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1. This editorial policy shall apply to all WSPA publications 

regardless of originating committee, and to all written editori-

al material distributed as official WSPA activity. This in-

cludes (but is not limited to) the newsletter, monographs, con-

ference newsletters, and committee bulletins. Committee re-

ports, minutes of meetings, conference announcements and 

details, and similar material documenting organizational activ-

ities are not included. This policy shall be published annually 

in the Fall issue of the WSPA newsletter.  

2. Articles and reports of factual information may be edited to 

conform to space limitations, format specification, or to im-

prove clarity, without permission of the original writer as long 

as the article has not been previously published.  

3. Expressions of opinion as in editorials, reviews, and letters 

may be edited only with the original writer’s consent, unless 

in excess of one page of newsletter text. Writers may request 

approval of such modification prior to publication. No editori-

al commentary will be published without citing the source.  

4. All original sources will be credited; material used with per-

mission from other sources will identify and credit that 

source, and note any approved modifications from original.  

5. All items submitted to the appropriate editors/chairs for inclu-

sion in a publication are subject to acceptance or rejection at 

the editor’s discretion. Long articles may be returned to the 

writer for revision or condensing. Every effort will be made to 

insure the content of any WSPA publication provides a bal-

anced viewpoint and that space is allotted for member re-

sponse.  

6. Material that appears in WSPA publications may not always 

represent official organization policy. Statements of policy of 

Executive Board positions will be so identified.  

7. Editorial statements and subjective reviews should reflect 

ethical and professional standards. Comments that might be 

offensive, personal, or reckless will not be published or will 

be returned to the writer for appropriate revision.  

8. All editorial material distributed by WSPA will be reviewed 

by the chair of publications or designee to assure adherence to 

this policy and to provide consultation regarding publication.  
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bership.   

The opinions and products, including advertising, class/

workshop notices, and job announcements, appearing in this 

newsletter do not necessarily indicate official sanction, pro-

motion, or endorsement on the part of the newsletter or the 

Wisconsin School Psychologists Association, Inc.  Articles, 

announcements, and letters should be submitted to the Edi-

tor, Jennifer Kamke Black, N4212 Townline Rd., Shawano, 

WI  54166, 715-524-4180 (home), 715-526-2175 x1106 

(work), e-mail: kamkeblj@shawanoschools.com.   RE-

MINDER: regional chapters may receive a stipend of $75/

year for submitting an article about their region to the news-

letter.  

 Deadlines for receipt of material by the editor:   
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President’s Message  
by John Humphries 

ISPA Conference 

June 24th-27th. 2015 
The 37th International School Psychology Association (ISPA) conference will take place from June 24th-27th, 2015. The 

conference will be held at Mackenzie University in São Paulo, Brazil. ISPA will co-host the 2015 Conference with the Brazilian 

Association of School and Educational Psychologists. The theme of the conference is: Schools for All: Public Policies and the 

Practice of Psychologists. More information, including a call for presentations, can be found on the ISPA website: 

www.ispaweb.org<http://www.ispaweb.org/> in the coming months. 

Continuing Your Support of WSPA 
Thank you for being a WSPA member this year and supporting the important work that WSPA does advocating for school 

psychologists in Wisconsin and for all that they do for students, families, and schools.  To ensure that WSPA continues to be 

able to support you and the work you do, please put the renewal of your WSPA membership on your list of things to do when 

you return to work in the fall. 

The current WSPA membership year runs from September 2014 to September 2015.  You can renew your membership for 

next year (September 2015 to September 2016) any time after July 1st, 2015.  Memberships can be renewed online at 

www.wspaonline.net or by printing out the membership form from the website and mailing it to:  Kim Knesting-Lund, WSPA 

Membership; Department of Psychology; UW-Whitewater; 800 W. Main Street; Whitewater, WI  53190.   

By the time you read this, summer will be in full 

swing and all those spring IEPs will be written, re-

viewed, and sent off to parents in preparation for next 

year. It’s been a great honor to serve as President this 

year and I look forward to my ongoing work with 

WSPA. 

We have an important 2 days coming up June 16

-17 for Long Range Planning. All WSPA members 

are welcome to join us. We will be tackling a number 

of important issues facing the organization. These include: 

 A bylaw change proposal to give the board guidance 

about how much money to keep in the bank. WSPA 

spends about $30,000/year, and we have about $60,000 

in checking and money market accounts as of this writ-

ing. Just as a school district has a fund balance, we need 

to have reserves, but how much? Districts usually have 

about 25% of a year’s expenses in reserve, and while I 

think that is somewhat low for WSPA because our in-

come varies (mostly based on the success of our confer-

ences), I also think we ought to be expanding services to 

members. I was recently in CESA 6 to visit with their 

psychologists network, and the group there had some 

great ideas that I have heard before—webcasts of work-

shops from the conference and other PD opportunities 

that don’t require you to leave the district. These take 

planning and resources and would be excellent ways to 

spend membership dollars. Please let me or any other 

board member know how you feel about WSPA’s cash 

reserves and what an appropriate amount should be. 

 A change to the Board Operations Manual that 

would create anonymous conference workshop 

evaluations. Cur rently, workshop evaluation 

forms are also used to document your attendance at a 

conference presentation—if you want NASP or Grad 

credits, you need to sign your evaluation form. This 

created a situation where members of the conference 

committee had concerns about sharing the evaluation 

information within a deadline requested by the exec-

utive committee. I have asked the conference com-

mittee to create a proposal that would separate the eval-

uative function of the forms from the attendance func-

tion, and to be prepared to share the information with 

the executives within a few weeks of the conference. I 

look forward to the proposal. 

 Plan 20/20, our strategic planning process for 2015-

2020. I have collected input from Board members and 

we had a session at the spring conference to gather in-

formation. The board will finalize our next 5-year strate-

gic plan in June. Any feedback about strategic directions 

would be great! 

Finally, we are in the end stages of planning for the fall 

conference. I am hopeful that my President’s Strand on Clos-

ing Achievement Gaps will continue to meet the needs of 

school psychologists engaged in this critical work. We’ve 

had excellent presentations by Amanda Van Der Hayden on 

math interventions, and Ted Christ on progress monitoring. I 

look forward to more great speakers this year, with possibili-

ties including Heather George from Florida, Jack Fletcher 

from Houston, and Amy Mahlke on RtI for written language. 

See you in October in Middleton, and have an awesome 

summer break! 

Upcoming Events 
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WSPA Board Meeting at Long Range Planning 

Know Someone Looking to Learn about ASD this Summer?  …Or, Someone 

Looking for 2 Credits?  
By Betty DeBoer, University of Wisconsin-La Crosse 

 

Many of us work with school personnel who do not have a base knowledge in autism but 

nonetheless work with students with autism.  

Chileda and the University of Wisconsin-La Crosse are again collaborating to offer an in-

tensive 1-week on campus certificate program, June 22-June 26, 2015, to provide participants 

with a base in autism.  Participants can either earn a certificate only or, for an additional cost, 

participants can earn the certificate, complete additional assignments and also earn 2 credits 

from the University of Wisconsin-La Crosse.  I teach 2 small sections of this course and am the 

instructor of record for the 2-credit option for those needing credit for licensure. 

Please feel free to pass this on to people who may be interested or to staff (like principals, 

special ed directors or special ed teachers) who may know people that may be interested. This 

certificate program is appropriate for teachers, paraprofessionals, speech therapists, OT's, PT's, 

paraprofessionals, school psychologists, administrators, and parents.  

 

 Here is the link should you be interested or know anyone who may be. 

http://chileda.org/asd-certificate-program/ 

Consider attending the WSPA board meeting and/

or LRP June 16 and 17 at Cedar Valley (5349 County Road 

D,West Bend, WI 53090) and be a part of the behind-the-

scenes action! The board meeting will be held Tuesday June 

17.   

Here is the tentative schedule:  

June 15: Ar r ive 4 PM for  execs, manager , other  interest-

ed parties 

Check-in, dinner, meeting @ 5:00 PM 

June 16 

6:30 AM Fun Run/Walk: meet in lobby 

7:30 Breakfast 

8:00-9:45 Any folks from Tuesday night will continue 

that agenda 

9:30 AM, All others arrive, check in, get organized and 

ready 

10:00-12:00 Plan 20/20 confirm focus areas, create meas-

urable objectives, conclude process 

12:00-1:00 Lunch, naps, walks, yoga 

1:00-3:00 Bylaw and handbook changes: review/discuss 

proposals from execs 

3:00-3:30 Break 

3:30-5:30 Action plans and budget prep review (and 

modifications if necessary) 

6:00-? Cookout, volleyball, BYOB, social committee 

activities, sundaes?, bonfire 

June 17: Full board 

6:30 AM Fun Run/Walk: meet in lobby 

7:30 Breakfast 

8:00-10:00 Board meeting first set 

10:00-10:30 Break/checkout 

10:30-12:30 Board meeting second set 

12:30-1:00 Lunch and departure 

 

Please contact Kristi Thoreson 

 at wspamanager@gmail.com or 715-490-8333 if you would 

like to attend any or all of LRP and the board meeting. 

http://chileda.org/asd-certificate-program/
mailto:wspamanager@gmail.com
tel:715-490-8333
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DPI Update  

The Office of Children’s Mental Health 
By Kathryn L. Bush, PhD 

School Psychology Consultant-Wisconsin Department of Public Instruction 
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The Wisconsin Office of Children’s Mental Health 

(OCMH) was created as part of a gubernatorial and legisla-

tive mental health initiative outlined in 2013’s Act 20.   Eliz-

abeth Hudson was appointed by Governor Walker to head 

the organization, and seasoned professionals took on the 

roles of Operations’ Lead (Kim Eithun), Family Relations 

Coordinator (Joann Stephens), and research analysts (Kate 

McCoy and S. Jim Huang).   

Unmet and under-met mental health service needs pro-

pelled Wisconsin toward action.  The Office of Children’s 

Mental Health was charged with : 

 Improving children and families’ access to services, 

with a focus on resources provided by the Wisconsin 

Departments of Health Services, Children and Families, 

Public Instruction, Corrections and others; 

 Facilitating communication with all relevant agencies, 

promoting coordination initiative and monitoring pro-

gram outcomes focused on children’s mental health;  

 Supporting administrative efficiencies to reduce duplica-

tion of efforts. 

The OCMH’s work took shape this year.  Major challenges 

were identified: 

 A shortage of mental health providers both in the com-

munity and in schools 

 High rates of children’s psychiatric hospitalization 

 High rates of sanctions for children with mental health 

issues 

 A youth suicide rate 40% higher than the national aver-

age,  

 Pronounced racial disparities in school discipline, spe-

cial education identification,  juvenile detentions, and 

foster care placements. 

