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

President-Elect :
Miguel Colón 
(414) 902-7300
colonma@mail.milwaukee.k12.wi.us
colon.miguel86@yahoo.com

Past President:
Mitch Lambert
W (262) 662-1454 (x7421)
mLambert@mnsd.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  member-
ship.  The opinions and products, including advertising, class/
workshop notices, and job announcements, appearing in this 
newsletter do not necessarily indicate official sanction, promo-
tion, or endorsement on the part of the newsletter or the Wiscon-
sin School Psychologists Association, Inc.  Articles, announce-
ments, and letters should be submitted to the Editor, Jennifer 
Kamke Black, N4212 Townline Rd., Shawano, WI  54166, 715-
524-4180 (home), 715-526-2175 x1106 (work), e-mail: kam-
keblj@ssd.k12.wi.us.  REMINDER: regional chapters may re-
ceive a stipend of $75/year for submitting an article about their 
region to the newsletter. 

Deadlines for receipt of material by the editor:  

#1--September 1 #2--November 15
    #3--January 15      #4--April 15
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Fellow psychologists,
I am pleased now to be able to continue to serve and advocate for children in my 

current role as WSPA president. Having served on the board for almost a decade, I 
continue to be inspired by WSPA‘s unfaltering child focused best practices.  As a non-
profit volunteer organization all of our board meetings, minutes and budget reports 
are open and available to our members.  Members are encouraged to attend, get in-
volved, ask questions, dialogue and advocate to strengthen the association. This or-
ganization thrives when our efforts are focused on building strong minds and strong 
schools. WSPA’s mission statement, as stated in our bylaws, summarizes the core and 
heart of the association.

WSPA’s MISSION
Mission. The primary mission of this Association shall be to serve school psycholo-

gists in their efforts to positively impact the educational, social, and emotional needs of 
children. The Association will advocate and support the effective practice and advance-
ment of school psychologist through communication and leadership.

WSPA continues to service school psychologists and children alike, following 
ethically and professionally sound practices. WSPA prides itself on being transparent 
and available to all practitioners. The association encourages members to become 
active and involved. I am extremely proud to be part of such a child-focus organiza-
tion. Please feel free to contact any board member with questions regarding how to 
take the next step or how to obtain further information. As always, I look forward to 
seeing each of you at the next convention. The spring convention has amazing oppor-
tunities lined up for professional development and advocacy. I hope that each of you 
had an opportunity to rest and rejuvenate over a holiday break as I know you have 
earned it! ☺

Warmest,
Danielle Brown Ed.S; NCSP

President’s Message
By

Danielle Brown



Upcoming Events
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Wisconsin School Psychologists Association
Spring Convention
March 14-16, 2012

Come Join Us in La Crosse at the Radisson 
(right on the Mississippi River of course)

We Have a Great Line-up of Spectacular Speakers!!

Phil Lazarus, NASP President will be the keynote speaker 
on Thursday with a presentation entitled "Advocating for the 

Emotional Well-Being of our Nation's Youth"

 Beth Doll will be presenting on "Population Based Mental 
Health" at pre-convention.

Sally Bass from NASP will also be a pre-convention 
speaker helping us learn about Advocacy.

And Much Much More!!!!
Don't forget to put WSPA Spring Convention, 
March 14-16, 2012 on your calendar today!!

Did you graduate from the University of South 
Dakota? 

We are planning a School Psychology Alumni reunion April 
27-28, 2012 and we need your help with locating alumni. 
Contact Amanda Barton at abarton@usd.edu for more infor-
mation about the event. We hope to see you there!

NASP 2012 Annual Convention
February 21–24 in Philadelphia

With more than 1,000 reviewed presentations on a wide 
variety of topics, you’ll find sessions that expand your 
knowledge and give you practical skills.
Get In-Depth Training by Registering for NASP Convention 
Workshops. 

Workshops at the NASP 2012 Annual Convention give 
you intensive training in areas that interest you. Topics focus 
on challenges and issues in school psychology and are de-
signed to give you practical field-tested strategies to help 
you easily implement what you’ve learned. 

Expand your knowledge, improve your skills, and con-
nect with peers at the NASP 2012 Annual Convention. The 
convention is the perfect place to: 

• Attend sessions hosted by the leading authorities in 
the profession 
• Hear from education experts, including keynote 
speaker Diane Ravitch 
• Gain practical skills that enhance your ability to 
meet the complex demands of your work 
• Learn about breakthrough school psychology 
strategies 
• Explore topics that interest you at in-depth half-
and full-day workshops 
• Network with thousands of your colleagues 
• Earn NASP-, APA-, and NBCC-approved hours at 
Workshops and Documented Sessions 
• Experience the best of Philadelphia, all within two 
miles of the hotel

Join the National Association of School Psychologists and 
Save on Convention Fees! 

Save big on fees for attending the NASP 2012 Annual 
Convention by becoming a member of NASP! Plus, enjoy 
year round member benefits including easy access to re-
sources, information on cutting edge findings in the field, 
and more! 

FOR NCSPs: 
The Convention Is the Perfect Place to Get the Credits You 
Need for Your NCSP. 

The NASP 2012 Annual Convention is the perfect place 
to earn NASP-, APA-, and NBCC-approved continuing pro-
fessional development hours to apply toward your certifica-
tion renewal. 

Visit the National Association of School Psychologists’ 
website www.nasponline.org/conventions for more 

Information and to register. 



DPI Update
By Wisconsin School Psychology Consultant

Kathryn Bush

NASP Information and News
Robert J. Dixon, NCSP

Your Wisconsin NASP Delegate!

Greetings! There are a number of new things on the ho-
rizon for NASP. Many of these are offered to NASP mem-
bers, but can also be accessed by non-members for a small 
fee. NASP has begun to develop the NASP Online Learning 
Center (OLC), which offers “affordable, flexible, relevant, 
and NASP- and APA-Approved content. For those that need 
some extra hours for the NCSP, this may be the best site you 
need to visit to access high quality professional development 
designed for the school psychologist. The featured Live We-
binar is “Understanding Privilege in America” by Dr. An-
toinette Miranda. Many of you may recall that Dr. Miranda 
presented at the last Spring WSPA and was very well re-
ceived. In addition to the Webinars, there are CPD Modules 
based on Best Practice Chapters as well as specific topic 
areas. 

For professional development, the NASP Annual Con-
vention is always a highlight with many free and paid work-
shops. The convention program is already online through the 
NASP website. This year’s keynote is Diane Ravitch, PhD 
who will offer an “eye-opening perspective on the state of 

Change is in the air.  In addition to all the 
changes public school employees have experi-
enced in the last year, there are huge educational 
reforms in process.  In the day-to-day work of 
school psychologists busy in their jobs, it is diffi-
cult to keep apprised of some of the big-picture 
issues that will affect our practice.  Here is a re-
view of a few of them:

COMMON CORE STANDARDS
Wisconsin was first among the states to 

adopt the Common Core Standards, now formally 
adopted by all but 5 states. These standards define 
the knowledge and skills students should have within their 
K-12 education careers so that they will graduate high school 
able to succeed in entry-level, credit-bearing academic col-
lege courses and in workforce training programs. The effort 
has been coordinated by the National Governors Association 
Center for Best Practices (NGA Center) and the Council of 
Chief State School Officers (CCSSO). The standards were 
developed in collaboration with teachers, school administra-
tors, and experts, to provide a clear and consistent frame-
work to prepare children for college and the workforce. The 
Wisconsin Standards can be found at http://www.dpi.wi.gov/
standards/stds.html 

Schools psychologists will want training in the Common 

Core Standards (speak with your curriculum di-
rector), especially since the guidance around IEP 
goals is evolving.  As districts adopt the Common 
Core Standards (or develop their own state-
approved standards), these standards will become 
the reference point for writing IEP goals except 
for the most severely disabled students. 

READ TO LEAD TASK FORCE
A summary of the work of the Read to Lead Task 
Force was given in the Fall 2011 (Vol. 11, No. 1)  
WSPA Sentinel.  At publication time, the final 
report had not been released.  

The report was released in early January http://
www.wisgov.state.wi.us/readtoleadtaskforcereport.pdf, and 
can be expected to be the blueprint for legislative changes in 
the near future.  The task force discussed one topic exten-
sively: Providing regular screening, assessment, and inter-
vention.  This topic is discussed in the report and the follow-
ing recommendation was made:

Wisconsin should implement a universal statewide 
screener in pre-kindergarten, kindergarten, 1st grade, and 2nd

grade. The screener should be given to all students no later 
than the first month of kindergarten to ensure struggling 
readers  can be identified as soon as possible. Students who 
show consistently high performance on these screeners may 

5

America’s schools and the direction of current school reform 
efforts. Of course there is a lot to do in Philadelphia during 
the convention, and NASP has listed many of them on the 
website.

NASP has also decided to place one of the Summer In-
stitutes in Minneapolis, MN. It will be held July 23-25. It 
boasts high quality and in-depth training for the advanced 
practitioner. As it is so close to Wisconsin, the WSPA Board 
has elected not to offer the Summer Institute in favor of en-
couraging WSPA members to go to Minneapolis and attend 
this NASP opportunity. More details will be placed on the 
NASP website as they become available.

I will be attending the WSPA Convention in La Crosse 
on March 14 to 16. I would love the opportunity to talk with 
you about the many professional development opportunities 
and other member benefits at the convention. As always, 
there will be a number of free NASP items to give away and 
a NASP raffle of some of their quality professional re-
sources. I hope to see you there.



be exempted from future tests while those who continue to 
struggle should be screened more frequently. If a lack of 
financial resources necessitates a phase‐in of these assess-
ments, the state should prioritize the kindergarten assess-
ment, followed by the pre‐kindergarten assessment, before 
adding additional grades.

The Task Force did not come to consensus about what 
universal statewide screener would be used, in part because 
of strongly held sentiments by many of the Task Force mem-
bers.  The implementation timeline is not yet specified.  One 
opportunity for school psychologists to contribute to the on-
going dialog regarding a statewide, universal screener for 
reading is the ReadWisconsin forum, which is being moni-
tored by DPI staff:  http://www.readwisconsin.net/  

EDUCATOR EFFECTIVENESS
A summary of the Educator Effectiveness Initiative was 

published in the Winter edition of the WSPA Sentinel (Vol. 
11, No. 2).  The Wisconsin Educator Effectiveness Design 
Team met though last year to develop evaluation tools tied to 
student outcomes.  The Design Team focused on teachers 
and administrators.   In anticipation of eventual consideration 
of pupil services effectiveness efforts, the Wisconsin Alli-
ance of Pupil Services Organizations (of which WSPA is a 
member) will be reviewing Indiana’s work in the area, a state 
which is further along.  

SAFE AND SUPPORTIVE SCHOOLS  (S3)
When Safe & Drug Free Schools funding ended, federal 

competitive grants were offered for Safe and Supportive 
Schools.  Wisconsin is one of eleven states to have secured 
that grant for four years.  Last year, during the data gathering 
year, a number of high schools across Wisconsin collected 
data related to safety and climate.  This year is the first year 
of implementation when 56 high schools in about 20 districts 
are developing action plans based on identified needs from 
last year’s data gathering.  PBIS, alternatives to suspension 
and expulsion, and 8th to 9th grade transition are emphasized 
as areas of concern and implementation strategies.  More 
information about this program can be found at http://
dpi.wi.gov/sspw/s3.html 

AODA GRANTS
In the course of the recent budgeting process, signifi-

cantly less money has been made available for AODA grants 
to Wisconsin schools.  With a smaller funding source, com-
petitive grants were offered, with 89 school districts being 
awarded funds. 

