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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offensive, personal, or reckless will not be published or will 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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I'm writing you on the evening that the 
Badger Test and ACT results have been pub-
lished in statewide newspapers. While I al-
ways try to have a positive message for you, 
it's hard not to be discouraged. About 50% of 
Wisconsin 3rd graders are proficient in reading 
and math, and our ACT results put us pretty 
low in national rankings (though not all states 
require ACT for accountability testing). We 
ask ourselves whether the hard work we're 
putting in is making a difference. 

It seems clear to me that the way through 
this is by using the skills that school psy-
chologists have in spades. Data collection and 
analysis. Evidence-based interventions. Single 
case design. Program evaluation. Collabora-
tion. Consultation. The list goes on. I don't 
think enough can be said for what we offer to 
our statewide education system and the children we serve. 
Be strong school psychologists! Keep asking those challeng-
ing questions that lead to better outcomes. Be nice about it 
for sure, but remember that you have an important story to 
tell. One that is based on data and focused on student out-
comes. 

In other news there is some important legislation com-
ing out including bills related to special-education evalua-
tions and provision of mental health services in schools. I 
continue to work with our executive team and legislative 
chair to develop responses and comments on these bills. I 
have also been working with an ad hoc committee to devel-
op a testimony for the Assembly Task Force on Urban Edu-
cation. In early February I will be testifying in Eau Claire 
with our position on how to close achievement gaps. The 
work group comprised of Chris Birr and Susan Phelps of 
Elmbrook, Todd Hrenak from new Berlin, Dawn Mueller 
from Kiel, Amy Jordan from New London, Amanda Myers 
from Madison, Kisten Gillespie from Beaver Dam, and Da-

vid Klingbeil of UWM met online 4 times in 
November and December to craft our posi-
tion. Our main points have been that we can 
prevent achievement gaps through high-
quality instruction, and remediate existing 
gaps using multi-tiered systems of support 
including intensive research-based interven-
tions. Finally, we encourage a focus on stu-
dent relationships using linguistically and 
culturally diverse approaches. It's a mantra in 
education that relationships are the foundation 
for the work we do, but I think we could be 
seeing the results of too much focus on rela-
tionships and too little focus on outcomes and 
evidence-based instructional strategies. May-
be time will tell. 
The board will be talking online at the end of 
January about current issues and getting up-

dates from the regions and the officers. This will be my last 
winter meeting as your president, and my tenure will be 
coming to a close in just a few short months. It's been an 
honor and a privilege to represent WSPA. I think our biggest 
challenges are of our own making. It was interesting to listen 
to the State of the Union address by President Obama the 
other day because I couldn't help but think that WSPA, like 
the US Congress, could be much more effective if we 
worked actively and closely together. We are clearly not 
nearly as rancorous as certain elected officials, but we have 
room to grow. With that endorsement I'll encourage my read-
ers to join the WSPA board and help our organization grow 
and become even more effective. Please be in touch!  
 
Stay warm,  
John 

President’s Message  
by  

John Humphries 

WE NEED YOU! 
In the history of WSPA, the benefits of WSPA membership have perhaps never been more important than they are current-

ly.  All School Psychologists practicing in Wisconsin need to have a voice regarding issues like Response to Intervention, the 
evaluation of school psychologists’ job performance, and the provision of school-based mental health services.  In addition to 
the many tangible benefits of WSPA membership…quality conventions and professional development opportunities… four 
issues of the WSPA Sentinel… online resources at http://wspaonline.net  … networking through regional groups... WSPA lead-
ers are taking an active role in advocating for Wisconsin School Psychologists on topics important to our practice in Wisconsin.  
In meetings with other educators and in advocacy visits at the Capital in Madison, WSPA is advocating for you and the work 
that you do.  This is the time to be a WSPA member.  We need you and each of your School Psychology colleagues to continue 
to build a strong state organization that supports our hard work as school psychologists in this state.   

http://wspaonline.net


4 

Save the Date for the NASP 2016 Annual Convention 
 
Save the date for the NASP 2016 Annual Convention, held February 10–13, 2016 in New Orleans, LA! Plan to join thou-

sands of school psychologists enhancing their skills, discovering new strategies, and refueling their excitement for the profes-
sion.  

Described as “relevant” and “eye-opening”, this convention is your chance to break from your routine and reinvigorate 
your practice. You’ll connect with school psychologists from around the country and come away with valuable knowledge 
about what works in their districts.  

Topics include cognitive, academic, and social–emotional assessment; evidence-based academic and behavioral interven-
tions; school psychologists as mental health service providers; support for English language learners; and more. 

Locate materials to convince your supervisor to approve your attendance, see registration details, and find deals on hotel 
room rates and more at www.nasponline.org/NASP16. 

Upcoming Events 

Wisconsin School Psychologists Association  
Presents 

Douglas K. Smith  
Memorial Summer Institute 2016 

 
The Neuropsychology of Emotional Disor-
ders: A Framework for Effective Interven-
tions 

 Discuss the neural architecture of emo-
tion by detailing key brain regions 

 Explore Specific biological factors related to social 
competence and emotional self-regulation  

 Discuss the pitfalls of over-relying upon behavior man-
agement plans or 

 Discusses behavioral self-regulation, anxiety disorders, 
and depression from a brain-based educational perspec-
tive, including cutting edge interventions such as neu-
rofeedback.  

 Explore effective classroom interventions and treatment 
options for children with behavioral self-regulation is-
sues and emotional disorders. 

 
The Neuropsychology of Reading Disorders: An Intro-
duction to the FAR 

 Examine current literacy rates in the United States and 
the effectiveness of the No Child Left Behind legisla-
tion. 

 Discuss the four universal truths of reading and explain 
why relying solely upon IQ scores, or a curriculum 
based measurement approach, can be misleading 
when identifying reading disorders in children. 

 Discuss four subtypes of reading disabilities from a 
brain-behavioral perspective, and link scores of evi-
denced based interventions and relevant classroom strat-
egies to address each subtype. 

 Introduce the Feifer Assessment of Reading (FAR) bat-
tery as a more viable means to both assess and remedi-
ate reading disabilities in children from a brain-
based educational perspective. 

Speaker 
Steven G. Feifer, D.Ed., ABSNP is an internationally 

renowned speaker and author in the field of learning disabil-
ities, and has authored six books on learning and emotional 
disorders in children. He has 19 years of experience as a 
school psychologist, and was voted the Maryland School 
Psychologist of the Year in 2008, and awarded the 2009 
National School Psychologist of the Year. He was also hon-
ored as the Distinguished Alumni Scholar by Indiana Uni-
versity of Pennsylvania in 2011. Dr. Feifer is a diplomate in 
school neuropsychology, and currently works as a faculty 
instructor in the ABSNP school neuropsychology training 
program. He continues to evaluate children in private prac-
tice at the Monocacy Neurodevelopmental Center in Freder-
ick, MD, and regularly consults with numerous school dis-
tricts throughout the country. Dr. Feifer has authored two 
tests on diagnosing learning disabilities in children released 
by PAR in 2015. 
 
June 27-28, 2016; 8:30 am to 4:15 pm 
Chula Vista Resort, Wisconsin Dells, WI 
Detailed Institute Information and Registration available 
online  
https://wspasummerinstitute2016.eventbrite.com 
Graduate Credit Available through the University of Wis-
consin-La Crosse.  

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

The WSPA winter board meeting will be held in late January or early February in an online format.  If you 
are interested in attending, please contact WSPA association manager Kristi Thoreson 

at wspamanager@gmail.com. 

http://www.nasponline.org/NASP16
mailto:wspamanager@gmail.com
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WSPA Board Meeting at the Spring Convention 
 

Consider attending the WSPA board meeting at the WSPA spring conference and watch a sample of the behind-the-scenes 
action!   The board meeting starts with dinner at  5:00 PM to 9:00 PM on Wednesday, March 23 in conjunction with the WSPA 
Spring Conference at Wilderness Hotel & Golf Resort 45 Hillman Rd, Wisconsin Dells, WI.  Please contact Kristi Thoreson at 
wspamanager@gmail.com if you would like to attend (and get a complimentary dinner just for attending!). 

WSPA Employment Fair 2016 
February 5, 2016 

Wilderness Resort, Wisconsin Dells 
  

The only Employment Fair in Wisconsin devoted exclusively to the field of School Psychology! The fair will bring together 
employers and candidates/interns to get acquainted through networking and screening interviews. School districts from around 
the state and region are invited to meet with both experienced school psychologists seeking a new district and school psycholo-
gy students seeking an internship. 

 Check in for districts/employers will be between 9 and 10 am 

 School psychology candidates are invited to circulate among the districts from 10-11:30 am 

 At 11:30, job seekers will be allowed to sign up for screening interviews. They will be assigned a random number and sign-
up as slots are available. 

 Lunch will be available from 11:30 to 12:30 for everyone. 

 From 12:30 pm to 2:30, school district representatives will have 15-minute screening interviews to meet individually with 
candidates. 

Opportunities for Job Seekers/Students 

 Meet potential employers from around the State 

 Interview with several potential employers in a single day 
Opportunities for School Districts 

 Find and attract the most qualified candidates from a pool of applicants 

 Save time and money in recruiting.  

