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The WSPA Sentinel

*This Issue:
Special Focus on 

RtI 

Don’t let this be your last newsletter!  If you haven’t 
done so, renew your membership now!!
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The newsletter of the Wisconsin School Psychologists Association, Inc., is published four times per year.  Circulation includes 
all association members (700-900) and editors of other state newsletters.  Thus, advertisers reach a majority of practicing 
school psychologists and university trainers in the state of Wisconsin, making advertising in the newsletter of the Wisconsin 
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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 x1106 (work).  My email address is 
kamkeblj@sgsd.k12.wi.us.  Topics or features we would like to 
promote in the upcoming newsletters include (and are not lim-
ited to) trainers' column, medical column, book/software re-
views, student column (results of thesis, highlighted accomplish-
ment), "post-retirement" articles, and "kudos" articles.  If you 
have any ideas for these topics, or an idea for another topic, 
please contact me at your earliest convenience.

President:
Linda Servais
W (920) 485-3616
lservais@horicon.k12.wi.us

President-Elect :
Mitch Lambert
W (262) 662-1454 (x7421)
mLambert@mnsd.k12.wi.us

Past President:
Laura McCormick
W (920) 788-7605
lmccormi@hotmail.com

Secretary:
Betty DeBoer, Public Relations Co-chair
W (608) 785-6891
deboer.bett@uwlax.edu 

Treasurer:
Don Juve,
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 x1106 (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

 Linda Servais

Here we go again!  Welcome back to an exciting 
new school year..........I know you're thinking, yeah 
sure it's the end of summer, leisure time, fun in the 
sun, what's exciting about ending that?  Well, there 
are fabulous opportunities for school psychologists 
to have a significant impact on their school dis-
tricts this year.  But, we need to begin, or continue, 
to toot our own horns!   While attending the NASP 
Public Policy Institute this summer with President-
elect Mitch Lambert, I became quite excited about 
the need for our profession to let people know what we do 
and what we CAN do for students, parents, teachers, and 
administrators.  Although Mitch and I were in the senate and 
congressional buildings to advocate for the profession of 
school psychology by promoting school mental health legis-
lation, I came to realize there are critical things we need to 
do everyday in our own school districts.

We need to use many different ways in the course 
of our daily work to promote our highly trained profession.   
School psychologists are trained to collect data, so why not 
collect data on what we're doing in the school!  For example, 
let them know about those five satisfied parents who's chil-
dren's lives you have improved directly by your services.  
Increase those positive relationships with parents and stu-
dents so they will advocate for your position.  Develop rela-
tionships with your principal(s) and talk about what you do, 
providing data to back it up.  Let them know about the legal 
ramifications of what you do and the training you have to 
make sure the law is followed accurately.  Eat in the 
teacher's lounge and participate in social events with teachers 
and other staff in order to develop those relationships so they 
know what you do and will advocate for you.  Develop a 
relationship with your superintendent so he/she knows what 
you do to help improve the lives of students, parents and 

staff.   Don't underestimate that "little" conversa-
tion you have in the hallway with parents, teach-
ers, administrators, and other staff members.  You 
never know when you're having a significant im-
pact!  Increase your visibility in the district by 
attending board meetings or speaking to commu-
nity organizations.  Let them know that you are a 
mental health provider, have knowledge in many 
domains and can impact crisis prevention and in-
tervention.  Share the financial impact of having 

safe and civil schools.  Remember not to disparage other 
professionals, but rather highlight your skills, values, and 
unique training.

Professional development is essential to maintain-
ing our highly developed skills.  Please plan on attending the 
2009 WSPA Fall Convention at the Glacier Canyon Lodge at 
the Wilderness Resort in the Wisconsin Dells on Oct. 28, 29 
& 30.  Teams of professionals are encouraged to attend the 
pre-convention with Jim Wright.  He will guide us in form-
ing those all important RTI Implementation Teams in our 
districts.  Check out the WSPA website for more information 
about the many exciting sessions that will be offered at con-
vention.  The pre-convention will be the first in a series of 
RTI-themed workshops that will be available during the 
school year.  The RTI committee, led by Laura McCormick, 
has been working hard on putting other workshops together 
and participating on the committee that is organizing an RTI 
Summit in mid March.   Also, WSPA will be providing im-
portant information about RTI in our newsletters throughout 
the year.  Be sure to look for that.

Now go out there in your school districts and pro-
mote yourselves.  Don't be so humble about what you do!!  
Speak up!  Advocate for yourself and the profession of 
school psychology.  Have a great year everybody!!

Congratulations!

Congratulations to Kelly Ellenberger (UW-River Falls) as her article from the WSPA Summer, 2009, newsletter "A Review 
and Critique of The Mismeasure of Man" was reprinted in the Nebraska School Psychologist June 2009 newsletter!!

Congratulations to Katie Johnson, WSPA member, for her winning suggestion for the newsletter title The WSPA Sentinel!



Upcoming Events
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FREE WSPA SWEATSHIRT
Current members who recruit a new member to WSPA for the 2009-2010 year will receive a FREE WSPA sweatshirt.  Be sure 
to have the new member indicate that YOU recruited them on their membership application.  Sweatshirts will be mailed after 
membership applications are received.  Help WSPA invite new members to our great organization!

Join NASP for the 2010 An-
nual Convention in Chicago, 

March 2–6, 2010

Expand your knowledge, improve your 
skills, and connect with colleagues in 

educational and social settings. Whatever your tastes or in-
terests, the NASP 2010 Convention has it all! Develop 
knowledge and skills from renowned experts on important 
topics such as school mental health, linguistically and cultur-
ally responsive practice, and RTI for academic and behavior 
problems; choose from nearly 1,000 educational presenta-
tions, posters, NASP Convention Workshops, and special 
events; and network with colleagues to share and compare 
ideas on the changes, challenges, and opportunities in the 
profession. And experience the best of Chicago. Enjoy eve-
rything from astonishing architecture, including the Willis 
Tower (formerly the Sears Tower); spectacular shopping 
along the Magnificent Mile with world-class department 
stores, boutiques, and specialty shops; to free family fun at 
the Lincoln Park Zoo. 

Registration and Hotel Reservations Open October 
5, 2009. For more information visit www.nasponline.org/
conventions or call NASP at (866) 331-6277 or (301) 657-
0270.

2009 WSPA Fall Convention, Oct. 28-30
Come Together....Right Now.....Over RTI!

Wilderness Territory
Wisconsin Dells, WI

Pre-Convention & Convention Topics

Bring your teams of professionals to the first in a 
series of RTI themed workshops!  Jim Wright will be pre-
senting, "An Introduction to RTI Intervention Planning 
Teams."  Learn how to identify central concerns and design 
intervention plans to help struggling students achieve suc-
cess. Teams of 3 or more can even save money!
• Evidence-based interventions will be shared with profes-

sionals attending these sessions.
• Learn about challenges facing children living in foster 

care and internationally adopted children.
• Ideas to help School Psychologists discover ways they 

can foster working relationships with classroom teach-
ers as they begin to practice RTI.

• Learn specific background knowledge and tools for en-
suring fidelity of implementation for assessment, in-
struction, and problem-solving across a multi tier 
model.

• Learn how one school district implemented a response to 
intervention framework and the associated evolution of 
the role of the school psychologist.

Bring your families to the Wilderness Resort and 
enjoy the water parks for the low convention rates, including 
a special rate for Friday and Saturday nights!!  Everyone in 
the room gets a wristband.  See you in the Dells!

For registration and program information, contact 
Jan Olson (608)785-6506 or olson.jani@uwlax.edu . You 
can also find out more at www.uwlax.edu/conted/wspa .

Wisconsin RtI Summit
Request for Proposals

DUE OCTOBER 5, 2009
The 2010 Wisconsin RTI Summit will be held March 10-11, 2010, at the KI Convention Center in Green Bay. This 

summit will be a continuation of the 2009 Wisconsin RTI Summit and collaborative efforts that have been underway since that 
event. This year’s conference theme will be

“BEST PRACTICES IN ACTION: TAKING RTI TO SCALE.”
WSPA has been working collaboratively with the School Administrators Alliance (SAA) in the planning and develop-

ment stages of the Wisconsin RtI Summit.  WSPA is actively seeking speakers on topics that are crucial to the implementation 
of RtI, particularly in the areas of using data to determine the quality of instruction, the use of evidence-based interventions, and 
the use of scientifically-based progress monitoring tools to evaluate the effectiveness of the intervention.

If you or your district has a presentation or program that you would be willing to share with colleagues from across the 
state please submit your proposal, which can be obtained through a link from the WSPA website at www.wspaonline.net.
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Join online at www.wspaonline.net or,
mail completed application with membership dues to:

WSPA Membership     P. O. Box 771      Eau Claire, WI  54702-0771
Make checks payable to WSPA, Inc.  Purchase Orders cannot be accepted.

Please check:
New Membership Renewal Membership

If you are applying for “Full Membership” and
you were recruited by a current WSPA member,  
enter their name for a FREE WSPA sweatshirt! ______ Number of Years of WSPA Membership

Recruited By:  _________________________

Membership Category (check box):
 Full Member ($60) Intern Member ($40)     Leave ($30) Associate Member ($30)
 Life Member (retired members who have been Full Members for the past 5 years are eligible.)
 Student Member ($20)   University Affiliation:_______________________________________________________

      Advisor Signature:________________________________________________________________________________

Name:__________________________________________________________Date:________________

Address:_____________________________________________________________________________

City:________________________________________State:________Zip Code:___________________

Email:______________________________Home Phone:(___)_________Work Phone: (___)________

WSPA Region:_________________________________Employer:_______________________________
(Don’t know your WSPA Region?  See the website  www.wspaonline.net.)

Check all that apply: Voluntary Contributions:
 I am a Nationally Certified School Psychologist. WSPA Minority Scholarship $______________

I hold a WI School Psychologist Private Practice License. WSPA Children’s Services $______________

I hold Professional Psychologist Licensure.

I hold a DPI School Psychologist License. Total Enclosed:  $____________________

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

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

Check box if you would like to be contacted regarding WSPA Board or Committee involvement.

Membership Renewal for Sept. 15th, 2008 through Sept. 14th, 2010
Return by September 15th, 2009



WSPA Board Executive Directory
     2009-10 Membership Year

Executive Board

Linda Servais
President 
Central Regional Co-Rep
Conference Planning Committee Chair
(920) 485-3616
lservais@horicon.k12.wi.us

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

Laura McCormick
Past-President 
(920) 788-7605
lmccormi@hotmail.com

I have been on the board since June 1999. I am currently 
serving my second term as WSPA Past-President.  Being a 
member of the WSPA board has been an extremely re-

warding experience for me, both professionally and personally.  Profession-
ally, I have had the opportunity to work on issues that impact the lives of 
children and the profession of school psychology.  Personally, meeting and 
talking to other school psychologists from around the state keeps me ener-
gized and excited about the profession of school psychology.  I recently 
accepted a position as a Director of Pupil Services in Little Chute, Wiscon-
sin.  My husband, Jay, and I have three grown children and two grandchil-
dren.  I enjoy cooking, reading, and spending time with my family.  Be sure 
to look for me at upcoming conventions and, please, stop me to say hi.  I 
would love to talk to you about what WSPA can do to support you in your 
role as a school psychologist.

Mitch Lambert
President Elect
(262)662-1454 (x7421)
mLambert@mnsd.k12.wi.us

Don Juve
Treasurer
(608) 789-7900
djuve@lacrosseschools.org

I work for the LaCrosse School District.  I have been on the 
board in the past for 10 years, and in June 2005 rejoined to 
serve as the Treasurer and on the Fiscal Advisory Board.  

Working with numbers is something I enjoy and a task I can fulfill for our 
organization.  My special interest is progress monitoring and data analysis.  
I love taking cruises in the Caribbean.

Betty DeBoer
Secretary
(608) 785-6891
deboer.bett@uwlax.edu

I work for the University of Wisconsin-LaCrosse.  I am 
secretary for the WSPA board.  I have enjoyed serving on 
the board since June 1997.  I believe my students benefit 

from the information I bring back to them and that they are more interested 
in the service due to my involvement with WSPA.

Committee Chairs and 
Regional Representatives  (alphabetical order):

Kay Altfeather
Public Relations Co-Chair
(608) 838-4604
kay_altfeather@mcfarland.k12.wi.us

I have been on the WSPA board for more than 25 years. I 
am the WSPA Public Relations Committee Co-

Chairperson. What I like best about being a part of the WSPA board is being 
on the front end of getting information and being a part of the action to 
impact decisions at state policy.  I love the flexibility of the role of school 
psychology and varied expertise. This is never a boring job. I have three 
children, and I am a foster parent in both short and long term care situations. 
In my free time I love to ride motorcycle. (No lie!)

Amy Cole
Vacationland Regional Rep.
(608) 635-4347
acole@poynette.k12.wi.us

Miguel Colon
MPS Rep
(414) 902-7300
colon@mail.milwaukee.k12.wi.us

Milt Dehn
NASP Delegate
(608) 386-1912
mdehn2@msn.com

I own and operate Schoolhouse Educational Services. I 
have been on the board since June 1999 and currently serve 

as NASP delegate. I love serving on the board because I enjoy the profes-
sional camaraderie, especially the annual Long-Range Planning meeting.  I 
like being a school psychologist because I make a real difference in kids’ 
lives. My wife and I have four children and three grandchildren.

Rob Dixon, 
Continuing Professional Development
(608) 785-6893
dixon.robe@uwlax.edu

I have been on the board since June 2001 and am the cur-
rent chairperson for the Professional Development Com-

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

Scott Ford
Northwoods Regional Rep
sford@mosineeschools.org

No Photo 
Available
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Ian Halberg
Student Representative
halberia@uwec.edu

Lisa Hanson-Roche
Vacationland Regional Rep
(608) 742-5531 x 2453
rochel@portage.k12.wi.us

Mark Hochmuth
Suburban Regional Rep
Legislative Chairperson
(262) 763-0200 x 1029
mhochmuth@basd.k12.wi.us

I have been on the board since June 2004 and currently am 
the Suburban regional representative and Legislative Committee chairper-
son.  I enjoy diverse perspectives of board members and think they are a 
great group of people to work with.  I like the camaraderie of working in 
schools with diversity of students and staff.  My biggest interests lie in 
transition issues related to high school students planning for their transition 
to work or post-secondary education.  I am a ‘political junkie’ so I am a 
good fit as legislative chair.

Heidi Horton
Children Services Committee Chairperson
(608) 786-1662
hhorton@wsalem.k12.wi.us

I work in the West Salem School District.  My position on 
board is Children’s Services Committee chairperson since 
June 2004. One summer, a colleague encouraged me to 

attend LRP and join the board.  I have really enjoyed being a part of this 
group, networking, learning about the organization and workings of the 
board, supporting our members and advocating for children.  Whether new 
to school or practicing for many years, I encourage others to be a part of this 
supportive group. My current school psychology interests include progress 
monitoring, intervention design, and autism.

Shannon Huff
SPAWN Regional Representative
School Psychologist
(715) 422-6071
Shannon.Huff@wrps.org

I  the board in June 2008 and am currently the SPAWN 
regional representative. I enjoy working with diverse fami-

lies and am happy to be able to provide assistance and resources to teachers 
and parents and act as an advocate for students. I enjoy hiking, playing 
tennis, horseback riding, and have recently taken up kayaking. I have a 11 
year-old daughter who provides continuous motivation and inspiration for 
all that I do.

Michelle Jardine
Indianhead Regional Rep
(715) 682-7080
mjardine@ashland.k12.wi.us

Kathleen Jensen
Central Regional Rep
Regional Rep Committee Chairperson
(920) 906-6769
jensenk@fonddulac.k12.wi.us

I work for the Fond du Lac High School. In June 1999 I initially accepted 
the regional rep position in the Central Region as a way of getting to know 
other colleagues and network across the state, given my move from Mary-
land. I have served on the WSPA Board in various committee chair capaci-
ties since then.  Last year I accepted the position as Regional Representative 
Committee chairperson for WSPA.

Katie Johnson 
Northwest Regional Rep
(715) 268-9771 ext 477
johnsonak@amerysd.k12.wi.us

I have been serving as the Northwest regional representa-
tive to the board since June 2007.  I am excited to have the 

opportunity to present the interests and issues of our area to the state school 
psychology community and to bring back news and information from 
WSPA to my members. I have been a school psychologist since 2001.

