
PAGE 36 — Newspaper of the National Association of School Psychologists

the long-term nature of the change process. In addition, to maintain the momentum 
of the change process and to ensure that the process is implemented with integrity, 
the use of a systematic and structured small-group planning and problem-solving 
process is essential for developing and following a long-term strategic plan to monitor 
the implementation process and to address problems as they occur.

One model for small-group planning and problem solving, as described by Curtis 
et al. (in press), includes the following steps: 
1. Describe the outcome in concrete, measurable terms
2. Identify resources and barriers to achieving the desired outcome
3. Select a barrier to achieving the desired outcome
4. Brainstorm ideas to reduce or eliminate the selected barrier
5. Design multiple action plans that include person(s) responsible, the action to be 

taken, and the timeline for completion
6. Develop a follow-up plan for each action plan
7. Develop an evaluation plan to assess reduction of the barrier and attainment of the 

desired outcome
8. Establish a timeline and criteria for determining acceptable organizational re-

sponse to the intervention
It is important to note that the effectiveness of a strategic planning and problem 

solving model depends on a strict adherence to each of the steps, yet this process is 
cyclical in nature. Instead of concluding with the implementation of one action plan 
or strategy, the process recycles until the selected problem or concern is remediated 
and interventions are in place and successfully implemented. Decisions about the 
continuation, modifi cation, or termination of system-level interventions should be 
based on data regarding attainment of the desired outcome.

Evaluation. Just as with individual student problem-solving procedures, deci-
sions about systemic response to intervention should be made based on appropriate 
integrity and outcome data. There are numerous approaches to program evaluation 
(Stuffl ebeam, 2001). Selection of an appropriate evaluation model is dependent on a 
number of factors such as the goals and objectives of the organization, resources (e.g., 
time, personnel) available to support the evaluation process, and the knowledge and 
skills of personnel who must carry out the evaluation process. 

Evaluating Systems Change: Florida’s Problem-Solving/Response-to-
Intervention Project

Project Description

Florida’s Problem-Solving/Response-to-Intervention (PS/RtI) Project 1 represents 
a collaborative effort between the Florida Department of Education and the University 
of South Florida, intended to facilitate the implementation of PS/RtI practices in the 
state’s public schools. The project has created two initiatives to accomplish this end, a 
demonstration site initiative that currently is underway, and a statewide training ini-
tiative to be launched during the fall of 2007. The statewide training component of the 
project is intended to provide school-based teams with the knowledge and skills need-
ed to implement the PS/RtI model. The training modules under development focus on 
practices that improve student outcomes in the general education environment and 
on data-based decision-making for special education eligibility. Participation in the 
training is voluntary, and technical assistance and follow-up by project staff will be 
limited, as will data collection to evaluate the impact of statewide training.

The demonstration site component of the project, on the other hand, is intended 
to provide a comprehensive evaluation of the impact of implementing a PS/RtI model 
on districts, buildings, and students. Funding, training, technical assistance, and 
follow-up support will be provided to demonstration districts and pilot schools for a 
period of three years to facilitate implementation of the model. Following Bidders In-
formational Conferences that were held in three different locations around the state, 
interested districts submitted applications to become demonstration sites, identifying 
pilot and comparison schools to be included in the Project. 

Following review of those applications, eight districts and approximately 40 pilot 
schools were selected, based on a number of criteria (e.g., geographical location, dis-
trict/school size, student demographics, student achievement data, district and build-
ing commitment to engage in system-wide change) to ensure a representative sample 
of Florida schools. Each district and its participating schools will receive intensive 
support from project staff and one full-time PS/RtI coach for each three pilot schools. 
The PS/RtI coaches will be employees of the participating school districts. Each coach 
will be responsible for data collection and for providing supplemental training, techni-
cal assistance, and follow-up support in the pilot schools. Comparison schools will be 
used to provide a referent to evaluate the impact of PS/RtI practices. These schools 
will receive no support from project staff or the district-based coaches other than data 
collection, and will be expected to delay implementation of PS/RtI practices until the 
conclusion of the three-year project. 

