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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@sgsd.k12.wi.us.  Topics or features we would like to 
promote in the upcoming newsletters include (and are not lim-
ited to) trainers' column, medical column, book/software re-
views, student column (results of thesis, highlighted accomplish-
ment), "post-retirement" articles, and "kudos" articles.  If you 
have any ideas for these topics, or an idea for another topic, 
please contact me at your earliest convenience.
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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

In this, my final President’s Message, I 
would like to share with you some parting 
thoughts regarding the challenges that currently 
face the profession of school psychology.  I will 
try to make this short, as I realize how busy every-
one is at this time of year, and by keeping it short I 
increase the likelihood that you will actually read 
the entire article.  However, I do think that there 
are some significant challenges facing us as school 
psychologists and feel that it is crucial that you are 
aware of them.  

First, the revisions to the Model Licensure Act pro-
posed by APA in March 2009 have very serious implications 
for school psychologists.  The proposed changes prohibit all 
specialist level and some doctoral level school psychologists 
from using the title of “school psychologist.”  In addition, if 
enacted, the Model Licensure Act would restrict the practice 
of school psychology for all specialist-level psychologists.  
During the last comment period in 2007, 10,000 individuals 
and 19 state and mental health and education organizations 
wrote to APA in support of reinstating the school psychology 
exemption.  WSPA and NASP are again asking you, your 
colleagues, and consumers of school psychological services 
to contact APA and urge them to reinstate the exemption for 
school psychologists.  For further information and to access 
talking points for your personalized message go to http://
www.nasponline.org/standards/apamla.aspx.

Secondly, school psychologists across the country 
are feeling the impact of economic hard times.  In Wiscon-
sin, Boards of Education are faced with making difficult de-
cisions regarding staffing and programs.  Although I am un-
aware of a significant number of school psychologist posi-
tions being cut, I am aware of districts that are not replacing 
positions being lost to retirement or resignation.  Addition-
ally, there is evidence that school districts are cutting and/or 
not replacing other pupil services positions, including school 
counselors and school social workers.  These cuts put an 
additional burden on the remaining school psychologists, as 
duties are spread more thinly, resulting in a reduction or 
elimination of services to students and their families.  This 
threat to our positions and to the services we provide is real.  
There has never been a more important time for you to work 
actively to preserve and promote your services, advocating 
for your role as a school psychologist in your school district.  
NASP has made available to NASP members some excellent 
resources, including a roadmap on preserving psychological 
resources.  WSPA is currently exploring ways to support 
individuals who are in jeopardy of losing their jobs.  Look 
for more information on the WSPA website. 

Lastly, school psychologists in Wisconsin have 
been faced with the challenge of promoting their roles in 
school or district initiatives while preserving their collabora-
tive relationships with other education professionals.  This is 
particularly true as schools implement RtI and PBIS.  Over 
the past several years, school psychologists have become 
well trained in the RtI approach and have taken a lead in 
implementation of RtI in their districts, promoting high qual-

ity classroom instruction, implementing appropriate 
interventions and progress monitoring tools, and 
engaging in collaborative problem solving.  Unfortu-
nately, some school psychologists have faced resis-
tance to their involvement in RtI, particularly from 
those within the reading community.  During the 
past year, I received numerous calls from frustrated 
and confused school psychologists who were being 
told that what they had learned about RtI was not 
accurate or effective.  Some were told that their ex-
pertise was not needed, nor were they included in 

the planning or implementation of RtI, despite all of their 
training.  Relationships within schools were strained and 
districts were not able to move forward.  In order to help 
bridge this gap and to promote collaboration among profes-
sions, the leadership of WSPA and WSRA, the Wisconsin 
State Reading Association, met a number of times to explore 
ways that our professions could work together.  Norm An-
drews, WSRA President, and I have met a number of times 
to discuss how to support our membership while promoting 
our roles in RtI.  We had the opportunity to present an update 
on our efforts at the RtI Summit and to encourage the profes-
sionals at the district level to work together to find ways to 
meet the needs of children while respecting each other’s dif-
ferent philosophies and backgrounds.  Although we seem to 
have made some progress in reducing the amount of animos-
ity between the two organizations, there is still a long way to 
go toward experiencing true collaboration at the district or 
school level.  WSPA is committed to finding ways to support 
school psychologists in the field as they participate in RtI 
programs while continuing to dialogue with WSRA.  

The promotion of Positive Behavioral Interventions 
and Supports by DPI, an evidence-based approach to ad-
dressing the behavioral and mental health needs of all stu-
dents, is an opportunity for school psychologists to promote 
themselves as mental health leaders within their school dis-
tricts.  With their training in mental health and positive be-
havioral supports, school psychologists are poised to serve as 
leaders as districts plan and implement these kinds of pro-
grams.  

Having to confront and respond to just one of these 
challenges would be enough for any individual or organiza-
tion.  Having to address and respond to all of these at the 
same time requires a true commitment to doing what is best 
for children.  School psychologists have responded to these 
kinds of challenges before, and, with the support of WSPA, 
hopefully, they will continue to do so for a long time.  
WSPA is committed to making sure that school psycholo-
gists have the resources necessary to continue to meet the 
needs of all children.

I have been proud to call myself a school psycholo-
gist for the past fourteen years.  During that time I served on 
the WSPA board for nine years and have had the honor of 
serving as WSPA President for two terms.  My involvement 
in WSPA has been an incredibly rewarding experience and 
has contributed to me both professionally and personally.  
Professionally, I have had the opportunity to work on issues 



Upcoming Events

4

WSPA 2009 (Oct. 28-30, 2009)
COME TOGETHER, RIGHT NOW, OVER RTI

Hosted by: SOUTHWEST WSPA

Themes/Topics/Areas of Interest:
Assessment for RTI
• Intelligence
• Achievement
• Behavioral
• Autism
Interventions for RTI
• Achievement
• Behavior/PBIS

Other topics will be considered as space allows.
Presenters: Please submit a summary of the presentation 
identifying the objectives, the specific skills to be taught and 
the expected learning outcomes (max of 3 pages).
Due:   June 1, 2009
Submit presentations to:

Linda Servais
School Psychologist
243 Oconomowoc Parkway
Oconomowoc, WI  53066
262-352-9481; email: ljserv106@att.net

Plan now to attend the WSPA Fall Convention, October 28-
30, 2009 at the Wilderness Resort in the fun filled Wiscon-
sin Dells, Wisconsin.

Call for Presentations

that impact the lives of children and the profession of school 
psychology.  Personally, meeting and talking to other school 
psychologists from around the state keeps me energized and 
excited about the profession of school psychology.  Although 
I recently accepted a position as a Director of Pupil Services 

and Special Education, I truly believe that I will always con-
sider myself, first and foremost, a school psychologist and 
know that I will always be able to rely on the training and 
experiences that I have had as a school psychologist to keep 
me focused on doing what is right for kids.     

Wisconsin School Psychologists 
Association Presents 

Working with Depressed 
and Anxious Teens: 

Evidence-Based Approaches 
By 

Mark Reinecke, Ph.D. 
Department of Psychiatry and Behavioral Sciences 

Northwestern Memorial Hospital 

This 2-day workshop presents depression and anxi-
ety during childhood and adolescence as an important clini-
cal concern because it places youth at risk for a range of 
academic, social, and emotional difficulties, including sui-
cide. Research indicates that cognitive, social, biological, 
and environmental factors interact in placing youth at risk, 
and that cognitive–behavioral approaches can be useful for 
preventing and treating depression. This presentation re-
views research on vulnerability for depression and on how 
cognitive–behavioral principles can be used to guide treat-
ment. Specific assessment and treatment strategies are dis-
cussed. The workshop’s focus is practical, reviewing empiri-
cally supported strategies for effectively assisting youths 
with major depression and anxiety. 

June 23-24, 2009 
Wilderness Resort & Convention Center, 

Wisconsin Dells, WI 
http://www.wildernessresort.com/ 

Graduate Credit Available through the 
University of Wisconsin-La Crosse 

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

The Wisconsin School Psychologists Association is 
approved by the American Psychological Association to 
offer continuing education for psychologists. The Wisconsin 
School Psychologists Association maintains responsibility 
for the program. 



Trainers’ Corner
Student Researchers and Future School Psychologists

Christine Neddenriep, UW-Whitewater, Professional Preparation and Training Representative

At the spring convention, students were highly visi-
ble participating in various aspects of the convention. Fifteen 
students representing four training programs presented their 
research. A wide variety of topics were presented ranging 
from academic and behavioral interventions to professional 
issues such as burnout. The poster session was juried and 
several WSPA members graciously provided feedback to the 
students regarding their presentations. Students’ outstanding 
poster presentations were recognized. They included Ben 

Burns of UW-La Crosse for his poster titled, “Professional 
Burnout in School Psychology” and Brad Dickey of UW-
Eau Claire for his poster titled “Comparison of Two Supple-
mentary Reading Interventions: Outcomes of Students at 
Risk for Reading Failure at Eau-Claire-Longfellow Elemen-
tary School Using Direct Instruction, DIBELS, and SARF.” 
Please see pictures below.

Students also participated in a panel discussion ti-
tled, “You’re Hired!”: Tips to a Successful First Year as a 

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

The economic downturn is hitting schools hard in 
many places. Budgets are being cut at the same time that the 
need for prevention and intervention services is growing, as 
students, families, and staff suffer the effects of lost incomes, 
homes, and stability. This is an opportunity for you as a 
school psychologist to demonstrate your value as a resource 
in difficult times. NASP has compiled a set of economic 
crisis resources to help you work with administrators and 
other school staff to support students while also maintaining 
academic progress during tough economic times. These re-
sources can be found at http://www.nasponline.org/
educators/economic.aspx.

The Model Licensure Act (MLA) proposed by 
American Psychological Association in March 2009 has seri-
ous and detrimental implications for school psychologists. 
The proposed changes would prohibit all specialist level and 
some doctoral level school psychologists from using the 
long-held title of “school psychologist.” If enacted, the pro-
posed changes also would place significant limitations on the 
practice of school psychology. APA has opened a second 90-
day comment period. It is critical that school psychologists 
and other stakeholders share their views on the proposed 
changes to the Model Licensure Act no later than June 5, 
2009. If you have not yet told the MLA Task Force what you 
think about the proposed changes, please do so today. Fur-
ther information and NASP's analysis of the proposed 
changes can be found at http://www.nasponline.org/
standards/apamla.aspx. To send your comments to APA, 

begin with NASP’s “One Click” response template which 
can be found at http://www.nasponline.org/standards/
apaletters/oneclick_apa.aspx.

This year when you renew your NASP membership 
you may choose to pay in three installments. If you renew
online before June 30, 2009, you will have the opportunity to 
pay your membership dues in one payment or to divide them 
into three monthly installment payments. Learn more about 
paying your dues in three easy installments at http://
www.nasponline.org/membership/duesinstallments.aspx. 
NASP is also extending the discounted dues rate offered to 
early career practitioners. If you will be in your first two 
years of practice next fall, you may qualify for discounted 
membership dues as an Early Career member. To learn more 
about this membership category, visit the Membership FAQs
at nasponline.org. While online, check out the resources 
available on the Early Career Webpage. 
The NASP 2009 Summer Conference registration is now 
open. The NASP 2009 summer conferences take place in 
Washington, DC, July 13–15, 2009 and Albuquerque, NM, 
July 20–22, 2009. Find a full listing of conference offerings, 
including workshops, online at http://www.nasponline.org/
conventions/summerconf.aspx. Register by June 10 to take 
advantage of early bird pricing. 

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

Who Wants to be a NASP Leader?
If you want to be a NASP Leader the best way to 

achieve this is to indicate your interest in seeking nomina-
tions for a NASP elected position by July 20, 2009.  Just by 
doing this one easy step you will get your name on the Pri-
mary ballot in October.  Those who do not inform the com-
mittee will have to wage a write-in campaign during the pri-
mary. The goal is to be one of the top two candidates receiv-
ing Primary nominations and they will then move on to the 
General Election in January 2010.

The following positions will be contested this com-
ing year and any NASP member may indicate their interest 
in seeking a NASP Leadership position by contacting the 

Nominations and Elections Chair at cdeupree@voyager.net.
NASP encourages contested elections so why not give it a 
try?
President-Elect (2010-2011 and President 2011-2012)
Treasurer (2010-2013)

As always members may contact me at cdeu-
pree@voyager.net if they have questions or would like to 
indicate their interest. 

 Charles Deupree, NCSP
Chair, Nominations and Election.
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psychologist. The session was very well received, and the 
students and I are very appreciative of the panel’s expert 
contributions to the success of the session.

As always, I welcome your input and feedback re-
garding professional preparation and training. Please feel 
free to contact me at neddenrc@uww.edu with your com-
ments or questions.

School Psychologist. Panelists included Laura McCormick, 
Little Chute Area School District; Dave Burke, CESA 10; 
John Humphries, DPI; Danielle Brown, Milwaukee Public 
Schools; Johanna Michael, Argyle Schools; and Sara Phil-
lips, Kewaskum School District. They provided invaluable 
information regarding applying, interviewing, accepting, and 
being successful in the first year of employment as a school 
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I had a chance to talk with many of you about test 
protocol storage issues in the fall of 2007 during my fall 
workshops. My main message at that time was that, 
“Reasonable people can disagree about how long to retain 
protocols.” In fact, my mini survey at the workshops showed 
that many school psychologists retain protocols until the 
student graduates. Here are the results:
What do you do with IQ test protocols?
 Destroy as soon as finished scoring and recording 

results: 6%
 Destroy after IEP meeting: 28%
 Destroy when student leaves building: 26%
 Destroy when student graduates: 40%

And, while I still believe there are reasonable points 
on both sides of this issue, my opinion has become stronger 
on the side of longer-term retention. My main reason is that 
it’s in the best interests of the student. I’d like to discuss the 
issue from that perspective.

What is the main goal of assessment? According to 
Sattler, “Assessment is a way of gaining some understanding 
of the child in order to make informed decisions.” Do you 
note anything missing in that sentence? Does it indicate that 
we should do this in a way that protects the psychologist 
from future questions about their practice or from examina-
tion of the protocol? No, it’s focused on benefit to the stu-
dent. And, since the student is our client, and we are student 
advocates, we act in such a way as to maximize benefit to 
them. That said, let’s look at the legal background of the 
issue.

In Wisconsin, we have state law that addresses the 
issue of protocol retention directly. First, state law puts test 
protocols into the category of behavioral records. 
“Behavioral records means those pupil records which include 
psychological tests; personality evaluations; records of 
conversations; any written statement relating specifically to 

an individual pupil's behavior; tests relating specifically to 
achievement or measurement of ability...” [s. 118.125(1)
(a)] (emphasis added). And, the law gives a permissive maxi-
mum for retention: behavioral records may be maintained for 
no longer than one year after the student graduates or other-
wise ceases to be enrolled, unless the parent or adult student 
specifies in writing that the records may be maintained for a 
longer period of time [s. 118.125(3)]

So, these records are behavioral records and must 
be treated as such. Now we get into ethical standards and 
best practices, especially as related to two questions. First, if 
1 year is a permissive maximum, that would allow destruc-
tion in a time period less than a year, correct? Also, what 
about this idea of leaving off the student’s name? Does that 
allow us to avoid considering them records? Let’s go back to 
the needs of the student to answer these questions. 

