
I hope your school year is off to a great start, and 
that you were able to join us in Blacksburg to 

learn lots of great new information to inspire you 
throughout the year. The VASP Fall Conference was 
a great success and I would like to thank the entire 
VASP board for all of their hard work – especially 
Virginia Larsen, Kelly Acevedo, Kate Grisdale, Larry 
Sutton, Tom Byrnes, and Maribel Saimre.
 The conference featured a variety of incredi-
ble speakers. Troilen Seward, our VASP lobbyist, 
started it off by providing us an update on leg-
islative matters. Dr. Cecil Reynolds discussed in-
terventions to prevent school failure, and in the 
afternoon provided an introduction to the RIAS-
2. Dr. Jennifer Mascolo gave a presentation about 
planning, selecting, and tailoring interventions 
for unique learners. Dr. James Russo showed at-
tendees how to improve student engagement, and 
in the afternoon discussed use of the DESSA in an 
elementary school. Dr. John Lochman described 
his Coping Power program, which provides inter-
ventions for angry and aggressive students. Ana 
Bonilla discussed ways to bridge the cultural gap. 
Thursday’s sessions were followed by the VASP 
Social and Silent Auction which gave everyone a 
chance to enjoy delicious food and beverages as 
well as purchase some lovely items. On Friday, 
Robin Haymore discussed PBIS and VTSS. Dr. 
Eric Mesmer provided an ethics workshop, and 
Dr. Debi Kipps-Vaughn added to everyone’s bag 
of counseling tricks. Dr. Janine Jones discussed 
culturally responsive approaches to disability 
identification, and Stephanie Livesay gave a lively 
presentation about the use of standardized tools 
to evaluate Autism Spectrum Disorder. Thankful-
ly we were able to end a bit earlier than scheduled, 
since the rain and storms made the drive home 
something of an adventure.
 At the business meeting and luncheon on 
Thursday, I had the great pleasure of awarding the 
VASP School Psychologist of the Year award to 
Dr. Charles Barrett and the Graduate Student of 
the Year award to Alexandra Munsey. Dr. Barrett 
is a school psychologist in Loudoun County and 
does amazing work – read all about him in the ar-
ticle included in this newsletter. Alex Munsey is a 
student at Radford University and is currently an 
intern in Fauquier County. Both recipients were 
more than deserving of recognition, and it was an 
honor to have had the opportunity to do so.
Although the Fall Conference is behind us, we are 

still hard at work to ensure that VASP members 
have access to quality professional development. 
We are in the process of organizing a one day con-
ference in the spring; date and location are still 
pending, but I will update the website (www.vasp-
web.org) as soon as we have further information. 
We hope to focus on behavioral interventions at 
the spring conference. We have also begun prepa-
ration for next fall’s conference. Again, check the 
website for updates. If you have any suggestions or 
would like to be involved in conference planning, 
please email me. My contact information is avail-
able on the website.
 You may have heard in a previous email from 
me that the Board of Education has included 
school psychologists, at a 1:1000 ratio, in their 
recommendations for updates to the Standards 
of Quality; the proposal passed unanimously at 
their October board meeting. This is very excit-
ing news for Virginia’s school psychologists and 
the students they serve! The proposal goes to the 
General Assembly next, and VASP will be advo-
cating fiercely for the proposal. We will be asking 
VASP members to make their voices heard. I will 
email members regarding advocacy opportunities 
as well as further updates as we hear more infor-
mation.
 The VASP board will be meeting on Janu-
ary 21, 2017 in the Charlottesville area. VASP 
members are always welcome to attend board 
meetings. Contact me for additional information 
if you are interested in attending. Thank you for 
your continued support of VASP and for all that 
you do to support Virginia’s students. Remember 
to check www.vaspweb.org for conference updates 
(as well as lots of other information and resourc-
es, including job opportunities), and we will see 
you in the spring!

President’s Column
Sarah Neville, M.A., NCSP VASP President
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THE PRACTICE OF VIDEO 
SELF-MODELING
DR. MELISSA ROOT

Introduction
While attending APA this summer, 

I was fortunate to attend an event 
with Dr. Melissa Root.  As we talked, 
I learned about Melissa’s practice, her 
successes with video self-modeling, and 
her interest in sailing!  As she shared her 
experiences with the technique of video 
self-modeling, I became intrigued by the 
science behind it, as well as the breadth 
of clients with whom it has been suc-
cessful.  
 Years ago, a technique of this type 
would not have been accessible to the 
average school psychologist or pupil.  
However, we now live in a digital age.  
Videos and editing are routine for the 
masses, so why shouldn’t our interven-
tions catch up?  As you read about video 
self-modeling, or VSM, I hope that you 
will reflect, as I did, about how technol-
ogy is changing our lives and our roles 
as school psychologists.  As you learn 
more, perhaps you will think of a stu-
dent that might benefit from this inter-
vention.  I’ll bet you’ve got that smart 
phone or tablet handy that can turn this 
intervention into a reality!
 - Amy Dilworth Gabel

Video self-modeling (VSM) is one of the most 
unique and ideal interventions around be-

cause it is effective across challenging behaviors, 
academic skills, developmental levels, and ages. 
VSM uses video images of students, themselves, 
performing a goal behavior without error. This 
is accomplished through video recording of nat-
urally occurring or deliberately prompted behav-
iors and careful editing. Each video is typically 
between 30 seconds and 4 minutes long and is 
shown to the student every 2 to 3 days. Change is 
often seen within the first few viewings, but may 
take longer depending upon the behavior.
 More than 45 years of research has proven 
VSM works for children and adults across a wide 
range of functioning levels. Scientific literature 
reviews of the intervention have concluded that 
the research overwhelmingly supports use of VSM 
across many behaviors (Buggey & Ogle, 2012; 
Prater, Carter, Hitchcock, & Dowrick, 2012). In 
addition to working well with those who develop 
typically, below is a list of some of the disorders 
with which VSM has successfully remediated as-
sociated characteristics.

