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Editor's Note 
By Jennifer Kamke Black 
 
 My thanks to all contributors.  If you find that you have 
information to share with the membership that would be appro-
priate for the newsletter, please feel free to contact me at N4212 
Townline Rd., Shawano, WI, 54166.  Or, phone me at 715-524-
4180 (home), 715-526-2175 x1106 (work).  My email address is 
kamkeblj@ssd.k12.wi.us.  Topics or features we would like to 
promote in the upcoming newsletters include (and are not lim-
ited to) trainers' column, medical column, book/software re-
views, student column (results of thesis, highlighted accomplish-
ment), "post-retirement" articles, and "kudos" articles.  If you 
have any ideas for these topics, or an idea for another topic, 
please contact me at your earliest convenience. 

President: 
 Linda Servais 
 W (920) 485-3616 
 lservais@horicon.k12.wi.us 
President-Elect : 
 Mitch Lambert 
 W (262) 662-1454 (x7421) 
 mLambert@mnsd.k12.wi.us 
Past President: 
 Laura McCormick 
 W (920) 788-7605 
 lmccormi@hotmail.com 
Secretary: 
 Betty DeBoer, Public Relations Co-chair 
 W (608) 785-6891  
 deboer.bett@uwlax.edu  
Treasurer: 
 Don Juve, 
 W (608) 789-7900 
 djuve@sdlacrosseschools.org 
 
 
For information on contacting committee chairpersons, 
check the WSPA website at www.wspaonline.net. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 Annual membership dues are $60 for full membership, 
$30 for leave, $30 for associate, and $20 for student  member-
ship.  The opinions and products, including advertising, class/
workshop notices, and job announcements, appearing in this 
newsletter do not necessarily indicate official sanction, promo-
tion, or endorsement on the part of the newsletter or the Wiscon-
sin School Psychologists Association, Inc.  Articles, announce-
ments, and letters should be submitted to the Editor, Jennifer 
Kamke Black, N4212 Townline Rd., Shawano, WI  54166, 715-
524-4180 (home), 715-526-2175 x1106 (work), e-mail: kam-
keblj@ssd.k12.wi.us.  REMINDER: regional chapters may re-
ceive a stipend of $75/year for submitting an article about their 
region to the newsletter.  
 
Deadlines for receipt of material by the editor:   
 
        #1--September 1  #2--November 15 
     #3--January 15       #4--April 15 
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President’s Message 
By 

 Linda Servais 

Wow!  Where did the year go?  So much 
has happened during this past year, I don’t 
know where to start.  Well, okay maybe the 
beginning…..   

When the year started we didn’t know 
what the new SLD criteria would be or what 
our position would be.  We had not completed 
the WSPA RtI Position paper and only had 
some ideas about offering RtI training for 
school districts.  The Association Manager po-
sition was still in the discussion stage by the 
WSPA board.  There was no Mental Health position paper or 
plans for what WSPA would do for our members regarding 
professional development on mental health issues.  The by-
laws needed to be updated and ……..whew what a list!! 

However, with a lot of hard work from many members 
of the WSPA board and other people working on board com-
mittees we accomplished all of those things!  We dealt with 
many sensitive issues (like the professionals we are) and 
plowed ahead to get things done. 

First, the WSPA board decided that an Association 
Manager was in the best interest of the association.  So I 
would like to introduce Mike Lackas who was hired for the 
position in February.  He has worked in many different ca-
pacities over the years including, School Psychologist, Di-
rector of Pupil Services, Director of Special Education, 
Teacher, and ACCESS Administrator.  Mike brings a wealth 
of knowledge and experience to this new position.  He has 
already been extremely helpful by testifying on behalf of 
WSPA at the public hearings on the SLD law and will be in 
attendance at an upcoming meeting with State Superinten-
dent, Tony Evers and Assistant State Superintendent, Caro-
lyn Stanford Taylor. (Yes, I was able to get a meeting sched-
uled to clarify our position on several issues such as encour-
aging DPI to take a leadership role in make certain districts 
develop a rigorous RtI model, the SLD criteria, role of the 
school psychologist, and curriculum-based measures).  We 
welcome Mike to WSPA and hope he enjoys working with 
our organization for a long time!!  

Second, we had an active RtI committee with innovative 
thinkers that resulted in three RtI presentations by nationally 
known speakers Matt Burns and Kim Gibbons.  These were 
well attended by school teams that began the process of put-
ting together a rigorous RtI plan for their districts.  These 
workshops were offered in LaCrosse, Green Bay, and 
Oconomowoc (despite the raging snowstorm).  The work-
shops were well received and the teams went home full of 
enthusiasm!!  We are looking into having similar workshops 
during the next school year.  Good job RtI committee!!! 

Third, the Mental Health committee worked hard to put 
together a Mental Health position paper that was approved 
by the WSPA board in February.  They are also working on 
some professional development ideas which will possibly be 
in place next year; more on that in future newsletters.  This 
committee was composed of board members as well as 

WSPA members from around the state.  We can 
all look forward to hearing about the balance of 
their work!  A big thanks to all the members of 
the committee!! 
Fourth, the bylaws were updated and voted on 
by the membership this spring.  Some of the 
changes were just housekeeping to make the 
language clearer.  However, we also made a 
major change in the WSPA board with the Presi-
dent serving two years and the addition of a 
Member At Large.  The new board composition 

will actually take place with our next election in 2011.  
Thanks to Rob Dixon for all his hard work on the bylaws!! 

Fifth, we were able to put together a comprehensive RtI 
position paper that clearly delineates our thoughts about RtI.  
This was also approved by the board in February. 

As you all know, WSPA is encouraging DPI to take an 
active leadership role to make certain Wisconsin school dis-
tricts are developing RtI plans that include research- and 
evidence-based interventions, as well as reliable and valid 
progress monitoring tools.   

Finally, since we now know what is in the SLD draft 
law from DPI, we were able to more accurately write the 
WSPA position paper addressing what we believe are either 
strengths or weaknesses in the new law.  As previously men-
tioned, we were also able to express our support and con-
cerns about the draft law at the public hearings in March and 
April. 

I can’t even express how proud I am of the extensive 
work and enthusiasm of this current WSPA board.  The peo-
ple on your WSPA board are inspiring and dedicated people 
that work extremely hard to make this a relevant and pro-
gressive organization.  It has been my honor to serve as your 
president this past year.  Working with these marvelous pro-
fessionals has contributed to my own growth as a profes-
sional.  I can’t thank you enough!! 

Now, we need to keep advocating for our profession as 
we go down the RtI road remembering always to be flexible 
as the role of the school psychologist changes in the coming 
years. Keep in mind the wonderful training we all have as 
mental health professionals, collaborators, and learning spe-
cialists as you take leadership roles in your school districts 
during this important time.  This is only the beginning and 
we need to remember to toot our own horns!! 

 
Thanks, 
   

 Linda  



Upcoming Events 
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University of Wisconsin-Stout’s Summer Im-
mersion Program in Panama 

The rapidly changing demographics in the United States have 
emphasized the necessity for school psychologists to serve English 
Language Learners (ELL) of a variety of cultural backgrounds.  
The University of Wisconsin-Stout understands this issue and has 
risen to meet the need for cultural awareness and sensitivity train-
ing of future pupil service providers by offering a summer immer-
sion program in Panama.   The goals of the program are to (1) help 
participants gain experiences necessary to acquire Spanish lan-
guage competencies, (2) obtain an in-depth comprehension of cul-
tural differences, and (3) understand unique psychological service 
delivery system needs for servicing Spanish-speaking students.   

For the second year in a row, UW-Stout is offering this global 
studies program and related field experience in Panama.  The tenta-
tive dates set for this trip are July 12 to August 8, 2010.  This sum-
mer immersion program offers linguistic and cultural opportunities 
for students in the fields of general and special education, school 
psychology, school counseling and vocational rehabilitation ser-
vices. Practicing professionals such as teachers, school counselors 
and school psychologists are also invited to participate in this once 
in a lifetime opportunity.    

Andrew Krupp, a school psychology graduate student who 
participated in last year’s program stated, "My experience partici-
pating in UW-Stout's Panama Cultural Immersion Program helped 
me open my eyes to the perception of ethnic minorities who have 
recently immigrated to the United States.  It was a very humbling 
and extremely enlightening…(experience)”. 

During the four-week program, the course content and topics 
presented will address some of the core issues with service delivery 
to ELL children, youth, and their families.  Participants will have 
exposure to a wide range of contemporary issues and theories re-
lated to the impact of cultural and linguistic diversity on the cogni-
tive, social, and emotional development of ELL children.  In addi-
tion, the summer immersion experience in Panama also offers in-
tensive Spanish language classes at the Universidad Santa Maria la 
Antigua (USMA). Both, oral and written fluency examinations are 
given to all program participants in order to assess their Spanish 
proficiency skills prior to assigns them to a specific course level. 

Attending participants will live with a host family and be re-
sponsible for purchasing their own meals.  Total estimated costs are 
under $ 4,000.00, which includes personal expenses.  Students can 
use financial aid to help offset the costs.  All participants must have 
a valid passport, and a beginning level of Spanish is recommended.  
Students who attend this program will receive six credits of course-
work for two classes entitled: 1) Multiculturalism: Issues and Per-
spectives, and 2) Linguistic and Cultural Immersion in Panama.  
UW-Stout participants should make an appointment with the Office 
of International Education to review and receive application materi-
als.     

If you would like more information on the 2010 Summer Im-
mersion Program, please contact Dr. Carlos Dejud at de-
judc@uwstout.edu or call (715) 232-2229.  Additionally, you can 
contact the Study Abroad Office at (715) 232-2421 or visit their 
website at http: www.uwstout.edu/intl/programs/pan_psych_st.html 

Felicia Wilson is a candidate for the M.S. Ed. in School Psy-
chology at the University of Wisconsin-Stout. In addition, Ms. 
Wilson was a program participant during the 2009 Summer Immer-
sion Program in Panama. 

If you are interested in checking out any job openings that were sent to WSPA, please check out the "JOBS" 
tab (furthest on the right) at the WSPA website www.wspaonline.net. 

2010 LRP Coming up in June: 
WSPA's executive board, guests and other interested school 

psychologists are invited to join in Summer 2010 Long Range 
Planning scheduled for: 

Tuesday, June 15 and Wednesday, June 16  
at Cedar Valley Retreat Center in West Bend 

Details will follow - please call or e-mail Rita Schmitt if you 
a re  i n te r es t ed  i n  a t t e nd in g:  9 2 0 -86 9 -4 64 1 ; 
rschmitt@oneidanation.org  

Memorial Summer Institute 
  

Wisconsin School Psychologists Association 
 Presents 

Secrets To Effectively Address Motivation by Engaging 
Our Most Reluctant and Disenfranchised Youth 

By 
Cristal L. McGill, Ph.D. 

Effective instruction and healthy relationships means finding 
ways to keep students physically and emotionally engaged in the 
learning or group process. This fast-paced, innovative, and dy-
namic session explains why, while simultaneously demonstrating 
how to put these ideas into practice. The brain is intimately in-
volved in and connected with everything educators/school counsel-
ors/psychologists and students do at school. Any disconnect is a 
recipe for frustration and potential disaster. This workshop is best 
understood in three words: engagement, strategies, and principles. 
We will take the foundations of our professional training and 
merge them with a carefully crafted combination that helps our 
students gain confidence, and proactive social skills. Participants 
can expect group management strategies and activities that support 
positive relationships helping our youth to choose ownership and 
responsibility. Walk away with a “neural explosion” of ideas guar-
anteed to lift any interaction to an entirely new level. 

Cristal facilitates Professional Development Seminars both 
nationally and internationally. Her presentations on engagement, 
strategies, and principles have been widely acclaimed, upbeat, in-
teractive, and highly practical. Cristal’s teaching experience spans a 
wide range of populations. She specializes in working with chal-
lenging student populations in educational settings. Cristal received 
her Ph.D. in Educational Psychology from Arizona State Univer-
sity. 

Come expecting to be physically engaged and mentally 
stimulated throughout this high-powered workshop. 

June 28-29, 2010; 8 am to 4 pm 
Chula Visa Resort, Wisconsin Dells, WI 
Graduate Credit Available through the University of Wiscon-

sin-La Crosse 
Detailed Institute information and Registration available 

online www.uwlax.edu/conted/wspa 
The Wisconsin School Psychologists Association is approved 

by the American Psychological Association to offer continuing 
education for psychologists and by the National Association of 
School psychologists to offer continuing professional development 
to school psychologists. The Wisconsin School Psychologists As-
sociation maintains responsibility for the program. 



DPI Update: Common Challenges in Progress Monitoring 
By John Humphries 

  5 

My last article focused on some issues in RTI assess-
ment systems in general. I used a cardiovascular health ex-
ample to make analogies to screening and progress monitor-
ing in an educational/RTI system. I am going to refer back to 
that analogy a couple of times, so if you don’t remember it, 
you can always bring it up online from the WSPA web site. 

With this article, I want to focus in on progress monitor-
ing in RTI, and consider some common challenges I’m hear-
ing from schools in Wisconsin. 

I’m very pleased to have a co-author on this article. 
Kelly Schwegel is a REACh Facilitator in the Milwaukee 
area, and consults with schools and districts around the state 
on RTI implementation. I attended the REACh Progress 
Monitoring workshop that Kelly facilitated a few weeks ago, 
and it was excellent. We talked about numerous issues in 
progress monitoring as part of the workshop, and I thought it 
would be useful to share some of these ideas with you. I 
hope you enjoy the article and I encourage you to attend a 
REACh Progress Monitoring workshop with your RTI 
Team. 