Jennifer Kamke Black
Publications Chairperson
PINES Regional Rep
School Psychologist
(715) 526-2175 ext. 1106
kamkeblj@ssd.k12.wi.us

I work for the Shawano School District. I have been on the board since June 
1995 and currently serve as the Publications chairperson as well as the 
PINES regional rep.  Participating on the WSPA board has always been 
rewarding as it is a great group with which to work. A special area of inter-
est to me is transition. I enjoy taking vacations with my husband, Dane, and 
my children, Christopher (age 8), Gregory (age 6) and Jillian (age 6). 

Kathy Kobelsky
Lake to Lake Regional Rep.
kkobelsky@sheboygan.k12.wi.us

Dana McConnell
Chippewa Valley Regional Rep
(715)852-4640
dmcconnell@ecasd.k12.wi.us

Johanna Michael
SWWSPA Regional Rep.
(608) 543-3318 x130
jomichael@argyle.k12.wi.us

Veronica Milling
Mental Health Committee Chair
(262) 723-3160 x 1421
millve@elkorn.k12.wi.us

Since June 2005, I have served on the WSPA Board.  My 
position is Mental Health Committee chairperson.  I enjoy 
problem solving at the district and WSPA Board level.

No Photo 
Available
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Scott Moline
Professional Standards & Practice
(608) 789-7780
smoline@lacrosseschools.org

I have been on the board since June 2005 serving as the 
chairperson of the Professional Practices and Standards 
Committee. I love being on the board because it gives me 

an opportunity to discuss and shape the future of school psychology in Wis-
consin. I would say that the thing I like the best about school psychology is 
the summer break!  I am very interested in promoting the use of the problem 
solving method and RtI in schools throughout Wisconsin.

Christine Neddenriep
Professional Preparation and Training Repre-
sentative
(262) 472-1850
neddenrc@uww.edu

I'm happy to provide a second year of service on the board 
as the Professional Preparation and Training Representative and my fifth 
year as a faculty member at the University of Wisconsin-Whitewater. 
Within the field of school psychology, I especially enjoy teaching and con-
ducting research in the area of academic and behavioral interventions. My 
husband and I live in Libertyville, IL.

Jocelyn Newton
Coulee Regional Rep
(608) 785-6889
Newton.joce@uwlax.edu

I have been on the WSPA board since October of 2007 as 
the Coulee Regional Rep. I enjoy being on the board be-

cause I get the opportunity to interact with other professionals from across 
the state throughout the year.  I teach in the School Psychology Program at 
the University of Wisconsin-La Crosse. What I like most about being a 
School Psychologist is that there are so many different ways we can posi-
tively impact on the lives of children and families.  I am interested in assess-
ment, early childhood issues, and gifted and talented students.  I am married 
and I enjoy watching/attending sporting events, especially the Cincinnati 
Bengals!

Michelle Polzin
NEWSPA Regional Rep.
REACh/Intervention Coordinator, CESA 7
(920) 617-5645 
mlp1000@sbcglobal.net

I’ve been the NEWSPA regional rep since June 2007. I 
believe I will enjoy being a part of the WSPA board because I am highly 
committed to professional development activities in the field of school 
psychology that enable others to implement evidence-based practices that 
influence student growth. I currently work at CESA 7 as the Responsive 
Education for All Children Collaborative Center Coordinator and Interven-
tion Specialist. I have expertise in the areas of universal screening & assess-
ment (i.e.: MAP, DIBELS, Aimsweb), progress monitoring, evidence-based 
interventions and collaborative problem-solving practices. I currently reside 
in Appleton with my husband (married 21 years), son (age 12), dog and 
kitty.

Justyn Poulos
Technology Chair
(715) 526-2175 x 8126
poulos@ssd.k12.wi.us

This is my first year on the board. I am a school psycholo-
gist for the Shawano School District. In my free time, I 
enjoy being outdoors and spending time with my family. 

Tracey Scherr
ISPA Delegate
Assistant Professor of Psychology
UW-Whitewater
(815) 291-6059
scherrt@uww.edu

I have been the International School Psychology Associa-
tion Delegate for WSPA since June 2007. It is an honor to 
have represented WSPA at international leadership meet-

ings. I hope to continue to increase student involvement in international 
school psychology research and practice and with ISPA, in particular. I 
would also like to keep WSPA members apprised of current events in school 
psychological practices and research globally. In addition to international 
school psychology, I am interested in improving educational and psychoso-
cial outcomes for students who are marginalized, especially those in foster 
care or who have been adopted, Native American students, and students 
who have immigrated. Personally, I enjoy traveling and spending time with 
my daughter, whom I recently adopted from China.

Rita Schmitt
Long Range Planning & Development Chair
(920) 869-4641
rschmitt@oneidanation.org

I am the Long-range Planning Committee chairperson.  I 
have been on the board since June 2004.  What I like the 
best about being a school psychologist is working with 

children.  I have four grown daughters, three granddaughters, and one 
grandson.

Dave Schollmeier
South Central Regional Rep
(608) 743-5133
dschollmeier@janesville.k12.wi.us

Dan Seaman
Public Relations Co-Chair
(920) 788-7610
dseaman@littlechute.k12.wi.us

I am currently the School Psychologist for the Little Chute 
Area School District, and I have been on the board since 
June 2003. I am currently the Co-Chair for the Public 

Relations Committee. I really enjoy the part of my duties where I get to 
spread the word about School Psychology to undergraduate students who 
are interested in becoming School Psychs and then running into those same 
students a few years later at a WSPA convention! My biggest interests are in 
RtI, assessment, and reading development. I am married and have two 
young children.

Kris Sieckert
Crisis Management Chairperson
(262)560-8307
kristine.seekurt@sbc.global.net

Robert M. Todd
Gateway Regional Rep
(262) 664-6711
Robert.Todd@Racine.k12.wi.us

I work for the Racine Unified School District and currently 
serve as the Gateway regional representative. I am on the 

board because I was shamelessly tricked into it by John Humphries.  I stay 
on the board because I enjoy the opportunity to connect with other school 

No Photo 
Available
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WSPA Regions

psychologists from all across the state, to hear their stories and learn from 
their practice.  Being on the board is an excellent way for me to stay in-
formed and I enjoy sharing news and information with people in my region.  
It also affords me the opportunity to promote change and serve our profes-
sion on a broader level.

Mary Beth Tusing
Membership Committee Chairperson
(715) 836-5024
marybethtusing@charter.net

I have been on the board since June 2006.  I work for UW-
Eau Claire.  I love learning and have a PhD in School Psy-

chology from University South Carolina-Columbia.  An area of school 
psychology that is of special interest to me is consultation.  I enjoy playing 
golf.

Craig Wille
CLASP Regional Rep.
(608) 849-2090
Waunakee Schools
cwille@waunakee.k12.wi.us

Scott Woitaszewski
Nominations & Elections Committee 
Chairperson
University of Wisconsin - River Falls
(715) 425-3883
Scott.Woitaszewski@uwrf.edu

I have been on the board since June 2006 and currently serve as the Nomi-
nations and Election Committee chairperson. I am a trainer at UW-River 
Falls and I live in Eagan, MN.  My specific interests are in intervention and 

collaboration on intervention teams and best practices.

Department of Public Instruction Consultant

John Humphries
DPI School Psychologist Consultant
608) 266-7189
john.humphries@dpi.wi.gov

I’m not really on the board, I am an advisory member.  I 
enjoy supporting WSPA as an organization because of the 
critical role it plays.  I enjoy traveling, fishing, and playing 

with my family.  I am married with two sons, 12 and 15 years old.  I live in 
Mt Horeb.

If you work in CESA 8, the WSPA Psychologists in Northeastern Schools (PINES) region, please consider joining 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!

Recognition of Years of Service Awards 2009
At our 2009 Long Range Planning, the following WSPA Board members were recognized for their many years of 

dedicated service to WSPA.  We are very fortunate to have fellow school psychologists so dedicated to serving our students, 
profession,  and organization.

Kay Altfeather   25 years
Betty DeBoer 10 years
Milt Dehn 10 years
Kathy Jensen 10 years
Rita Schmitt 5 years
Linda Servais 5 years
Heidi Horton 5 years

9

If you are interested in helping out your state association, please consider joining the WSPA board as the Awards and 
Scholarship Committee Chairperson.  Contact Jennifer Kamke Black at kamkeblj@ssd.k12.wi.us or Linda Servais at lser-
vais@horicon.k12.wi.us and start the wonderful journey to being a WSPA board member!



DPI Update
What I learned on your summer vacation

By John Humphries

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

SAVE THE DATES! The NASP Convention is 
coming to Chicago March 2-6, 2010. This year’s conven-
tion will include nearly 1,000 educational sessions and spe-
cial events. Join or renew your NASP membership now and 
save $181 on the convention registration. The savings will 
pay for your NASP membership!

As you begin to gear up for the new school year, 
you will want to check out the back-to-school resources 
available at www.nasponline.org/families/index.aspx#back. 
The offerings include two new audio articles, Back to School 
Transitions and Home-School Conferences. NASP is part-
nering with 'Fishful Thinking' to make additional resources 
available for parents and teachers. Accessible at http://
www.fishfulthinking.com, the program provides tips and 
activities designed to help increase children's optimism and 
resiliency.

The RTI Action Network has created a Leadership 
Network to support those leading RTI implementation at the 
district and building levels. Designed to accommodate busy 
educators with full schedules, the Leadership Network will 
provide members important guidance on how to proceed to 
get results for improved student achievement. NASP is a 
founding partner organization in the RTI Action Network 
found at http://www.rtinetwork.org/Connect/
LeadershipNetwork. Those interested in RTI support can 
also join the newly formed NASP RTI Interest Group. Mem-
bers of this group can participate in open communication on 
areas of research, policy, and practice about RTI. This group

facilitates discussions about how RTI fits within school psy-
chological practice, training, and research and adds to the 
many RTI-related materials NASP offers.

NASP also offers no-cost online CPD modules for 
members, several of which address mental health issues. 
These include Ethics and Professional Practice, Selective 
Mutism, Suicide Prevention and Intervention, Child Psy-
chopharmacology, Acceptance and Commitment Therapy in 
Schools, and Addressing the Needs of Sexual Minority 
Youth. Check out the complete list of available modules at 
http://www.nasponline.org/profdevel/cpdmodules/
index.aspx.

NASP also has a wonderful new Research Website
which includes: data about workforce, salary, and demo-
graphics; research evidence about the positive impact of 
school psychological services; fact sheets; and more. This 
website is a valuable resource for NASP members to use in 
advocating for the profession, supporting jobs and services, 
documenting evidence-based programs in schools, and pro-
viding resources for administrators. It can be found at http://
www.nasponline.org/advocacy/researchmain.aspx.

Please contact me directly if you have any com-
ments, questions, or concerns related to NASP. My email is 
mdehn2@msn.com. 

National School Psychology Awareness Week 
is November 9-13, 2009.

Welcome back to what promises to be another ex-
cellent year for schools in Wisconsin. I have had an excellent 
summer, and while I missed your calls and e-mails, there are 
certainly enough things to keep busy with here at DPI. Of 
course, our efforts with regard to RtI continue to grow, and 
we made great strides on PBIS, the behavioral/mental health 
side of RtI. I also worked closely with SLD Consultant 
Vaunce Ashby, who many of you will remember from the 
fall 2008 school psychology meetings. Vaunce and I were 
the “SLD Dynamic Duo,” trying to reach the end of the proc-
ess for writing new rules for SLD using RtI as required in 
federal law. I was also able to help our internal DPI Team 
work with Alan Coulter on the planning following settlement 
of a federal lawsuit involving DPI and Milwaukee Public 
Schools. Supporting the development of Early Intervening 
Systems with one of the nation’s leaders in RtI was a high-
light of certainly my year, if not my 5 years at DPI. And all 
of these things have been overlaid with obvious funding is-
sues at the state level, and not so obvious changes at the fed-
eral level that are nevertheless effecting positions here at 
DPI. Needless to say it was a full summer. Let me tell you a 
little more.

First, the really great news is that DPI is moving 
forward strongly with a statewide network for Positive Be-
havior Interventions and Supports. PBIS applies evidence-
based programs, practices and strategies for all students to 
increase academic performance, improve safety, decrease 
problem behavior, and establish a positive school culture. By 
the end of September, DPI will be awarding a substantial 
contract to a CESA for development and implementation of a 
network to help schools implement PBIS. The network will 
be led by a Director with support from a full time data man-
ager, office staff, and technical assistance coordinators 
around the state. The network will offer “one-stop shopping” 
for districts who are interested in PBIS: from introductory 
workshops to on-site coaching. We offered a three-day train-
ing seminar for coaches in mid August, and while we had 
space for 300, we had to turn more than 100 people away for 
lack of space. One of the most interesting outcomes was the 
recognition by many participants that these skills and prac-
tices were not particularly new, but doing all of this in a co-
ordinated way is extraordinarily powerful. I have to say I 
was very proud of the fact that much of the content was right 
out of School Psychology 101. The interest level is very 10



School Psychology Awareness Week
Making a Difference, Getting All Children Ready to Learn

November 9 – 13, 2009
Display the We Make A Difference poster

The poster enclosed in the October issue of Com-
munique is an easy way to convey this key message and to 
raise your visibility in your schools.  The poster does not 
reference school psych week intentionally so that you can 
keep it up all year.  (A limited supply of extra posters is 
available upon request.) 

Participate in the Difference Maker on Behalf of Chil-
dren program.

We are asking NASP members to identify one or 
more school staff members who, either through their own 
efforts or by encouraging the efforts of others, make an ex-
ceptional difference in the lives of students and families.  
This could be a teacher, administrator, coach, community 
provider, or even parent mentor, any individual who stands 
out in your mind as going above and beyond the call of duty 
to help students achieve their best.  The goal is to publicly 
recognize their special contribution to students’ positive out-
comes, highlight the importance of meeting the needs of the 
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CESA WSPA Region(s) Date Location

1 Suburban 10/22/09 Waukesha: Excellence Center
2 (East) Gateway (Racine area) 1/22/10 Contact Rob Todd, RUSD
2 (West) South Central & CLASP 11/12/09 Milton, The Gathering Place
3 Southwest 1/15/10 CESA 3
4 Coulee Region Area 1/29/10 CESA 4
5 Vacationland & SPAWN 11/23/09 TBD—Contact CESA 5
6 Central 11/13/09 Oshkosh
7 NEWSPA, Lake to Lake 11/20/09 Manitowoc ADRC
8 PINES 11/19/09 CESA 8
9 Northwoods 10/15/09 CESA 9
10 Chippewa Valley 11/4/09 CESA 10
11 Northwest 10/1/09 CESA 11
12 Indianhead 9/30/09 Superior District Office
WSPA All 10/29/09 (3 hours) WI Dells-Wilderness

Agenda (subject to revision)
• Demographic Data on School Psychology and Pupil 

Services from DPI
• WSPA Survey 2009: New Data and Trend Analysis
• Using Formative and Benchmark Assessments in an 

RtI System
• SLD identification using RtI: Challenges and Opportu-

nities
• WSPA Regional Representative Presentation
• School Psychologist Roles in an RtI System: A Look 

at NASP’s Position, WSPA’s Position, and how you 
can make these work in your district

NOTES:
• Meetings run from 9 AM to 3 PM.
• Meetings are open to all school psychologists as well 

as other interested parties.
• As in previous years, this will be a moderately fast-

paced lecture with slides, handouts, group and table 
discussions, and activities.

• For more information about the agenda or content, 
contact John Humphries, DPI School Psychologist, 
at (608) 266-7189 or john.humphries@dpi.wi.gov

• To register, contact your CESA.

high, and we’re lucky to be working with folks from the Illi-
nois PBIS Center to ensure all of our systems are evidence-
based and implemented with high integrity. You can learn 
more about the system we’re implementing by visiting the IL 
PBIS web site at www.pbisillinois.org. We will also be mak-
ing progress on the academic side of RtI in the very near 
future, so stay tuned.

Vaunce and I convened a task force to review the 

SLD rule using RtI this summer. This was the first time we 
had a larger group take a look at draft 2 of our rule. Feed-
back has been very helpful, and we are busily making 
changes wherever we can. I plan to discuss elements of the 
rule at this fall’s workshop, so please bring all the school 
psychologists in your area and we’ll have a great day! I’ll 
hope to see everyone soon.

2009-2010 School Psychology Network Meetings



whole child, and foster continued collaboration.  Program 
details are available online with the School Psychology 
Awareness Week materials.  

Disseminate the Ready to Learn, Empowered to Teach
document.  

