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

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

Deadlines for receipt of material by the editor:  

#1--August 15 #2--November 15
    #3--January 15      #4--April 15
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It is hard to believe that this is the 
last newsletter article that I will be writing 
as your President. The Presidency will tran-
sition to the capable hands of Laura McCormick in 
June at our Long Range Planning meeting. It has 
been such an honor to serve you this year.

This fall Madison was home to the WSPA 
fall convention and also played host to the NASP 
Central Regional meeting November 9th and 10th. It 
was a lot of hard work, but well worth it. It has been 
a year abundant with issues and full of high expecta-
tions: Mental Health Parity in Wisconsin (did not 
pass during this past legislative session, maybe next), 
APA Model Licensure Act Revision, Response to Interven-
tion (academic and social/emotional) and how that will affect 
the role of school psychologists, Mental Health in schools, 
changing criteria for LD identification, Early Intervening 
Services, Pupil Services role delineation …

I represented WSPA on the DPI Task Force for RtI, 
EIS, and SLD which made recommendations to DPI that 
were approved by the WSPA board. Since that time I have 
remained involved by being a member of DPI’s steering 
committee. On April 8th I attended State Superintendent’s 
(Elizabeth Burmaster’s) Collaborative Council to address the 
progress of Wisconsin’s RtI framework. Further information 
will be available in the near future. Following public input, 
the identification criteria for learning disabled students has 
been revised. Due to major revisions there will likely be fur-
ther public hearings.

I would like to appoint a WSPA RtI committee, so 
if you are interested in being on the committee, please con-
tact me. I attended several very informative conferences last 
year on aspects of RtI. Our own conventions and the 2007 
Summer Institute offered valuable training. Plan on attending 
the 2008 Summer Institute June 19-20; Randy Sprick, Ph.D., 
primary author of Safe and Civil Schools, is presenting. I also 
attended the Midwest Leadership Summit held at the Mayo 
Civic Center in Rochester, Minnesota. It was enlightening to 
have the opportunity to talk to other Midwestern States and 
learn how they are progressing with the RtI initiative. An-
other Summit is being held at the same location this Septem-
ber (15th-17th). You will find more information in this news-
letter. My School District is also involved in the Southern 
Wisconsin Problem-solving Consortium. This is a small 
group of schools that are meeting regularly to learn from 
each other in their quest to provide multi-tiered interventions 
and improve quality of instruction. The last meeting was 
held April 11th and Dr. Tom Kratochwill and Dr. Eric Hart-
wig spoke on the Applications of Problem-solving/Response 
to Instruction and Intervention in Social, Emotional, and 
Behavioral Areas.  This multi-district sharing is something 
you may wish to encourage/initiate between school districts 
in your area. 

For the last three years I have represented WSPA at 
the WASPO meetings held at the DPI headquarters in Madi-
son. WASPO stands for Wisconsin Alliance of Pupil Ser-
vices Organizations. Organizations that are represented in-
clude School Psychologists, School Social Workers, Guid-
ance Counselors, School Nurses, and Pupil Service/Special 
Ed Directors. Legislation was passed giving DPI authority to 

determine rates for reimbursement of Pupil 
Service staff who work with Special Educa-
tion students. The following averages were 

reported over the past two years: School Social 
Workers at 59%; Guidance Counselors at 10%; 
Nurses at 29%; and School Psychologists at 84%. 
This data may help determine rates. 

We have a committee working on strategies 
to respond to the revision of APA’s Model Licensure 
Act. Our future actions are very important. Please be 
ready to give your support when asked. Contacting 
our members quickly has been a challenge. Many of 
your school email systems block mass email. Laura 

McCormick has been diligent in finding a solution to this 
problem. She has also spearheaded the WSPA website im-
provements. Please check the website often! 

Another initiative was to increase our active in-
volvement with legislative issues. Mark Hochmuth and I 
attended NASP organized public policy training in Washing-
ton D.C. last year and Laura McCormick had attended the 
training a year earlier.  Mark Hochmuth is the chair of our 
Legislation committee. The WSPA Board has directed Mark 
to take action on any legislative issues initiated by NASP on 
behalf of WSPA and to inform WSPA of such action. NASP 
has a watchful eye on legislation on the Federal and State 
level and apprises us of any legislative activity that we may 
wish to address.

We have a committee that is revising the WSPA by-
laws. Some changes will be brought to the membership next 
fall for a vote. Jennifer Kamke-Black has skillfully produced 
our newsletters and her efforts are greatly appreciated. She 
was also the chair of the spring 2008 convention. Unless you 
have been actively involved in chairing a large convention 
you can’t imagine the work and worry that it entails. Some 
of our conventions make money, some break even or come 
out in the red. The goal of the WSPA board is to offer qual-
ity training to our members. I believe that WSPA has been 
extremely successful at meeting that goal. A wide variety of 
excellent programs have been offered at each convention and 
more frequently then not; the tough part for attendees is 
choosing which sectionals to attend. Please find multiple 
ways to express your appreciation for these wonderful train-
ing opportunities. If you have ideas on ways to improve the 
conventions or any other aspect of our organization, please 
join us for Long Range Planning June 17-18, 2008 at Cedar 
Valley in West Bend. WSPA pays for your room and board; 
just let us know if you are interested.

This year I devoted my Presidency to YOU! There 
is a very good reason. As a School Psychologist you are ex-
tremely important. Your training has given you the capability 
to be a positive change support system for your district, ad-
ministration, teachers, families, and students. Many sources 
indicate the growing mental health needs of children and 
youth. Mental health is directly related to children’s learning 
and development. Not all children have equal access to men-
tal health services outside the school setting. All children 
have access to you! Use your training. Continue to update 
your skills. Make a difference! I am proud to be one of 
YOU!

President’s Message
By Kay Altfeather



Upcoming Events
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Midwest Leadership Summit II
Tools for Instruction: Putting the “I” in RtI

Monday, Tuesday, Wednesday
September 15, 16, and 17, 2008

Members of the Wisconsin School Psychologists 
Association have been invited to participate in the 2008 
Midwest Leadership Summit.

The 2007 Midwest Leadership Summit attracted 
750 attendees from Minnesota, Wisconsin, Iowa, Illinois, 
North Dakota, and Missouri. This year’s Summit focuses on 
the use of evidence-based practices, interventions, and in-
struction and will have 30 breakout sessions focusing on the 
following: Reading; Mathematics; Social, emotional, and 
behavioral; Data and data tools; and Leadership. Dr. 
Amanda VanDerHeyden, Dr. Ben Ditkowsky, Dr. Ben Sil-
berglit, Dr. Tom Kratochwill, Dr. Maribeth Gettinger, Dr. 
Stan Deno and Dr. Eric Hartwig are some of the featured 
speakers.

A Pre-Summit session is available for districts and 
teams that need a refresher on the principles of RtI. Dan 
Reschly, Ph.D. is presenting at the pre-conference and will 
also be the keynote speaker for the Summit. The pre-
conference will feature a facilitated work session for teams 
and will include a building level needs assessment, imple-
mentation planning, and intervention strategies. 

Registration by mail, fax and online begins May 1, 
2008. The Summit registration and hotel reservation dead-
line is August 25, 2008. Attendees can register entire teams 
online at: www.questeducational.com/events

Summer Conferences in 
Atlantic City and Las Vegas: 

Mark your calendar for the 2008 NASP Summer 
Conferences. This year's summer conferences will be held in 
Atlantic City, July 21-23, 2008 at the Sheraton Atlantic City 
Hotel and in Las Vegas, July 28-30, 2008 at Bally's Las Ve-
gas Hotel & Casino. Come a day early and take your pick of 
two pre-conference seminars. Or, think about attending the 
next annual conference in Boston, February 24-28, 2009.

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 over 15,000 teachers and administra-
tors 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 Wis-

consin-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.



Spring 2008 DPI Update: “Bridge Builders”
By John Humphries

This article will summarize my up-
date at the spring conference. I always enjoy 
presenting these updates because they afford 
me an opportunity to hear from school psy-
chologists in the field. Although it may not 
seem like it, working at the state level can be 
a challenge because I don’t want my work to 
be detached from the reality of what goes on 
in schools. In fact, the majority of the people 
I work with here at DPI take pains to be sure 
their suggestions are workable in schools in 
all areas of the state. The spring update this 
year was important because I was able to clarify some issues 
and get some positive feedback from attendees. This article 
will cover updates on SLD and RtI, other issues pertinent to 
Wisconsin, and a little motivation…

We are in a time of unprecedented 
change in education and in school psychol-
ogy particularly. I know you have all heard 
No Child Left Behind (NCLB) called an ac-
countability law, and it clearly is. I also find 
it interesting when people call NCLB a civil 
rights law. By disaggregating achievement 
test data for minority, ELL, and low income 
students, Congress emphasized achievement 
for these groups. This is similar to the New 
Wisconsin Promise—DPI’s commitment to 
closing the achievement gap between eco-

nomically disadvantaged students, students of color, and 
their peers, although DPI’s model is supportive rather than 
mostly punitive. However, both NCLB and the New Wiscon-
sin Promise can be considered in the context of civil rights 

NASP Resources
Milt Dehn, Ed.D., NCSP, Wisconsin’s NASP Delegate

As the time for renewal of NASP member-
ship approaches, please keep in mind how your 
membership supports the only professional organiza-
tion that represents school psychologists working in 
schools. NASP also works on behalf of children in so 
many ways. And, there are many membership bene-
fits that make your investment worthwhile. For ex-
ample, one of the main benefits of NASP membership is 
access to the wonderful online resources that can be found at 
www.nasponline.org. Here is a sampling of recent additions 
to the website:

