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Editor's Note
By Jennifer Kamke Black

My thanks to all contributors.  If you find that you have 
information to share with the membership that would be appro-
priate for the newsletter, please feel free to contact me at N4212 
Townline Rd., Shawano, WI, 54166.  Or, phone me at 715-524-
4180 (home), 715-526-2175 x4032 (work).  My email address is 
kamkeblj@ssd.k12.wi.us.  Topics or features we would like to 
promote in the upcoming newsletters include (and are not lim-
ited to) trainers' column, medical column, book/software re-
views, student column (results of thesis, highlighted accomplish-
ment), "post-retirement" articles, and "kudos" articles.  If you 
have any ideas for these topics, or an idea for another topic, 
please contact me at your earliest convenience.
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Treasurer:
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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: 
kamkeblj@ssd.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 15      #4--April 15



So… are all of you feeling the same way 
that I am at this time of the year? Does it seem like 
you just recently wrote the last article for the WSPA 
newsletter, or that you just received those referrals 
and now they’re due, or you just started to work 
with a child (maybe set up a behavior program) and 
the parents and teachers are expecting results al-
ready! Every year I tell myself that I will not get 
behind. I know the Holidays are coming and I will work 
harder and get more done between Thanksgiving and Winter 
break. Yet every year when January arrives; I am behind. I 
am starting to think that this phenomenon is unavoidable and 
along with the dreaded end of the year rush, must just be an 
occupational hazard! So in my own defense; I am actually 
hoping that most of you are feeling at least a little of the pan-
icky rush that I am feeling. 

This same feeling “didn’t we just have a meeting” 
hung over the WSPA board this Saturday (January 12th) as 
we held our third board meeting this school year. We had 17 
board members attend, even though the Packer’s had a game 
later in the afternoon. I hope you realize how fortunate you 
are to have such dedicated representatives! I certainly do! 
Thank them every chance you get. We are working hard to 
assure that your title, role, training and future as a School 
Psychologist flourishes and continues to develop for another 
50 years! We are not taking that future for granted and 
neither should you! There has been no reported decision 
from APA regarding their Model Licensure Act. APA pro-
posed eliminating the exemption for School Psychologists. 
Without the exemption (this is not just a title act, but a prac-
tice act) School Psychologists could be excluded from pro-
viding psychological services without a Ph.D. The window 
for comments closed November 1st. I have heard that APA 
hired someone to help with all the correspondence that they 
received.  :>)

WSPA, along with 136 other organizations, is on 
record as supporting a Mental Health Parity bill. A bipartisan 
team has presented the Hansen/Albers bill, which simply 
requires that insurance policies provide the same coverage 
for mental health and mental illness as they do for physical 
health, illness or injury. Lt. Governor Lawton has announced 
Mental Health Parity Action Day as February 20th. If any of 
you can join the effort call me (Kay 608-838-4604). The day 
will include advocacy training, a networking lunch and ap-
pointments arranged with legislators. 

The New Year is often used as a time for reflection. 
Why don’t you make January a time to reflect on your past 
twelve months as a School Psychologist? What would you 
like to change, learn, or do differently to improve the ser-
vices you provide? It is critical that you provide leadership in 
your schools that cannot be duplicated. There are still several 
opportunities being provided by WSPA (as well as the NASP 
convention in February) that can enhance your skills. 

The WSPA Spring Convention (February 20-22) is 

being held in Stevens Point. The offerings include 
PREPaRE Workshop I; which is being offered as a 
pre-convention workshop. This one-day workshop 
provides school-based mental health professionals 
with an understanding of the comprehensive school 
crisis team and their roles on these teams. The work-
shop emphasizes prevention and preparedness. If 
you take the pre-convention workshop, you are then 

eligible to take PREPaRE II; a two-day workshop that pro-
vides school-based mental health professionals with the 
knowledge needed to meet the needs of students and staff 
following a school associated crisis event. The presenters are 
members of the NASP Crisis Prevention & Intervention 
(CPI) workgroup. 

During the Spring Convention there are three other 
strands being offered on February 21st and 22nd. Track I: 
spends the first day learning how to use curriculum-based 
measures of reading and writing within a problem-solving 
model. Day two deals with curriculum-based measurement 
options and issues in K-12 mathematics. Track II: spends 
two days on School-Wide Systems of Positive Behavior Sup-
ports (SW-PBS). This is an RtI approach that addresses the 
non-academic barriers to achievement and the mental health 
of all students using a 3-tiered problem-solving approach. 
Track III: spends two days on transition. On the first day 
participants will review what an age appropriate transition 
assessment means and how to develop effective transition 
strategies.  On the second day participants will look at Wis-
consin’s Post High School Outcomes Survey and State Per-
formance Plan Indicator 14.  You will find more information 
on this very informative convention within the contents of 
this newsletter. 

We are very fortunate to have high quality training 
available through WSPA. The fall 2008 convention is final-
izing its program. There is a dual focus: Mental Health and 
RtI. Additional training will be available at the 2008 Sum-
mer Institute. Randy Sprick from “Safe and Civil Schools” is 
the featured presenter. This workshop is being held June 19th

and 20th in Wisconsin Dells. It immediately follows our two 
day Long Range Planning and WSPA board meeting, which 
is being held June 17th and 18th in Cedar Valley. This is a 
beautiful and relaxing setting. If you would like to attend 
WSPA’s long range planning meeting, just let me know. 
WSPA might even pay for your attendance, including room 
and board (both boards!). This is a wonderful way to get to 
know your board members and have an impact on the future 
direction of WSPA. Attending would give you the opportu-
nity to experience working with the board and might help 
you determine if you would enjoy becoming a member of the 
board.

If there is anything more that WSPA can do to sup-
port your work, please contact me or any other board mem-
ber and let us know. Remember, this year it is all about 
YOU!
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President’s Message
By Kay Altfeather



Upcoming Events
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Douglas K. Smith

Memorial Summer 
Institute 2008

Wisconsin School Psychologists Association
Presents

Randy Sprick, Ph.D. 

Dr. Randy Sprick is an educational consultant and trainer in 
Eugene, Oregon. Each year, he presents practical and enter-
taining workshops to more than 15,000 teachers and admin-
istrators throughout the United States and Canada.

Much of his work involves helping teachers, principals, and 
other staff set up schools and classrooms that encourage 
student responsibility and motivation, while humanely and 
effectively helping misbehaving students learn to behave in 
more responsible ways. As the primary author for the Safe 
& Civil Schools series, Randy has produced numerous arti-
cles, books, and multimedia programs that assist school per-
sonnel in dealing with the issues of discipline and classroom 
management. His most recent publications include Disci-
pline in the Secondary Classroom, Second Edition (2006) 
and On the Playground (2005).

June 19-20, 2008
Wilderness Resort & Convention Center

http://www.wildernessresort.com/
Graduate Credits Available through the 

University of Wisconsin-La Crosse

Detailed Institute information and Registration 
available online www.uwlax.edu/wspa

The Wisconsin School Psychologists Association is ap-
proved by the American Psychological Association to offer 

continuing education for psychologists. The Wisconsin 
School Psychologists Association maintains responsibility 

for the program.

Tell me more…. An All-you-can-learn Buffet 
for School Psychologists

WSPA Spring 2008, February 20-22
Holiday Inn Hotel & Convention Center

1001 Amber Avenue
Stevens Point, WI 54481

715.344.0200
(Mention the WSPA convention to get the convention rate 

for rooms)

NOTE:  Preconvention workshop is required for the gradu-
ate credit!!! You may pick any of the four convention tracks 
for the credit.

NOTE:  Preconvention and TRACK IV registration had 
early deadlines due to the need to order materials from 
NASP in advance.  TRACK IV is full, but there might be a 
couple of spots left in the preconvention workshop.

For more details and registration information visit http://
www.uwlax.edu/conted/wspa/index.html

We have planned a very different conference for 
spring 2008!  In response to your request for more in-depth 
learning opportunities, WSPA has developed four tracks, 
each focusing on a specific area of professional develop-
ment.  These intensive trainings will more fully prepare you 
to return to your district(s) ready to implement what you 
learned.

Results of the 2006-07 WSPA Survey indicated 
that WSPA members wanted more professional development 
in the areas of curriculum-based measurement and behav-
ioral intervention systems.  In addition, transition and crisis 
intervention and recovery have emerged as important topics 
in the field of school psychology in Wisconsin.  

Pre-convention - PREPaRE Workshop I: Pre-
vention and Preparedness.  This workshop is a requisite 
for the graduate credit.  Please see http://www.uwlax.edu/
conted/wspa/index.html regarding the curriculum.

Track I - Curriculum-based measurement 
(CBM).  CBM is a system of measurement used for screen-
ing and progress-monitoring purposes. Research has shown 
that the use of CBM by educators can affect greater student 
growth in the primary academic areas. An objective of this 
presentation is to provide school psychologists with infor-
mation about the principles and research supporting the use 
of CBM in the areas of reading and written expression. Fur-
ther, the session is expected to benefit participants by pro-
viding information on how to administer and score curricu-
lum-based measures of reading and writing. Use of CBM in 
a Response to Intervention (RTI) model of special education 
eligibility will also be addressed.  This session will also fo-
cus on the range of measures available for CBM mathemat-
ics from Kindergarten through high school. Examples of 
measures will be shared and research evidence will be sum-
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GET INVOLVED WITH THE 
INTERNATIONAL SCHOOL PSYCHOLOGY ASSOCIATION!!

Help increase the international visibility of school psychology in WI. Get involved with ISPA.
The International School Psychology Association (ISPA) Research Committee is undertaking an international examina-

tion of student engagement in schools. Participants will be students in sixth through ninth grades attending public schools in 
urban areas. 

If you are interested in assisting with data collection, please contact Dr. Tracey Scherr at scherrt@uww.edu

marized. Participants will have opportunities to score several 
types of measures. The discussion will include the options 
available and the issues to be considered when selecting 
CBM mathematics measures.  Jacalyn Weissenburger, 
Ph.D., UW-Stout, and Anne Foegen, Ph.D., Associate Pro-
fessor of Curriculum & Instruction (Special Education), 
Iowa State University, will be presenting.

Track II - School-wide Systems of Positive Be-
havior Supports (SW-PBS): A Response to Intervention 
(RtI) Model Addressing the Mental Health of ALL Stu-
dents.  SW-PBS, an RtI approach, addresses the non-
academic barriers to achievement and the mental health of 
all students through a 3-tiered problem-solving approach 
that applies research-based practices and data-based deci-
sion-making. This workshop will describe the rationale, 
model and provide a summary of the step-by-step implemen-
tation of all three tiers of SW-PBS. Examples/data of imple-
mentation at all three tiers will be shared.  Lucille Eber, 
Ed.D., State Director, Illinois Positive Behavior Interven-
tions & Supports (PBIS) Network will be presenting.

Track III - Transition.  Clearly our purpose for 
educating children is to prepare them for life after school.  
This workshop addresses transition requirements and ser-
vices in the state of Wisconsin.  This interactive session will  
provide hands-on opportunities to better understand age ap-
propriate transition assessments. Participants will explore 
transition assessment instruments and create data collection 

tools that can be used to compile and organize ongoing tran-
sition assessment results. Practical strategies on how to suc-
cessfully incorporate results into IEP meetings to develop 
effective transition IEPs and SoPs will be provided. Exam-
ples of checklists that can be used to review transition IEPs 
and SoPs will be shared.  If a school psychologist is worried 
about losing FTEs in the future, this may be information that 
will be helpful to provide to your district regarding how you 
can help the district meet transition requirements (AND you 
would get to work with students and impact them directly!)

  Presenters include Mary Kampa, Ed.S., Director 
of Special Education and Director of the Wisconsin Post 
High School Outcomes Survey for CESA #11 in Turtle 
Lake, and Linda Maitrejean, Director, Wisconsin Statewide 
Transition Initiative, CESA 11.

Track IV: The NASP PREPaRE curriculum.  
THIS TRACK IS FULL.