• Attention-deficit/hyperactivity disorder
• Autism spectrum disorder
• Emotional disorders, including anxiety 

and depression
• Intellectual disability
• Learning disability
• Physical disability
• Post traumatic stress disorder
• Selective mutism
• Speech and language disorders, includ-

ing stuttering
• Traumatic head injury

 
 Important to school psychologists, the be-
haviors for which VSM has been used span across 
many areas that contribute to school success for 
students, including internalizing challenges, exter-
nalizing behaviors, adaptive living skills, academic 
competence, and self-esteem. VSM can efficiently 

enhance the use of existing skills, build new skills, 
transfer abilities to new settings, and maintain use 
of newly acquired talents. Below is a partial list of 
applications of VSM in the research:

• Decrease aggression
• Decrease anxiety
• Decrease depression
• Decrease hyperactive behaviors, such as 

fidgeting and overt signs of distractibility
• Increase compliant behaviors
• Increase math fact fluency
• Increase reading fluency
• Increase reading comprehension skills
• Increase spelling accuracy
• Increase written expression
• Increase self-esteem
• Increase fluent speech in students who 

stutter
• Increase attending behaviors
• Increase mean length of utterances 

(spoken sentence length)
• Increase physical and sports-related 

skills
• Increase social skills
• Replace problem behaviors with appro-

priate ones (e.g., raising hand to be called 
on in class rather than shouting out)

• Sequence existing skills to complete 
more complex tasks (e.g., making a 
sandwich, washing clothes)

• Generalize fluent language to new or 
additional settings

• (For a comprehensive review, see Bray 
& Root, 2016)

 Ever wonder why we have over 45 years of 
fantastic research supporting a technique you 
rarely see used or of which you maybe haven’t 
even heard? Historically expensive technology 
is the answer. Even when it was practiced in the 
1990s, you needed a camcorder, VCR tape, VCR 
player, bulky television, and two side-by-side 
television-studio-quality video editing machines. 
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The everyday practitioner did not have access to 
this equipment, but grant-funded researchers and 
those on large campuses did. Practical use of VSM 
was thus nearly unobtainable, but research flour-
ished.
 Originally used with a child exhibiting inap-
propriate behaviors (Creer & Miklich, 1970), re-
searchers expanded the use of VSM into commu-
nication skills, academics, sports skills, emotional 
challenges, etc., because here was a relatively sim-
ple technique that repeatedly worked, and did 
so more efficiently than traditional interventions 
(Dowrick, 2012). Therefore, there is a substantial 
evidence-base to support the use of VSM; both 
the Council for Exceptional Children (CEC) and 
the National Professional Development Center 
on Autism Spectrum Disorder declared it an ev-
idence-based practice. However, use of VSM in 
everyday situations still languishes.
 Thankfully, video self-modeling is now an 
easily accessible intervention due to recent ad-
vances in technology. Practical use of VSM is pos-
sible through everyday equipment such as iPads 
or smartphones. Even the software required for 
editing is free. Given that this is a positive, proven, 
technology-based intervention that is uniquely 
designed for each individual, it is an ideal strategy 
to use with students. School psychologists are well 
positioned to bring this intervention into schools 
because they understand the many challenges that 
impact student academic success. School psychol-
ogists are also trained in how to effectively collect 
and use data to determine if an intervention is 
working and decide when to systematically with-
draw it. It is thus incumbent upon school psy-
chologists to learn, implement, and recommend 
this intervention to their colleagues. VSM is also 
relevant to the work of physical therapists, occu-
pational therapists, speech and language pathol-
ogists, counselors, and special educators. Thus, 
bringing video self-modeling into a school system 
has far-reaching implications for student success.
 As a school psychologist, I have personal ex-
perience in both using VSM and training others 
in its use. I can unequivocally say that both are 
immensely satisfying! Seeing a child with selective 
mutism talk in school for the first time in years 
after watching their VSM video a couple of times 
is an inspiring moment that I will never forget. 
When change such as this happens, classmates are 
thrilled as well.  It is rewarding to hear them make 
such simple, joyful exclamations like, “Ellen! You 
can talk!” In my practice, I also use the technique 
with adults with developmental disabilities. It is 
equally satisfying to see them overcome daily chal-
lenging behaviors by simply watching a 30 second 
to 4 minute edited video of themselves. Behaviors 
that were impediments to their success are swift-
ly eliminated and the change drastically improves 
their everyday functioning. The graph below is an 
example of such change.
 During trainings on VSM, it is exhilarating 
to watch professionals get their creativity ignited 

by the prospect of using VSM with the students 
in their caseload. Since it is such a positive inter-
vention and so non-intrusive from a time per-
spective for the student, it is easy to let the mind 
roam about the possible uses. In evaluations of the 
training, it is common to come across statements 
like this, “I look forward to trying this with some 
of my students. I already have so many ideas!” 
(anonymous communication, October 20, 2016).
 The bottom line is that VSM works across 
ages, levels, behaviors, and skills. Now that it is an 
accessible technique, it is imperative that school 
psychologists learn how to use VSM and active-
ly advocate for its use on behalf of children with 

challenges. Once you see how swiftly and effec-
tively it works, you will be amazed at the num-
ber of additional applications you will find across 
your caseload.  Just like me, you may become an 
advocate for its use with your colleagues!