 Districts will be invited to compose a 250-word description of the position to be posted on the WSPA Website to attract can-
didates. 

School District/CESA in Wisconsin $200 
School District/Cooperative in Region $300 
Job Seeker/Intern $10 

Details & Registration: https://schoolpsychemploymentfair2016.eventbrite.com  
Questions can be directed to Rob Dixon: rdixon@uwlax.edu or (608) 785-8441. 

Upcoming Events cont. 
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38th ISPA Conference 
July 20-23, 2016 

University of Amsterdam 
in The Netherlands 

 
Theme: School Psychology 3.0: A World of Connections 

For more information, go to : 
http://www.ispaweb.org/conferences/july2016/ 

WSPA Long Range Planning Meeting 
Long Range Planning will be held at Cedar Valley near West Bend, WI on June 22nd and 23rd. The Board meeting will be 

on Friday, the 23rd. If you are interested in becoming more involved with the WSPA board, please attend LRP to see some of 
the action behind the scenes!  If you are interested in attending, please contact WSPA association manager Kristi Thoreson 
at wspamanager@gmail.com.  A great way to become involved with the WSPA board is becoming a regional representative 
positions in the following regions: Northwoods, Gateway, and SPAWN. If you or anyone you know in those regions has interest 
in serving on the WSPA board as a regional representative please contact Kristi Thoreson, WSPA Association Manager 

at wspamanager@gmail.com.    

http://www.wildernessresort.com/
mailto:wspamanager@gmail.com
https://schoolpsychemploymentfair2016.eventbrite.com
mailto:wspamanager@gmail.com
mailto:wspamanager@gmail.com


DPI Update 
Wisconsin’s Trauma Sensitive Schools Initiative 

By Kathryn Bush 
School Psychology Consultant 

Wisconsin Department of Public Instruction 
608-266-1999, Kathryn.bush@dpi.wi.gov 

Last fall, the Wisconsin Department of Public Instruc-
tion’s (DPI) website on Trauma Sensitive Schools  (TSS)
(http://dpi.wi.gov/sspw/mental-health/trauma)  was one of 
five highlighted in the resources for professional develop-
ment on trauma-informed approaches in schools section of 
an article in the journal School Mental Health called 
“Toward a Blueprint for Trauma-Informed Service Delivery 
in Schools.”   

As it stands today, the website is a rich resource for 
school psychologists. For example, if you have heard about 
the Adverse Childhood Experiences study (ACES) and the 
related survey, you can find out more in a resource describ-
ing ACEs linked from the Trauma webpage.    In the coming 
months, this site will become a goldmine for school-
employed mental health providers who wish to strengthen 
the trauma sensitivity of their schools.  DPI, in collaboration 
with community partners and under the stewardship of So-
cial Work Consultant  Nic Dibble,  is creating a new profes-
sional development initiative to help schools incorporate 
trauma-sensitive practices.  Content will be delivered pri-
marily through modules that each consist of on-line/ on de-
mand learning, associated readings, and implementation 
tools. The foundational modules include the following: 

1. Trauma Sensitive Schools Initiative overview 
2. Prevalence and impact of trauma 
3. Neuroscience 
4. Self-Care 
5. Trauma-Sensitive Schools 

Following these foundational modules, specific strategy
-focused modules will be released. These modules will be 
created over a three-year period. 

6. Trauma-sensitive lens for strategies 
7. Trauma-sensitive environments 
8. Social – emotional learning 
9. Emotional and physical regulation 
10.Relationship building 
11.Cognitive problem solving 
12.Trauma-sensitive behavioral supports 
13.School-wide discipline 

The TSS site explains how trauma sensitive practices 
are not a separate initiative, rather meaningful and managea-
ble practices integrated into a multilevel system of support.  
Following the page’s main content is a list of resources.  
These resources are those which the authors of the School 
Mental Health article found worthy of highlighted for their 
readers.   

The Learning Modules page can be found in the Trauma 
menu in the menu on the left of any of the trauma-related 
pages or  can be found directly at its url  (http://dpi.wi.gov/
sspw/mental-health/trauma/modules) . 

In the first module, you will be exposed to an overview 
of our TSS initiative, a description of each of the upcoming 
Tier 1 modules, and related readings which help define trau-
ma, childhood trauma related stress, and integration into a 
multilevel system of support model: 

1. Sample slide from Module One:  Trauma Sensitive 
Schools Initiative overview 
While a small amount of the content of this module is 

specifically geared toward grant recipients (AWARE, Safe 
School/ Healthy Students, Climate Transformation) and 
Wisconsin School Mental Health Project schools,  any Wis-
consin school or educator may learn more about improving 

the trauma sensitivity of his/her classroom, school, or dis-
trict.   

If you wish to receive an alert about the posting of up-
coming modules, please join the Wisconsin School Psychol-
ogy News  by sending an email to  join-
school_psych@lists.dpi.wi.gov. 
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NASP News 
Robert J. Dixon, PhD, NCSP 

WI Delegate & NASP Board of Director 

Greetings! I trust that you were able to have a restful 
and relaxing winter break and maybe spending time with 
family and friends. With the plunging temperatures to the 
deep freeze it is impossible to ignore that winter is here. 

There are a number of things going on at NASP that I 
want to bring to your attention. First, the annual convention 
is right around the corner and we will be able to escape the 
clutches of winter for some sun and professional develop-
ment in New Orleans. It looks like it will be a very well at-
tended conference with preliminary numbers at just under 
5,000. It is always impressive to sit in the keynote session 
and realize that this HUGE room with all these professionals 
are school psychologists from around the country! All of the 
convention sessions have been published on the NASP Con-
vention page so you can make plans for what you want to 
attend before you even get there. Remember, even if you are 
not able to attend, you can still get the handouts and make 
important professional connections by following up with 
presenters. 

At the end of the NASP convention, we will be shifting 
gears to the Regional Leadership Meeting. This annual event 
has shifted from being in the Central Region to being at-
tached to a convention. While the location may be a little 
further than the Central Region, the purpose – to build board 
capacity at the state level, remains the same. Recognizing 
that this is an important resource opportunity for states, 
NASP picks up the tab for the Delegate and the President (or 
designee).  WSPA has been able to set aside money and will 
be supporting two members to attend. Thus the WSPA mem-

bers that will be joining me are: Linda Servais, Amanda My-
ers, and Chris Weins. We are all looking forward to this op-
portunity to positively impact our state association and ulti-
mately the Children in Wisconsin. 

NASP has recently released an updated version of 
“Ready to Learn, Empowered to Teach.” This document 
outlines NASP's policy recommendations for ensuring that 
students have access to high-quality public education. Feel 
free to use this NASP resource to support your local outreach 
and advocacy efforts with decision makers and stakeholders. 
It is available for free on the NASP Website. 

The NASP Summer Conferences are taking shape. The 
first will be July 11-13 in Denver, Colorado. This is the con-
ference that I planned for NASP. The focus of the conference 
will be on mental health and behavior interventions. There 
will also be a daylong speaker on trauma and positively im-
pacting students from a systemic perspective. The second 
conference will be July 25-27 in Bethesda, Maryland – right 
down the street from NASP Headquarters! This conference 
will be focused on many aspects of school psychology with a 
daylong focus on psychopathology. 

As the Delegate for Wisconsin, one of my main duties to 
keep school psychologists connected to the National Associ-
ation. My monthly emails reach all current members. If there 
is something that you want me to bring up either to the Lead-
ership Assembly or the Board of Directors, please send me a 
line (rdixon@uwlax.edu). Hopefully, I will get a chance to 
see you at the Wisconsin Spring Convention in the Dells at 
the end of March. By then, it should be warmer! 

WSPA Needs YOU! 

WSPA is still looking to fill regional representative positions 
in the following regions: Northwoods, Gateway, and 
SPAWN. If you or anyone you know in those regions has 
interest in serving on the WSPA board as a regional repre-
sentative please contact Kristi Thoreson, WSPA Association 
Manager at wspamanager@gmail.com.  Regional representa-
tives coordinate activities in their region and serve on the 

WSPA board. Each region dictates their own types of activi-
ties. WSPA board meetings occur four times a year: one in 
the evening of pre-conference at the fall and spring WSPA 
conventions, one at Long-Range Planning in the summer, 
and one online board meeting in the winter. Board members 
can receive mileage reimbursement from WSPA for board 
meeting attendance.   

WSPA Board Meeting at the Spring Convention 
 

Consider attending the WSPA board meeting at the WSPA spring conference and watch a sample of the behind-the-scenes 
action!   The board meeting starts with dinner at  5:00 PM to 9:00 PM on Wednesday, March 23 in conjunction with the WSPA 
Spring Conference at Wilderness Hotel & Golf Resort 45 Hillman Rd, Wisconsin Dells, WI.  Please contact Kristi Thoreson at 
wspamanager@gmail.com if you would like to attend (and get a complimentary dinner just for attending!). 

