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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 :
Betty DeBoer
(608) 785-6891
Deboer.bett@uwlax.edu

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

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

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

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

Annual membership dues are $60 for full membership, 
$30 for leave, $30 for associate, and $20 for student  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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This is my last president’s message. I feel there is so 
much to say and so little time.  So I’ve decided to use one of 
my favorite poems to help me summarize my amazing ex-
periences through WSPA.

All I Really Need To Know I Learned In Kindergarten 
by Robert Fulghum

Most of what I really need
To know about how to live

And what to do and how to be
I learned in kindergarten.

Wisdom was not at the top
Of the graduate school mountain,

But there in the sandpile at Sunday school.

These are the things I learned:

Share everything.
Play fair.

Don't hit people.
Put things back where you found them.

Clean up your own mess.
Don't take things that aren't yours.

Say you're sorry when you hurt somebody.
Wash your hands before you eat.

Flush.
Warm cookies and cold milk are good for you.

Live a balanced life -
Learn some and think some

And draw and paint and sing and dance
And play and work every day some.

Take a nap every afternoon.
When you go out into the world,

Watch out for traffic,
Hold hands and stick together.

Be aware of wonder.

President’s Message
By

Danielle Brown

It is amazing to see how many of these things reign true 
and apply to our everyday lives. Through my experiences 
with WSPA, I’d like to add a few of my own as they relate 
to kindergarten, leadership, advocacy and giving children 
voices.

It’s more fun when you play with others
Share your snack

Don’t be too bossy
Pay attention it’s easier that way

Others will listen when you need them
If something is hard-ask for help

Friends make it less scary
Learn from the big kids

Important people notice good behavior
Follow the rules so no one gets hurt

Take risks
Play

Know when it is quiet time
Invite others to play

Stand up for kids being picked on
Be honest
Be kind

Wait your turn to talk
Share

Take turns being the leader

It has been an honor and pleasure representing all 
WSPA members as the president over the past year. I will 
continue to be a cheerleader for advocacy whatever my next 
steps may be. I expect to continue to have an active role in 
WSPA leadership and would really encourage you to come 
join our play time. ☺

Warmest,
Danielle Brown



Upcoming Events

4

Long Range Planning 2012

Place:  Cedar Valley Retreat Center, West Bend

Dates:  Tuesday June 19 and Wednesday June 20

Agenda:  Tuesday all day and Wednesday morn-
ing - Long Range Planning; Wednesday after-
noon - Executive Board meeting

Contact:  Rita Schmitt, 
rschmitt@oneidanation.org / 920-869-4641 

RSVP By:  June 4, 2012

Wisconsin PBIS Network 2012 
PBIS Leadership Conference

Registration is now open for the 2012 PBIS Leadership 
Conference at the Wilderness Territory in Wisconsin Dells. 
This year's conference is intended for school PBIS leader-
ship team members who have already been trained at the 
Universal/Tier 1 level.

The conference will be held August 14 and 15, 2012. 
This one and a half day conference will give you knowledge 
and experience at the universal/tier 1, selected/tier 2, and 
intensive/tier 3 levels of implementation. George Sugai, co-
director of the OSEP Technical Assistance Center on Posi-
tive Behavioral Interventions and Supports, will offer the 
keynote address. 
Breakout sessions will include information about: 
Classroom Systems
Parent Partnerships
PBIS Foundations
Enhanced Implementation
Evaluation
High Schools
Tier 2/Tier 3 Supports
Disproportionality

The evening of August 14 will include an opportunity 
for schools to share resources and network with one another 
from 4:30-6:00pm through a poster and multi-media session.  
More information and registration is available on the Wis-
consin PBIS Network website at http://
www.wisconsinpbisnetwork.org/educators/2012-
conference.html.



Douglas K. Smith
Memorial Summer Institute 2012

Wisconsin School Psychologists Association
Postpones our Summer Institute in the Dells to Offer

NASP Summer Institute in Minneapolis, MN
Get concentrated skills development at the NASP 2012 Summer Conferences. You'll hear the latest breakthrough strategies de-
livered by nationally known experts in sessions that will help you increase your effectiveness and simplify your service delivery. 
Plus, get up to 18 hours of NASP-, APA-, and NBCC-approved CPD. Use your summer break to get the training you need.

Monday, July 23rd (pre-conference)

General Session (Tues AM)

Breakout Workshops (Tues pm/Wed am)

General Session (Wed PM)

July 23-25, 2012
Embassy Suites, Minneapolis

Graduate Credit will be available through the University of Wisconsin-La Crosse
Contact Rob Dixon (rdixon@uwlax.edu) for details

Detailed Institute information and Registration available online 
http://www.nasponline.org/conventions/summer-conferences/index.aspx

Session Title Speaker
When Everything You've Tried Hasn't Worked: Creative Techniques for Resolving Persistent 
Child and Adolescent School Behavior Problems

John J. Murphy, PhD

Advanced Application of CBM and Progress Monitoring within an RTI Framework Michelle K. Hosp, PhD

Session Title Speaker

Practical Strategies for Improving Materials Organization, Homework, and Time Man-
agement Skills in Students with ADHD

Joshua M. Langberg, PhD, 
NCSP

Session Title Speaker

Universal Screening for Social-Emotional and Behavioral Difficulties Kathleen Minke, PhD, NCSP

Advanced Workshop on Ethical Decision Making for School Psychologists Leigh D. Armistead, EdD, NCSP

Cognitive Behavioral Interventions for Students with Autism Spectrum Disorders Ray W. Christner, PsyD, NCSP 
&
Jessica B. Bolton, PsyD, NCSP

Applying RTI to Mathematics: Research & Recommendations Robin S. Codding, PhD, BCBA

Brief Solution-Focused Counseling in Schools John J. Murphy, PhD

Session Title Speaker

School Discipline to Self-Discipline: Effective Practices for School Psychologists George G. Bear, PhD, NCSP
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2012 – 2013 Membership Renewal
Wisconsin School Psychologists Association, Inc.

Region: Don’t know your region.  View regional map at 
www.wspaonline.net

Membership:   __ Full Member ($60)          __ Leave Member ($30)

   __ Intern Member ($40)     __ Associate Member ($30)

   __ Student Member ($20)

__ Life Member (free)
For members retired from the profession 
of school psychology.  Life members 
have held full WSPA membership for 5 
years before retirement.Bottom of 
Form

University Affiliation: Advisor Signature:

Name:

Address:

Email:

Note:  Many school district email accounts block messages from outside agencies such as WSPA.  In order to 
insure your receipt of messages from WSPA, please include an email address that is not likely to be blocked.

Home Phone:

Work Phone:

Employer:

Check all that apply:
I am a Nationally Certified School Psychologist.
I hold a WI School Psychologist Private Practice License.
I am a member of WAPSO (Alliance of Pupil Services)
I am a member of WSCA (School Counselors)

I hold Professional Psychologist Licensure.
I hold a DPI School Psychologist License.
I am a member of NASP
I am a member of WCASS (Alliance of Special Services)

I would like to receive the WSPA Newsletter in electronic form.
I would like to receive the WSPA Newsletter in written form.

I want to join the WSPA Board or a WSPA Committee, please contact me.

WSPA periodically participates in membership exchange promotions with NASP for the purpose of inviting Wisconsin NASP 
members to join WSPA if they are not active members.  In return, WSPA shares members’ names, addresses, and emails with 
NASP so that WSPA members can be invited to join NASP if they are not active NASP members.      

Do not include my contact information in the NASP exchange.

WSPA occasionally sells members’ names, addresses, and emails for one time use when such requests are professionally ap-
propriate for school psychologists.          Do not share my contact information with outside agencies.

Return membership form & dues 
to:
Make checks payable to WSPA, Inc.  
Purchase Orders cannot be accepted.

Or, update membership informa-
tion online & pay via PayPal at:

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

www.wspaonline.net

Voluntary Contributions:
WSPA Minority Scholarship

Children Services Fund

Membership Fee

Total:

$____________

$____________

$____________

$____________



DPI Update
By Wisconsin School Psychology Consultant

Kathryn Bush

I learned much this 
winter as I traveled 
through Wisconsin to 
visit you, and I am 
very grateful for the 
warm welcome I re-
ceived everywhere I 
went.  I appreciate 
your professionalism, 
and the trust you 
place in the guidance 
I provide.  Next fall 

in our networking meetings in each of the 
CESAs, we will explore the area of growth 
measurement:  progress monitoring using 
CBMs (strengths and weaknesses) as well as 
Computer Adaptive Tests (strengths and 
weaknesses) along with, if and how they can 
be used in the making eligibility determina-
tions in the Specific Learning Disabilities 
rule.  I’m still exploring what we will cover 
in the afternoon sessions.  Topics being con-
sidered include (1) Culturally Responsive 
Practices in School Psychology, (2) The 
Common Core Standards: how they apply to 
eligibility decisions, and how they must be 
used in goal-writing, (3) Evidence Based 
Interventions or (4) Training and applica-
tions in CBMs.   Please be in touch at the 
above email address if you have preferences 
or other suggestions.  I’m open.

In the last year, the Wisconsin Depart-
ment of Public Instruction (DPI) has under-
gone significant personnel changes.  The two 
teams of my division, the Division of Learn-
ing Supports, has been no exception.  The 
hiring process is underway for a new Nurs-
ing Consultant, and the new School Counsel-
ing Consultant, Gregg Curtis, began mid-
April.  However, the Student Services/ Pre-
vention Wellness Team cannot compare to 
the changes experienced by the Special Edu-
cation Team.  As we work so closely with 
special education, I thought an introduction 
to a few of the categorical consultants would 
be helpful.  Please feel free to contact any of 
these educational consultants with your 
questions or concerns.  I do nearly every 
day.
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Scott Brown                 scott.brown@dpi.wi.gov
Specific Learning Disabilities

Scott Brown is the educational consultant for Specific 
Learning Disabilities.  He provides technical assistance 
to the field, and is the lead for developing the new SLD 
Guide.  Scott has served as an associate principal at a 
large high school, a dean of students in an alternative 
high school, project coordinator for redesigning special 
education service delivery in a large suburban high school.  He was both a 
regular and special education teacher in New York, primarily at the ele-
mentary level.  He has taught in Australia as well as several times in 
China.  Scott is working toward completing his doctorate in education at 
UW-Madison.

Wendi Dawson          wendi.dawson@dpi.wi.gov
Post High School Transition, Post High Outcomes, Trau-
matic Brain Injury, and Orthopedic Impairment

Wendi Dawson is the educational consultant for Post-
secondary Transition, Traumatic Brain Injury and Ortho-
pedic Impairment.  She is the consultant contact for Indi-
cator 13: Postsecondary Transition Planning; Grant Liai-
son to the WI Statewide Transition Initiative (WSTI);   and Indicator 14:  
Post High School Outcomes; Grant Liaison to the WI Post High School 
Outcome Survey Project. Prior to working at DPI, she worked at CESA #5 
in Portage where she was an Assistant Director of Special Education, the 
Columbia County Transition Coordinator and the Columbia County Tran-
sition Advisory Council Director.  Her teaching background includes 
working with students with severe and multiple disabilities.  She currently 
resides in Portage with her husband Lucas, 2 dogs (Chloe-Great Dane, 
Cooper – Shih Tzu), and in May a new baby boy!

