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

President-Elect :
Danielle Brown
(262)-268-5925
Danielle.Brown@pwssd.k12.wi.us

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

Secretary:
Christine Peterson
W (715)232-2182
petersonchris@uwstout.edu

Treasurer:
Don Juve,
W (608) 789-7900
djuve@lacrosseschools.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  membership.  
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

Mitch Lambert

Art, in itself, is an attempt to bring 
order out of chaos.
–Stephen Sondheim . 

The finish line is in sight, the 2010-
11 school year winds down and draws to a 
close for many of our members in the next 
month or so, but in so many ways, this year 
in particular feels like “the race” has just begun. So 
many BIG things occurred this year that I am certain 
we will be sorting through the implications and at-
tempting to navigate and advocate for sound policies 
from the consequences of these changes for years to 
come. In these “interesting” times I am happy to be 
passing the torch and mantle of leadership of WSPA 
to the very capable hands of Miss Danielle Brown. 

I am unabashedly enthusiastic at the continu-
ity of vision and ideas she will bring to the position 
as well as the fresh perspective, and fresh legs 
(metaphorical legs! No giggling children! J) she will 
have for our members and our organization. I was 
fortunate to have been able to work very closely with 
her this year, since we quite literally live a handful of 
city blocks apart. Serendipitous circumstances that I 
am sure future presidents will be envious! Being 
WSPA President, in many regards is not so different 
from being a school psychologist insomuch as it is 
easy to feel isolated and not ever “ready” to make 
those big decisions on your own! I am also happy to 
report that WSPA has felt great support from school 
psychologists around the state, and we are reporting 
the highest number of members we have had in 
many years. Anecdotally, I have also seen a general 
sense of interest and involvement from members that 
made me take heart. At the level of the WSPA board, 
many new ideas and initiatives have either been im-
plemented or are under way that will secure our rele-
vance and quality and assure that the organization 
reflects the high quality and talent that exists within 
the board and our membership.  

I wish I was not an oracle of the challenges 
that will be ahead for school psychologists and edu-
cation and Wisconsin in the coming years. I take no 
joy in portending that significant changes and chal-
lenges were going to lie before us in Wisconsin, 
however, the shape and form was quite shocking to 
me. Without question, the landscape has changed 
significantly, and it is bemusing how even something 

as revolutionary as RtI’s coming implemen-
tation seemed to shrink in perspective with 
the political turmoil at the capital. It was odd 
to be at NASP in San Francisco and meeting 
psychologists from around the country, 
whenever the perfunctory question of “where 
are you from” arose, the reply “Wisconsin” 
was invariably met with a knowing and awk-

ward “Ohhh” and some commentary regarding the 
goings on in Madison. It was odd to be so far from 
the heart of the action during that time…though I 
can’t regret the great learning and tourist experiences 
to be had in San Francisco! Its one of the U.S.’s most 
fun and fine cities, and from the high quality work-
shops, to the wine, to Alcatraz, a fantastic experi-
ence! But, I digress. 

I will avoid using this as a platform for ex-
pressing any of personal political beliefs regarding 
the goings on in Wisconsin. However, I assure you 
that WSPA will stay actively (and to the extent pos-
sible, non-partisan) involved in advocating that the 
policies compelled by the powers that be are imple-
mented in a way that is in the best interest of the pro-
fession of school psychologists and the fine work 
you do everyday for children across the state. I 
whole heartedly wish to thank the board for their in-
finite patience with “the new guy” in learning the 
ropes and supporting the various activities that really 
make the organization shine. 

A final note, to all of the members, is a con-
tinued plea to continue your interest and involvement 
in WSPA. Institutions like WSPA are a way for a 
group of individuals to find common cause and actu-
ally influence the way things take shape and affect 
your profession. Collectives are always more power-
ful than individuals. Challenging times and opportu-
nities certainly lie before us, but staying involved 
and working through your member organizations can 
help stave off the frustration, apathy, and cynicism 
that can develop from fighting too many Sisyphean 
battles on your own. 

I wish you all the best for a smooth transition 
into your summer and well deserved rest, relaxation, 
and restoration. 

Warmly, 
Mitchell N Lambert
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Upcoming Events

Practical Knowledge on Critical Issues for Ex-
perienced Practitioners 

Attend the NASP 2011 Summer Conferences to get the 
most current information on issues critical to the profession. 
Summer conference content is designed to provide concen-
trated skills development for advanced practitioners and 
offers a unique opportunity to hear from industry leaders in 
their areas of expertise. You can choose from sessions on 
important topics, including RTI, ethics, ADHD, cyberbully-
ing, and crisis prevention and intervention. Plus, get up to 18 
hours of NASP-, APA-, and NBCC-approved CPD credits. 
Join the National Association of School Psychologists in 
Indianapolis, IN, July 11–13 or Atlantic City, NJ, July 25–
27! Register  today at  www.nasponline.org/
summerconferences.

Please participate in the WSPA Survey
Every two years, the Wisconsin School Psychologists 

Association (WSPA) conducts a survey of practices of ALL 
WISCONSIN SCHOOL PSYCHOLOGISTS to take stock 
of professional practices and take direction for WSPA's 
activities and advocacy. While the survey may take some 
time (20-30 minutes) your input is critical to helping WSPA 
focus its efforts and school psychologists move forward in 
Wisconsin.  After completing the survey, you have a chance 
to enter a drawing for awesome prizes.

Please use this address https://
uwlacrosse.qualtrics.com/SE/?SID=SV_9ZvCvzcGoSYv7zS 
or log in to WSPA website and click on the link there.  You 
are encouraged to have any Wisconsin school psychologists 
you know complete the survey.

Douglas K. Smith
Memorial Summer Institute 2011

Wisconsin School Psychologists 
Association Presents…

Making Learning Memorable for Students with Memory 
Problems

By Milton Dehn, Ed.D., NCSP

It is estimated that approximately 10% of school-age 
children have impairments in working memory and that a 
similar percentage have problems with long-term memory. 
This workshop will begin with an overview of the neuropsy-
chological foundations and development of memory. The 
workshop will then proceed with formal and informal meth-
ods for assessment of all aspects of memory. Evidence-
based instructional methods and interventions designed to 
enhance memory functions can improve academic learning 
and performance in children with memory problems. The 
discussion will begin with the relationships between brain-
based memory functions and specific areas of academic 
learning. Classroom instructional practices that effectively 
improve memory at Tier I will be discussed, followed by 
group and individual mnemonic interventions appropriate 
for Tier II interventions. The workshop will conclude with 
intensive individualized memory interventions intended for 
students who require Tier III services and special education. 
The interventions and procedures will address both working 
and long-term memory problems.

Milton Dehn, Ed.D., NCSP is a nationally recognized 
expert on processing assessment, working memory, and chil-
dren’s long-term memory problems. Dr. Dehn is the author 
of Working Memory and Academic Learning, Long-Term 
Memory Problems in Children and Adolescents and Helping 
Children Remember. After working as a school psychologist 
and training school psychology graduate students for many 
years, Dr. Dehn is now a private practice school psycholo-
gist and the program director for Schoolhouse Tutoring®, an 
agency in La Crosse, WI that provides assessment, consulta-
tion, and tutoring for children with learning and memory 
problems.

June 23-24, 2011; 8:30 am to 4:15 pm
Glacier Canyon Lodge @ The Wilderness, Wisconsin 

Dells, WI
Graduate Credit Available through the University of Wis-

consin-La Crosse.
Detailed Institute information and Registration available 

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

proved by the American Psychological Association to offer 
continuing education for psychologists and by the National 
Association of School psychologists to offer continuing pro-
fessional development to school psychologists. The Wiscon-
sin School Psychologists Association maintains responsibil-
ity for the program.



Certificate in Professional Development: School Mental Health

Great for PDPs

Graduate credit available for license renewal purposes: DPI, NCSP, NASP

Stay current on the latest effective school based mental health services

Get the concentrated advanced skill development needed to address barriers to learning, promote healthy outcomes, 
positive development and academic success for all students

The WSPA School Mental Health Certificate training will be available through multiple venues including the WSPA 
conventions, online book studies, and webcasts.

To earn a Certificate in Professional Development: School Mental Health, you must complete all Foundation Topics 
for a total of 9 hours.  In addition you must complete a minimum of15 hours in Assessment Topics and 24 hours in 
Intervention Topics. The complete certificate will reflect 48 hours of coordinated training in school mental health.  
Professional Development activities to qualify for this certificate must be approved by the WSPA Mental Health 

Committee. These hours must be completed within a five year period.

1) Foundation (9 Hours Required) Hours
a) Systems Support of School Mental Health (Choose from): 6

i) Population-Based Mental Health or
ii) Learning Supports

b) Legal & Ethical Topics related to School Mental Health 3

2) Assessment Topics (15 Hours Required) Hours
a) Screening for School Mental Health Issues 3
b) DSM-V and Classification 6
c) Neuropsychology of Psychopathology 6
d) Progress Monitoring for Mental Health 3

3) Intervention Topics (24 Hours Required) Hours
a) System Interventions to Promote School Mental Health 3
b) Individual Therapy 9
c) Group Interventions 9
d) Crisis Prevention & Intervention 3
e) Psychopharmacology 6

A session will be scheduled at the fall 2011 WSPA conference to help those who would like to focus their PDP on 
school mental health and/or to receive the Certificate in Professional Development: School Mental Health.

                     Look for more information to come with the Fall 2011 WSPA convention information.
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Membership report, from Chairperson Mary Beth Tusing

The WSPA Membership is currently 484 members strong.  Membership is up by 142 members compared to last year!  Re-
gional workshops covering the new eligibility criteria for SLD and best practices in progress monitoring attracted many new 
members to the organization.  Our thanks to John Humphries and Mike Lackas, WSPA’s Executive Director, for their excellent 
recruiting efforts.

We extend a warm welcome to new Student Members.  Currently, all of the state school psychology training programs are 
represented in the student membership, which includes a total of 105 graduate students and school psychology interns.  Student 
Members represent the future of our profession, so WSPA is working hard to provide quality member services that will support 
their growth and development as future school psychologists. 

Congratulations to our Life Members!  Life Membership requires an individual to be a Full WSPA member for the five 
years prior to his/her retirement.  Current Life Members include:  Bob Arthur, Rick Albrechtson, Suzanne Allard, Reginer 
Baecher Oberlin, Kathleen Bodilly, Jon Bowman, Carin Brania, Wendy Chappelear, Roger Choinsky, John Cleveland, David 
Damgaard, Ron Day, Dennis DeSmith, Ruth DeMarest, Craig Feiler, Dennis Filippelli, Bill Frankenberger, Tad Greene, Patricia 
Haislamaier, Lucille Kirkegaard, Patricia Klass, Daedrie Kleppe, Peter Kores, Philip Larkowski, Timothy Orgeman, Paul Peder-
son, Rick Pruzek, Henry Reines, Kathy Ryder, Dawn Swenson, Lynn Sundberg Nimmer, Bill Stadler, David Schollmeier, Dave 
Wiltzius, Dennis Weerts, Carol Waring, and Jay Szalapski.

Remember to renew your membership when school starts in the fall!  A WSPA membership form is included in the 
current issue of the WSPA Sentinel.  WSPA offers many benefits to its members, including discounted rates on fall and spring 
WSPA conventions…four issues of the WSPA Sentinel…access to the “Members Only” portion of the website…Children’s 
Services grant opportunities…representation at NASP Central Region meetings, NASP conventions, and ISPA conventions…
opportunities for continuing professional development at conventions, regional workshops, and Summer Institute…
opportunities for professional collaboration and networking through regional group activities… access to the Association's in-
formation and referral services…and collaboration with school psychology training programs to enhance the practice of school 
psychology in our state.  Perhaps of primary importance is the support WSPA provides related to current educational and legis-
lative issues impacting all School Psychologists in the state of Wisconsin.

If one of your colleagues is not currently a WSPA member, please encourage him or her to consider joining the association.  
Memberships can always be initiated or renewed online at www.wspaonline.net under the Membership tab.  Memberships initi-
ated online can be paid for via PayPal.  To pay with check, the online membership form can be printed and mailed to WSPA 
Membership, P. O. Box 771, Eau Claire, WI 54702.
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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)

 Life Member (retired members who have been Full Members for the past 5 years are eligible.)

Student Member ($20)   University Affiliation:_______________________________________________________

      Advisor Signature:________________________________________________________________________________

Name:__________________________________________________________Date:________________

Address:_____________________________________________________________________________

City:________________________________________State:________Zip Code:___________________

Email:_____________________________Home Phone:(___)_________Work Phone: (___)_________

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

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

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

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

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

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

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

GET A FRIEND TO JOIN WSPA!
Membership Renewal for 2011-2012 School Year



DPI Update
    By Kathryn Bush, Ph.D.