If I was a well informed student or parent of a stu-
dent who had been evaluated, I would argue for long-term 
retention. First, I want the school psychologist to be able to 
check their own work or someone else to be able to check 
the school psychologist’s work at a later date. Students and 
parents expect accurate assessment, and when you look at 
the data about improperly scored tests, you can be very 
frightened (many tests are improperly scored and/or re-
ported). So, checking work is a good reason to retain proto-
cols. Then, documentation for disability determinations or 
even future legal proceedings can be important. I just heard 
about this at NASP: students with moderate IQs who get 
classified as SLD but are really CD, and later have legal 
problems such that documentation of IQ would have strongly 
helped their legal cases, even in death penalty situations. It 
may seem unrealistic, but the data were compelling.

Beyond those reasons, there are circumstances 
where a student’s performance has changed significantly due 
to injury or illness and the specific test data would be useful 
for comparison purposes. This is also the case for protocol 

Test Protocol Storage and Retention from the Student’s Perspective
John Humphries, NCSP, WI DPI

Ben Burns, UW-La Crosse, presenting Brad Dickey, UW-Eau Claire, presenting



May the Counseling Force Be with You:  Helping Military Families
By Jon Hisgen and Judith Kuse

They’re Gone             by Amanda, age 16, Texas        
Sunday, May 18, 2008

They are gone.  Are they coming back?  What are we going 
to do without them?  Mommy got me everything when 
Daddy didn’t want to.  Mommy, can’t you please come back 
home.  It is lonely without you.  
My mom came home.  Let’s all hope yours does, too.  Liv-
ing with one parent, or your grandparents isn’t so good.  I 
hope you see your parent soon and in good health.
I know what you are going through or what you went 
through. I did not like it but it will get better and when it 
gets better you will be happy.

This selection from “Tell Us Your Story” at 
www.operationmilitarykids.org poignantly reflects some of 
the issues students of military families bring with them to 
school.  In Wisconsin, over 4000 families will soon be di-
rectly impacted by a massive troop deployment to Afghani-
stan and Iraq slated for early 2009.  As school counselors, we 
will see students who are proud of their loved ones’ military 
service, some who seem lost because of the family changes 
that are occurring as a result of deployment, and some who 
are downright angry that this is happening in their lives.  The 
emotions we see in students who are experiencing a deploy-
ment in their families are similar to those students face when 
confronted with other separation and loss issues like divorce 
or death.  

The Department of Public Instruction and Operation 
Military Kids Wisconsin are partners in an effort to assist 
families and school professionals who are helping students 
work through this most difficult of times.  A three-chapter 
graphic novel is in the final stages of development, and it 
follows four families as they face their loved one’s pre-
deployment, deployment and re-entry.  Each chapter focuses 
in on how students feel and act as a result of having been 
separated from their loved one.  In addition, a strong compo-
nent of the plot line is the positive connection school profes-
sionals can provide through their involvement with affected 

students. 
Eight supportive lessons, that are designed for small 

group instruction and can be incorporated into a school coun-
seling program unit for grades 4-8, are included with the 
graphic novel.   The activities in this curriculum are interac-
tive, engaging, and bring insight and understanding to stu-
dents and school professionals, as well.  A few of the lessons 
employ a game format, a few utilize a decision-making ap-
proach, and the remainder highlight coping skills that stu-
dents can learn and put into practice to help themselves or 
their friends. Look for the formal roll-out for this graphic 
novel and its supporting lessons at the WSCA conference in 
February, 2009.  

School counselors have played a critical role in sup-
porting students with family members serving in the armed 
services during past military operations, and they will con-
tinue to do so in the future.  Their unique position as facilita-
tors of the school’s comprehensive school counseling pro-
gram ensures that appropriate services will be delivered to all 
children, including children of military families, through the 
components of the curriculum, individual planning, respon-
sive services, and system support. 

Sources school counselors may want to access for 
assistance when helping students from military families in-
clude Working with Military Children: A Primer for School 
Personnel, from the Military Child Education Coalition at 
www.militarychild.org.  The Operation Military Kids web-
site, cited at the beginning of this article, provides ideas, 
strategies, and other information that can be helpful to school 
professionals who work with children affected by deploy-
ment.

Jon Hisgen is the DPI Health Education and Physical Activ-
ity Consultant and he can be reached at 
jon.hisgen@dpi.wi.gov.  Judith Kuse is the DPI School 
Counseling Consultant. Her email is judith.kuse@dpi.wi.gov.

retention from initial assessment to re-evaluation. If you only 
have raw scores or standard scores you cannot tell what dif-
ferences in performance caused changes or caused the level 
to be maintained. As we all know, a student could get the 
same standard score based on two very different patterns of 
response. Alternatively, a student could have the same raw 
score and their standard score would drop in the 3 years from 
initial to re-evaluation. You would want to compare item 
responses in these cases.

In summary, a student has a strong interest in proto-
col retention. And, while FPCO (the federal office that over-
sees FERPA) has said test protocols that do not contain per-
sonally identifiable information, such as the child's name, are 
not pupil records, I believe our commitment to advocating 
for our students requires that we retain protocols up to a year 
after graduation. Imagine if your doctor wanted to retain 
only whether your cholesterol test data was in the average 
range or not, without the specific numbers and comparisons. 
You wouldn’t allow it. What if your bank would only tell 

you if a check cleared and if your balance was above $0? We 
want specificity about important data in our lives, we should 
give our students the same benefit.

So, what do I recommend? Retain protocols as part 
of the psychological file. Do your best to transfer them to the 
school psychologist at the student’s next school. And, as a 
protocol recipient, since we’re going through a lot of effort 
to retain and transfer these protocols, be sure to look back at 
prior test protocols to discern whether there is inconsistency 
you may want to address. If you are at the high school level, 
destroy protocols one year after graduation unless you have 
consent to retain them longer. I would do this in cases where 
a student would be likely to need these records at a later date 
for SSI, other social services or training, or possible legal 
issues. If you cannot get consent, give the student a copy of 
the psychological reports summarizing their test results. 

As always, I welcome your feedback, thoughts, and 
ideas. You can contact me at (608) 266-7189 or 
john.humphries@dpi.wi.gov
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 The Case of Anna Q: School Psychologists and Special Education Inclusion
Traci Joslyn, University of Wisconsin-Whitewater

The following is a blinded case study of the legal 
and ethical implications for school psychologists when con-
sulting on issues of special education inclusion in the least 
restrictive environment. The author is not an attorney and 
makes no representation as such.

Anna Q. is a nine year old girl with autism whose 
parents would like her fully included in a third grade general 
education class with the support of a full time aide. Anna is 
currently placed full time in a self-contained classroom for 
students with cognitive disabilities. The school district has 
denied Anna’s parents request for a change in placement 
claiming that she is “too disabled” and that the provision of a 
full time aide would be too expensive. Anna’s parents dis-
agree with this claim and have challenged the school dis-
trict’s decision citing least restrictive environment (LRE) 
issues.
Who will be affected by this decision?

Several parties will be affected by the outcome of 
this case. Clearly, the individual with the most to gain or to 
lose in this situation is Anna, herself. If the school district 
prevails, it is likely that Anna will remain in primarily self-
contained settings for the duration of her schooling. While it 
is true that individual education program (IEP) team place-
ment decisions are reviewed at least yearly, it is not likely 
that Anna will become “less disabled,” thereby earning her 
way into a more inclusive setting. If her parents prevail, 
Anna will gain the opportunity to participate in class with 
her same age, non-disabled peers. This change may present 
Anna with significant adjustment challenges; however, she is 
likely to gain benefits in social skills, language and learning 
from being exposed to her peers. In addition, Anna will have 
to get used to a new adult in her life if she is assigned a full 
time aide.

Anna’s parents will also be affected by the case’s 
outcome. Most parents of children with disabilities recognize 
their need to advocate for their child’s needs in multiple set-
tings. If Anna’s parents lose this challenge, they will be 
forced to make some difficult decisions about Anna’s future. 
If they truly believe that Anna will be best served in an in-
clusive setting they may need to pursue mediation or due 
process or even consider an out of district transfer. Whether 
Anna’s parents win or lose their challenge, it is likely that 
they will now be seen as adversaries by the school district, 
making it challenging for them to continue to work with 
school officials throughout the years. In addition, parents 
always have a fear (whether founded or not) that school per-
sonnel will retaliate against them or their child as punish-
ment for filing suit. Even if Anna’s parents prevail, place-
ment will be revisited by the IEP team at least yearly, so it is 
likely they will need to continue to advocate vigilantly for 
her inclusion.

Many members of the school district itself will also 
be affected. If Anna is placed full time in a general education 
room, an aide will need to be selected and trained to assist 
Anna. In addition, the general education teacher will need to 
possess the ability and flexibility to make accommodations 

for Anna. This individual will also need to spend time with 
the appropriate special education teacher in order to receive 
information on autism and cognitive disabilities in general, 
but also on Anna in particular. For example, how does Anna 
learn best? How does she communicate her wants and needs? 
The new teacher will also need to develop a method of work-
ing effectively with Anna’s aide.

The children in the third grade general education 
class will also be affected if Anna joins their class, as will 
the children in the self-contained class if Anna leaves. In 
addition, the school district itself will be affected pending the 
outcome of the case. If Anna’s parents prevail, precedent 
will be set for inclusion of future students. If the school dis-
trict prevails, it is likely that rates of inclusion will remain 
static as there will be little motivation to include students 
with significant disabilities.
LRE and Inclusion

The roots of inclusive schooling date back to 1954 
when the United States Supreme Court declared in Brown v. 
Board of Education that “separate educational facilities are 
inherently unequal.” Following this decision, parents of chil-
dren with disabilities began to file lawsuits against public 
school districts, claiming that the equal protection clause of 
the Fourteenth Amendment to the United States Constitution 
applied to their children as well (Jacob & Hartshorne, 2007). 
In response to these lawsuits, Congress passed Public Law 
94-142, the Education for All Handicapped Children Act, 
which guaranteed children with disabilities a free appropriate 
public education in the least restrictive environment. This 
law was then reauthorized in 1990, when its name was 
changed to the Individuals with Disabilities Education Act 
(IDEA), and again reauthorized in 1997 and 2004, respec-
tively.

A free appropriate public education in the least re-
strictive setting is one of the bedrock principles in special 
education law. Unfortunately, it is also a concept that school 
districts and parents continue to disagree over, as in Anna’s 
case. The least restrictive environment is both a legal princi-
ple and a set of legal requirements found in IDEA. Consis-
tent with the responsibility of local school districts to provide 
a free appropriate public education, each child must receive 
an individualized education program that contains supports 
and services designed to meet his/her unique educational 
needs (Wisconsin Department of Public Instruction [DPI], 
2000). IDEA itself states that “to the maximum extent appro-
priate, children with disabilities, …. are educated with chil-
dren who are nondisabled, and special classes, separate 
schooling or other removal of children with disabilities from 
the regular educational environment occurs only when the 
nature or severity of the disability is such that education in 
regular classes with the use of supplementary aids and ser-
vices (emphasis added) cannot be achieved satisfactorily 
(Pub. L No. 108-446, section 612[a][5][A]). Clearly, the 
strong preference in the law favors inclusion and reflects the 
principle that special education is a service, not a place.

It must be noted that neither federal nor state law 
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uses the term “inclusion,” even though this term is often used 
interchangeably with least restrictive environment. The term 
“mainstreaming” is however, found in federal law. IDEA 
does not require that every child with a disability be edu-
cated full time in general education settings, but instead re-
quires that school districts offer a continuum of placements, 
which can include a range of service, location, and building 
options (DPI, 2000). The continuum of placements concept 
also reinforces the requirement that each student’s least re-
strictive environment is individually determined, based on 
his/her unique learning needs and strengths. However, the 
law clearly states that IEP teams must provide justification 
for why a particular student cannot participate in general 
education settings Again, it seems clear that the law favors 
inclusion, rather than exclusion.

This concept has been affirmed by much litigation 
and several legal decisions. In Greer v. Rome City School 
District (1991), the judge noted that “Congress created a 
statutory preference for educating handicapped children with 
nonhandicapped children” (as cited in Jacob & Hartshorne, 
2007). In Sacramento City Unified School District, Board of 
Education v. Rachel H. (1994), the court claimed that 
IDEA’s preference for inclusion of children with disabilities 
in regular education settings “rises to the level of a rebuttable 
presumption” (Jacob & Hartshorne). Perhaps the most per-
suasive argument in favor of inclusion occurred in Oberti v. 
Board of Education (1993), when the third circuit court up-
held the lower court’s determination that the school district 
had violated the mainstreaming provisions of IDEA. The 
judge is this case declared that “inclusion is a right, not a 
special privilege for a select few” (Oberti v. Board of Educa-
tion of the Borough of Clementon School District, 1993).  

The cases of Holland (1992), and on appeal, Sacra-
mento City Unified School District v. Rachel H.(1994), con-
tain striking similarities to the case of Anna Q. In the Hol-
land case, Rachel was an elementary school student with a 
measured intellectual functioning of 44 whose parents re-
quested placement in a general education class with supple-
mental aids and services. The school district denied this re-
quest and claimed that Rachel was too disabled to benefit 
from full time inclusion. The parents appealed this decision 
and the state’s hearing officer ordered the district to place 
Rachel in a general education class with supplementary ser-
vices. The school district appealed; however, the courts af-
firmed the hearing officer’s decision (Jacob & Hartshorne, 
2007).

The court in the Holland cases also established a 
four part test for determining compliance with IDEA’s main-
streaming provisions. The court considered the following 
factors in determination of least restrictive environment: 

1. The educational benefits available in a general educa-
tion classroom, with the provision of appropriate 
supports and services,

2. The nonacademic benefits of interaction with students 
who are not disabled,

3. The effect of the child’s presence on the teacher and 
the other students in the general education class-
room, and

4. The cost of educating the child in the regular class-
room.

In evaluating both the academic and nonacademic 
benefits of inclusion, the court considered both learning op-
portunities and the ability for a student to continue to pro-
gress towards meeting his/her IEP goals. They also consid-
ered whether a child was likely to interact with and learn 
from the nondisabled students in the classroom. (Jacob & 
Hartshorne, 2007). 

Regarding the effect of the child’s presence on the 
others in the general education room, the court looked at two 
factors. They first looked at disruptive behavior and then at 
whether the child would take up significant amounts of the 
teacher’s time, thus depriving the other students of the 
teacher’s attention. The court declared that the education of 
the other students must be impaired significantly to justify 
exclusion of a child with a disability (Jacob & Hartshorne, 
2007).

Finally, the court looked at the cost of providing an 
inclusive education. They determined that schools may con-
sider the cost of inclusive placements, but those costs must 
be significantly greater that those incurred in non-inclusive 
settings to justify the denial of an inclusive placement (Jacob 
& Hartshorne, 2007). In other words, school districts must be 
able to show that the cost of educating a particular student in 
an inclusive setting represents a significant monetary hard-
ship.