Teri Dary                       therese.dary@dpi.wi.gov
Emotional Behavioral Disability and Other Health Im-
pairment 

Teri Dary is the consultant for Emotional Behavioral 
Disabilities and Other Health Impairment, for which she 
provides training, support and resources.   Beyond her 
work at DPI she is Co-Chair of the National Coalition for 
Academic Service-Learning (NCASL), and is a Partner in Cascade Educa-
tional Consultants. An educator for the past 28 years, Teri has taught in 
both special and regular classrooms in grades K-6, helping to initiate a 
multi-age program which utilized co-teaching strategies to provide an in-
clusive learning environment for all students.  Based on her belief in the 
importance of teaching students to be active, caring citizens by imbedding 
learning in the context of community, Teri was selected as a Christa 
McAuliffe Fellow in 2000. Teri developed a service-learning model for 
Wisconsin, which helped educators infuse service-learning methodology 
into core subject areas. She subsequently joined the staff of Do Some-
thing, where she served as the National Program Director. Prior to joining 
the Special Education Team at DPI, Teri served as the Service-Learning 
Consultant on the Content and Learning Team. 



Erin Faasuamalie
erin.faasuamalie@dpi.wi.gov
Cognitive Disability and Assessment

Erin Faasuamalie is the Wisconsin De-
partment of Public Instruction consultant 
for the Special Education program area of 
Cognitive Disabilities and works with the 
area of assessment of students with disabilities.  Addition-
ally, she is the DPI liaison for the Regional Service Network 
(RSN) Discretionary Grant.  Before joining the Department, 
she coordinated a research grant at the University of Minne-
sota’s North Central Regional Resource Center.  She holds a 
Bachelors of Science in Elementary Education from the Col-
lege of Saint Catherine and a Masters of Education through 
the University of Minnesota’s Special Education Program.

Peggy Roush   
margaret.roush@dpi.wi.gov
Specific Learning Disabilities

Peggy Roush joined the Special Educa-
tion Team in January as the Specific Learn-
ing Disabilities Education Consultant for 
professional development and training. 
Prior to joining DPI, Peggy most recently worked for the 
Madison Metropolitan School District as a Special Education 
Program Support Teacher. Peggy is a certified and experi-
enced school psychologist, special education teacher and 
regular education teacher with over 20 years of Wisconsin 
public school experience.

Daniel Parker  
daniel.parker@dpi.wi.gov
 Indicator 8 – Parent Involvement, Family 
Engagement, and Autism

Daniel Parker is the educational consult-
ant for Indicator 8 – Parent Involvement 
and Family Engagement, and for Autism.  
At DPI, Daniel works closely with the Wisconsin Statewide 
Parent Educator Initiative (WSPEI) and other statewide par-
ent organizations such as WI FACETS to support districts in 
their efforts to improve family engagement activities.  As 
Autism Consultant, Daniel develops statewide professional 
development for educators and works with organizations 
such as ASW to promote autism related professional devel-
opment for families in Wisconsin.  Daniel has two Master’s 
Degrees from the University of Kansas and has spent the last 
15 years working in public schools with a focus on data 
based decision making, applied behavior analysis, social 
skills interventions, and the use of technology in teaching.

Chrishirella Warthen   
chrishirella.warthen@dpi.wi.gov
Disproportionality and Focused Review of 
Improvement Indicators

Chrishirella Warthen is a School Ad-
ministration Consultant.  Her work focuses 
on disproportionality, culturally responsive 
classroom practices: RtI, PBIS and is the DPI Liaison for 
CREATE Wisconsin.   Dr. Warthen has an extensive back-
ground providing advocacy and support to children and 
families in school district/site based initiatives and commu-
nity organizations efforts. Her recent professional service 
was in higher education as an assistant professor, teacher 
certification director, professional development plan team 
member and K12 pre-college programs director.  Dr. 
Warthen’s prior professional background is in K12 public 
schools as regular education teacher, early intervention pro-
gram teacher and as an academic resource liaison.  Her   
commitment to education is evident in research interests con-
centrated on issues related to women/girls of African de-
scent, urban education and culturally relevant teaching pre-
sented to local, regional and national audiences to propel 
auspicious outcomes for children and families. She joined 
the Wisconsin Department of Public Instruction Division of 
Learning Support: Special Education Team in November, 
2011.
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Promoting Evidence-based Practices
Spotlight on: NASP – Positive Behavioral Interventions & Support (PBIS)

Website address:  http://www.pbis.org/default.aspx
This website serves as the definitive, “everything you wanted to know about PBIS and more” resource on the 

topic.  Supported by the Department of Education’s Office of Special Education Programs (OSEP), this site pro-
vides a wealth of information on PBIS related topics, as well as technical assistance to individuals and schools in-
terested in implementing PBIS initiatives.

There are a variety of tools and resources for understanding the PBIS framework, getting started on a brand 
new initiative at the school level, and continuous improvement measures for school advancing through their imple-
mentation.  Examples include self-study worksheets to measure readiness for change, a Quality Indicator checklist 
for implementation, as well as manuals and resources for training.

You will also find great information and resources on related topics, such as School Mental Health issues and 
frameworks, Bullying and RtI.

NASP Information & News
Rob Dixon, Wisconsin Delegate

Greetings! We had a great conference in La Crosse and 
it was great to see so many school psychologists gathered in 
one place. As one of the convention planners, it is always 
exciting to have a convention come together! This year we 
were able to use a number of NASP resources. Phil Lazarus, 
NASP president, delivered the keynote address and a sec-
tional  on  cyber-bullying.  Sally  Bass,  next  year’s  NASP 
president  and  current  GPR  co-chair,  delivered  a  pre-
conference session on advocacy. For those in attendance 
Sally and Beth Doll tag teamed advocacy for mental health 
issues and was well received by the participants. Plus who 
would not take notice of the free drawing on Friday morning 
during breakfast. I hope to continue this tradition for each of 
the conferences next year.

I just received my notice on my NCSP coming due in 6 
months. Having conventions that are recognized by both 
NASP and APA certainly helps with documenting profes-
sional development to meet the different agency require-
ments. If you are in a pinch for your own hours, make sure 
you check out the NASP website! They have been adding 
hours to Continuing Professional Development webinars. 
More importantly, these are open to everyone! Discounts are 
provided to NASP Members.

The NASP Summer Institute is June 23-25 and is in our 
backyard of Minneapolis, MN. It boasts high quality and in-
depth training for the advanced practitioner. The line-up has 
now been set. John Murphy and Michelle Hosp headline the 
preconference. John on techniques to handle persistent be-
havior problems and Michelle on advanced applications of 
CBM and progress monitoring. The regular conference is a 

day and a half of 3-hour sectionals that will allow extra depth 
for practitioners to take something home for the fall conven-
tion. Registration details are provided on the NASP website. 
Given that the convention is so close to Wisconsin, WSPA 
decided to cancel the WSPA Summer Institute for 2012. For 
those looking forward to getting graduate credit, there will 
be the opportunity to earn the credit by attending the Sum-
mer Institute. Contact me for details.

NASP is also one of the key players in the 2012 School 
Psychology Futures Conference. Rather than have a central 
location – like Indianapolis last time, the organizers are mak-
ing this a virtual conference and are hoping that individuals 
and groups will gather around the country to listen to the 
conference and reflect on how it will impact practice. The 
theme of the conference is: School Psychology: Creating our 
Future(s) and will target three broad themes: advocacy, lead-
ership and critical skills for school psychologists. I hope that 
you will be able to find a couple of colleagues and take in the 
presentations spread out over the fall and design your role to 
better support children, families and schools. 

As we approach the last quarter of the school year, I 
hope that you can see the light at the end of the tunnel. In 
thinking about putting a cap on this year and looking forward 
to fall 2012, I hope that you will consider joining WSPA at 
Long Range Planning in June. This event is free and open to 
all members of WSPA. It offers great camaraderie with car-
ing colleagues and the opportunity to think about school psy-
chology positively impacting students and schools on the 
statewide stage. I hope to see you there.
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NASP is partnering with Speak Up for Kids as part of their commitment to help school psy-
chologists promote students' mental wellness. Speak Up for Kids connects parents and 

teachers with professionals in their school or community for free talks on mental health, 
learning problems and other issues related to raising healthy, happy kids.

Speak Up for Kids makes participation easy with the NASP-Speak Up for Kids Toolkit:

NASP Speak Up for Kids Toolkit

During National Children's Mental Health Awareness Week (May 6-12, 2012) and through-
out the school year, we invite school psychologists to give talks at their schools or other 

work locations as part of this national effort to raise awareness about the importance of stu-
dent mental health. Together, we can provide parents, educators, and community partners 

with the tools to help recognize early warning signs of children struggling with mental 
health and learning problems, and ensure that children get the help they need to succeed in 

school, at home, and in life.

Join us today! It's easy – Speak Up for Kids provides all the tools you'll need to plan, pro-
mote and give your talk. The presentations including PowerPoint presentations and talking 
points are short, user-friendly and adaptable, and NASP experts have vetted the informa-
tion.  You can find the toolkit at <http://www.childmind.org/en/speak-up-partners/nasp>

You can find more details at childmind.org/speakup-NASP - or simply sign up here
<http://support.childmind.org/site/Survey?

ACTION_REQUIRED=URI_ACTION_USER_REQUESTS&SURVEY_ID=2280>.

Thank you in advance for your support of this important campaign.  Other partner organizations include American 
Academy of Child and Adolescent Psychiatry, American Association of School Administrators, National Association of 
School Social Workers, Parents Magazine, The National Federation of Families for Children’s Mental health, Substance 
Abuse and Mental Health Services Administration (SAMHSA), Hunter boot, Public Library Association, Society for 
Developmental and Behavioral Pediatrics.  

Get Involved
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Trainers’ Corner
Student Researchers and Future School Psychologists

Christine Neddenriep, UW-Whitewater
Professional Preparation and Training Representative

At the spring convention, students were highly 
visible participating in various aspects of the con-
vention. Ten students representing UW-Whitewater, 
two students representing UW-Milwaukee, and one 
student representing UW-La Crosse, presented their 
research. A wide variety of topics were presented 
including reading comprehension interventions for 
students with autism, positive behavioral supports, 
multi-cultural competence, and cyberbullying. The 
poster session was juried and several WSPA mem-
bers graciously provided feedback to the students 
regarding their presentations. The Outstanding Poster Award 
was given to Rosin Lahiff, of UW-Whitewater for her poster 
titled “Elementary, Middle and High School Teachers’ Per-
ceptions and Educational Experiences of Cyberbullying 
Based on Years of Experience in an Urban School District.” 
Please see picture on right.

Students also participated in a panel discussion titled, 
“You’re Hired!”: Tips to a Successful First Year as a School 
Psychologist. Panelists included Kathryn Bush, DPI; Dan-
ielle Brown, Port Washington-Saukville District Schools; 
John Humphries, School District of Beloit, and Veronica 
Milling, Elkhorn Area School District. They provided in-
valuable information regarding applying, interviewing, ac-
cepting, and being successful in the first year of employment 

as a school psychologist. The session was very 
well received, and the students and I are very ap-
preciative of the panel’s expert contributions to 
the success of the session.