Endnote: Dr. Melissa Root owns Root Success 
Solutions LLC, which provides professional de-
velopment trainings on video self-modeling in 
addition to direct service using the technique 
with specific cases. She is also author of Picture 
Perfect: Video self-modeling for behavior change. 
She may be contacted at root.success.solutions@
gmail.com or through www.rootsuccess.com.

Bray, M. A., & Root, M. M. (2016). Picture perfect: Video self-modeling for behavior change. Pacific Northwest Publishing: 
Eugene, Oregon.

Breaux, K., Bray, M., Root, M. M., & Kaufman, A.S. (2016). Introduction to special issue  and to KTEA-3 error analysis. Journal 
of Psychoeducational Assessment. doi: 10.1177/0734282916669656
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VASP AWARDS & RECOGNITION 

VASP AWARDS & 
RECOGNITION             
CHARLES BARRETT 
OF LOUDOUN 
COUNTY PUBLIC 
SCHOOLS WINS 
VIRGINIA’S SCHOOL 
PSYCHOLOGIST OF 
THE YEAR AWARD

Charles Barrett, Ph.D., is Virginia’s School 
Psychologist of the Year.  The award was an-

nounced September 29 by the Virginia Academy 
of School Psychologists at the meeting in Blacks-
burg.  This “Best Practices” award, considered the 
our highest annual honor, reflects excellence in 
serving Virginia’s families and students.  
 Dr. Heather Applegate, Supervisor of Di-
agnostic and Prevention Services for Loudoun 
County Public Schools cited Dr. Barrett’s de-
votion “to providing services to the most disad-
vantaged children” in her nominating statement.  
Applegate noted that Barrett has advocated in 
professional publications and presentations about 
the importance of school psychologists serving 
overlooked communities.   His research areas con-
tribute to evidence-based practices for serving and 
fairly assessing culturally and linguistically diverse 
students.   
 Dr. Barrett completed his undergraduate 
work at Saint John’s University in Jamaica, New 
York.  His Masters and Ph.D. are from Lehigh 
University in Bethlehem, Pennsylvania.  After ex-
perience with schools in Baltimore and Philadel-
phia, he joined the school psychological services 
staff of Loudoun County Public Schools in 2008.  
He also teaches as adjunct faculty for George Ma-
son University, Howard University, and Northern 
Virginia Community College.  

 Dr. Barrett’s honor represents the second win 
for Loudoun County Public Schools in less than 
a decade.  Benjamin Fernandez, 2010’s recipient, 
went on to win the national honor from the Na-
tional Association of School Psychologists. 

Steve Fannin 
Awards Chair, Virginia Academy of School Psy-
chologists 

Photo: Charles Barrett (left) receives Virginia’s 
School Psychologist of the Year Award from Sar-
ah K. Nevill, president of the Virginia Academy 
of School Psychologists.    Photo by Lisa Cylar 
Barrett.

Note: Please see page 15 for coverage of the Grad-
uate Student of the Year award!
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FONTS AND SCREENS: QUICK 
FIXES FOR STUDENTS WITH SLD? 
Denton S. Warburton, Steven L. Powell, and Ashton D. Trice 
James Madison University

For years, special educators and school psy-
chologists have been identifying viable inter-

ventions for students with reading disabilities. 
Many of these interventions are expensive, time 
consuming, or impractical, and some work only 
for children with very specific reading issues. One 
intervention that has recently been suggested is 
altering the font of the text the child is reading. 
These alterations of fonts come in various forms, 
but can be broken down to include the size of the 
font, the spacing of the font, and the font type 
itself. If font proves to be a useful intervention, 
the use of tablets will make font modification easy. 
This paper summarizes research on font-based in-
terventions and the use of tablets.

Font Size
The most common measurement units that are 
used for font size in typography are points and pi-
cas. One point is equivalent to 1/72nd of one inch 
and one pica is equal to slightly less than 1/6th of 
one inch, and contains twelve points. Picas and 
points influence the x-height of individual let-
ters and words, which relates to the overall visual 
appearance of letters. Depending on the size of 
the x-height, a letter can look smaller or larger, 
regardless of whether or not the two fonts are the 
same point size (Pjipker, 2013). Wilkins, Cleave, 
Grayson, and Wilson (2009) reported that chil-
dren preferred reading a passage in a larger font 
size as compared to a smaller font size. Additional-
ly, they reported that children who read a passage 
in a larger font size committed fewer errors and 
performed with greater speed, as compared to a 
passage in a smaller font.  
 Tinker (1963) examined fifth and sixth grade 
students and found that words in size 6- and 
14-point font produced a slower reading speed 
compared to a 10-point font. Tinker (1963) 
suggested that a six-point font is rather illegible 
which may permit less visual discrimination of let-
ters, thus decreasing reading speed and accuracy. 
In contrast, the 14-point font is much larger than 
the typical font size that is used, which means that 
more area is needed to discriminate the charac-
teristics of each individual letter and word, which 
may decrease reading speed and accuracy. Ulti-
mately, he found no significant difference between 

the readability and speed of 8, 10, and 12-point 
font sizes, which may suggest an optimum font 
size.