The United States Department of Education, Office 
of Special Education and Related Services (OSERS) has also 
affirmed the four part test established in Holland. In addition, 
OSERS states that school districts may not make placement 
decisions based solely on category of disability, severity of 
disability, configuration of the delivery system, availability 
of educational or related services, availability of space, and 
administrative convenience (OSERS, 1994). OSERS further 
states that the first placement option considered should be 
the regular classroom in the school the student would attend 
if not disabled. When the student’s IEP can be implemented 
in this setting with the provision of supplemental aids and 
services, then that setting is the least restrictive environment 
for that particular student (OSERS).

The case of Hartmann v. Loudoun County Board of 
Education (1997) offers still more information on inclusion 
(Wrights Law, 2008). This case also involved LRE issues 
and a student with autism; however in this case, the court 
sided with the school district. Mark H. and his family moved 
to Loudoun County at the start of his first grade year. The 
district implemented the IEP that Mark transferred in with, 
which called for education in the general education setting. 
In order to facilitate Mark’s inclusion, the district carefully 
selected his teacher and provided him with a full time aide in 
a smaller general education class. Both the aide and the 
teacher received training on autism and were provided with 
consultation from an additional teacher. The Director of Spe-
cial Education worked with Mark’s IEP team and provided 
in-service training on autism and inclusion. Additional train-
ing from educational consultants and specialists was also 
provided. Mark’s behavior was quite disruptive but the 
school staff also received support from the district’s autism 
specialist who helped them work to manage it. Mark’s class-
room behaviors included screeching, hitting, biting, kicking, 
pinching, and removing his clothing. Significant amounts of 
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both the teacher’s and aide’s time were spent calming Mark 
and returning the rest of the students to the task at hand after 
Mark’s behaviors manifested (Wrights Law).

At the end of the school year, the IEP team con-
cluded that Mark was making no academic progress and pro-
posed placement in a self-contained setting for all academics. 
Mark would join the general education classes for music, 
recess, physical education, art, and library. Mark’s parents 
refused to agree to the placement and filed suit, citing LRE 
issues (Wrights Law, 2008).

When this case eventually reached the United States 
Court of Appeals for the Fourth Circuit, the court determined 
that the district had made sufficient efforts to include Mark 
and had satisfied IDEA’s mainstreaming requirements. The 
court also cited the fact that Mark had made no academic 
progress and determined that the benefit to Mark of interact-
ing with other students was limited. In addition, they consid-
ered the fact that Mark’s behavior had a significant impact 
on both the teacher and the other students (Wrights Law, 
2008). It is interesting to note that in this case, the court spe-
cifically looked at three of the four points mentioned in Hol-
land.
How does this apply to Anna Q?

There are legal precedents that can help guide 
schools in their determination of least restrictive environ-
ment. In the case of Anna Q. it appears that the school is 
likely in violation of IDEA’s LRE provisions and is violating 
Anna’s right to a free appropriate education in the least re-
strictive setting. This may be the case for several reasons.

First, the district immediately placed Anna in a self 
contained setting without considering or trying other options. 
As previously discussed, IDEA clearly states that placement 
in the general education setting, with the provision of appro-
priate supports and services should be the first option consid-
ered. There is no evidence that the district made any attempts 
to include Anna in general education settings.

Returning to the four point test established in Hol-
land, again it appears that the district has shirked their re-
sponsibilities regarding IDEA’s mainstreaming provision. It 
seems the   district only considered the fourth point in Hol-
land regarding cost of educating a student in general educa-
tion by stating that it would be “too expensive” to include 
Anna. Considering the fact that provision of a full time aide 
is a common accommodation for students with disabilities, 
the district would need to show cause that this supplementary 
service presents an insurmountable financial hardship. 

Again, using Holland as a benchmark, one can see 
that the district apparently did not consider three of the four 
points raised, all of which are relevant to Anna Q’s case. 
There should have been some consideration given to the aca-
demic benefit Anna was likely to derive with the appropriate 
use of supports and services, as well as the benefit to Anna 
of interacting with her nondisabled peers. Finally, although 
there is no evidence that Anna engages in behavior that is 
disruptive to the teacher or the other students, this would 
need further assessment if placement in a new setting would 
come about. 

The district’s other primary argument for justifying 
the refusal to include Anna in the general education setting 
was that she was “too disabled” to benefit from such a plan. 

However, OSERS clearly states that neither category of dis-
ability nor severity of disability alone is reason for denying 
students an inclusive education (OSERS, 1994). In addition, 
IDEA states that exclusion from general education classes is 
only acceptable when the nature or severity of the disability 
is such that education in regular classes with the use of sup-
plementary aids and services (emphasis added) cannot be 
achieved satisfactorily (IDEA, 2004). Again, it appears that 
there was no attempt to include Anna in general education 
through the use of supplementary aids and services.

Finally, it may be useful to briefly compare Anna’s 
case to that of Mark H’s in the Loudoun case. While the 
court sided with the district in Loudoun, they did so because 
the district had made significant efforts to include Mark in 
general education classes with appropriate supports and ser-
vices, including the provision of a full time aide. The Lou-
doun district also kept Mark in general education for an en-
tire school year before concluding that the placement was 
inappropriate and provided him with no academic benefit. In 
addition, Mark engaged in multiple behaviors which affected 
his learning and the learning of others. 

All of this is in sharp contrast to the case of Anna 
Q. where it appears that the school district made no attempt 
to educate her in the general education class. She was not 
provided with even minimal supports and services to facili-
tate her inclusion. There was no attempt to assess the aca-
demic and social benefits of inclusion. There was no asser-
tion that Anna engaged in any disruptive behavior. There 
was no evidence that the provision of an aide would repre-
sent a financial hardship. 
Implications for School Psychologists

It is essential that school psychologists make them-
selves aware of laws pertaining to special education and ad-
vocate for best practices in special education services for the 
students they serve. The National Association of School Psy-
chologists (NASP) issued a call for inclusive schools in their 
Position Statement on Inclusive Programs for Students with 
Disabilities (NASP, 2002). School psychologists generally 
have training in collaboration, behavioral and academic in-
terventions, modifications of curriculum and learning envi-
ronments, and data-based decision-making. Because of this, 
NASP believes that school psychologists are in a unique 
position to help schools realign the structure of special edu-
cation service delivery to best serve the needs of all learners 
in inclusive settings (NASP).

NASP (2002) cites particular concerns regarding 
the implementation of least restrictive environment and ac-
cess to the general education curriculum. Data suggest that 
the restrictive nature of many special education placements 
is not based on severity of student disability, but has more to 
do with the current service delivery system already in place 
at a particular school. They also cite concerns that special 
education programs in their current forms do not provide 
effective educational outcomes for students with disabilities 
(NASP).

NASP has endorsed a process of carefully planned 
change that involves all stakeholders in research, planning, 
and training in order to ensure that all public schools can 
attain excellence (NASP, 2002).  It is imperative to recog-
nize that the shift toward more inclusive schools will not be 11



easy and may require profound changes in the ways some 
schools educate their students. In spite of the challenges, it is 
important that school psychologists commit to working with 
parents, educators, and state and national policy makers in 
order to achieve the promise of inclusive schools while meet-
ing the needs of all of the Anna Q’s, both now and in the 
future.

Traci Joslyn is a student in the School Psychology Program 
at the University of Wisconsin - Whitewater
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A Review and Critique of The Mismeasure of Man
Kelly L. Ellenberger

University of Wisconsin-River Falls

Abstract
Stephen Jay Gould’s (1996) book The Mismeasure of Man is an in-depth look at the historical and theoretical under-

pinnings of the realm of intelligence testing and how traditional conceptualizations of intelligence have been used erroneously 
to perpetuate biases towards persons of varying classes, races, and sexes. Primary themes and topics are reviewed, as well as 
personal reflections by the present author. In addition, discussion of the relevance of Gould’s work to the field of school psy-
chology, implications for assessment, and links to the present author’s professional development are included.

A Review and Critique of The Mismeasure of Man
In Stephen Jay Gould’s (1996) book The Mismeas-

ure of Man, the reader is challenged to venture on a journey 
through the stories and data that have served as the historical 
and theoretical foundations of the realm of intelligence test-
ing. As Gould painted a picture of the life-work of men such 
as Paul Broca, Alfred Binet, Lewis Terman, Charles Spear-
man, and others, the reader is encouraged to take an in-depth 
look at how science, including methodology, data acquisition 
and interpretation, can be and has been used to perpetuate 
biases of the researcher. In just the realm of intelligence test-
ing, Gould showed how science’s need to objectify and 
quantify the concept of intelligence has often led to biased 
and erroneous conclusions about the supposed innate ability 
of persons of various socioeconomic classes, sexes, ethnici-
ties, and races. Once such conclusions have been made, The 
Mismeasure of Man illustrates how difficult it can be to re-
cant statements made in error, when societal damage is al-
ready done. 

Throughout the following pages, the major themes, 
topics, and ideas emphasized by Gould will be discussed, as 
well as a discussion of the relevance and implications of 
Gould’s themes to the field of school psychology and assess-
ment. Furthermore, notations of linkage to the shaping of 

the present author’s professional development, as well as 
personal reflections and reactions to the book, will be ex-
plored. 
Examination of Themes, Topics, and Ideas

Four primary themes and topics are weaved 
throughout Gould’s work. One such theme involves the dan-
ger of a priori hypotheses. Gould highlighted how scientists’ 
belief that mere study of research methods and other scien-
tific procedures and methods automatically ensures objectiv-
ity in the practice of science. With such confidence in one’s 
ability to be purely objective, and a lack of awareness of 
one’s personal culture, biases, and prejudices, Gould noted 
how research is often unintentionally conducted, analyzed, 
and interpreted through the lens of an a priori hypothesis that 
injects subjectivity into what is thought to be a standardized, 
objective study. According to Gould, historical research in 
the realm of craniometry and psychological testing through-
out the 19th and 20th centuries was infused with a priori hy-
potheses and prior prejudices regarding the inferiority of 
certain persons of various races, classes, and sexes. 

Such a priori hypotheses have often revolved 
around the concept of biological determinism, Gould’s sec-
ond important theme, or the idea that “shared behavioral 
norms and the social and economic differences” (p. 52) be-
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tween varying races, classes, and sexes are “inherited, inborn 
distinctions” (p. 52), rather than a reflection of the societal 
and cultural norms that have played a role in such distinc-
tions. Gould highlighted how from the theory of polygeny, or 
the theory that all races are distinct and different species, 
developed not only the concept that races are distinct, but 
that they can be ranked in importance or worth using a vari-
ety of scientific methodologies like craniometry, or the 
measuring of skulls, and the psychological intelligence test-
ing movement. 

Therefore, Gould revealed how many early re-
searchers began their studies with a prior prejudice (e.g., 
African Americans are poorer, less intelligent, and more in-
ferior than European Americans) and how they used scien-
tific methodology to try and prove that such differences ex-
isted between persons because some are “born better” than 
others. In terms of intelligence, Gould showed that cra-
niometry was used to demonstrate that some persons were 
less intelligent than others because they had different size 
skulls. However, what began as a measuring of physical 
characteristics to determine intelligence in the 19th century 
developed into the more abstract measurement of intelli-
gence by researchers in the field of psychology in the early 
20th century.

Therefore, the concept of biological determinism 
extended to the realm of intelligence testing, which, in addi-
tion, extended the use of a societal ranking system. A third 
theme of Gould’s work involved the idea of ranking or using 
data to rank different races, classes, and sexes on a scale of 
worthiness. The concept of ranking involves ordering 
“complex variation as a gradual ascending scale” (p. 56) or 
the idea that the various, and unique, differences that exist 
among humans can be simplified to fit along an ascending 
scale. Gould purported that science used the concept of bio-
logical determinism to perpetuate racism, sexism, and other 
prejudices, in that scientific methodology and data collection 
were used to prove that some classes, sexes, and races were 
more superior than others. Through the power and influence 
of data, persons from various classes, sexes, and races were 
ranked in worth by not only physical characteristics, but also 
by results from tests of intelligence. 

A fourth primary theme was the concept of reifica-
tion or the idea that an abstract concept, like intelligence, can 
be conceptualized as an entity having form and structure, and 
is capable of being measured, located, and summarized into a 
single score for each person. In the late 19th century and 
early 20th century, Gould showed how the measuring of 
skulls was not enough for some researchers to prove differ-
ences in mental worth. The field of psychology wanted to 
enter the arena of a true science by showing that a concept, 
such as intelligence, could be quantified using a measure like 
a test of intelligence. As a result of the construction of such 
tests, Gould showed how scores from intelligence tests were 
used to show differences in intelligence among persons, and 
scores were often equated with competency in jobs, readi-
ness for school, ranking in the army, and et cetera. There-
fore, scores of intelligence had powerful social ramifications 
and implications, some of which still exist today. 

In sum, Gould exhibited how a priori hypotheses 
about the ranking of certain classes, races, and sexes, and 

the belief that differences among persons were innate and not 
a result of societal norms, resulted in “scientific” racism: the 
use of data to perpetuate prejudices (p. 106). One way this 
scientific racism occurred, according to Gould, was through 
the reification of intelligence or the conceptualization of it as 
a structure that could be measured and summarized by a sin-
gle test score.
Reactions and Reflections

The present author found The Mismeasure of Man
to be engaging and insightful, especially in lifting the veil on 
the background of many of the tests commonly used in the 
field of school psychology, as well as on the background of 
theorists that are heralded as pioneers in the psychology 
field. As a reader reviewing the data and conclusions pre-
sented by Gould, erroneous conclusions and inappropriate 
generalizations or interpretations of the data seemed quite 
obvious. However, hindsight is always clearer. Therefore, 
this book challenged the present author to be critical of her 
own practice and of her own insidious biases and prejudices 
that may be infused in her research, assessments, and prac-
tice. Through this introspection, my aim is to avoid being 
one who repeats aspects of the history explored in Gould’s 
work. He showed that history has repeated itself, and that the 
same arguments, beliefs, and mistakes that existed in the 
early 19th and 20th centuries could still be apparent today. 

In addition, it was difficult, at times, to trudge 
through the pages steeped in statistical analyses and proce-
dures that were more advanced than my training in behav-
ioral statistics. However, it was much appreciated that Gould 
continually reiterated the important themes of a priori hy-
potheses, biological determinism, ranking, and reification 
throughout the book. Such an acknowledgment assisted the 
reader in maintaining focus on the main themes and topics. 
In general, this book is one that holds relevance in the pre-
sent era, as will be further discussed in the following sec-
tions.
Relevance to the Field of School Psychology

Traditionally, the role of the school psychologist 
has been viewed as the gate-keeper or the professional who 
conducts the assessment, involving the use of standardized 
tests of ability and achievement, and determines whether a 
student is eligible or allowed to receive extended services 
(Fagan & Wise, 2007). Traditional tests of cognitive ability 
are sometimes taken at face value, with only a consideration 
of popular opinion of the test, the creators’ report of psycho-
metric properties, the availability of tests, and the ease of 
administration and scoring. The content of The Mismeasure 
of Man demonstrates its relevance to the field of school psy-
chology in its emphasis on the importance of considering the 
historical foundations of measures of cognitive ability. This 
emphasis is one that the present author believes should be 
included in school psychology preparation programs. Stu-
dents of school psychology should be trained to be critical 
consumers of any assessment tool and trained to determine 
the strengths and weaknesses of assessment measures.

