American males 
reported a greater desire to please their teachers than their 
parents in academic accomplishments. The figures for Euro-
pean American children are significantly lower: only 28% of 
females and 32% of males reported teacher approval as a 
motivator for academic accomplishments (Ferguson, 2003). 
Contrary to a widely held belief among many educators, Af-
rican Americans are no more likely than European Ameri-
cans to report that the perception of their peers deter them 
from appearing smart or taking advanced math courses. 
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However, almost twice as many African Americans as Euro-
pean American students say that their teachers discourage 
them from taking advanced math courses (National Action 
Council for Minorities in Engineering, 1999).
PAGE1: Pennsylvania Achievement Gap Effort

The Pennsylvania Achievement Gap Effort 
(PAGE1) is an effort spearheaded by the Pennsylvania State 
Board of Education in partnership with the Pennsylvania 
Association of Intermediate Units (PAIU).  This effort is an 
ambitious response to the achievement gap in Pennsylvania. 
Fifteen schools across the state have volunteered to partici-
pate in this project and have developed a variety of initia-
tives at the building and district level that have been shown 
to address the gap (Report from the Pritchard Committee for 
Academic Excellence, 2005; Ferguson, 2005; Petrilli, 2005,) 
including:

● early intervention services
● recruitment and retention of high quality teachers
● implementation of  well-researched, standards-based 

curricula
● systemized data collection and data-based decision-

making
● extra learning opportunities and focused tutoring
● developing a culture of collaboration and problem-

solving that fosters strong relationships between students 
and strengthens relationships between students and staff.  

School Psychology and the Achievement Gap
School psychologists have long been con-

cerned about the overrepresentation of minority 
students in referrals for special education eligibility 
assessment due to poor academic achievement 
(NASP, 2002). Additionally, the profession of 
school psychology has historically been involved in 
developing many of the above named practices im-
plicated in closing the achievement gap, such as 
literacy-focused early childhood education and pro-
fessional development for teachers in evidenced-based in-
structional practices. Indeed, school psychology has made 
significant contributions to the use of continuous progress 
monitoring systems such as DIBELS and other curriculum-
based measurements that have been identified as critical 
tools in closing the achievement gap (Deno, 1985; Good & 
Kaminski, 2002). In an audit report for the state of Kentucky 
– a state that has produced significant results in closing its 
achievement gap – investigators noted that a common char-
acteristic across schools that successfully closed their 
achievement gaps was a system for assessing the progress of 
individual students and for planning instructional changes 
according to the data from progress monitoring (Pritchard 
Committee, 2005). In addition to providing assessment ex-
pertise in individual progress monitoring, school psycholo-
gists have offered  knowledge and skills in the implementa-
tion of evidenced- based practices that address the curricular, 
instructional, and relationship variables associated with the 
achievement gap, such as Classwide Peer Tutoring 
(Greenwood, Delquadri, & Bulgren, 1993), PALS (Fuchs & 
McMaster, 2006), Direct Instruction (Axlerod, 2005), Posi-

tive Behavior Supports (Sugai & Horner, 2002 ), and Resil-
ient Classrooms (Doll, Zucker, & Brehm, 2004).  

However, providing such assessment and interven-
tion expertise at the individual child level will not be suffi-
cient in closing the achievement gap. For school psycholo-
gists to make a significant contribution to closing the 
achievement gap, they must offer systems level, problem-
solving consultation to facilitate lasting systems change 
(Shapiro, 2006).

RTI and the Achievement Gap
The multi-tiered Response to Intervention approach 

to learning and assessment offers an overarching model from 
which the achievement gap can be addressed at the systems 
level with consultation from school psychologists.  Specifi-
cally, the defining characteristics of Tier I, including bench-
mark screening, evidenced-based curricula delivered with a 
high degree of treatment integrity, continuous progress 
monitoring, and positive school/class climate are the very 
approaches articulated in the achievement gap literature, 
though not codified in that literature as “Tier I”. Similarly, 
other intervention components associated with the achieve-
ment gap, such as supplemental instruction, extra learning 
opportunities, focused tutoring, and use of technology, are 
recognizable as targeted and strategic instruction for students 
at risk in Tier II of the RTI model.

School psychologists who are spearheading efforts 
to integrate the beliefs and practices of RTI into the cultural 
norms of the schools understand that systems level consulta-

tion and ongoing technical supports are required to 
develop the infrastructure and sustain new capaci-
ties. In fact, the School Psychology Blueprint for 
Training and Practices III applies the multi-tiered 
model of RTI as a template for viewing school psy-
chologists’ emerging roles and functions as sys-
tems-level providers. A key task for such systems-
level consultation is the integration of initiatives. 
Models for this type of system level service have 
been described in school psychology literature (Hall 

& Hord, 2001; Graczyk, Domitrovich, Small, & Zins, 2006; 
Stollar, Poth, Curtis, & Cohen, 2006). School psychologists 
can engage in several practices that can make clear the links 
between RTI and the achievement gap initiatives such as 
PAGE1, including:

● articulating the shared underlying assumptions and be
liefs of RTI and PAGE1 (e.g., all children can learn; 
learning is an interaction between learner, curriculum, 
and environment; the purpose of assessment is instruct
tional decision-making);

● operationally defining common practices of RTI  and 
PAGE1 (e.g., use of effective models, practice opportu
nities/increased academic engaged time, timely and spe
cific performance feedback, classroom climate activities/
inclusive practices);

● developing common metrics to measure outcomes re
lated to specific initiatives, as well as collective effects 
of integrated initiatives overall (e.g., goal attainment 



scaling, innovation configuration);

● providing staff development and capacity building ac-
tivities that spotlight how knowledge and skills pre-
sented during professional development should be gen-
eralized across all building or district initiatives  (e.g., 
RTI, PAGE1, school discipline, character education, 
PBS, DIBELS, new curricula, discipline polices, inclu-
sive practices, etc.) to forward the vision and mission of 
the school.

Aligning RTI with PAGE1 by taking an integrated 
initiatives approach increases the likelihood of substantive 
versus superficial change occurring in our schools. Accord-
ingly, substantive systems change improves the odds that 
children at risk will attain the educational outcomes related 
to later success in life. The history of education reform ef-
forts is littered with well intentioned programs that have 
failed to yield the desired effect (Skrtic, 1991). Although the 
reasons for these failures (or limited successes) are complex, 
one contributing factor may be that there were few in-house
school professionals with consultation knowledge and skills 
whose primary role and function was systems-level consulta-
tion. RTI and PAGE1, along with demands of IDEIA and 
NCLB, present an opportunity for school psychologists to 
offer their services in this capacity.
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Ethical DECISIONS Model for School Psychologists
Bob R. Van Divner & Carrie Champ Morera

(Reprinted from Winter, 2007, issue of Association of School Psychologists of Pennsylvania's Insight)

Enron, Martha Stewart 
and Jack Abramoff …What do 
they all of have in common?  
Their names are now synony-
mous with violations of ethical 
codes of conduct.  Executives 
from Enron have undergone 
criminal prosecution for their 
involvement in the corporate 
collapse, Martha Stewart was 

imprisoned, and the scandals surrounding Jack Abramoff 
have caused the United States Congress to reconsider the 
rules and regulations that govern lobbying and campaign 
contributions.