As always, I welcome your input and feedback 
regarding professional preparation and training. 
Please feel free to contact me at ned-
denrc@uww.edu with your comments or ques-
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The Superintendent Leaps tall buildings in 
a single bound; Is more powerful than a locomo-
tive; Is faster than a speeding bullet; Walks on 
water; Gives policy to God.

The Assistant Superintendent Leaps short buildings in 
a single bound; Is more powerful than a switch engine; Is 
just as fast as a speeding bullet; Walks on water if the sea is 
calm; Talks with God.

The Building Principal Leaps short buildings with a 
running start and favorable winds; Is almost as powerful as a 
switch engine but not quite; Is faster than a speeding BB; 
Walks on water in an indoor swimming pool; Talks with 
God if special request is approved.

The Assistant Building Principal Barely clears a quon-
set hut; Loses tug of war with locomotive; Can fire a speed-
ing bullet; Swims well; Is occasionally addressed by God.

The Teacher Makes huge marks on the walls when try-
ing to leap tall buildings; Is run over by locomotives; Can 
sometimes handle a gun without inflicting self-injury; Dog 
paddles; Talks to animals.

The Student Falls over doorsteps when trying to enter 
buildings; Says "Look at the choo-choo"; Shoots himself 
with a water pistol; Plays in mud puddles; Mumbles to him-
self.

The Secretary Lifts buildings and walks under them; 
Kicks locomotives off the tracks; Catches speeding bullets in 
her teeth and eats them; Freezes water with a single glance; 
She is God.

Found at http://pages.minot.k12.nd.us/nansen/
content/humor/
education_who_runs_school.html

Who Runs The School District? 
Anything for a Smile!

Rosin Lahiff, UW-Whitewater, Presenting 



Response to Intervention (RtI) uses a multi-level sys-
tem of support to meet the needs of all students; the univer-
sal level applies to all students, and additional supports are 
layered over universal supports to meet the needs of students 
who are struggling to succeed academically and/or behavior-
ally, as well as those students who are excelling. To ensure 
that most students are successful at the universal level, Wis-
consin’s RtI framework emphasizes the use of best practices
based on three essential elements of education: high quality 
instruction, balanced assessment, and collaboration. Cultur-
ally responsive practices are central to an effective RtI sys-
tem and are evident within each of these essential elements. 
When these elements systematically interact within a multi-
level system of support, they provide structures that will in-
crease success for all students. 

Operating within the Wisconsin RtI Center, the Wiscon-
sin PBIS Network supports schools in their implementation 
of Positive Behavioral Interventions and Supports (PBIS), 
which employs Wisconsin’s RtI framework based on a 
multi-level system of support and best practices to meet the 
needs of all students. PBIS promotes the development of 
productive behaviors that support accomplishment of life 
goals such as social relationships, employment, academic 
achievement, functional life skills, self-determination, health, 
and safety. The Wisconsin PBIS Network focuses on preven-
tion and reduction of problem behaviors, which include non-
compliance, disruptive, and destructive behaviors as well as 
internalizing behaviors. The universal practices and individu-
alized interventions used in PBIS are empirically docu-
mented. These interventions have proven to be effective for 
preventing problem behaviors from developing as well as 
meeting the needs of students with the most complex and 
challenging behaviors. 

The Wisconsin RtI Center’s mission is to affect aca-
demic and behavioral change within schools, families, and 
communities. When the RtI framework is employed to affect 
systems change and address the needs of the whole student 
— in academics and behavior — student outcomes experi-
ence their greatest improvement. For example, a school im-
plementing PBIS with fidelity will see its students make 
some gains in reading and math in addition to significant 
behavioral gains; however, schools implementing an inte-
grated RtI framework across all areas would tend to see lar-
ger gains in academic and behavioral student outcomes. 

The integration of academic and behavioral frameworks 
for RtI will bring efficiency and effectiveness to school im-
provement efforts, support deep and meaningful system-wide 
change as opposed to “pockets of practice,” and allow 
schools to maximize their resources for greater support in all 
areas. This vision for the future of Wisconsin schools is one 
in which an integrated RtI framework, made up of a multi-
level system of support and best practices, addresses the aca-
demic and behavioral needs of all students.

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. Currently, over 931 schools in Wisconsin have 
attended PBIS training. Of those 931 trained schools, 836 are 
implementing (89.8%) as demonstrated by completion of at 
least one Self-Assessment Survey (SAS), Team Implementa-
tion Checklist (TIC), or Benchmarks of Quality (BoQ) on the 
PBIS Assessment website (www.pbisassessment.org). Of the 
implementing schools, 431 schools (51.6%) have demon-
strated fidelity of implementation on at least one of the 
aforementioned tools.

Wisconsin PBIS Network 2012 PBIS Leadership Conference
Registration is now open for the 2012 PBIS Leadership 

Conference at the Wilderness Territory in Wisconsin Dells. 
This year's conference is intended for school PBIS leadership 
team members who have already been trained at the Univer-
sal/Tier 1 level.

The conference will be held August 14 and 15, 2012. 
This one and a half day conference will give you knowledge 
and experience at the universal/tier 1, selected/tier 2, and 
intensive/tier 3 levels of implementation. George Sugai, co-
director of the OSEP Technical Assistance Center on Posi-
tive Behavioral Interventions and Supports, will offer the 
keynote address. 
Breakout sessions will include information about: 
Classroom Systems
Parent Partnerships
PBIS Foundations
Enhanced Implementation
Evaluation
High Schools
Tier 2/Tier 3 Supports
Disproportionality

The evening of August 14 will include an opportunity 
for schools to share resources and network with one another 
from 4:30-6:00pm through a poster and multi-media session.  
More information and registration is available on the Wis-
consin PBIS Network website at http://
www.wisconsinpbisnetwork.org/educators/2012-
conference.html.

Follow us on Facebook!
The Wisconsin PBIS Network now has a facebook page 

at www.facebook.com/WisconsinPBISNetwork! Follow us 
to receive timely announcements about RtI and PBIS events 
and conferences, news, links to interesting research, and 
more!

News from the Wisconsin RtI Center
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Functional Intellectual Assessments
By: Cory Cooper, UW-La Crosse School Psychology Graduate Student

As School Psychologists, we work with 
many students that are unable to complete 
traditional  standardized intellectual  as-
sessments. This population may include 
those children with hearing and vision 
impairments, children who are nonverbal, 

or who are cognitively low functioning. While assessing in-
tellectual functioning in a non-standardized manner compli-
cates the evaluation process, there are a handful of times 
when there are no other options. In cases like this, a func-
tional intellectual assessment may provide you with the in-
formation needed to achieve as accurate an understanding of 
your student’s level of cognitive functioning as possible. 
Mary Osterloh recently examined this assessment process in 
the Nebraska School Psychologists Association February 
2012 newsletter. Her article has been used as a framework 
for the current discussion. 

According  to Osterloh (2012),  functional  intellectual 
assessments require that we examine the whole child through 
collaborating with caregivers, teachers, and others who work 
closely with the child to assess the child’s intellectual func-
tioning through variety of sources such as interviews, obser-
vations, and/or group assessments. 

Interviews: Interviewing parents and teachers prior to 
observing or interacting with a student provides you with 
valuable information that you can consider in future observa-
tions and interactions. Students with severe cognitive impair-
ments may be unable to provide you with the information 
necessary for an evaluation through an interview. Therefore, 
gaining an understanding of these factors through discus-
sions with caregivers and teachers is essential. It is important 
to interview all of the individuals that spend a considerable 
amount of time with the student, including paraprofessionals. 
Interviewing  these  significant  individuals  allows  you  to 
gather information on the student’s typical day-to-day func-
tioning, strengths and weaknesses, any educational or envi-
ronmental adaptations that seem to work well, typical per-
formance, mode of communication, and overall present lev-
els of performance.

Observations:  Once the interviews have been com-
pleted and you feel that you have a good understanding of 
the student’s typical functioning, observations can begin. 
Observations will allow you to see the cognitive functions 
such as attention, memory, and problem solving, which are 
each highlighted in the Cognitive Development Domain in 
Linder’s (2008), Transdisciplinary Play-Based Assessment, 
2nd Edition. According to Linder (2008), “the capacity to pay 
attention, retain, and retrieve relevant information applicable 
to a given situation, and to select, use, monitor, and modify 
strategies as needed in each situation is fundamental to think-
ing and learning” (p. 314). Therefore, it is important to note 
the child’s attention including how well they can select, fo-
cus on, and maintain attention to a task in addition to how 
well they inhibit external distractions and shift attention from 
one activity to another. In the area of memory, observations 
should focus on what short- or long-term memory skills are 

evidenced through the child’s actions and/or communication 
and the length of time it takes for the child to process infor-
mation. For example, do they recognize familiar adults in 
their life or demonstrate memory for playing with particular 
toys?  Last,  problem-solving  skills  should  be  observed 
through documenting causal reasoning skills using cause-
and-effect toys or tasks, identifying how the student solves 
novel problems, and noting how the child generalizes infor-
mation from one situation to another (Linder, 2008).

Group Assessments: When conducting functional intel-
lectual assessments, it is important to remember that they 
will often be a lengthy process that involves multiple obser-
vations and interviews to gather an accurate picture of the 
child’s functioning. Group assessments (sometimes referred 
to as arena assessments) can be a valuable tool to efficiently 
collect the necessary information for a functional intellectual 
assessment. These group assessments can take place along-
side a speech pathologist, occupational therapist, physical 
therapist, special education teacher, or other relevant provid-
ers. These group assessments allow for a great deal of infor-
mation to be gathered at one time. Often, speech patholo-
gists,  occupational  therapists,  and  school  psychologists 
gather very similar information or administer similar tasks 
although they may be assessing different areas. You found 
the Mystery Motivator! Please email Jennifer Kamke Black 
at kamkeblj@ssd.k12.wi.us and the first person to email the 
title of this article gets a small prize! For example, if an ob-
ject is placed in front of a child, an occupational therapist 
may note whether the child reaches for the object and the 
type of grip that the child uses whereas a school psychologist 
may note how long the child focused on the object and how 
he chose to use the object. Therefore, only one task must be 
provided for the child with each staff member noting differ-
ent areas of functioning. While measures such as the Trans-
disciplinary Play-Based Assessment, Second Edition and the 
Battelle Developmental Inventory, Second Edition are often 
used for early childhood assessments, they may also provide 
a good framework for basing a group assessment off of.

