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Editor's Note
By Jennifer Kamke Black

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

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

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

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

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

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

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

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

Deadlines for receipt of material by the editor:  

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

Greetings Fellow School Psychologists
It seems like just the other day my 

daughter was celebrating the 100th day in kinder-
garten this spring. I must have blinked, because 
this past week I walked into a high school class 
and the count down to summer was on – and 
there were not very many days left! Wow, has 
this year gone fast. Transitions must be upon us 
as my graduate students are applying, interviewing and ac-
cepting positions as new school psychologists. New graduate 
students are accepting our offers to attend and we are already 
working on next year’s schedule. I’m sure this spring has 
you counting down your evaluations for the year and looking 
forward to transitioning students and developing programs 
for next year. 

So this being my last newsletter as President, I 
would like to share some parting comments. First, I would 
like to start with a tribute to Carl DiMartino, former NASP 
president, who pasted away two weeks after attending our 
Spring Convention. His leadership for our profession on the 
national level as well as his contribution to our state through 
his presentation are greatly appreciated.

I would like to thank the school psychologists that 
have stepped forward and contributed to our profession. Jean 
Gatz and her Milwaukee crew and Jill Fasching and her Ste-
ven’s Point colleagues greatly enhanced our collective pro-
fessional development over the year by organizing two fabu-
lous conferences. I would also like to thank my colleagues 
on the board for volunteering their time and talents to Wis-
consin School Psychologists. Other school psychologists 
have also stepped up when asked to fill key positions on 
various ongoing state committees. We would not have such a 
fantastic state to practice school psychology in if it were not 
for these individuals. If you are feeling like you would like 
to make a difference at the state level, plan to attend the 
WSPA Long Range Planning (LRP) in June. Rita Schmidt 
coordinates it every year and there will be a specific invite 
from her in this newsletter.

The commitment to kids and the professional drive 
that all of you have is impressive. While you are doing the 
work, I’m sure that some of the credit goes to your individ-
ual programs that prepared you for school psychology. While 
I may be biased towards a particular program, I think the 
state of preparation for school psychology in the state is fan-
tastic! There are relatively few states that can boast the num-
ber of training programs and the quality of the faculty in-
volved in the formation of future school psychologists. Re-
membering the students as they entered our program and 

seeing them when they leave, the changes are 
noticeable in the breadth of their knowledge 
and undeniable in the depth of their commit-
ment to the positive mental health of children. 
While some of you may be facing your own 
transition from the field to retirement, rest as-
sured that the profession is in good hands.
In reflecting on our field and the future priori-

ties of our association, I would like to highlight two inter-
twined topics. The first is Response to Intervention (RtI). At 
the board level, we brought in Dr. George Batsche to present 
on RtI so that all school psychologists could talk about the 
emerging paradigm shift and the role that we would be asked 
to play. Also, in the fall, I asked you to consider stepping 
forward and taking the initiative in your district by starting 
small and helping a classroom with the collection of reading 
assessments. How did it go? What did you learn? What 
changes do you need to consider for next year? While RtI 
certainly seems to be moving forward with some momentum 
now, the role of the school psychologist certainly needs to be 
advocated for to make sure that the schools are meeting the 
needs of the children in the various tiers of intervention. This 
brings me to my second point of advocacy. WSPA continues 
to advocate for the profession through involvement on vari-
ous state committees. We hope to continue to expand our 
invitations to sit on these important decision making bodies. 
To aid that effort, Mark Hochmuth, recently appointed Leg-
islative Chair, and Kay Altfeather, incoming President, will 
be attending the NASP Public Policy Institute in Washing-
ton, DC. The goal is that Mark and Kay, with the assistance 
of incoming President-elect, Laura McCormick, will set the 
priorities of the association for the coming year. While these 
individuals will be taking the lead in WSPA’s advocacy ef-
forts, they will require your help and assistance to be advo-
cates at the local or state level. To keep you connected with 
Mark, Kay and Laura’s efforts, the Board passed a half price 
membership fee for the regular membership for the coming 
year only. It is the hope of the Board that all school psy-
chologists in the state will join WSPA to understand what 
the state organization is doing for its members.

Finally, I want to thank you again for putting your 
trust in me to lead our association. I feel that it has been a 
busy and productive year. I will return to coordinating the 
professional development activities, including the upcoming 
Summer Institute – you will not want to miss it! I leave the 
Board in the good hands of Kay and Laura and hope to see 
many of you around the state.
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2007 NASP Public Policy Institute, 
July 15-20, 2007

 SAVE THE DATE for the new and improved 2007 NASP 
Public Policy Institute (PPI). For the first time, NASP will 
co-sponsor this important training opportunity with George 
Washington University's (GWU) Graduate School of Educa-
tion and Human Development, widely known as one of the 
premiere educational public policy graduate programs in the 
country. 

GWU faculty and students will partner with NASP leaders 
and staff to provide training regarding both the fundamentals 
of advocacy and a more advanced look at educational poli-
cies and practices impacting school-based mental health.

Where: George Washington University, Washington, DC
When: Basic PPI: July 15-18; Comprehensive PPI: July 15-
20
Who: State association leaders will be asked to identify par-
ticipants to attend. Key states interested in actively pursuing 
public policy advancing school psychology will be targeted 
for participation. PPI participants will commit to learning 
more about educational public policy and the grassroots ad-
vocacy skills needed to advance legislation beneficial to the 
education and mental health of children and youth. 

 * A limited number of scholarships will be available, based 
on state association need. 

*  Reduced housing rates will be available. 

*  Information on cost and the specific content for the insti-
tute will be coming soon. 

*  Comprehensive PPI participants will have the option of
participating in the PPI for GWU Graduate Credit. 

For more information, please contact WSPA President Rob 
Dixon at dixon.robe@uwlax.edu

WSPA Long Range Planning Retreat

The Wisconsin School Psychologists Association is 
sponsoring their annual Long Range Planning Retreat on 
Thursday and Friday, June 14 and 15 at Cedar Valley Re-
treat Center, West Bend.  

All WSPA members are invited to attend.  The re-
treat will begin at 9:45 on Thursday morning, will break for 
lunch at Noon, and reconvene at 12:45 p.m.  The group will 
break for dinner at 5:45 p.m. followed by an evening of so-
cial gathering and activities.  Friday morning breakfast will 
be served at 8:00 a.m. followed by continued discussion and 
closure of issues previously raised on Thursday, break for 
lunch at Noon, followed by the executive board meeting to 
begin at 12:45 p.m.   The retreat will wrap-up at 4:00 p.m. 
on Friday following the board meeting.  

Anyone interested in attending, please contact Rita 
Schmitt at 920-869-4641 or ritschmitt@msn.com.  Room 
and meals will be furnished by WSPA.  The deadline for 
registration this year is May 15.  Hope to see you there! 

Please Note Changes for WSPA Membership for Next Year

Take advantage of the HUGE incentive being offered to become a WSPA Member in 2007-2008!  For this membership year, 
the Full Membership Rate for school psychologists will be $30.00.  That’s right, $30.00!  The Intern Rate will also be reduced 
to $30.00.  We are hoping to honor our current Members with this fee reduction and to bring back any past WSPA Members 
who may have been concerned about the cost.  It is a great time to be a part of WSPA and to benefit from what WSPA has to 
offer including: reduced convention rates, a quarterly newsletter, and access to updated information that relevant to our field.

Please also note that the membership year is changing slightly.  The 2007-2008 WSPA Membership applications will be sent 
out in August, with a due date of September 15th, 2007.  It will be very important to get your membership application, or re-
newal, in on time, to receive the first newsletter of the year.  There will still be two payment options for Membership, via check 
or on-line through www.wspaweb.org .  A new WSPA Membership Chair will also be named this summer, so please note there 
will be a new address to send in your applications.

Check out page 14 for details on a UW-Whitewater
continuing education class next school year!
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DPI Update
By John Humphries, NCSP

DPI School Psychology Consultant

Happy spring to all WSPA Members! I just 
want to give a short update on some of the things I’ve 
been working on this spring as well as mention some 
highlights of the NASP Conference in New York (no 
names, I promise).

I continue to get questions about the ER-2 
form for SLD documentation. The important thing to 
remember with this form is that it was foisted on us by 
the federal regulations. We wouldn’t have required it 
from you…yet. As you may recall, the RTI Task Force 
suggested that districts have 4 years to fully implement an 
RTI system. This seems pretty reasonable to me, but the 
regulations basically require us to gather RTI data now. That 
said, it can be seen as an opportunity to “flex your psycho-
logical muscles.” Get the new book called “The ABCs of 
CBM” by Hosp and Howell from www.guilford.com and 
start doing some progress monitoring in a couple of class-
rooms in your school. Include these data in your SLD evals 
as soon as possible. You’ll find that teachers and parents will 
love seeing these data.

I have had a couple of calls from school psycholo-
gists whose positions are being cut for budget reasons. This 
is a difficult time for schools, and I cannot stress enough 
how important it is to make it clear to your administrators 
how skilled you are and the myriad things you can do 
ASIDE FROM IQ TESTS. How about providing mental 
health services for students who have depression but didn’t 
qualify for special education? How about looking at MAPS 
or WKCE data? Get the materials from NASP on how 
skilled we are at providing these services and share them 
with your principal, director, even school board members. 
We need to make our positions clear before they start look-
ing at the budget. From personal experience, I can tell you 
that principals are like anyone else—they want to work with 
people who make their jobs easier. If all we can offer them is 
more IQ tests and more kids in special education, they’re 

not going to fight for our positions. It seems to me that 
the most important “job-security” relationship for 
school psychologists is with building administrators, 
not SPED directors.

Our mental health toolkit trainings are an op-
portunity to learn more about what you can do to sup-
port mental health in all students and use evidence—
supported programs with students who have identified 
mental health challenges. Feel free to contact me to 
learn more and to find out where we will be presenting.

NASP in New York City
As always, NASP is overwhelming and the work-

shops range from alright to mostly good and sometimes to 
awesome. I usually try to pace myself, because you could go 
to workshops from 8 AM to 10 PM. I saw another excellent 
presentation by George Batsche and Dave Tilley. It’s inter-
esting hearing them speak again and then re-reading the RTI 
book from NASDSE. I learn something new each time. This 
time they again delineated roles, where school psychologists 
have opportunities for collaboration and leadership! (See my 
RTI rant above!) They said “The unit of data analysis is the 
building—the best place to make change is at the building 
level.” How about this one? “RTI doesn’t tell you what to 
think. It tells you what to think about.” OK that’s all I can 
share because I don’t want to spoil all my material for my 
fall workshops! I also facilitated an interesting meeting of 
state school psychology consultants like myself at NASP. 
It’s a fun group, and very diverse, with some states well-
advanced and others very slow to adapt. Finally, I was at an 
excellent workshop on self-injury given by Scott Poland and 
Rich Lieberman, two gurus in the suicide arena. As always, 
they were excellent. This one was new for me—a parent who 
offered tattooing as a replacement behavior for cutting. They 
said it worked… Not sure it would be a long-term solution, 
but maybe it’s easier to taper.

As always, call for more from the rant master!

NASP Update: Conventions and Survey Results
By Milt Dehn, NCSP, Wisconsin NASP Delegate

At the end of March, NASP’s annual convention 
took place just one block off Broadway in New York City. 
For the record-setting 6,200 participants there was much to 
learn and enjoy. If you missed it, begin planning now for 
what could be NASP’s best party ever. Next year the annual 
conference will begin on the day after Mardi Gras in New 
Orleans. Come a couple of days early and enjoy the famous 
celebration before taking advantage of wonderful profes-
sional development opportunities. The convention dates are 
February 6-9, 2008 (Mardi Gras is February 5th) and the lo-
cation is just a block or two from Bourbon Street. 

The NASP research committee recently released the 
results of the 04-05 national School Psychology survey. All 
of the respondents were NASP members. Some of the inter-
esting findings are:

80% of respondents are practicing school psychologists
32% of respondents have doctoral degrees
74% of respondents are female
96% of respondents are Caucasian
the mean age of practitioners is 45.2
83% of respondents work in public schools
29% of respondents work in a rural setting
the mean per diem salary of practitioners is $312.57
with a 190 day contract, the mean annual practitioner 
salary is $59,387
 80% of total practitioner time involves special education 

activities (up from 52% in 1989-90)
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3T:  Tom’s Tech Talk  
written by Tom Kulaga

(Reprinted from The New York School Psychologist volume XXV, issue 1)

Often, when the deadline for an article is approaching, I 
fire up my computer and search for information about the 
topic of interest.  Then I read through the content of various 
sites and try to determine what information might be useful 
to my colleagues.  Although I started that process today, it 
appears that most of the work I would normally do 
has already been done. Consequently, I would like 
to direct readers to a single site that has organized 
selected materials related to multicultural issues and 
provides ample information about culturally compe-
tent practice as a school psychologist. The site was 
developed by our parent association, The National 
Association of School Psychologists, and the link to 
the site is:

http://www.nasponline.org/culturalcompetence/
index.html.

At the link noted above, our NASP explains in its mis-
sion statement why school psychologists are committed to 
culturally competent practice, “Every student has been raised 
in a culture and is cultured.” The statement notes that, “In 
addition to improved cross-cultural communication, school 
psychologists who are culturally competent ensure that con-
sultation, intervention, and assessments are appropriately 
designed to meet student, staff, and parental needs.”  Not 
surprisingly, our New York State Social Studies Learning 
Standards also acknowledge that “the study of New York 
State and United States history requires an analysis of the 
development of American culture, its diversity and multicul-
tural context, and the ways people are unified by many val-
ues, practices, and traditions.”

Some key concepts from the standards are defined be-
low: Culture means the patterns of human behavior that in-
cludes ideas, beliefs, values, artifacts, and ways of making a 
living which any society transmits to succeeding generations 
to meet its fundamental needs.

Diversity means understanding and respecting others 
and oneself including similarities and differences in lan-
guage, gender, socioeconomic class, religion, and other hu-
man characteristics and traits.

Empathy means the ability to understand others through 
being able to identify in one’s self responses similar to the 
experiences, behaviors, and responses of others.

Identity means awareness of one’s own values, attitudes, 
and capabilities as an individual and as a member of differ-
ent groups.

But, what does it mean for a school psychologist to be 
culturally competent? The NASP site answers, “Cultural 
competence is defined as a set of congruent behaviors, atti-
tudes, and policies that come together in a system, agency, or 
among professionals and enables that system, agency, or 
those professionals to work effectively in cross-cultural 
situations. Operationally defined, cultural competence is the 
integration and transformation of knowledge about individu-

als and groups of people into specific standards, policies, 
practices, and attitudes used in appropriate cultural settings 
to increase the quality of services; thereby producing better 
outcomes.”

Providing culturally competent services in the school 
setting requires commitment at the policymaking 
level, the administrative level, and the service 
level. While indicators of competency for all levels 
are noted on the NASP site, only the service level 
characteristics are copied below.
Educators and related services personnel who are 
culturally competent:

• learn as much as they can about a student’s or 
family’s culture, while recognizing the influ-
ence of their own background on their re-
sponses to cultural differences;

• include neighborhood and community outreach 
efforts and involve community cultural leaders 
if possible;

• work within each student’s family structure, 
which may include grandparents, other rela-
tives, and friends;

• recognize, accept, and when appropriate, incorpo-
rate the role of community volunteers;

• understand the different expectations people may 
have about the way services are offered (for 
example, a period of social conversation may 
be necessary before each contact with a person; 
or access to a family may be gained only 
through an elder); and

• adhere to traditions relating to gender and age that 
may play a part in certain cultures (for exam-
ple, in many racial and ethnic groups, elders are 
highly respected). With an awareness of how 
different groups show respect, providers can 
properly interpret the various ways people 
communicate.