According to Jacob and Hartshorne (2003), “The 
term ethics generally refers to a system of principles of con-
duct that guide the behavior of an individual” (p. 2).  In the 
case of school psychologists, the National Association of 
School Psychologists (NASP) and the American Psychologi-
cal Association (APA) have both produced ethical codes to 
elucidate the expectations for ethical behavior of psycholo-
gists and school psychologists.  Although these codes are 
very beneficial in communicating the ethical guidelines, the 
guidelines do not specifically address how to handle ethical 
dilemmas.  According to Kitchener (1984), an ethical di-
lemma occurs when there is a problem for which no course 
of action seems to be satisfactory.

The literature describes differing degrees of ethical 
decisions (Boland-Prom & Anderson, 2005; Hill, Glaser & 
Harden, 1998; Jacob & Hartshorne, 2003; Sinclair, 1998; 
Reynolds, 2006).  Some ethical decisions are made in a vir-
tually automatic fashion, almost without the psychologist 
becoming cognizant that he or she has just made an ethical 
decision.  Other ethical decisions are more complicated, but 
are still able to be resolved rapidly.  These are most likely to 
occur when there is a clear-cut standard for the psychologist 
to follow, or when there is no conflict between ethical princi-
ples.  Finally, some ethical decisions require a time-
consuming process of deliberation, particularly when con-
flicting ethical principles are involved.

Given our present social context, the importance of 
an ethical code of conduct and a model for resolving ethical 
dilemmas is as salient in the present-day practice of school 
psychology as it has been at any other time in the history of 
our profession.   However, the literature is devoid of an ethi-
cal decision making model for school psychologists (Champ 
Morera, Van Divner, Kaufman, & Glassman, 2006).  A re-
view of the literature revealed ethical decision making mod-
els designed specifically for social workers, feminists, neuro-
psychologists, and Canadian psychologists.  However, these 
models are not specifically designed for application within 
the school setting.  In particular, previous models do not ac-
count for the primary client being a child or adolescent.  
None of the previous models provide an opportunity to con-
sider district policy or school law, such as IDEA (2006) or 

FERPA (2005).  As a result of the shortcomings of other 
models, this article proposes a new model that has been de-
veloped to guide ethical decisions by school psychologists.  
The following Ethical DECISIONS Model was designed 
specifically for school psychologists and, consistent with the 
NASP (2000) Code of Ethics, recognizes the child as the 
primary client of the school psychologist.  The acronym DE-
CISIONS represents the steps of the model. A description of 
the steps follows:

1. Describe and recognize the problem situation. 
The first step in the Ethical DECISIONS Model for 

School Psychologists includes two parts. First, recognize that 
a problem exists. Sometimes this is difficult, so it is often 
helpful to ask the following questions: Does this situation or 
choice feel right? Have other professionals, caregivers, or 
students identified an issue that needs immediate attention?  
Secondly, describe the problem in a clear manner.  What is 
the issue? Who is involved? Document the problem. If it is 
an ongoing occurrence record the date, time, and location of 
each event. 

2. Evaluate if multi-cultural issues impact the situation.  
Gather input from those involved.  Consult with other 
professionals to gain another perspective on the situation. 

Consider multicultural issues such as ethnicity and 
religion. Be cognizant of cultural differences. Educate your-
self about these differences. Does an ethical dilemma really 
exist or is the situation a result of a cultural difference?  If 
the situation truly poses a dilemma, it is important to obtain 
input from those involved. Be sure to gain the student’s per-
spective about the situation. In addition to consulting other 
professionals, it may be necessary to involve the student’s 
caregiver.

3. Consider the student’s needs, vulnerabilities, and moti-
vations.  Also examine your own needs, vulnerabilities, 
and motivations and those of the caregiver/professionals 
involved. 

As a school psychologist, it is important to put the 
needs of the student first. Ensure that the student’s best inter-
ests are given full attention. How can the student benefit 
from this situation?  Then, consider your needs and the needs 
of the student’s caregiver and any other professionals in-
volved.

4. Identify relevant district policies, ethical guidelines, 
and school law. Identify and prioritize any conflicting 
ethical guidelines. 

Consult NASP (2000) and APA (2002) codes of 
ethics and district policies to determine if the ethical di-
lemma is addressed. Then consult FERPA (2005) and IDEA 
(2004) laws, if applicable, to determine the course of action. 
If ethical codes conflict with the law, adhere to the law, but 
advocate for change in the law to make it consistent with 
ethical guidelines. 



5. Solutions - generate a list of possible resolutions. 
Make a list of ways that the ethical dilemma may be 

resolved. This is a brainstorming and idea generation phase, 
so record as many ideas as possible. At this stage, do not 
evaluate the risks and benefits of each proposed solution.

6. Identify the option which best protects the needs of the 
child and evaluate the possible solutions. 

In this step the risks and benefits of each possible 
solution should be listed and evaluated.  According to the 
NASP (2000) code of ethics, the child is the primary client 
for the school psychologist.  Therefore, the possible solu-
tions should be evaluated based upon which option is consis-
tent with the ethical guidelines and is most likely to protect 
the well-being of the child involved. Prioritize the solution 
which is most likely to protect the needs and rights of the 
child involved.

7. Outcome - once you make the decision, envision the 
outcome.

In his book, The 7 Habits of Highly Effective Peo-
ple: Powerful Lessons in Personal Change, Covey (1989) 
advises that you should “Begin with the end in mind” (p. 97).  
After determining which solution best protects the rights and 
well-being of the child, envision the potential effects and the 
possible outcome of the decision.

8. Negotiate obstacles by anticipating, planning the pro-
cedure, and implementing the decision.

Based upon the outcome that is envisioned, antici-
pate obstacles to the implementation of the ethical decision. 
Then, plan a path to negotiate pitfalls which may interfere 
with the implementation of the decision.  Once the plan has 
been developed, execute the plan and implement the deci-
sion.

9. Solely assume responsibility for your choice of action.  
Re-engage in the decision-making process if the ethical 
issue is unresolved.

Assume professional and personal responsibility for 
your chosen course of action.  If the ethical dilemma remains 
unresolved, re-engage in the ethical decision-making proc-
ess.  Typically, you may re-enter the process at the brain-
storming phase (see step 5).  However, if your attempt to 
resolve the dilemma has altered the situation, it may be nec-
essary to begin anew at the first step.

Conclusion
While school psychologists are guided by the NASP 

(2000) and APA (2002) codes of ethics when confronted 
with an ethical dilemma, no known procedure exists to direct 
school psychologists through the process of problem-solving 
an ethical dilemma. The Ethical DECISIONS Model for 
School Psychologists was developed specifically for this 
purpose.  It was designed to address the unique role of the 
school psychologist and the policies and laws that school 
psychologists must consider when working with children in 
the school setting. 

As this is the first formalized model developed 

specifically for school psychologists, the Ethical DECI-
SIONS Model for School Psychologists is offered here as a 
starting point and to raise awareness of the need for such a 
model.  As no other model has been designed specifically for 
use by school psychologists, there is likely to be benefit from 
using a model such as the one proposed in this article when 
facing an ethical dilemma.  Clearly, ethical decision making 
for school psychologists is an area which needs further re-
search.  The Ethical DECISIONS Model for School Psy-
chologists should also be subjected to research to evaluate 
the empirical rigor of the approach. 
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Enhancing academic motivation.  If we could only 
convince all of our students to want to do well in school, a 
big portion of our problems would be solved, and we could 
devote much more time to teaching.  Can you imagine how 
much shorter our Child Study Team meetings would be?  
Unfortunately, we know that you can only lead a horse to 
water.  School personnel work tirelessly to attempt to moti-
vate students to want to learn, but there are so many factors 
that must be addressed with a student for any changes to 
occur, if they occur at all.  Currently, the schools are experi-
encing more pressure that ever before to demonstrate pro-
gress towards state standards for all students. So how do we 
make the horse drink the water?  Dr. Norman Brier, a profes-
sor of pediatrics and psychiatry at Albert Einstein College of 
Medicine, Bronx, NY has worked with individuals who have 
experienced chronic school failure and has developed a re-
search-based program aimed at enhancing motivation in 
young adolescents.  