Overall, while standardized measures are the gold stan-
dard when assessing a student’s intellectual functioning, this 
is not always possible. These are the circumstances in which 
a functional intellectual assessment may be advantageous. In 
this assessment we must allow for ample time to interview 
significant individuals in a child’s life and observe the stu-
dent in a variety of settings to gather relevant information in 
regards to the student’s intellectual functioning. 
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Is Your Early Intervention Team (EIT) Really Early Enough? 
Using The Early Warning Matrix (EWM) 

By Mark Ernst
)Reprinted from Minnesota School Psychologists Association's  newsletter School Psych Minnesota, 

Volume 43, Issue 2)

Some years ago, I brought the name of 
a student to my building’s Early Interven-
tion Team (EIT) team for review. I had 
worked for months at what I thought were 
significant interventions, was frustrated, and 
felt the student was a good candidate for a 
special education (SpEd) referral. As I sat in 
front of the team of my peers, I felt belittled 
as they said, “Try this and work on that. 
We’ll see you again in six weeks.”  My re-
action was that of frustration and I left the 
meeting less sure of this students path than before I went in. 
Of course, I was sure that their interventions wouldn’t work 
and that in fact the deficiency was with the student. After the 
six week period of time, I returned to the team with an, “I 
told you so” attitude, told them they were mistaken and that 
there was little or no progress in the student’s academic per-
formance. My request for an assessment was granted and 
after the usual period of time, the SpEd team reported that 
the student didn’t qualify for service. I was alarmed to hear 
of the “hit rate” among the total building referrals and the 
time it took the school psychologists to determine there was 
no identifiable disability. While much time was spent look-
ing for the problem in the student, we should have been 
working together to ensure that interventions were imple-
mented with fidelity and that they were research-based 
strategies that make a significant yield in overall student 
performance. It seems both the team and I were wrong in our 
approach to early intervention.

A number of years (in fact over a decade) have passed 
since my encounter with the EIT team and I have learned a 
few things along the way. I’ve come to two conclusions; one 
being that the deficiency is too often in the instruction and 
two that there isn’t much “early” in traditional EIT teams. In 
fact, they could be deemed Late Intervention Teams because 
of their reactive nature. My interest in helping students be 
more successful has never wavered; however, my approach 
and action towards that interest have changed dramatically.

In mid-2009, I came out of the classroom and took a 
position as a school improvement coordinator specializing in 
RtI. The position was implemented as a result of several 
schools in my district not making adequate yearly progress 
as identified by NCLB. This dilemma, while not uncommon 

by today’s standards, allowed me to 
begin a position with which I had a 
passion for and many years of class-
room experience to draw from. As-
signed to a number of buildings with 
significant needs, I found that the 
discussion of a few students a week 
was a process that wasn’t going to 
help our academic situation much and 
in fact leave out the multitude of stu-

dents who have similar if not more needs. 
We found that the old adage about the 
squeaky wheel was finding itself accurate 
and that many students were falling through 
the gaps in our educational process. One of 
the areas I set out to make a difference in 
was with the district’s Early Intervention 
Teams. While the process isn’t new, the 
Early Warning Matrix (EWM) is and helps 
make the task of early identification more 
defined and systematic. 

At the onset of this project, I set out to find the faculty in 
the buildings who really saw, worked with, and implemented 
interventions with students in all facets of their educational 
experience. Key people included counselors who saw to 
scheduling and credits towards graduation, assistant princi-
pals who oversaw the school’s office discipline referrals, 
teachers, social workers, psychologists, and various other 
officials who had a clear vision and the willingness to dedi-
cate time to the EIT process. All buildings had a system of 
their own in place however there was little collaboration 
amongst them all. Coupled with the Response to Intervention 
and Instruction (RtI) pyramid we set out to identify what 
constituted Tiers I, II, and III in many areas within the 
school. Much time and thought was spent putting all of the 
individual cells together with its culmination as follows. 
Each cell below had input from the faculty mentioned previ-
ously. Prior to the implementation of the following model, 
the EIT meetings lasted roughly an hour and a half, worked 
through roughly six students, mostly admired student diffi-
culties, and left many members of the team frustrated and 
feeling as though their input really didn’t make much differ-
ence in the building as a whole. This matrix is a model cre-
ated for high school. There are currently middle school mod-
els created with elementary to follow suit.

High School EIT / RTI Indicators and Processes
The purpose of the EIT / RtI team is to identify students 

and “at risk” student cells working to put appropriate inter-
ventions in place to better meet the educational program-
ming and student achievement needs.
Weekly meetings attended by school support staff on 

Wednesdays beginning at 1:30 p.m. lasting one hour.
The purpose of the EIT / RtI committee is to identify, by 

structural means (EWM), individual students and student 
cells who are at risk and do not have an active IEP.

Each member of the EIT / RtI team has an active role in 
the process. Those roles are defined as follows:
○ Student academic performance 
○ Student behavioral history 
○ Student attendance history 
○ Cumulative file review 
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○ Social history / Additional 
factors / Grade level facilita-
tors 

○ Due process / RtI initiation 
○ Meeting Facilitator 

Meeting discussions will be re-
corded and shared via Google Docs
with the EIT / RtI team.

Student discussion will be limited to 
10 minutes. We may revisit the stu-
dent at future meetings as needed.

20 minutes of each EIT meeting will 
be dedicated to the disaggregation 
of the Tier III lists.

Students will be referred by the end of the day Monday for 
that week’s meeting. Any agenda items will be emailed to 
the Meeting Facilitator for placement.

Teachers will have an active role in the RTI process and 
documentation.

By using the school’s student information system, we 
were able to identify and create lists of students who fall in 
each of the above cells. We are then able to assemble a mas-
ter list for the building and identify, by the systemic process, 
those students whose names appear in one, two, or all areas 
of concern. It was interesting to see that by doing this, the 
names that appeared in all of the areas were not ones we ex-
pected to see. While the total number fell within the 5% 
range of the RtI pyramid, these students were not the ones 
who were the most academically challenged or the ones with 
habitual truancy. These were the students who flew “under 
the radar” if you will, and were teetering on the edge of over-
all failure. They were not the ones who were the loudest but 
those who would fall through the educational cracks created 
by a reactive system of identification typically found in EIT 
models.

If we look to the column labeled Credits, you will see 
what is deemed as Tier III for making progress towards 
graduation as defined by this school’s standards. What we 
typically saw in the former model was for seniors who were 
far enough behind that it was virtually impossible for them to 
graduate on time with their peers. At that point we were 
forced to send the student to the district’s ALC program, 
which creates a situation that was otherwise avoidable. What 
this process aims to do is catch those falling students earlier 
in their academic career to ensure they don’t reach that point. 
An example of this would be a senior who has attained 22 of 
the 63 required credits and the end of the first trimester of 
their junior year. Had we identified this student as “at risk” 
at the end of their freshman year, we possibly could have 

corrected that student’s aca-
demic course.
Another example we typi-
cally find is in the area of 
discipline. There are a num-
ber of students who continu-
ously receive Office Disci-
pline referrals (ODR) that are 
not identified as SpEd. These 
students generally receive a 

corrective action and are then free to 
repeat that act which all too often oc-
curs. Through the EWM, we discuss as 
an EIT team possible interventions for 
this mass of students and then work to 
put them in place.
There is still a portion of our meetings 
that is dedicated to individual student 
needs. We use the same EWM as a 
guide to paint a total performance pic-
ture of a student and then move forward 
with a plan of action and a date for re-
view. We document those actions on 

our district RtI form created by our district’s RtI committee.  
The RtI committee was able to create and implement this 
part of the EIT process in a district of almost 10,000 stu-
dents. It is widely used and is so comprehensive in nature 
that if we need to move forward with a SpEd referral, most 
of the pieces are in place to expedite the process. The RtI 
form and directions can be found by visiting 
www.isd742.org, selecting StaffNet, selecting Information: 
Forms and Info, and scrolling down to “Response to Instruc-
tion (RtI) Intervention Plan.”

In one of the high schools, we are using this form of 
identification amongst the tiers to help drive the master 
schedule. We have seen the need for and have added some 
sections of classes based on the process. The EWM serves to 
aid the student advisory process pairing students with teach-
ers based upon need and expertise. We have also observed a 
declining referral rate coupled with a higher “hit rate” in 
SpEd. Through this process we are far more confident re-
garding student referral and identification than before.

To date, we have implemented this EWM process in 
several schools and have witnessed firsthand the benefits of 
this type of early intervention. We feel the teaching staff as 
well as the support staff have embraced the process and are 
feeling more a part of the EIT team than the traditional 
model we were previously drawing from. It has certainly 
been an exciting process for teachers, an educationally re-
warding process for students, and has unified the collegial 
and collaborative process all aimed at putting the “Early” 
back in EIT.
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Book Review: Transition of Secondary Students with Emotional 
or Behavioral Disorders, Dr. Douglas Cheney, Editor

Published by Research Press, reviewed by Sara Coolidge

The text Transition of Secondary Students with Emo-
tional or Behavioral Disorders, Current Approaches for Posi-
tive Outcomes provides a comprehensive overview of the 
concept of transition among adolescents who have been di-
agnosed with an Emotional/Behavioral Disability. Although 
many of the chapters provided specific steps or key factors in 
promoting and developing effective transition services for 
youth, the overall content appeared to only skim the surface 
of current barriers, attitudes, and competence of service pro-
viders charged with promoting or implementing the transi-
tion process. Many of the contributors cited personal details 
and feedback from their own casework, and the step-by-step 
processes or guidelines that contributed to their own program 
success are great templates to utilize throughout an individ-
ual’s transition. However, all too often, the concept of transi-
tion within a public school setting is minimized to last min-

ute discussion with a student before the IEP meeting or one 
to two lines in the transition section of the student’s IEP. 
Further, many students diagnosed with an Emotional/
Behavioral Disability and who would be eligible for transi-
tion services are students from low-income or minority 
populations. Access to appropriate and beneficial service 
programs within their community as well as consistency and 
sustainability in service delivery are highly problematic and 
often negatively interact with the realization of positive out-
comes for many urban youth. Unfortunately, this text did not 
address multicultural or urban issues and, although many of 
the presented models hold much theoretical value and in a 
perfect world would most likely be a precipitating factor in 
lasting change, the translational value to many individuals 
currently working with adolescent EBD populations may be 
less than expected. 

Early 
Warning 
Matrix

Course
Performance 
in Core Sub-
jects

Class 
Rank Credits High Stakes

Scores
Atten-
dance

Office 
Discipline 
Referrals

Additional
Factors

O
n-T

rack Indicators

Tier
 I

Receiving a 
grade of C or 
higher in all 
areas

16th to 
80th per-
centile 
rank by 
grade

Maintained 
an average 
of 5.25 
credits per 
trimester 9-
12

Has attained a 
meets score 
on all the 
standards on 
all adminis-
tered high 
stakes tests.

0 to 3 
unexcused 
class peri-
ods and or 
less than 
4% total 
excused 
days

0 or 1 ODR Disengage-

ment

Substance 

Abuse

High Mobility

Mental health

Group home

Homelessness

Parent unem-
ployment

Family illness

Traumatic 

event

Pregnancy

Stark changes 
in behavior 
and or appear-
ance

Other

Tier 
II

Receiving a 
grade of D in 
one or more 
classes

11th to 
15th per-
centile 
rank by 
grade

More than 4 
and up to 
5.25 credits 
earned per 
trimester in 
grades 9-11. 
12th has an 
individual-
ized plan

Has failed to 
meet the stan-
dards on one 
or more high 
stakes tests on 
the first at-
tempt

3 to 6 
unexcused 
class peri-
ods and or 
5-8% total 
excused 
days

ODR’s 
equals 2 and 
or up to 3% 
of total at-
tendance 
days

Tier 
III

Receiving a 
grade of F in 
one or more 
classes

5th per-
centile or 
lower 
rank by 
grade

Less than a 
4 credit per 
trimester 
total aver-
age for 
grades 9-11. 
12th has 
individual-
ized plan

Has failed to 
meet the stan-
dards on one 
or more high 
stakes tests 
after multiple 
attempts.