Successful grants may be renewed for one additional 
year of funding through the 2012-13 school year. The com-
petitive grant applications were reviewed by a panel made up 
of representatives from school districts, community agencies, 
and the State Superintendent’s AODA Advisory Council. 
Projects include an evaluation component and plan for con-
tinuation beyond the grant funding cycle.  More information  
http://dpi.wi.gov/sspw/aodaprog.html 

ACOUNTABILITY REFORM
Chaired by the Governor, the State Superintendent, and 

the Chairs of the Education Committees in the Assembly and 

Senate, a Design Team has worked through the summer, and 
had its final meeting in December.  The charge of the com-
mittee is to design accountability measures that, in contrast 
to those of No Child Left Behind, focus on graduating all 
Wisconsin children ready to succeed in college and careers. 
The new system will include multiple measures of student 
and school performance, including both growth and attain-
ment.  The results of this group are expected this spring, at 
which time State Superintendent Evers intends to seek a 
waiver from the United States Department of Education to 
implement this new accountability system in place of exist-
ing NCLB requirements.  To learn more about this work: 
http://dpi.wi.gov/oea/acct/accountability.html 

Kathryn Bush
608-266-1999
Kathryn.Bush@dpi.wi.gov 
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WSPA Survey 2011: Continuing Professional Development
Robert J. Dixon, NCSP

This is the third in a series of four articles that de-
scribes the results of the WSPA survey that was administered 
in 2011. Continuing Professional Development is probably 
the most public activity that WSPA engages in on a yearly 
basis with a fall convention, spring convention and a summer 
institute. All told, approximately 600 attendees receive ap-
proximately 43 hours of APA/NASP approved training on an 
annual basis. Some will choose to pair the conventions up 
and earn  graduate credit  towards  re-certification.  In  the 
WSPA survey we devoted several questions about profes-
sional development and approximately 300 school psycholo-
gists responded. To remind the readers, this was not a ran-

dom sample, but one gathered through WSPA and DPI email 
lists. The median response to the number of hours they re-
ceived in professional development was 33 hours with a 
range from zero to 200 hours.

So the first question to look at is: where are you getting 
your professional development? This was rated on a 5-point 
scale. As I stated in the last article, there are two ways that 
this could be analyzed. The first way could be to look at the 
items that received the highest number of “very often” re-
sponses. Another method is to examine the rank order that 
includes all the categories that would result in an average 
ranking. I have included the table below using both methods.

7

As you can see from this table, most of the professional 
development  received  by  school  psychologists  does  not
come through WSPA. In fact, we are third or fourth down 
the list. This was a surprise to me. On the one hand, I was 
surprised that we are so low as I think we are the only state 
association  devoted  to  the  professional  development  of 
school psychologists, and because of how much time and 
effort we put into conventions as an organization and the 
positive comments that we hear from the attendees. How-
ever, I have to put that against the school district’s budgets 
and I have heard of less dollars and restrictions in profes-
sional development to the CESAs or the district level. Given 
that the rest of the questions ask about professional develop-
ment and not specifically WSPA professional development, 
the rest of the responses discuss our generic needs as school 
psychologists. 

One point that was interesting from the chart above was 
that professional supervision with a peer did not receive a 
single vote from the 300 respondents. Either that is a practice 
that is not happening or it is not viewed as professional de-
velopment (when it should be!). Related to this, we asked a 
question about burn out and the relationship with profes-
sional development activities. There were 63% of the respon-
dents that thought professional development was useful or 
very useful in maintaining balance and preventing burnout. 
This should make those Covey fans happy that there is a 
perception that we are “sharpening the saw.” I am pleased to 
see this positive effect of professional development on our 
practices. However, when I consider that WSPA is down on 
the list of providers and professional supervision by a peer 
does not even get a single vote, what does that say about the 
identity of school psychologists. With the changes in the 

field, I have heard more than one practitioner comment that 
they are a School Psychologist with a capital “S” and a low-
ercase “p.” I think on some level, we need to examine our 
professional identity and make sure that the continuing pro-
fessional development is focused on school psychological 
services and not generic educational services.

Our next series of questions had to do with the quality 
and learning of professional development. On a 5-point scale 
(very dissatisfied to very satisfied), respondents overwhelm-
ingly were satisfied (35%) and somewhat satisfied (56%) 
with the overall quality of professional development they 
received in the past year. School psychologists indicated that 
they learned a great deal (22%), quite a bit (51%) and some-
what (24%) resulting in 98% of the school psychologists 
indicated that they have learned something as a result of their 
continuing professional development and 74% thought that it 
translated directly into their practice. On a traditional 5-point 
Likert scale (strongly disagree to strongly agree), 90% 
agreed or strongly agreed that their continued professional 
development has helped them be a more effective school 
psychologist. Finally when asked about whether professional 
development activities should include an assessment of 
knowledge over the material, there was almost a perfect bell-
shaped curve over the neutral response. 

The next questions related to what draws a school psy-
chologist to a particular professional development activity. 
When school psychologists choose a particular continuing 
professional development activity, there were a number of 
factors that went into the choice. The following graph de-
picts those areas with the mean score on a 5-point Likert 
scale (strongly disagree to strongly agree).

Rank by number of “Very Often” Rank by Mean of all Responses

1 Other Ed Organizations (e.g., district, CESA) Other Ed Organizations (e.g., district, CESA)

2 Informal web searching Informal web searching

3 WSPA Other

4 Structured home study (e.g., books, CD) WSPA

5 Other Structured home study (e.g., books, CD)

6 Formal online providers (e.g., webinars) Formal online providers (e.g., webinars)

7 Professional supervision with a peer Professional supervision with a peer



As one can determine from the graph, to remain up to 
date with the developments in the field was the number one 
reason  for  seeking  particular  professional  development. 
However, it probably was not significantly different from a 
particular interest area or the determination of an area of 
weakness. Across these five reasons, the recognition of the 
presenter was a distant last place. I was somewhat surprised 
to see the elevated factor of cost and that speaks to WSPA 
and other organizations being very cognizant of both the 
time and the financial resources that attending conferences 
entails.

The final area of quantitative results was around the 
NASP Practice Model. As had been reported in previous 
newsletter articles as well as during a WSPA one-day pres-
entation, NASP has come out with a new practice model that 
includes new standards as well as operating principles. The 

intent of this model is to provide some uniformity to what it 
means to practice as a school psychologist. NASP is hoping 
that  each state  will  adopt  these practice standards.  The 
WSPA Board has already adopted them as the practice 
model for school psychologists in Wisconsin. According to 
the survey, only 61% of the school psychologists that re-
sponded to the survey were aware that NASP has developed 
this Model for Comprehensive and Integrated School Psy-
chological Services.

With the 10 new NASP standards contained within the 
model, we asked two questions. The first was to rank the 
standards as part of their current practice. The second col-
umn is to rank the standards according to their perceived 
professional development needs. Both rankings are based on 
the mean score on a 4-point Likert scale from strongly agree 
to strongly disagree. 

Current Practice Prof. Development
1. Data-Based Decision Making & Accountability 2 6
2. Consultation & Collaboration 1 10
3. Intervention & Instructional Support-Academics 5 1

4. Behavior Interventions & Mental Health Services 4 2
5. Diversity in Development & Learning 7 8

6. School-wide Practices to Promote Learning 8 4
7. Prevention & Responsive Services 6 3
8. Family-School Collaboration 9 9
9. Research & Program Evaluation 10 5
10. Legal, Ethical and Professional Practice 3 7

From a professional development vantage point, there 
are a couple of take-away points that I pull away from these 
rankings. First, it appears that consultation is firmly embed-
ded in the practice array of most school psychologists and 
thus there appears to be little need for professional develop-
ment in that area. Second, the top areas of needed profes-
sional development from the school psychologists complet-
ing this survey were interventions – both academic interven-
tions and behavior/mental health interventions. I think most 
practitioners that I have talked to want to have some empiri-
cal and hands-on interventions to come back to the school 
district and implement on Monday morning. The final point 
that I will take away from the chart is the need for school 
psychologists to look at the big picture of education through 

establishing school-wide practices to promote learning and 
prevention and responsive services. If the continuing profes-
sional development programs focus on these four broad ar-
eas, I think they will capture a lot of the school psycholo-
gists’ perceived needs for professional development. This is 
not to say that other areas are not important. Ethics, for ex-
ample, is a mandated area of professional development for 
licensed psychologists and nationally certified school psy-
chologists. And this will be the focus on my last article. One 
final note, I will be presenting all of the WSPA survey re-
sults at the NASP Annual Convention in Philadelphia in Feb-
ruary. I will bring the poster to the WSPA Spring Conven-
tion in La Crosse in March if you would like to see all the 
results together.

8



Trainers’ Corner
“You’re Hired!”

Christine Neddenriep, UW-Whitewater
Professional Preparation and Training Representative

At the spring convention, we will have a stu-
dent session titled, “You're hired!": Tips to a Suc-
cessful First Year as a School Psychologist.” During 
this session, a panel of current interns, practicing 
school psychologists, and district representatives 
involved in the hiring process will answer student 
questions regarding future employment. Students 
need to know what current employers are looking 
for in school psychology candidates as well as what 
questions to ask of districts with whom they’re in-
terviewing. If your district is anticipating an opening and 

you’d like to serve as a panelist, please contact me.
In addition, at the spring convention we 

will also have a juried poster session for students to 
share their research. I strongly encourage you to 
walk through the poster session and talk with stu-
dents about the research they are doing.

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

Wisconsin PBIS Network Update
Nicole Beier, Coordinator of Statewide PBIS Evaluation & Research

PBIS schools across Wisconsin have created a more 
positive environment for students and staff by establishing 
clear expectations for their students and taking active steps in 
teaching, modeling and reinforcing appropriate behaviors 
school wide.

Wisconsin schools have been implementing PBIS since 
the Fall of 2006, with rapid growth in the number of trained 
PBIS schools in Wisconsin occurring within the two years. 
Currently, over 872 schools in 192 districts in Wisconsin 
have attended PBIS training.

Included in these 872 schools are 29 early education 

schools, 459 elementary schools, 133 middle schools, 130 
high schools, 85 preK-8 schools, 8 preK-12 schools, and 28 
other schools.

Of those 872 trained schools, 761 are implementing 
(87.3%) as demonstrated by completion of at least one Self-
Assessment Survey (SAS), Team Implementation Checklist 
(TIC), or Benchmarks of Quality (BoQ) on the PBIS Assess-
ment website (www.pbisassessment.org). Of the 761 imple-
menting schools, 380 schools (49.9%) have demonstrated 
fidelity of implementation on at least one of the aforemen-
tioned tools. 
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Many Wisconsin schools are now also being trained at 
Tier 2 and Tier 3. Specifically, over 215 schools have at-
tended Tier 2 training and 17 schools have attended training 
at Tier 3. 

The 2010-11 Wisconsin PBIS Network Evaluation Re-
port, which provided an overview of the activities and out-
comes of last year’s PBIS efforts, was completed in October. 
This report can be obtained on the Wisconsin PBIS Network 
website.

In this year’s report, the Wisconsin PBIS Network was 
able to report some of the positive outcomes that schools 
implementing PBIS are experiencing. For example:

Compared to schools trained in PBIS but not implement-

ing, schools implementing with fidelity had 52 percent 
fewer days lost to out of school suspensions, 43 percent 
fewer out of school suspensions, and 36 percent fewer 
students receiving out of school suspensions.

Schools implementing with fidelity had 14 percent 
fewer office discipline referrals than schools implement-
ing but not with fidelity.

The report also elaborates on both the short term and 
long term goals of the Wisconsin PBIS Network. The 2010-
11 school year was another year of tremendous growth for 
PBIS in Wisconsin, and so far 2011-12 is paralleling that 
growth.

Do They Know You’re an NCSP?
Katie Johnson, NCSP

WSPA NCSP Parity Committee

As you may have noticed in the last few months, NASP 
has begun contacting NCSPs as a group to provide informa-
tion and resources.  Topics they present range from creden-
tialing, to advocacy to continuing professional development.

One of the first items in NASPs email was how to print 
your NCSP card and certificate and also how to purchase a 
framed certificate.  That got me thinking about how we pro-
mote ourselves as NCSPs.  