Many resources to help promote cultural competence are 
available on the site. You can find position papers, videos, 
and powerpoint presentations. There are materials related to 
assessment, crisis response, consultation, and practices for 
working with interpreters. There are also excellent links to 
information for principals and administrators. The listing for 
links to recommended agencies, organizations and websites 
addressing cultural competence in education is seven pages 
long.

In summary, I can highly recommend the NASP site on 
culturally competent practice as an important resource to 
help produce better outcomes for all our students.7



Redefining Professional Identity to Subvert Role Confusion  
By Tracey Scherr

“The Name is Psychologist…School Psychologist.” 
What an interesting title for a conference at this time in the 
history of school psychology. Erikson’s developmental stage 
theory reflects the tendency for adolescents to either deter-
mine who they are and where they belong or else face role 
confusion. I am reluctant to suggest we are too much like 
teenagers, but we do share similarities. We, as school psy-
chologists, are experiencing the challenge of negotiating, 
rather renegotiating, our professional roles. If we fail to suc-
cessfully define our identities as school psychologists, we 
may be doomed to face role confusion.

Just prior to the Spring 2007 WSPA Convention, 
one of my students wrote a Critical Incident report (Griffin, 
2003) that was particularly expressive. The Critical Incident 
report is a monthly reflection paper we require our practicum 
students to write regarding their experiences in schools. This 
particular student wrote about a situation at her practicum 
site during which she experienced role confusion and reacted 
to it instead of more thoughtfully re-
sponding. She reflected on the experi-
ence in her report. In her words, 

I believe it’s important that, 
despite everything else that might 
be going on and how we 

might feel about other things, it 
should all be set aside when work-
ing with a student. Their emo-
tional and mental health should be 
the number one priority. Sometimes 
we get so busy we forget the 
whole purpose of our career. We 
become like machines and just think 
about everything we have to do (the future) or every-
thing that happened (past) rather than living in 
the present and looking at the greater good. I believe 
that every school psychologist needs to take time 
aside in self-reflection and awareness to increase 
mindfulness. (S. C. M. Soleymani-Alizadeh, personal 
communication, December, 2006). 

This practicum student insightfully recognized that, 
as we move through our personal and professional lives, we 
are in danger of losing sight of our individual and collective 
purposes. 

School psychologists are charged with working for 
children to improve their educational and psychosocial func-
tioning. Yet, practitioners get lost in IEP meetings and paper-
work. Likewise, trainers are buried in mounds of grading –
just ask our students. Conventions afford us the opportunity 
to find the way back to our collective purpose and to renego-
tiate our professional identities in the presence of any role 
confusion or conflict that may exist. Exchanging with col-
leagues reminds us of the meaning of our name, 
“Psychologist…School Psychologist.”

At the start of the most recent WSPA convention, I 
did not realize NASP President, Dr. Carl DiMartino’s key-
note address would help me renegotiate my professional role. 
Like many of you, I was surprised and saddened to hear 
about his sudden death shortly following his speech at our 
convention. This news prompted me to think about the per-
sonal and professional lessons that can be learned from the 
unexpected death of someone in the midst of life. One of 
those lessons is that we have to make every moment count. 
There is much work to be done right now in our field, rang-
ing from obtaining buy-in regarding the utility of RTI as a 
model of service delivery to meeting the needs of English 
language learners. Dr. DiMartino’s passing added fervor to 
my belief that the time for us to do this work is now. We 
may or may not have tomorrow to do it, but we definitely 
have today. Apparently my practicum student also believes 
this.

Often I take notes at conferences about many topics 
I would like to further explore or want to 
implement in my instruction of students. 
Despite my good intentions, these lists 
frequently end up filed away in a drawer 
in my university office never to be read 
again. This time around, though, I vowed 
to pilot a writing exercise JoAnne Katz-
marek demonstrated in her convention 
presentation about strategies to improve 
reading comprehension. Students read a 
brief article about a controversial topic, 
then write their thoughts about what they 
read. They pass the writing sample to the 
student sitting next to them, who adds to 
the previous student’s commentary. Even-

tually, the initial student receives his or her statement back 
and benefits from reading how others’ understanding of the 
excerpt was similar to or differed from their own. When I 
tried this technique in one of my introductory psychology 
classes, the students actively participated and seemed to re-
call information from this reading on a follow-up quiz. It felt 
great to follow through on the promise I made to myself to 
try to improve my students’ learning using information gath-
ered at a WSPA convention.

In a creative and engaging way, Dr. Eric Hartwig 
encouraged attendees to reshape our professional identities in 
lieu of faltering in a state of role confusion. Dr. Hartwig 
noted the need for a “Psychoeducational Autopsy Confer-
ence” during which we share our professional mistakes and 
engage in constructive criticism of methodology, not of those 
using ineffective methods. By sharing a mistake she made, 
my practicum student also recognized our need to honestly 
evaluate our own professional actions and to invite feedback 
from others. She really did not have a choice about complet-
ing the assignment, but she did have latitude regarding its 
content. As her instructor, I am pleased she chose to use the 
opportunity to negotiate her role in the field of school psy-
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WSPA Children’s Services Grant Recipient Report
Project submitted by Dawn Johns Swenson,

school psychologist at Logan High School in LaCrosse, Wisconsin

The grant awarded to the 
Equine Facilities Learning Activities 
program by the Children’s Services 
Committee Grant provided 10 students 
the opportunity to participate in three 
activity sessions.  Many of these stu-
dents are from low socio economic 
backgrounds and would be unable to be 
involved in this program without spon-
sorship as provided by the WSPA 
group.

These 10 students were able to experience a con-
nection with something larger than themselves, the horse as a 
partner and healer.  This connection develops a sense of trust 
and confidence in the student that helps them face and deal 

with their physical and emotional 
needs.

The relationship building ac-
tivities provide the child and horse a 
time to communicate, learn how to 
approach each other, for the child to 
learn how to be a leader through a part-
nership role, how to overcome fears 
and build self confidence. There are no 
lead ropes, no tricks, just open and 
honest communication.

Thank you for your support.  If you would like 
more information about this program or ways to involve stu-
dents at your school please contact Dawn Johns Swenson at 
the Flying Horse Stable 608-317-1448.

chology. Essentially, she and I participated in a two-person 
Psychoeducational Autopsy Conference. If a student can be 
open to this process, surely more seasoned school psycholo-
gists can conduct these “autopsies” successfully as well.

Dr. Hartwig further suggested we negotiate change 
instead of fighting it. Given the need to focus on today more 
than on yesterday or even tomorrow, I concur. One of the 
greatest changes we must navigate in our roles as school 
psychologists is to promote the educational and psychosocial 
success of English language learners. From Dr. Jacalyn 
Weissenburger’s presentation regarding curriculum-based 
measurement with ELL students, to a student poster address-
ing teachers’ understanding, and a publisher’s presentation 
of the Wechsler Nonverbal Scale of Ability, conference at-
tendees had the opportunity to take away information to 
make serving ELL students a role in which we are more ef-
fective. As for me, I have improved information related to 

more valid assessment of ELL students available to share 
with future school psychologists.

The Spring 2007 WPSA Convention provided us 
with the opportunity to more clearly define the roles behind 
our professional identities. The presentations were rife with 
practical tools to help us do the important work now. The 
information provided should be used and not merely wasting 
space in a file cabinet. Whether we facilitate a pass-along 
writing exercise to improve reading comprehension, hold a 
Psychoeducational Autopsy Conference, or conduct assess-
ments of English language learners, we must navigate the 
change and redefine our professional selves. After all, we are 
“Psychologists…School Psychologists.”

Griffin, M. L. (2003). Using critical incidents to promote and 
assess reflective thinking in preservice teachers. Reflective 
Practice, 4, 207-220.     

CORRECTION:  The article "A case study in RTI Assess-
ment...." by Robert Richardson in the Spring, 2007, WSPA news-
letter is a reprinted article from Utah's newsletter The Observer, 
September 2006, Vol. 22, Number 1 issue.  The editor apologizes 
to Rob and our cohorts in Utah for omitting the reprint credit.
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Acknowledging Strengths in Others: A Resolution for the New School Year
Joan R. Fretz, Director of Fine and Performing Arts, Huntington Schools

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

In the life of an educator, New Year’s Eve is really 
Labor Day.  It’s the day we think about what we can do dif-
ferently this time around.  How can we reach more students 
as we make our way through the maze of issues that get in 
the way?  If I may, I’d like to suggest a New Year’s resolu-
tion for you:

“This year, as I plan my program objectives, I am 
going to provide my students with the gift of acknowledge-
ment and an opportunity to practice leading.”  

Imagine a school in which every student was ac-
knowledged by at least one adult, who helped them to iden-
tify their interests and strengths and then provided ways for 
them to develop these skills through leadership opportuni-
ties.  How many more students would go to classes regularly 
and graduate?  How many more would willingly join a 
school project and contribute productively in their commu-
nity?  How many more would have a better idea of what they 
want to pursue in higher education?  Plenty would.

One of the most painful parts of growing 
up is not knowing what you are good at, and worse, 
not having an adult in your life who points out that 
you are good at something.  Too many of our stu-
dents are underachieving for lack of motivation, 
drive and purpose.  It has little to do with potential 
and everything to do with how they feel about 
themselves and the task of “doing school.”  So, in 
many cases, they choose not to go to class, do the 
work or follow the “rules” of the school society.  Some act 
out and get caught up in a discipline merry-go-round.  Every-
one knows their names.  Others are so insecure and quiet, 
that they get lost in the crowd and become “invisible.”  Few 
teachers remember their names.  Rich or poor, high achiever 
or at-risk, every student needs to have a connection to at 
least one adult in school.

Teachers are not assigned the responsibility for 
helping students discover who they are and what special gifts 
they have.   It’s never been part of the job description.  Yet, 
if you work in a school, in any capacity, that is the most im-
portant part of your job.  Too much of our own training is 
focused on delivering information to students and becoming 
experts in a specific subject.  We are teaching “at” students 
instead of embracing them in the discovery of knowledge.  
School is a place where they should be collecting informa-
tion about themselves, in addition to the course require-
ments.    When our students don’t pass the test or do the as-
signment, we shake our heads and wonder, “Why aren’t they 
more motivated?”  “Why don’t they care more?”  I wish we 
were thinking, “How can I make this material more relevant 
so they will be naturally motivated to participate with me 
and stretch themselves in the process?”  It matters not what 
the subject is, or if they have any interest in the material you 
are teaching.  What matters is the experience they have 
working with you and how it makes them feel.

The best example I can share with you is the 150 
students who sign up to be in a competitive marching band 
program.  Very few of them intend to make music their ca-
reer choice.  Only a small percentage of them are extraordi-
narily skilled.  Yet, they devote four months to developing a 
field show, giving up evenings and weekends and working 
long hours together.  Why?  It has nothing to do with music.  
It has everything to do with the personal growth they experi-
ence as part of a course that provides opportunities to de-
velop pride, discipline, self-confidence, team-work and re-
sponsibility.  In this course, everyone’s efforts are an essen-
tial piece of the whole.  They are challenged to work hard 
and be reflective about their progress everyday.  There is 
immediate feedback and acknowledgement of their individ-
ual efforts at every practice.  No one is on the bench and no 
one has an opportunity to slack off.  We need to find ways to 
capture this approach and apply it to every classroom experi-
ence.

Imagine if we spent a few minutes discussing what 
skills we want our students to have when they leave 
our building and consciously provide opportunities 
for them to practice these skills every day, in every 
class.   The business world wants them to be creative 
thinkers, capable of leading and inspiring others, able 
to communicate effectively, demonstrate vision and 
be able to see a project through to a successful con-
clusion.  So, what are we doing in school to prepare 
them to think creatively and lead?  That is really our 
assignment.  No matter what subject or grade level 

you teach, that is really the objective of the lesson.
People with a vision of where they are going, who 

are intrinsically motivated, will remember an adult in their 
lives who commented positively about a talent they saw in 
them.  It may have been a two minute conversation, but, it 
very often is one that is never forgotten.  Don’t expect that 
person to be the child’s parent.  As much as parents can see 
their child’s strengths and talents, children are seldom in-
spired by their observations.  The typical response is “You’re 
my mom….you’re supposed to think I’m gifted.”  

When an adult at school takes the time to notice a 
specific strength or talent in a student, the impact is greater.  
If it’s followed by a conversation about how the student 
might pursue and develop this interest, it can be the spark 
that sets them on a focused, productive path.  Having some-
one willing to take the time to tell you what they see in you 
is a very special and important gift.  It takes little time and 
no preparation on your part.  The willingness to be observant 
and to pause to share your thoughts is all that it takes.  Add a 
commitment to maintain an interest in the student’s explora-
tion over a long period of time, and the rewards are bound-
less.

It is equally important for adults to receive such 
acknowledgement, as there is much to learn about ourselves 
through someone else’s eyes.  Are you a supervisor?  Then I 
hope you will consider doing this for your staff members.  
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Make it a responsibility of yours to take the time to acknowl-
edge their strengths and suggest ways for them to pursue 
their talents.  If you do, they will be motivated to achieve at a 
level higher and be more open to constructive criticism.

Let’s say we create this amazingly supportive envi-
ronment and we tell kids what’s special about them…and so 
what happens next?  You have to give them a chance to lead. 
Once they have identified an interest or a goal, they need to 
have an opportunity to explore it. In school, there are many 
more opportunities for students to lead than we usually pro-
vide.  Consider offering learning experiences that are not in 
the course guide and letting the students take an active part 
in changing the climate of your school.

The creative, confident teacher is willing to share 
the leadership of the class with his or her students.   Within 
the classroom, at any level of schooling, there are countless 
ways to let students lead…from running class meetings to 
chairing group projects, most students will welcome an invi-
tation to demonstrate their leadership skills.

Let’s think for a moment about creating leading and 
learning experiences beyond the classroom, which are 
“custom-made” to fit the interests of an individual student.  
In the high school, it is quite easy to create internships for 
individual student interest.  In each department, teachers can 
recommend students to pursue independent study in a par-
ticular area.  The department supervisor should take respon-
sibility for working with the student and the guidance coun-
selor on designing an individual internship plan.  They might 
arrange for the intern to assist a teacher in an introductory 
level course, have a mini student teaching experience work-
ing with younger children at an elementary school, or work 
with a mentor at a business in the community.  Especially in 
the senior year, it is possible to give students a block of free 
periods in their schedule to pursue an internship.  In addition 
to the adult mentor, each student intern should have a high 
school teacher or administrator who monitors the experience 
and provides support for the student.  Each intern should be 
required to keep a reflective log of their experiences and be 
responsible for producing a project or presentation at the end 
of the year.  The program should be credit-bearing, include 
quarterly evaluation and be listed as a “career internship” on 
the student’s transcript.