7 or more 
unexcused 
class peri-
ods and or 
more than 
9% total 
excused 
days.

Number of 
ODR’s 
more than 
3% of total 
attendance 
days
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School-Based Interventions for Children with Bipolar Disorder
By Dennis J. Simon, Ph.D., Contributing Editor

(Reprinted from School Psychology in Illinois Vol. 32 No. 4, June 2011)

Introduction
Some of the most challenging students for 

school systems to serve are those children diag-
nosed with early-onset bipolar disorder (BP), yet 
there are few guidelines available to direct inter-
vention planning. BP in children has begun to 
receive significant attention within the clinical 
community in the last two decades. Research has 
primarily focused on defining the diagnostic pro-
file of BP and determining appropriate psychiat-
ric medication protocols for children (Kowatch, et al., 2005). 
As our understanding of the complex needs of these students 
develops, it is essential that teachers and school psycholo-
gists use this information to develop specific intervention 
protocols appropriate for the school setting.

Geller and Biederman and their respective research 
teams were among the first to delineate an early-onset bipo-
lar profile that differed significantly from symptom manifes-
tation in adults (Geller and DelBello, 2003; Biederman, 
2003). They described a syndrome presenting with severe 
affective dysregulation, high levels of agitation and aggres-
sion, and behavioral dyscontrol. Different than in adults, 
bipolar disorder in children and young adolescents is charac-
terized by rapid cycling with multiple brief episodes of sad-
ness and mania occurring even within the same day (Geller 
& DelBello, 2003). Children may experience affective 
“storms” that move in seemingly without warning, resulting 
in depressive and angry affect that feeds prolonged temper 
outbursts. The course of BP in children tends to be more 
chronic and continuous and less episodic and acute than in 
adults (Geller & Luby, 1997). The symptom picture for BP 
includes the following: severe disturbance of mood, rapid 
cycling between depressive and agitated symptoms, chronic 
irritability, impulsivity, distractibility, aggression, hypersex-
uality, either physical agitation or slowing, depression, sleep 
disturbance, and suicidal thoughts (Geller, 2003). 

Two conclusions can be easily drawn from examining 
this wide range of serious symptoms. The first speaks to how 
overwhelming the condition can be to the child and how 
challenging it is for parents and teachers to assist the child in 
coping with his or her uncontrollable feelings and behaviors. 
The second reveals significant symptom overlap with other 
childhood psychological disorders, leading to difficulty in 
differential diagnosis and treatment. The biggest challenge in 
schools has been differentiating between children with se-
vere Attention Deficit Hyperactivity Disorder (ADHD) and 
children with mood disorders combined with ADHD symp-
toms. Indeed, most children eventually diagnosed with BP 
were initially treated for ADHD. ADHD symptoms manifest 
as more stable or continuous, while BP characteristics appear 
more cyclic or episodic. Children with ADHD may be hyper-
active, but they are less likely to be grandiose. Children with 
ADHD become angry when they are thwarted, while chil-
dren with BP may become rageful without clear provocation. 
Students with ADHD are known to respond to strictly de-

fined behavioral contingencies, both positive and 
negative. In contrast, youth with BP may escalate 
rapidly to an explosive or aggressive level in re-
sponse to limit setting, punishing reinforcers, or 
critical feedback. The high level of comorbidity 
in children with either ADHD or BP further com-
plicates differential diagnosis. Finally, research 
has found as many as 85% of children with BP to 
also meet the criteria for ADHD (Geller, et al., 
2002). So in most cases, practitioners are assess-

ing the difference between ADHD, often with a comorbid 
Oppositional Defiant Disorder (ODD), and BP with ADHD. 
These complex distinctions are important to assess because 
they lead to different intervention paths. 

As clinicians have struggled to clearly define BP in chil-
dren, concerns about the sharp increase in children receiving 
BP diagnoses and reservations about applying the term BP 
differently to children than to adults have prompted the con-
sideration of a new diagnostic category, Temper Dysregula-
tion Disorder with Dysphoria (TDDD), which is under con-
sideration for the DSM-V (Parens & Johnston, 2010). TDDD 
attempts to separate out children who present with symptoms 
of severe and chronic irritability and hyperarousal but do not 
display grandiosity or elevated mood. In practice, schools 
frequently receive external diagnoses for students labeled as 
BP-NOS or simply BP without specific DSM sub-typing 
indicated. Very little has been written about non-medical 
interventions for this population, and there are no substantive 
studies to date that have examined differences in psychoso-
cial treatment impact for children with BP I, II, NOS, or the 
proposed TDDD. The intervention protocol that follows ad-
dresses what we know about students with severe mood dis-
order issues generally coupled with ADHD symptoms. It 
draws from emerging literature that points to the positive 
impact of specific cognitive-behavioral strategies and family 
interventions, as well as our treatment experience with this 
population at a public therapeutic day school (Fristad, 2006; 
Miklowitz, D. J., Biuckians, A., & Richards, J. A., 2006; 
Pavuluri, et al., 2004).

Therapeutic Interventions
It is essential to build positive rapport with a child diag-

nosed with BP during symptom-free time periods. A hy-
peraroused, potentially explosive student is more likely to 
permit assistance in de-escalation from someone with whom 
he or she has a positive history. The assessment and recogni-
tion of student strengths and proactive coping skills instruc-
tion are critical initial steps in the inter-
vention process. Time spent by the 
school psychologist prior to explosive 
episodes can help limit their occurrence 
and, when they do happen, position the 
therapist to be an effective resource for 
re-stabilization. 

Similar to other neurobehavioral 17



disorders, BP symptoms are often triggered by stress. Ad-
vance work aimed at the reduction of general stress levels 
plays a key role in preventing, or at least limiting, the impact 
of rapid mood cycling. An elevated general stress level, new 
environmental stressors, or negative events can trigger ex-
plosive behavior and intensify and/or prolong a manic or 
depressive episode. Consequently, it is critical that 
the intervention team identifies manageable 
stressors and teaches the child ways of coping 
with these stressors. Success with manageable 
stressors will lay a foundation for training the 
child to cope with the severe disruption of bipolar 
cycles.

 Treatment planning starts with identification of the 
earliest signs that cycling behaviors are beginning for an 
individual child. Careful monitoring can reveal to 
classroom staff certain behaviors, physical postures, 
comments, or interactions that signal the potential 
onset of a bipolar episode, e.g., child starts tap-
ping a pencil persistently on the desk, his physi-
cal posture tenses, and he begins to fidget rest-
lessly in his chair. Similarly, staff must work 
toward identifying events that may serve as trig-
gers for touching off an escalation, e.g., criticism 
from a peer. An early treatment goal is to teach the 
student to recognize the first signs of rising affect whether it 
is manic or depressive in nature. The first step in this process 
requires school staff to point out their observations of early 
warning signs. This external feedback prepares the student 
for self-awareness and monitoring. 

Another early step in treatment for BP is to teach the 
child at a developmentally appropriate level about the exis-
tence and nature of the disorder. The child experiences the 
ups and downs of rapid cycles as unknown currents pushing 
him or her in different directions at their own whim. The 
therapist’s goal is to remove some of the mystery from the 
occurrence of these symptoms and experiences. Labeling and 
defining the problem is intended to reduce some of the terror 
of the experience of extreme cycles. It also prepares the stu-
dent to view the disorder as an illness that can be treated 
rather than as negative personal characteristics that might 
define the child as a bad person. This educational process 
supports the child’s attempts to externalize the symptoms 
and prepares the student to challenge the onslaught of nega-
tive affect or rage with the armor of specific coping strate-
gies. The treatment process begins by defining and viewing 
BP symptoms as an outside agent that the student can and 
must battle to control. The phrase that students are guided to 
adopt and internalize is the following: “I am not responsible 
for having a bipolar disorder, but I am responsible for man-
aging it.” Note the similarity to other common medical con-
ditions such as diabetes. We do not hold a juvenile with dia-
betes responsible for acquiring the illness, but for healthy 
survival we require and teach the youth to aggressively take 
responsibility for managing its impact and holding it in 
check. This analogy to other physical illnesses can assist 
parents and teachers in maintaining perspective when the 
student may be oppositional and defiant during a manic epi-
sode. 

In their evidence-based protocol for treatment of chil-

dren with the neurobehavioral Obsessive Compulsive Disor-
der (OCD), March and Mulle (1998) proposed a cognitive 
therapy strategy, “naming the enemy”, as a coping tool for 
externalizing symptoms. This strategy of “naming the en-
emy” is also applicable to interventions for students with BP 

(Fristad, Gavazzi, & Soldano, 1999). The therapist 
guides the student in describing their experience 

during either a manic or depressive cycle. Par-
ticularly for young children, drawings can be a 
helpful tool for creating an external image of 

the bipolar experience. With an image of the 
emotional tumult projected for consideration, the 

student is encouraged to provide a name for the 
“enemy” – his or her illness. Many children choose titles like 
“fire,” “storm,” “tiger,” or similar powerful and threatening 
images. Naming the enemy and personalizing it gives the 
illness an identity apart from the child. The student can now 
personalize the enemy in conversation with self and others. 
Covert self-talk, talking within one’s head or under one’s 
breath, can be employed as a cognitive coping strategy, 

e.g., “I can feel that you’re here! I know what to do to 
stay calm. I need to…” (Meichenbaum, 1985; 

March & Mulle, 1998).
This strategy can be integrated into a multi-step cogni-

tive-behavioral intervention protocol. Key features of this 
model integrate Meichenbaum’s (1985) stress inoculation 
therapy and Kapp-Simon and Simon’s Self-Understanding 
Model (1991). The student is taught to recognize the earliest 
physical cue that arousal is occurring, e.g., tension in stom-
ach, adrenalin rush. This visceral recognition becomes a sig-
nal to prompt a series of self-instructions to deploy rehearsed 
coping strategies. The first prompts a physical calming re-
sponse to counter the escalation of bodily tension, e.g., deep 
breath, tighten and then relax muscles in hands and arms, etc. 
Then self-talk is initiated to counter the automatic self-
defeating thoughts that can paralyze the student at the onset 
of a meltdown, e.g., “It’s happening to me again, there is 
nothing I can do about it.” After blocking negative thoughts, 
the student can address “the enemy” to moderate its impact, 
e.g., “I need to control these feelings; I’m not going to let 
you (the negative mood) control me; I’m going to stay in 
control.” The next self-instruction prompts an action, e.g., “I 
need to use my code signal to ask Ms. Smith for a timeout.” 
To ward off an explosive incident or emotional meltdown, 
the student often needs a brief removal from the scene of the 
action. The goals in this sequence are to teach children with 
BP to recognize the onset of cycling behavior at the earliest 
stage, initiate physical and cognitive self-calming actions, 
externalize and combat the energy of the impending mood 
episode, and take action to move themselves away from the 
stressful setting. If a student can learn to take a self-initiated 
timeout, he or she can bolster self-confidence in the ability to 
maintain control and avoid the conflict or humiliation of 
being sent out of the room by the teacher to control escalated 
behavior. This sequence of coping responses needs to be 
learned outside of the context of a cycling episode; and then 
school staff can prompt and support its application in the 
moment of crisis. 