Ready to Learn, Empowered to Teach:  Excellence 
in Education for the 21st Century is NASP’s national educa-
tion policy document, released in August 2008 for inclusion 
in the national debate over how best to help all of America’s 
children achieve their fullest potential.  Promoting Ready to 
Learn, Empowered to Teach is an excellent way to raise 
awareness of the policies necessary to ensure excellence in 
education by lowering barriers to learning and teaching.  We 
encourage NASP members and others to disseminate Ready 
to Learn, Empowered to Teach as part of the effort to shape 
education reform in the coming months.  

Let others know you appreciate their partnership in your 
work.  

NASP is making available a downloadable note 
card and an e-postcard for you to use.  Send a thank you note 
to a colleague.  Send a note to your administrator commend-
ing your colleagues’ work.  Write a brief note to a parent.  
Give small ‘comfort’ items to colleagues saying “thanks”, 
such as herbal tea or chocolates.

Create your own webpage.
Many school districts allow personnel to create a 

webpage to post information relevant to parents and students.  
NASP has created a set of brief information materials in html 
format that NASP members can use to easily create your 
own webpage.  Just cut and paste the copy.  We plan to add a 
new topic each month that you can feature on your page.  
Visit www.nasponline.org/communications/webpage/ for 
suggestions, instructions, and available topics.  

Incorporate key messages.  
Remember—Children achieve their best when they:

• Are physically and mentally healthy
• Feel connected, respected, and safe
• Receive social, emotional, and behavioral support
• Maintain positive relationships
• Are expected to succeed and challenged to do so
• Have problem-solving skills and believe they can overcome 
challenges
• Receive quality instruction that meets their learning needs
• Receive recognition for building on their strengths

Follow the “recipe” for communications success:
• Be relevant.  (Relate issues to state/local context and 
choose an issue people care about, e.g. school safety, sui-
cide prevention, behavior, substance abuse, crisis, resil-
iency, gang participation, stress)
• Pick your main message.  State it at the outset.  Example: 
“Bullying is unacceptable, preventable behavior that under-
mines student’s well-being and academic achievement.”
• Back it up with 2-3 key messages and how the issue creates 
a barrier to learning
• Provide personal examples and stories to put a “face on 

the message.”  
• Offer specific ‘solution’ suggestions.
• Encourage people to seek additional information from their 
local school psychologist.  
• Refer people to the NASP website for further information, 
www.nasponline.org

Encourage your district to post Success in School/Skills 
for Life resources.

NASP offers schools a free online resource kit as an 
information service for parents.  The Success in School/
Skills for Life kit includes 2-4 page handouts on a variety of 
issues affecting children and youth.  Examples include back 
to school transitions, study skills, ADHD, bullying, stress, 
and bus safety.  Schools can download the fact sheets to their 
website at no charge.  Individual fact sheets may be repro-
duced for one-time use by school professionals or affiliated 
organizations (e.g. PTA).  Many handouts are also available 
in Spanish.  You or your school webmaster can register to 
http://www.naspcenter.org/resourcekit/index.html (see sam-
ple Letter to District Leaders)

Talk to your building principals.  
Offer to chat over coffee one morning to discuss 

any particular issues or concerns they may have and how 
your can be a resource.  Be prepared with a handout or fact 
sheet that may be useful to them and help them understand 
your services.  Provide suggestions on researched-based pro-
grams to address an issue or sources for additional informa-
tion (e.g. helpful websites). 

Get together informally with a group of teachers.  
Host a brownbag lunch on a topic of common inter-

est related to mental health or curriculum in the school.  
Brainstorm ways that you and your colleagues can work to-
gether to improve communications and problem solving.  
Agree to facilitate discussions and find resources to look at 
best practice in the area of concern.  Offer to make it a 
monthly or bimonthly opportunity, but start the sessions near 
School Psychology Week.  Be sure to share any outcomes 
from the meetings with administrators.  

Make a presentation to your school board.
Address how your services reduce costly problems 

and improve outcomes--if possible within the context of an 
important issue, like reducing dropout rates.  Try to schedule 
it now so that you can have a few minutes on the agenda in 
November. 

Simple Suggestions Go A Long Way
Clearly raising awareness about what we do is criti-

cal.  Luckily it is also pretty easy.  School Psychology 
Awareness Week is one opportunity to concentrate activities 
across the country, but anything suggested here is worth-
while any time, and ideally good communications should 
occur throughout the year.  And don’t reinvent the wheel.  
Use the downloadable and adaptable resources under School 
Psychology Awareness to get started at 
www.nasponline.org/communications
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3000 HOUR REQUIREMENT ELIMINATED FOR SCHOOL PSYCHOLOGISTS 
IN PRIVATE PRACTICE

Katie Johnson, EdS, NCSP
WSPA Northwest Regional Representative
WI Private Practice School Psychologist

Wisconsin is one of only a handful 
of states in the nation that allow school psy-
chologists to practice independently at the 
master’s level through the Private Practice 
of School Psychology license.  This license 
is obtained through the Department of 
Regulation and Licensing (DRL) and is 
separate from the Department of Public 
Instruction license needed to practice in the 
school setting.  This article will summarize 
my experience with the private practice of 
school psychology, what a school psycholo-
gist can do in private practice and how to 
obtain the private practice license.
My Experience:

Early in my career it came to my 
attention that Wisconsin allowed master’s 
and specialist level school psychologists to 
have a private practice.  The idea of working in a clinical 
setting in addition to providing services to schools intrigued 
me.  I thought it might allow me to engage more in the types 
of activities I wanted to do in addition to the duties I often 
needed to take care of at school.

In 2005, after talking with several school psycholo-
gists who held the private practice license, I decided to find 
out what obtaining the license entailed.  Though the idea was 
daunting, I decided that I could make it through the applica-
tion process, the ethics examination and the oral interview 
with the board.  It turned out to be a fun, though exhausting 
day, but I now had something that many school psycholo-
gists want – the ability to work for myself, outside of the 
school system.

However, this excitement was short-lived.  I imme-
diately set out to market myself to local psychology and 
counseling clinics.  I knew I had skills they must want – I 
knew the ins and outs of the school district, I knew state spe-
cial education criteria, and I knew how to communicate with 
parents and other professionals, and several agencies were 
interested in these skills.  The only hitch was that they could 
not figure out how to bill for my services; and if they could 
not bill for me, they certainly could not pay me.  

Frustrated, I talked to someone at the Department of 
Regulation and Licensing (or the DRL, the agency that is-
sued my private practice license) who explained that “under 
current outpatient mental health clinic rules, the language did 
not exist to clarify the licensed practice of school psychology 
within an outpatient mental health clinic unless the person 
has 3,000 hours of supervised post-graduate clinical experi-
ence.”  So I could not practice unless I had 3,000 supervised 
hours?  I did the math and realized that with a few nights per 
week and all summer, it would take me almost 4 years to 
achieve the  required 3,000 hours!  

There was a light at the end of the tunnel, how-

ever.  The DRL indicated that they were con-
sidering a change to the licensing require-
ments which may eliminate the 3,000 hour 
requirement in the future.  This summer, I 
was delighted to learn the rule had been 
changed, and the 3,000 hour requirement 
eliminated.  Therefore, given this rule 
change, I thought current school psycholo-
gists might like to learn more about the Wis-
consin Private Practice of School Psychol-
ogy license.  

What is a Private Practice School 
Psychologist?

According to the Wisconsin rules 
for the private practice of school psychology 
from DRL, the private practice of school 
psychology means “providing psycho-
educational evaluation and intervention for 

the prevention and treatment of educationally relevant prob-
lems. Intervention includes service to the student or consulta-
tion with persons who affect the student's education pro-
gram.”

The rules clarify that no person may engage in the 
private practice of school psychology, or represent them-
selves as a private practice school psychologist without a 
license issued by the Wisconsin Psychology Examining 
Board.  Furthermore, only an individual licensed under s. 
455.04(4), Wis. Stats., may use the title "private practice 
school psychologist" or any similar title, or imply that he or 
she is licensed to engage in the private practice of school 
psychology.  Only an individual licensed under s. 455.04(1) 
or (4), Wis. Stats., may represent himself or herself to the 
public by any description of services incorporating the word 
"psychological" or "psychology.”
The Licensing Requirements:

In order to obtain the Private Practice of School 
Psychology license, the candidate must already hold a regu-
lar license as a school psychologist issued by the Wisconsin 
Department of Public Instruction.  The regulations state that 
“the candidate must verify that he or she has completed a 
program for the preparation of school psychologists resulting 
in a doctor of philosophy, doctor of psychology, doctor of 
education or education specialist degree, or consisting of a 
minimum of 60 graduate semester credits resulting in a mas-
ter’s degree in psychology.”  The candidate must also have 
completed the National Teachers Examination (NTE) Spe-
cialty Area Test for School Psychologist (the PRAXIS exam 
that you may have taken for your EdS degree or NCSP) with 
a score of at least 165.
What Can You Do With a Private Practice License?

School psychologists can practice independently as 
“licensed treatment professionals” under Wisconsin Admin-
istrative Code which qualifies us as “mental health profes-13



sionals” under the law.  With the lifting of the 3,000 hour 
requirement, we can bill for services from day one and no 
longer need supervision.

There are several routes for independent practice as 
a school psychologist.  One route is to set up a private prac-
tice and only accept private pay from clients.  This elimi-
nates having to deal with billing insurance companies and 
Medicaid, but limits the clientele you may have access to.  
Another option is to practice through an established clinic.  
In this option, the clinic may have someone who completes 
the billing under their own NPI [National Provider Informa-
tion (needed to bill insurance)] and MA [Medicaid Number 
(needed to bill Medicaid)] numbers.  In this scenario many 
HMOs negotiate individually with clinics and with individu-
als within clinics for billing rates.  Finally, you may bill in-
surance companies independently (not through a clinic), in 
which case you would need to obtain your own NPI number 
(which identifies you to insurance companies) and MA num-
ber.
The Application Process:

To obtain a license, you must first complete an ap-
plication form (available on the DRL website) which in-
cludes demographic information, educational information, a 
statement of experience, verification of a year of supervised 
experience, ethics and practice questions, and certification of 
legal status.

The candidate must also fill out a “Nature of Private 
Practice of School Psychology” form which indicates the 
general services you are qualified to provide (i.e. counseling, 
evaluation, consultation, research, academic teaching), the 
populations you are qualified to serve (i.e. preschool, chil-
dren, adolescents, college, adults – note that college and 
adults are options in the eyes of DRL though most school 
psychologists are not qualified to work with these popula-
tions unless they have another area of specialization), and the 
specialized services you are qualified to offer (i.e. assess-
ment & services for ADHD, behavioral modification, cogni-
tive disabilities, family counseling, learning disabilities, pro-
gram evaluation and development, group counseling, etc.).

The candidate must also verify his or her successful 
experience by submitting “written verification from the su-
pervising psychologist or a school official or administrator 
that the applicant has successfully completed one year of 
experience or internship in school psychology under the su-
pervision of a school psychologist licensed by the Wisconsin 
Department of Public Instruction.”  

These documents are then sent with the $110 fee to 
the Department of Regulation and Licensing.  Additionally, 
the candidate must request that DPI forward documentation 
that you hold a regular license as a school psychologist to 
DRL, and request that ETS forward an official copy of your 
score on the PRAXIS examination to DRL.

After the candidate’s file is complete at DRL, his or 
her credentials will be evaluated at the next regular meeting 
of the Psychology Examining Board (these meetings are held 
every month or every-other-month; the schedule is available 
online on the DRL website).  If the Board determines that the 
requirements for licensure are met, the candidate will be no-
tified that they are able to sit for the “elements of practice 
essential to the public health, safety or welfare” (ethics) ex-

amination and the oral interview with the Board.
The Ethics Examination:

The ethics examination is based on the Wisconsin 
Statutes and Administrative Code Relating to the Practice of 
Psychology.  This code book is available for download 
online.  The evaluation is administered in Madison on a 
monthly or every-other-month basis.  The schedule is avail-
able online.  The exam consists of 100 multiple choice ques-
tions and takes an hour and a half.  The candidate must 
achieve a score of 75% or higher to pass the examination.  
Many of the other candidates in this examination will be 
clinical psychologists, as this is the same examination they 
must take for licensure.
The Oral Interview:

After the ethics examination, candidates are pro-
vided with the questions for the oral interview.  They have at 
least 10 minutes to read through these questions and prepare 
answers (which may be brought into the interview, if de-
sired).  The interview takes place with one or more members 
of the Psychology Examining Board.  It is approximately 15 
minutes in length and covers the area you intend to practice, 
your approach to typical cases, and your understanding of 
state laws and rules related to the private practice of school 
psychology.  Candidates are told immediately afterward 
whether they have passed the ethics exam and oral interview.
Renewal of the License:

The private practice license is renewed every-other-
year on the odd years.  It requires 40 hours of continuing 
education, of which 6 must be in ethics, legal issues and/or 
risk management in psychology through APA (American 
Psychological Association).  These hours may be obtained 
through taking classes, authoring professional papers or 
books, teaching courses or workshops, or taking graduate 
courses.  License holders do not need to submit proof that 
they have met these requirements unless they are audited.  
The fee for renewing the license is currently $170.

In summary, the private practice of school psychol-
ogy in Wisconsin has recently become much more practitio-
ner-friendly.  The 3,000 supervised hour requirement has 
been lifted, allowing school psychologists to bill private in-
surance, HMOs and Medicaid without spending years in 
supervision.  Hopefully with the rule change, more school 
psychologists will consider private practice, which may 
bring more access to much needed mental health services to 
children and adolescents across Wisconsin.

Much of the information in this article comes di-
rectly from the DRL website.  Complete information is avail-
able at the DRL website at http://drl.wi.gov/prof/psys/
def.htm or by searching “Private Practice of School Psychol-
ogy”.
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WSPA LRP 2009

WSPA’s executive board and 
guests met for the annual Long Range 
Planning on June 16 and 17 at Cedar 
Valley Retreat Center in West Bend.  
Attendees included:  Linda Servais, 
President and Convention Planning; 
Laura McCormick, Past President; Mitch 
Lambert, President-Elect; Don Juve, 
Treasurer; Betty DeBoer, Secretary; 
Heidi Horton, Children’s Services; Mary 
Beth Tusing, Membership; Rita Schmitt, 
Long Range Planning and Development; Rob Dixon, Con-
tinuing Professional Development; Jennifer Kamke-Black, 
Publications and Psychologists in Northeastern Schools 
(PINES) Regional Rep.; Kathy Jensen, Regional Representa-
tives and Central Region Rep.; Mark Hochmuth, Legislation; 
Professional Standards and Practices and Suburban Regional 
Rep.; Kay Altfeather, Past President; Regional Reps:  Dave 
Schollmeier, South Central; Craig Wille, Capital Lakes; Jo-
hana Michael Southwest WSPA; Joci Newton, Coulee; 
Shannon Huff, SPAWN; Lisa Hanson-Roche, Vacationland; 
Scott Ford, Northwoods; Katie Johnson, Northwest; Mi-
chelle Jardine, Indianhead; Dana McConnell, Chippewa Val-
ley; Stephanie Skolasinski, Milt Dehn, NASP Delegate; John 

Humphries, DPI Consultant; Miguel Colon, Guest.
The group opened with introductions and a team 

builder; and a discussion of current issues, including the pre-
sent status of RTI (response to interventions); results of the 
recent DPI school psychologist survey, a report on the LRP 
planning meeting conducted by Anthony Adamowski (NASP 
Strategic Planning Committee) held in Oconomowoc in 
April and attended by executive board members, including a 
discussion of strategic planning goals, WSPA’s mission 
statement, five-year goals (four:  membership, children’s 
advocacy, professional development and school psychology 
advocacy).

Linda discussed four key questions to ask when 
exploring issues:  1) What do we know about members 
needs/wants relevant to the issues; 2) What do we know 
about current realities and dynamics relevant to this issue; 3) 
What do we know about capacity and strategic position or 
our organization that is relevant to the issue; and 4) What are 
the ethical implications of our choices.   Discussion explored 

work goals for the group in addressing 
each of these areas:  1) Identifying the 
strengths in each area, 2) Identifying the 
areas needing improvement; 3) Inputs 
(barriers that may impede progress, and 
4) Identifying current resources.

The group divided into six 
smaller groups to discuss the five priori-
ties for the role of school psychologists 
in the individual school districts and 
identifying those areas where there was 

overlap, similarities and differences in different districts.  
The group reconvened to compare priorities, similarities and 
differences identified in smaller group sessions.  Similar 
priorities across school districts included:  disseminating/
interpreting data, mental health, consultation, progress moni-
toring, problem solving teams, home/school collaboration.  
Priorities for the role of school psychologists that differed 
across school districts included:  literacy, budget, curricu-
lum, transition responsibilities.