PLEASE NOTE:

Registration closes Feb 4th.  If you find you want to attend 
after Feb. 4th, please contact Jennifer Kamke Black at 

kamkeblj@ssd.k12.wi.us to see if there are any available 
spots in the track in which you are interested.
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How to Succeed in School Psychology Without Really Trying
By Lowell Harp, Contributing Editor

(Reprinted from School Psychology in Illinois Winter 2007 issue)

You can try too hard.  That’s true for whitewater 
canoeing, as well as for school psychology.  

Last spring, for example, I wanted to give an early 
childhood graduate a crack at regular kindergarten—with 
extra instruction and support.  This came from long-held 
convictions of mine, and I saw it as one more stone in the 
school’s emerging RTI edifice.  Others, less eager to aban-
don the traditional model, and feeling it best to bow to the 
inevitable, felt that he should have special education services 
from day one.  But they knew that the principal agreed with 
me, and maybe this was why things were going my way at 
the IEP conference.

Nevertheless, the discomfort among the participants 
was palpable.  There was a time when I might have pushed 
on to victory.  Instead, at the point of decision, I said, “I’m 
going to be frank.  I’d rather we wrote this IEP against my 
recommendation than to write one that everyone doesn’t 
really agree with.”  Like soldiers spared from the hardships 
of an ill-advised war, the IEP team promptly and happily 
reversed course.  One battle lost in the crusade for RTI.

My reason for relenting has to do with an ancient 
king, named Pyrrhus.  He’s known for battlefield successes 
that made him weaker rather than stronger, resulting in ulti-
mate failure.  I learned about Pyrrhic victories, and about 
trying too hard, in the course of 29 years in school psychol-
ogy.

Now, as retirement approaches, I find myself mull-
ing over the challenges of our field—and about whitewater 
canoeing.  My past experience with this sport was limited to 
class III rapids at most—adrenaline-pumping excitement but 
little if any major danger.  Nevertheless, it taught me the 
importance of respecting the river, whose force can be meas-
ured in tons.  

You don’t overcome an entity like whitewater.  You 
ride with it, conforming to its demands while taking advan-
tage of its ever-changing course to help you get where you 
want to go.  You have to read the current, understand where 
it’s taking you.  

When it says go right to get around a big rock, you 
go right.  Go the other way, and you find yourself hung up, 
going down the river sideways, or swimming.  If you’re at-
tuned to the river, you can accomplish much.  But you must 
know that it, not you, is the ultimate power.

Education is a big river, and it can easily overturn 
one’s plans.  In the course of my career, pushing various 
incarnations of what we’re now calling RTI, I’ve made many 
mistakes.  The biggest was to fail to read the current.  

That happened years ago, in the time of the regular 
education initiative.  I naively assumed that everyone agreed 
with my proposals, or at least were willing to try them.  In 
truth, they were intimidated by my position as school psy-
chologist, or simply thought that they had no choice but to 
go along.  

The result was growing resentment and backlash, 
and failure on my part to effect a change in the culture of my 

schools.  I hadn’t listened closely enough to what people 
were thinking.  More important, I hadn’t fully considered 
and appreciated the strength of a school’s resistance to alien 
ideas.

It was for me a lesson in humility.  It reinforced for 
me something that I thought I already knew, namely that a 
change agent can be most powerful when he accepts his lack 
of power, and that he may attain the greatest degree of con-
trol when he acknowledges his lack of control.  

This is where the humble virtues come in.  It’s 
where one has to learn not to try too hard.  

You can try too hard by forcing change, like the 
wind, instead of facilitating it, like the sun.  You can also try 
too hard by putting your energies into appearing to be the 
smartest, the glibbest, the most charismatic, or even the most 
knowledgeable, school psych around—struggling to be 
something that you’re not—instead of letting your natural 
talents flow like a river.  Those strategies often result in 
short-term gains that dissipate when people see through 
them.

Qualities that are less exciting or dramatically im-
pressive—communication, dependability, preparation, tact, 
and honesty—may serve better in the long run.  I seem to 
perform best when I stop concentrating on how I appear or 
the outcome that I want to attain, and attend instead to how I 
want to be: calm, alert, and assertive; willing to let things 
take their course; and trusting in the process to produce the 
best achievable end.  Like carefully nurtured seeds, those 
traits bear fruit over time.  It can be seen in the responses of 
others, and in the ability to influence the course of events.

These are the musings of a school psychologist 
who’s nearing the end of his career.  If you’re just starting 
out in this field, you may at times feel overwhelmed at the 
range of skills and knowledge required.  Certainly there’s a 
lot to learn, and the need will never cease.

But I hope you can take heart in knowing that, al-
though expertise is valuable, the source of your success lies 
at your disposal even as you read this.  You can find it in the 
integrity that you bring to bear in your work each day.  It’s 
how you can succeed in school psychology without really 
trying.
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Ethical DECISIONS Model for School Psychologists:  
Application in the School Setting

Carrie Champ Morera & Bob Van Divner

(Reprinted from the newsletter Insight from the Association of School Psychologists of Pennsylvania, 
Summer 2007 issue, Vol. 27, Number 3)

Editor’s Note: This article is a follow-up to Champ Morera & Van Divner’s original article on this topic published in WSPA’s 
summer Vol 06, issue 4.  Carrie and Bob will be presenting on their Ethical DECISIONS Model at NASP. 

It will be on Thursday, February 7 from 8-9:50 a.m.

School psychologists are often 
confronted with ethical dilemmas. While 
some dilemmas can be resolved quickly, 
others require extensive deliberation and 
problem-solving. For these situations, a 
formal ethical problem-solving model has 
recently been developed for specific appli-
cation to ethical dilemmas faced by school 
psychologists. The Ethical DECISIONS 
Model for School Psychologists (Van Div-
ner & Champ Morera, 2007) provides a 
step-by-step procedure for guiding ethical 
decision making by school psychologists. 
This article will portray a practical application of the Ethical 
DECISIONS Model for School Psychologists by providing a 
brief example designed to supply the reader with an over-
view of how to apply the steps when confronted with an ethi-
cal dilemma. The example chosen incorporates administra-
tive pressure, as this is a type of ethical dilemma that school 
psychologists are likely to face at some point during their 
careers. For a more thorough explanation of each step, the 
reader is referred to the Ethical DECSIONS Model for 
School Psychologists (Van Divner & Champ Morera, 2007).

Describe and recognize the problem situation.
Lisa, a school psychologist, is in the process of conduct-

ing a routine re-evaluation on John, a student who is identi-
fied as having an Emotional Disturbance (ED) and is placed 
in an out of district, full-time special education placement. 
After examining the data, she believes that John has made 
significant progress and no longer meets the criteria for an 
ED. As a result, she plans to recommend to the multidiscipli-
nary team (MDT) that they reclassify John as Other Health 
Impaired (OHI) due to some minor behaviors that remain.  
These difficulties continue to occasionally interfere with his 
learning and which, she believes, are a result of his Atten-
tion-Deficit Hyperactivity Disorder. Lisa shares her plans 
with the supervisor of the special education. However, aware 
that Lisa’s expertise is well respected by the MDT, the su-
pervisor insists that Lisa change her recommendation to the 
MDT. The supervisor threatens Lisa with disciplinary action 
if she insists on recommending a change of category of ex-
ceptionality to the MDT. Lisa meets with her supervisor in 
an attempt to negotiate an equitable solution; however, they 
were unable to reach an agreement. 

Evaluate if multi-cultural issues impact the situation. 
Gather input from those involved. Consult with other 

professionals to gain another perspective 
on the situation.
John, the student on whom Lisa is conduct-
ing the re-evaluation, is a minority student.  
Because of this fact, Lisa considers the pos-
sibility that a lack of sensitivity for multi-
cultural issues is involved in the situation. 
Upon reflection, however, she realizes that 
she has frequently worked with a diverse 
population and her supervisor has never at-
tempted to intervene in any of those situa-
tions. In addition, she frequently has discus-
sions with her colleagues and does not recall 
any of them feeling pressure from their su-

pervisor regarding multi-cultural issues. After considering 
that multi-cultural issues may be impacting the situation, 
Lisa concludes that they are not involved.  

Consider the student’s needs, vulnerabilities, and motiva-
tions.
At this step it is important for Lisa to ask herself, “If 

John needs to continue to receive services, then what cate-
gory of exceptionality is most appropriate to reflect his edu-
cational needs?” When examining the evidence in this case, 
it appears that John has responded positively to the services 
provided. For the past four months he has been able to main-
tain the highest level of the behavior management plan and 
positive reinforcement level system implemented. Based on 
John’s progress, it appears he may be eligible for services 
under OHI instead of ED, but that decision must be made by 
the MDT; any decision regarding placement will be made by 
the IEP Team. 

Unfortunately, a student’s input is seldom elicited when 
special education evaluations occur. However, since the out-
come will affect John’s educational future, it is appropriate 
to consider his views in the process. Lisa may want to dis-
cuss the re-evaluation with John, allowing his progress to be 
reviewed with him and gaining insight into what John per-
ceives as his strengths and needs. This information should 
then be taken into consideration in the process of resolving 
the ethical dilemma. 

Identify relevant district policies, ethical guidelines, and 
school law. Identify and prioritize any conflicting 
ethical guidelines.
The PA Special Education Law and Regulations need to 

be consulted as this dilemma involves determining the most 
appropriate special education category for John.  The two 
categories of exceptionality to be considered by the MDT are 8



ED and OHI.  According to the Regulations, “Emotional 
disturbance is defined as follows: (i.) The term means a con-
dition exhibiting one or more of the following characteristics 
over a long period of time and to a marked degree that ad-
versely affects a child’s educational performance: (A) an 
inability to learn that cannot be explained by intellectual, 
sensory or other factors; (B) An inability to build or maintain 
satisfactory interpersonal relationships with peers and teach-
ers; (C) Inappropriate types of behavior or feelings under 
normal circumstances; (D) A general pervasive mood of un-
happiness or depression; (E) A tendency to develop physical 
symptoms or fears associated with personal or school prob-
lems...” (PDE, 2001, p. 2).  OHI is defined as “having lim-
ited strength, vitality or alertness, including a heightened 
alertness to environmental stimuli, that results in limited 
alertness with respect to the educational environment, that –
(i) Is due to chronic or acute health problems such as asthma, 
attention deficit disorder or attention deficit/hyperactivity 
disorder... and (ii) Adversely affects a child’s educational 
performance” (PDE, 2001, p. 2-3). When John first qualified 
for services, the MDT determined that he met the criteria for 
special education services under ED.  However, given the 
definitions for ED and OHI, at this reevaluation, Lisa be-
lieves that John now appears to fit only the criteria for OHI 
and plans to recommend a change in his category of excep-
tionality to the MDT.

Solutions – generate a list of possible resolutions.
Lisa considers acceding to her supervisor’s wishes 

in order to maintain their relationship and 
avoid any further professional discomfort.

Lisa considers taking a defiant stance toward her 
supervisor’s directives and considers filing a 
complaint with the Pennsylvania Department 
of Education (PDE). 

Lisa considers requesting that another psychologist 
be assigned to complete the evaluation.

Lisa considers emphasizing to her supervisor her 
role as one member of the MDT and is 
only making a recommendation to the 
team to change John’s exceptionality 
from ED to OHI.   Ultimately, the 
final decision will be made 
by the full MDT and 
does not rest with Lisa 
alone.

Identify the option which best protects 
the needs of the child and evaluate 
the possible solutions.
When considering solutions “a” and “c,” 

these do not place the needs of the 
child as primary and considers Lisa’s needs 
above John’s. When solution “b” is examined it is a 
no-win situation; not only could this action negatively im-
pact Lisa’s professional relationship with her supervisor, it 
could also place her position as a school psychologist in the 
district in jeopardy. Solution “d” appears to be the best 
course of action for Lisa. It is the one solution that is consis-
tent with the legal eligibility requirements and maintains the 

best interest of the child as the primary focus. The data from 
the reevaluation also supports this solution as the appropriate 
course of action.