WSPA Long Range Planning Meeting 
Long Range Planning will be held at Cedar Valley near West Bend, WI on June 22nd and 23rd. The Board meeting will be 

on Friday, the 23rd. If you are interested in becoming more involved with the WSPA board, please attend LRP to see some of 
the action behind the scenes!  If you are interested in attending, please contact WSPA association manager Kristi Thoreson 
at wspamanager@gmail.com.  A great way to become involved with the WSPA board is becoming a regional representative 
positions in the following regions: Northwoods, Gateway, and SPAWN. If you or anyone you know in those regions has interest 
in serving on the WSPA board as a regional representative please contact Kristi Thoreson, WSPA Association Manager 

at wspamanager@gmail.com.    
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NASP Memo to State Leaders: 
Every Student Succeeds Act 

From: Kelly Vaillancourt Strobach, NASP Director, Government Relations, and 
Katie Eklund, Chair, NASP Government and Professional Relations (GPR) Committee 

Last week, President Obama signed the Every Student 
Succeeds Act, legislation that reauthorizes–and in effect re-
places—ESEA/NCLB, into law (see NASP’s statement). 
This would not have happened without your tremendous 
advocacy work. The voices of our members and our state 
associations played a critical role in maintaining language 
related to the importance of school climate, comprehensive 
learning supports, and school based mental health services, 
among other things.  This law goes into effect at the begin-
ning of the 2017-2018 school year.  The U.S. Department of 
Education will be releasing specific guidance to states in the 
coming weeks to begin planning for policy and practice 
changes.  We will share all relevant information as we re-
ceive it.  

NASP is also developing a variety of materials related to 
the implementation of ESSA; we expect these to be finalized 
before the Annual Convention in February.  Over the next 18 
months, NASP will offer several opportunities for infor-
mation sharing and discussion related to the regulation and 
implementation of ESSA, including an opportunity for dis-
cussion about ESSA implementation during the 2016 Re-
gional Meetings.  In the meantime, this memo contains rele-
vant ESSA information.  We encourage you and your state 
association to connect with state policy makers who will be 
in involved with ESSA implementation decisions. 
 
Definitions 

ESSA contains two definitions that specifically mention 
school psychologists:  

‘school-based mental health services provider’:  
“includes a State-licensed or State-certified school 
counselor, school psychologist, school social worker, 
or other State licensed or certified mental health pro-
fessional qualified under State law to provide mental 
health services to children and adolescents” 
This definition is not new. However, given the increased 

focus on the importance of comprehensive school mental 
health services, it will be important to advocate for the role 
of school psychologists as mental and behavioral health pro-
viders. 

‘specialized instructional support personnel’  
means ‘‘(i)school counselors, school social workers, 
and school psychologists; and ‘‘(ii) other qualified 
professional personnel, such as school nurses, speech 
language pathologists, and school librarians, involved 
in providing assessment, diagnosis, counseling, edu-
cational, therapeutic, and other necessary services 
(including related services as that term is defined in 
section 602 of the Individuals with Disabilities Edu-
cation Act (20 U.S.C. 1401)) as part of a comprehen-
sive program to meet student needs. 
For more information about this definition, services, and 

professionals visit www.nasisp.org.   
Familiarity with this term varies across states and dis-

tricts.  It may be necessary to educate policy makers and 
other stakeholders , including perhaps your members, about 
the definition and role of SISP, and the unique qualifications 
of school psychologists in providing comprehensive services. 
 
 

Opportunities for School Psychology and School Psy-
chologists 

ESSA explicitly allows states and districts to use various 
funding streams, including Title I funds, to implement multi-
tiered systems of support, positive behavior interventions 
and supports, and early intervening services.  These evidence 
based models should be the foundation of school improve-
ment efforts and would improve the impact of the policies 
listed below.  ESSA also presents an excellent opportunity to 
advance the role of the school psychologist and increase im-
plementation of the NASP Practice Model. To help states 
articulate how school psychologists and the Practice Model 
can facilitate effective implementation of ESSA, when ap-
propriate, specific domains of practice are noted.  

The specific advocacy needs of your state will vary.  
Some states may already be engaging in requirements set 
forth by this new legislation, while other states may need to 
make significant legislative or policy changes to comply 
with this law and/or access specific funding streams.  Alt-
hough each of the provisions outlined below may not pertain 
to your state, they represent the most significant opportuni-
ties to advance implementation of the NASP Practice Model, 
improve access to comprehensive school psychological ser-
vices, and improve services for all students.  It is important 
to note that ESSA provides states and districts great flexibil-
ity in the development and implementation of various educa-
tion reform initiatives.  Unless explicitly noted, the policies 
listed below do not represent mandated activities.  Rather, 
they are authorized activities that states and districts may 
choose to implement using federal funds. 
 
Assessment and Accountability for All Students 

 ESSA eliminates Annual Yearly Performance (AYP), 
100% proficiency requirements and replaces with a 
comprehensive model that seeks to help and support, 
rather than punish struggling schools. 

 States and Local Education Agencies (LEA’s) must en-
gage in meaningful consultation with appropriate spe-
cialized instructional support personnel, and other stake-
holders, when designing state and local Title I plans to 
improve student outcomes and school success. 

 States must develop an accountability system that*: 

 Includes performance goals for subgroups of stu-
dents,  

 Annually measures student performance based on 

 Performance on state assessments, and 

 At least one other valid and reliable academic 
indicator that can include student growth 

 Include at least one indicator of school quality or 
student success that allows for meaningful differen-
tiation, such as student or educator engagement, or 
school climate and safety 

 Academic indicators, which must have more weight in 
the overall accountability plan than school quality indi-
cators 

 Schools identified for comprehensive support and im-
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Trainers’ Corner 
“You’re Hired!” 

Christine Neddenriep, UW-Whitewater, Professional Preparation and Training Representative 

At the spring convention, we will have a student session 
titled, “You're hired!":  Tips to a Successful First Year as a 
School Psychologist.” During this session, a panel of current 
interns, practicing school psychologists, and district repre-
sentatives involved in the hiring process will answer student 
questions regarding future employment. Students will learn 
what current employers are looking for in school psychology 
candidates as well as what questions to ask of districts with 
whom they are interviewing. If your district is anticipating 
an opening and you’d like to serve as a panelist, please con-

tact me. 
In addition, at the spring convention we will also have a 

juried poster session for students to share their research. I 
strongly encourage you to walk through the poster session 
and talk with students about the research they are doing. 

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 comments or ques-
tions. 

provement must : 

 Conduct a needs assessment and implement evi-
dence based comprehensive learning supports based 
of the results 

 Identify and plan to address resource inequity, 
which could include staffing ratios 

 In schools operating a targeted assistance program, plans 
must outline how specialized instructional suppor t 
personnel will be involved in helping identify and inter-
vene with students most at risk of school failure.** 

 Schools may use Title I funds to implement comprehen-
sive school mental health services as a school improve-
ment strategy. 

 
Improving School Climate, School Safety, and Access to 
High Quality Comprehensive Learning Supports 

 States must articulate how they will assist LEA efforts 
to bullying, harassment, and discipline. 

 States must annually report school climate, bullying, and 
harassment data that, at a minimum, is contained in the 
Civil Rights Data Collection  

 Districts must use at least 20% of Title IV Part A funds 
for at least one activity to improve student mental and 
behavioral health, school climate, or school safety*** 

 Federal funds may be used to implement trauma in-
formed practices, and mental health first aid 

 Various funding streams can be used to implement posi-
tive behavior interventions and supports or other activi-
ties to address skills such as social emotional learning, 
conflict resolution, effective problem solving, and ap-
propriate relationship building. 

 Any district receiving a full service community schools 
grant must specify how specialized instructional support 
personnel will be involved in the partnership and service 
delivery model. 

 Districts may use federal funds to offer ongoing and job 
embedded professional development activities  for all 
relevant school staff that facilitates: 

 Alignment of activities to specific school improve-
ment efforts 

 Collaborative data collection and decision making 

 Increased educator capacity within multi-tiered sys-
tems of support 

 Effective classroom discipline and behavior man-
agement 

 High quality instruction, supports and interventions 
for diverse learners, including students with disabil-
ities 

 Knowledge of culturally competent practices 

 

Thank you for your advocacy and for your dedication to 

NASP.  If you have specific questions, please contact Kelly 

Vaillancourt Strobach (kvaillancourt@naspweb.org) or Katie 

Eklund (keklund@email.arizona.edu). 

*These are required components of a state accountability 
system.  States and districts can determine specific indi-
cators and the method for data collection. 

 
** States could choose from one of any of the professionals 

considered to be specialized instructional support per-
sonnel.  School psychologists have expertise in the use 
of valid and reliable data in decision making, effective 
assessments, and intervention implementation.  We have 
the opportunity to help guide state and district school 
improvement plans that are student centered and rooted 
in data and we must advocate for our inclusion in the 
development Title I and other school improvement 
plans.  

 
***This formula grant is awarded to states and districts 

based on the funding formula used to allocate Title I 
funds.  This grant is authorized at $1.6 Billion, repre-
senting the second largest authorization, behind Title I, 
contained in ESSA. 

 

Please see chart on page 12 for a comparison of NASP 

ESEA/NCLB recommendations and policies contained with-

in the Every Student Succeeds Act, 114th Congress, Decem-

ber 2015 
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Comparison of NASP ESEA/NCLB Recommendations and Policies Contained within the  
Every Student Succeeds Act, 114th Congress, December 2015 

Issue NASP Recommendation Every Student Succeeds Act (P.L. 114-95) Next Steps 
Curriculum/
Standards 

 Maintain high expectations in aca-
demically rigorous curricula as well as 
the social and emotional learning, prob-
lem solving, self-control, and conflict 
resolution skills that are needed to be a 
healthy, productive, and responsible 
adult. 