WI DPI School Psychology Consultant
Kathryn.Bush@dpi.wi.gov 
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Monroe School District Hopes to Begin 
RtI Identification for SLD Next Year

Pupil Services Director for Monroe, Wisconsin, 
Joe Monroe, says that Monroe School District is 
poised to begin using RtI next year to meet the 
“Insufficient Progress” criteria of the new Specific 
Learning Disability rule.  Abandoning significant 
discrepancy as a way to identify insufficient pro-
gress, and converting to Response to Intervention, 
requires notification of parents on a school by 
school basis, and requires a certain readiness.  In a 
WSPA professional development workshop last fall, Joe and 
school psychologist Chelsea Grinvalsky described Monroe 
SD’s evolution into the use of RtI.  “RtI in Monroe evolved 
out of a desire to improve instruction and provide support for 
all students, NOT as a means to qualify students for special 
education programming.  RtI is not a separate initiative, but 
instead, an educational framework that guides decision-
making, policy and practice.” They believe and can provide 
evidence RtI has improved the educational experience of  
students, whether they receive special educational services, 
are at-risk, average or gifted and talented.

For more information about Joe and Chelsea’s RtI boot  
camp this August to help others get practical information 
about RtI development in a district, email them at mon-
roeeducationalconsultants@gmail.com.
Third Grade Reading Test and “Read to Lead” 

Task Force
Gov. Scott Walker announced a new initiative to help 

students read by the end of third grade. "From kindergarten 
to third grade, our kids learn to read, and then from third 
grade on, they use reading to learn," Walker said in his 
budget address. "We need to make sure every child can read 
as they move on from third grade."

Walker proposed spending $600,000 in each of the next 
two years ($1.2 million total) to implement recommenda-
tions offered by a newly appointed  Task Force. The Task 
Force guidelines outlined by Governor Walker rely on third 
grade retention to manage the task of assuring fourth graders 
are reading to learn. The Task Force is also charged with 
developing a new statewide third grade reading exam.  This 
proposal is funded through the Department of Administra-
tion, rather than the Department of Public Instruction.  DPI 
spokesperson John Johnson has said that funding a literacy 
program through Administration raises constitutionality is-
sues.  In response Walker spokesperson Cullen Werwie has 
said the departments would work together on the project.  
Given that the state already has a third grade reading test and 
will be rolling out a new testing program in the next three 
years, Johnson also questioned why the program is needed. 

Governor Walker’s “Read to Lead” Task Force was 
created by Executive Order #22 http://walker.wi.gov/
journal_media_detail.asp?locid=177&prid=5717 and will be 

comprised of the following 14 members: 
Governor Scott Walker, Chair 
Superintendent Tony Evers, Department of Pub-
lic Instruction, Vice-Chair
Senator Luther Olsen, Senate Committee on 
Education, Chair
Representative Steve Kestell, Assembly Com-
mittee on Education, Chair 
Representative Jason Fields, 11th Assembly Dis-
trict  (Milwaukee)

Steve Dykstra, Wisconsin Reading Coalition 
Marcia Henry, International Dyslexia Association, Past 

President 
Michele Erikson, Wisconsin Literacy 
Kathy Champeau, Wisconsin State Reading Association 

and former MPS teacher 
Author Tony Pedriana, Leaving Johnny Behind (2010) 
Mara Brown, Jefferson Elementary School teacher 

(Oshkosh) 
Mary Read, Greater Milwaukee Foundation 
Linda Pils, 25 years in Madison & Middleton as a K-2 

teacher, Rowland Reading Foundations 
Rachel Lander – University of Wisconsin-Madison 

(Value Added Research Center)
Alan J. Borsuk  in an online Apr 9th, Milwaukee Sentinel 

article stated that this was no ordinary task force. 
“Among the 14 members is Steve Dykstra, a 

Milwaukee psychologist who is a leading figure in 
the Wisconsin Reading Coalition, a group that favors 
overhauling Wisconsin's approach to teaching read-
ing. The coalition's position is that there are scientifi-
cally sound methods that Wisconsin has played 
down. Teaching phonics and phonemic awareness in 
systematic ways is a big part of what the coalition 
advocates.”

“Also included is Tony Pedriana, a retired Mil-
waukee Public Schools principal who authored a 
book in 2009 that tells how, late in his career, he be-
came convinced that structured, phonics-intensive 
programs such as Direct Instruction bring more suc-
cess among kids who were likely to do poorly in 
reading than more widely used approaches.”

“The Walker task force has diversity of opinion. 
The Wisconsin State Reading Association, the estab-
lished reading teachers’ organization, is represented 
by Kathy Champeau, a teacher in the Muskego-
Norway district. And Walker even appointed a De-
mocrat, state Rep. Jason Fields of Milwaukee. Tony 
Evers, the State Superintendent of Public Instruction, 
is vice chair.  But Walker is the chair and the Repub-



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

Summer Conferences
The NASP 2011 regional summer conferences deliver 

an incredible value with three days packed full of concen-
trated skills development. You can earn up to 18 hours of 
NASP-, APA-, and NBCC-approved CPD credits. Choose 
from two great locations: Indianapolis, Indiana, July 11–13
and Atlantic City, New Jersey, July 25–27.  Register by May 
4 and save $66 on your registration fees.
NASP Communities

The number of NASP communities continues to grow. 
There are now 35 communities on topics ranging from au-
tism to technology. The Communities offer an online bulletin 
board integrated with a listserv, a library for document shar-
ing, blogging, and much more. Visit the new and improved 
NASP Communities to interact with other school psycholo-
gists on topics of interest to you. On the NASP webpage you 
will find “Communities” listed at the bottom of the menu. 
There are also Quick Tips provided that will help you navi-
gate the new sites. 
Assess Yourself

NASP has created a brief online survey to help you as-
sess your individual work activities and identify skill areas 
you may want to enhance. Survey questions align with the 10 
domains outlined in the Model for Comprehensive and Inte-
grated School Psychological Services. This brief self-
assessment tool takes about 15 minutes to complete and it 
will help you target the skill areas that may be valuable to 
you in your career development. A confidential personalized 
summary will be generated automatically for you after you 

have completed the survey. You can find the survey on the 
NASP home page under Self-Assessment for School Psy-
chologists.
CDC Resources for Concussions

The Centers for Disease Control (CDC) has created a 
new Parent/Athlete Information Sheet on concussion that can 
be used by schools to share with parents and have athletes 
read and sign before the first practice. You can find it at 
h t t p : / / w w w . c d c . g o v / c on c u s s i on / h e a d s u p / p d f /
Parent_Athlete_Info_Sheet-a.pdf.  Also, the CDC’s Heads 
Up online course for youth sports coaches is now available 
in DVD format for use at events, training sessions, and con-
ferences, with the script and quiz also available in Spanish. 
You can find this course at http://www.cdc.gov/concussion/
HeadsUp/online_training.html.

A Personal Note
Because my term as your state delegate ends in June, 

this will be my last NASP column. It has been my pleasure 
to serve as your representative for the past six years. During 
my term, NASP has grown stronger and expanded the num-
ber of resources and services it offers. With more than 
26,000 members, NASP now has its highest membership 
ever. Your continued involvement in NASP not only pro-
motes our profession but allows continued advocacy for chil-
dren. My private practice and involvement in school psy-
chology associations will continue. I hope to see many of 
you at future NASP and WSPA events. As always, feel free 
to contact me at mdehn2@msn.com.

lican heads of the education committees in the State 
Senate and Assembly are both members.”
Governor Walker’s guidelines for the “Read to Lead” 

initiative:
While any accountability measure must enforce basic 

standards, all promotion decisions must be made in con-
cert with teachers and parents. Any proposal must en-
courage parental involvement to the greatest degree pos-
sible and must ultimately be designed with the interests 
of children in mind. 

A student must be given multiple opportunities on a 
number of different assessments to prove he or she can 
read before being non-promoted. A child will not be 
held back based simply on the results of one high-stakes 
test. 

There must be a limit on how many times a student can 
be held back. No student will be held in third grade 
indefinitely. 

Any retention policy must have a delayed trigger so no 
student is retained who has not had the benefit of being 
in the new system for multiple years. 
These guidelines suggest the new third grade reading 

initiative may establish gateway criteria for promotion to 
fourth grade.  National Association of School Psychologists 
have a paper for parents regarding retention which may be of 

interest to those following the work of this task force:  http://
na spon l ine. org/r esour ces/handout s/ r evi sedPDFs/
graderetention.pdf. NASP’s position paper on retention is 
also available: http://www.nasponline.org/about_nasp/
positionpapers/StudentGradeRetention.pdf.

New Guidance Document from DPI for 
SLD rule will be out this summer

Expect the new technical guidance document regarding 
the Specific Learning Disability rule to be published on the 
DPI website this summer: http://dpi.wi.gov/sped/ld.html.  A 
Workgroup consisting of educators from around the state 
began drafting the document in January.  Kathy Laffin, for-
mer DPI learning disability consultant, and Ed O’Conner, 
Consultant with the Midwest Instructional Leadership Coun-
cil, are working with current DPI SLD consultant, Vaunce 
Ashby, to complete the document.  Additional technical as-
sistance documents will be posted throughout the summer 
and fall.  In the meantime, the  Wisconsin RtI Center website 
went live this spring http://www.wisconsinrticenter.org/  and 
along with the National RtI center http://
www.rti4success.org/ have abundant resources for you.

Final Thank You
This is the final issue of the Sentinel during my tenure as 

Interim School Psychology Consultant for the Wisconsin 
Department of Public Instruction.  It has been a true pleas-
ure.  Thank you. 
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Trainers’ Corner
Student Researchers and Future School Psychologists

Christine Neddenriep, UW-Whitewater
Professional Preparation and Training Representative

At the spring convention, students were highly visible 
participating in various aspects of the convention. Eight stu-
dents representing UW-Whitewater and three students repre-
senting UW-La Crosse presented their research. A wide vari-
ety of topics were presented including reading performance 
of English Language Learners, interventions for angry and 
aggressive youth, positive behavioral supports, and predic-
tors of relational aggression. The poster session was juried 
and several WSPA members graciously provided feedback to 
the students regarding their presentations. Students’ out-
standing poster presentations were recognized. They in-
cluded Maureen Hampton of UW-La Crosse for her poster 
titled, “Relational Aggression: Social Predictors of Adoles-
cent Involvement” and Amanda Myers of UW-Whitewater 
for her poster titled “What Does the Data Say?: Reading Flu-
ency of English Language Learners vs. Non-English Lan-
guage Learners.” Please see pictures below.

Students also participated in a panel discussion titled, 

“You’re Hired!”: Tips to a Successful First Year as a School 
Psychologist. Panelists included Dave Burke, CESA 10; 
Kathryn Bush, DPI; Danielle Brown, Port Washington-
Saukville District Schools; Mitchell Lambert, Muskego/
Norway Schools; Sarah Coolidge, Milwaukee Public 
Schools; and Megan Fostner, Lac Courte Oreilles Ojibwe 
School. They provided invaluable information regarding 
applying, interviewing, accepting, and being successful in 
the first year of employment as a school psychologist. The 
session was very well received, and the students and I are 
very appreciative of the panel’s expert contributions to the 
success of the session.

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

Maureen Hampton, UW-La Crosse, Presenting 

Amanda Myers, UW-Whitewater, Presenting 



RtI/PBIS Shortcomings 
by Jennifer Schieffer, Ed.S., NCSP

I worked for four years in an early RtI initiative. I 
preached RtI to the school staff, colleagues, district staff I 
worked with. I worked with administrators and teachers to 
evaluate data to determine how to improve instruction. I was 
told that RtI will narrow the achievement gap, because it will 
help to accelerate a student’s progress to catch him/her back 
up with the average achievement or to be able to meet the 
grade level expectancies. I was told that if we just work 
smarter (which usually meant teachers, since there were pre-
cious few to implement this model), i.e. use research based 
strategies and materials and matched this to students’ needs, 
then we were bound to be successful. When I asked if RtI 
was a research-based model and what the research says about 
system wide application of RtI, I heard very little. So, disillu-
sioned I stepped away three years ago because I feared RtI 
was becoming a bandwagon. There was much unanswered 
and unaddressed RtI implementation concerns as well as 
what the outcome research was to show the superiority of the 
RtI framework. Also, I feared that RtI/PBIS puts the onus on 
the teacher, which I worried could be abused (using student 
data to evaluate teachers when there are systemic barriers to 
enable learning that are outside the teacher’s control). Now 
that RtI/PBIS are all the rage, I share these concerns in the 
spirit of thoughtful discourse and end with a suggested inte-
grated and expansive framework rooted in an ecological ori-
entation. 