Spacing 
There are very few studies that have examined how 
spacing in text affects the reader’s comprehension. 
Spacing between letters in a single word is called 
intraword spacing. Spacing between words is 
called interword spacing. The space between lines 
of text is called leading.  
 In a Spanish study, Perea, Panadero, 
Moret-Tatay, and Gomez (2012) examined the ef-
fects of intra-word spacing on word identification 
speed and speed of reading text. They asked sec-
ond and fourth graders with and without dyslexia 
to read both word lists and words in context as 
quickly as they could. While the authors found no 
effect of spacing on the speed of reading text, they 
did find that both groups of children read words 
faster when the words in the list were more spaced 
out.  Interestingly, for the children with dyslexia, 
the effect was much more pronounced.  
 Chung (2002) asked six adults to read short 
sentences in which the interword spacing was set 
to 1x, 1.4x, and 2x normal spacing, and found no 
differences between the participants on the num-
ber of mistakes committed.  
 Paterson and Tinker (1932) wanted to iden-
tify the ideal lead.  Leading, by the way, refers to 
vertical distance and line height in written text. 
They exposed their participants to a number of 
printed text with various leads, ranging from zero 
point leads to four point leads. They found that 
participants made the fewest errors while read-
ing from the two point leads. Zero, one, and two 
point leads did not differ from each other statisti-
cally. The authors also found that four point leads 
actually increased the number of errors partici-
pants made, which indicates that there is a “sweet 
spot” for leading. Burt (1959) demonstrated that 
inadequate leading can increase the chances of 
“doubling,” or re-reading a line and skipping lines 
in children.  
 To summarize, the sparse literature on this 
topic makes it difficult to make strong inferences 
regarding the effect of spacing on the readabil-
ity of text. It appears that increased intraword 

spacing allows students, especially those with 
dyslexia, to read lists of words faster, which may 
have implications for some of the assessments we 
use to identify those students with learning dis-
abilities. It appears that interword spacing may 
not play much of a role in reading, although 
clearly setting interword spacing to zero would 
cause issues. It is possible that interword spacing 
is helpful only up to the standard spacing, and 
adding more does not increase readability. While 
both the studies on leading are quite dated, it is 
likely that their finding of higher leads reducing 
legibility remains true.

FONTS
FONTS
FONTS
FONTS
FONTS
FONTS
FONTS
FONTS
FONTS
FONTS
FONTS
FONTS
FONTS
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Font Type 
The type of font that is used in printed text serves 
as a crucial component to the overall legibility of 
words on page. Within the realm of publishing, 
each publishing company uses similar font types, 
without regard to empirical support. Each font 
type consists of numerous characteristics that dif-
fer from one another (Perea et al., 2012). A serif is 
a horizontal line at the bottom of each individual 
letter, which is seen in Times New Roman. A sans 
serif font possesses the absence of a horizontal line 
at the bottom of individual letters, which is seen 
in a font type such as Arial. Refer to Fi gure 1 for 
examples of serif and sans serif fonts. The current 
literature is inconclusive at this point as to wheth-
er serif or sans serif fonts bring greater readability 
(Pjipker, 2013). According to Perea et al. (2012), 
a possible explanation for both greater reading 
speed and accuracy while reading words in a 
serif font, could be the result of greater spacing 
between letters, which may influence the ability 
to recognize individual words. Inter-letter spacing 
influences something referred to as the crowding 
effect. Spineli, De Luca, Judica, and Zoccolotti 
(2002) found that in readers with dyslexia, in-
creasing the inter-letter spacing greatly reduced 
the response time of word identification, as com-
pared to a font that contained a typical amount of 
inter-letter spacing.

Aa Bb Cc Dd (Serif Font)

Aa Bb Cc Dd (Sans Serif Font)

Figure 1. Examples of Serif and Sans 
Serif  Fonts

Dyslexie 
As a result of the critical influence that font type, 
size, and inter-letter spacing has on reading per-
formance, Boer (2011) sought to create a font that 
addresses the reading difficulties that individuals 
with Dyslexia face. Dyslexie, a font that Christian 
Boer developed, consists of distinctive character-
istics in each letter that are suggested to be more 
easily distinguishable from one another, such as a 
bolded bottom portion of e ach letter, additional 
inter-letter spacing, a greater x-height, and capital-
ized letters that are slightly italicized and bolded. 
As a product, Dyslexie has a mixed empirical sup-
port of overall effectiveness. To address the incon-
clusive supporting evidence of Dyslexie, we creat-
ed a brief reading task that consisted of word lists 
and reading passages in Times New Roman, Arial, 
and Dyslexie. No significant differences or effects 
were found between the differing font types.