Outcome – once you make the decision, envision the out-
come.

Lisa foresees the problem being resolved in the fol-
lowing manner. The solution that puts John’s needs above 
the others is to appropriately identify him under the correct 
category of exceptionality. As such, Lisa plans to recom-
mend to the MDT that John’s exceptionality be changed to 
OHI and then plans to leave the final decision up to the team. 
This would allow the IEP team to consider the least restric-
tive placement to meet his needs. Additionally, the least re-
strictive special education identification category and place-
ment would enable John and his family to see that John’s 
progress has been recognized. 

Negotiate obstacles by anticipating, planning the proce-
dure, and implementing the decision.

Lisa recognizes that her supervisor and the supervi-
sor of special education program will not be pleased with her 
decision to recommend the change in exceptionality to the 
MDT. She will need to develop a plan to communicate with 
her supervisor prior to the MDT meeting about her decision. 
Lisa may plan to negotiate any potential conflicts that could 
arise as a result of the supervisor of special education’s at-
tendance at the MDT meeting. She will also need to plan 
how to present her findings and recommendation to the MDT 
and anticipate their reactions. 

Solely assume responsibility for your choice of action.
Lisa plans to share her evaluation results and rec-

ommend to the MDT that they consider changing John’s 
category of exceptionality to OHI. Lisa has accepted that this 
decision might carry with it some personal and/or profes-

sional consequences. Because Lisa has 
determined that the ethical course of 

action is not to accede to her supervisor’s 
wishes, she has accepted that her boss 
may be angry with her decision. If her 

supervisor takes disciplinary action, she 
would have to seek support from other sources (e.g., 
colleagues) or professional organizations (e.g., NASP, 
PSEA, PFT).  Lisa should have documentation indi-
cating that she has made her ethical decision in a man-
ner that implements a problem-solving process and 
that is consistent with the legal requirements of the 
law.  

Conclusion
Making the most appropriate decision 

when an ethical dilemma is encountered 
requires time and careful deliberation. The Ethical 

DECISIONS Model for School Psychologists documents a 
logical and thoughtful problem-solving approach for making 
an ethical decision. The application of this model allows 
school psychologists to document procedures and the consid-
erations that are made at each step. Depending on the events 
that transpire during the course of making an ethical deci-
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School Psychologists’ Guide for Using Bibliotherapy
By:  Marci Olsen

(Reprinted from Utah Association of School Psychologists’ newsletter The Observer, February 2006, Vol 21, Number 2)

Bibliotherapy has many different 
definitions depending on the context of with 
whom one is working and how one chooses 
to use bibliotherapy.  Hebert and Furner’s 
(1997) definition seems the most applicable 
and appropriate to use with children and the 
school setting.  They define bibliotherapy as “the use of 
reading to produce affective change and to promote person-
ality growth and development.  It is an attempt to help young 
people understand themselves and cope with problems by 
providing literature relevant to personal situations and devel-
opmental needs at appropriate times” (p. 169).

Bibliotherapy has been around since ancient times, 
although the name and interpretation may have varied over 
the years (Aiex, 1993).  Although the concept and knowl-
edge of bibliotherapy has been known since ancient times, it 
wasn’t until 1916 that Samuel Crothers used the term to de-
scribe the method of using books as a way to help individu-
als understand their problems (Myracle, 1995).  In 1946, 
thirty years after Crothers coined the term, bibliotherapy was 
first applied to working with children (Myracle).

There are two main types of bibliotherapy-clinical 
and developmental.  Clinical bibliotherapy takes place in a 
clinical setting in the presence of a professionally trained 
counselor or therapist to deal with emotional and behavioral 
problems.  Developmental bibliotherapy, on the other hand, 
takes place in more of a classroom setting and is imple-
mented by teachers, counselors, and school psychologists to 
help children with prevention of problems or crisis (Kramer 
& Smith, 1998).

Bibliotherapy can help children in many ways.  It 
can help children see how others confronted with similar 
problems solved those problems.  It allows children to see 
their problems from a new perspective (Kramer, 1999).  Bib-

liotherapy can also help children find inter-
ests outside of themselves, and allow chil-
dren to explore their feelings in a non-
threatening way (Sawyer, 2000).

Bibliotherapy can be used and has 
shown to be effective for a variety of topics 
ranging from aggression to attitude towards 

people with disabilities; from divorce to self-esteem.  Some 
other topics bibliotherapy has shown to be effective include: 
abuse, anxiety, bullying/teasing, emotional intelligence, dis-
asters, and personal limitations.

There are three factors one must be aware of in or-
der for bibliotherapy to be the most effective.  These factors 
are: developmental appropriateness; accuracy of content and 
effectiveness of style; and strategies for presentation 
(Sawyer, 2000).

  Developmental appropriateness simply means 
keeping the age and developmental level of the child in mind 
when using a book.  Different concerns are often associated 
with the age and developmental level of the child (Sawyer, 
2000).  Younger children may be confronted with issues 
such as bullies, school, and making friends, while older ado-
lescents may be confronted with the issues of self-worth, 
drugs, and body image.

Accuracy of content and effectiveness of style re-
fers to choosing a book that is realistic and does not take a 
“fairy tale” view of the problem.  This does not mean that the 
book cannot be fictional; instead, it must mirror reality 
(Sawyer, 2000).  In other words, having animals be charac-
ters in the book is fine, as long as the situation and outcomes 
are realistic.

Strategies of presentation simply mean having a 
plan ahead of time.  This may include informing the child’s 
parents on what you are planning to do, knowing when and 
how to use bibliotherapy, and knowing beforehand how you 
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sion, it may be necessary to revisit previous steps in order 
to arrive at the most appropriate resolution. While there 
may not be one right decision when confronted with ethical 
dilemmas, the process provides support for the conclusions 
that derive from this model. Furthermore, the Ethical DE-
CISIONS Model for School Psychologists can be used as a 
consultation tool with teachers and other school staff to 
discuss how future ethical decisions can be made. 

References
Pennsylvania Department of Education. (2001). Side-by-

Side IDEA Part 300 and PA Chapter 14.  Harris-
burg, PA: PDE.
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are going to share the bibliotherapeutic experience with chil-
dren (Sawyer, 2000).

Children go through four stages when using biblio-
therapy.  The first stage is identification.  This is where chil-
dren realize “I can relate to this character.”  The second stage 
is catharsis where children are able to identify with charac-
ters, and experience a release of emotion through the realiza-
tion they are not alone.  The third stage is insight.  Because 
children are reading a book, they are in a way removed from 
their own personal lives.  This allows them to see their prob-
lem on situation from a distant perspective.  Lastly, univer-
salization is the final stage.  This is where children realize 
they are not alone in their trials; others are going through 
similar scenarios (Hebert & Furner, 1997). 

Aiex (1993) focuses on five basic procedures in the 
transference of bibliotherapy.  These procedures can be used, 
whether implementing bibliotherapy with a single individual 
or group.  They are:

Motivate:  Introductory activities, such as games 
and role plays can help motivate children to 
participate.

Reading Time:  Provide children sufficient time to 
read through the material (make sure you are 
familiar with the material as well).

Incubation:  Allow children time to ponder over 
what they have just read.

Follow-up:  The main aspect of the follow-up pro-
cedure is participating in a discussion.  This 
will allow the children to share perspectives 
and insights, and obtain ideas from other chil-
dren as well.  Follow-up discussion can also 
help children to realize how they can apply this 
knowledge in their own lives.

Evaluate:  Individual self-evaluation, as well as 
group and practitioner evaluation may be con-
ducted.  This allows the members who partici-
pated in bibliotherapy to have a solid conclu-
sion on what the experience has meant to them.

When choosing books to use for bibliotherapy, 
book selection requires careful planning and should be delib-
erate.  Books used should be modern, realistic, appealing, 
and contain literary merit (Kramer & Smith, 1998).  In addi-
tion the characters and situations need to be believable to 
provide the reader with realistic hope and information 
(Pardeck, 1994). Books should also be on the child’s reading 
level.

Bibliotherapy is not a cure all.   It will not help all 
children with all problem situations, “however when biblio-
therapy is used by a knowledgeable and empathic 
[practitioner], it has great potential to help intelligent young 
people deal with their problems and discover clues for self-
directed personal growth” (Hebert & Furner, 1997, p. 173).
Although bibliotherapy does not help every child with every 
situation, it does have great capacity for benefiting a child’s 
life.
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Stand-Out Stats

Eleven percent of undergraduates reported having a disability in 2003–04. Among students reporting a disability, 
one-fourth reported an orthopedic condition, 22 percent reported a mental illness or depression, and 17 percent reported a 
health impairment. Women and men differed somewhat in the types of disabilities they reported. Women were more likely 
than men to report mental illness/depression and health impairments, while men were more likely to report attention defi-
cit disorders. Independent students were more likely than dependent students to report any disabilities (14 vs. 9 percent) 
SOURCE: U.S. Department of Education, National Center for Education Statistics. (2006).
http://nces.ed.gov/



An Annotated Bibliography of Response-to-Intervention Research
Kathryn E. Lail, University of Minnesota

(Reprinted from Utah Association of School Psychologists’ newsletter The Observer, February 2006, Vol 21, Number 2)

The recent authorization of the 
Individuals with Disabilities Education 
Improvement Act (IDEIA) allowed for the 
use of monitoring student response to vali-
dated interventions as a means to identify 
children as learning disabled (LD). Al-
though this is not a new concept, its inclu-
sion in federal law has caused many practi-
tioners to inquire about implementation 
and demonstrated effectiveness. Below are 
descriptions of nine studies that examined 
the effectiveness of Response-to-
Intervention (RTI). Two studies are con-
sidered foundational in that they laid 
ground work for the RTI concept. Next, 
two studies each are presented that discuss 
the two common approaches to RTI, standard-protocol and 
problem-solving. This is followed by two studies that exam-
ine the validity of the RTI assessment process, and finally 
one meta-analytic study is discussed. This list is meant to be 
representative not comprehensive.

Foundation for RTI

Foorman, B.R., Francis, D.J., Fletcher, J.M., Schatschneider, 
C., & Mehta, P. (1998).  The role of instruction in learn-
ing to read: Preventing reading failure in at-risk chil-
dren.  Journal of Educational Psychology, 90, 37-55.

This study compared the word reading rates and 
word recognition skills of 1st and 2nd graders receiving Title 
1 services using three different kinds of classroom reading 
programs.  One group received direct instruction in letter-
sound correspondences practiced in decodable text while the 
second group received less direct instruction in systematic 
spelling patterns embedded in connected text.  The third 
group received indirect, incidental instruction in the alpha-
betic code embedded in connected text.  Results showed that 
the students who received direct instruction improved in 
word reading at a faster rate and had higher word-recognition 
skills than those receiving indirect instruction.   While chil-
dren in all the instructional groups who had higher initial 
phonological processing skills exhibited growth in word-
reading skills, students in the direct instruction group who 
had poorer initial phonological processing skills showed 
more growth in word-reading skills than similar students in 
other instructional groups.  These results showed how read-
ing instructional programs that emphasize direct instruction 
can make a difference in the outcome of reading skills for 
students at-risk for reading failure.

Vellutino, F.R., Scanlon, D.M., Sipay, E.R., Small, S.G., 
Pratt, A., Chen, R., et al. (1996).  Cognitive profiles of 
difficult-to-remediate and readily remediated poor read-
ers:  Early intervention as a vehicle for distinguishing 

between cognitive and experiential deficits 
as basic causes of specific reading disabil-
ity.  Journal of Educational Psychology, 
88, 601-638.