According to Dr. Brier, the goals of the intervention are to:

Increase the students’ willingness to ap-
proach learning tasks; bring about a higher 
level of engagement while learning: intro-
duce youngsters to demonstrate a higher 
level of effort; and to help them persist at 
learning tasks, even in the face of frustra-
tion (p.2).

The program involves 16 sessions that are 
clearly outlined in the book.  The sessions involve 
methods such as storytelling, role-playing and 
homework assignments that are aimed at achieving 
the program’s goals of enhancing student motiva-
tion.  Organizational skills and self-monitoring ap-
pear to be indirect goals that are incorporated into 
the program as the session-leader requires students 
to use a specific folder to maintain all session hand-
outs and materials, and to monitor their own pro-
gress in the program.     

The book is broken up into three, easy-to-
read chapters that include an introduction to the 
program, a lesson-plan-like outline of each session, 
and an “expanded knowledge base” section about 
academic knowledge and chronic school failure.  In 
addition, the book includes four appendices that 
contain a student assessment, academic motivation 

screen, session handouts, and information on in-
creasing parent involvement in the program.  In a 
day and age of response to interventions, the assess-
ment, screener and other program materials serve as 
a means of obtaining data before, during and after 
the program.  This data allows us to determine the 
effectiveness of the intervention for each student 
participant.   

Although the program was developed to 
serve as a school-based, 8 week-long (two sessions 
per week) intervention geared towards students in 
grades 6 through 8, it can easily be modified to 
meet the needs of any school building or age of 
targeted students.  Overall, the Enhancing Aca-
demic Motivation program is an easy-to-implement 
program that has the potential of making a huge 
difference in a student’s attitude towards learning.
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Assessing English-Language Learners: Learning Differences or Learning Disability?
by Kara J. Hanson

(Reprinted from The New York Association of School Psychologist’ Volume XXV, Issue 1)

The average American classroom is becoming in-
creasingly multicultural and multi-linguistic.  As a result, 
school psychologists must not only maintain a heightened 
level of cultural sensitivity, but they must be adequately 
knowledgeable of psychological best practices, ethical is-
sues, and legal provisions relating to the assessment of Eng-
lish-language learners (ELL), as well.  However, one particu-
lar issue that is central to the role and function of the school 
psychologist involves the psychoeducational assessment of 
ELL students for the purpose of special educa-
tion eligibility determinations.  As educational 
evaluators responsible for assessing students and 
accurately interpreting results, it is often difficult 
to differentiate whether low achievement is best 
attributed to variables relating to second lan-
guage acquisition or a true, learning disability.  
The following is a list of steps that may guide 
school psychologists through the assessment 
process towards accurate and appropriate deci-
sions regarding special education service deliv-
ery.  
1.  Evaluate the external variables that may be contribut-
ing to low achievement.  

According to the Individuals with Disabilities Act 
(IDEA), in order for an individual to be classified as having 
a specific learning disability, he/she must demonstrate diffi-
culty in one or more of the basic psychological processes 
involved in understanding or in using language with the ex-
ception of learning differences resulting from environmental, 
cultural, or economic disadvantage.  Educators, therefore, 
must rule out such variables before recommending that the 
child receive special education services. 

When evaluating socioeconomic variables, educa-
tors must first consider whether or not a child’s basic needs 
are being met.  Does the child have enough food to eat?  
Does he/she feel safe in the home or school environment?  
After all, such factors have the propensity to greatly affect 
learning, and may therefore be responsible for the child’s 
overall low academic achievement.   When children’s basic 
needs are not being met, it is important that school systems 
try to meet them to the best of their abilities.  This may be as 
simple as providing a child with free breakfasts or helping a 
family obtain food stamps.  

Once it appears that the child’s basic needs are be-
ing adequately met, it is time to evaluate the quality of the 
curriculum.  This involves an evaluation of both the teaching 
quality and content material being presented.  Educators may 
wish to utilize the Sheltered Instruction Observation Protocol 
(SIOP) (Echevarria & Short, 2004) as a guideline when con-
ducting such evaluations.  In short, evaluators should begin 
by asking themselves the following questions: 
● Is the content material being delivered in a manner 

that is comprehensible to the ELL students?  If not, 
educators must increase the students’ comprehen-
sion input by using speech that is appropriate given 

the current level of language proficiency.
● Are task demands and learning objectives clearly 

defined?  If not, educators should create a list of 
clearly defined language objectives, as well as 
clearly defined content objectives.  Furthermore, 
when providing task instructions, educators may 
wish to supplement verbal cues with hands-on, step-
by-step demonstrations while having the child ex-
plain what is expected using his/her own words.

Classroom -based ethnographic obser-
vations greatly contribute to the assessment of 
ELL students.  Although they may be time-
consuming, they do provide educators with a 
picture of the child’s performance in the class-
room, as well as the expectations and demands 
of the educational setting. It is critical that edu-
cators evaluate the quality of the curriculum and 
instruction before considering that any lack of 
learning is best attributed to internal variables 
relating to the individual student.  

2. Consider whether low achievement is a function of 
variables relating to second language acquisition.  

It is important to remember that ELL students—
especially those in the earlier stages of second language ac-
quisition—may require additional time to organize and con-
vey their thoughts in the new language.  Because ELL stu-
dents often experience initial word finding difficulties, edu-
cators may wish to allocate additional time on informal writ-
ten and oral tasks that will allow the students to access and 
effectively communicate content material.  If necessary, 
school psychologists may also wish to consider granting for-
mal testing accommodations through a 504 plan if formal 
assessment results indicate that such measures are necessary, 
while more intensive services are not.

It is also necessary for educators to consider that 
although a child may appear to have strong English-speaking 
skills, this does not necessarily transfer to an ability to per-
form on academic tasks.  After all, it only takes approxi-
mately two to three years to develop the basic interpersonal 
communication skills that allow a child to communicate in 
social settings, while it takes anywhere between five and 
seven years to develop the cognitive academic language pro-
ficiency skills that will allow him/her to excel in the class-
room.  

Yet while such numbers serve as a general guide-
line regarding second language acquisition, they should not 
be regarded as a universal timeframe.  After all, children do 
not learn at the same speed and therefore should not be ex-
pected to attain academic and linguistic milestones at the 
same rate—especially since “more research is needed to elu-
cidate the strengths and learning needs of subgroups of un-
derachieving ELLs in order to clarify why some ELLs who 
in fact do not have a learning disability, have more difficulty 
with language acquisition than their fellow counter-
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parts” (Klingner, Artiles, & Barletta, 2006).  Educators must 
remember that just because a child is not acquiring the sec-
ond language as quickly as would be expected, it does not 
necessarily indicate the presence of an underlying learning 
disability.   
3.  Implement an empirically-validated intervention to 
assess the child’s response to intervention.