1) Best Practices V Online Resource Center. The brand new 
Best Practices V  Online Resource Center offers NASP 
members additional resources to enhance the value of the 
latest edition of the Best Practices series. NASP is working 
with editors and authors to develop resource pages for most 
chapters in Best Practices V. Resource pages will be added 
as they are completed and will include: chapter abstract (full 
chapters are not accessible online); expanded and annotated 
bibliographies; links to online resources and related NASP 
resources, articles and research; discussion questions for 
trainers and students; discussion questions for supervisors to 
use in staff development; and a CPD quiz. Visit http://
www.nasponline.org/profdevel/cpdmodules/bpfive.aspx

2) Online Communities. Recently, NASP launched more 
than 20 online communities for NASP members to connect 
with colleagues and access information on a wide range of 
topics. The communities are open to all members and are 
organized generally around NASP Interest Group topics. 
New groups will be added as needed. NASP members can 
exchange ideas on a topic of interest, get feedback from col-

leagues, and post and download resources. There is 
truly something for everyone. Post your comments 
today at www.nasponline.org/communities/
default.aspx 

3) NASP Convention Handouts. Members may ac-
cess hundreds of handouts and presentation materials 

from the 2008 Convention in New Orleans. Visit
 http://www.nasponline.org/
conventions/2008conventionhandouts.aspx

4) NASP Convention CD-ROM. Missed the conference?
Order your copy of the 2008 NASP Convention CD-ROM, 
which includes the keynote addresses, featured sessions, and 
selected workshops. The CD includes more than 100 hours 
of programming with synchronized audio/visual presenta-
tions and handouts. You will be able to download the audio 
to your MP3 player or iPod and take your education on the 
run. Visit
http://www.nasponline.org/conventions/2008cdrom.aspx

Summer Conferences in Atlantic City and Las Vegas: Mark 
your calendar for the 2008 NASP Summer Conferences. This 
year's summer conferences will be held in Atlantic City, July 
21-23, 2008 at the Sheraton Atlantic City Hotel and in Las 
Vegas, July 28-30, 2008 at Bally's Las Vegas Hotel & Ca-
sino. Come a day early and take your pick of two pre-
conference seminars. Or, think about attending the next an-
nual conference in Boston, February 24-28, 2009.

Please contact me directly if you have any comments, ques-
tions, or concerns related to NASP. My email is 
mdehn2@msn.com. 
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efforts to ensure a level playing field for all students. These 
efforts have led to what I called above “a time of unprece-
dented change in education.” But when you combine these 
with IDEA reauthorization, school psychology is also experi-
encing unprecedented change. And I really do mean unprece-
dented change. Recalling my training in the history of school 
psychology, it seems that we have been implementing a 
model that really began with Lightner Witmer before 1900. 
Of course things have changed, but they were using the Binet 
as early as 1916, and we continue to spend a lot of time with 
IQ testing and special ed process.

Our new model appears to be moving to a complete 
focus on student outcomes. The basic tenet is that if we are 
going to do something, it should be directly related to posi-
tive outcomes for students. And in school psychology, I 
think we not only have a proud history with regard to psy-
chometrics, but a very promising future oriented to outcomes 
as well. With a new reliance on data-based decision making, 
our roles will continue to expand, as we find new ways to 
support student achievement and behavior. One critical role 
for us individually and as a professional group will be as 
“Bridge Builders.”

I would like to make an analogy for you—an anal-
ogy of the many common themes between changes in educa-
tion and changes in the skyline of San Francisco beginning 
in 1930. Specifically, how are changes in education and 
school psychology like the building of the Golden Gate 
Bridge? Consider that in 1929, you could stand at the north 
end of San Francisco and look across the bay to the Marin 
headlands, but you had to take a hazardous boat trip or a full-
day trip around the bay to get there. On November 4, 1930 
voters supported a $35 Million bond issue to build the 
bridge, at the height of the great depression. The “yes” vote 
was 145,697 and 47,005 voted “no.” Imagine that—3:1 for a 
bridge to empty land! They had a vision of what it could be, 
and I would suggest that even though we don’t know exactly 
what our new system will be in education, we want to do 
better. We know that school psychology is one area of exper-
tise that can help substantially with this effort.

What have we got so far that will help us build this 
bridge? With IDEA and the regulations, we have a basic 
vision for RtI that will serve as an entry into focusing our 
efforts on improved outcomes for all students. At NASP one 
of the most interesting tidbits I picked up was from a well-
known speaker on PBIS who said that research ash shown 
that just by giving people data about student progress, 80% 
will change their practices to improve 
the outcomes for students who are 
struggling. That’s a bridge—we can use 
data on student achievement and behav-
ior to support changes in instruction. 
We also have guidance to the ER-2 
form that lays out definitions for appro-
priate instruction, screening, progress 
monitoring, and intervention. SLD de-

terminations now start well before consent for referral is 
received. In summary, the word is out about RtI, changes 
have begun, and this is a great time to be a school psycholo-
gist. But these changes are about more than any one profes-
sional group or certification. One of our greatest challenges 
will be to collaborate for student success. 

Collaborating often means giving up one’s reliance 
on old ways of doing things. For many school psychologists 
this won’t be hard. Remember the WSPA survey results? 
Vast majorities of you said you wanted to spend less time 
testing kids and more time consulting, collaborating, and 
supporting. So, giving up our IQ tests to spend more time on 
RtI data collection and management, identifying interven-
tions, and working with students, teachers, and parents will 
be a huge positive. However, we need to be very cognizant 
of the fact that other professionals can see RtI as a threat or 
at least as a major change to their work. I want to encourage 
you to work hard to collaborate, especially with those who 
might see RtI as a change that they believe has no supporting 
research and offers no solid basis for adoption. As I men-
tioned in workshops this past fall, the time you spend gaining 
a common vision around common expectations, common 
assessments, and common interventions will be very impor-
tant. These are central questions for any school and having 
broad agreement about vision will lead to more easily re-
solved issues in the future. Building a bridge starts with a 
solid foundation. In San Francisco, the towers on each side 
of the bay were monumental structures that took a lot of time 
to build before even starting on the roadway.

The roadway of our bridge to the future of educa-
tion includes many of the factors described above 
(appropriate instruction, ongoing assessment, intervention, 
etc.) but there is a lot left for individual schools and districts 
to define and develop. Multiple tiers of intervention, plan-
ning for implementation, and determining reasonable slope 
of the trend line are all left to schools. DPI will be providing 
guidance and support in all of these areas, but in our local 
control state, DPI attempts to set a course and lets districts 
make decisions about how to move forward. And yet, a com-
pleted bridge yields many benefits. Imagine a school where 
all students have access to the best curriculum and core in-
struction, leading in the vast majority of students being profi-
cient academically and socially. Where students who are 
struggling are identified early in the process, given additional 
support, and watched closely to see how they are progress-
ing. Finally, where students with the greatest challenges get 

intensive support for their success. 
And rather than relying on the old 
“Rowley” standard, instead all stu-
dents meet their highest potential. 
That will be a great time, where the 
bridge from the past meets the future 
of education and of school psychol-
ogy. Let’s work together and build the 
bridge!
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Review of The Essential Conversation:
What Parents and Teachers Can Learn from Each Other

Jordan Nelson, M.S.E.
University of Wisconsin-River Falls

Abstract
The Essential Conversation: What Par-

ents and Teachers Can Learn from Each Other 
by Sara Lawrence-Lightfoot (2003) discusses 
various aspects of parent and teacher communica-
tion through the use of diverse personal narratives. 
Common themes and topics are reviewed and 
the relevance of the text to school psychology 
training programs is examined. Lawrence-
Lightfoot’s book is instrumental in starting a 
dialogue about the need for and the impact of 
effective communication. The present author’s personal reac-
tions and reflections are then used to link the material to the 
broader field of school psychology. It is concluded The Es-
sential Conversation is a critical text for school psychology 
students and professionals to read and apply in their various 
professional roles. 

Review of The Essential Conversation:
What Parents and Teachers Can Learn from Each Other

The book titled The Essential Conversation: What 
Parents and Teachers Can Learn from Each Other by Sara 
Lawrence-Lightfoot (2003) is an examination of the relation-
ships formed between individuals in the context of the school 
setting. The author discusses the intricacies involved in com-
munication between parents/care-givers and school staff. Her 
book is a compilation of personal narratives from a variety of 
sources. The Essential Conversation includes the views and 
experiences of teachers working in private schools, public 
schools, affluent areas, areas with high levels of poverty, 
culturally-diverse schools, and schools with a more homoge-
nous make-up. Some of the teachers have years of experi-
ence and others are in the beginning stages of their career. 
Lawrence-Lightfoot also includes diversity among the paren-
tal contributions. Their level of involvement in their chil-
dren’s school careers, their own educational backgrounds, 
their expectations of the teachers and schools, and their per-
ceptions of how their children are treated all differ.