Do you use the NCSP credential in your title?  Is it in 
your signature on your email?  Is it with your name on your 
evaluation reports?  Is your NCSP certificate on your wall?  
Do the stakeholders in your district – your administration, 
your teachers, your parents, your community members, 
know you are an NCSP?  Do they know what a Nationally 
Certified School Psychologist is?

The NCSP has been advanced by NASP as a credential 
that is equivalent with the National Board Certified Teacher 
(NBCT) for teachers or the SLP Certificate of Clinical Com-
petence (CCC) or the Nationally Certified School Counselor 
(NCSC).  We often hear about others achieving this distinc-
tion, be it through board minutes or even the local paper.  
Perhaps it is time that we take some time to promote our own 
skills and how our training and expertise positively impacts 
student-learning outcomes.

Had the NCSP and want to get it back? NASP is offer-
ing a special renewal opportunity for expired NCSPs.  If you 
let your NCSP go on or after April 1, 2002 and it has been 
more than three years, as long as you have kept up with your 
professional development, NASP wants you back!  See the 
website for application and fees.

As districts move forward with handbooks that outline 
employee expectations, it may be the time to educate our 
colleagues on the value of having a highly qualified school 
psychologist with the NCSP in the district.  After some ap-
preciation of our skills and professional development man-
dates, some districts may be encouraged to reserve stipends 
and other compensation to retain our expertise.  Regardless 
of the financial outcome, it is important to educate others 
about our qualifications with the NCSP.  Having good school 
psychologists is good for kids!
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School Mental Health Committee:  Advocacy and Mental Health
Submitted by Veronica Milling

SAMSHA National Mental Health Awareness Day:  
May 9, 2012   
http://www.samhsa.gov/children/preparing_for_
awarenessday.asp

National Children's Mental Health Awareness Day is a 
key strategy of the Caring for Every Child's Mental Health 
Campaign, which is part of the Public Awareness and Sup-
port Strategic Initiative by the Substance Abuse and Mental 
Health Services Administration (SAMHSA), U.S. Depart-
ment of Health & Human Services.  The effort seeks to raise 
awareness about the importance of children's mental health 
and that positive mental health is essential to a child's 
healthy development from birth. Last year, the national 
theme focused on building resilience in young children deal-
ing with trauma.  Communities around the country partici-
pated by holding their own Awareness Day events, focusing 
either on the national theme, or adapting the theme to the 
populations they serve.  A Wisconsin school district listed on 
the site that participated in recognizing this day last year was 
the Fond du Lac School District:   

Fond du Lac School District, Safe Schools/
Healthy Students, part of the Teen Screen Program in 
the Fond du Lac School District, scheduled a presen-
tation on the effects of trauma on children that was 
given by a local mental health provider at a Fond du 
Lac district library on May 3. They also had a poster 
contest for all school-age children and youth on ways 
they take care of their mental health. The posters 
were displayed at the local library and the public 
voted for the winners in each age category. Books on 
mental health for children and families will be fea-
tured at the library during the month of May and lo-
cal radio stations will run PSAs featuring local school 
children.
Take a School Mental Health Day program.  This 

program was highlighted by Heather Hurd, our NASP Advo-
cacy regional representative.  The Take a School Mental 
Health Day program, which makes mental health the focus 
of schools and communities for one day, was funded and 
designed by the Illinois School Psychologist Association 
(ISPA) to spread the word relating mental health to academic 
achievement.  The program was also designed to help in-
crease the understanding of the school psychologists’ value 
within the school environment, within the educational com-
munity, and among parents and influential community mem-
bers.   

ISPA’s program contains a comprehensive set of materi-
als to help to make the planning and implementation of this 
program less burdensome.  Materials include a welcome 
letter with rationale, handouts, lesson plans and activities for 
students grades 1-12, a PowerPoint presentation for parents, 
and materials to help you promote the event within the 
school environment as well as through your community’s 
media.   Materials are also included on how to expand or 
tailor the program to any psychologist’s specific district, 

while staying true to the program’s primary objective of dis-
cussing how good mental health and SEL contribute to opti-
mal learning. 

Contact Rachael Gabriel at 1-618-355-4789 or 
Rachael.Gabriel@bassc-sped.org to get a copy of the pro-
gram materials.

*Rachael asks us to please credit ISPSA if materials are 
distributed or a presentation given.   In addition Rachael asks 
that you take pictures or write a short article about how the 
program was used or the success of the program in your set-
ting so that ISPA may include that information in their quar-
terly newsletter to help spread the word about the benefits 
and availability of the Take a School Mental Health Day 
program.  

NASP Communiqué: The Emotional Well Being of 
Our Nation’s Youth and the Promise of Social Emotional 
Learning by Philip J Lazarus and Michael L. Sulkowski.

 http://www.nasponline.org/publications/cq/40/2/
emotional-well-being.aspx 

The article in the October 2011 Communiqué issue, co-
authored by our current NASP president Philip J Lazarus and 
keynote presenter at WSPA’s upcoming spring conference, 
was filled with compelling evidence to continue to advocate 
for the mental health and emotional well being of our stu-
dents and specific ways to do so.  The article concluded:  “…
as professionals with a background in supporting students’ 
mental health and well being, the onus is on school psy-
chologists to assume positions of leadership in helping 
schools implement SEL [Social Emotional Learning] pro-
grams and to illustrate the benefits of these programs to key 
stakeholders.  Moreover, school psychologists can work with 
legislators to develop legislative initiatives that mandate dis-
tricts to incorporate SEL in the schools. …if for no other 
reason than increasing students’ academic achievement, SEL 
must move from the fringe to the core of educational policy 
and practice” (p. 17).

Mental Health Training Track. Whether you need 
credits for ongoing licensing, for your PDP, would like to 
add additional mental health training to your resume, or just 
desire training to meet needs in your district or job, look for 
a training track at WSPA fall and spring conferences as part 
of the ongoing WSPA Certificate in Professional Develop-
ment:  Mental Health.  This spring there will be a preconfer-
ence with Beth Doll on Population Based Mental Health, a 
keynote session by Phil Lazarus on Emotional Well Being, 
and others.  The certificate details can be found through the 
WSPA website, http://www.uwlax.edu/conted/wspa under 
Fall or Spring Convention on the left hand side of the screen.
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OPINION: “Are You Available to Support the Troops?”
Jim Larson, Ph.D.

Professor Emeritus, School Psychology Program
University of Wisconsin- Whitewater

larsonj@uww.edu

Wisconsin has approximately 15,000 
children who live in families in 
which one or more parent is in the 
military.  These children are repre-

sented in every county in the state, but because they are so 
widely dispersed and their learning and emotional character-
istics generally mirror those of their local peer group, they 
may be something of a “camouflaged minority.”  Children 
from military families (Full disclosure: I am one) are often 
viewed by the media and general public as a relatively uni-
tary group with similar psycho-social problems that differ 
markedly from those of the general population, but the re-
search does not bear this out. “In many ways military chil-
dren and families appear to be a robust and healthy group.  
However, this is not to say that they are invulnerable to the 
stresses that war or trauma may bring” (Cozza, Chun, & 
Polo, 2005, p. 372).  

The deployment of a parent to a war zone, or even the 
knowledge of that upcoming eventuality, can occasion social 
and emotional challenges for many military children and 
youth, and particularly those with existing mental health 
needs.  Having a parent deployed to a war zone is among the 
most stressful events any child can experience (American 
Psychological Association, 2007).  Moreover, the challenges 
do not always disappear with the return of the service mem-
ber parent from deployment.   Struggles with reintegration 
among war fighters returning from Afghanistan and Iraq, and 
the collateral effects on family members, have received sub-
stantial attention in the literature (e.g., Flake, Davis, John-
son, & Middleton, 2009; Sayer et al., 2010) as well as in the 
popular press (e.g., Junger, 2010).  The stress on the child is 
particularly acute if the returning parent has sustained an 
injury or suffers from an undiagnosed psychiatric condition 
such as PTSD, depression, or substance abuse (Hoge et al., 
cited in Cozza, Chun, & Polo, 2005).  Like their “civilian 
family” peers, military children bring their emotional lives to 
school every day, and school psychologists and other suppor-
tive services personnel are in ideal positions to reach out and 
provide the appropriate support. 

For those of us who are not directly affected by the wars 
overseas, it is one thing to mouth “I support the troops” and 
quite another to actually provide that support.  Regardless of 
one’s opinion related to the “rightness” of the current con-
flict – or of the inevitable conflicts to come – wars affect 
children and families, and affect military families most di-
rectly.  The statistical odds are that one or more children 
from a military family attend a school in your district, and 
happily, the odds are good that those children are doing 
pretty well. 

Maybe.
Maybe, but you won’t know until you ask, and that’s the 

first step when you decide to get involved.  To get a sense of 
how many military children are located in your area of the 

state, take a look at the dispersal-by-county map on the web-
site of Wisconsin Operation Military Kids (http://
www.uwex.edu/ces/4h/omk/).  There are no databases to 
provide names of students from military families; you have 
to seek them out yourself.  In your school, there is a high 
likelihood that those names exist in the informal, person-to-
person networks, and for many of you a good place to begin 
is with the head secretary.  At the secondary level, simply 
putting the word out that you are available to talk specifi-
cally about “military kid issues” may very well bring walk-
ins to your door.  Your own newly acquired database of 
names may prove very helpful to you in the future, especially 
in the event of the next call-up of National Guard or Reserve 
troops.  

Your next stop is to the website of Wisconsin Operation 
Military Kids (OMK; http://www.uwex.edu/ces/4h/omk/
index.cfm), a collaborative organization housed in the Uni-
versity of Wisconsin Cooperative Extension, where you will 
find a valuable collection of resources for all educators.  In 
particular, visit the links entitled “School Resources” and 
“Partners & Links” to find Wisconsin-developed classroom 
curricula (including a graphic novel!), abundant helpful PDF 
documents, and links to national resources. OMK speakers 
are also available to come to your district or CESA.  Addi-
tionally, numerous national organizations exist to educate 
professionals and support military children and their fami-
lies, including Division 19 of the APA.  NASP has published 
a few helpful articles, including Military Deployment: How 
School Psychologists Can Help (http://www.nasponline.org/
publications/cq/mocq372deployment.aspx).  A particularly 
informative publication from Strategic Outreach to Families 
of All Reservists (SOFAR) is The “So Far” Guide for Help-
ing Children and Youth Cope with the Deployment of a Par-
ent in the Military Reserves (http://www.sofarusa.org/
downloads/SofarPAMPHLETFINALMay06.pdf).

Here’s a suggestion: Take the relatively brief time 
that is necessary to learn about their unique needs and how to 
support students from military families.  After that, integrate 
that information into your existing mental health knowledge 
base and skill set and become a “military kids” resource for 
children and families in your school.  

Can you think of a better way to support the troops?
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Book Review:  Self-Regulated Learning:  Practical Interventions for Struggling Teens 
Written by Dr. Norman Brier, published by Research Press

Reviewed by James Haessly, Ph.D.

Self-Regulated Learning provides a useful approach to 
assist students to improve their academic performance.  The 
book provides 1) background information on academic self-
regulation as well as other psychological aspects of related to 
self-regulation and students’ motivation to do well in school 
and 2) practical intervention plans to address each of these 
areas.  Dr. Brier’s latest effort complements his previous 
works, which are also intended to enhance the academic mo-
tivation of students (see Brier 2006; Brier, 2007).  

The author provides an excellent overview of each of 
the areas addressed in the book and couples each of these 
overviews with a loosely scripted intervention (lesson) plan 
that includes a loose script for introducing the lesson to stu-
dents, scenarios to prompt discussions, and assessments for 
clients/students to complete.  The book will be equally useful 
with individuals and groups in clinical and school settings.  
The interventions/lessons could easily be used as a compre-
hensive approach to assist students who have pervasive aca-
demic self-regulation deficits or selectively to assist students 
with specific deficits.  The interventions are appropriate for 
all levels of a Positive Behavior Support System, particularly 
secondary and tertiary interventions.    

