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Editor's Note
By Jennifer Kamke Black

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

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

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

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

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

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

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

Deadlines for receipt of material by the editor:  

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

The School Psychologist as Leader…
Over the past several years, school psy-

chologists have been encouraged by NASP and 
WSPA to take leadership roles in their schools and 
their districts.  In their publication School Psychol-
ogy: Blueprint for Training and Practice III
(Ysseldyke, Burns, Dawson, Kelly, Morrison, 
Ortiz, et al., 2006) NASP has asked school psy-
chologists “to take a leadership role in ensuring 
quality mental health services” (p. 9), providing 
leadership in “identifying those instructional envi-
ronments and cognitive, emotional, social, and behavioral 
factors that have a significant impact on school achievement 
and the development of personal competence.” (p.18), pro-
viding leadership in creating instructional environments that 
reduce alienation and foster the expression of appropriate 
behavior as well as environments in which all members of 
the school community—both students and adults—treat one 
another with respect and dignity.” (p.20), and providing lead-
ership in developing schools as safe, civil, caring, inviting 
places where there is a sense of community, in which contri-
butions of all persons are valued, in which there are high 
expectations of excellence for all students, and where home-
school-agency partnerships are valued.” (p.31) 

As I reflected on this call to action, I wondered 
about the role of the school psychologist in Wisconsin and 
about what challenges they might face in trying to take on 
leadership roles within their districts.   First of all, in most 
settings, school psychologists are not administrators in their 
districts.  Most psychologists work within an educational 
hierarchy that includes superintendents, principals, special 
education directors, etc. who serve as the designated leaders 
within the district.  However, we all know that leadership is 
not always about the title, and that effective leadership can 
occur anywhere.  I think that for most school psychologists 
their leadership will be seen as they facilitate meetings, con-
sult with teachers, serve on various committees at the school-
and district-wide level, and advocate for children.  I think 
that this is the kind of leadership that NASP was suggesting.   

But, what then makes an effective leader?  Do all 
school psychologist possess the skills necessary to be effec-
tive leaders?  Although a quick Google search revealed a 
multitude of theories on leadership, there were some skills 
that were consistently cited as necessary for effective leader-
ship.  

First, it was agreed that the individual needed to 
have excellent communication skills and must be able to 
work collaboratively with others.  Effective leaders must be 
able to clearly articulate their message so that it is clearly 
understood by others who may not share the same knowl-
edge base.  In order to do this, you must also know your au-
dience and be able to adjust your message accordingly.  They 
must be able to problem solve and work collaboratively with 
others.  I think that this is an area of strength for most school 
psychologists.   In fact, the NASP Blueprint for Training and 
Practice III have identified interpersonal and collaborative 
skills as a necessary competence for all school psychologists.  

NASP recommended that training pro-
grams “seek to admit students with the ability to 
listen, adapt, embrace ambiguity, and be patient in 
difficult situations”, stating that “clear and sensitive 
communication in frequently challenging contexts is 
essential.”  

Secondly, effective leaders need to be able 
to cope with change.  In order to cope with change, 
the leader must have an understanding of the need 
for change and be able to communicate to others the 
need for change.  Legislative changes have forced 

many school psychologists to reexamine, and sometimes, 
change their role.  For some, this change has been a positive 
experience while, for others, it has been more difficult.  For 
some, the challenge has been convincing others of the need 
for change.  WSPA has provided numerous professional de-
velopment opportunities in the past several years to help in 
this transition.  During times of change it is often helpful to 
seek out support from others.  I would encourage you to seek 
out this support by attending WSPA regional meetings, 
WSPA conventions, and sharing your experiences with your 
colleagues.  

Thirdly, effective leaders need to have a strong 
knowledge base.  NASP has identified four competence do-
mains that represent the major functions or activities that 
school psychologists’ work encompasses.  These include: 1) 
Data-based decision making and accountability, 2) Systems-
based service delivery, 3) enhancing the development of 
academic and cognitive skills, and 4) enhancing the develop-
ment of wellness, social skills, mental health, and life com-
petencies.  The initial training that school psychologists re-
ceive in these competences provides them with a firm knowl-
edge base to function from.  However, it is up to the individ-
ual school psychologist to pursue opportunities for ongoing 
professional development.  In addition, I think that the ex-
pansion of the role of the school psychologist also requires 
them to realize that they cannot be the expert in all areas, but 
that they are able to consult and collaborate with others who 
possess this knowledge.   

So, what does the research say?  In his research on 
leadership in school psychology, David Shriberg, Ph.D. 
asked school psychologists what they felt were the most 
important competencies to be an effective leader.  (The ma-
terials can be accessed on the NASP website.)  School psy-
chologists identified the following five characteristics of 
effective leaders in school psychology: 1) widely regarded as 
competent, 2) treats others with respect, 3) widely regarded 
as ethical, 4) strong working relationships with teachers, and 
5) works well with teams.  His results suggest that school 
psychologists place a high value on their level of competence 
and that they acknowledge the importance of being able to 
work with teachers and with teams.  But they also point to 
the importance of being ethical and treating others with re-
spect, which were not as consistently mentioned in the re-
search on effective leadership, but which, I would agree, 
serves school psychologists well in their educational settings.   
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Training opportunity:  How to Better Under-
stand Adolescents with Developmental or Emo-

tional/Behavioral Disabilities 
Radisson Paper Valley Hotel in Appleton on March 10, 

2009. 
Sponsored by the Wisconsin Department of Justice 

Office of Crime Victim Services in cooperation with Dis-
ability Rights Wisconsin.  Teens with disabilities are more 
vulnerable to being charged with crimes or being victimized. 
This day is intended to help those who investigate, protect 
and advocate for teens with disabilities.  Faculty include 
Tom Fallon, Assistant Attorney General, Wisconsin Depart-
ment of Justice; Phyllis Greenberger, Advocacy Specialist, 
Disability Rights Wisconsin; Amy Judy, Program Coordina-
tor, Disability Rights Wisconsin; Katherine Kucharski, As-
sistant DA, Milwaukee County; Diana O’Neill, Police Offi-
cer, DeForest Police Department; Mark Sweet, Trainer-
Consultant, Disability Rights Wisconsin; and Kim Flood, 
Conference Consultant, Mentoring Works!  

Deadline for registration is Friday, February 2th, 
2009.  Questions?  Contact Jan Dunn-Herfelat at email 
dunn-herfeljf@doj.state.wi.us or (608) 266-7084.  For more 
information check out the DOJ website at  
www.doj.state.wi.us/cvs/

Reflecting on all of this, I believe that all school psycholo-
gists have the potential to take a leadership role within your 
educational setting.  I think that you each have to reflect on 
your own role and your comfort level with being a leader.   If 
you somewhat uncomfortable about stepping into a leader-
ship role you are not alone.  Results of the 2005 WSPA sur-
vey indicated that there are some school psychologists who 
felt that they needed specific training in team leadership.  
When asked to identify training needs related to RtI, 67% of 
the school psychologists selected “Understanding and select-
ing scientific, research-based interventions” as their main 
training need.  However, a fairly substantial number (44%) 
also indicated a need for training in team leadership. 

You must decide what type of leadership role you 
would like to take in your educational setting.  Take some 
time to reflect on ways to use the skills you possess to lead 
others to make positive changes for children.  And let WSPA 
know what they can do to support you in whatever you 
choose to do.    

References:
Ysseldyke, J., Burns, M., Dawson, P., Kelley, B., Morrison, 

D., Ortiz, S., Rosenfield, S., & Telzrow, K. (2006). 
School psychology: A blueprint for training and practice 
III. Bethesda, MD: National Association of School Psy-
chologists. 

WSPA Spring Convention 2009
Get To The Point
9:00am - 4:00pm
March 4-6, 2009

Holiday Inn Hotel & Convention Center
1001 Amber Avenue, Stevens Point, WI 54481-8473

(715) 344-0200  (888) 465-4329
Pre-Convention • March 4
CHAMPs: A Proactive and Positive Approach to Classroom 
Behavior Management

Randy Sprick, Ph.D., Director and Lead Consultant 
for Safe & Civil Schools, Eugene, Oregon. This workshop is 
designed to assist school personnel in building a plan for 
increasing student motivation, improving behavior and in-
creasing student responsibility. Participants will learn basic 
principles of classroom management, behavior management 
and an instructional approach to discipline.  Who Should 
Attend: This one-day (March 4) workshop is intended for 
teachers, special education teachers, school psychologists, 
guidance counselors, administrators and others who assist 
and coach teachers in classroom management and discipline. 
Please share with others in your school!
Convention • March 5-6

Featured Speakers: Randy Sprick and Eric Hartwig, 
Ph.D., Director of Pupil Services, district Administrator, and 
School Psychologist, Administrator of Pupil Services for the 
Marathon County Children with Disabilities Education 
Board, Wausau, Wis.

See pages 5 and 6 for breakout session details.
The Wisconsin School Psychologists Association is 

approved by the American Psychological Association to 
offer continuing education for psychologists. The Wisconsin 
School Psychologists maintains responsibility for the pro-
gram.

One graduate credit is available. Contact 
dixon.robe@uwlax.edu

Registration Information

Pre-Convention Early Bird * Regular

WSPA Member $75 $125

Non-Member $95 $145

Student

Convention Early Bird * Regular

WSPA Member $140 $190

Non-Member $170 $220
Student $50 $70



Wisconsin School Psychologists Association Annual Convention March 4-6, 2009
Program #089-43-02 Holiday Inn Hotel & Convention Center, Stevens Point, Wis.

Name: _______________________________ Employer _________________________Occupation: ______________________

Address: ___________________________________ City: ___________________________ State: _______Zip: ____________
(Employer or Home –circle one)

Daytime Phone: __________________Fax: ___________________E-mail address: ___________________________________

PRE-CONVENTION WORKSHOP:
□ March 4th, 2009 Fee includes continental breakfast, refreshment breaks, and lunch.