This intervention process becomes much more challeng-
ing if students remain in denial about their mood disorder 18



and its impact on their be-
havioral and emotional con-
trol. In these cases, the 
therapist can still prompt 
and model adaptive self-talk 
including casting the onrush 
of negative mood as an ex-
ternal agent, e.g., “Take a 
deep breath, let’s go for a 
walk, you can fight back 
against this anger and con-

trol it…” School staff must patiently provide consistent scaf-
folding to teach this coping sequence. Extensive external 
supports are necessary before the coping strategies can be 
internalized. Timeouts may initially be prompted by staff, 
but care must be taken that they are not viewed as punish-
ments. This requires empathetic voice tone, calm notation of 
the external signals of impending escalation, and a statement 
of expectation that the student will be able to manage the 
situation, e.g., “You look restless; you’re rocking your desk, 
having trouble working; take a timeout for a few minutes 
then I’m sure you’ll soon be able to get back to work…”

Classroom Intervention Strategies
Psychologists should acquaint classroom staff with the 

neurobehavioral nature of this illness. Recognition that there 
are limits to the student’s self-control will keep education 
professionals from personalizing any aggressive outbursts 
that may target them. It will also increase their empathy for 
the struggles the student endures. This perspective is essen-
tial for staff to maintain patience during periods of disruption 
within their classroom. 

Classroom teachers play an important role in this inter-
vention protocol. Teachers must become adept at recogniz-
ing the external signals for potential escalation. They can 
serve as mirrors for the student, helping him or her become 
aware of the onset of a mood cycle and prompting initiation 
of self-awareness and self-instruction strategies. In consulta-
tion with the psychologist, teachers can support individual-
ized plans for de-stressing that are adapted to the particular 
circumstances of their classrooms. In some cases, a re-
hearsed non-verbal signal can be used to indicate that turmoil 
is rising. This could be as simple as a hall pass being dis-
creetly placed on the student’s desk by the teacher, or a small 
red card held up by the student to signal the need for a time-
out. Outside of class time, the teacher and student can role-
play a classroom exit strategy for times when self-control 
fails. This could be movement to a study carrel in the back of 
the room or, when necessary, leaving the classroom to go to 
a pre-arranged timeout setting. Once a student crosses the 
threshold and cycles out of behavioral control, particularly if 
actions become aggressive, it is important that the teacher 
model a calm demeanor, make brief empathic responses, 
provide simple but assertive directives, and minimize critical 
feedback. Informing a student involved in a bipolar melt-
down of consequences and punishments before he or she has 
regained control will only serve to further escalate the epi-
sode. Fewer words are generally better than more. The stu-
dent with BP experiences life as unpredictable cycles of 
moods and behaviors; thus, it is important to develop routine, 

predictable response protocols that are administered consis-
tently and empathically. Routine problem-solving, de-
escalation, and post-intervention strategies that involve the 
teacher, therapist, and student are essential for the long term 
management of debilitating bipolar symptoms. 

Crisis Intervention
Children with mood disorders require a crisis interven-

tion response plan that is differentiated from students with 
ADHD, ODD, and other externalizing disorders. The crisis 
intervention protocol should include individualized elements 
of the coping strategies model outlined above. There is a 
point when a student cannot pull himself or herself back 
from an explosive incident. Then the staff response realisti-
cally becomes damage control for managing the meltdown. 
Staff members provide empathy coupled with calm, precise, 
brief instructions. The tone is firm and non-judgmental, 
models adult self-control, and communicates that the situa-
tion will be safely handled for everyone’s benefit. When 
possible, provide physical space for a student cycling toward 
aggression. This avoids being perceived as threatening and 
becoming a target. Guide the student toward a safe area (best 
if pre-arranged) that is apart from peer observation. Avoid 
rushing in a way that may escalate a confrontation. Obvi-
ously, potential safety risks for others must be considered 
here, but persistent patience generally pays off in safe arrival 
to a protected setting. Communication should be phrased in 
language that encourages the student to adaptively take 
charge of the crisis. Encourage positive choices and avoid-
ance of the results of harmful escalation, e.g., “You can man-
age this. Make a good choice. Neither you nor I want to see 
this get you in trouble…” The crisis interventionist should 
prompt rehearsed exit strategies and self-instructions to 
guide coping. These prompts may be guided by information 
from prior brainstorming with students regarding what is 
helpful once a meltdown is already occurring. To avoid the 
risk of verbal escalation, non-verbal prompts can be effec-
tive. It is important for all staff that may intervene with the 
student to be aware of his or her crisis intervention protocol. 
Minimally, this usually includes the therapist, teacher, dean, 
or other administrator. 

Parent Support
It is imperative to support parents of children with BP 

and involve them in intervention plans. Family-focused treat-
ment and parent psychoeducational support groups have both 
demonstrated positive outcomes (Fristad, 2006; Miklowitz, 
Biuckians, & Richards, 2006). Since stress can trigger rapid 
cycling events, it is important to 
counsel parents in ways to man-
age stress in the home environ-
ment and employ crisis manage-
ment responses similar to those 
described above for school staff. 
Fristad and Arnold (2004) pro-
vide an outline for parent sup-
port groups that support the 
treatment protocol proposed in 
this paper. Parents are taught the 
neurobehavioral nature of BP, 19



which helps to blunt any tendencies to blame either them-
selves or their child in a way that would paralyze effective 
responses to behavioral episodes. If parents maintain denial 
of their child’s illness, then it will be that much more diffi-
cult for the student to accept it and manage its symptoms. 
Parents are acquainted with the coping strategies of external-
izing the symptom and other elements of the coping strate-
gies model taught in therapy. This group context provides 
instruction on managing limit setting by avoiding either over 
or under-regulating behaviors and by developing realistic 
home-based problem-solving mechanisms. The principles 
involved in the parent support group program can also be 
implemented in individual parent conferences. Planning for 
crisis prevention and de-escalation within a family session is 
analogous to the brainstorming with the teacher and student 
outlined above. 

Summary
The school setting provides both significant challenges 

and opportunities for interventions with children with BP. 
The disorder not only complicates educational progress for 
the child, but the intensity of cycling behaviors can also im-
pact classmates and the school environment. Schools must 
serve these students regardless of whether they are in treat-
ment elsewhere and whether or not they receive or comply 
with prescribed medication regimens. Building upon positive 
data from studies of cognitive-behavioral and family clinical 
treatments, a school-based intervention plan has been pro-
posed that has been differentiated to address the specific 
needs of students with BP symptoms. Coordinating the ef-
forts of psychologists, teachers, and school administrators, it 
incorporates education, prevention, individual coping skills 
therapy, crisis management, and family counseling into a 
systematic intervention protocol. Following students over 
multiple school years, Clevenger (2010) found positive re-
sults for this treatment approach within a therapeutic day 
school setting. 
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High School Social Skills Class A Huge Success
Roberta K. Christensen, School Psychologist

Lincoln Southeast High School
(Reprinted from The Nebraska School Psychologist Volume 42, Issue 1 October 2011)

The School Neuropsychologist
By William Turton, Psy.D, ABSNP

(Reprinted from School Psychology in Illinois, Volume 32, Issue 3)

Within the hierarchy of Daniel Miller's School Neuro-
psychology Assessment Model, the Visual-Spatial and Lan-
guage processes follow Sensory-Motor and Attention. These 
are the areas most school psychologists will feel most com-
fortable with as the most common assessment tools are the 
ones we currently are using &ndash; the Wechsler scales and 
other "intelligence tests." Within the neuropsychological 
model, language and visual-spatial processing are generally 
looked at as (in a very simplified model) left hemisphere 
(language) and right hemisphere (visual-spatial) tasks. We 
have to keep in mind that both areas have representation in 
both hemispheres, especially in the "generalized" model of 
the "female differentiated" brain. However, they do have 
primary representation in their respective hemispheres, espe-
cially with right handed "male differentiated" brains.

If you are not aware, there are inherent differences be-
tween male differentiated" brains, which are also possessed 
by 20% of females, and "female differentiated" brains, which 
are also possessed by 20% of males. These are generaliza-
tions and have varying degrees of consistency but are gener-

ally accurate.
The "male differentiated" brain has more densely packed 

neurons (grey matter), is strongly left hemisphere-dominate 
for language and logic, is more strongly right hemisphere-
dominant for emotions and visual-spatial tasks, and has less 
volume (i.e. neural connections) in the corpus callosum, 
which is responsible for communication between the hemi-
spheres.

The "female differentiated" brain has representation for 
language, visual-spatial and emotions in both hemispheres, 
even though there is some hemispheric dominance for each 
task. Additionally, the "female differentiated" brain has more 
volume (i.e. neural connections) in the corpus callosum as 
well as white matter, which are both responsible for better 
communication amongst neurons as well as between hemi-
spheres. This results in "female differentiated" brains being 
better generalists, better at integrating language and emo-
tions, being quicker to recover from neuronal damage as 
abilities have more representation and communication be-
tween cells. The "female differentiated" brain is considered a 
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Have you ever dreamed of having a high 
school class that was designed to address social 
skill development for students with Asperger’s 
Disorder?

At Lincoln Southeast High School, in the 
spring of 2011,  “Teen Issues-Plus” was launched 
as a pilot class for students on the autism spectrum 
to increase communication and social skills in the 
high school setting using a peer mentor model.

The class was created through the research and 
planning of the Inclusion Professional Learning Community 
Task Force at Southeast.  Parents and teachers seemed to be 
satisfied that the academic needs of students on the spectrum 
were being met, but the social and communication opportu-
nities were inadequate.  

In creating a class that would meet daily for an entire 
semester with peer mentors, the PLC Task Force believed 
the outcome would be greater than addressing social needs in 
a club, or random role-playing scenarios.

The class included equal numbers of focus students and 
peer mentors.  Students on the autism spectrum or with other 
communication needs, were nominated by their IEP manag-
ers.  Peer mentors were nominated by school counselors and 
staff.  Parents of both groups were informed about the class 
and it’s purpose.  The class met a graduation requirement for 
Applied Arts and gave each student 5 credit hours.

The team involved in the actual curriculum planning and 
implementation of the class included 2 teachers, a speech 
pathologist and the school psychologist.  Student mentors 

were given training before the class started, and at 
various times throughout the semester to problem 
solve issues as they arose.  
The skills addressed in the class included Belong-
ing, Cause and Effect in Social Situations, Accept-
ing Differences, Recognition of Emotion, Friend-
ship, Verbal Communication Skills, Non-Verbal 
Communication Skills, and Social Networking.
The curriculum was developed from a variety of 
resources, including the work of Jed Baker, Mi-

chelle Garcia-Winner, Scott Bellinni, Jill Kuzma and others.
Pre and post data was collected on 7 specific social skills 

taken from Jed Baker’s Social Skills Menu.  Appreciable 
gains were made in all skill areas assessed.  But, the greatest 
evidence of success was the reaction from parents, students, 
mentors and staff.  Testimonials from the students participat-
ing were heartwarming, noting the class was a place where 
they felt safe, valued and accepted.  Administrators were 
pleased with the outcome, and approved the class to be of-
fered again this year.