 States must provide assurances that they have adopted 
challenging academic standards in reading/language arts, 
math, and science for all students. States can choose to have 
standards for other subjects. 
  Authorizes funds for states to offer arts, music, STEM, 
civics and other courses to support a well-rounded curricu-
lum  

 This policy is similar to 
what is required under the 
current ESEA Waiver 
system.  The Department of 
Education will be releasing 
guidance to states in the 
near future about what, if 
any changes must be made 
to comply with the law. 

Assessment  Annually assess student progress 
toward state standards*; 
  Require states to report disaggregat-
ed data for all subgroups to demonstrate 
that schools are meeting the needs of 
typically underserved populations, 
including students of color and students 
with disabilities 
  States may administer alternative 
assessments based on alternative stand-
ards for students with the most severe 
cognitive disabilities, not to exceed 1% 
of all students being assessed. 
  Incentivize the assessment of socio-
emotional factors and measures of 
school climate. 

 Maintains current assessment requirements * 
  High schools may use a nationally recognized assessment 
in place of the state assessment. 
States must provide data about the performance of sub-
groups of students, including homeless and foster youth 
  States may allow up to 1% of students with the most 
significant cognitive disabilities to take an alternative as-
sessment based on alternate standards. 
  States must annually report data from the Civil Rights 
Data Collection related to school climate, bullying, harass-
ment, etc. 
  States must assess at least one indicator of school quality 
(to be determined by the state).  

 
 
 
 
 
 
 
 
 
* States must test all stu-
dents annually in reading/
language arts and math in 
grades 3-8 and once in high 
school. Requires testing in 
science once each in grades 
3-5, 6-9, and 10-12. 

Accountability  Allow states to create accountability 
systems that use multiple indicators of 
success, including student growth and 
school quality (e.g school climate). 
 States must set targeted goals for 
subgroups and disadvantaged students. 
 Require states to explicitly outline 
the interventions and supports they will 
provide when schools, or groups of 
students within those schools, are iden-
tified as low performing. 
 Require states to detail a set of con-
sequences they will impose when 
schools and/or districts fail to improve, 
despite state support and assistance, 
after a reasonable amount of time. 
 Maintain requirement that 95% of 
students participate in annual assess-
ments included in the accountability 
system. 

 States accountability systems must: include indicators of 
student performance on state assessments; include at least 
one other academic performance indicator which could 
include student growth, formative assessments, or portfolio 
reviews; indicators of English language proficiency;  gradu-
ation rates for high schools; at least one indicator of school 
quality (e.g. school climate and safety, student engagement, 
teacher engagement) 
  States must describe how they will help districts address 
school climate and discipline, early education, homeless 
children, etc. 
  Each year, the State identifies low performing schools or 
schools that have subgroups of students who are low per-
forming.  The LEA, with technical assistance form states if 
needed, develops and monitors school improvement efforts. 
Every three years, the state must identify and intervene in 
the bottom 5% of schools and those with more less than a 
67% graduation rate. 
  Maintains requirement that 95% of students participate in 
the annual assessment included in the accountability system 
  

 The new legal require-
ments are being interpreted 
in various ways.   ESSA 
significantly reduced the 
regulatory authority of the 
Secretary, and it is unclear 
exactly which specific 
requirements can be regu-
lated and enforced by the 
department. 
 The Department is seek-
ing input from stakeholders 
regarding specific parts of 
the law that are unclear. 
 It is imperative that 
school psychologists be 
included in the talks at the 
state and district level about 
effective and appropriate 
use of assessments and 
evidence based school 
improvement efforts. 

Comprehensive 
Learning Sup-
ports/Safe Sup-
portive Learning 
Environments 

 Include the use of Multi-Tiered 
Systems of Support (MTSS), including 
positive behavioral interventions, and 
supports and response to intervention, 
as an allowable use of Title I funds. 
  Ensure that all students have access 
to the behavioral, social-emotional, and 
mental health supports they need 
  Ensure adequate staffing ratios of 
school psychologists 
  Explicit guidance on the role of 
school employed mental health profes-
sionals in school community-
partnerships 
 Require policies to ensure that all 
schools are free from bullying and 
harassment 
  Provide resources to help schools 
improve emergency preparedness, crisis 
response, and recovery from crises. 

 Allows use of various funding streams to implement 
multi-tiered systems of support, positive behavior interven-
tions and supports, and early intervening services 
  Requires that states and districts engage in meaningful 
consultation with specialized instructional support personnel 
(e.g. school psychologists) in the development of school 
improvement plans to improve academic achievement and 
overall well being 
  Allows funds for Title I schoolwide programs to be used 
for mental health programs 
  Allows Title II professional development funds to help 
teachers, school leaders, and specialized instructional sup-
port personnel better address school climate, social emotion-
al learning, school safety, student discipline, and identifying 
and addressing mental and behavioral health concerns. 
 Authorizes a dedicated funding stream to help schools 
and districts create safe and supportive learning environ-
ments, based on the results of a comprehensive needs as-
sessment (allowable uses include: school based mental 
health programs; trauma informed services; prevention and 
early intervention services; suicide prevention, and crisis 
preparedness, among others) 
  Schools identified for comprehensive school improve-
ment plans (see above) must examine and address resource 
inequities, which could include staffing ratios 
   Schools receiving a Full Service Community Schools 
Grant must describe how they will utilize specialized in-
structional support personnel. 
   Schools may use Title IV funds to address bullying and 
harassment, but they are not required to do so. 
  Authorizes Project SERV 

 ESSA authorizes signifi-
cant investments in com-
prehensive learning sup-
ports.  It is imperative that 
school psychologists work 
with principals, parents, 
administrators, policymak-
ers and other relevant 
stakeholders to ensure that 
schools implement evi-
dence based, comprehen-
sive systems of support, of 
which the school psycholo-
gist is considered a key 
player. 
   
  
  
  
  
  
  
  
  
  
  
  
  



Promoting Evidence-based Practices 
By Christine Peterson 

                             Spotlight on: :  Communication Disorders 

 
Website address: National Institute on Deafness and Other Communication Disorders:  
http://www.nidcd.nih.gov 
From the NIDCD website:  
 “The National Institute on Deafness and Other Communication Disorders (NIDCD), part of the National Institutes 
of Health (NIH), conducts and supports research in the normal and disordered processes of hearing, balance, taste, smell, 
voice, speech, and language. 
 Mission: The National Institute on Deafness and Other Communication Disorders (NIDCD) is one of the Institutes 
that comprise the National Institutes of Health (NIH). NIH is the Federal government's focal point for the support of biomed-
ical research. NIH's mission is to uncover new knowledge that will lead to better health for everyone. Simply described, the 
goal of NIH research is to acquire new knowledge to help prevent, detect, diagnose, and treat disease and disability. NIH is 
part of the U.S. Department of Health and Human Services.” 
 
The website includes resource links for: 

 Conditions and Disorders  

 Health Resources 

 Research 
 
The Conditions and Disorders link includes pages of information related to symptoms, diagnostic process, and treatment for 
a wide variety of hearing and communications disorders.  

Legislative Update: NCLB Has Been Left Behind  
By Todd Hrenak 

In December of 2015 Congress, with bipartisan support, 
passed the Every Student Succeeds Act (ESSA) with Presi-
dent Obama signing it into law.  The ESSA replaces No 
Child Left Behind (NCLB), which was also passed with bi-
partisan support.  Some of the main issues that NCLB ad-
dressed were: Curriculum/Standards, Assessment, Accounta-
bility, and Comprehensive Learning Supports/Safe Support-
ive Learning Environments.  The current ESSA continues to 
place emphasis in these areas, however, according to many 
experts there is a significantly reduced federal involve-
ment.  Much more authority will be given to states and local 
school districts (By Lyndsey Layton, Washington Post Dec. 
10 2015). 
NASP is encouraged that ESSA: 

 Replaces the current overly punitive, narrow focus on 
students’ performance on high stakes tests with a com-
prehensive accountability system that values school cli-
mate and safety; 

 Ensures high academic achievement in a well-rounded 
curriculum for all students and subgroups of students; 

 Requires consultation with school psychologists and 
other specialized instructional personnel in the develop-
ment of state and local plans; 

 Requires evidence-based interventions for low perform-
ing schools, including comprehensive learning supports 
to students who are most at risk of school failure; 

 Recognizes school-based mental health services as an 
evidence-based whole-school improvement and targeted 
intervention strategy; 

 Authorizes significant investments for states and dis-
tricts to implement comprehensive school mental health 

services, efforts to improve school climate and school 
safety, strategies to reduce bullying and harassment, and 
activities to improve collaboration between school, fam-
ily, and the community. 

1. Maintaining a commitment to evidence-based practice. 
2. Providing full funding as authorized in the legislation. 
3. Remaining vigilant regarding accountability for high 

standards and increased achievement for all students. 
 