The group reconvened after lunch to review last 
year’s action plans and goals represented from each commit-
tee.  The group divided into four working groups to review 
and revise action plans for the coming year, congruent with 
the mission statement and the five-year goals, which have a 
2010 deadline:  membership, professional development, 
school psychology advocacy and regional reps.  Following 
discussion the group reconvened to report revised action 
plans, timelines and budget items.  The group was reminded 
that anyone attending three out of four yearly board meetings 
will receive a ½ price membership for the following year.  

The group enjoyed a picnic supper on the patio fol-
lowed by conversation, camaraderie which was not damp-
ened at all by the anticipated volley ball game which got 
rained out.  Later some of the group gathered around the bon 
fire to roast marshmallow and talk. Others enjoyed a lesson 
in Tai Chi provided by Scott Moline.

Wednesday morning after breakfast the group di-
vided into the committees of the board led by chairs to re-
view goals and strategies:  By-Laws (Linda and Rob); Men-
tal Health (Veronica Milling and Ken Risow-Medical Col-
lege); RTI (Laura, Lisa, Dana, Scott, Kay, Stephanie, John); 
Association Manager/Lobbyist (Rob); NCSP (Katie, Rob, 
Mary Beth).  Follow-
ing the discussion, 
Rob reviewed by-law 
changes subject to 
revision by the board.

The execu-
tive board meeting 
met after lunch, fol-
lowed by pictures and 
fond farewells to all, 
until we meet again 
next summer.
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The Passing of the Gavel:
Laura McCormick passes the WSPA 

Presidency over to Linda Servais

A hard working group, but it is fun, too!



CHILDREN’S SERVICES COMMITTEE 
2008-2009 GRANT OPPORTUNITY

The Children’s Services Committee has allocated 
funds for the purpose of supporting child-related service ef-
forts. Grants will be awarded to support a specific activity, 
school-wide initiative, training opportunity, or extracurricu-
lar endeavor for the purpose of providing children’s services. 
This year, the Children’s Services Committee has added two 
$250 mini-grants in addition to our $500 grants. Projects 
must be implemented during the current school year.

Past grants have been awarded to fund youth men-
tor programs, collaborative efforts between staff and stu-
dents, and violence prevention programs, among others.

Grant applicants MUST SPECIFY whether they are 
applying for the $250 mini-grant or the $500 full grant.  Re-
cipients of this year’s funding will be chosen based on:
1) Detailed description of the project 
2) Demonstrated need (data-driven)
3) Anticipated outcome and benefit to children
4) Specific timeline
5) Detailed budget/funding rationale

Interested individuals need to submit a typed pro-
posal of 350-500 words addressing the five points described. 
The timeline and budget for the project should be clearly 
outlined. Funds will be awarded in November 2009.

Grant proposals will be accepted from August 2009 
through October 15th, 2009.   Proposals should be sent to the 
address below and postmarked by October 15th, 2009.  In 
addition to the typed proposal, please include your full name 
and position, home address and phone number, school dis-
trict name, address, e-mail, and phone.

VERY IMPORTANT REQUIREMENT!!!
If your project is selected for funding, you MUST 

submit a brief description of the outcomes for the WSPA 
newsletter (Pictures are greatly appreciated!).  This descrip-
tion is due by April 1st… No Fooling!

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

Address questions to:
Heidi E. Horton, School Psychologist
West Salem School District
(608)786-1662
hhorton@wsalem.k12.wi.us

Children’s Services Committee Silent Auction
The Wisconsin School Psychologists Association -

Children’s Services Committee will be holding its annual 
silent auction during the fall Wisconsin School Psychology 
Convention which will be held October 28-30, 2009. Pro-
ceeds from this year’s auction will be used to fund grants for 
novel ideas from school psychologists like you! Examples 
include ideas that sponsor children’s involvement in conflict 
resolution and peacemaking programs, mentoring programs, 
and other innovative direct services to meet the needs of 
children.

Would you be able to contribute something for our 
silent auction? Any donations would be greatly appreciated.  
Each item will be displayed along with its retail value and 
the name and address of the donor.  If you have business 
cards or other print material, we will gladly place them by 
your donation.  I would be happy to arrange for someone to 
pick up your contribution or you can mail it to the address 
listed below.

Please consider donating something to our silent 
auction.  I can be contacted at (608)792-5055 or hhor-
ton@wsalem.k12.wi.us. Thank you for your time and con-
sideration.

Sincerely,
Heidi E. Horton, M.S. Ed.
Wisconsin School Psychology Association
Children’s Services Committee Chair
W5203 CTH B
La Crosse, WI  54601
(H) 608-792-5055,  (W) 608-786-1662 16



Committee of the Board:  Mental Health                                       
Veronica Milling, Chair

With the knowledge of the importance of building 
competencies for all students to include academic, social and 
emotional competencies, please note three current and/or 
upcoming opportunities to highlight and support building 
these competencies statewide.

NASP offers a FREE download- Success in School/Skills 
for Life Online Resource Kit.

The National Association of School Psychologists 
(NASP) has an electronic 'Success In School/Skills for Life' 
Online Resource Kit to help schools provide parents easy 
access to basic information about their children's academic, 
emotional, and social development. School psychologists are 
trained to identify and help address a wide range of issues 
that can impact a child's school experience.  They are an im-
portant resource for parents, teachers, and students. 

Handouts are free and can be downloaded to your 
school website. Many are available in Spanish and English.

Several handouts focus on children's mental health 
and the role of school-based mental health services in pro-
moting students' success in school and life.  Also included 
are handouts on homework and academic focus.

Mental Health Handouts
Accommodations for Testing Students With Disabilities: 

Information for Parents-English, Spanish 
Aggression in Adolescents: Strategies for Parents and Edu-

cators-English
Anxiety and Anxiety Disorders in Children: Information 

for Parents-English, Spanish
Attachment: Information and Strategies for Parents-

English
Bullying Prevention: What Schools and Parents Can Do-

English
Children's Reaction to Trauma: Suggestions for Parents-

English
Coping With Crisis - Helping Children With Special 

Needs-English
Depression in Children and Adolescents-English
Eating Disorders in Adolescence: Information for Parents 

and Educators-English
Obsessive-Compulsive Disorder: Information for Parents 

and Educators-English
Preventing Suicide: Information for Caregivers and Educa-

tors-English 
Resiliency: Strategies for Parents and Educators-English
Save a Friend: Tips for Teens to Prevent Suicide-English
School Completion and Student Engagement: Information 

and Strategies for Parents-English
Self-Esteem: A Handout for Parents-English
Social Skills: Promoting Positive Behavior, Academic 

Success, and School Safety-English
Sports Participation for Children: A Parent's Guide-English
Stress in Children: A Handout for Parents-English, Spanish 
Substance Abuse in Children and Adolescents: Information 

for Parents and Educators
Teaching Young Children Self-Control Skills-English
Verbal Aggression: Coping Strategies for Children-English 
What Is a School Psychologist-English, Spanish
Homework Corner
Academic Motivation: A Handout for Parents-English, 

Spanish
Attention Problems: Strategies for Parents-English, Span-

ish
Homework Survival Guide-English, Spanish
Home-School Conferences: A Guide for Parents-English
Response to Intervention: A Primer for Parents-English
Study Skills: A Handout for Parents-English, Spanish

Handout Content
Handouts provide background information, sug-

gested strategies, recommended next steps, and additional 
resources.  The information is not intended as a comprehen-
sive prescription and parents should be advised to seek addi-
tional help if a problem persists.  The handouts include links 
to additional resources on the NASP and NASP Center web-
sites, but we also encourage you to provide contact informa-
tion for your school psychologist.

Register and Download Your Kit
Schools can access the Kit free of charge at 

www.nasponline.org/resources/toolkit/index.aspx, register 
for the program, and download the fact sheets to your site. 
You may also include a direct link on your website so that 
that parents can download handouts from NASP themselves. 
(www.nasponline.org/resources/toolkit/register.aspx) 

School professionals and organizations (e.g., the 
PTA) may print the fact sheets individually for hard copy 
distribution.  However, all fact sheets must be disseminated 
in the original form and the information credited to NASP, 
whether in print or online format.  Parents may download 
handouts for their personal use from either their school web-
site or the NASP Center website. Other uses or mass dis-
semination require specific permission from NASP.

Ready to register and download the kit? Go to the 
NASP website under the ‘Educators’ link at the top of the 
page.

The NASP website currently lists several mental 
health related legislative alerts and updates that you may 
wish to be aware of and respond to.  The current list, taken 
directly off the NASP website, includes this issue:

Congress: Help Restore Cuts to School Mental 
Health Related Programs The FY 2010 budget that was ap-
proved on July 24, 2009 by the House of Representatives 
eliminated key programs that fund school mental health re-
lated programs and services, including the Mental Health 
Integration Grant Program ($6.9 million) and the Safe and 
Drug-Free Schools State Grants Program ($294.76 million). 
Additionally, this budget reduced the President's total request 
for funding for the Safe and Drug-Free Schools National 
Programs by $55.8 million. These cuts and reductions re-17



Chicago School of Professional Psychology Announces New 
Ph.D. in International Psychology

Recognizing a need for more trained professionals 
to understand and work with global challenges such as con-
flict, poverty, and natural disasters, The Chicago School of 
Professional Psychology has chartered the world’s first Ph.D. 
in International Psychology. Designed for working profes-
sionals, the post-master’s doctoral degree leverages The Chi-
cago School’s 30-year history of psychology training rooted 
in diversity and multicultural studies. According to Dr. 
Robert Clark, Program Director and chair, this academic 
foundation will be critical for individuals seeking to work in 
the international arena. 

The new Ph.D. was developed to give graduates the 
training and experience to understand and apply psychologi-
cal principles in a variety of cultural settings. Examples of 
their graduate work in action may include conducting re-
search to better understand socio-cultural differences, devel-
oping and applying culturally competent practices, consult-
ing mental health providers working with underserved popu-
lations, supporting advocacy initiatives for more resources to 
meet the international mental health challenges, teaching at 
the college level, or working with immigrant and refugee 
populations both at home and abroad.

Joining Dr. Clark as a program developer is Dr. 
Yael Danieli, a clinical psychologist who co-founded and 
directs the Group Project for Holocaust Survivors and Their 
Children in New York. Dr. Danieli, who serves as a distin-
guished professor of international psychology at The Chi-

cago School, sees the Ph.D. in International Psychology as 
making a difference in the area of trauma studies and treat-
ment. 

The 60-credit-hour program, non licensure, was 
designed to be completed in three years. Students will have 
the option of two concentrations: Trauma Services and Or-
ganizations & Systems. Coursework for latter will be offered 
online with the Trauma concentration requiring a blend of 
online delivery and a weekend on-campus component. Stu-
dents will complete their training through dissertation work 
and two nine-day international field experiences to. An op-
tional extended field placement is available for those seeking 
additional international research, service, or practice experi-
ences.

The new Ph.D. is latest in a series of international-
themed initiatives developed by The Chicago School to fur-
ther advance the understanding and practice of psychology 
worldwide. TCS became home to the International School 
Psychology Association last fall, has a China Office in 
Shanghai, and has students and faculty engaged in projects in 
Peru, Rwanda, Sri Lanka, Germany, Israel and the West 
Bank, and the United Nations. 

The Department of International Psychology admit-
ted its first class of students in August, 2009.  For more in-
formation visit www.thechicagoschool.edu, contact Dr. 
Clark at rclark@thechicagoschool.edu  or call +312-467-
2513.

sulted in an overall reduction in school mental health spend-
ing of $357.5 million! Contact your U.S. Senators to ask that 
they show their support for school mental health programs 
by restoring these program cuts. 

and these additional issues:
Request Support for the Safe Schools Improvement Act 
Ask Your Elected Officials to Support National School 

Psychology Week
 Request Support for the Increased Student Achievement 

through Increased Student Support Act 
Request Support for the Mental Health in the Schools Act 
Help Remedy the Shortage of School Psychologists: Re-

quest Support for the Child Health Care Crisis Relief Act
Help Prevent the School-house to Jail-house Pipeline 

through Support of H.R. 1064 and S. 435, the Youth 
PROMISE Act 

Ask Your Elected Officials to Help Create Federal Leader-
ship to Reduce Barriers to Learning

Request Support for the Positive Behavior for Effective 
Schools Act 

NASP offers an easy and convenient way to take 
action on these current issues with more information about 
the issue, a list of legislators by state, and form letters that 
can be used as is or edited to express your viewpoint.  Go to 
the NASP website under Advocacy/Public Policy.

The WSPA Fall Convention October 28-30, 
2009 at the Wilderness Hotel in Wisconsin Dells will fea-
ture of session discussing mental health services:

Mental Health Services in Today's Schools/Town 
Hall Meeting James Haessly, PhD, Coordinator, Behav-
ioral/Intervention Program, Madison Metropolitan School 
District, Linda Servais, WSPA President, Mitchell Lam-
bert, WSPA President-Elect .

This interactive session will include a discussion 
and input on a WSPA plan for offering a certification in 
mental health training at conventions over a two year period, 
the opportunity to react to and contribute to the WSPA posi-
tion paper on Mental Health and a discussion of the issues 
facing school psychologists today.  

Registration is available on line www.uwlax.edu/
conted/wspa  or wspaonline.net.
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RtI FAQs

General Information

Is RtI mandated by federal law?
Answered by John Humphries, DPI School Psychology Con-
sultant

Short answer: No. Better answer: RtI is a way of 
systematically organizing our work in schools. It’s not just 
screening students on their progress in general education and 
providing more help for some students or a new way to 
evaluate SLD. It’s a fundamentally new way of doing the 
things we had been doing in bits and pieces before. Doing 
RtI well is complex because it impacts every aspect of our 
educational system and there are many ways of approaching 
and implementing RtI within that system, consistent with the 
basic elements of the system. RtI is a systematic way of 
looking at academic and behavioral success.

That said, federal regulations to IDEA already re-
quire two essential elements of an RtI system for ALL 
evaluations of Specific Learning Disabilities: appropriate 
instruction and repeated assessments of achievement reflect-
ing student progress. Appropriate instruction is designed and 
delivered in such a way as to have a high likelihood of im-
proving student outcomes. It includes differentiated instruc-
tion in general education as well as additional supports avail-
able to some students to meet benchmarks for academic and 
behavioral skills. These additional services are grounded in 
research on effective practices.

Repeated assessments of achievement are curricu-
lum-based measures provided at regular intervals that are 
based on the differentiated instruction and additional sup-
ports being provided. Evidence-based progress monitoring 
tools can be reviewed at www.rti4success.org.

So, the bottom line is that RtI is not mandated by 
federal law, but two important elements of RtI must be a part 
of every SLD evaluation.

My district wants to move forward with RtI because we 
think it’s a good thing for our students. However, we are 
concerned that whatever we do will not be consistent with 
what DPI will come up with in the future. What should 
we do?
Answered by John Humphries, DPI School Psychology Con-
sultant

Districts are wise to gather information before mov-
ing forward. One important source of information is OSEP’s 
Q & A on RtI and EIS (January 2007). They say, “While the 
Department does not subscribe to a particular RTI model, the 
core characteristics that underpin all RTI models are: (1) 
students receive high quality research-based instruction in 
their general education setting; (2) continuous monitoring of 
student performance; (3) all students are screened for aca-
demic and behavioral problems; and (4) multiple levels 
(tiers) of instruction that are progressively more intense, 
based on the student’s response to instruction.” That’s the 
federal government’s perspective, and clearly guides what 
s t a t e s  c a n  d o  w i t h  R t I .

I also want to make it extraordinarily clear that, 

while DPI’s RtI framework does not require a tiered model, 
such a model is permitted and districts may choose to adopt 
tiered models should they so choose. As long as a district 
implements an RtI system that is consistent with the OSEP’s 
Guidance, it will be aligned with DPI’s rule.

Should our district wait to implement RtI until the final 
rule for SLD is approved by the Legislature?
Answered by John Humphries, DPI School Psychology Con-
sultant

RtI is about systematically organizing the way you 
operate your schools in order to achieve higher levels of aca-
demic and behavioral success for all students. The discussion 
can star by looking at your data: achievement levels, gradua-
tion rates, suspension and expulsion rates, AP classes and 
ACT scores. If your district is satisfied, then perhaps it 
would be fine to wait. However, if you have students with 
disabilities, or who are ELLs, or who come from low-income 
families, you should closely examine the data showing their 
outcomes. Do they graduate at the same rate as other stu-
dents? Learn to read as quickly and as well? How are their 
math scores? If their performance is lower than students who 
are not in these groups, then perhaps it’s time to try some-
thing different. Implementing RtI is one way to systemati-
cally improve schools, not just a way to identify Specific 
Learning Disabilities.