The purpose of this study was to 
examine the causes of reading difficulties 
in reading impaired first graders.  Daily 
one-to-one tutoring was used as a “first 
cut” diagnostic to help discriminate be-
tween difficulties caused by basic cogni-
tive deficits and those caused by experien-
tial deficits.  This study found that reading 
achievement in most children was within 
or above the average range after one se-
mester of remediation (i.e. tutoring).  The 

children that were found to be difficult to remediate per-
formed below both children who were readily remediated 
and normal readers on tests evaluating phonological skills, 
but not on tests evaluating visual, semantic, and syntactic 
skills.  Their results suggest that reading difficulties in most 
children from middle- to upper middle- class backgrounds 
are quite likely caused by experiential deficits, and that a 
child’s response to the intervention was a valid approach to 
identifying children with learning disabilities. 

Problem-Solving

Heartland Area Education Agency 11 (2004, April 1).  
Heartland AEA 11 annual progress report.  Retrieved 
October 15, 2004, from http://www.aea11.k12.ia.us/
downloads/2004apr.pdf

This report summarizes student proficiency and 
progress in the Heartland Area Education Agency 11 in Iowa 
across three school years (2000-2001, 2001-2002, and 2002-
2003).  4th, 8th, and 11th grade data was reported in the areas 
of reading, math, and science as measured by the Iowa Test 
of Basic Skills (ITBS) and the Iowa Test of Educational De-
velopment (ITED).  Across all students in the district, there 
was a steady increase in the percent proficient from the 
2000-01 school year to the 2002-03 school year for 4th grad-
ers in both reading and math.  Eleventh graders also showed 
this increase in reading and math.  For 8th graders, there was 
an increase in the percent proficient in reading, while the 
percent proficient in math remained the same.  When com-
pared with students at the national level in math and reading, 
the percent of Heartland students that were proficient in the 
last school year (2002-03) was greater at all grades than the 
percents proficient nationally based on the last national 
norms.  A closing in the math “achievement gap” was also 
seen between males and females from the 2000-01 school 
year through the 2002-03 school year.

Marston, D., Muyskens, P., Lau, M., & Canter, A. (2003).  
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Problem-solving model for decision making with high-
incidence disabilities:  The Minneapolis experience.
Learning Disabilities Research & Practice, 18, 187-200.

This article describes the problem-solving model 
and how it was designed and also discusses the limitations of 
problem-solving research as well as barriers to the imple-
mentation of this model.  The Minneapolis public schools 
use this model for intervention assistance, referral, evalua-
tion, and eligibility decision-making for students with aca-
demic difficulties.  The implementation of the problem-
solving model is driven by four themes: 1) appropriateness 
of intelligence tests for eligibility determination; 2) discrimi-
natory procedures and outcome bias; 3) allocation of school 
psychologist time; and 4) linking assessment to instruction.  
The authors also outline three steps to identify and support 
students with academic difficulties: 1) classroom interven-
tions; 2) problem-solving team interventions; and 3) special 
education referral and initiation of due process procedures.  
LD prevalence data found that the percentage of the student 
population identified as LD decreased from approximately 
6% before PSM implementation to less than 3%. Moreover, 
student progress among children identified as LD and those 
at-risk who participated in RTI approximated the progress of 
children identified as on pace to pass the state accountability 
test. 

Standard-Protocol Approaches

McMaster, K.L., Fuchs, D., Fuchs, L.S., & Compton, D.L. 
(2005).  Responding to nonresponders:  An experimental 
field trial of identification and intervention methods.  
Exceptional Children, 71, 445-463.

This field trial used a dual-discrepancy approach to 
identify first graders whose reading performance and 
growth rates were significantly below those of nor-
mal readers, which indicated that they were not 
responding to an evidence-based class wide 
reading program (Peer-Assisted Learning 
Strategies (PALS)) that had been in 
place.  The dual-discrepancy approach 
requires that students be discrepant from their 
peers in both performance level and growth rate 
in order to be considered unresponsive.  Following identifi-
cation, students characterized as non-responders were ran-
domly assigned to one of three treatments: PALS, Modified 
PALS, or tutoring by an adult.  This study showed that the 
dual-discrepancy approach reliably distinguished among 
unresponsive at-risk, responsive at-risk, and average-
performing readers.  Another finding was that tutoring by an 
adult was the most promising treatment for reducing unre-
sponsiveness.  Study limitations and implications for re-
search and practice were also discussed.

Torgesen, J.K., Alexander, A.W., Wagner, R.K., Rashotte, 
C.A., Voeller, K.K.S., & Conway, T. (2001).  Intensive 
remedial instruction for children with severe reading 
disabilities:  Immediate and long-term outcomes from 
two instructional approaches.  Journal of Learning Dis-

abilities, 34, 33-58.

This study compared the effectiveness of two read-
ing instructional programs on students between the ages of 8 
and 10 identified as learning disabled.  Both programs incor-
porated principles of effective instruction, but differed in the 
depth and extent of instruction in phonemic awareness and 
phonemic decoding skills.  Students received one-to-one 
instruction in two 50-minute sessions per day for 8 weeks.  
Findings from this study showed that both programs pro-
duced very large improvements in generalized reading skills 
that were stable over a 2-year follow-up period.  In addition, 
about half of the students attained average level reading 
skills by the end of the follow-up period.  The authors con-
cluded that while both instructional methods were quite dif-
ferent, they provided equally effective instruction for this 
sample since no differences existed between the groups on 
any of the important reading outcomes at the end of the fol-
low-up period.  

Assessment

Burns, M. K. & Senesac, B. K. (2005).  Comparison of dual 
discrepancy criteria for diagnosis of unresponsiveness to 
intervention.  Journal of School Psychology, 43, 393-
406.

This study examined the dual discrepancy (DD) 
definition that identifies children as LD if they score low on 
a post-intervention reading measure and score below their 
peers in reading growth rates.  Four definitions of DD were 
compared: student growth below the 25th percentile, 33rd

percentile, 50th percentile, and less than one standard devia-
tion below the mean.  Participants were 151 children in 

grades 1 through 3 who were identified as experiencing 
reading difficulties. The Dynamic Indicators of 

Basic Early Literacy Skills were used to assess 
reading progress over approximately 5 
months and scores from the Gray Oral 

Reading Test (4th edition) were used as 
the dependent variable.  Results sug-

gested that the three percentile groups sig-
nificantly differentiated GORT-4 reading 

scores between DD and non-DD children, but 
the one standard deviation group did not.  No 

ethnic or gender biases were noted and the 25th and 33rd per-
centile criteria closely matched estimates of LD prevalence.  
Thus, the DD approach differentiated reading skills and did 
not lead to ethnic or gender biases, but these results were 
dependent on the DD model that was used. 

Speece, D.L., & Case, L.P. (2001).  Classification in context:  
An alternative approach to identifying early reading 
disability.  Journal of Educational Psychology, 93(4), 
735-749.

The purpose of this study was to evaluate an alter-
native method of identifying early reading difficulty.  This 
method proposes that academic problems can be indexed by 
a dual discrepancy on level and slope of performance, rela-
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tive to classmates, on curriculum-based measurement (CBM) 
tasks.  Students (1st and 2nd graders) identified as dually dis-
crepant in reading were compared with students identified as 
IQ-reading achievement discrepant as well as students identi-
fied as low achieving.  Results showed that the children in 
the dually discrepant group were younger and more impaired 
on phonological processes and teacher ratings of academic 
competence and social behaviors.  In addition, neither the 
CBM screening measures nor the fall and spring phonemic 
awareness measures accurately identified children with read-
ing difficulty, indicating that ongoing assessment and 
evaluation of students may be necessary for valid identifica-
tion.

Meta-Analysis

Burns, M. K., Appleton, J. J., & Stehouwer, J. D. (2005).  
Meta-analysis of response-to-intervention research: Ex-
amining field-based and research-implemented models.  
Journal of Psychoeducational Assessment, 23, 381-394.

This study conducted a meta-analysis of research on 
four existing large-scale RTI models and other models im-

plemented for research.  Twenty-four effect sizes and unbi-
ased estimates of effect (UEE) were computed after remov-
ing outliers. The effect sizes ranged from .18 to 3.04, with a 
mean of 1.27 (SD=.94) and a median of 1.02. The UEE for 
studies of existing RTI models was 1.42, and the UEE for 
those implemented by university faculty for research .92. 
Moreover, unbiased estimates of effect for student outcomes 
(assessments of academic skill, estimates of growth in a par-
ticular skill, and observations of time on task and task com-
pletion) and systemic outcomes (referrals to and/or place-
ments in special education, student time in special education 
services, and number of students retained in a grade) were 
1.02 and 1.54 respectively. A final variable of interest was 
the percentage of students who were identified as learning 
disabled within an RTI model. On average, less than 2% of 
the student population was identified as LD among studies 
examining field-based RTI models, with approximately 5% 
being referred to the RTI process. Thus, the number of chil-
dren identified as LD was less than previous estimates of 
national LD prevalence. Although these data are promising, 
the authors recommended additional research of systemic 
outcomes and implementation fidelity within RTI. 

Rob’s Web Reference Sheet
Intervention Sites for Reading:

http://www.interventioncentral.org/ --Practical intervention ideas for all manner of problems, graphing solutions, probes of all
sorts, good links, frequently updated.

http://reading.uoregon.edu/ --Great place to look up reviews of materials and reading programs. Good summaries of reading 
research.

http://www.readingrockets.org/helping/target --Quick, practical well researched intervention ideas targeted at specific reading 
problems.

http://www.readingrockets.org/helping/questions --Good for answering parent questions about the array of reading problems.

RtI Related Sites:

http://www.progressmonitoring.org/ --Great place to consult current research on progress monitoring using CBM in all aca-
demic domains.

http://pic.mpls.k12.mn.us/Performance_Assessment_Manual.html --Free CBM probes, materials normative data from the Min-
neapolis school district. Use this site for math and written language CBM materials.

http://www.coe.iup.edu/kovaleski/RTI%20websites.htm –Good links to a variety of RtI related websites.
http://www.nrcld.org/symposium2003/ --Information on how RtI should be conducted for LD determination. Great debate pro 

and con RtI by lead researchers in the field. This site includes power point and pdf files from the RtI Symposium put on by 
the National Research Center on Learning Disabilities back in 2003.

(Reprinted from Utah Association of School Psychologists’ newsletter The Observer, February 2006, Vol 21, Number 2)

RTI Web Resources 
By Robert Richardson
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Suicide Prevention and Intervention
By Richard Lieberman, Scott Poland, and Katherine Cowan 

[Reprint permission granted. Copyright 2006 National Association of Secondary School Principals. For more information on 
NASSP products and services to promote excellence in middle level and high school leadership, visit www.principals.org.]

Rich Lieberman is the coordinator of the Suicide Prevention Unit of the Los Angeles Unified School District and a leading 
presenter and author on suicide prevention, self-injury, and crisis. He is a founding member and current chair of NASP’s Na-

tional Emergency Assistance Team and cochair of NASP’s Crisis Prevention and Intervention Curriculum Development Work-
group.

Scott Poland is currently on the faculty at Nova Southeastern University in Fort Lauderdale, FL, and is a member of NASP’s 
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Houston, TX, and has an extensive background in school crisis prevention and intervention. 
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With appropriate attention and thoughtful planning, 
the risk of student suicide can be minimized.

The principal of a large suburban high school re-
ceives a phone call that Eric, the younger brother of Sam, a 
10th-grade student, was found dead the night before of ap-
parent suicide. Eric had been an 8th grade student at the mid-
dle school situated across the playing field from the high 
school. Eric and Sam were both fairly well-known as popular 
athletes in the district. The boys’ father had been killed the 
year before in an automobile accident. They had missed a 
few weeks of school and received some grief counseling at 
the time. Sam seemed to be adjusting to the new school year 
fairly well, although he was involved in two minor fights. He 
was also cited for underage drinking when police broke up 
an unsupervised party. Eric had withdrawn some and had 
been having difficulty with his schoolwork. His mother had 
spoken with the school counselor about getting Eric extra 
support to help him focus. Eric’s friends had noticed that he 
seemed a little edgy and occasionally “joked” that he would 
rather hang himself than sit through another math class. His 
attitude had also been affecting his participation in soccer, 
and the coach had recently benched him for not coming to 
practice. 