 Tablets 
Tablets have been found to be useful in developing 
communication skills and literacy skills in children 
with developmental delays and autism spectrum 
disorders (Stephenson & Limbrick, 2015). They 
have also been found to be helpful in assisting 
English language learners, particularly in allowing 
them to practice their new language skills. There is 
less information about their use with students diag-
nosed with specific learning disabilities. Here, the 
findings are weaker and often mixed. For example, 
research by Bryant et al. (2015) has shown that the 
use of tablets slightly increased engagement in stu-
dents with reading disabilities, at least in the short 
term, but reading performance and comprehen-
sion were slightly poorer on tablets than on books.  
 Reading material presented on tablets increase 
engagement with the screen, compared to engage-
ment with books: it does not necessarily increase 
engagement with the text if other activities are 
available on the screen, however. Animated illus-
trations, sounds, and music focus children’s atten-
tion to content. Tablet presentations frequently 
have options that take students’ attention away 
from the text (e.g., hotspots, games). As compared 
to book presentations, children learn less in these 
cases from tablets due to task switching than (Ga-
ron, Bryson, & Smith, 2008). Similar findings 
have been found in older students as well. For ex-
ample, there was no difference in the quality of the 
summary when college students wrote a synthesis 
of research articles using either a screen or paper for 
both reading the articles and writing the synthesis; 
but if access to the internet was available during 
the task, the quality of the writing was dramatically 
lower.  
 Most readers skim when on tablets (Baron, 
2015), and while skimming has its uses, it is some-
times necessary to slow down and read carefully. 
Those who read on both paper and screen or only 
on paper are better at choosing to skim or not than 
those who read primarily on screens.  
While the best reading learning takes place when 
there is interaction between a child, an adult with 
a text, it has been found that many texts designed 
for tablets make it difficult for parents or teach-
ers to interact with a child (Lauricella et al., 2014; 
Neumann, 2016). Materials that are designed to be 
used by children alone and are intended to engage 
the child for long periods of time often contain fea-
tures like talking characters, internet connections, 
dictionaries, games, and connected reading mate-
rial that do not have a role for a parent or teacher.  
 Such findings need to be viewed cautiously 
as research overwhelmingly finds that some stu-
dents learn to read better on tablets, most learn 
more or less equally on tablets and through books, 
and some students learn to read better with tradi-
tional books (Lauricella, Barr, & Calvert, 2014). 
Although there is no evidence as of yet for this 
concern, many authors are concerned that tablet 
presentations may be so entertaining that children 

will find print-only presentations boring; however, 
print-only presentations (at this point) eventually 
become necessary in education. Likewise, some 
have expressed skepticism toward the non-edu-
cational alleged benefits for the “paperless class-
room.” With rapid developments in technology, 
for example, today’s tablets will be obsolete in mere 
years, and unwanted electronic devices have their 
own negative environmental impact. 
 Clearly, there is more to be done for us to gain 
a greater understanding of the impact of technolo-
gy on reading and learning in the classroom.  It is 
important to note that the young learners we are 
working with today are true digital natives; will 
they ultimately respond differently than those who 
have grown up with perhaps less access to these 
tools during key developmental periods?  As these 
tools evolve and learners change, we may see a dif-
ferent pattern of results in future studies.
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WHAT ABOUT THE ECONOMIC AND 
ENVIRONMENTAL INFLUENCES ON 
LEARNING PROBLEMS?  
Debi Kipps-Vaughan, Psy. D., Nicole Jones, Ed. S. and Lora Henderson, M. Ed. 

You are in an eligibility meeting and the informa-
tion supports finding an African American student 
eligible for Specific Learning Disability (SLD) ser-
vices.  The social history indicates the student lives 
in the grandmother’s home with his mother, and 
two siblings. The mother has employment at two 
part-time jobs and the grandmother is disabled.  
The student is on the free and reduced lunch plan 
at school, has limited educational resources in the 
home and does not travel outside of the local area. 
You momentarily consider the limited opportuni-
ties for this student to be prepared to succeed in 
the middle class culture of his classroom environ-
ment; and then you sign your name to indicate 
he has a SLD. 
 The origin of the overrepresentation issue of 
children in special education categorized as hav-
ing a specific learning disability is a complex ar-
gument. As defined, a specific learning disability 
is not apparent if the discrepancy between ability 
and achievement is primarily the result of an envi-
ronmental factor, cultural or economic disadvan-
tage. Therefore, if a student were considered to be 
experiencing poor living conditions, he/she would 
technically not qualify for special education ser-
vices, by definition. However, in order to avert the 
dilemma of being prohibited to provide services 
to struggling students, school psychologists often 
ignore or circumvent this procedural safeguard, as 
less than 50% regularly complied with the clause 
when surveyed (Fletcher & Navarrete, 2003).  
 One consideration for understanding the over 
placement of minority students in special educa-
tion is the cultural and language difference that 
may place minority students at a disadvantage in 
competing in an educational environment that 
emphasizes a mainstream focus on information 
and communication. A study was conducted to 
explore the potential influence of culture and lan-
guage characteristics among the African Ameri-
can minority population of students referred for 
special education services. While most cognitive 
assessments are normed based on nationally rep-
resentative data and have bias analyses conducted, 
many of these measures were designed with the 
majority population consisting of middle class 

White American individuals in mind. 
 Flanagan, Ortiz, and Alfonso (2013) consid-
ered the influence of culture and language with 
the English Language Learning (ELL) student 
population. Based on research that suggested par-
ticular amounts of cultural and linguistic loading 
on individual subtests of cognitive assessments, re-
searchers developed a method to visually analyze 
the potential degree of culture-language influence 
on an ELL’s cognitive performance. This method 
is known as the Culture-Language Interpretive 
Matrix (C-LIM), and can serve as an additional 
tool to interpret performance and ability. Thus, it 
seemed worthy of exploratory investigation to ap-
ply the C-LIM to the cognitive profiles of African 
American minority students and to the cognitive 
profiles of White American nonminority students 
who have been referred for special education ser-
vices, to determine if there are significant patterns 
for minority students that suggest a culture and/
or language influence.  
 Data were collected from an educational data-
base of the designated school system for 49 White 
American and 63 African American students ages 
5-15 who were referred for eligibility determina-
tion for special education services and adminis-
tered the WISC-IV or the DAS-II. Upon data col-
lection, race and assessment administered for each 
student were coded by a secondary researcher to 
eliminate bias. The primary researcher then entered 
the subtest scores from the WISC-IV and DAS-II, 
for each individual profile, into the C-LIM. Two 
researchers separately analyzed the C-LIM graphs 
in order to provide interrater-reliability.  
 The results of this study generated some con-
siderations for criteria that may be helpful in evalu-
ating environmental and economic disadvantages 
for students with differences in experiential back-
grounds from the normative population. From a 
total of 63 randomly selected African American 
cognitive profiles, 16% of the African American 
profiles were indicative of profiles consistent for 
cultural and linguistic influences on cognitive 
processing.  Yes, their process deficits were high-
ly suggestive of only experiencing difficulty in 
areas that are highly influenced by culture and 