The design of the demonstration site initiative is intended to allow project staff 
more control over implementation of the PS/RtI model and should increase the likeli-
hood that changes in student and systemic outcomes are due to implementation of 
PS/RtI practices and not to extraneous variables. However, schools are complex social 
systems in which numerous student, personnel, neighborhood, economic, and policy 
variables impact implementation of any new innovation (Curtis et al., in press). Ac-
cordingly, the project staff identifi ed variables they believed were most likely to impact 
the implementation of the PS/RtI model as well as outcome variables the model is 
likely to impact and organized those variables into a comprehensive evaluation model 
that will enable them to make formative and summative decisions about the imple-

mentation status and impact of the model. What follows is a brief description of how 
the project staff organized those variables into a comprehensive evaluation model. 

Development of the Logic Model

A review of the literature on PS/RtI practices in schools revealed a number of 
studies examining the impact of variables such as implementation integrity (Noell & 
Gansle, 2006) on implementation, as well as the results of implementation on vari-
ables such as student achievement (e.g., VanDerHeyden & Burns, 2005), and systemic 
outcomes (e.g., VanDerHeyden, Witt, & Gilbertson, 2007). The majority of the stud-
ies, however, focused on a fairly narrow set of research questions, thereby limiting 
the scope of the evaluations. Because few comprehensive evaluations of the PS/RtI 
model were found, it was important for the Florida Project staff to identify impor-
tant variables to study, conceptualize the relationships among those variables, and 
develop hypotheses predicting how implementation of PS/RtI practices would impact 
the variables. 

The use of a logic model proved useful in accomplishing this task. According to 
McLaughlin and Jordan (1999), logic models are tools used to examine the hypoth-
esized impact of a program across various levels of a system. By examining the in-
put, process, and output variables targeted by a program, it is possible to display the 
relationship among variables to facilitate interpretation of the results. (For a graphic 
representation of the logic model used for the PS/RtI project, see the NASP website at 
http://www.nasponline.org/publications/cq/mocq358evalprobsolve.aspx)

Inputs (input variables) within a logic model, describe the resources available to 
support implementation and the characteristics of personnel who staff the system 
targeted for change. Examples of resources in schools include the time, numbers and 
types of personnel, and funding available to support the implementation of an inno-
vation. Important school characteristics to consider include student demographics, 
knowledge and skills of school staff, organizational structures (e.g., the presence of a 
Building Improvement Team, the organization of resources to address student needs), 
and fi nancial resources. 

Processes are those activities that occur as part of the implementation effort. 
Examples of important process variables in schools include the content, frequency, 
and intensity of services delivered to students; the content, frequency, and intensity of 
training provided to school staff; and the organizational and structural changes made 
at a building level to support implementation of the program. 

Outputs are the results of implementing the program. Outputs are often organized 
according to short-, intermediate-, and long-term goals and are helpful in identifying 
formative changes that will enhance the effectiveness of the program implementation 
process. Outcomes important in the evaluation of systems-level change programs in 
schools typically include student academic and behavioral performance; changes in 
the beliefs, knowledge, and skills of personnel; and changes relating to systemic vari-
ables such as the disproportional representation of minority students, and referrals 
and placements associated with special education services. 

Logic models also may include consideration of the goals/objectives of key stake-
holders, external factors that impact the target school/district, and contextual factors 
within the organization. Goals/objectives of schools can vary, but often relate to im-
proving the academic, behavioral, and/or socio-emotional success of their students. 
External factors include legislation, regulations, and changes in funding and the de-
mographic makeup of the student population that infl uence how schools provide ser-
vices and to whom those services are provided. Examples of contextual factors include 
school leadership, organizational climate, motivation for change, and the attitudes of 
key stakeholders (e.g., principals, teachers, student services personnel, parents) about 
the need for or direction for change. Because schools are complex social systems that 
operate within larger social systems (Curtis et al., in press), understanding school 
goals/objectives, external pressures that shape those goals/objectives, and contextual 
variables is important for capturing an accurate picture of an innovation and its im-
pact on educational outcomes (Stuffl ebeam, 2001). 

Identifying Variables for Evaluation 

Although developing a comprehensive picture of an organizational change effort 
and its impact on key stakeholders is important (Stuffl ebeam, 2001), practical deci-
sions must be made regarding the specifi c variables to assess within the program 
evaluation model. In complex systems such as schools, numerous input, process, and 
output variables, as well as contextual and external factors, infl uence the student and 
systemic outcomes of interest (Curtis et al., in press). Once variables that may infl u-
ence desired outcomes have been identifi ed, decisions must be made about which 
variables to assess. These decisions are typically driven by two factors, parsimony and 
resources. 

