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Editor's Note
By Jennifer Kamke Black

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

President:
Laura McCormick
3135 North Oakdale Lane
Appleton, WI 54914
H (920) 738-9514
W (920) 788-7605
lmccormi@hotmail.com

President-Elect :
Linda Servais
243 Oconomowoc Parkway
Oconomowoc, WI 53066
H (262) 567-6291
W (920) 485-3616
lservais@horicon.k12.wi.us

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

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

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

For information on contacting committee chairpersons, 
check the WSPA website at www.wspaonline.net.

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--September 1 #2--November 15
    #3--January 15      #4--April 15
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President’s Message
By Laura McCormick

Dear WSPA Members-
Where is the field of School Psychology 

headed?  This was the question posed to us by Gene 
Cash, President of NASP, at the NASP Central 
Region Meeting, held this past weekend in Chi-
cago, IL.  I, along with Linda Servais, Kay Alt-
feather, Rob Dixon, Milt Dehn and Ian Halberg, 
spent the weekend sharing and interacting with 
other leaders about issues being addressed by their 
state associations.  I was proud to share all of the 
things that WSPA has been able to accomplish in 
the past several years and was reassured that we share many 
of the same concerns and issues of, not only the state asso-
ciations in the Central Region, but also those being ad-
dressed by NASP. 
Legislation and Advocacy

At the national level, the NASP GPR Committee 
promotes professional practices, legislation, and policies that 
support the educational, health, and mental health needs of 
children and families, and the profession of school psychol-
ogy.  NASP staff members and volunteers advocate at the 
national level for the profession of school psychology and its 
contribution to children.  In addition, NASP has a number of 
workgroups focusing on issues including multicultural af-
fairs, mental health promotion, GLBTQ youth and student 
advocacy.

The role of the school psychologist in Wisconsin 
will be significantly impacted by the decisions being made at 
the state level related to RtI, the identification of Specific 
Learning Disability, and the provision of mental health ser-
vices in schools.  APA’s decision regarding their Model Li-
censure Act could also significantly affect the practice of 
school psychology.  Mark Hochmuth, WSPA legislative 
chair, continues to monitor these issues and provide updates 
to membership.  However, given the importance of these 
issues, WSPA is also in the process of hiring a lobbyist to 
work with us to ensure that we are represented on state com-
mittees that impact our profession and our services and to 
advocate for children’s needs.  In addition, WSPA has 
formed a work group to advocate for NCSP parity.  NCSP 
parity refers to the need for school psychologists holding 
national certification to be treated equally to teachers holding 
national certification, who, in Wisconsin, can apply for a 
$2500 stipend for each of the ten years that they hold their 
certification.    
Response to Intervention (RtI)

At the national level, NASP continues to work col-
laboratively with a number of stakeholders regarding the 
implementation of RtI.  In addition, the NASP website pro-
vides a variety of resources addressing using the RtI process 
to address academic and behavioral barriers to learning.  

WSPA is working collaboratively with stakeholders 
in Wisconsin, including the Wisconsin Council of Adminis-
trators of Special Services, the Wisconsin State Reading As-
sociation, and the Department of Public Instruction.  During 
the past several years, WSPA has provided excellent profes-
sional development related to the process of RtI.  In response 

to member requests, an RtI workgroup has been 
formed to focus on providing membership with more 
resources and support for state level initiatives.   
Promoting Mental Health 

At the national level, NASP has formed a 
Mental Health workgroup.  The general goals of the 
Workgroup are to reinforce the importance of chil-
dren’s mental health; to define clearly the continuum 
of mental health care for children and adolescents and 
those services provided by school-employed mental 
health professionals on the continuum; to foster col-

laboration and cooperation between school and community 
resources; and to promote school psychologists as essential 
school-based providers with unique expertise in the school 
environment, learning and mental health issues, their inter-
section, and science-based outcomes evaluation.

WSPA has also formed a Mental Health workgroup.  
The focus of this work group is to promote school psycholo-
gists as mental health service providers and to provide pro-
fessional development to membership in the area of mental 
health.  
WSPA needs your help

The implementation of RtI, the identification of 
SLD, the reauthorization of ESEA, the possible impact of 
APA’s Model Licensure Act, the promotion of school psy-
chologists as mental health providers: all of these have the 
potential to significantly impact the way that we practice 
school psychology.  Given the potential for change, WSPA is 
committed to advocating for the role of the school psycholo-
gist and for children’s issues at both the state and national 
level and to providing support for WSPA members.  How-
ever, given the size of WSPA’s volunteer board, there is no 
way that we can accomplish all of these plans without your 
help.  

At our Long Range Planning meeting in June, 
WSPA formed a number of work groups and developed ac-
tion plans to address these issues.  Please consider support-
ing your profession through your involvement in a work 
group.  Involvement may include providing secretarial type 
work from your home, participating in phone conferences, 
writing articles or letters, or meeting with others to work on 
specific projects.  Your level of involvement is up to you.  If 
you are interested in any of the following work groups or 
would like more information please contact me at 
lmccormi@hotmail.com or at (920) 738-9514.  

Mental Health
RtI
NCSP Parity
Legislation/Advocacy

I would love to talk with you and welcome your 
support.       

Never doubt that a small group of committed people can 
change the world. Indeed, it is the only thing that ever has.
--Margaret Mead



If you work in CESA 8, the WSPA Psychologists in Northeastern Schools (PINES) region, please consider join-
ing the WSPA board as the PINES regional representative.  Contact Jennifer Kamke Black at kamkeblj@ssd.k12.wi.us or 
Kathy Jensen at jensenk@fonddulac.k12.wi.us and start the wonderful journey to being a WSPA board member!

Trainers’ Corner
Christine Neddenriep, UW-Whitewater

Professional Preparation and Training Representative

Help Wanted…
At the fall convention, the trainers met 

to discuss several pertinent issues related to train-
ing across the programs. One of the concerns that 
the trainers discussed was meeting the demand 
for school psychologists in the state and encour-
aging students to remain and practice in Wiscon-
sin. To address this concern, we’d like to ask for 
your help! At the spring convention, we will have 
a student session to discuss, “Getting Your First 
Job as a School Psychologist.” During this ses-
sion, students will be able to hear from and ask 
questions of panelists who are practicing school psycholo-
gists or who are district representatives involved in the hiring 
process. Students need to know what current employers are 
looking for in school psychology candidates as well as what 
questions to ask of districts with whom they’re interviewing. 

Your expertise is needed. If you’d be willing to 
serve as a panelist, please contact me. We will 
also have the opportunity for students to inter-
view with districts who have vacancies for the 
2009-10 school year. If your district anticipates 
an opening and would like the opportunity to 
interview students for that position during the 
spring convention, please contact me as well.  

In addition, at the spring convention we 
will also have a poster session for students to 
share their research. I strongly encourage you to 
walk through the poster session and talk with 

students about the research they are doing.
As always, I welcome your input and feedback re-

garding professional preparation and training. Please feel 
free to contact me at neddenrc@uww.edu with comments or 
questions.

Upcoming Events

SAVE THE DATE!
March 4-6, 2009

Spring WSPA convention
Stevens Point, WI

Watch the WSPA website for more info!

Remember to check out the WSPA website for many resources, 
links, information about WSPA, board member listing, and 

upcoming convention dates!   www.wspaonline.net 
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Legislative Updates

NASP News
Milt Dehn, Ed.D., NCSP, Wisconsin’s NASP Delegate
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Legislative Corner 
Mark Hochmuth

With the results of the recent election becoming 
more clear every day there are many exciting implications 
for the practice of school psychology in Wisconsin.  Perhaps 
one of the most significant events has already occurred in 
early October with the passage of the Paul Wellstone and 
Pete Domenici Mental Health Parity & Addiction Equity Act 
of 2008.  This law which will take effect on January 1, 2010, 
will out law insurance company discrimination against men-
tal health and substance use disorder coverage in the United 
States.  A coalition including legislators, advocates, and 
community agencies have been promoting this law for the 
past 10 years.  The National Association of School Psycholo-
gists has been actively engaged in the legislative process to 
bring this law forward.  Insurance companies will be re-
quired to provide parity coverage for every aspect of plan 
coverage, for both parents and their children.  From the lim-
its of costs or costs of treatments to co-pays, deductibles and 
out-of-pocket maximums children were no longer face unfair 
and arbitrary restrictions on their mental health benefits cov-
erage.  Perhaps even more importantly the legislation will 
not restrict stronger state mental health parity laws.  This is 
important for the state of Wisconsin in our efforts to enact 
statewide mental health parity laws.  With the recent change 
of control in the Wisconsin Legislature to the Democratic 
Party there is an increased probability that mental health 

parity laws will be addressed in the upcoming legislative 
session.  Lieutenant governor Barbara Lawton has been lead-
ing the effort to enact such laws in Wisconsin.  The legisla-
tive committee of WSPA has been actively involved in sup-
port of this legislation and will continue to do so.

I have already received a number of responses to 
my request to have members joining the legislative commit-
tee to help develop an effective lobbying effort for legislative 
actions related to school psychology. NASP has requested 
that each state develop and legislative action plan to address 
the pertinent issues in each state.  To minimize travel time 
we are attempting to develop a virtual committee to help set 
our priorities and focus our attention on the most important 
issues affecting school psychologist across the state.  If you 
are interested in participating in this activity please feel free 
to e-mail me and I will add you to our list.

Mark Hochmuth
School Psychologist
Burlington High School 
400 McCanna Parkway
Burlington, WI
53105
262-763-0200 x 1029
mhochmuth@basd.k12.wi.us

It’s not too late to register for the NASP annual 
conference that will be in Boston, February 24-28, 2009. 
Boston is a wonderful city, with lots of accessible history, 
good shopping, and great cuisine. There will be 55 profes-
sional growth workshops and hundreds of other presenta-
tions. If you can’t make it this year, start making plans for 
the 2010 conference that will be held in Chicago. There will 
also be two regional NASP conferences this summer: one in 
Washington, DC (July 13-15) and the other in Albuquerque, 
NM (July 20-22). 

The new NASP blogs are up and running. To read 
them and add your comments go to www.nasponline.org/
blogaccess/index.aspx. The Early Career and School Psy-
chologists on the Job blogs offer insights into the challenges 
and rewards of day-to-day practice, while the Response to 
Intervention blog offers a personal view on implementation. 
NASP's e-journal---School Psychology Forum: Research in 
Practice---is available at www.nasponline.org/publications/
spf/index.aspx. The most recent issue includes four articles 
a b o u t  a c a d e m i c  i n t e r v e n t i o n s .

Congress recently passed the Mental Health Parity 
Act as part of the Emergency Economic Stabilization Act of 
2008. Although NASP would have preferred for this impor-
tant legislation to pass as a stand alone bill, the House and 
Senate leadership felt that the most efficient way to assure 
passage prior to adjournment was to attach it to this land-

mark legislation. NASP has worked for the bill’s passage for 
the last eight years with other organizations as part of the 
Mental Health Liaison Group. The “Paul Wellstone and Pete 
Domenici Mental Health Parity and Addiction Equity Act of 
2008” requires health insurance plans that offer mental 
health coverage to provide that coverage on par with finan-
cial and treatment coverage offered for physical illnesses. 

At the recent NASP regional leadership meeting in 
Chicago, Gene Cash, NASP president, spoke about the 
school psychologist’s responsibility of promoting children’s 
mental health. Up to 20% of children and adolescents at any 
given time have a diagnosable mental disorder that interferes 
with their functioning. Mental health problems create barri-
ers to learning; thus, it is appropriate for our educational 
systems to deal with children’s unmet mental health needs. 
Although some school psychologists might feel uncomfort-
able with the label of “mental health service provider”, we 
certainly are just that whenever we help to deal with social, 
emotional, and behavioral problems such as school anxiety, 
suicidal ideation, depression, chemical abuse, and adjustment 
problems. More information on your role as a mental health 
provider and guidelines for mental health services can be 
found on the NASP website---www.nasponline.org.

Please contact me directly if you have any com-
ments, questions, or concerns related to NASP. My email is 
mdehn2@msn.com. 
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WSPA board members at the NASP regional meeting in Chicago, November 14-16. Left to right: Linda Servais, 
Laura McCormick, Kay Altfeather, Gene Cash (NASP President), Ian Halberg, Rob Dixon, and Milt Dehn

Go Green!

Americans will buy about 25 billion single-serve plastic bottles of water this year, and nearly 80% will end 
up in a landfill.  Try one of three actions:  1.  don’t buy them, 2.  reuse them, or 3.   make sure they get recycled.  
Source:  Container Recycling Institute.

Switch to compact fluorescent light bulbs (which now also come in daylight color without the yellow hue).
Each time you open your fridge, you increase its energy use by 10%.  Plan ahead and take out all you need at 

once, and wait until the end of the meal and everything is stacked right near the fridge before you open the fridge to 
put things away.

Give up paper towels—use cloth napkins, dish clothes, and dish towels.
Wrap your water heater—according to www.climatecrisis.net it can save about 1,000 pounds of carbon diox-

ide a year.
Ask for paper shopping bags at the checkout, or bring your own to the store—reusable totes are not likely to 

rip or tear open as you are carrying your groceries, and some stores give you a few cents credit on your grocery bill for 
bringing your own bags.

Measure your carbon footprint—the amount of climate-changing emissions your daily activities produce—at 
any of the following three sites (and there are others):  www.nature.org/initiative/climatechange/calculator
www.epa.gov/climatechange/emissions/ind_calculator.html
www.myfootprint.org

Turn trash into treasure—check out www.freecycle.org to find a local Yahoo group, view the lists of freebies, 
and post your own, all for no cost.

This is your annual reminder that WSPA subscribes to NASP’s ethical code.  You can access the National Association of 
School Psychologists’ Professional Conduct Manual, Principles for Professional Ethics at www.nasponline.org.  Go to National 
Association of School Psychologists, then NCSP/Certification, then Ethics Committee, then in the text “Principles for Profes-

sional Ethics.”  Click there.
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WSPA Research Grant
In an effort to support the ongoing research of its 

members in the discipline of school psychology, the Wis-
consin School Psychologist Association has allocated 
$1,000.00 to be used by nominated/selected members for 
their projects.  All members who are currently conducting 
research in the field are invited to apply for this money. Ex-
amples of possible research topics might be determining 
effectiveness of a program you are implementing, establish-
ing background for the exclusionary factors in SLD criteria,  
etc.  Deadline is January 14, 2009.  More information is 
available at www.wspaonline.net under the AWARDS sec-
tion

Wisconsin School Psychologists Association   
Lifetime Achievement in School Psychology 

A Distinguished Service Award 

This award is designed to recognize those 
unique individuals who deserve special attention by 
virtue of their broad and significant contributions to 
the welfare of children and the field of school psy-
chology in a number of areas (i.e., professional 
practice; research; state, regional and national lead-
ership; training and supervision; community service, etc.). 
Candidates must be current members of WSPA  who are 

school psychology practitioners, trainers, supervi-
sors, administrators, state consultants, or research-
ers and have made major local, state, and national 
contributions with 25 years or more of service to 
the field of school psychology. Nominations must 
be received by January 16, 2009. Criteria and 

nomination forms can be found at wspaonline.net under the 
AWARDS section.  

Student Scholarships
WSPA offers three student scholarships:
The Allard Award ($500). Intended for a graduate (non-

doctoral) student. (Professor nominated)
The WSPA Minority Scholarship ($1000). Intended for 

a graduate student recognized as having a minority 
status.  (Professor nominated)

The Bernice Krolasik Memorial Scholarship ($1,500). 
Intended for a non traditional graduate (non-doctoral) 
student.

Candidates must be members of WSPA. Com-
pleted nomination packets must be received no later than 
January  16, 2009.   The scholarships will be presented at 
the WSPA 2009 Spring Conference awards luncheon in Ste-
vens Point.  For more information and application forms, 
check wspaonline.net under AWARDS.  Applications will 
also be mailed to university trainers in November.