“Although RtI is not required by law, help me under-
stand how the requirements in the ER-2 form relate to 
RtI. How can my district meet those requirements with-
out doing RtI?”
Answered by John Humphries, DPI School Psychology Con-
sultant

If your district has not implemented an RtI system, 
you must still collect the data on the ER-2, Additional Docu-
mentation of Specific Learning Disabilities. In that case, you 
will need to collect these data for students who may qualify 
under SLD rules. Your system of supports for students who 
are not making progress in the general education curriculum 
will be highlighted and its effectiveness documented as part 
of the evaluation process. If I was in this situation, I would:

1. Look closely at DPI’s guidance on the ER-2.
2. Talk with my supervisor about how closely the district 

was meeting the requirements in the ER-2 and work 
toward very strong alignment with the guidance pro-
vided by DPI. Do this before SLD referrals pile up.

3. Ask building principals to provide documentation of ap-
propriate instruction for any student being evaluated for 
SLD, consistent with the ER-2 guidance. Collect and 
disaggregate the WKCE data to document appropriate 
instruction, and share this information with principals.

4. Ask the person responsible for providing students with 
support in the 8 areas of SLD for documentation of re-
peated assessments of achievement reflecting student 
progress. Work to ensure the data are consistent with the 
suggestions in the guidance and with the RtI Center 19



(linked above).
5. Describe the requirements in the ER-2 to all teachers at a 

staff meeting. Help them understand how things in the 
SLD criteria are changing.

Intervention

How long should an intervention be tried before deter-
mining whether it is effective or not?
Answered by Rob Dixon, Ph.D., School Psychology Program 
Director, UW-LaCrosse

There are a couple of thoughts on how long to do an 
intervention to determine effectiveness. The first has to do 
with an aimline. That would be a realistic but ambitious line 
that would be plotted out for a semester. There are suggested 
rates in the literature, but mainly for oral reading fluency 
(e.g., Fuchs, Howell, etc.). If the current progress of the stu-
dent dips below this aimline for 3-4 consecutive data points, 
then the intervention should be changed as you are not mak-
ing the progress with the student that is necessary. The sec-
ond line of research has to do with the trend line. This is the 
accumulation of data points from the current student. It is 
suggested that you have between 8-12 data points in order to 
have a stable trend line (this would be similar to a regression 
line through all the data points). Once you have a stable 
trend line, you can look and see if the student is making the 
appropriate progress or not.

Assessment/Progress Monitoring

Why are fluency measures used as indicators of overall 
reading proficiency?
Answered by Ed P. O’Connor, Ph.D – Director of Continu-
ous Improvement and Assessment, Monona Grove School 
District

Currently one of the most controversial issues in the 
realm of reading assessment focuses on the use of oral read-
ing fluency strategies for assessing overall reading skill.   
This controversy has evolved to become one of the central 
arguments in what some have called the “reading wars” as a 
result of increased attention being given Response to Inter-
vention (RtI) approaches for early intervention and disability 
identification.  This controversy is heightened within RtI 
discussions because RtI frameworks require the use of 
screening and progress monitoring tools to select students in 
need of intervention and to track progress during, as well as, 
after intervention.   Oral reading fluency measures represent 
one of an array of assessments known as General Outcome 
Measures or Curriculum Based Measurements that are fre-
quently recommended for use in RtI frameworks.  Oral read-
ing fluency measures represent some of the most well-known 
and well researched General Outcome measures.  GOM’s 
emphasize brief (efficient) assessments of core skills that 
serve as indicators of overall development in a broader skill 
domain such as reading.  The controversy surrounding meas-
ures of oral reading fluency stems mainly from concerns 
regarding an overemphasis on reading rate and a perception 
that measurement of reading fluency ignores the importance 
of comprehension as an endpoint skill.  

The answer to the question: “Why are measures of 

oral reading fluency used as indicators of overall reading 
performance?” is outlined below.  This discussion includes 
information and research evidence regarding how oral read-
ing fluency measures meet the criteria for effective assess-
ment and demonstrates technical adequacy.  Finally, cautions 
to consider when using oral reading fluency measures are 
presented.

The short answer to the question about why oral 
reading fluency is recommended for assessing reading per-
formance is that these measures demonstrate excellent tech-
nical qualities in terms of validity and reliability while at the 
same time being extremely time efficient.  In addition they 
are sensitive to small changes in skills and can administered 
frequently to judge growth in skill over time.

Technical Adequacy:  The two primary categories of infor-
mation to determine the technical adequacy of an assessment 
measure are validity and reliability.  Numerous studies have 
been conducted over the past 30 years to examine the valid-
ity and reliability of oral reading fluency measures.  Review-
ing this literature reveals that the overwhelming preponder-
ance of evidence indicates CBM measures of oral reading 
fluency demonstrate very strong validity and reliability char-
acteristics.  

Over a dozen validity studies were reviewed by 
Doug Marston (1989).  These studies evaluated the criterion 
related validity of these measures through an analysis of cor-
relations with other respected measures of reading skills in-
cluding the Woodcock Reading Mastery Test; the Stanford 
Diagnostic reading test; the SAT reading comprehension 
test.  The results of these studies find that scores obtained on 
CBM measures of oral reading fluency show strong correla-
tions (correlation coefficients between .63 and .90) with 
other respected measures of reading skills (including com-
prehension).  In fact, when one evaluates the broader pool of 
criterion related validity studies for measures of comprehen-
sion, it is often the case that the correlation between oral 
reading fluency measures and measures of comprehension is 
higher than the correlation between individual measures of 
comprehension!

With regard to reliability, CBM oral reading flu-
ency measures have also demonstrated outstanding reliability 
characteristics across numerous studies investigating test-
retest reliability, parallel form reliability and inter-rater reli-
ability.  Across these studies reliability coefficients typically 
fell in the range of .90 or better (Marston, 1989).  These re-
sults suggest that the scores obtained on these measures are 
quite consistent and stable across short periods of time, 
across equivalent forms and across test administrators.

Taken together the extensive research that has been 
conducted on these measures provides compelling evidence 
that, despite the brief sample of behavior required, these 
measures are technically very sound both in terms of how 
well they measure the construct of reading (as defined by the 
most well respected and frequently used measures of read-
ing) and in terms of how stable the scores are across different 
potential sources of error.  

Sensitivity:  A second important characteristic of assess-
ments used within RtI models relates to the sensitivity of 20



the measure to small changes in performance over relatively 
short periods of time.  Because RtI models emphasize deliv-
ery of well-designed instruction monitored frequently, the 
assessments used must be capable of detecting small changes 
in performance over brief instructional periods.  In this re-
gard, CBM oral reading fluency measures are particularly 
strong when compared to other tools used to measure reading 
performance.  As it turns out, typical students in grades 1 
through 6 demonstrate an average growth in reading fluency 
of .6 – 1.8 words per week as measured using CBM meas-
ures of oral reading fluency (Deno, Fuchs, Marston, and 
Shinn, 2001).  Thus, measurable improvements in reading 
fluency can be detected across a small number of days.  This 
is critically important in a model that focuses on providing 
intervention that is demonstrably effective at the earliest pos-
sible time for students showing potential risks.  By contrast, 
typical measures of comprehension, including those included 
on standardized tests such as the Measures of Academic Pro-
gress (MAP) or the Wisconsin Knowledge and Concepts 
Exam, generally do not detect improvements larger than can 
be explained by sources of error within time frames smaller 
than several months.  Even other CBM measures such as 
maze measures are not as sensitive as measures of oral read-
ing fluency.  On maze measures average growth observed is 
generally less than .4 words (correctly restored) per week  
(Fuchs and Fuchs, 2004).

An issue closely related to the sensitivity issue has 
to do with the frequency of administration possible for these 
measures.  With CBM measures of oral reading fluency, the 
development of  “equivalent” forms is relatively easy.  In 
addition, there are many sources where educators can easily 
access reading passages that have been determined empiri-
cally to be of similar reading difficulty.  This relative ease of 
access to multiple equivalent forms combined with the fact 
that growth in reading fluency can be detected in as small a 
time frame as two or three days, makes frequent measure-
ment of skill acquisition possible.  This means that interven-
tion effectiveness can be evaluated meaningfully across a 
small number of weeks rather than across months and years.  
The practical result of this is that students who demonstrate 
less than adequate response to a particular intervention can 
be identified quickly.  Further, intervention strength or type 
can be adjusted early to avoid wasted time in ineffective in-
terventions.  The importance of early and effective interven-
tion for students with reading problems is well documented 
and universally accepted.

Efficiency:  Finally, an important reason for using CBM oral 
reading fluency measures to assess overall reading skill per-
formance is that these measures are extremely efficient.  
That is, assessment of large numbers of students can be done 
in relatively short periods of time with fairly limited costs for 
training, scoring, or materials.  In the school environment the 
most limited resources tend to be time, and money.  It is nec-
essary to choose assessment tools that provide the maximum 
value in information in the least amount of time for the low-
est cost, because there is no realistic expectation that we are 
going to be able to increase the availability of either of these 
resources.  Given the technical characteristics of these meas-
ures as described above, CBM oral reading fluency measures 

have been demonstrated to provide information regarding the 
relative ranking of reading skills among students similar to 
that of other measures of reading skill.  CBM oral reading 
fluency measures accomplish this with a substantially 
smaller investment of time.  Essentially, with an investment 
of 2-5 minutes of student and staff time for test administra-
tion, we can gain an estimate of a student reading skills that 
is very likely to replicate findings produced by other meas-
ures of reading skill that require 30 to 60 minutes (or more) 
to administer!  When the time savings of 25 to 55 minutes is 
multiplied across a class of 20 students this represents an 
overall time savings of 8 – 18 hours of time.

The Purpose of Assessment is Important
Hopefully, the evidence and rationale provided 

above in support of using CBM oral reading fluency meas-
ures for measuring overall reading proficiency is convincing.  
However, it is important to recognize that while there is clear 
evidence regarding the value of CBM oral reading fluency 
measures, one should not over-generalize by concluding that 
these measures are the most appropriate and effective means 
of assessing reading skills across all contexts and purposes.  
Nor should one conclude that results for CBM measures 
should be used in isolation without considering other sources 
of information.  The evidence provided here shows clearly 
that CBM oral reading fluency measures can be effective and 
efficient for predicting which students may need additional 
instruction or intervention to achieve important reading 
goals.  In addition, these measures have been demonstrated 
to be useful for assessing the effectiveness of instruction/
intervention.  Still, these are not the only purposes for assess-
ing reading skills.  Another critically important purpose for 
assessment of reading skills is the determination of specific 
skill deficits for an individual student.  This more detailed 
diagnostic information is not obtainable through the use of 
CBM measures of oral reading fluency.  Therefore, other 
measures better suited to this diagnostic task will be required 
to help educators make decisions about specific instruction/
intervention approaches that would have the highest likeli-
hood of improving overall reading skills for a particular stu-
dent.  

The general consensus that is emerging regarding 
“best-practices” for reading assessment suggests that CBM 
measures of oral reading fluency should be used to effi-
ciently screen all students in grade 1 through approximately 
grade 5 three times per year (Hosp, Hosp, and Howell, 
2007).  These screening data can then be used to assess the 
overall “health” of the reading curriculum being delivered 
through observations of the number of students who do not 
reach the grade benchmark target.  For individual students 
who do not reach the benchmark target, further assessment is 
required.  First, at least two additional measures of oral read-
ing fluency should be administered to validate the initial 
conclusion that the student may need additional reading in-
struction.  No changes in programming should be contem-
plated until at least three CBM measures have been adminis-
tered to validate the conclusion that the student’s skills are, 
in fact, below the benchmark.  For students who continue to 
demonstrate scores below benchmark, educators with exper-
tise in reading instruction and intervention should review 21



RtI Committee Report
Every June the WSPA Executive Board meets to 

discuss the goals for the coming year.  We consider the na-
tional and state trends in the field of school psychology, re-
view results of surveys, share comments and concerns that 
members have raised during the past year and try to come up 
with a plan to address the needs of WSPA members.  This 
coming year, one of the primary areas of focus for WSPA 
will be to provide professional development and ongoing 
support to members around the implementation of RtI.  A 
committee of WSPA members worked over the summer to 
develop a plan to address the varied needs of school psy-
chologists across the state.   

First, WSPA is kicking off the start of the new 
membership year with this RtI focused newsletter.  We are 
excited to introduce two new regular features to the WSPA 
newsletter, the RtI Showcase and RtI FAQs.  RtI Showcase
will feature Wisconsin school psychologists as they share 

their experiences related to the implementation of RtI in their 
school districts.  This month we are featuring Rachel Rob-
erts, a school psychologist from Stoughton, WI who has par-
ticipated in the implementation of RtI in her district.  The RtI 
FAQs is in response to the many questions that school psy-
chologists have posed to us in the past year related to the 
implementation of RtI.  You ask the questions and we will 
try to find the answer for you.  This month’s FAQs focus on 
state wide issues of RtI, interventions, and the use of pro-
gress monitoring tools.  We are asking you to send us your 
questions so that we can feature the answers in upcoming 
issues of the WSPA newsletter.  Please forward your ques-
tions to Laura McCormick at lmccormi@hotmail.com so that 
everyone can benefit from the answers.   

The RtI committee is currently developing a page 
on the WSPA website with links and descriptions of RtI web 
resources.  You will also find the initial list of web re-

the CBM data and other available assessment data (including 
teacher observations; permanent products; standardized as-
sessment results; etc…) to determine the best immediate 
programming to be provided.  This may require additional 
diagnostic assessment or a trial participation in an available 
intervention to determine effectiveness. 

While CBM measures of oral reading fluency are 
critically important in this RtI model, other types of assess-
ment become increasingly more important as the intensity of 
intervention and the magnitude of decisions to be made in-
creases.  In this way, time and resource efficiency is maxi-
mized through the use of brief CBM measures at the broad-
est levels for screening and reserving more time intensive 
diagnostic assessment approaches for those students who 
demonstrate more intense and intervention resistant difficul-
ties.
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Is a running record considered a progress monitoring 
tool?  What are appropriate uses of running records in 
an RtI System?

Answered by Jacalyn Weisenburger,Ph.D., Director, School 
of Education, UW-Stout

Running records can be helpful to teachers because 
this method of assessment can be informative regarding a 
student’s progress in developing SPECIFIC reading skills. 
However, running records and informal reading inventories 
have not been found to be reliable and valid measures of 
OVERALL reading proficiency. In other words, studies have 
not confirmed their validity for use in assessing a student’s 
general reading competence. In addition, no empirical re-
search has confirmed the sensitivity, reliability, and validity 
of running records for use in a Response to Intervention (RtI) 
model of service delivery. In contrast, a large body of re-
search has demonstrated that one minute samples of the 
number of words read correctly from reading passages, or 
curriculum-based measures (CBMs), meet the standards nec-
essary (i.e., sensitivity, reliability, and validity) for monitor-
ing student progress in an RtI model. When considering the 
potentially high stakes decisions made in the context of an 
RtI model, only those assessment tools that meet stringent 
standards should be utilized. At this point in time, only read-
ing CBMs meet those standards. If teachers find running 
records useful and informative, running records and other 
CBAs may be used in conjunction with CBMs in an RtI 
model.

What is the difference between progress monitoring tools 
and curriculum based measurement?
Answered by Jacalyn Weisenburger,Ph.D., Director, School 
of Education, UW-Stout

Curriculum-based measurement (CBM) is one type 
of progress monitoring tool. Because empirical research has 
supported the sensitivity, reliability, and validity of CBM, it 
is the preferred method for use in monitoring growth in stu-
dent achievement over time. As such, graphed CBM data can 
be used to make important instructional decisions between 
and at particular benchmarks periods within and across grade 
levels.
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RtI “On the Web”
Scott Moline, a member of the WSPA RtI Commit-

tee, has provided a comprehensive list and descriptions of 
some of the most useful RtI resources on the web.  This list, 
along with active links, is also available on the WSPA web-
site at www.wspaonline.net and will be updated regularly.