Evaluation models provide feedback to policymakers, service providers, funding 
agencies, and consumers regarding the effectiveness of the program being imple-
mented (Stuffl ebeam, 2001). For the evaluation model to be useful, the formative and 
summative data collected should be helpful in making decisions about which services 
should be advocated for or provided. In addition, the complexity of the evaluation mod-
el cannot exceed the ability of those involved in making the decisions and using the in-
formation in other ways to interpret and use the results. It has been the experiences of 
the authors that many schools have considerable relevant data available; however, they 
do not know how to use those data to make decisions about students, or the analysis 
is too cumbersome or costly in terms of resources. Therefore, variables included in the 
evaluation model should be those that are reliably assessed in a user-friendly manner 
and lead to a better understanding of the merits of the program.

Resources also play an important role in determining what variables to assess 
within an evaluation model. The time, funding, and personnel available should all be 
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considered when developing the model. Funds available for the assessment materi-
als, travel, and technology required to conduct a comprehensive evaluation can vary 
tremendously, as can the number of personnel available to assist in data collection 
and analysis. Districts/schools with greater resources in terms of time and funding 
typically are more able to provide the personnel and materials required to conduct 
a comprehensive evaluation, whereas those with more limited resources very likely 
will have to make decisions regarding which variables are the most important to as-
sess. To provide a comprehensive picture of the circumstances that lead to improved 
student and systemic outcomes, variables in addition to those typically studied must 
be included in evaluations of PS/RtI implementation. However, as is the case with 
school districts, the Florida Project staff had to make decisions about the variables to 
include in the evaluation model given the resources of the Project and the need for 
parsimony.

Florida PS/RtI Evaluation

Key factors. Factors deemed important to include in the Florida PS/RtI evalu-
ation model include a number of input, process, output, contextual, and external 
variables, as well as the goals/objectives of the participating districts and schools. 
Inputs such as student demographic characteristics, building and district resources, 
and organizational structures at the building, district, and state levels will be assessed 
to determine the characteristics of the demonstration districts and schools that are 
impacting implementation of the model. Processes to be assessed include the training 
and technical assistance provided by project staff and district-based coaches as well 
as PS/RtI implementation integrity. The inclusion of such variables in the evaluation 
model will allow project staff to not only determine the degree to which the model was 
implemented, but also to identify factors associated with higher levels of implementa-
tion fi delity.

Output variables to be examined within the model will include the academic and 
behavioral performance of students, and systemic outcomes relevant to schools and 
districts (e.g., offi ce discipline referral rates, special education referral and placement 
rates). Contextual factors (e.g., leadership, school climate, staff consensus) and exter-
nal factors (e.g., federal legislation, state regulations, and district policies) also will be 
examined because of their importance in facilitating systemic change and impacting 
student and organizational outcomes (Curtis et al., in press). Finally, the goals and 
objectives of key stakeholders in the demonstration sites will be examined. Although 
the PS/RtI model can be implemented to address academic, behavioral, and socio-
emotional outcomes, schools implementing the model may choose to focus on select 
content areas (e.g., reading) based on the data-based needs of each site. When fi nal-
ized, the evaluation model will be used to drive the data collection protocol and data 
analyses used to examine the impact of Florida’s PS/RtI Project. (Copies of the draft 
evaluation model are available from the authors.)

Data collection and analysis. Comprehensive evaluation models such as the one 
described here require a variety of measures and data collection procedures. When 
determining the measures to use, it is important to fi nd and/or develop tools that reli-
ably and validly measure the specifi c construct being studied. Therefore, Florida PS/
RtI Project staff is identifying the tools to use to address specifi c research questions. 
Whenever possible, existing measures or archival data sources (e.g., student outcome 
data already collected by the participating school districts) have been selected. Using 
available data minimizes the burden of data collection for the schools, districts, and 
Florida Project staff. For those research questions for which no reliable and valid mea-
sure has been identifi ed, the Florida Project staff are developing and validating tools 
to provide the desired information. In addition, timelines and responsibilities for data 
collection are being developed to ensure that suffi cient data are collected to conduct 
the necessary analyses.