The author notes that poor examples of communica-
tion between teachers and parents abound in many school 
settings; however, in The Essential Conversation, she 
chooses to focus on “gifted practioners” and their interac-
tions with parents. Specifically, parent-teacher conferences 
are examined. Lawrence-Lightfoot highlights the precarious 
nature of such exchanges and the impact they have on all 
individuals involved (i.e., the teacher, parent, and student). 
The lack of academic attention on this subject makes the 
author’s contribution crucial to those who have children at-
tending schools and those who work with students in 
schools.
An Examination of Common Themes, Topics, and Ideas

The Essential Conversation has the far-reaching 
effects of childhood experiences as a central theme through-
out the text. The author discusses ways in which the back-
ground of an individual’s history creeps to the forefront of 

many teacher-parent interactions. Lawrence-
Lightfoot describes the power of these early 

memories and experiences.  
Clearly, the current perceptions of parents and 
teachers are influenced by situations in the past. 

Parents who perceived they, themselves, as having 
been outsiders in their own schools, who rarely felt 
academic success, and who believed they were tor-
mented by school staff and by other students are 
likely to communicate in ways that differ from par-

ents who felt wholly supported throughout their entire 
school careers, who experienced high levels of success, and 
who had a clearly-defined role they relished within the walls 
of the school. It is important to express these experiences as 
existing in a realm that is highly individualistic and often 
private, making effective communication a process rather 
than a formulaic, instantaneous event. The author provides a 
plethora of childhood narratives that are translated into adult 
reactions and interactions within the parent-teacher confer-
ence. These narratives serve as starting points for dialogue 
and for an understanding of the complex subject of commu-
nication between the homes of students and their schools.

The influence of societal beliefs, practices, opportu-
nities, and traditions is another topic addressed in The Essen-
tial Conversation. A school does not exist within a social 
vacuum. Instead, Lawrence-Lightfoot notes that “we look 
inside schools - and at the relationships between the schools 
and their communities - and see, in microcosm, the struggles 
over how we define and enact equality, justice, oppression, 
and democracy in our society” (p. 29). Often, societal factors 
can act as barriers to communication; however, if they are 
actively examined and understood, they can facilitate the 
process of effective communication. This notion is high-
lighted by the efforts of Molly Rose, a teacher who experi-
enced high rates of interaction with the parents of all of her 
students by utilizing various and creative techniques to in-
volve parents who would be more distant without her appro-
priate interventions.

An additional theme found in The Essential Conver-
sation is that effective communication between parents and 
teachers is founded in reality.  Lawrence-Lightfoot reports 
that: 

teachers and parents, therefore, must not fall prey to 
cultural stereotypes that assume that whole groups of 
children-identified on the basis of the disadvantages 
of poverty and race and family background-will in-
evitably turn out losers.  The evidence does not sup-
port such a claim.  Rather, we must recognize that all 
children have strengths and vulnerabilities, and 
search for the origins of weakness and failure in the 
individual histories, temperaments, and developmen-
tal trajectories of each child (p. 150). 

This is not to say a “colorblind” approach is benefi-
cial to students, parents, or teachers. Lawrence-Lightfoot 



makes the distinction that although, in theory, a standard 
quality of education, as well as the types and numbers of 
educational opportunities are available to everybody, their 
actual educational experiences are quite different. According 
to the author, the unfortunate realities students experience 
actually in schools are distributed along a continuum that is 
often divided according to race, class, and ethnic back-
ground. To ignore the fact that schools institutionalize the 
oppression of some people and the elevation of 
others would be a fatal flaw in creating effec-
tive communication.

Lawrence-Lightfoot notes that 
working from objective samples or evi-
dence such, as examples of students’ work, 
and moving away from subjective state-
ments (e.g., “he is the most difficult stu-
dent in class”) also helps to change par-
ent-teacher dynamics that are based often 
on distortions of reality. Operating from 
such a foundation alters the way many 
parents approach conferences, eliminating 
some of the dread and anxiety they can 
experience because successes, as well as chal-
lenges, would be consistently a part of the dialogue. Accord-
ing to the author, presenting tangible evidence assists in get-
ting past the veil of politeness that blankets many of these 
interactions and toward real solutions, as well.  

The Essential Conversation also has unrealistic 
pressures and expectations as a theme. Lawrence-Lightfoot 
states that:

as citizens we have great expectations for the role our 
schools play in developing and educating our children 
and in creating a better, healthier society, a wish list 
that has grown longer and more ambitious over the 
decades, and one that has become both overwhelm-
ing, and I believe, unattainable (p. 143).  

Such expectations and pressures are also found in 
teacher interactions with parents and in both parent and 
teacher interactions with students, according to the author.

Another pervasive theme discussed in Lawrence-
Lightfoot’s work is the lack of teacher training in the area of 
communication with parents. She believes the dearth of for-
mal training in this area contributes to the perpetuation of 
teachers incorporating their own rituals and beliefs based on 
childhood experiences and a system of trial and error into 
communication with parents. The author states that 
“although teachers do not express the same terror that par-
ents do, most will admit that they worry a lot about confer-
ences, that this is an arena of their work where they often 
feel the most unprepared and exposed” (p. 78). She goes on 
then to stress the need for more works like hers to help 
teachers and parents navigate successfully to unify their ef-
forts in helping the student.

Reactions and Reflections
I found The Essential Conversation to be a thought-

provoking and valuable book in terms of my own profes-
sional growth. Although I consider me, myself, to be a per-
son who is sensitive to culture and who is an effective com-
municator, the book highlighted many situations that were 
foreign to me. The variety of cases discussed was an excep-

tional asset to a text devoted to this subject. Perhaps, most 
moving to me was the author’s own story provided in the 
introduction.  

While reading Lawrence-Lightfoot’s work, I 
thought actively about my own experiences as a child in 
school and how they have shaped my thoughts and actions as 
an adult. It is also a book that brings about many emotions in 
the reader, such as empathy, sadness, and optimism. In addi-

tion, it seemed natural to process through what my ap-
proaches to certain situations in the book would look 

like.    
Interestingly, my practicum work 

since reading The Essential Conversation 
has changed. When I work directly with 
parents, I am thinking about the ways in 
which our backgrounds are influencing 
and guiding our interactions. It is now a 
conscious effort on my part to increase 
the effective communication between 

parents and me. Different cases from the 
text come to mind as I step into a meeting or as I 

begin a phone call with a parent. This automatic re-
sponse has not yet developed in my relationships with 

teachers; however, it is something that will continue to be a 
priority for me as I develop my practice.  

Although The Essential Conversation could be con-
sidered a fast and easy read, it was disjointed in some re-
spects. The vast cast of teachers could be confusing at times 
and some of the chapters seemed to lack a clear direction or 
appeared repetitive. In addition, the presence of opinion is 
undeniable. The author’s biases cannot be removed from the 
book and, therefore, it lacks some objectivity a more scien-
tific and scholarly work would have; however, the books 
merit as an initial step in the improvement of communication 
between parents and teachers is authentic.  
Relevance to School Psychologist Preparation Programs

Similar to teacher education programs, school psy-
chology preparation programs often lack formalized and 
ongoing training in communication with parents and teach-
ers; however, skill development in this area is critical for a 
successful career in school psychology. School psychologists 
often find themselves in the role of the consultant, with the 
consultee being a parent or teacher. Therefore, they have 
regular conversations with parents and teachers that require 
effective communication skills and abilities in order to prob-
lem solve. After reading the Lawrence-Lightfoot text, it is 
evident such communication should not be limited by child-
hood experiences or by disregarding societal influences. In-
stead, effective communication needs to integrate data and 
reality, it must refrain from creating or perpetuating unrealis-
tic expectations, and it should emerge through thoughtful and 
critical examinations of the literature, through practice ex-
periences and formal training, rather than solely through trial 
and error.  
       In a preparation program, candidates do not have the 
levels of experience working with teachers and parents they 
will obtain later in their careers. Reading The Essential Con-
versation provides glimpses into a large sample of diverse 
teacher experiences and approaches toward communication 
between educational professionals working in schools and 
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families. While the book does not diminish or negate the 
effects the lack of experience on the part of trainees can have 
in the communication process, it certainly enhances and 
broadens the reader’s understanding of a crucial subject.

How Lawrence-Lightfoot’s Ideas Relate to My Own 
Training Experiences

As I am currently taking a course on consultation 
and collaboration in the schools, The Essential Conversation
is an excellent text to enhance such a course. It is an eye-
opening book that brings to the forefront many of the hin-
drances in communication that lurk on a sub-conscious level. 
Following some of the examples of the work done by excel-
lent teachers in the text will improve the results a consultant 
experiences. In addition, the author also provides a list of 
resources for further reading in the section of Lawrence-
Lightfoot’s book titled Contributions to the Conversation.

In collaborative consultation, the child is at the fo-
cus of the process. This focus is also true throughout the text 
of The Essential Conversation. The author encourages chil-
dren to be present during parent-teacher conferences. As 
indicated in the book, the children are the natural bridge be-
tween home and school. They are also the link in collabora-
tive consultation. In conferences, as well as in a consultation 
relationship, parents can be viewed as the experts on their 
own child. The realization all parties involved are working 
for the betterment of the child helps to remove feelings ani-
mosity and instead promote feelings of cooperation.

Similar to discoveries I have made through my con-
sultation course, the author emphasizes the concept of cul-
ture being a broad, individualized, and dynamic entity. It has 
a weighty impact on an individual’s experiences and percep-
tions. The idea of “ghosts in the classroom” can be expanded 
on to not only include childhood narratives, but ancestral 
ones, as well. The shaping effects of a parent’s childhood 
also resonate with the legacy of culture as discussed in class.   