In my experience in developing internship pro-
grams, there have been many benefits for the school pro-
gram, as well as the student.  Many of our interns have cre-
ated new program components that would not have occurred 
without their involvement.  In several instances, we have 
expanded our program offerings based on the work done by 
student interns.  They also provide service to their mentors, 
as a responsible extra pair of hands, which is much appreci-
ated. Their presence in the other schools or places of busi-
ness speaks volumes about the quality of your high school, 
as they represent young people contributing positively to our 
society.  The students learn a lot about themselves, about this 
type of career opportunity, about how difficult it can be to 
get a group of people to work together and listen to you, 
about planning, responsibility, motivating others and more.   

For the most part, the students blossom during the 
experience.  Their communication skills improve and they 
are easily able to identify what they would like to focus on 

during their college years.  The benefits of an internship pro-
gram far outweigh the time that is needed to develop and 
monitor it.  The best way to do this is with a team of educa-
tors, working together with the students in each department 
or area of concentration.

Another very powerful leadership experience is the 
opportunity to participate in a Peer Leadership program.  
This experience should have multiple levels of involvement 
and be open to any student.  It should not include elected 
positions, like student government.  Unexpected leaders will 
emerge as students demonstrate their interests and skills by 
simply participating.  In the Peer Leadership program we 
have been developing at Huntington High School, there are 
many different avenues for a student to accept responsibility 
and leadership.  Here are some of the components we are 
experimenting with:

Community Period:  Students run a nine-minute school 
business meeting twice a week, leading a discussion about 
school events or issues in their extended second period 
classes.
Peer Leadership Course:  Students participate in a 
credit-bearing course designed to develop interpersonal, 
group facilitation and leadership skills.  They take responsi-
bility for running open forum discussions during lunch peri-
ods, preparing the information for the Community Periods, 
serving as Peer Mediators during free periods, developing 
teen teaching presentations for freshmen, middle school and 
elementary classes, running the orientation program for in-
coming students and representing the student body at the 
Student Faculty Forum.
Community Room Discussions:  A new lounge for 
student discussions was built in the cafeteria.  The room is 
manned by staff members who supervise open student-led 
discussions during every lunch period twice a week.  All 
staff members and students are invited to attend.
Teen Teaching:  In addition to the Teen Teaching pro-
grams developed by the Peer Leadership Course students, 
other programs about bullying and character development 
are designed and presented by the Theatre classes, Art Honor 
Society and Foreign Language students.
Freshmen Mentors:  National Honor Society members 
and other student volunteers serve as mentors for a small 
group of freshmen throughout the fall semester.  They meet 
once a week with counselors who supervise the program.
Student-Faculty Forum: Twice a month, students and 
staff involved in peer leadership meet with the Principal to 
review issues in the school.

Peer Leadership programs provide opportunities for 
students to practice communication skills while discussing 
issues that are important to them.  Younger students are al-
ways excited to work with the visiting high school students 
and hang on every word they say.  The once self-absorbed 
teen is now focusing outward, thinking of others and discov-
ering the gift of doing for others.

One of the best products of this endeavor is that the 
student body actually takes responsibility for improving the 
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school climate.  They model, teach and practice respectful, 
welcoming behavior.  The students never fail to provide 
valuable insight into school issues and student viewpoints 
that we as adults cannot always see for ourselves.  In short, 
there is much wisdom to be learned from the younger gen-
eration.  In order for peer leadership programs to be success-
ful, you need a team of participating staff members and a 
structure for meeting and training students.  Staff members 
may volunteer to participate in the Peer Leadership programs 
in lieu of a duty assignment.  Once students see that they 
have a true voice and are permitted to lead, they 
will embrace the programs and involvement will 
grow.

One of the most successful ways for 
adults to connect regularly with students is through 
a school advisory program.  This is usually a small 
group of students that meet regularly with a 
teacher to discuss issues of interest and provide 
important information and support.  Many schools 
have difficulty scheduling the advisory period, but, 
it is well worth the time commitment if sufficient 
planning and teacher training is provided.  Most of 
the goals of the multi-level peer leadership program outlined 
above can be accomplished in an advisory program.

I hope you will consider starting a “chain reaction” 
of acknowledgement and leadership opportunities for your 

students this year.  When you take a moment to acknowledge 
a student’s strength, you are communicating that you are 
confident in their ability to be successful.  When you provide 
a leadership experience for a student, they take responsibility 
for their own learning.  Accepting responsibility develops 
ownership and “buy in.”   So, simply put, because of what 
you see in them and the chance you give them to explore 
their talent, they become motivated to work harder at “doing 
school.”  In addition, if you offer students a true voice in the 
school…the school climate will improve and YOU will learn 

more, too.
The opportunity to help someone dis-

cover themselves is one of the most fulfilling mo-
ments of an educator’s career.  Choose someone 
to “raise up” this September and watch how easily 
they blossom.  If you are interested in participat-
ing in training or discussions on these or related 
issues, I invite you to join the LI SEL Forum.  
This organization is devoted to sharing informa-
tion about social emotional literacy and student 
leadership.  LI SELF is sponsoring a full day con-
ference at Hofstra University on November 3rd.  

Please contact me at jrfretz@optonline.net if you would like 
your email address added to the SELF information network.  
We welcome your thoughts and ideas.  Best wishes for a 
fulfilling school year.

Located at 6800 N. 76th Street, Milwaukee, WI Located at 6800 N. 76th Street, Milwaukee, WI 
For an appointment call: 414.358.7805For an appointment call: 414.358.7805

Visit us at: www.trinitybehavioralhealth.orgVisit us at: www.trinitybehavioralhealth.org

Partnering with parents, teachers, therapists, and primary care 
physicians to provide the highest level of mental health care 
for children and adolescents experiencing:

 Anxiety disorders
 Depression
 ADHD
 Bipolar disorders
 Disruptive behavior disorders
 Adverse medication effects
 Thoughts of suicide Alexander M. Scharko, M.D.
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Controversy regarding Treatments for Reactive Attachment Disorder
By: Betty DeBoer, University of Wisconsin La Crosse and Christin Nelson, Chileda 

School psychologists are increasingly working to 
meet the mental health needs of children in schools. To in-
crease knowledge about one mental disorder, the authors of 
this article have recently presented at the University of Wis-
consin La Crosse Roundtable, the Wisconsin School Psy-
chologists Association and the National Association of 
School Psychology on Reactive Attachment Disorder of In-
fancy or Early Childhood.  Reactive Attachment Disorder or 
RAD is a DSM disorder where children “fail to relate so-
cially either by exhibiting markedly inhibited behavior or by 
indiscriminate social behavior” presumably due to grossly 
pathological care (APA, 1994).  In other words, these are 
children who have been severely neglected or abused and/or 
have had  numerous changes in caregivers resulting in lack 
of a primary attachment figure and lack of a healthy working 
model for social interactions.  These children subsequently 
display a wide array of behavioral and emotional difficulties.

RAD is one of the least studied and understood 
DSM disorders. Clinicians may diagnose these children with 
better known disorders such as ODD, ADHD, PTSD, bi-
polar, depression, etc. prior to coming to a RAD diagnosis as 
behavioral symptoms for these may overlap with those in 
RAD (APA, 1994). As difficult as it may be for trained clini-
cians to find attachment theory based information, it is that 
much more difficult for parents to find and apply reliable 
guidance on how to work with their child with RAD.  The 
nature of the behavioral challenges a child with RAD may 
present with may make well-intentioned yet frustrated par-
ents vulnerable to readily accessible gurus who provide what 
Chaffin and colleagues (2006) called “controversial attach-
ment therapies” (p. 83) therapies and that APA refers to as 
“coercion therapy” or “coercive therapy” (APA, 2002).  Par-
ents of children with RAD may have their immediate need 
for information and services met through controversial at-
tachment therapies.  However, as Chaffin and colleagues 
pointed out, these therapies are often questionable in process 
and outcome and may result, at times, in harm or death to the 
child.  Besides the possibility of extreme negative outcomes,
another criticism of these unproven controversial thera-
pies is that the emphasis of the treatments is often on the 
child’s inner pathology and past parent-child relation-
ship rather than the current child-parent relationship or 
current environment.  This article will review the status of 
these controversial therapies and then review therapeutic 
approaches supported by the psychiatric and scientific com-
munities. 

According to Chaffin 
and colleagues, controversial 
theories and treatments work 
from a belief that the child has 
pent up rage that drives the 
child’s behavior, that the child 
seeks to control and manipu-
late others, and that the child is 
at risk of becoming psycho-
paths if left untreated. The 

controversial attachment therapists often claim that tradi-
tional attachment approaches do not work for these children 
and that these children’s active resistance to attachment must 
be broken. Some of the controversial methods are intended 
to force complete dominance over the child.  Re-birthing is a 
technique that involves wrapping a child with RAD in mate-
rial to stimulate a rebirth in an attempt to form a new, secure 
attachment between the mother and child.  No scientific evi-
dence points to the utility of this method and there has been 
at least one fatality using it (Crowder & Lowe, 2000).  Con-
troversial therapies include strategies where children are 
“held” for long periods of time (holding therapy) while 
sometimes being provoked physically to struggle, are ex-
pected at times to comply with rigid expectations that are 
usually not held for other children at the same developmental 
level, give parents complete control of the child’s behavior 
and food intake, are made to release their anger, are made to 
revisit their traumatic memories and are encouraged to re-
gress to the stage where the trauma occurred.  Some of these 
approaches (e.g., revisiting the trauma) may sound similar to 
ones used in more traditional settings. There are differences 
however in how these controversial treatments are applied 
compared to similar treatment (e.g., exposure therapy) that 
has been found to be useful in treating trauma.

On July 16, 2002, the American Psychiatric Asso-
ciation came out with a statement opposing the re-birthing 
treatment that was being propagated as a treatment for RAD. 
Then APA president, Paul Applebaum, clearly stated that 
rebirthing should never be used.  In a December 2002 update 
(no 85), APA stated that appropriate treatment of RAD 
involved not only the child, but also the family.  The 
American Academy of Child and Adolescent Psychiatry re-
leased their policy opposing coercive therapies for attach-
ment issues in 2003.

In 2006, the Report of the American Professional 
Society on the Abuse of Children (APSAC) Task Force on 
Attachment Therapy, Reactive Attachment Disorder and 
Attachment Problems was endorsed by the American Psy-
chological Association’s Division 37 and Division 37’s sec-
tion on Child Maltreatment.  This Report by Chaffin and 
others stated that traditional attachment theory proscribes 
an environment that is conducive to developing a stable 
environment with positive parent child interactions and 
that effective interventions were ones that increase pa-
rental sensitivity.  Short-term and goal- focused therapies 
tended to be more effective than broadly focused and exten-
sive interventions.  The Report also makes recommendations 
in the areas of assessment, treatment, child welfare and eth-
ics.

Advocates for Children in Therapy is an organiza-
tion whose website (www.childrenintherapy.org) that report-
edly works to debunk controversial “Attachment Therapies” 
as described above.  This organization’s website specifically 
targets inappropriate assessment practices such as giving 
diagnoses without using appropriate tools within the context 
of a comprehensive assessment.  They oppose the treatment 
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strategies that use restraint for therapeutic purposes; re-
traumatization, catharsis, recapitulation or repatterning of the 
brain; unsupported notions that result in strategies counter to 
those proposed by more accepted theories; harsh parenting 
practices that use deprivation, humiliation, isolation; or sup-
port any of the above, among other things.

Neil Boris, Charles Zeanah and the Work Group on 
Quality Issues introduced practice paramenters for the as-
sessment and treatment of children and adolescents with 
RAD in 2003 at the annual meeting of the American Acad-
emy of Child and Adolescent Psychiatry.  This work group 
made 9 recommendations.  Recommendations 1 and 2 were 
to have the assessment include repeated observations (some 
structured) of the child with caregivers and unfamiliar adults 
and to have a detailed history of the child’s attachment be-
haviors. Recommendation 3 was to report suspected past or 
present abuse.  Recommendation 4 was to refer the child for 
developmental, speech and medical screenings, as indicated.  
Recommendation 5 was to identify an emotionally available 
attachment figure.  Recommendation 6 was to assess the 
caregiver’s attitude towards the child.  Recommendation 7 
was to provide therapeutic opportunities for the child to de-
velop an appropriate model for interacting with others.  They 
note that this should be done after the child is in a safe and 
stable environment.  Recommendation 8 was to have opposi-
tional defiant disorder or conduct disorder treatments in 
place, if those are concerns for the child’s situation.  Recom-
mendation 9 was that non-contingent physical restraint, coer-
cion therapies, reworking of trauma or promotion of regres-
sion therapies be avoided. These therapies included: rebirth-
ing, forced drinking of water, and holding therapies.

School psychologists must continue to advocate for 
services for children’s mental health and to help parents find 
appropriate services.  At times, this means school psycholo-
gists are in the position where they can help parents select 
interventions that are empirically based and avoid unproven 
therapies that may be harmful to the child.  In situations 
where there is little research, then the school psychologist 
can be diligent in helping encourage parents to consider the 
most humane approaches available for their child’s mental 

health issue even if other treatments are more readily avail-
able or claim outrageous success.  In doing so, the school 
psychologist and parents can partner to meet the mental 
health needs of the child.
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Continuing Education at UW-Whitewater

The School Psychology Program at UW-Whitewater will once again be offering its popular 
“Current Topics in School Psychology” during the 2007-2008 school year. This is a three-
credit graduate class open to practicing professionals that meets on three Saturdays during the 
fall semester and three Saturdays during the spring semester. It is repeatable for previous enrol-
lees. Anticipated topics for the upcoming class include Evidence-Based Academic Interven-
tions, Cognitive-Behavioral Therapy for Internalizing Concerns, and Legal/Ethical Decision-
Making in the School Setting. Contact Jim Larson at larsonj@uww.edu to be placed on the 
mailing list.



The troblem facing the profession of School Psychology
by

Doug Olsen

A troblem, hmmm, is that another hybrid word 
similar to flustration?  I often wonder what “Kickapoogian” 
term I will hear next.  As a school psychologist for the 
Kickapoo School District (located in a small southwest Wis-
consin farming community) for the last 16 years, I am seem-
ingly never surprised at the inventive language that I hear.  A 
troblem appears to be a hybrid term that can be used to de-
fine a situation which is recurrent, may have a solution that 
is not readily accessible to the person, and thus causes them 
a great deal of anxiety. A troblem is seemingly a troubling 
problem. When working with students I try to be mindful of 
their self-talk, because we are all aware that “energy flows 
where attention goes”.  To create positive outcomes for our 
students we need to get their mental energy, thought patterns 
and self talk directed in more positive ways, and to move 
away from the all too pervasive externalizing, victim mental-
ity found in today’s society.  In this same light I ask each of 
you, what are we doing to tackle the current role and func-
tion troblem that is facing the profession of school psychol-
ogy?  What is your “self-talk” as it relates to this time of role 
change in our profession?

School psychology is currently suffering from a 
form of identity crisis. Many principals, human resources 
people, administrators, and board members have absolutely 
no idea what the educational and experiential entry level 

requirements are for the profession of 
school psychology.  Many administra-
tors only associate our role with stan-
dardized testing, if they see the need 
for standardized testing and evaluation 
decreasing, they will decrease employ-
ment of school psychologists accord-
ingly.  As school psychologists we 
have a number of practitioners in our 

state who are employed on teacher contracts (60% of respon-
dents to the 2005 WSPA survey were members of a teachers’ 
union).  In many schools there are no lanes on the teachers’ 
contract which extend out to adequately compensate school 
psychologists.  All current school psychology graduates 
leave their respective training programs with the ability to 
complete their Ed.S. degree.  Some school psychologists 
reported being part of a union of school psychologists, which 
would extend some bargaining power to these individuals 
regarding their education and subsequent salary. With this 
union structure, the information regarding entry level educa-
tional requirements can be communicated to the administra-
tion and school board via negotiations.