The first and most important point to make about pro-
gress monitoring is that it shouldn’t be misunderstood for 
something it’s not. The National Center on Response to In-
tervention defines progress monitoring as, “…repeated meas-
urement of academic performance to inform instruction of 
individual students in general and special education in grades 
K-8. It is conducted at least monthly to (a) estimate rates of 
improvement, (b) identify students who are not demonstrat-
ing adequate progress and/or (c) compare the efficacy of 
different forms of instruction to design more effective, indi-
vidualized instruction.” 

Progress monitoring is not something we need to do 
with ALL students. 

Obviously, schools monitor the progress of ALL stu-
dents, but not using the intensive tools and procedures neces-
sary to determine whether an intervention is beneficial. 
Here’s what I wrote last time: “Progress monitoring tools are 
used for anyone who is getting intensive intervention or sup-
port in Tier 2 or 3. In our BP analogy, the doc didn't simply 
rely on your reports of whether you made the diet and exer-
cise changes to determine whether your BP is better. Instead 
they took BP and did the blood work again to see if things 
are really better.” 

Next, it’s important to align your assessment tool with 
your intervention. Understand what you are monitoring—
Tier II and III interventions are not a second Guided Reading 
class or a second, identical dose of previous tier I instruction. 
Interventions are instruction specifically tailored to meet a 
small group or individual student’s need. This instruction is 
based on what research indicates is the best practice for ac-
quisition of that skill or ability. You select progress monitor-
ing tools to measure acquisition of that skill or ability. In 
Tier 3, interventions should be very specific, probably fo-
cused on one discrete skill. You will want to progress moni-
tor against this skill, and if you’re thinking ahead to possible 
SLD qualification, you would want to align your PM with 

one or more of the 8 areas of SLD. In reading, that would 
include Basic Reading (possibly using Letter Sound or Non-
sense Word Fluency), Reading Fluency (Oral Reading Flu-
ency), and Comprehension (Maze). For Math Calculation 
consider Digits Correct in Mixed Calculation and for Math 
Problem Solving consider Math Concepts and Applications. 
In Written Expression, consider Correct Word Sequences. 
Each of these PM domains is timed and can be measured 
against a building or national norm. It’s important that your 
intervention is closely aligned to student need and to the PM 
domain so you’re sure to be intervening on a critical skill, 
and measuring responsiveness to that specific intervention. 

Tool selection—using tools that are not reliable for PM 
results in inaccurate decision-making. Unfortunately, dis-
tricts struggle with accessing valid and reliable tools for a 
variety of reasons—lack of funding, lack of district support 
in training of what tools are available and how to access 
them, lack of staff development time to norm scoring or ad-
minister assessments. School Psychologists can play a criti-
cal role in helping schools make the best choices. 

Attributing lack of progress during intervention to stu-
dent deficits without adequate analysis of fidelity to the in-
tervention or intensity, duration, frequency. It has been help-
ful for districts to develop checklists for intervention deliv-
ery that address the consideration of all factors that impact 
the success of an intervention. This might include fidelity, 
intensity and duration as well as location, student motivation 
and attitude, time of day, social/emotional factors impacting 
the student, etc. 

Trying to implement PM without the context of RTI in a 
building. A lack of understanding the increasing intensity of 
each tier of instruction, as well as a lack of supports at each 
tier results in inefficiency of student support. Rushing to a 
tier III support will overload resources, which not only 
breaks down instructors, it breaks down the entire systems. 

Lack of understanding the need to restructure our educa-
tional system. 

When we continue to place additional requirements 
(delivering interventions and monitoring of progress) on 
already overloaded systems, they break. To deliver multi-
tiered interventions and appropriately monitor progress, 
schools must build systemic mechanisms to support the 
change. This requires an examination of needs (through 
data), resources and schedules to build a structure that works. 
Without this systemic approach to deliver interventions and 
monitoring of progress we can end up with pockets of excel-
lence, inconsistent practices within a grade level or from 
grade to grade, lack of fidelity to intervention delivery and 
monitoring, and a haphazard approach to student success. 

Finally, a lack of appropriate planning and training—A 
good idea, poorly implemented, becomes a bad idea. Dis-
tricts often view their initial screening data with a frantic 
need to address their struggling students. They want to do 
something for them immediately without thinking through 
how to implement a good system of student servicing. 

Districts must consider how to educate and develop their 
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NASP Update 

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

On February 20, 2010, NASP members around the na-
tion breathed a collective sigh of relief after three years of 
hard work and anxiety about the possible downgrading of 
our professional status. The American Psychological Asso-
ciation (APA) had been considering removal of the exemp-
tion that allows nondoctoral school psychologists to use the 
title of “school psychologist.” After APA received 30,000 
comments protesting removal of this exemption, its council 
of representatives finally voted to maintain the exemption. 
The loss of this exemption could have caused serious prob-
lems with state licensing, less recognition for the services we 
provide, and potentially a loss of positions in schools. This 
episode illustrates that we must remain vigilant whenever 
licensing, titling, and scope of practice issues come before 
national organizations and state credentialing and licensing 
agencies. Better yet, we should constantly advocate for our 
profession by informing parents, educators, and related pro-
fessionals (including psychologists) of the high level of our 
graduate training, the many psychological competencies we 
possess, and the many ways in which we serve children. In 
essence, if we want to properly recognized, people must 
know who we are and what we do.   

An example of NASP advocacy is its current lobbying 
effort to obtain the best possible legislation when ESEA, also 
known as the “No Child Left Behind Act,” is re-authorized. 
The U.S. Department of Education has released its recom-
mendations for reform of ESEA, A Blueprint for Reform: 
The Reauthorization of the Elementary and Secondary Edu-
cation Act. The Blueprint emphasizes college and workforce 
readiness; student growth and measurement of progress to-
ward goals; teacher preparation and sustained support; 
school leadership; creating safe, healthy students and posi-
tive school climates; and meeting the needs of diverse learn-
ers. NASP issued a largely positive press release in response 
calling for increased funding of the Office of Safe and Drug 
Free Schools, clearer articulation of the importance of stu-
dent support services in meeting the Blueprint goals, and 
retaining the existing funding structure for discretionary 
grant programs like the Elementary and Secondary School 
Counseling Program. 

If you were unable to attend the NASP 2010 Annual 
Convention in Chicago, you can still benefit from the con-
vention by purchasing a CD-ROM that has more than 100 
hours of programming with synchronized audio presenta-

tions and handouts. The CD includes the keynote addresses 
by Alexa Posny and Salome Thomas-EL, featured sessions, 
and selected workshops, You can purchase the CD at 
www.nasponline.org/conventions/2010audiopackages.aspx. 

If you can get away this summer, register now for the 
NASP 2010 summer conferences! This year's conferences, 
taking place in Denver, CO, July 12–14 and Nashville, TN, 
July 26–28, offer school psychologists and related profes-
sionals the concentrated, advanced skills development essen-
tial to promoting healthy outcomes, positive development, 
and academic success for all students. Topics include re-
sponse to intervention, pediatric neuropsychology, motiva-
tion and resistant learners, student self-injury, autism spec-
trum disorders, ethics, and much more. Take advantage of 
new lower registration rates for NASP members. As an 
added convenience, NASP is accepting purchase orders 
(payment must be received by June 9, 2010). Check the 
NASP website for session descriptions and presenter biogra-
phies. 

The National School Psychology Certification Board 
met recently. As part of that meeting, the Board considered 
the many thoughtful responses from holders of the NCSP 
designation regarding the new NASP- or APA-approved 
CPD requirement for renewal. After carefully weighing the 
current economic conditions, the availability of NASP-
approved CPD across the country, and the constraints on 
many LEAs, as well as the Board’s commitment to ensure 
quality CPD for NCSPs, the Board choose to scale back the 
planned increase in the number of approved CPD hours in 
future years. It was decided to maintain the requirement at 10 
NASP- or APA-approved CPD credits per renewal cycle for 
the time being. It is the Board's practice to announce any 
future NCSP changes at least three years prior to implemen-
tation. For more information on this requirement and a list of 
CPD opportunities offered by NASP and other approved 
providers, please visit the certification webpage at 
nasponline.org. 

I would also like to announce that this will be my last 
year as your NASP delegate; I will not be running for re-
election. It has been my pleasure to serve you and NASP for 
these past six years. Anyone interested in running for Wis-
consin’s delegate position, should contact the NASP elec-
tions chair, Charlie Deupree, at cdeupree@voyager.net by 
July 15th. 

staff in an ongoing manner so as to ensure buy-in, fidelity to 
their student support model, and sustainability of the initia-
tive. This takes time and thorough planning for how to build 
the capacity of staff to understand and want a good student 
servicing system, build a foundation to support that system 

and how to implement each component within an RtI model. 
We hope you have success in RTI Implementation, and 

welcome your thoughts, comments, and ideas. You can reach 
John at john.humphries@dpi.wi.gov, and Kelly at 
kschwegel@cesa1.k12.wi.us. 
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Trainers’ Corner 
Virtual Student Poster Session 

Christine Neddenriep, UW-Whitewater 
Professional Preparation and Training Representative 

Each spring, the WSPA Student Poster Session is a 
center piece of the annual convention, displaying students’ 
empirical contributions to the profession. Students look 
forward to the opportunity to discuss their ongoing and 
completed research. Given that a spring convention was not 
held in lieu of the National Association of School Psycholo-
gists Annual Convention being held in Chicago, faculty 
decided to conduct the juried session online. A website has 
been constructed to which students can upload their presen-
tations. The site will be available May 1st and can be ac-

cessed at https://wiki.uww.edu/other/wspaposter/ . I en-
courage you to visit the site to view the students’ work. If 
you would like to participate as a judge, please contact me. 
Outstanding posters will be recognized by WSPA as they 
are every year.  

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

Updates to the WSPA Website 
By Justyn Poulos, Technology Chairperson 

In the past months, there have been several 
updates and changes to the WSPA website.   The 
first and biggest to which I’d like to draw your 
attention is a discussion forum that is now avail-
able to WSPA members.  This forum can be ac-
cessed by logging into your WSPA account and 
selecting DISCUSSIONS on the left side of the 
WSPA home page.  Once in the discussion board, 
you will need to create a new user login.   Current 
discussion topics include WSPA, RtI, PBIS, Men-
tal Health, Jobs, and Misc.  Please take a few 
minutes to explore this and help build profes-
sional connections across the state to collaborate 
on ideas and share information. 

Other member resources to note are the RE-
SOURCES link that is also available to members.  

This section includes many of the presentations 
from previous WSPA conventions and is updated 
after each convention.  The NEWSLETTER link 
allows you to review and download current and 
previous newsletters in pdf format. 

A new area for NCSP information has also 
been added to the website.  This area recognizes 
Wisconsin’s Nationally Certified School Psycholo-
gists and gives relevant information regarding na-
tional certification in Wisconsin. 

Finally, do not forget that WPSA does post 
jobs.  Please notify Justyn Poulos at jcpou-
los@yahoo.com if you would like to post a job on 
the WSPA site, or peruse it for your own reference 
if you are seeking a new position. 

If you are interested in checking out any job openings that were sent to WSPA, please check out the "JOBS" tab 
(furthest on the right) at the WSPA website www.wspaonline.net. 



 
 Wisconsin School Psychologists Association, Inc.

 
 

Join online at www.wspaonline.net or, 
mail completed application with membership dues to: 

WSPA Membership     P. O. Box 771      Eau Claire, WI  54702-0771 
 

Make checks payable to WSPA, Inc.  Purchase Orders cannot be accepted. 
 
 

 
______ Number of Years of WSPA Membership 

 
Membership Category (check box): 

Full Member ($60)  Intern Member ($40)     Leave ($30) Associate Member ($30)         
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Wisconsin School Psychologists Association’s position on  
specific learning disabilities and response to PI 11.36(6)  

relating to the identification of children with specific learning disabilities 

As an advocate for children, the Wisconsin School Psy-
chologists Association (WSPA) supports and promotes prac-
tices that improve the quality of education for all children, 
including children who are at-risk for school failure and chil-
dren with disabilities. WSPA fully supports the implementa-
tion of a Response-to-Intervention (RtI) model in all of Wis-
consin’s schools as an appropriate method to identify spe-
cific learning disabilities (SLD). This process of using RtI 
must include data and assessment methods to be consistent 
with the federal definition of a comprehensive evaluation.  
Multiple data points must be used to determine how the child 
responds to research-based or evidence-based interventions. 
WSPA maintains that the RtI process needs to be a highly 
rigorous process with frequent checks for intervention integ-
rity. 