Seeking the 2009 WSPA School Psychologist of the Year

Each year WSPA solicits administrators in 
all Wisconsin school districts for nominations for 
the WSPA School Psychologist of the Year award. 
WSPA would also like to encourage WSPA mem-
bers to nominate colleagues deserving of this honor. 
Please nominate practicing school psychologists 
who you think should be candidates for this award. 
Nominees must be members of WSPA and practic-
ing school psychologists who spend the majority of their 
time providing direct services to students, teachers and par-
ents in school setting.  Trainers, researchers, or administra-
tors are not eligible for this award.  The NCSP is desirable.  

Completed nomination packets must by submitted by 
January 16, 2009.  Nominations are online at 
www.wspaonline.net or to request a nomination 
packet contact:

Veronica Milling 
WSPA Recognition and Scholarship Chair
3 N. Jackson Street

Elkhorn, WI  53121
262 723-3160 ext 1421 or 
millve@elkhorn.k12.wi.us

WSPA Grants and Scholarships

WSPA Awards
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WSPA Special Award Nomination Form

The WSPA Special Award is intended for a person who has made a significant contribution to the 
profession of school psychology and/or the welfare of children. This might be a legislator, school adminis-
trator, teacher, parent, or some other person who has made a significant contribution. School psychologists 
who are currently employed or retired are not eligible for this award.

To nominate someone, submit this completed form along with a 2-3 page letter of recommendation, 
citing your reasons for nominating this individual for the WSPA Special Award. Nominations must be sub-
mitted by January 16, 2009 to:

Veronica Milling
WSPA Awards Chair
3 N. Jackson Street
Elkhorn, WI  53121

Candidate Information:

Name

Address

City/State/Zip Code

Home Phone Work Phone

Nominator Information:

Name

Address

City/State/Zip Code

Home Phone Work Phone



The Wisconsin School Psychologists Association salutes the following school psychologists in 
Wisconsin that are recognized as Nationally Certified School Psychologists (NCSP)!

Amber Lindsay
Janice Lippitt
Keith Lodholz
Diane Lonsdale
Julie Lori
Jennifer Losey
Thomas Maas
Judy Martin
Jill Mason
Margaret May
James McCarrier
Dana McConnell
Robin McGregor
Connie Menchal
Caroline Mihalski
Kim Miller
Tami Mlodik
Scott Moline
Nancy Montoure
Kara Morgan
Mary Murphy
Shirley Natzel
Patty Nesheim
Margaret Niesen
Susan Nixon
Carter O'Brien
Lisa O'Keefe
Leah Oleniczak
Sara Olson
Mary Olston
Gary Ostertag
Lynda Palecek
Steven Pasono
Sheri Pease
Paul Pedersen
Samantha Penry
Jason Penry
Karen Pentek
Daniel Perkins
Courtney Peterson
Marie Petrie
Eugene Philipp
Erin Prey
Jane Rahman
Coyla Rankin
Christine Rentmeester
Marcia Riopelle
Sarah Roberts
Antonio Rottino
Michaeleen Roy
John Ruck
Ann Rumpf
Cynthia Sanders-Schenck
Sharon Sanderson
Todd Savage
Barry Schakner

Ruth Hammiller
Rachael Hansen
Lisa Hanson-Roche
Wayne Harder
Sharon Harty
Ann Hatch
Jan Heinitz
Tina Helmer
Dean Heus
Tara Hogseth
Susan Holmstrom
Sherry Holt
Kristi Hooyman
Dacia Hopfensperger
Tracy Hougum
Todd Hrenak
Karlene Hrenak
Gordon Hubbard
John Humphries
John Jackson
James Jaeger
Sarah James
Martin Jenich
Kathleen Jensen
Sheila Johnson
Anne Johnson
Margaret Jones
Heather Jones
Jeanette Jossi
Patrick Kane
Kimberly Kapche Green
Christine Kasbohm
Mary Kees
Thomas Kellner
Kathleen Kelm
Janet Kent
Thomas Kispert
John Kloosterboer
Marlene Koch
Amy Kohl
Cindy Kohlmeier-Springborn
Peter Kores
Nancy Kostecki
Isadore Kozochowicz
Thomas Kratochwill
Rosemary Kropp
Patrick Kumke
Jamie Kupkovits
Lynda Lacina
Bonnie Larson
Michael Lasee
Joanne Lee
Stephen Levine
Timothy Lichtenwald
Sara Liesener
Katherine Lieske

Craig Albers
Darci Ament
Gail Anderson
Tonia Anderson-Ruskin
Michael Axelrod
Charlie Bagdassian
Merrilee Beal
Sheila Binder
Dawn Bleimehl
Janet Born
Barbara Bornstein
Jon Bowman
Michael Breen
Robert Breyer
Richard Brigham
Gregory Brock
Danielle Brown
Korrin Bunce
Sarah Burke
Gregory Burton
Dennis Cahn
Lori Cameron
Shobha Chetty
Alexandra Clausen
Miguel Colon-Charneco
Mark Dahlstrom
Milton Dehn
Gina Deutscher
Robert Dixon
Jan Dumke
Sara Durtschi
Amy Dwyer
Bruce Dykeman
Kathy Eichacker
John Erickson
Jessica Faust
Larry Fell
Susan Fell
Kristi Fenning
Crystal Feral
Sandra Folgers
William Frankenberger
Julie Gapp
Travis Gardner
Nancy Garski
Melissa Glodoski
Christy Glysch
Michael Gontarz
Sarah Gotelaere
Edward Greene
Paul Gryzwa
E. Gudnason
Kathryn Gunderson
Karyn Gust-Brey
Sarah Hagen
Deborah Hall

Tracey Scherr
Jenna Schieffer
Julie Schmidt
Rita Schmitt
Michael Schmitz
Kelly Schmitz
Aimee Schneidewent
Dan Seaman
Zachary Secrist
Judith Seliskar-Benzel
Elika Shapiro
Kristine Sieckert
Ellen Sills
Stephanie Skolasinski
Daniel Small
Laurie Smith
Natalie Steele
Ann Steele
Sherri Stengel
Richard Stillman
Wendy Stuttgen
Connie Taylor
Alfred Taylor
Jeri Thiem
Kristi Thoreson
Shaun Tjossem
Claire Topp
Candice Truesdell-Nokes
Mary Tusing
Daphne Tuthill
Nancy Vanderloop
Robert Verbos
Lori Viola-Larsen
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Emotional Intelligence in the Development of Ethical Schools in a Diverse Nation
by Roberto Calderin

(This article is reprinted from the New York School Psychologist, Fall 2007, Volume XXVI number 1.)

Much is written about the emotional literacy and 
value system of today’s children. Many contend that students 
are less skilled academically and emotionally than prior gen-
erations of youngsters.

Interestingly enough, these criticisms have existed 

since the time of Socrates. Additionally, birth rates and im-
migration have contributed to an unprecedented demo-
graphic shift, which has “browned” the American student 
population. With the overwhelming number of US teachers 
of Caucasian origin and/or different economic classes, our 

Professional Development On Mental Health For Educators
The Department of Public Instruction offers a series 

of webcasts on mental health issues to help school personnel 
better address the needs of students with mental health con-
cerns. These are available on demand at any time via the 
internet.

Safe Schools: Youth Suicide Prevention for Schools
Description: For ALL SCHOOL PERSONNEL, this 

webcast offers relevant data about youth suicide in Wiscon-
sin, risk factors, early and late warning signs, and suggests 
methods for dealing with suicidal students including ACT: 
Acknowledge, Care, and Tell. ACT is a central skill taught in 
an evidence-based youth suicide prevention program called 
SOS-Signs of Suicide. SOS has been shown to reduce suici-
dal acts in youth. It is also an important skill for adults to 
know and be able to do.

Presenter: John Humphries, DPI School Psychology 
Consultant

Duration: 24 minutes
Link: http://media2.wi.gov/DPI/Viewer/?

peid=9eae378b-3daa-4f23-992c-c82b6d46b641
Mental Health Disorders in Children and Adolescents

Description: This webcast will inform teachers about 
the warning signs of mental health disorders and how they 
may be manifested within the classroom and school settings. 
Both externalizing and internalizing symptoms will be dis-
cussed. Teachers will be encouraged to contact a pupil ser-
vices professional within their respective schools for further 
information, possible screening or evaluation, and referral.

Presenter: Roger Klein, Psychologist
Duration: 87 minutes
Link: http://media2.wi.gov/DPI/Viewer/?

peid=bce2414d-999c-41be-b509-e5e67bd2606f
In Our Shoes:  Toward an Understanding of Families 

Raising a Child with Mental Health Needs
Description: Families with children with mental disor-

ders experience significant challenges on a daily basis. This 
presentation is designed to help teachers and other educators 
understand what these challenges are and how they can best 
interact with parents to provide better educational services to 
their children. Information will also be shared on the differ-
ent kinds of mental disorders, prevalence rates, and how to 
obtain additional information and training.

Presenter: Hugh Davis, Director, Wisconsin Family 
Ties

Duration: 50 minutes
Link: http://media2.wi.gov/DPI/Viewer/?

peid=ed9dd213-54fa-4b97-a74a-18f7c3182b2f

Mental Health Needs of Students who are Deaf and Hard 
of Hearing--Background and a Screening Protocol 
Description: This webcast proposes a number of first 

steps that Pupil Services professionals can take to help iden-
tify and meet the socio-emotional needs of students who are 
Deaf and Hard of Hearing. The viewer will recognize the 
range of hearing loss and be ready to gather information 
from multiple sources in order to best understand the current 
status of a student's hearing loss and communication needs. 

Presenters: John Humphries, DPI School Psychology 
Consultant and Marcy Dicker, Director of Wisconsin Educa-
tional Services Program - Deaf and Hard of Hearing 

Duration: 25 minutes
Link: http://media2.wi.gov/DPI/Viewer/?

peid=a57d3dcd-fc8b-456a-ab35-26bdef7bf582
For a catalog of related webcasts on brain develop-

ment, violence prevention, school nursing and school safety, 
go to http://media2.wi.gov/DPI/Catalog/Front.aspx?
cid=73148366-0558-4015-a13d-c1dbc0bc4196 . Or go to 
http://media2.wi.gov/dpi/catalog/ and click 2008 Events in 
the left column then click on Student Services/Prevention & 
Wellness in the left column.  

Students with Mental Health Needs: 
Challenges and Opportunities

DPI offers a one day training workshop intended for 
school teams, which is most effective when health educators, 
pupil services, and administrators come prepared for mental 
health action planning in their school or district. The toolkit 
is applicable in elementary, middle, and high school levels. 
The classroom curriculum is intended for students in grades 
8-10; we use the activities as learning opportunities for the 
adults in our full-day workshop. Parents and community 
mental health providers are also welcome to attend.

Content:   Creating Healthy Schools: Information & 
Prevention for All Educators

Classroom Curriculum for Middle and High Schools
Action Planning
Screening for mental health problems, resource coordi-

nation
Evidence-based interventions in social skills, conflict 

resolution, and problem-solving
Coordination with community mental health and other 

treatment and support providers
For more information:  http://www.dpi.wi.gov/

sspw/doc/mhflyer.doc  and
http://www.dpi.wi.gov/sspw/mentalhealth.html

11



schools confront cultural miscues with regularity in new and 
existing student-teacher relationships. These factors as well 
as media influence increasingly challenge adults to win the 
minds and hearts of students. Without reflective practices 
adults will be hard pressed to service increasingly multi-
cultural learning environments.

When an adult or group of adults imposes its will 
on students, it is often perceived as oppressive. These stu-
dents become the silent screamers in our midst. Schools need 
to evolve into places that contain emotionally intelligent 
learning systems to service a plethora of students within the 
diverse American student population.
The Utility of Emotionally Intelligent Learning Systems

Emotional intelligence is a complex, multifaceted 
quality representing such intangibles as self-awareness, em-
pathy, persistence, and social deftness (Goleman, 1998). 
Mayer and Salovey (1990) identified four areas of emotional 
intelligence: identifying emotions, using emotions, under-
standing emotions, and managing emotions.

Emotional intelligence is the ability to recognize 
and manage one’s own emotions and the emotions of others. 
Research shows that emotional quotient is a better predictor 
of success than intelligence quotient. The emotionally intelli-
gent person exhibits competencies such as self-awareness, 
self-management, social awareness, and relationship man-
agement, which can result in honest self-assessment, self-
control, empathy, and moral influence. The ability to accu-
rately assess and develop these competencies sets organiza-
tions and leaders apart. Individuals with emotional intelli-
gence are able to relate to others with compassion and empa-
thy, have well-developed social skills, and use emotional 
awareness to direct their actions and behavior (Mayer & Sa-
lovey, 1990). Gifted teachers possess heart and mind with 
feeling and thought meeting at their core.

The social aspects of emotional intelligence can be 
quantified. Seligman (1991) purported that people’s response 
to setbacks is a fairly accurate indicator of how well they 
will succeed in school. Seligman’s research, as well as that 
of Goldman (1995) and Goleman, Boyatzis, and McKee 
(2002) found that emotional intelligence is more influential 
in success than IQ, and in fact is a major factor in success or 
failure. 

It appears that a strong sense of optimism and posi-
tive presentation adds to the dynamic commonly associated 
with productive instructional delivery systems. Notwith-
standing, emotionally intelligent learning systems have yet to 
take root in public schools as they have in profit-generating 
organizations.
Emotional Intelligent Schools: Ethical Community Build-
ing

The next phase in human evolution is the growing 
trend toward greater personal balance, understanding, and 
insight. The development of schools and the roles of leader-
ship are increasingly driven by new brain-based research, 
which increasingly validates emotional intelligence. One of 
the greatest strengths of the United States is the diversity of 
its population.

This diversity produces a variety of norms, values, 
beliefs, traditions, family patterns, and problem-solving 
methodologies. It makes us who we are as a people, influ-

ences the way we act and touch each other emotionally, and 
is at the heart of who we are. People are judged by how they 
treat other people and this can create mounting social 
stresses.

Diversity can contribute to the national well-being. 
It can enhance community building and organizations. Alter-
nately, diversity can lead to conflict, misunderstandings, and 
suspicions due to ignorance or lack of understanding. It can 
hinder human relations when people fail to communicate 
clearly with one another. The challenge is to develop an un-
derstanding and appreciation of diversity in order to improve 
teacher performance, produce greater student achievement, 
and enhance productive home-school relations.

Schools are social systems where relationships are 
developed and encouraged, and may contain smaller groups 
within the larger school-wide group. Each individual devel-
ops his own culture through defined values, norms, social 
relationships, and behaviors. Social capital -- a quality or 
attribute of the structure of relations between and among 
members of a community – can be used by a community to 
create norms, develop trust, and, in turn, create rich reserves 
of more social capital (Limato, 1998). One can reasonably 
hold that children attending schools which possess social 
capital may be better equipped to benefit from a school’s 
learning environment. However, the problem with depending 
solely on sociological theories like social capital to inspect 
ethical school communities is that they are often applied to 
education issues without taking into account the unique so-
cial environment and demographic profile of the school com-
munity.

School communities have their own code of ethics 
exclusive of social capital building. Applying any social the-
ory to explain away the interactions within diverse social, 
ethnic, cultural, and/or organizational learning communities 
without assessing the ethical questions associated with each 
may be unfair. Further, relying on sociological theories to 
study schools leaves perspectives with few insights into the 
causes and consequences of inter- and intra-institutional 
variations in schooling processes (Hallinan, 2000). Ethics 
become dramatically significant when considering the con-
flicting moral standards of the diverse American society and 
its impact on students. Starratt (1994) wrote:

Throughout the day students hear conflicting value 
messages urging both creativity and conformity, indi-
viduality and community, competition and coopera-
tion, equality and social Darwinism. These mes-
sages...are received by youngsters whose varying 
cultural and class backgrounds filter these messages 
in positive and negative colorations (p. 15).