WSPA member rates
□ $75 EARLY – ON OR BEFORE 2/5/09 $________

□ $125 AFTER 2/5/09 $________
Nonmember rates

□ $95 EARLY – ON OR BEFORE 2/5/09 $________

□ $145 AFTER 2/5/09 $________

CONVENTION ONLY:
□ March 5-6, 2009 Fee includes three continental breakfasts, refreshment breaks, one lunch (Thursday) evening entertainment and instruc-
tional materials.

WSPA member rates
□ $140 EARLY – ON OR BEFORE 2/5/09 $________

□ $190 AFTER 2/5/09 $________
Nonmember rates

□ $170 EARLY – ON OR BEFORE 2/5/09 $________

□ $220 AFTER 2/5/09 $________
Student rates (must provide proof of ID)

□ $50 EARLY – ON OR BEFORE 2/5/09 $________

□ $70 AFTER 2/5/09 $________

         Total Amount Due: $________
CONVENTION WORKSHOPS: (select only one per concurrent session)
THURSDAY

10:30-12 p.m.
□A-1 Implementing an RTI Continuum of Behavior Supports for Grades K-12 / Dr. Randy Sprick

□A-2 A School-Based Model to Promote Healthy Body Image, Eating, Fitness and Weight: Helping Without Harming / Kathy
Kater

□A-3 Common Formative Assessments / Dr. Donald Viegut

2:30-4 p.m.
□B-1 Response to Interventions: How to Address Behavior in the School / Sara Johnson

□B-2 A School-Based Model to Promote Healthy Body Image, Eating, Fitness and Weight: Helping Without Harming / Kathy
Kater

□B-3 The Modernization and Improvement of Our Work As School Psychologists: An Extreme Makeover? / Dr. Eric Hartwig



FRIDAY

9:15-10:45 a.m.
□C-1 Counseling Students with Serious Behavior Problems: Issues of Generalization and Progress Monitoring /

Dr. James Larson

□C-2 Working Memory and Academic Learning: Assessment and Intervention / Milton Dehn

□C-3 Alternatives to Retention in the Early Grades / Dr. Mary Ann Rafoth

11-12:30 p.m.
□ D-1 Another Voice in the Playground: Using Animals to Teach Social Skills / Patricia Stang-Erickson

□ D-2 Behavior Management II: Fine Tuning Beyond Basic Principles / Dr. Michael D. Miller

□ D-3 Working Memory and Academic Learning: Assessment and Intervention / Milton Dehn

□ D-4 Alternatives to Retention in Middle and High School / Dr. Mary Ann Rafoth

One graduate credit is available to participants. The student must attend the pre-convention and the convention to 
receive credit. Cost is $80; registration and payment can be made at the pre-convention.

Cancellation Policy
Full refund less $25 processing fee before February 28, 2009. No refunds on or after February 28, 2009. Refund requests must 
be submitted in writing to: UW-La Crosse Continuing Education & Extension, 1725 State Street, 205 Morris Hall, La Crosse, 
WI 54601.
No refunds will be made in the case of non-attendance. Substitutions will be accepted.

Method of Payment:

____ Check – made payable to UW-La Crosse ____ MasterCard ____Visa ____American Express

_ _ _ _ - _ _ _ _ - _ _ _ _ - _ _ _ _ _ _ / _ _ ______________________________________________________
Credit Card # Exp. Date Cardholder’s signature

________________________________________________________________________________________________________________________________
Name as it appears on the card Corporation/organization, if corp. or org. card

Special Needs: Please indicate any special needs you may have, including meals:

__________________________________________________________________________________________________________________

Return this form along with your method of payment: Registration implies permission for photos, publicity & inclusion
By mail: University of Wisconsin-La Crosse By fax: 608.785.6547 in a participant list unless Continuing Education and Extension
Continuing Education/Extension Registration By phone: 608.785.6504 is notified in writing prior to the program.
205 Morris Hall, 1725 State Street Online: www.uwlax.edu/conted
La Crosse, WI 54601 toll-free 1.866.895.9233



Another Installment on Consent for School Psychological Services
By John Humphries

When I started my e-mail newsletter 5 years ago, 
one of the first issues I addressed was informed consent. I 
continue to get a lot of questions on what the requirements 
for informed consent are, as well as conditions under which 
it is required. So, I thought it would be helpful to review the 
topic again for this issue of our newsletter. Much the infor-
mation is the same, but I have included some specific issues 
and tried to revise my expectations to give you a way to 
work more effectively with parents.

When do you need consent?
Timm and Hartshorne (Ethics and Law for School 

Psychologists, 2003, p.56) write that, "Ethical codes, profes-
sional standards, and law show agreement that, with the ex-
ception of urgent situations, informed consent should be ob-
tained prior to the provision of school psychological ser-
vices." School psychological services can include individual 
academic or social-emotional screening, individual and small 
group counseling, IDEA assessments, as well as other ser-
vices. When observing an individual student in a classroom, 
consent is necessary because of the focus on that student. If 
you are in a classroom to provide feedback to a teacher on 
classroom management or another issue, consent is not 
needed. It is also not necessary to get informed consent for 
screening large groups, though if you are screening for a 
very sensitive issue like suicide risk, it's a very good idea to 
get informed consent.

The distinguishing feature is the size of the group. 
If you are working with one student or a small group, then 
informed consent is needed. If you are in a classroom or 
working as part of a grade-level team, consent is generally 
not needed. In the special education context, IDEA Regula-
tions state that screening is NOT evaluation, and consent for 
evaluation is therefore NOT required--a related issue.

What Constitutes Informed Consent?
Informed Consent is "Knowing, Competent, and 

Voluntary." The biggest issue with very simple consent 
forms is that they may not meet the definition of "Knowing." 
Having parents sign something that says, "I give my consent 
for my child to see the school psychologist," clearly does 
NOT meet this requirement.

Timm and Hartshorne discuss "Knowing" as "the 
individual giving consent must have a clear understanding of 
what they are consenting to." "The person seeking consent 
must disclose enough information...[so those giving consent] 

can make an informed choice." They go on to say that the 
practitioner is obligated to provide information about:

*       Nature and scope of services
*       Assessment and treatment goals and procedures
*       Expected duration of services
*       Foreseeable risks or discomforts (including risks of harm)
*       Benefits that can be reasonably expected
*       Possible consequences/risks of not receiving services
*       Information about alternatives

They describe this information being provided in a 
language or other communication mode understandable to 
the person giving consent. That's actually good news in 
many ways, because it opens an opportunity for dialogue 
with parents. This is where you have a chance to discuss the 
issues listed above, and rather than sending home a lengthy 
consent form that covers the possibilities, you can have a 
parent sign something that states they have discussed these 
issues with you and that they give their consent. It would 
seem prudent to also provide a written document with more 
detailed information. In addition, the limits of confidentiality 
would be important to include in the discussion and informed 
consent document.

Which Students Does This Cover?
All of them. There is no provision in state or federal 

law to allow for school psychologists to get informed con-
sent for services from a minor. There are some services 
available on a confidential basis (AODA treatment among 
others); it's clear that you would not need to get consent for 
those services.

Which Staff Does This Cover?
School Psychologists. Counselors and Social Work-

ers have different ethical codes and work under a different 
model of services. Note in particular that in our case, 
"Knowing" consent includes "Assessment and treatment 
goals and procedures." This should be a formal process 
where you collect measureable data on student performance, 
develop an intervention plan based on available research, and 
measure progress as you proceed with the intervention.

In summary, be a psychologist! Develop a treatment 
plan, inform parents and students, and make everyone in-
volved aware of your plans. You'll never have to ask for for-
giveness, you'll have permission!
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WSPA and Continuing Professional Development
Rob Dixon, Chair of Professional Development

Professional Development expectations have 
changed over the years and WSPA is committed to providing 
quality opportunities to continue and expand your profes-
sional expertise. We are the only school psychologist’s asso-
ciation in the region that offers three major conferences 
every year – Fall Convention, Spring Convention and Sum-
mer Institute. We are an approved provider by the American 
Psychological Association (APA) and are in the process of 
applying for approval by the National Association of School 
Psychologists (NASP). In addition, graduate credit can be 
earned at each of our conferences. These professional devel-
opment opportunities are designed to enhance your compe-
tencies to practice school psychology. There are, however, 
specific requirements that you need to comply with.

For professionals that completed a graduate school 
psychology program prior to September 1, 2004 you can 
earn six credits that enhance your professional competence 
over five years. While these credits can be earned at the un-
dergraduate or graduate level,  you can easily gain graduate 
credits by attending and completing the requirements at a 
WSPA Convention or Summer Institute. Graduate credits are 
now offered through the University of Wisconsin-La Crosse. 
Course grades are no longer sent to an individual when a 
class is completed. Rather, official or unofficial transcripts 
can be requested at any time through the university website 
(http://www.uwlax.edu/records/transcripts).

A Professional Development Plan (PDP) is required 
for newer graduates (after 9/1/04) and optional for older pro-
fessionals. It involves the completion of activities consistent 
with your PDP plan (to enhance your professional compe-
tency), which is reviewed and approved by your PDP team. 
Further information on this option is available through the 
DPI Website (http://dpi.wi.gov/tepdl/pdp.html) . There are 
also technical assistance centers available to help you with 
this process. WSPA will offer completion certificates for 
each conference to help satisfy the documentation require-
ment of attending a convention.

Some school psychologists operate outside the 
school environment and are licensed (i.e., psychologists or 

private practice school psychologists) by the Wisconsin De-
partment of Regulation & Licensing (DRL). The continuing 
education requirement of this agency is 40 hours (6 hours 
must be in ethics, legal issues, and risk management in psy-
chology) through APA, Category 1 AMA or AOA, graduate 
courses from an accredited university, or CE approved by 
another state board every two years. In addition to the rou-
tine class setting, CE credits can be obtained by: 
(a) authoring professional papers or books, (b) teaching 
courses or workshops, or (c) taking graduate courses.

Finally, some school psychologists have become 
Nationally Certified School Psychologists (NCSP). NASP 
has recently changed the expectation for NCSP holders. 
NCSP now requires 75 hours completed over 3 years. In 
addition, 25 hours must be from a NASP or APA-approved 
provider. Finally, 3 hours must be in ethics/professionalism. 
There are a number of ways to earn these hours and certainly 
the WSPA conventions serve as an excellent foundation to 
gaining professional development for this system. Other 
methods that will be recognized include: (a) college and uni-
versity courses, (b) teaching and training activities, (c) re-
search and publications, (d) supervision of interns, (e) post-
graduate supervised experiences, (f) program planning and 
evaluation, (g) self-study, and (h) leadership in professional 
organizations (including chair and executive positions in 
WSPA!)