 Using a MultiLevel System of Support framework, 

adapted from the familiar models seen in Wisconsin 

schools, which were adapted from the public health 

model or population based model, the model calls for a 

shift in perspective from clinical intervention primarily 

to a public health approach;  from a one-system-at-a-

time approach to one which promotes collaborative, 



Trainers’ Corner 
Student Researchers and Future School Psychologists 

Christine Neddenriep, UW-Whitewater 

Professional Preparation and Training Representative 

At the spring convention, students were highly visible 

participating in various aspects of the convention. Ten stu-

dents representing UW-La Crosse, nine students representing 

UW-Whitewater, and one student representing UW-Stout 

presented their research. A wide variety of topics were pre-

sented including best practices in concussion management, 

evaluating the use of first language in literacy instruction for 

English Language Learners, using mystery motivators as an 

interdependent group contingency to reduce disruptive be-

haviors, and evaluating the sensitivity and specificity of two 

mental-wellness screeners. The poster session was juried and 

several WSPA members graciously provided feedback to the 

students regarding their presentations. The Outstanding Post-

er Award was given to Elizabeth Knutson of UW-LaCrosse 

for her poster titled, “Suicide Prevention: Do We Use Tech-

nology to Help Adolescents?” Please see picture below. 

Students also participated in a panel discussion titled, 

“You’re Hired!”: Tips to a Successful First Year as a School 

Psychologist. Panelists included Michelle Boyer, Delavan-

Darien School District; Todd Hrenak, School District of New 

Berlin; Ron McPhail, School District of Crandon; Joe Mon-

roe, School District of Monroe; Amanda Myers, Madison 

Metropolitan School District; Greg Nyen, Stevens Point Ar-

ea Public School District; Sara Soleymani-Alizadeh, Mil-

waukee Public Schools; and Marci Walker, CESA 10. They 

provided invaluable information regarding applying, inter-

viewing, accepting, and being successful in the first year of 

employment as a school psychologist. The session was very 

well received, and the students and I are very appreciative of 

the panel’s expert contributions to the success of the session. 

As always, I welcome your input and feedback regard-

ing professional preparation and training. Please feel free to 

contact me at neddenrc@uww.edu with your comments or 

questions. 

Elizabeth Knutson, UW-LaCrosse Presenting  

synergistic programming  across systems;  

 

From family-receiving to family driven.  The bottom 

rung of the conceptual framework calls for programs that 

promote safe, stable, nurturing families and communities.  

For more information about last year’s discoveries, innova-

tions and vision, please review the Office of Children’s Men-

tal Health 2014 Report to the Wisconsin Legislature (http://

sspw.dpi.wi.gov/sites/default/files/imce/sspw/pdf/

mhchildrensmentalhealthreport2014.pdf). 

The driving framework for systems change is called 

Collective Impact.  The Collective Impact framework facili-

tates a collective understanding of highly complex social 

problems across stakeholders, agencies and systems.  Since 

last year, the Department of Public Instruction has engaged 

in the Collective Impact process with others gathered by the 

Office of Children’s Mental Health.   Three goals recently 

have been identified, although the exact language of these 

goals is still being word-smithed: 

The workgroups will focus on: 

1) Building resilience through culture change 

2) Improving child-serving systems through trauma informed organizational change 

3) Improving access to mental health services (community and schools) 

 

Workgroups will meet monthly for 2 hours or so, with the location to be determined, likely in the Madison area.  If you are 

interested or know people who would be strong contributors, contact me at 608-266-1999 or kathryn.bush@dpi.wi.gov.  
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NASP News 
Robert J. Dixon, PhD, NCSP 

Wisconsin School Psychology Leaders Are Needed! 
Want to make a difference in school psychology in Wisconsin? Consider being part of the WSPA board! WSPA always 

welcomes board participation by our members. Consider serving on a committee, being a regional representative for the school 

psychologists in your area or serving as an elected officer. Your participation helps shape WSPA conferences, inform public 

policy, advocate for school psychology, and drive the services that WSPA provides for members. Mileage reimbursement for 

attending board meetings. Board meetings occur four times a year: one at fall conference, one online meeting in the winter, one 

at spring conference, and one at long-range planning in summer.  

 

To express interest or find out more about actively participating in WSPA contact Kristi Thoreson, WSPA Association 

Manager atwspamanager@gmail.com or call 715-490-8333.  

Greetings. The snow has melted and spring is in the air – 

finally! There have been a lot of things that have happened at 

NASP in the last couple of months and more things in the 

future. As for NASP, there was an inspirational keynote by 

former Representative Patrick Kennedy to begin the Annual 

Convention in Orlando, FL.  The focus was on mental health 

and how it was just as important as physical health. Sitting in 

the third row, almost front and center, was a treat as his 

voice just boomed. If you missed the presentation, you are in 

luck as you can see it on the NASP Convention website. At 

the same location, you can download hundreds of handouts 

from the presentations that took place over the four days. 

The NASP Regional meeting has shifted from the Fall to 

occur at the end of the convention. This year, Betty DeBoer 

and Lisa Hanson-Roche joined me to represent WSPA at this 

important Board-Building event. With state associations 

from all over the nation, we took advantage of this and had 

the opportunity to meet with similar sized states. This led to 

discussions to understand common challenges as well as 

hearing the success stories of meeting those challenges. If 

you have any desire to join the Wisconsin contingent next 

year in New Orleans, please let me know. One of the high-

lights was attending the President’s Reception where two 

Wisconsinites were honored with Presidential Citations – 

Chris Peterson for leadership in her role of Chair of Profes-

sional Development and Rob Dixon for service to NASP. 

Both are pictured with NASP President Steve Brock. Wis-

consin certainly has strong connections to NASP and we 

look forward to Todd Savage taking over the leadership reins 

in July. 

 

Speaking of July, the NASP Summer Conference is 

coming to Milwaukee July 6-8 at the Potawatomi Casino 

Hotel. These sessions are directed to the practitioner and 

delivered by national experts. You can earn up to 18 NASP- 

and APA-approved continuing professional development 

credits. In addition, WSPA is coordinating a graduate credit 

through UW-La Crosse. The Milwaukee site will also offer 

PREPaRE Trainer of Trainers (TOT) workshops.  If you 

want even more professional development this summer, 

there is a different slate of presenters in Atlantic City on July 

20-22. In addition to the speakers, there will be a full slate of 

PREPaRE offered – PREPaRE I, PREPaRE II, and TOT. 

More information, as well as registration, is available on the 

NASP website: http://www.nasponline.org/conventions/

summer-conferences/index.aspx 

 

Finally, NASP is initiating a new Leadership Committee 

designed to seek out individuals that are interested in volun-

teering their time and talents for NASP in various ways. If 

you are interested in giving back to the profession on a na-

tional level, please let me know and I will forward your 

name to the committee.  
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Wisconsin RtI Center: Tools for Review and Future Planning 
Reflecting on the Past Year 

This time of year, schools are most likely immersed in 

final evaluations for the entire year. It’s a time to both recog-

nize and acknowledge the hard work put in over the last 

year, and also learn from the data in order to move forward. 

Roles vary so significantly that every school psychologist’s 

contribution is different. No matter what the role, it is a time 

for reflection and forward planning. The Wisconsin RtI Cen-

ter is dedicated to helping all schools across the state in im-

plementing a culturally responsive multi-level system of 

support. This article will share some tools that can be used to 

reflect on the past year, and make informed plans moving 

forward. 

To reflect meaningfully on the past year, here are sever-

al questions a practitioner might ask him or herself:  

 Is the school examining the successes of a universal 

core?   

 Is core instruction being relevant to all students?  

 Is the school meeting the needs of all students?  

 Is the school getting the intended results from inter-

ventions?   

 Are the interventions targeting specific needs? 

 Are the interventions targeting what they’re supposed 

to do?  

 What has the school identified as current victories, 

challenges, or obstacles in moving the system for-

ward?  

Tools You Can Use to Improve 

In a world of continuous improvement, schools want to 

be aware of tools that are available to them as they analyze 

their data in order to move forward. The Wisconsin RtI Cen-

ter has developed many supports for schools, no matter what 

the current stage of implementation of a culturally respon-

sive multi-level system of support.  

Starting Out 

 Academic Framework 

 PBIS Framework 

On the Journey 

 Academic Implementation Tools 

 Academic – What’s Popular 

 PBIS Tools 

Assessment of the System 

 Academic System Implementation Assessments 

 PBIS System Implementation Assessments 

Looking Ahead 

Looking ahead to next year, schools will use data gath-

ered from the tools as they make plans. The data gathered - 

along with other evidence - will support decision making and 

continuous improvement. Along with myriad online tools, 

the Wisconsin RtI Center is dedicated to helping schools 

implement and sustain a culturally responsive multi-level 

system of support. We provide low-cost, regional events for 

training relative to integrated topics of implementation, 

along with academic- and behavior-specific training. In addi-

tion, we have post-training regional technical assistance co-

ordinators throughout the state who are ready to support 

schools.  

WSPA Children's Services Grant Winner Thanks WSPA 
by Dawn Bleimehl 

 

This year our pupil services department has worked together to continue to 

improve upon our Safe Schools Initiative.  The majority of our focus has 

been on anti-bullying initiatives.  We have designated the first Wednesday of 

each month as our blue shirt day to continue efforts made from national bul-

lying day in October each day.  We have also created an online bullying re-

port form for staff, students and parents to use to report instances of bully-

ing.  We were very grateful that we had received the Children Services 

Grant.  We were able to put that money towards bringing in Jim Jelinske to 

present to our 3 - 6 grade students at our five elementary schools and also 

present to the parents in our district in the evening.  Mr. Jelinske was able to 

provide the real life effects and examples of bullying, and most importantly 

the skills for students and parents to use to respond to such situations.  Mr. 

Jelinske was very well received by parents, students and staff.  We are very 

thankful to WSPA and the Children Services Grant committee that we were 

able to have this opportunity.  

http://www.wisconsinrticenter.org/administrators/getting-started.html
http://www.wisconsinpbisnetwork.org/coaches/getting-started.html
http://www.wisconsinrticenter.org/educators/rti-in-action/tools.html
http://www.wisconsinrticenter.org/educators/popular-resources.html
http://www.wisconsinpbisnetwork.org/educators/resources.html
http://www.wisconsinrticenter.org/educators/rti-in-action/self-assessment-tools.html
https://www.pbisapps.org/Pages/Default.aspx
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WSPA Spring Summary 
By Todd Hrenak and Chris Birr 

At the 2014 Fall WSPA Convention, Dr. Christ deliv-

ered an hour and a half presentation regarding progress mon-

itoring and the current knowns and unknowns. The main 

themes from that presentation were:  

 CBM for benchmark and screening is well documented 

and has a substantial amount research to support the 

practice. 

 CBM used from monitoring progress is probably a good 

idea but lacks conclusive evidence at this point.  