First, where is the research that shows support for sys-
tem wide implementation of RtI? Due to home and work 
demands, I am unable to do an exhaustive literature review 
on this topic, but thankfully, my practicum student, Miranda 
Thorpe, shared some studies with me; I hope that state lead-
ers, district leaders and their committees charged with imple-
menting RtI as well as the professional boards are conduct-
ing thorough reviews of research citing outcomes on system-
wide application (K-12 in all academic areas across all tiers) 
of RtI. I have read Reynolds and Shaywitz’s 2009 article in 
the APA School Psychology Quarterly Journal entitled 
“Response to Intervention: Ready or Not? Or, From Wait-to-
Fail to Watch-Them-Fail” and Fuchs, Mock, Morgan, and 
Young’s 2003 article “Responsiveness-to-Intervention: Defi-
nitions, Evidence, and Implications for the Learning Dis-
abilities Construct” published in the Learning Disabilities 
Research and Practice Journal. Some particular issues 
raised in the articles are listed. 

The Fuchs et al (2003) article reviews research that ex-
amined implementing a problem solving RtI approach at a 
system wide level. This article is important because Wiscon-
sin SLD legislation takes on a problem solving RtI approach. 
Here is my understanding of the weak outcome results from 
the systemic implementation studies they review. 

Regarding Ohio’s Intervention Based Assessment (IBA) 
model, they cite Telzrow et al (2000) research evalua-
tion. In this study, schools were allowed to send the re-
searchers their best case documentation. Despite this 
bias, the researchers found that the collaborative prob-

lem solving team implementation was frequently incon-
sistent and below desired levels of fidelity. The re-
searchers are quoted as concluding “…reliable imple-
mentation of problem solving approaches in schools 
remains elusive…” and “although problem-solving con-
sultation has considerable intuitive appeal, attributions 
of positive outcomes to such processes are not defensi-
ble until research confirms reliable and consistent imple-
mentation.”

Regarding Pennsylvania’s Instructional Support Teams 
(IST), they cite a few research studies. They cite Kova-
leski, Tucker, & Duffy (1995), which reported high fi-
delity of implementation among IST members by docu-
menting that 98% of schools achieved validation on 
their first visit. They state that the study did not define 
how a school achieves validation, how fidelity was de-
termined, or present actual treatment integrity data. 
Next, they cited Hartman & Fay (1996), which reported 
ISTs led to fewer special education referrals, a decrease 
in special education placements, and a reduction in 
grade retentions. They cite Kovaleski et al (1999) inter-
pretation of this study’s findings as indirect reflections 
of IST effectiveness and lacking evidence that students 
not referred or retained are successful in general educa-
tion programs, it is unclear what the direct IST effective-
ness is. They cite that the Kovaleski et al (1999) study 
measured students’ time on task, task completion, and 
task comprehension to measure the benefits of IST. 
They cite this study found that students in IST schools 
had higher progress in these areas than non-IST schools. 
They state that there are limitations to this data in that 
the study did not define how these levels were deter-
mined or how inter-rater agreement was determined, 
besides the fact that these tasks are indirect academic 
measures. 

For Iowa’s Heartland Area Educational Agency RtI im-
plementation, they cite Ikeda & Gustafson (2002b), 
which states there has been few studies looking at this 
model’s implementation and outcomes. They state that 
this study suggested that two years of data show that the 
number of problems addressed without special education 
resources is about 75%. This sounds great, but there are 
ample limitations to this study and the conclusion. First, 
the study sampled only 4% of the schools in Year 1 and 
only 29 schools in 28 districts out of 350 schools in 56 
districts in the entire AEA participated in Year 2; 2. Of 
4% of the school sampled in Year 1, only 19% of stu-
dents had their problems resolved. The rest of the stu-
dents still had ongoing needs. 39% of the students were 
still getting interventions, 4% were pending additional 
assessment, 25% were staffed into special education, 
and 25% of this student population had previously been 
referred to special education. 3. Of the findings in Year 
2, only 20% of cases were resolved. The rest of the stu-
dents had ongoing needs. 41% of students received on-
going intervention, 8% were awaiting additional assess-11



ment, and 22% were staffed into special education, with 
34% of the sampled students having been referred to 
special education previously. 4. The researchers were 
quoted as stating that there are a lot of differences in 
schools in each district as well as amongst the school 
districts in their foundational knowledge and beliefs of 
using problem solving consultation.  One important 
question is if 75% of the cases are being resolved at that 
moment without special education but only 19-20% of 
the cases were effectively solved, does this model work? 
It looks like it works at reducing special education 
teacher costs but not in improving student learning out-
comes. 

In Minneapolis Public Schools Problem Solving Model, 
they cite that the district evaluation in 2001 states that 
the problem solving model has undergone considerable 
evaluation however, they found few published or unpub-
lished studies and none from peer-reviewed journals. Of 
the few studies cited, none showed evidence on whether 
students participating in the problem solving model 
made academic progress, none shared what the interven-
tions used were or if they were delivered with fidelity. 
They cite a district funded reviewers’ statement that 
MPS needs “more time to address the substantial staff 
development that successful implementation of the prob-
lem solving model requires” (Deno et al, 2001, p. 10). 
They state that the Marston (2001) and Marston et al (in 
press) studies’ data that compares students in special 
education identified with the currently used model vs. 
the significant discrepancy model shows that the cur-
rently identified students have scores below those of 
traditionally identified SLD students across the grades. 

Reynolds and Shaywitz (2009) provides quite a scathing 
critique of RtI, particularly in saying there is not a lot of evi-
dence to match the enthusiasm for RtI in terms of research 
support for RtI, ease of implementation, breadth of applica-
tions in the schools, and the ability of the RtI model to bene-
fit children with learning disabilities. They criticize some 
studies purporting large effect sizes in that the treatment fi-
delity is highly unlikely to be achieved in real world settings 
or the students sampled are not typical of students currently 
receiving special education. They state there is not clear evi-
dence nor critical knowledge to what constitutes effective 
RtI implementation and there are large differences in the 
ways that different schools, districts, regions, and states are 
implementing RtI (similar to how the regression/discrepancy 
model was implemented differently across the states). 

The implication of this research is that it may reduce 
special education placements but that does not mean that it 
improves students’ achievement or learning without a need 
for ongoing intervention. And many students are being re-
peatedly referred for special education evaluations. It does 
not look like progress was accelerated. With little large scale 
implementation studies and weak outcomes, what is the 
guarantee that RtI is really better or that it really does accel-
erate progress? How feasible is it to implement ongoing in-
terventions with precious few extra people, resources, and 
time in each school? Finally, will we be having the same 
conversation about RtI in a few decades from now that peo-

ple are having about the SLD discrepancy formula now 
since, similar to SLD discrepancy implementation, States can 
decide how to implement RtI and with RtI, each district in 
some states can implement it how they choose? 

PBIS: Besides the concern the PBIS is rooted primarily 
in a behavior modification approach using extrinsic rewards, 
I have strong concerns about proposing a list of Tier 2 evi-
dence or research based group interventions that would be 
the school psychologists’ role to provide.  There are several 
shortcomings to the conceptualization of Evidence Based 
Practices (EBP) that I want to mention and also list practices 
that may help curb some of the shortcomings. As you are 
aware, Evidence Based Practices (EBP) means that statistical 
significance for the treatment was obtained. This is not such 
a radical thing to achieve since psychological interventions 
have been shown to be efficacious over placebo for 50 years. 

Is the notion of the superiority of the evidence based 
treatment (EBT) an empirically bankrupt notion that for a 
particular problem, there is a specific treatment that is best? 
There are important things to consider when answering this 
question. 

1. Superiority of one approach has never been demonstrated 
over another (see details below). 

2. The client is totally excluded from consideration when 
choosing EBT. The client is equated with the problem 
and the treatment is described as if it is isolated from the 
most powerful factors that contribute to change--the 
client’s resources, perceptions, and participation (see 
below for elaboration). 

3. Evidence Based practitioners assume there are specific 
technical operations that are responsible for client im-
provement, that there are unique ingredients in specific 
treatment models or techniques that produce different 
effects with different disorders. This orientation likens 
therapy to a pill, which has unique ingredients that have 
been shown to have more potency than active ingredi-
ents of other drugs. The Evidence Based practitioner 
also views the Client and the Therapist as interchange-
able. As is elaborated below, this view can be consid-
ered mostly hot air since the therapy model or technique 
accounts for only 1% of the outcome variance in psy-
chotherapy, whereas the client and the therapist account 
for much more of the outcome variance. 

The implication of these points is when differential efficacy is 
claimed, be suspicious. 

The amount of studies finding differences are no more 
than one would expect from chance. Further, closer inspec-
tion of studies that claim superiority reveals two major issues 
that must be considered: allegiance effects and indirect or 
unfair comparisons (Wampold, 2001). Allegiance effects are 
those that are attributable to the researcher’s affinity toward 
the treatment at hand. Wampold & Messer (2002) suggest 
that allegiance accounts for up to 70% of any treatment ef-
fects. For example, though some reviews have found a very 
small advantage for cognitive-behavioral approaches, later 
studies found that the differences disappeared completely 
when the allegiance of the experimenters to the methods 
being investigated was taken into account (Lambert & Ber-
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gin, 1994). Another important issue in evaluating claims of 
differential efficacy is whether the study really presents a fair 
contest—is the comparison offered actually a contrast be-
tween two approaches fully intended to be therapeutic? Or is 
it, in fact, the pet approach of the experimenters pitted 
against a treatment-as-usual or less than ideal opponent? 
Wampold (2001) calls such unfair matches indirect compari-
sons. The assumption that specific techniques result in client 
change is not supported by the evidence. EBP offers choices 
for clients—but are merely lenses to try that may or may not 
fit the client’s frame and prescription. The implication is that 
methods and models are neither deity nor demon, but are 
useful metaphorical accounts of how people can change.

Since the 1930s, the mass of research evidence points to 
the existence of several factors common to all forms of ther-
apy despite theoretical orientation (dynamic, cognitive, etc.), 
mode (individual, group, couples, family, etc.), dosage 
(frequency and number of sessions), or specialty (problem 
type, professional discipline, etc.).  In 1936, Dr. Saul 
Rosenzweig summed up the effectiveness of the common 
factors with the Dodo Bird quote from Alice In Wonderland
“All Have Won and All Must Have Prizes.” This has been 
empirically validated by research. I will review a few impor-
tant meta-analyses and then briefly describe the common 
factors.
The Wampold et al 1997 study was designed to test the 

dodo bird verdict. The researchers examined 277 studies 
conducted from 1970 to 1995 that compared a treatment 
with another bona fide treatment. The result was that no 
approach demonstrated reliable superiority over any 
other. At most the effect size of treatment differences 
was weak (at 0.2).  The variance or the spread in the 
outcomes of psychotherapy for all clients determined in 
this meta-analytic study that the client/extratherapeutic 
factor dominates the lion’s share of change. 87% of 
change is attributed to client and extratherapeutic fac-
tors, which includes the error of variance and unex-
plained factors. The remaining 13% of change can be 
attributed to therapeutic effects. Of this 13%, 8% (or 
60% of treatment effects) is due to Alliance Factors, 4% 
(or 30% of treatment effects) is due to Allegiance to 
Treatment factors, and 1% (or 8% of treatment effects) 
is due to the technique or model used. The implication is 
that factors common to all therapy account for the lion’s 
share of change over the model or treatment and atten-
tion should be brought to bear on these important fac-
tors. 

The dodo bird verdict applies to our work with children 
and youth. Miller, Wampold, and Varhely, 2008 was a 
meta-analysis study designed to see if there are differ-
ences in efficacy among treatment models applied to 
children and youth. The researchers examined 23 studies 
that contained direct comparisons of treatment models 
for youth who were 18 or younger with a diagnosis of 
ADHD, Depression, Anxiety, or Conduct Disorder. 
These are four key areas for which EBTs have been 
identified. This study looked only at research that com-
pared two or more treatments, which were fully intended 
to be therapeutic. It did not include research comparing 

a therapeutic treatment with a usual care comparison. 
The results suggest that the effect sizes were not ho-
mogenously distributed around 0, which suggested the 
possibility of some treatments having a greater effect 
than others. But, the uppermost effect size difference 
was weak, 0.22, which is similar to the effect size men-
tioned for adults. The results also suggest that when 
allegiance was controlled, there was no evidence of any 
differences between treatments and that the greater the 
magnitude of allegiance to one treatment over the other, 
the greater the ES of that treatment over the other.  Alle-
giance accounted for the small differences between 
models for key child/adolescent problem domains. The 
implications are 1. children are similar to adults in that 
some approaches work for one child and not for an-
other, 2. non-specific factors, such as the alliance and 
the therapist, matter quite a bit.