In addition to ignorance regarding our training and 
education, the salary and benefits discussion must be viewed 
in the context of the increasing cost of higher education.  
While national statistics might show a large retirement win-
dow forthcoming, is this a profession that young people will 
find financially rewarding enough to pursue?  An analysis of 
current cost structures for graduate students shows that tui-
tion averages; about $9,000 per year, with summer courses 

running another $1750, add to that two semesters of supervi-
sion from the university at roughly $3,500 per semester,  the 
cost for this program is about $27,000.  One cannot underes-
timate the cost of living for these two years worth of gradu-
ate school, many (if not all), of the Wisconsin training pro-
grams require students to be in practicum sites concurrent 
with their graduate course work. This adds the necessary 
expense of owning and operating a vehicle to the cost of 
graduate school.  It is not unreasonable for graduate students 
to scrimp by on $8,000 to $10,000 per year in living ex-
penses.  When you total this up, you have to add any out-
standing undergraduate loans to this figure. It is not uncom-
mon for students to be leaving graduate programs $50,000 to 
$60,000 dollars in debt 
(while I did not engage 
in any surveying of 
graduate students across 
the state I do work with 
them in my site as a 
practicum supervisor and 
this figure seems quite 
accurate).  For you fi-
nance savvy people, if we finance this $60,000 at 6%, these 
students will be paying roughly $430 a month in student loan 
bills, for twenty years! 

Administrators need to understand that this is not a 
program that can be enrolled in part time while one is teach-
ing.  WSPA needs to familiarize all administrators to the 
programmatic and licensure requirements of being a school 
psychologist. What does this have to do with an identity cri-
sis?  Those of us in the field need to support these new prac-
titioners and embrace their appreciation for role diversity 
when they enter the field.  We also need to be cognizant of 
their financial investment in their degree, and seek ways for 
them to be paid outside of certain restrictive salary sched-
ules. There is a provision in Title II of NCLB, to pay highly 
qualified hard-to-hire positions, above and beyond the pay 
scale.  Title II funding is received by every school district in 
the state, it is just a matter of how administrators choose to 
use the funding.  The training programs are doing a nice job 
of preparing students for this new intervention-focused role 
in schools, but are those of us in the field already embracing 
this role? 

Some school districts are cutting school psychology 
positions, some are simply choosing not to replace those who 
are retiring, and yet there are other districts that are hiring 
new positions because they see the utility of the school psy-
chologist.  We recently had a networking meeting of school 
psychologists in southwest Wisconsin and the first two hours 
of our conversations focused on effective interventions. Top-
ics of conversation ranged from reading, math, and behav-
ioral interventions, to data collection and analysis, bench-
marking, graphing, and state test results.  As I thought about 
the content of our discussions, I reflected back to the meet-
ings I attended in the beginning of my career 16 years ago.  
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We talked about: new versions of tests, comparative results 
of different measures and how these could be used to qualify 
(or not) students for LD, Bond-Tinker formula versus the 
regression formula used in other states, the litany of form 
changes and how to “appropriately fill in” the boxes (this 
one seems to never end).  It is clear to me that our current 
focus has a greater impact on children, yet it has also been 
pointed out to me that other school professionals could take 
on some of these new roles.  It is my opinion that we as 
school psychologists need to embed ourselves into the fabric 
of our school cultures, and become meaningful participants 
in the academic and emotional/mental health growth of all 
children.

Our profession is moving 
towards an intervention focus, and 
school psychologists need to be lead-
ers in our buildings to make sure that 
efficacy based strategies are adopted 
and implemented so that all children 
will learn. Evaluating learning out-
comes is not a natural or comfortable 
process for educators to engage in.  

There has been a lot of research over the last 15 years on a 
school level characteristic called collective efficacy, the 
shared judgment of a school’s teachers that the staff as a 
whole can execute the actions necessary to produce positive 
outcomes for students.   In a recent study of 96 rural, urban 
and suburban high schools, Goddard, LoGerfo, and Hoy 
found that collective efficacy was the strongest predictor of 
student achievement in reading, writing, and social studies.  
This remained true regardless of other variables including 
minority enrollment, students’ socioeconomic status, school 
size, and students’ prior achievement.  Bandura also theo-
rized that efficacy could be reinforced through “social per-
suasion.”  Teachers receive a wide variety of inputs both 
formally and informally, pushing and prodding by colleagues 
and administrators, messages they receive during profes-
sional development, feedback they receive from superiors, 
and even conversations in the lounge. Data collection, pro-
gress monitoring, and benchmarking, are ways to make it 
clear to the staff that we work with, that the need for im-
provement in some cases is immediate and compelling. In 
my school we have those times where we want to complain 
about the lack of support from home, but this cannot and will 
not be accepted as an excuse for lack of student achievement.  
We discuss the fact that this lack of home support is a vari-
able we do not control and thus we will not waste valuable 

time excusing poor skill attainment because of it.  We do not 
discourage teachers from continuing to reach out to parents 
to gain their valuable involvement, but it cannot be accepted 
as a valid excuse for not meeting academic benchmarks. 

Schools need leadership, and evaluation is the key 
to the feedback cycle in any learning endeavor.  Leadership 
in schools is not the sole venue of principals.  Leaders who 
recognize and reward teachers’ accomplishments, and who 
work to inspire a sense responsibility to effectively teach all 
children, foster stronger feelings of efficacy among teachers.  
More importantly, educational leaders should take care to 
pay attention to the research on promoting efficacy.  Studies 
do not support that general teacher morale, or warm and 
friendly relationships are necessarily conducive to feelings of 
efficacy.  Shared goals that emphasize learning, and help 
from administrators and support staff solving instructional 
and management problems, set the stage for greater feelings 
of personal efficacy. (complete references available at 
www.centerforcsri.org. , article by Craig D. Jerald January of 
2007, Believing and Achieving)  I would add to this efficacy 
argument that a school’s collective efficacy can be improved 
through; the collection of data, comparative benchmarking in 
relation to state achievement tests, and an educational culture 
that believes that through the manipulation of instructional 
variables, all children will learn.

School psychology as a profession has reached the 
proverbial fork in the road.  I am afraid that school psycholo-
gists who continue to do what they have always done, be-
cause it fits their comfort zone, will face extinction. Reinvent 
yourself, be a leader or a co-leader, embrace RTI and de-
mystify it for teachers, be a conduit to high quality educa-
tional research, collect and analyze data to show teachers 
what instructional techniques have proven effective, and help 
to identify building level professional development needs.  
Be willing to take on new challenges and new “hats” in your 
school. Be integral to the functioning of your school, become 
indispensable, the future of the profession may depend upon 
it.

Congratulations to Dr. Tom Kratochwill for receiving the American Psychological Association's Distin-
guished Contributions to Education and Training in Psychology Award. WSPA's Board of Directors 

wishes to thank him for all of his contributions to our state.
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Turn Around Program
Naomi Palmer, NCSP, School Psychologist, Colleton County Schools
(Reprinted from South Carolina Association of School Psychologists’

School Psych Scene, Volume XL No. 4)

The schools in Colleton County, a rural community 
in South Carolina, are experiencing an increase in discipline 
problems.  Some of this may be related to the over-reliance 

of the teachers and administra-
tors on punitive measures.  Col-
leton County High School, 
where Turn Around Program 
(TAP) was developed, has im-
plemented academic and atten-
dance contracts with students 
and parents.  Additionally, the 
school uses a community ser-
vice model of work detail 
(completing jobs around the 
school) during lunch break or 
after school as a means of resti-
tution for discipline infractions. 

To address academic problems, Colleton County High 
School offers after-school tutoring on request.  A teacher 
who is certified in the problem area provides the tutoring.  In 
some subjects, students may also retake failed tests by at-
tending after-school tutoring.  This plan is a good solution to 
academic difficulties.    

As in most school districts, the at-risk students at 
Colleton County High School were not successfully complet-
ing required credits and gaining essential skills.  Many were 
experiencing Out-of-School Suspension (OSS) days that 
further decreased their academic learning time and jeopard-
ized their development.  Formerly, students returned to class 
from discipline referrals with no intervention other than the 
days home, time out of class, or work detail.  Frequently, 
students with poor motivation and poor skill development 
view these measures as a vacation or avoidance of a difficult 
subject.  

Numerous conferences with students and parents, 
regarding poor performance in school, led to the design of a 
program to increase student attendance and academic en-
gagement time in class.  The Turn Around Program (TAP) 
was designed as a support program for marginal students 
with behavior difficulties warranting OSS or loss of class 
time.  TAP was designed to review discipline difficulties and 
problem-solve solutions to increase time in class thus reduc-
ing or eliminating causal factors.   TAP provides an avenue 
for unsuccessful students to become successful.  TAP offers 
an alternative intervention for at-risk students and families to 
develop strategies for increasing school attendance; subse-
quently, students attend class, thus increasing academic en-
gagement time.  

Referrals to the program are received from 
school administrators, teachers, and even family members.  
In situations involving marginally severe disciplinary infrac-
tions, TAP has also been used as an alternative to suspen-
sion.  TAP combines problem identification, cognitive re-
training, support group strategies and collaboration with 

members of the student’s family and teachers.   Regardless 
of classification, regular or special education students, TAP 
enables the school to have a systematic method for teaching 
problem-solving skills, social skills, and conflict resolution.  
The sessions are held within the regular school hours once a 
week for thirty minutes per session.  Teachers were notified 
and agreed to release students for the last part of the period.  
Parents are notified and permission to attend the sessions is 
obtained.   After a review of students’ schedules, considera-
tion was given to the period/subject in which students are 
removed from class for their session.  Students are enrolled 
in TAP for nine weeks, coinciding with the school district 
grading periods.  Spacing the groups to coincide with the 
school grading periods allowed for a structured, systemic 
review of school records to monitor grades and school atten-
dance/OSS.

Session Agenda: The agenda for the sessions in-
clude assessment of students’ needs, review of the discipline 
infraction(s), review of grades/report card, review of their 
schedule, and skill training in acceptable behavior choices 
and consequences.  Upon enrollment in the program, session 
leaders review students’ discipline records, review grades/
credits for the previous semester, and develop an academic 
agreement with each student.  Sessions include skill training 
in problem-solving techniques, role-playing of specific tech-
niques, and brainstorming of ideas.

TAP Outline:

Session I:  Review behavior infractions, school at-
tendance and total credits earned.  Develop an academic plan 
for passing/earning credits and reducing OSS days.  Review 
school rules in the student handbook.

Session II:  Discuss reasons to follow school and 
classroom rules with scenarios.  

Session III:  Discuss violence prevention tech-
niques, consequences of behavior and making appropriate 
choices.  Use brainstorming and problem solving.

Session IV:  Review communication methods and 
discuss differences in communication style. Use “I mes-
sages” with role-play and style survey.

Session V:  Discuss tolerance issues, value of un-
derstanding others view point.  Review interim reports and 
attendance and relate to academic goals/agreement.

Session VI:  Review problem-solving techniques 
and consequences of choices.  Use problem solving/
brainstorming with specific school situations.

Session VII:  Discuss harassment, law issues, and 
situations from newspaper and school campus.
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Session VIII: Review acceptable/unacceptable be-
havior as relative to school policies.  Use scenarios.  Review 
report cards/credits and attendance.  Award certificates for 
passing 3 of 4 classes (4 class maxim maximum on block 
schedule) and for reducing OSS days (no more than two).

Overall, all the sessions began with the same gen-
eral theme.  By way of introduction for the sessions, students 
responded as they enteretest

d the sessions to: How are things going? Are you 
taking care of yourself? What are you doing to solve your 
class situations/problems?

TAP Success: The strengths of the program are the 
small group sessions and the development of an aca-
demic goal/goals for the semester with each student.  
The students review and revise their plan weekly, and 
the adult monitors assist with the organization needed 
for their school day.  The program is relatively simplis-
tic in design and extremely functional for providing in-
school mental health services to marginal students.  Or-
ganization is essential for the success of TAP along with 
focus, commitment, and tenacity from the program coor-
dinator in an otherwise crowded day.  Most parents 
communicated during the course of their student’s ses-
sions.  Many phone calls are received (no count) and 

many meetings are held to 
discuss student grades, 
attendance, and behavior.  

On any given day during a 
walk-through at lunchtime, 
students report on their 
progress.  A point realized 
is that marginal students 
want and will seek help 
from adults when the op-
portunity arises.   Many 
students look to the adult session leaders for help to 
monitor their school life.  Student response with the 
sessions is very positive in that they seek advice from 
the facilitators at times other than the regularly sched-
uled sessions.   Student comments during the sessions 
are varied and positive as TAP progresses.   TAP is in 
the sixth year and began with a grant from the National 
Association of School Psychologists and continued with 
grants for two years from the Delta Kappa Gamma Soci-
ety International.

Naomi Palmer, developer of TAP, can be reached at 
email: npalmer@mail.colleton.k12.sc.us

Teaching Cultural Understanding through Stories, by Joe Conlon
(Reprinted from The New York School Psychologist, Volume XXV, Issue 1)

There are areas of disagreement 
within the mental health community as to 
what are the indicators or benchmarks of 
mental health. Most, however would find 
common ground in the belief that the degree 
to which we are able to communicate and 
relate to others effectively, is a significant 
benchmark.  While communicating and 
relating to others may come naturally for 
some, for most of us these skills are learned, 
beginning at an early age.

 Acquiring these skills is by no 
means a simple process… but add to this, 
the complexity and diversity of today’s so-
ciety and one begins to realize the obstacles 
children face. 

 Teachers have the task of informing students of the 
increasing impact of a variety of different cultural groups, 
each with its own unique history and approach to the human 
experience. School Psychologists on the other hand have the 
task of assisting students to learn effective ways to commu-
nicate between these groups. Fortunately, there is a new and 
developing resource for both teachers and psychologists to 
help them in their respective tasks. 

Dr. Nora Jachym Brakas, Assistant Professor at 
Marist College and Professor Sally Pittman-Smith,  also at 
Marist College have developed a fundamentally new proce-
dure that reclassifies culturally diverse children’s storybooks 
for the purpose of teaching cultural understanding. They 

have also compiled a data base of children’s 
literature organized around this new classifi-
cation system.  While the original intention 
of this reclassification had been for class-
room use and instruction, psychologists, in 
the school setting clearly can benefit also.  
Children’s literature can and is often used in 
the therapeutic process,  and having easy 
access to a variety of topics and experiences 
gives the practitioner needed flexibility.

 The development of this new ap-
proach came from Dr. Brakas’s and Profes-
sor Pittman-Smith’s dissatisfaction with the 
way they used children’s literature in their 
own instruction. “We certainly recognized 
the educational value of culturally diverse 

children’s literature as a way to help children develop an 
understanding of other cultures”.  However, the process of 
identifying and applying appropriate literature often “lacked 
structure and consequently a clear purpose”. 