As you would expect, as a professional you are ex-
pected to know the professional development requirements 
as well as retain the documentation as proof of that experi-
ence. If you have questions, you are encouraged to reach the 
appropriate licensing/certification board for clarification. 
The main websites are:

WI DPI: http://dpi.wi.gov/tepdl/licensing.html
DRL: http://drl.wi.gov/boards/psy/index.htm
NASP:http://www.nasponline.org/certification/

index.aspx
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Helping Standard English Learners Achieve in School
Courtnay Oatts Mohammed, St. Mary’s County

(Reprinted from Maryland’s newsletter, Protocol, Winter 2008, Vol. XXIX)

In the era of high-stakes testing, it is more impor-
tant than ever for students to perform well in school and on 
high-stakes tests such as the High School Assessment exam. 
Many students are unable to pass English/Language Arts 
high school exit exams. When writing or taking an English 
high-stakes test, there are students may not know the 
“correct” or standard form of English to use. Five main 
groups of students – African American, Mexican American, 
Samoan American, Hawaiian American, Native American –
speak a version of English other than the standard form 
(LeMoine, Maddahian, Patton, Ross, & Scruggs, 2006). His-
torically, many of these cultural groups were colonized or 
enslaved; as a result they learned a different form of English 
that is a combination of English and their original language. 
For many groups, non-Standard English is still present today. 
Students from these groups often do not know which parts of 
their vernacular are Standard English and which are not. For 
students who speak a vastly different language than English, 
services such as English for Speakers of Other Languages 
[ESOL] are offered to them so that they can learn the stan-
dard language. For students whose home language is not 
considered different, this service is not provided to them.

This article will show that the same techniques that 
are used in ESOL classes can help Standard English Learn-
ers. I have chosen to use the term Standard English Learners 
to describe the groups of students that speak a non-Standard 
from of English because this is a diverse group of students 
from different ethnic and linguistic backgrounds. While the 
linguistic background and history of the various groups may 
differ, the connection of language and writing style, as it 
impacts education, is similar. 

Language Pragmatics: African American English 
The language that many urban African Americans 

use to communicate between themselves and their world has 
been called many things, normally following the political 
trend of the time. Some of the more recent names have been 
Black English, Nonstandard English, Black dialect, Black 
English Vernacular, African American Vernacular English, 
African American Language, and Ebonics (Green, 2002). In 
this article I have chosen African American English.

Since the time of slavery, there has been a form of 
African American English present in the United States. But it 
wasn’t until the 1960’s that there became a debate about 
whether or not the vernacular used by African American 
students indicated an actual language or if it simply was just 
a systematic variation on mainstream English (Green, 2002).

Until the late 1960s, the common perception on 
African American English in the linguist field was that Afri-
can American English as an “ineffective attempt to speak 
American English [AE] and/or an indication of cognitive 
and/or environmental deficiency” (Morgan, 1994, p. 327).  
In addition, the field of psychology viewed African Ameri-
can English as a link to the behavioral deficits in the intelli-
gence and personal character of African American culture 

(Morgan, 1994).   
Researchers have compared African American Eng-

lish to other African and Caribbean languages (Green, 2002). 
They have found that African American English is more 
closely related to other African and Caribbean languages 
than it is to AE (Green, 2002; Morgan, 1994). For example 
the word “be” is used in AE “be” means “am,” they also 
agree that in African American English “be” means 
“usually.” For example, “I be tired by the end of the 
day” (Morgan, 1994, p. 332). In AE this sentence would be 
incorrect, it would read, “I am tired by the end of the day.” 
In African American English this sentence is grammatically 
correct and would be translated in AE as “I am usually tried 
by the end of the day”. In African and Caribbean language 
“be” also means “usually.” Another example of how African 
American English is more closely related to African and 
Caribbean language than AE is in verb agreement, third per-
son singular-s, and final constant sounds (Morgan, 1994). 
Green (2002) characterizes African American English as a 
“rule-governed system” (p. 676) that has its own “lexical, 
phonological, and syntactic and semantic patterns that are 
intertwined with structures in general English” (p. 676). 

In the mid-1990s, linguistic researchers started to 
consider the phonological process and rules that govern Afri-
can American English (Green, 2002). Piestrup (1973) 
“argues that African American English speakers are faced 
with structural interference, a type of conflict that occurs 
when speakers have difficulty decoding mainstream English, 
American English, words and sounds because they differ 
from those in their native variety” (Green, 2002, p. 674). 
Additionally, Goodman and Buck (1973) concluded that the 
“major disadvantage dialect speakers face is linguistic dis-
crimination on the part of teachers who confuse linguistic 
difference with linguistic deficiency” (Green, 2002, p. 674).

Techniques for Standard English Learners 
There are techniques used with ESOL students that 

can also be used with Standard English Learners.  These 
techniques help students improve their Standard English 
skills and also aid them in assessing the core curriculum. 
Specially Designed Academic Instruction in English 
(SDAIE) is a technique that is used by teachers who teach 
ESOL students who are not in bilingual or ESOL classes. 
Therefore, SDAIE offers simple strategies that any teacher 
can incorporate into their instructional approach. While us-
ing SDAIE techniques, teachers need to keep in mind the 
underlining principles of language acquisition. There are 
eight components to SDAIE: connect to previous learning, 
chunking and webbing, visuals and manipulative, low risk 
and safe environment, multiple access points, cooperative 
and interactive, respectful of learner, and primary language 
support (Cline & Necochea, 2003). 

When working with teachers, it is important to help 
them understand the importance of connecting a student’s 
previous learning to their current learning. By building upon 
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what they already know (scaffolding) teachers will increase 
the students’ comprehension and decrease the students’ frus-
tration (Cline & Necochea, 2003). Teachers should build 
strong rapport with their students and create a classroom 
environment where students feel safe to practice their Stan-
dard English skills. When students feel that they are in an 
environment where they will not be 
ridiculed, they will perform and learn 
better. By valuing the culture and af-
firming the strengths of their students, 
teachers will increase the students’ 
Standard English language develop-
ment (Cline & Necochea, 2003). 

Based on research done on 
the topic of educating minority stu-
dents, I feel that the most important 
aspects of SDAIE are “respectful of 
learner” and “primary language sup-
port.” Teachers need to understand 
that the Standard English Learners that 
they work with are negotiating between two different cul-
tures. When teachers respect the cultural and home language 
of their students, they are taking the social, emotional, lan-
guage, and academic needs of their students into considera-
tion (Cline & Necochea, 2003). While it is not accepted for 
teachers to instruct their students using non-Standard Eng-
lish, it is expected for teachers to not respond to linguistic 
differences as if they were a disorder. 

As school psychologists, we are not expected to 
know all the different types of techniques that are available 
to teachers. I feel that it is our duty to seek out various tech-
niques, teaching strategies, or any other tools that will help 
all of our students obtain academic success. 

Teacher Collaboration and Consultation 
School psychologists need to be aware of the vari-

ous cultural groups that we are serving. We also need to be 
aware of how these groups of students learn best and help 
teachers, through the use of consultation and collaboration, 
acquire and effectively use this information. There is a grow-
ing body of research (Delpit, 1995; LeMoine et al, 2006) that 
suggests that students learn best when their culture (names, 
faces, language) is present in the curriculum and in the ob-
jects around the classroom. 

Helping Teachers Understand Their Students’ Needs
One of the roles that many school psychologists 

have at their school is the role of collaborator and consultant. 
School psychologists work with teachers and other staff 
members to help them better serve their students. This is why 
it is important to understand student-teacher relationships, 
alternative teaching strategies, and other events in the class-
room that affect a student’s ability to succeed. 

There has been research done in the area of African 
American education, and education of other minority groups 
(Cooper, 2002; Jackson, 2001; Teel & DeBruin-Parecki, 
2001; & Ware, 2002). Those researchers have found that 
when teachers use culturally appropriate techniques, students 
perform better in school. These researchers have also found 
that many teachers are not using culturally appropriate tech-

niques. Research has shown that many teachers feel that they 
did not receive adequate training in working with students of 
color. That is why it is very important for school psycholo-
gists to be able to bridge the gap between what teachers al-
ready know and what they need to know to be effective edu-
cators. Therefore, it is important for the school psychologist 

to get to know the cultures of the stu-
dents they are servicing and which 
learning styles best match the stu-
dent’s culture. 

While consulting and col-
laborating with teachers, school psy-
chologists should help the teacher 
better understand the needs of the stu-
dent. School psychologists should also 
help the teacher to explore the prob-
ability that the teacher’s minority stu-
dents have learning differences not 
learning deficits. An example of this is 
from an African American principal at 

a school district in Florida (Jackson, 2001):
Ms. White is teaching her first-graders how to tell 
time. She points to a clock, telling her students “It’s 
ten o’clock because the big hand is on the twelve and 
the little hand is on the ten.” “What time is it?” she 
asks the students. Many of the white children raised 
their hands, eager to answer. The black students sat 
silently. A few gave her a puzzled look. Ms. White 
concludes that many of her black students do not 
know the answer, and she silently makes a note to 
herself to revisit the concept with them later. In the 
African American children’s families, such questions 
were posed only when someone genuinely needs to 
know the answer. “What is she asking us for?” Some 
of the black children stated later. “She just told us it 
was ten o’clock!” (p. 71)

School psychologists need to know how to help 
teachers learn the verbal communication style of their stu-
dents and incorporate that into their classrooms. It is also 
important to note that teachers from different a cultural back-
ground than their students can effectively educate them 
(Cooper, 2002). Cooper (2002) found that teachers, regard-
less of ethnicity, who practiced “cultural synchroniza-
tion” (p. 48) were able to teach effectively. Cultural synchro-
nization is having knowledge about the cultural learning 
styles and the needs of students and incorporating that infor-
mation into and throughout the curriculum. In addition, these 
teachers have a deep respect of the culture of their students 
and use culturally appropriate responses when praising and 
correcting students. We can help teachers understand and 
learn about their students’ cultural needs, which, in turn, will 
help the students succeed in the classroom and help the 
teachers improve their teaching ability. 