What started as a comment…”I wish we had a class spe-
cifically designed for social skill development…” in a PLC 
meeting became a reality 18 months, and many hours of hard 
work later!

The teaching team of Roberta Christensen, School Psy-
chologist, Laura Cummings, Speech Pathologist, and Kathy 
Heine, Special Education Teacher, was invited to present the 
“Teen Issues Plus” pilot project at the Autism Spectrum Dis-
orders Network State Conference last April.



Inspiring Leadership in Teens: Group Activities to 
Foster Integrity, Responsibility, and Compassion

By Ric Stuecker, M.A, published by Research Press
Book reviewed by Ann Rumpf, NCSP

Inspiring Leadership in Teens is a 21 week curriculum 
for use by teachers and trainers who want to empower young 
people to improve their leadership skills.  The book includes 
an easy-to-navigate CD which contains all handouts and ac-
tivities.  It is divided into six units; “creating a learning com-
munity”, “studying leadership”, “creating leadership portfo-
lios”, “understanding communication”, “leading groups”, 
and “living peace”.  Overall, approximately 80 different stu-
dent activities are included.  The activities are recommended 
for groups of about 25-30 students who are then divided into 
four or five groups.  

While some of the activities are already commonly used, 
such as learning names through associations and using “I” 
messages, there are several unique lessons included.  I was 
especially interested the self-awareness quizzes covering 
areas like learning styles, leadership roles, and personal in-
tegrity.  Students are also taught some practical research and 
presentation skills, including the effective use of PowerPoint.  
The final unit is described as a “spiritual journey toward per-
sonal peace” and includes relaxation activities as well as 
topics like forgiveness and setting boundaries.  It concludes 
with ethical dilemmas focusing on sensitive topics including 
sexual orientation, abuse, and bullying.  

This program could be used as a component of PBIS 
implementation at the primary level. Working in a high 
school setting, however, I have difficulty imagining how a 
teacher would have time to utilize this lengthy curriculum at 
this level unless there was an elective class solely dedicated 
to teaching leadership skills.  Fortunately the author includes 
some ideas for using the activities in a workshop setting, 
which I believe would be more realistic.  I could also envi-
sion some stand alone activities being utilized in small 
groups or with individual students in a counseling setting.  

The author is a teacher and educational consultant who 
states that activities were developed from prior experience 
with leadership retreats.  This is, perhaps, the greatest down-
fall of the curriculum.  As school psychologists we know the 
importance of utilizing evidence-based or research-based 
interventions and programs to the greatest degree possible.  
While this book contains many thought provoking pursuits, it 
is impossible to know if the curriculum is effective in im-
proving leadership skills and fostering integrity, responsibil-
ity, and compassion.  That being said I believe the author has 
done a good job of creating some unique group activities in 
an area that is rarely addressed in schools, and I would be 
interested to see if they prove effective.  

"talker," a language brain. The "male differentiated brain," 
on the other hand, is a "specialist" brain that takes greater 
interest and proficiency in specific tasks while not being as 
proficient in areas of noninterest. It is considered a "doer 
brain," that is generally better at multi-tasking, is generally 
better able to separate emotions (right hemisphere) and lan-
guage and logic (left hemisphere). The degree to which a 
brain becomes differentiated appears to result from testoster-
one levels during early development and also of the mother 
during pregnancy.

Despite these differences, whether "male" or "female," it 
is important to look at processing differences common to 
specific hemispheres. It is always necessary to look for pat-
terns and not base judgment on a single or few behaviors. 
Also, we need to remember that qualitative behavioral obser-
vations are as important as "numbers" when interpreting as-
sessment data.

Here are some important differences. When learning 
something novel/new, the right hemisphere is generally be-
ing used, while the left hemisphere is primarily being used 
for overlearned, familiar information. The right hemisphere 
tends to process information intuitively and simultaneously 
and it is gestalt-oriented. The left hemisphere processes in-
formation in a logical, analytical, and sequential manner. 
Behaviorally, the right hemisphere tends to be intuitively 
impulsive (not the same as prefrontal cortex impulsivity, 
which we will discuss when talking about executive func-
tions), creative, and active, while the left hemisphere is cau-
tious, reflective, passive, and reliant on feedback. Emotion-
ally, the right hemisphere tends to process negative emotions 
while the left hemisphere processes positive emotions. Ver-

bal language is processed in the left hemisphere, while non-
verbal language is processed in the right hemisphere.

These factors can become part of the patterns we can 
discern when we find language and visual-spatial strengths 
and weaknesses. However, it is possible to also find specific 
language or visual-spatial problems without "hemispheric" 
differences. For example we can find specific weakness in 
phonological processing (the C-TOPP is wonderful for as-
sessing this), receptive language (picture vocabulary tests, 
CELF Receptive or other Speech/Language tests) or expres-
sive language (expressive picture vocabulary tests, CELF 
Expressive, or other Speech/Language tests). Visual-spatial 
processing also can be broken down, with motor-free tests 
being particularly important, especially if using timed tests. 
For educational reasons, language and auditory/phonological 
processing becomes extremely important as our LD pro-
grams are filled with language-impaired students. Early in-
tervention is absolutely critical because we can make struc-
tural brain changes with the right interventions prior to age 8, 
as this is the age of maturation (full myelination--white mat-
ter of neuronal pathways) of the language centers. Remem-
ber, the single best indicator of reading fluency is profi-
ciency in rapid naming tasks, especially with letters 
(DIBELS).

Memory will be the topic of the next column. If you 
would like the one-page summary chart of Right vs. Left 
hemisphere functions that I use in class or if you have com-
ments  or  ques t ions ,  p lease  e-mai l  wtur -
ton@thechicagoschool.edu. Please include "ISPA" in the 
heading.
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WSPA Awards Presented at Spring Convention
By Shelley Albright, Recognition and Scholarship Chair

And Christine Neddenriep, Professional Preparation and Training Representative

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

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

In an effort to recognize the outstanding achievements 
and skills of students in School Psychology masters level 
training programs in Wisconsin, WSPA presents the follow-
ing awards.

Allard Award:  Amanda Weinkauf, UW-River Falls 
The Allard Award is sponsored by one of our own mem-

bers, Ms. Suzanne Allard.  Candidates for this award are 
masters-level graduate students who are nominated by the 
faculty in their training programs based on outstanding aca-
demic and research skills and strong leadership skills.  The 
recipient of the 2012 Suzanne Allard Award is Amanda 

Weinkauf, a student at UW-River Falls.  Amanda is a gradu-
ate assistant and has practicum experience in both a rural and 
urban school district.  She is currently serving and the NASP 
student leader and has helped to organize activities for 
School Psychology Awareness Week.  She also has served in 
the past as a student representative at WSPA.  She is in the 

Regional Representative’s Corner
A Spotlight on Kay Altfeather and the Capital Lake Association of School psychologists (CLASP)

By: Kay Altfeather and Sarah Payne, UW-La Crosse School Psychology Graduate Student

Kay Altfeather is the regional representative for the 
Capital Lake Association of School Psychologists 
(CLASP).  Kay started out as a school psychologist in 
Jefferson County, working at Johnson Creek.  She 
quickly moved into an administrative role as Assis-
tant Director of Special Education and remained in 
that position for five years. When offered an opportu-
nity to work for the McFarland School District as a 
school psychologist, she couldn't resist.  She retired 
this past summer after working for 31 years in the district.  

About Kay: Kay has three children; two adult boys, and a 
12-year-old daughter.  For the past 8 years, she has also been 
a foster care provider.  She was the president of WSPA for 
the 2007-2008 term, and has been on the WSPA board for 
more than 25 years.  When she was Chair of the Awards 
committee she initiated the “School Psychologist of the 
Year” award.  She currently is the Chair of Public Relations 
for WSPA and is looking for members to join the committee. 
Kay’s professional interests primarily lie in the mental health 
area. Specifically, she is interested in neurology and anxiety 
disorders.  As a current member of WSPA's Mental Health 
committee, she has assisted in designing the Mental Health 
Certificate and Mental Health training strands being offered 
at WSPA conventions .

She was a member of the DPI Task Force regarding RtI, 
SLD, and EIS.  

About CLASP: The Capital Lakes Association of School 

Psychologists covers the Madison and surrounding 
areas.  The school psychologists in these districts are 
typically hired by their school district, and are not 
CESA employees.  There isn’t a membership system 
or annual dues collected to be a member of CLASP, 
and there are no elected officials.  The CLASP Re-
gional group mainly existed around convention plan-
ning, which had the group very active for three or 
four years out of five. However, now that WSPA has 

a separate committee just for convention planning, CLASP 
has lost it's main purpose. They are currently in a phase of 
having to re-organize and re-structure their purpose and 
function. 

The group does occasionally meet when a speaker is 
presenting to the Madison School District's school psycholo-
gists or when the DPI Consultant presents.  The Mental 
Health committee has a healthy membership from the 
CLASP area and may be a good group to spearhead CLASP 
into it's new direction.

Kay feels very strongly that school psychology is a very 
honorable profession and she’s been very proud to be a 
school psychologist. She hopes that every school psycholo-
gist in Wisconsin will consider participating in the State or-
ganization (WSPA) because the benefits you receive far out-
weigh the time you will spend by participating. The support 
and knowledge you receive from by being an active member 
is invaluable.

23 Amanda Weinkauf and NASP President, Phil Lazarus
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process of submitting a culturally responsive book review to 
the WSPA sentinel and submitted a review of her school 
crisis prevention and intervention training experience to be 
published in the NASP PREPaRE newsletter.  She presented 
research on the quality of reading curricula for elementary 
school students in a local school district at the NASP confer-
ence in Philadelphia.  Dr. Scott Woitaszewski nominated 
Amanda.

Nicole Hogan and Chad Ruter, both from UW-River 
Falls, were also nominated for this award.

Bernice Krolasik Memorial Scholarship Award:
Rebecca Zimmermann, UW-River Falls

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

needs of young children and her willingness to counsel 
young people interested in school psychology was responsi-
ble for the career choice of more than one practicing school 
psychologist.  The Bernice Krolasik Scholarship Award was 
established by Bernice’s husband, Casey Krolasik, and their 
daughter Lisa, in memory of her years of dedication to the 
field of school psychology and commitment to the welfare of 
children.  The scholarship hopes to support non-traditional 
students pursuing graduate work in the field.  WSPA is very 
grateful to have the generous funding continuing to support 
students.  The recipient of the 2012 Bernice Krolasik Memo-
rial Scholarship is Rebecca Zimmermann from UW-River 
Falls. Rebecca is a proud mother of two young children.  She 
volunteers for a middle school student mentoring program 
and tutors a middle school student. She has an education in 
art and design which is helpful for being a creative problem 
solver in the field.  She presented research involving gaining 
a better understanding of important leadership qualities 
amount school psychologists at a poster session at the Min-
nesota School Psychologists Association mid-winter confer-
ence.  Dr. Scott Woitaszewski from UW-River Falls nomi-
nated Rebecca.   Dr. Woitaszewski shared that Rebecca’s 
ability to juggle family, work and school is very impressive.