In addition, this information can be extremely use-
ful in determining how best to assess a child. Knowing for 
what population a test is created, and with whom it is most 
fair to use, school psychologists can be careful consumers of 
tests and select a battery of assessment tools that will present 13



the student in the most accurate light, given the tools avail-
able. Even though the most culturally fair assessment tools 
may be unavailable to some districts and some professionals, 
an awareness of the strengths and weaknesses of measures 
enables school psychologists to note whether the students’ 
abilities are being over- or under-represented by the assess-
ment results.

Furthermore, Gould’s caution against a priori hy-
potheses should also be used to challenge school psycholo-
gists, and students in-training, to be aware of their personal 
culture, including personal biases and prejudices. Such self-
awareness would be valuable in minimizing bias in the selec-
tion of assessment tools, the acquisition of data, and the in-
terpretation of such data.
Implications for Assessment

In consideration of assessment, the primary themes 
of the book directly connected to this course’s objective to 
increase students’ awareness of discussions surrounding 
standardized assessment, as well as culturally-sensitive as-
sessment. More specifically, a personal connection was made 
between Gould’s book and the video, Eye of the Storm 
(Peters, 1970), which I have viewed in my graduate educa-
tion program. The video, which documented a social experi-
ment in which children were separated by eye color to dem-
onstrate the power of racism, aligned well with Gould’s dis-
cussion on the danger of attributing human worth with a cul-
tural system like intelligence testing. In the social experi-
ment, the teacher from Riceville, Iowa engaged in reification 
by associating intelligence, among other characteristics, with 
eye color and then used this association to rank which eye 
color was more valuable, and therefore, which human was of 
more worth. In the same manner, Gould argued that intelli-
gence has traditionally been associated with a number and 
that this number has been used to rank persons, with persons 
of diverse backgrounds being ranked less. 

Reflection on this book was a reminder that persons 
in professions inside and outside of the educational system 
may not fully grasp the power of a test score and the power 
of a system that has, traditionally, involved the assigning of a 
number that is associated with one’s intelligence. As profes-
sionals in a field where a student’s life trajectory can be ex-
tremely altered by the assigning of such a number, Gould 
challenged this author to be continually aware of systems of 
assessment that professionals operate under and remember 
that “we pass through this world but once. Few tragedies can 
be more extensive than the stunting of life, few injustices 
deeper than the denial of an opportunity to strive or even to 
hope, by a limit imposed from without, but falsely identified 
as lying within” (p. 50).

In addition, Gould’s work was a reminder, once 
again, of how science is often viewed as a process free of 
culture and bias, and how, therefore, the process of assess-
ment, data collection, and data interpretation are also viewed 
as processes free of culture and bias. However, it must be 
understood that the assessment process is never free of cul-
ture and bias. It is not possible for a human to set completely 
aside their culture, personal history, and views when creating 
a test, collecting data, interpreting data, and et cetera. There-
fore, Gould’s work also connected with this course’s focus 
on the importance of continually considering the purpose of 

assessment and acknowledging assessment results as what 
they are: snapshots of the student’s current performance or 
ability at that moment in time. Test scores can change, for a 
number of reasons, and are, therefore, not a representation of 
a person’s inborn, innate abilities. Therefore, since scores are 
malleable, they should be considered in light of data from 
other sources and should be interpreted with caution.
Links to Shaping of Professional Development

Through the reading and reflection of Gould’s 
work, this author was professionally challenged in a number 
of ways. First, the reminder of the importance of considering 
one’s own culture, beliefs, and biases was noted, as it seems 
without an awareness of the existence of such constructs 
comes the danger of believing that, because of training in 
maintaining objectivity in scientific practice, one is bias-free. 
Such a perspective could lead to a lack of ownership in the 
role that science can play in the perpetuation of varying 
prejudices, as noted by Gould: “But science’s potential as an 
instrument for identifying the cultural constraints upon it 
cannot be fully realized until scientists give up the twin 
myths of objectivity and inexorable march toward truth” (p. 
55). 

Therefore, an awareness of one’s lack of complete 
objectivity is a perspective that this author will strive to be 
continually cognizant of, as Gould pointed out, how re-
searchers and other professionals often, unintentionally, be-
gin assessments, research, and practice with a priori hypothe-
ses that can greatly impact perceptions, choices of tools and 
methodology, and our interpretations and application of in-
terpretations. However, complete awareness of one’s own 
biases is difficult to acquire.

Therefore, reflection on Gould’s work challenged 
this author to recognize the importance of consultation and 
collaboration with other professionals. A system of checks-
and-balances seems critical in many professional fields, in-
cluding that of school psychology. Many schools use a team 
approach to the assessment process, which provides collabo-
ration that is helpful in minimizing bias. Furthermore, it 
would seem important also to consult periodically with other 
school psychologists as a means of minimizing bias and of 
ensuring that one is operating in as culturally-sensitive and 
ethically-appropriate manner as possible. School psycholo-
gists are professionals who are expected to operate under 
ethical and professional standards as advocates for the stu-
dents they represent, as well as scientist-practitioners that 
vow to present their students’ abilities, strengths, and areas 
in need of improvement in the most accurate and fair light 
possible. To consistently accomplish this, the present author 
realizes the importance of professional consultation and col-
laboration.
Concluding Remarks

In sum, Gould’s The Mismeasure of Man offered an 
historical look at the development of the intelligence testing 
movement and how data have been used traditionally to 
maintain and perpetuate the ranking of various classes, races, 
and sexes. Such an in-depth investigation challenged the 
present author to consider personal biases and prejudices and 
increase awareness of the impact of holding a priori hypothe-
ses. In addition, relevance to the field of school psychology 
and school psychology preparation programs, as well as im-14



Implementing a School-Wide Reading Initiative to Improve 
High Stakes Test Scores in Urban Schools

by Harry Barnes
(Reprinted from the New York School Psychologist newsletter, Summer 2008, Volume XXVI, number 4)

A few years ago, an inner city elementary school in 
Cincinnati, Ohio, designed and implemented a comprehen-
sive reading program to improve overall student achieve-
ment.  At the time, school effectiveness was measured by 
student performance on the Ohio Proficiency Test.  The high 
stakes test evaluated five areas of student achievement, but 
was primarily a reading test since reading comprehension 
was essential for success in all subject areas. The staff be-
lieved significant gains in test scores could be achieved by 
improving the students’ reading skills.  As a result of the 
initiative, Kirby Road Elementary School moved from 
school improvement to school achievement within the dis-
trict’s accountability plan. 
About the School

Kirby Road Elementary School serviced students in 
grades preschool through eight.  There was an enrollment of 
380 students with approximately 79% of the student popula-
tion being African American and 74% eligible for free lunch.  
The stability rate was 84%, which meant 16% of the students 
present on the first day of school moved before the end of 
the school year.   

The Kirby Road building was well maintained de-
spite it being constructed in 1910.  The school had operated 
as a primary school, kindergarten through third grade, for 
many years. As a result it did not experience the attrition one 
would normally expect.  The hard wood floors, ceramic tile 
drinking fountains, and other details were impressive and 
indicative of another era.  

At the time of the restructuring, the school func-
tioned in five multi-age teams:   two primary, two intermedi-
ate, and one junior high team.  The seamless structure of the 
multi-age teams made it possible to better meet the learning 
needs of students.  In the multi-age grouping scheme, a sec-
ond grade student experiencing difficulty with mastering 
basic reading skills could receive reading instruction with the 
first grade teacher on the team.  Conversely, a second grade 
student with advanced skills in math could go to a third 
grade classroom for enrichment.  As a result of the interac-
tion within the teams, students became familiar with the 
teachers they would know for three years.  Equally impor-
tant, the multi-age approach reduced the practice of using 
grade retention as an intervention for students with learning 
problems.      

An instructional leadership team was formed to 
serve as a decision making body for the school.  The team 
consisted of the principal, a representative from each multi-

age team, non certificated employees and parents.  The in-
structional leadership team concept fostered a sense of own-
ership and gave everyone a voice and stake in the overall 
success of the school.  
A New Mission

Each year all schools in the district were required to 
complete a lengthy document which detailed how funds and 
resources would be used to improve student achievement.  
The superintendent at the time encouraged schools to con-
sider using a comprehensive reform model.  Implementing a 
reform model from an outside source involved bringing in 
consultants familiar with the model, a major restructuring of 
the school, and a reallocation of funds. Comprehensive re-
form models were generally offered by commercial enter-
prises.

The Kirby Road staff was wary of the comprehen-
sive reform models available. The models were viewed often 
as too intrusive and too expensive.  One reform model used 
in the district at the time was designed to improve reading 
skills.  It required a restructuring of the budget in order to 
pay for extensive staff training and the purchasing of all new 
text books, students work books, and teacher manuals.  All 
lessons in the model were scripted and read verbatim by 
teachers.  The model was described by some teachers as 
awkward and difficult to use.  A three year financial commit-
ment of approximately $120,000 annually was also required.  

As an alternative to a commercial comprehensive 
reform model, the instructional leadership team agreed that it 
would be best to design an improvement plan that was 
unique to the academic and cultural needs of the students at 
Kirby Road School.  The team found it necessary to imple-
ment a school-wide reading initiative since the overall effec-
tiveness of the school was measured by scores on the Ohio 
Proficiency Test and strong reading comprehension skills 
were essential for success.  

Generally speaking, girls at the elementary level 
read better than boys.  Also, boys from a low socio-
economic background don’t read as well as compared to 
other boys. But, a student reading on grade level by the end 
of third grade has a 90% chance of graduating from high 
school.  According to the National Reading Panel, in order to 
become proficient in reading students have to: 

Apply alphabetic knowledge to decode words
Remember words
Construct sentence meaning
Monitor word recognition

plications for assessment, was discussed. 
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Link new information
Anticipate forthcoming information 
The superintendent was very receptive to the 

school’s proposal   His only stipulation was that the reform 
model be supported by scientific research. The Kirby Road 
leadership team met and developed a new mission statement 
which supported the new school focus.
Kirby Road School’s new mission statement read:

All members of Kirby Road School will become an 
integral part of our “Community of Readers”.  Through the 
implementation of a comprehensive reading program that 
involves students, staff, and parents, each student will be-
come a competent reader.
Research to Support the New Reading Program

Gathering evidence to support the reading model 
was made simpler since in 1997 Congress had commissioned 
the Secretary of Education and the National Institute of Chil-
dren Health and Human Development to assess the status of 
the research based knowledge on the effectiveness of various 
approaches for teaching children to read.  In 2000, the results 
were published.   The National Reading Panel consisted of 
14 individuals- leading scientists in reading research, repre-
sentatives from colleges of education, reading teachers, ad-
ministrators, and parents.  There was over 100,000 research 
studies on reading since 1966 and perhaps 15,000 appearing 
before that time.  However, only a small fraction of the re-
search literature met the panel’s standards.   A control group 
and/or baseline data was required as part of the experimental 
design.  The study had to be published in English and focus 
on grades kindergarten to 12.  

After reviewing the report, the staff set out to struc-
ture a school-wide reading program to include the five com-
ponents outlined by the National Reading Panel. The new 
model included instruction in the areas of phonemic aware-
ness, phonics, fluency, vocabulary development and compre-
hension.  In order to implement the Community of Readers’ 
model five areas were addressed:   staff development, parent 
involvement, focused instruction, time on task, and student 
motivation.   
Staff Development

In order to meet the needs of the staff and use scien-
tific research for the reform model, the staff entered into a 
relationship with the Mayerson Academy, a teacher training 
facility in Cincinnati, Ohio.  The Mayerson instructors did a 
great job of analyzing the elements of instruction and pre-
senting current educational research in a way that was both 
practical and useful for teachers.  

However, it was difficult to find time for in-service 
training. Meetings had to take place after school and on 
weekends as no one wanted to use valuable instructional 
time for staff development.  One approach was to redesign 
regularly scheduled staff meetings for this purpose.  Each 
teacher was asked to give a 15 minute presentation during 
staff meetings to share successful reading practices.   Staff 
members put a great deal of time and effort into the presenta-
tions and the ideas were very helpful to their colleagues.

A schedule was also created so that one multi-age 
team of teachers could meet with a consultant beginning one 
hour before the end of the school day and ending one hour 
after dismissal.  Teachers adjusted their instructional lesson 

plans so that the students were completing independent ac-
tivities at this time.  Teachers with planning periods at this 
time and support personnel were utilized to help provide 
coverage for these classrooms.  

A book club for the staff was started as part of the 
staff development component.  Two teachers led the initia-
tive by selecting books to be purchased and leading discus-
sions when the club met.  Participation was optional and staff 
members were involved to various degrees.  

The school librarian reviewed the latest software 
programs and arranged training for the staff. One program 
that was chosen for Kirby Road School provided students 
with pretest, posttest, and learning activities to remediate 
reading deficiencies.  Teachers learned how to track stu-
dents’ progress through an onboard management system.
Parent Involvement

Parent involvement is a key component for student 
success in school especially at the elementary level.  So, the 
staff developed a comprehensive approach to increase and 
sustain the connection between home and school.

Title One funds were used to purchase daily plan-
ners for each student.  A supply was kept on hand throughout 
the school year for new students.  Teachers and parents com-
municated by writing notes to one another in the planners.  If 
there was ever a dispute between parents and a teacher over 
communication, the principal would always ask to review the 
planner.  Midway through the school year and at the end of 
the school year, functions were held to acknowledge those 
students who used their planners on a daily basis.  In Janu-
ary, students and their family members were invited to 
“Saturday Afternoon at the Movies.”  In June, a picnic was 
held.  These events were well attended.

A set of fiction, nonfiction, multicultural and cross-
curricular literature was delivered to the school each month 
by the public library.  The loan program provided many en-
joyable learning opportunities in reading. The amount of 
time spent reading at home was recorded on a daily basis 
through the use of student planners and reading logs.  Keep-
ing track of how much time students read was an attempt to 
correlate the amount of time reading with improvement in 
comprehension and fluency.

The “Come Listen to Me Read” program was held 
once a month at the school.  Parents of the primary level 
students were invited to visit school and read with their 
child.  The program was held in the lunchroom which made 
it easy to serve refreshments that were provided by the 
teacher/parent group.  Students who were proficient in read-
ing and emerging readers participated.  Books at the stu-
dents’ independent reading levels were made available by 
their teachers.  On special occasions, students took center 
stage and read poetry to peers and parents.

At the time of the school wide reform, many of the 
families had yet to purchase computers for the home, so an 
after school computer class was offered for families.  Parents 
learned basic word processing skills while students worked 
with classroom software.  A suburban school generously 
donated 25 Apple computers to the school.   While the com-
puters were somewhat outdated, they were very useful to 
families who did not have computers.  The computers were 
loaned to families for two weeks with available software.  16



The families were very conscientious about returning the 
borrowed computers.    