Some other research to consider: 1. Spielmans, Pasek, & 
McFall (2006): found no differences in outcome be-
tween cognitive and non-cognitive approaches for treat-
ment of anxiety and depression in children. 2. Weisz, 
Jensen-Doss, & Hawley (2006): Effect size modest. 
Some EBTs had stronger effect than Usual Care, some 
Usual Care had stronger effect than EBTs. Usual Care & 
EBTs are not well matched in all studies. Implication: 
need to get client feedback to gauge success. 3. Dennis 
et al, 2004 Cannabis Youth Treatment study looked at 
600 adolescent marijuana users who were between the 
ages of 12-15, rated as more severe, with significant co-
morbidity. The participants were randomized into three 
treatments. Study designed to determine whether the 
dose (amount) or type of treatment impacts outcome. 
The results suggest that the treatment approach ac-
counted for little more than 0% of the variance in out-
come. “The results…[showed] that neither the best-
practice nor the research-based interventions were 
clearly superior…” (Tetzlaff et al, 2005). By contrast, 
client ratings of the alliance predicted premature drop-
out and substance abuse and dependency symptoms 
post-treatment, and cannabis use at 3 and 6 month fol-
low-up. The implication again is the alliance and the 
therapist matters quite a bit.

This information suggests that no one intervention is 
superior to another especially when you take into account the 
allegiance factor (defined earlier). This applies to interven-
tions with children and youth suffering from common disor-
ders, such as ADHD, Conduct Disorder, Anxiety, and De-
pression as well (Miller, Varhely, and Wampold, 2008). 

The metaanalyses listed above suggest that factors com-
mon to all psychological intervention account for the largest 
variance to client change. The common factors are: 

1. Client and extratherapeutic factors. The client is actually 
the single, most potent contributor to outcome in psy-
chotherapy (Tallman & Bohart, 1999) including the re-
sources clients bring into the therapy room and what 
influences their lives outside it (Miller, Duncan, & Hub-
ble, 1997). These factors might include persistence, 
openness, faith, optimism, a supportive grandmother, or 13



membership in a religious community: all factors opera-
tive in a client’s life before he or she enters therapy. 
They also include serendipitous interactions between 
such inner strengths and happenstance, such as with a 
capable 8th grade student scared to start high school who 
met a new neighbor who is a popular senior at the high 
school he will be attending. Clients are the main charac-
ters, the heroes and heroines of therapeutic stage. The 
inevitable conclusion is that the client is the "engine" of 
change (Tallman & Bohart, 1999). Clients can describe 
changes--the ebb and flow of the problem’s presence 
and ascendancy in their daily affairs. These reported 
changes and seemingly unrelated events that often occur 
serendipitously, can provide powerful opportunities for 
new heroic stories to be told. From this standpoint, 
change itself is a potent client factor—affecting the lives 
of clients before, during, and after therapy—that can be 
harnessed for the co-creation of possibilities and perhaps 
new identities. The implication is that we should focus 
more on ways to engage the client in the process of 
change. 

2. The alliance is a collaborative partnership between the 
client and therapist to achieve the client’s goals (Bordin, 
1979). The alliance includes agreement on goals and 
tasks as well as the therapist matching their relational 
stance to the client’s preference. Does the client prefer a 
Friendship, Expert Advice, or a Collaborative En-
deavor? Next to what the client brings to therapy, the 
client’s perceptions of the therapeutic relationship are 
responsible for most of the gains resulting from therapy 
(Batchelor & Horvath, 1999). This includes adult and 
youth treatment. 1000 findings and counting reflect the 
power of the alliance. (Orlinsky, Ronnestad, & Wil-
lutzki, 2004).

3. Therapy, Hope, Allegiance: Following client and relation-
ship factors come expectancy factors. This refers to the 
portion of improvement deriving from the clients’ 
knowledge of being in counseling, the instillation of 
hope, and how credible the client perceives the therapy’s 
rationale and techniques. These effects, therefore, are 
not thought to emerge specifically from a given treat-
ment procedure; they come from the hopeful expecta-
tions that accompany the method.

4. Finally, models and techniques make up the last of the 
four factors. Recall in Wampold’s 1997 meta-analysis, 
only 1% of the total variance can be assigned to a spe-
cific model or technique. Model/technique factors are 
the beliefs and procedures unique to specific treatments, 
e.g. the miracle question in solution-focused therapy, or 
desensitization in behavior therapy. The implication then 
is that models are used as needed that match the client’s 
expectations and theory of change. Helpful considera-
tions when selecting a particular model are: models prin-
cipally advance therapy by providing a healing ritual, 
provide novelty for clients and therapists, help therapists 
change their minds about clients rather than make up 
their minds, there is a smorgasbord of models to choose 
from, each provides structure and plan for clients to do 
something different.
Client Directed Outcome Informed (CDOI) work is 

rooted in the Common Factors. It allows the psychologist to 
use the most effective elements of change intentionally. 
CDOI has three main preferences. They are to see clients as 
human beings whose heroic stories overshadow descriptions 
of disorder; to invite and even amplify, at times, the clients’ 
voices in determining their own fate; and to honor the power 
of partnership in overcoming the struggles of human exis-
tence. The CDOI Approach contains no fixed techniques or 
invariant patterns in process and no causal theory about the 
concerns people bring. However, there are six skills or prin-
ciples to CDOI work, which includes the use of 2 brief reli-
able and valid tools to monitor the progress of the client’s 
perception of outcomes and the therapeutic alliance, the two 
biggest predictors of outcome success. The implication of 
this information is that we need to make a paradigm shift 
from being in the Intervention Business to the business of 
change. Are we on the wrong track when we focus most of 
our energy and attention on models, techniques, and the in-
tervention process? The important question is not what con-
stitutes effective intervention, but whether students, parents, 
and teachers experience the changes they desire. To do this, 
we can become Client Directed and Outcome Informed. If 
nothing else, I hope that CDOI work will be listed as an op-
tion on your proposed list. I am a certified trainer in this 
framework and have been engaging from this framework for 
several years and hope to continue to as well. 

A final point to consider about the shortcomings of 
EBTs is a APA paper from a 2005 Presidential Task Force 
position paper on Evidence Based Practices in Psychology 
(EBPP) which was published in the May-June 2006 Ameri-
can Psychologist. The task force articulated an important 
distinction between Evidence Based Practices and EBPP. To 
quote: 

It is important to clarify the relation between EBPP 
and empirically supported treatments (ESTs). EBPP is 
the more comprehensive concept. ESTs start with a 
treatment and ask whether it works for a certain disor-
der or problem under specified circumstances. EBPP 
starts with the patient and asks what research evidence 
(including relevant results from Randomized Control 
Trials) will assist the psychologist in achieving the best 
outcome. In addition, ESTs are specific psychological 
treatments that have been shown to be efficacious in 
controlled clinical trials, whereas EBPP encompasses a 
broader range of clinical activities (e.g., psychological 
assessment, case formulation, therapy relationships). As 
such, EBPP articulates a decision-making process for 
integrating multiple streams of research evidence—
including but not limited to RCTs—into the interven-
tion process (p 275). 

Within the EBPP process, essential clinical skills are 
identified. Essential importance is given to a collaborative 
process in determining appropriate intervention between the 
therapist and client in a spirit of mutual respect, open com-
munication, and collaboration with therapist, client, and 
other stakeholders. 

Clinical expertise encompasses a number of compe-
tencies that promote positive therapeutic outcomes. 
These include (a) assessment, diagnostic judgment, 
systematic case formulation, and treatment planning; 
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(b) clinical decision making, treatment implementation, 
and monitoring of patient progress; (c) interpersonal 
expertise; (d) continual self-reflection and acquisition 
of skills; (e) appropriate evaluation and use of research 
evidence in both basic and applied psychological sci-
ence; (f) understanding the influence of individual and 
cultural differences on treatment; (g) seeking available 
resources (e.g., consultation, adjunctive or alternative 
services) as needed; and (h) having a cogent rationale 
for clinical strategies. (p. 276). 

Finally, when considering the client’s perspective and 
needs, it is important to consider Evidence Based Practices 
from a multicultural perspective (also elaborated in the APA 
paper listed above).  Here are some important questions 
about Evidence Based Practice (EBP) that should be thor-
oughly addressed when reviewing Evidence Based Interven-
tions since often multicultural contexts are completely over-
looked or considered superfluous when people review EBP. 
These questions are succinctly stated by a colleague of mine, 
Minneapolis based Social Worker, Braden Caufield:

1. EVIDENCE: Does “evidence” always require empiri-
cal validation? If it does…

a. What is the context (culture) within which hy-
potheses are formulated? 

b. Who decides how questions are defined? …what 
techniques are evaluated? …what people are par-
ticipants?

c. …..Some argue that the “E” should be changed to 
“Empirically”

2.  BASED: Is this the actual “base” or foundation of 
practice? If it is…

a. Is it possible to cleanly lift a “treatment” out of one 
context into another?

b. Is an EBP “treatment” objective enough to tran-
scend subjectivity?

c. …..Some argue that this term should be 
“Supported” or “Informed”

3.  PRACTICE:
a. How does this source of information filter down to 

practice? 
b. How does an objective practice interface with a 

subjective healing process? 

Finally, I started off my career trained in doing Anger 
Coping groups for anger management and Coping Cats 
groups for Anxiety and I was trained in the alleged superior-
ity of a CBT approach. I found little success in creating 
change when I did these groups. Instead, I noticed first hand 
that students preferred learning additional ways from each 
other to show defiance and aggression when doing Anger 
Coping and that the status they gained from being grouped 
together was more important to them than considering and 
using the tools I was teaching them. The result was that they 
did not generalize these skills nor maintain them after ses-
sions and the contagion effect was much more impactful than 
the skills I taught them. 

What is more effective in my service delivery is to work 
from an ecological perspective, where I first collaborate with 

teachers on creating conditions for student social-emotional 
success, thereby enhancing the classroom and school envi-
ronment with the goal being to increase student affiliation 
with and a strong sense of belonging within these positive 
school environments. Typically I am able to do this in many 
classrooms by implementing classroom behavioral interven-
tions where pro-social norms are enhanced and increased 
(e.g. Good Behavior Game) and implementing the Institute 
of Heart Math’s research based curriculums, which also use 
Project Casel’s Social Emotional Framework and align to 
Personal/Social Guidance Standards. By teaching these skills 
in the classroom, I am able to access pro-social students as 
well as address in vivo peer problems and provide teachers 
with strategies to help reinforce these skills on a daily basis. 
By teaching these skills to the entire class, at-risk students 
who are subsequently referred to me have this knowledge 
and experiential foundation which we can build upon, for 
example by practicing the skills using the Heart Math com-
puter software, if, after engaging from the CDOI framework, 
is found to be a helpful intervention.  I find this to be a much 
more powerful and pro-active service delivery role where I 
am working from an ecological perspective; first: to collabo-
rate on creating conditions for success on the front lines, and 
second: to provide a foundation that I can build upon with at-
risk students who need additional support, monitoring, and 
systems of care. After all, I believe I am not in the interven-
tion business, rather the business of change.