Amanda Baumann from UW-Eau Claire and Julianne 
Larsen from UW-River Falls also were recommended for 
this award.  

Minority Scholarship Award:  
Charlene Cardona Avelares

The Minority Scholarship is awarded to masters level 
minority graduate students who are nominated by the faculty 
in their training programs based on outstanding academic 
achievement, commitment to children and the field of school 
psychology. Award winners demonstrate highest level of 
academic achievement and accomplishments, record of per-
sonal commitment to children and to the profession of school 
psychology.  The recipient of the 2012 Minority Scholarship 
Award is Charlene Cardona Avelares. Charlene has an in-
tense desire to contribute to the betterment of the Puerto Ri-
can public education system from which she was a graduate. 
She has continued to impress the faculty with her dedication 
to learning. She is a UW-Eau Claire Foundation Fellow, 
which is a competitive award designated for graduate stu-
dents with strong scholarly potential.  Charlene earned her 
undergraduate degree in Puerto Rico and graduate with hon-
ors.  She just stated her educational journey in the United 
States two years ago. She currently is an interventionist for 
the university’s Academic Intervention Clinic. She also 
served as the student representative to WSPA.  Dr. Mary 
Beth Tusing from UW-Eau Claire presented the award to 
Charlene.

Other nominees for the 2009 WSPA Minority Scholar-
ship Award were:  Shaun Felipe, UW-River Falls, Patrice 
Leverett, UW-Madison, Michael Swain, UW-Whitewater, 
and Angelica Wegman, UW-Eau Claire.

WSPA Outstanding Dissertation Award:  
Adam Grieve

Each year, WSPA proudly recognizes the outstanding 
work of doctoral students in completing research that in-
forms and enhances the daily practice of school psycholo-
gists in the field. The criteria for the Outstanding Disserta-
tion Award require that the recipient is a Ph.D. student in 
school psychology or a school psychologist who has com-
pleted a dissertation that merits special recognition and has 

Michael Axelrod, (UWEC) Mary Beth Tusing (UWEC), 
Charlene Cardona Avelares, and Danielle Brown (WSPA)

Rebecca Zimmerman and 
Scott Woitaszewski (UWRF)



the potential to contribute to the science and practice of 
school psychology. Nominees must have successfully de-
fended their dissertation within the 12 months prior to the 
award nomination due date. School Psychology faculty at 
each of the UW-System Doctoral Programs in School Psy-
chology may nominate one candidate for the outstanding 
research award. The recipient of the 2012 WSPA Out-
standing Dissertation Award is Dr. Adam J. Grieve, nomi-
nated by Dr. Craig Albers of UW-Madison. His dissertation 
titled, Coping with Cystic Fibrosis in Adolescence: The Role 
of Executive Functioning and Self-Efficacy, truly merits spe-
cial recognition as it contributes significantly to the science 
and practice of school psychology. Understanding factors 
that affect coping skills and school performance of students 
with Cystic Fibrosis and other chronic health conditions di-
rectly informs needed interventions to minimize the effects 
of health-related stressors and promote academic success. 
Dr. Grieve has been invited to write an applied article for the 
WSPA newsletter regarding his work. In sum, Dr. Albers 
noted of Dr. Grieve, “He is a fine young scientist-practitioner 
with excellent interpersonal skills. He made significant con-
tributions to the UW School Psychology Program and I am 
confident he will make significant contributions to the pro-
fession of school psychology as a researcher, scholar, and 
practitioner.” Dr. Grieve is currently practicing as a school 
psychologist in the Oregon School District.

WSPA School Psychologist of the Year:
Lisa Hanson-Roche

Each year, WSPA recognizes one school psychologist in 
the state of Wisconsin who has been recommended by col-
leagues for his/her efforts and excellence in their profes-
sional practice.  The award of “School Psychologist of the 
Year” is presented to the candidate who demonstrates excep-
tional dedication, proficiency, and leadership in their work 
with children and colleagues.  The recipient of this award is 
Wisconsin’s nominee for the “NASP School Psychologist of 
the Year” award.  The 2012 WSPA School Psychologist of 
the Year is Lisa Hanson-Roche from the Portage School Dis-
trict.  Lisa was nominated to receive this statewide honor by 

Tammy Cummings, Director of Special Education, Portage 
School District.  Tammy reported that Lisa demonstrates 
flexibility and is a leader in making the changes necessary 
for the betterment of all students. She has been key in imple-
menting RtI and PBIS in her school district.  She researched 
and recommended a universal screening tool to determine 
core instruction effectiveness.  She has lead the school to use 
a data-driven decision making model. She takes an active 
role in screening elementary school students for progress 
monitoring in reading as well as compiling and analyzing the 
results of the screenings.  She has participated in several 
committees within her school district and helped to start the 
Big Brother Big Sister program.  Lisa is a WSPA regional 
repetitive for the Vacationland region Lisa has been working 
as a school psychologist since 1989 and has worked for the 
Portage School District for the last twenty-two years.  

Additional nominees for the 2012 WSPA School Psycholo-
gist of the Year were:

Shannon Gunderson, Monona
Amy Kohl, Lodi
Sean LaRoque, Kettle Moraine
Jessica Martin, Medford
Ann Reyes, Waterloo
Laura Sage, West Allis

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

Please join WSPA members, leaders, and staff in ex-
tending our heartiest congratulations to each of the 2012 
WSPA Awards Recipients and nominees.

Congratulations!  

(From left) Laura Wilson, Lisa Hanson-Roche, 
Tammy Cummings, and Donna Mohr
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THE MOST PRESSING ISSUE IN SCHOOL PSYCHOLOGY
By Lisa Hanson-Roche, WSPA School Psychologist of the Year

When thinking about the most pressing issue in 
School Psychology today, it is hard to pick one 
when there are many.  Of course that is the nature of 
the business we work in.  Change in education is an 
ongoing process and those of us working in educa-
tion need to be flexible, open minded and willing to 
accept change.  Change is not a bad thing and re-
minds me of one of my favorite books ” Who 
Moved My Cheese?”  I have the adult and kid ver-
sion.  With that said, I feel that the most pressing 
issue for School Psychologist is our role change.  I am ex-
cited in the fact that I feel I will be able to increase my abil-
ity to help more students and do less testing. This has been a 
frustration of mine since I began as a School Psychologist.  It 
requires us to not only refine the skills we have, but to also 
grow professionally and acquire some new ones.  For some-
one like me who has been in this profession awhile, I haven’t 
been able to use some of the original skills I had in my 
School Psychology training.   Now I am faced with relearn-
ing them along with learning some new skills.   I am working 
on professional development to acquire those new skills and 
to improve the lost ones.  I am a person who does like to 
learn and feel I am a lifelong learner at heart. 

I have also learned that with our changing role that I 
must learn how to do a better job of advocating about what I 
can do as a School Psychologist and that we may need more 
in our district.  I feel I haven’t done a good job of that due to 
being a person who doesn’t like to brag about oneself and 
that there was always another needed position that someone 
else was advocating for.  I realize now after attending both of 
the Stacy Kalamaros Skalski’s presentations that I need to do 
more in this area.  I have been trying to share that message 
with our regional group as well.  As Danielle Brown had 
mentioned her perspective on advocacy has changed.  I, too 
have changed mine to realize that by not advocating for what 
I do, I am not advocating for the students who need me.  
That was a very powerful realization.  I am not the type of 
person who likes to be in the spotlight or center of attention.  
I am more of a working hard and get it done person along 
with a team player approach. 

This year I have been communicating more of what a 
School Psychologist can do to the three principals I work 
with, knowing they are my ticket to the higher above admini-
stration.  You found the Mystery Motivator! Please email 
Jennifer Kamke Black at kamkeblj@ssd.k12.wi.us and the 
first person to email the title of this article gets a small prize! 
Two of them are new to the elementary principal job so op-
portunity presented itself.  I am only at the very beginning of 
this process.  The importance of it is really at a high stakes 
level in that we need more efficient, effective practices in 
education to be able to help more children with less money.  
That is another whole pressing issue.

I am excited about RtI and PBIS in that these are system 
approaches that will help accomplish the goal of helping 
every child.  However, I do know that they too are not per-
fect systems that will fix everything.  I have a renewed sense 

of purpose with what I am trying to do in my job.  I 
never did like the wait to fail theme in our education 
system and my job was so focused on intervention 
versus prevention.  I am now working more on pre-
vention types of programs with the change in my 
role.  I am struggling though as many School Psy-
chologist are with trying to go to the new model 
from the old.  It is being caught between two very 
different places and trying to be a leader in the new 
way.  Along with that we are faced with reductions 

in budgets, yet to start with we need more resources to 
change the balance in the old to the new system.  It also re-
quires reallocating resources, which does not lead to happy 
people.  Thank goodness I read “The Energy Bus” book this 
year, which was a district initiative.  This means all my fel-
low educators are reading this book as well.  It gives us some 
new language to use when dealing with the negative people 
that exist in our systems.  Great book, that I would highly 
recommend.  It is my foundation to get through these tough 
times in schools.  I have the ten principles posted in my of-
fice as a daily reminder.  I try to engage and work with the 
positive people to get new initiatives going and to pilot how 
things can work.

In my journey of RtI and advocating for what I can do, I 
have discovered that teachers and educators I have worked 
with since I started in Portage are to this day unsure of all 
that I can do.  I was very surprised at this.  I thought I had 
been doing a good job of communicating my role, but found 
out that when asked there was more uncertainty than I 
thought.  Things that I have been doing for years are news to 
them.  I am so glad that I am a part of the leadership team 
and was at each building’s meeting to teach about RtI and 
have those discussions on where people are at in their under-
standing.  The assessment of where people are at is vital to 
knowing where work needs to be done.  I am proud of how 
we have started this process with a district survey of staff’s 
perspectives of what RtI is.  Then we created an RtI  building 
team at each building as a way to  educate them on what RtI 
is and for them to communicate each of their needs.  Each 
building can have different needs based on the resources 
available.  It has been a very eye opening experience.  

In this journey of significant change, School Psycholo-
gists need each other for support and wisdom. I have been 
learning a lot from the Monroe School District this year by 
participating in RtI Boot Camp.  I have also been learning a 
lot from my fellow School Psychologists in my region, my 
state and at a national level. It can be scary at times, but re-
warding at the same time. Knowing that making changes will 
have positive outcomes for students and that there is much 
knowledge out there to help us through the process, makes it 
all worth it in the end.  The children walking through our 
school doors are not the same as twenty years ago.  The bot-
tom line is we have a challenging job ahead of us, but these 
children are our future and that makes it our priority.  I look 
forward to continuing to improve my professional skills so 
that I may help to meet the new challenges of today.
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CHANGE SERVICE REQUESTED

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

Long Range Planning 2012

Place:  Cedar Valley Retreat Center, West Bend
Dates:  Tuesday June 19 and Wednesday June 20
Agenda:  Tuesday all day and Wednesday morning - Long Range 

Planning; Wednesday afternoon - Executive Board meeting
Contact:  Rita Schmitt, rschmitt@oneidanation.org / 920-869-4641 
RSVP By:  June 4, 2012