Given this situation, Dr Brakas and Professor. 
Pittman-Smith began the process of identifying groups which 
should be included in the classification system. Considering 
the definitions of various authorities and their own cultural 
backgrounds, Brakas and Pittman-Smith concluded that:

“a compilation of culturally diverse literature should include 
two types, one  being,  book’s written about people outside 
the reader’s own reality and culturally diverse readings 
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should include cultures that have historically 
been excluded, underrepresented or misrepre-
sented in children’s literature.”

Given these considerations the ten 
following groups were selected to be repre-
sented in the compilation;

The culture of Groups living in the United 
States  other that those typically and 
historically represented  as the 
“idealized American macro culture”

The culture of groups outside the United States other 
than Western European

The culture of religious groups other than major Protes-
tant groups and Roman Catholic

The culture of regional groups, such as mountain cul-
tures(e.g., southeast Appalachian), river cultures 
( e.g., the Louisiana bayou Cajuns) and the culture 
of the rain forest (e.g., the Amazon rain forest)

The culture of exceptionality, the gifted and the physi-
cally and mentally challenged

The culture of low socioeconomic status, those people 
living near, at or below the poverty level ( e.g., mi-
grant workers, minimum wage earners, welfare re-
cipients and share croppers)

The culture of families other than the traditional 
“nuclear” family (e.g., single parent, guardian, 
multi-racial, multi-generational, same sex, blended 
and adopted)

The culture of females, those demonstrating strong or 
independent roles, or participating in activities that 
reflect new careers ( e.g., problem solvers, leaders, 
carpenters, plumbers, scientists, inventors)

The culture of elders, those people  two or more genera-
tions older than the main characters in the book

The culture of groups in crisis (e.g., those confronted 
with war, natural disaster, fatal illness, homeless-
ness and famine)

How can this compilation be useful to a practicing 
school psychologist?

Imagine the following scenario; a third grade stu-
dent is being constantly harassed at school because both of 
her parents are female. The student does not understand the 
reason behind the harassment and becomes afraid of her 
peers and becomes unwilling to attend school. Also, the har-

assing students don’t understand the nature 
of same sex families and require exposure 
that would create sensitivity in regards to the 
issue. Age appropriate literature on this and 
other topics could be chosen which would 
aide the psychologist in dealing with sensi-
tive issues like this.

School psychologists often use lit-
erature to expose their clients to new infor-
mation. Information about an issue or prob-
lem can often help the therapeutic process. 
Creating sensitivity within a client either 

about themselves or others can often be reached through the 
utilization of literature within therapy. Fostering understand-
ing and sensitivity towards groups that are different from one 
self often requires exposure and discovery that can not often 
be facilitated quickly within a school setting. Easy access to 
the compilation of culturally diverse children’s literature can 
be a very effective tool in promoting communication within 
a school and consequently a healthier environment.

The ease at which a practitioner can access this 
compilation is likely the most exciting aspect of Dr. Brakas 
and Professor Pittman-Smith’s project. They have created a 
web site; www.academic.marist.edu/culturalvoices, which is 
accessible to teachers, psychologists and parents interested in 
informing and fostering cultural diversity. Visit the site and 
you will become quickly familiar with materials. All the in-
formation that you need to navigate the site can be found in 
the category “Downloads”. Here you will find more details 
about the coding procedure used to categorize the selected 
books. Presently there are 140 titles in the data base and it is 
growing!

Users of the site can, via the search procedure, find 
literature related to their specific needs. What is also exciting 
about the site is that users can submit entries to be added to 
the database. If a practitioner has a specific title that they feel 
would be a good addition to the data base they can submit it, 
and it will be considered for entry.

Positive communication between divergent groups 
does not come easily. There needs to be mechanisms that 
help “bridge the gap” between groups that would not likely 
communicate. Fostering empathy for others in their clients 
and consequently in their school community should be an 
important role of the school psychologist. Dr. Brakas and 
Professor  Pittman-Smith’s database of culturally diverse 
children’s literature is one of those mechanisms!
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School Psychologists’ Roles in School Crisis Prevention and Intervention 
Sarah A. B. Wilson, University of South Carolina

Catherine Cantrell Oxner, Ph.D., NCSP, Lexington School District One
(Reprinted from South Carolina Association of School Psychologists’ 

newsletter School Psych Scene, 2006)

This is the second of a two article series on how school psychologists can intervene in the after-
math of crisis situations.

According to Brock and Cowen, 
schools have recently become even more 
involved in responding to students and 
staff in crisis (2004).  Not surprisingly, 
schools’ crisis services for children have 
quickly developed into an important part 
of responding to any community crisis 
(Brock & Cowen, 2004).  As noted in the 
last issue’s article, the number one pre-
ventable cause of mental health concerns 
is trauma (Oehler-Stinnett & Cruise, 
2006).  Therefore, a school-based psycho-
logical response should be offered in response to any disas-
ter.  With any crisis, in the immediate aftermath, Oehler-
Stinnett and Cruise recommend that the school crisis team 
refer to the crisis plan (2006).  According to Feinberg, the 
crisis plan should guide decisions about communicating with 
students, parents, and staff, changing the school schedule, 
and dealing with the media (1998).  Crisis team responsibili-
ties also include the following: “assist administration in cri-
sis management, identify groups in need of intervention, 
alert other sites of possible impact, provide direct interven-
tion, facilitate debriefings (staff/parent/team), provide refer-
ral and follow-up information, document interven-
tion,” (Oehler-Stinnett & Cruise, 2006).  The National Asso-
ciation of School Psychologists (NASP) suggests that al-
though it is important for children to return to their usual 
school routine as soon as possible, it is also important to al-
low faculty and staff time to prepare for children’s return and 
to discuss their own experiences (n.d., Helping).  In addition, 
it is important to monitor staff and care-givers’ mental health 
over time (Oehler-Stinnett & Cruise, 2006).  Thus, the Crisis 
Team should plan to provide support to students and staff, to 
keep open communication with parents, and to make deci-
sions about memorials (Feinberg, 1998).  

Soon after children return to school, Group Crisis 
Intervention should be offered.  According to Brock, Group 
Crisis Intervention includes the following steps: “(a) intro-
duction, (b) providing facts and dispelling rumors, (c) shar-
ing stories, (d) sharing reactions, (e) empowerment, and (f) 
closing,” (2002a, p.390).  During the introduction phase, the 
facilitator describes why the session is occurring as well as 
group process rules.  The facilitator should also reassure stu-
dents that a response to the trauma is expected, but for most 
this response is temporary as students begin to cope.  During 
the sharing stories phase and the sharing reactions phase, 
students may answer questions about their crisis experience, 
compare their stories and reactions, and express themselves 
creatively through art.  The facilitator should end these 

phases by summarizing what has been 
shared and discussing responses that may 
occur in the future.  The empowerment 
phase involves discussing positive coping 
strategies.  Finally, the closing phase in-
volves closure activities, such as planning 
to attend funerals.  Group Crisis Interven-
tion should be offered in each classroom 
exposed to the trauma and may last for two 
to three hours per classroom.  There should 
be at least two facilitators, one to talk with 
the children, and one to observe the chil-

dren’s reactions.  At least one facilitator should know the 
students, and the groups should be fairly homogeneous.  
Children with severe reactions should be excluded because 
they will receive individual intervention.  Finally, Brock 
suggests that Group Crisis Intervention should not be offered 
at end of the school day, so that follow up can be provided to 
those students who need it (2002a).  

Children’s reactions to crisis may be physical, cog-
nitive, or social/emotional, and reactions will vary across 
individuals in terms of quality, intensity, and duration (Brock 
& Cowen, 2004).  Similar to a grief response, a crisis re-
sponse often begins with a lack of emotion or anger (Oehler-
Stinnett & Cruise, 2006).  Lazarus, Jimerson, and Brock also 
describe other behaviors children may temporarily develop 
related to the trauma (n.d., Responding).  These behaviors 
vary based on whether the student is a preschooler, elemen-
tary school child, or adolescent.  For preschoolers, behaviors 
are characterized by regression and include thumb sucking, 
poor eating, night incontinence, nightmares and fears, pull-
ing away from friends, and clinginess toward parents.  Ele-
mentary school children share some symptoms with pre-
schoolers, but may also become irritable or aggressive, avoid 
school, or demonstrate concentration difficulties.  Adoles-
cents share some symptoms with elementary school children, 
but may also demonstrate somatization, issues with food, or 
delinquency (Lazarus, Jimerson, & Brock, n.d., Responding). 

Oehler-Stinnett and Cruise report that some indi-
viduals will experience more severe responses to the event, 
such as Acute Stress Disorder or PTSD (2006).  In addition, 
other students may develop more severe reactions due to 
long-term stress occurring after the crisis.  PTSD symptoms 
that children may develop include re-living the event through 
thoughts, nightmares, or play, avoidance of traumatic cues, 
and hypervigilance and anxiety.  Other symptoms according 
to Oehler-Stinnett and Cruise include somatization, agitation, 
social problems, and school problems, such as difficulty with 
concentration and memory (2006).  These authors also sug-
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gest that DSM-IV criteria should be used with caution as 
these criteria were developed based on the symptoms of 
adult war victims.  Populations more likely to exhibit symp-
toms of PTSD include victims of violence (as opposed to 
natural disasters), children in third-world countries, girls, and 
minorities (Oehler-Stinnett & Cruise, 2006).  There is also 
some evidence that boys may tend to pull away from others, 
demonstrating problems with social skills and attention, 
while girls may be more vulnerable to fears and sadness 
(Feinberg, 1998).  Adolescents in particular are at risk for 
substance abuse, depression, and suicide (Oehler-Stinnett & 
Cruise, 2006).  

Brock argues that the level of psychological trauma 
is related to characteristics of the crisis event, the individ-
ual’s experience during the crisis, and the individual’s per-
sonal resiliency (2002b).  Personal resiliency and vulnerabil-
ity factors can include external factors and internal factors.  
According to Brock, external protective factors for children 
include living with their nuclear family, positive parenting 
and family mental health, strong friendships, positive adult 
role-models, connectedness to institutions, and sufficient 
financial support (2002b).  Internal protective factors include 
coping actively with long-term reactions to the 
trauma rather than using avoidance, child mental 
health, good self-control of emotions and behav-
ior, successful adjustment to past trauma, posi-
tive self-esteem, internal locus of control, and a 
strong belief system (Brock, 2002b).  Variables 
associated with longer and more intense psycho-
logical trauma include personal loss and injury, 
fear for life during the event, severe reactions 
immediately after the event, greater intensity and 
duration of exposure to trauma, death and vio-
lence, and moving.  Other vulnerability factors 
include poor parental response, lack of family 
support, and pre-morbid risk factors such as low 
socioeconomic status, previous mental health issues, poor 
coping style, and past trauma (Brock, 2002b; Brock & 
Cowen, 2004; Lazarus et al., n.d., Responding; Oehler-
Stinnett & Cruise, 2006).  The initial behavior of children 
who later develop PTSD involves intense anxiety, feelings of 
helplessness, and revulsion (Brock & Cowen, 2004).  Chil-
dren may also suffer secondary trauma due to the aftermath 
of a crisis or due to media coverage (NASP, n.d., Respond-
ing to wildfires).  Lazarus and colleagues recommend that 
children at high risk for psychological trauma should be 
identified, and interventions should be planned, including 
coordinating long-term services with community agencies 
(n.d., Responding).  Services to these students may include 
discussion of the event, teaching positive coping skills and 
problem-solving, and promoting peer support (Lazarus et al., 
n.d., Responding).  

According to Oehler-Stinnett and Cruise, crisis re-
sponding culminates in long-term planning for future disas-
ters, including prevention (2006).  Long-term planning 
should address future needs for additional staff and support, 
future events that may cause trauma responses to return 
(such as the anniversary of the event), and, possibly, for an 
annual memorial activity (Feinberg, 1998).  Oehler-Stinnett 
and Cruise recommend that the development of prevention 

plans should include parents and students as well as the com-
munity (2006).  They also suggest that rural versus urban 
settings may affect available resources for prevention and 
crisis planning.  Drill procedures, evacuation routes, and 
plans for evacuating the handicapped should be addressed.  
The school may also need to create or designate a shelter and 
have a plan for securing dangerous objects or substances.  
The plan may also address using the school as a shelter.  
Each teacher should also have a survival kit in the classroom 
and be aware of the school disaster response plan (Oehler-
Stinnett & Cruise, 2006).  These authors also suggest that 
those professionals who will be responding to the crisis 
should receive formal training, possibly from NASP’s Na-
tional Emergency Assistance Team (NEAT) or the National 
Association for Victim Assistance (NOVA) (2006).  

In addition, Oehler-Stinnett and Cruise emphasize 
cultural sensitivity during preparation, education, and the 
actual crisis response (2006).  Cultures may vary regarding 
ideas of death, rituals, closure events, such as funerals, ap-
proaches to grieving, and religious beliefs.  Other student 
factors to consider include the child’s clique or subculture, 
whether the community language is the child’s second lan-

guage, and the child’s disability status or gift-
edness (Oehler-Stinnett & Cruise, 2006).  Ac-
cording to NASP, for children with special 
needs, it is important to know their triggers and 
initial responses to these cues in order to pro-
vide appropriate assistance (n.d., Coping).  Spe-
cifically, for children with autism, the change 
in routine can be very disturbing.  It would be 
beneficial to maintain as much of their routine 
as possible and bring items from the known 
environment into the new situation.  As with all 
children, children with mental disabilities 
should have the situation explained to them at 
their developmental level, which should in-

volve simple, concrete terms.  These children may also be 
more responsive to adults’ reactions than explanations 
(NASP, n.d., Coping).  The effect of cognitive ability on 
trauma reactions is not entirely clear.  Research suggests that 
cognitive immaturity may serve initially as a protective fac-
tor, but better cognitive ability is associated with improved 
outcomes in terms of long-term adjustment (Brock, 2002b).  

NASP also suggests that children with learning dis-
abilities may not need special assistance in coping with 
trauma (n.d., Coping).  However, professionals at the school 
should keep in mind how the child’s disability might affect 
their ability to understand information about the event.  Chil-
dren with visual, hearing, or physical limitations may have 
additional concerns about reaching safety.  Safety plans 
should include extra measures taken to accommodate their 
disabilities, such as children with hearing impairments bring-
ing their own flashlights to the evacuation site so that they 
can continue to see for signing and lip reading.  Lastly, stu-
dents with emotional and behavioral disabilities will likely 
escalate due to the stress associated with a traumatic situa-
tion, and school readiness should include a plan for respond-
ing to these behaviors (NASP, n.d., Coping).

Some differences have been found across cultures 
in relating to schools after a crisis.  According to Lazarus 21



and colleagues, middle-class Caucasian families are more 
likely to seek support from schools than Hispanic families, 
who tend to seek cross-generational support from their own 
families (2002).  In addition, Hispanic children were more 
likely than Caucasian children to report symptoms of PTSD 
in families where parents reported high levels of conflict 
(Lazarus et al., 2002). 