Finally, I am very eager to begin to elaborate on my use 
of an ecological framework by integrating the suggestions 
from the UCLA School Mental Health Project Policy Brief, 
entitled “Moving Beyond the Three Tier Intervention Pyra-
mid: Toward a Comprehensive Framework for Student and 
Learning Supports” (http://smhp.psych.ucla.edu/pdfdocs/
briefs/threetier.pdf). This brief fleshes out integrated and 
comprehensive actions that can really address the external 
and internal barriers to enable learning. They suggest that 
RtI/PBIS practices when well executed have a place in this 
comprehensive framework. They state the shortcoming of 
RtI/PBIS implementation is that many believe that just im-
proving instruction and providing positive social control is 
all that is needed to improve learning and engagement. They 
state that these actions are important, but are not enough. 
They state that federal educational policymakers have fo-
cused to date (my translation: far too long and for long 
enough) on a two-component educational model. The first 
component addresses curriculum and instructional practices. 
The second component addresses governance and operations 
of schools. With just these two components framing the con-
versation about education, I understand why RtI and PBIS 
have gained in popularity. The problem is, as they state, re-
search has crystallized a third component that is essential to 
educational policy. The third component focuses on enabling 
learning and teaching by addressing directly and systemati-
cally the students’ external and internal barriers to learning 
and teaching and by directly and systematically reengaging 
the students’ who are disconnected from classroom instruc-
tion. These ecological and internal factors are frequently 
marginalized, indirectly addressed, or not even considered. 
The spotlight needs to shine equally on this third component 
and as brightly as it shines on the first two components. So, 
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even though I understand the context for how RtI/PBIS have 
gained in popularity, I find it unacceptable that the conversa-
tion stops here. Imagine a chasm between two cliffs. If I had 
to run and jump to the other side holding a rope of RtI/PBIS, 
I would turn around. These practices in my opinion are 
rooted in too narrow a policy framework and hence are too 
short sighted. The rope is too short to make it across the 
chasm. I don’t want to free fall into the deep chasm. I do not 
believe RtI/PBIS are powerful enough approaches to in-
crease student learning and engagement to high levels of 
success. The stakes are too high for educational policymak-
ers and educational leaders to continue to neglect the exter-
nal and internal contexts of students’ lives that disable learn-
ing. The stakes are too high to continue to hypothesize that if 
only teachers taught better and if only schools were more 

positive and less punitive, then education would be great or 
no student would be left behind. The stakes are too high to 
neglect that it may not matter how many interventions and 
differentiation teachers do; if the students have external and 
internal barriers that disable learning, then it doesn’t matter 
how hard you work yourself, these barriers are still there!
The stakes are too high for support staff to just learn a cook-
book of academic and behavioral interventions that may ad-
dress the presenting problem but may not provide the needed 
solution. The stakes are too high to not recognize that a per-
son’s external and internal resources contribute to the great-
est amount of change and addressing directly and systemati-
cally these external and internal barriers to enable learning 
is a powerful starting gate to creating powerful conditions 
for change!
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Obtaining NCSP Parity at the State Level
Submitted the WSPA NCSP Parity Committee

Katie Johnson, NCSP; Dr. Rob Dixon, NCSP; Dr. Mary Beth Tusing, NCSP
Much of the information the NCSP Parity committee has 

provided through the WSPA Sentinel has been focused on 
supporting the NCSP at the local level.  We wanted you to 
have the tools you needed to needed to achieve NCSP status, 
maintain your certification and advocate for parity within 
your district or CESA.  The NCSP committee has also been 
working on achieving parity at the state level.  There are, 
however several barriers to achieving parity for the NCSP at 
the state level.

The first barrier is determining to what license the 
NCSP should be equivalent.  There are really three levels 
that we can work towards for NCSP equivalency – initial 
educator (initial licensure), professional educator (renewal of 
NCSP would be equivalent to license renewal) and master 
educator/equivalent to National Board Certified Teacher 
status.

There are pros and cons to each of these equivalencies.  
If the NCSP is equal to initial educator, it would mean that 
completing the NCSP would qualify a candidate for licen-
sure as an initial educator school psychologist in Wisconsin.  
The benefit of this equivalency is that it would bring what is 
required for the NCSP and what is required for licensure in 
line.  The problem with this option is that we are not eligible 
to apply for the NCSP until we have completed our 1200 
hour internship.  If the NCSP was equivalent to initial educa-
tor status, it would mean we would not be eligible for the 
initial educator license until after we completed our intern-
ships.  This would pose a problem here in Wisconsin where 
most internships are paid positions as practicing school psy-
chologists.

Another option is to advocate for the NCSP as equiva-
lent to the professional educator licensing renewal require-
ments.  The benefit to this option is that instead of having 
different requirements for license renewal and NCSP re-
newal, renewal of the NCSP would cover both.  It would also 
ensure that school psychologists receive high quality profes-
sional development consistent with our professional prac-

tices as part of license renewal.  The downside to this option 
is that it moves the professional development back to clock 
hours that would not be consistent with the Professional De-
velopment Plan (PDP) advocated by the states. This has been 
worked around in Minnesota where the NCSP is equivalent 
to the clock hours that are reviewed by the district-based 
professional development teams.

Finally, we could work to make the NCSP equivalent to 
master educator status or equivalent to holding National 
Board Certified Teacher status.  Certainly the level of train-
ing and supervision required to earn the NCSP are much 
more in line with this option as evidenced by a comparison 
chart created by NASP (http://www.nasponline.org/
advocacy/2007certcomparison.pdf).  And this option would 
likely come with some stipends, perhaps both at the state and 
LEA level.  Our NCSP committee has always believed this is 
where the NCSP belongs.  However, in the past, DPI has not 
seen the NCSP as similar to the National Teacher Boards in 
requirements.

When the NCSP was first proposed in 1988, it was ad-
vanced as a system to assist in States credentialing school 
psychologists in order to maintain high quality and promote 
uniform standards across states and credentialing authorities.  
This made the NCSP appear to be the requirements for initial 
certification and graduates achieving the NCSP shortly after 
graduation reinforced this perception.  Since that time, 
NASP has evolved the training and practiced-based compo-
nents of approved graduate education programs and thus the 
NCSP is now recognized for “advanced preparation, per-
formance-based assessment of competency, and demonstra-
tion of positive outcomes for consumers of school psycho-
logical services” (National Association of School Psycholo-
gists, 2010).

NCSP parity issues are not clear on a national front ei-
ther.  NASP has recently posted state credentialing require-
ments on their website.  According to these statistics, 4 states 
allow the NCSP as a route to school based credentialing and



satisfy renewal requirements, 22 states accept the NCSP as a 
route to school based credentialing, 4 states accept the NCSP 
as part of school based credentialing, 6 states require gradua-
tion from a NASP approved program as part of school based 
credentialing, and 15 states have no NASP related credential-
ing requirements.  According to NASP, most states offer a 
stipend of some sort to school psychologists holding the 
NCSP credential, but no specific information is available on 
their (National Association of School Psychologists, 2010).

Some states have not been successful in lobbying for 
parity for the NCSP through their teacher licensing organiza-
tion, and have looked to the state legislature for help.  Lou-
isiana and Minnesota Louisiana is an example of a state that 
has statutory language for NCSP parity.  WSPA does not 
currently employ a lobbyist to move forth on legislative lan-
guage.  Hiring a lobbyist is an expensive proposition which 
we are exploring, and we need more input from our members 
on how best to use this type of resource. Perhaps partnering 

with another education group that has outside credentialing 
by a national association (e.g., speech-language pathologists, 
etc.) would be an effective way to achieve this goal.

The bottom line is holders of the NCSP have shown a 
personal commitment to the school psychology profession 
and have met the rigorous standards based on training and 
demonstrated competencies (National Association of School 
Psychologists, 2010). Our committee wanted information 
from you to help us focus our lobbying efforts at the state 
level.  To achieve this goal, we put a question about NCSP 
equivalency in the recent WSPA survey.  The results of that 
survey will let us know what you would like to see from the 
NCSP and help us to better work on your behalf.   

National Association of School Psychologists. (2010). Stan-
dards for the Credentialing of School Psychologists. 
Bethesda, MD: Author.

WSPA Position Paper on the Use of Data 
to Improve Outcomes in Response to Intervention (RtI)

Winter 2011 (finalized February, 2011)

Introduction
The primary purpose of the Wisconsin School Psy-

chologists Association (WSPA) is to serve the mental health 
and educational needs of all children and youth and to facili-
tate the effective practice of school psychology. As advo-
cates for children, school psychologists support and promote 
practices that improve the quality of education for all chil-
dren, including children with disabilities and those at risk for 
school failure. WSPA has consistently supported the imple-
mentation of high quality Response to Intervention (RtI) 
models in all of Wisconsin’s schools, as the effective imple-
mentation of RtI practices has been repeatedly shown to im-
prove outcomes such as student achievement and the reduc-
tion of special education placement rates in districts across 
the nation (Bianco, 2010; Dexter, Hughes, & Farmer, 2008; 
Gibbons, 2008; Torgesen, 2009). Given that Wisconsin’s 
rule now calls for the implementation of RtI, for the purpose 
of identifying students with learning disabilities, by Decem-
ber of 2013, it has become imperative that educators imple-
ment high quality RtI practices with fidelity. RtI is a system-
atic, data-based, decision-making process for identifying, 
defining, and resolving any academic and/or behavioral chal-
lenges that a student may face, with an emphasis on provid-
ing high-quality instruction and interventions matched to 
student needs (Batsche et al., 2005; Brown-Chidsey & 
Steege, 2005).

The Problem
Many educators have been implementing practices 

that are not based on psychometrically reliable and valid 
assessment data when making ongoing instructional deci-
sions or tracking insufficient progress of students who may 
later be identified with a learning disability.

As stated previously, RtI is a data-based decision-
making process. Data plays a central role in RtI systems, and 
the endorsement and selection of appropriate assessment 
tools has been the subject of a great deal of debate in Wis-
consin. Too many leaders, policymakers, and other educators 
do not have the background knowledge and expertise neces-
sary to help schools make these decisions, and are thereby 
unknowingly leading some school board members, adminis-
trators, staff members, and parents in the wrong direction 
(Popham, 2006). Given these circumstances, school psy-
chologists, as well as other educational leaders knowledge-
able in assessment data, must take a leadership role and work 
with other stakeholders in the selection and implementation 
of technically adequate assessment tools.

Fortunately, much of the nation has already moved 
forward in implementing high quality RtI systems with tech-
nically adequate assessments, including curriculum-based 
measures. Therefore, such systems can and should be used as 
models to help Wisconsin implement best practices. 

The positive outcomes associated with the effective 
implementation of RtI will not be possible in Wisconsin if 
leaders advocate for and endorse technically inadequate as-
sessment tools. 

Our Proposal
WSPA strongly encourages educational groups in 

Wisconsin to endorse and implement strategies with the 
strongest research foundation and the greatest empirical evi-
dence. Effective RtI systems require reliable and valid 
screening and progress monitoring tools. Although Wiscon-
sin educators should always use multiple sources of data to 
make decisions for a variety of purposes (e.g., grading, deter-
mining whether schools are making adequate yearly pro-
gress, identifying areas for remediation, grant writing, etc.), 



WSPA advocates for the selection of screening and progress 
monitoring practices based on reviews by the National Cen-
ter on Response to Intervention and other sources of empiri-
cal research. As such, WSPA encourages policymakers, 
leaders, and the Wisconsin RtI Center to promote screening 
and progress monitoring practices that have been reviewed 
and vetted by the National Center on RtI or have been sup-
ported through other sources of solid empirical evidence. 

Summary
In a RtI system, WSPA advocates for the use of 

assessment tools that meet the highest standards of technical 
adequacy for screening and progress monitoring purposes. 
Given the new state rule calling for the use of RtI for the 
identification of learning disabilities, the implementation of 
RtI has now become an extremely important decision-
making process. As such, the screening and progress moni-
toring tools used in Wisconsin schools should meet the 
“Convincing Evidence” standard according to the National 
Center on RtI’s review or be strongly supported by other 
sources of empirical evidence. Through the use of such stan-
dards, school personnel while be able to make the most accu-
rate and informed high stakes decisions.

Simply stated, it is critical that we use assessments 
for their intended purposes. Assessment data have a high 
potential for misuse and abuse if guidelines are not clearly 
outlined. For example, in the Department of Public Instruc-
tion’s Fair Funding for Our Future School Finance Reform 
2011-2013, pg 47, the State Superintendent requests monies 
to be reimbursed to districts for the purchase of particular 
assessments. However, it does not clearly outline the limited 
intended purpose, feasibility, technical reliability, or validity 
of these assessments. WSPA cautions against using or en-
dorsing assessments on such a grand scale without consider-
ing these factors.   

At this time, curriculum-based measures (CBMs) 
have the most empirical support for progress monitoring 
purposes. In addition, CBMs are efficient and generally easy 
to administer. Although running records, teacher-made tests, 
and other published assessments play a role in helping edu-
cators in making decisions for other purposes, these tools do 
not have adequate evidence to support their use for screening 
or progress monitoring purposes in an RtI system. 

This recommendation is further supported by Fed-
eral Regulation 300.304 requiring the use of assessment in-
struments for purposes for which they have adequate reliabil-
ity and validity, as well as the state rule that defines progress 
monitoring and the use of probes.

In RtI systems, WSPA advocates for the use of as-
sessments that are efficient, thereby providing useful data in 
the least amount of time necessary to attain adequate accu-
racy. Using CBMs allows teaching staff more time to pro-
vide instruction that facilitates student learning, rather than 
administering time consuming and cumbersome assessments 
that put an undue burden on teachers while providing them 
with marginally useful data. 