The data analyses conducted by the Florida Project staff will have three purposes: 
formative evaluation, summative evaluation, and generalization of results. Ongoing 
analyses will be conducted to provide Florida Project staff and key stakeholders with 
information about the services being delivered. These analyses will use descriptive 
data to inform decision-making for Project issues such as the degree to which train-
ing and technical assistance were provided, the perceived effectiveness of the profes-
sional development practices, implementation status at individual school sites, and 
the current impact of the Project on student and systemic outcomes. Summative 
analyses will also be used to provide an overall picture of the impact of the Project. 
These analyses will include descriptive and inferential data to provide information to 
the demonstration districts and schools, Florida Department of Education, other re-
searchers, and decision makers from other Florida districts and schools regarding the 
Project’s impact on student and systemic outcomes. Summative data will also provide 
information on the generalizability of the results to similar schools and districts, a 
critical consideration in implementing the PS/RtI model statewide. 

Summary
Change initiatives require an understanding of how schools function as systems 

and what principles must be addressed for school-based change initiatives to be suc-
cessful. Incorporating systemic change principles into any plan for innovation, such 
as PS/RtI practices, will increase the probability that the innovation will be adopted 
and used effectively by key stakeholders. Importantly, using evaluation data to inform 
decision-making is essential for any systems change effort to be successful. However, 
the complexity of school systems can make it diffi cult to evaluate the many vari-
ables that contribute to the effectiveness of any particular innovation. Comprehen-
sive evaluation models such as the one described here can help school psychologists 
participating in systemic change initiatives engage in the formative and summative 

decision-making necessary to improve the academic, behavioral, and socio-emotional 
outcomes of the students they serve.  �
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Figure 1. Logic Model Depicting Relevant Problem-Solving/Response-to-Intervention 
Variables. 
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Children’s Sleep, Academic Performance, and 
School Behavior 
By Joseph A. Buckhalt, NCSP, Amy Wolfson, & Mona El-Sheikh

The scientifi c study of sleep is a still a relatively young discipline, but tremendous gains 
in knowledge have been achieved in recent years (Hobson & Pace-Schott, 2002; Pace-

Schott & Hobson, 2002; Walker & Stickgold, 2006). Although the preponderance of re-
search on sleep has been conducted with adults, a body of literature has emerged recently 
that focuses on sleep of children and adolescents. Much of the current scientifi c knowledge 
about sleep of children and adolescents is built upon work begun in the 1980s by Mary 
Carskadon who, along with her mentor William Dement, began a summer sleep camp for 
adolescents at Stanford University (Carskadon, 2002; Dement & Vaughan, 1999). 

Overview: Sleep Research
Research on children’s sleep can be organized into four categories. First, there is a sub-

stantial literature on sleep problems manifesting in infancy and early childhood. Problems 
such as bedtime resistance, unwillingness to sleep apart from parents, night awakenings, 
and nightmares are common. Many such sleep problems receive the attention of primary 
care pediatricians, and there are also numerous books available for parents and profession-
als (e.g., Ferber, 2006; Mindell, 2005; Owens & Mindell, 2005). Most problems of sleep in 
very young children are resolved before school attendance, but these problems occasionally 
come to the attention of school psychologists. 

Second, sleep disorders with substantial prevalence in adulthood, such as obstructive 
sleep apnea, insomnia, and restless legs syndrome, have begun to be studied in children. 
A few excellent summaries of these disorders have appeared in the school psychology lit-
erature, with helpful information for identifying disorders that require referral for medical 
treatment and suggestions for behavioral interventions that can be implemented by psy-
chologists (e.g. Donaldson & Owens, 2006). 

A third area of research has addressed sleep problems in children determined to have 
a variety of disabling conditions, such as ADHD, depression, asthma, obesity, autism, ju-
venile arthritis, and developmental delay. In all of these groups of children, a higher than 
normal prevalence of sleep problems has been identifi ed (Desager, et al., 2004; Quine, 2001; 
Redline, et al., 1999; Snell, Adam, & Duncan, 2007; Stores & Wiggs, 2001). School psychol-
ogists regularly encounter children with these disorders, but they may be unfamiliar with 
the associated sleep problems and behavioral consequences of those problems. 