Alternative Teaching Strategies
Teel and DeBruin (2001) did research in the area of 

improving the motivation and success of urban students.  
They found that there are four alternative teaching strategies 
that can help students achieve better in school: non-
competitive classroom structure with effort-based grading, 
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multiple performance opportunities, increased student re-
sponsibility and choice, and validation of cultural heritage.

The non-competitive classroom structure with ef-
fort-based grading is a teaching strategy that encourages in-
dividual effort and group cooperation rather than competition 
and win/lose scenarios. This teaching strategy focuses on 
effort and not on one-time grading. Teachers who use this 
strategy allow students to turn in assignments, improve the 
assignment with feedback, and turn the assignment in again. 
Teachers also have students keep records of their grades. 
This way the students always know where they stand and can 
see their improvement. Teachers emphasize individual 
growth rather than comparing student to student. Teel and 
DeBruin (2001) found that school success was directly re-
lated to academic self-esteem. They found that when teach-
ers used this strategy, students developed strong academic 
self-esteem and their overall grades improved. 

Multiple performance opportunities is another 
teaching strategy that teachers can incorporate into their 
classrooms to help Standard English Learners improve and 
exhibit their academics abilities. Since many Standard Eng-
lish Learners have challenges with reading and writing, this 
strategy focuses on including other ways for students to 
show the teacher that they understand and have learned the 
curriculum. The goal of this approach is to “recognize and 
honor student interests, strengths, and talents by providing 
them a variety of assignments” (Teel and DeBruin, 2001). 
Teachers who use this approach create assignments that give 
students the opportunity to demonstrate their knowledge 
through the use of oral and artistic skills, as well as through 
more traditional means such as reading and writing. Some 
examples of assignments are oral presentations, book talks, 
art projects, computer projects, group work, maps, quizzes, 
note-taking, writing and performing skits, and simulation 
games. By using multiple performance opportunities, teach-
ers will have a more accurate picture of their students’ abili-
ties and academic achievement. 

The third alternative teaching strategy that Teel and 
DeBruin (2001) researched was increased student responsi-
bility and choice, which involves including students in the 
curriculum decision-making process. Students are given a 
voice and are allowed to comment on, voice their opinions 
of, and make suggests as to what will be taught during the 
school year. Teel and DeBruin (2001) found that when 
teachers encouraged students to take a more active role in the 
classroom, grades and student behavior improved. Teel and 
DeBruin (2001) found that students who had more owner-
ship of the curriculum were less resistant to the teacher and 
developed a sense of authority in the classroom. 

Teel and DeBruin (2001) researched how validation 
of cultural heritage affected the classroom. Many other re-
searchers have also researched this topic (Cooper, 2002; 
Delpit, 1995; Hoover, Politzer, & Taylor, 1995; Jackson, 
2001 LeMoine et al, 2006; Morgan, 1994; Taylor, & Lee, 
1995; & Ware, 2002). All research has found the same phe-
nomena to be true: when students can see themselves in the 
curriculum and/or they feel that the teachers value their cul-
ture, they perform better academically. School psychologists 
should help teachers find ways to include the cultural heri-
tage of their students in the curriculum. 

Researchers have found that in many schools the 
only place that students can learn about their cultural heri-
tage is in the school library. Since the school library is the 
only place that many students have access to books about 
their cultural group, school psychologists should get to know 
their school librarian and the school’s library collection. This 
way the school psychologist can direct students who want to 
learn more about their history to the library. 

A middle school librarian (personal communication, 
M. Oatts, May 13, 2006) interviewed stated that every year 
schools have money in the budget to buy new books; how 
much depends on the school district. When deciding what 
books and other media equipment to buy, she asks teachers 
what they need. I asked if she would also take requests from 
school psychologists or other school staff. She said yes and 
told me that last year one of the instructional aids noticed 
that there were not many books that were in Spanish for the 
Spanish speaking students to read. So she bought books for 
those students. I then asked her if she would be willing to 
spend some book money on books about the history of the 
cultural groups of her student population. She showed me the 
different sections that housed these books. This librarian is 
an African American female who has been an educator for 
20 years; she believes that it is important for students to see 
themselves in their school. She also believes that students 
need to know what “their people” have done as a way of 
motivating them, to challenge them to achieve more. She 
concluded our interview by acknowledging that not all 
school librarians know that their selection should be diverse. 
She feels that many libraries are willing to buy more diverse 
books, but if no one asks them to, then they feel that there is 
no need.

Teachers are very busy and most times overworked. 
They have a lot to teach and share with their students during 
the day. It is important for school psychologists to know 
what resources are available at their schools. It is also impor-
tant for school psychologists, when collaborating or consult-
ing with teachers, to help the teacher come up with simple 
and easy ways to better help their students. Having the stu-
dents do a history project on their culture by going to the 
school library to get books is more feasible, and more likely 
to happen, then expecting a teacher to read about all other 
different cultural groups and then teach the students. 

Verbal Communication
Verbal communication is one of the many ways that 

the test examiner can encourage students and reinforce be-
havior during assessments (Taylor & Lee, 1995). If an exam-
iner is unable to properly reinforce the student during test 
administration, then the student’s test scores may suffer. 
Rapport between 
the student and 
examiner can also 
affect test scores; 
if the student does 
not feel comfort-
able with the ex-
aminer, then the 
student may not 
perform as well as 
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they could have. The simple greetings from a teacher can 
greatly affect student-teacher rapport.  

Misinterpretation and/or misunderstanding the com-
munication style of the student by the examiner can lead to 
the examiner misinterpretation and/or misunderstanding of 
the students cognitive, social, and/or behavioral abilities 
(Taylor & Lee, 1995). Taylor and Lee (1995) give the exam-
ple of two different communication styles that can affect the 
validity of performance observation. The first communica-
tion style that can interfere with the validity of the exam-
iner’s observation of a student who is from a cultural group 
that prefers lengthy social greetings. This can be misinter-
preted as task avoidance. The other example is of a student 
who is from a cultural group that prefers silence. This stu-
dent can be misinterpreted as having a lack of verbal skills. 
Standardized Tests

It is recommended that school psychologists put 
less emphasis on psycho-educational assessments and more 
emphasis on alternative ways of assessing Standard English 
Learners, such as, observations, mediated learning, teach-test 
paradigms, and instructional interventions (Scribner, 2005). 
If a school psychologist still feels the need to do a more tra-
ditional assessment, he or she should keep in mind that when 
choosing a testing battery for Standard English Learner stu-
dents, look not only at the validity and reliability of the bat-
tery, but also at the construct relevance, cultural loading, and 
linguistic demands of the instruments. Cultural loading is 
“the interaction between the test content and the examinee’s 
level of acculturation” (Scribner, 2005, p. 1496). This is one 
of the biggest biases that Standard English Learners face 
when taking a verbally based assessment. If there is an as-
sessment tool in the student’s home language, then the 
school psychologist should assess the student with that as-
sessment, if the school psychologist is proficient in that lan-
guage and if the student is at the Cognitive Academic Lan-
guage Proficiency (CALP) level in their home language. If 
the school psychologist is not proficient, but the student is, 
then that school psychologist should access district resources 
and find a school psychologist who is proficient.  

Conclusion
School psychologists have the ability to be agents 

of change in the school. As such we should seek out better 
ways of helping our student’s access core curriculum and 
improve students’ academic success. It is important that 
teachers, school psychologists, and any other school staff 
understand that students who are Standard English Learners 
are not language deficient, but are using a different language 
system. When working with these students, more of the same 
does not work. Educators need to directly teach student the 
rules of AE so that students know how to effectively take 

and pass high-stakes tests and succeed in school.
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Disaster Mental Health (DMH) Announces Expanded Eligibility Criteria

The national DMH Eligibility Advisory Group has 
reached consensus recommendations regarding the expan-
sion of the DMH eligibility criteria. Effective immediately, 
the following groups are eligible to join DMH:

· School Counselors. Individuals who have suc-
cessfully completed a master’s or doctoral de-
gree in School Counseling and hold either a 
current state license or state certification to 
practice as a school counselor issued by a state 
or U.S. Territory may work in the DMH activ-
ity. Such individuals are expected to work only 
within their areas of competency. (There are 
over 23,000 members of the American School 
Counseling Association).

· School Psychologists: Individuals who have suc-
cessfully completed a master’s, specialist’s or 
doctoral degree in School Psychology and hold 
either a current state license or state certifica-
tion to practice as a school psychologist issued 
by a state or U.S. Territory may work in the 
DMH activity. Such individuals are expected to 
work only within their areas of competency. 
(There are over 25,000 members of the Na-
tional Association of School Psychologists).

Chapter Resources and Guidance 
We have included frequently asked questions be-

low. If you have additional questions, please contact the 
DMH leadership team at: DMHTemp@usa.redcross.org 

Thank You 
The Red Cross would like to say a special thanks to 

the following individuals who served on the DMH Expert 
Advisory Group. Thank You: Margie Kukor (Chair), Ruth 
Barron, Marilyn Biggerstaff, Bob Hayes, Jack Herrmann, 
Peggy McGee-Smith, John Tassey and John Weaver. Their 
expertise and commitment in this effort have significantly 
strengthened the ability of the Red Cross to deliver DMH 
services across the nation. 

FAQ’s on the expansion of eligibility for Disaster Mental 
Health Workers 

Since it became a formal component of American 
Red Cross Disaster Services in 1992, the Disaster Mental 
Health (DMH) team has relied upon the efforts of licensed 
mental health professionals drawn from the fields of social 
work, counseling, psychiatry, psychology, psychiatric nurs-
ing and marital family therapy. The DMH Eligibility Advi-
sory Group has recently developed consensus recommenda-
tions for expanding the eligibility criteria for joining the 
DMH activity. This recommendation was to include state-
licensed  or  stated-certified  school  counselors  and state-
licensed or state-certified school psychologists.