Adult reading classes were also offered to parents.  
This enabled the staff to improve parent involvement as well 
as provide a service.  While only one parent attended class 
on a regular basis, others received information about com-
munity adult reading classes and GED programs. 
Focused Instruction

As a result of the focused instruction component, all 
teaching personnel became reading teachers as reading was 
taught across all content areas.  The first two periods of the 
day were designated for uninterrupted reading instruction.  
Reading was emphasized in all areas.  For example, the 
physical education teacher developed and maintained a word 
wall in the gym for each grade level.  Learning to read all of 
the words on the word wall became a competition for stu-
dents.   The Art, Music, and P.E. teachers assisted the class-
room teachers by taking small groups aside for individual 
help.  Guided oral reading and partner reading were used in 
place of the traditional round robin reading.  At least once a 
day, the principal called a classroom and asked a teacher to 
send a group of students to the office to read.  Readers who 
impressed the principal received a treat for their efforts so 
every student in the building was eager to visit the office and 
show off their skills.

Multi-age teams met weekly to analyze students 
work samples for rigor and alignment with the state stan-
dards.  It was at this time that lessons were reviewed and 
adjusted to meet the needs of the students.   Test results were 
also analyzed to detect patterns in students’ performance.  
For example, if 50% of the students in a class selected the 
same wrong answer on a multiple choice question, the team 
tried to determine the cause.
Increased Time on Task

Retirees and college students were recruited to tutor 
small groups of students.  The volunteers were committed to 
helping and were very dependable.  The principal utilized 
district funds to pay 5  eighth grade girls to tutor primary 
students after school.  Many of the teachers extended the 
school day by tutoring some of their students for one hour 
after school a few days a week.  A month prior to the ad-
ministration of the proficiency test most of the staff, includ-
ing the school nurse, stayed after school to tutor students.

On rainy days when students were unable to go out-
side for lunch recess, they spent the 15 minutes in the audito-

rium reading silently. A token economy and other incentives 
were used to get students to buy into using their free time to 
read.  As a reward on Friday, students were permitted to 
watch a movie.
Motivation 

Some Kirby Road students were highly motivated 
to do their best and take advantage of all the opportunities 
afforded them.  For others, learning did not come easy and 
school was more of a job and an unpleasant experience. So 
the staff had to come up with extrinsic motivators for these 
reluctant students until they discovered the joy of learning.

The school had in place a token economy which 
was used to reward students for good behavior.  The program 
was extended to acknowledge students for increased time on 
task and good effort.   For example, when students read for 
the principal or were caught reading during lunch recess they 
received a Kirby Koala Dollar that could be redeemed in the 
principal’s office for snacks or small prizes.  

Students who performed well in class earned field 
trips to the Natural History Museum and the Aquarium. They 
attended assemblies and other culturally enriching activities.  
Regularly scheduled visits to the library provided another 
opportunity for children to read on their own and to be read 
to as well.  

Parent involvement was also a motivator.  Extend-
ing learning and enriching activities into the homes where 
families could share in the experience enhanced students’ 
motivation to learn.
In Summary

The Community of Readers school-wide reform 
model effectively improved student achievement as meas-
ured by high stakes standardized tests and created a common 
focus for the entire school community.  Since everyone 
could see the immediate value in improving reading skills in 
all students, the sometimes difficult task of getting everyone 
to work together for a common goal was made easy.  The 
2000 National Reading Panel data was used to ground the 
school-wide initiative in credible research.   Since the 
school-wide reform model was not labor or cost intensive, all 
urban schools could benefit from implementing the compo-
nents within the Community of Readers’ reform model.
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Dateline January 2009:  UWRF School Psychology Program is 
Granted NASP Approval!

The school psychology program faculty at UW-
River Falls is pleased to announce the approval of the pro-
gram by the National Association of School Psychologists 
(NASP). All graduates of the program after January 1, 2009 
will be considered graduates of a NASP approved program. 

In the fall of 2008, a committee of program review-
ers from NASP considered the River Falls program’s recent 
updates and planned initiatives. The committee’s decision of 
conditional approval was deemed a fair and appropriate as-
sessment by the program faculty. NASP feedback praised 
several specific program updates and initiatives, including:

• New or updated courses addressing evidence-based 
intervention implementation, mental health issues, 
collaboration, curriculum-based assessment, autism, 
and diversity awareness

• Several student leadership positions and scholarly 
activity at the state and national levels 

• Many faculty leadership positions and scholarly 
activity at the state and national levels

• Increased diversity experiences for students during 
practicum (two unique rotations of 300 hours each)

• The program’s updated candidate assessment sys-
tem that provides frequent feedback to students 
about their professional work characteristics, cul-
tural awareness, and other interpersonal skills.

The program has adopted an “embrace change” 
philosophy as the field of school psychology continues to 
evolve. We will maintain a progressive curriculum and var-
ied experiences for all students. 

The program faculty would like to thank the school 
psychologists of Wisconsin, WSPA, and program alumni in 
particular, for your words of support and encouragement 
over the last few years.  We have heard from many of you 
and appreciate the communication, as always. We look for-
ward to continuing our collaboration with you. Onward and 
upward!

Scott Woitaszewski, Director

Children’s Services Grant follow-up
Organization and Study Skills Group

Annie Greencrow Whitehorse Middle School Madison
Karen Wydeven, School Psychologist

I learned how to keep my stuff organized, and it will be 
easy for me to find all of my stuff.  And we learned how to 
ask for help and not be scared.

--Travon, 6th grader, Whitehorse Middle School
The above are words of wisdom from a student who 

participated in one session of my Organization and Study 
Skills group at Whitehorse.  Thanks to the WSPA Mini-
grant, I was able to run two sessions for 6 weeks each, and, 
depending upon how busy I am this spring, I may run an-
other.

I have taught individual children organization skills 
for many years.  Often these children had attention or focus 
issues and did not intuitively develop the necessary skills for 
school success.  This year is my first year at the middle level 
for any significant amount of time.  I noticed almost immedi-
ately that many students, especially 6th graders, do not have 
the independent learning skills to help them be successful in 
school.  
I have a binder and it helps a lot with homework.  It was 
fun for kids to get cool stuff.

--Max, 6th grader, Whitehorse Middle School
Because of the mini-grant, I was able to purchase 

not only books to help me plan for the group, but also organ-
izational materials for the students.  I decided early on that, 
rather than ask parents to purchase these helps like Post-It 
notes, dry erase markers, folders, binders, etc, I would bring 
in samples and have the students pick systems they felt 
would work for them.  That way, I didn’t need to worry 

about which families did not have the financial means to get 
these items for their children.  

I had a follow-up lunch session with the students 
from the first group, and all but one stated things were going 
better.  The student who was brave enough to admit that he is 
still struggling is getting more skill building sessions with 
another student, identified by his parents and teachers as 
having this need.  One of the students from this first session 
made honor roll second quarter, and for another student, his 
teachers reported that he is now doing his homework all the 
time and staying for homework club 3 times per week.  
That’s a far cry from the earlier report of nightly homework 
battles with parents.  A follow-up with Group 2 will be com-
ing after Spring Break.

The school counselor and I plan to incorporate 
many of these concepts into her Developmental Guidance 
class with all 6th graders next fall.  We will team teach these 
sessions.  That way, all the students will get this information 
in a systematic way, and we can more easily identify individ-
ual students who may need more intensive support.  While 
we will not be able to buy supplies for them, we can teach 
the skills necessary for success.
I learn how to bring the stuff I need in my organization 
book to class, and I learn stuff!

--Tito, 6th grader, Whitehorse Middle School
My students and I are very grateful for WSPA’s 

support!  Thank you!
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Identifying and Preventing Burnout: Ways for 
School Psychologists to Continuously be Effective 

By, Melissa D Hullett, School Psychologist II, NCSP, Greenwood County School District 50, SCASP 
Greenwood Regional Representative 

(Reprinted from South Carolina Association of School Psychologists’ newsletter 
School Psych Scene, December 2008, Volume XLII, No. 3)

School psychologists have a unique job in that we 
serve as mediators for all others within the public school 
sector as well as between the public schools and other state 
agencies.  On a day to day basis, we must consider the views 
of the administrator who has the concerns of all students in 
mind.  We must look through the eyes of the teacher who 
feels that she has exhausted all options when trying to inter-
vene with Johnny.  We must look through the eyes of the 
parent who works to make ends meet and tries to help 
Johnny with his school work, while admitting they don’t 
have the ability themselves.  Then, most importantly, we 
must look through the eyes of Johnny who struggles to un-
derstand in the classroom, faces expulsion, feels the pressure 
at home for his failing grades and the urge to make some-
thing better of his life, and the pressure from his peers who 
don’t always want him to do the right thing.  With all of 
these occupational stressors that we experience on a day to 
day basis, we also have to deal with other job responsibili-
ties, such as; report writing, scheduling, leading and/or par-
ticipating in in-service trainings, compliance, and dealing 
with insufficient recognition of our work.  Therefore, it 
should be no surprise that school psychologists may be at a 
higher risk of experiencing job burnout as compared to other 
psychological service providers (Hueber, Gilligan, and Cobb, 
2002).  

Keeping our own emotional well-being in mind and 
engaging in activities which promote personal mental health 
may facilitate more effective service delivery (Hueber, Gilli-
gan, and Cobb, 2002).  Without taking care of ourselves both 
personally and professionally, burnout is usually the result.  
Maslach & Goldberg (as cited in Hueber, Gilligan, and 
Cobb, 2002) argue that burnout is “composed of three related 
constructs”; “emotional exhaustion” from all of the demands, 
“depersonalization” leading to cynical attitudes, and 
“reduced personal accomplishments” leading to feelings of 
professional incompetence. So, how do we prevent ourselves 
from falling victim of professional burnout?  A few sugges-
tions might include:

• Conducting a self assessment - We, as school psycholo-
gists, spend our time assessing the needs of everyone 
else as explained previously in the case of Johnny.  
Since all of these things are a part of our daily profes-
sional repertoire, we have to make time to assess our 
own needs.  Sit down with your calendar and make time 
for you because this is the only way that you will con-
tinue to have the energy to be effective in the lives of 
children and families.  It is important to remember to 
always schedule a break for ourselves during the day.  
You may not have time for that full hour of lunch that 
you deserve, but any break that you can work in will be 

beneficial for your mental health.  “An appropriate bal-
ance of exercise, proper nutrition, and regular medical 
examinations” is a critical approach to implementing 
physical and mental health interventions (Hueber, Gilli-
gan, and Cobb, 2002).  Also, the ability to say “no” is 
one thing that some of us have a hard time doing, but we 
cannot overload our day on a continuous basis.  This 
will usually spill over into our patience and the effec-
tiveness that we have with others, which is never good 
when we are often looked at to solve problems, not con-
tribute to them.  Take the time to rest your mind from 
the stress that we experience every day in order to maxi-
mize your effectiveness.

• Networking - “Support from peers and other related 
professionals also helps to prevent burnout” (Hueber, 
Gilligan, and Cobb, 2002).  Networking is important and 
can be accomplished by participating in local, regional, 
and statewide gatherings of professionals related to the 
fields of psychology, education, and other related fields.  
As you sit down with your calendar and make time for 
you, schedule regular lunch or office meetings with your 
colleagues.  This is important to facilitate communica-
tion within your office and ensure that all are on the 
same page with important district information, as well as 
state and federal updates.  Also, try to participate in re-
gional SCASP meetings, this is a way to meet other 
school psychologists in your area and share in the tricks 
of the trade as well as the stress of the day. At the state 
level, SCASP holds conferences which not only promote 
professional development opportunities, but the confer-
ence also serves as a way to stay in contact with col-
leagues from all over the state.  State wide networking 
opportunities are important “because these provide valu-
able protective networking opportunities and support of 
the professional identity”, (Hueber, Gilligan, and Cobb, 
2002).  

• Professional Development – Taking advantage of pro-
fessional development opportunities at SCASP, as well 
as other conferences and workshops around the state and 
nation, provide a way to keep current with all new infor-
mation, including the Responsiveness to Intervention 
era.  This will also serve as a way to decrease the feel-
ings of professional incompetence as we experience 
updates in the world of education and in the lives of 
children.  According to the American Psychological 
Association, this serves as a way for us to “increase 
competencies in order to improve services to the public 
and enhance contributions to the profession” (as cited in 
Brown, 2002).  Professional development also requires a 
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self-assessment in order to identify your own role and 
function within your place of employment, what turns 
your career may take in the future, and plans for possi-
ble program changes (Brown, 2002).  We are always 
looked upon for interventions and ideas for ways to help 
in the classroom and we not only need to keep those 
reliable tricks to the trade in our tool kit, but we need to 
also have new and changing ideas. Keep an open mind 
for new and different ways to promote positive home-
school collaboration as this knowledge will increase our 
effectiveness.  Take the time to review the materials you 
gathered from the recent SCASP conference.  Maybe 
you learned a new intervention for those with Borderline 
intelligence that you want to try to implement or intro-
duce a way to promote positive discipline in your 
schools. 

Use this winter break to rejuvenate yourself both 
personally and professionally by taking the time to commit 
to some New Year’s resolutions that can be accomplished. 

1. Sit down with your calendar and make time for you! 
Relax, sleep, and eat!

2. Participate in local, regional, and statewide meetings.  

Networking with colleagues is important!
3. Take a new trick learned at the fall SCASP confer-

ence and expand your took kit to include more ideas 
and more interventions! 
Hopefully, some of these ideas will help you ac-

complish more great things with the latter half of the school 
year.  This seems to be the busiest time for us in our profes-
sion.  Remember to attend the Spring SCASP Conference in 
Charleston for that needed boost to further your mental 
health, continued networking, and professional development 
opportunities, all while decreasing the likelihood of experi-
encing burnout.

References
Brown, M.  (2002).  Best practices in professional develop-

ment.  In Thomas & J Grimes (Eds.), Best Practices in 
School Psychology IV (pp. 183-194). Bethesda, MD:
National Association of School Psychologists.

Hueber, E. S., Gilligan, T. D., & Cobb, H.  (2002).  Best 
practices in preventing and mangaing stress and burnout. 
In A Thomas & J Grimes (Eds.), Best Practices in       
School Psychology IV (pp. 173-182).  Bethesda, MD: 
National Association of School Psychologists.

Children’s Services Grant follow-up
Bulldogs Don’t Bully Kick Off Event! 
Jessica Phillips, New London School District 

During the 2007-2008 school year, bullying was 
identified as a on-going problem at Parkview Elementary 
School.  As a result, the teachers of Parkview Elementary 
identified decreasing bullying behaviors as one of the pri-
mary goals in Parkview’s 2008-2009 School Improvement 
Plan.  In order to achieve this goal, an anti-bullying commit-
tee was created to research and select a bully prevention pro-
gram.  The Olweus Bullying Prevention Program was se-
lected for implementation at Parkview Elementary because it 
is research-based and designed to be implemented school-
wide. 

As an introduction to Parkview Elementary’s new 
schoolwide anti-bullying program there was a week long 
kick-off event.  This event marked a new beginning for the 
students and staff at Parkview Elementary School.  WSPA 
funds were used to help make this event successful.  Activi-
ties were planned for students the entire school week and 
family activities were planned during the evenings.  Special 
community guests were invited to be a part of the activities 
so that students and families were aware of the importance 
and seriousness of the new program being implemented.  