P E D I A T R I C  S C H O O L  P S Y C H O L O G Y
Finally, although the implications for sleep habits of typically developing children for 

school performance has received less attention than the foregoing three categories, there 
are recent discoveries that have broad implications for school psychology practice. In this 
article, we will concentrate on studies that have established relationships between sleep 
in this latter group, (i.e., children with no diagnosed medical conditions or learning prob-
lems) and outcomes that have direct bearing on school performance. 

Measuring Sleep and Evaluating Outcomes

Sleep Measurement

The measurement of quantity and quality of sleep is accomplished with three basic 
methods. One method is parent and/or child questionnaires and surveys, often accom-
panied by sleep diaries that track bedtimes, wake times, and sleep-associated habits like 
bedtime routines. These measures are readily available and relatively easy to use, but are 
dependent on parent and child compliance in the case of diaries, and the questionnaires 
often have little correspondence with more objective measures. 

The second method is polysomnography (PSG), considered the gold standard for as-
sessment of clinical sleep disorders. This procedure requires an overnight hospital or sleep 
clinic stay and yields physiological data from which quantity and quality of sleep may be 
determined. The most objective data are derived from PSG, but it is typically available only 
to children with very severe problems, as it is both intrusive and expensive. 

Most recently of all, a new technology, actigraphy, has arisen as an alternative method 
of sleep estimation. An actigraph is a wristwatch-sized device worn on the wrist (or ankle in 
very young children) that measures movement, and has been established to have reliabil-
ity and validity when compared with PSG for measuring sleep duration and sleep quality 
(Acebo et al., 1999; Sadeh et al., 1991). The actigraph, used in combination with sleep/wake 
diaries, provides reliable and valid information about sleep latency (the time between get-
ting into bed and falling asleep), sleep duration, and waking periods during the night. 

Measuring School Outcomes 

In terms of school-related outcomes, numerous measures have been studied by sleep 
researchers. For cognitive functioning and academic performance, researchers have exam-
ined grades, achievement tests, narrow tests of cognitive processing (especially working 
memory and executive functioning), and standardized broad measures of intelligence. In 
the behavior domain, standardized comprehensive behavior rating scales, informal teacher 
ratings, and narrow rating scales (i.e., anxiety, depression) have been utilized. School at-
tendance and tardiness records have also been examined.

In a review of research with adolescents (middle school through high school), Wolfson 
and Carskadon (2003) found 15 studies relating sleep habits and academic performance. 
Although the majority of studies used self-report measures of both sleep and academic 
functioning, which have obvious limitations, the studies were consistent in fi nding that 
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RTI Alone Is Not Suffi cient for SLD 
Identifi cation: Convention Presentation by OSEP 
Director Alexa Posny1

By Jack A. Naglieri

One of the many reasons to attend any NASP convention is to get the opportunity to 
listen to those who are shaping the future of our profession. It wasn’t that long ago 

at the NASP Convention in Toronto that Dr. Robert Pasternak created a stir arguing that 
the ability/ achievement discrepancy should no longer be used to identify children with 
a specifi c learning disability (SLD). Of course, according to IDEA 2004, the practice can 
no longer be required. At NASP in New York, Dr. Alexa Posny, Director of the Offi ce of 
Special Education Programs (OSEP), provided an important presentation that, in addi-
tion to other points, explicitly described the role of response to intervention (RTI) in the 
process of identifying a child with SLD. What she said may come as a surprise to some 
in our profession.

Using RTI
Dr. Posny made it clear that States must permit the use of RTI as a part of the process 

for eligibility determination (see Figure 1). Importantly, however, she made it clear that 
SLD identifi cation must be accomplished using a comprehensive evaluation and that 
results from RTI may be one component of the information used. Said another way, RTI 
alone is insuffi cient for SLD determination. This is, of course, consistent with the guid-
ance provided in the “Analysis of Comments and Changes” section that accompanies the 
federal regulations that were published August 14, 2006, which states, “RTI is only one 
component of the process to identify children in need of special education and related 
services. Determining why a child has not responded to research-based interventions 

I M P L E M E N T I N G  R T I
requires a comprehensive evaluation (p. 46647).” Additionally, the analysis of the public 
comments states that an “RTI process does not replace the need for a comprehensive 
evaluation (p. 46648).” This position is logical and consistent with the emphasis on re-
search-based practice.