Future generations are not immune from the experi-
ences of those in the past. In fact, some students today ex-
perience benefits due to the oppression of others in genera-
tions past. In the book Inequality, Christopher Jencks and his 
colleagues (1972) highlight the ways in which schools act as 
hypocritical proponents of equality. In two extremely power-
ful sentences, Lawrence-Lightfoot states:

Jencks reports that there is no evidence that school-
ing supports group mobility, that education serves as 
a vehicle for raising up a whole category of people 
and causing a major alteration in the social arrange-
ments of society. The American rhetoric speaks of a 

benevolent government providing opportunity for 
all, but in reality schools serve to reify existing 
status hierarchies (p. 113.).

Related Implications and Conclusions of Text
The future of school psychology is moving away 

from a role that emphasizes traditional testing and more to-
ward one based heavily on consultation. As a future school 
psychologist, I will encounter opportunities to talk to stu-
dents, parents, and teachers throughout the day. The impor-
tance of effective communication is clear. Readers of this 
text can become advocates for the techniques Lawrence-
Lightfoot discusses.  

The Essential Conversation reaches far beyond a 
parent-teacher conference. The cases in the book illuminate a 
variety of situations that improve the ways adults reach 
across the boundary between home and school. Teachers and 
parents can make several small adaptations in order to in-
crease a child’s success at school. A focus on the positive 
approaches that are productive can result in some relatively-
quick changes. 

However, many issues are deeply ingrained and 
require systems changes that take a great deal of effort and 
time. Even though it can appear to be difficult work, it is 
essential for the future of our society. This necessity be-
comes poignantly clear when the author writes, “I am struck 
by the ways in which these childhood narratives tend to fo-
cus on trauma rather than triumph, defeat rather than suc-
cess” (p. 21). The generational cycle that leaves adults 
scarred by their childhood experiences from their days in 
school can be broken. It begins with effective communica-
tion.
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WSPA Children’s Service Committee Grant Supports Cocoa and Cram Night 
at Central High School in LaCrosse

Link Crew is a leadership training 
program that is based on a simple concept: 
linking freshmen with successful upperclass-
men called Link Leaders.  While creating a 
sense of comfort for the incoming students, the 
Link Crew concept also addresses the attitudes 
of the upperclassmen toward the freshmen, and 
respect for freshmen becomes the norm. By 
implementing the Link Crew program, we hope 
to increase academic success through support 
of peers and to develop leadership skills in 
students at Central High School.

One way in which we hope to meet 
our objectives was by offering a “Cocoa and 
Cram” Night.  The “Cocoa and Cram” night is 
an opportunity for freshmen and Link Crew Leaders to study 
together prior to final exams.  Link Crew Leaders would be 
expected to assist freshmen by teaching them studying tips, 
answering questions and role-modeling good studying be-
haviors.  Food and hot cocoa would be provided to the stu-
dents who participate.  The first night was January 15 from 
6:00 to 9:00 P.M. The second night will be June 2nd.  Partici-
pation was at 150 freshman, plus 30 Link Crew Leaders.

Anticipated outcome and benefit to children
The anticipated outcome for “Cocoa 

and Cram” nights will be to improve student 
achievement and study skills.  It will also pro-
vide a sense of community, thereby improving 
school climate.  Lastly, it provides an opportu-
nity for upperclassmen and underclassmen to 
interact in a mentorship setting.

Central High School would like to 
give a BIG THANK YOU to WSPA for pro-
viding the funding through the Children’s 
Fund Grant to make the Cocoa and Cram pos-
sible.

Submitted by Don Juve-School Psychologist

School District of La Crosse
Work Address:
1801 Losey Blvd So.
La Crosse, WI 54601
608-789-7900 ext. 4017
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School Psychologist Consultation Effectiveness as Perceived by Teachers of Students 
with Learning Disabilities in Wisconsin

Danielle Hamsund, Laura Scott, Laura Tennessen, & Scott Woitaszewski
University of Wisconsin – River Falls

Traditionally, school psychologists 
have spent the majority of their time conducting 
assessments in schools. (Wilczynski, Madal, 
Fusilier, 2000). Due to societal and educational 
changes, however, the role of consultation is 
becoming more important as expectations are 
rising. Indeed, the Response to Intervention 
(RtI) model for evaluating struggling students 
(see National Joint Committee on Learning Dis-
abilities, June, 2005) will require school psy-
chologists to utilize well-developed consultation 
and collaboration skills now more than ever. The 
school psychologist’s ability to consult and collaborate effec-
tively during intervention design, implementation, evalua-
tion, and follow-up will be critical to the success of any RtI 
system in the schools. The purpose of this study was to better 
understand teachers’ perspective of school psychologists’ 
consultation skills, while measuring effectiveness factors that 
have been reported in related consultation research. This 
study was unique in that the responding participants were 
teachers of students with learning disabilities. 
What consultant skills and characteristics have been found 

to be important in the literature?
In 1991, Knoff, McKenna, and Riser inquired about 

specific process factors that contribute to consultation effec-
tiveness. Characteristics rated the highest included: practices 
in an ethical manner, maintains confidentiality, skillful, 
shows respect for the consultee, knowledgeable, and ap-
proachable. Traits found to be rated extremely low included 
authoritarian, aggressive, colorful, funny, deferent, and self-
disclosing. In a separate study, Erchul, Hughes, Meyers, 
Hickman, and Braden (1992) measured the relationships 
between processes and outcomes in consultation. In this 
case, school psychologists conducted a consultation with a 
consultee, followed by both completing a Consultant Final 
Perceptions Form (CTFPF). Results indicated that when con-
sultants and consultees believed they made a good team, the 
consultee rated the consultant as effective. More recently, 
MacLeod, Jones, Somers, & Havey (2001) investigated the 
relationship of consultant factors and the effectiveness of 
school-based behavioral consultation. In this study, 80 public 
school teachers were asked to evaluate a recent consultation 
case they had experienced with their school psychologist. 
Results suggested that consultant interpersonal, problem 
solving, and ethical skills were of high importance. Two 
thirds of the teachers stated that the target student showed 
better functioning and that the goals of the consultation were 
achieved. 

Regarding the impact of demographic factors, Cur-
tis, Hunley, Sawyer, Grier, and Chesno (2002) examined the 
association between level of training, years of experience, 
gender, school district setting, student-to-school-
psychologist ratio and consultation effectiveness. The results 
suggested that school psychologists with the most training 

and experience reported spending the most time 
in consultation. An additional finding indicated 
that there were significantly more students 
served through consultation in urban and subur-
ban settings than in rural settings.  

Research Questions
In the current study consultation was 

defined as “The school psychologist’s attempts 
to pass on expertise or collaborate with teachers 
in the development of academic or emotional/
behavioral help for students.” The following 
specific research questions were addressed:

a) What broad school psychologist characteristics 
(interpersonal skills, perspective taking, problem solving 
skills) are most related to school psychologist consulta-
tion effectiveness, as perceived by teachers of students 
with learning disabilities?  
b) Within these broad factors, what specific school 
psychologist skills and characteristics were most sig-
nificantly related to consultation effectiveness?
c) Do school psychologist and teacher demographic 

characteristics influence teacher perceptions of 
school psychologist consultation effectiveness?

Participants
A sample of 97 licensed Wisconsin teachers of stu-

dents with learning disabilities was surveyed and asked to 
consider a recent consultation case with a school psycholo-
gist. Forty-five percent of the teachers were employed in a 
rural setting, 33% urban, 19% suburban, and 3% did not re-
spond. Gender representation of the school psychologists 
being considered was 53% female and 46% male. The 
teacher participants were primarily female (90.7%). School 
psychologist years of experience was estimated by the 
teacher and ranged from one to over 25 years. Within this 
range, 10.3% had zero to four years of experience, 34% had 
five to 14 years, 34% had fifteen to twenty-four years, and 
21.6% had twenty-five years or more experience. One hun-
dred percent of the school psychologists being considered 
were White/Caucasian. Of the teachers, 96.9% were White/
Caucasian, 1% were African American, 1% Asian American, 
and 1% Native American.  

Questionnaire
The questionnaire 

included 28 items related to 
the primary variables of in-
terest: interpersonal skills, 
perspective taking skills, 
problem solving skills, and 
perceived effectiveness. The 
items were adapted from the 
Consultant Effectiveness 
Scale (CES) created by 
Knoff, McKenna, and Riser 
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(1991), and were phrased to allow the teacher participants to 
indicate their perceptions of the school psychologist’s skill in 
each area. Strong levels of internal consistency were found 
in each variable (alphas for problem solving skills, interper-
sonal skills, perspective taking skills, and perceived effec-
tiveness were .90, .86, .85, and .91 respectively). 

Procedure 
The questionnaire was sent to a computerized ran-

dom sample of 300 licensed Wisconsin teachers of students 
with learning disabilities. A total of 102 questionnaires were 
returned yielding a response rate of 34%. Five teachers re-
ported that their school psychologist did not engage in con-
sultation. These five questionnaires were excluded from the 
analysis, resulting in the final N of 97. 

Results 
Research Question A: A stepwise multiple linear 

regression was performed to determine how interpersonal 
skills, perspective taking skills, and problem solving skills
were related to consultation effectiveness. Analysis of the 
results revealed that only the problem solving skills and in-
terpersonal skills broad factors contributed significantly to 
perceived effectiveness. A linear composite of these two 
variables correlated significantly with perceived effectiveness 
(R = .893, p < .001), explaining about 80% of the variance in 
teacher perception of school psychologist effectiveness 
(R2= .798, p < .001). When the influence of each of the other 
predictor variables in the equation was taken out, problem-
solving skills explained about 31% of perceived effectiveness
(B = .560, p < .001), while interpersonal skills explained 
about 14% (B = .374, p < .001). The perspective taking vari-
able was excluded in this regression analysis. 