language.  From a total of 49 randomly selected 
White cognitive profiles, 8% of the White profiles 
were indicative of profiles consistent for cultural 
and linguistic influences on cognitive processing. 
The interpretation of the degree of environmen-
tal influence on these students’ cognitive results 
needs further investigation.  But it is interesting 
that out of the total number of profiles suspect of 
cultural influence, 84% of these students were re-
ceiving free and reduced school lunches and 61% 
were living in single parent homes.  
 This finding underscores the importance for 
special education teams to include cultural and 
linguistic impact on cognitive assessments when 
evaluating students from low SES backgrounds.  
This suggests that there may be criteria to consider 
when a cognitive profile may represent different 
experiential background rather than a valid rep-
resentation of abilities. Data from studies such as 
this one may elicit new thinking about ways to 
respectfully consider the SLD exclusionary clause 
when determining special education eligibility.  
In an effort to address the exclusionary clause for 
identification of SLD, i.e., environmental, cul-
tural or economic disadvantages, the results were 
considered in terms of low SES and educational 
disadvantages. Findings from the current study 
suggested patterns of culture and language influ-
ences relative to the declining pattern, as defined 
by the C-LIM, among both the African American 
and White American sample populations. Further 
analysis of these students revealed strong indica-
tors for low SES, single parent homes, limited 
travel, and limited educational resources. There-
fore, it may be prudent to access information 
during initial meetings with the parent or during 
the social history about resources in the home, 
visits to the library, travel outside the locality, en-
riched learning experiences, and discussion topics 
held in the home.   
  In terms of practice, this highlights consid-
erations for substantiating the exclusionary clause 
in the SLD definition. There are no surprises 
here, but the study confirms the importance of 
interpreting test results in the context of envi-
ronmental influences.  Although such conditions 
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may be contributing factors, the key point of 
interpretation is that the student may be per-
forming at measured levels due to factors other 
than the demonstration of their true ability. This 
suggests that practitioners may want to consid-
er the exclusionary clause in the SLD definition 
as an ethical and meaningful way of addressing 
disproportionality in special education.  Greater 
attention and prudence is needed for consider-
ing the weight of the exclusionary clause during 
eligibility. However, there may be more value in 
giving this consideration when early intervening 
services are provided, rather than at the begin-
ning or end of the special education process. The 
exclusionary clause is most often one of the last 
questions addressed during the special education 
process, during the review of data to determine el-
igibility.  It may be helpful to begin the questions 
about experiential background at the Child Study 
Team level, or before, when interventions may be 
designed to address the needs of the whole child.  
Recommendations could be fostered in schools to 
provide opportunities for students with specific 
needs, or at least identify students’ needs and the 
environmental interventions available within the 
locality to meet these needs.  If we take a preven-
tion and intervention approach, while acknowl-
edging the environmental and economic impact 
on a student’s learning we may begin to address 
our concerns for disproportionality in special ed-
ucation in more meaningful way.
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Leveraging Essential 
School Practices, ESSA, 
MTSS, and the NASP 
Practice Model:
A Crosswalk to Help Every 
School and Student Succeed

Reprinted with permission.

The Every Student Succeeds Act (ESSA) presents significant opportunities to improve school 
and student outcomes by implementing comprehensive school psychological services within 
multitiered systems of support (MTSS). MTSS offers an evidence-based framework for ef-
fectively coordinating and integrating services throughout the school system to ensure that 
all students succeed. Maximizing and sustaining these efforts requires schools and districts to 
promote and implement a set of essential school practices (defined below). School psycholo-
gists have specific expertise, knowledge, and skills to help schools employ these essential school 
practices and leverage ESSA policy opportunities. These skills and the broad range of services 
available from school psychologists are defined within the NASP Model for Comprehensive 
and Integrated School Psychological Services, more typically referred to as the NASP Practice 
Model. School psychologists are uniquely trained to provide a comprehensive range of services 
that enable schools to implement comprehensive systems of student supports, improve school 
and district effectiveness, and support improved outcomes for all students. Full realization of 
these efforts requires full funding of ESSA as Congress intended, effective blending of multi-
ple funding streams, committed leadership, and consistent efforts to work toward the NASP 
recommended staffing ratio of 1 school psychologist for every 500–700 students.1 

 The table below outlines how ESSA connects with MTSS, essential school practices, and 
the broad role of school psychologists working within the scope of services described in the 
NASP Practice Model. To learn more about the NASP Practice Model, visit www.nasponline.
org/practicemodel.

1The recommended staffing ratio for school psychologists is defined in the NASP Practice Model as 
one school psychologist for every 500–700 students when providing a comprehensive range of ser-
vices. This ratio, along with the standards for the profession, were developed through a rigorous and 
transparent 3-and-a-half year process that included input from school psychologists, leaders, and af-
filiated group representatives. In total, more than 4,000 school psychologists and other stakeholders 
provided input that allowed for consensus.
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DESCRIPTION OF ESSENTIAL SCHOOL PRACTICES
Effective, coordinated use of data 
that informs instruction, student and 
school outcomes, and school account-
ability.
Schools collect a multitude of data about student 
and school performance. Schools must have the 
capacity to collect, integrate, and interpret data 
that are relevant and capture the most important 
indicators of key outcomes. They also must be able 
to look at data in a coordinated fashion to identify 
connections that should influence decision-making 
related to instruction, programming, and learning 

supports and services. Examples of necessary stu-
dent data include screening for academic and be-
havioral concerns, health data, engagement, perfor-
mance on classroom assignments and standardized 
tests, and more. Examples of system and school-
wide data include attendance and truancy data, dis-
cipline reports, school climate and safety indicators, 
teacher engagement and self-efficacy assessments, 
and student and family engagement information.