General Information
www.interventioncentral.com : Interventioncentral.com 
(or .org) includes a tremendous amount of information re-
garding academic and behavioral interventions.  Its CBM 
warehouse contains important CBM information for begin-
ners and long-times users alike.  For example it includes a 
math worksheet generator, a graphing/chart program, and 
information to create your own CBM worksheets among 
many other helpful features and links.

www.rti4success.org/ : This is a website operated by the 
U.S. Department of Special Education that includes many 
RtI training resources, tools, webinars, social networking, 
and a helpful newsletter.  A page of this website, http://
www. r t i 4 succ es s . or g / ch ar t / pr ogr essM on i t or in g/
progressmonitoringtoolschart.htm deserves special mention 
as this page shows the latest progress monitoring tools re-
viewed by U.S. Office of Special Education. 

www.rtinetwork.org : This website is from the National Cen-
ter for Learning Disabilities.  NASP is partnered with the RtI 
Network.  It includes information such as a regular newslet-
ter (which features upcoming webinars) and a plethora of 
information regarding RtI.  

h t t p : / / w w w . n a s d s e . o r g / P r o j e c t s /
ResponsetoInterventionRtIProject/tabid/411/Default.aspx
: This is NASDE’s information regarding RtI.  This includes 
links to be the venerable NASDE RtI book as well as a 
NASDE/CASE white paper on RtI and a paper on the myths 
of RtI.

www.nasponline.org : The NASP website which includes 
much information regarding RtI.  http://www.nasponline.org/
resources/rti/index.aspx is the page which lists the NASP RtI 
resources.  You need to be a NASP member to access all of 
the materials on this page.  

www.readingrockets.org : Reading Rockets is a national 
multimedia project that offers research-based and best-
practice information on teaching kids to read and helping 
those who struggle.  

http://dpi.wi.gov/rti/ppt/rti_intro.ppt : DPI’s RtI website in-
cludes a description of Wisconsin’s framework for RtI as 
well as handouts from the Spring, 2009 Wisconsin RtI sum-
mit.  

http://www.reachwi.com/ : Wisconsin’s Responsive Educa-
tion for All Children (REACh) website includes the REACh 
clearinghouse, downloads, support and general information 
describing REACh.

http://www.progressmonitoring.net : The Research Institute 
on Progress Monitoring at the University of Minnesota.  In-
cludes literature reviews and technical reports on CBM/ pro-
gress monitoring.  

www.asha.org/members/slp/schools/prof-consult/ : The 
American Speech Hearing Association’s RtI website.  In-
cludes an overview of RtI and information regarding related 
resources and organizations.

www.casecec.org/rti.htm : The Counsel of Administrators of 
Special Education’s RtI website.  Includes several PDF files, 
Powerpoint presentations (including a George Batsche 
Powerpoint), videos, and links.  

http://www.fcrr.org/ : A very comprehensive website with 
reading information tailor-made for teachers, parents, 
coaches, administrators, and researchers.  Of great value is 
this center’s reviews of well over 100 different reading pro-
grams.  See the reviews at: http://www.fcrr.org/
FCRRReports/LReports.aspx

http://www.wrightslaw.com/info/rti.index.htm : Presents 
many preeminent RtI articles/ handouts including several 
articles discussing the failure of the achievement/discrepancy 
model.

http://ies.ed.gov/ncee/wwc/ :  The What Works Clearing-

sources in this month’s newsletter.  In addition, members 
will be able to access other RtI specific information on the 
web page.  

This fall, the WSPA pre-conference, featuring Jim 
Wright, will focus on RtI Intervention Planning Teams.  RtI 
topics will continue to be featured throughout the confer-
ence, including information on evidence-based interventions, 
the role of the school psychologist in RtI, and implementa-
tion integrity.  WSPA is also exploring the possibility of 
providing a number of one-day workshops around the state 
focusing on data-driven RtI with an emphasis on high-
quality instruction, evidence-based interventions, and the use 
of scientifically-based progress monitoring tools to evaluate 

the effectiveness of the intervention. Watch for more infor-
mation.

The RtI Committee will continue to work on ways 
to provide members with the most current and most useful 
information on RtI.  We would encourage you to contact any 
of the members of the committee if you have any ideas or 
concerns and we will do our best to ensure that you are pro-
vided with the support you need.  

RtI Committee Members:
Laura McCormick, Committee Chair; Kay Altfeather; 
Dana McConnell; Scott Moline;; Lisa Roche-Hanson; 
Linda Servais
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house.  This is a website run by the U.S. Department of Edu-
cation which reviews the scientific evidence for a variety of 
educational programs.  You can view the results in a variety 
of ways (e.g. you can search for elementary reading compre-
hension programs only).  The results are sometimes surpris-
ing.  Nevertheless, this seems to be the best unbiased review 
of educational programs currently available.  

www.studentprogress.org – A comprehensive website oper-
ated by the U.S. Office of Special Education.  Includes mul-
tiple Word documents, Acrobat files, Powerpoint presenta-
tions, and Webinars on topics such as progress monitoring, 
RtI, CBM, AYP, and IEP’s.  

http://www.studentprogress.org/faq.asp - Frequently asked 
questions regarding progress monitoring and the U.S. Office 
of Special Education’s answers.  Includes their answer re-
garding the use of running records as progress monitoring 
tools.  

State Models
The following are website that provide RtI informa-

tion in different states throughout the country.  Many provide 
quite comprehensive descriptions.

http://floridarti.usf.edu/  : Florida 
www.florida-rti.org/ : Florida 
www.k12.wa.us/specialEd/RTI.aspx : Washington 
www.tea.state.tx.us/special.ed/rti/ : Texas 
www.ode.state.or.us/initiatives/idea/rti.aspx : Oregon
www.cde.state.co.us/RtI/ : Colorado
http://rtinebraska.unl.edu/ : Nebraska
http://www.isbe.state.il.us/RtI_plan/ : Illinois

Progress monitoring tools
The following are some commonly used purchas-

able progress monitoring tools.  

http://www.aimsweb.com/
www.isteep.com
http://www.renlearn.com/STARproducts.aspx
http://dibels.uoregon.edu
http://www.dynamicmeasurement.org/pubs.html : This web-
site provides further information and presentations regarding 
the DIBELS as well as a position paper regarding the 
DIBELS myths and facts and a response to the “Truth About 
DIBELS” book.

Secondary Schools and Response to Intervention: 
The Big Ideas Still Apply for Assessment

Robert J. Dixon

There have been numerous books, articles and pres-
entations regarding Response to Intervention (RtI) (Brown-
Chidsey and Steege 2005; Batsche, Elliot et al. 2006; 
McCook 2006; Wright 2007). The purpose of this article is 
not to revisit the basic concepts of RtI, but extend the discus-
sion to the secondary environment. However, just to reiter-
ate, RtI is “the practice of providing high-quality instruction/
intervention matched to student needs and using learning 
rate over time and level of performance to inform educa-
tional decisions” (Batsche, Elliot et al. 2006).

To frame the discussion at the secondary level, 
there are two important domains to discuss: assessment and 
intervention. Rather than tackle both issues in the same arti-
cle, I will take some time to look at assessment in this article 
and then examine intervention strategies in the next article. 
One of the key components in the definition is the use of 
data to make important educational decisions. This data is 
readily available at the elementary level with the use of Cur-
riculum-Based Measures (CBMs) to assess the basic skills of 
students in reading, writing and mathematics (Deno 2003). 
One of the important caveats of CBM tools is the ability to 
predict future important educational outcomes. At the secon-
dary level, we have moved past the ability to predict basic 
skills and we are searching for applied skills. In fact, oral 
reading fluency, a staple at the elementary level, loses it’s 
predictive power at the older levels and ceases to be a func-
tional measuring stick as well as a time drain to be used as 
universal screening.  Therefore, it should not be used. 
Rather, we need to look for, and develop, tools that will be 

applicable to the high school student, that will continue to be 
efficient and effective in determining a student’s educational 
program. One of the “promising practices” that I have ex-
plored is with a MAZE passage available through 
AIMSWeb. It is a group administered, standardized CBM 
that looks at reading. In looking at 9th grade students and 
predicting spring reading scores on the Measures of Aca-
demic Progress (MAP) from fall data, I found that there was 
a significant .68 correlation. This is certainly important in-
formation that can be used for early screening and interven-
tions and progress monitoring for the performance on a sub-
sequent standardized test. However, just as reading is an 
essential outcome in early educational efforts, we need to 
look at data that would address the learning rate over time 
and level of performance. This leads to the question of what 
are the important outcomes that we expect from secondary 
students.

One of the most important outcomes in the secon-
dary level is graduation, with the direct link to the passing of 
course credits to meet that goal (Pinkus 2009). This allows 
for the same principles from the elementary level to apply to 
the high school environment: intervene as early as possible 
to achieve the important outcome. Whether it is learning to 
read or preparing to graduate, if students are not on track, we 
need to provide appropriate interventions. Now let’s look at 
some data that would help lead to important decisions on 
educational programming.

The first question that I ask high schools is what 
would be an acceptable percentage of students that fail at 
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RtI Showcase
Sandhill Elementary School, Stoughton, WI

From Rachel Roberts, Ed.S., School Psychologist

Brief description of district/school
The Stoughton Area School District (SASD), in 

Stoughton, Wisconsin is located a few miles south of Madi-
son, Wisconsin. The SASD serves a student population 
(which has declined in recent years) of approximately 3,500 
students, early childhood through grade twelve. The district 
has three elementary schools (two of which serve early child-
hood through grade four students, the other serving kinder-

garten through grade four students), one intermediate school 
(grades five and six), one middle school (grades seven and 
eight), and one high school (grades nine through twelve). 
This rural community has few racial minorities and is con-
sidered a working class community with many lower socio-
economic status families. The SASD population demograph-
ics are as follows (values approximated): 93% White, 12% 
on free or reduced meals, 22% identified as special educa-

least one class? Now you can modify this to include the D’s 
that are gifts to students that are hard working and fail to 
grasp the material, but the concept is the same. How many 
kids are making progress or not making progress in our cur-
rent educational environment? Most educators answer this 
question with a resounding, “zero!” However, when the data 
is examined, the percentage creeps up to the teens to twenties 
with the percentage of students failing to achieve credit in a 
class. One school I worked with, the percentage was above 
50% that were failing to meet current educational standards. 
If this is the case, the efforts need to be addressed at the core 
instruction and not with designing new interventions. In gen-
eral, this becomes a wake-up call to secondary educators. 
The other interesting question that I pose to teachers is to 
examine the distribution of grades between sections of a 
class and between subject areas. I am not implying that there 
needs to be a uniform standard, but the variability of teacher 
expectations and results in the classroom is good source of 
discussion. Certainly school grades are not the most reliable 
piece of information – it lacks standardization, it is easy for 
teachers to manipulate, and it is highly subjective leading to 
questionable inter-rater reliability. Despite these shortcom-
ings, it can be a place to start having discussions using an 
educational barometer that does have a high impact on stu-
dent progress and graduation criteria.

The second data point may be a little tougher to 
gather. It involves a school examining multiple data points 
and determining what is the best predictor of success. I had 
the opportunity to do this for 9th grade students’ first quarter 
GPA based on the following 8th grade data: reading ability, 
writing ability, math ability, and the teacher ratings of: ma-
turity level, discipline problems, chronic absenteeism, home-
work completion, quality of work, and home-communication 
issues (Dixon 2007). There were two surprises to this data. 
First, homework completion, math ability, quality of work 
and writing ability were the variables that combined to sig-
nificantly correlate to first quarter GPA. While beyond the 
scope of this article, I found it interesting that homework 
completion was the largest single contributor to a student’s 
GPA and this variable was controlled the least within the 
teacher’s classroom and impacted most by the home life and 
activities of the student. It certainly leads to an interesting 
discussion for teachers on the purpose and expectations for 
homework. One of the important factors to consider in the 
time it takes to collect data is how well it does predict the 

important outcome. In this case the multiple correlation 
was .75, which means that the four data points accounted for 
57% of the variance of GPA. While there are other data 
points that can be explored, we need to keep in mind that the 
data points need to lead to important educational outcomes 
and they need to be efficient and effective in helping to make 
educational decisions.
The bottom line for assessment and RtI at the secondary 
level is to develop a line of multiple data points that correlate 
to important educational outcomes (e.g., on track to gradua-
tion). While I do not see the current research base adequately 
addressing the secondary level with CBMs, there are cer-
tainly some steps that the school team can take to examine 
the current state of academic health in the school before be-
ginning to address the interventions. While data retreats are 
becoming a standard for districts, this conversation needs to 
be taken to the teacher level and allow them to examine rele-
vant high school data within the confines and safety of a 
professional learning community to truly understand the im-
plications to the instruction in the classroom. I will address 
interventions that secondary schools can examine in my next 
article.
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tion, and 45 English Language Learner (ELL) students. Pupil 
service personnel are as follows in the district: the whole 
district shares one school nurse, the three elementary schools 
have one psychologist each, the intermediate school has one 
counselor and one psychologist, the middle school has one 
counselor and one psychologist, and the high school has four 
counselors and one psychologist. There are no social workers 
in the district. The mission of the SASD is to ensure educa-
tional opportunities which challenge students to achieve ex-
cellence, maximize their unique talents and abilities, prepare 
them to face the demands of the future, and be literate, con-
tributing members of society. (Please note that due to declin-
ing enrollment, the organization of the SASD schools will be 
changing for the 2009-2010 school year.)
What did you do?

I am currently in my fifth year as a school psy-
chologist in another district , but while a member of the 
SASD I worked primarily at Sandhill School, the intermedi-
ate school serving grades five and six for three years. How-
ever, I also worked on an "as needed" basis at River Bluff, 
the middle school that serves grades seven and eight for my 
first two years in the district. There are approximately 530 
students in each building and the demographic information 
for both schools roughly mirrors that of the district, but with 
fewer ELL students. At Sandhill School there is one other 
pupil service staff person, a school counselor, who works full 
time at Sandhill. At River Bluff Middle School there were 
two pupil service staff members, both school counselors who 
worked with grades seven and eight. Some of my responsi-
bilities while working in the SASD included: conducting 
psycho-educational assessments; coordinating, supervising, 
and facilitating Individual Education Plan (IEP) meetings; 
individual and small-group counseling in personal/social and 
learning areas; interpreting progress and behavioral records 
for students; crisis management; promoting the development 
of student's emotional, social, physical, and intellectual abili-
ties; and consultation with students, families, other school 
staff, and the community. Specifically, related to Response 
to Intervention (RtI) I helped to create a building problem 
solving team from the ground up; design, implement, and 
monitor both academic and behavior interventions; co-teach 
intervention classes in the area of math; and assist teachers 
with progress monitoring and data collection.
What challenges did you face?

Being a new educator fresh out of graduate school I 
faced many challenges while trying to implement best prac-
tice in regards to RtI. It was difficult to open the staff up to 
new ideas and practices when it was not a part of what was 
already imbedded into their culture.  Not only did I have to 
prove that I knew what I was talking about, I needed the re-
search and data to back it up.  Another challenge I faced was 
moving out of the shadows of traditional school psychology. 

The mindset was that I was there to test and help place chil-
dren into special education.  I needed to advertise and edu-
cate others about my skills and abilities and advocate for 
what I thought would be in the best interest of our students 
and staff, as well as, moving forward into the future. At first, 
it was also difficult to convince others to include me in their 
collaborative efforts and implementation of "grass roots" RtI. 
No one quite understood my role in RtI and my job descrip-
tion included everything from being a second school coun-
selor, to a playground supervisor, to a study hall monitor. A 
systems change was needed to showcase what a school psy-
chologist could do and what specific training and skills we 
have in the areas of RtI, progress monitoring, and data col-
lection and analysis. This was very overwhelming and a 
huge task to be given during my first year of practice.
What were the outcomes of your effort?

Throughout my three years in the SASD, I had the 
opportunity to establish a problem solving team in my build-
ing.  This included completing research, choosing a model, 
creating forms, selling this idea to staff, and designing pro-
fessional development opportunities. This opened the door 
for discussions around RtI and creating and designing inter-
ventions around specific student needs.  I also was able to 
jump into the academic structure that Sandhill already had in 
place. I was able to co-teach an every other day math inter-
vention class and assist the teacher with progress monitoring. 
I also was able to be a catalyst for change, convincing other 
staff that data never lies and we were seeing the fruits of our 
labor when looking at student achievement and test scores. It 
was wonderful to be able to collaborate with other staff and 
have a shared vision of what RtI would look like in our 
school and what role we all could play. By the time I moved 
on to the next phase of my career, Sandhill had a functioning 
problem solving team and a well established array of aca-
demic interventions that incorporated the modern school 
psychologist.
What advice would you give to others?