Research Question B: Bivariate correlations re-
vealed several statistically significant correlations between 
specific school psychologist characteristics and teacher per-
ceived effectiveness. Within the problem-solving variable, 
the two most strongly correlated items were “follows-up 
with teachers after interventions are in place” (r = .74, p
< .001), and “suggests intervention strategies that are evi-
dence-based or known to be effective” (r = .76, p < .001). 
The most strongly correlated items within the 
interpersonal skill variable were “is a visible 
member of the school community” (r = .65, p
< .001) and “collaborates well with teach-
ers” (r = .65, p < .001). Although statistically 
excluded from the regression analysis as a 
broad factor, the two most strongly corre-
lated specific perspective-taking variable 
items were “attempts to fully understand 
student or teacher problems from multiple 
perspectives” (r = .80, p < .01), and “is open 
to the opinion of other educators or team 
members” (r = .74, p < .01). 

A separate correlation revealed a small but signifi-
cant correlation between amount of psychologist-teacher 
interaction and overall perceived effectiveness (r = .27, p 
< .01). Non-significant correlations were observed between 
amount of interaction and school psychologist interpersonal 
skills (p > .05), and between amount of interaction and 
school psychologist perspective taking (p > .05). These find-
ings support the regression analysis conclusions about the 

importance of the psychologist’s problem solving skills. 
Consultation time increased significantly when the school 
psychologist’s problem solving skills were strong, while 
school psychologist interpersonal skills and perspective tak-
ing skills were not perceived to influence the amount of con-
sultation time.

Research Question C: Regarding the influence of 
demographic factors, bivariate correlations revealed that, a) 
school psychologist years of experience and, b) the number 
of years that the teacher and school psychologist knew each 
other did not correlate with the teachers’ perceptions of the 
school psychologists’ consultation effectiveness (r = - .064, 
p > .05; r = - .055, p > .05 respectively). Likewise, the 
school psychologists’ gender (t = 1.494, p > .05) and the 
teacher’s gender (t = - .012, p> .05) had no significant influ-
ence on teacher perception of consultation effectiveness. 
These findings suggest that experience and gender did not 
influence the amount of time teachers and school psycholo-
gists spent in consultation, reinforcing the conclusion that 
school psychologist problem solving skills and interpersonal 
skills were the keys to consultation effectiveness. 

Discussion
This study illustrated the strong contributions of 

school psychologist problem solving and interpersonal skills 
on their consultation effectiveness as perceived by the teach-
ers of students with learning disabilities in Wisconsin. 
Teachers appeared acutely aware of the importance of prob-
lem solving on effectiveness, and they spent more time con-
sulting with the school psychologist when the school psy-
chologist’s problem solving skills were strong. While teach-
ers recognized the importance of interpersonal skills on con-
sultation effectiveness, stronger school psychologist interper-
sonal skills did not lead to more consultation time with 
teachers. The school psychologist’s years of experience did 
not correlate with the amount of time the teacher reported 
consulting with that school psychologist. This result stands 
in contrast to the findings of Curtis et al. (2002), who found 
that the most experienced school psychologists reported con-
sulting more frequently. Given each of these findings, it ap-

pears that this particular sample of Wiscon-
sin teachers prioritized the need for their 
school psychologist to effectively “get 
things done” during consultation, while the 
school psychologist’s interpersonal skills 
and perspective taking skills were not em-
phasized to the same extent. This may re-
flect a business-like or “no-nonsense” ap-
proach on the part of the teachers, where 
perhaps time efficiency and outcome of the 
time spent are strongly prioritized.

Additional item analyses reflected 
specific school psychologist skills and char-

acteristics that are of significant value as perceived by teach-
ers. The highest rated items were related to school psycholo-
gist ability to commit to a comprehensive multiple-step ap-
proach. Ideally, the school psychologist starts with underly-
ing rapport by being “a visible member of the school com-
munity” then “attempts to fully understand student or teacher 
problems from multiple perspectives” and finally “follows-
up with teachers after interventions are in place.” Each of 13



these variables was found to be highly significant and may 
reflect teacher preference for time and role commitment on 
the part of the school psychologist consultant. While such 
actions have not always been commonly part of many school 
psychologists’ repertoire, the RtI paradigm will require a 
greater emphasis on well-developed collaborative problem-
solving skills. This study reflected the premium that teachers 
place on those skills and characteristics. The school psy-
chologists who dedicate their time and involvement, and who 
come equipped with excellent interpersonal skills, are more 
likely to be effective consultants as perceived by their 
teacher colleagues. One limitation of this study is the con-
centration of participants in one midwestern geographical 
region. Future studies could address a more diverse sample 
and could incorporate questionnaires that include additional 
predictor variables.
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Meeting the Needs of Diverse Students: Resources to Assist School-based Practitioners
 (Reprinted from The Nebraska School Psychologist, Volume 37, No. 2)

Kathryn E. Woods, M.A., Erin Rhoads, B.A., Christina 
Meints, B.A., Alex Sorman, B.S., Melanie C. McCoy, B.S., 
Elizabeth A. Kurtti, B.S., Stephanie L. Schmitz, Ed.S., 
Merilee McCurdy, Ph.D., University of Nebraska – Lincoln

This article was developed from a book review as-
signment in the Clinic-Based Practicum course at the Uni-
versity of Nebraska – Lincoln. This practicum is supervised 
by Dr. Merilee McCurdy, a Licensed Psychologist 
and an Assistant Professor in the School Psychol-
ogy program. 
Over the years, the composition of children and 
families in schools today has changed dramati-
cally along with the role of school psychologists. A 
growing number of children come from a variety of cul-
tural backgrounds and carry with them unique family struc-
tures and home environments. A child’s background will 
often influence their opportunities and experiences at school 
(Suarez-Orozco & Suarez-Orozco, 2001) and may influence 
their need for assistance from school professionals. School 
psychologists are often viewed as the leader of the school-
based team and are responsible for acting as a liaison be-
tween schools and families and coordinating services in both 
settings (Sheridan & D’Amato, 2003). The role of the school 
psychologist has gone far beyond that of typical assessment 
practices to include greater involvement in the everyday as-
pects of a child’s life (Carlson & Christenson, 2005). As a 
result, school psychologists must possess a great deal of 
knowledge and have a variety of materials at their disposal to 
assist in meeting the needs of individuals and conditions that 

may be present throughout their school. These tools will not 
only allow the child to be successful in their school environ-
ment, but also in their home life and in daily interactions 
with those around them for years to come.

Students from culturally diverse backgrounds may 
have a variety of needs that differ from those of traditional 
students. These children may have limited educational ex-
periences, lack basic concepts in different skill areas, and 

have difficulty reading and writing in their native language 
and the language in which they are being taught 

(Freeman & Freeman, 2002). Since these stu-
dents may lack an adequate academic back-

ground, it will likely be the case that these chil-
dren will perform poorly on academic tasks and on 

standardized measures (Freeman & Freeman, 2002). 
As such, typical assessment practices must be adapted to 

accurately understand the strengths and needs of these 
children and to provide for them in a traditional academic 
setting. 

The number of children diagnosed with learning 
disabilities has also increased in recent years. Currently, al-
most 2.9 million school-aged children in the United States 
are classified as having a specific learning disability 
(National Center for Learning Disabilities, 2006). This num-
ber translates to approximately 5% of all school-aged chil-
dren in public schools who require some form of special edu-
cation support (National Center for Learning Disabilities, 
2006). Children with reading disabilities represent one of the 
largest learning disability populations. Research has shown 
that if children fail to read by the fourth grade, they are likely 



to have a “future of diminished success” (Donahue, Finne-
gan, Lutkus, Allen, & Campbell, 2001). These children are 
at-risk for a variety of negative life outcomes such as school 
dropout (Juel, 1988), aggressive behavior, and poor self-
concept (Good, Simmons, & Smith, 1998). 

Although a majority of children who attend public 
school exhibit appropriate behavior and respond to tradi-
tional school- or class-wide interventions, approximately 
15% of students require an additional target intervention to 
address problem behaviors (Crone, Horner, & 
Hawken, 2004). Behaviors such as fighting, teas-
ing, talking out of turn, noncompliance, inat-
tention, lack of motivation, and others often 
cause these students to bring about negative 
feelings and behaviors in themselves and 
others. These children are also at an in-
creased risk for poor outcomes such as aca-
demic failure and social rejection. To in-
crease the number of appropriate behaviors 
exhibited by these students, along with their 
ability to learn academic content and socialize 
appropriately, specific and accessible behavior 
management strategies are needed. These 
strategies, along with information and skills 
that may be used by a variety of individuals in 
a range of settings, will allow adults to success-
fully intervene to improve these behaviors and 
enhance the student’s ability to learn and suc-
ceed in multiple environments. 