If it appears that environmental factors are not con-
tributing to low achievement, educators may proceed by util-
izing the Response to Intervention (RtI) model of learning 
disability classification that requires educators to implement 
an empirically-validated and appropriate intervention, then 
monitor the child’s progress in an attempt to assess whether 
or not learning takes place.  Following an RtI model provide 
educators with qualitative data regarding how the child de-
velops and applies learning strategies, which can aid in on-
going intervention planning.  If the child does not, however, 
respond to the intervention, formal psychoeducational testing 
should be conducted to further assess the child’s capabilities.  
4.  Conduct formalized testing utilizing ap-
propriate assessment techniques.

There are several key points that 
must be considered before formally assess-
ing ELL students.  For starters, when 
choosing a measure, school psycholo-
gists must remember that a test is only 
as good as its norms.  If a child or par-
ticular group of people are outside the 
measure’s standardization sample, then use 
of that particular battery with that particu-
lar child or group would be invalid due to 
biases.  

However, because many psychological measures 
are not normed on ELL populations, school psychologists 
may utilize alternative assessment techniques for evaluation 
purposes.  Performance-based assessments (PBA) and 
Curriculum-based measurements (CBM) are among the 
most popular methods used for assessing ELL students.  
PBAs, for example, require students “to actively accomplish 
complex and significant tasks, while bringing to bear prior 
knowledge, recent learning, and relevant skills to solve real-
istic or authentic problems.  They require that students per-
form their competence by applying knowledge and skills 
rather than simply recalling and regurgitating 
facts” (Ovando, Collier, & Combs, 2003, p. 334).  

Similarly, CBMs also require students to complete 
significant tasks, however, the tasks are drawn directly from 
the curriculum itself.  CBM, therefore, not only “establishes 
a measurement system that teachers can use efficiently, but it 
also produces accurate, meaningful information with which 
to index standing and growth, while providing information 
regarding the effectiveness of the curriculum and further 
instructional planning” (Swanson, Harris & Graham, 2003, 
p. 437).  

It is also important to remember that any child 
whose native language is not English is legally entitled to an 
evaluation conducted in both the native language, as well as 
English.  This evaluation, however, must be conducted by an 
individual who either holds a degree in Bilingual School 
Psychology or has received a certification in school psychol-

ogy with a 15-credit Bilingual Extension approved by the 
New York State Department of Education.  It is not enough 
for the examiner to simply be proficient in the child’s native 
language, for he/she must have the required background in 
bilingual education, as well.  

Once all assessment techniques have been com-
pleted, the results are ready to be analyzed.  Each piece of 
collected information should be considered during the deci-
sion-making process and valued for its utility.  By weighing 
all the data, educators will be most likely to arrive at sound, 
comprehensive eligibility determinations that are in the best 
interest of the child.
5. Remember that bilingualism is a protective factor that 
facilitates cognitive development.

Lastly, regardless of whether or not it is determined 
that an ELL student qualifies for special education services, 
it is important that educators remember that bilingualism is 
no longer considered to be a handicap hindering learning, but 
rather bilingualism is now conceptualized as a protective 

factor that facilitates cognitive development.  In 
fact, research suggests that during later years, 
“bilinguals are able to not only outperform 

monolingual children on tests involv-
ing language comprehension and pro-

duction, but they also demonstrate di-
versification of mental abilities, mental 

flexibility, and superiority in concept for-
mation, as well (Ho, 1992, p. 106).  There-

fore, it is important that educators recognize 
the benefits that bilingualism has to offer by 
encouraging students to not only develop 

English proficiency, but to further develop profi-
ciency in their native language, as well.  
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Autism Spectrum Disorders---Another Sticky Wicket
By Mary Arredondo, Ph.D. and Birgit Lurie

(With reprint permission from Sydney Pettygrove, Ph.D.,
University of Arizona Epidemiologist,

From Spring 2007 issue of Arizona Association of School Psychologists’ newsletter)

The number of children diagnosed with Autism Spec-
trum Disorders (ASDs) has dramatically increased over the 
past decade. It is not clear, however, whether this increase is 
due to a true increase in the number of cases or to changes in 
diagnostics and identification procedures. Some very signifi-
cant research is underway to study this increase in the preva-
lence of ASDs. Several faculty members at the University of 
Arizona are part of a very large study of national scope, with 
data being collected every two years since 2000. Dr. Sydney 
Pettygrove, an epidemiologist from the University of Ari-
zona, recently presented some of the findings of this study to 
the Arizona Special Education Advisory Panel. The Centers 
for Disease Control and Prevention is providing funding to 
the  Autism  and  Developmental  Disabilities  Monitoring 
(ADDM) Network for this work. Six ADDM sites evaluated 
the prevalence of ASDs for children who were eight years 
old in 2000, with an additional eight sites determining ASD 
prevalence for children who were eight in 2002. Data col-
lected in 2004 is also currently being analyzed. To get a true 
picture of prevalence of ASDs, the identification procedures 
need to be extremely consistent. It is critical to this study that 
prevalence not  be determined just  within an established 

“clinical” population. Rather, entire populations of children 
were evaluated. Also, rather than determining prevalence 
based on prior evaluations, either in schools or clinical set-
tings, this study identifies children through about 45 “target” 
indicators. The average ASD prevalence was 6.7 per 1,000 
for 8-year olds in 2000 and 6.6 per 1,000 8-year-olds in 
2002. That equates to about one in 150 children in these 
communities studied. In Arizona, our prevalence rate was 6.5 
per 1,000 in 2000 and 6.2 per 1,000 in 2002, which is on par 
with the national average. Boys were much more likely to be 
identified, with a range of more than three to six boys for 
every girl with ASD. One finding of interest in Arizona 
pointed out by Dr. Pettygrove is that despite no national ra-
cial differences in identification rates, Arizona’s Hispanic 
identification rates were closer to 3% per 1,000, which is 
about half of the national average. This finding will require 
further study. Arizona statistics also show quite a large gap 
between those children previously identified, such as through 
health clinics, and those identified in the ADDM study, when 
compared with other states. This may indicate a need to both 
(1) identify children with ASDs earlier, as well as (2) impact 
our health services provided during early childhood. 
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DEFINITION: 
In general definitions, Section 602 of IDEA, the spec-

trum of disorders is simply referred to as “Autism.” 
Sec. 300.8(c)(1)(i) 

Autism means a developmental disability signifi-
cantly affecting verbal and nonverbal communica-
tion and social interaction, generally evident before 
age three, that adversely affects a child's educa-
tional performance. Other characteristics often asso-
ciated with autism are engagement in repetitive ac-
tivities and stereotyped movements, resistance to 
environmental change or change in daily routines, 
and unusual responses to sensory experiences.

Sec. 300.8(c)(1)(ii) 
Autism does not apply if a child's educational per-
formance is adversely affected primarily because 
the child has an emotional disturbance, as defined in 
paragraph (c)(4) of this section. 

In another section of the IDEA law, it states that a child 
of three years of age may be considered as “having autism” 
if the conditions in Sec. 300.8(c)(1)(i) are met. 

The National Institute of Mental Health provides the 
following definition of ASDs: 

Autism spectrum disorders, also known as Pervasive 
Developmental Disorders (PDDs), cause severe and perva-
sive impairment in thinking, feeling, language, and the abil-
ity to relate to others. These disorders are usually first diag-
nosed in early childhood and range from a severe form, 
called autistic disorder, through pervasive disorder not other-
wise specified (PDD-NOS), to a much milder form, Asper-
ger syndrome. They also include two rare disorders, Rett 
syndrome and childhood disintegrative disorder. 