In conclusion, an important role and function of 
schools that has recently developed is responding to chil-
dren’s needs after crisis.  When these events do occur, school 
psychologists must have the skills necessary to provide ap-
propriate intervention.  Thus, crisis prevention and interven-
tion skills are critical in the schools because the school’s 
response to the event can have an immensurable impact on 
children and the entire community’s adjustment during the 
event and its aftermath. 
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APA’s April Fool’s Day Announcement
Take No Political Action and You Could Become a 

Professional Formerly Known as School Psychologist
By Milt Dehn, NCSP, Wisconsin’s NASP Delegate

It’s no joke. The American Psy-
chological Association (APA) is at it again! 
Just when we thought we were getting a 
little respect from related professions, APA 
(that association for real psychologists) is 
moving to further restrict the use of the title 
psychologist. It has been APA’s longstand-
ing position that the use of psychologist 
should be restricted to those with doctor-
ates. In fact this is the primary reason NASP 
was formed in 1969. In past agreements, APA granted an 
exemption to school psychologists and allowed us to use the 
title psychologist. Now it appears that APA is going to re-
nege on that deal.

Recently, an APA committee proposed an updated 
version of APA’s 20-year old Model Licensure Act. If ap-
proved by the APA leadership, APA would encourage all 
states to adopt new licensing acts that would no longer allow 
non-doctoral practitioners to use psychologist in their title. If 
enacted, this change would also affect educational licens-
ing—we could no longer be called school psychologists.

So, what could we call ourselves? APA apparently 
doesn’t care (they have made no suggestions) as long as it 
not school psychologists. When a representative from APA 
was explaining the situation to the NASP delegate assembly 

on April 1st (unfortunately it was not an April 
Fool’s Day prank), a NASP delegate (tongue-
in-cheek) suggested that in the future we could 
call ourselves Professionals Formerly Known 
as School Psychologists. Seriously, think of 
the implications. This would be more than a 
professional identity and status crisis. It could 
ultimately impact our ability to influence deci-
sions that benefit children with learning and 
mental health needs.

Of course, NASP and WSPA will do everything in 
their power to fight this proposal. However, this is not the 
time for any of us to sit idly by and to allow the chips to fall 
where they may. APA is a very influential organization and 
state legislatures will follow APA’s advice unless they have 
good reason not to. Hopefully, we can prevent this proposal 
from ever being approved by the APA leadership. APA will 
soon be inviting comment. As soon as it does, I will send out 
an email letting you know how to submit your viewpoints 
and also post this information on the WSPA website. In the 
meantime, share your thoughts with doctorate level col-
leagues. Many of them are members of APA’s Division 16 
(APA’s School Psychology Division). They in turn can influ-
ence Division 16 which has not yet opposed the proposed 
Model Licensure Act. 22



Ideas for Managing Stress and Extinguishing Burnout
By David Lewis, Coordinator, Psychological and Guidance Services, Allendale County Schools

(Reprinted from South Carolina Association of School Psychologists’
 School Psych Scene, Volume XL No. 4)

When asked to submit an article, I 
was at loss for a topic which was timely 
and had not been addressed by others in 
one form or another. All the attractive dis-
orders and topics had already been taken. 
Then, while recently meeting with some 
colleagues, I listened as they talked about 
how stressful their jobs were and how the 
stress is killing them. I knew what topic 
should be addressed.  In the twenty three 
years that I’ve been practicing, I have seen 
colleagues continue to thrive despite their 
toxic work environments while others have 
become depressed, disillusioned and failed 
to notice how their responses to their envi-
ronment and those around them added to a downward spiral. 
I’m certain that some of us can relate and even have an indi-
vidual in mind.  I would like to share some positive strate-
gies for dealing with the stresses our profession imposes. 
What I share here is based on the years I’ve spent working 
with and listening to colleagues and my own experience as a 
counselor. 

Ok, so what is burnout? For the sake of this article 
let’s use the construct of burnout that was identified by 
Christina Maslach. It has three major components, emotional 
exhaustion, depersonalization and reduced sense of personal 
accomplishment. It progresses through four or five stages, 
depending on which author you read.  Individuals who ex-
perience all three symptoms have the greatest degrees of 
burnout, although emotional exhaustion is said to be the hall-
mark of burnout.  Burnout generally is used to describe a 
lethargic feeling related to work.  In straight terms burnout is 
a response to work stress that leaves you feeling powerless, 
hopeless, fatigued, drained and frustrated.

Stages of Burnout
Burnout proceeds by stages that blend and merge 

into one another so smoothly and imperceptibly that the vic-
tim seldom realizes what has happened even after it is over. 
The accepted stages are: the honeymoon, the awakening/
balancing act, the brown out/ chronic stages, full scale Burn-
out/ enmeshment and a stage I refer to as the phoenix or re-
newal.  

Honeymoon: Marked by high job satisfaction, com-
mitment, energy and creativity. Remember how you felt as 
an intern or as a new School Psych?  (you know the feeling 
send me more lions or giants my WISC-R and I will take all 
comers.)

Awakening/Balancing act—beginning job dissatis-
faction, fatigue often accompanied by deep muscle fatigue, 
avoiding making necessary decisions, sleep disturbances (an 
inability to shut down, and continuing to replay the day over 
and over, escapist activities of choice (including eating, 
drinking, smoking, zoning out in front of the TV, etc.)

Brown out/Chronic—chronic ex-
haustion, Physical illness (remember unre-
lenting stress is a factor in many diseases 
and common illnesses), anger and cynicism.

Full Scale Burnout /
Enmeshment—the symptoms become criti-
cal, physical symptoms intensify and in-
crease in number, obsessing about work 
frustrations, pessimism and self doubt 
dominate thinking. These symptoms be-
come so embedded in your life that you are 
more likely to be labeled as having some 
significant physical or emotional problem. 

The fifth stage is recovery. Yes it 
is possible to recover but as with all things 

it takes time and effort. The problem did not develop over 
night and the recovery will not happen over night either. In 
coming back from burnout be realistic in your job expecta-
tions, aspirations and goals. 

Burnout is not just excessive stress. It is a complex 
reaction to stress and it relates to the feeling your inner re-
sources are inadequate for managing the tasks and situation 
presented to you. It can occur when you are unable to meet 
the constant demands from your job or personal life leaving 
you increasingly overwhelmed and depleted of energy. De-
bilitating sadness, anger or indifference may set in. You be-
gin to loose focus, interest or the motivation which led you 
to your chosen profession.  Knowing the signs of burnout 
can help you reduce your risk and the impact of burnout. 
Identifying the causes of stress, recognizing the areas which 
you control and those you can not control and those which 
you may influence and taking care of your physical and emo-
tional needs can help you avoid burnout.

Some questions to ask your self,
Are you experiencing job burnout?
Do work activities you once found enjoyable now feel 
like drudgery?
Have you become more cynical or bitter about your job 
or your boss?
Are non-work relationships (marital, family, friend-
ships) affected by your feelings about work?

Do you find yourself:
Dreading going to work?
Easily annoyed or irritated by co-workers
Envious of individuals are happy in their work
Caring less now than you used to about doing a “good 
job” at work

Are you:
Regularly experiencing fatigue and low energy levels 23



at your job
Easily bored with your job
Depressed on Sunday afternoons or have sleep distur-
bances thinking about Monday and the coming week?

If you answered yes to five or more of the above, 
you may be experiencing some level of job burnout.
(Adapted from Recognizing Job Burnout The Counseling 
Corner by the American Counseling Association, written by 
Audrey L. Canaff)

After answering the above questions and you feel 
that you are a candidate for burnout the next step is to deter-
mine the what, when and why of the situation.

What—have you faced changes in the organization, the 
demands of your job, your supervisor
When—was there a pivotal occurrence that changed the 
way you viewed your job- a new boss, coworkers or respon-
sibilities.
Why—have you changed? Are your interests or values 
pertaining to work now different than they were? Are your 
abilities and skills not being utilized?

Changes in the work environment and a feeling of 
lack of control over your work are major sources of unre-
lieved stress. Once you have recognized causes of job dissat-
isfaction, you need to consider whether any of the causes can 
be addressed.  We need to recognize that while it is not al-
ways within our power to remove stressors at work it is 
within our power to identify the causes of our stress. After 
we identify these stressors it is within our control to mitigate 
how they affect our lives and how we respond to them.

Some suggestions of things to try and things to avoid:
Do more than commiserate or have a pity party. 

Sitting around complaining how rotten something is never 
solves then problem. Once you identify the stress and or its 
cause move on don’t get caught in the “yes but loop”. We 
can always find problems or reasons why a solution will not 
work your task has got to be focused on finding a solution 
that will work for you in your particular situation. Consider 
doing some simple verbal coaching such as “I HAVE THE 
POWER TO MAKE DECISIONS FOR ME”. 

Physical
The bodies on going reaction to stress can wreak 

havoc on its physical health.  If you think you are experienc-
ing burnout: 
See your doctor, schedule a complete physical check-up 
to discuss your concerns and the symptoms you have noticed
Sleep—make sure you are getting the sleep your body 
needs
Eat right (easier said than done)
Exercise—increase exercise by learning stretches that 
can be done in the office. Set aside time to go for a walk or 
the gym. As little as 20 minutes 3 times per week of such 
activity has a positive effect. 

Mental
Burnout often occurs when life feels out of balance. 

Hone your coping skills; develop skills for dealing with 
stress which could include relaxation techniques, positive 
self talk.
Arm yourself with self knowledge. Recognize your trig-
gers
Learn effective time management.
Set realistic goals, (immediate, short term and long 
term)
Set aside regular “You” time. Ask yourself “what recharges 
me?” Schedule this you time into your day or week and keep 
the appointment.

Social 
Although time alone is important, maintaining balance also 
means cultivating your relationships with others. Poor rela-
tional supports can contribute to burnout while good rela-
tionships can help prevent or reduce it.

Nurturing your closest relationships such as with your 
partner, spouse, children and friends
Connect with a cause or community group that is mean-
ingful to you
Address your dissatisfaction at work with your supervi-
sor or the Human resources Department
Consider a job or career change
Practice healthy communications. Remember assertiveness 
does not necessarily mean confrontational.

In summary, to prevent or recover from burnout, learn to 
cultivate methods of personal renewal, self –awareness and a 
connection to others. Do not be afraid to acknowledge your 
own needs and find ways to get those needs met.  Think of 
your personal energy in terms of power management, you 
must balance energy expenditures with energy renewal 
(recharging) and focus on creating a balance in your life.

24



Many educators and school psychologists assume 
that gifted students enjoy excellent social adjustment and 
vibrant mental health.  This belief in the psychological well-
being of gifted youth dates back to some of the earliest work 
in the gifted field (e.g., Hollingsworth, 1926).  However, 
others contend that the gifted are not uniquely resilient.  Sup-
porters of this view argue that the gifted are at heightened 
risk for developing psychological problems and that gifted-
ness, in some way, increases a child’s vulnerability to emo-
tional and behavioral disorders (Neihart, 1998). 

Like most complex issues, one can 
find some support for both positions; the 
truth likely falls somewhere between the two 
extremes.  Research findings, although far 
from definitive or incontrovertibly conclu-
sive, indicate that high-ability students are 
typically as well-adjusted as any other group 
of youngsters (Pfeiffer & Stocking, 2000; 
Robinson, 2002).  However, case studies and 
anecdotal reports suggest that not all gifted 
easily navigate the often challenging socio-
cultural waters of childhood and adolescence 
(e.g., Piirto, 1992; Webb, 1993).  Fre-
quently—although there are no reliable prevalence rates 
available—many gifted students experience painful psycho-
logical problems every bit as troubling as those experienced 
by their same-age non-gifted peers.

We do know that in American schools today, the 
incidence of mental health problems is significant (Pfeiffer 
& Reddy, 1998).  Some experts estimate that as many as one 
in five students in America’s schools have significant mental 
health needs and that more than eight million children need 
some form of mental health services (U.S. Public Health 
Service, 2001).  We also know that the general population of 
school-aged children consists of 5% to 20% of gifted stu-
dents, depending upon which definition of gifted or which 
set of identification criteria one applies.  For example, the 
classification system introduced by the Gifted Rating Scales
(a new scale published by PsychCorp/Harcourt Assessment) 
is based on a “likelihood of gifted” model; a rating within the 
top 15% indicates a “high” probability, and a rating within 
the top 2% a “very high” probability, of being gifted in one 
or more of five gifted domains3 (Pfeiffer & Jarosewich, 

2003).
Irrespective of the definition of giftedness, it is rea-

sonable to assume that a significant number of gifted stu-
dents struggle with the same mental health problems as their 
non-gifted peers. The first author of this piece has worked 
with many gifted children in his private practice who have 
struggled with underachievement, depression, eating disor-
ders, ADHD, and conduct problems.  In addition to these 
“twice exceptional”—gifted students with co-morbid psy-
chological disorders—many authorities in the gifted field 

contend that high-ability children present 
with unique vulnerabilities that increase their 
risk for emotional and behavioral problems.  
The remainder of this article briefly discusses 
three vulnerabilities.

Peer Pressure and Social Acceptance
Gifted children are different by the 

very nature of their exceptional ability or tal-
ent.  Academically gifted students often value 
being highly intelligent, yet almost always 
realize that their ability exacts a social price.  
Even in today’s schools, there exists an anti-

intellectual stigma among peer groups (Rimm, 2002).  Many 
gifted students report that being smart makes it harder to 
make friends, and those students who are highly gifted (IQ 
145+) often experience intense social isolation.  Gifted stu-
dents frequently mask their abilities (Coleman & Cross, 
1988).  Gifted females are more likely than gifted males to 
experience peer pressure to suppress their talents.  For exam-
ple, the theme of social stigma was identified during inter-
views with over 1,000 highly successful women in recollec-
tions of their early school years (Rimm, Rimm-Kaufman, & 
Rim, 1999).

Characteristics often associated with the gifted put 
them at odds with their peers.  For example, the highly in-
quisitive attitude and raging curiosity noted in many gifted 
students can lead them to pose embarrassing and even so-
cially inappropriate questions.  Gifted students’ tendency to 
think abstractly, hypothetically and philosophically is often 
viewed negatively by their peers (Pfeiffer & Stocking, 2002).  
Underachievement, reportedly a common phenomenon 
among the gifted, is often—but not always—the result of 

The Unique Socio-emotional Needs of the Gifted Student
by Steven I. Pfeiffer1 and Samara Blei2, Florida State University

(Reprinted from Maryland School Psych. Association’s newsletter, The Protocol, Winter, 2007)
Let the minor genius go his light way and enjoy his life – the great
nature cannot so live, he is never really in holiday mood, even though
he often plucks flowers by the wayside and ties them into knots and
garlands like little children and lays out on a sunny morning. — W. B. Yeats

1 Dr. Pfeiffer is Professor and director of clinical training in the APA-accredited combined program in Counseling Psychology 
and School Psychology, Florida State University. Professor Pfeiffer can be reached at:  pfeiffer@coe.fsu.edu

2 Ms. Samara Blei is a doctoral student in the combined program at Florida State University.

3 A recent article on gifted identification appears in the Summer 2006 issue of The School Psychologist (Vol. 60, No. 3; pp 106-
111)at:  http://www.indiana.edu/~div16/publications_psychologist.html 
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peer pressure to conform and not be seen as different.