It appears that American communities have been 
increasingly withdrawing from the bank of social capital 
since the social revolution of the 1960s. Society has been 
reeling from the impact of these withdrawals, and school 
reforms are increasingly confronted by the changing social 
conditions, evolving demographics, rapidly expanding tech-
nological innovations, and roller coaster economics. 
Neighborhood ties have been weakened and the number of 
broken families has grown. Ethical standards continue to 
erode. How will children be taught to be ethical, develop 
greater emotional literacy, and embrace the value system that 
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popularized the golden rule? These are profound considera-
tions among the emotionally intelligent.

Ethical beings are connected to their natural envi-
ronment, and develop mature qualities of autonomy, con-
nectedness, and transcendence over time (Starratt, 1994). 
Starratt asserts that sociological inquiry reveals that children 
are less central to the lives of a married couple than in the 
past and society has fewer ethical models. Ethical school 
reform must take the changing socio-ethical reality of en 
loco parentis into prime consideration, but schools are ill 
equipped to fill the gap. It appears that the growing detach-
ment of youth from adults is the most significant problem 
facing schools and our society today. This is a poor setting 
for emotional intelligence building in our varied American 
society.

It is difficult to discuss ethics without considering 
the influence of love and the essential role that it plays in the 
ethical delivery of educational services to students. Lyons 
(1983) wrote that love is central to people and to moral the-
ory. One may reasonably argue that love is a cornerstone in 
ethics building and the successful application of all social 
theory. Lyons states there are two distinct modes of moral 
judgment – justice and care. Interestingly, a propensity for 
justice and care are two elements of emotional intelligence 
and useful character traits in developing leaders for social 
justice.

It is said that teachers succeed only after they win 
the hearts of their students. With this accomplished, teachers 
can lead students to the outer limits of cognitive and affec-
tive universes. These are the teachers that children remem-
ber. Modern schools must help develop more teachers with 
heart and those who instruct teachers must have heart, be 
committed to developing more heart in themselves, and be a 
factor in this process among the nation’s faculties.  It is not 
enough to develop a child’s mind. What does it matter to 
develop a cognitively developed population whose hearts are 
devoid of a sense of care, justice, and love? Our society will 
become a nation without heart and spirit. This may help ex-
plain why we build more jails than schools in our country.

Unfortunately, love is becoming increasingly pe-
ripheral to the picture of what American schools should be 
and do (Hoyle & Slater, 2001). Without love there can be no 
ethics. Lawrence-Lightfoot (2000) suggested that a loving 
dialogue captures our attention, allows us to take risks, and 
unmasks our inhibitions. Respectful discourse is laden with 
love, empathy, self-reflection, and self-regulation, which is 
indicative of good emotional intelligence. Schools that do 
not integrate these stark realities into their culture will be 
hard pressed to affect meaningful and long lasting ethical 
school reform. In order to accomplish this, we need to clarify 
and understand how each of the parts of the school social 
environment is interrelated (Hansen, 1994); how they affect 
culture, climate, and leadership (Limato, 1998); and how to 
put love at the center of American ethics and its educational 
vision (Hoyle & Slater, 2001). One may reasonably argue 
that the capacity to demonstrate love is a core ingredient in 
emotional intelligence and building ethical capacity. If so, 
leaders who have above average emotional intelligence are 
more ethical because of their greater ability to empathize, 
self-regulate, self-reflect, and love.

It is worth inspecting social capital for its emotional 
intelligence potential. However, emotional intelligence dif-
fers significantly from social capital in that social capitalists 
are not necessarily ethical, nor do they necessarily consider 
ethical questions in decision making. Rather, social capital 
adheres to the prevailing value system, which may nega-
tively impact any disenfranchised segment of the learning 
organization. Emotional intelligence appears to be consistent 
with ethics development and has greater utility in creating 
the multidimensional ethical framework, which Starratt 
(1994) described as the ethics of critique, the ethics of justice 
and the ethics of care. Moreover, Starratt (1994) contended 
that: 

A truly ethical school will nurture the ethical growth 
of all members of the school community through an 
interlocking pattern of three levels of the organiza-
tion of the school: the level of curriculum, the level of 
the extra-curricular activities, and the level of institu-
tional support… [to] support an abundance of oppor-
tunities for youngsters to learn, through practice, 
what it means to be an ethical person and to be a 
member of an ethical community (p. 60).

A school environment with strong social capital will 
not necessarily develop ethical persons, or create ethical 
learning environments. An emotionally intelligent learning 
organization will provide ample avenues for youngsters to 
practice an ethical standard wherein they can self-regulate 
their biases, learn empathy, and hone their ability to reflect 
on their own ethical behavior. An ethical person is secure 
enough to make oneself vulnerable as an act of trust and re-
spect, and receiving and honoring the vulnerability of an-
other (Lawrence-Lightfoot, 2000). These ethical traits are 
indicative of an emotionally intelligent person and conducive 
to leadership in the social context.

Leaving oneself vulnerable in a politics laden work 
environment may not be entirely realistic. In a school setting 
leaders include school administrators and teachers. In many 
ways the latter may have more dramatic impact in the emo-
tional literacy of an organization. Principals may have too 
many stakeholders to address, fronts to guard, causes to react 
to, issues to plan for, children to protect, and too many adults 
to lead. Some argue that principals must be unafraid to wage 
battle against those who would compromise the integrity of 
the learning environment. Ethical principals, while allowing 
themselves to be vulnerable, must be prepared to go the dis-
tance when the situation calls for it. Ethics depends on one’s 
reflective sense of perception, and emotional intelligence 
may be the ingredient that reflective leaders possess to insure 
survivability.

The role of emotional intelligence in identifying 
ethical school leaders remains unclear. Perhaps the theory is 
too touchy-feely for the scientific arena of educational re-
search. Educators are increasingly calling for greater emo-
tional literacy among students through character develop-
ment or ethics building programs, yet little attention has been 
given to the continuing emotional development of teachers 
and school leaders in helping to model ethical behavior. It is 
unclear whether this emotional growth and ethics building 
helps increase student achievement but is worth more study. 
One may reasonably argue that a correlation is likely. The 
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key to shifting the climate in the right direction lies in culti-
vating a dispersed cadre of leaders who will create emotion-
ally intelligent groups.

An emotionally intelligent leader organizes an en-
semble of other leaders within the organization. It was sug-
gested earlier that the ethics of the workplace is changing. 
Leadership is not the pursuit of dominance or external 
power, but the coalescing of similar minded individuals for 
the collective benefit of the children. Francis & Zuhav 
(2001) wrote:

The pursuit of external power without reverence pro-
duces one thing – power struggles. With or without 
reverence, the pursuit of external power now leads 
only to violence and destruction. It is an evolutionary 
modality that no longer works. It is the wrong medi-
cine, and nothing can make it the right medicine 
again. (p. 251).

Leadership is no longer judged solely by how smart 
we are, or by our training and expertise, but by how well we 
handle each other and ourselves (Goleman, 1998). Goleman 
reported that the corporate world holds that emotional intelli-
gence is the key to excellence in leadership. A cornerstone of 
emotional intelligence is empathy, and it appears that em-
pathic orientations are centered on trusting, honest, and ethi-
cal behavior. The data indicate that for jobs of all kinds, 
emotional intelligence-based competencies are the prime 
factors in predicting outstanding performance. An emotion-
ally intelligent learning organization appears to be a matter 
of ethics. Senge (1999) believes that:

If people feel that their leaders can be trusted to sup-
port new values and actions, they will be more will-
ing to commit time and effort and to take risks… (p. 
197).

Successful learning organizations are breeding 
grounds for successful, ethical relationships. Further, schools 
are learning organizations of increasingly diverse needs. 
Senge (1999) held that organizations are human communi-
ties. They are places of people growing and developing as 
individuals and as groups, combining to create the essence of 
enduring vitality in organizational life while academic out-
comes are transient, ephemeral evidence that the processes 
are working (Goleman, 1998).
Addressing the Silent Screamers

The challenge is to influence the organization’s 
emotional state in relation to the ethical development of the 
individuals within. This implies that the prevailing culture, 
the dominant value system and the potential to influence, or 
change, lies in the ability to adjust the emotional optic of the 
organizational members and transact social capital among 
the same. This also suggests that the organization must be 
ethical and possess the emotional intelligence to help en-
hance the overall emotional well being of the organization. 
The raw socio-political realities of school systems and the 
political motivators remain prime consideration in influenc-
ing school environments and their governance.

These realities must be confronted if we are to 
unlock the doors to children’s emotional health all across this 
diverse nation so that they do not feel like silent screamers. 
If we really do want to service the nation’s school children 
we need to engage in open, honest reflective practices to 

emotionally connect with students. If adults can do this, then 
we can emerge connected in meaningful ways with other 
adults in the school community. The untrusting become 
trustful, the cynical become optimistic, the uncaring become 
magnanimous, the non-believers become believers. If we do 
not care for one another and become each others’ keeper we 
compromise our ability to become emotional beacons for the 
children and the families we serve.
References
Beck, L.G. (1996, October). Why Ethics? Why Not? 

Thoughts on the moral challenges facing educational 
leaders. The School Administrator. 8-11.

Francis, L., & Zukav, G. (2001). The heart of the 
soul:Emotional awareness. New York: Fireside.

Goleman, D. (1995). Emotional Intelligence. New York: 
Bantam.

Goleman, D. (1998). Working with Emotional Intelligence. 
New York: Bantam.

Goleman, D., Boyatzis, R., & McKee, A. (2002). Primal 
Leadership: Realizing the power of emotional intel-
ligence. Boston, MA: Harvard Business School Press.

Hallinan, M.T. (2000a). Introduction: Sociology of education 
at the threshold of the twenty-first century. In M.T. Hal-
linan (Ed.), Handbook of the sociology of education (pp. 
1-12). New York: Plenum.

Hansen, J.B. (1994, April). Applying system theory to sys-
temic change: A generic model for educational reform. 
Paper presented at the annual meeting of the American 
Educational Research Association, New Orleans, LA.

Hoyle, J.R., & Slater, R.O. (2001, June). Love, happiness, 
and America’s schools: The role of educational 
leadership in the 21st century. Phi Delta Kappan, 790 –
794.

Lawrence-Lightfoot, S. (2000). Respect. Cambridge, MA: 
Perseus.

Limato, J. (1998). The effects of the school social environ-
ment and organizational components on the creation 
and destruction of social capital. Unpublished doctoral 
dissertation, Fordham University, New York.

Lyons-Pressner, N. (1983). Two perspectives: On self, rela-
tionships, and mobility. Harvard Educational Review, 
53 (2), 125 – 145.

Mayers, J.D., & Salovey, P. (1990). Emotional development, 
emotional literacy, and emotional intelligence. 
New York: Basic Books.

Owens, R.G., (1995). Organizational behavior in education 
(5th ed.). Boston, MA: Allyn & Bacon.

Seligman, M.E.P. (1991). Learned optimism. New York: 
Knopf.

Senge, P.M. (1999). The dance of change: The challenges to 
sustaining momentum in learning organizations. New 
York: Doubleday.

Starratt, R.J. (1994). Building an ethical school. New York: 
Falmer. 

Roberto Calderin, EdD is an award winning ele-
mentary school principal working in the Newburgh Enlarged 
City School District, New York. He has been a community 
activist, community board member, and active in public ser-
vice for more than 30 years.

14



Tracking Behavior Progress with a Daily Behavior Report Card:
Increasing Follow-up While Maintaining Efficiency

By Rob Richardson, NCSP
(Reprinted from the Utah School Psychology Association’s newsletter The Observer, June 2008 Vol. 23, No. 3)

I am not proud to confess that my follow-up on be-
havioral interventions has tended to be less than ideal. When 
involved with developing behavioral interventions, I have 
typically interviewed, observed, conducted functional behav-
ioral assessments (FBA) and collaborated to develop a be-
havior intervention plan (BIP). Then, after a brief write-up, I 
ride off into the sunset ready for the next case. It is not that 
my intentions are bad. It’s just that I’m busy and am not ex-
actly looking for extra work. This year I have tried to spend 
more time with follow up because I think it is highly impor-
tant for good child outcomes. In my experience, interven-
tions frequently do not go all that well without active support 
for the teacher and some tweaking along the way. Further-
more the research literature suggests that the best way to get 
treatment fidelity is to check-in periodically and offer sup-
port (Noell et al., 2005). Why put forward such a large initial 
investment in a FBA/BIP without maximizing the probability 
that the plan will be well implemented and without smooth-
ing out the kinks that inevitably to arise? Might as well fol-
low up and get it right. 

In the interest of better follow up, I have been more 
deliberate about checking up periodically with teachers, oc-
casionally stopping into classes, and following progress 
monitoring data. The easiest and least intrusive way to moni-
tor how behavior plans are faring is through examining daily 
report card progress monitoring data.  Progress monitoring 
involves frequent, brief measurements designed to help gage 
effectiveness of an intervention. If things are going well, 
then send your hurrahs to the teacher and student and get on 
with other tasks on your list. If they are not going so well, 
then you can dig deeper and find out what can be done be-
fore teacher, student and parents are at the end of their rope 
and despondency kicks in. This article will briefly describe 
using data generated from Daily Behavior Report Cards 
(DBRCs) as a progress monitoring tool.  

Setting up a DBRC involves the following 6 steps 
(Riley-Tillman, Chafouleas, & Briesch, 2007):

Define the specific behaviors of interest using sim-
ple operant definition. Make sure that any observer would 
agree on whether or not the behavior occurred given your 
definition.  
Decide the time and place of the rating. Generally, it is best 
if a teacher can make ratings at natural breaks in a school 
day—during transitions between subjects or locations. It is 
important that the teacher be consulted when deciding what 
intervals and locations in which ratings will take place.

Decide the rating frequency. Frequent ratings 
(multiple times per day) make sense when a DBRC is also 
being used as an intervention component, in order to give a 
student frequent feedback. It is also helps a teacher get a 
sense of when problematic behaviors are really occurring 
during the course of a day. 

Determine type of scale and anchor points for each 
level of scale. Three point Likert scales are easiest on the 
rater, but may offer less precision. Well anchored scales that 

reduce judgment calls increase precision, reliability and va-
lidity. For example: “no talk outs = 2, one or two talk outs = 
1, two or more talk outs = 0” is better than “Good = 3, OK = 
2, and Not so good = 0.”  Finally, when making your point 
values use higher values for what you want to see. In my 
experience, earning points works better than avoiding points. 
It seems more positive and it is more intuitive to the student. 

Design the actual rating card, considering feedback 
from all involved. Getting feedback from all implementers is 
particularly important. The DBRC needs to be both useful 
and easy to use. The classroom teacher is the best judge of 
these criteria. The card can easily be designed on Microsoft 
Word, copied out of behavioral intervention books such as 
The Tough Kid Book (Rhode, Jenson, & Reavis, 1992), or 
created online through a tool such as that found on the Inter-
vention Central website (http://www.jimwrightonline.com/
php/tbrc/tbrc.php).

Define each person’s responsibilities. If responsi-
bilities are not clearly defined, things will likely not get 
done. It is crucial that people know who is conducting the 
ratings, how often, with whom data resulting data is shared, 
how frequently data will be shared, and how the data will be 
displayed. 

Once your DBRC is set up, you need determine out 
how to display the data. Hand drawn graphs work great. 
However, many of us prefer using computers. Excel is a 
commonly available program in which to construct graphs. 
Once you get the hang of it, it is quite easy to tailor your own 
from scratch. If you desire starter materials for a computer 
graph in Excel, Dr. Leanne Hawken from the University of 
Utah has a pre-made Excel graph for DBRC which you can 
download off her website (http://www.ed.utah.edu/
~hawken_l/BEPresource.htm). It is designed for the Behav-
ior Education Program (Crone, Horner, & Hawken, 2004), 
but can be used for monitoring using any behavior report 
card. The main advantage of electronically created graphs for 
DBRCs is that they look neater and eliminate the need for a 
ruler. While I like trendlines (which can be generated with 
the click of a button in Excel) for interpreting academic cur-
riculum-based measurement data, I’m not convinced of their 
utility for DBRC data. The advantage of a hand drawn graph 
is that it may be easier and quicker not to have to boot up a 
computer. 