WSPA endorses the advice for implementing an RtI 
model for school districts made by the Florida Department of 
Education.  RTI models should include these elements:   
"There is evidence of leadership commitment to the RTI 
process in both general and special education.  There is evi-
dence that the school-wide core curriculum is effective for at 
least 80% of all subgroups of students.  There is a school-
wide data-collection system used for screening, diagnostic, 
and progress monitoring levels of assessments that can be 
clearly communicated to parents, students, and educators.  
Interventions and supports are provided within reliable sys-
tems established to ensure effective implementation within a 
multitiered framework of increasing intensity.  Teams are 
established that consistently use a systematic problem-
solving method for collecting/analyzing student data and 
selecting/implementing intervention” (Burns & Riley-
Tillman (NASP Communique`, Vol. 38, #1, September, 
2009).   WSPA strongly encourages the Wisconsin Depart-
ment of Public Instruction (DPI)  to provide guidance regard-
ing the use of research-based and evidence-based interven-
tions as well as valid and reliable progress monitoring tools 
that will assist in making important educational decisions in 
Wisconsin school districts.  Maintenance of local control is 
an important factor; however since RtI is going to be used in 
determining a specific learning disability, guidance from DPI 
is needed to ensure districts are developing an appropriate 
RtI model. 

WSPA supports the continued definition, within PI II.36 
(6), of students with a disability to mean a “disorder in one 
or more of the basic psychological processes…” This defini-
tion has been maintained in the Federal definition of a spe-
cific learning disability, as well as by many authors on the 
subject of specific learning disabilities. 

Within the new rule there are references to parental con-
sent for an evaluation of a child with a suspected learning 
disability, and WSPA acknowledges that this is an important 
step in the process. Equally critical is parent notification and 
involvement in educational decisions when a child’s program 
deviates significantly from the large class instruction to in-
clude intensive small group instruction or individual instruc-

tion. While these services are not considered special educa-
tion and may not warrant an evaluation, WSPA believes that 
it is critical to the long-range success of the student that the 
parent is notified of these decisions and included as early as 
possible in the process. This will become critically important 
if the data used for the determination of a disability may be 
collected prior to a formal consent of the parent (see PI 11.36 
(6) (c) 2. a.) 

Regarding inadequate classroom achievement, WSPA is 
concerned that the state of Wisconsin does not have state 
approved grade-level standards that are specifically aligned 
to the eight federally mandated areas of specific learning 
disability. Under ESEA (NCLB) all states are required to 
identify proficiency levels on state approved grade-level 
assessments.  On  page 46652 of the IDEA Regulations, "the 
first element in identifying a child with SLD should be a 
child's mastery of grade-level content appropriate for the 
child's age or in relation to State-approved grade-level stan-
dards, not abilities.  This emphasis is consistent with the fo-
cus in the ESEA on the attainment of State-approved grade-
level standards for all children.  State approved standards are 
not expressed as "norms" but represent benchmarks for all 
children at each grade level.  The performance of classmates 
and peers is not an appropriate standard if most children in a 
class or school are not meeting state-approved standards."  
Also on page 46652 of the IDEA Regulations, "Furthermore 
using grade-based normative data to make this determination 
is generally not appropriate for children who have not been 
permitted to progress to the next academic grade or are oth-
erwise older than their peers.  Such a practice may give the 
illusion of average rates of learning when the child's rate of 
learning has been below average, resulting in retention."  
WSPA believes that group assessments such as the Wiscon-
sin Knowledge and Concepts Exam are not enough to deter-
mine inadequate classroom achievement because they are 
administered once per year, are not curriculum based, are not 
sensitive to small changes, and the results are not available 
quickly enough. 

WSPA affirms the position of the department for select-
ing “inadequate classroom achievement” as one necessary 
area in the identification of a student with a SLD. Many re-
searchers have advocated for a two-prong criteria of low 
class ranking and slow progress to meet educational goals for 
the identification of SLD. The low achievement criteria must 
be in reference to student performance on a nationally 
normed test to satisfy the IDEA Regulations. WSPA requests 
guidance on the additional use of local norms in the decision 
making process since it has been suggested that the use of 
local norms will lead to widely fluctuating expectations be-
tween schools that are a function of various factors (e.g., 
poverty) (Wright, 2007). While this may require the use of 
trained individuals to administer standardized assessments, it 
is important that the process of determining special educa-
tion not be left to teachers that lack sufficient training. 

We affirm the position of the department for selecting 
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“insufficient progress” as the second part of the dual discrep-
ancy. There are several points that we would like to empha-
size and others that we hope that the department will clarify. 
First, WSPA applauds the department for expecting children 
to receive scientific, research-based or evidence-based inter-
ventions as part of the educational intervention in an effort to 
close the gap between the child’s current performance and 
the expectation of the normative group. WSPA is aware that 
schools and educational personnel are searching for these 
interventions and are hungry for guidance on this topic. 
There are currently federal research and clearing houses that 
specialize in the criteria for these interventions. WSPA en-
courages the department to endorse these criteria or to assist 
LEA’s in developing  criteria to properly select appropriate 
interventions that are matched to student needs, delivered 
with the necessary support, and monitored to ensure the in-
terventions meet acceptable outcomes.  The second point in 
this section that needs to be clarified is that progress moni-
toring data needs to be quantified. While qualitative and in-
formal information can be used to direct instruction, the re-
sponse that an individual has to interventions must be held to 
the higher standard of reliable and valid data. 

WSPA supports the Department’s inclusion of monitor-
ing “adequate fidelity” of the intervention. This is a critical 
point and one that is referenced in numerous publications. 
However, currently missing from this rule is the inclusion of 
“adequate fidelity” at the core instructional level.  Research-
ers have been advocating for this as one component of the 
identification of SLD (Heller, Holtzman, & Messick, 1982). 
Without adequate measurement and frequent bench marking 
of student progress through the regular curricula, the expec-
tations of appropriate interventions that supplement the core 
instruction will be overwhelming for the school to imple-
ment. Therefore, the rule needs to extend the SLD identifica-
tion to appropriate instruction in the regular education envi-
ronment. 

The SLD rule clearly identifies one well-validated 
method of identifying inadequate response to an intervention 
(i.e., trend line analysis). However there are alternative 
methods to determine a response to an intervention. To date, 
there is no consensus within the research literature on how to 
determine a discrepancy (Wright, 2007). One method, aim 
line analysis, has been well researched and validated for the 
purpose of identifying students’ response to intervention 
(Stecker & Lembke, 2005). Rather than require the 6-8 data 
points to determine the effectiveness of an intervention (see 
Questions and Answers for the Rule, Insufficient Progress, 
Issue # 3) this method examines closely the expected growth 
of the student and the actual performance by placing an ap-
propriate aim line for student performance. If the student is 
under the aim line on 4 successive data points, the interven-
tion must be examined and appropriately modified in order 
to reach the desired goal. This method would lessen the 
amount of time that an intervention is in place and that a 
student languishes without improving before a change is 
made.  This also may have a positive impact on the teacher 
to see that something is being done as well as the parent and 
make the school seem more responsive to the student’s needs 
(Stecker, Fuchs, & Fuchs, 2005). Given the school follows 
basic guidelines provided by DPI, the department is encour-

aged to be flexible in the RtI approach and allow LEA’s to 
specify through a manual the method that will be used. 

Within the Federal Rules and Regulations is the option 
for other avenues to determine the identification of children 
with SLD. Within the proposed State Rule, there is no lati-
tude for LEA’s to explore scientific-based options to deter-
mine a child with SLD. We advocate for the inclusion of the 
option to look at children in a manner consistent with the 
definition of SLD: namely to determine a pattern of strengths 
and weaknesses (Hale, et al., 2010). In the past, the depart-
ment has used a discrepancy between ability and achieve-
ment and WSPA believes that this is no longer appropriate. 
Rather, we advocate for the concordance model of determin-
ing a pattern of strengths and weaknesses. Within this model 
there is the examination of cognitive processes that are con-
sistent or inconsistent with academic achievement that would 
suggest a disability in the processing of information. For 
example, a student that is weak in processing speed may 
display a weakness in reading or math fluency, but show 
strength in vocabulary development.  Children that are in 
kindergarten and first grade have not had the instructional 
opportunities necessary to determine insufficient progress.  
By determining the amount of consistency and inconsistency 
in processing scores and skills, the department can set crite-
ria that would be similar to the dual discrepancy method of 
identification. 

Further WSPA believes the IEP team should be in line 
with the federal law because it seems the state law provides a 
lower standard and comments that support it refers to the 
local level having control over whom is on the team.  The 
discussion on page 46650 of the IDEA Regulations includes 
suggestions for the team that includes "...at least one person 
qualified to conduct individual diagnostic examinations of 
children, such as a school psychologist, speech-language 
pathologist or remedial reading teacher.  We believe this 
allows decisions about the specific qualifications of the 
members to be made at the local level ...”  The state law 
needs to include language that is at least as rigorous as the 
federal law. 

WSPA supports the department’s stance on the need for 
observations in the area of impairment.  This stance is con-
sistent with research in the area and with federal law and 
regulations. The addition of an observation of the interven-
tion speaks volumes to ensuring that the intervention is im-
plemented with adequate fidelity. Longstanding research has 
demonstrated that when a teacher self-reports the fidelity of 
intervention, he/she will frequently over-report the consis-
tency to the essential features of the interventions (Stecker, 
Fuchs, & Fuchs, 2005). 

WSPA is concerned that there is no reference made to 
evaluations of children attending parochial schools, those 
that are homeschooled, and those that receive an independent 
educational evaluation.  The use of a model of RTI for iden-
tifying children with a specific learning disability presents 
difficulties when the LEA has no control over the  educa-
tional methods, interventions, and assessments.  WSPA 
would like clarification of procedures that will be appropri-
ate for identifying SLD under these circumstances. 

WSPA would like a definition of the term "learning be-
havior" that is used throughout the new SLD rule draft.  We 
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request that definitions of “intervention” and “intensive in-
tervention” be included in the rule instead of in guidance.  
WSPA would also like it to be clarified in the rule rather 
than in guidance that two interventions means two “distinct”  
interventions. 

In conclusion, WSPA is in agreement with DPI on many 
of the points contained in PI 11.36 (6).  We encourage the 
department to consider the important points we have made to 
be sure that the use of an RtI model to determine a specific 
learning disability will be  rigorous enough to ensure our 
children in the state of Wisconsin are being appropriately 
identified for special education. 
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Functional Motivational Assessment:  
Implications for School Psychologists 

John Zbornik Ph.D. Psychologist, Lakewood City Schools 
(Previously printed in various other state newsletters including Illinois and Wyoming) 

School psychologists are often requested by school per-
sonnel to assess and analyze problematic student behavior/
action with the intent of developing a behavior plan to 
change these behaviors/actions towards a more positive out-
come. The method often utilized to accomplish this goal is 
called Functional Behavior Assessment (FBA). In general a 
typical FBA has three major components. These components 
include the Antecedent of the behavior, the Behavior itself 
and the Consequence of the behavior. 

It is the school psychologist’s goal to ascertain these 
three components in order to understand WHAT the function 
of the student’s behavior is. Then with the intervention team 
develop a plan to alter/change/replace the current detrimental 
behavior with beneficial behavior outcomes. 

School psychologists are aware that certain students do 
not respond to interventions based upon the functional be-
havior assessment process. That is often because FBA’S 
concentrate primarily on the antecedents and consequences 
of student behavior and not the motive/intent of that behav-
ior. As students mature and develop greater cognitive and 
emotional complexity interventions that rely on rewards and 
punishments no longer have the same importance/salience 
they once exerted to alter students behavior. 

It is therefore necessary to approach these students from 
a different perspective. It is necessary to determine the mo-
tive, the WHY, of student behavior in order to understand it 
and redirect it, for positive purposes. By implementing what 
I term Functional Motivational Assessment (FMA) school 
psychologists will take the FBA further in order to truly un-
derstand the WHY of student action. 

The FMA uses the information obtained from a tradi-

tional FBA as indicated above but goes one step deeper/
further. Functional Motivational Assessment seeks the mo-
tive, the WHY, of the student’s action/ behavior.  For pur-
poses of this discussion I will be utilizing the word “action” 
instead of behavior to refer to the student’s motivated behav-
ior. Action indicates intention, meaning and purpose.  Al-
though it overlaps with the term behavior, the term behavior 
is more often associated or used when the student’s action is 
observable and external .Action, in contrast, is internal and 
not readily apparent.  

 
THE THEORETICAL BASIS OF FUNCTIONAL MOTI-

VATIONAL ASSESSMENT 
Functional Motivational Assessment is derived from 

several philosophical sources: Action theory, the Analytic 
philosophy of history and the Holonic theory of motivation. 
The goal of FMA is to understand the purpose of a student’s 
behavior/actions, to make the student’s actions “intelligible” 
to others. The central task of the school psychologist is to 
identify the primary motive(s) for the student’s behavior. 
Once the school psychologist determines the motives for the 
student’s behavior they can then determine the cause of that 
behavior and can then begin to craft a plan, a Functional Mo-
tivational Plan (FMP), to redirect and in some instances alter 
the student’s motive(s) in a constructive as opposed to a de-
structive direction. 

In order to understand and /or make the student’s behav-
iors intelligible to others it is necessary for the school psy-
chologist to discover a coherent pattern in the student’s be-
havior/action. This is done by discovering the belief and de-
sire/want that the student possessed at the time of the mani-
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fested behavior/action. In other words “WHAT MADE IT 
WORTHWHILE FOR THE STUDENT TO COMMIT 
SUCH AN ACTION/ BEHAVIOR?” 

When the school psychologist begins to assess the mo-
tive of a student’s behavior it is essential to reconstruct the 
rationale the student held that propelled them to act/ behave 
as they did. The school psychologist must discover all they 
can about the student’s intentions, beliefs, desires/wants in 
order to understand the strategy that propelled the student to 
engage in the action / behavior being analyzed. On the basis 
of what the school psychologist discovers you construct a 
motive that makes the student’s behavior/action reasonable 
in light of the beliefs and desires/wants the student held at 
the time they exhibited the action/behavior. 