I would advise other school psychologists to keep 
looking to the future.  It is important to never give up on the 
vision of RtI and how it can impact the decisions we make 
regarding our students. Even though muddling through the 
"storming" stage can be difficult, the rewards are plentiful. 
Eventually, you will find what works in your district, your 
school, and what role you can play. Be open to the possibili-
ties and don't let others get you down, perhaps they don't 
possess all the knowledge you do.  By sharing what you 
know and educating others about RtI and your profession, I 
am optimistic that you will find more friends than foes. Don't 
be afraid to make mistakes or follow that feeling in the pit of 
your stomach, no one said creating a new standard would be 
easy. Good Luck!
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RTI Will Fail, Unless … 
By Matthew K. Burns, Contributing Editor 

(Reprinted from NASP’s Communiqué Volume 35, Number 5, February 2007)

CQEd. Note: CQ is pleased to welcome Matt Burns as Con-
tributing Editor for RTI for volume 35. In addition to solicit-

ing some exciting articles on implementation issues, Matt 
contributed the following perspective regarding the chal-

lenges facing districts implementing RTI approaches.
For most people change is as uncomfortable as a 

Minnesota winter, but this seems especially true for those of 
us in education (Ysseldyke, 2005). Educators seem to con-
tinuously seek out new and improved ideas, tactics, methods, 
and programs that will help all children learn better, but of-
ten rely on small changes that are generally consistent with 
current practice (Neil, 1992). Thus, we enthusiastically em-
brace the next, newest and greatest approach, but then later 
abandon the supposed new innovation as ineffective, when 
actually the innovation was either not innovative or never 
implemented. Perhaps a likely area in which this trend of 
supporting status quo in the name of reform could be the 
recent regulatory provision that allows the use of data col-
lected in response to a research-based intervention (RTI) as a 
means to diagnose a learning disability (LD). Gerber recently 
stated in a listserv posting that RTI “will fail as a policy and 
we’ll be writing for the next five years about why” (personal 
communication, 2006). This prediction caused me to reflect 
upon the long-term sustainability of RTI and to conclude that 
he is absolutely correct.

Education has a long history of failed innovations 
(Ellis, 2005) and it would be somewhat naive to assume RTI 
will be different. However, RTI must not be the latest in the 
long line of abandoned hope among educators, because it 
represents the best opportunity to truly reform education and 
school psychology since the original Elementary and Secon-
dary Education Act was passed in 1965. In fact, RTI repre-
sents the best venue for school psychologists to implement 
desired roles since the calls for role change and expansion 
started over 50 years ago. Therefore, the goal of this is article 
to discuss how to keep these well-grounded prognostications 
from becoming reality. The following are suggestions that, if 
implemented, may be sufficient to sustain RTI, but other-
wise, RTI as an initiative will likely fail. Thus, RTI will fail, 
unless …
We Focus on Enhancing Learning Rather Than LD Iden-
tification

It now almost seems unfortunate that RTI was insti-
tutionalized in special education regulations. As we continue 
to operationalize RTI and consider how it should be imple-
mented, we need to clarify or perhaps even reconsider our 
purpose. Are we attempting to identify children who are 
truly learning disabled? If so, then RTI is almost indefensible 
because labeling a child with a disability due to a lack of 
adequate response to effective interventions is basing a diag-
nosis on prognosis: A child who fails to respond to an inter-
vention is identified as LD because the non-responsiveness 
predicts a continued lack of adequate response and, there-
fore, must be manifesting a disability. This represents the 
same high-inference logic as current diagnostic approaches 

such as the discrepancy model or identifying processing defi-
cits (Dean & Burns, 2002). Moreover, the seminal work by 
Cromwell, Blashfield, and Strauss (1975) concluded that 
valid diagnostic paradigms are based on data that lead to 
treatments with known outcomes (diagnosis to prognosis). If 
one accepts this, then using RTI data to diagnose a disability 
is using data that lead to treatments with assumed outcomes, 
and it is the failure to achieve those outcomes that results in 
diagnoses.

Gerber (2005) stated that the RTI approach does 
nothing to inform us about learning disabilities. A literal 
interpretation of Cromwell and colleagues (1975) questions 
LD as a diagnostic paradigm because identification as LD 
has yet to lead to treatments with known outcomes (Kavale 
& Forness, 2000). Thus, we need additional research to bet-
ter understand learning disabilities and how the identification 
of a child as LD directly translates into practice. Until then, 
perhaps it would be more useful to conceptualize an LD di-
agnosis as a means rather than an end.

If RTI were conceptualized much the same way that 
we view positive behavior supports (PBS; Sugai & Horner, 
1999), then there likely would be much less debate and more 
acceptance. PBS and RTI are more closely aligned than most 
educators realize. Although the exact origin of the three-
tiered model is a matter of some debate, PBS clearly articu-
lated the targeting of resources to needs well before RTI 
adopted the same language. RTI was defined as the system-
atic use of assessment data to most efficiently allocate re-
sources in order to enhance learning for all children (Burns 
& VanDerHeyden, 2006; Jimerson, Burns, & VanDerHey-
den, in press). Under this resource allocation paradigm, RTI 
is a method to match resources to student needs, much like 
the PBS model, and the desired outcome is the systematic 
search for effective interventions. In other words, we seek to 
find the intervention that will allow a child to be successful 
rather than identifying children for whom previous and pre-
sumed future interventions lacked success. In this approach 
special education becomes the funding avenue for children 
whose needs are so intense that they require the resource 
expenditure allotted to special education. This approach 
functionally moves the primary jurisdiction over RTI from 
special to general education.

Some would undoubtedly question the validity of an 
LD diagnosis based on the match between special education 
resources and student need, but this diagnostic line would be 
data leading to interventions with known outcomes with no 
need for inferences. This is by no means a perfect diagnostic 
model, but until the instructional utility for an LD diagnosis 
is identified, a utilitarian viewpoint should be used in which 
the end justifies the means. However, if and when a valid 
instructional prescript is associated with the LD diagnosis, 
then we should reconsider our practices based on the subse-
quently related outcomes for children.
We Focus on Tiers I and II Rather Than III

The three-tiered model of RTI conceptualizes Tier 
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I as a quality core curricula and instruction, Tier II as a stan-
dardized intervention within general education for small 
groups of children, and Tier III as individualized intensive 
interventions for children delivered in either general or spe-
cial education as need dictates (Burns, Deno, & Jimerson, in 
press). The knowledge base with which to inform practice at 
all three tiers is extensive and well confirmed. Thus far, most 
of the research within RTI has focused on Tiers II and III 
(e.g., Burns, in press; McMaster, Fuchs, Fuchs, & Compton, 
2005; Torgesen et al., 2001; Velletino et al., 1996), which is 
an important line of inquiry. However, perhaps the best way 
to assure a meaningful deviation from the status quo is to 
closely examine current practice rather than proposing an 
added layer of innovation. Fortunately, the technology exists 
to evaluate and focus on Tier I. VanDerHeyden has demon-
strated on many occasions that problems frequently exist on 
a classwide rather than individual level (VanDerHeyden & 
Burns, 2005; VanDerHeyden, Witt, & Gilbertson, in press; 
VanDerHeyden, Witt, & Naquin, 2003). She recommends 
examining classwide median scores for benchmark data and 
those that fall below established criteria (e.g., benchmarks 
associated with the Dynamic Indicators of Basic Early Liter-
acy Skills; Good, Simmons, Kame’enui, Kaminski, & 
Wallin, 2002; fluency norms presented by Hasbrouk & Tin-
dal, 2005, or scores at or above those that represent an in-
structional level; Burns, VanDerHeyden, & Jiban, 2006) 
suggest that a Tier I intervention is required rather than a 
standardized intervention for small groups of children. More-
over, Ysseldyke and Christenson (2002) provide a compre-
hensive rubric with which to assess the quality of the learn-
ing environment in order to make necessary modifications. 
Perhaps the best possible outcome of the RTI movement 
could be a close examination of general education practices 
to ensure responsiveness to the needs of children.

Research has found that on average 20% of children 
will not be successful in general education despite our best 
efforts (Burns, Appleton, & Stehouwer, 2005). Thus, we 
need interventions with a sound research base. Unfortu-
nately, many efforts in practice focus on the use of problem-
solving teams as the RTI model without first implementing a 
small-group intervention. This approach sees the problem-
solving team process as Tier II and special education as Tier 
III. In order for individualized interventions to be effectively 
implemented, they should be limited to approximately 5% of 
the student population. For example, in an elementary school 
with 500 children, 100 will not be successful (20% of 500). 
No problemsolving team or problem-analysis approach can 
be successful with that many children because the problem-
analysis process and resulting interventions are too time and 
resource intensive to be implemented. Thus, many school 
districts implement a watered-down version of the problem-
solving team process under the umbrella of RTI (Burns, 
Vanderwood, & Ruby, 2005). However, if effective Tier II 
interventions reduce that number from 100 to 25 (5% of 
500), then a proper and effective problem-solving team 
model can be implemented and more successfully meet the 
intense needs of these struggling learners.
We Concretely Define RTI and Ensure Implementation 
Fidelity

Perhaps the greatest challenge to successful RTI 

implementation, and the factor that could most likely lead to 
its downfall, is the fidelity with which we implement the 
model, decision rules, quality core curricula, and subsequent 
interventions. Diagnostic models that depend on teacher im-
plementation could be problematic; among many reasons, 
these models rely on consistent behavior among teachers and 
students (Gerber, 2005). Moreover, as stated earlier, what is 
commonly referred to as “educational reform” is often an 
endorsement of current practice (Sarason, 1995), and, in or-
der for real change to occur, the reform movements must 
address attitudes, beliefs, and behaviors of those who actu-
ally implement the change (Sarason, 1996).

Successful school reform is dependent on an ex-
plicit and highly structured model to be implemented 
(Goldenberg, 2003), but significant variation exists among 
what schools are currently doing in the name of RTI (Burns 
& Ysseldyke, 2005). Thus, perhaps the first step should be to 
clearly identify what RTI entails and to establish some con-
sistency in key points such as decision rules, intervention 
processes, and problem-analysis procedures. Although some 
variability among districts may be necessary to account for 
unique circumstances, all models should follow a common 
core problem-analysis procedure (Burns et al., in press) and 
more importantly each district should explicitly detail its 
procedures before implementing RTI within its schools.

Although forethought and specificity are needed for 
RTI to be successful, the implementation cannot be viewed 
as an administrative directive, because failure to consider 
those who implement the change will doom it to failure 
(Sarason, 1990). Instead, meaningful change has to be the 
result of shifts in the school culture rather than the reverse 
(Cuban, 1988). In other words, we have to change the values, 
beliefs, and rituals of the organization before meaningful 
change can occur (Schein, 1985). To discuss how this would 
best be accomplished is beyond the scope of this article, but 
two things should be considered: consistency with teacher 
values and an emphasis on solving problems. Kezar (2001) 
recommends that the organization discusses what it values as 
a prerequisite to change and ensure that the innovation is 
consistent with those values. Most teachers go into education 
because of a “deep sense of what is good for kids and soci-
ety” rather than an interest in improving test scores (Ferrero, 
2005, p. 10). This relates back to the need to focus on student 
learning rather than LD identification. Most teachers, includ-
ing those who teach children with disabilities, probably do 
not have a strong interest in how children are identified for 
special education eligibility, but will be passionately in-
volved in seeing success among children in their classrooms.

Secondly, successful organizations are ones that 
focus on implementing solutions to problems (Vecchio, 
2000). Thus, RTI will likely be perceived as consistent with 
the values of those who implement it (i.e., the teachers) if it 
is presented as a data-based decision-making approach to 
resource allocation that will reduce challenges within the 
classrooms. Finally, data must be presented to show that 
these things are in fact happening. In my work with schools 
that are implementing an RTI approach, I have frequently 
been impressed with the great work already occurring. By far 
the characteristic that I see most among successful initiatives 
is a school staff that embraces data-based decision making. 28



Moreover, specific systemic and individual student goals are 
established and progress toward those goals is objectively 
measured. Simply pointing out the consistency between RTI 
and the reason most people go into teaching will probably 
not lead to successful implementation, but it certainly seems 
to be a prerequisite and perhaps what separates RTI from 
many of the unsuccessful innovations that preceded it.

Ysseldyke (2005) also predicted that fidelity of im-
plementation would be the greatest obstacle to successful 
RTI implementation, but further indicated that making the 
process easily consumed would enhance the likelihood of 
success. Perhaps the best way to accomplish this is through 
technology-enhanced assessments and instruction 
(Ysseldyke & McCleod, in press). The use of technology 
makes ongoing data collection, data consumption, and data-
based decision making a more plausible proposition, which 
would keep those important aspects of RTI from monopoliz-
ing teacher time. Moreover, schools must collect data to de-
termine if they are correctly implementing the RTI process 
as they designed it. Gansle and Noelle (in press; Noelle & 
Gansle, in press) provide a comprehensive discussions of 
how to accomplish this and why it is so important.
We Match Interventions to the Needs of Children

Because of an extensive interest in, and/or anxiety 
about RTI among practitioners, trainings, workshops, and 
conference presentations on the topic are frequent. Invariably 
the most frequent question is, “What program should we use 
for Tiers II and III?” Schools are sincerely interested in find-
ing the best research-based program to meet the needs of 
their children, but they often leave out the needs of their chil-
dren when selecting interventions. Although some commer-
cially prepared interventions are better than others, most are 
based on sound research and have data to suggest their effec-
tiveness. The issue is not finding a good program, but match-
ing the program to the child’s needs.

Tier II involves standardized interventions for small 
groups of children, but the word “standardized” does not 
mean every child receives the same intervention. The Na-
tional Reading Panel (2000) identified five areas of reading 
instruction — phonemic awareness, phonics, fluency, vo-
cabulary, and comprehension. The first step after identifying 
a child as below desired levels on a benchmark assessment, 
and after determining it is not a classwide or Tier I problem, 
is to determine in which of the five areas the child is defi-
cient and to treat that area as an intervention heuristic. Once 
the deficit is isolated (suggesting an important role for school 
psychologists) (Burns & Coolong-Chaffin, 2006), the child 
can be grouped with age-appropriate children who also lack 
that skill and be brought to accuracy and proficiency in the 
skill with a targeted intervention.
We Adequately Consider Psychometric Issues

Assessment is a critical aspect of RTI (Gresham, 
2002). Therefore, we need to consider the technical ade-
quacy of the tools used within the model and the conse-
quences of the model in its entirety (Messick, 1995). Christ 
(2006) found that when using curriculum- based measure-
ment for progress monitoring, assuming typical assessment 
conditions, at least 8 weeks of data are needed for the error 
of the slope to exceed the magnitude. For example, it would 
be possible that a slope of 1.5 words per minute/week would 

be used to determine that a child is making adequate pro-
gress, but the standard error of that slope, again assuming 
typical conditions and two data points per week, could range 
from + 1.34 to + 2.01 (Christ, 2006), which would make the 
magnitude of the slope (1.5) uninterpretable. Moreover, Jen-
kins (2003) pointed out the need for data examining the 
specificity and sensitivity of measures used within an RTI 
decision-making framework. Thus, there appear to be mean-
ingful psychometric questions that need to be addressed.

In addition to considering technical issues, school 
personnel need to define what constitutes a “comprehensive 
evaluation.” It seems that most practitioners consider RTI 
and progress monitoring as synonymous terms, but there is 
much more to RTI than CBM. Reading fluency data can ef-
fectively identify children who have reading difficulties, but 
these data do not suggest what interventions are needed. 
Thus, curriculum-based assessment for instructional design 
(CBA-ID; Gickling & Havertape, 1981), for example, is an 
essential component of the assessment model used within 
RTI (Burns, Dean & Klar, 2004). Moreover, proponents of 
RTI point out that federal regulations protect the child’s right 
to a comprehensive assessment, but measures used within the 
comprehensive evaluation should be determined by their 
relationship to positive child outcomes and include direct 
measurement of achievement, behavior, and the instructional 
environment (Gresham et al., 2005). Readers are referred to 
Shapiro’s (2004) assessment-to-intervention model as the 
basis for a comprehensive RTI assessment model.
We Stop Thinking of RTI as Something That Can Fail

It is critical that this conversation continue because 
there are unanswered questions. For example, we need to 
know more about how to best meet the needs of children 
who are English language learners within an RTI framework 
and how to best implement this approach with students in 
secondary grades. However, we must not think of RTI as 
something that can succeed or fail. This is not because of any 
self-fulfilling prophecies, but because in order for RTI to 
have a positive effect on children, we have to recognize it as 
a paradigmatic change rather than a supposed innovation. 
Scholars have called for school psychology to adopt a more 
scientific paradigm in which decisions are based on an ex-
perimental, rather than correlational discipline (Reschly & 
Ysseldyke, 2002). RTI is exactly that. It is not an interven-
tion, model, or tool, but instead is a commitment to data-
based resource allocation and targeted interventions.