The Hard Reality
At some point in his or her career, every secondary 

school principal will face the possibility or reality of a stu-
dent suicide. Adolescents today face tremendous life pres-
sures that put them at risk for myriad self-destructive behav-
iors, with suicide being the most devastating consequence of 
their inability to cope. Although youth suicide rates have 
declined slightly since 1992, it is still the third leading cause 
of death among 10–24 year olds (Hoyert, Heron, Murphy, & 
Kung, 2006), following automobile accidents and homicide. 
Alarmingly, the suicide rates for those ages 10–14 increased 
196% between 1983-98 (U.S. Department of Health and Hu-

man Services, 1999). Equally concerning, suicide rates 
among certain subpopulations, such as Black males, White 
females, Asian youth, American Indian youth, and sexual 
minority youth have all increased. Recent data suggest that 
in 2003, Hispanic students had the highest rates of suicidal 
ideation and behavior and were more likely than other mi-
nority students to attempt suicide (Center for Disease Con-
trol, 2004
Completed suicides are only part of the picture. Other forms 
of suicidal ideation and behaviors are much more common. 
It is estimated that for every youth who dies by suicide, 100–
200 youth attempt it. Within a typical high school classroom, 
it is likely that three students (one boy and two girls) have 
attempted suicide in the past year. For every three students 
who attempt suicide, only one receives medical attention. 
The other two get up and go to school the next day (Poland 
& Lieberman, 2002). 

The Role of Schools
Given the stakes, suicide prevention and interven-

tion is a key responsibility for school administrators. Educat-
ing and protecting students is aligned with school mandates 
(Kalafat, J., & Lazarus, P. J. 2002) and should be an integral 
part of school-based mental health services. The learning 
environment lends itself to prevention and early intervention 
efforts of all types, and programs designed to reach students 
who are at risk of suicide can also help reach students who 
are struggling with other mental health issues, such as de-
pression and anxiety. School-based programs should take 
into account the unique opportunities and limitations pre-
sented by the school context. Schools have extensive access 
to and influence over students, giving staff members the op-
portunity to raise awareness of risk factors, bolster protective 
factors, and identify and intervene with students at risk. 
However, many of the forces contributing to suicide risk and 
the resources for intensive intervention fall outside school 

The Role of Schools in Suicide Prevention and Intervention

* Teaching the warning signs to all school personnel
* Providing assessment training for key personnel such as counselors, social workers, and psychologists
* Notifying parents and keeping records
* Referring students for community services and follow-up services at school
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control. The challenge for principals is to establish proce-
dures that both safeguard students and are appropriate to 
school resources and legal authority. The foundation of this 
process must be the recognition that suicide is preventable
and that preventing it requires the conscious commitment of 
school administrators and staff members.

Suicidal Youth
The suicidal adolescent feels deep emotional pain 

and isolation. Feelings of hopelessness, sadness, worthless-
ness, anger, and loneliness are often compounded by the 
belief that no one else can understand—or help—their pain. 
Although some youth self-refer, most either attempt to keep 
their decision a secret (but usually give warning signs any-
way) or cry for help indirectly by making reference to their 
plans, usually to peers. Adolescent girls have higher rates of 
depression and are twice as likely to carefully plan and at-
tempt suicide. Boys, however, are more likely to act impul-
sively and almost five times as likely as females to die by 
suicide (Brock, Sandoval, & Hart, 2006). Adolescents can 
understand the concept of death cognitively. However, it is 
not clear that they internalize the end of their own lives, par-
ticularly younger adolescents. It would not be uncommon for 
students even as old 16 to view death as magical, temporary, 
and reversible (Lieberman, Poland, & Cassel, in press). 
Typically, a combination of factors compels a youth to at-
tempt suicide. This includes both individual (e.g., depression 
or substance abuse) and environmental (e.g., the presence of 
a firearm poverty) risk factors as well as a lack of protective 
factors (e.g., family cohesion and connections to caring 
adults). Often, situational events (e.g., the death of a loved 
one or a romantic breakup) can trigger a suicide attempt.

Planning and Prevention
In addition to developing the capacity to identify 

and intervene with students at risk, a key underpinning of 
school prevention efforts is creating a culture of connected-
ness in which students, both those at risk and their peers who 

may know something, trust and seek the help of school staff 
members. Specifically, school suicide prevention programs 
should include awareness education and screening, crisis and 
mental health team coordination, collaboration with commu-
nity services, reliance on evidence-based strategies, and clear 
intervention and “postvention” protocols.

Suicide task force. Every school should have a 
suicide task force to coordinate prevention and intervention 
activities. The task force should include school mental health 
professionals, a school administrator, and representatives 
from local mental health and suicide prevention crisis cen-
ters. The purpose of the task force is to develop policies and 
procedures, assess potential risk factors within the school 
environment (e.g., bullying), identify and implement appro-
priate prevention programs, train staff members, assess and 
provide interventions for students identified as being at risk, 
and coordinate with community providers. 

Gatekeeper training. Teaching the warning signs 
of suicide to school personnel is referred to as gatekeeper 
training. The goal is to ensure that school personnel can rec-
ognize suicidal behavior, take it seriously, and inform appro-
priate school personnel immediately. Gatekeeper training 
should be provided for paraprofessionals, coaches, bus driv-
ers, and so forth, and should emphasize working as a part of 
a team, never keeping knowledge of suicidal behavior a se-
cret, and knowing the warning signs.

Depression screening. The Centers for Disease 
Control has identified depression screening as a promising 
strategy for youth suicide prevention. The most widely rec-
ognized programs are Signs of Suicide (SOS) and Teen 
Screen, developed at Harvard and Columbia Universities. 
The SOS program combines a training video for gatekeepers 
with a brief screening for depression. Some very promising 
research shows that student participants increased their 

Warning Signs and Triggers

Warning signs
* Verbal and written statements about death and dying
* Dramatic changes in behavior or personality
* Fascination with death and dying
* Giving away prized possessions or making out a will
* Interpersonal conflicts or loss 
(Source: American Association of Suicidology, 2006)

Triggers
* Getting into trouble with authorities
* Breakup with a boyfriend or a girlfriend
* Death of a loved one or significant person/loss
* Knowing someone who died by suicide
* Bullying or victimization
* Family conflict/dysfunction
* Academic crisis or school failure
* Disappointment or rejection
* Abuse
* Trauma exposure
* Serious illness or injury
* Anniversary of the death of a loved one
* Forced or extended separation from friends or family 
(Source: Kalafat & Lazarus, 2002)

Resiliency and Risk Factors 

Factors that increase student resiliency
* Access to mental health services
* Parent and family connectedness
* School connectedness
* Lack of access to lethal weapons
* Strong tendency to seek help from adults
* Good relations with peers
* Cultural or religious beliefs
* Problem solving and coping skills
Factors that increase student risk
* Mood disorders/comorbidity
* Alcohol and substance abuse
* Previous suicide attempts
* History of family strife/suicide
* Impulsivity and isolation
* Sexual/physical abuse
* Self-injurious behaviors (cutting, burning)
* Access to firearms 
(Source: Brock et al, 2006)
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knowledge about depression and suicide; engaged in more 
adult-seeking behavior; and most important, decreased their 
suicide attempts. Teen Screen is designed to screen youth for 
depression and other mental disorders associated with suici-
dal behaviors. Unfortunately, secondary schools have been 
slow to implement screening. The reasons seem to be denial 
of the scope of the problem, reluctance to take time away 
from academics, and the cost. However, screening takes very 
little time and money.

Legal issues. A major concern for principals in 
prevention efforts is liability. Schools have been sued and 
found liable for failure to take proper action, particularly in 
the form of notifying parents, when a student was thought to 
be suicidal. The key issues in court cases have been forsee-
ability and negligence and have included cases in which 
schools did not warn parents about both verbal and written 
statements about suicide as well as cases in which the school 
failed to provide supervision and counseling for suicidal stu-
dents. Schools have also been sued over more-complex is-
sues, such as school climate and failure to reduce bullying, 
that were claimed to contribute to the suicide of a student. It 
is important to keep records of training provided to school 
staff members and to strictly adhere to intervention and re-
porting protocols.

Intervention
When a student is identified as potentially suicidal, 

he or she needs to be seen by a school mental health profes-
sional immediately—no exceptions. If there is no mental 
health professional in the building, the designated school 
administrator will need to fill this role until a mental health 
professional can be brought in. The goals of intervention are 
to ensure student safety, assess and respond to level of risk, 
determine needed services, and ensure appropriate care 
(Brock et al, 2006). 

Assessing risk. The designated reporter should be 
trained to determine the student’s level of risk and empow-
ered to seek administrative support as the designated reporter 
and the student work through the following steps. There are 
three key questions that must be included in any interview:

1. Have you ever thought of committing suicide? One in 
four students think about suicide at some time; this alone 
indicates low risk.

2. Have you ever attempted suicide before? This is an im-
portant question because the young person who has at-
tempted before is at moderate risk to attempt again.

3. Do you have a plan to harm yourself now? The student 
who has a plan and the means at his or her disposal 
would be classified at highest risk. He or she must be 
supervised every moment until transferred to the care of 
his or her parents or a treatment facility.

When a student is assessed at any level of risk for 
suicide, the school has a duty to supervise the student, warn 
his or her parents, and provide appropriate referrals and fol-
low-up.

Warning parents. The parents of the student must 
be notified, regardless of the information obtained in the 
interview. Information provided by the student’s parents may 
be needed during to the assessment process. The only excep-
tion to contacting parents is when it appears that the student 
might be a victim of parental abuse, in which case an imme-
diate referral should be made to protective services. School 
staff members should try to meet with the parents and the 
student together before releasing the student to parental care. 
The conference should focus on how everyone can work 
together to obtain the treatment and supervision needed. If 
the student has mentioned a specific suicide method, steps 
need to be taken to remove access to it. 

Providing referrals. It is important to collaborate 
with community mental health resources and consider cul-
tural, developmental, and sexuality issues when making re-
ferrals. Sometimes students are asked to sign a “no harm” 
agreement, although there is no research data to prove the 
effectiveness of such contracts. However, helping the student 
identify caring adults at home and at school, appropriate cop-
ing strategies, and community resources can be empowering. 
When used, no harm agreements should be viewed as only a 
small part of the treatment and safety plan and not as a sub-
stitute for supervision and treatment. 

Documenting and follow up. The staff member 

After the Fact

* Activate the school crisis team. Verify the death and assess the impact on the school community (including staff members and 
parents).
* Contact the victim’s family to offer support and determine their preferences for student outreach, expressions of grief, and 
funeral arrangements/attendance. 
* Determine what and how information is to be shared. Tell the truth.
* Inform students through discussion in classrooms and smaller venues, not assemblies or schoolwide announcements. 
* Identify at-risk youth. Provide support and referral when appropriate. Those at particular risk to imitate suicidal behavior are 
those who might have facilitated the suicide, failed to recognize or ignored warning signs, or had a relationship or identify with 
the victim.
* Focus on survivor coping and efforts to prevent further suicides. This is a time for key prevention information. Emphasize that 
no one thing or person is to blame and that help is available.
* Advocate for appropriate expressions of memorialization. Do not dedicate a memorial (e.g., tree, plaque, or yearbook). Do 
contribute to a suicide prevention effort in the community or establish a living memorial (student assistance programs). 
* Evaluate the crisis response.
* Media representatives should be encouraged to follow AAS [AU: What does AAS stand for?] guidelines. These guidelines 
recommend not making the suicide front page news or publishing a picture of the deceased, but instead emphasizing suicide 
prevention, recognition of warning signs, and where to go for help.
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needs to document the conference and, ideally, have the par-
ents sign a form indicating they have been notified of the 
suicidal emergency of their child and have received referral 
information. It is very important that follow-up services be 
provided at school, regardless of whether or not parents ob-
tain community services. A re-entry planning meeting should 
be held whenever a student returns from mental health hospi-
talization.