When conducting a FMA it is necessary that the school 
psychologist take, as much as humanly possible, maintain a 
morally neutral/ non judgmental demeanor towards the stu-
dent’s motive and behavior. The school psychologist must 
attempt to justify the student’s motive and behavior no mat-
ter how offensive and egregious that motive and behavior 
may seem to you and others. The purpose of the FMA is 
NOT TO EXCUSE the student’s motive/ behavior but to 
UNDERSTAND it in the way the student did and does. It is 
important to understand the “rules” the student is following 
even if you disagree with them. Understanding the student’s 
rules will reveal the WHY of student behavior/action. 

As school psychologists we realize that a student’s be-
havior often does not seem to be purposeful or deliberate. 
But that does not negate the purpose of the FMA. There is a 
reason the student behaved as they did: It is the one they 
would have developed if they had the time. 

 
CONDUCTING A FUNCTIONAL MOTIVATIONAL AS-

SESSMENT 
When conducting a FMA it is the school psychologist’s 

task to formulate, however tentatively, certain conditions 
which must be satisfied before they can state: “Now I have a 
motive for the student’s behavior.” The school psychologist 
builds up to an explanation from the evidence. Using the 
information gathered from a typical FBA; the information 
occurring before and after the behavior of concern, you aug-
ment this data with additional information gathering. The 
additional data is gathered via a student interview. The intent 
of the interview is to determine: 

1. The reason for the student’s behavior 
2. The belief state of the student at the time of behavior/

action 
3. The  student desire /want that lead to the behavior/

action 
As previously indicated it is necessary for the school 

psychologist to remain morally neutral regarding the stu-
dent’s motive/action. An effective interviewer is ideally a 
person who can view the student behavior without passion or 
moral judgment. 

Upon questioning the student the school psychologist’s 
questions are asked in a conversational, non-judgmental 
tone, making eye contact without starring at the student. Use 
language that the student can understand with no attempt 
made to imitate the student’s style of speech such as the use 
of slang that is typically not utilized by the school psycholo-

gist. Communicate through the student’s preferred sense 
modality. Some students communicate through the language 
of sight, others through the language of sound or hearing, 
while still others communicate through touch or feeling.  

For example: Student (A) who communicates through a 
sight modality might report a behavior incident like this: 

“It looked like James was out to get me. He was looking 
at me and started to stare at me for no good reason! Do you 
see what I mean? I showed him not to stare at me again. You 
see?” 

Ex. Student (B) who communicates through a sound 
modality might report the incident like this: 

“It sounded like James was out to get me. I heard from 
others what was about to go down. I don’t take noise from 
anybody! Do you hear what I’m telling you? I don’t take 
noise from anyone.” 

Ex. Student(C) who communicates through a kinesthetic 
modality might report the incident like this: 

“I got the feeling   James was picking on me. I wanted 
that punk off my back. So I laid into him and wasted him 
pretty good!” 

One can tell from the above examples of the same inci-
dent that students express themselves through the language 
of senses. To stay in sync and discover student motive it is 
important for the school psychologist to communicate in 
their sensory language. 

In the behavior example given above the overriding 
question for the school psychologist is “WHY” did the stu-
dent perform such a behavior? What was the “mental calcu-
lation” that moved them to perform such an action/ behav-
ior? 

 THE INTERVIEW 
Before the interview begins the school psychologist 

must acquire themselves with the behavior incident. This 
will involve acquiring knowledge regarding the antecedents, 
consequences, and location of the behavior incident. The 
school psychologist will interview those people whom have 
been impacted by the incident. For example was the victim
(s) of the student’s behavior low high in social status? Were 
they older or younger? What gender were they? What cul-
ture/ race are they? What did they say to the student?  

 After the school psychologist has obtained the pertinent 
information regarding the student’s behavior/action an intro-
ductory statement is needed when addressing the student for 
the initial time. The statement should be one that increases 
the probability of student candor and truthfulness. The fol-
lowing is an example of such a statement. 

“John, during are talk we will be discussing (state the 
behavior). John some of these questions that I will be asking 
you already know the answers too. The important thing is for 
you to be truthful. I want to gather information about why 
you acted as you did so we can develop a plan together to 
help you do and feel better in school. 

To reiterate, the central purpose for the school psycholo-
gist, when conducting a FMA, is to identify and make intelli-
gible the primary reason for the student’s action(s).  To do so 
the school psychologist needs to obtain information upon 
two variables, the student’s desire and their belief at the time 
the behavior/action took place. The intelligibility of the stu-
dent’s behavior/action is discovered through the content of 
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the student’s belief and the objet of their desire, in which the 
belief/desire pair make up the motive for their action/
behavior. 

“Desire” is the strength of feeling the student has or had 
regarding their behavior/action. It can include or be deter-
mined by the student’s “wanting, urges, promptings, moral 
views, aesthetic principles, economic prejudices, social con-
ditions and public and private goals and atti-
tudes” (Davidson, 1963). 

“Belief” refers to the conviction the student has regard-
ing the truth or validity of their action/behavior. A student’s 
belief is influenced by many factors of which the most im-
portant include: perception, memory, access to information 
and the ability to formulate a hypothesis about the situation 
to be solved. 

The motive for the student’s action/behavior is made 
intelligible by discovering that the action/behavior was rea-
sonable in light of the student’s belief and desire at the time 
the behavior occurred. It is the task of the school psycholo-
gist to discern a coherent pattern of behavior, to “explain 
what is observable (behavior), in terms of things (motives), 
that are not observable” (Wheeler, 2003). 

For example a student’s belief that it is snowing outside 
and his desire to punch a fellow student does not explain 
why he put on his winter coat, however the belief that it is 
snowing outside and the desire that he stay warm does. To 
explain an action/behavior a reason must reveal the aspect of 
the action that made it worthwhile for the student to perform 
it. If the explanation does not do so it does not make the stu-
dent action intelligible. 

For example:  “John hit Jane because he wanted to hit 
Jane.” Does not explain or make John’s action intelligible. In 
contrast “John hit Jane because he wanted to humiliate her.” 
does explain John’s action. 

In order to uncover student motive it is necessary to 
interview the student. Many excellent books and chapters 
have been devoted to the art and science of interviewing 
(sources).In my judgment the following have been very help-
ful: 

1. Assessment of Children Behavioral, Social, and Clini-
cal Foundations: Fifth Edition, chapters 5, 6 and 7 by 
Jerome Sattler and Robert D Hodge. 

2. Essentials of the Reid Technique: Criminal Interroga-
tion and confession, by Fred Inbau, John Reid and 
associates. 

3. Interviewing and Interrogation by Don Rabon.  
  
These books provide the necessary knowledge to obtain 

the information required to establish student motive. My goal 
in this limited introduction to FMA is to establish the pur-
pose, the reason for student action/behavior. Why did the 
student act/ behave the way they did? Was the behavior/
action motivated by the need for? 

 
Power/superiority                       want/need 
Achievement/recognition       sympathy 
Jealousy/envy                        misunderstanding 
Affiliation/belonging            stimulation/boredom 
Love or hate                           empathy 
Greed                                    sorrow 

Escape/avoidance                       justice 
Envy                                     fear      
Revenge/hopelessness         reciprocity 
Physical hunger                          shame 
Lust                                      ignorance                                                 
To do good                    kindness 
To hurt                        curiosity 
To humiliate their selves or others   alienation 

 
The list of student motives is endless in variety and the 

way in which each student manifest their beliefs and desires 
within an idiosyncratic framework. As school psychologists 
we must ask ourselves:  

What did the student want to accomplish? 
What variables played a role in the student’s decision to 
act? 
Why was the student motivated/moved to act? 
                                

DEVELOPMENT OF THE FUNCTIONAL MOTIVA-
TIONAL PLAN  

After gathering the as much data that is possible the 
school psychologist is ready for the last step. The school 
psychologist has several treatment options. 

1. The school psychologist can attempt to change, alter 
or redirect the student’s desire(s). 

2. The school psychologist can attempt to change, alter 
or redirect the student’s belief state. 

3. The school psychologist can attempt to change, alter 
and or redirect both the student’s desire /belief. 

To illustrate the FMA approach let us first take two ex-
amples from American history: the assassination of Abraham 
Lincoln by John Wilkes Booth and 911. Assuming we have 
conducted our information gathering we begin to construct a 
deduction of the person’s action/behavior. For the sake of 
our example we construct the following deduction (please 
note other interpretations are obviously possible). 

1a. John Wilkes Booth wanted to restore the Confeder-
ate States of America and believed that assassinating the 
president (Lincoln) would restore the Confederacy. 

2b. so, he shot Lincoln in the head. 
A contemporary example may also be instructive. 
2a. Mohammad Atta wanted to weaken the influence of 

the United States as a world power and believed that flying 
jumbo jets into the Twin Towers would weaken United 
States influence/power in the world. 

2b. so, he flew the jumbo jets into the Twin Towers. 
Having constructed our initial deductions, which are 

subject to change as new information and ideas are gener-
ated, the school psychologist begins the intervention process. 

Let us now take a school related case and see how the 
FMA can be utilized in the school setting. Recently such a 
case was brought to my attention by a fellow colleague. 
(T.Karp, personal communication, December 4, 2008 ). 

The case of interest is a male elementary student in the 
4th grade that has been identified as emotionally disturbed 
and exhibits characteristics of a thought disorder. For pur-
poses of this paper we will call him James. James talks ex-
cessively to those who are willing to listen. His parents are 
divorced and exhibit similar characteristics. James has an 
older brother who has been described as “troubled” and at 
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one point had been in juvenile detention and attempted sui-
cide a year ago. Recently James had been speaking about 
suicide and whether a person can get into heaven by stopping 
another with a gun, even a stranger, as well as other “loose” 
associations to his special education teacher and speech lan-
guage therapist. My colleague intervened immediately, as 
one would imagine, and spoke with the student and the 
teacher that reported her concerns regarding James. He deter-
mined that James had no plan or intention kill himself or 
anyone else, but found that James is depressed, is prescribed 
medication and  often does think about suicide. The conver-
sation was documented and the parent was contacted. Next, 
because we are fortunate to have other school psychologists 
on staff, my colleague sought their further analysis and ad-
vice. The situation was stabilized. 

But what if we should pursue this case further? To deter-
mine the motive(s) that provoked James to act as he did. To 
do so we would conduct a FMA. This would be done by util-
izing the methods introduced previously in this paper. Tak-
ing as much as is humanly possible a non-judgmental/
objective approach we begin by asking questions of the stu-
dent to determine his desire/want and belief that provided the 
reason/ motive for his actions. 

 
I. What was the reason for James action? What was his justi-

fication/explanation for acting the way he did? 
a. What did James want to obtain: Attention, Power, 

Love, friendship, empathy, support…… the list is 
endless at this point? 

b. What did James believe would be the consequence of 
his action(s)? Did James believe his action would 
generate the desired outcome? 

II. Did James’s have knowledge of his action? 
a. What did James think of his action? 
b. Was James aware of his action? 

 III. What was the purpose of James action? What was James 
“aiming at”?  

 
After pursuing these inquires to the best of your ability 

you now begin to develop the FMA plan. This is done by 
developing a “working deduction” regarding James action(s) 
based upon the data you have collected. For example: 

 
1a. James wanted to kill himself and believed by com-

municating his suicidal thoughts to his teachers he 
could convince himself to do so. 

2b. So, James communicated his suicidal thoughts. 
 

THE FUNCTIONAL MOTIVATIONAL INTERVENTION 
Having developed your “working deduction”, regarding 

James action(s), you now can intervene by either attempting 
to change his want, altering his belief or both. 

  In this example let us first begin to intervene by modi-
fying his “want”. One method we may consider is Collabora-
tive Problem Solving. In this method the school psychologist 
works together with the student to develop alternative ways/ 
plans to resolve personal problems. Collaborative problem 
solving involves three steps: (Empathy), (Problem definition) 
and (The Invitation). Through this process the school psy-
chologist and/or educator can develop, with James, alterna-

tive strategies to suicide and thus change his “desire” to kill 
himself.  

A second way we may intervene is to alter James “belief 
state”. In James situation we should consider modification of 
his negative self esteem. This can be done in some instances 
with a reframing or interpretation of his action. One method 
that is utilized for a depressive student is the” Noun/
Adjective technique”(R Epply, personal communication, 
January 1999). In this procedure the school psychologist, 
after developing rapport with James, would begin with a 
statement. For example: 

 
SP:  James I think I might know what your problem/ diffi-

culty is. 
James:  What’s that? 
SP:  You get your nouns and adjectives mixed up or con-

fused. 
James (puzzled):  I don’t understand what you are talking 

about?  
SP:  Do you know what a noun is? 
James:  Yes I am not stupid; it is a person, place or thing! 
SP:   Do you know what an adjective is? 
James:  Sort ah. 
SP: An adjective describes or tells what a noun is about. 
James: Ok, so? 
SP:  Well I just thought that sometimes you get them mixed 

up. 
James: (puzzled/frustrated) How so? I still don’t know what 

you are trying to get at!? 
SP:  I think you got the words “SELF” and “Selfish” mixed 

up……… 
The school psychologist then proceeds to explain to 

James the difference of the noun “self” and the adjective 
“selfish”. In other words James may often have the mistaken 
belief that when he thinks about  taking care of his needs, 
taking care of his “SELF“ he is being “SELFISH” which   
generates a sense of guilt and shame leading to suicidal 
thoughts and possible self destructive  action. 