Autism has been part of the educational and medical 
literature for a relatively short time. Leo Kanner first de-
scribed the disorder in a paper published in 1943 called 
“Autistic Disturbances of Affective Contact.”. In the paper 
he  described  children  having  the  following  features 
“Extreme Autistic aloneness”, “Anxiously obsessive desire 
for the preservation of sameness”, “Excellent rote memory 
skills,” “Delayed echolalia”,  “Oversensitivity to stimuli”, 
“Limitation in the variety of spontaneous activity”, “Good 
Cognitive  potentialities”,  “Highly  Intelligent  families”. 
Though some of these descriptors have been expanded most 
remain very relevant when discussing autism today. Leo 
Kanner’s work influenced how the American medical and 
educational community defined and worked with autism for 
many years. In the European medical and educational com-
munity not only Leo Kanner influenced research and inter-
vention with individuals diagnosed with Autism, but the 
work of the Austrian physician Hans Asperger was accepted 
and well known there far earlier than here in the US. His 
work was not translated to English until the late 1970s. Both 
Leo Kanner and Hans Asperger noted many similar charac-
teristics but differences were also present. Leo Kanner noted 
that most of the children he worked with had severe diffi-
culty with language functioning some being nonverbal and 
others failing to effectively convey meaning whereas Hans 

Asperger noted that his clients had excellent language skills 
and often spoke as “little adults”. The two men also differed 
in terms of motor development. Most of Leo Kanner’s cli-
ents had excellent dexterity especially in when engaged in 
fine motor tasks though some were described as clumsy, 
where as Hans Asperger commented on significant clumsi-
ness and difficulty with school sports as well as significant 
fine motor problems. The two men also described how their 
clients related to their environment differently. Leo Kanner 
described his client as relating better with objects than with 
people where as Hans Asperger described his clients as hav-
ing disturbances “of the lively relationship with the whole 
environment” Finally Leo Kanner believed that his clients 
learned best in a rote manner where as Hans Asperger felt his 
clients learned best when they produced spontaneously. The 
slightly different observations of these two men led to the 
diagnostic descriptors of Autism (Kanner) in the DSM III 
and IV and the diagnostics descriptors of Asperger Syn-
drome (Asperger). 

It is interesting to know some of the philosophy going 
into the latest round of federal regulations for IDEA 2004. 
Instead of including all the various definitions that might 
appear in other statutes, there was discussion that doing so 
would require continuous changing of this law every time 
another statute was changed. For example, related to autism, 
there was some comment and discussion regarding some 
confusion between a diagnosis of autism and one of emo-
tional disability, which is a rule out for autism. It was com-
mented that the definition of emotional disability is vague 
and that the exclusion of students with social maladjustment 
was very unclear. In the end, however, it was decided not to 
change the definition of ED. The definition of autism, also, 
was not changed in IDEA 2004. There is an additional phi-
losophy in writing Arizona education law, which is that in-
stead of writing very specific language, reference is simply 
made to the federal law. This is what has been done regard-
ing state regulations for implementing IDEA 2004. This also 
means that our Department of Education, Division of Excep-
tional Student Services, does not intend to write additional 
restrictions into state law which are not required at the fed-
eral level. The definition of “autism,” then, for Arizona, is 
the definition given above, as well. 

In Arizona there is a distinct difference between stan-
dards regarding “autism” between the Division of Develop-
mental Disabilities/DES and Special Education through our 
Department of Education. To be eligible for services through 
DDD, a child must have one of the following four condi-
tions: Autism, Epilepsy, Cerebral Palsy or Cognitive Devel-
opmental Delay. DDD also differentiates children under age 
six, who are considered at risk for these conditions, and chil-
dren over six. Because psychologists often try to write an 
evaluation report to meet the standards of DDD so a child 
can be eligible for services, it is easy to convolute the re-
quirements of one institution with those of another. For ex-
ample, although DDD requires the diagnosis of autism be 
made by a psychiatrist or licensed psychologist, special edu-
cation placement can be evaluated by a school psychologist. 
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Some school districts have required a “med cert” for autism, 
but this is only required if the evaluation team deems it nec-
essary. Just as in the case of determination for eligibility for 
special education services, DDD requires more than the pres-
ence of a “disorder” for eligibility. DDD requirements are 
different for determination of cognitive delay, in which case 
a certified school psychologist may administer assessment 
tools and prepare the psychoeducational report. DDD, as in 
the case of special education procedures, requires an evalua-
tion team that not only confirms the presence of the disorder, 
but also determines that the developmental disability meets 
the other criteria for service eligibility; i.e., the disability is 
severe; it is manifested before age eighteen; it is likely to 
continue indefinitely; and it results in substantial functional 
limitations in three or more of the following areas of major 
life activity: self-care, receptive and expressive language, 
learning, mobility, self-direction, capacity for independent 
living  and  economic  self-sufficiency.  language,  learning, 
mobility, self-direction, capacity for independent living and 
economic self-sufficiency. 

Another critical issue regarding special education place-
ment is whether or not children with Asperger Syndrome 
could be placed under the category of Autism. For DDD 
eligibility, none of the other syndromes under the Autism 
Spectrum Disorders can be included for eligibility of ser-
vices; so Asperger’s, Rett’s Syndrome, etc., are all excluded 
(girls with Rett’s Syndrome are always eligible as cogni-
tively delayed, however).  For clarification, we consulted 
with Dr. Lynn Busenbark, our Deputy Associate Superinten-
dent for Exceptional Student Services at the Arizona Depart-
ment of Education. Dr. Busenbark’s response was that Ari-
zona does not restrict definitions for placements in special 
education which are not in federal law. She also confirmed 
that policies of other institutions in Arizona, such as DDD or 
AHCCCS, do not bleed into ours (i.e., Department of Educa-
tion). The truth of the matter is that the autism definition in 
IDEA ’04 was not modified to address the new DSM-IV-TR 
way of looking at it as a spectrum of disorders and only re-
fers to “autism” in the definition. However, later on in IDEA 
’04 (under grant monies given to low incidence disorders, 
etc.), there is specific mention of “students with disabilities,” 

with the example given, “with autism spectrum disorders.” 
This is mentioned twice: Title I, Sec. 662(b)(2)(G) and Sec. 
663(c)(8)(D). 

The other truth of the matter is that federal special edu-
cation law does not obligate us to follow any specific criteria 
or use specific screening instruments for placement, such as 
DSM criteria. However, for the sake of having something to 
go on, as well as for coordinating with other agencies, we 
often do refer to these criteria (Refer to Table I). 