 Duration of monitoring is most important rather than 

frequency or intensity of monitoring 

Due to the depth and complexity of the information pre-

sented, many felt a follow up or more in depth presentation 

would be beneficial. Dr. Christ returned to deliver the pre-

conference, a full day workshop in Stevens Point. Based on 

this presentation, the following are offered as a summary of 

the main points Dr. Christ presented to guide delivery and 

interpretation of progress monitoring. Handouts are available 

here: http://www.uwlax.edu/conted/wspa/spring.html 

Once again, Dr. Christ delivered an impressive presenta-

tion on progress monitoring.  He highlighted the technical 

and psychometric aspects surrounding progress monitoring 

and best practices in analyzing the data and graphs.  Christ 

emphasized that we, as school psychologists, should be ana-

lyzing the data through a combination of graphical or visual 

aides (baseline, level, goal line, trendline, variability in data, 

intervention/goal changes) and statistical aides.  The statisti-

cal aides not only include those mentioned in the visual aides 

but also include such things as the Standard Error of the Esti-

mate (SEE), Standard Deviation (SD), Standard Error of the 

Slope (SEb), and Ordinary Least Squares regression (OLS).  

This was the technical portion of his presentation that was 

explained thoroughly, however, needed a little time to pro-

cess to say the least.  To put it into an analogy, the visual 

aides or analysis is like seeing the forest and the statistical 

analysis is like seeing every branch in the forest, much more 

complex.  The reader is encouraged to read and study Dr. 

Christ’s handouts at the website listed above.. 

 

Some of the easier take-aways from the presentation: 
Assessment and Data Collection:  

 When using CBM for monitoring, be sure to use ‘high 

quality’ probes (Consult the  NCII or NCRTI tools chart 

to guide selection, examples used were aimsweb, 

easyCBM, FAST, DIBELSNext).  

 Collect two months of data or 12-14 data points- weekly 

measurement 

 Ensure standardization of procedures and environment 

 Judge the validity of the student’s performance. If a stu-

dent appears unmotivated, ill, etc, consider eliminating 

that data point and then administer another probe at a 

different time that week 

 At times, CBM alone may not be sensitive enough for 

decision making. Consider supplementing when measur-

ing specific skills (i.e. decoding cvc or cvce words) 

 

Data Analysis: 

 Trend line WITH Visual Analysis: Use both to analyze 

data. 

 Consider extremes- are the highs or lows representative 

of student performance?  

 Consider confidence intervals for CBM scores. Are 

scores within a range that is expected considering the 

standard error?  

 Dr. Shinn suggested that staff/teachers should be look-

ing at progress monitoring graphs on a weekly basis and 

should take no more than 15 minutes to visually analyze 

the data. 

 

Now to get more in depth...80/20- Variability in the data?   
Has anyone actually had a perfect linear line when visu-

ally analyzing the progress monitoring graph?  If you said, 

“Yes” then you encountered a very rare situation as most of 

us can attest to.  Christ (WSPA, 2015) stated that variability 

is expected, however, we should be cautious when there is an 

unusually large amount of variability. One way to help deter-

mine if the variability of the data may be a problem is to use 

the 80/20 rule.   

The 80/20 rule is a way to statistically analyze the varia-

bility in your data set and means that 80% of your data 

points are within a certain range compared to the trendline.  

To calculate this you would figure out what the average 

(mean) of all the data points and then multiply the average 

by .2 (20%).  This number would then be used to draw a line 

that is above and below the trendline by this number.  If 80% 

of your data points are within these two lines, surrounding 

the trendline, you can be confident that your trendline is reli-

able and not likely compromised by error.   

For example, a student had been progress monitored 

using Oral Reading probes and has the following data points 

(words read correct): 34, 45, 25, 37, 40, 47, 51, 38, 58, 52, 

57, and 61.  The average (mean) of this series is is 45 words 

read correct.  Take 45 times .2 (20%) and that equals 9.  

Next you would plot a line 9 points above and a line 9 points 

below the trendline.  If 80% of your data points are within 

the two lines surrounding the trendline than you can be con-

fident in your trendline.  If not, you would need to consider 

the causes of the variability, is the variability problematic, 

and then how to decrease the amount of variability.    

Christ suggested that you should take out a data point if 

it is an outlier and you have a logical reason to take this data 

point out.  Some reasons you would take out an outlier data 

point would be: student was sick, not engaged in the task, 

lack of motivation/effort, disruptive situation, etc.  If one of 

these occur, the testing should be invalidated and another 

probe should be given at a better time before the week ends. 

 

Progress monitoring, SLD evaluations, and what is 

“Reasonable?” 
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Dr. VanDerHeyden and Dr. Shapiro are both well-

known as experts in progress monitoring, making instruc-

tional decisions, and SLD evaluations.  They have also been 

presenters at recent WSPA Conventions.  For those school 

psychologists who have not heard about or do not have the 

book, The RTI Approach to Evaluating Learning Disabili-

ties, written by Kovaleski, VanDerHeyden, and Shapiro 

(2013), they should consider purchasing this due to it being 

an excellent resource, especially at this time.  One of the 

interesting section in the book (pgs. 148-151) suggests 

school problem-solving teams should determine what consti-

tutes a reasonable amount of time for the student to be in the 

proficient range (25th %ile or 50th %ile) after collecting 

baseline data.  This helps determine what the expected goal 

should be on the front end before starting any interventions 

and with closing the gap as the objective. 

What is a reasonable amount of time?  Is it 1 year to 

reach the 25th%ile for a student in Tier 3?  Is it 1.5 years to 

reach the 25th%ile?  Is it 1 year to reach the 50th%ile for a 

student in Tier 2? This is a conversation that staff may have 

to have in their districts.  The reason this is important is that 

if you can define what is a ‘reasonable amount of time’ to 

progress into the proficient range then this will not only help 

you determine SLD eligibility criteria but will also help set 

up goals for students.   

For instance, a district determined that 1.5 years is a 

reasonable amount of time for a student to be proficient at 

the 25th %ile.  A third grade student was assessed using Oral 

Reading probes with AIMSweb and found that the student 

was reading 30 words correct in a minute in the Fall as their 

baseline.  School psychologists, can use this information to 

compute what Rate of Improvement (ROI) would be needed 

for the student to be in the proficient range (25th %ile) in 1.5 

years by using the formula: 

Y= Bo + B1(X).   

 Y would equal the 25th%ile norm that is 1.5 years from 

the time of the baseline, which would be the 25th%ile 

for 4th grade Winter norms (Y= 101).   

 Bo would equal the baseline assessment score (Bo= 30).   

 X would equal the number of weeks that had been deter-

mined is reasonable, which is 1.5 years or 54 weeks.  

One school year is 36 weeks.   

 B1 is the Rate of Improvement (ROI) that you would 

need the student to maintain in order to meet their goal 

and close the gap in a ‘reasonable amount of time.’   

 

So, you would have the following equation, 101= 30 + 

B1(54).  B1 (ROI) would equal 1.31 words correct per mi-

nute.  Problem solving teams could use this as a way to cre-

ate goals for students in interventions, instructional decision 

rules, and eligibility decisions for SLD based on ROI.  This 

method could be used for other probes using the probe spe-

cific norms depending on what progress monitoring tool is 

being used in your district.   

There are other ways goals could be set such as using 

1.5 words read correctly per week for Oral Reading probes.  

In general, 1.25 or 1.5 times the ROI as a general guide on 

making goals for all probes. Using 1.25 or 1.5 indicates that 

the expectation is that student performance will exceed typi-

cal performance by 125% or 150% due to increased intensity 

and more targeted instruction.  AIMSweb provides a guide 

on how to create goals for those districts have this tool.   

 

Dr. Mark Shinn at WSPA: 

Who hasn’t heard the song “It’s All About That Bass?”  

Well, at the Spring 2015 WSPA conference Dr. Shinn indi-

cated that we should look at progress monitoring as if it was 

“All About Those Basic Skills!”  Dr. Shinn’s message is a 

good one at a time that we, as school psychologists, are in 

the position to promote and train staff about progress moni-

toring in our schools and districts.   Districts around the state 

are using some type of progress monitoring tool such as 

AIMSweb, FAST, easyCBM, and DIBELSnext.   

These tools use Curriculum-Based Measurement (CBM) 

probes that are General Outcome Measures (GOM).  These 

GOM’s or CBM’s are indicators of general basic skills that 

allow us to make important statements about students’ read-

ing, spelling, written expression, and mathematics computa-

tion skills (AIMSweb, 2002).  This is important to know and 

remember when talking with staff in your school and district.  

How many times have we encountered a staff member ques-

tioning the progress monitoring data and saying, “How does 

this data relate to the standards, core instruction, or the inter-

vention?”  As school psychologists, we need to acknowledge 

the strengths and limitations when discussing CBM and 

GOM’s and be good at ‘selling’ why CBM’s are important.  

Yes, it is true CBM’s do not assess every standard or all of 

the core instruction, however, it can offer some really im-

portant information about the students basic skills.  This is 

what they were designed to do.  

Jay McTighe and Grant Wiggins (2012) wrote From 

Common Core Standards to Curriculum: Five Big Ideas and 

are also known for developing Understanding by Design.  In 

this article they explain that curriculum and standards have 

‘rich tasks’ that are embedded throughout them.  These ‘rich 

tasks’ are essential, but are just one part of the standards or 

curriculum.  They stated, “Often, several standards can be 

addressed by a single rich task.”  Shinn (2012) in a White 

Paper, written for AIMSweb, he stated that CBM’s are based 

on rich tasks that are validated as “vital signs” or 

“indicators” of general basic skill outcomes like general 

reading ability or writing ability.  Dr. Shinn emphasized that 

CBM’s have 30 plus years of research to support the use of 

them.  He also provided an analogy that CBM’s are like 

measuring height and weight when a child goes to thier phy-

sician.  After the physician checks the child’s height and 

weight they use this information as vital signs of develop-

ment that could be possible indicators of a problem.  It 

should be noted that Dr. Shinn helped develop AIMSweb.  

The AIMSweb Training Manual (2002) cited a list of im-

portant features of CBM/GOM’s.  A summary is below: 

1. Designed to be “signs” of general achievement. 

2. Are standardized tests. 

3. Are researched with respect to psychometric properties 

of validity and reliability. 

4. Are sensitive to improvement in short periods of time. 

5. Are designed to be short as possible. 

6. are linked to decision making for promoting positive 

achievement. 
11 



Promoting Evidence-based Practices 
Spotlight on: Collaborative for Academic, Social, and Emotional Learning (CASEL) 

By Christine Peterson 

Website address: http://www.casel.org/ 

The Collaborative for Academic, Social, and 

Emotional Learning (CASEL) is the nation’s leading 

organization advancing the development of academic, 

social and emotional competence for all students. 

From the website: “Our mission is to help make evi-

dence-based social and emotional learning (SEL) an 

integral part of education from preschool through high 

school. Through research, practice and policy, CASEL 

collaborates to ensure all students become knowledge-

able, responsible, caring and contributing members of 

society.” 

CASEL’s website provides introductory infor-

mation to help users understand the essential concepts 

behind social-emotional learning, as well as a variety 

of evidence-based resource links, including research 

and policy related topics. Clink on the  “SEL in Ac-

tion” link to view videos and  success stories. 
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School Crisis Prevention and Intervention Highlight: 

Should Your School Conduct Active Shooter or Armed Assailant Drills?  
Additional guidance on the NASP/NASRO best practice considerations document. 