 
FUNCTIONAL MOTIVATIONAL ASSESSMENT: SUM-

MARY/ IMPLICATIONS FOR PRACTICE  
1. Functional motivational assessment was developed to 

enhance, not replace, Functional behavioral assessment. It 
was developed for students that do not respond to traditional 
behavioral interventions, in which the focus has traditionally 
been on changing the student’s observable behavior rather 
than on finding, understanding and altering the student’s 
underlying motive for their action. 

2. Functional motivational assessment was developed to 
understand student action. To ascertain the thought side, the” 
inside”, of student action in order to gain greater insight and 
understanding of a student’s motive and action. 

3. As student’s mature cognitively and increase in psy-
chological complexity there is a need to delve deeper into 
their mental state. Traditional FBA methods that place 
greater emphasis on the antecedents, behavior and conse-
quences i.e. the (ABC) of student’s of behavior are often 
times not sufficient to improve student conduct, educational 
performance and overall potential. 

4. Last, FMA incorporates the technical aspects of FBA 
14 



Summary of WSPA Children’s Services Grant Recipient in Fond du Lac, WI 
By Kathleen Jensen, School Psychologist and 

Laurice Feeman, Supervisor of Community Education Services 

Fond du Lac High School was awarded a $500 WSPA 
grant this year to assist in funding our upcoming three week 
summer transition program, Jump Start, which will provide 
identified 8th grade “at risk” middle school students the op-
portunity to become familiar with the large high school set-
ting, meet and connect with staff and mentoring upperclass-
men, and learn strategies essential for study skills and aca-
demic success.  In addition, participating students will earn a 
partial credit which is increased to a .5 credit given their con-
tinued scheduled contact with their school counselor or sup-
porting staff during the first semester.  Research has indi-
cated that those students who are not actively engaged in the 
learning process as freshmen and subsequently fail at least 
25% of their classes are much more likely to experience low 
achievement, delayed graduation and/or drop out of the 
school setting before completion. 

The summer program also includes opportunities for 
students to: 

● Connect with supportive services in and outside the 
community to address issues of mental health aware-
ness, AODA, extended learning and recreational ac-
tivities 

● Participate in leadership and team building activities 
where they learned to build trust through programs 
like the “ropes course.” 

● Develop a resource binder to utilize as an initial inter-

vention when they experience academic or socio-
emotional difficulties 

● Learning about the ninth grade curriculum and class-
room expectations given teacher presentations on 
class content during one to two hour workshops 

● Obtain a preview of building and student expectations 
as presented by the PLO and school administration 

● Participate in a two day Ethical Fitness training with a 
trained facilitator 

● Engage in a service learning activity to assist the com-
munity agency providing free lunches 

 
Program success will be determined by monitoring stu-

dent progress during their freshman year specifically in re-
sponse to the following measures: 

● Academic performance/grades 
● Attendance 
● Timeliness  
● Discipline referrals 
● Parent and student feedback/evaluation 

 
Results will be shared in WSPA newsletter following 

the first semester next year.  We are very appreciative of this 
financial assistance in addressing this identified need for 
successful transition to our high school setting—thank you 
WSPA! 

but goes deeper. Functional behavior assessment places em-
phasis on the WHAT of student behavior where as FMA 
emphasizes the WHY of student action.  

Thus the overall goals for the school psychologist when 
combining FBA and FMA are: 

● To determine the function of the student’s behavior(s) 
● To understand/ discover the student’s action(s) 
● To change the student’s observable behavior(s) 
● To change/alter the student’s wants/ beliefs, (their 

motive) 
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Direct Instruction 
 Direct Instruction (otherwise known as the Direct 
Instruction System for Teaching Reading and Arithmetic) is 
not new to the education world.  Early criticisms of Direct 
Instruction (DI) had forced it into near anonymity, despite 
the fact that this method is one of the few known teaching 
methodologies with significant evidence to show that it 
works (Grossen, 1995-6).  DI was developed by Zig Engle-
man, a preschool teacher and Wes Becker, a clinical psy-
chologist in the 1960’s. Engleman and Becker developed DI 
under a very simple, yet controversial, premise; that is, if 
learning has not occurred then it is the result of “very bad 
instruction” (Marchand-Martella, et al. 2004). Engleman and 
Becker constructed the program after analyzing educational 
skills necessary for school success (specifically reading and 
mathematics) and deconstructing them into their smallest 
pieces. Each piece is then taught in succession to the students 
using teacher-driven, precise, and research-based instruction.  
 Engleman and Becker began using this method out 
of the University of Illinois at a preschool program designed 
for disadvantaged children. Contrary to developmental stage 
theorists who believe children must be mentally mature 
enough to learn and master certain concepts, such as formal 
operations, Engleman and Becker believed that, even very 
young children, can think on a formal cognitive level if they 
were explicitly taught how to; it was just a matter of struc-
tured instruction and plenty of practice. Unfortunately, it was 
the Engleman and Baker’s rejection of these developmental-
ist theories that ultimately caused the educational world to 
frown upon its use and its potential utility. DI’s focus on 
structured instruction and practice stood in contrast to the 
educational world’s traditions of the de-emphasis of direct 
phonics instruction, invented spellings and methods of arith-
metic, methodologies which have been proven to not work 
(Grossen, 1995-6). 
 Direct Instruction is typically described as a Tier I 
reading intervention, which means that it is intended to be 
provided as a universal intervention program for all children 
in a particular setting.  Roit (2008) describes the Direct In-
struction program as a core curriculum, intended to be deliv-

ered to all children, which also incorporates assessment ma-
terials embedded within the instruction to identify struggling 
readers.  However, the current authors have experienced that 
DI can also be used as a Tier II reading intervention as well, 
as there are various activities embedded in the curriculum 
which allows for intervention with struggling readers.  Direct 
Instruction’s power also lays in its ability to provide more 
challenging materials for students who are reading beyond 
grade level. 
What is Direct Instruction? 
  Direct Instruction is a system of academic instruc-
tion based on the principles of behavior analysis.  While 
there are several curricula that are available within the Direct 
Instruction family to teach a variety of subjects such as 
mathematics, writing and language, the most commonly re-
ferred to Direct Instruction curriculum is designed to teach 
reading.   
 At its core, Direct Instruction is a system of instruc-
tion where children are taught skills which are subdivided 
into a hierarchical system of basic elements.  Very simply 
explained, any concept taught to a child is dissected into the 
most basic elements in order to teach each element individu-
ally until mastery and full understanding has occurred.   
 These elements are taught in explicit lessons using 
standardized presentation techniques and instructional de-
signs. Each lesson builds upon one another and overlaps to 
ensure that old material is reinforced and expanded with each 
successive lesson. This design guarantees that, if a child does 
not understand a concept, the teacher knows exactly which 
step of the concept that the breakdown in comprehension 
occurred. and can, therefore, intervene at that point. 
 Contrary to critics’ assertions, Direct Instruction 
proceeds in a vertical as well as a horizontal manner.  That is 
to say, while skills are broken down into smaller steps and 
taught in sequential lessons, multiple skills are introduced 
during lessons which maximize instructional time.  For ex-
ample, in early reading lessons, children are often simultane-
ously taught sub-skills in phonological processing, vocabu-
lary and basic comprehension skills.  Figure 1 compares tra-
ditional and DI reading programs.  

(Reprinted from the New York School Psychologist newsletter, Summer 2008, Volume XXVI, number 4) 
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Figure 1:  Traditional and DI instructional designs 
 
Traditional Design of Curriculum      Direct Instructional Design 
 
Skill1  Skill2  Skill3  Skill4    Skill1 
 
 
 
          Skill2 
 
 
          Skill 3 
 
 
          Skill 4 
 
          Day 1           2           3           4 
Day 1  Day 2    Day 3  Day 4 
 
Theoretical Model of Direct Instruction delivery.  Multiple skills are presented on the same say, as opposed to traditional instruction that 
focuses on the daily singular presentation of each skill.  Adapted from Watkins (2007). 

Key Components 
 There are three main principles of the DI method: 
program design, organization of instruction, and teacher-
student interaction (Marchand-Martella, et al. 2004). Pro-
gram design consists of an analysis of needed skills and 
strategies within a subject,, the order that they are taught and 
the language of  presentation.  The organization of instruc-
tion, or delivery, consists of  placement assessments, 
scripted, face- paced lessons, homogenous groupings, and 
planned immediate correction procedures (immediate inter-
vention)  Teacher-student interaction, consists of student 
response methods and positive verbal reinforcement deliv-
ered by the teacher as well as peers. 
 
Program design 
 Program design is a critical feature of the DI cur-
riculum.  Central to this feature is that lessons proceed in an 
organized predictable manner.  The DI curriculum also 
stresses that to maximize attention to more important aspects 
of the curriculum (i.e., content), all other extraneous, inter-
fering stimuli must be minimized.  Finally, the DI curriculum 
focuses on teaching rules and concepts rather than teaching 
rote activities. 
 
Predictable Language:  Engleman and Becker designed DI 
by first examining successful teachers. They concluded that 
successful teaching utilized  precise communication and pro-
vided a plethora of examples. Precise language made it diffi-
cult for students to misinterpret what was being taught and 
information that could pertain to multiple examples reduced 
teaching time (Becker, 1977). 
 Based on this analysis Engleman and Becker con-
ducted a task analysis of reading and developed their pro-
gram to use clear and concise language in order to avoid 
misinterpretation of the sub-skill being taught. The Direct 
Instruction curriculum posits that it is easier to teach a con-
cept correctly the first time, than to unteach a concept and 
then reteach it (Beker, 1977). Through a wide use of exam-

ples, the sub-skill is reinforced and then generalized into 
other areas. once a lesson is completed,, the following lesson 
builds upon the previous lesson, therefore, reinforcing that 
sub-skill while teaching the new sub-skill.  
 Clear, concise language in which the lessons are 
taught are not only within the classroom, but also throughout 
the school. Every teacher uses the same language, and the 
same prompts, so that the language across the grades and 
across the school is standardized. The teacher presents mate-
rials with a structured set of prompts explicitly outlined by 
the DI curriculum.  This standardized prompt methodology 
ensures that students are always aware of the curricular ex-
pectations and goals.  These prompts allow the student to 
focus on content, rather than misinterpretation of material 
being taught. 
 DI lesson are scripted to ensure that each step of a 
process is taught correctly, using a precise standardized lan-
guage and to mastery. Some current educators frown upon 
this aspect of DI; their criticisms focus mainly on their belief 
that scripted lessons inhibit a teacher’s creative freedom as 
well as teaching only towards one way. However, DI crea-
tors scripted the lessons, so that teachers can focus on the 
actual presentation of material, not the material that needs to 
be presented. The teacher no longer has to break down proc-
esses into smaller parts and decide which part of a process is 
more important or harder; it is done for them and in a way 
that has been proven to be successful. Marchand-Martella, et 
al.( 2004) stated that teacher should see themselves as actors, 
the script is given to them, but how they portray this script 
and present this script is up to them. 
 As stated previously, the lesson script also mini-
mizes confusion that can be caused by inappropriate wording 
or phrasing when teaching a subject. Phrasing is consistently 
applied, to ensure that children focus on the instruction of the 
content as opposed to the variations in wording which the 
teacher may present. This reduces the effort students must 
expend in deciphering what the teacher is saying. 
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Concept Formation:  A common critique of the DI curricu-
lum is that it simply amounts to a group of procedures which 
rely on rote memorization.  However, one of the main goals 
of Direct Instruction is concept formation, a behavioral out-
come in which a student is able to discriminate and general-
ize his knowledge (Watkins, 2007; Cooper, Heron & He-
ward, 2007).  Discrimination refers to a student’s ability to 
differentiate two stimuli; a student who is able to differenti-
ate between the letters “R” and “P” is said to have discrimi-
nated his or her learning.  Generalization refers to a student’s 

ability to apply his or her skills to new areas.  A student who 
has generalized his knowledge shows a level of higher order 
thinking and a mastery of the skill (Cooper, Heron & He-
ward, 2007). 
 The development of concept formation requires 
stimulus discrimination training, a process in which two 
stimuli are presented.  Responses are reinforced in one con-
dition and not in the other.  Figure 2 demonstrates how 
stimulus discrimination training can might proceed for the 
letter “R”. 

Figure 2:  Stimulus Discrimination Training of the Letter “R” 
 
Positive Instance    Negative Instance 
 

 R       J 
 
 R       A 
 
 R       O 
 
          “Is this an R?”  
           O 
           J 
           R 
           Q 
           R 
           L 

 
 R       K 
 
 R       B 
 
 R       P 
          “Is this an R?”  
           R 
           P 
           O 
           Q 
           R 

Figure 2:  An example of Stimulus Discrimination Training to teach Concept Formation.  Examples which are visually quite different from one another are 
first presented and then assessed.  Then examples which are similar to the target letter (i.e., “R”) are presented and then assessed.  This is not an example 
from the Direct Instruction curriculum, but is similar to methods which are used  

           B 
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 Discrimination and generalization are accomplished 
in the DI method through the use of examples. After a sub-
skill is taught, the teacher uses the sub-skill in multiple ex-
amples to display how the sub-skill can be used in various 
situations. Once, the students are able to use the sub-skill, 
they then are exposed to various examples so that they may 
practice this skill. Once it is clear that the students can gener-
alize the skill, the teacher will present exceptions to the sub-
skill. The students review and practice identifying exceptions 
as well as distinguishing between examples and exceptions. 
This has been shown to aid the students in their generaliza-
tion and discrimination of the sub-skill. For example, in or-
der to increase the number of words a child can spell, DI 
teaches prefixes, suffixes and base words. This allows a child 
to correctly spell hundreds more words, rather than explicitly 
memorizing individual spelling words. For example, if a 
child learns the prefix: re-,  the suffixes: -ing and -able and 
the base words turn and do, then they would be able to spell 
8 words correctly (return, returning, returnable, turning, 
redo, redoing, doable, doing).  
 