When possible, it is best to get a baseline level of 
performance. To do this, undergo a period prior to imple-
menting an intervention in which the teacher rates on the 
DBRC without sharing the data with the student. My teach-
ers tend to be slightly resistant to taking the time to do a 
baseline phase, but it does emphasize the effectiveness of an 
intervention (or lack thereof). The boost you see in behavior 
can be a boost to morale of all involved and will go a good 
distance toward “selling” your intervention.  

There are a couple procedures that I have found 
help enhance the intervention power of DBRCs. First, is to 
have the student be involved in graphing, where possible, to 15



enhance and increase student motivation and feedback.  Sec-
ond, data needs to be discussed and interpreted. Discussing 
progress monitoring data generally doesn’t take much time 
but it is an important step toward making the data meaning-
ful and useful.  Sharing a graph with a teacher by merely 
sticking it in his or her mailbox is NOT ideal.  

Sharing the graphed data helps motivate students, 
helps motivate teachers, and gives me, the consultant, an 
idea of how well things are working with minimal effort. 
Progress monitoring behaviors with DBRCs is a practice that 
I expect will continue to be an integral part of my practice as 
a school psychologist. I whole heartedly endorse it as an 
important component of better follow-up.

-----------------------------------------------------------------------------------------------------
A Sample DBRC

Date: Student: 

Key: 0 = No; 1 = So-so; 2 = YES!!
Add any comments about the child’s behavior today on the back of this card.

Time Periods

____ points out of 24 total (12 on Fridays). Percentage = ___________.

Goal = .
Student initials: 

Teacher initials: Parent initials: 
--------------------------------------------------------------------------------------------------------

Behaviors to be rated: Start -
Recess

Recess -
Lunch

Lunch -
Recess

Recess –
Dismissal

Hands and feet to self 0  1  2 0  1  2 0  1  2 0  1  2

Follow directions 0  1  2 0  1  2 0  1  2 0  1  2

Raise hand 0  1  2 0  1  2 0  1  2 0  1  2

Sample Progress Monitoring Graph for a DBRC

Rob: % Points Earned
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Research-Based Interventions, Implementation, & Fidelity
Jennifer Lillenstein

(Reprinted from Pennsylvania’s newsletter Insight, Summer 2008, Vol 28, No. 3)

School psychologists are aware that 
Response to Intervention (RTI) is predicated 
upon the use of scientifically-based academic 
and behavioral interventions with a high degree 
of integrity and fidelity. Consequently, many of 
us are finding it empowering to: 1) assist school-
based professionals and parents in their under-
standing of what constitutes “scientifically-
based”; 2) help explain why the term is cited 
over 100 times in written legislation; and 3) assist in the de-
velopment of appropriate recommendations for matching 
interventions to vastly greater numbers of student needs. 

It is generally agreed upon that prior to the National 
Reading Panel’s landmark report, Reading First initiatives, 
and No Child Left Behind legislation, schools were much 
less adept at incorporating the content and instructional 
methods proven to work best with students learning to read. 
When results from the Connecticut Longitudinal Study 
(Shaywitz, 2004) were combined with studies from Britain 
and New Zealand, there was enough converging evidence to 
support that fact that reading difficulties exist on an unbro-
ken continuum of severity and are mostly prevented through 
use of increasingly intensive scientifically-based interven-
tions. Because these findings and years of other converging 
research probably were not going to be disseminated directly 
to classroom practitioners, policy makers were informed and 
intellectual collaboration between researchers and practitio-
ners ensued. The widespread adoption and implementation 
of a multi-tiered intervention framework represents one of 
the many collaborative ventures of vested researchers who 
are committed to helping a wide array of teachers engage in 
daily pedagogy that meets with research-based evidence 
(McCardle & Chhabra, 2004).

It can be argued that while we have made some 
progress, there continues to be a rudimentary understanding 
of the language process, and pre-service training, at best, has 
only paid lip service to “the science of reading.” Unfortu-
nately, the marketing arena has complicated matters by asso-
ciating “scientifically-based” with empty promises and prod-
ucts all within a context of heightened ethical, fiscal, and 
legal implications.

That being said, school psychologists with suffi-

cient training are uniquely positioned to assist 
with “fidelity of implementation” at all levels of 
the three-tiered model. “Fidelity of implementa-
tion” relates to: 1) exposing popular but scientifi-
cally untenable practices in reading instruction 
and preventative mental health practices; 2) as-
sisting administrators and key stakeholders in the 
identification of truly research-based practices; 3) 
valid interpretation of screening, formative, and 

diagnostic assessment data in order to customize treatments; 
and 4) collaborative consultation that is aimed at ameliorat-
ing those “real world” constraints currently interfering with 
fidelity of instruction (whether core or  supplemental). Some 
of these “real world” threats that can be found within the 
context of student population, culture, and the school im-
provement process include large concentrations of student 
needs, grouping and scheduling difficulties with students of 
widely varying reading levels who are in the same class, and 
interactions with teachers who represent a continuum of 
knowledge, skills, and dispositions and who suddenly may 
feel de-skilled or de-professionalized.  

It should be noted that Pennsylvania has fully en-
dorsed RTI as a school improvement strategy and an alterna-
tive to the discrepancy model. School psychologists may 
come to learn that their most important work does not lie 
within the 60 day timeline, but rather within the precursory 
work related to establishing the feasibility, sound implemen-
tation, and viability of RTI as a promising service delivery 
model.
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Initiating the RTI Process in Your School
Kevin M. Kuhn

(Reprinted from Pennsylvania’s newsletter Insight, Summer 2008, Vol 28, No. 3)

A newly certified school psychologist en-
ters her school building for the first time since her 
interview. Fresh out of her training program, she 
knows all about a school psychologist’s various 
roles in school, she has studied Response to Inter-
vention (RTI) and knows of its strengths as com-
pared to the test/place model, and she is familiar 
with the recent changes in legislation that are sup-
portive of system-wide change toward the RTI model. Enter-
ing her well-equipped office, or perhaps her less well-
equipped broom closet with a cork board on the wall and a 
laptop on a card table, she sits down at her desk, excited to 
get started, and hopeful that she will be able to bring her 
school district to the cutting edge of school psychology de-
livery systems. During the first week, she attends in-services, 
introduces herself to teachers and administrators, and begins 
to define herself as an important member of the educational 
team. She anxiously anticipates what will come next, until it 
hits her—or hits her desk, that is. The director of pupil ser-
vices, or perhaps the pupil services secretary, drops a stack 
of files on her desk with a “time to get started” thud. Think-
ing that she does not want to disappoint her new employer, 
she figures that she will complete evaluations with efficiency 
and effect systemic change in her spare time. Yet as the 
school year slips by, she never quite finds that extra time to 
make the changes she aspired to, and as June roles around, 
she realizes that she has allowed her role to be defined for 
her when the director of pupil services tells her to “Have a 
nice summer. You deserve it. Don’t worry, though—there 
will be plenty of evaluations for you to do next year.”

This anecdote may seem exaggerated, but what if it 
isn’t? How can a new school psychologist ensure that her 
roles are not defined for her, but that she is able to identify 
her own roles based on her theoretical stance of what a 
school psychologist’s roles should be? Few school psycholo-
gists entering the field over the next several years will have 
the fortune of entering into a school in which RTI is already 
in place, accepted, and functioning with long-term sustain-
ability. The reality is that many more will be employed by 
school districts that are in need of some level of systemic 
change in order to transition into the RTI model of delivery. 
It is important for new school psychologists to be aware of 
the challenges that they will face when they attempt to effect 
the necessary changes; it is also important for new school 
psychologists to understand the process of change and the 
specific actions they can take to make change happen more 
smoothly as they move through the three phases of systems 
change in schools: initiation, implementation, and institu-
tionalization (Fullan, 2007).
Phase 1: Initiation

In initiating the change process, there are several 
things a school psychologist can do to move the process 
along. First, it is important to begin establishing a shared 
understanding of the need for change that is present in the 
school. A school psychologist should not wait to establish 
herself as an agent of positive change, or she will find herself 

being defined by the urgency of the evaluations that 
are piling up rather than by the roles she was taught 
about in her certification program. Talking often with 

key stakeholders in the school about the possibili-
ties that exist with systemic change is one way to 
establish oneself as an agent of positive change 
(Castillo, Cohen, & Curtis, 2007). Due to the recent 
changes in Pennsylvania’s legislation, school psy-

chologists will also benefit from using this legislation to their 
advantage when talking with administrators (Fullan, 2007). 
Finally, while communicating with teachers and administra-
tors about the possibilities that are available with a switch to 
RTI, it is imperative that school psychologists are clear in 
stating that change is a process, not an event, and can take 3-
5 years to begin to see results (Castillo et al.). By using these 
strategies to communicate a need and suggest a direction for 
the future, school psychologists will establish themselves as 
agents of change rather than administers of tests.

When the time is right to begin formal initiation of 
change, school psychologists must form teams for strategic 
planning and troubleshooting. Shapiro (2006) clearly states 
that the context in which change occurs matters, and that 
acceptance levels of the basic principles of RTI should be at 
least 80% in order for the change to succeed. Forming a stra-
tegic planning team not only disperses responsibility, but it 
also increases the acceptability of a given plan. Teams 
should include the director of pupil services, the superinten-
dent or an assistant superintendent, building principals, spe-
cial education coordinators, curriculum developers/directors, 
teachers, and, of course, the school psychologist. 

Before implementation of RTI ever begins, schools 
must determine how several key factors will be handled. The 
strategic planning team should: 1) determine how universal 
screening will occur; 2) select a progress monitoring tool, 
such as AIMSweb; 3) decide how progress monitoring will 
be handled – how often and by whom progress will be meas-
ured; 4) develop a standard treatment protocol for interven-
tion delivery at all tiers; 5) establish methods of assessing 
treatment integrity; and 6) develop a clear, comprehensive 
flowchart and other tools to be used in communicating how 
the RTI process will be handled in the school. It may also be 
helpful for teams to think about what roadblocks may arise, 
such as resistance to change, and develop plans for how to 
handle these potential issues. Once the team has determined 
how RTI will be handled in the school, it can begin to move 
into the implementation phase of systems change.
Phase 2: Implementation

With careful planning and a strong base of support-
ers developed during the initiation phase, teams are ready to 
begin implementation. One of the most important factors that 
will impact the outcome of systems change is the system’s 
capacity to adjust to the change (Shapiro, 2006). It is highly 
recommended that schools do not require teachers to do the 
student progress assessments (Marolt & Noltemeyer, 2008). 
Instead, it is suggested that schools augment their capacity to 
adjust to change by assigning the progress monitoring role to 18



a group of people other than the teachers. In this way, teach-
ers will be able to focus on teaching and intervening without 
being weighed down by frequent progress monitoring meas-
ures.

If a school district simply does not have the capac-
ity to make this change district-wide, it may be beneficial to 
consider taking a pilot school approach. Using the pilot 
school approach, a district can focus all of its efforts and 
support into one school, most likely an elementary school, in 
order to successfully move RTI from implementation to sus-
tainability. When the other schools’ personnel see the suc-
cess that results from the change, they will be more likely to 
dedicate the time and effort needed to successfully effect this 
change in their own schools.

During the implementation phase, school psycholo-
gists should allow principals and other administrators to be 
the spokespeople for the transition into RTI, while making 
themselves available to teachers and other school personnel 
to answer questions and provide support. A second function 
of the school psychologist during the implementation phase 
is to monitor overall progress and communicate successes to 
the teachers and others at the ground level. Finally, school 
psychologists should ensure that all of the aspects designed 
in the initiation phase are being implemented with accuracy.
Phase 3: Institutionalization

Institutionalization is the end result of a given 
change becoming stable and sustainable in the school, so that 
the systems change is widely accepted as the way that things 
are done. Fullan (2007) suggests five factors that 
increase the chances for sustainability: 1) admin-
istrative pressure in support of the change; 2) a 
lack of significant staff resistance; 3) low staff 
turnover; 4) the changes are embedded in the sys-
tem infrastructure; and 5) teacher/administration 
harmony. In order to encourage RTI’s transition 
from implementation to institutionalization, 
school psychologists should actively promote 
collaboration and continue to involve as many 
stakeholders as possible. Shapiro (2006) suggests 

that “this type of collaboration needs to be planned and pro-
grammed; it does not happen by accident” (p. 263). There-
fore, school psychologists should purposefully seek to en-
courage a spirit of collaboration in their schools if institu-
tionalization is their goal.

It is never too early – or too late – for school psy-
chologists to be agents of positive change in their schools. 
By using the skills that were learned in training, coupled 
with the humility to actively pursue collaboration over com-
mand, school psychologists, new and… experienced, can 
lead the way in their schools to more effective education. 
Fullan (2007) wrote that “there is a deep reciprocity between 
personal and shared meaning. One contributes to the other; 
each is weakened in the absence of the other. The ultimate 
goal of change is for people to see themselves as sharehold-
ers with a stake in the success of the system as a whole” (p. 
193). May every Pennsylvania school psychologist experi-
ence that “deep reciprocity” as they lead the way of change 
toward best practices in their schools.
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WSPA CHILDREN’S SERVICES 
GRANT RECIPIENTS 2008-09

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

Karen Wydeven, School Psychologist
Whitehorse Middle School
Madison Metropolitan School District

Small group(s) intervention that addresses organization, study skills, focusing skills, and attention to task
Jessica Phillips, School Psychologist
Parkview Elementary
School District of New London

Bulldog Bully Busters – Bully Prevention Kick Off Day!
Patriq DuSaint, School Psychologist
Hawley Environment School
Milwaukee Public Schools

YogaKids school-wide intervention
We look forward to hearing more from the recipients this spring! Thank you to all who applied this year.  WSPA ap-

preciates your service efforts on behalf of all children.
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Parity for the NCSP on the Local Level

The WSPA NCSP committee is actively working at 
the state level to advocate for parity in pay for the NCSP 
credential.  Currently, the state recognizes the National 
Board for Professional Teaching Standards or NBPTS cre-
dential.  DPI provides grants of $2500 per year for nine years 
and a 10-year Master Educator license for successful com-
pletion of the NBPTS.  School Psychologists are not cur-
rently eligible for this credential, nor is the NCSP recognized 
by the state.  

While this committee is working at the state level, 
we are also encouraging individual school psychologists to 
fight for NCSP parity at a local level.  Many school districts 
are providing stipends or other compensation for NBPTS 
certification or Master Educator status, but very few are ex-
tending that compensation to Nationally Certified School 
Psychologists.

Advice from those school psychologists who have 
received parity without fail begins with “join your local un-
ion negotiating team.”  Though educating your negotiating 
team about the NCSP is an important step, nothing compares 
with the awareness and bargaining power you possess when 
you are an integral member of that team.  Those who have 
joined their local teams have found that these negotiating 
teams are unaware of the NCSP credential and very suppor-
tive of including this credential with the NBPTS credential in 
negotiations. 

NASP has prepared materials on how the NCSP 
aligns with other national certifications at http://
www.nasponline.org/advocacy/2007certcomparison.pdf that 
may be useful in educating local bargaining teams, adminis-
trators and board members.  

It also may be helpful to join with other pupil ser-
vice professionals and our school speech pathologists who 
may have credentials issued by other professional organiza-
tions.  When I approached my negotiating team with the 
NASP materials, they were impressed by the national cre-
dentials of these different professionals.  We agreed that 
when a stipend for national certification is discussed in the 
next negotiation, it would include all of the national certifi-
cations or our team would not be interested.

Raising awareness of our national credential at the 
local level is one step in achieving NCSP parity at the state 
level.  When our school boards and districts begin to recog-
nize our training and accomplishments and how they work to 
the advantage of students and staff, the state will take notice.  
Much change in this state comes from grassroots efforts, and 
this is one effort that stands to change the face of School 
Psychology for many years to come. 