Aftermath
A suicide death is generally followed by a compli-

cated grief process and has a powerful impact on a school 
community. It is absolutely essential that principals are pre-
pared to cope with the aftermath. In the case scenario at the 
beginning of the article, students and staff members in both 
the middle and high schools are likely to be affected by 
Eric’s death, perhaps placing some other students at risk. 
Providing leadership in times of crisis is facilitated by having 
a plan in place. 

Follow up. The principal needs to be in close com-
munication with counseling personnel to ensure that appro-
priate services are provided. There is often an anniversary 
date associated with youth suicide and collaboration between 
schools, agencies, and parents is essential. It is also not un-
usual for students to want to memorialize the suicide victim 
with plaques or permanent markers at school. The literature 
and experts caution against such remembrances and instead 
recommend projects and services for the living, such as 
scholarships in the student’s memory.

Care for the Caregivers
There is nothing easy about suicide or suicide pre-

vention. However, addressing the issue directly and openly 
through prevention and intervention efforts can greatly con-
tribute to student safety. Safeguarding students is an integral 
part of an educator’s role, but the complex and potentially 
tragic consequences of suicide can strain even the most sea-
soned professional. Principals should not underestimate the 
impact on staff members of either a rash of suicide referrals 
or an actual suicide. In addition to ensuring the necessary 
resources to support students, principals must be vigilant to 
the needs of staff members and create a school culture in 
which students and staff members alike recognize when they 
are struggling and feel comfortable seeking appropriate help.
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The Learning and Psychological Needs of GLBTQ Students
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The learning and psychological needs 
of today’s sexual minority youth, including gay, 
lesbian, bisexual, transgender, and questioning 
(GLBTQ) students are important factors that 
school psychologists should be aware of and 
alert to. This is particularly important for school 
psychologists working in a high school setting, 
as the average coming out age range is 15 to 17 
(Goodenow, Szalacha, & Westheimer, 2006). 
However, school psychologists in middle and 
elementary schools should also be informed of 
these issues because children generally become 
aware of their sexual orientation between the 
ages of nine and ten (Jacob, 2007). Regardless 
of age, coming to terms with one’s sexual iden-
tity can be a confusing and trying time for students. When 
these students seek help, they need a knowledgeable and 
trustworthy source to listen, respect, and provide informa-
tion. The personal struggle of coming to terms with sexual 
orientation can be difficult in itself, and this difficulty is 
compounded with the controversies surrounding homosexu-
ality in general. School psychologists need to be keenly 
aware of their personal beliefs and confident that these be-
liefs are not interfering with their ability to address the needs 
of sexual minority youth in their schools. 

There are many issues one should consider when 
addressing the learning and psychological needs of GLBTQ 
students, and this article will address three of them. The first 
of these involve the legal issues that school psychologists 
may encounter when dealing with discrimination and harass-
ment based on sexual orientation. Through awareness of 
relevant laws and school district policies, the course of ac-
tion will become clearer. Secondly, GLBTQ students are 
often impacted psychologically as a result of this victimiza-
tion (D’Augelli, Pilkington, & Hershberger, 2002). School 
psychologists need to know the degree of these impacts and 
how they may affect academic performance. Lastly, schools 
must do their best to provide an equal, safe, and positive 
learning environment for all students, including sexual mi-
nority youth. Though not always easy, there are many practi-
cal and effective ways this can be achieved.

Legal Matters and School District Policies
Like any other individual, GLBTQ students are 

guaranteed equal protection under the Fourteenth Amend-
ment and free speech under the First Amendment of the Con-
stitution (National School Boards Association, 2004). There-
fore, GLBTQ students are to be protected by any governing 
laws and to the same extent as the rest of the student body. 
Although a broad umbrella of federal laws protects people 
from discrimination, there are currently no protections at the 
federal level regarding discrimination based on sexual orien-
tation. This leaves GLBTQ students at a disadvantage when 
fighting for protection under federal statutes. This is cause 

for concern considering there are federal laws 
protecting other minorities and groups based on 
race, sex, national origin, age, and disability 
(Underwood, 2007).

There may be some protection, how-
ever, for sexual minority students under Title IX 
of the Education Amendments of 1992 (National 
School Boards Association, 2004). Title IX pro-
hibits gender-based discrimination in any educa-
tional program receiving federal funding, both 
private and public, and holds harassment as sex-
ual discrimination. Although Title IX does not 
specifically prohibit discrimination based on sex-
ual orientation, some courts have held that it may 

offer protection from harassment aimed at GLBTQ students 
in certain circumstances. These students may be able to sue a 
school district under Title IX for failure to protect them in 
some cases of harassment (National School Boards Associa-
tion). If the harassment contains any physical conduct of a 
sexual nature (e.g., if a male student targets a lesbian for 
physical sexual advances) it is covered under Title IX.

In a landmark Wisconsin case, Naboznay v. Podle-
sny (1996), a student sued his school district for failure to 
protect him from harassment. This case involved an openly 
gay student who was repeatedly attacked by some of his fel-
low classmates over his years in middle and high school, 
including an incident in which he was kicked in the stomach 
multiple times and urinated on in the bathroom by several 
students. In federal appeals court, the jury ruled that the 
school failed to protect the student from harassment. This 
was the first judicial opinion in the nation’s history that ruled 
public schools could be held liable for not stopping antigay 
abuse (Goodenow et al., 2006). 

GLBTQ students can also find support in the Equal 
Access Act (EAA). The EAA stresses that if a public secon-
dary school receives any federal funds and allows non-
curricular student clubs, then that same school has a legal 
obligation to allow students to form a club regarding gay and 
lesbian issues (Underwood, 2007). Such a club must be initi-
ated by a student request and treated equally when compared 
to other non-curricular groups. For example, they must be 
allowed the same meeting space, resources, and bulletin 
boards. Although schools must afford the same opportunities 
to these groups, they may also make a statement indicating 
they do not sponsor student groups in general (Underwood). 

Another issue schools encounter and must address 
is their dress code policy, specifically regarding clothing that 
displays anti or pro-gay messages. Courts have recognized 
that students have rights to free speech and expression but 
this must be balanced against the school maintaining an ap-
propriate learning environment (National School Boards 19



Association, 2004). Schools 
may ban any clothing that 
disrupts the learning environ-
ment, however, this decision 
cannot be based solely on a 
teacher’s or school’s dis-
agreement with the message 
portrayed (Underwood, 
2007). School personnel 
must decide for themselves 
the types of messages por-
trayed through attire that 
substantially disrupt or inter-
feres with the work of the 
school or other students. The 
school also must be able to 

demonstrate that their concerns are well founded (National 
School Boards Association).

Psychological Impact

Many schools do not have policies in place regard-
ing the harassment of students based on sexual orientation 
(Biddulph, 2006). This creates a barrier for GLBTQ students 
seeking help from their school in the face of such harass-
ment. Research has demonstrated that more than half of 
GLBTQ students have been verbally abused in high school 
(D’Augelli et al., 2002; Goodenow et. al., 2006) and yet 
other research has shown that up to 83% of GLBTQ students 
experienced harassment and assault in the school setting 
(Jacob, 2007). Along with this, over 10% of these students 
had been physically attacked by fellow classmates (Jacob). 
These statistics point out the dangers regarding the safety of 
GLBTQ students in today’s schools and demonstrate the 
need for policies to protect them. 

Not only is verbal and physical harassment preva-
lent, but 20% of students also reported having been threat-
ened with the disclosure of their sexual orientation 
(D’Augelli et al., 2006). This is a potentially serious threat 
considering the victimization that can follow the disclosure 
of such information. Openness about one’s sexual orientation 
in high school is highly correlated with direct victimization 
from classmates. Students who disclose this information are 
more likely to be the targets of harassment and verbal/
physical abuse. Male students in particular are at an even 
greater risk for such victimization when compared to their 
female counterparts (D’Augelli et al.). 

Research has demonstrated that hostile school envi-
ronments may lead GLBTQ students to experience emotional 
distress, depression, anxiety, and even suicidality 
(Goodenow et al., 2006). GLBTQ students are also three to 
four times more likely to attempt suicide, with effeminate 
male students at an even greater risk of six to seven times 
(Jacob, 2007). Along with this, GLBTQ students are twice as 
likely to abuse alcohol and drugs while also being at greater 
risk for contracting STDs, including HIV/AIDS. This can be 
detrimental to both the physical and mental health of stu-
dents as one considers the deleterious effects of drug abuse 

and disease, including the effect on academic performance. 
(US Department of Health and Human Services, 2004). 

GLBTQ students reported lower levels of overall 
academic achievement (Goodenow et al., 2006). This, in 
part, may be due to the fact that they are also at a greater risk 
for missing school and have higher incidences of dropping 
out. Garofalo, Wolf, Kessel, Palfrey, and DuRant (1998) 
found that 25% of GLBTQ youth had missed school in the 
last month, compared to 5% of heterosexual students. Miss-
ing school was most often associated with fear of harass-
ment, particularly among gay males. Along with this, 28% of 
GLBTQ students drop out of school in their high school 
years (Jacob, 2007). It is apparent that our school systems 
need to take steps to help combat these numbers.

Best Practices for School Psychologists

A study of 288 National Association of School Psy-
chology (NASP) members revealed that school psychologists 
have low-to-moderate knowledge about gay and lesbian is-
sues (Savage, Thompson, & Chard, 2004). They were very 
willing to address the needs of GLBT students but felt inade-
quately prepared to do so. Therefore, it is essential that 
school psychologists take it upon themselves to keep up with 
current research and literature surrounding these issues. The 
more prepared they are the better they will be able to help 
their school respond to and reduce the discrimination and 
harassment of GLBT students.

An important way school psychologists can help is 
by encouraging the development of school policies that 
clearly identify victimization, harassment, or discrimination 
based on sexual orientation as unacceptable forms of behav-
ior (D’Augelli et al., 2002; Goodenow et al., 2006). This can 
play a pivotal role in the safety of GLBTQ students, particu-
larly in light of the fact that many schools lack such policies. 
School psychologists can facilitate the implementation as a 
part of a comprehensive, school-wide anti-bullying and har-
assment policy, allowing GLBTQ students to have the same 
support as their heterosexual peers and feel safer within the 
school building. By discouraging and reprimanding deroga-
tory comments made about gay individuals, a more accepting 
environment can be encouraged (Murdock & Bolch, 2005). 
Simple positive gestures and comments such as this can in-
crease students’ perception of the school’s acceptance of 
diversity.
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To further support and protect students, it is essen-
tial for school psychologists to take steps to create a non-
judgmental and welcoming atmosphere for sexual minority 
students or those who may be questioning their sexual iden-
tity. Welcoming schools are ones that make deliberate at-
tempts to promote healthy relationships, shape school culture 
in a positive direction, and foster social responsibility in their 
students (Goodenow et al., 2006). One practical way this can 
be done is by working with the school librarian to assure 
information is available regarding GLBTQ issues. In order 
for these students to feel comfortable in school, they need 
resources available that may help them better understand 
what they are going through.

School psychologists can also aid in the inservice 
training of school personnel to help them understand the 
development of sexual orientation during adolescence and to 
respond effectively to verbal and physical abuse of GLBTQ 
students. Teachers have reported low levels of knowledge of 
GLBTQ issues and have few professional development op-
portunities to become informed of the experiences of sexual 
minority youth or how to help and support them (Warwick, 
Chase, Aggleton, & Sanders, 2004). In addition, the ten-
dency for some teachers to pathologize homosexuality has 
been described as very damaging for students (Biddulph, 
2006). If school personnel can come to better understand the 
experiences of GLBTQ students, they are more likely to help 
prevent victimization, respond appropriately to incidences of 
harassment, and create a more accepting environment.

School psychologists can also advocate for a gen-
eral curriculum that promotes equality by encouraging the 
invitation of speakers who are able to comfortably address 
the facts about homosexuality (Goodenow et al., 2006). It is 
important to be sure the speaker only presents facts regarding 
homosexuality and GLBTQ issues rather than propaganda 
about the benefits of a different lifestyle or a change in be-
liefs. This is an issue that all school psychologists should be 
sensitive to and remember to respect the beliefs and religious 
values of students when taking steps to foster acceptance of 
diversity.