Organization of Instruction 
 The Direct Instruction curriculum is organized into 
track sequences. Track sequencing refers to the program 
organization in which new skills are presented at the same 
time as old skills and across various lessons and, whenever 
possible, across the curriculum (Marchand-Martella, Slocum, 
and Martella, 2004). This allows for a gradual introduction 
of concepts, application of new concepts in a systematic 
manner, continuous practice in various contexts, and practice 
in generalizing the new skills (Becker, 1977). This is done 
through the use of scripted lessons and controlled instruc-
tional time.  
 The DI curriculum controls for the amount of in-
structional time daily. For instance, one lesson is taught per 
subject daily and there is between 35 and 55 minutes of 
teacher-directed time daily. Independent work is also fac-
tored into the daily routine, as well as time for intervention 
or correction procedures. Teaching only one lesson daily 
certifies that students are not overwhelmed by the amount of 
new material presented to them, it also enables DI to be used 
on a Tier II level by giving the teacher flexibility in their 
schedule in which they can work independently with a stu-
dent or students who may have encountered multiple errors 
during the teacher-directed time. 
 Direct Instruction lessons are constructed using 
scaffolding so as to gradually move from teacher motivated 
lessons, to student motivated lessons. Initial lessons are 
highly controlled by the teacher, and students receive maxi-
mal support from their teacher.  However, after the subject is 
presented multiple times and increasing levels of mastery are 
demonstrated on outcome measures, the teacher then begins 
to withdraw support in a step-by-step fashion, until the stu-
dent has fully mastered the skill. In this method, new and old 
concepts are applied to a variety of contexts. 
 Students are grouped homogeneously according to 
skill level. This does not mean that students are “stuck” 
within a group and cannot advance. In fact, having scripted 
lessons allows the teacher more time to spend on assessment 
of individual students. Students’ progress varies greatly and 

teachers need to be acutely aware of the individual students 
and the pace of their progress. Frequent progress monitoring 
and daily informal assessment allows teachers to rapidly 
move students in and out of levels, thus resulting in a more 
fluid conceptualization of student grouping and decreases 
student boredom as well as student frustration. In the DI cur-
riculum, students are grouped according to skill level and not 
by grade or subject level. While some teachers may think 
that this would take an enormous amount of time, the pro-
gram has pre-assessments built in, thus ensuring that group-
ing will be a quick, yet fluid process.  This grouping allows 
for more concentrated practice on skills, rules and concepts 
that have not yet been mastered by a group of children. 
 The organization of the program takes into account 
student error. Planned, immediate, scripted correction proce-
dures are written into every lesson. This allows for immedi-
ate intervention. By immediately correcting mistakes teach-
ers avoid having to unteach errors and then reteach the cor-
rect concept.  
 Immediate correction also gives valuable immediate 
feedback to students as to what the error actually is. Correc-
tion procedures generally follow the same format: 

1.The teacher first models the correct response. 
2.The teacher then leads student in producing the correct 
response by using words specified in the script or by 
asking the student to repeat the correct answer. 
3.The teacher returns to the beginning of the track in 
order to put the correct response into context.  

 
 All of this is done using positive praise. This cor-
rection procedure is fast and tends to take about one or two 
minutes, so that it can be done by the whole group or with 
the individual student.  
 
Teacher-Student Interaction 
 While the DI curriculum is considered a teacher-
directed program, this does not mean that teachers lecture 
and students remain idle in their seats. One the contrary, 
teacher interaction and student response plays an extremely 
important role within the DI curriculum.  Marchand-
Martella, Slocum, and Martella (2004) list seven components 
of successful teacher-student interaction in which the DI 
curriculum has incorporated: 

1.active student participation, 
2.group unison responding, 
3.signals 
4.pacing 
5.teaching to mastery 
6.correction procedures 
7.motivation.  

 These components ensure positive, successful inter-
actions which engage all students.  
 
Active Student Participation:   A high rate of responding by 
students is more predictive of successful learning.  (Heward, 
1994).  Greater student interaction within the lesson reduces 
the amount of off-task activity, disruptions, and behavior 
problems caused by disengaged students. Greater student 
participation also increases the amount of informal assess-
ment by the teacher and an increase of teacher understanding  
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of the skill level of their students. 
 
Group Unison Responses:  Group unison responses, other-
wise known as choral class responding, increases the amount 
of responses per student, per lesson, per day.  The greater the 
number of student responses the more practice the student 
has at the skill. The students are able to practice every item, 
which provides for more opportunity to interact with the 
teacher which, as stated previously, increases the amount of 
learning which occurs; additionally, the greater the amount 
of interaction, the reduced amount of off-task activity which 
occurs. Because the students are responding in unison, the 
teacher is able to detect errors in the response and provide 
immediate correction.  
 Group responding is not the only mode that students 
have available, however. Once group mastery of a skill has 
occurred, individual responses, or as DI terms it “time for 
turns” occurs (Becker, 1977). “Time for turns” is one exam-
ple of the standardized language which the DI curriculum 
uses.   During “time for turns”, the teacher asks a question 
before stating the name of the student with whom the teacher 
would like to answer. For example, a teacher may state, 
“Please give me a word that follows the VCe rule, Jack.” The 
teacher states the desired skill then states the student’s name. 
Stating the question prior to choosing the student increases 
the number of students who attend to the question. 
 
Signals: Signals, or cues, are used to inform the students of 
when they should respond. This ensures unison group re-
sponses. Unison responses are imperative so that the teacher 
is able to hear any differentiation in the responses, and there-
fore provide immediate corrective feedback. Additionally, it 
enables teachers to identify students who are merely echoing 
or mimicking other students.  
 The DI curriculum provides specific steps for re-
sponse. First, the teacher provides a focus cue. This cue tells 
the students that they will be presented with a question that 
they will have to respond to. The teacher then provides the 
question or task. Next, the teacher gives the students think 
time. This time varies with the difficulty of the question pre-
sented or the sub-skill being taught. After think time, the 
teacher uses a verbal cue that tells the students that they will 
be answering the question (i.e. “Get ready”). Finally, the 
teacher uses a hand signal (i.e. pointing) or an auditory sig-
nal (i.e. a clap) and the students respond. The cues used vary 
in accordance to the tasks being taught. For example, if a 
task requires the students to look elsewhere besides the 
teacher, then an auditory cue may be utilized (i.e. a clap), 
however, if the task requires the students to look at the 
teacher, then a visual cue may be employed (i.e. pointing) 
(Marchan-Martella, Slocum, and Martella (2004)). 
 
Pacing:  Teachers are well aware that the attention span of 
students, especially young students, is very short. This is 
why DI lessons, are extremely short and fast paced. Lag 
time, or time between questions asked, is reduced so that 
distraction and off-task behavior are less likely to occur. Ad-
ditionally, teachers are able to cover more material. Engle-
man and Becker’s (1978) research identified that teachers 
who demanded twelve responses per minute had students 

who answered correctly with 80% accuracy and were off-
task 10% of the time. This compared to teachers who asked 4 
questions per minute and had students respond with a 30% 
accuracy rate and were off-task 70% of the time (Marchan-
Martella, Slocum, and Martella, 2004). 
 
Teaching to Mastery: Teaching to mastery is a goal of DI. 
Engleman and Becker believed that students who mastered 
one sub-skill would successfully be able to master the next 
sub-skill. Without mastering a previous step in a set of skills 
within a concept, the student would be set up to fail then next 
skill needed to master a concept; this domino effect would 
lead to a greater likelihood in not understanding the concept 
and a growing frustration within the student. This is the 
whole premise behind the design of the DI curriculum and 
the reason that each concept was broken down into subse-
quent sub-skills. A central tenet embedded within the DI 
curriculum is that every member within the group should 
reach mastery and that mastery is gauged by the lowest 
group. The curriculum allows for flexibility within the ho-
mogeneous grouping, so that students can move ahead or 
review materials at their own pace, while still remaining 
within their homogenous grouping. 
 
Correction procedure:  As previously stated, immediate 
correction is applied to any error. Just as the lesson plans 
provide teachers with exact phrases in order to minimize 
confusion, the corrective responses are scripted so that the 
student does not become more confused by added teacher 
jargon or phrases. When an error is made during group uni-
son drills, the teacher identifies the error and provides the 
corrective technique to the whole group, never singling out 
the student who produced the error. The corrective technique 
consists of the teacher modeling the correct skill, all students 
repeating the skill or response, and the teacher retesting the 
skill shortly after. If a student produces an error during time 
for turns, the same technique of modeling, reproduction of 
the response, and retesting is used for that individual student. 
 
Motivation:  Ask a teacher who her unmotivated students 
are. Most likely the answer will be the child who does not 
read well, the child who is an awful writer, the child who 
cannot add or multiply like the other kids. It is no wonder 
that the students who are the behavior problems or the disen-
gaged students are the ones who are well below average in 
their academic levels. With this in mind, DI is designed so 
that all students succeed. The premise behind this is that 
once a student succeeds they will be motivated to keep suc-
ceeding. The first step in ensuring success is placing each 
student in the correct homogeneous group. The accurate 
placement of students guarantees that they are neither too 
frustrated by material that is too advanced for them, nor are 
they bored by material that does not challenge them. Just as 
the National Institute for Literacy identifies a child’s inde-
pendent reading level as books where they read with ap-
proximately 90-95% accuracy, the correct placement one in 
which they succeed in answering most of the problems, but 
they still need guidance through some of the problems.  
 Besides success, motivation is enhanced through 
positive teacher interactions. DI incorporates behavioral  
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methods of reinforcement procedures. DI teachers are en-
couraged to praise students who put forth effort. Teachers 
should know their students strengths and weaknesses so that 
students who are weak in one area, but put forth the effort 
are praised for that effort. Reinforcers in the form of rewards 
are also utilized, especially for students who need extra 
praise or for difficult skills being taught.  

Engelmann and Becker acknowledged that the ap-
plication of punishment procedures and the presentation of 
negative verbal statements do not aid the students’ learning 
nor does it decrease unwanted behaviors. The DI curriculum 
stressed that teachers to only provide positive verbal re-
sponse and to ignore unwanted responses or behaviors. 
Teachers are taught that punishment and reprimands do not 
work, rather than distinguishing an unwanted behavior, repri-
mand only reinforced the behavior by providing attention to 
the student.  
 
Who Benefits? 
 Direct Instruction was developed to educate stu-
dents from low socioeconomic areas and English language 
learners as well as special education students. The curricu-
lum was developed to address two core problem areas:  First, 
these students were exposed to poor models of instruction 
and secondly, the students lacked the essential content back-
ground knowledge that is required for successful schooling. 
The Direct Instruction curriculum does not make any as-
sumptions about students’ prior knowledge bases, which 
makes is very successful with low-socioeconomic areas as 
well as with ELL learners (Becker, 1977).  
 It is quite easy for educators to fall into a “blame” 
game, when they encounter students with deficient skills – 
often various members of the community, family, or even the 
child’s internal abilities are cited for this deficit.  The DI 
curriculum focuses on identifying weaknesses and providing 
instruction to master these skills in the quickest, most ade-
quate way. DI has been shown to be very successful for these 
high-risk students; however, if DI is successful for these stu-
dents there is no reason it should not be employed for all 
students. 
  