Katie Johnson, NCSP
Northwest Regional Representative
On Behalf of the WSPA NCSP Committee

Keeping in touch:
Don Smith

Don Smith, retired Director of Pupil Services 
of Beaver Dam Schools, long-time school 
psychologist, and former treasurer of WSPA 
has fallen ill.  Don has served and promoted 
the profession of school psychology dili-
gently throughout his career.  He worked 
actively on the WSPA Executive Board and 
willingly served as the treasurer for several 

state conventions that were sponsored by the 
region.  Upon his retirement three years ago 
Don and his wife, Sue, relocated to their 
home in Hazelhurst.  Don would like to hear 
from friends in the profession.  He can be 
reached at 10933 South Bear Lake Rd, Ha-
zelhurst, WI 54531.

Keeping in touch:  If you know of a former member of WSPA that should be noted for their 
dedication to the association, please contact Jennifer Kamke Black and submit information 
for a future “Keeping in touch” column in the WSPA newsletter.



50+ Years of Positive Trends in Schooling Despite Increasing Social/Cultural Chal-
lenges

Joe French
(Reprinted from Pennsylvania’s newsletter Insight, winter 2008 vol 28, no. 2, and spring 2008 vol 28, no. 3)

Once upon a time in 1950, I received 
an M.S. on a Saturday afternoon and was mar-
ried to Peg the next day. That September, I 
started a great job at Metcalf School, a training 
school at Illinois State University, where I pro-
vided most of the psychological services. There 
were the regular K-6 grades, three classes for 
students with mental retardation, three for stu-
dents with physical handicaps, and two for deaf 
or very hard-of-hearing students. Blind students 
were integrated. We had clinics for audiology, 
reading, speech, and psychology for pupils in 
the building and by referral for students of all 
ages in the larger community. Since then, I 
have not seen such a great school or place to work. However, 
I have seen great improvement in schools and public educa-
tion. Mega-data over the decades attests to the increasing 
quality of schooling despite increasing challenges.

First, here are some figures to set the stage. When I 
started work in 1950, U.S. postage was only 3 cents and the 
Dow-Jones was 216. Now, postage is 14 times higher and 
the Dow is more than 60 times higher. The average wage has 
increased from $3,000 to about $37,000 which is an increase 
more than 12 times. A lot has changed in the past six dec-
ades. I have exceeded the life expectancy for the time of my 
birth and even today. 

There is a lot of good news about education and 
schooling that is not generally known by the public. 
Dropouts/ School Retention

The %age of the population graduating from high 
school has been going up consistently for a hundred years. 
When my parents were of public school age, only about 15 
% finished high school. Now, among my grandchildren, only 
about 15 % do not. We have come a long way but the chal-
lenges in the near future are different from the past.

Among dropouts these days are subgroups that need 
attention by the school and non-school community. Since 
2000, Hispanics have dropped out at a rate of three or four to 
one when compared to White non-Hispanics. The current 
drop out rate for White Caucasians has been 6 %, for Blacks 
10.4 %, and for Hispanics 22.4 % according to the National 
Center for Educational Statistics. School psychologists and 
other significant players in the community need to address 
the differences in dropout rates between these cultural 
groups.
Mainstreaming

The dropout rate has been reduced over the decades, 
despite having more exceptional children and youth enrolled 
in the public schools. When I started in school psychology, 
many disabled young people were not in the public schools, 
but were staying at home or were in public or private institu-
tions. For the most part, only children with IQs over 50 were 
in public schools, but not even all of the students with mild 
mental retardation were. In the 1950s, records were not as 
complete or correct as they are today. 

By 1960, about 2.5% of public school 
enrollees were classified as exceptional. In the 
1970s, when there were more school psycholo-
gists, more children were identified as excep-
tional – particularly after passage of the Educa-
tion of All Handicapped Children Act of 1975. 
School psychologists became known as 
“gatekeepers.” I thought of that as a positive 
term because we were keeping many kids out of 
special education programs that teachers thought 
were too much for the regular classroom. 

The percentage of exceptional enrollees 
is now nearly 14 %. The number of categories 
has increased from six in 1950 to twelve in 

2000, according to the National Center for Educational Sta-
tistics. Obviously, with many more kids in public school 
special education programs, more local resources are re-
quired now than 40 years ago. Even with so many more dis-
abled children in the public schools, the retention to comple-
tion rate continues to improve.
 Increasing Academic Competence

National Assessment of Educational Progress data 
from the National Center for Educational Statistics provides 
convincing information about the improving educational 
attainment of students in the public schools over the last 30 
or so years. 

Scaling techniques were used to enable compari-
sons from ages 9, 13, and 17 over time. The good news is 
that (clearly) 17 year olds have higher scores (i.e., read and 
compute better) than 13 year olds, who in turn read and com-
pute better than 9 year olds. 

Over 36 years, however, reading scores for 9 year 
olds have improved, for 13 year olds the averages appear to 
be slightly better, and for 17 year olds they are about the 
same. These findings are not unexpected because formal 
reading instruction ends as pupils reach adolescence.

In addition, children and young adolescents have 
made gains in mathematics proficiency over the past three 
decades! Older adolescents may be only slightly better than 
30 years ago, but they certainly are not worse. Lack of a no-
table improvement by adolescents in math is associated with 
the number and type of math courses taken in the secondary 
schools. Some take geometry, trigonometry, and calculus, 
but most do not.

According to the Centre Daily Times (September 
26, 2007), “In Pennsylvania, the average scores (in 2007) for 
reading and math in both fourth and eighth grades were 
higher than the national average and slightly higher than … 
scores” (in the last measurement).

In a recent newspaper account about the National 
Assessment, sometimes called “the Nation’s Report Card,” 
credit for gains was attributed to the No Child Left Behind 
legislation. However, the upward trend has been positive for 
over 30 years. Chalk one up for U.S. schools and one down 
for syndicated news stories!21



Beyond the National Assessment data, over the last 
50 years, according to then US Secretary of Education Rich-
ard W. Riley (2000), scores on most standardized tests for 
reading, math, and science have gone up and the gender gap 
in math and science is shrinking. While these gains in basic 
skills were occurring, the dropout rate decreased from about 
40% to about 16%.

For some time we have noted discrepancies be-
tween White and non-White students in reading and mathe-
matics test scores. We have attacked the gap between mi-
norities and majorities as if it is only academic. Low 
achievement test scores may not only be associated with 
race, but also by living in poor, single-parent households. 
This suggests another problem to be addressed by the com-
munity and schools. Looking to Bill Cosby for leadership 
would be a good idea. I strongly recommend his 2007 book 
Come on People.
Increasing IQs

The increases in achievement may be related to 
increasing IQs. School psychologists have had little to do 
with increasing intelligence test scores of English-speaking 
children throughout the world, other than measuring those 
changes. This is known as the “Flynn effect,” after the per-
son who brought this trend to our attention. Over the last 90 
years, IQs have been going up about one point every three 
years when measured by the same test. The Wechsler Intelli-
gence Scale for Children, published about the time I started 
testing children, would yield much higher scores today than 
then. Tests must be re-standardized every 10 to 15 years to 
prevent the Lake Woebegone effect. School psychologists 
must use newer rather than older tests for cognitive assess-
ments. The National Assessment of Educational Progress 
tests are also revised and re-calibrated frequently.

In the game of public relations, we could remind the 
public that there is overwhelming evidence that children 
have higher IQs than their parents when the tests used with 
their parents are administered. (Probably, grandparents will 
be easy to convince that their grandchildren are smarter than 
their children.)
Other Indicators of Achievement Gains

While Federal funding remained constant and state 
funding decreased, according the Pennsylvania School 
Boards Association, Pennsylvania public school enrollment 
increased by 147,224 students in the ten years between 1991 
and 2001. 

From the 1980s to the mid-1990s, the number of 
students completing four years of English, and three years 
each of math, science, and social studies tripled, while the 
dropout rate varied only slightly. There has been a 12% in-
crease in the number of public school seniors taking Ad-
vanced Placement honors courses in English, trigonometry, 
calculus, chemistry, and physics.  

In the late 1960s, when 25 to 30% of all students 
and 11% of students with IQs of 110 or higher were drop-
ping out, I received a Federal grant to study nearly 2,000 
dropouts from across Pennsylvania with IQs of 110 or higher 
(French, 1969). One of the surprising findings was that there 
were two types of bright female dropouts. One group was 
carefree, a ready-for-the-world type, while the others we 
called “early homemakers” (i.e., withdrawn socially and 

pregnant before graduation). In those days, the list of reasons 
a student left school did not include “pregnant” or words to 
that effect. However, most schools terminated any girl who 
was known to be pregnant. Now, schools use several re-
sources to help pregnant students complete high school.
Violence in Schools Down

The most current data from the FBI on school vio-
lence and youth victimization in the United States indicates 
that violence has been declining in public schools since 
1993. Violence perpetrated by and against youth continues to 
fall. In spite of this trend, many segments of the public be-
lieve that school violence is increasing. The reverse is true 
partly because more police officers are in schools and more 
schoolhouse doors are locked. Despite the shootings at Col-
umbine High School in Colorado and other incidents in Ken-
tucky, Michigan, Minnesota, Oregon and Ohio, schools are 
the safest places for children to be. Fewer homicides and 
violent crimes are committed against children at school than 
in their homes or on the streets. Students are more than 100 
times more likely to be the victim of a homicide away from 
school than at school (Leone, et al. 2001).
International Comparisons

Do we have the best reading and arithmetic scores 
in the world? No, but large numbers of test takers in each 
country provide enough statistical power to make small dif-
ferences statistically significant. Differences between the top 
countries are very small.

International data in this report are based on 9 year 
olds from 35 countries with about four years of schooling. 
As reported by the International Education Association for 
the Study of Reading in 2007, Sweden was in the lead, 
closely followed by Netherlands, England and Bulgaria. 
Children in those countries are about a half standard devia-
tion above the mean. 

The middle third, also above the mean, includes 
such heavyweights as Russia, France, Greece, and Israel.

More than one standard deviation below the mean 
are Belize, Morocco, and Kuwait. Iran is at the 20th percen-
tile. It is a skewed distribution with only the bottom third 
below the mean scaled score. 

The top one-third, including children in the U.S., 
are well above the mean. The United States rank’s ninth. 
There is a statistical difference between children in the U.S. 
and those in the top four countries, but there is not a statisti-
cal difference between countries ranked 5 through 11. 

Twenty-three countries had average reading literacy 
scores that were significantly above the international aver-
age. Among them, the U.S. is ranked near the top. In this 
measurement, children in the U.S. were reading better than 
those (in descending order) in Italy, Germany, Russia, 
France, Greece, Israel, Norway, Argentina, and Iran. China, 
India, Brazil, and some other countries with large popula-
tions did not participate. In all countries, girls had signifi-
cantly higher reading test scores than boys.
Teachers Highly Ranked in Polls

Public opinion polls by Gallup in 2002 and 2005 
and by Harris in 2006 rank teachers very, very high. Com-
parison from poll to poll is difficult because the pollsters do 
not use the same professions and titles each time they poll. In 
the 2002 Gallup poll, teachers were at the top! Medical per-
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sonnel were not included in 2002, but they were in 2005, and 
instead of just plain “Teachers,” “High School Teachers” 
were ranked. 

Although teachers were above all others in 2002, in 
2005 they were still very high but below health profession-
als. Nurses were higher than MDs, and MDs were not dis-
cernibly different from High School Teachers, who contin-
ued to be positioned ahead of Police Officers and Clergy (not 
differentiated).

Teachers are more trusted than Scientists, Police 
Officers, Professors, Accountants, and Protestant Ministers. 
They also rank considerably higher in the mind of the public 
than Catholic Priests, Journalists, Governmental Officials, 
Opinion Pollsters, Lawyers, CEOs, Car Dealers, and Actors.  
If schools are as bad as many journalists and congressmen 
say, at least teachers are believed to be very trustworthy and 
to have integrity and more so than their detractors.

Many members of Congress and big city journalists 
seem to be focusing on problems of schooling in New York 
City, Washington, D.C., and New Orleans and imply that 
schooling is bad all over. Perhaps one of the reasons teachers 
are trusted and believed to have integrity more than legisla-
tors and journalists is that community members believe their 
schools are doing a good job and their personal experiences 
with teachers have been positive.
Summary 

Schooling in the United States has been good for 
longer than I can remember and is getting better every dec-
ade. Yes, today, public schooling for the masses is better 
than ever. Yes, there are many schools that need improve-
ment and more children need more help than they are get-
ting. We need less negative press and fewer critics crying 
about small portions of the big picture. We need positive, 
creative thinkers among school personnel and among the 
interested public.
Challenges to Educators

In the next section, I will present evidence about 
some of the challenges school personnel face over which 
they have little or no control. The good news reported above 
came about under increasingly difficult times in our society.
Funding Public Schools

Public schooling is not found in the Constitution. 
Therefore, according to Amendment X, the control and regu-
lation of education is vested in the states. As can be readily 
observed, rules and regulations for schools and schooling 
vary by state.

Whereas the Federal-elected and appointed officials 
frequently complain about the condition of public schooling, 
they have little financial stake in it and, therefore, little force. 
In a 1999 report from the US Department of Education Di-
gest of Education Statistics (table 230), sources of funding 
for public schools were divided as follows: Federal 7%, State 
50%, and local 43%. 

The Pennsylvania Legislature set a statutory goal in 
the 1960s for the state to pay 50% of instructional costs, but 
that provision was removed from the books in 1983, a tough 
budget year. "Political adjustments" came about as the state 
share of aid to public schools started to drop in the late 
1970s. A few years ago, this Commonwealth was paying 
only 36% of public education costs, which was down 18% 

from a peak of 54% in 1975. 
About two years ago, the Pennsylvania Department 

of Education reported local districts to be paying 57% of 
costs, the state 38%, the Federal government 3.2%, with 
1.3% coming from other sources. In Utah, the state pays 
about two thirds of education costs, with poorer districts get-
ting more than richer ones. Other states also send a higher 
percentage to poor districts than to rich ones.
Federal Legislation 

Some presidents and congressional representatives 
talk with enthusiasm about educational legislation, but sel-
dom about funding their ideas. In the last 30 years, the U.S. 
Congress has passed many bills: 23 acts in the 1970s, 19 in 
the 1980s, and 43 in the 1990s. Those numbers may be exag-
gerations because modifications or extensions of existing 
legislation were included in the count. However, these num-
bers do show that they were paying attention. Even though 
Congress and the President appear to be pleased with their 
legislation, the Federal financial contribution to the public 
schools is well below 10% of public school operating costs 
nationwide and does not keep up with actual costs. The small 
Federal portion reminds me of President Ronald Reagan pro-
moting ketchup as a vegetable in school lunches.
Ever-increasing Load for Schools

A few years ago, Jamie Vollmer wrote and fre-
quently spoke about how schools cannot do it alone. A popu-
lar part of his presentations included lists of additions to 
schooling in the 20th century beyond the 3 Rs. This Federal 
legislation is found in more than 80 Acts, but with little or no 
funding for operations. 

In the 30 years between the end of World War I and 
1950, eight major things were inserted in the school day, 
including vocational education, half-day kindergartens, and 
school lunches. Then in the next 50 years, many more were 
added or expanded.

Acts in the 1950s added safety education, drivers’ 
education, expanded music and art, sex education, and oth-
ers.

In the 1960s, Advanced Placement programs, con-
sumer education, career education, desegregation, and others 
were added.

In the 1970s, we gained responsibility for drug and 
alcohol abuse education, parent education, behavior adjust-
ment classes, school breakfasts, “PL 94-142,” and others. 
In the 1980s, additions included increased psychological 
services, ethnic and multicultural education, English as a 
second language, pre-school programs, and, among others, 
after-school programs for children of working parents.

In the 1990s, without adding minutes or days to the 
school calendar, schools became responsible for HIV/AIDs 
education, internet use, mainstreaming of exceptional chil-
dren, safety education and others.

A few years ago, increased testing for the “No 
Child Left Behind” program was added, but was woefully 
under funded. 