Comprehensive, rigorous curricula 
provided to ALL students.

All students, including high-performing students, 
English language learners, students receiving spe-
cial education services, those struggling with bar-
riers to learning, and those with disciplinary prob-
lems, should have access to a rigorous, high-quality 
balanced curriculum and high expectations for 
achievement. Students should receive instruction 
in subjects including reading, math, science, social 
studies, foreign language, physical education, and 
the creative arts. This instruction, and related as-
sessments of progress, should be culturally and lin-
guistically responsive to students’ individual back-
grounds and circumstances. Rigorous curricula 
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must provide opportunities for students to mean-
ingfully engage with content; teach students how 
to access and evaluate the validity of information; 
build the capacity to conceive, develop, test, and 
communicate diverse ideas; and contribute to the 
ability to thrive in an increasingly competitive glob-
al economy. Schools should also make a sustained 
commitment to teach and hold students account-
able for critical life skills such as social–emotion-
al competency, self-control, problem solving, and 
conflict resolution.

Effective coordination of services 
across systems and within schools.
Multitiered systems of support (MTSS) include a 
cohesive data collection process that demonstrates 
student progress through the curriculum and to-
ward goals regardless of whether they are receiving 
special or general education instruction. Effective 
coordination requires regular opportunities for 
peer-to-peer consultation focused on problem 
solving, assessment, and intervention among 
teachers, principals, and other specialized instruc-
tional support personnel. Equally important is the 
development of mechanisms to increase family 
engagement and supportive relationships between 
students and caring adults within the school and 
the community.

Provision of evidence-based com-
prehensive learning supports. 
Learning supports are the resources, strategies, 
and practices that provide the physical, social, 
emotional, and intellectual supports that directly 
address barriers to learning and teaching, and that 
re-engage disconnected students. Learning sup-
ports within MTSS provide a framework to pro-
mote success and wellness and prevent problems, 
coupled with a continuum of evidence-based in-
terventions of increasing intensity for students in 
need of additional support.

Integration of comprehensive school 
mental and behavioral health ser-
vices into learning supports. 
Mental and behavioral health services are essential 
components of comprehensive learning supports, 
as students’ mental and behavioral health under-
lies every aspect of learning. Access to school-
based mental health services is linked to improved 
students’ physical and psychological safety and 
reduces costly negative outcomes such as risky 
behaviors, disciplinary incidents, delinquency, 
dropout, substance abuse, and involvement with 
the criminal justice system. Importantly, mental 
health issues can also impact school culture and 
climate, which can affect the learning and sense of 
well-being of the entire student population. Com-
prehensive mental and behavioral health services, 
like other comprehensive learning supports, must 
be linguistically and culturally sensitive and are 
most effective when embedded within an MTSS 
framework. MTSS enables schools to promote 
mental health and wellness and identify and ad-
dress problems before they escalate or become 
chronic and to provide increasingly intensive, da-
ta-driven services as needed.  

Integration of school climate and 
safety efforts into school improve-
ment efforts. 
Feeling safe and supported are necessary condi-
tions for students to learn and achieve. Schools 
enable teachers’ ability to teach and students’ 
ability to learn when we ensure that all students: 
(a) come to school feeling safe, welcomed, and 
respected; (b) have a trusting relationship with 
at least one adult in the school; (c) understand 
clear academic and behavioral expectations; and 
(d) see their role as positive members of the 
school community. Comprehensive school safety 
is supported when schools combine reasonable 
physical security measures (e.g., visitor check in 
procedures, locked doors) with efforts to enhance 

school climate, improve student engagement, fos-
ter respectful and trusting relationships among 
students and staff, and support overall student 
success. Similarly, school safety and crisis teams 
should be multidisciplinary and trained to address 
the continuum of prevention, planning, response, 
and recovery, with response and recovery build-
ing on ongoing positive behavior, risk assessment, 
safety, and mental health services. 

Provision of high-quality, relevant 
professional development.
All school staff must have access to continuous, 
job embedded professional development that 
improves their capacity to address the unique 
needs of the school community and its stu-
dents. Professional development should include 
classroom-based strategies for ongoing progress 
monitoring; practices for improved recognition 
of mental and behavioral risk; and teaching prac-
tices that promote positive and specific academic, 
social–emotional, and behavioral strategies for 
struggling students. Professional development 
should be targeted to the specific needs of profes-
sionals within the school rather than one-size-fits-
all training for staff at large. 

Maintaining a comprehensive 
accountability system. 
School accountability systems must use multiple 
indicators of student outcomes including aca-
demic achievement, behavioral health indicators, 
progress toward life goals, perceptions of the 
school environment, college and/or career read-
iness skills, indicators of educator effectiveness, 
and factors that contribute to positive learning 
environments, including school connectedness 
and safety. Effective accountability systems help 
identify and offer the appropriate supports needed 
for schools struggling to meet student needs and 
allow a reasonable time to improve and appropri-
ate response when schools fail to progress.