Asynchronous Development 
Further differences exist due to the asynchronous, 

or uneven, development gifted children typically experience.  
Many gifted students have discrepancies—sometimes quite 
large—between the development of their intellectual abilities 
(artistic talent, creativity, etc.) and the development of their 
social, emotional and physical abilities (which is often in line 
with their chronological age).  This asynchronous develop-
ment can create an unsettling sense of being “out-of-sync.”  
For example, consider a student who is highly (IQ 145-159), 
exceptionally (IQ 160-179), or even profoundly (IQ 180+) 
intellectually gifted.  Further, consider that this same student 
has average, age-appropriate social skills, maturity, fine and 
gross motor skills, and athletic ability.  This student’s intel-
lectual ability is three to five standard deviations above the 
mean for his chronological age and peer group and in com-
parison to his other abilities.  Consider the analogy—highly 
unlikely but nonetheless useful to illustrate the point—of 
another student with an IQ below 55 or even 40 and age-
appropriate social skills, maturity, fine and gross motor skills 
and athletic ability.  It is almost inconceivable to imagine 
how exceedingly out-of-sync this second youngster’s phe-
nomenological world would be!  This is the degree of asyn-
chrony that many gifted students experience, which can pro-
foundly impact upon their friendships, motivation, self-
esteem, and social development (Gross, 2002; Pfeiffer & 
Stocking, 2002; Webb, 1993).

Perfectionism 
Perfectionism is a multidimensional 

construct which is defined as holding very 
high standards or expectations for one’s per-
formance.  Most theorists agree that it can be 
either a powerful positive or negative moti-
vational force.  Healthy perfectionism can 
foster a sense of empowerment and personal 
satisfaction and generate “stretch goals” that 
result in achievement at high levels.  Un-
healthy (or negative or neurotic) perfection-
ism, on the other hand, can be disabling, cripple achieve-
ment, stifle creativity, and leave the individual tense, frus-
trated and sometimes even depressed.

Among the causes of negative perfectionism are 
parents who are themselves driven and overly critical, exces-
sive adult adulation, pervasive messages from the media and 
teachers to accept nothing but being “the best,” and self-
imposed rigid and unrealistic standards of performance 
(Pfeiffer, in press; Robinson, 2002).  Perfectionism is cited 
as one of the more frequent reasons for a gifted student to 
seek counseling (Schuler, 2002).  It is not surprising that 
many gifted students would adopt very high expectations for 
their performance.  They are, by definition, more capable 
than their peers, and have likely experienced an early history 
of exceptional performance.

Conclusion
In addition to the mental health problems that any 

student is likely to experience, some gifted students are at 

risk for unique emotional and behavioral problems.  While 
recognizing the extraordinary gifts of some students, we can-
not afford to overlook these same students’ unique vulner-
abilities.  It is important for school psychologists and educa-
tors to remember that gifted students are a special-needs 
population.
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The Great DIBELS Debate
By Scott Moline, Ed.S., M.S.E.

School Psychologist

The Dynamic Indicators of Basic 
Early Literacy Skills (DIBELS) is a set of 
fluency-based indicators that are predictive 
of reading skills for children in grades K - 6.  
As the response to intervention approach to 
identifying specific learning disabilities has 
evolved, the DIBELS has become a popular 
measure used in many schools throughout the 
country.  Like many of you, I have been involved in using 
the DIBELS and in promoting its use within my district.  An 
“anti-DIBELS” book by the name of The Truth About 
DIBELS, What it is, What it Does, has recently been dis-
cussed within my school district.  This column is a short re-
view of this book with some commentary on lessons that we 
can all learn from it.

Published in 2006 by Heinemann, The Truth About 
DIBELS, What it is, What it Does, is edited by Dr. Kenneth 
Goodman, a Professor Emeritus of Language, Reading and 
Culture at the University of Arizona.  The chapters are writ-
ten mostly by professors from different universities, although 
one chapter is written by a parent, one by an employee of a  
nonprofit organization that provides reading support services 
to children in Birmingham, AL, one by a doctoral student, 
and one by a language arts coordinator/Reading First grant 
director.  As the back page points out, this book also comes 
with a CD “loaded with a complete anti-DIBELS Power-
Point presentation, to show colleagues, policy makers, or 
parents that when it comes to reading assessment, DIBELS 
just doesn’t work.”

As many of the authors of chapters in The Truth 
About DIBELS, What it is, What it Does, are university pro-
fessors, the book is generally well written with plenty of 
statistics and figures.  Interestingly enough, many of the sta-
tistics and figures are actually taken from the DIBELS web-
site.  A different view of the statistics and figures is pre-
sented in this book than is presented in the DIBELS admini-
stration manual.  In addition to not presenting much in the 
way of new statistics, it is also interesting to note that this 

book does not present very much research to 
supplement its arguments.  The one new re-
search study presented in this book is a chap-
ter that is written by Maryann Manning, Con-
stance Kamii, and Tsuguhiko Kato from the 
University of Alabama at Birmingham.  This 
research study compares some of the 
DIBELS subtests to first-grade children’s 

performance on the Slosson Oral Reading Test and to a writ-
ing test the researchers developed.  This study reports that a 
correlation of .07 was found between the Slosson and the 
DIBELS phoneme segmentation fluency (PSF) subtest.  This 
study also reports that the correlation between the DIBELS 
nonsense word fluency (NWF) and the Slosson test is statis-
tically significant, but the level of significance was not 
given.  The judgment was presented that “our writing task 
yields much more information than PSF and NWF for the 
same amount of testing time.”  No statistical evidence is pre-
sented for this judgment. Although this study is described in 
a 7-page chapter, it is not presented in a journal format and 
no report was made of this study being published in a peer-
reviewed journal.  

“I’ve been crying for the better part of two days 
because my family has encountered the horror of DIBELS,” 
is the sentence that starts out this book’s prologue.  It then 
goes on to tell the story of how a first-grade student was rec-
ommended for retention within 13 days of starting school, 
based on his DIBELS scores.  This story sets the stage for 
the premise of this book that the DIBELS “is an absurd set of 
silly little one-minute tests that never get close to measuring 
what reading is really about – making sense of print.”  Opin-
ions such as this are scattered liberally throughout the entire 
book.  Although this book is generally long on opinion and 
anecdotal stories and is quite short on research, there is still 
much that those interested in implementing the DIBELS in 
their districts can learn from it.  First of all, this book exists.  
If you have a teacher who is resistant to RTI in general or the 
DIBELS in particular, this book might be mentioned.  Be 
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aware of its existence.  You may want to learn more about it 
by reading the foreword at http://books.heinemann.com/
shared/onlineresources/E01050/wilde.pdf.  Secondly, this 
book describes a large variety of ways for which the 
DIBELS should not be used.  For example, it describes how 
the DIBELS is being used for teacher evaluations, how it is 
being used as the only measure to evaluate children’s read-
ing, how it is being used as an argument for retention, and 
how children are being forced to be “taught to the test.”  I do 
not doubt that some school districts have indeed used the 
DIBELS for such purposes.  We simply need to learn from 
these criticisms to ensure that we do not make these same 
mistakes in our own districts.

Another point that this book makes is that “DIBELS 
does not test the quality of reading.”  I believe that this point 
is a result of a fundamental lack of understanding that the 
DIBELS (or any curriculum-based measure) is NOT meant 
to be a comprehensive reading evaluation.  It therefore is not 
meant to replace the WJ-III, Tests of Achievement, the 
Qualitative Reading Inventory, or any other comprehensive 
reading assessments that a school may give.  A school does, 
however, need to consider that if the DIBELS is being added 

as a regular assessment, time necessitates that other assess-
ments may need to be taken away.  As each school strives for 
a workable balance of assessments, we must remember that 
we should not make decisions about children’s educations 
based solely on any one test.  Also remember that the two 
usages of the DIBELS are for screening and for progress 
monitoring.  The DIBELS will serve your school well if it is 
used for these two purposes.  It is not a comprehensive read-
ing assessment and should not be presented as such.  

In conclusion, most of the arguments from this book 
result from either a misunderstanding of what the DIBELS is 
(and is not) or from anecdotal stories of the DIBELS being 
used inappropriately.  If you are interested in implementing 
the DIBELS in your school, I recommend that you make sure 
that your staff clearly understands exactly what the DIBELS 
is, and how to use it appropriately.  Visit the DIBELS web-
site at http://dibels.uoregon.edu, read the administration and 
scoring guide thoroughly, get the best training that you can 
on it, consult with others who are using it, implement it only 
after you have built consensus for its use within your build-
ing, and then enjoy the benefits that the DIBELS can bring to 
your school’s students and staff.
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WSPA Children’s Services Grant Recipient Report
SCrAPS: Students Crafting a Positive Self, by Katie Jonas

My WSPA grant has been very beneficial in devel-
oping my first therapeutic scrapbooking group at one of my 
schools, Robert M. LaFollette K-8 (Milwaukee Public 
Schools). Students Crafting a Positive Self (SCrAPS) utilizes 
art therapy and therapeutic scrapbooking 
as a tool to promote the development of 
positive self-concept and positive interper-
sonal interactions. The main curriculum for 
the group was developed by a school psy-
chologist in the Oshkosh School District, 
and I thank her for allowing me to spread 
her creativity to my school! Students par-
ticipating in the program have the opportu-
nity to develop positive friendships, ex-
press emotions appropriately, and interact 
with peers in socially appropriate manners. 
Student self-concept is measured both pre-
and post-intervention using a portion of the 
Beck Youth Inventories

LaFollette SCrAPS is made up of six 4th and 5th

grade girls who were nominated by their teachers due to dif-
ficulties in self-concept, communication, and getting along 
with peers, especially female peers. All members received a 
disposable camera to take pictures of family members, 
friends, pets, hobbies, and any other interests for the scrap-
books. Various supplies including stickers, colored paper, 

wavy-edged scissors, acid-free pens, and scrapbooks were 
purchased using grant money.

SCrAPS members are currently working on com-
pleting their scrapbooks, which include topics such as, 

“Friends,” “Family,” “Hobbies and Interests,” 
“Hopes and Dreams,” and “Pieces of Me.” We 
generally complete two scrapbook pages per 
topic. With each topic, the girls complete work-
sheets, participate in group activities, hold dis-
cussions, and share their scrapbook pages, if 
desired. For example, for the “Friends” pages, 
the girls completed worksheets in pairs on what 
makes a good friend and how to keep a friend 
prior to holding a group discussion and com-
pleting the scrapbook pages. 

The development of this group has 
been much slower moving than anticipated, so 
we will be working hard to finish before the 

end of the school year! So far, the girls appear to thoroughly 
enjoy the activities and the scrapbooking, and at the end of 
the year they will have a visual document of all the work 
they put into the group. We are currently planning an end of 
the year “Open House” where the girls will have the option 
of sharing their scrapbooks with school administration, 
teachers, and parents. Feel free to contact me if you are inter-
ested in starting your own therapeutic scrapbooking group!



See These Blocks?  …A Generation Moves On
By Jim Larson

I have spent some time recently pondering the fact 
that somewhere just under one-third of school psychologists 
currently in practice are over the age of 50. A lot of very 
good people have retired in recent years, and many will be 
leaving our field very soon, headed to warmer climes or, at 
least, to fewer forms to fill out. This departing “demographic 
bulge” will open positions for new people, but leave the pro-
fession without a big chunk of the generation who made 
school psychology what it is today.

This is a passing worthy of note.
I was thinking about this the other day just as a 

young woman sat down in my office to be interviewed for 
admission into our school psychology training program. Like 
the scores of others who will follow her before our yearly 
sifting and sorting ritual concluded, she was bright, well-
schooled… and painfully young.

I checked her file. When I first stepped into Rufus 
King High School in Milwaukee as a brand 
new school psychologist, this young woman 
was still eight years away from being born.

I have socks older than she is.
“Why do you want to be a school 

psychologist?” I asked her, as I have asked 
literally hundreds before her over the years. One would think 
that in that span of time I could have come up with a better 
opening question, but I like this one for two reasons:

First, it tells me whether or not the person has actu-
ally spent any amount of time at all thinking about what in 
the world she might possibly be asked at an interview for 
admission to a school psychology program. Second, 
(importantly at my age) the question is easy to remember. If 
the person across from me is genuinely stumped or seems 
surprised, well, that’s pretty good data. Most, however, are 
ready for it.

“So, why do you want to be a school psychologist?” 
I asked the young woman, and I steeled myself for one of the 
many variations on the “I want to help kids” theme. This 
particular theme, “helping” kids, has in recent years com-
pletely obliterated the “testing” kids theme, which was cer-
tainly how I must have answered the question during my 
application interview:

Professor: “Well, Mr. Larson. Why do you want to be a 
school psychologist?”
Me: Holy___! Where did THAT question come from??

Applicants to school psychology programs today 
are expecting to enter a profession that promises Adventure! 
Romance! and Response to Intervention! My generation 
hoped only that the little toys in the Binet kit were all there 
when we reached for them. Most of the applicants today 
have been pointing at school psychology throughout their 
entire undergraduate years and come to our applicant inter-
views remarkably knowledgeable. That was not so true 30 
years ago. 

Who were the applicants then? Why would anyone 

have wanted become a school psychologist 30 years ago? 
For me, it was a matter of personal safety. I was holding 
down a job as a teacher of children who had been placed in 
residential treatment for (among other reasons, I supposed) 
having chewed their public school teachers up into sausage. 
The administration referred to them euphemistically as 
“troubled kids” in much the same way Winston Churchill 
referred to World War II as “the recent unpleasantries.” 

I had a classroom of ten “troubled kids” for whom 
noncompliance and throwing furniture had been elevated to 
an art form. The day I took a desk podium in the back of the 
head was the day I decided to enroll in education classes in 

hopes of a learning a technique or two.
  It was break time in my Intro-

duction to Special Education class at the 
University of Wisconsin - Milwaukee, 
and as I sipped coffee with a classmate 
named Terry McGuire, we got to chat-
ting about careers and such. He informed 
me that he was studying to be a school 
psychologist. A what?

Me: “What does a school psychologist do?” 
Terry: “They work with troubled kids.”
Me: “Uhhh…How many troubled kids at a time?” 
Terry: “Just one.”
Me: “Perfect.”

Before the sun rose the next day, I was applying to 
the School Psychology Program.  I speculate that most of my 
contemporaries had more noble reasons for wanting to be 
school psychologists other than to avoid being killed by a 
loose piece of furniture, but the professor who interviewed 
me seemed sympathetic. Two years and a small fortune in 
parking fines later, I was a licensed school psychologist.  

School psychology in the mid-1970’s was pretty 
much a one-trick pony, best characterized by the words, “See 
these blocks? They are all alike.” The precursor to IDEA, 
Public Law 94-142, known as the Education of All Handi-
capped Children Act, had only recently been passed, and 
classroom teachers were getting writer’s cramp as they filled 
out mounds referrals to special education. When I first 
walked into Rufus King High School in January of 1977, 
there was a chalkboard in my office with 130 names of boys 
and girls that somebody was absolutely certain belonged in 
special education. It was time to put some miles on my brand 
new test kits.

“Okay (insert name here). See these blocks? They 
are all alike.”

The Education of All Handicapped Children Act 
became the “Full Employment of School Psychologists Act” 
in short order. Previously struggling graduate programs be-
came besieged with wannabe school psychologists, and new 
programs sprouted up everywhere across the country. School 
districts were flush with federal and state dollars, and they 
were desperately ready to throw them at anybody who knew 29



their way around a WISC-R. 
We were the Princes of the City, the Queens of the 

Metropolis!
 Today, much of the work we were doing back then 

is referred to disparagingly as “refer, test, place.” Yet as 
school psychologists, we were convinced that what we were 
doing was noble and honest work leading to the betterment 
of students’ lives and by extension, society as a whole. 
Terms like “data-based decision-making” were not yet in 
vogue as we Rorschach-ed and House-Tree-Person-ed the 
little troubled kids into special education.