For the kick-off, radio personalities and grilling 
experts Maddog and Merrill volunteered their time to help 
with the activities.  Tom Pease, a popular performer that de-
livers messages that teach, performed music that provided 
students and families with an anti-bullying message.  To 
further enforce the new school climate, pink “Stand up to 
Bullying” t-shirts were provided for all students. Students 
wore the t-shirts at the kick off event and continue to wear 

them every Friday.  The t-shirts have the school’s new anti-
bullying rules printed on them.  A portion of the grant money 
was used to purchase these pink t-shirts for students who 
would not otherwise be able to afford them.  

Success of the program is currently being measured 
in several ways.  The Olweus Bullying Questionnaire is the 
primary tool for measuring outcomes of the program.  The 
questionnaire is an anonymous, multiple-choice, self-report 
survey that is used to obtain information about students’ per-
ceptions related to how adults at school have responded to 
bullying, frequency of bullying and students’ attitudes re-
lated to bullying.   It was administered to all students in 
grades 3-5 in November, before the program began, and it 
will be administered again in May to monitor changes in 
bullying behavior and to evaluate the effectiveness of the 
bullying prevention efforts.  The questionnaire will be ad-
ministered annually thereafter to continuously document 
changes in bullying behavior.   

In addition, a bully incident log has been created 
and is currently being used to document bullying behavior.  
All incidents of student bullying are documented on a 
spreadsheet in the office.  This documentation will continue 
throughout the duration of the school year.  Data collected 
prior to the kick off in January will be considered baseline 
data and data collected after the kick off will be used to de-
termine if bullying behaviors have decreased.  This data will 
be examined this summer during a district-wide data retreat.  

Thank you WSPA for you contribution in making 
our anti-bullying efforts a success!  
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Class meetings discussing bullying scenarios

Students at Parview Elementary School filled the hallway and recited 
that Anti-bullying rules!

21

Families join and share in the fun while Tom Pease performed. 



Implementing Response to Intervention (RtI): Principle Administrative Elements
Carolyn Fugate
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Alfred University
(Reprinted from the New York School Psychologist newsletter, Summer 2008, Volume XXVI, number 4)

Abstract
Response to Intervention (RtI) is a school wide 

framework designed to help school districts meet the educa-
tional needs of all students.  In many schools RtI implemen-
tation requires a strategic overhaul of educational practices 
and service delivery for students who experience academic 
problems..  The purpose of this discussion is to outline the 
role of the school administrator in managing the successful 
implementation of RtI.

Implementing Response to Intervention (RtI): Principle 
Administrative Elements

All this may not be finished in the first 100 days.  
Nor will it be finished in the first 1000 days.
Nor in the life of this administration.  …  But let us begin.  
(John F. Kennedy, at the initiation of NASA)

Response to Intervention (RtI) provides a frame-
work for providing quality education for all students.  Typi-
cally presented as a multi-tiered intervention model for stu-
dents with academic and behavioral difficulties, RtI at its 
most basic level also requires effective instruction and pro-
gress monitoring for all students.  As an educational frame-
work dedicated to the learning of all students, RtI has the 
potential to improve the learning of all students while reduc-
ing the over-identification students with special education 
diagnoses. Oswayo Valley Elementary School (OV) began 
the process of RtI implementation in the Fall of 2002 as an 
educational framework to meet the goals of a continuous 
improvement plan.  Over the past six school years, overall 
student performance has improved greatly while at the same 
time special education placement has been decreased by ap-
proximately 50%. 

Implementing Key RtI Elements
When successfully implementing any instructional 

framework within a school building or system it is important 
to identify the necessary elements of that framework. The 
next step in the implementation process is to assess the ex-
tent to which these elements exist within the school or sys-
tem.  Finally, a plan needs to be developed to improve exist-
ing practices and to add non-existent elements.  Three ele-
ments that appear to be critical to successful RtI implementa-
tion include: (1) continuous measurement of student aca-
demic skills or behavior; (2) effective instruction and inter-
vention for all students; and (3) effective collaboration and 
problem-solving skills (Bollman, Silberglitt, & Gibbons, 
2007; Burns & Ysseldyke, 2005; Hilton, 2007; Kovaleski, 
2007).

Continuous Measurement
An effective measurement plan needs to include 

General Outcome Measures (GOM) that can be used for 
screening and individual progress monitoring (e.g. DIBELS, 
CBM, etc.).  In addition, specific diagnostic measures are 
important to assess the specific learning needs of students 
requiring intense intervention.  GOMs need to be simple, 
efficient to administer, repeatable, and meaningful.   If the 
measure used for universal screening at the first tier of the 
RtI framework can also be used for progress monitoring and 
goal setting for students in need of more intense intervention, 
there will be a common platform for data-based decision 
making across all levels of RtI implementation.  

Instruction and Intervention
Effective selection and implementation of an evi-

dence-based core curriculum is a critical element of the first 
tier of RtI (Kovalesky, 2007).  Beyond Tier 1,  interventions 
can include standard-protocol or scripted interventions that 
can be used with individual students or in groups.  In addi-
tion some students will require individually focused inter-
vention. It is also important to develop methods for monitor-
ing the implementation integrity of both the evidence-based 
curricula and intervention procedures. 

Instruction and intervention within an RtI frame-
work require flexible grouping and classroom scheduling 
(Bollman, Silberglitt, & Gibbons, 2007). In this environment 
the traditional barriers between regular education, interven-
tion services (e.g. Title I or AIS), and special education are 
lowered (or removed).  

Collaborative Problem-Solving
Successful implementation of RtI requires the de-

velopment of a collaborative school community (Burns & 
Ysseldyke, 2005).  In this environment teachers and support 
staff review student data; develop and monitor instructional 
plans and interventions; and continuously evaluate and revise 
key elements and processes.  Administrators, faculty, and 
staff need to develop effective lines of communication where 
the focus becomes meeting the general educational needs of 
all students and the specific instructional needs of those stu-
dents in need of strategic or intensive intervention.

Implementing RtI with Sustainability
RtI is more than just another educational fad foisted 

upon school districts from the revolving door of the federal 
government or the state department of education.  It is an 
educational framework that changes the way we do things in 
schools.  In this regard, it is important RtI be implemented 
with an eye for sustainability.  For change to be sustainable, 
state and district policies must support the change; adminis-
trative leadership must provide the impetus and resources to 
implement and support the new framework; and the new 
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framework needs to be successful at the individual teacher 
and classroom level (Sindelar, Shearer, Yendol-Hoppey, & 
Liebert (2006).  

Developing Policies that Support RtI Implementation
The door to RtI implementation has been opened by 

federal legislation (e.g. NCLB, IDEA 2004) and state policy 
formulated to reflect this legislation.  In April of 2008, the 
State Education Department  (DeLorenzo & Stevens, 2008) 
provided a statement of general policies and definitions of 
RtI for the State of New York.  In this memorandum, school 
districts are encouraged to implement RtI in their schools, 
with a requirement that all school districts will have a RtI 
framework in place for K-4 reading by July 1, 2012.  How-
ever, it is the implementation of this policy at the local level 
that determines the effectiveness of RtI.

At the local level, policies and procedures often 
create barriers to effective RtI implementation.  These policy 
barriers need to be identified and adjusted to meet the spe-
cific needs of RtI implementation. Policy and procedure bar-
riers might include: how to determine which students receive 
AIS of Title 1 services; when can it be determined that a 
child is a non-responder and needs the continuous support of 
a special education placement; at what point in the RtI proc-
ess does informed consent and due process safeguards be-
come a requirement; and what role does special education 
play in the RtI framework.  These are but a few of the proce-
dures and policies that need to be reviewed and adjusted.  

When reconfiguring policies and procedures it is 
important to explore methods that have been demonstrated to 
be effective, and to engage in continuous program evaluation 
as changes are made.  For example, at OV, once RtI began to 
be implemented with some success, the question that arose 
was how to determine if a child was a non-responder.  
Evaluation of the data suggested that requiring a certain 
number of interventions or intervention days (e.g. 3 interven-
tions implemented for at least 20 school days per interven-
tion) would be ineffective as the individual response of chil-
dren to specific interventions was variable.  In addition, 
many children who were responding poorly to intervention 
in first-grade would reach an appropriate level of academic 
performance by the end of third-grade with continued inter-
vention.  There is some research that suggested that a dual-
discrepancy model of evaluating the combination of a stu-
dent’s level and rate of academic performance (McMaster, 
Fuchs, Fuchs, & Compton, 2005) might be helpful in evalu-
ating an individual student’s response to intervention.  In 
general, application of the dual-discrepancy model has al-
lowed teachers at OV to improve the long-range prediction 
of individual student outcomes (e.g. I think this student will 
catch up with continued intervention) and provide time to 
find a combination of interventions that may prove effective.  
At the same time, students who fail to respond to interven-
tion appear to be identified within a reasonable time-frame.

Quality Leadership
Leadership that develops sustainable educational 

reform combines both strong administrative leadership and 
teachers who are leaders.  The fundamentals of strong ad-
ministrative leadership for RtI implementation incorporate 

elements of building an administrative knowledge base rela-
tive to RtI, creating a school climate conducive to change, 
and resource management. 

Administrators that are most closely associated with 
the day-to-day process of RtI implementation need to be the 
most knowledgeable.  While superintendents may require a 
general knowledge of RtI, a building principal will need ex-
tensive knowledge of an array of RtI concepts (Hilton, 
2007).  Although it is vital that key administrators take ad-
vantage of a variety of continuing education resources (e.g. 
workshops, journal articles, books, etc.), RtI implementation 
at OV has been enhanced by consistent consultation from 
persons with knowledge of RtI components and practice who 
are located at regional universities.  Establishing ongoing 
consultative relationships has been an important variable in 
developing administrative and teacher expertise.

Transformational leadership is an important element 
in shaping a school climate that is conducive to reform.  
Schools with a shared vision of reform, that include shared-
decision making and include teachers in the design of inno-
vation, are more likely to sustain innovative reform 
(Sindelar, 2006).  Transformational administrators facilitate 
the energy for change and address both the emotional and 
organizational elements of reform.  RtI is a new framework 
for education and reform can create stress.  The resulting 
uncertainty among teachers will increase in direct proportion 
to their perception of change.  In this situation change is 
more likely to occur with a transformational leader who can 
encourage involvement, improve communication, and rein-
force new behaviors (Herold, Fedor, Caldwell, & Liu, 2008).

Resource management is the implementation ele-
ment that is almost entirely in the hands of the school ad-
ministration.  Effective RtI implementation requires common 
grade scheduling that allows grade-level teachers to meet for 
data-based problem-solving (Bollman, et al., 2007).  In addi-
tion, the daily schedule needs to include ample protected 
time for core instruction and intervention.  Blended within 
this schedule is a need for an orchestrated resource deploy-
ment (Kovaleski, 2007) that places the appropriate staff with 
the appropriate materials in the appropriate place at the ap-
propriate time.  The scheduling and resource deployment 
needs of each school are unique.  Each school district and 
school will differ along a variety of resource continuum such 
as teacher and support staff expertise; length of school day; 
and/or community resources.  Therefore, each school build-
ing will need to find a unique solution to these issues.  

At OV scheduling and resource deployment needs 
have been met with a six-day academic schedule that allows 
for common grade-level scheduling and control of specials 
(e.g. music & art) in a way that provides a daily common 
planning time for grade-level teachers.  As part of this sched-
ule there is a common protected block of time for reading 
each morning in the primary wing (K-2) and afternoon in the 
intermediate wing (3-5).   These commonly scheduled aca-
demic blocks of time places all of the reading instruction and 
intervention resources (Title1& AIS specialists, instructional 
aides, and materials) in the same place at the same time with 
the greatest efficiency.  In addition, OV employs a voluntary 
after-school tutoring program for students in need of addi-
tional intervention.23



Another important resource variable is budgeting 
for RtI and the reallocation of funds.  The quality of core 
curriculum materials needs to be evaluated and as a result 
there may be need to budget for the purchase of an evidence-
based core curriculum.  Faculty and support staff will need 
training in key RtI skills.  Some of this training may require 
attendance at sessions beyond what can be accomplished by 
the existing in-service training time and budget allocations.  
Other RtI needs can be addressed through the reallocation of 
funds.  For example, at OV we found that once universal 
screening and progress monitoring were in place the deci-
sion-making value of the end of year broad based norm-
referenced achievement test was greatly diminished. Univer-
sal screening measures (e.g. DIBELS and CBM) and associ-
ated cost of data-management software (e.g. AIMSweb) are 
approximately 50% less costly than the end of year achieve-
ment test previously used.  Excess funds from the assessment 
budget are then redirected to the purchase of evidence-based 
intervention materials.

RtI Teachers and Classrooms
The success of any educational process is primarily 

dependent upon what occurs in the classroom from day-to-
day.  As a result teachers play the critical role in successful 
RtI implementation.  A key element in successful classroom 
level implementation is the development of teachers who are 
leaders.  These teachers become important channels for com-
munication, provide support for other teachers, and serve as 
resources for instruction and intervention.

In addition to the previously mentioned resource 
issues, administrators must work closely with teachers to 
remove barriers that hinder success.  Initially teachers can 
become overwhelmed by their perception of the change RtI 
will make in their classroom.  To overcome this uncertainty, 
it is important to keep the complexity of change small in 
scope (Hilton, 2007; Herold et al. 2008) and introduce new 
RtI components in steps that can be more easily imple-
mented.  Another, key to addressing this barrier is staff de-
velopment that is focused, challenging, job-embedded 
(Burns & Ysseldyke, 2005), and includes the continued re-
finement of ideas (Hilton, 2007).

Another important component of RtI implementa-
tion is rethinking the causes of student failure.  Many teach-
ers have been acculturated to endorse the myth of the socio-
cultural deficit lens (Harry & Klingner 2007).   With this 
mind set it is common to blame failure on the students’ home 
context rather than examine the school context.  In addition, 
years of the aptitude-achievement discrepancy model for 
determining learning disabilities have taught teachers that 
another major cause of student failure are any variety of cog-
nitive deficits isolated within the child. RtI framework does 
not ignore child, family, or community issues.  However, the 
key to effective RtI implementation is the assessment and 
adjustment of school, classroom, and instructional variables.   
Placing student performance in the context of classroom 
ecology opens the door to making instructional changes that 
meet the needs of diverse learners. 

Conclusion
RtI is an educational framework that influences the 

educational processes and outcomes for all students.  How-
ever, the prospect of RtI implementation does not need to be 
daunting.  To be effective, RtI implementation will require 
the continued collaboration of people at every level of the 
school and administrators play a pivotal role in developing 
the climate for success.  
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Seven high school-age special education students in 
a community based school participated in the study.  Psy-
chology interns trained three teaching assistants and one 
teacher to assist with the individualized Edmark Reading 
Program.  Four months after the student’s learned the first 50 
words they retained the words at a 95% level.  After the stu-
dents were re-trained on the words they missed, they then 
showed 99% generalization accuracy in the community.  In 
addition, the project positively impacted the special educa-
tion program by increasing the students’ enthusiasm for 
learning functional words, and increasing the staffs’ involve-
ment in individualized reading instruction.