Why expand the DMH eligibility standards? 

The expansion is part of the American Red Cross’s 
continued preparedness planning efforts. Our core of DMH 
workers must be large enough and strong enough to meet our 
current needs and future challenges that we will face in years 
to come that will include natural disasters, transportation 
accidents, public health emergencies, and potential terrorist 
activities. 

Why include state-licensed or state-certified school coun-
selors and state-licensed or state-certified school psy-
chologists? 

The Advisory Group reached this decision for sev-
eral reasons. First, children and teens are a highly vulnerable 
population for developing longer-term difficulties following 
disaster. Their recovery is closely tied to the support they 
receive from their family. School counselors and school psy-
chologists are accustomed to working as part of a team 
within their districts and their communities to provide infor-
mation, assessment, and support to children and families. 
They are accustomed to working with community agencies 
to provide continuity of care when outside resources are 
needed. School counselors and school psychologists are also 
licensed or certified by their state in all states, and this will 
make it easy for chapters to verify that they are in good 
standing with their state licensure/certification status, as is 
currently done with all other DMH workers. 

What if school counselors and/or school psychologists are 
not licensed or state certified in my state? 

They will not be able to join the DMH activity. You 
are welcome to work with them locally, as you may already 
be doing through your partnerships with state and local be-
havioral health organizations.

I thought these two groups were already part of DMH.
When the original DMH volunteers were recruited, 

some school counselors and school psychologists joined the 
ranks. Later on, when the standards were reviewed, school 
psychologists and school counselors were no longer accepted 
into the DMH activity unless they also were licensed as 
“mental health” professionals (rather than “school” profes-
sionals). School psychologists and school counselors who 
joined the DMH activity prior to that standards review, were 
“grandfathered” into the DMH activity. The new eligibility 
expansion  will  allow all  state-licensed or  state-certified 
school  psychologists  and  state-licensed  or  state-certified 
school counselors to now join the DMH activity.

Where can I get answers to my questions about this 
DMH eligibility expansion?

For answers to questions about this eligibility ex-
pansion, please contact the DMH leadership team at national 
headquarters  at  the  following  email  address: 
DMHtemp@usa.redcross.org 
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Applications of RTI to English Language Learners
Amelia Lopez, Millersville University

(reprinted from Pennsylvania’s Insight, vol 29, no. 1, fall 2008)

The number of students enrolled 
in public schools whose native language is 
other than English has increased dramati-
cally over the past few years. The majority 
of these students are from Spanish-
speaking backgrounds, but other languages 
are also represented. This growing popula-
tion has an impact on the instructional en-
vironment across all schools in the United 
States, and has led to an interest in suc-
cessful approaches of this instruction. 

In the United States in general 
and in Pennsylvania, there is evidence of 
underachievement in this population (in 
Pennsylvania, only 13% of fourth graders 
and 15% of eighth graders meet proficiency reading stan-
dards) and disproportionate representation in special educa-
tion programs (Rhodes, Ochoa & Ortiz, 2005; Parrish, 2002; 
Salend, 2002). Students from non-English speaking back-
grounds are often mislabeled due to issues such as the lan-
guage of the tests used to identify an IQ-achievement dis-
crepancy, the language abilities of children, and cultural dif-
ferences. Current assessment methods do not provide infor-
mation on the causes of deficits. It is possible that among 
students from culturally and linguistically diverse back-
grounds, difficulties acquiring academic skills may be re-
lated to limited English proficiency, lack of educational op-
portunity, and appropriate education. (Linan-Thompson, 
Vaughn, Prater, & Cirino, 2006.) The assessment of English 
Language Learners (ELLs) is difficult, even when the school 
psychologist is fluent in the child’s native language. Some 
evidence shows that exposure to second language instruction 
for a certain period of time may cause a natural loss of native 
language skills, and delays are shown even when children 
are tested in their own language. Research regarding the best 
instructional and assessment methods have failed to provide 
clear direction. Therefore, the classification of ELLs is un-
derstandably a challenging task for school-based practitio-
ners. 

Response to intervention (RTI) offers a promising 
alternative for the assessment and education of culturally and 
linguistically diverse students by identifying students at risk 
early and by providing preventive instruction. The emphasis 
of evidence-based instruction with repeated assessments 
holds great potential for both reducing disproportionate rep-
resentation and improving educational outcomes for a popu-
lation that has historically not fared well (Linan-Thompson, 
Cirino, & Vaughn, 2007). In RTI programs, children enter 
the assessment-classification process with systematic and 
scientific data documenting the child’s response to well-
designed evidence-based interventions. When compared to 
standardized tests of cognitive processes, this approach ap-
pears to provide information that can be utilized not only for 
placement decisions, but also for instructional decisions. The 

use of data adds confidence to an activity 
that has for years created anxiety for well-
intentioned educators, psychologists, and 
administrators. Such anxiety has in cases 
led to a “hands-off testing” approach be-
cause educators suspect the potential in-
fluence of limited English proficiency and 
fear mislabeling despite the child receiv-
ing years of instruction in the United 
States. Although the field of standardized 
testing has in recent years supported the 
use of nonverbal measures of ability as a 
better alternative for ELLs, these meas-
ures do not fully capture aspects of intelli-
gence that correlate with academic 

achievement (Rhodes, Ochoa, & Ortiz, 2005). In addition, 
the standardized assessment of academic achievement re-
mains a nearly impossible task in languages other than Span-
ish and English. 

Questions exist regarding the extent to which find-
ings from RTI research can be generalized to all school 
populations. The growing body of research has begun to in-
form effective instructional and assessment practices for 
ELLs (Linan-Thompson, Cirino, & Vaughn 2007). Research 
on RTI with ELLs has provided the following findings:

ELL instruction that is systematic, explicit, and addresses 
all elements of reading produces better performance.

Elements that make RTI a good practice with ELLs 
are that students are provided with evidence-based instruc-
tion, which is intensive, explicit, systematic, and teaches the 
essential skills of reading (phonemic awareness, phonics, 
vocabulary, comprehension, and fluency). Existing ELL re-
search suggests that all children, regardless of primary lan-
guage, must learn these essential skills in order to become 
successful readers (National Reading Panel, 2000). Several 
intervention studies provide findings that ELLs benefit from 
this type of instruction. For example, in a study comparing 
ELLs and English-only students, Kamp, Abbott, Greenwood, 
Arreaga-Mayer, and Wills (2007) compared small group 
direct instruction (Reading Mastery, Early Intervention in 
Reading, and Read Well) with other reading approaches 
(Balanced Literacy, Guided Reading, and ESL pullout ser-
vices). Children were assessed with DIBELS, and the Wood-
cock Reading Mastery Test was used as a pre- and post-
measure. Results showed that: a) children receiving direct 
instruction outperformed comparison students on early liter-
acy skills; and b) all children (ELL and English only) bene-
fited equally from the instructional approaches. These re-
searchers specifically analyzed the performance of children 
receiving direct instruction with those receiving pullout ESL/
Balanced Literacy. Direct instruction in reading produced 
better outcomes than ESL/Balanced Literacy in Nonsense 
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Word Fluency, Oral Reading Fluency, and all other depend-
ent measures. Close evaluation of the students’ RTI showed 
that the majority of the children receiving the supplemental 
direct instruction responded to intervention (50-60% of ELLs 
in direct instruction reached benchmark, and the remainder 
moved towards strategic status); however, only 17% of 
ESL /Balanced Literacy responded to this programming. If 
these children continued on this trajectory, they would most 
likely need Tier 3 services or special education. An addi-
tional and important contribution of this study was that mul-
tiple languages were represented in the sample (Spanish, 
Somalian, Sudanese, and Vietnamese). 

Continuous progress monitoring is essential to the 
education and assessment of ELLs. Initial as-
sessments may show deficits, which are sig-
nificantly reduced in the presence of evi-
dence-based, high-quality and compre-
hensive instruction. 

Assessing progress of performance 
over time is an important component of tiered 
instruction and is even more critical for ELLs 
because these children are acquiring academic skills in the 
context of also trying to acquire a second language. Among 
the English monolingual population, about 20% of children 
show reading problems. However, intervention with evi-
dence-based methods and progress monitoring have shown 
that only a small percentage (5-7%) fail to respond and need 
more intensive intervention or special education (Good, Sim-
mons, & Smith, 1998). Similarly, initial assessments with 
ELLs may show low performance (or even greater, which 
may be related to limited English status). However, as the 
child acquires English skills in high quality instructional 
settings, it is anticipated that the numbers of “at-risk” stu-
dents will decrease as it does with monolingual children. 
Linan-Thompson, et al. (2006) attempted to address issues of 
responsiveness among ELLs. They selected ELL children 
identified as being as at risk for reading problems in the fall 
of first grade. These students were provided with extensive 
systematic Tier 2 supplemental intervention matched to their 
core curriculum. Students that were instructed in English 
received intervention in English and for students being in-
structed in Spanish, direct instruction was provided in Span-
ish. Results showed that the majority of the participants re-
sponded to the interventions and initial gains were main-
tained through the second year of the study. In this study, the 
importance of progress monitoring was revealed. For exam-
ple, pre-test scores were similar for all children. Thus, re-
sponders and non-responders looked alike during initial as-
sessment. Initial assessment is not enough to determine 
which children would benefit more than others. More impor-
tantly, after implementation of rigorous intervention, the 
percent of ELL non-responders was about 8%. This value is 
in line with findings among monolingual English students. 
Although these findings are optimistic, more studies are 
needed to establish similarities and differences on levels of 
RTI among ELLs. It should also be noted that children who 
were instructed in Spanish responded immediately, and the 
gains were greater than for children who were instructed in 

English. This finding lends support to a well-established 
concept, at least for Spanish-speaking children, that learning 
to read in one’s native language leads to greater reading suc-
cess. When children are instructed in English because of the 
need to develop cognitive academic language proficiency 
(CALP), the length of time to respond may be longer 
(Ramirez & Shapiro, 2006). 

Growth rates (slopes) for ELLs differ from those of Eng-
lish monolingual children and may be related to curricu-
lum, methods, and language of instruction.