Creating an open envi-
ronment can also be accom-
plished by making students aware 
that there is a safe place to dis-
cuss any issues related to sexual 
orientation. School psycholo-
gists can achieve this by put-
ting a “safe zone” sticker on 
their door. This sticker repre-
sents an area where students 
can feel safe and not discrimi-
nated against when discussing 
their feelings. 

School psychologists 
and others can help increase 
acceptance of diversity 
throughout the entire school is 

by advocating for the development of a school-based support 
group, such as a gay/straight alliance (GSA). School-based 
support groups are the most widely known approach to creat-
ing a safer and more supportive environment for GLBTQ 
students (Goodenow et al., 2006). A GSA is a student-led 
club that is open to youth of all sexual orientations. The pur-
pose of this group is to support GLBTQ students and their 
heterosexual allies by reducing prejudice, harassment, and 
discrimination within the school. They can accomplish this 
by sponsoring social events, educating the school about sex-
ual orientation, and striving for changes in school policies. 
Schools with GSAs were rated by both staff and students as 
having significantly less hostile, more supportive climates 
for students (Szalacha, 2003). Along with this, GLBTQ stu-
dents in schools with GSAs were half as likely to report dat-
ing violence, being harassed at school, or skipping school 
due to fear (Goodenow et al., 2006). It is apparent that the 
presence of a GSA plays an important role in both the safety 
of GLBTQ students and the acceptance of diversity through-
out the school. 

Homosexuality, bisexuality, and questioning of 
one’s sexual orientation are emotionally charged and contro-
versial topics that schools must be prepared to address. If 
schools do not protect sexual minority students to the same 
degree they protect heterosexual students, lawsuits and li-
ability could possibly follow. For this reason, it is crucial for 
school personnel to be aware of and abide by the legal guide-
lines and school policies germane to this issue. Awareness of 
school policies will not only help guide decisions but will 
illustrate the degree of equality amongst all students.

School psychologists must remember that GLBTQ 
students experience the most harassment, discrimination, and 
abuse in the school setting (Jacob, 2007). This victimization 
often causes significant psychological distress and in turn 
can affect academic performance. A safe and positive school 
can be encouraged by keeping up to date on current research, 
passing this knowledge along to other school personnel, and 
creating a welcoming environment for all students.

Striving towards the equality of GLBTQ students 
and the promotion of a safe environment may meet opposi-

tion with many parents and school 
personnel. The attitudes of het-

erosexual adults towards gay 
and lesbian individuals con-
tinue to be overwhelmingly 
negative and prejudicial, and 
this view is widely accepted 
throughout the nation 
(Savage et al., 2004). This 
is why it is important to 
stress that the goal is not to 
change anyone’s beliefs or 
values but rather to provide 

the facts, help keep schools 
safe for all students, and treat 
every student with equal con-
cern. Whether it is small 
steps or big strides, every 
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school psychologist can be a part of instilling acceptance of 
diversity within their students and schools.
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Stand-Out Stats

An analysis of decennial Census data clearly shows that over the past 60 years the annual pay teachers receive 
has fallen sharply in relation to the annual pay of other workers with college degrees (The Census earnings data were ex-
tracted from public use files by Decision Demographics, Arlington VA.)  Specifically, throughout the nation the average 
earnings of workers with at least four years of college are now over 50 percent higher than the average earnings of a 
teacher (see more at http://www.nea.org/edstats/losingground.html#1).
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Mental Health Parity Legislation Update
Joanne Grassman

Things are moving fast!  With just a few nudges, equal 
insurance coverage for mental illness and substance disor-
ders can be a reality in Wisconsin.

As this article is being written, the Senate committee on 
Health, Human Services, Insurance and Job Creation, 
chaired by Sen. John Erpenbach, is hearing testimony on 
SB375, sponsored by Sen. David Hansen.   In the Assembly, 
Rep. Sheryl Albers is seeking co-sponsors for a companion 
bill.

By the time you read this, we are hopeful that Sen. Er-
penbach’s committee will have sent the parity bill to the full 
Senate for a vote and that this historic legislation will have 
passed.  We are hopeful that Rep. Albers will have con-
vinced fellow Republican Representatives that parity is good 
for Wisconsin’s economy and that many will have signed on 
to the bill.  We are hopeful that the bill will have been as-
signed to committee and that a public hearing will have been 
scheduled.

These “hopes” can be reality with your help.   Economic 
development and impact on Wisconsin’s businesses are of 
primary concern to our Republican legislators.  We need you 
to let them know that parity makes economic sense for Wis-
consin.   Call, email or write your Assembly representative 
and let them know the following:
If people are not healthy, they are not productive work-
ers or students.   They actually cost employers more money 

because of absenteeism, presenteeism, and injury than the 
cost of parity.
Providing good coverage for mental illness and sub-
stance abuse can actually produce savings in overall medical 
costs.
Providing parity does not increase health insurance pre-
miums significantly and almost always reduces financial risk 
for consumers.
If people cannot work because of untreated mental illness or 
substance abuse, they can’t contribute to Wisconsin’s econ-
omy.

The families that you work with can have a tremendous 
impact on the Representatives who serve them.  Please en-
courage them to contact their Assembly Person.   Many peo-
ple want to do something, they just need to know what.  Find 
your Representative at: http://www.legis.state.wi.us.  
     Also coming up is the Mental Health Parity Action day to 
be held on February 20th at the Capital Building in Madison.   
The day is being planned by Lt. Governor, Barbara Lawton.  
Read more and sign up to attend at:  http://
www.ltgov.state.wi.us.    Attend if you can and pass the in-
formation on to everyone you know.   Parity for mental ill-
ness and substance abuse is important for Wisconsin.  Our 
legislators will only know this if you tell them.   Your voice 
is important!

From the WSPA Membership Committee 
Mary Beth Tusing, Chairperson

The Wisconsin School Psychologists Association is cur-
rently 435 members strong.  Of these members, 116 cur-
rently hold an NCSP through NASP!  

Congratulations to our Life Members!  Life Membership 
requires an individual to be a Full WSPA member for the 
five years prior to his/her retirement.  Current Life Members 
include:  Rick Albrechtson, Suzanne Allard, Regina Baecher 
Oberlin, Jon Bowman, Carin Brania, Roger Choinsky, John 
Cleveland, David Damgaard, Dennis DeSmith, Ruth DeMa-
rest, Craig Feiler, Dennis Filippelli, Tad Grene, Patricia 
Klass, Daedrie Kleppe, Peter Kores, Philip Larkowski, timo-
thy Orgeman, Paul Pederson, Rick Pruzek, Tony Rottino, 
Bill Stadler, Lynne Sundberg Nimmer, Carol Waring, Den-
nis Weerts, and David Wiltzius.

Keep in mind, the current membership year runs from 
September 15, 2007 to September 14, 2008.  Memberships 
renewed prior to 9/15/07 are no longer active.  Remember to 
renew your membership when school starts in the fall!

If one of your colleagues is not currently a WSPA mem-
ber, please encourage him or her to consider joining the asso-
ciation!  WSPA offers many benefits to its members, includ-
ing discounted rates on fall and spring WSPA conventions, 
four issues of the Wisconsin School Psychologist; access to 
the “Members Only” portion of the website; Children’s Ser-
vices grant opportunities; representation at NASP Central 
Region meetings, NASP conventions, and ISPA conven-
tions; opportunities for continuing professional development 
at conventions and Summer Institute; legislation monitoring 
and action on issues affecting the practice of school psychol-
ogy in the state and nation; opportunities for professional 
collaboration and networking through regional group activi-
ties; access to the Association’s information and referral ser-
vices and collaboration with school psychology training pro-
grams to enhance the practice of school psychology in our 
state.  New members can join on the web at 
www.wspaweb.org, or email or email 
marybethtusing@charter.net for an application.23



Book Review:  Cyberbullying and Cyberthreats—Nancy E. Willard, Research Press
Reviewed by Laura Loica, School Psychologist

(Reprinted from School Psychology in Illinois, Vol. 29, No. 1)

In fewer than two hundred pages, with one hundred pages 
of appendices, Nancy E. Willard’s book Cyberbullying and 
Cyberthreats manages to accomplish an impressive amount 
of work. She does so with an economy of language and clar-
ity of layout that makes this guide invaluable to the school 
psychologist, educator, or administrator of any student popu-
lation harboring technophiles.

Willard takes it upon herself not only to inform about 
“online” forms of aggression and intimidation, but also to 
persuade her audience that such types of bullying are exceed-
ingly relevant and consequential to educational institutions in 
general. She wins over the skeptic early on. Informing as she 
persuades, Willard delineates for the skeptic the types of 
cruelty typified by cyberbullying and shows the potentially 
tragic consequences of ignoring or dismissing cyberspace 
aggression. Her hypothetical illustrations of cyberbullying 
are convincing enough, but her references to the cyberspace 
activities of some of the Columbine and Red Lake school 
shooters are positively sobering.

Properly convinced of the gravity of the subject matter, the 
reader proceeds into the work and finds an enormously com-
plex subject that has been thoroughly dismantled and dia-
gramed in its most minute detail. Nothing seems to escape 
Willard’s attention as she lists and discusses everything re-
motely tangential to the subject. She defines and explains the 
various forms of online activities in which students are typi-
cally engaged, as well as the types of cyberbullying typically 
occurring in these venues. She sketches the social world of 
middle school and high school students, gives a rundown of 
relevant laws concerning online speech, and provides proce-
dures and suggestions for dealing with all manner of cyber-
threats.

Clarity typifies this work, and yet nothing is so impeccably 
clear as the author’s own compassion and concern for all 
parties involved in the sometimes tumultuous situations that 
can arise from online threats. Willard displays as much em-
pathy and insight for the bullied student as she does for the 
school official who is confronted with some piece of online 
aggression, and thus faces the forked accusations of negli-
gence and liability on the one hand and of reactionary hyster-
ics on the other. “What, exactly, should I do now?” asks this 
school official, who discovers some online threat.

Willard’s work is comprehensive and organized enough to 
help answer just such a question. Or, the book can picked up 
and understood by a parent who just wants to know more 
about what might be going on in the virtual school that exists 
parallel to the brick-and-mortar one. An additional one hun-
dred pages of resources in the appendices makes this work 
exceedingly dense with straightforward support and informa-
tion for teachers, parents, students and administrators. The 
layout ensures the guide can be read beginning to end, back 
to front or inside out – in whatever way that works best for 
the reader or the situation.

Reading the work front to back, one is bound to encounter 
surprises or facets of the subject not previously considered. 
Chapter Four branches out from the main trunk of the topic 

and explores related general issues of risky online behavior. 
Internet addiction, self-harm groups and hate groups, online 
sexual behavior and issues, and violent gaming sites are all 
explained and examined, and related back to the main topic 
of the book. In the next chapter, the author breaks apart the 
mindset, motivations, and rationalizations that might contrib-
ute to cyberbullying, and, then provides counter strategies to 
mitigate them. The reproducible appendices contain sche-
matic documents, an incident report form, a template for a 
plan of action and student and staff needs assessment sur-
veys. It also provides internet use policies which specifically 
include language regarding cyberbullying and cyberthreats, 
as well as self-contained, comprehensive subject guides 
geared specifically for parents or students.

While clearly this guide could be useful in dealing with a 
specific situation, perhaps the most promising application of 
this work would be as a primer, something for educators and 
administrators to review before such a crisis were to arise. 
As Willard points out multiple times throughout the work, it 
is the competent use and application of technology that is 
most often taught and stressed in the public education of 
students today, where as the ethics, responsibilities, and li-
abilities of misusing technology are rarely taught in any sort 
of systematic way.