Also among the additions were bills with key words 
such as “stranger-danger,” death, character, parenting, lei-
sure, peace, and consumer – titles that suggest that: a) school 
folks do more than teach the subjects measured by the No 
Child Left Behind program and b) the need to partner with 
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other community resources.
In the 1990s, 72% of American taxpayers had no 

children in school. It is hard for communities to vote tax in-
creases to improve school conditions when so many voters 
do not have children in the schools.
Also, 75% of mothers of school-aged children were working, 
which added to the need for pre- and post-school activities.
Time in School

“Don’t tell me you don’t have enough time. You 
have all the time there is – it’s how you use it that 
counts.” (Some of you have heard that from me before.) A 
key element in academic learning is the time youth are with 
teachers in schools. 

If we could assume, even though we cannot, that all 
children average 10 hours sleep a night, there would still be 
14 hours a day or 5,110 hours per year they are awake and 
able to learn. For more than 50 years, 180 six-hour-days, or 
1,080 hours in a year, have been legislated for schooling. 
The day is a little longer for those in secondary schools, 
where many students participate in extracurricular activities. 
Recent legislation has enabled provisions beyond the tradi-
tional school day for working parents.

Children are in classes less than half of the time 
they are awake on school days, but in school only about one-
fifth of the time they are awake in the whole year. Parents 
are responsible for how children use that vast majority of 
their waking hours. Most children are absent some of the 180 
days, so the 1,080 hours per year may be a little high for the 
vast majority of children. For teachers, time has been held 
constant for at least the last 50 years. Educators get 6 hours a 
day, 180 days a year, for academics and other things with 
which they are asked to help children.

On average, school-aged youths spend 3.3 hours a 
day, or 1,204 hours a year, watching TV (Johnson, et al., 
2002). Over the calendar year the average child watches TV 
more than she or he is in classes. Seldom do we hear those 
who criticize schooling, criticize TV programming or current 
movies.
Extend the School Day and School Year Gradually

With the vastly increased percentage of two-income 
and single working parent families, public school buildings 
and educational or educationally related programs in them 
should be available throughout the day and year. 

In other industrial nations, schools operate for up to 
eight hours a day and for 220 days a year. Their students 
spend about 40% more time in formal educational activities 
than our children. 

A one-step extension of two hours a day and 40 
more school days a year would be very, very expensive if 
only certified personnel are involved. However, as is taking 
place this year in a few schools around the nation, teacher 
raises are tied to the extended school year. Teacher contracts 
could call for as many additional days as the yearly pay in-
crease provides. This is a win-win situation for gradually 
increasing the length of the school “year” and teacher sala-
ries.
Vacation Days

Is a 180-day school year preparing students in the 
U.S. for the workplace? I don’t think so. According to the 
World Tourism Organization, U.S. workers have the lowest 

number of “days off” among industrial nations. We have 13. 
Italy has 42. China, with 31, holds the midpoint. A longer 
school year would better prepare adolescents for post-school 
work. The current 180 school days in a 10-month period 
already has about 20 days off – more than most US workers 
receive in 12 months.
Changing Times and Problems at School

A lot has changed in the last six decades. When I 
was a kid, most mothers did not work. During World War II, 
with the induction of most able-bodied men into military 
service in the early 1940s, the employment policy of school 
boards across the country and some companies changed to 
allow employment of married women. Most female hires 
until then were single teachers, secretaries, or clerks.

In 1950, the base year for this discussion, only 24% 
of the female population was in the labor force. A big surge 
in female employment took place in the 1970s, and now over 
60% of the female population is employed. Women outnum-
ber men in many of the formerly all-male occupations. 
About half of women who are widowed, divorced, or sepa-
rated are in the labor force. Two-thirds to three-fourths of 
employed women have children. How children and youth are 
managed before and after school is a problem for many, 
many families. 

Here is a personal example. This year, each school 
day, my granddaughter takes two of my great-grandchildren 
to their grandmother to wait for the school bus. After school, 
they go back to their grandmother’s house to wait until my 
granddaughter finishes work and can pick up my great-grand 
children. If that is not crystal clear, I hope you understand 
the point. Most young workers need societal help with child-
care during pre- and post-school hours. 

Public school buildings should be open to their cli-
ents much longer than the six hour “school day.” Of course, 
other buildings and spaces can and are being used for pre-
and post-school care, but the taxpayers own the schools. It is 
in the public interest for public buildings to be used by 
school-aged children to help with pre and post school activi-
ties.
Changing Demographics of Marriage and Child Bearing

From 1950 to 2005, the age of first marriage has 
gone up about five years for both males and females. During 
this same time span, the number of divorces per thousand 
increased from nearly two to about five. At mid-century, it 
was thought that early marriage was associated with divorce 
rate, but that does not seem to be the case. 

The number of children per household is of more 
importance to school people. Whereas the number of chil-
dren per family increased from 1950 through peak around 
1980, the average of people per household is lower today 
than 50 to 60 years ago. 

Associated with increasing opportunities for women 
in the workforce in the 1970s, the age of first marriage in-
creased about five years to the late twenties. One might hy-
pothesize that waiting five more years for marriage would 
contribute to births outside marriage. It might, but I do not 
have data on that. I do know that teenage pregnancy has been 
declining for a number of years. That is good news for 
school personnel and the country. However, even though 
pregnant girls are not forced out of school as they were in the 
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1960s, providing education for pregnant girls in schools in-
creases the load on teachers and others.  

The good news for educators is that birth rates for 
teenage mothers have fallen steadily in the past decade and 
reached a record low in 2002 (my most recent data source). 

Providing for pregnant adolescents in the public 
schools continues to be an added expense for taxpayers. In 
2002, pregnancies among adolescent girls were nearly 10% 
lower than in 2000, and 25% lower than the peak number 
estimated in 1990. The 2002 figure was a record low for the 
Nation, since this series of national pregnancy estimates be-
gan in 1976. Although the schools have been doing a good 
job of handling pregnant women until they graduate, the 
good news is that there has been a decreasing number of 
pregnant students to serve: from 117 per thousand in 1990, to 
76 per thousand in 2002.
Demographic Similarities and Differences

Among both Black and White women, over half of 
the births in 2002 were to women in their twenties. The pro-
portion of births that were to women under 20 was about 
twice as high among Blacks (18%) than Whites (9.7%). 
These data suggest an additional challenge that needs to be 
addressed by non-school community members as well as 
school people.

From data provided by the National Center for 
Health Statistics, we know that “out of wedlock” births have 
increased from 5.3% in 1960 to 36.8% in 2005 for an all-
time high. Adult women, not school-aged women, are driv-
ing the trend. This may be good news from one point of 
view. However, according to several research reports, chil-
dren from single-parent homes tend to have more difficulty 
in school than those in whole families.

Whereas these figures about “out of wedlock” births 
are surprising to me, they are part of an international trend. 
In Sweden, Great Britain, and the Benelux countries, the 
current percentage of “out of wedlock” babies is over 40 and 
may become over 50% in five years. In these countries, as 
cited earlier, young children read better than children in the 
U.S. 

The educational difficulties of children born out of 
wedlock may not as attributable to the family factor, but to 
the features of low-income homes in the U.S. Large racial/
ethnic differences exist in the percentage of births to unmar-
ried women. Non-Hispanic White women and Asian or Pa-
cific Islander women are about half as likely as others to 
have a non-marital birth in recent years, according the Child 
Trends data bank.

Younger women who bear children are substantially 
more likely than older women to have that birth outside of 
marriage. The fact that more than four fifths of the births to 
women in their teens are out of wedlock is a frightening fig-
ure until we remember that only 11% of out of wedlock 
births are to women under 20. Conversely, 89% are to 
women 20 and older.

Now I will address another weighty issue.
Changes in Height and Weight

Over the 50 plus years time line of this paper, stu-
dents have gotten bigger. The National Center for Health 
Statistics indicates that from the mid 1960s to 2002, average 
10-year-old boys gained a half-inch and 15-year-old boys 

grew about an inch. The height of the average girl remained 
about the same through those 40 years. In the same time pe-
riod, the average weight for 10 year-old boys went up 11 
pounds and for 15 year-old boys, 15 pounds. The average 
weight for 10 and 15 year-old girls went up 10 to l1 pounds.

However, it is not increase in average height that is 
a problem (except when teenage boys become bigger than 
their fathers). The problem is with those children and teenag-
ers who are overweight or obese, and that percentage has 
been increasing.
Obesity Increasing

In 2001, 58% of our youth ages 18 to 24 were over-
weight, and 22.5% were obese according to the National 
Center for Health Statistics. Psychologists in the schools 
should be among the leaders in helping with this health prob-
lem while the children and youth are still in school. 

From the beginning of a data set in the mid 1970s to 
the present, the number of overweight students has gradually 
increased. More than one in six adolescents aged 12 to 19 
were overweight in the U.S. in 2003 and 2004, more than 
triple the rate in 1976 to 1980. Both children ages 6 to 11 
and adolescents were about three times as likely to be over-
weight in 2003 to 2004 as they were 25 years earlier, accord-
ing to the National Center on Health Statistics. Overall, boys 
and girls are equally likely to be overweight. 

Children who are overweight are at an increased 
risk of developing type 2 diabetes, cardiovascular problems, 
orthopedic abnormalities, gout, arthritis, and skin problems. 
The health threats posed by being an overweight child can be 
long lasting. Children and adolescents who are overweight 
are at risk for becoming overweight adults.

Given the seriousness of the health consequences 
associated with being overweight and the rate of increase in 
the past few decades, the Surgeon General has declared over-
weight prevalence in children and adolescents to be a major 
public health concern.

Reducing child and adolescent obesity requires ef-
forts by families, schools, communities, government and 
industry. Parents play an important role in preventing and 
reducing child and adolescent obesity by promoting healthy 
eating and exercise.

Through its Healthy People 2010 initiative, the fed-
eral government has set a national goal to reduce by two 
thirds the number of overweight children to 5%. To reach 
this goal, the Federal Drug Administration and the National 
Institutes of Health are encouraging schools and communi-
ties to educate parents and children about the importance of a 
healthy diet and physical activity. School psychologists 
should join in this initiative. Who knows more about chang-
ing behaviors? You can get started by reading the Healthy 
People web page (www.healthypeople.gov/).
School Lunches

In 2004-05, over 29 million children participated in 
the National School Lunch Program, with nearly 60% receiv-
ing free or reduced price lunches. Starting in 1946, the Na-
tional School Lunch Act established basic meal pattern re-
quirements and required schools to serve lunches free or at a 
reduced price. Today, the program provides a nutritionally 
balanced meal containing one third or more of the nutrients 
children need each day. Children whose nutritional needs are 
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met are more attentive in class, attend school more regularly, 
and have fewer discipline problems – issues with which 
school psychologists are very familiar. 

Foods sold in competition with the USDA School 
Meal Program jeopardize the nutritional effectiveness of the 
Federal Foods program and may contribute to unhealthy eat-
ing and result in obesity and other health risks.  Meals and 
snacks should be nutritious – not necessarily what consumers 
prefer. 

Improving the content of vending machines and 
cafeteria meals is already underway in many schools. En-
couraging and reinforcing such changes should be the role of 
all school personnel.
Exercise 

The value of exercise should not only be taught, but 
also practiced both during school time and available to the 
masses in extra-curricular activities. 

Maybe adding Body Mass Index (BMI) to regular 
report cards (or in a letter) is more widespread than I know. 
Since 2005, school nurses, following a mandate by the state 
Department of Health, have been measuring student’s height 
and weight and calculating BMI for each student. The for-
mula involves routine measurements of height and weight 
and multiplying by a constant.

This year, the Phillipsburg-Osceola (PA) Area 
schools will be informing parents of students whose BMIs 
are higher than they should be and suggesting that the stu-
dent enroll in a YMCA after-school program for an hour or 
more four days a week. This is an excellent example of 
school/community cooperation.
And No Smoking

Over the years nationwide, perhaps the most impor-
tant prevention program has been the reduction in number/ 
percentage of adults smoking. Now, health enhancement 
needs a boost in the schools. School psychologists cannot do 
it alone, but with others they can and should encourage 
healthy eating and exercise and discourage smoking.
Earned College Degrees Increasing

Along with the improved rate of retention in high 
schools, there have been a substantially increasing number of 
earned college degrees. From 1960 to 2005, the number of 
college degrees granted has increased from 477,000 to 3,850, 
462. This increase has been associated with the outsourcing 
of many jobs. 

 In 2007, the fastest growing vocational opportuni-
ties are in janitorial, food, and home health services. Many 
college graduates with large debts will be over-qualified for 
the jobs they get.
Poverty

The percentage of the U.S. Population in poverty in 
1970 was 12.6—about what it is today. By 1990, it was up to 
13.5%, but was down to 11.3% in the year 2000 before start-
ing back up in this decade.

My last externally funded research at Penn State 
centered on the transition of Head Start alumni to the pri-
mary grades of school. One of our findings was similar to the 
conclusions of others: the mothers’ education and family 
income were both very good predictors of reading and arith-
metic scores.
Income Inequality Has Grown

In Pennsylvania, the gap between low-to-middle 
income families and high-income families grew significantly 
from the early 1980s to the early 2000s, according to the 
Keystone Research Center. As has been noted by thoughtful 
commentators over the past few years, inequality in income 
groups has grown nationally. It has grown even more in 
Pennsylvania than most other states. This inequality has be-
gun to affect the middle class. Pennsylvania once had a 
strong middle class and one of the most equal state income 
distributions, but now has one of the more unequal.

In Pennsylvania, the average income of the bottom 
fifth of families grew only 22% over two decades from the 
early 1980s. In contrast, the average income of the richest 
fifth of families grew 77% in the same period. And those in 
the top 5% experienced a rise in income of 124% in the 20-
year period.

The average income of the middle fifth of house-
holds increased by only 31% or less than half of the gain by 
those in the richest quintile, and only a quarter as much as 
those in the top 5%. The income gap between the top and 
middle fifths of families in Pennsylvania grew faster in the 
last two decades than in any other state except for Kentucky. 
Clearly the gap between the poor and the “well to do” grew 
enormously in the last two decades. What does that mean for 
schooling? 

There is a positive correlation between family in-
come and school achievement. As the poor and middle class 
get relatively poorer, it is going against the tide to expect 
their academic achievement to keep up with students from 
richer families. This is a social factor that our schools have 
battled admirably. If the trend of increasing the gap between 
the rich and the poor, or in other words, reducing the size of 
the middle class continues, our high educational ranking is 
threatened.

Summary of positive trends
• Dropouts are at an all time low.
• Disabled children have been moved from institutions to 
public schools and many have been mainstreamed.
• National average achievement scores in reading and arith-
metic have increased or plateaued over the past four decades.
• IQs have increased regularly since the 1920s.
• Violence in schools has been decreasing.
• Pregnancy in adolescents has decreased.
• Internationally, U.S. children rank very high in reading.
• Teachers are ranked among the highest in trustworthiness 
and integrity.
Summary of challenges to continuing progress
• State proportion of funding in Pennsylvania has decreased 
between 1975 and 2005.
• The Federal government has ordered a large number of 
unfunded mandates each decade over the last 60 years.
• Hours in the school day and year have not increased despite 
Federal and state mandates for more offerings.
• School-aged children spend more time per year watching 
television or playing video games than thy do in academic 
classes in schools.
• In the last 35 years, an increasing percentage of mothers of 
school-aged children have joined the workforce.
• The percentage of single mothers has increased.
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REVIEW OF PRACTITIONER BOOKS 
Meeting the Needs of Diverse Students: Resources to Assist School-based Practitioners 

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
(Reprinted from the Nebraska School Psychologists Association newsletter)

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 Psychology program. 