School psychologists are not only intervening to 
improve academic and/or behavioral concerns, but mental 
health conditions as well. Each year about 6% to12% of chil-
dren in the United States alone receive some form of mental 
health service, at an estimated cost of 12 billion dollars or 
more (Achenbach, Dumenci, & Rescorla, 2003; Ringel & 
Sturm, 2001). About 50% of all mental disorders in adults 
have an onset prior to age 14 (Kessler, Bergland, Demler, 
Jin, & Walters, 2005) and these disorders are associated with 
enormous distress and impairment, including substance 
abuse, school failure, criminal activity, lack of vocational 
success, work problems, and suicide (Mash & Barkley, 
2003). These numbers are so drastic that the World Health 
Organization (WHO) estimates that by 2020, neuropsychiat-
ric disorders in children will increase internationally by 50% 
compared to other health-related problems, making them one 
of the top five causes of childhood illness, disability, and 
death (U.S. Public Health Service, 2001). As a result, school 
professionals must be viewed as an extension of the child’s 
medical team and should therefore possess information and 
resources to assist in treatment planning. Information from 
the child’s school environment will provide physicians and 
parents with essential information and guidance that will 
enhance an accurate and informed treatment approach. 

The purpose of this article is to review a variety of 
resources that aim to assist school psychologists in meeting 
the academic, social, behavioral, and medical needs of chil-
dren in schools today. These books focus on providing the 
reader with practices and strategies that may be implemented 
in the school environment, and often home setting, on a con-
sistent and regular basis. Intervention strategies are de-

scribed in a step-by-step format so that practitioners may 
review this material, share with parents and teachers, and 
then implement in the child’s primary environments. Recom-
mendations and purchasing information are also provided so 
that the books may be accessed and referred to for more in-
formation. 
Academic assessment has always been a critical service pro-
vided by schools. As the composition of schools and children 
continue to change, it will be important for school psycholo-

gists in particular, to implement assessment prac-
tices that are comprehensive, linked to class-
room instruction, and sensitive to issues of di-
versity. The book entitled Assessing Culturally 
and Linguistically Diverse Students: A Practical 
Guide (list price: $32.00 and publisher: Guil-

ford Press) written by Robert L. Rhodes, Sal-
vador Hector Ochoa, and Samuel O. Ortiz 
covers key issues and concerns related to 
assessing culturally and linguistically di-
verse students. At approximately 214 pages, 

this book serves as an excellent resource for 
practitioners and special educators working in 
today’s schools. The materials in this book are 
based on established research and theory and 

are focused on practical problem-solving ap-
proaches to assessing culturally and linguisti-

cally diverse students. Included are a number of 
reproducible checklists and worksheets for practitio-

ners to use in everyday practice. 
Issues that are critical to assessment are discussed 

along with step-by-step procedures and recommendations for 
assessing language proficiency, cognitive functioning, and 
academic achievement. It is crucial for the practitioner to 
know the factors that can influence test performance because 
if they are not aware of these factors, the possibility of mis-
diagnosis is greatly increased. However, despite these ef-
forts, the authors note that a disproportionate number of eth-
nically and linguistically diverse students are placed in spe-
cial education. The authors provide detailed information on 
appropriate diagnostic techniques and recommendations to 
avoid misdiagnosis. 

Following the steps and strategies laid out in this 
book will help a practitioner effectively conduct interviews 
and select the most appropriate measures when assessing 
language proficiency, cognitive functioning, and/or academic 
achievement. Specific guidelines for assessing culturally and 
linguistically diverse students are provided, such as: (a) ap-
proach the situation with an open mind, (b) be culturally 
aware, and (c) research the student’s background to be fully 
prepared. This book is highly recommended for any profes-
sional working with children of diverse backgrounds. It is an 
excellent resource that is written clearly and includes several 
tables and charts that can help practitioners determine the 
appropriate steps and procedures when assessing culturally 
and linguistically diverse students. It provides researched-
based procedures and strategies to help guide the practitioner 
around obstacles and helps them to conduct equitable assess-
ments to provide more accurate results. 

Improving Reading: Strategies and Resources by 
Jerry L. Johns and Susan Davis Lenski (list price: $44.95 and 15



publisher: Kendall/Hunt Publishing Company) is a practical 
resource for educators searching for interventions in the area 
of reading. At approximately 600 pages, the authors provide 
teachers and other educators with strategies, ideas, and re-
sources to help students improve their reading skills. This 
book contains lessons grounded in the five core areas of 
reading as identified by the National Reading Panel: phone-
mic awareness, phonics, fluency, vocabulary, and compre-
hension. Strategies are provided to address concerns such as 
motivating and engaging students in reading, mastering a 
variety of word-identification strategies, strengthening oral 
reading, expanding comprehension, and working with fami-
lies. In addition, these strategies are relevant for students in 
grades Pre-K through high school. This book can also be 
used as a supplemental resource to Jerry Johns’ Basic Read-
ing Inventory (BRI), as Johns links many of the strategies in 
Improving Reading: Strategies and Resources to deficits in 
one or more of the six cluster areas described in the BRI.

Improving Reading: Strategies and Resources has 
eight chapters, which the authors indicate correlate with the 
main components of a comprehensive reading curriculum. 
Each chapter is divided into 5 to 13 sections that provide 
teaching strategies, activities, and resources to help students 
overcome a specific reading problem. A Quick Reference 
Guide located in the front cover of the book may be used to 
identify the problem and find the recommended strategy to 
address the problem. The chapters begin with an overview of 
the identified reading component, and the reader is provided 
with at least one reference to empirical research supporting 
the inclusion of that component in the book. Each chapter 
also includes a page that lists additional resources on the 
internet, so educators can search for more information and/or 
strategies within that particular area. In addition, each chap-
ter ends with a section of resources and reproducibles that 
educators can utilize when implementing specific strategies.

Overall, Improving Reading: Strategies and Re-
sources is recommended for all educators who are looking 
for intervention information in the area of reading. The for-
mat of this book is user-friendly, and can assist educators in 
progressing from problem identification to finding an effec-
tive reading intervention for targeted students. Unlike other 
intervention resources that offer a cookbook of ideas, this 
book directs the reader to specific interventions based on 
student skill deficits. Therefore, it helps the reader use their 
problem solving skills to determine an effective solution. 
Further, the strategies included are presented in a step-by-
step order to assist with the ease of implementation. 
The resources and reproducibles included in each 
chapter, and at the end of the book, give educa-
tors further ideas and options to use when 
working with a particular reading component. 
Finally, this text also includes a CD-ROM, 
which includes the reproducible student pages 
and teacher and family resources for those 
educators who find computer resources more 
convenient than reading through a text. The CD-
ROM also includes additional resources and 
book listings that are shorter in length, and have 
been used to structure the lessons described in this 
book. 

The Reading Coach: A How-To Manual for Success
is a 178-page book written by Jan Hasbrouck and Carolyn 
Denton (list price: $39.95 and publisher: Sopris West). The 
Reading Coach is directed towards professionals who teach 
children of all ages with reading difficulties. Many different 
aspects of reading instruction are covered including consulta-
tion, assessment, and evaluation of the different aspects of 
these services. The manual is based on current research and 
theories and includes additional information that guides users 
to more in depth explanations.

This book has eight chapters containing strategies 
and information on becoming an effective reading coach. 
The first two chapters provide information on the foundation 
of reading along with a description of empirically-based 
practices that are commonly used in reading instruction. The 
authors differentiate between reading difficulties and reading 
disabilities and state that the theory of learning to read is not 
through exclusively utilizing phonics, or a whole language 
approach, but rather a combination of the two different theo-
ries. Different types of instruction (e.g., explicit, targeted, 
and intensive) are reviewed along with an overview of how 
to accomplish the goals of each type of instruction. Research 
support is provided throughout the book to support the 
claims described and to synthesize the research findings de-
scribed in the manual. 

The authors discuss how to develop, support, and 
evaluate reading interventions used to improve a variety of 
reading difficulties. Prior to implementing a reading pro-
gram, the authors encourage the reading coach to conduct 
classroom observations in addition to collecting information 
from a variety of sources such as the teacher, parent and stu-
dent. The authors also recommend conducting assessments 
on the different components of reading instruction to develop 
the most effective reading plan for a particular student. Once 
a reading program is developed, information is provided with 
regard to setting goals, problem solving concerns that may 
arise, and evaluating the outcomes of various reading inter-
ventions. The authors also discuss procedures for evaluating 
the coach’s effectiveness and improving time spent in read-
ing sessions. Additional chapters provide techniques for de-
veloping workshops, study groups, in-class modeling, and 
creating sustained methods for school-wide commitment of 
participating in various interventions. 

This book is not recommended for individuals who 
do not have much experience consulting with teachers and 

designing interventions. This manual is recom-
mended for individuals who want to review a 

range of information concerning different as-
pects of developing reading interventions. 
Additional information on how to observe 
students, meet with teachers, describe strate-
gies, progress monitor interventions, and 
evaluate the effectiveness of reading strate-
gies is also described. This manual does not 
include information on how to form specific 

components of reading interventions but does 
provide extensive information on where to ob-

tain useful, effective interventions, organized by 
type of skill (e.g., fluency, spelling and phonics). This 

book will help school psychologists find resources and ideas 16



for intervention plans and will serve as a review of best prac-
tices in reading consultation. 

When working in schools, school psychologists 
often need resources describing information for a variety of 
areas of concern. The book entitled Effective School Inter-
ventions: Strategies for Enhancing Academic Achievement 
and Social Competence (list price: $30.00 and publisher: 
Guilford Press) is written by Natalie Rathvon. At approxi-
mately 330 pages, this book is written to aid school practitio-
ners, such as school psychologists, special education teach-
ers, intervention assistance teams, and school social workers, 
in designing and implementing effective interventions. The 
interventions listed in this book are intended to meet the 
needs of school-aged children and may be im-
plemented on an individual and class-wide 
level. 