For the sake of knowing the difference in diagnostic 
criteria between Autism Disorder and Asperger Syndrome, 
according to DSM-IV criteria, a diagnosis of Asperger’s 
does not require the communication difficulties found under 
A.(2) in Table I. However, these additional criteria have 
been added: 

(3) The disturbance causes clinically significant impair-
ments in social, occupational, or other important areas of 
functioning.
(4) There is no clinically significant general delay in 
language (E.G. single words used by age 2 years, com-
municative phrases used by age 3 years). 
(5) There is no clinically significant delay in cognitive 
development or in the development of age appropriate 
self help skills, adaptive behavior (other than in social 
interaction) and curiosity about the environment in 
childhood. 
(6) Criteria are not met for another specific Pervasive 
Developmental Disorder or Schizophrenia 
The revisions in DSM-IV had some unintentional im-

pact of broadening the more lenient, “subthreshold” diagno-
sis of Pervasive Developmental Disorder-Not Otherwise 
Specified (PDDNOS), as well. To be sure you consult the 
most current definitions under this larger category of Perva-
sive Developmental Disorders, use the DSM-IV-TR (Text 
Revised). Following a series of reanalyses for the diagnosis 
of PDDNOS, the wording was tightened up, as follows: 
“This category should be used when there is a severe 

and pervasive impairment in the development of reciprocal 
social interaction associated with impairment in either verbal 
and nonverbal communication skills, or with the presence of 
stereotyped behavior, interests, and activities, but the criteria 
are not met for a specific Pervasive Developmental Disorder, 

A child or adult with an ASD might:

• not play "pretend" games (Pretend to "feed" a doll.)
• not point at objects to show interest (point at an airplane flying over)
• not look at objects when another person points at them
• have trouble relating to others or not have an interest in other people at all avoid eye contact and want to be alone
• have trouble understanding other people's feelings or talking about their own feelings
• prefer not to be held or cuddled or might cuddle only when they want to
• appear to be unaware when other people talk to them but respond to other sounds
• be very interested in people, but not how to talk to them, but respond to other sounds
• be very interested in people, but not know how to talk to, play with, or relate to them
• repeat or echo words or phrases said to them, or repeat words or phrases in place of normal language (echolalia)
• have trouble expressing their needs using typical words or motions
• repeat actions over and over again have trouble adapting when a routine changes
• have unusual reactions to the way things smell, taste, look, feel, or sound

       • lose skills they once had (for instance, stop saying words they were once using).



TABLE I

DSM-IV Diagnostic Criteria for Autistic Disorder

A. A total of SIX (or more) items from (1), (2), and (3), with at least two from (1), and one each from (2) and (3):

(1) qualitative impairment in social interaction, as manifested by at least TWO of the following:
(a) marked impairment in the use of multiple non-verbal behaviors such as eye-to-eye gaze, facial expression, body pos-
tures, and gestures to regulate social interaction
(b) failure to develop peer relationships appropriate to developmental level
(c) a lack of spontaneous seeking to share enjoyment, interests, or achievements with other people (e.g., by a lack of 
showing, bringing, or pointing out objects of interest)
(d) lack of social or emotional reciprocity

TOTAL________(2 minimum)

(2) qualitative impairments in communication as manifested by at least ONE of the following:
(a) delay in, or total lack of, the development of spoken language (not accompanied by an attempt to compensate through 
a native modes of communication such as gesture or mime)
(b) individuals with adequate speech, marked impairment in the ability to initiate or sustain a conversation with others
(c) stereotyped and repetitive use of language or idiosyncratic language
(d) lack of varied, spontaneous make-believe play or social imitative play appropriate to developmental level

TOTAL________(1 minimum)

(3) restricted repetitive and stereotyped patterns of behavior, interests, and activities, as manifested by at least ONE of the 
following:

(a) encompassing preoccupation with one or more stereotyped and restricted patterns of
interest that is abnormal either in intensity or focus
(b) apparently inflexible adherence to specific, non-functional routines or rituals
(c) stereotyped and repetitive motor mannerisms (e.g., hand or finger flapping or twisting, or complex whole-body move-
ments)
(d) persistent preoccupation with parts of objects

TOTAL___________(1 minimum)

GRAND TOTAL___________(6 minimum)

The following conditions must also be met:

B. Delays or abnormal functioning in at least one of the following areas, with onset prior to age 3 years:

(1) social interaction
(2) language as used in social communication
(3) symbolic or imaginative play

C. The disturbance is not better accounted for by Rett's Disorder or Childhood Disintegrative Disorder

Note: From the Diagnostic and Statistical Manual of Mental Disorders, Fourth Edition, 1994, Washington, DC: Ameri-
can Psychiatric Association.
Copyright 1994 by American Psychiatric Association.

Note: This above table is available on the AASP website under Resources 
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Schizophrenia, Schizotypal Personality Disorder, or 
Avoidant Personality Disorder.” 
SCREENING: 

Research is clear that early intervention is imperative 
with students diagnosed with autism spectrum disorders 
(ASD) and therefore early and appropriate diagnosis is im-
portant. Parents are usually the first to note that their child’s 
development differ from peers. Hopefully an alert pediatri-
cian will listen to the parents’ concern and conduct a devel-
opmental screening using a screening instrument specifically 
designed for detecting signs of autism. The Checklist for 
Autism in Toddlers (CHAT) is a screening instrument devel-
oped in England and is readily available. It has been used to 
screen at least 16.000 toddlers in England and many pediatri-
cians in this country use it as well. The Pervasive Develop-
mental Disorder Screening Test (PDDST) is a newer instru-
ment developed here in the US and also designed for early 
detection. The most effective screening instruments ask 
questions about ability to use language, selective hearing, 
eye contact, social initiation, joint attention, play skills, abil-
ity to share experiences, ability to ‘show’ toys as a function 
of engagement, repetitive behaviors and ritualistic play and 
unusual attachment to inanimate objects. 

Children approaching three years of age may be sent to a 
Child Find screening in a public school setting. Educational 
professionals with early childhood knowledge may use these 
screening instruments to gather more information if they 
observe and suspect ASD and then refer the child for a com-
prehensive developmental assessment. 

For a school age child who experiences social difficul-
ties a screening should consist of an observation by a person 
knowledgeable about ASD and the observation should be 
completed in a social setting such as lunch or recess. The 
focus of the observation should be on the child’s ability to 
use language in a social communicative manner, on the 
child’s ability to cope with a variety of sensory input, on the 
child’s ability to interpret behaviors of others and especially 
on whether the child can take another person’s perspective. 
In addition it is important to explore whether the child has 
targeted interests that seem compulsive in nature. The Asper-
ger Syndrome Diagnostic Scale (ASDS) and the Gilliam 
Asperger’s Disorder Scale (GADS) are good sources of 
questions to ask the parents and teachers. These scales can 
also be used to help remind the professional of what to look 
for. 
COMPREHENSIVE EVALUATION: 

Screenings are designed to identify children who have a 
suspected disability and are in need of a comprehensive 
evaluation. For a young child, suspected at screenings, of 
being diagnosed with ASD it is very important to differenti-
ate between ASD and a language disorder. Children with 
severe language disorders will often have social interaction 
difficulties and thus may end up with the diagnostic category 
of PDD-NOS. That does not mean that they will eventually 
be diagnosed with Autism or Asperger Syndrome only that 
those disorders have to be ruled out. 

For appropriate diagnosis of ASD several components 
should be included. 
• A thorough developmental and medical history is es-

sential. Inquiries regarding ear infections, frequent 

use of antibiotics and whether or not the student has 
or ever had severe food allergies leading to gastro-
intestinal problems should be questions included in 
he medical interview. It is also important to inquire 
whether there has ever been loss of skills, loss of 
language, motor planning skills, engagement skills 
and play skill. Included should also be inquiries 
exploring the students ability to point for the pur-
pose of sharing an experience as well as showing 
toys and activities to a caregiver. 
○ For evaluators who want a very thorough 
interview, the Autism Diagnostic Interview-
Revised (ADI-R) is recommended. This is a 
three hour very thorough interview. It is highly 
recommended that the interviewer is trained. 
Training tapes can be purchased helping the 
examiner develop refined interview techniques 
needed for this instrument. 

• An observation in a natural setting with and without 
peers is also recommended. If the child is in pre-
school or in a regular school setting this can easily 
be accomplished. It is best to observe in unstruc-
tured setting such as lunch, recess and free play. 
Especially note the student’s ability to initiate and 
engage with peers and also note if repetitive play 
and stereotypical behaviors are present. 