FOUNDATIONAL RESOURCES AND SYSTEMS 
NASP Model for Comprehensive and In-
tegrated School Psychological Services.
The NASP Practice Model represents NASP’s official 
policy regarding the delivery of school psychological 
services and is one of four major parts of NASP’s 
2010 professional standards. In addition to the NASP 
Practice Model, the standards cover ethical principles, 
training, and certification. The NASP Practice Mod-
el is not a job description; rather, it identifies what 
services can reasonably be expected from school psy-
chologists. Specifically, the model delineates the 10 
domains of practice in which school psychologists are 

trained and the organizational principles that need 
to be in place in school districts to support effective 
service delivery.  

Multitiered systems of support.
MTSS describes a framework for providing com-
prehensive systems of differentiated supports. Da-
ta-driven decisions regarding instruction and in-
tervention are provided in increasing intensity (i.e., 
tiers) based on student need. Tier 1, or universal 
supports, typically refers to services available to all 
students (e.g., wellness/skills promotion and school-

wide programs). Tier 2 services (targeted) are avail-
able to some students identified as needing some 
additional services or supports (e.g., small group 
counseling, tutoring, targeted behavioral skills train-
ing). Tier 3 refers to more intensive services for indi-
viduals or small groups and is usually limited to only 
5–10% of students (e.g., individualized instruction, 
intensive therapy, wraparound services).  
 
Adequate and integrated funding 
sources. 
ESSA offers states and districts more flexibility to 
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RELEVANT NASP RESOURCESblend various funding streams (e.g., Title I, Title 
II, and Title IV) to provide high-quality instruc-
tion, professional development, and comprehen-
sive learning supports based on the unique needs 
of the school community. This allows for a more 
holistic review of the needs of the school and where 
funds can be used most effectively. 
 
Adequate staffing ratios.
NASP recommends a ratio of 1 school psycholo-
gist per every 500–700 students, along with ap-
propriate and adequate professional supervision, in 
order to provide comprehensive school psycholog-
ical services. School psychologists able to provide a 
broad range of services to all students and families 
to improve school climate and safety, remove indi-
vidual barriers to learning, and ensure that students 
are engaged, attentive, and available for learning. 
However, due to inadequate staffing ratios, they 
often must limit their range of services to a small 
subset of students, leaving fewer opportunities for 
prevention and early intervention services.

NASP Model for Comprehensive and Integrat-
ed Psychological Services (NASP Practice Mod-
el)  
http://www.nasponline.org/standards-and-certifica-
tion/nasp-practice-model  
 
NASP Practice Model’s 10 Domains of Practice 
http://www.nasponline.org/practice-model-domains 
 
NASP Practice Model Organizational Princi-
ples 
http://www.nasponline.org/practice-model-organi-
zational-principles 
 
NASP Practice Model Implementation Guide 
http://www.nasponline.org/standards-and-certifica-
tion/nasp-practice-model/nasp-practice-model-im-
plementation-guide  
 
NASP 2010 Professional Standards  
http://www.nasponline.org/standards-and-certifica-
tion  
 
Ready to Learn, Empowered to Teach: Guiding 
Principles for Effective Schools and Successful 
Students 
http://www.nasponline.org/research-and-policy/
ready-to-learn-empowered-to-teach  
 
A Framework for Safe and Successful Schools  
http://www.nasponline.org/resources-and-publica-
tions/resources/school-safety-and-crisis/a-framework-
for-safe-and-successful-schools 
 

School Psychologists: Qualified Health Profes-
sionals Providing Child and Adolescent Mental 
and Behavioral Health Services 
http://www.nasponline.org/white-papers/quali-
fied-mental-health-professionals 
 
The PREPaRE School Safety and Crisis Preven-
tion and Intervention Training Curriculum 
http://www.nasponline.org/professional-develop-
ment/prepare-training-curriculum 
 
NASP Online Learning Center 
https://nasp.inreachce.com  
 
 
Download the Crosswalk and related advocacy 
and communications planning resources www.na-
sponline.org/practice-model/ESSA-MTSS-crosswalk  
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The winner of this year’s Graduate Student of 
the Year Award is Alexandra “Alex” Munsey, 

who is a third year student at Radford Universi-
ty. The award was announced at this year’s Fall 
Conference in September in Blacksburg. Alex is 
currently completing her internship with the Fau-
quier County Public Schools. As might be expect-
ed for students winning this award, Alex’s accom-
plishments to this point have been impressive. In 
addition to her success in the classroom, Alex has 
been devoted to both research and practice while 
at RU. She has been a significant contributor to 
a research project examining school psychologists’ 
self-reported RTI practices, and presented results 
from this study at both the Fall 2015 VASP Con-
ference and the NASP Annual Convention this 
past spring in New Orleans.  
 Interpersonally, Alex has been described as 
a “team player.” Previous supervisors have com-
mented on her initiative and her level of effec-
tiveness and integrity in working with children, 
families, and school staff. Alex’s commitment 
to students and her “can do” attitude have been 
noted by current and previous supervisors. Her 
practicum supervisor indicated that she was 
highly effective in impacting positive results for 
students by being persistent and thorough in her 
work. Moreover, she noted Alex’s ability to sort 
through complex cases and communicate her 
findings in a way that impacts change. On behalf 
of the faculty of the school psychology program 
at Radford University we are proud of Alex and 
her many accomplishments, and we believe that 
she will be an outstanding practitioner positively 
impacting children and families for many years to 
come.  

Submitted by Eric Mesmer, Ph.D. 

Radford University

2016 GRADUATE STUDENT 
OF THE YEAR
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