RTI is, as Dr. Posny stated, a way of screening children to help identify those who 
may not be responding to instruction and are, therefore, at risk for school failure. The 
technique allows us to provide any student more intensive supports and monitor their 
progress to maximize the likelihood of success. One potential advantage of an RTI pro-
cess is that it provides an opportunity for school psychologists to work in a collaborative 
way in the regular education setting. Expanding our role to regular education allows the 
potential for identifying those children with emerging learning or mental health prob-
lems that may be detected early and providing treatments soon as possible. These efforts 
are, however, about reducing the likelihood of future problems, not about eligibility de-
termination. Moreover, in the context of using research-based methods, it is important 
to remember that the empirical support for the use of RTI for eligibility determination is 
far from established (Fuchs, Mock, Morgan & Young, 2003).

SLD Eligibility 
What did Dr. Posny say about eligibility? Dr. Posny was again clear and consistent 

with the law when she said that RTI does not replace a comprehensive evaluation. Eli-
gibility must be determined using a variety of data-gathering tools and strategies, even 
if RTI is used. The tests and evaluation materials must be well validated and reliable, 
measure more than general intelligence, and help us measure competencies as well as 
weaknesses in aptitude or achievement. A variety of measures must be used and no sin-
gle procedure can be used as the sole criterion for determining whether a child is a child 
with a disability and for determining an appropriate educational program. Importantly, 
these tests and methods are to be selected so as not to be discriminatory on the basis of 
race or culture. And fi nally, “other alternative research-based procedures for determining 
whether a child has SLD” are also permitted (Figure 2). 

Dr. Posny’s comments remind us of the need to have high standards when we mak-
ing SLD eligibility decisions. Using a variety of nondiscriminatory tools that have docu-
mented reliability and validity to gather relevant information about a child is required. 
This information should be interpreted by a highly qualifi ed professional who takes into 
consideration the context of the whole child and the environment in which the child is 
functioning as well as the academic, behavioral, mental health, and cognitive character-
istics of the learner. At this important time in the evolution of our profession, we should 
be sure that the important question of the presence of a specifi c learning disability is 
made using the highest quality of procedures, which means, as stated by Dr. Posny, a 
comprehensive evaluation.  �
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Additional employment ads are posted in the 
new NASP Career Center at: www.naspca-
reercenter.org. Ads below are listed in alpha-
betical order by state following any interna-
tional postings. States accepting the NCSP 
for licensure are indicated with an asterisk 
(*).

B.C. Canada/School Psychologists: 
School District No. 34 (Abbotsford) is a 
growing school district located in Abbotsford 
in the beautiful Fraser Valley approximately 
one hour from Vancouver, British Columbia 
and 15 minutes from the US border. The 
district, with its urban and rural mix, com-
prises 240 square miles with 49 modern, 
well-equipped, well-maintained schools (33 
elementary schools, 8 middle schools and 
8 secondary schools). The district enrolls 
19,500 students and is Abbotsford’s largest 
employer with approximately 2,000 teaching 
and support staff. School Psychologist (2 Po-
sitions) - 1.0 FTE Continuing position. Quali-
fi cations: Masters Degree in School Psychol-
ogy or equivalent, eligible for membership 
with BC Association of School Psychologists, 
eligible for certifi cation with the BC College 
of Teachers preferred but not essential A 
comprehensive resume, transcripts, letters 
of reference, and teaching reports should 
be faxed or e-mailed directly to: Human Re-
sources Department, School District No. 34 
(Abbotsford), 2790 Tims Street, Abbotsford, 
B.C. V2T 4M7. Fax: (604) 859–6187, E-mail: 
hr@sd34.bc.ca. Individuals not currently em-
ployed by School District No. 34 (Abbotsford) 
are required to complete an Authorization for 
Criminal Record Search to permit a criminal 
record review