NASP Applauds Passage of the Every Student Succeeds Act 
(NASP, Dec. 2015) 
 

As some of you may be aware, the state assembly has 
created a Urban Education Task Force for addressing the 
achievement gap in Wisconsin.  John Humphries, the current 
WSPA president, and others have formed a subcommittee for 
developing a position paper on what educational based prac-
tices would help reduce the achievement gap.  As a member, 
we have met, via GoToMeeting, four times over the past 
couple months.  We have had some really good conversa-
tions about some of the important aspects of surrounding this 
issue.  So far, we have discussed the following areas as im-
portant: High quality instruction, Assessment, MTSS, and 
Culturally Based practices.  Within each of these areas more 
specifics will be suggested.  The plan is to present the final 
version of the proposal and deliver testimony based on be-
half of WSPA at the task force hearing scheduled in early 
February.  The process includes a review by the executive 
team, the full board, and a copy will be sent to all WSPA 
members prior to the testimony. If you have questions and/or 
input you would like to share on this subject please contact 
me at tjhren@gmail.com. 
 

13 

http://www.hhs.gov/
http://www.washingtonpost.com/people/lyndsey-layton


14 



RtI Update: Using Risk Metrics to Identify Disproportionality in a Culturally  
Responsive Multi-Level System of Support for Middle and High Schools 

From the Wisconsin RtI Center 

New data analysis tools and measures are essential in a 
culturally responsive multi-level system of support. One of 
these strategies for universal screening in middle and high 
schools is efficiently and effectively analyzing readily availa-
ble data through databases generally known as early warning 
systems. Risk metrics are data analysis tools that allow 
schools to clearly disaggregate data to identify any areas of 
disproportionality. Used together, early warning systems and 
risk metrics offer schools powerful tools in a culturally re-
sponsive multi-level system of support.  

Early warning systems allow schools to analyze existing 
data to determine students in need of additional supports, 
target resources to support these students, and examine pat-
terns to identify school climate issues. Early warning systems 
have become such a crucial tool to closing opportunity and 
achievement gaps that the White House initiative, My Broth-
er’s Keeper, recommends all middle and high schools should 
“[h]elp schools and families recognize early warning signals 
and take action [and] encourage adoption of early warning 
systems [to] put students on the path to graduation“ (p. 8-9).   

In large part, early warning systems are recommended 
because our old ways of looking at data are not sufficient in 
the new age of ensuring all students learn at high levels. In 
fact, the Wisconsin Department of Public Instruction recog-
nizes the power of early warning systems and offers a Drop-
out Early Warning System (DEWS) via WISEdash. A DEWS 
score, available for sixth through ninth grade students, identi-
fies students potentially at risk for late or non-graduation.  

DEWS provides a great starting point for middle or high 
schools, but the DEWS Action Guide explains, “Analyze the 
DEWS data in comparison to data that the school and/or dis-
trict has for students, as local data will always be more cur-
rent.” Local, more current data can be housed in an early 
warning system to analyze for late or non-graduation, and 
also screens for college and career readiness. 

When schools use early warning systems to examine 
patterns to identify school climate issues, the aggregate data 
can be analyzed to determine whether the robust high quality 
instruction is meeting student needs. Schools use the early 
warning data, just as all screening data should be used, to 
identify the effectiveness of universal instruction. 

To fully realize a culturally responsive multi-level sys-
tem of support, schools should further analyze universal 

screening and early warning information by disaggregating 
the data. For example, schools should answer the following 
questions: 

 What is the percentage of males/females at or above 
benchmark with universal instruction alone? 

 What is the percentage of students that qualify/don’t 
qualify for free/reduced lunch at or above benchmark 
with universal instruction alone? 

 What is the percentage of students with/without disabili-
ties at or above benchmark with universal instruction 
alone? 

 What is the percentage of White students at or above 
benchmark with universal instruction alone? 

 What is the percentage of Black students at or above 
benchmark with universal instruction alone? 

 What is the percentage of Asian students at or above 
benchmark with universal instruction alone? 

 What is the percentage of Hispanic students at or above 
benchmark with universal instruction alone? 

 What is the percentage of American Indian students at or 
above benchmark with universal instruction alone? 

 What is the percentage of Multi-racial students at or 
above benchmark with universal instruction alone? 

 Note: Additional student groups may be identified to 
fully disaggregate school data. 
As Wisconsin schools analyze this data, they may dis-

cover a small number of students can have a big impact on 
data analysis results. Despite small numbers, evidence sug-
gests these numbers not be ignored. Practices that may be 
perpetuating disproportionality must be examined. Therefore, 
it is essential for Wisconsin schools to become highly skilled 
and well versed in statistical metrics that mitigate small num-
bers of students and help analyze the risk of these traditional-
ly underserved populations in our schools. In addition, these 
multiple measures are essential to define disproportionality 
for any group, regardless of size.  

In general, the statistical metrics that are most common-
ly used to thoroughly disaggregate data are defined in the 
following table: 

Risk  % of students in a racial/ethnic group who have at least one referral/flag 
 Compared with total number of students in the group 
 Does not provide point of reference when used alone 

Risk Ratio  Risk of one group vs. risk of another group 
 At least 15 students are needed in both groups for risk ratio to be stable and meaningful 
 BEST SINGLE MEASURE TO SUMMARIZE A GROUP’S RISK 

Composition  % of students who receive referrals/flags who belong to a specific group 
 Need to compare percentage with overall population 

E Formula  Computation of the standard error of measure for a specific group’s composition (see above) 
 Provides a percentage that, when exceeded, would indicate disproportionality 

Comparison Reports  % of referrals/flags generated by a specific group 
 Impacted by students who receive multiple referrals/flags 

Total Flags per Child  Average referrals/flags per child in a specific group 
 Impacted by students who receive multiple referrals/flags 



*Adapted from Florida Behavior Supports Project and 
School Data Template 

While these statistical metrics seem complex, there are 
various tools available to assist schools in disaggregating 
data. The Wisconsin RtI Center offers an e-learning course 
and calculator for Risk Ratio, and Florida’s Positive Behav-
ior Supports Project offers a School Data Template to calcu-
late all the aforementioned risk metrics. 

One Wisconsin high school recently analyzed their early 
warning system data using these various risk metrics and 
was able to clarify several areas of disproportionality. When 
students with disabilities entered their school as 9th graders, 
they were four times more likely than students without disa-
bilities to be flagged in their early warning system; however, 
by the end of 10th grade, students with disabilities were only 
one and a half times as likely to be flagged. This school is 
celebrating their successes for students with disabilities, yet 
remains aware of the continuing gap and need to move for-
ward in their efforts to support students with disabilities.  

Contrastingly, in their African American student popula-
tion, 100% of the students were flagged in their early warn-
ing system when entering their school, and after using addi-
tional metrics, it appears likely that risk is increasing over 
time in their school, as their student composition increases 
by the end of 10th grade. The school leadership team is ex-
ploring root causes and developing hypotheses for how the 
adults can assume responsibility and make changes in the 
system to reduce the risk for African American students. The 
school, through in-depth disaggregated data analysis and 
changing practices, is taking responsibility for student strug-
gles. 

As Wisconsin middle and high schools develop their 
culturally responsive multi-level systems of support, the col-
lection, analysis, and use of data needs to reflect new para-
digms. Multiple risk metrics allow schools to clearly quanti-

fy disproportionality when applied to universal screening 
practices, such as early warning systems. 

If you would like additional assistance on disaggregat-
ing your data or have questions about early warning systems, 
be sure to contact your Wisconsin RtI Center Regional Tech-
nical Assistance Coordinator (RTAC).  Specific contact in-
formation can be found at http://wisconsinrticenter.org/
regional-coordinators.html 

Be sure to like us on Facebook, follow us on Twitter 
@WisRtiCenter, or sign up for our e-newsletter to receive 
ongoing updates and information! 
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Effect Size for School Psychologists, Part 2 
Chris Birr and Todd Hrenak 

I can calculate an Effect Size, now what?  
In the last article, calculating effect size and interpretation 

guidelines were discussed. The purpose of effect size is to 
expand beyond, “Did an intervention work?” to “How well 
did it work in a range of contexts?” (Coe, 2000). This time, 
we will explore a few nuances and options available when 
using effect size. The first caution is that this article is not 
exhaustive and serves as a continuation to the introduction of 
effect size interpretation. Effect size should be reported 
along with other measures and never used in isolation. Some 
additional scores to report could be:  

 mean fall and spring scores 

 mean growth from fall to spring from grade and inter-
vention groups 

 number of students meeting expected growth 

 number of students in the intervention that surpassed the 
25th percentile or other set target to indicate growth 
toward proficiency 

Furthermore, comparing data using local and national 
norms provides a more balanced perspective if your district 
data tends to skew higher or lower than the national norm. 
Be sure to clearly indicate when comparing to local or na-
tional norms.  

As school psychologists, the data available to us are typi-
cally limited by the size of the school or district and number 
of students provided a service or intervention. Unless work-
ing in a large district, access to large sample sizes of both 
control and intervention groups is not often realistic. When 
Cohen (1988) proposed his initial guidelines for interpreta-
tion his interpretations were developed as a percentage of the 
standard deviation (Lakens, 2013). If an effect size is 0.5, it 
indicates that the difference equals half a standard deviation.  
What if the intervention group has a very large standard 
deviation?  