Research 
 In 1967, President Johnson launched Project Follow 
Through, which to date, is the longest and most expensive, 
study aimed at combating poverty through education. The 
goal was to find the most successful methods in which to 
educate poverty-stricken children. It studied and compared 
various educational methods from various schools of educa-
tion, such as child-centered approached, behavioral analysis, 
Bank Street and Direct Instruction. The study concluded in 
1997 when funding ran dry, however the amount of informa-
tion resulting from this study, although surprisingly unused 
by policy-makers and educators, is invaluable to the future of 
education.  
 Schools of education were invited to develop and 
propose curricula based on their schools of thought. Overall, 
22 models were accepted into the study. Parents within the 
school districts that would be involved in the study were then 
educated on each method and asked which method they 
would like to implement in their school. Each method was 

implemented in four to six schools each. The curriculum was 
then implemented in the Kindergarten through third grade.  
 The 22 models were divided into three categories 
based on the primary emphasis of education: Basic Skills, 
Cognitive- Conceptual, and Affective Skills.   The Basic 
Skills category consisted of models, such as Direct Instruc-
tion, which used teacher-directed, direct teaching methods. 
The models adhered to the idea that behaviors are learned 
through specific, carefully designed instruction. The Cogni-
tive-Conceptual category included models whose primary 
emphasis was on student-directed, self-guided instruction 
and problem-solving skills. In these models students are be-
lieved to learn through experience with the environment. The 
Affective Skills category included “psychodynamic” models 
of education in which emphasis is on the child’s emotional 
readiness to learn and an environment that supports self-
awareness and self-growth. A developed positive sense of 
self is considered a prerequisite for optimal learning to occur 
(Grossen, 1995-1996).  
 Eleven outcome measures were used to measure 
changes in basic skills, cognitive skills, and affective per-
formance. Each model was compared to a local control 
group as well as a pooled control group. Additionally the 
data were compared to norm-referenced measures to see if 
participating schools reached the 50th  percentile nationally 
on each of these measures.. Disadvantaged schools had pre-
viously only scored on the 20th percentile, so this was consid-
ered the “expected level”.   
 The results showed that DI was the most successful 
method of teaching.  Students exposed to DI showed signifi-
cant gains in all three outcome areas (i.e., all eleven outcome 
measures); these differences were shown intra-individually 
(from pretest to posttest) and when DI was compared to 
other programs.   Schools which used the DI curriculum 
were the only schools that reached or exceeded the 50th% 
percentile score (Grossen, 1995-6). In reference to the other 
models, Grossen (1995-6) states: 

The final report (Bock, Stebbins, & Proper, 1977) 
showed that the aggregate effects of all the models 
rendered FT to be a failure. FT was a failure because 
all of the models, except one, did not produce the 
desired results.(The Kansas Behavioral Analysis 
model also got positive results, but they were not as 
strong as the Direct Instruction model.) However, the 
FT Project did successfully identify what does work. 
The only model that brought children close to the 
50th percentile in all subject areas was the Direct 
Instruction model. (http://darkwing.uoregon.edu/
~adiep/ft/grossen.htm) 

 
Conclusion 
 Following the DI model is extremely rigorous proc-
ess in which teachers must dedicate, not only their workday, 
but also extra hours in order to be prepared for each day; not 
unlike other professions that require extra effort, energy, and 
time to ensure success and advancement and in which the 
stakes are high. Many teachers are already putting forth that 
extra effort to see progress in their school and students; un-
fortunately, due to unresearched methods and programs that 
these teachers are using, these efforts are in vain. In all fair-
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ness to these teachers, the curricula that they are required by 
the districts to utilize, has no research to support their suc-
cess. Many schools change their curriculum yearly or every 
few years, never questioning why they are changing or what 
research the new curricula has to support the use and the 
success of it.  
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Secondary Schools and Response to Intervention: Finding the Right Interventions 
Robert J. Dixon 

To paraphrase the words of Goldilocks, “This inter-
vention is too expensive and this intervention is too ineffec-
tive, but this intervention is just right.” The search for inter-
ventions to successfully intervene with students at the secon-
dary level continues the quest to search for just the right in-
tervention. One thing is for sure, the concept of a silver bul-
let that will positively impact all kids, will not be found. So 
the task of the school psychologist is to help districts look for 
a variety of interventions that positively impacts children – 
both academically and behaviorally. The framework of Re-
sponse to Intervention (RtI) with the triangle of interventions 
can help create a comprehensive view of what is going on in 
the school. I will use that same three level triangle to frame 
my discussion. 

The concept of the triangle was “borrowed” from 
Public Health initiatives to maximize the resources to tackle 
a problem. In the same way we need to use the triangle to 
maximize the school resources. The core instruction in the 
regular education environment is often overlooked in the 
application of RtI at the secondary level. If we are going to 
refocus the high school environment to meet the needs of the 
students, two things must happen. First, there has to be a 
major teaching philosophical change. In wake of the out-
comes oriented environment, it is not sufficient to claim that 
the information has been taught and it is up to the students to 
learn it. Rather we need to re-examine our teaching practices 
to ensure that the adolescents understand the material. The 
second major shift is to closely re-examine what the core 
curriculum looks like. To begin with, just as elementary 
schools focus on early grades and transition to RtI, so must 
high schools look to the freshman year and expand as the 
cohort moves through the system (Donegan, 2008). To 

change the freshman year to have an impact through the high 
school experience does not mean that one tinkers around the 
edges, but commits to re-examining the core beliefs at the 
freshman level. Donegan proposed a couple of activities to 
examine the structure of the high school. The first activity 
was to look at the student to teacher ratio at the freshman and 
senior levels. If the teachers value freshman and acknowl-
edge that it is a critical year to overall high school success, 
then the ratio of students to teachers will be similar or in 
favor of the freshman year. That is not usually the case. Sec-
ond, one can look at the teaching expectations of the rookie 
teachers as compared to the veteran faculty. One does not 
have to wait for long to hear teachers talk about the horror of 
the first year with the incredible variability in teaching re-
sponsibilities. The question that Donegan raises is, “why do 
we put our newest teachers with the greatest hurdles to learn 
in their rookie year in the most challenging teaching assign-
ment?” Should we not place our best teachers with the most 
experience in teaching our most needy students? After all, 
the most pressing medical problems go to a specialist and not 
someone fresh out of medical school. After we closely exam-
ine the essential educational outcomes, the curriculum, the 
instruction, we can then turn our attention to intervening 
with tier II students. 

The main concept that comes with tier II interven-
tions in the notion that it has to be accomplished within a 
small group. High schools tend to be too big with too many 
needs to mass customize every intervention with each stu-
dent that presents some problems in the regular education 
environment. There is one primary problem with tier II inter-
ventions and it is when to intervene. When I worked in a 
high school and I had 61 students failing, we came up with 
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Applying Manifestation Determination Guidelines to a Hypothetical Situation 
By Sarah Beckman 

School Psychology Program 
UW-Whitewater 

Gloria S., a 14-year-old student in the Emo-
tional/Behavioral Disabilities (EBD) program at 
her middle school, recently attacked her pregnant 
art teacher and caused the woman to miscarry. The 
school has suspended Gloria and is pursuing ex-
pulsion. However, Gloria’s parents claim that the 
school cannot suspend or expel her because the 
attack was a manifestation of her disability. In-
deed, Gloria’s history of aggressive behavior was 
the primary rationale for placing her in the EBD 
program. 

School personnel must consider several factors when 
deciding how to discipline and where to place Gloria. Case 
laws and the Individuals with Disabilities Act (IDEA)-2004 
outline their legal obligations. School personnel should also 
consider the interests of Gloria, her parents, and other mem-
bers of the school community. Although Gloria’s parents do 
not want her to be expelled, other students and teachers may 

feel wary around Gloria. Some, particularly the art 
teacher, may feel angry and hostile toward her. 
Administrators could also resent Gloria’s contin-
ued presence in the building, as she and other stu-
dents with serious behavioral issues can create 
more work for them and can lead them to believe 
that they have lost control of their buildings 
(Kubick, 2008). Laws and ethical guidelines have 
been put in place to guide decisions, such as this 
one, in which the involved parties have conflicting 

wishes. 
 

Before IDEA: Case Law History 
IDEA-2004 (U.S. Department of Education, 2009) has 

set clear guidelines concerning the suspension and expulsion 
of students with disabilities. IDEA-2004 explains under 
which circumstances students with disabilities may be ex-
pelled, how long schools may suspend students with disabili-

the brilliant plan to offer before or after school interventions 
to get them caught up with their studies. Of the 61 students 
that were failing at least one grade or more, 59 indicated that 
a before or after school interventions did not fit their sched-
ule. The conflicts included transportation, home or work 
responsibilities, and apathy to complete work on their own 
time (i.e., I would miss Oprah!). I realized at this time that 
the intervention had to occur “between the bells.” One effec-
tive option is to use the study skills class to actively teach 
and monitor homework and work completion. While there 
are research-based programs, most noted is Check and Con-
nect (Sinclair, Christenson, & Thurlow, 2005), the concept 
of maximizing the study skills time to focus on completing 
homework and re-teaching of material is important to one’s 
overall success in school. In one school where teachers tried 
to focus on homework completion, it dramatically reduced 
the number of failing grades in the school. By reducing the 
number of failing grades, there was a greater chance for suc-
cessfully completing school and remaining on track to high 
school graduation. In addition, by using this time between 
the bells, it maximized the opportunity to work with stu-
dents. 

Finally, there is a third tier of interventions that 
focus on individual students in need of intensive help. There 
are two options for providing this level of intensive interven-
tion. The first is to create “double up academic opportuni-
ties” with the same teacher. In other words, the student at-
tends the normal class with the students and then is provided 
the same teacher in a subsequent class section to cover the 
same material. This additional learning time would be best 
served for a child with an academic deficiency rather than a 
performance deficit. The other option is to change the sched-
ule to provide an opportunity at the end of the day (either 
every day or an extended learning day) to be taught by the 

teacher in an individual manner the material that is difficult 
for the student to master. Both of these avenues are resource 
intensive and need to have other interventions completed 
before these are considered. 

In summary, there are the analogies of the starfish 
(i.e., individual interventions) and the bridge (i.e., fixing the 
bridge to prevent a problem) when it comes to promoting 
interventions with children (Adelman & Taylor, 2008). Es-
sentially, in a prevention framework we are challenged to be 
bridge builders and discover common causes to problems at 
the secondary level and plan our interventions accordingly. 
Some of the interventions will require a close examination of 
the core curriculum and instruction. Some of the interven-
tions will challenge us to provide group interventions and to 
find the commonality of the problems across students. Fi-
nally, the individualized interventions will focus on intense 
allocation of resources in order to be successful. To have 
these options of interventions at the secondary level they 
have to be built into the schedule before they are needed. By 
creating a range of interventions to address a number of 
common problems in the secondary system it will allow for 
one intervention to “fit just right.” 
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ties, and how schools may deal with students who pose a 
danger to the student body. These guidelines did not always 
exist in their current form. Rather, cases tried after the pas-
sage of the Education for All Handicapped Children Act 
(EHA) in 1975, were vital in their formation (Katsiyannis & 
Maag, 2001).  

Even before the passage of EHA, the landmark ruling of 
Mills v. Board of Education of the District of Columbia 
(1972) recognized that the public school system was failing 
to “include and retain” (emphasis added) students with dis-
abilities. Thus, as part of the decision, the court ordered that 
schools could not suspend students with disabilities for disci-
plinary reasons for more than two days without a hearing and 
without providing education during this suspension. 

Six years after the Mills ruling, in 1978, the United 
States District Court for the District of Connecticut heard the 
case of Stuart v. Nappi. In this case, a high school student in 
special education with a history of behavioral problems re-
ceived a 10-day suspension for her involvement in a school-
wide disturbance. The school recommended expulsion. The 
student, however, argued that an inappropriate educational 
placement caused her disruptive behavior, and that by expel-
ling her, the school district would be denying her the right to 
a free and appropriate public education (FAPE). Further, 
even if the school did provide an alternative education after 
expulsion, the student argued that such an education would 
no longer be in the least restrictive environment (LRE). The 
court concurred, stating that students’ right to a LRE “may 
be circumvented if schools are permitted to expel handi-
capped children.” However, the court was careful to point 
out that students with disabilities were not immune from 
discipline and, as such, schools had the right to suspend dis-
ruptive students and request a change of placement for stu-
dents whose behavior was interfering with the education of 
their classmates. 

A few years later, the U.S. Court of Appeals heard S-1 v. 
Turlington (1981) and further specified how to determine if 
students with disabilities could be expelled due to their be-
havior. Although the student and school district agreed that 
students in special education could not be expelled for be-
havior resulting from their disabilities, they disagreed on the 
process for determining the effects of students’ disabilities 
on their behavior. S-1 v. Turlington was the first case to put 
forth guidelines concerning the procedure for determining if 
students’ behaviors were manifestations of their disabilities. 
This case concerned a student, S-1, who was served in spe-
cial education under the label of mentally retarded and was 
subsequently expelled for his behavior. The school superin-
tendent claimed that because S-1 was not classified as seri-
ously emotionally disturbed, his behavior was not a manifes-
tation of his disability, and his expulsion was thus permitted 
under EHA and Section 504. The court, however, ruled that 
because expulsion constituted a change in placement as de-
fined in EHA, the decision had to be made by a “specialized 
and knowledgeable group of persons.” The superintendent 
alone did not fulfill this requirement. 

S-1 v. Turlington, however, did not specify how to de-
fine a manifestation of a disability. Doe v. Maher (1986) 
clarified the meaning of this term. In this case, John Doe, a 
student, had responded to being taunted by another student 

by choking that student with enough force to cause abra-
sions. The school district suspended John for five days, 
moved to expel him, and did not allow John to return to 
school until the expulsion hearings had been completed. The 
parents filed suit against the district, arguing that John’s IEP 
had identified him as having difficulty with impulses and 
anger. Thus, his behavior was a manifestation of his disabil-
ity, and he could not be expelled or kept out of school while 
the expulsion hearings were occurring. The school district 
countered that John was a danger to the student body and 
thus could be removed.  

The court in Doe v. Maher ruled in favor of the parents 
and laid out guidelines on deciding if students’ behaviors 
were manifestations of their disabilities. The court ruled that 
schools had to decide whether the behavior in question was 
“caused by or [had] a direct and substantial relationship to, 
the child’s handicap.” The court further opined that the term 
manifestation did not include indirect relationships between 
students’ disabilities and their behaviors. For instance, if a 
student with a physical handicap with low self-esteem mis-
behaved to gain the acceptance of his peers, that would not 
be considered a manifestation of the student’s disability. Doe 
v. Maher was appealed to the Supreme Court under the name 
Honig v. Doe (1988). In a landmark decision, the Supreme 
Court upheld previous rulings that stated that the removal of 
students with disabilities for more than 10 days constituted a 
change in placement and thus was subject to the procedures 
outlined in EHA.  