Students with developmental disabilities usually 
have difficulty learning to read. Browder and Xin (1998) 
conducted a meta-analysis review and concluded that sight 
word approaches are effective for teaching reading to devel-
opmentally disabled individuals.  McCormick and Becker 
(1996) also conducted a literature review, and they con-
cluded that sight word instruction not only promotes word 
learning, but can heighten learning disabled students’ com-
prehension. An example of these results was in a study by 
Mayfield (2000). This study evaluated the effects of using 
the Edmark Reading Program to develop a sight word vo-
cabulary in first graders at risk for reading failure. It found 
that the one-to-one tutoring approach was successful for in-
creasing the sight-word vocabulary and comprehension skills 
of the students.

Developmentally disabled students not only benefit 
from a sight-word approach, but they also need to have func-
tional words taught to them so they can live independently. 
For example, Browder & Lalli (1993) demonstrated the im-
portance of teaching functional-sight words for grocery 
shopping and household chores to developmentally disabled 
individuals. Also, Schloss, et al. (1995) showed the effec-
tiveness of teaching functional-sight-words to developmen-
tally disabled people in community-based recreational set-
tings.

The Edmark Reading Program, developed by Sid-
ney Bijou, Ph.D., is one of the most carefully designed sight 
word reading programs. One of the principles the Edmark 
program included in its design is errorless discrimination 
(Sidman & Cresson, 1972). This principle was included to 
reduce the developmentally disabled students’ frustration 

and increase their frequency of success. 
Although there have been many studies which have 

demonstrated the effectiveness of a functional-sight-word 
approach, there have been few studies to show that they gen-
eralize to the natural environment from the classroom, 
(Browder & Xin, 1998). For example, Collins & Stinson 
(1995) found that when they taught key words from product 
warning labels to students with moderate disabilities there 
was a need for more instructional strategies to facilitate gen-
eralization.

Since there has been insufficient research on gener-
alization of sight-word reading programs, it is important to 
study the maintenance and generalization effects of the Ed-
mark Program with developmentally disabled students. 

Considering all of the above, we approached the 
teachers in our small, community-based program for high 
school age students. In addition to evaluating the mainte-
nance and generalization effects of the reading program, we 
also hoped to impact on the culture of the program.  The 
goals were to: 1. Provide more functional reading instruction 
to as many students as possible; 2. Engage the students in 
more individualized reading instruction; and 3. Involve the 
teachers’ assistants and teachers’ aides in delivering more 
individualized reading instruction.

Method
Setting:

The Edmark Program was administered to seven 
high school age special education students in a community-
based program. The special education program was located 
in the downtown section of a small city. The reason for that 
location instead of a school was to place the students in a 
place where they would have an opportunity to experience 
the city/community directly on a daily basis. The students in 
the program are offered the chance to learn skills in real 
situations such as: traveling on a bus, purchasing a store 
item, doing a bank transaction, attending a local concert, 
going to the YMCA, etc.

There were three classes that participated in the 
program. The three classes were part of a team in which the 
teachers and support staff worked together. There were one 
or two teacher’s assistants assigned to each class. In addition, 
there was one school psychologist assigned to the three 
classes. Also, there was one master’s level psychologist in-
tern and three bachelor’s level psychology interns who at-
tended the program part-time, and worked with the students 
on the Edmark program.

Students:
Two or three students from each class received the 

Edmark training. The students that were chosen for the func-25



tional reading training were the weaker readers in each class. 
Their IQ’s ranged from 44 to 84 with a mean of 61 and their 
reading grade levels ranged from below Kindergarten level 
to about third grade, the mean being at a first grade level. 
The students also were assigned to the community-based 
program because they had emotional and behavioral defi-
ciencies. As a result, the students at times refused to partici-
pate in sessions. Also, some of the students had poor atten-
dance, which limited the frequency of instruction.  On the 
whole, however, the students seemed to find the lessons re-
warding and not frustrating.

Procedure:
The master’s level psychologist was the first to 

learn the Edmark Program and he trained the other interns 
and teaching staff. He did this by making two presentations 
at the weekly team meetings, and then by demonstrating les-
sons to the others. To ensure the instructional staff’s consis-
tency with administering the Edmark Program the master’s 
level psychologist also observed the instructional staff when 
they taught lessons, answered questions about the reading 
program’s procedure, and gave the staff feedback about their 
instructional performance, 

When the interns started the program, they were 
each assigned one or two students. The interns were sched-
uled to teach each student two sessions each per week.  After 
six weeks, they turned their cases over to the classroom-
teaching assistants. Before assuming responsibility for the 
reading program, the assistants observed several sessions.

The Edmark Program, as mentioned previously, is 
designed so the students learn the words very gradually 
through small successes. The lessons are planned so the stu-
dents only have to point to the correct word initially. Then 
after the students have made frequent successful pointing 
responses they are asked to read and say the word indicated. 
Subsequently, the students are asked to read the word or 

phrase from a series of multiple choices. 
Phase 1. The students were assessed ten words at a 

time and then taught according to the Edmark Program de-
sign. The percentage of words that the students knew on first 
presentation were recorded. The individual sessions lasted 
approximately 25 minutes each. After the first five weeks of 
the training it was decided that the students’ progress would 
be posted publicly on a large bar graph. Each student had 
their progress displayed by a different color bar. However, 
the students’ specific names were not posted because a few 
of them did not want their names to be displayed. It seemed 
that some of the students were very sensitive to having their 
progress in full view of the other students and teachers.

Phase 2. To determine the savings level the students 
were assessed again after four months. At that point they 
were shown all 50 words, and the percentage of words or 
phrases correctly read were recorded.

Phase 3. After the students were assessed for their 
memory or savings of the 50 words they learned four months 
previously, they were retrained on the words they missed.

Phase 4. One week later the students were assessed on the 
generalization of the words they learned to the surrounding 
community. The first 50 words of the functional program 
were located on signs in the community around the school. 
Each student was assessed individually by recording the per-
centage of the words they read correctly.   

Results
The 7 students had an overall range of 74 to 98 with 

an average score of 85 on the assessment and instruction 
phase. Then their savings after four months ranged from 80 
to 100 with an average of 95 (see graph 1). Finally, their 
generalization scores ranged from 96 to 100 with an average 
score of 99 (see graph 2). Graph 3 includes all three data 
points collected in the study.
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The average percentage correct in the assessment /
instruction phase was higher than anticipated based on their 
reading scores and the teacher referrals.  Some of the stu-
dents had more sight word knowledge than previously 
thought by the teachers. 

Discussion
A significant finding was that the students’ average 

initial correct percentage was higher than the teachers had 
anticipated.  This suggests that the more traditional reading 
approaches to reading underestimated the students’ knowl-
edge of functional-sight-words. This discovery supports the 

recommendation of using an Edmark like approach with de-
velopmentally disabled individuals.

A second important factor was that on re-testing 
after four months, six of the seven students retained nearly 
all of the words, and the seventh student retained over 80%.

All of the students were able to generalize their 
sight word knowledge to real signs in the community sur-
rounding the school to almost 100% accuracy.

The progress data on the Functional Reading Pro-
gram with developmentally delayed high school students 
demonstrated effectiveness in ease of learning, maintenance 
and generalization. Too often developmentally delayed stu-27



dents are not taught enough practical, community-living 
skills. The Edmark Reading Program was chosen because it 
was specifically designed to do just that. Moreover, it suc-
ceeded by providing the students instruction they found re-
warding and not frustrating. The students have shown that 
they very much want to continue to receive instruction in the 
program so they can learn all the words in the Edmark Pro-
gram. Also, other students have expressed interest in joining 
the program. 

Another important impact of this study was that the 
classroom teachers made the reading sessions a priority. The 
teachers needed to assign their assistants to a schedule to do 
the training sessions with the students. It was obvious that 
there were many competing interests in their special educa-
tion classrooms. Consequently, the teachers and the assis-
tants had to make a commitment to hold the training sessions 
2x per week for each of the seven students. In addition, the 
teaching assistants were trained in the Edmark Program. 
They along with the School Psychology interns performed 
the one to one, individualized reading instruction. 
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Children’s Services Grant follow-up
Yoga as a School-Wide Intervention

Patriq DuSaint, PhD.

Hawley Environmental School is a 
K-5 Milwaukee Public School serving about 
330 children. The social worker and I have a 
half day per week dedicated to providing 
mental health services that are part of a larger 
health initiative. The idea to implement a 
yoga program in every classroom at Hawley 
was first suggested by the school nurse, Pat 
Lawton. Surveys had been given to staff, 
students and parents about mental health 
concerns and their results indicated that pro-
viding a stress reduction intervention was a 
priority. It was in this context that she men-
tioned having heard of a program called YogaKids 
that might help meet this need. The social worker, 
Jessica Helminski, and I did not have any background with 
yoga, but after some research and discussion with staff, we 
decided to pursue yoga as a primary prevention strategy. The 
three of us spent part of a Saturday in October receiving 
YogaKids™ (http://www.yogakids.com) training to teach 
school-aged children under the guidance of yoga instructor, 
Stephanie Sandy. Within two days of the training,   Jessica 
and I began teaching yoga in classrooms. I started with the 
fourth and fifth grades and Jessica began with the K4 
through second grade classrooms. Third grade was added 
later.

The grant from the Children’s Services Committee 
made it possible to supply each classroom with a “50 Pose 
Card Toolbox” containing cards showing and describing 
yoga poses as well as a special tack-on mat for displaying 
these cards to the students as we practiced the various poses. 
In addition, we purchased curriculum materials and yoga 
mats for a behavioral intervention group. The classroom ma-
terials include a teacher’s manual with lesson plans. The 
teachers were given materials describing how each pose can 
be integrated into the curriculum. The gym and music teach-
ers also were exposed to the yoga program with the gym 
teacher planning to implement yoga as part of her classes in 
the spring. Our yoga sessions were given once a week in 
most cases and lasted anywhere from 20 to 45 minutes. The 

poses are catalogued 
into six types of poses: 
calming, energizing, 
focusing, flexibility, 
strengthening and co-
operative. After the 
first three or four les-
sons, the students were 
taught simple routines 
such as a settling-down 
routine, focus routine 
and an energizing rou-
tine. The students 
learned to do poses 
sitting at their desks, 

standing and on the floor. 
The following is an example of how 

yoga developed in one intermediate class-
room. At the first session students watched 
in amazement as I removed my shoes.  Most 
did not follow my invitation to remove 
theirs. In addition, I did not introduce any 
pose that required them to kneel or lie on the 
floor during the first session, having learned 
the hard way that most would protest. Some 
resisted or just watched. By the third or 
fourth sessions, however, almost all the stu-
dents would not only have their shoes off but 

would be requesting “Birthday Candle”, “Moo-Meow”, 
“Rocking Horse” and “Flower”, poses that need to be 

done in a prone or sitting position on the floor. The students 
in this particular class are able to do 30 or more poses at 
various skill levels. 

Every student at Hawley has been taught to do 
yoga. At an all-school assembly in January, the K4 through 
fifth grades performed several yoga poses. It was the first 
time that the children visibly experienced the fact that every-
one else in the school was also doing yoga. Jessica included 
a conflict resolution component for K4 through second 
grades. Character education was woven into the Third 
through fifth grades, especially emphasizing self-discipline/
self-control, respect, kindness, stewardship, courage and 
cooperation. In addition, a Yoga Club consisting of five very 
active boys began meeting weekly. The three components of 
this club are yoga, participation in a special program with the 
Humane Society and a healthy eating module. This club is 
very popular, with Jessica and me receiving many questions 
from students wondering how they can become part of the 
club. 

Outcomes
Data is still being collected but some preliminary 

results can be shared. A timeline was set in the beginning 
with the goal of all classes having had at least one training 
session by the end of January. This benchmark was met with 
most classrooms having had over eight or more teaching 
sessions. Parent classes were originally going to be offered 
in fall and spring but we were unable to offer fall classes due 
to scheduling prob-
lems. A spring ses-
sion will be offered. 
The purpose of the 
parent yoga class is 
to let parents experi-
ence what their chil-
dren are doing. In-
formation about 
yoga and various 
poses has been com-
municated through 
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the newsletter. So far parents have given positive feedback 
about the school-based yoga program. Students frequently 
report showing their parents various yoga poses. Two final 
benchmarks still need to be accomplished. The first is that all 
students will learn the Sun Salutation. This routine consists 
of seven poses that flow together and helps develop calm-
ness, attentiveness, flexibility and strength. Only three class-
rooms remain to learn it. The last benchmark is an Earthday 
activity where every student and teacher will participate in a 
cooperative yoga demonstration creating a forest and 
meadow using yoga poses. 

In addition to benchmark data, we are also collect-
ing Goal Attainment Scale (GAS) ratings and student ques-
tionnaires. With only two of us implementing a schoolwide 
initiative, our data collection has been limited to selected 
classrooms. Goal Attainment Scaling is being used in the K4, 
K5, fourth and fifth grades. The student questionnaires are 
being used in the fourth and fifth grades. Results cannot be 
thoroughly evaluated until the end of the year but we have 
some preliminary results from our mid-year collection of 
data. The GAS ratings from K4 and K5 indicate that the chil-
dren can calm themselves down and increase on-task behav-
iors “frequently” using yoga strategies and poses as com-
pared to “occasionally” in the fall. These strategies might 
include the use of “Take 5”, a calming breath strategy that 
also increases focus or one of the focus poses. The GAS 
scale used in the fourth and fifth grades, while indicating 
some increase in the students’ ability to cope with stress, 
would have been a more reliable measure if the focus had 
been on rate of regrouping or increase in on task behavior. 
The stress descriptor is too broad and subjective. Parts of the 
student questionnaire are not be used because the students 
also did not have a clear concept of what stress is and, as a 
result, their ratings lacked validity. What the questionnaire 
demonstrated, though, is that students are now able to iden-
tify an increased number of strategies for calming when 
compared with their fall responses, can name a number of 
the yoga poses and often are able to describe their benefits. 
In addition, over two-thirds of the third, fourth and fifth 
graders can demonstrate five or more yoga poses upon re-
quest. 

Yoga Research
There is an abundance of published research on the 

physical, medical and psychological benefits of yoga. Sum-
maries and references to the many evidence-based studies 
can be found through the International Association of Yoga 
Therapists (www.iayt.org) and the Center for the Study of 
Yoga and Health. A small but growing body of research is 
beginning to demonstrate yoga’s potential for helping chil-
dren in learning, behavioral and health domains. For in-
stance, Peck, Kehle, Bray and Theodore (2005) measured 
positive effects for children with attention problems who 
participate in a short-term yoga program and is referenced at 
the NASP website. Both YogaKids™ (Buckenmeyer & Fre-
ites, 2007) and YogaEd™ (Slovacke, Tucker & Pantoja, 
2006) Programs have shown positive effects in behavior and 
academics. These studies are few, however, a number of 
studies are in process to evaluate yoga’s benefits for chil-
dren.