Scott Woitaszewski & Betty DeBoer 

Recent Sentinel articles have included summaries of 

how understanding nationwide school crisis trends and local 

vulnerability data can guide how schools prepare for crisis 

events (Woitaszewski, 2014; DeBoer & Woitaszewski, 

2015). Cautions about “fear-based” decision-making were 

noted in those articles and data-based decision-making was 

encouraged as a critical skill and process.  

This article continues that emphasis and provides guid-

ance related to school intruder or “armed assailant” drills in 

schools. Such drills are not required in Wisconsin but they 

are mandated in at least six states (AK, IL, MO, NJ, OK, & 

TN) and the practice appears to be gaining support in many 

other locations. Unfortunately, little is known about the ben-

efits and drawbacks of armed assailant drills and little or no 

guidance has been offered on how to conduct them effective-

ly and safely. To address this shortcoming, the National As-

sociation of School Psychologists and the National Associa-

tion of School Resources Officers weighed in on the issue by 

collaboratively creating a document of best practice consid-

erations for conducting armed assailant drills (NASP/

NASRO, 2014). A free pdf of that document is available at: 

http://www.nasponline.org/resources/handouts/

BP_Armed_Assailant_Drills.pdf. Given school-intruders 

may use a variety of weapons (not just guns), the term 

“armed assailant” is used instead of “school shooters” in the 

NASP/NASRO document and throughout the remainder of 

this article. 

Before commenting on the content of the document, it is 

vital for readers to understand why the document was created 

in the first place. NASP & NASRO did not create it as a way 

to encourage schools to conduct armed assailant drills. They 

are not implying that all schools should conduct armed as-

sailant drills nor are they suggesting it is a best practice. Ra-

ther, the document reflects recognition and concern that such 

drills have been going on already, often without guidance or 

consideration of the psychological risks and benefits. Read-

ers are encouraged to view the document as cautionary assis-

tance for those schools that do choose to conduct armed as-

sailant drills. Key components of the 19-page document are 

summarized next. 

 

Important Data (or lack thereof) 

User beware. The armed assailant dr ill document 

clearly notes that “…at present there is no empirical 

research regarding school-based armed assailant drills 

(NASP/NASRO, 2014, p. 5).” While it is possible armed 

assailant drills do have some value, it is also quite possi-

ble armed assailant drills may cause more harm than 

good. Simply put, school leaders who choose to conduct 

armed assailant drills are choosing to make a non-data-

based decision. 

Schools are safe.  While all violence in schools is tragic, 

schools are safer than nearly any other setting in Ameri-

ca. Cornell (2015) noted that young people are about 50 

times more likely to be shot or killed in non-school set-

tings. Offering additional perspective, Cornell stated that 

“with an average of 21 student homicides distributed 

across 125,000 schools, the typical U.S. school can ex-

pect a student to be murdered about once every 6000 

years” (p. 380). Given these data trends, schools are 

encouraged to conduct careful vulnerability assessments 

prior to ever considering an armed assailant drill. Even 

if armed assailant drills might have some benefit, they 

are not likely to be necessary for most schools.  

Allocate crisis resources where they are needed most. 

The use of significant resources (e.g., time, money, staff 

professional development offerings) on armed assailant 

drills may distract schools from more common issues 

and/or reduce opportunities for more necessary staff 

development. For example, nearly 8% of high school 

seniors report having attempted suicide in the last 12 

months and, in 2010, nearly 5,000 young people aged 10

-24 died by suicide (Lieberman, Poland & Kornfeld, 

2013). In a data-informed school crisis model, preven-

tion and intervention related to the most common crises 

must be prioritized. 

 

If, after careful review of the above considerations, you 

choose to move forward with conducting armed assailant 

drills in your school, the following cautions are warranted: 

 

Start with basic low-cost and discussion-based drills. 

Evaluate needs and move toward more stressful simula-

tions (e.g., functional or full-scale drills) only as needed. 

Prepare and educate drill participants in advance. Un-

announced armed assailant drills in the workplace have 

led to lawsuits due to emotional and physical trauma 

(Frosch, 2014). NASP/NASRO (2014) noted that “For 

some participants, this intense exposure and practice 

may empower them with experience, options, and a 

sense of control. For others, this type of drill may be 

emotionally traumatic” (p. 6). Be ready for highly varied 

reactions from students and staff. 

Allow staff and students to opt out. Par ticipation in 

advanced or functional armed assailant drills can be 

extremely stressful. Individuals with prior trauma histo-

ries or other vulnerabilities may not be good candidates 

for participation. Avoid mandatory participation and 

offer less-sensorial alternatives (e.g., table-top discus-

sions) for those who do opt-out, ensuring they still un-

derstand the school’s plan for the emergency. 

Prioritize Lockdown. If your  school chooses to train 

students or staff in Run-Hide-Fight or ALICE (i.e., 

“options-based” armed assailant procedures) lockdown 

should remain the strategy of choice in most scenarios. 

Students involved in lockdown drills have reported feel-

ing better prepared to respond to school crises, lower 

anxiety, and lower levels of at-risk feelings (Zhe & 
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Graduate Students Compete in (First Annual) Karaoke Challenge 
Robert J. Dixon, PhD, NCSP 

It started slowly due to the late Badgers game 

(victorious over UNC!), but once it started, there was no 

holding it back. Four graduate student cohorts stepped to the 

mikes and vied for the WSPA Spirit Award in a sing off 

challenge. Participants were the 1st and 2nd year cohorts at La 

Crosse and the 1st and 2nd year cohorts at Whitewater. 

(Obviously there is plenty of room for additional cohorts to 

join in the competition next year – the alumni of all the ab-

sent programs have vowed to recruit from their schools for 

next year.) The participating graduate students approached 

this task of creativity with their usual flair of meeting and 

exceeding expectations! The lyrics to the original tunes are 

for three of the groups are below. UWW 2nd years donned 

matching shirts and ball caps, called themselves the Qual-

trics, and sang Uptown Funk. 

While the 1st year La Crosse cohort managed to capture 

the trophy – in part due to creative lyrics, participation and 

props. Across all four groups, everyone in the room was im-

pressed and inspired. In fact, the calls for a “Practitioner” 

division for next year leads one to suspect that this will be 

the first of many annual challenges.  

UWL 1st Year Cohort – Champions! 

Shown holding their Props!  

Nickerson, 2007).  

 

Adults must model critical skills. “Students look to fac-

ulty and staff—the designated trusted adults on site—for 

direction and guidance. When adults are well-trained 

and stay calm, the students will follow and gain confi-

dence and ability.” (NASP/NASRO, 2014, p. 6). This 

will be particularly important when conducting highly 

stressful drills. 

Provide access to mental health support. School-based 

mental health professionals must be available before, 

during, and after conducting armed assailant drills. 

Careful assessment of drill participant reactions is nec-

essary. 

 

It is natural to react to tragic school shootings with fear, 

anxiety, or anger. However, school leaders and school crisis 

teams are encouraged to proceed cautiously when consider-

ing school intruder or armed assailant drills. There is no re-

search supporting their effectiveness and they have great 

potential to cause trauma, especially when conducted hap-

hazardly. For most schools, armed assailant drills will not 

likely be a necessary priority. Even if employed, schools 

must not view armed assailant drill training as a means to 

becoming “fully crisis prepared.” As always, a comprehen-

sive school crisis model involving a full range of prevention, 

preparedness, and a tiered model of crisis interventions is 

encouraged (e.g., the PREPaRE model).  
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UWL - 1st Year’s Original lyrics to Hall and 
Oats “You Make My Dreams Come True” 

What I want, you’ve got 
Classes might be hard to handle 
But with some wine and a candle 
I just might make it by.  
Our program’s got stock, we can talk, and we’re 

here to flatter 
How our four faculty pull us all together 
And how, I can’t explain 
Oh yeah, well well you 
You make our dreams come true 
Well well you, oh yeah 
You make our dreams come true. Oh yeah, 
Before starting out, I might have been a dreamer 
Now all I invest in is coffee and creamer  
Because I’m up all night, yeah yeah 
Twist and shout the cramps out 
I’ve been typing for hours 
I’ve had to cut back on showers 
Because there’s just not time, oh yeah 
Well cause you...You make our dreams come true, 

oh yeah 
Well well you, ooo ooo ooo ooo 
You make our dreams come true, whoa yeah 
Listen to this, I’m glad we’re a te-e-e-am 

UWW 1st Years original lyrics written by 
Rebekah Hulse and sung to Gloria 
Gaynor’s “I will Survive” 

At first we were afraid, we were petrified 
Kept thinkin’ we could never make it through our 

first year 
But then we spend so many nights thinking this 

is where we belong 
And we grew strong, And we learned how to get 

along 
And now we’re back, for WSPA spring 
We just walked in to find you here ready to 

listen to us sing 
We learned lots of stuff today 
that will make us great school psychs 
Maybe tomorrow we’ll take the class, 

“supporting students with complex 
needs” 

Go on now go, use acronyms 
SLD, CBT, ‘Cause they don’t scare us anymore 
Why were we so worried about this year? 
Did we think we’d crumble? 
Did we think our world would go awry? 
Oh RTI, we will survive 
Oh as long as we know ten domains we know 

we’ll stay alive 
we’ve got all our lives to live 
and we’ve got all our reports to give 
And we’ll survive. We will survive. Hey, hey 
It took all the strength we had not to fall apart 
kept tryin’ hard to learn the rules of the updated 

WISC 
and we spent oh so many nights just reading 

research all night long 
we used to cry, but now we hold our heads up 

high 
and you see me, somebody new 
someone who’s really looking forward to year 

two 
and so we felt like dropping in to let you know 

that we are free 
come May 2016, will someone please hire me? 
Go on now go, use acronyms 
SLD , CBT, ‘Cause they don’t scare us anymore 
Why were we so worried about this year? 
Did we think we’d crumble? 

UWL 2nd Years original lyrics sung to R. 
Kelly’s classic tune: “Ignition 
(Remix)” 

Now usually I don’t do this but uh 
Go head’ on and break ‘em off with a lil’ 

preview of the remix 
No I'm not tryin to be rude, 
But hey girl I'm assessin’ you 
Those behaviors you do 
Remind me to use mindfulness tools 
That’s why I’m all up in yo files 
Tryina get a report compiled 
You must be an initial case 
The way you got me interpretin' 
So baby give me that TEMA, TEMA 
Lemme get that WISC, WISC 
Runnin' data through my door 
Bouncin on I-4s 
While they say on the walkie 
It’s the remix to cognition, tryna’ learn it from 

Dixon 
Tryin’ to keep on assessin without way too 

much stressin’ 
runnin’ on coffee and crumbs 
hit that ceiling im DONE! 
It's the freakin' weekend baby 
about to write some reports 
BASC, BASC, BASC, BASC, BASC, BASC, 

BASC... 
Now I'm not a one man show 
Collaborating fo sho 
Testing sign is on the door 
Til the students scream "no more" 
Girl I'm feelin' what you're feelin' 
No more hopin' and wishin' 
Response to intervention 
We're all about that prevention 
So baby give me that TEMA, TEMA 

But, this semester should be over by now 
I know, But you, Yeah Yeah 
You make our dreams come true 
(You-hoo, you, you-hoo, hoo, you, hoo) Oh 

yeah 
You make our dreams come true!! 
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by Lisa Hansen Roche 

Did we think our world would go awry? 
Oh RTI, we will survive 
Oh as long as we know ten domains we know we’ll 

stay alive 
we’ve got all our lives to live 
and we’ve got all our reports to give 
And we’ll survive. We will survive. Oh, 
Go on now go, use acronyms 
SLD , CBT, ‘Cause they don’t scare us anymore 
Why were we so worried about this year? 
Did we think we’d crumble? 
Did we think our world would go awry? 
Oh RTI, we will survive 
Oh as long as we know ten domains we know we’ll 

stay alive 
we’ve got all our lives to live 
and we’ve got all our reports to give 
And we’ll survive. We will survive. We will survive. 