In addition to the overview and intervention plans, the 
utility of the book is increased by the accompanying CD, 
which contains handouts, worksheets and questionnaires for 
use with students.  These tools can be used as written self-
report measures or interviews.  Given the avoidance behav-
iors many students with academic self-regulation deficits 
demonstrate, the flexibility to use these tools in interview 
format is critical.  Credit should be given to the author and 
publisher for providing an easily navigable CD of the afore-
mentioned materials, which allows the professional using 
these materials to print them directly from their computer.  
The CD is compatible with both Windows and Macintosh 
computers.

The handouts provide scenarios focusing on different 
patterns of academic behavior and related psychological fac-
tors.  The behavioral, cognitive, and affective/mood domains 
addressed in the book include choice and self-regulation, 
goal setting, help seeking, academic self-efficacy, mood, 
anxiety, and social factors influencing motivation.  A typical 

intervention/lesson includes at least two scenarios contrast-
ing adaptive and maladaptive patterns of academic behavior.  
These contrasting scenarios are intended to prompt compari-
sons by clients/students to their own pattern of behavior.  
Clients/students are asked to reflect on their own patterns of 
behavior through discussion as well as written assessments.  
In addition, tools are provided to assist students to think 
through ways to change their behavior to improve their aca-
demic performance.

According to the author, the book targets client/student 
populations from upper elementary through high school.  
The reading level of the scenarios is appropriately at the low-
to-mid elementary level.  The author directs a clinic serving 
adolescents with histories of chronic school failure.  The 
interventions in the book seem entirely appropriate for this 
population.  In addition, the interventions will be a useful 
complement to interventions implemented with students who 
are demonstrating significant emotional/behavioral self-
regulation deficits, including those who are experiencing co-
occurring mental health challenges.  In particular, the sec-
tions on self-perception, mood, and anxiety provide interven-
tions that will be beneficial to students with emotional self-
regulation deficits.

In summary, Self-Regulated Learning will be useful for 
students who are experiencing school failure, including stu-
dents who have co-occurring behavioral and mental health 
challenges.  While the greatest utility will be at the Secon-
dary and Tertiary levels, the lessons could easily be adapted 
for use with entire classes of students at the universal level of 
a multitiered PBS system.
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Book Review - Effective RTI Training and Practices: Helping School and District Teams 
Improve Academic Performance and Social Behavior 

by Gary L. Cates, Craig Blum, and Mark E. Swerdlik, published by Research Press
Book reviewed by Robert J. Dixon, PhD, NCSP

Effective RTI Training and Practices is a 152-
page book and CD resource that has recently been pub-
lished by Research Press. It represents an attempt to 
bring together various components of the RtI 
practices, from planning an RtI program to 
modifying and sustaining RtI efforts, and all 
points in-between. For the most part, there is 
good logic presented throughout the book. 
The inclusion of behavior as a component of 
RtI to complement the academic system was 
seen as a consistent and positive message for 
the  practitioner.  Most  school  psychologists  practicing in 
Wisconsin should have seen this concept, as it has been rein-
forced through the RtI Center of Wisconsin. The two chap-
ters on data collection at the universal and intervention levels 
were a good overview, but lacked the depth that many school 
psychologists would look for. In addition, the authors fo-
cused on the 3-point rule discussed by Kazdin rather than the 
more conservative 4-point rule championed by Fuchs and 
Fuchs. There was no discussion on the trendline analysis, 
which is the cornerstone of the Wisconsin new SLD legisla-
tion. I found chapter 5 on the development on effective and 
collaborative teams to be the most useful and informative. 

While the 5-step problem solving process is familiar, the 
nuts and bolts of creating effective roles and processes was 
at a sufficient level of depth to be helpful to most practitio-
ners faced with re-vamping the problem solving teams. 
The book concluded with special topics of RtI and in-

cluded a host of important points for consideration that 
the authors could only spend a couple pages on (e.g., 

cultural and linguistic, secondary RtI, etc.). Most 
of these points were only a broad overview 
and lacked the level of depth and analysis 

that I feel most school psychologists would be 
looking for. Finally, the CD contained a PowerPoint of 

each of the chapters including instructions on graphing with 
MS Excel and 8 templates for data collection materials.

Overall, I found this book to be a good introduction 
to many RtI concepts. While there were some gems in the 
book, most of the concepts were dealt with on the surface 
level and will require many practitioners to supplement the 
materials found in the book with other resources. The addi-
tion of the PowerPoints suggests that this may be a resource 
that school psychologists can begin or extend the RtI discus-
sions with their school administrators and teachers.

Social Decision Making/Social Problem Solving: 
A Curriculum for Academic, Social, and Emotional Learning (Grades K-1)

by Linda Bruene Butler M.ED., Tanya Romasz-McDonald Psy.D., Maurice J. Elias Ph.D., published by Research Press
Book reviewed by: Kay Altfeather

This curriculum claims to be an evidenced based ap-
proach to building skills that students need to be successful 
in school and life. The seven references refer to studies that 
conclude that it is necessary to train students to ensure that 
they have successful social skills. Skills targeted include 
effective ways to work in groups, persistence, ways to handle 
frustration, nonviolent conflict resolution, expressing empa-
thy, developing emotional regulation and self-control, as 
well as, learning how to participate in democratic institu-
tions, workplaces and family life. This book includes a disc 
with all the worksheets and other tangibles (such as a letter 
to parents, home application activities, and a brochure about 
this program) necessary when using this curriculum. There-
fore it very easy to make as many copies as a school or class-
room might require. 

The activities in this curriculum guide could support the 
PBIS practices already targeted in our schools and be a valu-
able resource for classroom activities. I, personally, would 
welcome having this book on my shelf. My only reservation 
is the targeted age group. I believe that the curriculum is not 
consistently appropriate for the Kindergarten and First grade 
level students. The language and thought level would be ap-

propriate, with some modification depending on the specific 
activity, for elementary and intermediate level students. 
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C.A.R.E. Packages as an Intervention Support
Favia Becker, Psy.S., NCSP School Psychologist 

Cleveland Metropolitan School District 
Favia.R.Becker@cmsdnet.net

(Reprinted from the Ohio School Psychologist vol 56,no. 4)

The process of collecting and analyzing curriculum 
based measurement (CBM) data for reading within the ele-
mentary grades has become standard practice in the Lake-
wood City Schools.  Each year, since the 2006-07 school 
year, all elementary students are benchmarked three times 
per year to gauge their early literacy and oral reading fluency 
skills.  During the 2009-10 school year, after presenting to 
the staff the impressive correlational data between these 
measures and student performance on the high stakes Ohio 
Achievement Assessment, time was spent taking a close look 
at our districts’ yearly performance with the CBM data.   
While improvements were noted in the early literacy skills, 
in great part due to a district wide curriculum addressing 
phonemic awareness and phonics skills, the oral reading flu-
ency rates were not increasing.  The district therefore initi-
ated a commitment to providing direct fluency instruction to 
all elementary students every day using research based in-
structional strategies.  Staff members were presented with 
professional development in this area, highlighting several 
strategies that could be applied across subject areas and 
grade levels.

During this professional development, a theme sur-
rounding reading fluency and several key ideas were pre-
sented to staff.  Fluent reading is an essential element that 
bridges the gap between word recognition and comprehen-
sion.  Once a reader is fluent, they can attach meaning to the 
words they read.  As children become fluent readers, they are 
able to transition from learning to read, to the crucial stage of 
reading to learn.  Reading is an essential skill that can affect 
academic proficiency, graduation rates and employment op-
portunities.  

The central theme of the professional development was, 
“A Fluent Reader C.A.R.E.S.”  Fluent reading should not be 
confused with speed reading or reading without paying atten-
tion to punctuation or expression.  A fluent reader can dem-
onstrate much more than just the ability to read quickly.  A 
fluent reader C.A.R.E.S! That is, their reading encompasses 
several crucial elements: it is reading that is Conversational, 
Accurate, Rapid, Expressive and Seemingly effortless.  Con-
versational refers to the oral reader sounding like they are 
engaging in a dialogue, and this is evident in their tone of 
voice and phrasing.  Their reading is Accurate in that they 
employ appropriate decoding strategies as well as having a 
sight word bank sufficient for their level.  Fluent readers are 
Rapid readers in that they can complete reading of texts in a 
timely fashion and quickly enough that they can integrate it 
for comprehension.  In addition, they are able to read Ex-
pressively and with automaticity, so that it appears to the 
listener to be Seemingly effortless.   Thus, when a fluent 
reader C.A.R.E.S., they are able to cross the bridge and make 
sense of what they have read.  

In order to provide additional hands on materials and 

allow for teacher friendly integration of a reading fluency 
intervention, funds from a PSI Minigrant were requested and 
awarded to create several Fluent Readers “C.A.R.E. pack-
ages” for use in an elementary school building.  (Slightly 
reshaping the theme but keeping the intent the same –Con-
versational, Accurate, Rapid, Expressive and seemingly Ef-
fortless.) Each “C.A.R.E. package” contained multiple grade 
level binders of student reading passages, as well as teacher 
probes of these passages.  The intent of these materials was 
for students to use the passages to engage in repeated read-
ing, an evidence based strategy to promote reading fluency.  
As part of this intervention, students are timed on their oral 
reading via a passage at their instructional level, while a 
teacher helps with reading errors and records the number of 
correct words per minute.  The teacher also offers corrective 
feedback following the reading.  The student engages in 
“repeated reading” by re-reading the passage in the same 
format over the next several days, until they have achieved 
reading fluency with that passage (as determined by both 
their total number of words per minute and accuracy score).  
Students also chart their own growth in number of correct 
words as they read each passage on a Student Bar Graph, and 
receive small incentives for both consistency in reading 
daily, as well as increasing their score.  

Each C.A.R.E. Package (one per grade level at the sec-
ond through fifth grade) was presented in a milk crate type of 
box, to allow for easy transport between classrooms, filled 
with the following materials:
Teacher Manual, including an introduction to the pur-

pose of the grant, development of the C.A.R.E. Package, 
overview of materials and process, directions for con-
ducting repeated reading, copies of the Student Bar 
Graph as well as STAR charts to record consistency and 
score improvement.

Binders with leveled reading passages, appropriate for a 
continuum based on a specific grade level (each passage 
set contains one yellow copy for the student to read and 
multiple white copies for the teacher to use in monitor-
ing the student’s oral reading.).  Each grade level re-
ceived binders according to the instructional level that 
students in their grades may be at, beginning with first 
grade level passages.  For example, the second grade 
C.A.R.E. package contained two binders; one at the first 
grade instructional level and one at the second grade 
level.  The fourth grade package included four binders (a 
first, second, third and fourth grade level binder). 

For teacher use: Clipboard, Timer, Multi-colored Pen (to 
record student errors over several days in different col-
ors).

For student use: Student Folders (with Student Bar 
Graphs and STAR Charts), colored pencil set (to chart 
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progress in correct words over the week).


In addition, the building was given a decorative Treas-
ure Chest, filled with various incentives and small prizes that 
students could earn by completing their STAR Chart, which 
is kept in a central location for all grade levels to share.

At an informal staff meeting, the C.A.R.E. packages 
were presented to the staff.  The intention of this material 
was to provide teachers with a hands-on, ready to go re-
source for use with students they felt would benefit from this 
intervention strategy.  A general outline of the process is as 
follows: Teachers were instructed to first assess the student’s 
instructional reading level before beginning the intervention, 
in order to gauge which passage level would be an ideal 
starting point for the student.  The student would be able to 
choose a Student Folder, write their name on it, and use this 
to hold their Weekly Bar Graph and STAR Chart.  Following 
the daily intervention, the bar graph is completed by the 
teacher and student together to record student progress.  The 
student may then draw a star on their STAR chart.  When a 
student increases their score on the passage from the previ-
ous day, the student may draw two stars in the chart.  This 
process continues each day.  The student may also use the 
folder to keep their weekly bar graphs once completed, so 
they can view their own progress over time.  A new passage 
is chosen either: when the student reaches a word count and 
accuracy appropriate for their grade level in reading that 
passage OR after reading the passage at least 4 days.  With 
each new passage, the student receives a new bar graph for 
that passage.  Whenever the student fills in their STAR Chart 
completely, they may choose a prize from the Treasure Chest 
and begin a new STAR chart.