 AR/Positive Behavioral Support (PBS) 
Consultants(s): Arkansas Department of 

Education — State Improvement Grant. 
Immediate opening (or for a July 1 or August 
1 start) for one or more PBS Consultants 
to work with our highly professional team 
implementing school-wide PBS systems 
in elementary schools across Arkansas. 
Consultants will be trained in the Project 
ACHIEVE model and will help to successfully 
implement and evaluation the PBS capacity 
of participating schools, while also participat-
ing in school-based mental health and other 
initiatives. The qualifi cations for this position 
include: (a) a Master’s degree (or above) with 
certifi cation in school psychology, applied be-
havior analysis, or the equivalent; (b) experi-
ence in school-based consultation, functional 
assessment, and behavioral interventions at 
the child, classroom, and school levels; (c) 
experience in implementing PBS systems; 
and (d) the professional and interpersonal 
skills needed to oversee PBS implementa-
tion in urban to rural areas. All candidates 
must demonstrate skills in the design and 
evaluation of primary, secondary, and tertiary 
prevention programs; and knowledge and 
experience with school-based mental health 
service delivery models. This is a 12-month 
position; salary is competitive; some travel 
is involved; and the position is based in Lit-
tle Rock. The Arkansas State Improvement 
Grant is in Year 4 of a six-year grant received 
from OSEP, with a fi ve-year grant renewal 
anticipated. Interested applicants should ap-
ply to Dr. Howard Knoff, SIG Director. E-mail: 
knoffprojectachieve@earthlink.net.

AZ*/School Psychology Positions: Gil-
bert Public Schools is now accepting ap-
plications for school psychology positions 
for the 2007–2008 year. This progressive, 
growing, suburban Phoenix district offers a 
competitive salary schedule and has open-
ings for preschool, elementary and second-
ary settings. Applicants must be certifi ed by 
the Arizona Department of Education. Job 

duties will include assessment, consultation, 
facilitation of team meetings, development 
of behavior intervention plans, and counsel-
ing. Interested candidates should contact Dr. 
Julene Robbins, lead psychologist, at 480–
497–3462.

FL*/School Psychologists: Miami-Dade 
County Public Schools (M-DCPS) is seek-
ing 2 outstanding, new, full-time school psy-
chologists. Positions are available now for 
individuals who can provide the following ser-
vices: screening, consultation, intervention 
development, progress monitoring, and eval-
uations. The district is progressively imple-
menting collaborative school support teams 
which emphasize an innovative screening, 
diagnostic, and response to intervention ap-
proach. M-DCPS’s school psychology posi-
tions are for 12 months (260 days) with start-
ing salaries ranging from $44,640 to $52,560, 
depending on highest degree held and years 
of experience. Applicants must be NCSP or 
school psychology certifi able by the State 
of Florida. To obtain additional information 
please contact Joseph L. Jackson, Adminis-
trative Director, at jjackson3@dadeschools.
net or by phone at (305) 995–1735. Informa-
tion about M-DCPS can be obtained by visit-
ing our website at http://psy.dadeschools.net 

IL/Assistant/Associate Professor, Eastern 
Illinois University, Psychology Department: 
Assistant/Associate Professor, tenure-track 
School Psychology faculty position begin-
ning August 2008. Responsibilities include 
teaching graduate (primary) and undergradu-
ate courses, maintaining an active research 
program, and supervising graduate student 
research and practicum experiences. Doctor-
ate in school psychology preferred, ABC con-
sidered. Application materials to Mike Havey, 
Chair; School Psychology Search Commit-
tee; Psychology Department; Eastern Illinois 
University; 600 Lincoln Avenue; Charleston, 
IL 61920. Electronic applications (to jm-
havey@eiu.edu) are preferred. Review of ap-
plications begins on September 17, 2007 and 
will continue until the position is fi lled. Please 
see http://psych.eiu.edu/dept/position.shtm 
for additional information. EOE/AA

MD*/School Psychologists and Interns: 
Prince George’s County Public Schools, 
a large urban/suburban school district locat-
ed in the Washington, DC metropolitan area, 
is now accepting applications for doctoral 
and specialist level school psychologists for 
immediate openings. Candidate must pos-
sess or be eligible for Maryland certifi cation 
as a school psychologist or for certifi cation 
as a Nationally Certifi ed School Psycholo-
gist (NCSP). Good employment potential. 
To request an application or for additional 
information, write to Dr. Florence Foreman, 
Supervisor of Psychological Services, Judy 
Hoyer Family Learning Center, 8908 Riggs 
Road, Adelphi, MD 20783; telephone: (301) 
431–5630; e-mail: florence.foreman@pgcps.
org. Minority and bilingual candidates are en-
couraged to apply. For more information visit 
our website at www.pgcps.org