This book is outlined as follows: intro-
duction, guidelines for implementing interven-
tions successfully, academic interventions, be-
havioral interventions, and social competence 
interventions. Each of the interventions follows 
the same format: overview, purpose, materials 
needed, observation methods, procedure, 
evaluation of progress, variations of the same 
intervention, and notes, which include trouble 
shooting and reactions/recommendations of 
change agents who have used the intervention. 
The interventions in this book are based on empirically sup-
ported methods and focus on behaviors that can be opera-
tionally defined, are observable, and can be measured for 
progress over time. The interventions described also empha-
size an ecological view of behavior by emphasizing the role 
that a child’s environment has in contributing to and main-
taining the problem behavior of the child. This book has a 
focus on proactive interventions, which are intended to cre-
ate positive learning environments and preemptively address 
possible problems in learning and behavior. 

Practitioners and school personnel will find that this 
book is clearly outlined and well organized. Interventions are 
presented in such a manner that everything from observa-
tional methods to program evaluation is described. These 
interventions are practical in that they require minimal mate-
rials, can be applied to classroom settings, and are easy to 
implement. The author makes it simple to find interventions 
for specific problems by grouping related intervention areas. 
It is advantageous that these interventions are ecologically 
based in that they address not only the individual child but 
also the child’s environment, which is a critical factor in 
behavior. This book, however, should not be used in isola-
tion. Clinical judgment by practitioners planning to use these 
interventions is needed along with individual evaluation of 
student needs on an ongoing basis to determine if interven-
tions should be altered to accommodate student progress. 

The book entitled Responding to Problem Behavior 
in Schools: The Behavior Education Program (list price: 
$28.00 and publisher: Guilford Press), written by Deanne 
Crone, Robert Horner, and Leanne Hawken, provides educa-
tors with information on a behavior intervention program. At 
approximately 120 pages, it is written to help educators es-
tablish an intermediate intervention program to target the 

15% of students at risk for developing serious problem be-
haviors. The authors present information regarding the com-
ponents of the Behavior Education Program (BEP) and the 
necessary personnel for proper implementation. In addition, 
information is provided on the population of students for 
which this intervention can be used, how to identify such 
students, and how school staff can set up a BEP system. Fur-
thermore, a chapter of the book focuses on modifications to 
the standard Behavior Education Program that can be used 
for students whose behavior does not change following the 
initial implementation of the BEP. 

The BEP incorporates many principles of positive 
behavior support and can be implemented with all students at 

risk for developing serious problem behaviors. 
The main component of the BEP is the Daily 
Progress Report (DPR), which students carry 
with them to all classes and teachers complete 
based on daily performance. The program dif-
fers slightly for students in elementary and mid-
dle school, with the main difference found in 
the DPR. To establish a BEP program, a coordi-
nator must be designated and a team of person-
nel must be established. The coordinator is re-
sponsible for overseeing the program and orga-
nizing the details of the DPR on a daily basis. 
Team members assist in determining students 
that will participate in the program, gathering 

information on the students, and arranging and participating 
in meetings with the student and their families. 

The students often targeted for the BEP frequently 
talk out, come to school unprepared, talk back to teachers, or 
cause minor disruptions in the classroom. Students who par-
ticipate in the program must check in each day with the BEP 
coordinator to obtain their DPR. They are to carry this form 
with them to each class and have the teacher rate student 
performance on several predetermined behavioral goals. At 
the end of each school day, the students return to the BEP 
coordinator to check out and turn in the DPR. When a stu-
dent consistently reaches his or her goals, receiving at least 
80% of the possible points on the DPR, for at least 4 weeks, 
the BEP team can consider that student for dismissal from 
the program. Dismissal from the program is then accom-
plished through a gradual fading procedure. 

Since the use of school-wide interventions, like the 
BEP, is a relatively new practice in schools, there is not an 
extensive literature base providing support for their effec-
tiveness. However, the authors cite research that has pro-
vided some initial evidence of the effectiveness of the BEP 
by showing that the use of the program resulted in a decrease 
in office referrals for many students. This program does not 
require much time from teachers, but is more time intensive 
for the coordinator and those members of the BEP team. The 
authors provide many relevant examples to increase under-
standing of the BEP along with sample Daily Progress Re-
ports and the BEP Check-In and Check-Out Record. An ad-
ditional section that would have helped increase understand-
ing when implementing the program would be information 
regarding the selection of appropriate, operationalized stu-
dent goals to include in conjunction with the DPR. Overall, 
Responding to Problem Behavior in Schools: The Behavior 17



Education Program is a well organized book that provides 
practitioners with useful information regarding the imple-
mentation of the BEP in the schools and the forms required 
in the program. For this reason, it is recommended that prac-
titioners interested in implementing a school-wide program 
for reducing problem behaviors review the content of this 
book. 

Many practitioners also encounter families with 
children who have been labeled by society as, “deviant, 
“aggressive,” or “difficult.” Defiant children: A Clinician’s 
Manual for Assessment and Parent Training, Second Edition
(list price: $35.00 and publisher: Guilford Press), written by 
Russell A. Barkley, provides a session by session parent 
training program for clinicians working with defiant children 
and their families. This manual is intended for professionals 
with adequate training in child development, social learning, 
behavior modification, and child psychopathology. The pur-
pose of the clinician’s manual is to provide detailed instruc-
tion for conducting parent training sessions and includes 
materials to supplement these sessions, including parent 
handouts, intervention forms, and behavior rating scales. 
Techniques used in this manual are based on clinical experi-
ence of the author, as well as on parent training methods 
developed by Constance Hanf, PhD, of the University of 
Oregon Health Sciences Center.

The techniques used in this manual are intended for 
use with children ages two through twelve years who have a 
language or cognitive level of at least two years of age. The 
program is proven effective for children with externalizing, 
acting out disorders or for children identified in the areas of 
oppositional defiant disorder (ODD), conduct disorder (CD), 
pervasive developmental disorder (PDD), and attention-
deficit hyperactivity disorder (ADHD). This program is not 
intended to be used with children over the age of twelve or 
with serious aggressive or physical behaviors. The methods 
described in Defiant Children are appropriate to use with 
clients of varying family situations, including single and two 
parent households, low-income families, and families with 
abuse. The program can be used alone or in conjunction with 
other forms of therapy including marital counseling and fam-
ily therapy. Treatment will typically progress over a 
series of ten sessions. The fundamental concepts of 
the program include teaching parents to: (a) make 
consequences immediate, specific and consistent, (b) 
develop motivational programs prior to punish-
ment, (c) prepare for misbehavior, and (d) realize 
that their actions affect their children’s behavior. 
In each session, the clinician is responsible for mod-
eling appropriate parenting behaviors and providing 
feedback to parents as they practice these behaviors with 
their children in the clinic. Session topics include why chil-
dren misbehave, positive methods of interaction with chil-
dren, increasing compliance, providing praise, and using 
time out appropriately. Treatment efficacy is related to the 
number of session the clients attend and the severity of the 
child’s behaviors. The goal of these parent-training sessions 
is to bring the child’s behavior and compliance to a level 
which would be considered normal for their age. 

Overall, this manual provides an easy to follow, 
session by session format for clinicians working with defi-

ant children and their families. It contains all of the neces-
sary materials for conducting assessments and sessions, and 
provides useful handouts relevant to topics discussed in ses-
sion. The feasibility of a program containing only ten ses-
sions will increase the likelihood of parent involvement and 
completion. Defiant Children is supported by years of clini-
cal practice and empirical research. This manual can be rec-
ommended for those working with parents of defiant chil-
dren. In addition, the workshop information can be general-
ized and conducted in a school setting. 

Finally, it is important for school-based profession-
als to understand the medications that are used to treat over 
6% of school-age children today (Achenbach et al., 2003; 
Ringel & Sturm, 2001). The book entitled, Mental Health 
Medications for Children (list price: $28.00 and publisher: 
Guilford Press) by Ronald T. Brown, Laura Arnstein Car-
penter, and Emily Simerly is a comprehensive and practical 
guide for those seeking information on medications for psy-
chological disorders for school-age children. At approxi-
mately 130 pages, this book provides information that will 
help professionals and caregivers understand medications in 
terms of how they work, when they are prescribed, how to 
consider risks and benefits, and how to monitor the effects 
and side effects. The book includes case examples, descrip-
tive figures, and tables that summarize important informa-
tion. In addition, many reproducible data collection forms 
are included that can assist school personnel and parents in 
becoming informed members of the school-based treatment 
team. 

Specifically, this book discusses childhood con-
cerns and disorders such as attention problems, disruptive 
behavior disorders, anxiety disorders, mood disorders, tic 
disorders, developmental disabilities, psychotic disorders, 
and eating and elimination disorders commonly found 
among children in schools today. Medications for these dis-
orders are described in detail along with additional topics 

such as: (a) medication use, (b) basic terms and concepts 
in pharmacology, (c) classifications of major psychotro-
pic agents, (d) ways medications affect how children 
think, feel, and behave, (e) medications that are most 

frequently used in the management of common 
childhood psychiatric disorders, (f) ways to com-
municate effectively with physicians and parents, 
and (g) how to be familiar with ethical and legal 

issues surrounding the use of medications with 
school-age children. Common myths and facts about 
children and medication are dispelled along with the 
benefits of psychotropic medications, ways to en-

hance treatment acceptability among difficult popula-
tions, ways to promote positive self-image in children 

who take medications, and how school personnel can con-
tribute to treatment planning. School personnel are encour-
aged to engage in collaborative decision-making efforts with 
health care providers and parents in order to gather as much 
information as possible to improve the needs of the child. 
School personnel and parents are provided with tools to com-
municate with physicians and provide pertinent details re-
garding the effectiveness of medical and behavior manage-
ment strategies and any classroom accommodations and 
other forms of treatment that are necessary to improve the 18



child’s functioning. 
Overall, this book is a key resource for any profes-

sional working with school-age children who receive medi-
cation for learning, mood, and behavior problems. Informa-
tion is well organized, easy to read, and can easily be shared 
with outside parties or agencies. In addition, this resource 
provides appendix items which may quickly be adapted to fit 
different disorders and age groups. A disadvantage of this 
book is that in a short amount of time, much of the informa-
tion provided will be out of date due to rapid advances in the 
field of pharmacology. Despite this new information, the 
current version does provide sound recommendations and 
essential materials for school professionals to use in under-
standing mental health medications, which can assist in treat-
ment planning for individuals with psychological disorders 
for many years to come. 