In the last article, Glass’s delta was mentioned briefly. 
Glass proposed substituting the control group’s standard 
deviation for the entire population (Ferguson, 2009). Accord-
ing to Thompson (2007), Glass’s delta is most useful when 
group sizes are quite large and concerns exist as to whether 
the intervention may have affected the mean and standard 
deviation of the experimental group. Thompson continues 
that Cohen’s d has the advantage of greater precision in esti-
mating the denominator of these standardized effects, be-
cause total n is larger if both groups are used to estimate a 
pooled SD. When using Glass’s delta, the effect of the inter-
vention is tempered but the overall size of the sample is re-
duced which could impact the effect size obtained. When in 
doubt, use Cohen’s d to calculate the effect size.  
I calculated an effect size for an intervention and it was 
very small, now what?  

Although Cohen’s initial interpretation guidelines are 
widely accepted, effect sizes in social sciences are often very 
small (Rosnow & Rosenthal, 2003). Initially, Cohen based 
these recommendations on an extensive survey of statistics 
reported in social sciences (Lenth, 2001). Ferguson (2009) 
indicated that at the time, no agreement had been established 
as to what magnitude of effect was necessary to establish 
practical significance. It is also suspected that Cohen never 
intended for his benchmarks to be accepted as law, he was 
making an initial recommendation meant for continued re-

search and refinement.  
There are researchers who recommend against “canned” 

effect size interpretation (Lenth, 2001). The caution is 
against using a target effect size to determine if an interven-
tion or method was successful based only on Cohen’s initial 
benchmarks. Effect size provides an indication of the degree 
of effect (positive or negative), and not a simple yes or no 
whether an intervention worked. Context is important when 
viewing effect size. Researchers are advised to seek out ef-
fects of similar interventions and view within the context of 
similar studies (Vacha-Haase & Thompson, 2004). One im-
portant caveat mentioned by Vacha-Haase and Thompson is 
that when few or no other studies are available, it is advised 
to use Cohen’s initial benchmarks. If you are unsure, Co-
hen’s initial benchmarks are advised: 
0.2 and below is small 
0.5 is moderate 
0.8 and up is a large effect 
Where can I find more information on effect size? 

Presently, effect size continues to be used primarily in 
research. Bridging from research to practice will require a 
thoughtful approach and continual professional development. 
Listed below are a few frequently cited sources and research-
ers in the field of effect size use.  

The Institute for Education Sciences (IES) published a 
paper for researchers regarding the use and interpretation of 
effect size. Dr. Mark Lipsey was the first author of the paper 
and has contributed significantly to the field of effect size 
research. Another researcher who has contributed greatly to 
effect size use is Dr. Bruce Thompson. A quick search of 
either name and “effect size” on Google Scholar or ERIC 
will provide more in depth reading and relevant papers.  

What Works Clearinghouse is currently on version 3.0 of 
their Procedures and Standards Handbook. Again, this hand-
book is targeted to researchers but it is an excellent source to 
become a better consumer of research to guide practice. Pag-
es 22-24 of the handbook address effect size. Furthermore, 
for the WWC, effect sizes of 0.25 standard deviations are 
considered to be substantively important (p. 23). The WWC 
also notes that “effect sizes this large will be interpreted as a 
qualified positive (or negative) effect, even though they may 
not reach statistical significance in a given study.” This 
guideline is mentioned as a consideration and not one that 
should be adopted without careful consideration.  
Conclusion 

As mentioned in the first article, effect size can be a pow-
erful indicator when presenting data to stakeholders. Alt-
hough effect size may be an easier statistic for others to 
grasp, it is necessary for school psychologists to understand 
the method of calculation and interpretation. Interested 
school psychologists are encouraged to review the resources 
included and seek additional resources to expand their 
knowledge of effect size.  Effect size is a valuable indicator, 
but when engaged in data based decision making, multiple 
sources of data are required. 
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Guidance for Progress Monitoring for Specific Learning Disabilities 
Guest Editorial By Greg Nyen 
Director of Student Services 
Stevens Point School District 

Recently the Stevens Point Area Public School District 
began the process of reviewing our screening and progress 
monitoring tools for use in our Multi-leveled Systems of 
Support (MLSS).  Not only were our school psychologists 
reporting difficulty attaining adequate stability of baseline 
and progress monitoring data but also in the area of reliabil-
ity of our trend-line slope.  Our teachers were spending inor-
dinate amounts of time probing and re-probing our strug-
gling learners sometimes exhausting all of the probes availa-
ble to them only to find that our data was unreliable and at 
times, invalid.   Educators and administrators alike were 
frustrated to say the least. 

While interviewing a Computer Adaptive Test program 
provider who shall remain nameless, they referenced a docu-
ment that the Department of Public Instruction had provided 
to them as a reference.  Enter the Progress Monitoring for 
Specific Learning Disabilities (SLD) Eligibility Decisions 
authored by members of the special education team at Wis-
consin Department of Public Instruction (WDPI).   

Co-authored by the school psychology consultant, the 
specific learning disabilities consultant and a member of the 
procedural compliance self-assessment/complaint investiga-
tion team, this resource provides a much needed level of 
clarity and reassurance to those of us in education who must 
make meaning and high stakes decisions from the data sets 
that are the product of our MLSS efforts.  Reassurance and 
validation of many difficult conversations began to set in at 
the bottom of page one under the heading of Decision Errors 
as I read, “Educational, employment and community-based 

outcomes for students with special educational needs are 
poor in comparison to students educated entirely in the gen-
eral educational system. Therefore, LEAs are keen to ensure 
they do not make the mistake of identifying a student as 
needing special educational services when s/he does not.”  
The section ends with an exclamation point by underscoring 
how errors may be mitigated by using valid and reliable data. 

The document is also a practical tool for the continuous 
improvement of MLSS.  Page 3 outlines the beginning of a 
very useful table offering a side-by-side comparison of Com-
puter Adaptive Tests and Curriculum Based Measures as 
they consider the theoretical foundations of probe: brevity; 
specific skill acquisition; multiple equal, or nearly equal, 
form availability; sensitivity to small change; reliability and 
validity; and scientifically based practice.  The side-by-side 
comparison outlines the strengths and weaknesses of two 
popular and prevalent methods of measurement that don’t 
require a background in school psychology to understand.   

As an administrator responsible for the creation and 
shared oversight of our own MLSS, I have often struggled 
with the ‘oh well, the data is what it is’ approach by some of 
my colleagues who don’t understand the significance of 
placing a disability label of a student.  This document was 
like gold to me!  It validated everything that our student ser-
vices department members had been espousing for months 
(since December 1st, 2013 to be exact) and yet also provided 
a reference point in the form of the table comparison that my 
colleagues could understand.  Job well done by the WDPI! 
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Did you know?  
School safety plans required in all Wisconsin schools 

By Scott Woitaszewski 

Does your school have a safety plan? Do you know what 
school safety plans are? Did you know that all Wisconsin 
schools are required to have a safety plan? Based on my ex-
periences conducting numerous PREPaRE school crisis 
workshops around the state, it has become apparent that, for 
most school psychologists, the answer is most often “no” or 
“I’m not sure.” 

Most school psychologists understand the idea of a 
school crisis plan. A crisis plan emphasizes what schools can 
and should do during and after a crisis (e.g., who will do 
what, how to respond quickly, how to determine what stu-
dents and school staff members need). Far fewer school psy-
chologists report being familiar with the idea of a school 
safety plan. Safety plans and crisis plans do have common 
goals and components but they are different in scope. A safe-
ty plan involves a broad view of crisis work, from prevention 
to recovery, while heavily emphasizing “front end” preven-
tion and preparedness planning. Safety plans include a focus 
on developing the “psychological safety” of a school (e.g., 
school climate and culture, social-emotional learning initia-
tives) as well as the physical safety of a school building (e.g., 
access control, surveillance). When properly balanced, 
strong psychological safety and school building physical 
safety can prevent many school crises.   

Recent publications and legislation have supported the 
need for schools to engage in more comprehensive safety 
planning. In 2013, the US Dept of Education published the 
Guide for Developing High Quality School Emergency Oper-
ations Plans (see: http://rems.ed.gov/docs/rems_k-
12_guide_508.pdf). That document clearly emphasized the 
need for schools to incorporate five “missions” into school 
safety and crisis response work (Prevention, Protection, Miti-
gation, Response, & Recovery). The five missions were de-
signed to be comprehensive; to address the full range of 
school-based crisis work, from prevention to recovery. Even 
more recently, the Every Child Succeed Act (ESSA) was 
signed into law in December 2015 (formerly No Child Left 
Behind). ESSA emphasizes that schools should improve 
school climate and safety and provides funding streams for 
states to access school safety supports. See: http://
www.nasponline.org/about-school-psychology/media-room/
press-releases/nasp-applauds-passage-of-essa.  

In addition to federal encouragement and support, Wis-
consin Act 309 [2009 Senate Bill 154] began requiring all 
Wisconsin schools to create a school safety plan (as of May 
2013).  