WSPA calls on other stakeholder groups to join us 
in advocating for RtI practices that are most likely to work. 
Our students deserve better than a “we think this is a good 
idea” approach to RtI. WSPA proposes that DPI and the 

Wisconsin RtI Center provide schools with resources focus-
ing on the strongest RtI models and methods.

This is a time for strong leadership and the endorse-
ment of strong RtI practices. WSPA encourages all school 
districts to use school psychologists and other staff who have 
expertise in the problem-solving process, data collection and 
analysis, curriculum-based measurement, designing, imple-
menting, and monitoring of effective academic and behav-
ioral interventions.

Therefore, WSPA endorses the following recommendations: 
1. Educational stakeholders should contact appropriate 

state level leaders, such as the Department of Public 
Instruction, Wisconsin RtI Center and the State Superin-
tendent’s office to discuss the need for solid leadership 
in a well run RtI system in Wisconsin.

2. Statewide leaders and policymakers should rely on the 
National Center on Response to Intervention and other 
sources of empirical evidence when recommending 
screening instruments and progress monitoring tools for 
RtI.

3. Educators should utilize efficient screening and progress 
monitoring tools with the technical adequacy needed for 
RtI purposes. At this point in time, curriculum-based 
measures (CBMs) are the most efficient and have the 
most empirical support for RtI.

4.  Staff with graduate level training in measurement, sta-
tistics, and research should have an active role in col-
lecting and analyzing appropriate data. Such data will be 
necessary when objectively determining an interven-
tion’s effectiveness.

5. With training and experience in consultation and inter-
ventions, appropriately trained staff, including school 
psychologistis, should be utilized for consulting with 
parents who are concerned about their child’s educa-
tional progress, teachers who implement RtI interven-
tions, and administrators who will be implementing sys-
tem-wide changes.

6. Staff involved in leading RtI in a district should stay 
current with regard to empirical research in order to pro-
mote evidenced-based instructional, intervention, and 
assessment practices on an ongoing basis. The research 
on technically adequate assessment tools and evidence-
based intervention practices is constantly evolving. 
Thus, school psychologists should be relied on to utilize 
their research skills to provide needed and timely infor-
mation on cutting edge practices of RtI. 
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Implementation of Threat Assessment in a High School Setting: A Case Example
Jenny Rodey, UW-Whitewater

Threat Assessment in a High School Setting
Schools are some of the safest places for youth.  How-

ever, the tragedies of Columbine, Paducah, and other acts of 
school violence continue to reverberate throughout the nation 
and force school psychologists to reexamine their abilities to 
detect students who may pose a threat to the safe school en-
vironment.  Differentiating between students who make a 
threat and those who pose a threat is a necessary skill in the 
process of threat assessment.  Threat assessment will be ex-
amined in relation to a specific case study.  Legal and ethical 
implications will be discussed, and a possible course of ac-
tion will be given.
A Case Example

Suppose that you currently lead an anger management 
group that is comprised of six 17 and 18 year-old high school 
male students.  You became concerned during today’s ses-
sion when one of the group members made a threat against a 
student named Reynaldo Sanchez.  This individual stated 
that he was going to look for Reynaldo Sanchez and “…kill 
him for what he did to my cousin.”  The students in the anger 
management group often talk about their activities outside of 
school with exaggeration; however, you are concerned by the 
nature of this threat because of its specificity.  You ask the 
student to stay after the group session so that you can talk to 
him, and you ultimately believe that he is sincere in his anger 
and threat.  The student stated, “I don’t know what I’ll do.  
I’ll talk with you some more tomorrow.  Thanks for being 
here for me.”  Although you recognize the importance of 
confidentiality, you feel that this may warrant a breach of 
confidentiality to protect Reynaldo Sanchez from harm.
Initial Considerations

Multiple parties will be affected by the eventual 
outcome of this case regardless of whether or not I inform 
someone of the student’s threat.  Suppose that I do not tell 
anyone about this threat.  If the student does carry out the 
threat, then Reynaldo Sanchez could either be seriously in-
jured or killed.  Subsequently, Reynaldo’s family would 
have to deal with either the loss or injury of Reynaldo.  In 

addition, the student who carried out the threat would suffer 
the consequences of harming or killing someone, and he 
would potentially spend time in prison if he murdered 
Reynaldo; the student’s family would consequently be af-
fected by their son’s incarceration.  The school district and I 
could face a lawsuit from the parents of Reynaldo for not 
speaking up after being informed of a threat.  Students within 
the school could potentially be affected by the loss of 
Reynaldo, particularly if they are friends with him.  These 
students might believe that school is not a safe place if some-
one from their own school is capable of killing another stu-
dent.  It is clear that several parties would be affected if the 
student carried out his threat after I failed to tell anyone 
about the threat.

Another possible outcome is that I do tell someone 
about the student’s threat, and the student truly did intend to 
carry out his threat.  Reynaldo Sanchez’s life would be 
spared.  Reynaldo Sanchez’s family would be thankful to 
know that their son is safe.  The student who made the threat 
could either be suspended or expelled; however, the student 
would be spared the prison time that he could have incurred 
had he carried out his threat, and he will not suffer the addi-
tional repercussions of killing someone.  The school environ-
ment will remain positive, because a heinous loss of life will 
have been prevented.

Now, suppose that I do tell someone about this threat, 
and the student was never serious about carrying out his 
threat.  The student could be suspended or expelled from 
school, and he could be ostracized from his peers.  The rela-
tionship between the two of us would no longer be the rela-
tionship of trust that had previously existed, so the student 
would no longer confide in me about important issues and 
possible threats.  The parents of the student could be af-
fected, because people might believe that they have a violent, 
harmful son.  These parents may subsequently try to blame 
the school district for tarnishing their son’s reputation.  
Reynaldo Sanchez and his family might be thankful that I 
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informed them about this threat, even though the threat was 
not substantiated.

On the contrary, suppose that I do not tell anyone about 
this threat, and the student does not carry out his threat.  In 
this case, things will not drastically change.  The student and 
I will have good rapport, and the student will trust me to 
keep what he tells me confidential.  Having this trust will 
allow our relationship to be more effective.  It is possible 
that this good rapport will increase the likelihood that the 
student will confide in me if he ever does intend to seriously 
harm someone later on.  The student will not have to suffer 
the consequences that result from making a serious threat.  In 
addition, the school environment will remain relatively posi-
tive.

Overall, there are many positive and negative aspects 
associated with the possible outcomes.  Because all out-
comes have pros and cons, it is not clear what action is the 
best option.  Therefore, it is important to consider possible 
ethical and legal guidelines that may be relevant to this sce-
nario to determine what action should be taken.
Section 2: Ethical and Legal Guidelines

It is important to examine what ethical and legal 
guidelines are germane to help determine what course of 
action should be taken in regards to the student’s threat.  The 
U.S. Constitution does not explicitly mention the right to 
privacy (Jacob & Hartshorne, 2007).  However, the Constitu-
tion does mention in the First Amendment that Congress 
cannot make a law that abridges the freedom of speech.  Al-
though the First Amendment protects the freedom of speech, 
the United States Supreme Court has since determined that 
“true threats” do not fall under the protection of freedom of 
speech in the First Amendment (Watts v. United States, 
1969).  Therefore, if this student’s threat is ultimately deter-
mined to be a true threat, he does not have protection under 
the First Amendment.

 Several court cases have established the role of the 
First Amendment in protecting students who are disciplined 
because of threats made at school.  One such case was Lovell 
v. Poway Unified School District (9th Cir. 1996).  A student 
was suspended for three days after threatening her counselor 
by stating, “If you don’t give me this schedule change, I’m 
going to shoot you.”  The student believed that this suspen-
sion violated her First Amendment rights.  Ultimately, the 
court ruled that this was a true threat, so the student was not 
protected by the Constitution.  One particularly important 
aspect of this case is how the court defined a “true threat.”  A 
“true threat” is a statement that a reasonable person would 
foresee as being interpreted by those hearing the threat as a 
serous expression of intent to assault or otherwise harm 
someone (Lovell v. Poway Unified School District, 9th Cir. 
1996).  

Although distinguishing “true threats” from other threats 
is an important part of determining a student’s protections, 
this is not the only method that courts have established for 
examining a student’s rights; school staff members also need 
to examine a student’s past and current behavior, the context 
of the situation, the level of disruption that the threat creates, 
and the intrusion on the rights of others.  The counselor in 
Lovell v. Poway Unified School District (1996) felt threat-
ened, because the counselor had witnessed the student’s lack 

of impulse control and unpredictable nature previously.  This 
knowledge about the student’s previous behavior greatly 
informed the decision to classify the student’s threat as a true 
threat.  In the case of Boman v. Bluestem Unified School 
District (D. Kan. 2000), an art student created a poster that 
included sentences such as “I’ll kill you all” and “I’ll kill you 
if you don’t tell me who killed my dog.”  The student was 
initially suspended for five days, and the school district then 
decided that the student should be suspended for the rest of 
the school year.  The student appealed, and the court ulti-
mately ruled that the district had to allow the student to re-
turn to school, noting that the student intended for the poster 
to be a work of art rather than a threat.  In addition, the court 
ruled that there was no evidence of a history of behavioral 
problems or violence, and the poster did not disrupt the op-
eration of the school or intrude on the rights of others.  This 
method for determining a student’s rights on the basis of the 
level of significant disruption and interference in the school 
or invasion of the rights of others is referred to as the 
“Tinker test,” which was initially created to protect political 
speech (Tinker v. Des Moines Independent Community 
School District, 1969).  

Another case involving student threats is State of Wis-
consin v. Douglas D. (2001).  A student was sent to the hall-
way after causing a disruption in the classroom.  He later 
turned in an assignment that graphically described a student 
cutting off a teacher’s head with a machete.  He received an 
in-school suspension, was moved to a different English class, 
and was cited for disorderly conduct.  The student believed 
that this conviction violated his First Amendment rights.  
Ultimately, the Wisconsin Supreme Court determined that 
the student’s story was not a true threat, and the student was 
consequently protected by the First Amendment.  The Court 
reversed the disorderly conduct conviction; however, the 
court also conveyed that the school staff members were justi-
fied in disciplining the student.  The court found it important 
to err on the side of caution.

It is clear that decisions about whether to break confi-
dentiality are not uniform across all cases; however, it is 
important for school staff members to protect students if a 
threat is legitimate.  The U.S. Supreme Court held in Davis 
v. Monroe County Board of Education (1999) that school 
personnel can be held accountable if they fail to protect stu-
dents from violence committed by other students.  In addi-
tion, school personnel can be held accountable if they do not 
protect students from themselves.  In the case of Eisley v. 
Board of Education of Montgomery County (1991), a school 
counselor was found negligent after failing to warn a stu-
dent’s parents about a student’s plan to commit suicide.  The 
idea that certain school personnel have a duty to warn and 
protect originates from the landmark case of Tarasoff v. The 
Regents of the University of California (Cal. 1976).

The case of Tarasoff v. The Regents of the University of 
California (Cal. 1976) set precedent for the duty to warn and 
protect.  During a conversation with a psychologist, a man 
named Prosenjit Poddar threatened to kill his ex-girlfriend, 
Tatiana Tarasoff; Poddar later carried out his threat.  Tara-
soff’s parents sued individuals who were involved in Pod-
dar’s mental health treatment, alleging that “defendant thera-
pists did in fact predict that Poddar would kill and were neg-
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ligent in failing to warn” (Tarasoff v. The Regents of the Uni-
versity of California, Cal. 1976, p. 345).  This case estab-
lished that psychologists have the duty to warn individuals 
when serious threats are made, and a second case (known as 
Tarasoff II) found that psychologists also have the duty to 
protect foreseeable victims from harm.

Although the Tarasoff I and II findings are often para-
mount in the determination of whether to breach confidenti-
ality after a threat is made, the actual legal duty to warn var-
ies by state.  Wisconsin is one state that imposes an actual 
duty to warn (Herbert, 2002). Numerous cases have indi-
cated that individuals do not have the duty to warn if the 
potential victim is not readily identifiable (Brady v. Hopper, 
1983; Thompson v. County of Alameda, 1980); however, 
Wisconsin’s case law regarding duty to warn expands com-
mon law to include cases that do not involve credible threats 
against identifiable targets (Schuster v. Altenberg, 1988).  
Specifically, a mental health professional can be held liable 
if he/she does not take actions necessary to prevent a client 
from harming him/herself or the public at large.  The clini-
cian must determine whether the risk of the situation and/or 
threat is “so reasonably foreseeable that a professional duty 
arises to violate confidentiality in order to protect potential 
(or actual) victims” (Department of Health Services, 2009, p. 
10).