Let me get that WISC, WISC 
Runnin' data through my door 
Bouncin on I-4s 
While they say on the walkie 
It's the remix to cognition, tryna' learn it from 

Dixon 
Tryin' to keep on assessin' without way too 

much stressin' 
Running on coffee and crumbs 
Hit that ceiling I'm DONE! 
It's the freakin' weekend 
Baby I'm about to write some reports 
504s for kids that need elevators 
we got food everywhere, because SPED 

always caters 
I got teachers to my left, parents on my right 
You put ‘em both together makin’ decisions 

all night 
Then after the referral it's eligibility 
Check the criteria, then the IEP meeting 
And round about 3 you gotta clear the hall-

way 
Then take it to your office and deescalate 

somebody 
So baby give me that TEMA, TEMA 
Let me get that WISC, WISC 
Runnin' data through my door 
Bouncin on I-4s 
While they say on the walkie 
It's the remix to cognition, tryna' learn it from 

Dixon 
Tryin' to keep on assessin' without way too 

much stressin' 
Running on coffee and crumbs 
Hit that ceiling I'm DONE! 
It's the freakin' weekend baby 
About to write some reports 
It's the remix to cognition, tryna' learn it from 

Dixon 
Tryin' to keep on assessin' without way too 

much stressin' 
Running on coffee and crumbs 
Hit that ceiling I'm DONE! 
It's the freakin' weekend 
Baby I'm about to write some reports 
BASC, BASC, BASC, BASC, BASC, BASC, 

BASC... 

 

 I attended the wonderful Public Policy Institute this 

summer, July 16th-18th and July 21st and 22nd. The option 

of the 5 day training was new this year. The first three days 

were the usual focus on Public Policy, advocating, and the 

Capitol Hill visit. The 2014 Theme was Supporting, Student 

Resilience in the Family, School and Community Policy and 

Practice Directions for the Nation. The extra two days fo-

cused on the Student Resiliency theme in a more in depth 

way with speakers who inspired us in ways to do this in our 

everyday work.  This five day training was one of the best 

experiences that I have had as a School Psychologist and I 

would highly recommend considering to go if you haven’t. I 

enjoyed meeting new people from across the nation in the 

field of School Psychology and interacting with some of our 

NASP leaders and students/staff from George Washington 

University folks.  This was an opportunity to learn from 

each other. The partnership between these two agencies pro-

vides a unique opportunity for all participants to learn about 

the foundational concepts driving educational policy, issues 

impacting school safety and wellness, and strategies for ef-

fective grassroots advocacy. I am still working through the 

resources and information I gathered to use in my everyday 

practice in schools. This summers focus will be on Creating 

Trauma Sensitive Schools: Supportive Policies & Practices 

for Learning. 2015 Public Policy Institute will be July 15-

17th for 3 day basic training and July 20-21 to add on for the 

5 day Advanced Training. It takes place at George Washing-

ton University, Washington D.C. www.nasponline.org/

advocacy/ppi/2015/index.aspx. Price information available 

on NASP’s website March 1st. 

 The Learning Objectives for 2014’s PPI training 

including the following: Historical and evolving Federal role 

in education - ESEA, NCLB and Beyond, School Reform in 

the 21st Century: Navigating the Road ahead. The 2014 

Children’s Budget: How do our nation’s children fare in the 

federal budget? Kids Count: The Status of America’s Chil-

dren Today and Tomorrow. Building Communities of Prac-

tice. Overview of the Capitol Experience. Federal Programs 

to Promote Safe and Healthy Students. Leading by Conven-

ing: The Power of Engagement. Behavior Support Programs 

for Improved Student Outcomes. Building Schools Where 

Children Thrive: Strengthening Risk Prevention and Psycho-

logical Resilience. Re-framing Resilience for Students with 

Challenging Lives. Professional Association Advocacy. 



A Review of Encopresis for the School Psychologist: Definition, Developmental 

Course, Prevalence, Etiological Formulations, and Assessment 
By 
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Jordan N. Simpson, B.S. 

Erika A. Lamoureux, B.A., University of Wisconsin-Eau Claire 

Angela Fontanini-Axelrod, Ph.D., NCSP, Eau Claire Area School District 

Pediatric illness impacts children well beyond biological 

symptoms. Within a broader ecological context, children 

with chronic health issues often experience problems involv-

ing behavioral, psychological, or social functioning. For ex-

ample, pediatric asthma, a condition common among school-

aged children, is responsible for high rates of school absen-

teeism and associated with lower adjustment scores on be-

havior rating scales (e.g., Child Behavior Checklist) and high 

rates of internalizing problems (e.g., anxiety, depressed 

mood) (Annett, 2004). Children with chronic health issues 

are also at risk for academic difficulties. Taras and Potts-

Datema (2005) reviewed research on the relationship be-

tween chronic health conditions in childhood, such as diabe-

tes, sickle cell anemia, and seizure disorders, and school per-

formance indicators and found that children with these con-

ditions were more likely to experience academic problems 

than their healthy peers. Other reviews of the literature have 

found high rates of school failure for students identified as 

Other Health Impaired through special education (Thies, 

1999).  

Fortunately, school psychologists are well positioned to 

engage multiple systems (e.g., child, family, health care, 

educational) to support children with chronic health condi-

tions who experience school-related problems (Power & 

Bradley-Klug, 2013). As part of that support, school psy-

chologists frequently provide consultation services to educa-

tional personnel and families that involve problem-solving, 

coordinating services, and information-sharing (Sheridan & 

Cowan, 2004). School psychologists can educate parents and 

staff about specific health conditions, problem-solve solu-

tions to health-related concerns, and serve as a liaison be-

tween the school and a student’s health care management 

team. However, school psychologists report being underpre-

pared to work with children with chronic health conditions 

and professional development needs are high in this area 

(Barraclough & Machek, 2010). To this end, the purpose of 

this paper is to review encopresis, a chronic health condition 

affecting between 1.5% and 7.5% of school-aged children, 

for school psychologists. Our aim is to provide information 

pertaining to the definition and developmental course, preva-

lence, etiology, and school-based assessment of encopresis. 

Definition, Prevalence, and Developmental Course of Enco-

presis 

The Diagnostic and Statistical Manual of Mental Disor-

ders – 5 (DSM-5; American Psychiatric Association [APA], 

2013) defines encopresis as repeated, voluntary or involun-

tary, passage of feces into inappropriate places (e.g., cloth-

ing, floor) at least once a month for at least 3 consecutive 

months for children with a chronological age (or equivalent 

developmental level) of at least 4 years. In addition, the pas-

sage of feces cannot be as a result of the physiological ef-

fects of a substance (e.g., laxative) or a general medical con-

dition, except as the condition might involve constipation. 

The DSM-5 specifies two subtypes of encopresis. Encopresis 

with constipation and incontinence overflow (retentive) often 

involves feces that are poorly formed (e.g., small and pebble-

like) with accidents occurring most often during the day. 

Encopresis without constipation and incontinence overflow  

(nonretentive) often involves feces that are normally formed 

(e.g., tubular, passing easily through the rectum) and con-

sistent. Fecal accidents of this subtype are less frequent and 

are often left in conspicuous locations. Encopresis with con-

stipation and incontinence overflow make up an overwhelm-

ing majority of cases and most of the empirical research on 

encopresis involves children with a history of constipation 

(Christopherson & Friman, 2010).  

Approximately 4% of 4-year old and 1.6% of 11- to 12-

year old children meet diagnostic criteria for encopresis with 

boys being 3 to 6 times more likely than girls to be affected 

(Abi-Hanna & Lake, 1998; Christopherson & Friman, 2010; 

van der Wal, Benninga, & Hirasing, 2005). Encopresis and 

constipation make up between 3 and 5% of primary care 

pediatric and 30% of pediatric gastroenterology referrals 

(Culbert & Banez, 2007; Loening-Baucke, 1993). Up to one-

third of school-aged children experience constipation during 

any given year, with 35% of girls and 55% of boys who have 
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through and processing all the information I learned last 

summer. 



constipation reporting problems associated with encopresis 

(McGrath, Mellon, & Murphy, 2000). There does not appear 

to be an association between encopresis and socioeconomic 

status, birth order, parental age, or family size (Har & Crof-

fie, 2010). Unlike other elimination disorders (e.g., nocturnal 

enuresis or bedwetting), which have high spontaneous remis-

sion rates, problems with constipation and encopresis often 

persist into adolescence despite attempts at treatment. Re-

search suggests that as many as 64% of children treated for 

constipation continue to experience problems with constipa-

tion into adolescence (Sutphen, Borowitz, Hutchinson, & 

Cox, 1995; Staiano, Andreotti, Greco, Basile, & Auricchio, 

1994). 

Etiological Formulations 

Between 90% and 95% of encopresis cases occur as a 

result of functional constipation (Friman, 2008). Functional 

constipation is a term used to describe constipation that is 

not directly related to an underlying physiological or ana-

tomic condition. Conversely, constipation due to an underly-

ing condition is termed organic. Specific etiologies associat-

ed with organic constipation include hypothyroidism, elec-

trolyte abnormalities, spinal cord anomalies, (e.g., spina bifi-

da, myelemeningocele), cerebral palsy, and motility disor-

ders such as Hirsprung’s Disease (congenital absence of spe-

cific nerve cells in part or all of the colon). A thorough eval-

uation by a primary medical provider to exclude organic 

etiologies is important for treatment purposes. 

The development of functional constipation requires 

some mention of the alimentary tract, although a thorough 

discussion of the relevant physiology is beyond the scope of 

this paper and readers are referred to other sources for addi-

tional detail (i.e., Christopherson & Friman, 2004; Friman & 

Jones, 1998). The large intestine, or colon, serves to store, 

absorb fluid from, and empty waste. Peristalsis, a wavelike 

movement that progresses along the walls of the colon, aids 

in the emptying of waste. Retrograde peristalsis keeps the 

liquefied fecal matter that comes from the small intestine in 

contact with the colon walls to absorb fluid resulting in so-

lidification of the stool as it moves forward through the co-

lon and into the rectum. At this point, the involuntary inter-

nal sphincter opens, the individual directs the external 

sphincter via three muscle groups, and defecation (emptying 

of the bowels) begins.  