See: http://www.wssca.org/pdf/wisconsin_act_309.pdf). 
While no specific safety plan requirements are included in 
the act, it does require all Wisconsin schools to: 
 

Create a school safety plan with active participation 
from appropriate parties such as local law enforce-
ment officers, fire fighters, school administrators, 
teachers, pupil service professionals, and mental 
health professionals.  

Specify the process for reviewing the plan.  
Include general guidelines specifying procedures for 

emergency prevention and mitigation, preparedness, 
response, and recovery as well as methods for con-
ducting drills required to comply with the plan.  

Determine who shall receive the school safety plan 
training, which is based upon the school district’s 
prioritized needs, risks, and vulnerabilities. 

 
As such, there are two important reasons for school psy-

chologists to help ensure a high quality safety plan is in place 
in each school in which they work: 
 

Safety plans reflect best practice for supporting students 
and staff. Safety planning efforts can prevent school
-based crises and they reduce psychological trauma 
when crises do occur.  

It’s the law. When Wisconsin schools do not develop 
and implement school safety plans, they open them-
selves up to litigation.   

 
Ultimately, Wisconsin schools must make plans to pre-

vent and prepare for school crises, going beyond planning 
only for crisis response and recovery. Fortunately, several 
good resources exist for schools to develop good safety plans 
and teams: 

 
Guide for Developing High Quality School Emergency 

Operations Plans (U.S. Department of Education, 
2013). Free on-line, see: http://rems.ed.gov/docs/
rems_k-12_guide_508.pdf. 

Recommended book: Comprehensive Planning for Safe 
Learning Environments: A School Professional's 
Guide to Integrating Physical and Psychological 
Safety - Prevention through Recovery (Reeves, 
Kanan, & Plog, 2009).  

NASP’s PREPaRE Workshop 1 training (Crisis Preven-
tion and Preparedness: Comprehensive School 
Safety Planning) will be offered pre-convention at 
the Spring WSPA conference in Wisconsin Dells on 
Wednesday, March 23, 2016. For more information 
about that workshop, see: http://www.uwlax.edu/
conted/wspa/spring.html.   

Additional low-cost (grant supported) PREPaRE work-
shops are being offered around the state through the 
Wisconsin Safe and Healthy Schools Center. For 
training dates, see: http://www.wishschools.org/
training/.  
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Working With Divorced or Separated Parents: Who Has What Rights? 
By Matt Bell 

School psychologists are frequently called upon to work 
and communicate with parents of enrolled students.  If the 
parents of those students are divorced or separated, it may be 
difficult to discern who has what rights and if both parents 
have rights how can Districts honor everyone’s rights.  
Joint Legal Custody 

Divorced or separated parents will often have a custody 
arrangement known as joint legal custody.  The preference 
for ordering joint legal custody is actually codified in Wis-
consin Statute 767.41(2)(am), which states that “the court 
shall presume that joint legal custody is in the best interest of 
the child.”   

While joint legal custody may be in the best interest of 
children, it can be difficult for districts to navigate between 
two parents who are jointly attempting to exercise that custo-
dy.  The reason for the difficulty is because joint legal custo-
dy dictates that neither party’s legal custody rights are supe-
rior to the other.  Joint legal custody also allows either parent 
the ability to make “major decisions.”  Major decisions, as 
defined in statute, “include, but are not limited to, decisions 
regarding consent to marry, consent to enter military service, 
consent to obtain a motor vehicle operator's license, authori-
zation for nonemergency health care and choice of school 
and religion.”  Wis. Stat. § 767.001(2m).  From a school’s 
perspective, major decisions could also include consenting to 
a special education evaluation and consenting to an initial 
special education placement.  

It should be noted that occasionally when parents cannot 
agree on a course of action parents may seek court interven-
tion and a court may award joint legal custody with “impasse 
authority” given to one party or the other.  This means that 
the parties should continue to collaborate about major deci-
sions, but if agreement cannot be reached one parent has the 
final say. 

To ensure that districts are honoring the rights of each 
parent, it is often a good idea to request a copy of the legal 
documents demonstrating the custody arrangement between 
the parties.  Once those are in hand, it may also be advisable 

to have your district’s legal counsel review those documents, 
particularly if the documents are not clear or seem incon-
sistent.   
Consent in the Special Education Context- Who Can 
Give It? 

Within the realm of special education districts typically 
seek consent in two situations, evaluation and initial place-
ment.  As will be discussed below, the two situations are not 
the same when it comes to consent.  In one situation, neither 
parent has veto power over the others’ consent and in the 
other either parent can veto the others’ consent. 
Evaluation 

In a joint legal custody situation either parent can give 
consent for an evaluation.  Consent can be provided by one 
parent even if the other parent refuses to consent or objects 
to the consenting parent’s consent.  In IDEA Complaint De-
cision 12-033 (2012 DPI), the Department analyzed the issue 
of dueling divorced parents in the evaluation context and 
held that “[c]onsent of each parent is not required to proceed 
with an evaluation . . . A district must proceed with a special 
education evaluation when it has consent from one parent, 
even in situations where the other parent has refused or with-
drawn consent.”   
Provision of Special Education and Related Services 

In a joint legal custody situation either parent can also 
give consent for initial placement in special education.  
However, pursuant to IDEA’s revocation procedures one 
parent can revoke the consent of the other parent.  See 34 
C.F.R. § 300.300(b).  To provide an example (recall this is a 
joint custody situation), mom may provide initial consent for 
the district to place the student in special education and pro-
vide special education and related services.  At any time after 
that consent for initial placement, dad may revoke consent, 
in writing, and the district must first provide prior written 
notice of the cessation of services and then cease providing 
special education and related services.   In effect, either par-
ent has veto power over the other in the context of providing 
consent for special education and related services. 

Strategies for Student Success: Math Anxiety 
 

By Amity Noltemeyer, Ph.D., NCSP, OSPA President-Elect, Assistant Professor in School Psychology, 
Department of Educational Psychology, Miami University, anoltemeyer@miamioh.edu 

Rachel Mathews, M.S., School Psychology Intern, Miami University, Batavia Local Schools,  
School Psychology Program, mathews_r@bataviaschools.org 

(reprinted from The Ohio School Psychologist newsletter Volume 57, Number 4, Summer 2012) 

Description of Skill 
Mathematics anxiety is defined by Ashcraft (2002) as 

feelings of tension, apprehension, or fear that negatively im-
pacts mathematics performance. It is characterized by expe-
riences of anxiousness, nausea, or panic when one is faced 
with a mathematics task (Terrell, 2006). Math anxiety is 
problematic because it has been associated with impaired 
mathematical performance (Ma, 1999). In addition, as stu-
dents mature, avoidance becomes an effective method for 
eluding math failure. Older students who experienced math 
difficulty as children often avoid taking math classes in col-
lege and may sustain feelings of mathematics anxiety into 

adulthood (Ashcraft, 2002). 
Research 

A significant number of individuals in the United States 
population experience mathematics anxiety (Ashcraft & 
Moore, 2009). Perry (2004) asserts that the onset of mathe-
matics anxiety typically occurs at an early age. This may be 
due to the pressure on schools to teach mathematical con-
cepts at young grades, sometimes as early as pre-school and 
kindergarten (Begley, 2007). Because mathematics anxiety is 
a difficult concept to quantify, it is challenging to accurately 
identify the number of individuals who experience it. For 
this reason, the actual prevalence of math anxiety is un-
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known. However, it is estimated by Campbell (2005) that 
approximately 20% of individuals may suffer from some 
form of mathematics anxiety. According to Suinn, Taylor, 
and Edwards (1988), mathematics anxiety can occur in many 
settings and is not limited to the classroom. Adults may ex-
perience math anxiety when performing everyday tasks, such 
as calculating a tip at a restaurant or balancing a checkbook 
(Ashcraft & Moore, 2009). In addition, although male and 
female students typically attain similar levels of achievement 
in the area of mathematics, females consistently report high-
er levels of math anxiety than men (Frenzel, Pekrun, & 
Goetz, 2005).  

There are many factors that may contribute to the devel-
opment of math anxiety. For example, Hadfield & McNeil 
(1994) have identified three major areas from which mathe-
matics anxiety may emerge. These include environmental, 
intellectual, and personality characteristics. Examples of 
environmental features that may contribute to math anxiety 
are negative mathematics experiences in the classroom, poor 
relationships with teachers, and intense pressure from par-
ents (Dossel, 1993). Intellectual factors include a general 
lack of persistence, mismatched learning styles, and a dis-
torted perception of one’s mathematical abilities (Miller & 
Mitchell, 1994). Finally, personality features that could con-
tribute to mathematics anxiety are low self-efficacy, shyness, 
or perceiving mathematics as a masculine field (Gutbezahl, 
1995; Levine, 1995). In addition to these dimensions, it is 
also possible that the increasing use of high-stakes standard-
ized testing in schools may place a great deal of stress on the 
students. While a low to moderate level of anxiety may aid 
in test performance, high levels of anxiety can cause severe 
emotional and/or physiological responses, which disrupts 
cognitive activity (Kargar, Tarmizi, & Bayat, 2010).  