Because confidentiality must be broken in cases of duty 
to warn and duty to protect, it is important to recognize ap-
plicable state laws and ethical codes related to confidential-
ity. Pupils’ records are to be kept confidential (Wisc. Stat. § 
118.125).  Although breaching confidentiality specifically 
for the purpose of warning someone about a threat is not 
explicitly mentioned, there is mention that a school psy-
chologist can disclose information if he/she believes that 
there is serious and imminent danger to the health, safety, or 
life of an individual, and he/she must also believe that dis-
closing information will aid in alleviating this serious and 
imminent danger (Wisc. Stat. § 118.126).  Only information 
that is required to alleviate the danger can be disclosed.  In 
addition, if a school psychologist who is involved in alcohol 
or drug abuse program activities with students discloses or 
fails to disclose information, that individual is immune from 
being civilly liable except in the case of mandated reporter 
duties (Wisc. Stat. § 118.126).  Although this statute does 
not specifically pertain to threats, it does help one gain a 
sense of the current views pertaining to breaching confidenti-
ality in a school setting in the state of Wisconsin.   

The  National  Association  of  School  Psychologists 
(NASP) and the American Psychological Association (APA) 
both have ethical codes that are relevant to this case.  Ac-
cording  to  NASP’s  Principles  for  Professional  Ethics 
(2010), a school psychologist should obtain informed con-
sent  prior  to beginning group therapy,  and this consent 
should include a discussion of the limitations of confidential-
ity (NASP-PPE, I.1.3, I.2.3).  The APA recommends gather-
ing as much information as possible about the student’s plans 
before considering the issue of confidentiality (Jacob & 
Hartshorne, 2007).  If a psychologist determines that the 
student’s threat is legitimate, then the psychologist should 
only disclose relevant and necessary information to individu-

als who have a legitimate need to know (NASP-PPE, I.2.5).  
Psychologists are allowed to disclose confidential informa-
tion without consent when it is mandated or permitted by law 
for an appropriate purpose (e.g., to protect the client or oth-
ers from harm), but school psychologists should discuss the 
necessity of breaching confidentiality with the student if pos-
sible (APA EP 4.05, as cited in Jacob & Hartshorne, 2007).
A Suggested Course of Action

It is important to follow the ethical and legal guidelines 
that have been established to make a decision about a course 
of action.  One of the first steps is to determine whether the 
student’s speech is protected under the First Amendment.  
One may decide to consider the Tinker test, and one conse-
quently determines that the student’s threat does not interfere 
with school activities or invade the rights of others, so it does 
pass the Tinker test (Tinker v. Des Moines Independent Com-
munity School District, 1969).  One also needs to determine 
whether this is a true threat before concluding that the stu-
dent has First Amendment rights.  In other words, a school 
psychologist needs to decide whether reasonable individuals 
would see the threat as a serious expression of intent to as-
sault or harm (Lovell v. Poway Unified School District, 
1996).  It is likely that a “reasonable” person would find 
someone saying that he/she will “kill him for what he did to 
my cousin” as a serious expression of intent to harm; how-
ever, this interpretation of whether or not something is a true 
threat is subjective.  Also, there is additional information 
about the student, so the school psychologist must also con-
sider other relevant factors before making a decision.  An 
important factor in determining whether or not a threat is 
legitimate is the student’s past behavior.  The student is in an 
anger management group, so it is likely that the student does 
have some sort of problem with anger.  Anger could possibly 
be a factor in carrying out a threat.  However, by looking at 
his past behavior, one also realizes that he speaks about 
things with much exaggeration, and he often “talks big.”  
Therefore, there are reasons to be cautious about classifying 
the student’s threat as a true threat.  It is important for the 
school psychologist to conduct a thorough threat assessment 
and to ask the student more questions about his plans 
(Cornell et al., 2004).  After conducting this threat assess-
ment, the school psychologist may believe that the student is 
sincere in his threat.  Consequently, he/she concludes that 
this is a true threat, so the student is not protected by the 
First Amendment.  Now that the school psychologist has 
determined that the student’s threat is a true threat, he/she 
needs to determine a course of action.

When contemplating one’s course of action, it is neces-
sary to consider one’s role in the duty to warn and protect 
(Tarasoff v. The Regents of the University of California, 
1976).  The school psychologist does believe that this consti-
tutes a serious threat. Also, the school psychologist can be 
held liable if he/she do not take the actions necessary to pre-
vent a person from causing harm (Schuster v. Altenberg, 
1988).  It is clear that the school psychologist needs to take 
action, but he/she must be cautious when breaching confi-
dentiality to ensure that ethical standards are followed.

Confidentiality is an important issue in this case.  Re-
specting every student’s right to privacy is essential (NASP-
PPE, I.2.1); however, there are certain exceptions to confi-21



dentiality.  The student and his parents did provide informed 
consent prior to the student joining the anger management 
group, and the school psychologist explained the limitations 
of confidentiality at that time (NASP-PPE, I.1.3, I.2.3).  
Therefore, the student was aware prior to making this threat 
that the school psychologist might have to disclose private 
information about the threat.  In following with ethical 
guidelines, the school psychologist will disclose information 
about this threat to those individuals who have a legitimate 
need to know and will share only relevant and necessary 
information (NASP-PPE, I.2.5).  He/she will collaborate 
with individuals on the multidisciplinary team that deals with 
threat assessments to ensure that revealing confidential infor-
mation is in everyone’s best interest in this case.  This col-
laboration will also help in determining future steps, such as 
whether it is necessary to inform law enforcement, whether 
the student should be detained, and whether the student can 
remain in school (National Association of School Psycholo-
gists, 2002).  In addition, because it is the psychologist’s 
duty to warn and protect, it is important to notify Reynaldo 
Sanchez’s parents about the threat to ensure that Reynaldo is 
safe.  Other actions will be taken as deemed necessary by the 
multidisciplinary team.  
Section 4: Implications for School Psychology

This case has implications for the broader practice of 
school psychology.  First, it provides a background of legal 
cases involving threats so that those in the field of school 
psychology are aware of pertinent cases related to breaking 
confidentiality and warning those in danger.  In addition, it 
provides school psychologists with important considerations 
when conducting threat assessments; namely, it emphasizes 
the importance of using a multifaceted approach to assessing 
threats.  Although profiling students was common in the 
past, profiling is not effective, and it leads to false accusa-
tions against students (Cornell et al., 2004).  This case has 
shown that instead of profiling, one should consider a variety 
of different factors when gauging the credibility of a stu-
dent’s threat.  Aspects of a threat assessment model devel-
oped by the Federal Bureau of Investigation (FBI) were in-
corporated in making a decision about the credibility of the 
student’s threat in this case (Cornell et al., 2004).  Based on 
this case, one should examine the behavior of the student, 
question the student about his/her intent, and consider the 
context of the situation.  In accordance with the traditional 
model of threat assessment, relevant staff should question the 
student about what he/she meant, why he/she made the 
threat, and whether he/she has means and intentions of carry-
ing out the threat (Cornell et al., 2004).  The hope is that 
asking these questions will help school staff members deter-
mine whether the threat is simply a transient threat (made 
without a sustained intention to harm someone), or whether 
the threat is a more serious substantive threat (made with a 
sustained intention to harm someone beyond the present 
situation) (Cornell et al., 2004).  If it is still difficult to make 
a definitive decision about the nature of the threat, individu-
als are instructed to err on the side of caution and to consider 
it a substantive threat.  Although the student’s threat to kill 
Reynaldo Sanchez was not necessarily explicitly substantive, 
it was important to err on the side of caution to ensure that an 
innocent student would not be harmed.  Ultimately, this case 
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serves as a reminder of the importance of possessing a will-
ingness to remain vigilant when assessing a threat, because 
decisions about threats can potentially save students’ lives. 
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Primary Prevention of Eating Disorders Within the School Setting
by Melissa Johnstone Cohen, M.A.

reprinted from The Connecticut School Psychologist, 15 (2), 2009

Eating disorders—more specifically, anorexia nervosa 
and bulimia nervosa, afflict anywhere between 0.5% and 3% 
of females, respectively (American Psychiatric Association, 
2000). It is estimated that both of these disorders present in 
males at about one-tenth the rate of that in females 
(American Psychiatric Association, 2000). As onset occurs 
as early as adolescence or young adulthood, prevention ef-
forts must precede the development of such maladaptive 
behaviors by targeting elementary-aged children (Micali, 
2005).

When considering eating disorder prevention, an under-
standing of risk and protective factors lends itself to the de-
sign and implementation of schoolbased programs. Risk fac-
tors that may contribute to a disorder can be separated into 
two broad categories – internal and external. Internal factors 
may include genetic predispositions or chemical imbalances 
in the brain (White, 2000). Further adding to this category, 
possible psychological factors are body dissatisfaction, low 
self-esteem, distorted thinking, or effects of abuse (i.e., sex-
ual, physical) (Keca & Cook-Cottone, 2005). External fac-
tors that may increase the risk of eating disorder develop-
ment include parental attitudes and eating behaviors, media 
portrayal of ideal body image, peer pressure, or involvement 
in sports that promote a specific body type (i.e., wrestling, 
ballet) (Keca & Cook-Cottone, 2005; White, 2000). Con-
versely, protective factors against eating disorders may in-
clude, but are not limited to the following: family and peer 
support, high self-esteem, coping strategies, problem-solving 
skills, and gender role satisfaction (Choate, 2007).

When planning prevention programs, support staff must 
exercise caution as to how much information is disclosed 
about eating disorder symptoms and practices. That is, an 
emphasis on such content may actually have the reverse ef-
fect and teach students dangerous eating behaviors (Bardick, 
Bernes, McCulloch, Witko, Spriddle, & Roest, 2004). In-
stead, prevention programs should target topics that will aid 
in improving protective factors. Potential areas to address are 
media literacy, development of critical thinking and prob-
lem-solving skills, improvement of communication skills, 
promotion of self-esteem, assertiveness training, and devel-
opment of coping strategies (Bardick, et al., 2004; Choate, 
2007; Keca & Cook-Cottone, 2005).

Healthy Body Image: Teaching Kids to Eat and Love 
Their Bodies Too! is an eating disorder prevention program 
designed for the school setting. In particular, the curriculum 
is specifically designed for use with 4th through 6th grade 
students. This 11-session curriculum not only targets eating 
disorder prevention but also that of disordered eating and 
obesity. The sessions are comprised of three overarching 
themes: healthy weight and shape control, factors or choices 
that affect weight and body image, and sociocultural life 
skills surrounding appearance and body image (Kater, 
Rohwer, & Londre, 2002). Program activities challenge stu-
dents to do various tasks like develop an identity based on 

strengths rather than appearance, understand weight changes 
around puberty, and understand body image perspectives 
within a historical framework, and think critically about me-
dia messages. Research has shown that children who partici-
pate in this program demonstrate an increase in knowledge 
about the biological factors that influence size and shape as 
well as the ability to think critically about media messages 
(Kater, et al., 2002).

While the onset of eating disorders typically occurs dur-
ing adolescence, children can begin to show concern for their 
weight and shape as early as third grade (Agras, Bryson, 
Hammer, Kraemer, 2007). Given this, initial prevention ef-
forts aimed at improving protective factors are beneficial, 
and essential, at the elementary-school level.
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The Bear Claw Store encourages positive student behavior

Karen Corning Wydeven, School Psychologist
Tracy Warnecke, Positive Behavior Support Coach

Hello from Whitehorse Middle School in Madison!  We are very grateful to WSPA for the Children’s 
Services grant.  The money granted to us by WSPA was used to support our Positive Behaviors Support 
system, the Bear Claw Store.  Students earn Bear Claws for following our school wide expectations of Re-
spect Education, Respect Everyone, and Respect the Environment.  In other words, Bear Claws give staff 
the opportunity to catch students being good.  These Bear Claws are then traded for prizes in the Bear 
Claw Store.  The prizes range from bendable pencils to I-Pod shuffles.  The money given to us was used to 
purchase items that appealed to our student body.  As the PBS Coach, my day is brightened when a student 
comes to the Bear Claw Store with a stack of Bear Claws excited about getting a prize they have been sav-
ing for.  And just today, one of the students supported by the school psychologist was delighted when she 
found a Bear Claw in her pocket that had been through the laundry.  She asked, “Ms. Wydeven, will Ms. 
Warnecke still take it in the Bear Claw Store?”  I said, “Of course she will.”