Lessons Learned and Future Plans
Implementing a school-wide yoga program has 

been both a fulfilling and challenging experience. While I 
have been involved in initiating a number of classroom and 
school-wide programs before (conflict resolution, anti-
bullying, anger-management, resilience, etc), the yoga pro-
gram has generated more enthusiasm and motivation than I 
have experienced previously. When students see me in the 
hall, they ask if I am coming to do yoga in their classroom. 
During the lessons, both Jessica and I experience full class 
participation. While some of the children with the shortest 
attention spans may have to be redirected, they quickly re-
spond. Children I see in therapy frequently request to do 
some yoga as part of their session. Most of the teachers are 
integrating short routines and individual poses during transi-
tions. The Energizing routine has become very popular in a 
number of classrooms on Monday mornings. Fourth and fifth 
grade teachers have expressed enthusiasm that next year they 
will be getting students who already know how to do yoga. 
A strong indicator of the success of the school-wide yoga 
program is that the school staff decided to include a whole 
school yoga activity as part of its Earthday celebration.

One of the major challenges Jessica and I faced was 
that neither of us had much background in yoga. Also, we 
were understaffed in implementation. The school nurse was 
initially planning on teaching yoga but was unable to under-
take this due to a heavy caseload.  Although YogaKids™ is 
designed so that teachers don’t necessarily have to do the 
poses, we both wanted to do yoga with the students. In the 
first month, I discovered more than a few forgotten muscles. 
As described above, data collection has been another chal-
lenge. However, the main focus for this first year was meet-
ing our benchmarks for school-wide implementation. A con-
cern we have had is the fact that the students do yoga on 
uncarpeted floors. After the first few sessions, they rarely 
complained. Next year, we would like to raise funds so that 
children could have their own yoga mats. 

If any school psychologists are interested in more 
information about implementing a yoga program in a class-
room or a whole school, please feel free to contact me at 
dusainpa@mail.milwaukee.k12.wi.us. 
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Yoga Routines

Energizing Routine

1. Stand in the Mountain Pose and get ready to explode like a Volcano! Breathe and watch your hands rise up over year head 
and breathe out as you explode. (4 to 5 times)

2. Pound your chests like a family of gorillas.  Tarzan’s Thymus Tap brings energy to the heart and brain, and stimulates the 
thymus gland, which is important in immune function. 

3. Follow right away with Bunny Breath: 4 to 6 quick short breaths in through the nose and then breathe out with long, smooth 
sigh. (4 to 6 times).

4. Round things out with the Scarecrow Twist. Put hands on shoulders, elbows out and twist your upper body around the post 
(spine). Breathe with the movement and then let the arms hang for the Ghost Coat Swing.

Focus Routine

This is done as a flow form, one leg at a time.

Start with the Flamingo Pose. Eyes focus on one point, arms spread wide as wings and extend one leg straight back. Hold this 
position.

Move into the Stork Pose by swing the lifted leg forward and bending it at the knee in front of the body. Stand composed and 
calmly breathe.  The opposite hand and elbow are bent gently and gracefully.  Keep the eyes focused on one point. Hold this 
position.

Change into the Tree Pose.  The sole of the foot on the bent leg is placed on the  inside of the standing leg. Hand are brought 
together into the  Namaste position, raised and extended into branches. Balance and focus.

From the Tree Pose, entwine your arms and legs in order to “wrap it up” with Eagle. Now repeat this using the other leg.

Settle Down Routine

Start with Take 5 breathing.  Breath in through the nose counting to five with fingers and then breath out through the nose as 
one by one, the fingers are curled into the palm. (3 to 5 times)

Students are ready to be seated. With their chairs scooted back from the desks, it’s time for Twist and Blow. Students sit nor-
mally, breath in and out, take a deep breath, twist in their chair in one direction. Legs twist all the way around to press against 
the chairs back. Grabbing the back with both hands, students gently twist more and blow out over their shoulder. Breath in again
and return to normal. Breath out and in, doing the same in the other direction. (2 to 4 cycles)

Scoot chairs in and place head on desk for the Polar Bear pose. With chins on the table, students cover their mouth and nose 
with hands and breath in the warm air (at least a minute).
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WSPA Awards Presented at Spring Convention
By Veronica Milling, Recognition and Scholarship Chair

WSPA awards recognize individuals who exemplify 
professional excellence in school psychology and/or support 
the mission of the profession in a significant way. In honor-
ing these individuals, WSPA seeks to celebrate their success, 
their contributions to the profession, and their efforts to im-
prove outcomes for children, families, and schools.

WSPA award nominations are reviewed according 
to established criteria by members of relevant WSPA leader-
ship committees. Submission requirements, processes, and 
deadlines are available online at www.wspaonline.net.  

In an effort to recognize the outstanding achieve-
ments and skills of students in School Psychology masters 
level training programs in Wisconsin, WSPA presents the 
following awards.
Allard Award:  Benjamin Burns

The Allard Award is sponsored by one of our own 
members, Ms. Suzanne Allard.  Candidates for this award 
are masters-level graduate students who are nominated by 
the faculty in their training programs based on outstanding 
academic and research skills and strong leadership skills.  
The recipient of the 2009 Suzanne Allard Award is Benjamin 
Burns, a student at UW-LaCrosse.  Rob Dixon, who nomi-
nated Benjamin, cited his exemplary academic excellence, 
interpersonal and leadership skills and skills at conducting 
research in his letter of recommendation.  Rob noted that 
Benjamin carries a 4.0 cumulative GPA, is one of the most 
independent and complete learners, and has advanced be-
yond the rest of his class in his research activities.   Benja-
min’s research for his specialist thesis presented at NASP 
and WSPA conferences focused on Professional Burnout in 
School Psychology:  Impact of New Educational Practices.    

Theresa Jean Ninneman, UW River Falls, Felicia 
Wilson UWStout, and Kelly Ellenberger, UW River Falls 
were also nominated for this award.

Bernice Krolasik Memorial Scholarship Award:  Angela 
Olson

The Bernice Krolasik award is sponsored by the 
Krolasik family in memory of Bernice’s years of dedication 
to the field of school psychology and her commitment to the 
welfare of children.   Bernice Krolasik was a school psy-
chologist in the West Allis-West Milwaukee school district 
for 18 years before her untimely death in April 1998 at age 
55.  She was active in numerous NASP and WSPA commit-

tees and events, was highly interested in ethics and the edu-
cation and psychological needs of young children and her 
willingness to counsel young people interested in school 
psychology was responsible for the career choice of more 
than one practicing school psychologist.  The Bernice 
Krolasik Scholarship Award was established by Bernice’s 
husband, Casey Krolasik, and their daughter Lisa, in memory 
of her years of dedication to the field of school psychology 
and commitment to the welfare of children.  The scholarship 
hopes to support non traditional students pursuing graduate 
work in the field.   WSPA is very grateful to have the gener-
ous funding continuing to support students.  For the first 
year, this scholarship was not professor nominated but pro-
fessor recommended.  The recipient of the 2009 Bernice 
Krolasik Memorial Scholarship is Angela Olson from UW-
Whitewater.  Angela is a wonderful example of the power of 
determination over circumstances and the capacity of an in-
dividual and her family to pull together as one to achieve a 
long sought goal.  Jim Larson, Christine Neddenriep, and 
Tracey Scherr noted in their recommendation letter that An-
gela is a truly exceptional student who brings that valuable 
perspective of someone who has pursued a successful busi-
ness career, worked and volunteered in the schools, and who 
is currently the mother of two school children.    Her thesis 
project focuses on methods of writing instruction, particu-
larly the process oriented writing approach, and writing self 
efficacy, developing a brief questionnaire to assess elemen-
tary school students’ writing self efficacy.  

Jeffrey Osterhout II UWRiver Falls also was recom-
mended for this award.  

Minority Scholarship Award:  Brooke Fails
The Minority Scholarship is awarded to masters 

level minority graduate students who are  nominated by the 
faculty in their training programs based on outstanding aca-
demic achievement, commitment to children and the field of 
school psychology. Award winners demonstrate highest level 
of academic achievement and accomplishments, record of 
personal commitment to children and to the profession of 
school psychology.  The recipient of the 2009 Minority 
Scholarship Award is Brooke Fails.  Scott Woitaszewski and 
Todd Savage from UW-River Falls note that beyond an out-

Benjamin Burns and Dr. Rob Dixon

Angela Olson and her husband with Dr. Jim Larson and 
Dr. Chris Neddenriep
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standing grade point average, Brooke has shown great inter-
est and commitment to being involved in many school psy-
chology related activities.  She is the program’s NASP stu-
dent leader, she is an officer in the program’s student group, 
instrumental in its start up, and serves as a student represen-
tative on the program’s advisory committee.  She was also 
selected for the program’s Outstanding School Psychology 
Student award.  Brooke notes that she has found a passion 
working with early childhood and primary level students and 
would like to pursue a PhD.

Other nominees for the 2009 WSPA Minority 
Scholarship Award were:  Allison Kolberg, UW LaCrosse  
and Jessica Lervik, UW Whitewater.

 WSPA wants to recognize those around us who 
have clearly shown their advocacy efforts to improve educa-
tion and mental health services for children, youth, and their 
families. These individuals recognized through the Friend of 
Children award have worked to support Wisconsin’s children 
through state or national government activities.

WSPA Friend of Children Award:  Senator Herb Kohl
The Friend of Children Award seeks to identify and 

recognize policy makers, elected officials, and public ser-
vants who have made a significant contribution to children, 
education, children’s mental health, and/or the field of 
school psychology.  Award winners demonstrate advocacy 
efforts/contributions that have promoted positive and signifi-
cant change; have addressed children’s needs; have im-
proved the education of children with disabilities and/or all 
children; have improved services for children’s mental 
health; have served children by supporting the profession of 
school psychology; have demonstrated leadership, promoted 
legislation or judicial actions that have benefited children in 
Wisconsin.

The 2009 Friend of Children Award winner is Sena-
tor Herbert Kohl.  Senator Kohl has worked tirelessly since 
elected to the US Senate in 1988 to promote the idea of pre-
paring our children for their futures.   Senator has been in-
volved in both a legislative capacity as well as a benefactor 
to many students, schools, and public school teachers in Wis-
consin through his educational awards program.  Senator 
Kohl was the author of legislation to expand the school 
breakfast program and a strong supporter of child nutrition 

programs.  Senator Kohl also sponsored the “Child Care In-
frastructure Act” a law which encouraged private companies 
to build on or near site day care centers to meet the rapidly 
growing demands for child care.  Senator Kohl has remained 
extremely active in Wisconsin charitable activities.  In 1990 
he established the Herb Kohl Education Foundation 
Achievement Award Program.  This foundation has provided 
100 graduating seniors, 100 teacher and 100 schools with 
grants totaling $100,000 per year throughout the state of 
Wisconsin.  Because of his tireless work, his dedication to 
schoolchildren and professionals who serve them and his 
leadership on educational issues, Herbert Kohl is a worthy 
recipient of the WSPA Friend of Education Award.

In an effort to recognize the outstanding achieve-
ments and skills of professionals within our field, WSPA 
presented the following award.

WSPA School Psychologist of the Year:  Mary Jo Snow
Each year, WSPA recognizes one school psycholo-

gist in the state of Wisconsin who has been recommended by 
colleagues for his/her efforts and excellence in their profes-
sional practice.  The award of “School Psychologist of the 
Year” is presented to the candidate who demonstrates excep-
tional dedication, proficiency, and leadership in their work 
with children and colleagues.  The recipient of this award is 
Wisconsin’s nominee for the “NASP School Psychologist of 
the Year” award.  The 2009 WSPA School Psychologist of 
the Year is Mary Jo Snow. 

Mary Jo was nominated to receive this statewide 
honor by Dr. Troy Harcey, Principal of the Logan Middle 
School in the School District of LaCrosse.  Mary Jo has 
served as a School Psychologist for the School District of 
LaCrosse for the past twenty nine years.  She has been active 
in her local, state and national school psychologist’s associa-
tions. Troy Harcey describes Mary Jo as highly motivated, 
innovative, student centered, and knowledgeable.  She has 
been instrumental in their school wide efforts to proactively 
address peer to peer bullying issues, differentiated instruc-
tion, closing achievement gaps, response to intervention, 

Brooke Fails with Dr. Scott Woitaszewski
Mark Hockmuth, WSPA Legislative Chair, and 

Marlene Mielke
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creation of student centered learning environments, and un-
derstanding and adjusting to the perils of students living in 
poverty just to name a few.  She is a difference maker in the 
school district and working shoulder to shoulder with her 
makes them more effective.   In her role as School Psycholo-
gist, Mary Jo notes one of the major issues facing school 
psychologists today is the ongoing challenge of building 
trusting relationships with parents and help them develop a 
partnership with school staff that will ultimately benefit their 
child and will promote their success at school and beyond.

Other nominees for the 2009 WSPA School Psy-
chologist of the Year were: Jacquelyn Gouldthorp, Stough-
ton Area School District and Jessica Walter, Hartland Lake-
side School District

This is a wonderful opportunity to honor all WSPA 
award recipients at one special event.

Please join WSPA members, leaders, and staff in 
extending our heartiest congratulations to each of the 2009 
WSPA Awards Recipients and nominees.

Congratulations!  

WSPA Outstanding Dissertation Award:  Kelly Feeney-
Kettler

Each year, WSPA proudly recognizes the out-
standing work of doctoral students in completing research 
that informs and enhances the daily practice of school psy-
chologists in the field. The criteria for the Outstanding Dis-
sertation Award requires that the recipient is a Ph.D. student 
in school psychology or a school psychologist who has com-
pleted a dissertation that merits special recognition and has 
the potential to contribute to the science and practice of 
school psychology. Nominees must have successfully de-
fended their dissertation within the 12 months prior to the 
award nomination due date. School Psychology faculty at 
each of the UW-System Doctoral Programs in School Psy-
chology may nominate one candidate for the outstanding 
dissertation award. The recipient of the 2009 WSPA Out-
standing Dissertation Award is Dr. Kelly Feeney-Kettler, 
nominated by Dr. Tom Kratochwill of UW-Madison. Her 
dissertation titled, Early Identification of Preschool Students 
At-Risk for Emotional and Behavioral Disorders: Develop-
ment and Validation of a Parent-Teacher Screener, truly 
merits special recognition as it contributes significantly to 
the science and practice of school psychology. Development 
of screening tools for preschool children that are effective 
and efficient in identifying at-risk children allows for inter-
vention to occur early resulting in significant benefits to both 
children and their families. This research naturally informs 
the practice of school psychologists. Dr. Kratochwill also 
noted that Kelly excels in her practice as well as her research 
commenting, “In practice Kelly also has extraordinary inter-
personal skills and she is able to interact with diverse clients 
including children, families, professionals in schools, and 
community mental health and other settings.” Currently, a 
manuscript describing her research is under editorial review 
in one of the leading school psychology journals, and WSPA 
has invited her to write an applied article for the WSPA 
newsletter regarding her work. Kelly is currently completing 
a postdoctoral fellowship at Vanderbilt University in Nash-
ville, TN.

Mary Jo Snow and the school district personnel 
who nominated her

All of the award winners and their nominators

Kelly Feeney Kettler Outstanding Disserta-
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The WSPA membership year runs September 15 through September 14.

Please remember to renew your membership over the summer so you con-
tinue to receive the WSPA newsletter and have access to the “members only” 
sections of the WSPA website.  During summer break, go to the WSPA 
website www.wspaonline.net and check for the 2009-2010 membership year 
application in the upper right-hand corner.  When it is there, sign in and re-
new your application.  Thank you in advance for your continuing support.

Have a great summer vacation!

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