Over the years, the composition of children and 
families in schools today has changed dramatically along 
with the role of school psychologists. A growing number of 
children come from a variety of cultural backgrounds and 
carry with them unique family structures and home environ-
ments. A child’s background will often influence their op-
portunities and experiences at school (Suarez-Orozco & 
Suarez-Orozco, 2001) and may influence their need for assis-
tance from school professionals. School psychologists are 
often viewed as the leader of the school-based team and are 
responsible for acting as a liaison between schools and fami-
lies 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 in-
clude greater involvement in the everyday aspects 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 environment, 
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 students may lack an adequate 
academic background, it will likely be the case that these 
children will perform poorly on academic tasks and on stan-
dardized 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 

• The need for pre- and post-school child care has increased.
• There are an increasing percentage of overweight and obese 
children and adolescents.
• The financial gap between rich and poor is widening and 
shrinking the middle class.
Conclusion

Despite these challenges, reading and mathematics 
scores remain high across the nation and in Pennsylvania. 
Educators, including school psychologists, should be proud 
of their heritage and current efforts.
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15% of students require an additional target intervention to 
address problem behaviors (Crone, Horner, & Hawken, 
2004). Behaviors such as fighting, teasing, talking out of 
turn, noncompliance, inattention, lack of motivation, and 
others often cause these students to bring about negative 
feelings and behaviors in themselves and others. These chil-
dren are also at an increased risk for poor outcomes such as 
academic failure and social rejection. To increase 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 informa-
tion and skills that may be used by a variety of individuals in 
a range of settings, will allow adults to successfully inter-
vene to improve these behaviors and enhance the student’s 
ability to learn and succeed 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 described 
in a step-by-step format so that practitioners may review this 
material, share with parents and teachers, and then imple-
ment in the child’s primary environments. Recommendations 
and purchasing information are also provided so that the 
books may be accessed and referred to for more information. 
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 practices that are 
comprehensive, linked to classroom instruction, and sensi-
tive to issues of diversity. The book entitled Assessing Cul-
turally and Linguistically Diverse Students: A Practical 
Guide (list price: $32.00 and publisher: Guilford Press) writ-

ten by Robert L. Rhodes, Salvador Hector Ochoa, and Sam-
uel O. Ortiz covers key issues and concerns related to assess-
ing culturally and linguistically diverse students. At approxi-
mately 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 approaches to assessing culturally and linguistically 
diverse students. Included are a number of reproducible 
checklists and worksheets for practitioners to use in every-
day 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 
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.
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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 educators 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 re-
sources 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 recommended for 
individuals who want to review a range of information con-
cerning different aspects of developing reading interventions. 
Additional information on how to observe students, meet 
with teachers, describe strategies, progress monitor interven-
tions, and evaluate the effectiveness of reading strategies 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 obtain 
useful, effective interventions, organized by type of skill 
(e.g., fluency, spelling and phonics). This book will help 
school psychologists find resources and ideas for interven-
tion plans and will serve as a review of best practices 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 implemented on 
an individual and class-wide level. 

This book is outlined as follows: introduction, 
guidelines for implementing interventions successfully, aca-
demic interventions, behavioral interventions, and social 
competence interventions. Each of the interventions follows 
the same format: overview, purpose, materials needed, ob-
servation methods, procedure, evaluation of progress, varia-
tions of the same intervention, and notes, which include trou-
ble shooting and reactions/recommendations of change 
agents who have used the intervention. The interventions in 
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this book are based on empirically supported methods and 
focus on behaviors that can be operationally defined, are 
observable, and can be measured for progress over time. The 
interventions described also emphasize an ecological view of 
behavior by emphasizing the role that a child’s environment 
has in contributing to and maintaining the problem behavior 
of the child. This book has a focus on proactive interven-
tions, which are intended to create positive learning environ-
ments and preemptively address possible problems in learn-
ing 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 differs 
slightly for students in elementary and middle school, with 
the main difference found in the DPR. To establish a BEP 
program, a coordinator must be designated and a team of 
personnel must be established. The coordinator is responsi-
ble for overseeing the program and organizing the details of 
the DPR on a daily basis. Team members assist in determin-
ing 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 
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 
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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 in-
clude teaching parents to: (a) make consequences immediate, 
specific and consistent, (b) develop motivational programs 
prior to punishment, (c) prepare for misbehavior, and (d) 
realize that their actions affect their children’s behavior. In 
each session, the clinician is responsible for modeling appro-
priate parenting behaviors and providing feedback to parents 
as they practice these behaviors with their children in the 
clinic. Session topics include why children misbehave, posi-
tive methods of interaction with children, increasing compli-
ance, 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 consid-
ered normal for their age. 

Overall, this manual provides an easy to follow, 
session by session format for clinicians working with defiant 
children and their families. It contains all of the necessary 
materials for conducting assessments and sessions, and pro-
vides useful handouts relevant to topics discussed in session. 
The feasibility of a program containing only ten sessions will 
increase the likelihood of parent involvement and comple-
tion. Defiant Children is supported by years of clinical prac-
tice and empirical research. This manual can be recom-
mended for those working with parents of defiant children. 
In addition, the workshop information can be generalized 
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 psychotropic 
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 communicate 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 medi-
cation are dispelled along with the benefits of psychotropic 
medications, ways to enhance treatment acceptability among 
difficult populations, ways to promote positive self-image in 
children who take medications, and how school personnel 
can contribute to treatment planning. School personnel are 
encouraged to engage in collaborative decision-making ef-
forts 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 communicate with physicians and provide pertinent details 
regarding the effectiveness of medical and behavior manage-
ment strategies and any classroom accommodations and 
other forms of treatment that are necessary to improve the 
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 
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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 Invisible Became Visible: A Book Review of “Why Are All the Black Kids Sitting 
Together in the Cafeteria?” And Other Conversations about Race

Andrea M. Anderson
University of Wisconsin-River Falls

Abstract
“Why Are All the Black Kids Sitting Together in the 

Cafeteria?” And Other Conversations about Race by Bev-
erly Daniel Tatum (2003) is a riveting book that reflects on 
Tatum’s experiences as a Black woman, mother, and educa-
tor. The complexity of racism and the development of racial 
identity discussed in the book are addressed in this review, 
along with other common themes, topics, and ideas pre-
sented throughout the Tatum text. The present author goes 
on to highlight the relevance of Tatum’s ideas to the field of 
school psychology, including school psychology training 

programs, and the ways Tatum’s ideas have shaped this re-
viewer’s professional development. 

The Invisible Became Visible: A Book Review of 
“Why Are All the Black Kids Sitting Together in the Cafe-

teria?”
 And Other Conversations about Race

Revised and republished in 2003, Beverly Daniel 
Tatum’s “Why Are All the Black Kids Sitting Together in the 
Cafeteria?” And Other Conversations about Race works to 
make the invisible visible in regards to racism. She is an em-
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issary for people of color throughout the United States by 
forcing readers to acknowledge the issue of racism in this 
country. The text is used as a probe to begin conversations 
among individuals who are scared, confused, in denial, or 
unsure as to what racism is. In other words, Tatum is striving 
towards breaking the silence in regards to the issue of ra-
cism. She does not only focus on racism toward members of 
the Black community in the U.S., but toward members of the 
Latino/a, Native American, Asian American communities, as 
well.

Tatum discusses racial segregation of all kinds, but 
more specifically, Black segregation within educational set-
tings, the workplace, the broader society, etc. She presents 
painful realities about racism. Throughout the book, Tatum 
reflects on her past experiences as a Black member of soci-
ety and as an educated woman. She uses her experience and 
knowledge to create an understanding and thought-
provoking environment for author-reader dialogue and re-
flection to occur while reading the text. 

Tatum writes about issues society avoids discussing 
and she makes the reader reflect on his or her beliefs and 
past actions that have added to the cycle of racism. She at-
tacks the societal institutions (e.g., education, government, 
economy) that perpetuate and reinforce racism. As a White 
reader, she provides examples of unearned privileges and the 
many advantages of being a member of the dominant, White 
culture. By bringing racial issues to the surface, Tatum man-
ages to maintain a dynamic that forces the reader to want to 
take action. In the process, she seeks to answer a common 
question: “How do I begin a conversation about race and 
racism?” Tatum provides a forum to begin to answer this 
question by providing readers with context, knowledge, and 
understanding as a means of facilitating a cross-racial dia-
logue.

In addition to providing insight to members of the 
dominant group on ways they can be proactive about racism, 
Tatum also comforts those who experiencing it first-hand in 
their everyday lives. She writes of the importance of minor-
ity group membership and the process of developing a posi-
tive racial identity in the face of stress and pressure that is 
counterproductive in this process. Tatum emphasizes that the 
formation of a positive racial identity is not only imperative 
in adolescence, but in middle and later adulthood, as well, as 
a protective factor against the pervasive and persistent ra-
cism that surrounds them in the broader society.
Examination of Themes, Topics and Ideas

The themes apparent throughout, “Why Are All the 
Black Kids Sitting Together in the Cafeteria?” can be sum-
marized by a quote attributed to James Baldwin Tatum in-
cludes in her text. It reads, “Not everything that is faced can 
be changed. But nothing can be changed until it is faced” (p. 
xix). I believe Tatum included this quote to punctuate her 
point that in order to overcome racism, one needs to recog-
nize the role of racism in our society and to break the silence 
around the issue. It also relates to issues surrounding socio-
economic status (SES), gender, age, religion, sexual orienta-
tion, mental/physical ability, and how these identities all 
relate and intersect relative to power, privilege, and in the 
maintenance of racism.

An important theme in “Why Are All the Black Kids 

Sitting Together in the Cafeteria?” is the social construction 
of racism. Tatum states, “racism, like other forms of oppres-
sion, is not only a personal ideology based on racial preju-
dice, but a system involving cultural messages and institu-
tional policies and practices as well as the beliefs and actions 
of individuals” (p. 7). Historically, when persons of color 
have asked, “Who am I?” many have described themselves 
as society has: in a negative, “less than” manner. This inter-
nalized racism is evident of just how deeply pervasive and 
entrenched racism is in our society’s various institutions (i.e., 
education, government, law, economy, media, religion).

Another common theme incorporated by Tatum 
throughout her book is the need to break the silence of ra-
cism. Tatum writes, “there is a lot of silence about race in 
White communities, and as a consequence White people tend 
to think of racial identity as something that other people 
have, not something that is salient for them” (p. 94). To push 
the issue further along, Tatum refers to Janet Helms, a coun-
seling psychologist, and her theory of White racial identity 
development. Helm states, “The task for Whites is to develop 
a positive White identity based in reality, not on assumed 
superiority” (p. 94). This process is difficult for White peo-
ple because they inhabit very privileged and powerful 
statuses in the U.S. that are seen as “normal” and that, there-
fore, are second-nature, natural, and invisible; they never 
have to be faced. While a difficulty pill to swallow, White 
people must work to make the invisible visible in order to 
dismantle racism, for the power to do so ultimately rests in 
their hands.

Identity development issues pertinent to people of 
color comprise another common theme throughout the book. 
Referring to Cross’s racial identity development model, 
Tatum notes identity development is not necessarily the lin-
ear process it is often described as being. Instead, one pro-
gresses through her or his identity development in more of a 
spiral fashion, revisiting earlier stages of Cross’s model de-
pending on what they are facing at later, particular points in 
time. Thus, Tatum discusses how important it is for Black 
people (especially females) to have strong, supportive social 
networks as they progress through their own identity devel-
opment processes. Tatum writes, "Whether in the context of 
mother-daughter relationships, small social networks, Black 
churches, or Black women's clubs, space is created for resist-
ing stereotypes and creating positive identities" (p. 82). Fur-
thermore, "(t)hose whose work or lifestyles place them in 
frequent contact with Whites are aware that their ability to 
'make it' depends in large part on their ability and willingness 
to conform to those values and behaviors that have been le-
gitimated by White culture" (p. 84).This is why one may 
notice “all the Black kids sitting together in the cafeteria”: it 
is crucial for individuals to belong to a group that under-
stands the issues individual members are facing and one that 
can provide the support needed to face the racism that sur-
rounds them in the broader milieu. This observation in the 
Black community is not unlike that one may observe in other 
communities of color. 
Reactions and Reflections

Tatum's book is a refreshing work that informs the 
reader how racism affects not only its intended targeted 
population (i.e., people of color), but White people, as well 
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(i.e., White privilege). She has a way of encouraging the 
reader to reflect on her or his own biased beliefs (conscious 
and unconscious) and unearned privileges, contributing to 
one’s potential to take action and make a change. I never 
found myself getting mad or upset by the mirror Tatum held 
up in front of me or by the truths she was speaking; instead, I 
found me, myself, empowered to take action. Allow me to 
elaborate on one specific example. 

Tatum recounts a personal story of how she had to 
explain to her son why his skin was darker than that of other 
children in his class and why his classmates made comments 
and acted in certain ways toward him as a result. I felt her 
interactions and conversations about race were particularly 
meaningful and informative, seeing as my older sister will 
soon be welcoming a biracial son (Easton) into the world. 
My family could not be more excited, but we want to make 
sure Easton receives the support he needs to facilitate and 
enhance his racial identity development, especially being 
raised in a predominately-White community. I have already 
begun conversations with my sister about this issue and she 
is reading Tatum’s book, something that would not have 
happened had I not been exposed to the material myself. 
Tatum has also given me a platform and the courage to begin 
talking about racial issues. She has inspired me and my fel-
low students to break the silence around issues of racism, 
which is of the utmost importance as we prepare to enter the 
field of school psychology.
Relevance to Field of School Psychology

Tatum’s book stresses the importance of any indi-
vidual, including educational professionals, having the abil-
ity to communicate across racial lines and to be willing to 
take a risk in talking about racism, in particular. As such, I 
believe it is imperative these issues are addressed in our 
training and ongoing professional development as school 
psychologists. As the United States becomes increasingly 
diverse in terms of its population, which trickles down to the 
level of the school, we, as school psychologists, must be 
willing to tackle our own biased beliefs and privileged 
statuses in order to communicate effectively with persons 
from diverse backgrounds to be sensitive and responsive in 
our work with all children. We must also be able to recog-

nize and dismantle the ways racism is institutionalized and 
expressed (e.g., achievement gaps, overrepresentation of 
persons of color in special education) in our educational sys-
tem in our efforts to make learning an equitable and just 
process for all who matriculate through the process. This 
work begins in our own offices. How we consult, assess, 
intervene, and interact with others must be scrutinized, as 
how we engage in these activities is a direct reflection of not 
only our own individual indoctrination into a highly-
racialized society, but of the historical, embedded nature of 
racism in education (including our own).
Ways to Shape Professional Development

The most important thing I can do as a school psy-
chologist is to understand the multiple dimensions (e.g., fam-
ily, historical, social, political, educational) that have con-
tributed to the shaping of me and others as individuals and 
how these dimensions interact with one another. From there, 
I can not only push me, myself, to my next level of personal 
and professional growth, I can work for social justice in the 
schools and I can respect, support, and assist the students and 
families I serve in their own identity development processes 
through the services I provide, as well. Furthermore, I hope 
to “raise resistors” and to teach students to recognize the 
“isms” and how they affect us individually and as a society 
so they, too, can work for social justice in schools and in the 
world that surrounds them. 

By reading “Why Are All the Black Kids Sitting To-
gether in the Cafeteria?,” I have become aware and I have 
learned and to take into consideration how the power and 
privilege ascribed to my whiteness affects others. With this 
increased awareness, I can work to be sensitive and respon-
sive to others in my emerging identity as a school psycholo-
gist. But, Tatum’s book is just the first step in this process – I 
must continue my education and reflection regarding racism 
and my role in its perpetuation. Perhaps, “Why Are All the 
Black Kids Sitting Together in the Cafeteria?” can guide you 
along in this process, as well. 
Reference
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Book Review of Influencer: The Power to Change Anything
Carrie Duba

University of Wisconsin – River Falls
Abstract

Influencer: The Power to Change Anything, by 
Kerry Patterson, Joseph Grenny, David Maxfield, Ron 
McMillan and Al Switzler (2008), is, in its essence, a book 
about behaviors: how to identify the important ones and 
more, how to leverage those key behaviors for maximum 
change, growth and ultimately, benefit. This book is helpful 
for anyone seeking to affect change in any context, but in the 
educational arena, where so much of what is done has to do 
with behaviors, this book could be immensely important. 
From individual student goals for adaptation and growth to 
the larger spheres of influence found in the classroom and 
school, to finally, the systems-wide demands for education 

transformation, the guidance and strategies contained in In-
fluencer have widespread applicability. 