• Formal assessment instruments especially designed for 
diagnosis include the Autism Diagnostic observa-
tion Schedule (ADOS) and various rating scales. 
○ The ADOS is a play based assessment instru-

ment designed to rate a student’s communica-
tion skills and reciprocal social interaction 
skills. It is an instrument that requires a high 
level of training and knowledge of autism. A 
two-day training can be obtained through the 
publisher and training tapes are available. It is 
recommended that 

○ practitioners complete both the training and the 
watch the training tapes. 

○ The Childhood Autism Rating Scale is a scale 
that is completed in an interview form guided 
by a person trained in its administration. It is 
not an instrument just left with the parent or the 
teacher. Using the CARS in this manner is in-
appropriate and counter to how it was designed. 
A training tape is available through Division 
TEACCH UNC. The CARS an especially ef-
fective diagnostic instrument if it is used in 
conjunction with the PsychoEducational Profile 
III (PEP-III). The PEP III is a developmental 
assessment especially designed for students 
ages 12 months to 7 years suspected of ASD. 
Not only does this instrument assess general 
developmental levels it also explores a child’s 
ability to initiate and interact. 

○ There are several rating scales such as the 
Gilliam Autism Rating Scales, The Gilliam 
Asperger Disorder Scale and the Asperger’s 
Syndrome Diagnostic Scale to mane a few. 
Caution should be used when administering 

31



32

rating these rating scales because they are 
prone to rater bias. Observations and interviews 
should always accompany rating scales. 

Regarding comprehensive evaluation of suspected au-
tism, in general, it is important to mention that a typical as-
sessment of cognition, achievement, language and fine motor 
skills is also recommended. ASD is a lifelong diagnosis and 
a serious diagnosis. An experienced school psychologist has 
a unique advantage when diagnosing ASD because he/she is 
able to watch the student in a natural setting and can clearly 
observe initiation, interaction and language skills. A thor-
ough knowledge of autism is needed to be able to differen-
tially diagnose ASD versus a severe language disorder or an 
emotional disability; but with that knowledge and training in 
appropriate assessment instrumentation, the school psycholo-
gist is able to diagnose and plan for the student with ASD. 

Once it has been established that a student has the condi-
tion of an autism disorder, the evaluation team must also 
follow additional good practice for determining whether or 
not this student requires special education and is a student 
with Autism Disability. The following criteria checklist 
should be followed in team discussion: 
1. There is evidence, by assessment team consensus, that 

the student meets the criteria for the presence of Autistic 
Disorder. 

2. The student shows delays or abnormal functioning in at 
least ONE of the following areas, with onset generally 
prior to 3 years of age: Social interaction, language as 
used in social communication, or symbolic or imagina-
tive play. 

3. The symptoms have persisted more than 6 months. 
4. The symptoms are to a degree to be developmentally 

deviant. 
5. The symptoms meet criteria cross-situationally, as rated 

by at least 2 persons. 
6. More than one instrument was used to make the diagnos-

tic decision; and the assessment team feels confident 
regarding the validity and comprehensiveness of the 
assessment. Input from a medical doctor or appropriate 
clinician may be necessary. 

7. Other diagnoses were considered and ruled out as a ma-
jor factor in explaining current symptomatology. Symp-
toms are not considered better explained as part of an-
other mental disorder. 

8. The student’s primary educational problems are not due 
to Emotional Disability. 

9. The impairment adversely affects the child’s educational 
performance. 

10. It has been discussed and ruled out that the determinant 
factor for the educational performance difficulty is not 
due to: Lack of appropriate instruction in reading; Lack 
of appropriate instruction in math; or Limited English 
proficiency. 

11. The adverse effects of the impairment on educational 
performance are not correctable without Special Educa-
tion. 

Note: This above table is available on the AASP website 
under "Resources"
WORKING TOGETHER: 

Despite making the distinctions between eligibility crite-
ria for special education services and for services under the 
Division of Developmental Disabilities, school psychologists 
are often put in the position of trying to have their evaluation 
report serve dual purposes. We try to help families so that 
another, private and often costly evaluation is not required 
unless necessary for reasons other than service eligibility. In 
speaking with Dr. Robert Klaehn, Medical Director for the 
state Division of Developmental Disabilities, he offered 
some suggestions for school psychologists in submitting 
reports. First of all, it is the case that DDD only accepts a 
diagnosis of Autism from either a child psychiatrist or a li-
censed psychologist. DDD also distinguishes categories of 
eligibility for children above and below the age of six. For 
children under six, “developmental delay will be determined 
by a physician or person formally trained in early childhood 
development who evaluates the child through the use of cul-
turally appropriate and recognized developmental tools and 
his/her informed clinical opinion.” Should you be writing a 
report for a child under six, you need only mention that this 
child is “at risk for diagnosis of…” the condition you sus-
pect. Depending on the situation, your report may be suffi-
cient and Dr. Klaehn does “sign off” on some evaluations. 
Arizona statutes referring to public health, under which DDD 
laws are written, define a “psychologist” as a person licensed 
in the state of Arizona under those regulations. If your 
evaluation is co-signed by a licensed psychologist, it will 
generally be accepted by DDD. You should also always spe-
cifically document the DSM criteria met in writing for DDD 
purposes. However, Dr. Klaehn indicated you should also 
always include clinical description of examples demon-
strated by the child. That is, you should explain the reasons 
for meeting the criteria. State statutes specifically mention 
that it is acceptable to collaborate on evaluation and place-
ment efforts between DDD and special education. 

The current study on autism prevalence being conducted 
at the University of Arizona has concluded that we need to 
be identifying children at an earlier age. In Arizona, we seem 
to be under-identifying Hispanic children. The U of A study 
also indicates that across the states involved in their study, 
81% of children are identified in school, with another 16% 
identified in both school and clinic settings. The role of the 
school psychologist is critical to improving the diagnostic 
procedures currently being used and to enhancing early inter-
vention. In addition to taking courses on autism through the 
SELECT program offered through the Department of Educa-
tion, web-based courses are also being provided through the 
State Department. In addition, Arizona sponsors a three-year 
Autism Team Training Program using a train-the-trainer 
approach, coordinated by Andrea O’Brian. This is a Capacity 
Building Grant program paying $30,000.00 a year and 
$14,000.00 the third year. Districts should be encouraged to 
apply for the grant through the Arizona Department of Edu-
cation, Exceptional Student Services Department. Contact 
Andrea O’Brian at andrea.m.obrien@cox.net or at 480/460-
0393.The Autism Summer Institute will be held June 18-20. 
Call the State Department at 602/542-3183 for further infor-
mation. SELECT course information can be obtained online 
at: http://www.nau.edu/ihd/SELECT/index.shtml, or call 
928/523-1809 or 520/879-7924.
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Long Range Planning 2007 Leads the Way for Change in the Coming Year
By Rita Schmitt

The WSPA Long Range Planning Retreat took 
place on Thursday and Friday, June 14 and 15 at Cedar Val-
ley Retreat Center in West Bend.  Attendees included the 
following:  Rob Dixon, Past President and Continuing Pro-
fessional Development Chair; Kay Altfeather, President and 
Capital Lakes Regional Representative; Laura McCormick, 
President-Elect and 
Technology Affairs 
Chair; Betty DeBoer, 
Secretary and Public 
Relations Co-Chair; 
Treasurer, Don Juve; 
Danielle Brown, Mil-
waukee Area Subur-
ban Regional Repre-
sentative; Mark Ho-
chmuth, Suburban 
Regional Representa-
tive and Legislative 
Chair; Rob Todd, 
Gateway Regional 
Representative; Ro-
chelle Rusch, Coulee Regional Representative; Linda Ser-
vais, Central Regional Representative and Convention Plan-
ning Chair; Dani Scott, Vacationland Regional Representa-
tive; Michelle Polzin, Northeast Wisconsin School Psychol-
ogy Association Regional Representative; Jennifer Kamke-
Black, Psychology in Northeast Schools Regional Represen-
tative and Newsletter Publication; Mary Beth Tusing, Mem-
bership Chair.