Insufficient intake of fiber and fluids along with high 

amounts of processed food in the diet frequently lead to re-

ductions in colonic motility or the muscle contractions that 

occur in the colon that propel fecal matter through the lower 

digestive tract. The role of dairy in the development of con-

stipation is controversial. For some people with an underly-

ing milk intolerance, symptoms of constipation improve after 

withdrawal of dairy products from the diet. Dry or hard 

stools are produced when an excess amount of moisture from 

fecal matter remaining in the colon for extended periods is 

absorbed, reducing colonic motility even more and leading to 

constipation (Christopherson & Friman, 2004; Friman & 

Jones, 1998). Chronic constipation typically results in fecal 

impaction, where the fecal matter becomes solid and immo-

bile, packing the colon and rectum tightly where the normal 

pushing action of the colon is not enough to pass the stool 

(Christopherson & Friman, 2004). In such circumstances, 

passed stools are uncomfortable and often painful for the 

child, and can lead to the development of painful fissures.  

Children experiencing painful bowel movements as a 

result of fecal impaction are likely to avoid having future 

bowel movements by withholding or refusing to the use the 

toilet (Friman, 2008). Consequently, more stool accumulates 

in the rectum and colon, becoming even more dry and hard 

and, thus, more difficult and painful to pass (Christopherson 

& Friman, 2004). Described as a learned-based resistance, 

this recurrent cycle reinforces the child to avoid having a 

bowel movement resulting in regular fecal accidents (Friman 

& Jones, 1998). Children who develop encopresis may de-

velop abnormal stretching and enlargement of muscles and 

nerves in the rectal area, which reduces the urge to have a 

bowel movement, possibly weakens the internal sphincter, 

and impacts the ability to voluntarily direct the external 

sphincter during defecation (Friman & Jones, 1998). Not 

being able to voluntarily control the external sphincter dur-

ing evacuation of the bowel will lead to uncontrolled passage 

of fecal matter. Additionally, decreased motility contributes 

to the seepage of liquefied fecal matter that may be mistaken 

for diarrhea despite the child being constipated (Friman & 

Jones, 1998). 

Psychopathology has been historically linked to enco-

presis (Friman & Jones, 1998). Specifically, emotional and 

behavior problems, and psychological variables (e.g., anxie-

ty, personality, poor parent-child relationship) have been 

implicated as causes of encopresis. However, there is not 

enough empirical research to suggest a causal relationship 

and, in fact, the existing literature tends to confirm the hy-

pothesis that behavior problems might be more of a conse-

quence rather than a cause of encopresis (Christopherson & 

Purvis, 2001; Friman & Jones, 1998). It is also worth men-

tioning that many practitioners believe encopresis is an indi-

cator of sexual abuse (Campbell, Cox, & Borowitz, 2009). 

However, most studies investigating the relationship between 

encopresis and sexual abuse do not include control groups 

making it difficult to establish differences between those 

children with encopresis who have been sexual abused and 

those who have not been sexually abused (Mellon, White-

side, & Friedrich, 2006). Practitioners are cautioned in using 

encopresis as an indicator for sexual abuse. 

Assessment 

While school psychologists are not likely to conduct a 

formal assessment of encopresis including and especially the 

physical examination, they are in a position to collect some 

information relevant to diagnosis and treatment. As a liaison 

between school and a child’s health care management team, 

the school psychologist could pass information collected at 

school on to relevant medical providers. For the school psy-

chologist, the initial encopresis assessment involves three 

specific domains. The first domain includes questions that 

assess the pathognomic nature of the presenting problems 

(i.e., signs or symptoms characteristic of a particular disease 

or condition). The second domain focuses on current and 

previous attempts at treatment, variables that might be ad-

justed during treatment, and parent and student motivation. 

The third domain involves screening for behavioral, emo-

tional, and/or psychological problems. This third domain is 

typically assessed using teacher, parent, and student inter-
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views, behavior rating scales (e.g., Behavior Assessment 

System for Children), and direct observation. School psy-

chologists should be familiar with these assessment methods. 

As a result, the remainder of this section will focus on the 

first two assessment domains.  

Questions designed to establish whether the encopresis 

is retentive (i.e., involves constipation and incontinence 

overflow) or nonretentive (i.e., does not involve constipation 

and incontinence overflow) make up most of the first do-

main. Friman and Jones (1998) suggested five questions that 

address symptom characteristics: (1) How long between 

bowel movements or fecal accidents? (2) What is the typical 

size of a bowel movement? (3) Does the fecal matter have a 

remarkably bad smell? (4) Are the stools painful or difficult 

to pass? (5) Can the child feel the sensation of having a bow-

el movement or passing fecal matter? Additional questions 

involve the general shape (e.g., pebble-like, tubular) and 

consistency (e.g., hard, soft, watery) of the stool. Three or 

more days between bowel movements, excessively large or 

small and pebble-like stools that have a rank odor, pain or 

discomfort while having bowel movements, and not feeling 

the passage of feces together or individually are suggestive 

of constipation and likely to signify retentive encopresis 

(Friman & Jones, 1998).  

The second domain should help the school psychologist 

and other treatment team members identify intervention 

strategies. Questions involving current and previous passes 

at treatment are obvious to recognizing how to proceed. 

These questions should include both medical (e.g., laxatives, 

enemas) and nonmedical (e.g., scheduled toilet sits, incentive 

system for successful bowel movements) interventions. The 

school psychologist might also inquire about the child’s cur-

rent diet, intake of water and other healthy drinks, and activi-

ty level. Furthermore, information involving the regularity of 

meals, the management of accidents (e.g., who is responsible 

for cleanup), and the hiding of underwear might be important 

for understanding variables that are likely to need attention. 

Finally, considering a punishment history for fecal accidents 

would be helpful in recognizing any parental attitudes about 

the presenting problem.  

Finally, the school psychologist should consider the 

following when assessing the students with encopresis. First, 

the school psychologist’s initial question should be whether 

a physician has examined the child. School professionals are 

urged to “go no further” when faced with a child with enco-

presis who has not been first examined by a physician. Sec-

ond, sources of information should include both the student 

and parents. Confirming reports from multiple sources is 

always good practice. Third, a good encopresis interview can 

actually help in providing the student and parents with edu-

cation about the condition and demystify the problem. Final-

ly, the school psychologist and other school professionals 

should conduct a functional assessment in the event the en-

copresis is of the nonretentive type.   

Conclusion  

Encopresis is a common referral concern presented in 

primary care medical settings. The negative impact of enco-

presis on a child’s social and emotional functioning can be 

significant, especially when fecal accidents occur at school. 

Although encopresis is considered a medical problem, the 

school psychologist can be a resource for parents seeking 

information about and support for their child’s encopresis. 

Furthermore, the school psychologist can obtain information 

valuable to the assessment and treatment process. At a mini-

mum, the school psychologist can direct parents to their 

child’s primary care providers so that a proper medical eval-

uation can occur. 
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HELP WANTED: 

WSPA needs a reliable person with website skills to help develop and maintain the new 

website. Please email Betty DeBoer if you are interested  at bdeboer@uwlax.edu 
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WSPA Employment Fair 2015 
By Robert J. Dixon, PhD, NCSP 

Building off the excitement generated at last year’s em-

ployment fair, this year’s edition returned to its roots for a 

stand-alone event at the Wilderness Territory and Glacier 

Canyon Conference Center on February 13, 2015. While this 

“Friday the 13th” may hold some superstitious feelings for 

some, everyone walked away in a positive mood at the end 

of the day. Overall there were 29 school districts/CESAs 

with 26 calling Wisconsin home. Job Seekers continued to 

hold the upper hand with 40 attendees although this was 

somewhat misleading as some districts were looking at mul-

tiple positions. 

Based on the feedback from last year, the day was re-

structured to contain an informal meet and greet so the Dis-

tricts and Seekers could take some time to determine some 

preliminary impressions of the Districts and the Seekers. 

This allowed the Districts to woo the Seekers and promote 

the Districts a little more with the Seekers. Everyone agreed 

that this was a great way to start the day.  At noon, Seekers 

began to sign up for the interviews. There were eight 15-

minute slots to round out the rest of the day and this was 

affectionately labeled, the speed dating round! 

The employers were very pleased with the selection and 

quality of the candidates that spanned many graduate pro-

grams as well as a few seasoned veterans! They really appre-

ciated the opportunity to informally meet with the candidates 

prior to the speed dating round, as it allowed them the oppor-

tunity to talk about their districts and perhaps attract candi-

dates that were not sure where the district was or what they 

had to offer. The candidates were also very excited for the 

day. From my perspective, it was great to see so many ener-

gized and sharply dressed future professionals eager to find 

their place in the field. Their energy was infectious! Many 

took advantage of talking with the districts and then filling 

their card for the speed dating round. Having the opportunity 

of so many districts in one location allowed the students to 

get a great perspective and hone their interviewing skills. 

From WSPA’s perspective, we were pleased to offer the op-

portunity to showcase the opportunities within the state for 

future school psychologists. We are looking forward to hav-

ing the students join our ranks and contribute to the well 

being of Wisconsin children. 

 

Candidates participate with the “Meet and Greet” at the 

2015 WSPA Employment Fair On-site interviews (aka “Speed Dating”) at the 2015 WSPA 

Employment Fair 
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UWL Graduate Student Elizabeth Knutson Awarded Best Poster at WSPA 2015 
Suicide Prevention: Do We Use Technology to Help Adolescents? 

Elizabeth Knutson, MS and Betty DeBoer, PhD 

University of Wisconsin-La Crosse graduate student, 

Ms. Elizabeth Knutson, was awarded for Best Poster at 

WSPA in March 2015.  For questions about her study, con-

tact Ms. Knutson at: knutson.eliz@uwlax.edu  

 

How would teens reach out for help if they or a friend 

were thinking about suicide? University of Wisconsin-La 

Crosse graduate student, Ms. Elizabeth Knutson, and her 

advisor, Dr. Betty DeBoer, partnered with La Crosse County 

to help answer these questions: 

1) Do students prefer technology-based approaches 

over social approaches to dealing with situations 

when a friend is thinking about suicide?  

2) Do students prefer technology-based approaches 

over social approaches to dealing with situations 

when they are thinking about suicide?  

 

Elizabeth found very little literature regarding adoles-

cents’ use of texting or online chat programs in suicide situa-

tions. Consequently, she developed a survey consisting of 

two scenarios followed by a number of helpful resources that 

teens could use in the given situation. The following scenari-

os were used to answer her research questions.  

“Friend Scenario” 

You are sitting with your friend outside after school and 

your friend tells you that they have been feeling very de-

pressed lately. Your friend confides in you that they have 

been thinking about committing suicide and have a plan to 

follow through with it in the next few days. You think that 

your friend is going to try to commit suicide. How likely 

would you be to use any one of these if they were availa-

ble? 