Several teachers began to implement this intervention 
using these resources with students in their classroom.  In 
addition, support or other staff in the building offered to 

Favia Becker, Psy. S., NCSP, is a school psychologist with the Cleveland Metropolitan School District. She previously 
served as a school psychologist and the Response to Intervention Facilitator with the Lakewood City Schools. She is a graduate 
of Cleveland State University. Favia’s areas of interest include prevention and intervention efforts, data based decision making
and establishing school/class wide academic and behavioral supports and team collaboration for at-risk students.

“adopt” a student to begin this process.  As reported by one 
teacher, the benefits of this intervention are that “. . . it is 
both motivating and encouraging and focuses on students’ 
individual progress and ability. The daily routine reinforces 
reading and keeps the student accountable for their progress. 
I think the kids generally liked it. The students I was work-
ing with were resistant readers to begin with, but the graph 
and the prizes were very motivating.  I plan to use this pro-
gram again next year.  I feel they improved their confidence 
and attitude towards reading which is just as important as 
test scores.”

The following chart depicts a sampling of the data from 
this intervention.  In this chart are the scores of several third 
grade students that received this intervention from their 
teacher, as well as their Fall and Winter baseline scores.  
These students were chosen by their teacher since their 
benchmark scores were below the grade level target, yet 
were not receiving additional Title 1 intervention services 
since their scores were not well below benchmark.  Repeated 
readings using the C.A.R.E. package supplemented the core 
curriculum for these students.  The intervention slowly began 
a few weeks before winter break, but was more consistently 
implemented following the break.  Baseline and progress 
monitoring data was collected using DIBELS NEXT 3rd

grade level passages.  Progress monitoring only occurred 
following the winter benchmark period.  By reviewing the 
chart, it is apparent that each of these students is certainly 
progressing toward meeting the end of the year goal, and 
their trendlines are showing positive gains overall.  Though 
the creation of the C.A.R.E. packages involved many hours 
of tedious work, including choosing and copying passages 
and inserting hundreds of pieces of paper into plastic sleeves, 
it was truly a labor of love.  Being able to reflect on the im-
pact with the student data makes all the paper cuts worth-
while!
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Strategies for Student Success: Reading Fluency
Amity Noltemeyer, Ph.D., NCSP

Assistant Professor in School Psychology, Miami University
and

Kari Sanders, M.S.
Graduate Student, Miami University

(Reprinted from the Ohio School Psychologist Vol 56, No. 4)

Description of Skill
Reading fluency refers to the ability to read quickly, 

accurately, and with appropriate expression.  Children who 
read fluently sound as though their reading is natural and 
automatic.  Also, unlike children who have to “sound out” 
each word, fluent readers group words together in appropri-
ate phrases. Fluency is important because it allows children 
to spend less time and effort decoding words and more time 
and effort understanding their meaning. Reading fluency is a 
prerequisite to becoming a truly proficient reader.  
Research

Instruction designed to support reading fluency repre-
sents only one component of a comprehensive reading cur-
riculum. However, research suggests reading fluency instruc-
tion can effectively improve the reading skills of diverse 
populations including at-risk students (e.g., Lo, Cooke, & 
Starling, 2011), typically developing students (e.g., Therrien, 
2004), those with disabilities (e.g., Fuchs et al., 2001), and 
English Language Learners (e.g., Griffith & Ruan, 2007).  
Although reading fluency instruction has been demonstrated 
to be effective for students at a variety of grade levels, the 
relevance and effectiveness of fluency instruction may de-
crease as students get older (NICHD, 2000).  The most advo-
cated instructional approaches typically include repeated 
reading, modeling, and other forms of guided oral reading. 
For example, a student may be asked to read and re-read 
brief passages while receiving guidance, modeling, and feed-
back from another person (Lo et al., 2011).  Reading fluency 
assessment has typically focused on the accuracy and speed 
components by calculating the number of words per minute a 
student can read correctly from passages. Although impor-
tant, proper expression is more difficult to precisely measure; 
however, it is possible to assess children’s smoothness, into-
nation, and phrasing using a rating scale or rubric.
Strategies for Home and School

In addition to a research-based high quality classroom 
literacy curriculum, parents and educators can also use infor-
mal activities to further develop reading fluency abilities in 
young children.  For example, a sampling of reading fluency 
assistance resources that could be further researched or con-
sidered includes:
Model fluency for children by reading aloud while they 

follow along silently with their finger.  Although adult 
modeling is preferred, books on tape can also be used 
for this purpose.  Such modeling helps children under-
stand how fluent reading is supposed to sound. Use a 
wide variety of passages to spark children’s interest.

The Florida Center for Reading Research has a database 
of instructional materials (including lesson plans and 
printable materials).  This database is searchable by 

grade-level and skill (e.g., fluency), and the activities are 
brief and engaging.  It can be accessed at http://
www.fcrr.org/SCASearch/  

The PALS© program promotes reading fluency in the 
classroom by including Passage Reading activities that 
have the opportunity for repeated reading with a partner. 
http://kc.vanderbilt.edu/pals/ These interventions are 
typically implemented two times a week for 30 minutes. 

Computer software and games can also be used as a 
supplement to help support the development of reading 
fluency in a fun way. In addition to purchasable supple-
mental software such as Reader Rabbit® and Bailey’s 
Book House®, there are many free online tools that can 
be used as supplements by parents and teachers.  For 
example, 

http://pbskids.org/lions/stories/ promotes word recogni-
tion as a story is read to the user. Also it promotes the 
modeling strategy of reading to increase fluency.  

The HELPS (http://www.helpsprogram.org/about.php) 
program is an early intervention program designed to 
increase reading fluency and comprehension. This inter-
vention includes repeated readings, model readings, 
verbal cues and goal setting. The interventions are im-
plemented 10-12 minutes two to three days a week.

Help students understand that expression and prosody is 
important.  For example, if a student rushes through end 
punctuation marks with no pause or read in a monotone 
way, it may impact his or her understanding of what was 
read.  If phrasing is a concern, provide the student with 
cues to pause at punctuation marks initially and gradu-
ally reduce support until the child is doing this inde-
pendently.  If intonation is a concern, model sentence by 
sentence how the intonation might sound and then have 
the child repeat it. 

For the school environment, using progress monitoring 
curriculum-based assessments can be beneficial to track 
a student’s reading fluency. These may be available 
within the existing curriculum or can be found  through 
the Dynamic Indicators of Basic Early Literacy Skills 
(DIBELS ®), AIMSweb®, or other sources.  Prosody 
rubrics also can be used to assess expression, intonation, 
and phrasing.  If these assessments reveal that accuracy 
is a concern in addition to speed, consider the need for 
additional support with phonemic awareness and/or al-
phabetic principle.

Online Resources for More Information
http://www.nichd.nih.gov/publications/nrp/upload/

smallbook_pdf.pdf - Summary report of the National 
Reading Panel.  Pages 11-13 report key findings related 17



to reading fluency.
http://www.interventioncentral.com/index.php/

academic-resources- Includes information on fluency 
activities including repeated reading strategies such as 
repeated reading, phrase drill, listening passage preview, 
paired reading, assisted reading, and peer tutoring.  This 
website also includes a CBM Reading Fluency passage 
generator, useful for converting reading passages to cur-
riculum-based assessments of reading fluency.
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Basics of Executive Functioning in Children: Best Practices for School Psychologists
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(Reprinted from South Carolina's School Psych Scene, Jan 2010)

Executive functioning skills (EF) have been defined as 
“a collection of processes that are responsible for guiding, 
directing, and managing cognitive, emotional, and behavioral 
functions…” (Gioia, Isquith, Guy, & Kenworthy, 2000, p. 1). 
EF has received significant attention in recent years in terms 
of its applications to learning and academic success. Re-
searchers have become increasingly aware of the fact that 
having strong intelligence, which includes abilities such as 
problem-solving, reasoning, using language, thinking ab-
stractly, and acquiring new skills and information (Binet, 
1905; Wechsler, 1944), is not enough for a student to do well 
in school. Successful students must exhibit the ability to ap-
ply these mental resources in an organized and efficient fash-
ion on a daily basis. Research findings showing a strong rela-

tionship between EF and academic achieve-
ment have even prompted media headlines 
touting EF as “the new IQ” (Herbert, 2008).
As the neuropsychological research base on 
EF expands, there has been some contro-
versy over how to best categorize and rep-

resent EF skills. Some have de-
scribed as many as 11 distinct ex-

ecutive functions, which develop se-

quentially as follows (Dawson & Guare, 2004):
1. Response inhibition is the suppression of one behavior 

over another in order to meet a goal (i.e., impulse con-
trol).

2. Working memory refers to the ability temporarily hold 
information in memory in the process of performing 
some (usually complex) activity.

3. Self-regulation of affect is the ability to control feelings 
effectively in order to manage behavior and meet goals.

4. Sustained attention involves maintaining focus and atten-
tion on a task despite distractions.

5. Task initiation is the ability to initiate a task without pro-
crastination

6. Planning involves developing a set of strategies for ac-
complishing a goal and prioritizing these strategies ac-
cording to the task demands.

7. Organization is the capacity to systematically arrange all 
aspects of an activity to meet a goal.

8. Time management involves responding to tasks in a timely 
fashion, estimating the time needed to complete them, 
and using a schedule to meet goals.

9. Goal directed persistence refers to the ability to set a 
reachable goal and show ongoing effort and attention to 
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meet the goal
10. Flexibility is being adaptable to the demands of a situa-

tion by disengaging or activating information or strate-
gies as needed.

11. Metacognition is the process of observing and assessing 
one’s actions in order to determine their effectiveness.

Such skills are important in all aspects of life, from get-
ting along in the home setting to working in the classroom to 
having peer relationships. The frontal lobe of the brain, 
which is primarily responsible for EF, has been called the 
“final common pathway for much of human behav-
ior” (Dawson & Guare, 2004, p. 11). As such, it is not sur-
prising that there is a significant relationship between EF 
skills and success in various key areas of functioning. For 
example, EF has been shown to predict children’s social 
competence (Clark, Prior, & Kinsella, 2002), emotional 
regulation (Moffitt, 1993), and general learning. More spe-
cifically, in the area of academics, working memory has been 
found to be particularly important for success in mathematics 
and reading (Bull, Espy & Wiebe, 2008; van der Sluis, de 
Jong, & van der Leij; 2007), while numerous EF skills such 
as planning, organization, and metacognition are critical for 
writing development (Graham, Harris, & Olinghouse, 2007). 
Furthermore, EF is essential for keeping materials organized, 
implementing study skills, and showing follow-through on 
complex assignments, all of which are essential for general 
academic success, in spite of the child’s intellectual ability 
(Dawson & Guare, 2004).

Students lacking EF skills are likely to experience sig-
nificant difficulties. EF deficits have been observed in chil-
dren with a very broad range of disorders and problems such 
as Attention- Deficit Hyperactivity Disorder, autism spec-
trum disorders, schizophrenia, traumatic brain injury, epi-
lepsy, aggression, anxiety disorders, mood disorders, 
Tourette’s disorder, learning disabilities, sleep problems, and 
other medical conditions (Meltzer, 2007). EF problems have 
been heavily implicated in ADHD, a disorder which some 
believe is better labeled as “executive dysfunction” (Barkley, 
1997), as well as autism, which is marked by particular defi-
cits in the area of flexibility (Ozonoff & McEvoy, 1994). In 
other cases, EF deficits may occur secondarily to another 
primary concern or weakness (Meltzer & Krishnan, 2007).