Me: “His depiction of his family through the drawing of the 
house indicated severe psychopathology, especially as it per-
tains to the roof structure.”
Others: “Oooo…” 

At that time, school psychology and special educa-
tion were pretty much joined at the hip, two sides of the 
same coin. They needed us, and we needed them. In the 
schools, the special ed teachers were often our closest col-
leagues and friends, yet “Special Education” was still some-
thing of a Black Box. For the most part, it was a room, often 
in the basement, into which we poured a seemingly endless 
line of children and then pretty much relied on faith that af-
terward something good would happen to them. It was, after 
all, “special” education, so what was not to feel good about? 
It was not until later when someone decided to peek behind 
the door that we had our answer about what was happening: 
Unfortunately, it turns out, not much… 

We of that First Great Wave (a term I prefer to 
“demographic bulge,” one which always seems to remind me 
uncomfortably of my waistline) are now moving on to our 
places on the lake and full-time grand-parenting, leaving the 
field to a younger generation. What is our legacy? What have 
we left to the young people who now sit anxiously in my 
office and try to answer the question, “Why do you want to 
be a school psychologist?”

In today’s world, that answer can be: “Because I 
want to bring evidence-based practices and data-based deci-
sion making to the needs of all children in the school. I want 
to be a mental health practitioner, a consultant to teachers 
and parents, a cognitive-behavioral therapist, an advocate for 
best practices, and do DIBELS and progress monitoring until 
my eyes get crossed.”   

What then of those who are now leaving the field? 
How should we of the “testing” generation be remembered?  
Is ours just a legacy of misplaced faith? Are we relegated to 
being just the recipients of belittling smirks that now go with 
refer, test, and place? – Ah, the naïve, iconic, but foolish 
school psychologist toting test kits from school to school, 
shuffling children in and out of special education – Is that 
our legacy? 

The answer, my brothers and sisters Of Our Certain 
Age, is a resounding “No.”

The world of school psychological practice today is 
one that reflects the acquired knowledge and experience of 
that First Great Wave generation of practitioners. There 
would be no Response to Intervention today if thousands of 
school psychologists and special educators had not first in-

vented, then re-invented, and then re-invented again the pro-
cedures for deciding how best to provide a quality education 
for all children. The past few decades in school psychology 
reflect an evolution – from the external clinical model trans-
ferred into the school (test, hypothesize, and recommend) to 
the current model that has its genesis inside the school 
(screen, intervene, and monitor). 

Response to Intervention is not a “paradigm shift” 
or some light bulb turned on out of nowhere; it is the natural 
evolution of a profession as it adapts to a changing condi-
tions, an adaptation that could never have occurred before 
this time… before all that came before. 

And those school psychologists who efforts brought 
us to this point watch all the excitement and smile, well-
aware that all things new contain the seeds of their own de-
mise. 

Well-aware that the young practitioners of today are 
also a part of that evolution and, if they too work very hard, 
will themselves be able to look back one day with pride on 
all they have accomplished.    

In 1990, I deserted my cohort and took refuge at the 
university. I’m not proud of that, of course, but being able to 
sleep in until 10 every day has its downsides, too… I feel 
almost certain of that. From here, though, my colleagues and 
I have been granted the privilege to meet and work with 
scores of practitioners who are of that First Great Wave, 
many now retired, many looking at it around the next bend. 
Our students are better school psychologists to have been 
under their supervision, to have been the recipients of their 
wisdom, and to know them as colleagues. We shall miss 
working with them, every one.

So, tomorrow, ten fresh faces will show up at our 
university for their application interview. They will be smart, 
enthusiastic, and eager to “help kids.”  If tomorrow is typi-
cal, one, maybe two from this group will make it in. We have 
far more applicants than we can possibly accept -- because 
an older generation of school psychologists has cast so much 
favor upon this profession that scores of young people now 
want to contribute to the legacy. 

A most honorable legacy built by people who now 
can look back in pride at a job well done. Well done, indeed.

Jim Larson is the Coordinator of the School Psychology Pro-
gram at the University of Wisconsin- Whitewater. His email 
is larsonj@uww.edu. He can be reached by phone at the uni-
versity, but don’t call before 10.
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Confessions of an Aging Rock Star
Eric P. Hartwig, Ph.D.

Administrator of Pupil Services/Psychologist
1200 Lakeview Dr., Suite 350, Wausau, WI 54403

Phone:  715-261-1980, Mobile:  715-581-2457
www.mcspecialeducation.com

CONFESSIONS OF AN AGING ROCK STAR

I) THE MUSIC
A) WE NEED TO:

1) Reflect.
a)  Address our perspective.
b)  Create an avalanche of thought.

2) Through a new dimension…
a)  A measured risk.

B) WE NEED TO USE MUSIC AS A BRIDGE TO RECONNECT
Bass Drummer
Lead Singer The Whole Damn Band

1) You need to feel what you think.
a)  A way to feed your mind.

II) THINK ABOUT
A) 10 RULES

1) What the people need is a way to make them smile.  
-  Some people are happy; some are sad.  Gotta let the music play to feel groovy day by day.
-  What the people need is a way to make them smile.  

2) Look for adventure in whatever comes your way.  
- Get your motor running, head out on the highway, look for adventure.
- Take the world in a loving embrace.
- Fire all your guns at once and explode into space.
- Like a true nature's child, we are born, born to be wild.  

3) The sound of foot steps often brings out a need that no one should hear.
- Midnight is the ultimate witching hour.
- It brings a need out in you that no one can hear.
- You're always brilliant.
-  But beware of midnight confessions, things always look different in the morning.

4) Don't feel so all alone...everybody must get stoned.
- Well, they stone you when you're trying to be so good.
- They’ll stone you just like they said they would.
- They’ll stone you when your trying to go home.

You can't please everyone so you've got to please yourself.  Listen to the music...

Even small risks will add excitement to your life. You were born to be wild.

Trust others by their actions, not their words.   
You can't believe a liar, even when he's telling the truth.  

Beware of midnight confessions.

Selective criticism is like bad news, few of us are good at giving it...nobody likes to 
receive it.  You don’t need to feel so all alone.  

Everybody must get stoned.
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5) Sometimes its not enough to say you're sorry.
- Charm is almost always a directed instrument...
- Which like niceness has a motive.  
- Niceness doesn't equal goodness...it is a decision.
   * It is not a trait.
- Ever had a quarrel?  A lover’s spat?....Say you’re sorry but the anger keeps coming back?

6) Believe me when I say...you can't have it that way.
- Believe when they say, they want it that way. 
- No is a word that must never be negotiated.  

7) When you believe in things that you don't understand...then you suffer.
- Very superstitious….writings on the wall; very superstitious, letters about to fall.
- When you grasp at the shadow, you lose the substance.
- Things are not always what they seem.  

8) What you want…baby I got it.
- What you  need, I know I got it.
- Success occurs in private, failure in full view. 
- If you judge people, you never have time to respect them.  

9) Oh, mother tell your children not to do what we have done.
- Don't go looking for trouble, you might find somebody else's. 
- Its been the ruin of many a poor boy.
- There are no easy answers to difficult problems.

10) Don't let the sounds of your own wheels drive you crazy.
- Are you running down the road?
- Try to loosen your load.
- Don’t even try to understand, just find a place to make 

your stand.
- Lighten up while you still can.  
- Life is uncertain.

It is not enough to say your sorry, you have to do something to make it right....

Declining to hear no means someone is either  seeking control or refusing to re-
linquish it.  You can't always have it your way.

When the need is strong, there are those who will believe anything. 

Nothing is foolproof to a sufficiently talented fool.

If you want to be respected, never lie about yourself...and be careful when telling 
the truth about others.   

All we need is a little respect...just a little bit...

Don't spend your life in sincere misery or wear that ball and chain.

We need to tell our children not to do what we have done...

Remember, the early bird gets the worm...but the second mouse gets the 
cheese.  

Don’t let the sound of your own wheels drive you crazy…Take it easy.
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WSPA Children’s Services Grant Recipient Report
La Crosse Central High School's Friday Night Live, by Don Juve

“Friday Night Live” is a drug-free and safe environ-
ment for students to come to Central on a non-activity Friday 
night.  It was the brainchild of the Central Behavior Council.   
Students had a choice of a movie on the big screen in the 
auditorium, crafts in the art room, computers or private read-
ing in the LMC, board games and ping-pong in the com-
mons, or basketball, volleyball, and rock-climbing in Hackett 
Gymnasium. Snacks were also been provided for our stu-
dents. 

This year we scheduled three non-activity Friday 
nights. November 17th, 2006, had 117 students attend. The 
second night two other area High School were also invited 

on March 9th, 2007, with 145 students attending.  Our final 
FNL for the year was held on March 30th, 2007. This was a 
special night as it was our 8th Grade Middle School Invite 
Night (Any 8th grader in La Crosse could attend). This eve-
ning turned out to be the best yet with 181 students entering 
the doors of Central. 

A gigantic thank you to Wisconsin School Psy-
chologist Association for the $500 for food, door prizes, and 
art supplies.  Also a thank you to supervising teachers, custo-
dians, and kitchen staff who spent their Friday evenings with 
us.
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WSPA Awards Presented at Spring Convention
By Veronica Milling, Recognition and Scholarship Chair

Allard Award:  Jamie Reinhardt  
The Allard Award is sponsored by one of our own 

members, Ms. Suzanne Allard.  Candidates for this award 
are masters-level graduate students who are nominated by 

the faculty in their training 
programs based on out-
standing academic and 
research skills and strong 
leadership skills.  The re-
cipient of the 2006 Suz-
anne Allard Award is Ja-
mie Reinhardt, a student at 
UW-Eau Claire.  Bill 
Frankenberger, who nomi-
nated Jamie cited her ex-
emplary academic excel-
lence, interpersonal and 
leadership skills and skills 
at conducting research in 
his letter of recommenda-
tion.  Overall, Bill would 

rate her among the top 5% of all our UW-Eau Claire gradu-
ates over the last ten years and the top student in nearly 
every class she has taken. Jamie’s research for her specialist 
thesis focused on Elementary teachers’ attitudes toward stu-
dents’ behaviors with and without the ADHD label.  

Alissa Gallagher from UW-LaCrosse was also 
nominated for this award.

Bernice Krolasik Memorial Scholarship Award:  Tracey 
Frank

The Bernice Krolasik Memorial Scholarship Award 
is for a non-traditional student enrolled in a masters-level 
school psychology training program in Wisconsin.  Bernice’s 
willingness and ability to counsel young people interested in 
school psychology was responsible for the career choice of 
many individuals.  The Bernice Krolasik Memorial Scholar-
ship was established by Bernice’s husband Casey Krolasik 
and daughter Lisa, in memory of her years of dedication to 
the field of school psychology and her commitment to the 
welfare of children.  The recipient of the 2007 Bernice 
Krolasik Memorial Scholarship is Tracey Frank from UW-

Eau Claire.  Tracey displays on outstanding and passionate 
commitment to the welfare of children that begins with her 
commitment to her own children.  Bill Frankenberger, who 
nominated Tracey for this award, noted Tracey is an ex-
tremely motivated and intelligent individual who often com-
pletes assignments and tasks at a level well beyond expecta-
tions.  Her thesis project  focused on teacher knowledge of 
Oppositional Defiant Disorder and strategies.  Among many 
other activities, she has worked as a graduate assistant at the 
Lac Du Flambeau Service Learning Project recruiting and 
organizing the service learning experience for undergraduate 
students.  

Ty Johnson from UW-LaCrosse was also nomi-
nated for this award.  

WSPA School Psychologist of the Year:  Jeffrey Bindl
Each year, WSPA recognizes one school psycholo-

gist in the state of Wisconsin who has been recommended by 
colleagues for his/her efforts and excellence in their profes-
sional practice.  The award of “School Psychologist of the 
Year” is presented to the candidate who demonstrates excep-
tional dedication, proficiency, and leadership in their work 
with children and colleagues.  The recipient of this award is 
Wisconsin’s nominee for the “NASP School Psychologist of 
the Year” award.  The 2007 WSPA School Psychologist of 
the Year is Jeffrey Bindl. 

Jeffrey was nominated to receive this statewide 
honor by Ted Evans, Principal for the Mineral Point Unified 
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In Memoriam
               Carl J. DiMartino, 1943-2007
                NASP President, 2006-2007

Sadly, NASP President Carl J. DiMartino, PhD, NCSP died February 23, 2007 of 
an apparent heart attack. Carl was highly respected by his colleagues and loved by his fam-
ily and friends. He was a valued member of the NASP and broader school psychology 
communities. 

Carl was deeply committed to advancing best practice and ensuring that all school 
psychologists have access to, and participate in, quality professional development through-
out their careers. He worked to enhance school-based mental health services and was an 
early and vocal advocate for culturally competent practice. He believed in the ability and 
responsibility of every school psychologist to be an advocate for the evidence-based ser-
vices necessary to make a significant and lasting difference in children’s lives. 

Carl’s broad professional experience included being a continuing education coor-
dinator; a practicing school psychologist in preschool, non-public, and K-12 public school 

settings; a special education teacher; an adjunct professor; and a site-based supervisor of school psychology interns, coordina-
tor of psychological services, and director of special education. He earned his M.S. in Education and school psychology certifi-
cation at St. John's University in New York City and his PhD in Educational Psychology at the University of Georgia.

In addition to being NASP President, Carl was NASP Treasurer, Convention Chair, Nominations and Elections Chair, 
Ethical and Professional Practices Committee Chair and state delegate. He was also a Past President of the Association of 
School Psychologists of Pennsylvania and was awarded their Lifetime Achievement Award in 2003. 

Further information about Carl’s legacy, sharing tributes and condolences, and making a contribution in Carl’s memory is 
available at http://www.nasponline.org/about_nasp/dimartino.aspx. 

High School.  Jeffrey has served as a School Psychologist for 
the Mineral Point Unified School District for the past six 
years.  He also serves a dual role as Director of Special Edu-
cation and Pupil Services. Jeffrey has previously served as 
an AODA counselor.  Mr. Herman, district administrator, 
describes Jeffrey as a true professional, consistently demon-
strating enthusiasm for working with students, parents, and 
staff.   In his role as School Psychologist, Jeffrey is very in-
volved with the IEP process for every student with a disabil-
ity.  He is very knowledgeable of special education laws and 
policies and works within those guidelines.  Jeffrey is an 
invaluable resource for the administration, staff and families 
of Mineral Point.  He has facilitated the implementation of 
early intervention services and the coordination of special 

education curriculum across grade levels.  He provides posi-
tive input to both classroom and special education staff when 
they are dealing with a demanding student or difficult situa-
tion.  The district has made great gains as a result of his ef-
forts.  Jeffrey is also the Assistant football coach at Mineral 
Point High School.

Other nominees for the 2007 WSPA School Psy-
chologist of the Year were:

Janet Lindow Callear, Stoughton Area School District 
Kathy (Morris) McCoy, Merrill Area Public Schools
Laura Sage, West Allis-West Milwaukee School District

Congratulations to all of our award recipients.  

Carl DiMartino, 
NASP President
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Congratulations to Laura McCormick (President-
Elect) and Don Juve (Treasurer)! Our association 

will move forward in good hands!