Book Review of The Influencer: The Power to Change 
Anything

Change is inevitable. In order to stay relevant, con-
nected, vital, and responsive, people and systems need to 
grow and change continually. Nowhere is this need for 
change more evident than in the operation and philosophy of 
our public educational system. Change is, in fact, the central 
premise of education. Every moment of every day, change is 
occurring in the schools on several levels, and in several 
spheres. From the personal change associated with student 34



learning and growth, to the collegial change requirements 
sought through collaboration and consultation, to finally and 
most importantly, the system wide changes that eventually 
facilitate, support and maintain all of the other smaller scale 
changes, change is alternately sought, managed, reacted to 
and resisted. The implication for educators however, remains 
constant. Change is inherent in the system, and the degree to 
which educational philosophies and systems can stay nimble, 
creative, flexible and responsive to changing demands has a 
profound impact on the efficient effectiveness of service 
delivery, and ultimately, on the ease with which intrinsic 
student growth and change is achieved.

What Kerry Patterson, Joseph Grenny, David Max-
field, Ron McMillan and Al Switzler offer in the book The 
Influencer: The Power to Change Anything (2008), are the 
insights and strategies that allow individuals to stay ahead 
and in control of this ever-present change curve. They pro-
pose to teach readers to stop being victims of change, how to 
stop being mere observers of inefficient systems producing 
ineffective outcomes, and teach them instead how to start 
becoming agents of change and influential problem solvers. 
The strategies explained in The Influencer are designed to 
help individuals ride the wave of inevitable change rather 
than be overwhelmed, buffeted and swept away by the peri-
odic, yet somewhat predictable, waves of uninvited and un-
expected change. According to the authors, all professionals, 
(and, I would argue, educators in particular) can learn to har-
ness the power of change in order to maximize the benefit of 
it.
Examination of Themes

Conceptually, changing outcomes is an abstraction: 
a difficult and amorphous construct that at first glance, 
seems impossibly large and unwieldy. Patterson, Grenny, 
Maxfield, McMillan and Switzler make the consideration of 
change more accessible by taking the focus off of outcomes 
and putting it instead on deconstructing the change process –
any and all change, personal or global – into the component 
behaviors. Complex behavior patterns are revised and rede-
fined as a collection of smaller, incremental behaviors that 
are in turn, closely examined in order to identify those few 
behaviors that are the “vital behaviors” (p. 28). Herein lay 
the foundation for influence: leveraging just those key be-
haviors to achieve the greatest effect. Next, as might be ex-
pected, proper leveraging of behaviors requires a particular 
skill set that can be found in a reframing of the traditional 
approaches to modifying behaviors. Finally, putting these 
influence techniques into effective problem – solving prac-
tice requires a framework that accounts for personal, social 
and structural abilities and motivations.

Problem solving means intervening into one set of 
behaviors and eliminating, altering or replacing them in or-
der to produce a different result. Teasing apart a complex 
pattern into those individual behaviors of which it is com-
prised in order to redefine it is a tricky process that requires 
excellent observation skills and strong hypothesis generation. 
It is possible the string of potential behaviors creating the 
problem is quite lengthy and involved, and changing each of 
these behaviors seems an insurmountable task that over-
whelms would-be influencers. That is why Patterson, 
Grenny, Maxfield, McMillan and Switzler contend it is im-

portant for a change agent not to try to change all of those 
behaviors; rather, one simply must attend to only those core 
behaviors that will make the greatest difference in the out-
come. Therefore, the ancillary or contingent behaviors are 
ignored while the integral or core behaviors that are driving 
the results are modified for maximum benefit. The authors 
suggest some strategies for identifying these key behaviors, 
including observing success stories (p. 30) and studying 
“positive deviance” (p. 35) – finding those conditions under 
which the problem should exist, but does not, and identifying 
the uniquely protective or preventative behaviors of the par-
ticipants.  

After identifying those few crucial behaviors, the 
success of ensuing intervention protocols still hinge on the 
ability to modify those behaviors. This is where the authors 
suggest one must “change the way you change minds” (p. 
45). As they do in establishing some of the basic tenets of 
their influence strategies, the authors refer to the social psy-
chology research of Albert Bandura to support their new 
approach to changing another’s behaviors. From Dr. Ban-
dura’s work with phobias, the authors draw some conclu-
sions regarding the best approaches to influencing behavior. 
The conclusions reference the mental maps individuals con-
struct regarding cause and effect, the misguiding effects of 
erroneous assumptions and incomplete thoughts, and the 
power experiences, motivation and a sense of self efficacy 
have on behavior change.

… we’re trying to create changes in behavior by 
helping people alter their mental maps of cause and 
effect. When we find a way to change how individu-
als think, they’re well on the way to changing their 
behavior. Equally important, we’ve learned to limit 
our change targets by aiming at two important maps 
that help people answer the questions: “Will it be 
worth it?” and “Can I do it?”  Change one or both of  
these maps, and people change their behaviors. (p. 
63)

Therefore, the influencer has vital behaviors to 
modify and a nascent strategy to change them: target mental 
maps of cause and effect, motivation and ability. At this 
point Patterson, Grenny, Maxfield, McMillan and Switzler 
offer concrete techniques for challenging thinking patterns. 
For example, they suggest storytelling and providing per-
sonal experiences as two effective approaches to changing 
thoughts  changing behaviors. Additionally and certainly, 
as one dimension of motivation (“Is this worth it?”) hope is 
also a powerful tool to employ.

At this point the authors have laid the foundation of 
influence. Using these concepts introduced first – decon-
structing problems into behaviors and indentifying vital be-
haviors, to subsequently modifying those vital behaviors by 
targeting the crucial mental maps through storytelling and 
experience and thusly affecting change, the authors then in-
troduce an influence model. While the bulk of the book ad-
dresses this model, the model or framework itself is without 
meaning and of limited utility if the vital behaviors are not 
identified first, and or if one is not aware of the hidden ef-
fects of the twin concepts of motivation and ability. The 
model is built around three forces: personal, social and envi-
ronmental, and the interaction of these different levels of 
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force with motivation and ability (see Table 1). The matrix 
or model serves to illustrate the range of available forces or 
strategies that can, and in many cases, must be manipulated, 
mediated or modified in order to create an environment that 
encourages change, allowing new behaviors to emerge and to 
become successful and self-sustaining.

The personal level of the model contains the intrin-
sic motivation and self-efficacy beliefs that one would ex-
pect to be found intra individual: “Is this change desirable to 
me?” and “Do I have the skills to do this?” The social level 
addresses Motivation and Ability at the group level. For ex-
ample, peer pressure is a social motivator, and the adage “It 
takes a village to raise a child” is an example of social abil-
ity: “strength in numbers” (p. 78). Finally and perhaps most 
importantly, structural motivation and ability address the 
necessary modifications in the environment that potentiate 
change. The culture, environment, system or larger structure 
must reward change in order for new behaviors to be sus-
tained. Certainly, if the culture, environment, system or lar-
ger structure does not contain the necessary elements for 
enabling a new behavior, change will be thwarted at worst, 
or at best, come about slowly and inefficiently, with unnec-
essary strain on other levels of force and ultimately, in all 
likelihood, will fail.
Reflections and Reactions

With a first reading, I felt the book had the cadence 
and tone of a book written by a marketing team, sort of a 
long bit of advertisement copy. However, while the writing 
style was somewhat informal, it was quite accessible, and I 
soon realized that the book was only superficially light-
weight. The casual voice of the writing style was a little like 
some literary legerdemain. Without my realizing it, while I 
was distracted by the folksy conversational style, I was ex-
posed to some well thought out and highly useful and rele-
vant content. Neither is it lost on me that the book is a dem-
onstration project. The authors deftly employ their own In-
fluencer strategies in the communication of the content mate-
rial – which is, of course those very same Influencer strate-
gies.  Beyond the style and presentation of the content, 
though, I found this book to have broad and terrifically prac-
tical strategies for my work in education.

As stated earlier, change is inherent in the educa-
tional system. Although we tend to treat change somewhat 
paradoxically, we at once seek to promote change in our 

student and family clients, while at the same time look to 
avoid having to, or being forced to change ourselves. Too, 
educational professionals see and experience daily the gaps 
and deficiencies in the system and so recognize the need for, 
and wish and hope for meaningful change in the larger ad-
ministrative and oversight level. Therefore, what begins to 
resonate here for me in this book and in my work is the har-
mony between the change/influence model or framework 
described in the book, and the requirements for change I 
negotiate everyday. Without much effort, I can recast, re-
name, or redefine those change activities that are intrinsic to 
education into the jargon of the framework. While taking 
into consideration both the motivational and ability aspects 
of the model, I see student growth clearly being facilitated at 
the Personal level. Also, the collaborative and consultative 
changes in the Social level also have an impact on the effi-
cacy of our instructional strategies, and finally, though seem-
ingly indirect and distant, district or educational system 
change in the Structural level of the matrix exerts its own 
influence on our students’ opportunities for change and 
growth. As per the authors’ suggestion, I read all of these 
chapters with a problem in mind for which I hoped to influ-
ence change. Throughout, I held one question in mind: how 
do I engage teachers in an effective consultative relationship 
that supports student goals, and models a true problem-
solving approach?

If we take a closer look at Personal level strategies 
for influencing change, we don’t see much that is radically 
new. For example, deconstructing behaviors to start, identi-
fying and, perhaps, quantifying critical behaviors next and 
lastly, examining the setting influences of motivation and 
ability sounds much like behavior modification through 
Functional Behavioral Assessments. While these are broad 
similarities and at a more detailed level we might find mean-
ingful differences, I don’t think the degree of similarities is a 
criticism of the Influencer techniques nor does it detract from 
the contributory value and usefulness of the Influencer 
strategies. Rather, that both approaches reflect similar con-
ceptualizations and utilize congruent strategies indicates that 
there is validity in both. 

Additionally, teaching new skills by providing plen-
tiful rehearsal opportunities is simply using best practice, as 
is storytelling, and connecting new experiences to personal 
background knowledge in order to make initially undesir-
able, but important and new behaviors desirable to the 
learner. However, placing sound teaching pedagogy and 
typical classroom activities into the larger framework is 
helpful in conceptualizing the total arc or continuum of ser-
vice to the student, which should begin with the default and 
standard approach. If, though, the forces brought to bear at 
the Personal level are insufficient we turn to others for addi-
tional support.

The larger sphere of influence at the Social level 
introduces techniques, strategies, insights and advice that are 
uniquely helpful to consultants. This section of the book is 
rich with meaningful connections to working through prob-
lems as part of a problem solving team, as the principles here 
reflect the unique forces, such as peer pressure, that arise 
from group efforts and shared vision. 
When we work as consultants, it feels, in some way, counter-

Table 1

Motivation Ability

Personal

Social

Structural
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intuitive, or maybe even unethical to use the power of peer 
pressure to bring about needed change. But it is important to 
remember that peer pressure is, in and of itself, a neutral 
force; it is only colored by the manner in which it is used. 
Therefore, when we “co-opt the awesome power of social 
pressure” (p. 141) by “…[ensuring] that people feel praised, 
emotionally supported, and encouraged” (p. 141) by us we 
are leveraging that social power for good, forging supportive 
and positive relationships with teachers in order to meaning-
fully provide effective and helpful student and staff support. 
By establishing these strong ties we are able to get out of the 
way of our own messages, motivating teachers through the 
power of social support to find and utilize those vital behav-
iors. We invite teachers to share our vision of problem defi-
nition, intervention and success for their students.

Patterson, Grenny, Maxfield, McMillan and 
Switzler describe another applicable aspect of Social forces 
as corralling and harnessing the power of the many through 
effective leadership and visioning of the powerful one. I 
think this can work for consulting professionals in two ways. 
First, we can choose to become the powerful ones, or rather, 
the “socially connected and respected…opinion leader
[s],” (p. 148) and secondly, we can find and engage with the 
other “opinion leaders” (p.148) in our schools. These key 
personnel are leaders because they are perceived to be 
“knowledgeable about the issues at hand…connected to their 
area of expertise [and]…are viewed as trustworthy.” (p. 
153).  Too, natural and organic leaders are available, both 
figuratively as open-minded and accepting listeners, and 
literally by being present on teams and at meetings, and by 
being part of the day to day functioning of the organization. 
It is interesting to note these are professional qualities to 
which our Code of Ethics holds us. Therefore, by adhering to 
our code of ethics and our practice standards, school psy-
chologists are well on their way to becoming well-regarded 
leaders in their school settings, and “harnessing and control-
ling” the power generated through positive teaming and part-
nerships.

The final level of situational force is found in the 
larger Structures or systems that provide the context into 
which the personal and social levels function. To me, this 
clearly represents those situations and rules in our districts 
and at the state and national levels that allow practitioners 
the flexibility to meet student needs. Moreover, these chap-
ters represent to me both the potential benefits of a Response 
to Intervention (RtI) process and the strategies for develop-
ing it in our schools.

Structural motivation strategies address those needs 
in the larger system that reward proper practice and behav-
iors. Therefore, in our schools we need a feedback structure 
that maintains and sustains those behaviors that lead to effec-
tive learning and teaching. So we look to our system of be-
havior management: rewards and punishment. What is inter-
esting to note here is the authors stress that extrinsic motiva-
tors can backfire, and they should, therefore, be used spar-
ingly and with caution. In fact, they suggest an influencer 
should “[f]irst rely on the personal and social motivators as 
your first line of attack” (p. 217). These sound quite a bit like 
Tier I and Tier II of a problem-solving Positive Behavior 

Support approach: start with the broader and more natural 
and universal motivators before employing a more struc-
tured, intentional and /or specialized stratagem. This similar-
ity in principle suggests to me that both approaches, RtI and 
Influencer strategies, are recognizing and tapping into the 
same existing construct or force for changing behaviors.

Lastly, in order to influence change or growth of 
any kind, we need to ensure that the system allows us the 
ability to change. Patterson, Grenny, Maxfield, McMillan 
and Switzler state we must “change the environment” (p. 
219) in order to “enable vital behaviors” ( p. 220). This chap-
ter suggests several techniques that carry dual purposes. 
They work at both the individual and systems level and rep-
resent the core of our current educational needs. If we want 
to promote change and growth in our students as well as in 
our schools, these strategies are the ones to use. The authors 
suggest we “make the invisible visible” (p. 229). I think this 
means quantifying and attending to the small incremental 
changes in student performance via formative assessments. 
A corollary to noting changes is to “mind the data 
stream” (p. 230). Data are the feedback mechanisms that can 
drive behaviors in teachers and in students. Teachers need 
data in order to make curricular and instruction decisions, 
and students need feedback in order to monitor their own 
behaviors. Finally, Patterson, Grenny, Maxfield, McMillan 
and Switzler remind budding influencers to “make it 
easy” (p. 242) and “make it unavoidable” (p. 249). This is 
true and so very important for the consultant/influencer in-
troducing behavior and system change to the larger staff as 
well as for the teacher/influencer working to achieve goals 
with students. 
Implications for Professional Development

The Influencer is a book that will stay on my desk 
(when not being loaned out) as I continue my work in school 
psychology. I am beginning to see my role in the schools as 
bidirectional. I turn inward toward students and teaching 
staff in order to assess and support their immediate needs, 
but alternately, I need to turn outward, toward the larger edu-
cational community in order to influence changes in systems 
that support the learning and goals of students and teaching 
staff in the larger context. The strategies in this book work in 
both directions. I can be and work daily as an Influencer in 
order to affect change in the smaller scale of the personal and 
social, but I see that if I am developing true professional in-
tegrity and congruency, I will need to be working in the 
other direction, as well – influencing meaningful change that 
will ultimately support each student’s growth by enabling a 
culture and environment that responds effectively to the de-
mands that arise within.
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