“Self Scenario” 

You have been feeling very depressed for the last few 

months. You have been thinking about committing suicide 

and have a plan to follow through with it in the next few 

days. How likely would you be to use any one of these if 

they were available? 

 

Five hundred fifteen students from three high schools in 

western Wisconsin completed the survey for a participation 

rate of 96%.  Once all of the surveys were back, Elizabeth 

hosted a marathon session of data entry in which her won-

derful UW-La Crosse school psychology colleagues helped 

plug in numbers to SPSS (with the provision of positive rein-

forcement in the form of cookies, of course). A chi-square 

analysis was performed to determine if there was a differ-

ence in terms of preference for technology-based (texting 

services, online chat services) versus socially-based re-

sources (talk with teacher/counselor/psychologist/friend) in 

suicide situations. For both scenarios, students indicated a 

significant preference (p<.001) for socially-based resources 

over technology-based resources. 

So what does this mean for our schools and students?  

These findings underscore the importance of making sure 

that teachers, school staff, and the student body are 

trained in what to do if a student confronts them about 

suicidal ideation or if they are thinking about suicide. As 

mental health and student advocates, it is the responsibility 

of school psychologists to make sure that this training is 

available for our schools and that we are providing the nec-

essary tools to our teachers and staff to help our students 

when they are in a situation involving suicide.  

While the majority of the students that completed this 

study showed a significantly stronger preference for socially-

based resources in the given situations, Elizabeth emphasizes 

that there are students that would prefer using some of the 

technology-based resources, too. Further post-hoc analyses 

were completed after WSPA, adding to the meaningful find-

ings found previously. Of the 98.24% of adolescents that 

reported having access to a mobile phone, smart phone, or 

Internet, approximately 30-39% of them reported that they 

would be likely or highly likely to use technology-based 

resources if a friend were thinking about committing sui-

cide. Moreover , approximately 9-18% of students with 

access to a mobile phone, smart phone, or Internet also 

reported that they would be likely or highly likely to use 

technology-based resources if they were thinking about 

suicide themselves. These number s provide the evidence 

to support the development of technology-based suicide pre-

vention programs for adolescents.  

A limitation of this study is that it did not look at risk-

levels for suicide in the adolescents that completed the sur-

veys. Therefore, the findings can only be generalized for 

high school students in Western Wisconsin, rather than to a 

high risk population.  Future researchers may want to repli-

cate this study using more at-risk populations to better identi-

fy resources they would use.   
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WSPA Outstanding Dissertation Award:  Katie M. Swanson 

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 

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 2015 WSPA Outstand-

ing Dissertation Award is Katie M. Swanson, nominated by 

Dr. Maribeth Gettinger of UW-Madison. Her dissertation 

titled, Teacher Attitudes toward and Knowledge of Lesbian, 

Gay, Bisexual, and Transgender Students: An Examination 

of the Effects of Gay-Straight Alliances, Anti-Bullying Poli-

cies and Teacher Training, truly merits special recognition 

as it contributes significantly to the science and practice of 

school psychology. Understanding how teachers’ knowledge, 

attitudes, and supportive beliefs regarding their role in inter-

vening to support LGBT students may be influenced by the 

presence of an active gay-straight alliance, school anti-

bullying policies, and teacher training is essential to creating 

a safe and supportive learning environment for LGBT stu-

dents. Dr. Gettinger noted, “Katie’s dissertation study was 

conducted to address this critical research need, and in so 

doing, to derive important implications for school psycholo-

gists to guide their efforts with schools and teachers for im-

proving school environments for LGBT youth.” Ms. Swan-

son was invited to write an applied article for the WSPA 

newsletter regarding her work which appears in this issue. In 

sum, Dr. Gettinger noted of Ms. Swanson, “Overall, I be-

lieve Katie’s strong record of academic performance and 

scholarly productivity, combined with the significance of her 

dissertation research, make her a most deserving candidate 

for the WSPA Outstanding Dissertation Award.” Ms. Swan-

son is currently completing her predoctoral internship as a 

School Psychologist for the Cypress-Fairbanks Independent 

School District in Cypress, TX. 

From: Teacher Attitudes Toward and Knowledge of Lesbian, Gay, Bisexual, and 

Transgender Students: An Examination of the Effects of Gay-Straight Alliances, Anti-

Bullying Policies and Teacher Training - Summary and Implications 
By: Katie Swanson, MS 

University of Wisconsin-Madison 

Despite existing federal laws, state laws, and enforced 

school anti-bullying/harassment policies in support of Lesbi-

an, Gay, Bisexual and Transgender (LGBT) youth, an over-

whelming number of LGBT students report feeling unsafe 

and unsupported in school; and, more critically, many LGBT 

students are at high risk for the development of severe men-

tal health concerns (i.e., depression, substance abuse, and 

suicide risk) and significant academic problems (i.e., lack of 

academic engagement, decrease of academic achievement, 

and school dropout) (Aerts, Van Houte, Dewaele, Cox, & 

Vincke, 2012; Elze, 2003;  GLSEN, 2012a ; Kosciw, Grey-

tak, & Diaz, 2009a; Mudrey & Medina-Adams, 2006; Uribe 

& Harbeck, 1991; Valenti & Campbell, 2009; Youth Pride, 

Inc, 2010b). 

While some professional development efforts have been 

developed aimed at increasing educator supports for LGBT 

youth, the research base on such programs is grossly limited.  

Additionally, despite such initiatives, student responses on 

national school climate surveys indicate students feel that 

teachers are not providing adequate supports in the school 

environment nor are they demonstrating responsibility as 

allies for LGBT youth (Elze, 2003; GLSEN, 2012a; Mur-

doch & Bolch, 2005; Youth Pride, Inc., 2010b).  Research 

findings suggest that teachers may not fully understand the 

issues that LGBT youth face or how ill-equipped they actual-

ly are at creating safe and supportive environments for 

LGBT students in their classrooms.  Moreover, past research 

demonstrates that there is a clear divide between the 

knowledge students believe teachers should have (e.g., the 

ability to intervene when anti-LGBT remarks, such as “that’s 
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so gay,” are made) and the knowledge and skills teachers 

actually have for responding to the needs of LGBT students 

(e.g., most teachers are unsure of how to address homopho-

bic remarks heard in the classroom).  

Past research suggests that schools with an active Gay-

Straight Alliance (GSA) make teachers more visible as a 

resource and increase students’ feelings of safety in their 

school environments. Additionally, research suggests that 

having an enforced anti-bullying policy that specifically in-

cludes protections based on sexual orientation and/or gender 

identity and expression helps LGBT youth feel more safe 

and supported within their school environment (Kosciw et 

al., 2009b), and lastly, research demonstrates that youth feel 

more comfortable in their school environment when there are 

adults, especially teachers, with specific training on how to 

effectively interrupt homophobic harassment in ways that 

educate students and create change. However, there are few 

data suggesting that working in a school with a GSA, having 

an enumerated anti-bullying policy or having had previous 

LGBT specific training affects teachers’ attitudes towards or 

knowledge about LGBT youth (Heck, Flentje, & Cochran, 

2010; Kosciw et al., 2009b; Little, 2001).   

The purpose of this study, therefore, was to examine the 

impact of (a) working in a school with an active gay-straight 

alliance, (b) working in a school with an enumerated anti-

bullying policy, and (c) level of professional development on 

teachers’ knowledge about and attitudes towards LGBT 

youth.  The study also examined the frequency with which 

teachers assume different roles to support LGBT youth and 

how important they believe it is to take on these roles. Final-

ly, the study examined teachers’ perceptions of barriers that 

may prevent them from taking a more active role in support-

ing LGBT students in their schools.  Most school climate 

surveys and research studies that investigate LGBT students’ 

feelings of safety and supportiveness have targeted students 

at the middle and high school level.  Therefore, to be able to 

build on current research findings about middle and high 

school LGBT youth, this study focuses on teachers who 

work with students in Grades 6-12 (GLSEN, 2012a; Heck et 

al., 2010; Kosciw et al., 2009b; Little, 2001).   

Ninety-four general and special education public school 

teachers in Grades 6-12 from four states  (California, Iowa, 

Pennsylvania and Tennessee) participated in this study.  

These states were targeted for participant recruitment be-

cause they are most divergent with respect to state-level, anti

-bullying policies that include protections based on sexual 

orientation and/or gender identity and expression (i.e., enu-

merated policies).  Specifically, Iowa was one of the first 

states to pass such anti-bullying legislation, and California 

currently has state-wide anti-bullying legislation; Tennessee 

and Pennsylvania currently have no such legislation.  There-

fore, recruitment from these four states allowed for a sample 

that was generally representative of states both with and 

without state-wide enumerated anti-bullying legislation.   

Overall findings of the current study suggest that the 

presence of gay-straight alliances, enumerated anti-bullying 

policies and professional development related to LGBT 

youth are related to more facilitative teacher attitudes and 

willingness to provide support.  Results of this study also 

indicate that teachers may be aware of the struggles LGBT 

students face in schools and understand the legal require-

ments of educators to provide support, regardless of the 

school environment in which they teach. Therefore, having 

accurate knowledge of LGBT youth, although important, 

may not necessarily impact teachers’ attitudes about or will-

ingness to provide support for students. Significant differ-

ences were found between teachers who work in schools 

with versus without a GSA in their ratings of frequency of 

taking on supportive roles for LGBT students as well as rat-

ings of importance of supportive roles.  Past research indi-

cates that students who attend schools with a GSA feel more 

supported by school staff compared to students in schools 

with no GSA (Heck et al., 2010; Kosciw et al., 2009b; Little, 

2001).  The results of the current study are well aligned with 

these previous findings in that teachers working in a school 

with a GSA assumed supportive roles more frequently and 

rated the importance of supportive roles more highly than did 

teachers in a school with no GSA.  

Findings of this study also coincide with previous re-

search indicating that teachers may not be aware of (a) the 

various roles they can assume to provide support for LGBT 

youth, or (b) the importance of taking on supportive roles for 

LGBT youth (Sawyer, Porter, Lehman, Anderson, & Ander-

son, 2006; Stufft & Graff, 2011).  Moreover, teachers in the 

current study identified many barriers to providing support to 

LGBT youth that cause resistance to taking on various sup-

portive roles, such as lack of support from administrative 

staff as well as lack of specific training on how to best sup-

port the diverse body of students that make up the LGBT 

population.   

As previously stated, results of this study indicate that 

gay-straight alliances, school-level and state-level enumerat-

ed anti-bullying policies, and professional development have 

a positive impact on teachers supporting LGBT students.  

Most important are the implications these findings have for 

school psychologists.  Specifically, results of this study pin-

point three unique roles school psychologists can assume to 

help create more inclusive and safe school environments for 

LGBT youth, including (a) advocacy at the district and 

school level for the inclusion of professional development 

training related to best practices for promoting inclusive 

school climates for LGBT youth, (b) advocacy for the devel-

opment and maintenance of student-led gay-straight alliances 

in their schools, and (c) advocacy at the state, district and 

school level for the construction of enumerated anti-bullying 

and harassment policies. 