Sometimes people tell us, Students should follow the rules because they are the rules, not because they 
are getting a prize.  Of course that’s our ultimate goal.  But we believe the Bear Claw store helps our stu-
dents practice these socially appropriate skills so that they become automatic.  And it rewards the great 
majority of our students (77% met criteria for the last school-wide incentive) who consistently do the right 
thing.

And ask yourself:  Would you show up to work at your school without a paycheck?  

We thank WSPA for their support of our program.  
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CHILDREN’S SERVICES COMMITTEE 
2011-2012 GRANT OPPORTUNITY

The Children’s Services Committee has allocated funds 
for the purpose of supporting child-related service efforts. 
Grants will be awarded to support a specific activity, school-
wide initiative, training opportunity, or extracurricular en-
deavor for the purpose of providing children’s services. This 
year, the Children’s Services Committee has a total of $1500 
for the grants. Projects must be implemented during the cur-
rent school year.

Past grants have been awarded to fund youth mentor 
programs, collaborative efforts between staff and students, 
and violence prevention programs, among others.

Grant applicants MUST SPECIFY how much money 
they are requesting for the grant.  Recipients of this year’s 
funding will be chosen based on:
1) Detailed description of the project 
2) Demonstrated need (data-driven)
3) Anticipated outcome and benefit to children
4) Specific timeline
5) Detailed budget/funding rationale

Interested individuals need to submit a typed proposal of 
350-500 words addressing the five points described. The 

timeline and budget for the project should be clearly out-
lined. Funds will be awarded in November 2011.  

Grant proposals will be accepted from August 2011 
through October 15th, 2011.   Proposals should be sent to the 
address below and postmarked by October 15th, 2011.  In 
addition to the typed proposal, please include your full name 
and position, home address and phone number, school dis-
trict name, address, e-mail, and phone.

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

mit a brief description of the outcomes for the WSPA news-
letter (Pictures are greatly appreciated!).  This description is 
due by April 1st… No Fooling!

Please send proposals and/or address questions to:
Deerfield Community Schools
Kathy Rusch, School Psychologist
340 W. Quarry St.
Deerfield, WI 53531
608-764-5442 ext. 5207
ruschk@deerfield.k12.wi.us

Regional Representative’s Corner:
The Northwest Region: An Interview with Katie Johnson

By:  Joci Newton, Regional Representative Chair

I recently had the opportunity to inter-
view Katie Johnson, an active WSPA 
board member.  She currently serves 
as a regional representative for the 
Northwest Region, which covers the 

CESA 11 area.  In addition, she is on the NCSP committee 
for WSPA, helping to advocate for parity in pay for the 
NCSP credential in the state of Wisconsin.
About Katie:
Katie has been a school psychologist for 10 years.  For 9 

of those years, she has been working in the Amery 
School District, which is 45 minutes north of Hudson, 
near the Minnesota border.  Along with another school 
psychologist, Katie has helped her district become a 
regional leader in Response to Intervention (RtI) prac-
tices.  She reports spending the majority of her time in 
consultation with teachers about instructional strategies 
for both academics and behavior.  To this point, they 
have been able to collect 3 years of CBM data and local 
norms that they use for data-based decision-making.  In 
addition, they are beginning to explore PBIS.    

Related to her professional achievements, Katie’s inter-
ests include research-based practices in RTI and PBIS, 
attachment disorders and children’s mental health is-
sues.  However, she is a very well balanced person.  In 
her free time, she loves to travel and spend time at her 
cabin.  She also recently joined a book club, likes to 
craft and cook, and teaches community education 

classes on those topics.
About the Northwest Region: 
The Northwest Region covers the CESA 11 area, from 

Webster in the north, to Pepin in the south, from Osce-
ola in the West and Chetek in the east. 

Members:  The Northwest Region has approximately 50 
school psychologists, and about 35 of them are WSPA 
members.  This region is one of the largest and most 
active of the WSPA regions.  They use their regional 
group meeting as a chance to connect professionally, as 
most of them are the only school psychologist within 
their districts.  When asked about the membership, Katie 
stated that she feels they are an “innovative, smart and 
dedicated group of psychologists” who is committed 
professionally to maintaining knowledge in the field.

Meetings: Members from the Northwest Region usually 
meet in conjunction with their regional school psycholo-
gist workshops held three times per school year.  These 
meetings are typically attended by 30 members.  Most 
recently, the group met in conjunction with a CESA 11 
training on Working Memory by Dr. Milton Dehn.  
Their next meeting will be an informal networking 
meeting.  The group is looking forward to hosting a 
WSPA convention in their area in the next few years.

Communication: Katie communicates WSPA news to 
the Northwest Region Members by sending updates fol-
lowing our WSPA board meetings, which happen quar-
terly.  25



WSPA Awards Presented at Spring Convention
By Shelley Albright, Recognition and Scholarship Chair

WSPA awards recognize individuals who exem-
plify professional excellence in school psychology and/
or support the mission of the profession in a significant 
way. In honoring these individuals, WSPA seeks to 
celebrate their success, their contributions to the pro-
fession, and their efforts to improve outcomes for chil-
dren, families, and schools.

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

In an effort to recognize the outstanding achieve-
ments and skills of students in School Psychology mas-
ters level training programs in Wisconsin, WSPA pre-
sents the following awards.

Allard Award:  Sarah Beckman
The Allard Award is sponsored by one of our own mem-

bers, Ms. Suzanne Allard.  Candidates for this award are 
masters-level graduate students who are nominated by the 
faculty in their training programs based on outstanding aca-
demic and research skills and strong leadership skills.  The 
recipient of the 2011 Suzanne Allard Award is Sarah Beck-
man, a student at UW-Whitewater. Drs. Jim Larson, Chris-
tine Nedenriep and Tracy Scheer who nominated Sarah, cited 
her as being an exceptional writer with a publication in the 
WSPA Sentinel and she co-authored a chaptered with Dr. 
Jim Larson in an upcoming volume of NASP’s Best Prac-
tices in Crisis Prevention and Intervention in the Schools. 
Sarah was accepted to present a poster at the WI Women’s 
Studies and LGBTQ conference in March.  She was reported 
to be an exceptional skilled, collaborative researcher. She 
has made additional scholarly contributions as a graduate 
assistant in addition to implementing reading interventions to 
at-risk students. She is currently researching interventions 
targeted at physically aggressive middle school girls. Sarah 
was described as being congenial, positive and good-
humored. Sarah is also currently serving as a WSPA and 
NASP Student Representative.

Claire Knoll from UW-La Crosse, Britny Gabert from 
UW-Eau Claire, and Amanda Weinkauf from UW-River 
Falls were also nominated for the Allard award.

Bernice Krolasik Memorial Scholarship Award:
Traci Joslyn

The Bernice Krolasik award is sponsored by 
the Krolasik family in memory of Bernice’s years of 
dedication to the field of school psychology and her 
commitment to the welfare of children.   Bernice 
Krolasik was a school psychologist in the West Allis-
West Milwaukee school district for 18 years before her 
untimely death in April 1998 at age of 55.  She was 
active in numerous NASP and WSPA committees and 
events and she was highly interested in ethics and the 
education and psychological needs of young children. 

Her willingness to counsel young people interested in 
school psychology was responsible for the career 
choice of several school psychologist.  The Bernice 
Krolasik Scholarship Award was established by Ber-
nice’s husband, Casey Krolasik, and their daughter 
Lisa, in memory of her years of dedication to the field 
of school psychology and commitment to the welfare 
of children.  The scholarship hopes to support non tra-
ditional students pursuing graduate work in the field.   
WSPA is very grateful to have the generous funding 
continuing to support students.  The recipient of the 
2011 Bernice Krolasik Memorial Scholarship is 
Traci Joslyn from UW-Whitewater.  Traci has a background 
as a preschool teacher and administrator along with being a 
special education family advocate. Traci is currently a mem-
ber of WSPA and NASP.  Jim Larson, Christine Neddenriep, 
and Tracey Scherr noted in their recommendation letter that 
Traci is a truly exceptional student who brings that valuable 
perspective of someone who has pursued a successful early 
childhood career, child advocate, volunteered in the commu-
nity, and who is currently the mother of a child with a dis-
ability. Her thesis project focuses on the universal reading 
program in a south central Wisconsin school district.

Angela Goethel from UW-LaCrosse also was recom-
mended for this award.

WSPA School Psychologist of the Year:  Christine 
Klopotek

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

Sarah Beckman-Allard Award
Traci Joslyn-Krolasik Memorial Scholarship Award
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the Year” award.  The 2011 WSPA School Psychologist of 
the Year is Christine Klopotek.

Christine was nominated to receive this statewide 
honor by Steven Smith, Assistant Director of Pupil Services 
in the Wisconsin Rapids School District.  Christine has 
served as a School Psychologist for the Wisconsin Rapid 
School District for the past seventeen years.  She has been 
active in her local, state and national school psychologist’s 
associations. Steven Smith describes Christine as having an 
intuitive sense for working with children, parents and teach-
ers.  She was also described to have a gentle manner, vast 
knowledge base and is actively expanding the district’s 
knowledge and use of PBIS and RTI.     In our role as School 
Psychologist, Christine states “we place ourselves at the head 
of the educational shift armed with knowledge and an atti-
tude of confidence”.
An additional nominee for the 2011 WSPA School Psy-

chologist of the Year was: Eric Auel from the School Dis-
trict of Hillsboro

Past President Award - Linda Servais

WSPA Dissertation Award Jessica Brumm-Larson, 
nominated and award accepted by Dr. Karen Stoiber

Please join WSPA members, leaders, and staff in 
extending our heartiest congratulations to each of the 
2011 WSPA Awards Recipients and nominees.
Congratulations!  

Christine Klopotek receives School Psychologist of the 
Year Award

Linda Servais—Past President Award

WSPA Outstanding Dissertation Award:
Jessica Brumm-Larson

By Christine Neddenriep
Each year, WSPA proudly recognizes the outstanding 

work of doctoral students in completing research that in-
forms and enhances the daily practice of school psycholo-
gists in the field. The criteria for the Outstanding Disserta-
tion Award requires that the recipient is a Ph.D. student in 
school psychology or a school psychologist who has com-
pleted a dissertation that merits special recognition and has 
the potential to contribute to the science and practice of 
school psychology. Nominees must have successfully de-
fended their dissertation within the 12 months prior to the 
award nomination due date. School Psychology faculty at 
each of the UW-System Doctoral Programs in School Psy-
chology may nominate one candidate for the outstanding 
research award. The recipient of the 2011 WSPA Out-
standing Dissertation Award is Ms. Jessica Brumm-Larson, 
nominated by Dr. Karen Stoiber of UW-Milwaukee. Her 
dissertation titled, The Role of Mental Health and School 
Perception in Academic Success for Racial Minority Youth 
in an Urban Setting, truly merits special recognition as it 
contributes significantly to the science and practice of school 
psychology. Understanding the relationship between urban 
students’ beliefs or perceptions of their capacity to perform 
tasks effectively and their academic achievement and likeli-
hood of dropping out directly informs the practice of school 
psychology. In particular, these findings can enhance our 
efforts to promote resilience and a commitment to stay in 
school by students. Jessica has been invited to write an ap-
plied article for the WSPA newsletter regarding her work. 
Dr. Stoiber also noted that Jessica “has been nothing less 
than outstanding in her consistent demonstration of high 
scholastic achievement, superior knowledge, and excellent 
clinical skills.” Jessica was born and raised in Middleton and 
is currently completing her predoctoral internship at Boys 
Town in Omaha, Nebraska.
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CHANGE SERVICE REQUESTED

The WSPA Sentinel would like to feature school psychologists from across Wisconsin. Please contact Jennifer Kamke-Black at 
kamkeblj@ssd.k12.wi.us if you have suggestions for our next issue.

Think sun! Enjoy the summer.

WSPA wants your input!
Every two years, the Wisconsin School Psychologists Association (WSPA) conducts a survey of practices of ALL WIS-

CONSIN SCHOOL PSYCHOLOGISTS to take stock of professional practices and take direction for WSPA's activities and 
advocacy. While the survey may take some time (20-30 minutes) your input is critical to helping WSPA focus its efforts and 
school psychologists move forward in Wisconsin.  After completing the survey, you have a chance to enter a drawing for awe-
some prizes.

Please use this address https://uwlacrosse.qualtrics.com/SE/?SID=SV_9ZvCvzcGoSYv7zS or log in to WSPA website and 
click on the link there.  You are encouraged to have any Wisconsin school psychologists you know complete the survey.