EF has clear implications for school psychologists work-
ing to support children’s success in school per best practices. 
Deficits in EF skills can be prevented or remediated with 
intervention (Diamond, Barnett, Thomas, & Munro, 2007), 
and understanding a child’s strengths and weaknesses in the 
area of EF is key to building effective interventions to help 
the child (Dawson & Guare, 2004). Assessing EF skills 
in a formal evaluation can be difficult because it is 
in the real world, as opposed to the psychologist’s 
office in a one-on-one situation, that children are 
faced with complex tasks demanding the use of 
EF. However, school psychologists can effec-
tively assess a child’s EF through a multifaceted 
approach with a focus on hypothesis-testing. A 
summary of recommendations for evaluating EF 
via best practices within the psychoeduca-
tional assessment process is provided in this 

article, and a guide for integrating the development of EF 
skills within school-based interventions will follow at a later 
date, as part two one this article.

The assessment of EF skills should include both infor-
mal and informal methods of evaluation (Dawson & Guare, 
2004). First, it is important to obtain a detailed case history 
to understand how the child functions day to day in the home 
and the school settings, with the goal of examining patterns 
in the child’s behavior and the antecedents and consequences 
surrounding it. The psychologist should inquire about situa-
tions in which the 11 skills previously listed are necessary 
(e.g., working on long-term class projects, facing disappoint-
ment, organizing his book bag, etc.), and determine the level 
of independence the child exhibits in accomplishing tasks. 
EF skills develop as the child grows, so it is especially im-
portant to consider EF within a developmental context 
(Bernstein & Waber, 2007). The way in which different 
skills are manifested will vary depending on the age of the 
child. For example, while a preschool child may not be able 
to evaluate his or her own actions, he or she should be able 
to resist the impulse to touch a hot stove. By late elementary 
school, a child is expected to resist different kinds of im-
pulses such as interrupting others’ conversations, and should 
show some organization skills to keep track of his or her own 
possessions. A high school student on the other hand, should 
be able to set his or her own goals and manage his or her 
time in order to work on several long-term goals simultane-
ously.

Classroom observations are another critical component 
to the assessment of EF (Dawson & Guare, 2004). This pro-
cedure is a way to actually see EF skills in action and pro-
vides a baseline of behavior to which future functioning can 
be compared. It is preferable to collect several brief observa-
tions across time if possible, and the initial interview can 
give an idea of the best circumstances in which to observe 
the child. If a specific behavior of the child has been targeted 
(e.g., doing homework, beginning a task, calling out without 
raising hand), it may be possible to have the teacher collect 
data on the child across a certain period of time. Work sam-
ples such as tests, papers, agenda pages, or even the child’s 
book bag and desk are also good sources of “authentic” data.

Formal standardized measures such as IQ tests generally 
offer the child ample structure and examiner cues such that 
he or she is not required to rely heavily on his or her EF 
skills (Dawson & Guare, 2004). However, informal observa-
tions of the child during the typical testing process can pro-
vide some information about a child’s EF. For example, ob-
serve how the child responds to frustration on difficult items 

(self-regulation of affect), whether he or she uses self-
talk to work through tasks (metacognition), uses a 

variety of strategies to work and problem-solve 
(flexibility), and whether or not the child 
“blurts out” responses before thinking about 
his or her answer (response inhibition). Be-
havior rating scales are also a helpful means 
of systematically assessing the child’s EF 
from the perspectives of people that know 

him or her well. Some such scales include the 
following: 
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• Behavior Rating Inventory of Executive Functions (BRIEF, 
Gioia, Isquith, Guy, & Kenworthy, 2000) can be used on 
children ages 5-18, has a parent and a teacher report as 
well as a self-report scale for adolescents, and assesses 
the frequency with which the child performs certain 
behaviors. The BRIEF provides global measure of EF, 
two indices (Behavioral Regulation and Metacognition) 
and eight scales (Inhibit, Shift, Emotional control, Initi-
ate, Working Memory, Plan/Organize, Organization of 
Materials, and Monitor). 

• Brown ADD Scale- Adolescent Version (Brown, 1996) is 
used to assess attention deficit disorders in high school 
students, and is intended for use within the context of a 
structured interview. This scale assesses behaviors in 
five clusters (Activation, Attention, Effort, Affect, and 
Memory), which parallel many broader EF skills, such 
as sustained attention and working memory. 

• Comprehensive Behavior Rating Scale for Children 
(CBRSC; Neeper, Lahey, & Frick, 1990) can be used on 
children ages 6-14 and provides scale scores in eight 
areas (Inattention/Disorganization, Reading Problems, 
Cognitive Deficits, Oppositional/Conduct Disorders, 
Motor Hyperactivity, Anxiety, Sluggish Tempo, Day-
dreaming, Social Competence). The Inattention/
Disorganization and Motor Hyperactivity scales particu-
larly tap into EF skills. 

• Child Behavior Checklist- Teacher Report Form 
(Achenbach, 1991) assesses many aspects of a child’s 
social/emotional functioning (ages 6-18). The Teacher 
Report Form yields scores in the areas of Academic Per-
formance, Total Adaptive Functioning, eight syndrome 
scales and six DSM-oriented scales), and can be used 
together with a self-report form and a parent rating form. 
The Attention subscale of this measure is useful for ex-
amining EF skills. 

• Metacognitive Awareness System (MetaCOG; Meltzer, 
Reddy, Pollica, & Roditi, 2004) has a student survey 
with three scales (Motivation/Effort, Strategy Use, and 
Metacognitive Awareness), a teacher survey with one 
scale (Student Effort) as well as a questionnaire assess-
ing the teacher’s instructional strategies, and a parent 
survey with one scale (Student Effort).

In addition to behavior rating scales, there are a number 
of ways to formally assess various EF skills such as impul-
sivity, flexibility, planning, and sustained attention with indi-
vidually administered measures. Some such measures in-
clude the NEPSY-II (Korkman, Kirk, & Kemp, 2007), Por-
teus Mazes (Porteus, 1959), Matching Familiar Figures Test 
(Kagan, 1966), Trailmaking Tests (Reitan & Wolfson, 1985). 
Wisconsin Card Sorting Test (Heaton, 1981), Mesulam Tests 
of Directed Attention (Mesulam, 1985), Conners Continuous 
Performance Test, Second Edition (Conners, 2000), the 
Delis-Kaplan Executive Function Scale (Delis, Kaplan, & 
Kramer, 2000), and the Cognitive Assessment System 
(Naglieri & Das, 1997). While EF is a construct that is dis-
tinct from IQ (Brown, Reichel, & Quinlan, 2009), aspects of 
tests of general cognitive ability such as the WISC-IV also 
tap into some EF skills. Within the working memory domain 
of the WISC-IV, tasks like Digit Span Backward and Letter-

Number Sequencing require more manipulation of informa-
tion in one’s mind, and are therefore more sensitive to defi-
cits in EF than tasks like Digit Span Forward. While scores 
from these subtests are grouped together to obtain a working 
memory index score, it is important to recognize that these 
subtests measure different constructs. Therefore, school psy-
chologists are advised to examine performance on working 
memory tasks separately, analyzing inconsistencies across 
subtests within this domain (Hale, Hoeppner, & Fiorello, 
2002; Rosenthal, Riccio, Gsanger, & Jarrat, 2006).

Processing speed is another area in which the coordina-
tion of multiple cognitive skills is required for successful 
performance. For example, on the Coding subtest of the 
WISC-IV, the child must obtain necessary visual informa-
tion, hold it temporarily in his or her memory, sustain atten-
tion towards executing this pattern for two minutes, and re-
spond in an efficient manner through the coordination of fine 
motor skills. While individually-administered measures have 
been used extensively in EF research and can provide useful 
information, a number of issues exist concerning their inter-
pretation: 1) A student’s performance on such tasks can vary 
depending on a variety of factors (e.g., fatigue, anxiety, etc.; 
Meltzer & Krishnan, 2007); 2) Tasks on standardized test 
seldom “purely” assess EF skills alone (van der Sluis , de 
Jong, & van der Leij, 2007); 3) The dynamic nature of EF 
skills does not lend itself well to assessment via discrete, 
structured tasks used on formal standardized measures 
(Dawson & Guare, 2004), and 4) The results of such meas-
ures do not directly inform instruction and intervention ef-
forts. Therefore, psychologists are strongly cautioned to con-
sider the results of such measures only within the context of 
information from a variety of natural tasks and settings 
(Berstein & Waber, 2007).

In conclusion, EF is an area of functioning that is in-
creasingly gaining attention due to its relationship with a 
number of positive child outcomes. School psychologists are 
urged to include an assessment of these skills when EF defi-
cits are suspected in students referred for difficulties in 
school, as understanding EF strengths and weaknesses is 
often important for designing effective interventions to sup-
port students’ success. From a best practice perspective, such 
an assessment should focus on obtaining information from a 
variety of contexts and situations, with an emphasis on real 
world situations in which heavy demands are placed on the 
child’s EF. Methods such as interviews and case histories, 
observations in the natural setting as well as during testing, 
viewing work samples, behavior rating scales, analyzing IQ 
assessment profiles, and in some cases, formal measures of 
EF are recommended for school psychologists conducting a 
comprehensive evaluation of EF.

Stay tuned for part two of this article, which will discuss 
best practices for intervention development to support stu-
dents with EF weaknesses in the school setting. See below 
for references and also see a new book by Dawson and 
Guare called Smart But Scattered: The Revolutionary 
“Executive Skills” Approach to Helping Kids Reach Their 
Potential (2009) for more information about EF.
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In Part I of this article published in January 2010, the 
basics of executive functioning (EF) were reviewed in depth. 
Recall that EF has been defined as “a collection of processes 
that are responsible for guiding, directing, and managing 
cognitive, emotional, and behavioral functions…” (Gioia, 
Isquith, Guy, & Kenworthy, 2000, p. 1). These processes are 
controlled by the frontal lobe, a part of the brain that does 
not become fully developed until early adulthood (Dawson 
& Guare, 2009b). Skills that are included under the umbrella 
term “EF” include response inhibition, working memory, 
self-regulation of affect, sustained attention, task initiation, 
planning, organization, time management, goal directed per-
sistence, flexibility, and metacognition (Dawson & Guare, 
2009b). These abilities have been called the “hidden curricu-
lum” in school because they are rarely explicitly taught, but 
they are critical for applying one’s intellectual resources to-
wards successfully completing real-life tasks both inside and 
outside the classroom (Dawson & Guare, 2009a). EF weak-
nesses may limit the success of many of the interventions 
that we are using with children if we do not give adequate 
consideration to EF in intervention planning (Maricle & 
Florell, 2010). Therefore, school psychologists following 
best practices should be knowledgeable about EF because EF 
weaknesses have negative effects on children’s academic, 
social, emotional, and behavioral functioning at school. The 
present article reviews ideas for school psychologists to sup-
port their best practices in developing EF interventions, by 
collaborating with other professionals and family members, 
and in implementing interventions to encourage children’s 
EF development and success in school.
Using A Systems Approach to EF Intervention

While numerous conditions (e.g., most notably ADHD, 
but also learning disabilities, autistic spectrum disorders, 
anxiety, mood disorders, etc.) are associated with EF weak-
nesses, many students in the general education curriculum 
without documented disabilities struggle with EF. EF weak-
nesses, like many other aspects of children’s functioning, can 
be conceptualized as a continuum, ranging from a mild to 
severe level of difficulty (Dawson & Guare, 2009a). In 
schools, this situation lends itself to a graduated multi-tiered 
intervention approach addressing the needs of the student 
body at large using systems-level supports and class-wide 
strategies, the more demanding needs of a targeted group of 
students with more specific and intensive interventions, and 
the needs of a small group of students with persistent and 
severe EF problems through the implementation of compre-
hensive, individualized intervention plans (Dawson & Guare, 
2010). Research has shown that integrating specific EF inter-
ventions and strategies into the classroom curriculum does 
have positive effects on different aspects of children’s EF, 
which can be seen through neurological changes in the brain 
(Diamond, Barnett, Thomas, & Munro, 2007; Maricle & 
Florell, 2010).