Relevant to the successful implementation of RTI 
with diverse learners is the need to establish 
a normative framework for expected levels of 
performance. Research shows that for typical 
students, growth rate is faster during early 
reading acquisition and gradually slows once 
beginning proficiency has been achieved. For 

example, typical first graders show an increase of about two 
words per minute per week, whereas fifth graders are ex-
pected to grow at a much slower rate (Deno et al., 2000). 
Studies which have examined the growth patterns of ELLs 

are limited. An initial attempt investigating the expected oral 
reading fluency of ELLs was presented by Dominguez de 
Ramirez and Shapiro (2006). In their study, Curriculum 
Based Measurement (CBM) in reading was used to docu-
ment the progress of ELL children in regular education and 
in bilingual education. Results of the study found CBM to be 
a sensitive measure to document reading performance. More 
importantly, however, this study revealed that the progress of 
Spanish speaking ELLs did not approach the growth ob-
tained by general education students. Growth patterns 
(slopes) were significantly lower for ELL children in the 
bilingual education program. Although patterns observed 
may be considered low for the general education students, 
they may be typical of Spanish-speaking ELLs. Rates of 
growth showed substantial improvement by fifth grade, al-
most equal to the students in general education program 
(Dominguez de Ramirez & Shapiro). Two possible explana-
tions can be offered. First, this finding is consistent with the 
established time frame for the development of CALP, which 
indicates that it takes about 5-7 years for ELLs to develop 
this level of English proficiency. Second, “instruction” was 
not a manipulated variable in this study. It is unclear if the 
lower growth rate is typical of ELLs or if these findings are 
related to the program or the curriculum in which the stu-
dents were instructed. Other studies have shown much higher 
levels of performance when ELLs were provided with in-
struction that included direct instruction methods, either as 
part of the core curriculum or as Tier 2 small group supple-
mental intervention (Kamp et al., 2007; Vaughn, Mathes, 
Linan-Thompson, Cirino, Carlson, Pollard-Durodola, 
Cardenas- Hagan & Francis, 2006). ELLs participating in 
intervention gained more than two words per minute per 
week. Children instructed in their native language showed 
even greater improvements. They showed immediate results 
and strong and continuous response was maintained. It is 
possible that growth rate is relative to curriculum and to the 
language of instruction. In the absence of tiered instruction, 
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it appears that the existing research supports a time frame of 
about five years (Cummins, 2000). 

Summary 

The best way to reduce the disproportionate repre-
sentation of ethnic minority students is to improve the core 
elements of instruction (Hagaar, 2007). RTI begins with high 
quality instruction in the general education setting. This 
practice is important for all children, but more so for children 
whose native language is not the language of instruction. 
Research has established that the best method of instruction 
for all monolingual children is a comprehensive approach 
that presents instruction that is explicit, systematic and incor-
porates the critical elements needed for successful reading. 
The same appears to be true for ELL children. The field has 
yet to provide answers to all questions regarding ELLs. How 
long will children need to receive intervention in order for 
decisions regarding placements can be made? What is the 
role of second language acquisition in RTI? The limited re-
search thus far points to slower growth rate in regular (or 
ESL) Tier 1 instruction, but this is significantly improved 
with Tier II supplemental direct instruction. Continuous pro-
gress monitoring and intervention are needed because initial 
assessment fails to discriminate between responders and non-
responders. Measures of early literacy such as DIBELS and 
CBM should be used because they are sensitive to change 
over time.

The application of RTI with ELLs presents unique 
challenges. By whom and how is RTI to be implemented? 
Currently, boundaries exist regarding the education of chil-
dren with limited English proficiency. For example, current 
Pennsylvania standards indicate that children are required to 
receive a minimum of two hours of ESL instruction depend-
ing on the level of English proficiency. It further states that 
ESL replaces language arts instruction. If ESL carries the 
burden of reading instruction as well, then school-based 
practitioners need to ensure that the education of ELLs paral-
lels proven methods, which are currently being adopted for 
monolingual English speaking children. In their absence, 
school psychologists would not be prepared to make classifi-
cation decisions with ELLs any more than they would with 
English-speaking children. Efforts are needed between regu-
lar education and ESL programs regarding how to best coor-
dinate the delivery of evidence-based methods for ELLs. 
Accountability of ESL instruction is not consistent across all 

school districts in Pennsylvania. School psychologists need 
to evaluate the educational opportunities of ELLs. This in-
cludes evidence-based instruction, the use of data, and suffi-
cient time to develop English language proficiency. ELLs, 
like monolingual English speakers, should not be placed in 
special education unless data show that they have failed to 
respond to high quality instruction. 
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Stand-Out Stats!

Wisconsin has the second-lowest num-
ber of high school students carrying guns 

to school. (Center for Disease Control, 
"Youth Risk Behavior," 2005.)

In Wisconsin, 99.5% of the teachers 
meet the standards for being "highly 

qualified" under the revised Elementary 
and Secondary Education Act. (2004-05 

DPI state performance report) 

For 18 consecutive years, Wisconsin 
high school students have scored 1st or 
2nd on the exam. (ACT, Inc. "National 

and State Scores," 2007.)
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A Dialogue Concerning Two Sciences
By Robert DePaolo

(Reprinted from New Hampshire’s newsletter, NHASP Protocol, Fall 2008, Vol. 26, issue 1)

Okay, I admit it. The title is a rip off from a book by 
Galileo that was considered heretical and led to his imprison-
ment by the Catholic Church. I hope this article doesn’t en-
tail similar consequences, although it does challenge certain 
assumptions within the psychological community and I’m 
sure some will wince during the reading.

Let me begin by saying the field of psychology has 
become more empirical in recent times. Let me add that there 
remains a slight problem with how psychologists address 
certain behavioral phenomena. Without belaboring the point, 
some of the concepts on which psychologists rely contradict 
principles that govern other fields of study, for instance 
physics and biology.

For example, we continue to adhere to the notion 
that behavior is a function of its consequences. This suggests 
a retroactive scenario that violates the principle of cause and 
effect--no physicist would ever suggest the formation of gal-
axies caused the Big Bang, and no physician would ever 
presume that the act of sneezing is what causes the common 
cold.

As awkward as that may be, there is an even more 
interesting psychological principle that contradicts the func-
tions of the physical world. It is the idea of positive rein-
forcement. While most psychologists swear by the maxim 
that positives are the best motivators, nature sees things dif-
ferently. All other systems in nature--including the one that 
governs the human body (homeostasis)--operate by negative 
feedback loops. The behavior and adaptations of such sys-
tems are driven by two processes. First, the detection of an 
error, such as the presence of a foreign body in the blood 
stream or the heating up of the body beyond its usual 98.6 
degree standard. The second step involves error correction 
(also known as stability-restoration or cybnernetics), which 
in these cases would involve activation of immune system 
and various cooling mechanisms such as sweating and in-
creased thirst.

In the final analysis, the question asked by Freud in 
his masterwork, Civilization and its Discontents, needs to be 
asked again…Are humans a part of nature, and if so, why 
wouldn’t we operate in the same way that other biological 
and physical systems do?

Given the empirical drift within the field of psy-
chology over the past few decades, which is probably both 
good and bad (i.e. eye blink studies are endlessly fascinating 
and replicable in the laboratory but I can’t think of a single 
new, interesting theory or clinical approach deriving from 
the data-driven zeitgeist), it might be time to take it all the 
way--that is, to finally drop the transcendent stuff and view 
ourselves in a natural context. If we’re going to be 
‘scientific’, well then, let’s start with the premise that our 
behavior conforms to known bio-physical laws.

On the other hand this would entail change, and the 
question might be asked as to whether revisions in thinking 
might undermine many of the principles we’ve lived by our 
entire professional lives? The good news is that the change 
wouldn’t be profound.. Perhaps it would only involve some 

tweaking--especially with regard to the pervasive ‘positives’ 
notion. For example, a re-statement of that principle in more 
bio-physical terms would be that positives do not teach or 
motivate unless they offer some sort of correction or error 
reduction function with respect to the recipient’s psyche. In 
other words, for positives to work, there must be either some 
state of deprivation (e.g. person has not been praised in a 
while and craves attention), need for relief (e.g. person fears 
being criticized or harassed), or need to reduce uncertainty
(e.g. person has no sense of how skilled or unskilled, likeable 
or unlikable he or she really is and seeks closure). Under 
those conditions, positive reinforcement can be said to both 
work and obey the laws of nature.

The ultimate question in that regard would of 
course revolve around technique. Issuing constant praise 
would have to be considered inappropriate, because there 
would be no uncertainty, no duress, no perception of an error 
in need of correcting—that is, the kid who always does a 
“good job” has no errors to correct. Unfortunately nature 
seems to have arranged it so that some degree of irritation 
must precede adaptation, learning, and growth (Jung said it 
far more eloquently). In any event, reinforcement parsimony
would be the new methodology. That implies that the kids 
have to sweat a little bit before making gains--socially, emo-
tionally, or academically.

Another issue has to do with behavioral criteria. 
Reinforcing easy behaviors would, despite its ubiquity in 
shaping procedures, preclude the build-up of uncertainty, 
duress etc. and, in effect, offer little in the way of true error 
correction. This implies that the mantra “… make sure the 
student experiences success…” might not serve that student 
well. In effect teaching and/or treatment would obey the 
same principles of homeostasis-- specifically that there must 
be enough irritation to foster a corrective action, but that the
error must be correctable. If either the immune system or the 
learner’s motivation and skills become overwhelmed, the 
outcome is usually not a good one. And so there is a learning 
threshold implicit in nature‘s scheme of things:  there must 
be enough conflict to prompt learning, but not enough to 
make it impossible. It’s a far cry from the humanism many 
of us have been practicing in recent times. I am going to re-
fer to this, rather arrogantly, as the teaching equation.