The most instrumental tool in dealing with cyberthreats is 
to get everyone – students, parents, teachers and administra-
tors – to see that “what happens online does not stay online.” 
Students need to be encouraged to stop typing
and texting long enough to reflect and reach a visceral under-
standing that the “virtual” space of chat rooms, e-mail, and 
blogs are not “virtual” interactions, but real ones. Authority 
figures more removed from these online social venues need 
to reach a similar understanding of the social and emotional 
reality of the worlds and episodes these venues contain. The 
“virtual” space of online venues is not a playground fenced 
off and removed from the rest of reality or society. Rather it 
is a series of digital passages that potentially let out into each 
and every sphere of a young student’s life. Indeed, they often 
let out into the most private and personal chambers of the 
young student’s beliefs, fears, and self perceptions.

The most important element to be found in Willard’s work 
is the same element that is found in all the best literature 
concerning traditional bullying. That element is empower-
ment. So often adults, as well as students, are made to feel 
powerless in the presence of a social phenomenon that seems 
to them a ubiquitous and a monumentally inseparable part of 
social reality. Bullying and systematic social cruelty, in this 
hopelessly impotent worldview, are merely rites of passage, 
an unfortunate reality that a certain number of children will 
have to weather for a miserable period of time in their lives. 
Willard debunks this worldview with competence and grace, 
providing strategy after strategy, layer after layer of potential 
protections and precautions. There is nothing wide-eyed or 
naïve about any of what she suggests. On the contrary, her 
suggestions are linked to available research and approach the 
reader’s common sense with a sense of plausibility.
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WSPA CHILDREN’S SERVICES
GRANT RECIPIENTS 2007

This year, the WSPA Children’s Services Committee was pleased to receive numerous proposals for the annual grant 
opportunity.  We thank everyone who applied for their dedication and commitment to meeting the needs of children.  WSPA 

congratulates the following recipients whose grant proposals were chosen for funding.

Christine Rentmeester
Franklin Middle School, Green Bay, WI
Proposal Title: Community. Involved. Adolescents. (C.I.A.)

Don Juve
Central High School, School District of La Crosse
Proposal Title:  Cocoa and Cram Night

Samantha Penry
Colby School District
Proposal Title:  Reducing Inappropriate Behavior and Increasing Attention Plan
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Stand-Out Stats

Dropping out of high school is related to a number of negative outcomes. For example, the average income of 
persons ages 18 through 65 who had not completed high school was roughly $20,100 in 2005. By comparison, the average 
income of persons ages 18 through 65 who completed their education with a high school credential, including a General 
Educational Development (GED) certificate, was nearly $29,700 (U.S. Census Bureau, 2006). SOURCE:  U.S. Depart-
ment of Education, National Center for Education Statistics.  http://nces.ed.gov/

Northwest Regional Report
By Katie Johnson

Greetings from the Northwest region!  Our region 
extends along the Minnesota border from Ellsworth and Du-
rand in the south, through Hudson and Menomonie and up 
through Webster and Spooner in the north.  Our Eastern bor-
der extends into the state almost to Eau Claire.  Our region 
has three school psychology workshops each year which are 
hosted by CESA 11.  We typically bring in regional and lo-
cal speakers such as university faculty, clinical psycholo-
gists, school attorneys and our own psychologists; as well as 
having round-table discussions and updates from CESA con-
sultants.  This year we started the year with a DPI update and 
will end the year with a workshop on RTI at the high school 
level.

I’m excited to be the new regional representative 
and have the opportunity to work for my profession at the 
local and state level.  I’ve worked in the Northwest region 
my entire career from my practicum in Osceola, to my in-
ternship in Hudson, to my current position in Amery.  My 
graduate work was completed at the University of Wisconsin 
- River Falls.  I feel very fortunate to work in a district that is 
pursuing a problem-solving model.  I’ve been freed up from 
paperwork duties to work on consultation and problem-
solving on a building and individual basis, and I love the 

challenge of it.  My professional interests include school 
neuropsychology and consultation.  Please do not hesitate to 
contact me at johnsonak@amerysd.k12.wi.us for more infor-
mation or with any questions.



Stand-Out Stats
21=percentage of dropouts in 2004 who had ever been retained a grade.

From the National Center for Education Statistics.
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Book Reviews:  Bad Girls Club—Blooming Tree Press
Reviewed by Breeda McGrath

(Reprinted from Illinois School Psychologists Association’s newsletter School Psychology in Illinois, Vol. 29, No. 1

Judy Gregorson writes books about teens 
fighting and overcoming great odds. Her goal 
in Bad Girls Club is to speak to “anyone who 
has faced adversity and understands what it’s 
like to stare down a giant, whether it’s abuse, 
abandonment, trauma, or something else. And 
truly, it doesn’t matter what form your giant 
takes; the battle is the same. Sometimes we 
are challenged to step up, face our enemy, and 
find a way through. My stories offer the hope 
that anyone can fight against great odds and 
win.”

In Bad Girls Club, Judy Gregerson tackles a 
sensitive, sickening issue of mental illness and its effect on 
children. Bad Girls Club tells the story of Destiny, a teen-
ager struggling to cope with her mother’s mental illness, 
while trying desperately to hang on to her own sanity. Gre-
gerson paints a painful picture detailing Destiny’s efforts to 
parent her younger sister, her grief at the loss of love from 
her mother, and the terrible reality of what she loses in terms 
of her own childhood (friendships, self-confidence, perspec-
tive). The book is raw, shocking and thought provoking. I 
can’t say I enjoyed the read, but I was gripped by the real-
life possibilities in the story.

Gregerson uses experiences from her own life to provide a 
disturbing, but realistic portrait of what goes on behind the 
closed doors of a family coping with mental illness. While 
reading the book I felt helpless, worried, and distracted by  
the thought that this is happening to 

a child nearby, or someone at my school. 
Gregerson documents the denial and destruc-
tion of a family lost in the dark. She goes 
into detail about the real feelings of hope-
lessness and despair that consume Destiny as 
she struggles with confusion and depression.

Gregerson hopes to contribute 
something to help children caught in the 
painful situation. Through her illustration of 
Destiny’s efforts to cope with her desperate 
situation, Gregerson sends a number of 
strong messages. She offers painful insights 
into the reasons why children remain loyal to 

parents who abuse them. Throughout the book she shows 
us moments where an adult might have recognized that 
Destiny and her family were in need of early intervention. 
Without preaching, she prompts us to look at situations 
from the child’s perspective, respecting the love that a 
child feels for her mother, and an adolescent’s need for 
privacy and control. This book is a very useful instructive 
tool for teenagers learning about coping strategies and 
mental health (e.g., in health and psychology classes).

At the end of her book, Judy Gregerson includes a list of 
helpful websites on a variety of mental health issues. A list 
of resources is also available on her website: http://www. 
judygregerson.com/

Gregerson is also the author of SAVE ME! A Young 
Woman’s Journey through Schizophrenia to Health.

Editor’s note:

I hope you are enjoying the WSPA newsletters.  If you ever have a suggestion for an article, find an article in a publication that 
will likely allow us to reprint, find a statistic that would be of interest to school psychologists, or have other professional infor-

mation to share, please contact me at kamkeblj@ssd.k12.wi.us.  WSPA would love to hear from you!

If you have an idea for an official name for our publication, please let me know.

If you have past issues of the newsletter that you would like to donate to the WSPA archives, please contact me.



WSPA salutes the following School Psychologists in Wisconsin that have the 
National School Psychologist Certification (NCSP)

Craig Albers
Darci Ament
Gail Anderson
Charlie Bagdassian
Merrilee Beal
Sheila Binder
Dawn Bleimehl
Janet Born
Barbara Bornstein
Jon Bowman
Michael Breen
Robert Breyer
Richard Brigham
Gregory Brock
Danielle Brown
Sarah Burke
Gregory Burton
Dennis Cahn
Lori Cameron
Shobha Chetty
Alexandra Clausen
Miguel Colon-Charneco
Mark Dahlstrom
Gina Deutscher
Robert Dixon
Jan Dumke
Sara Durtschi
Amy Dwyer
Bruce Dykeman
Kathy Eichacker
John Erickson
Christa Feely
Larry Fell
Susan Fell
Kristi Fenning
Crystal Feral
Sandra Folgers
William Frankenberger
Julie Gapp
Travis Gardner
Jaime Glaeser
Melissa Glodoski
Christy Glysch
Michael Gontarz
Sarah Gotelaere
Edward Greene
Paul Gryzwa
E. Gudnason
Kathryn Gunderson
Karyn Gust-Brey
Tracy Hackert
Sarah Hagen
Ruth Hammiller
Rachael Hansen
Lisa Hanson-Roche
Wayne Harder

Sharon Harty
Ann Hatchton
Jan Heinitz
Tina Helmer
Dean Heus
Tara Hogseth
Susan Holmstrom
Sherry Holt
Kristi Hooyman
Dacia Hopfensperger
Heidi Horton
Tracy Hougumnee
Todd Hrenak
Karlene Hrenak
Gordon Hubbard
John Humphries
John Jackson
James Jaeger
Martin Jenich
Kathleen Jensen
Sheila Johnson
Anne Johnson
Margaret Jones
Heather Jones
Jeanette Jossi
Patrick Kane
Kimberly Kapche Green
Christine Kasbohm
Mary Kees
Thomas Kellner
Janet Kent
Thomas Kispert
John Kloosterboer
Marlene Koch
Amy Kohl
Cindy Kohlmeier-
Springborn
Peter Kores
Nancy Kostecki
Isadore Kozochowicz
Thomas Kratochwill
Rosemary Kropp
Patrick Kumke
Jamie Kupkovits
Lynda Lacina
Bonnie Larson
Michael Lasee
Joanne Lee
Stephen Levine
Timothy Lichtenwald
Sara Liesener
Katherine Lieske
Janice Lippitt
Keith Lodholz
Diane Lonsdale
Julie Lori

Jennifer Losey
Robert Lucas
Judy Martin
Jill Mason
James McCarrier
Dana McConnell
Robin McGregor
Connie Menchal
Caroline Mihalski
Kim Miller
Tami Mlodik
Scott Moline
Nancy Montoure
Mary Murphy
Shirley Natzel
Patty Nesheim
Margaret Niesen
Carter O'Brien
Lisa O'Keefe
Leah Oleniczak
Mary Olston
Gary Ostertag
Lynda Palecek
Steven Pasono
Rachel Pautz
Sheri Pease
Paul Pedersen
Samantha Penry
Jason Penry
Karen Pentek
Daniel Perkins
Lillian Peters
Courtney Peterson
Marie Petrie
Eugene Philipp
Rita Plesums
Coyla Rankin
Amanda Retzak-Krump
Jessica Riess
Marcia Riopelle
Sarah Roberts
Antonio Rottino
Michaeleen Roy
John Ruck
Ann Rumpf
Cynthia Sanders-Schenck
Sharon Sanderson
Todd Savage
Barry Schakner
Tracey Scherr
Jennifer Schieffer
Julie Schmidt
Rita Schmitt
Michael Schmitz
Kelly Schmitz
Aimee Schneidewent

Dan Seaman
Judith Seliskar-Benzel
Kristine Sieckert
Ellen Sills
Stephanie Skolasinski
Daniel Small
Laurie Smith
Natalie Steele
Ann Steele
Sherri Stengel
Richard Stillman
Jennifer Tarrell
Alfred Taylor
Connie Taylor
Kristi Teed
Jeri Thiem
Shaun Tjossem
Claire Topp
Candice Truesdell-Nokes
Mary Tucker
Mary Tusing
Daphne Tuthill
Nancy Vanderloop
Robert Verbos
Lori Viola-Larsen
Lorraine Vogel
Gregory Walczyk
Jessica Walter
Jacalyn Weissenburger
Brenda Weitermann
Susan Williamson
Carol Wilson
David Winter
Gregory Wolak
Robyn Wood
Karen Wydeven
Elizabeth Yoder
James Youngquist
James Zipple
Jennifer Zynda
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Check out the following website for Spring 2008 
convention registration information:  

http://www.uwlax.edu/conted/wspa/index.html
Stevens Point, Holiday Inn, Feb 21-22