While the school psychologist plays a critical role in 
designing and facilitating EF interventions, it is clearly im-
possible for him/her alone to meet the needs of even an indi-
vidual student without the valuable input and commitment of 
the child’s other educators and family members. Therefore, 
to implement effective systems-level strategies to support 
children’s EF, it is even more critical to encourage commu-
nication and collaboration among school personnel and stu-
dents’ families. The school psychologist should encourage 
this collaborative effort towards supporting EF in the schools 
by working with families to build children’s EF at home, and 
communicating with school staff concerning the significance 
of EF, recognizing EF weaknesses, and integrating strategies 
to support children’s EF within the curriculum and interven-
tion model that is already in place (as described later in this 
article; Dawson & Guare, 2009a).
Structuring a Supportive Environment

The first step in intervention plan design to support chil-
dren’s EF involves assisting the child indirectly by modify-
ing his/her environment (Dawson & Guare, 2009a; Maricle 
&Florell, 2010). This concept can be thought of as providing 
a “prosthesis” to reduce the disabling effect of the weak skill 
(Barkley, 2000). Environmental structuring can be done at a 
systems level for all children by implementing consistent 
classroom routines and procedures, encouraging the use of 
agenda books and basic organization systems for all students, 
and establishing, reviewing, and practicing explicit rules and 
expectations for behavior (Dawson & Guare, 2010; Meltzer, 
2010).

For students with identified EF deficits, assessment data 
should be used as the starting point for brain-storming indi-
vidualized strategies to build a supportive environment for 
the child. These data can show whether the child has under 
any circumstances shown any progress in demonstrating the 
weak skill. Analyze the conditions that helped make that 
situation possible, and use this information in designing a 
plan to “scaffold” the areas in which the child has difficulty. 
While more specific ideas to address particular concerns are 
described in the latter half of this article, general examples of 
structuring the environment to support EF weaknesses in-
clude regulating the amount of stimulation that the child 
must deal with at one time by dividing tasks into manageable 
pieces, providing breaks, prompting responses, modifying 
assignments (e.g., shortening or changing the response for-
mat). The use of tools such as timers, planners, and outlines, 
as well as visual supports such as signs, lists, and note cards 
are very helpful in order to make tasks more 
concrete for the child, rather than relying on 
his/her internal processing (Barkley, 2000; 
Cooper-Kahn & Dietzel, 2008; Dawson & 
Guare, 2009a; Dawson & Guare, 2009b; 
Meltzer, 2010). Other general recom-
mendations include promoting a high 
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level of consistency across all of the child’s settings in order 
to develop regular expectations and habits for him/ her 
(Quinn, 2009), and maintaining regular communication with 
parents to encourage them to help supervise the child in 
keeping up with assignments (Dawson & Guare 2009a). For 
children with EF weaknesses, providing adult assistance and 
other reasonable modifications to the child’s environment 
allow him/her to participate in activities that are important 
for his/her development and prevent further frustration and 
letdown upon failure to meet expectations (Cooper-Kahn & 
Dietzel, 2008; Quinn, 2009). The feeling of success that a 
child will experience from this type of support will help mo-
tivate him/her to participate in the process of strengthening 
his/her EF skills (Cooper-Kahn & Dietzel, 2008).
Training for Independence

Structuring the environment will provide immediate 
help for the child to accomplish goals that require EF skills. 
Yet, in order for the child to become more independent in 
using these skills in the long-term, we must train him/her by 
gradually shifting from the provision of external supports to 
the internalization of the skills (i.e., “cognitive retraining”; 
Maricle & Florell, 2010). For the child with EF weaknesses, 
these skills are not likely to be acquired naturally or learned 
when his/her mistakes are punished; rather, expectations for 
the child and skills to meet them must be explicitly taught 
and practiced repeatedly in order for them to become auto-
matic (Cooper-Kahn & Dietzel, 2008; Dawson & Guare, 
2009b; Meltzer, 2010). Yet, the process of teaching these 
skills does not preclude the child’s active participation in 
setting goals and developing strategies to help reach those 
goals (Cooper-Kahn & Dietzel, 2008; Dawson & Guare, 
2009b; Quinn, 2009). No matter how old the child is, he/she 
can be asked to identify areas of concern, generate possible 
solutions in their terms, and help select motivating incen-
tives. Having the child take part in this problem-solving 
process will encourage his/her child’s buy-in, self-reflection, 
self- regulation and contribution of personal insight (Cooper-
Kahn & Dietzel, 2008; Meltzer, 2010).

Basic behavior modification principles, with an empha-
sis on individualization to the unique needs of the child and 
situation, provide the basic framework for training a child in 
a skill (Cooper-Kahn & Dietzel, 2008; Dawson & Guare, 
2009b). The first step involves using assessment data and the 
child’s input to determine which behavior is most interfering 
with his/her success, defining the target behavior specific 
terms (e.g., latency, frequency, duration, severity, etc.), and 
describing the baseline level of the behavior. The interven-
tion must begin with where the child is currently functioning 
in his/her development, using this information to guide the 
selection of realistic future goals for the unique child 
(Cooper-Kahn & Dietzel, 2008). Once these long-term goals 
have been decided upon, break the task into several short-
term goals and describe the steps to reach these goals using 
real-life tasks. Use these steps to simplify the task further by 
creating a checklist of set of rules as guidelines (Dawson & 
Guare, 2009b).

The child with EF problems will have difficulty general-
izing skills across settings and situations, therefore it is criti-
cal that support be provided “at the point of performance”, or 
the actual time and place in which the skill is required 

(Barkley, 2000). The adult’s role is to act as a “coach,” su-
pervising the child following the procedure, giving support 
as needed, providing positive reinforcement as incentive to 
reach the goals, decreasing negative behaviors using behav-
ior modification principles, and monitoring progress with the 
child (Cooper-Kahn & Dietzel, 2008; Dawson & Guare, 
2009b). Behavior contracts can be useful to clearly outline 
the roles and responsibilities of the child and each adult that 
is involved with the intervention plan (Dawson & Guare, 
2009b). Coaching the child rather than dictating his/ her be-
havior allows us to capitalize upon, rather than fight against, 
the child’s innate desire for control, and promote more inde-
pendent self-management, which is the essence of EF.

While the intervention plan is being implemented, 
gradually fade out support and incentives as the child be-
comes more independent (Dawson & Guare, 2009). How-
ever, it is important to remember that for the child with EF 
weaknesses, the application and generalization of learned 
concepts is not easy. Expect a slow pace of progress and be 
willing to be creative and try out different strategies and sup-
ports to find the ones that best fit the child (Cooper-Kahn & 
Dietzel, 2008; Maricle & Florell, 2010). While not an ex-
haustive list for every executive skill, some specific interven-
tion ideas that may be helpful in designing a plan to address 
common difficulties resulting from EF weaknesses are now 
highlighted and described.
Strategizing to Support Study Skills, Organization, and 
Task Completion.

Study skills encompass a variety of EF skills, including 
organization, planning and prioritization, time management, 
task initiation, sustained attention, goal-directed persistence, 
and metacognition (Dawson & Guare, 2009a). To support 
positive study skills, the student will need a combination of a 
supportive environment including appropriate physical tools, 
and adult assistance in developing and implementing a reli-
able routine. First, determine a daily schedule for independ-
ent study times at home and at school. Create a predictable 
habit, which the student will gradually learn to implement on 
his/her own, with cues for initiating the process. Assist the 
child with choosing a time and place in which he she feels 
she can focus the best, and create a generic list of subjects 
and tasks that must be completed (e.g., homework, review 
notes, study for tests, work on projects). This list may be 
tailored on a daily basis to accomplish more specific goals. 
Make sure there is an organizational system and way of 
keeping track of assignments (e.g., an agenda book with a 
place on each day for every subject). Using the agenda book, 
make a daily list for homework/study time. This list will be 
helpful for keeping the child on-task and providing a sort of 
visual schedule to show progress. Teach the child how to 
break larger tasks into smaller, more manageable pieces and 
put each part on the list, making them more concrete so that 
the child. To help with sustained 
attention during study/homework 
time, it may be necessary to pro-
vide adult supervision (e.g., re-
minders, encouragement, praise), 
and/or use technology such as 
alarms/timers, which can depict 
the passage of time and/or provide 23



cues to trigger self-monitoring (Barkley, 2000; Dawson & 
Guare 2009b).

Open-ended and long-term tasks are the most daunting 
for individuals with EF weaknesses (Barkley, 2000; Meltzer, 
2010). The first step is making sure the child understands the 
expectations for the project. It may be helpful to provide the 
child with a sample project or paper that fulfills the expecta-
tions well. Then, help him/her create structure to the task by 
doing things like offering specific choices, providing a rubric 
with specific points that must be addressed, or creating a 
template (especially useful for writing assignments) that the 
child can follow and expand upon. To foster metacognitive 
skills, which is the ability to self-reflect on your own think-
ing and working, model and teach how to problem-solve the 
task by brainstorming, organizing, and constructively evalu-
ating the pros and cons to one’s ideas and how to use them 
(Dawson & Guare, 2009a).

For long-term projects, have a planning session to list 
the steps needed to complete the project, and use a calendar 
to create a reasonable timeline with interim deadlines before 
the final assignment is due (Dawson & Guare, 2009a; Melt-
zer, 2010). The child will need reminders about what he/she 
is working towards and reinforcement to build his/ her moti-
vation. While the typical child may be self-motivated by the 
idea of meeting the future goal reinforcing their current be-
havior, children with EF weaknesses struggle with the con-
cept of time and are often unable to use future goals to moti-
vate their actions. As such, the progress of the student with 
EF difficulties must be monitored much more often, with 
regular feedback and “artificial consequences” (e.g., rein-
forcement system) built into every step of the long-term task 
to encourage their completion of each step rather than just 
focusing on the long-term goal (Barkley, 2000; Dawson & 
Guare, 2009a). The Premack principle may be used to moti-
vate the child toward completing less preferred tasks by se-
quencing them before more preferred activities that serve as 
positive reinforcement, or other rewards (e.g., privileges, 
stickers, etc.) may be provided for task completion at the end 
of each successful study/homework session.
Using Strategies to Support Working Memory

Working memory is an executive skill that requires the 
ability to focus attention, take in information, persevere and 
sustain attention to hold the information in one’s mind while 
ignoring distractions, and then use it to carry out complex 
tasks. Activities for which working memory is essential in-
clude note-taking, reading comprehension, learning and re-
membering information in the short- and long-term, carrying 
out multi-step tasks and problems, keeping track of physical 
materials, among many other daily school and home activi-

ties (Meltzer, 2010). To support children’s working memory, 
the first step involves boosting their attention to the informa-
tion that must be recalled. Strategies to do this involve modi-
fying the way in which information is presented (e.g., addi-
tional visual cues; connecting information to topics that are 
interesting to students, etc.; Cooper-Kahn & Dietzel, 2008; 
Meltzer, 2010). Limit external distracters (e.g., noises, the 
close proximity of other students; Dawson & Guare, 2009a; 
Meltzer, 2010), and if interacting with a child individually, 
make eye contact with him/her, and have him/her repeat 
back what was said (Dawson & Guare, 2009a). Also be 
aware that internal distracters such as emotions like worry 
and frustration may interfere with children’s memory and 
attention, and these may need to be addressed separately 
(Meltzer, 2010). To support retention over time, use strate-
gies such as reviewing and rehearsing information, which is 
especially effective if multiple sensory modalities are used 
(e.g., auditory, visual, tactile; Cooper-Kahn & Dietzel, 2008; 
Meltzer, 2010). For remembering procedures that are re-
peated often, break the task down into steps and create a sim-
ple list/template that can be used to support habit-building, 
and put external supports into place such as written remind-
ers and cues (Cooper-Kahn & Dietzel, 2008; Barkley, 2000; 
Dawson & Guare, 2009a). Creative mnemonic strategies are 
also very helpful, including rhymes, visualizations, songs, 
stories, and acronyms with “crazy phrases” (Meltzer, 2010). 
Finally, tools such as timelines, charts, and webs are useful 
for helping attach meaning to new information (thus making 
it more salient), by making connections with information that 
has already been learned (Meltzer, 2010).