Taken to its logical endpoint, this would lead to a 
tougher mentality among teachers, parents, and coaches. It 
would lead to the rather frightening idea (at least in this day 
and age) that creating some degree of irritation and anxiety 
which is then ‘correctable’ through behaviors that in turn 
lead to positive reinforcement would comprise the new 
methodology. I suppose this might seem a bit cruel to some, 
or at least anachronistically non-supportive.  It might even be 
hard for us (including this writer--who throws out positives 
every time a student scratches his nose without drawing 
blood) to accept. Then again there is always the possibility 
that human beings do operate outside the bounds of nature. I 
don’t think we do, but to avoid accusations of heresy I will, 
like Galileo, hold out that possibility.18
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The PAL-II
By Ruth Crowell, MA, NCSP, ABSNP

(Reprinted from the Maine Association of School Psychology newsletter MASP Matters, Vol. 19 No. 3 First paragraph edited for Wisconsin readers).
Editor’s note: WSPA does not endorse any particular assessment tool.  This is presented for informational purposes only.

I believe I speak for many when I 
say that the most confusing, complicating 
and confounding aspect of the new IDEA 
regulations is the new Specific Learning Dis-
ability criteria. Which processing disorders 
have "peer reviewed scientific research docu-
mentation supporting a correlation between 
the specific processing problems and the 
academic deficit?"  Now enter RTI.  What component aca-
demic skills does the research say need to be assessed at each 
grade level?  Where do I locate research-based interventions 
for reading, writing and math? In order to answer these ques-
tions and perform our jobs effectively, how many different 
books and articles do we each need to read?  How many 
training workshops do we need to attend?  How many differ-
ent testing instruments do we need to master?

If I were to dream up a solution to these questions, 
here’s what I’d conjure up... Out of the clouds would de-
scend the golden assessment tool.  It would be based on 
solid, unquestionable research – preferably from one of the 
‘decade of the brain’ university sites that initially identified 
the scientific basis for the acquisition of basic academic 
skills.  My mythical test would include research-based 
achievement measures for each of the specific components 
of reading, writing and math listed in the new SLD criteria.  
My Holy Grail test would spell out for me which psychologi-
cal processes research has correlated with each academic 
area and provide subtests targeting each of these areas.  
While I’m in the process of dreaming up the utopian test, I 
might as well have it also include specific instructions for 
applying it to Tier I, II and III RTI assessments.  Since I’m 
wishing on a shooting star, I might as well go so far as to 
include research-based interventions, even specific lesson 
plans, for remediating the identified deficits. Why not? 

While some may consider me an overenthusiastic 
supporter of the Psychological Corporation’s updated ver-
sion of the Process Assessment of the Learner (PAL-II), I do 
believe that it fulfills my wish list.  While I know this was 
not the intent, the PAL-II really does appear tailor made to 
address Maine’s new special education regulations.  The 
author, Virginia Berninger, PhD, coordinated the pioneering 
educational research on learning disabilities at the University 
of Washington back in the 80’s and 90’s.  Her research not 
only identified the neuropsychological foundations of aca-
demic achievement, it also identified effective educational 
interventions (Brain Literacy for Educators and Psycholo-
gists– 2001).  Dr. Berninger’s first attempt to provide access 

to her research-based assessments and inter-
ventions through publication of the initial 
PAL was, from my perspective, noble, but 
not entirely satisfactory.  The test materials 
and instructions for administration and scor-
ing were definitely still rough and the results 
were presented as grade level decile scores.  
The second edition of the PAL, which be-

came available this past Christmas, is vastly improved.  The 
materials are more user friendly, the manual is more detailed, 
and the results are presented as standard scores.

The PAL-II starts by providing academic assess-
ments that are brief and target the specific aspects of reading, 
writing and math that research has shown to be most crucial 
in developing academic competence.  (In my district, the 
academic evaluator administers the achievement subtests).  
Then the PAL-II provides assessments for the specific psy-
chological processes research has correlated with each aca-
demic skill.  (This portion of the PAL-II is administered by 
the school psych service provider).  As an example; the read-
ing processing assessment includes measures for phonologi-
cal, orthographic and morphological/syntactic processing, 
rapid automatic naming and rapid automatic switching, as 
well as oral motor planning and verbal working memory.  
The record form also provides space for recording results 
from tests that measure other processes essential to reading, 
but are not included in the PAL-II, such as the WISC-IV and 
CELF-IV. 

Dr. Berninger’s method of branching diagnosis 
clearly leads the evaluator from referral question - to 
achievement measures - to processing subtests - then to diag-
nosis.  The manual (provided on a CD) presents the research-
based theory and practical steps for completing the assess-
ment and making an accurate diagnosis for each subtype of 
dyslexia, dysgraphia and dyscalculia.  From my humble per-
spective, these facets alone would make purchasing and 
learning the PAL-II well worth the investment. 

The PAL-II manual includes a wealth of highly 
specific research-based guidance. It spells out how to per-
form Tier I, II and III assessments using subtests included in 
the test battery as well as other materials.  The manual also 
provides intervention guidelines for each tier, including spe-
cific lesson plans.  For those professionals who are seeking 
in-depth understanding of the neuropsychology of specific 
cognitive processes, the manual includes details such as the 
neuropsychological underpinnings of the different aspects of 
working memory correlated with each academic skill.  Hav-

19



ing been in possession of the PAL-II for the better part of a 
year, I must admit that I have barely scraped the surface of 
the manual. 

While the PAL-II does meet most of my fantasy 
criteria, it does have some limitations.  Some of the subtests 
are awkward to administer and time consuming to score.  
(Computerized scoring is still on my wish list.)  The PAL-II 
is scored by grade level, not by age level. Norms cover a 
whole year (except for kindergarten), as opposed to being 
broken down into 4 or 6 month segments.  The PAL-II tops 
out at 6th grade, which is unfortunate, as subtests like the 
expository note taking and report writing would be very 

beneficial in assessing the writing skills of secondary stu-
dents.  The PAL-II can be purchased as two separate instru-
ments, one for reading and writing, the other for math, or as 
one package deal.  Published by the Psychological Corpora-
tion, it’s not inexpensive. 

For me, the greatest benefit of the PAL-II is that, 
after completing an evaluation, I feel very confident in deter-
mining whether or not there is a processing disorder corre-
lated with the identified academic deficit.  I also feel confi-
dent in identifying related processing strengths and making 
specific instructional recommendations for effective reme-
diation.  

Working with Kids whose Parents are Deployed
By Tamara Waters-Wheeler, LSW, Ed.S.

(reprinted from North Dakota Association of School Psychologists' newsletter, 
Winter/Spring 2005-2006 issue)

Schools and communities in North Dakota are being 
impacted by the war in Iraq and deployment of North Dakota 
soldiers.  The effects are more significant for some individu-
als because of their emotional closeness to soldiers being 
sent abroad.  Without a doubt, you will be called to work 
with one of the children of these soldiers, either directly or 
indirectly.  Below are some tips to help you along:

1. Acknowledge the children’s feelings---don’t try to mini-
mize or tell them that everything will be all right be-
cause we don’t know that.

2. Organize parents in the school, for example the PTO, 
and have them provide a dinner for the family once a 
week/month.

3. Find students who are called to do community service 
for a club/religious group involvement.  Ask them to 
baby-sit for the family to give the parent who is “single 
parenting” a break for a few hours.

4. Monitor television and discussion in the classroom.  
Stick to the facts.

5. The child may need a 504 for temporary accommoda-
tions to deal with situational emotional issues.

6. Contact parents frequently to let them know you are 
doing your best to help them keep things stable at school 
and home.

7. If a child is highly anxious regarding the possibility of 
terrorism or loss of a loved one, meet with the family to 
develop a plan.

8. Encourage the child to talk to you, the school counselor 
or another caring adult.

9. Encourage the classroom teacher to incorporate the de-
ployed soldier into class activities.  For example, for 
language arts, the kids could write the soldier and his 
troop a letter.  For a community service project, they 
could collect items for a care package.

10. Children with a deployed soldier may need some extra 
one on one time.  See up a temporary mentor though the 
high school, Big Brothers and Sisters, or even social 
services if necessary.

11. Hook the at-home parent up with other people with de-
ployed soldiers or even with other people who might be 
able to help with transportation to school or activities.

12. Encourage the parent who is home to attend the family 
support groups/activities offered by the military.  If you 
have several families at your school with a deployed 
soldier, you may want to set up your own support group.

13. Organize a school lyceum honoring deployed soldiers.

These are just a few 
ways to help the families in your 
school adjust.  Remember, above 
all, that they are going through 
significant emotional changes 
during this period.  Continue 
communication with the parent 
who is stateside and let them 
know if their child is experienc-
ing difficulties.
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The Top Ten Ethical Guidelines for Educators and Psychologists
Dennis N. Zimmerman

(reprinted from Pennsylvania’s Insight, vol 29, no. 1, fall 2008)

The first three ethical guidelines are personal char-
acteristics, which many times have to be cultivated, then 
deliberately and mindfully practiced every day.

1.  Empathy as defined in the dictionary is the “intellectual 
identification with or vicarious experiencing of the feelings, 
thoughts, or attitudes of another person” (Stein, 1984, p. 
433).  In order to establish an ethical practice in schools, it is 
essential for any educator in any profession to have empathy 
towards others.  
2.  Compassion as defined in the dictionary is “a feeling of 
deep sympathy and sorrow for another’s suffering or misfor-
tune, accompanied by a desire to alleviate the pain or remove 
its cause” (Stein, p. 274).  When an educator or psychologist 
has empathy for the children they serve, it is the compassion 
that immediately follows which motivates and drives their 
actions to improve the lives of children.  Compassion is es-
sential for any educator.  In order to have compassion for all 
children, educators must increase their capacity for compas-
sion by cultivating it, then mindfully practicing it daily. 
3.  Self-Reflection or Introspection as defined in the dic-
tionary is “the observation or examination of one’s own 
mental and emotional state, mental processes, etc.” (Stein, p. 
701).   Self-reflection is essential to a child-centered, ethical 
practice.

The following are three of the seven guidelines for establish-
ing an ethical school psychology practice as suggested by 
Susan Jacob (2008).  