There are numerous studies revealing a negative rela-
tionship between mathematics anxiety and math performance 
(e.g., Ashcraft & Moore, 2009). This association between 
mathematics anxiety and performance indicates that as math-
ematics anxiety increases, mathematics performance de-
creases (Ashcraft, 2002). As far as the potential mechanisms 
explaining this relationship, Ashcraft and Krause (2007) de-
termined that when anxious students fixate on their anxiety 
during a test, the working memory resources needed to com-
plete the task at hand are depleted, therefore hindering their 
performance. Ma (1999) found that by reducing mathematics 
anxiety, mathematics performance can increase, bringing a 
highly anxious “average” student’s scores from the 50th to 
the 71st percentile. This study concluded that if math anxiety 
can be reduced, mathematics achievement can significantly 
increase.  
Strategies for Home and School 

Fortunately, there are steps that parents and educators 
can take to prevent math anxiety and also to reduce the nega-
tive impact when it does occur.  The strategies that will be 
most useful depend in part on the factors contributing to the 
student’s math anxiety.  However, the following ideas should 
be considered:  

 Parental encouragement in math has been linked to im-
proved student attitudes toward math and math achieve-
ment (see Scarpello, 2007).  Therefore, parents should 
encourage their children to pursue and enjoy math activ-
ities. 

 Math anxiety may contribute to student avoidance of 
math courses or careers (Scarpello, 2007).  Parents and 
educators should help encourage students to challenge 

themselves and not let math anxiety interfere with their 
educational or vocational attainment. 

 Have children with math anxiety talk through the steps 
of math problems out loud.  Researchers have found that 
students who do this perform more accurately than those 
who do not on tests (DeCaro, Rotar, Kendra, & Beilock, 
2010) 

 Minimize the focus on timed tests for students with 
math anxiety.  Geist (2010) suggests that these types of 
tests may lead to a higher incidence of math anxiety.  
Although they do have the benefit of assessing fluency 
for progress monitoring and screening purposes, stu-
dents with math anxiety would benefit from taking the 
test in a non-threatening manner (e.g., students do not 
know they are being timed). 

 Educators can help students experiencing math anxiety 
to learn and practice strategies to cope with negative 
feelings.  For example, students can be taught to identify 
initial signs of math anxiety and use positive self-talk or 
deep breathing to control them.  Students will need to 
learn these strategies, be given opportunities for practic-
ing them, and be reinforced for their appropriate use. 

 As with any type of education-related anxiety, it is im-
portant to provide frequent praise for effort and for per-
sonal improvement.  This may reduce some of the worry 
associated with task performance. 

 Encourage an excitement about math through the use of 
engaging and non-threatening math games. 

 Make math activities applicable to real life so that stu-
dents understand why math is important.  Also, to make 
the content more relevant and motivating, consider in-
cluding the students’ names or interests in some word 
problems (Wadlington & Wadlington, 2008) 

 Do not ridicule or joke with students regarding their 
poor math performance (Wadlington & Wadlington, 
2008). 

 Sometimes math anxiety can emerge when a student 
does not have the mathematical skills or knowledge 
needed to be successful.  In these cases, use pre-
teaching, re-teaching, manipulatives, demonstration, and 
other strategies to improve the student’s confidence and 
competence. 

 Math educators should be aware of their own behaviors.  
Research has suggested that being hostile, having unre-
alistic expectations, embarrassing students, exhibiting 
gender bias, and having an uncaring attitude are linked 
to the development of math anxiety (Jackson and Leff-
ingwell, 1999 as cited in Furner & Duffy, 2002). 

 Educators and parents may pass their own math anxiety 
onto their children by acting in ways that demonstrate 
their own dislike or discomfort with the subject (Furner 
& Duffy, 2002).  Adults should be alert to the covert and 
overt messages they may be sending to children and 
adolescents. 

 Teachers can consider giving students a brief survey or 
interview at the beginning of the year to assess their 
attitudes toward math (Furner & Duffy, 2002).  This 
may serve as a baseline level of anxiety and also can 
reveal students who might be at risk for math anxiety. 

 If the math anxiety begins to seriously impact the child’s 
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life despite prevention and intervention efforts, it may 
be important to consult the school psychologist or an 
outside mental health specialist with expertise in this 
area. 

Online Resources for More Information 
 
http://www.math.com/students/advice/anxiety.html - Sugges-

tions on dealing with math anxiety, written directly for 
children.  This website, www.math.com, also has a vari-
ety of math activities and games to build math compe-
tencies. 

http://school.discoveryeducation.com/schrockguide/
math.html- List and description of math websites that 
can be used to foster skill development and interest in 
math. 
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Call for Submissions from WSPA’s Publications Committee  

The Sentinel is looking for articles for upcoming issues. 
All are more than welcome to submit.  Please feel free to 
contact Jennifer Kamke Black, The Sentinel editor, at 
kamkebj@shawanoschools.com with any questions. 
 For all Sentinel Readers: We have a special re-
quest for interesting stories or experiences you have had (and 
I know any given person has many!) for the new “From the 
Trenches” column. These stories do not have to be lengthy or 
relate to any specific issue; rather, we want to publish stories 
that give us a glimpse of what school psychologists (or other 
school professionals) experience in our unique profession. 
For example, you may like to share an interesting case, “a 
HA!” moments you have had, humorous stories, or other 
experiences that make you feel fortunate to have a career 
working with children and families. The door is wide open! 
 For Members Who are Active with Your Region-
al Group: We are par ticular ly interested in receiving 
reports of any meetings, trainings or other activities that have 
taken place--or will be taking place in the near future--within 
your respective regions. We hope you decide to share your 
thoughts and expertise with us and with the members of 

WSPA by submitting a piece to the newsletter. 
 WSPA Would also Like to Honor School Psy-
chologists that have served Wisconsin children dur ing 
their career.  If you ever receive notice or information re-
garding interesting updates (or the death) of a school psy-
chologist (or retired psychologist) about whom you feel the 
Sentinel should include an article, please forward the infor-
mation to Jennifer.  A link to any newspaper article 
(including obituaries) is very helpful, or an article written by 
a school psychologist that knew the person would be greatly 
appreciated.   
 For Anyone, Especially Students or Faculty: 
Submissions could include reflections on attendance at re-
gional, state or national conferences, book or article reviews, 
descriptions of effective interventions either outlined in the 
literature or observed on student practica or internships, and/
or summaries of  your research.  We reserve the right to pub-
lish the abstract from submitted materials and to then put the 
full work on the website, if deemed appropriate. 
 We look forward to your submissions.  

Supporting ELLs: What’s culture got to do, got to do with it? 
By Amanda Myers 

The series on ELLs continues with a focus on culture 
and working with families. In the Fall WSPA newsletter, 
information on the language development of English Lan-
guage Learners (ELLs) was shared. Beyond language, stu-
dent development can also be impacted by cultural factors, 
such as acculturation and interpersonal communication 
styles. Acculturation is the process by which people adjust to 
the culture in which they are living, or take parts of the new 
culture and adopt them into their own lives (Geva & Wiener, 
2015). There is usually a melding of cultural pieces, previous 
culture or family culture, with the dominant culture. Students 
who have experienced more acculturation, or integration with 
the dominant culture, have likely had more exposure to Eng-
lish and may adjust to the academic and behavior expecta-
tions of the school environment at a quicker rate. Students 
who have little acculturation have fewer experiences with 
English and may need more time to develop language skills 
and adjust to the expectations for communication, behavior, 
and academics at school. Geva and Wiener’s Psychological 
Assessment of Culturally and Linguistically Diverse Children 
and Adolescents: A Practitioner's Guide offers a short inter-
view resource that can be used to think about acculturation 
related to a specific student, which can help reflect on how 
culture may be playing a role in a student’s development and 
experiences in school. 

Understanding a student’s culture is also an important 
component of being able to build a successful partnership 
with the student’s family. Family values and expectations of 
school may differ slightly depending on culture, with varied 
beliefs on how parents play a role in their child’s education 
(Lee & Bowen, 2006). School psychologists can support the 
success of students who are ELLs by gathering information 
about a student, their family, and their culture (NASP Com-
munique, 2015). It is also valuable to know available re-
sources both for self-education about different cultural and 
language backgrounds (NASP articles) and what resources 
are available locally to support families (transition, physical 
resources, language supports, and community connections).  

Student cultures and languages can also be celebrated in 
the classroom by having reading materials that have diverse 
individuals in the stories, having a shared reading on an as-
pect of the student’s culture, reading poetry that highlights 
the student’s language, or by inviting family members to 
speak with the class. Saravia-Shore and Garcia (1995) sug-
gest several other research-based strategies to incorporate 
diversity and celebrate culture and language in the class-
room.  

Educators should be careful to be responsive to individu-
al students when thinking about cultural practices and be-
liefs, as generalizations about language and cultural back-
grounds may not always be accurate to students and families 
in their school communities. Acculturation and access to 
resources play an important part in the culture and language 
of students, and schools are able to not only support, but also 
celebrate and value the diversity in their classrooms. How 
does your school/district consider and value diversity and 
culture? Participate in an online community on Google Plus 
(+) by searching for the WSPA ELL Article Series Discus-
sion community. 
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CHANGE SERVICE REQUESTED 

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

Have a Splendid 
Spring! 

mailto:kamkeblj@shawanoschools.com