For continuous tasks involving sustained attention and 
ongoing working memory skills such as reading comprehen-
sion and note-taking, create structure that encourages reflec-
tion. For example, the use of a partial outline for note-taking, 
or a chart for identifying the critical aspects of a story while 
reading can be very helpful (e.g., STAR chart; Meltzer, 
2010). Physical devices like timers that visually depict the 
passage of time and as well as adult supervision, prompting, 
and reinforcement can are also often necessary for building 
sustained attention and working memory (Dawson & Guare, 
2009a).
Applying Strategies to Support Emotional/Behavioral 
Regulation

EF skills are sometimes thought to be most relevant to a 
child’s academic development. However, EF skills such as 
impulse control, emotion regulation, self-monitoring of one’s 
behaviors, and flexibility are crucial to appropriate social, 
emotional, and behavioral functioning as well (Barkley, 
2000; Dawson & Guare, 2009b; Meltzer, 2010).

To foster impulse and emotional control, help the stu-
dent to identify the behaviors that are problematic for him/
her, using his/her own words (e.g., talking without my rais-
ing hand, reacting to things that make me angry by fighting/
yelling, saying things without thinking, getting mad when 
my work is too hard, etc.). Look for possible triggers for the 
behavior, including certain settings, people, or situations, 
discuss the triggers, and help the child to recognize them 
also. Teach the child a rule that can be followed when the 
trigger is experienced, such as using self-talk or another 
calming strategy (e.g., Turtle Technique; Meltzer, 2010), or 24



demonstrating replacement behavior and practice using the 
rule through role-play. Social stories can also be created and 
tailored to the specific child describing situations in which 
he/she has difficulty and how it can be handled best (Dawson 
& Guare, 2009b). Verbal, visual, and physical cues are use-
ful to remind the child of the rule, especially when the trig-
ger is likely to occur (Barkley, 2000). To build self-
monitoring skills, provide specific feedback and reinforce-
ment, and have the child practice evaluating situations in 
which he/she follows the plan well, as well as situations in 
which he/she does not follow the plan. To build sensitivity to 
others’ reactions to their behaviors, teach the child how to 
monitor others’ facial expressions, and discuss situations 
from others’ points of view by having the child role-play the 
situation from another perspective (Quinn, 2009).
Conclusion

EF is vital for students’ success in school, as well as in 
life in general; it is our EF that allows us to put our knowl-

edge to use in order to accomplish real goals. Despite their 
importance, instruction in EF skills is not often emphasized 
in the classroom. As best practices, school psychologists are 
encouraged to build an awareness of the importance of fos-
tering EF in all students, and to work with teachers and fami-
lies of children with particular EF weaknesses to develop an 
effective intervention plan to support identified areas of dif-
ficulty. Such an intervention plan should include ways to 
structure the environment to support the child’s successful 
participation in the curriculum as well as strategies for ex-
plicitly teaching the child deficient skills to foster his/her 
independence, with an emphasis on promoting the child’s 
active participation in the process. While some specific inter-
vention ideas to address areas of EF weakness were outlined 
in this article, the reader is referred to several great resources 
in the reference list (e.g., Smart But Scattered and Late, Lost, 
& Unprepared) with additional ideas and tools for educators 
and families of children with EF weaknesses.
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Assessing Preschoolers: Not all Work, Some Play!
By Lachelle Zuhlke, Ed.S., NCSP

Millard Public Schools
(Reprinted from The Nebraska School Psychologist Volume 42, Issue 1 October 2011)

One of my favorite parts of my assignment as a school 
psychologist in Millard Public Schools is working with pre-
school students. With this assignment, I assist with evaluat-
ing preschool aged children (ages 3 to 5) and then provide 
consultation and program recommendations for verified stu-
dents. In this article I will give a brief overview of the pre-
school evaluation process in Millard and share preschool 
assessment tips that I have learned over the years. 

In Millard, referrals for preschool evaluations typically 
come from parents/guardians. Preschool teachers, daycare 
providers, and doctors will sometimes suggest to parents that 
they request an evaluation, but the evaluation does have to 
then be initiated with the district by a parent. When the par-
ent makes an official request for an evaluation they must also 
complete an intake form, which contains information about 
early developmental history and current functioning in the 
areas of language, basic concepts, motor skills, and social 
skills. An Early Childhood Special Education (ECSE) secre-
tary at Millard’s central office then reviews the intake forms 
and schedules the evaluation with a preschool team. The 
team always consists of an ECSE teacher and speech lan-
guage pathologist (SLP). A school psychologist is added to 
the team if the intake information suggests concerns with 
behavior, Autism, or overall significant delays. Similarly, a 
physical therapist and/or occupational therapist are added to 
the team if motor concerns are indicated. At the time of the 
initial evaluation overall development is screened using a 
comprehensive assessment tool such as the Developmental 
Indicators for the Assessment of Learning, Third Edition or 
Learning Accomplishment Profile. Language is also formally 
assessed by the SLP using an age-appropriate tool, such as 
the Preschool Language Scale or Clinical Evaluation of Lan-
guage Fundamentals-4. Even if a school psychologist was 
not initially assigned to the case, consultation with one of us 

is required if the SLP obtains a score of 84 or lower in any 
area, if significant concerns are indicated on the screening 
assessment, or if concerns are observed or reported orally by 
the parent. Follow-up assessment is then done as needed 
with the child during the 45 day assessment window. 

Seems simple and straightforward, right? Well, it is not-
as I’m sure that all of you who have ever worked with (or 
had your own) preschoolers know, nothing is ever simple or 
straightforward with this group! The early childhood popula-
tion presents a myriad of challenges and special considera-
tions. Unlike school-age children who often come with back-
ground information and intervention data, initial preschool 
evaluations come with many more questions than answers 
surrounding them. I will share some of the strategies that I 
find helpful when trying to find answers and reliably assess 
preschool students.

Consider multiple pieces of assessment information.
Often the first piece of information we receive is parent re-
port. Although parents are a wonderful source of information 
and only have their children’s best interest at heart, what is 
shared must be interpreted with some caution. I do not think 
that parents intentionally misrepresent their children’s skills, 
but sometimes parents do not have a good comparison of 
what is expected of a typically developing child. Another 
concern is that facing the reality that there could be delays in 
your perfect, adorable baby is heartbreaking. Some parents 
are just not quite ready to admit that there are problems and 
to start dealing with them. For example, there have been sev-
eral occasions when I was not scheduled to be involved with 
a preschool evaluation because the concern reported on the 
parent intake form was articulation. And then a panicked 
ECSE teacher will call my office to report the child demon-
strates all the characteristics of a moderate to severe Autism 
Spectrum Disorder and I need to get involved immediately. 



While parent report is an excellent place to start for gather-
ing information, it is always best to try and directly observe 
skills and behaviors for yourself. If the child does attend a 
preschool or daycare and the parent is okay with you con-
tacting them, they can also serve as a great source of infor-
mation. 

Plan to assess in multiple sessions and settings. We 
are very fortunate in Millard that our assessments are struc-
tured such that parents bring the child into a school for the 
initial assessment. We are able to control the environment 
and the assessments that will be conducted (well, to the ex-
tent that you can control 3 year olds!). We are able to ob-
serve the child interacting with and/or separating from the 
parent if we choose. We are able to have assessment materi-
als at a small table that is relatively free of other distractions. 
While school is an ideal place to conduct standardized as-
sessments, a lot can also be learned by going into the child’s 
home and observing their structure, routine, and environ-
ment. Of course home visits should always be done with 
another school staff member. Another setting that I find 
helpful to observe is daycare or preschool if the child attends 
one. This is especially true if there are concerns with the 
child’s social/emotional/behavioral development. 

Don’t underestimate the power of play. Play is what 
comes naturally to most kids. Having toys present during the 
evaluation can help put the child and parents at ease. Toys 
can help with the initial separation from the parent and pro-
vide a good break from testing. For more reluctant children, 
toys can serve as the evaluation tools. Recently, my team 
was evaluating a child who refused to do any of the things 
we asked as part of the standardized assessment. She loved 
the kitchen area though, and we discovered she was able to 
accurately find various colors of baby clothes, could sort the 
plates by size and color, and was able to tell us what shapes 
were on top of our pretend cupcakes. She could point to 

body parts on the baby and count the number of bottles. 
Through observation, play, and parent report the team felt 
comfortable concluding that this three-year-old little girl had 
average cognitive development and receptive language skills. 
Besides kitchen toys, I also find it helpful to have trains, 
blocks, books, and bubbles nearby to observe children’s re-
actions. A lack of functional play or pretend play is a major 
red flag for some type of developmental delay that needs 
further assessment. I also like to watch children interact with 
bubbles or novel toys to determine if they demonstrate joint 
attention with their parent or teacher. An added bonus: if the 
child does qualify for services, it is not quite as scary for 
them to return to the room with the toys! 

Come prepared with positive reinforcement. There 
are times when you really do need to get through a standard-
ized assessment and obtain a score for verification purposes. 
Three and four-year-olds do not always share this agenda. 
Stickers and small snacks can go a long way in increasing 
participation from preschoolers. With so many food allergies 
now, it is important to make sure you check with parents first 
to make sure it is safe for their child to have a treat. I’ve 
found that fruit snacks are generally safe and small, crunchy 
crackers or cereal are usually a big hit. Of course we did 
have one student who wanted nothing more than to rub and 
lick any Velcro he could get his hands on, so be prepared to 
think outside of the box and get creative with reinforcers! I 
do always note in my reports if I use tangible reinforcers 
during testing so that future teams are aware that the student 
was not intrinsically motivated at the time of the evaluation. 

Hopefully you will find these tips helpful next time you 
are faced with your own complicated preschool assessment. 
For those of you who have not had the pleasure of working 
with our youngest students, I highly encourage you to give it 
a chance- you never know what you will learn! 

Call for Submissions
by WSPA’s Publications Committee 

The Sentinel is looking for articles for upcom-
ing issues. All are more than welcome to sub-
mit.  Potential student submissions could in-
clude reflections on attendance at regional, 
state or national conferences, book or article 
reviews, descriptions of effective interventions 
either outlined in the literature or observed on 

student practica or internships, and/or summaries of masters 
or dissertation research. Research summaries need not be 
final polished products ready for defense in front of a com-
mittee. We also welcome plans for studies, reviews of the 
literature, and discussions of methodological questions stu-

dents are encountering while con-
ducting research.  From members 
who are active with your regional 
group, we are also particularly 
interested in receiving reports of 
any meetings, trainings or other 

activities that have taken place--or will be taking place in the 
near future--within your respective regions. We hope you 
decide to share your thoughts and expertise with us and with 
the members of WSPA by submitting a piece to the newslet-
ter. Please feel free to contact Jennifer Kamke Black, The 
Sentinel editor, at kamkebj@ssd.k12.wi.us with any ques-
tions. In addition, a special request for interesting stories or 
experiences you have had (and I know any given person has 
many!) for the new “From the Trenches” column. These sto-
ries do not have to be lengthy or relate to any specific issue; 
rather, we want to publish stories that give us a glimpse of 
what school psychologists (or other school professionals) 
experience in our unique profession. For example, you may 
like to share an interesting case, “a HA!” moments you have 
had, humorous stories, or other experiences that make you 
feel fortunate to have a career working with children and 
families. The door is wide open! I look forward to your sub-
missions.26
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