4.  Lifelong Learning is essential for educators to maintain 
their competency and expertise in professional ethics, and 
staying current regarding developments in assessment and 
instructional practices.  The undergraduate degree and cer-
tificate to practice in schools is only the first step; it gets you 
in the door.  Keeping up to date requires educators to use the 
educational tools they first learned for the rest of their lives. 
5.  Be a Child Advocate and promote the best interests of 
children.  Strive for excellence in ethical practices and com-
mit to high standards of service delivery to all children.  His-
torically, our culture has legally considered children 
“property,” and little has changed today, so children need to 
have professionals advocating for their individual rights and 
needs.
6.  Be Proactive in delivering ethical and legal components 
of services and use problem-solving and decision-making 
models to choose the best course of action.

The following are four broad ethical principals pro-
posed by Susan Jacob and Timothy S. Hartshorne 
(2007).

7.  Respect for the Dignity of All Persons includes 
the respect for their right to self-determination and 

autonomy, privacy and confidentiality, and fairness and non-
discrimination.  Honoring the dignity of others includes re-
specting their beliefs.  Understanding and accepting, but not 
necessarily agreeing with, someone's belief/spiritual struc-
ture can help us, and those we serve in many ways.  Seek to 
understand so that you may in turn be understood.
8.  Responsible Caring or beneficence means that educators 
are involved in actions that benefit others, especially chil-
dren, and do no harm.  To do this, educators and psycholo-
gists must practice “…within the boundaries of their compe-
tence, use the science of psychology to help student/clients 
and others make informed choices, and accept responsibility 
for their actions” (Jacob and Hartshorne, 2007, p. 14).  Our 
most vulnerable children depend on the skills and compe-
tence of all educators in schools to help them achieve their 
potential and learn the academic skills necessary to their 
success in our society.  Responsible caring is only demon-
strated when educators are informed by scientific, compre-
hensive, and research-based information and data to remain 
competent and skillful when delivering needed educational 
services. 
9.  Integrity in Professional Relationships is essential for 
educators and psychologists to establish trust with colleagues 
and clients.  This requires fidelity, which is the “continuing 
faithfulness to the truth and to one’s professional du-
ties” (Jacob and Hartshorne, 2007, p. 16), nonmaleficence 
(do no harmful or evil deeds), and beneficence or responsible 
caring as explained previously.  Educators and psychologists 
“are obligated to be open and honest in their interactions 
with others and adhere to their professional promises” (Jacob 
and Hartshorne, p. 16). 
10.  Responsibility to Community and Society– Educators 
and psychologists are responsible to the communities where 
they work and live, and are obligated to not only promote the 
welfare of their clients but also the environments where they 
live. 
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ISPA News

Congratulations to the following Interna-
tional School Psychology Association raffle win-
ners from the fall WSPA convention in LaCrosse:

1. Dr. Jim Larson, Program Coordinator, UW-
Whitewater, winner of Miffy plush doll and 
DVD from the Netherlands 

2. Luke Pinion, Practicum Student, UW-
Whitewater, winner of ISPA t-shirt 

3. Liz Stegemann, Practicum Student, UW-
Whitewater, winner of one year ISPA student 
membership

Thank you to all donors. We raised 
enough money to sponsor a student membership 
to ISPA again next year. Sign-up for the next stu-
dent membership drawing will occur at the Fall 
2009 WSPA convention. 

If you are interested in international 
school psychology, please check out the ISPA 
website: www.ispaweb.org
 or contact:

Dr. Tracey Scherr, ISPA Delegate
scherrt@uww.edu

With graduation on the horizon, is testing necessary?
Scott Moline, Ed.S., NCSP

Professional Practice and Standards Chairperson

How much testing is really necessary if the student 
is going to graduate anyway?  This is a good question and 
one that seems to keep coming up with relative frequency.  

On one hand the 2002 OSEP letter to Moore points 
out that “an evaluation conducted by a high school under the 
IDEA is not intended to determine whether a child is eligible 
for academic adjustments in college under either Section 504 
of the Rehabilitation Act or Title II of the Americans with 
Disabilities Act.  Evaluations and reevaluations under the 
IDEA are conducted to determine whether a child is eligible 
for services under Part B of the IDEA. 34 C.F.R. §300.500
(b)(2).”  In other words, we have no legal obligation to per-
form any additional or more comprehensive evaluations than 
we would otherwise complete for any student.  We do not 
legally need to consider the needs of a post-secondary 
evaluation when we are determining which tests (if any) are 
necessary for a student’s reevaluation.  

On the other hand, we are professionally and ethi-
cally obligated to act as advocates for the students with 
which we work.  We know that many students cannot afford 
the otherwise expensive testing required of some post-
secondary institutions, and we feel ethically obligated to help 
the students receive the disability services they need after 
high school.  So do we choose to “help the student out” and 
do some extra testing?  If we do, do we simply perform com-
prehensive test batteries for all students?  If we choose only 
select students, how do we choose which students?  Where 
do we draw the line?

In this article I propose that a little pre-planning and 
research can help prevent this problem from occurring.  This 
dilemma can be alleviated to the satisfaction of all involved 
by prior transition planning.  In short, my recommendation is 
to use the transition plan from each student’s IEP.  Specifi-
cally, prior to the student’s last reevaluation, we need to 1.)  
following the student’s transition plan, identify which post-
secondary institution(s) a child may consider attending.  2.) 
determine the requirements necessary for that institution to 

accept the student as having a disability, and 3.)  guide the 
student’s IEP team in determining if the requirements to that 
institution are reasonable to complete during the upcoming 
reevaluation.  

Below is a summary of what many state post-
secondary institutions require to document that a student has 
a disability.  Hopefully this summary will aid you in deter-
mining the disability requirements of many state post-
secondary institutions.  As there is considerable variability 
between institutions (even among the UW and Technical 
College systems), I suggest that you also learn the specific 
requirements of the local post-secondary institutions that 
your students are most likely to attend.

Division of Vocational Rehabilitation (DVR)
To be eligible for DVR, an individual needs to have 

a physical and/or mental disability, the disability must make 
it difficult for the person to obtain, retain, and/or advance in 
employment, and the individual must require DVR assis-
tance to achieve an appropriate employment goal.  A person 
is presumed eligible for DVR services if they are receiving 
Social Security Disability Income (SSDI) or Social Security 
Income (SSI) and want to work.  DVR no longer mandates 
how recent previous testing must be.  DVR considers seven 
different areas of functioning.  These are; mobility, commu-
nication, self-care, self-direction, interpersonal skills, work 
tolerance, and work skills.  Essentially DVR will consider 
current level of functioning statements to describe each of 
these areas and it does not require current test scores in any 
of these areas.  Further information regarding DVR require-
ments are well stated in their “Transition Action Guide, for 
Post-School  Planning” at  http://dwd.wisconsin.gov/dvr/
pdf_files/tag.pdf.

General Education Degree  (GED)
The GED Testing Service Policies and Procedures 
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Manual (2008) states that, “official GED testing centers shall 
provide appropriate accommodations for GED candidates 
with documented disabilities in accordance with the Ameri-
cans with Disabilities Act (ADA).”  In other words, they 
have simply adopted ADA’s disability eligibility criteria (an 
impairment that substantially limits an individual’s ability to 
perform a major life activity, such as reading, seeing, learn-
ing, or physical movement).  Request for documentation of 
disability must establish the existence of a disability as de-
fined under ADA, describe how the GED candidate’s func-
tional limitations affect his or her ability to take the GED 
tests, and demonstrate the need for the requested accommo-
dations.

ACT
The disability requirements for the ACT are listed 

at http://www.act.org/aap/disab/policy.html#curr on the web.  
It states that “Students applying for accommodations on the 
ACT who have current reconfirmation of a diagnosis origi-
nally made early in the student's educational life and a his-
tory of accommodation on the basis of that diagnosis nor-
mally need not submit full documentation. Instead, ACT 
usually accepts the school's verification of appropriate docu-
mentation on file at the school. However, ACT reserves the 
right to request copies of documentation from the school to 
verify compliance. In cases where the initial diagnosis was 
made or the school accommodations plan was first effective 
less than 3 years prior to the request for accommodations, 
full documentation must be submitted with the request.”  It 
also notes that, “In cases where the initial diagnosis was 
made or the school accommodations plan was first effective 
less than 3 years prior to the request for accommodations, 
full documentation must be submitted with the request.”

The University of Wisconsin – Madison (UW)
The specific information required by the UW is 

available at http://www.mcburney.wisc.edu/information/
documentation/disdocpolicies.php on the web.  In summary, 
it states that, “The University of Wisconsin endorses the 
"National Joint Council on Learning Disabilities" (NJCLD, 
1998, pg.1) definition of a learning disability and recognizes 
an aptitude-achievement discrepancy as the most widely held 
model for diagnosing a learning disability. It also recognizes 
alternative diagnostic models including discrepancies within 
specific achievement areas, an intra-cognitive pattern of dis-
crepancy, and information processing discrepancies. In gen-
eral, a discrepancy of 1.5 standard deviations or more is 
needed to establish a pattern that reflects disability rather 
than strengths and weaknesses associated with a typical 
learning profile. Identifying a discrepancy alone, however, is 
not sufficient to warrant the diagnosis of a learning disabil-
ity. Documentation must provide evidence that clearly links 
the specific deficit areas to the functional limitations experi-
enced by the individual student.”

Wisconsin Technical Colleges (WTC)
The WTC requirements are well documented at 

http://www.specialpopulations.org/Vol27-1_TOC/Vol27-
1_Heffron.pdf.  Specific criteria for each disability area are 
listed.  In general, each disability area (including learning 
disabilities), follow DSM-IV criteria.  This document notes 
that “there is significant variation in postsecondary require-
ments for the documentation of learning disabilities. Some 
institutions will require recent intellectual testing with an 
adult-normed standardized test. Others will accept historical 
information if intellectual ability was well-documented dur-
ing the K-12 years. In all cases, information regarding aca-
demic achievement and information processing skills needs 
to be current in order to establish appropriate academic ac-
commodations at the postsecondary level.”  Tom Heffron, 
WTC Education Director-Disability Services, stated to me 
that often an abbreviated IQ test and an abbreviated battery 
of academic tests completed in the student’s junior or senior 
year of high school is sufficient testing information (personal 
communication).  It should be noted that specific board ex-
ams (e.g. the nursing board exam) are the most stringent 
about testing documentation and require more recent and 
thorough documentation than the technical colleges them-
selves do. 
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