RTI has been a controversial topic ever since it was 
endorsed by the President’s Commission on Excellence in 
Special Education (2002), but even the most skeptical critics 
support a prereferral model to better meet the needs of all 
students (Kavale, Kaufman, Naglieri, & Hale, 2005). Fortu-
nately, the federal provision allows local educational agen-
cies to choose an RTI or traditional approach. This is fortu-
nate because it allows for gradual implementation based on 
school readiness and need. Schools could implement a three-
tiered assessment-to-intervention model without using the 
data for eligibility purposes. Thus, until the model can be 
adequately defined and implemented, until schools examine 
the effectiveness of their Tiers I and II strategies, and until a 
psychometrically sound assessment- to-intervention model is 
implemented that targets deficits and monitors progress,
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schools would not adopt an RTI approach to determining 
special education eligibility. Most importantly, school should 
not use RTI to determine eligibility unless data exist to show 
that these provisions are in place, and should only continue 
to use such a model if data demonstrate that children are 
learning — which I predict they will.
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Bringing RTI to Schools: The Power of the School Psychologist
Mary Beth Welkos and Cindy Smith, Baltimore City Public Schools (City Schools)

(reprinted from Maryland School Psychologists’ Association’s newsletter Protocol, Volume XXIX, Summer 2009 issue)

On April 2, 2009, Jim Wright, M.S., presented a 
workshop to the staff and guests of the Office of Psychologi-
cal Services of the Baltimore City Public Schools (City 
Schools). Approximately fifteen school psychologists out-
side of the city schools and two staff members from the 
Maryland Coalition of Inclusive Education joined the Office 
of Psychological Services’ staff of 130 practitioners. Partici-
pants were active in their discussion of their districts’ readi-
ness for change and Mr. Wright’s information was well-
received by all. Mr. Wright’s presentation was made possible 
by a Professional Training Grant from Maryland School Psy-
chologists’ Association (MSPA). 

Jim Wright has previously worked as a school psy-
chologist, and he now speaks to teachers, support staff, and 
administrators in school districts across the nation about how 
to implement Response to Intervention (RTI). He has also 
developed a useful website (www.interventioncentral.org) 
where providers can find research-based intervention ideas; 
resources; and printable tools to assess student performance, 
to implement interventions, and to monitor student progress 
over time. 

Mr. Wright introduced RTI to the participants as a 
model by which school-based intervention or problem-
solving teams (such as Student Support Teams, or SST) rec-
ommend evidence-based intervention by assessing available 
data regarding student’s current levels of performance. Inter-

ventions suggested must be implemented with integrity and 
fidelity and should be sustainable over time in order for this 
model to be effective. Most notably, this model indicates the 
need for academic and behavior support services to be deliv-
ered in a multi-tier model.

RTI is mandated within No Child Left Behind 
(NCLB) and forms a part of the nexus between NCLB and 
IDEA 2004 (Individuals with Disabilities Education Im-
provement Act). While there is no federally mandated RTI 
model with regard to IDEA at present, districts may benefit 
from using RTI because it provides early intervention and 
support for chronically at-risk students in general education, 
as well as substantial support for children who may have a 
disability under IDEA and require modified and significantly 
altered and intensive programs (special education). Mr. 
Wright notes that students who may not qualify for special 
education but still demonstrate significant academic need are 
the students for whom RTI can be most beneficial. RTI typi-
cally allows these students to make academic progress; how-
ever, Mr. Wright emphasized that students may require con-
tinued RTI-based intervention over time to sustain this pro-
gress.

Jim Wright reviewed the three-tier model to ensure 
the school psychologists’ understanding and presented an 
example for an implementation plan. Tier 1 is considered a 
“universal” level available to all students in the classroom 31



or school. It consists of whole group or individual support 
strategies. Tier 1 is considered the “levee,” where 80% of the 
children in a classroom can be expected to benefit and make 
grade-level progress. As it is most often the teacher who first 
notices that the child is struggling, Mr. Wright posits that 
teachers could have the capability to implement these strate-
gies without requiring additional assistance. Tier 1 includes 
the standard curriculum as well as more common differentia-
tion principles, but it can also extend to reading centers in 
the classroom for guided reading or targeted skill-building, 
for example. Problem-solving teams can review documenta-
tion of Tier 1 support strategies to answer the question, “are 
routine classroom instructional strategies sufficient to help 
the student to achieve academic success?” This would in-
clude looking at the presence and implementation of differ-
entiated instruction, classroom management strategies that 
maximize student time on-task, effective and timely per-
formance feedback to students, etc.

Tier 2 was explored by Mr. Wright and the partici-
pants. He identified this tier to be supplemental, group-based 
interventions that are also individualized, as they target stu-
dents’ specific needs. Interventions are typically limited to 
about 15% of the population (approximately four to six stu-
dents) in small groups, who demonstrate similar academic 
needs or “intervention profile” (e.g., children with fluency 
difficulties are not paired with children who struggle with 
phonemic awareness). Mr. Wright recommended providing 
services three to five times per week, for approximately 30 
minutes per session. Furthermore, he suggested that schools 
engage in progress monitoring once or twice per month in 
order to gauge student’s movement toward the target goals. 
To address the question of how personnel can be allocated 
for this practice, Mr. Wright suggested that the school train 
volunteers and tutors in specific skill sets (e.g., building flu-
ency) to support grade-level curriculum. Additionally, staff 
already available to the school (e.g., school psychologists, 
reading specialists, and special educators) can, and should, 
be encouraged to use their training to provide support at this 
level.  If such resources are not available, he recommended 
that teachers implement the RTI strategies to the target stu-
dents while providing enrichment activities for the rest of the 
class. 

Mr. Wright then discussed “intensive” Tier 3 inter-
ventions, where supports are indicated for students who have 
not responded to intervention at Tier 1 and Tier 2 levels. 
These students may be eligible for special education 
(requiring specially designed instruction) or require other 
intensive supports. Mr. Wright noted that special education 
students may receive Tier 3 supports, particularly if they are 
to be included in general education settings. Approximately 
5% of the student population in a grade level may be pre-
dicted to expect this level of support. Students who require 
Tier 3 support are students who are demonstrating a large 
skill gap compared to their classmates or grade level peers. 
Mr. Wright recommended that sessions for Tier 3 support be 
provided daily for 30 minutes.

Mr. Wright addressed the question of how teams 
can systematically determine which level of intervention a 
student requires. Because there are no set standards for re-
sponsiveness to interventions, it is appropriate for local dis-

tricts to adopt criteria that best meet the district needs. After 
having collected data on local norms, teams are charged with 
frequently assessing the data (progress monitoring) to ensure 
that interventions, implemented with integrity, are having the 
intended effect. 

A discussion about the key differences between 
interventions, accommodations and modifications ensued, as 
problem-solving teams (also called student support teams) 
are often charged with not only recommending the materials 
for intervention, but also the support strategies that will as-
sist a student in accessing these learning tools. Interventions, 
Mr. Wright reported, are research-based strategies that teach 
a new skill to assist students in building fluency with that 
skill. Accommodations, on the other hand, assist a student 
only in accessing the general education curriculum without 
changing the curricular content itself (e.g., supplementing 
silent reading of a novel with a book on tape). According to 
Mr. Wright, modifications lower the expectation of what a 
student is expected to know or do (e.g., reducing the number 
of multiple choice questions a child is expected to complete). 
Because NCLB legislation requires that all students be af-
forded the opportunity to learn the entire curriculum, Mr. 
Wright stated that modifications, or reducing a child’s work-
load, removes this opportunity, and it would be more benefi-
cial to engage the child in his/her learning in alternative 
ways. Essentially, Mr. Wright reported that modification to 
curriculum may only be warranted if the student has not 
made progress when he/she has accessed grade-level stan-
dards with appropriate and effective supports and interven-
tions.

Problem-solving teams can begin the process of 
moving a child through the tiers of RTI by first identifying, 
then analyzing, the problem a child is experiencing. Essential 
to this step is concretely operationalizing the target problem 
first. For example, if a student has been referred to the team 
because he is “failing reading,” school psychologists and 
other support staff can work with the classroom teacher to 
better understand the specific skills the child has not ac-
quired in order to be successful. Work samples, informal 
assessment, observations and parent input are critical in un-
derstanding the child’s problems in this area. The team then 
develops and implements a plan to target this area of need 
using research-based strategies. 

The final step in initiating the RTI process for a 
student is problem evaluation. The purpose of this step is to 
ensure that the intervention has been implemented consis-
tently (on a regular basis) and with integrity (implemented as 
it was designed to be administered). Progress monitoring is 
Tier-specific, where Tier 1 interventions are monitored 
three-to-four times per year, Tier 2 support is monitored 
once or twice per month, and intensive Tier 3 intervention is 
monitored every one-to-two weeks. Mr. Wright recom-
mended that at this level, the intervention may be provided 
for nine consecutive days, and assessment may be adminis-
tered on the tenth day to monitor the effectiveness of the 
intervention. Should the team be considering special educa-
tion, problem evaluation is critical in determining whether 
the child is truly resistant to supports at this level, thus re-
quiring specialized instruction, or if staff should continue to 
implement differentiated instruction or other higher level 
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interventions to sustain the student’s progress. 
After discussing what RTI interventions are, what 

they are not, and the process to begin such intervention, Mr. 
Wright revealed that “the greatest challenge is getting into 
the classroom and changing the regular education teacher’s 
skill set.” As such, he spoke to the participants about how to 
begin the process of moving schools toward implementing 
RTI at the classroom-level support from Tier 1 to Tier 3. 
Because RTI is a step-by-step process that involves many 
stakeholders in the school, it is essential that all participants 
of the school-based intervention team (e.g., administrators, 
teachers, support staff, parents, and, if applicable, the stu-
dent) play an integral role in each meeting. 

Mr. Wright further emphasized the necessity of all 
staff members to consider the readiness of their school sys-
tem to build their capacity to implement RTI in its initial 
stages. In order to work together with administrators to make 
RTI happen in a school, Mr. Wright found that administra-
tors are often more receptive to this model when they under-
stand that RTI can help address some of the “perennial prob-
lems” they face (e.g., increasing test scores, reducing disci-
plinary referral, improving academic success in the class-
rooms). While making these changes may be difficult, dis-
cussing early intervention as a far-reaching support for all 
areas of academics and school behavior for children from the 
primary grades through secondary level may be helpful in 
garnering support for RTI.

Mr. Wright recommended that the school-based 
team meet for approximately 30 minutes to complete the 
structured process of problem identification and analysis and 
plan development. In order to accomplish this, Mr. Wright 
offered participants a “companion guide” for the step-by-step 
process, including how much time to spend on each area of 
the meeting. In this guide, he suggests that roles be assigned 
to team members (who can be cross-trained or rotated) to 
ensure that all aspects of the process are followed. These 
include a coordinator, facilitator, recorder, time keeper, and 
the case manager. Though each team member’s contribution 
is critical, the case manager can be the most “complicated,” 
as it involves making sure all data is available to the team 
prior to meeting and ensuring that data to formatively evalu-
ate the intervention is collected. 

To begin the RTI process, teachers first come to the 
team with a referral concern, and the student’s strengths and 
talents are discussed. Second, the team reviews all relevant 
background information (e.g., cumulative folder, attendance, 
discipline, developmental history), as well as baseline data 
(e.g., informal assessments, work samples, etc.). The team 
then targets the specific observable and measurable skill to 
be developed (e.g., math fluency, or on-task behavior) and 
creates academic or behavior goal(s) for the child to achieve. 
An intervention plan and progress monitoring steps are de-
veloped to guide staff in implementing the intervention. As 
an example, Mr. Wright took the participants through the 
process of accessing his website in order to develop “daily 
report cards,” where teachers and/or students can monitor 
performance on academic or behavior target skills. 

If the parent or other team members are not able to 
attend the meeting with school staff, the team should also 
plan for a method to effectively disseminate information to 

those who work with the student. After six to eight weeks, 
Mr. Wright recommended that the team meet again to assess 
program effectiveness by reviewing data specific to that in-
tervention and the student’s present level of performance. 
Mr. Wright also added that if a referral is made to special 
education before this can begin, an RTI intervention may be 
“fast-tracked” in order to collect some data over a three-to-
four week period to bring to the IEP team. 

In addition to school-wide academic and behavioral 
supports for students, Mr. Wright also noted that RTI can be 
a valuable tool for school psychologists in identifying chil-
dren with learning disabilities. He stated that the traditional 
measure of a discrepancy indicated that the target student’s 
current performance level differs significantly from average 
classmates’ academic performance level. However, under 
RTI, identifying a gap in the rate of learning through resis-
tance to Tier 3 interventions (an indicator of minimal or no 
progress with supports, or no “slope of improvement”) may 
then be indicative of a learning disability.  Teams would then 
be in the position to provide substantial and supportive evi-
dence of this disability as opposed to relying heavily on for-
mal testing “snapshots” to identify the disability. 

In a discussion of the principles and implementation 
plan discussed at this workshop, participants engaged in 
some dialogue about attributes that make the RTI model ap-
plicable to our schools, as well as some challenges/barriers 
to the process. The participants felt that school psychologists 
are in the unique position to bring expertise in specific inter-
ventions and data-collecting techniques to the problem-
solving teams. Further, some psychologists noted that we are 
in a position to expand on the existing Student Support Team 
(SST) program that already exists to identify student needs. 
Finally, participants sensed that teachers were often recep-
tive to help, and the RTI model appeared to be structured 
enough to provide meaningful support to classroom teachers. 
Challenges to implementing RTI included the need for addi-
tional personnel and other resources for intervention, and a 
more consistent monitoring of kids’ performance 
(particularly from spring to fall). A primary concern of the 
school psychologists was changing the way school-based 
staff  perceive how school psychologists can work with kids 
and help them in their existing classroom environment. Par-
ticipants reported that school psychologists do not always 
have the opportunity to directly address teachers in staff de-
velopment, and providing a time to do this may help RTI be 
more successful in schools by providing direct support to 
students and teachers. 

Overall, participants felt Mr. Wright provided use-
ful tools through this guided discussion of RTI, and his pres-
entation was well-received by participants. The opportunity 
to have a more interactive session with Mr. Wright allowed 
those present to discuss the unique needs of City Schools, an 
urban, multicultural district, working to increase and maxi-
mize achievement for all students. The Office of Psychologi-
cal Services of City Schools is grateful to MSPA for the 
grant that allowed Mr. Wright to speak to participants for 
professional development. Based on feedback from school 
psychologists within City Schools and from outside of the 
district, Mr. Wright’s presentation was both relevant and 
applicable to the current needs of all students and the 
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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 Wiscon-
sin 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. Examples of possi-

ble research topics might be determining effectiveness of a 
program you are implementing, establishing background for 
the exclusionary factors  in SLD criteria,  etc.  Deadline is 
January 15, 2010.  More information is available at 
www.wspaonline.net under the AWARDS section.
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school-based teams who support them. We would like to thank Dr. Rivka Olley for supervision on 
this article, as well as our fellow colleagues, Sherry Miles 
who provided copious notes and Mary Henderson for her 
suggestions. 

Awards, Scholarships and Grants! Oh, My!

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 psychology in a number of areas (i.e., 
professional practice; research; state, regional and national 
leadership; training and supervision; community service, 
etc.). Candidates must be current members of WSPA  who 

are school psychology practitioners, trainers, supervisors, 
administrators, state consultants, or researchers 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 15, 2010. Criteria 
and nomination forms can be found at www.wspaonline.net 
under the AWARDS section.

WSPA Friend of Children Award

WSPA members are invited to submit nominations 
to identify and recognize policy makers, elected officials and 
public servants who have made a significant contribution to 
children, education, children’s mental health, and/or the field 

of school psychology.  An award is presented annually and 
nominations are accepted throughout the year.  More infor-
mation and nomination forms are available at 
www.wspaonline.net under AWARDS section.

Student Scholarships

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

(non-doctoral) student.
 The WSPA Minority Scholarship ($1000). Intended for 

a graduate student recognized as having a minority 
status (Southeast Asian, African American, Native 
American, and Hispanic).

 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  15, 2010.   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.
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This is your annual reminder that WSPA subscribes to NASP’s ethical code.  
You can access the National Association of School Psychologists’ Professional 
Conduct Manual, 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 Professional Ethics.”  
Click there.

Jennifer Kamke Black, Editor
The WSPA Sentinel
N4212 Townline Rd.
Shawano, WI  54166

CHANGE SERVICE REQUESTED

Welcome Back! 
Mark you calendars for the 2009 Fall Convention!

Come Together...Right Now...Over RtI

October 28-30
Wilderness Resort in Wisconsin Dells

Presentation by Jim Wright

For program information and registration contact 
Jan Olson (608)785-6506 or olson.jani@uwlax.edu and at www.uwlax.edu/conted/wspa