Taken together, Stuart v. Nappi, S-1 v. Turlington, Doe 
v. Maher, and Honig v. Doe state that students with disabili-
ties may not be expelled if their educational programs are 
inappropriate or if their behaviors were manifestations of 
their disabilities. Furthermore, only a qualified group of pro-
fessionals can make the manifestation determination, and 
indirect relationships between disabilities and behaviors are 
not considered manifestations. These rulings have provided 
the basis for current IDEA guidelines concerning the disci-
pline of students with disabilities.  

 
The Current Guidelines: IDEA 2004 

According to IDEA-2004, the school district may re-
move students with disabilities from their current educational 
settings for no more than 10 days without considering 
whether their behaviors were related to their disabilities 
unless students have brought weapons or drugs to school or 
have inflicted serious bodily harm upon another person at 
school. In these cases, students can be removed to an interim 
alternative educational setting (IAES), chosen by the IEP 
team, for up to 45 days, regardless of whether the behavior 
was a manifestation of their disability. Serious bodily harm 
is defined as a “bodily injury which involves a substantial 
risk of death, extreme physical pain, protracted and obvious 
disfigurement, or protracted loss or impairment of the func-
tion of a bodily member, organ, or mental faculty.” 

To change the placement of students with disabilities for 
longer than this initial period, the school district must deter-
mine if the behavior in question was a manifestation of the 
student’s disability; that is, “if the conduct in question was 
caused by, or had a direct and substantial relationship to, the 
child's disability” (IDEA-2004 Sec. 615(k):E:i:I). This deci-
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sion is made by the local educational agency (LEA), the par-
ents, and relevant members of the IEP team within 10 school 
days of the decision to change the student’s educational 
placement. If the behavior is determined to be a manifesta-
tion of the student’s disability, the IEP team must address the 
behavior by creating a behavioral intervention plan or re-
viewing the existing plan. Students are then returned to their 
original educational placement unless the parents and school 
agree on a change of placement. If the parents and school do 
not agree on the student’s placement, the student will remain 
in the interim alternative educational setting while a hearing 
officer hears the parents’ appeals or until the initial 10 or 45 
days have expired. If the LEA, parents, and IEP team decide 
that the behavior in question was not a manifestation of the 
student’s disability, the student is subject to the same disci-
plinary procedures as students without disabilities. The LEA 
is still required to provide a FAPE to that student. 

 
Application of the Guidelines to Gloria 

Under IDEA-2004, the school district cannot expel Glo-
ria without first holding a manifestation determination hear-
ing with the parents, the LEA, and relevant members of Glo-
ria’s IEP team. These individuals will almost certainly con-
clude that Gloria’s attack on her art teacher was a manifesta-
tion of her disability. She was placed in the EBD program 
due to her aggressive behavior toward students and staff, so 
there should be little doubt that her attack was “caused by, or 
had a direct and substantial relationship to [her] disabil-
ity” (IDEA-2004). Therefore, the school district cannot re-
move Gloria from her current setting for more than 10 days 
unless the behavior in question involves weapons, drugs, or 
serious bodily harm. 

However, as mentioned earlier, Gloria in all likelihood 
would face a hostile environment if she were to return to her 
current school, which would not be conducive to her aca-
demic or social development. It is also possible that Gloria’s 
behavior significantly impedes her classmates’ learning. 
Thus, Gloria’s LRE is most likely not in her current school. 
Given that the school psychologist’s primary concern is for 
Gloria, (s)he should work with the rest of the IEP team and 
Gloria’s parents to find a placement that works for her. 

The school psychologist should review Gloria’s educa-
tional and behavioral records, especially any functional be-
havioral assessments (FBA) that have been conducted, to 
identify which, if any, types of behavioral supports have 
been effective for Gloria in the past. (S)he should also play a 
key role in researching possible placement options and dis-
cussing these options with the parents. As explained by an 
area Director of Special Education (Mary Ann Beckman, 
personal communication, November 13, 2009), one possible 
type of alternative setting would be one specializing in ag-
gressive students that would allow Gloria to work on anger 
management skills more intensively. These settings often 
have low student to staff ratios and involve a counseling 
component for the students and their parents. Under Wiscon-
sin law (Wisconsin Department of Public Instruction, 2008), 
a student placed in the EBD program must have difficulties 
across at least two settings, so Gloria’s parents or individuals 
in the community may have experienced difficulties with her 
behavior as well. Thus the school psychologist should aim to 

have the parents and school view each other as collaborative 
partners who share the common goal of helping Gloria over-
come her emotional and behavioral difficulties. 

Finding a placement that the parents and school can 
agree on will almost certainly take more than the 10 days for 
which the school is permitted to unilaterally suspend Gloria. 
Thus, the school needs to find a way to place Gloria in an 
alternative setting while the IEP team works toward a more 
permanent change in placement. The school could go about 
this in two ways: by employing the serious bodily harm 
clause or by requesting a hearing. If Gloria’s art teacher ex-
perienced extreme physical pain or impairment of mental 
faculties as a result of the attack, Gloria could be removed 
from the school for 45 days under the serious bodily harm 
clause of IDEA-2004. However, the serious bodily harm 
clause of IDEA-2004 makes no mention of the loss of a fe-
tus. Therefore, unless the school can confidently conclude 
that the art teacher, not only the fetus, experienced serious 
bodily harm, they should not try to remove Gloria to an 
IAES on these grounds. Gloria’s parents could go to court to 
challenge the assertion of serious bodily harm, and such a 
court battle would likely harm the relationship between the 
school and parents. 

The school district’s other option is to request a hearing 
and argue that “maintaining the current placement of 
[Gloria] is substantially likely to result in injury to …
others” (IDEA-2004, Sec. 615(k):3:A). The hearing would 
take place no later than 10 days after it was requested and 
reach a decision in no more than 20 days. During this time, 
Gloria would be placed in an IAES chosen by the IEP team. 
The hearing officer could decide to return Gloria to her origi-
nal educational setting or keep her in her interim setting. 
Given Gloria’s pattern of aggressive behavior and her out-
burst this year, it seems likely that the hearing officer would 
rule in favor of the district and order Gloria to remain in the 
IAES for a total of no more than 45 days.  

While Gloria is in her IAES, the school district will con-
tinue to provide her with a FAPE so that she is enabled to 
participate in the general education curriculum and make 
appropriate progress toward the goals outlined in her IEP. 
Furthermore, a functional behavioral assessment should be 
conducted and behavioral interventions implemented in or-
der to reduce the likelihood that Gloria will engage in similar 
behavior in the future. At the end of the 45 days during 
which Gloria is in an IAES, she should either remain in this 
setting or be moved to a different alternative setting, as 
agreed upon by the IEP team. If the parents and school can-
not agree on Gloria’s placement, mediation and due process 
would occur. 

Finally, Gloria could be charged with First-degree reck-
less homicide in Wisconsin (Crimes Against Life and Bodily 
Security). IDEA-2004 does not prohibit schools from report-
ing crimes committed by their students with disabilities, so 
the school should report Gloria’s attack of her art teacher and 
ensure that all special education and disciplinary records are 
transmitted. 

 
Implications for the Practice of School Psychology 

School psychologists play an essential role in the proc-
ess of manifestation determination (Kubick, 2008). They 
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understand the relationships between disabilities and behav-
ioral functioning and the potential consequences involved in 
making a manifestation determination. These consequences 
are likely most serious for the student, whose educational 
career can be greatly impacted by long-term removal 
(Kubick). Finally, school psychologists can act as a mediator 
between parents and administrators. In all of these roles, 
school psychologists must be guided by the National Asso-
ciation of School Psychologist’s ethical guidelines (National 
Association of School Psychologists, 2000), which state that 

If conflicts of interest between clients are present, the 
school psychologist supports conclusions that are in the best 
interest of the child. When choosing a course of action, 
school psychologists take into account the rights of each 
individual involved and the duties of school personnel 
(Section IV, A:2). 

Thus, when assisting in manifestation determinations, 
school psychologists must consider the rights and responsi-
bilities of all involved parties: the student, parents, other 
students, teachers, and administrators. However, the school 
psychologist’s primary concern must be for the student. 

School psychologists also have the training necessary to 
determine factors underlying the problem behavior of stu-
dents with disabilities (Meloy, 2008). For instance, school 
psychologists can evaluate the functions of students’ behav-
iors, their social skills, and relationships with friends, family, 
and teachers. Meloy urged school psychologists to use the 
manifestation determination process as an opportunity to 
assess such factors and find interventions that can help im-
prove students’ behaviors. Thus, as members of manifesta-
tion determination teams, school psychologists should not 
only be interested in determining whether students’ behav-
iors are manifestations of their disabilities but also in identi-
fying which interventions may be useful. IDEA-2004 re-
quires schools to continue to provide a FAPE to students 
with disabilities even when they are in an IAES or have been 
expelled. In these situations, the school psychologist can 
work with the staff at the alternative setting to ensure that a 
student is receiving adequate support and appropriate inter-
ventions. Gloria’s case helps illustrate that school psycholo-
gists also play a key role in helping communicate possible 
intervention options with the parents. 

Gloria’s case can also serve as a reminder that manifes-
tation determinations affect more that just students with dis-
abilities. Administrators, staff, students, Gloria’s parents, and 
Gloria all had a stake in the disciplinary decision. School 
psychologists should thus remember that although the stu-
dent is the primary concern, the rights and interests of other 
stakeholders must be taken into account as well. These stake-
holders will rarely agree on a course of action, so the school 
psychologist, along with the rest of the manifestation deter-
mination team, must act in the best interests of the student in 
a way that does not deny other students or staff of their 
rights. 

Finally, school psychologists also play an important role 
in preventing manifestation determination hearings from 
occurring in the first place. Given the severity of Gloria’s 
aggressive behavior, it is possible that she was not receiving 
enough support in her current placement. For instance, it is 
possible that the art teacher had not been adequately trained 

to work with her, or that Gloria’s anger management skills 
had regressed over the summer. Kubick (2008) reminded 
school psychologists that it is best practice to take a proac-
tive role in preventing the aggressive outbursts that often 
lead to manifestation determination hearings. In Gloria’s 
case, the school psychologist could have met with her to 
review anger management techniques after summer break. 
(S)he also could have consulted with all of Gloria’s teachers 
to give them effective strategies for managing her behavior, 
help them recognize the warning signs of her aggressive out-
bursts, and know what to do should she start to become ag-
gressive.  
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WSPA Children’s Services Grant Recipient: Manners Day 

In September 2009, 3rd through 5th grade teachers at 
Galesville Elementary completed manners surveys to help 
determine how often manners are used in the school.  Fifty 
percent of the surveyed teachers responded that students in 
their class do not say “please” and “thank you” very often 
and 38% responded that the students sometimes do.  Twenty-
nine percent of the teachers indicated that their students do 
not often use table manners in the lunchroom (e.g., taking 
small bites, chewing with their mouths closed, and refraining 
from burping) and 71% of the teachers indicated that their 
students do this some of the time. In addition, Galesville 
Elementary had 114 incidents resulting in detentions during 
the 2008-2009 school year and 48% of these incidents were 
related to disrespect or defiance.  

Thanks to the WSPA Children’s Services Grant, 3rd 
through 5th grade students participated in Manners Day on 
2-18-2010.  On the Tuesday prior to Manners Day, students 
attended a skit performed by the Supporting Players, a group 
of high school students who perform skits on a variety of 
topics.  The skit addressed topics such as the importance of 
respect in the classroom, taking turns, and telephone eti-
quette.  After the skit, the high school students asked the 
elementary students some questions about manners which 
resulted in a nice discussion.   

On Manners Day, students participated in a table man-
ners activity during lunch.  The students discussed and prac-
ticed table manners such as chewing with their mouths 
closed, refraining from slurping, cleaning up after them-

selves, and using “please” and “thank you.”  Students even 
practiced putting their napkins on their laps while eating.   

After lunch, students participated in Manners Bingo and 
some role plays. Manners Bingo helped the students learn 
when to use manners phrases, such as “May I help you?” and 
“May I please be excused?”  The role plays involved scenar-
ios having to do with such situations as knowing how to win 
graciously, what to do if someone introduces him or herself 
to you, how to respond if someone gives you a compliment, 
and how to be patient.   

The students really seemed to enjoy the activities and 
the bingo winners were excited about their prizes, which 
included items such as blank thank-you cards and stress 
balls.  At the end of the day, teachers gave students a 
“Respect” pencil and letters for their parents describing some 
manners tips for home.  To help reinforce the use of good 
manners throughout the rest of the school year, teachers and 
staff will report names of students demonstrating outstanding 
manners to be put in a drawing for some gift cards at the end 
of the year.   

 
Thank you again WSPA Children Services for helping 

to make this event possible! 
 

Shannon Gunderson 
District School Psychologist 
Gale-Ettrick-Trempealeau School District 
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CHANGE SERVICE REQUESTED 

RENEW YOUR WSPA MEMBERSHIP!! 
Remember to use the membership renewal form (page 8) to renew your WSPA membership for the 2010-2011 
school year.  If you prefer to renew online, please check the WSPA website often and watch for the 2010-2011  
renewal form. 

If you are interested in checking out any job openings that were 
sent to WSPA, please check out the "JOBS" tab (furthest on the 

right) at the WSPA website www.wspaonline.net. 
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