Schools today are responsible for creating an envi-
ronment to meet the needs of many diverse individuals. 
Therefore, school professionals must have strategies and 
practices in place to meet the needs of children and families 
from various socioeconomic, cultural, linguistic, and ethnic 
backgrounds. With this variety in the student population, 
comes a diverse range of learning, behavioral, socioemo-
tional, and mental health needs that many children face on a 
daily basis. As school professionals, it is our job to work 
with these children and their families to ameliorate their 
needs and enable them to have a healthy and successful fu-
ture. Intervening to improve a child’s future requires the 
ability to draw from a variety of effective, empirically based 
materials shown to improve student needs in a variety of 
environments with procedures that are appropriate and adapt-
able over time. 

As research practices continue to evolve and focus 
on meeting the needs of children in their school environ-
ment, school psychologists will need to stay up to date with 
user-friendly materials and resources that can be dissemi-
nated to teachers and parents. The resources provided here 
have been recommended to do just that. Though these books 
offer only a small sampling of the myriad of resources that 
are now available for school practitioners, we hope that pro-
fessionals will review such resources and continue to think 
about the most effective ways to meet the needs of the chil-
dren and families in their schools today. 
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The C.I.A. comes to Green Bay!
By:  Christy Rentmeester, School Psychologist

Did you know that the C.I.A. has come to Green 
Bay, Wisconsin?  Although you may be hoping they’ve 
come to investigate the recent disappearance of Brett Favre 
from the Green Bay Packers’ roster, the C.I.A. has instead 
taken root at Franklin Middle School on the city’s west side.  
C.I.A., otherwise known as Community Involved Adoles-
cents, is a program designed by Franklin Middle School stu-
dent services staff, including the school psychologist, school 
social worker, and school counselors, to improve attendance 
and future goal orientation in at-risk middle school students.  
Funded by a WSPA Children’s Services grant, the C.I.A. 
program components include weekly individual or small 
group meetings, bi-weekly large group meetings, and field 
trips for leisure and community service.

After being selected for the C.I.A. program based 
on attendance criteria, each student services team member at 
Franklin works individually and in small groups with three to 
six students.  The one-on-one and small group sessions are 
focused review of students’ current attendance and grades, 
interviews to better understand the students’ barriers to being 
a successful student, and most importantly, goal setting and 
reinforcements to improve the students’ attendance and en-
gagement in school.  “The students I am working with,” said 
school psychologist, Christy Rentmeester, “have charted 
their own attendance to work toward tangible reinforcements 
throughout the semester, and it has been enlightening to the 
students to understand their attendance patterns and be able 
to set goals for improvement.”  

Along with the one-on-one 
and small group meetings, C.I.A. 
group members also participate in 
large group C.I.A. meetings twice 
monthly.  Similar to the small group 
meetings, the large group meetings 
focus on goal-setting, although these 
meetings take a broader focus of 
helping students determine their aspi-
rations for the future.  In large group 
C.I.A. meetings, which are facilitated 
by student services staff, students 

participate in team building exercises as well as activities 
that help them understand the purpose of school and how it 
relates to their future careers.  For example, Holly Magness, 
a guidance counselor at Franklin, designed an activity for 
C.I.A. which involved students identifying careers of interest 
and then searching classified ads to find similar careers, with 
the purpose of students identifying what qualifications they 
will need to get and keep that type of job.  

The final 
component of the 
Community In-
volved Adolescents 
program, as the 
name might insinu-
ate, is taking C.I.A. 
students into the 
community for field 
trips and community 
service opportuni-
ties.  Most recently, 
students had the opportunity to visit the Northeast Wisconsin 
Technical College (NWTC) in mid-March for a middle 
school career day.  During the full-day field trip, students 
had the chance to get hands-on experience in three different 
careers, including dental assistant, criminal justice correc-
tions, and auto mechanic.  The students of Franklin also had 
an opportunity to tour the NWTC campus and take a career 
inventory.  Along with resounding sentiments of “This was 
fun,” students also came away from the field trip with a bet-
ter understanding of how their school attendance and class-
room performance today will affect their success in the fu-
ture.  Along with the NWTC career day, future field trip op-
portunities include a trip to Red Robin for a better under-
standing of the career opportunities in a restaurant and yard 
clean-up for elderly living in the Franklin attendance area.

With the support of WSPA and NWTC, students 
and staff alike have found to be C.I.A. to be a resounding 
success!  One teacher at Franklin stated, “The C.I.A. pro-
gram is working,” as she found her students involved in 

C.I.A. to have im-
proved attendance, 
better classroom be-
havior, and more en-
gagement in classroom 
assignments.  Al-
though Brett Favre’s 
career in football may 
have reached its con-
clusion, the students of 
Franklin C.I.A. are 
learning that their at-
tendance and grades in 
school today will af-
fect what types of ca-
reers they can have in 
the future!    

Miss Rentmeester, school psychologist, with a 
group of C.I.A. students at NWTC
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WSPA Awards Presented at Spring Convention
By Veronica Milling, Recognition and Scholarship Chair

WSPA Special Award: Stephen C. Ross and Sarah Kirchhoff
Individuals nominated for this award are advocates 

of children and support the field of school psychology.  Both 
the 2007 and 2008 awards were presented at the Spring con-
vention.

Stephen C. Ross, La-
Crosse School Student Services 
Director, nominated by Mary Jo 
Snow, Don Juve and col-
leagues, was selected to receive 
the 2007 WSPA Special 
Award.  Former school psy-
chologist and practicum super-
visor prior to serving as Student 
Services Director, Steve has 
been a voice for students in the 
LaCrosse district for the past 32 
years.

The 2008 WSPA Special 
Award was also presented.  Sarah 
Kirchhoff, School Nurse of the Fond Du Lac School District, 
nominated by Kathy Jensen, was selected to receive the 
award this year.  Sarah was noted to be one who generously 
contributes toward the mental health needs of students and 
serves as an integral part of the school’s triage team.

Allard Award:  Laura Hart  
The Allard Award is sponsored by one of our own 

members, Ms. Suzanne Allard.  Candidates for this award 
are masters-level graduate students who are nominated by 
the faculty in their training programs based on outstanding 
academic and research skills and strong leadership skills.   
Laura Hart is a student at UW-Whitewater.  Drs. Jim Larson, 
Christine Neddenriep and Tracey Scheer, who nominated 
Laura, cited her exemplary academic excellence, interper-
sonal and leadership skills and skills at conducting research 
in their letter of recommendation.  Her paper Confidentiality 
and Drug Use was published in the Winter 2006 edition of 
the WSPA newsletter and subsequently picked up by other 
state associations for inclusion in their newsletter.  She pre-

sented her results of a reading fluency intervention she co-
implemented at the NASP convention in February 08.The 
focus of her specialist project will be conducting a nation-
wide survey of school psychologist’s opinions regarding the 
development of national standards for school violence pre-
vention.  

WSPA School Psychologist of the Year:  Kathy McCoy
Each year, WSPA recognizes one school psycholo-

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

Kathy was nomi-
nated to receive this statewide 
honor by her special educa-
tion director, a principal in 
the district, a teacher, and a 
parent in the Merrill Area 
Public School district.  
Among other activities, 
Kathy created the Autism 
Support in Merrill group de-
signed to assist teachers and 
families with the challenges 
of autism.  She was also a 
core member of the Lincoln 
County Respite planning 
committee that has gone on to 
implement respite care in the 
county.

Other nominees for the 2008 WSPA School Psy-
chologist of the Year were:

Kristina Scott, Appleton Area School District
Lisa Sheppard, Appleton Area School District
Congratulations to all of our award recipients. 
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Kathy Jensen extols Sarah Kirchhoff’s virtues. 

Stephen Ross Laura Hart and her parents.

Kathy McCoy



2008 Spring Convention Highlights!
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What Others Don’t See

Others don’t see the passion in our children’s eyes
Others don’t see the dedication in our teachers late hours
Others don’t see the possibilities we have to offer these kids
Others don’t see the connections we make
Others don’t see the respect, manners and genuine concern our 

8th graders show 
Others don’t see the cards of love our 4th graders give
Others don’t see how hungry our kids are for knowledge
Others don’t see the love our 7th graders exude
Others don’t see the progress our children can make
Others don’t see the intelligence in our children
Others don’t see the truth

What they do see
They see TV
They see black
They see violence
They see crime
They see waste
They see drugs
They see dumb
They see fear
They see wrong

Challenge yourself to notice what others don’t see!

-Danielle Brown 
1/25/2008
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Have a great summer!