As respected professionals with knowledge of students’ 

social, emotional and behavioral well-being, school psy-

chologists are in a position to work with administrative staff 

to create professional development training opportunities for 

all school staff.  Results from this study indicate that profes-

sional development increases the frequency with which 

teachers assume supportive roles and the level of importance 

they place on these roles, and it promotes more facilitative 

attitudes towards LGBT youth.  The significance of these 

findings cannot be overstated, as youth feel more comforta-

ble in their school environment when there are staff who 

have been trained in how to effectively interrupt homophobic 

harassment in ways that educate students and create change 

(e.g., sparking a discussion on LGBT issues in response to 
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hearing homophobic remarks in the classroom) (Elze, 2003).  

Fortunately, most of the barriers teachers identified on the 

survey are controllable in the school setting and, with some 

thoughtful planning, can be transformed from barriers into 

avenues of support.  The barriers teachers most frequently 

reported facing in this study can, thus, be used as a starting 

point for professional development opportunities, whereby 

school psychologists can help provide teachers with the nec-

essary skills for creating more inclusive school climates for 

LGBT youth.  Specifically, school psychologists can work 

with administrative staff to develop training for staff that 

focuses on the specific needs and issues of LGBT students, 

how to access LGBT-inclusive educational materials for the 

classroom, and how to intervene when bullying/harassment 

or anti-LGBT statements (made by students or staff) occur. 

Moreover, school psychologists can advocate for the 

importance of school clubs such as GSAs.  As the results of 

this study indicate, the presence of GSAs increases the fre-

quency with which teachers assume supportive roles and 

engenders more positive attitudes towards LGBT youth.  

Therefore, engaging teachers in training sessions that detail 

the various strategies that have been found to be effective at 

creating more inclusive school climates (e.g., supporting 

GSAs, using safe space stickers, etc.) will provide teachers 

with concrete information on how they, too, can become 

LGBT allies (Snively, 2011; Valenti & Campell, 2009).  

Professional organizations such as the Gay, Lesbian and 

Straight Education Network (GLSEN) and OUTspoken have 

developed several training tools and programs for educators 

that are easily accessible from their respective websites that 

school psychologists can utilize to develop training opportu-

nities that best fit the needs of their school (GLSEN, 2012e; 

Whitman, Horn, & Boyd, 2007; Youth Pride Inc., 2010a). 

Important to note, however, is that 60% of teachers sam-

pled reported personal attitudes towards LGBT youth as be-

ing a barrier to providing support.  While school psycholo-

gists can help to change many barriers that may exist in the 

school environment, such as whether or not “safe space” 

stickers are provided for teachers, they cannot necessarily 

change a person’s attitudes. Nonetheless, school psycholo-

gists should be aware that these attitudes exist when they 

create professional development opportunities and resources.  

Being aware that negative or non-facilitative attitudes may 

exist among teachers places school psychologists at an ad-

vantage because it provides them with a starting point and a 

framework through which to provide training on inclusive 

school climates.  Equipping teachers with specific training 

and knowledge about how to respond to anti-LGBT harass-

ment, particularly when framed within an overall goal of 

making schools a safe space for all students, may effectively 

help teachers to become more active supporters of LGBT 

youth, and may even help to change other barriers (e.g., neg-

ative attitudes).  

Additionally, results from this study carve out for school 

psychologists a unique role of advocating for system-level 

and state-level change regarding the formation of fully enu-

merated anti-bullying policies (policies with provisions spe-

cific to the protection of lesbian, gay, bisexual and 

transgender students).  Given that the vast majority of teach-

ers who volunteered to participate in this study came from 

states with state-level enumerated anti-bullying policies, it is 

likely that state-level support impacts a teacher’s willingness 

or ability to support the LGBT youth population.  Simply 

stated, lack of support via state law creates barriers for 

school policy.  As professionals who are aware of the legal 

obligations schools have to providing support for LGBT stu-

dents, per federal law, and knowing that teachers perceive 

lack of state-level and administrative support as barriers to 

providing support, school psychologists can help to educate 

staff district-wide regarding the evidence behind the im-

portance of enumerated anti-bullying policies.  Specifically, 

past research indicates that LGBT youth feel more positively 

about their school environments and experience fewer in-

stances of victimization when there are anti-bullying policies 

that specifically address LGBT youth by including sexual 

orientation or gender-identity language (Kosciw et al., 

2009b).  Enforcing such anti-bullying and harassment poli-

cies at both the state and school level may help to encourage 

teachers and administers to uphold their legal obligation to 

help LGBT youth and create more supportive and inclusive 

school climates. 

School psychologists can use professional development 

training sessions as an opportunity to discuss the importance 

of garnering school support to advocate for state-level provi-

sions for LGBT youth.  To assist school psychologists in this 

endeavor, both the American Civil Liberties Union (2009a) 

and GLSEN (2012b; 2012d) provide model anti-harassment 

policies as well as several other helpful resources (e.g., how 

to petition for state-level policies, how to overcome adminis-

trative resistance and templates for writing letters to state 

senators).  Advocating for enumerated policies at the state-

level may not necessarily be a role school psychologists have 

considered as falling within their scope of practice in the 

past, however, it is a role they are qualified to assume and 

one of which could create lasting change for students and 

staff across the nation.   
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Congratulations to our New WSPA Officers! 

 The WSPA Board Officer 

Election concluded in February 

and the votes have been tallied. 

Linda Servais was voted in as 

President-Elect and will serve 

in that role for one year. She 

will assume the President posi-

tion on July 1, 2016 and serve 

until June 30, 2018.  

 Linda has a wealth of 

WSPA experience and knows 

the needs of our organization well. She held the President 

position previously (2009-2010) and contributed as the Cen-

tral Region Representative (2005-2007) and Convention 

Planning Co-Chair or Chair from 2007 to present. 

As WSPA president, Linda will bring her 20 years of 

applied experience as a school psychologist to the table. In 

her current position in the School District of Horicon, she 

has worked with students from early childhood to high 

school. Linda has experience as a gender equity contact per-

son, RtI Co-Chair, PBIS external coach, and 504 plan con-

tact person. Previously, she has worked for schools in Ocon-

omowoc, Milwaukee, Clinton, and Kenosha. 

Also elected this spring 

was Andrea Ganske, who will 

be joining the board for the first 

time as treasurer, taking over 

for Ben Burns. Andrea has four 

years of experience as a school 

psychologist in Wisconsin and 

currently works for the Hudson 

School District at Willow River 

Elementary School. Prior to 

joining the staff in Hudson she 

served the River Falls School 

District.   

Andrea has numerous experiences on issues related to 

Multi-Tiered System of Supports, data analysis, and PBIS. 

Additionally, during the current academic year, she became a 

Teacher Child Interaction Training (TCIT) coach, which is a 

language-based behavior intervention. Andrea’s experience 

on a solution-focused Student Support Team that includes 

school staff with diverse expertise and perspectives will 

serve her well on the WSPA board.  
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WSPA Awards Presented at 2015 Spring Convention 
By Shelley Albright, Recognition and Scholarship Chair 

Bernice Krolasik Memorial Scholarship:  Linda Swanson 
The Bernice Krolaski 

Memorial Scholarship is 

awarded to a non-traditional 

age WSPA student member 

currently enrolled in a grad-

uate (non-doctoral) Wiscon-

sin school psychology train-

ing program.  This scholar-

ship is generously funded 

by the Krolasik family in 

memory of Bernice and her 

years of dedication to the 

field of school psychology 

and commitment to the wel-

fare of children.   Linda 

Swanson is a student at UW- River Falls and was nominated 

by Dr. Scott Woitaszewski.  

 

Allard Award:  Anna Yakesh   
The Allard Award is 

sponsored by one of our 

own members, Ms. Su-

zanne Allard.  Candidates 

for this award are masters-

level graduate students 

who are nominated by the 

faculty in their training 

programs based on out-

standing academic and 

research skills and strong 

leadership skills.   Anna 

Yakesh is a student at UW-

River Falls and was nominated by Dr. Scott Woitaszewski.  

 

Kyra Halverson from UW-LaCrosse was also nominated 

for this award. 

 

Minority Scholarship Award:  Paola Romero, UW- Eau 

Claire 

The Minority Schol-

arship is awarded to 

masters level minority 

graduate students who 

are nominated by the 

faculty in their training 

programs based on out-

standing academic 

achievement, commit-

ment to children and the 

field of school psycholo-

gy. Award winners 

demonstrate highest lev-

el of academic achieve-

ment and accomplishments, record of personal commitment 

to children and to the profession of school psychology.  The 

recipient of the 2015 Minority Scholarship Award is Paola 

Romero.  Dr. Mary Besth Tusing from UW-Eau Claire nomi-

nated Paola. 

 

Amanda Yenter from UW-La Crosse was also nominat-

ed for the 2015 WSPA Minority Scholarship Award. 

 

WSPA Outstanding Dissertation Award:  Katie Swanson 
and nominated by Maribeth Gettinger 

 

WSPA School Psychologist of the Year:  Amy Nelson 

Christensen, Milwaukee Public Schools 

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 profession-

al practice.  The award of “School Psychologist of the Year” 

is presented to the candidate who demonstrates exceptional 

dedication, proficiency, and leadership in their work with 

children and colleagues.  The recipient of this award is Wis-

consin’s nominee for the “NASP School Psychologist of the 

Year” award.  Amy was nominated to receive this statewide 

honor by her Supervisor Jean Gatz and Coordinator Mary 

Esser at Milwaukee Public Schools.   

 

Other nominees for the 2015 WSPA School Psycholo-

gist of the Year were: 

 Brenda Wolfe, Milton School District 

 Emily VanEylle, Jefferson School District 

 Sara Drewniak, Kewanskum School District 

Dena Serwe, Milwaukee School District 

Tiffany Helmke, Dodgeville School District 

 

  

Congratulations to all of our award recipients.   

School Psychologist of the Year, Amy Nelson Christensen 
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Minority Scholarship Award, 

Paola Romero 

Bernice Krolasik Memorial 

Scholarship, Linda Swanson 

Allard Award, Anna Yakesh 
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Spring Convention Highlights 

WSPA President, John Humphries with President Elect,  Linda Servais 

NASP President, Steve Brock 

Mary Wimmer 

Margaret Sedor 
Kathryn Bush 

and James Haessly  

WSPA President,  

John Humphries 

Shelley Albright 

“You’re Hired!” panel 

Rob Dixon 
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CHANGE SERVICE REQUESTED 

The current WSPA membership year runs from September 2014 to September 2015.  You can renew your mem-

bership for next year (September 2015 to September 2016) any time after July 1st, 2015.  If you do choose to 

renew online, please provide both a mailing address and an email address below so that we can keep you updated on 

the work WSPA is doing and so that you continue receiving our quarterly newsletter. 

The WSPA Sentinel would like to feature school psychologists from across Wisconsin. Please contact Jennifer Kamke Black 

at kamkeblj@shawanoschools.com if you have suggestions for our next issue. 
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