Scott Woitaszewski, Nominations and Elections 
Chair; Nan Huai, Professional Preparation and Training 
Chair; Scott Moline, Professional Standards and Practice; 
Rita Schmitt, Long Range Planning Chair; Heidi Horton, 
Children Services Chair; Dan Seaman, Public Relations 
Chair; Veronica Milling, Recognition and Scholarships 
Chair; Special Ad Hoc Committee Chairs:  Milt Dehn, 
NASP Delegate; Kathy Jensen, Regional Representatives 
Chair; John Humphries, DPI School Psychology Consultant; 
Shirley Natzel, ISPA Delegate.  Those not in attendance in-
cluded:  Dave Schollmeier, South Central Regional Repre-
sentative;  Doug Olson, Southwest Wisconsin School Psy-
chologist Association Regional Representative; Jill Fasching, 
School Psychology Association Wisconsin Northern Re-
gional Representative; Kathy Kobelsky, Lake to Lake Re-
gional Reprsentative; Kris Sieckert, Crisis Chair.  Open posi-
tions include:  Northwest Regional Representative, Student 
Representative and WAPSO Delegate.  Anyone interested in 
these positions, please contact any of the board members.

The group opened LRP on Thursday morning with 
individual personal interest sharing.  Numerous topics were 
suggested and addressed during the retreat.  These included:  
APA suggestion challenging the school psychologist title; 
attempts to obtain NCSP certification for out-of-state certifi-
cation, topic strands for future conventions, continuing edu-
cation for WSPA members, regional group delineations, re-

sponse to intervention practices, DPI school psychology sur-
vey results, development of resources for school psychology 
week in November, mental health parity legislative issue 
(elimination of mental illness stigma to increase insurance 
coverage for services), future long range planning schedule 
and locations, WSPA resources including use of future lob-

byist, technology 
needs and expenses, 
NASP regional 
meeting will take 
place in Madison in 
November, 2007, 
possibility of hiring 
administrative sup-
port person, increas-
ing the number of 
board meetings from 
three to five, possi-
bility of a booth for 
WEAC at WSPA 
conventions, APA/
NASP issues and 

model licensure law, conference and membership services, 
WAPSO meeting developments (committee with representa-
tives from the following areas:  nurse, social worker, guid-
ance counselor, school psychologist, administrator) changing 
school psychology roles and needed resources, incentive for 
board members who attend four out of five meetings for the 
year, incentives for new members and those attending con-
ventions, and review of five-year plans and goals.  

The group concluded their day with a picnic lunch 
on the patio, followed by volley ball.  Others enjoyed paddle 
boating in the pond, walking on nature trails and camaraderie 
with old and new friends and colleagues.  

Friday morning the group completed brief bio-
graphical and contact information to be shared with WSPA 
membership, possibly on the web site.  The group then re-
viewed 2006 plans developed to work toward the five-year 
goals:  By 2010, WSPA will improve membership services, 
will advocate for children’s educational, social-emotional, 
and mental health needs, will provide high-quality profes-
sional development opportunities, and increase advocacy for 
school psychologists, with measurable objectives for each of 
the five-year goals.  Each committee chair shared 2006 ac-
tion plans and goals that were met and those not met.

Goals that were shared included the following:  Rob 
Dixon shared that membership, web page hits and confer-
ence attendance have all increased.  Laura McCormick 
shared that all regional areas are covered with representa-
tives except for one region.  Dan Seaman reported that inter-
est in buying WSPA products such as shirts has been higher 
at conventions than from the web site.  Jennifer Kamke-
Black reported that there will be a half-price coupon in the 
August WSPA newsletter for membership recruitment.  
Mary Beth Tusing informed the group that she is taking over 
for Terri Olsen and will be working on updating and approv-
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ing new membership data.
Mark Hochmuth reported that he will be working 

with legislative issues with the administrative group.  Veron-
ica Milling shared that she is planning on correlating two 
new awards for the Fall convention, for advocacy and for a 
special friends of children, to align with the NASP award.  
Scott Woitaszewski reported that he would like to develop a 
web-based voting system to ease the voting process for 
members.  Danielle Brown shared that there is no longer a 
need for the Futures delegate, that most states have incorpo-
rated this role into state associations.  Kathy Jensen and 
Linda Servais reported that they are now sending out a com-
prehensive packet to local regional planners to address fre-
quently asked questions.  Heidi Horton shared that funds 
raised from the auctions and children’s services grant re-
quests have increased in the past year.

Nan Huai reported that poster sessions at the WSPA 
conferences are open to all practicing psychologists, not just 
students, and she is organizing two student and trainer ses-
sions at conventions.  Rita Schmitt reported that she will 
meet with Laura and Kay this year to develop a training 
manual with role delineations, scheduling and goals to give 
to the incoming president each year to prepare for their first 
official task, which is facilitating the Long Range Planning 
retreat.  Betty DeBoer reported that she will distribute min-
utes and by-laws and will provide these to be included on the 
web site.  Don Juve stated that he has been working on creat-

ing paypal accounts for membership and conventions.  Milt 
Dehn encouraged members to attend the November 9-11 
NASP regional conference in Madison at the Crown Plaza.  
Scott Moline reported that the issue of the therapist who did 
not have appropriate licensure and was scheduled to present 
on reactive attachment disorder at the Fall convention was 
dismissed from her speaking engagement, according to eth-
ics standards.  Shirley Natzel reported that ISPA provides 
materials and funding for ongoing training for school psy-
chologist who have been identified with financial needs.  

Committees broke up into the following areas:  Pro-
fessional Development and Training (Committees:  Prepara-
tion and Training, Professional Development, Student Repre-
sentative, Convention Planning, Recognition and Scholar-
ships); Advocacy (Committees:  Legislative, Children’s Ser-
vices, Ethics/Standards and Public Relations); and Organiza-
tion/Members (Committees:  Publication, Long Range Plan-
ning, Technology, Membership, Nominations and Elections, 
and Regional Representatives).  All chairs in each group 
discussed plans and goals for 2007 and made appropriate 
budget allotments which would be brought before the board 
in the afternoon for approval or negotiation.

The group closed the long range planning portion of 
the retreat, enjoyed a lunch break and convened the execu-
tive board meeting in the afternoon, concluding with fare-
wells, wishes for safe travels and high hopes for the upcom-
ing school year.  Until next year….
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This is your annual reminder that WSPA subscribes to 
NASP’s ethical code.  You can access the National Association 
of School Psychologists’ Professional Conduct Manual, Princi-
ples for Professional Ethics at www.nasponline.org.  Go to Na-

tional Association of School Psychologists, then NCSP/
Certification, then Ethics Committee, then in the text “Principles 

for Professional Ethics.”  Click there.

Have a Fabulous Fall Season!
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