NV*/School Psychologist: Northern Ne-
vada LCSD is now seeking a school psychol-
ogist to serve a multi-culturally diverse school 
community in a rural setting. Job respon-
sibilities include consultation, intervention, 
and comprehensive assessments. Role and 
practices are aligned with NASP standards. 
Applicants who are bilingual or have a special 
area of expertise are welcome to apply as are 
all other qualifi ed applicants. Access to on-
going professional opportunities is provided. 
Interested applicants should contact Karen 
Watson, Director of Special Services, at 
kwatson@lyon.k12.nv.us or (775) 463–6800, 
ext. 129. Note: one position available for the 
2007–2008 school year but possibility of at 
least one more opening for the 2007–2008 
school year. Requirements: Nevada certifi ca-

tion as a school psychologist. Nevada accepts 
the NASP certifi cation for state certifi cation 
purposes. Experience with preschool popula-
tions and assessment instruments and cultur-
ally diverse populations within a school setting 
preferred but not required. 200-day contract. 
Additional stipend paid for NASP certifi cation, 
Doctorate degree or special duty. Employer 
Information: Lyon County School District is 
currently a relatively small rural school dis-
trict in population but large in geographical 
area. Our school populations are growing! 
School psychologists are generally based in 
one of fi ve town clusters but depending on 
assignment can be asked to provide services 
throughout the district. We are committed to 
progressive service delivery. Currently LSCD 
employs 6 fulltime school psychologists with 
the desire to add to their staff. Pay and benefi t 
package is competitive.

PA/Educational and School Psychology 
Faculty: The Department of Educational 
and School Psychology (EDSP) at Indi-
ana University of Pennsylvania (IUP) in-
vites applications for à  tenure track faculty 
position at the Assistant Professor/Associate 
Professor level to begin either August 2007 
or January 2008. Required qualifi cations for 
the position include a doctorate in School 
Psychology (graduates from NASP/APA ac-
credited programs are preferred), certifi ca-
tion as a School Psychologist, and experi-
ence as a practicing school psychologist. 
The preferred qualifi cations include a mini-
mum of two years of experience teaching 
in higher education in addition to an estab-
lished record of scholarship as demonstrat-
ed by peer-reviewed publications. Candi-
dates must communicate effectively and 
perform well during the interview(s) which 
may include a teaching demonstration. All 
applicants must be work eligible. Duties for 
the position include teaching undergraduate 
courses in educational psychology and edu-
cational assessment, and graduate courses 
in our school psychology programs which in-
clude, but are not limited to: clinical practical, 
assessment, internship supervision, and dis-
sertation advisement. Additional responsi-
bilities include committee work, advisement 
of graduate students, and university service. 
The successful candidate may also be as-
signed to perform work at off-campus sites 
and/or provide instruction through distance 
education. The EDSP department currently 
consists of eight full time tenure track fac-
ulty members and two full time temporary 
faculty members housed within the College 
of Education and Educational Technology. 
The department houses three centers: The 
Child Study Center, The Center for Educa-
tional and Program Evaluation, and the Cen-
ter for Rural Gifted Education. In addition to 
providing courses to undergraduate teacher 
preparation students, the department offers 
an undergraduate minor, serves as the home 
for an honors available to Teacher Education 
students, a Master’s Degree in Educational 
Psychology, and NASP accredited special-
ist (EdS) and doctoral (DEd) programs in 
school psychology. Send a letter of applica-
tion including: 1) curriculum vitae, 2) under-
graduate and graduate transcripts (offi cial 
transcripts required before hiring), 3) three 
current letters of reference or three names 
along with contact information, 4) evidence 
of teaching excellence and publication sam-
ples, and 5) a statement of teaching and 
research interests to: Gurmal Rattan, PhD, 
Search Committee Chair, Department of 
Educational and School Psychology, Indiana 
University of Pennsylvania, 1175 Maple St., 
Indiana, PA 15705. Women and minorities 
are encouraged to apply. Applications will be 
accepted immediately and review of applica-
tions will continue until the position is fi lled. 
IUP is an equal opportunity employer M/F/
H/V, and is a member of the Pennsylvania 
State System of Higher Education.
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Your NASP membership helps you meet your daily

professional challenges with a host of member-only resources. 

Communiqué, a favorite NASP member benefit, will be even

better this fall, with a fresh new look and clearer organization.

Act today to ensure that you do not miss a single issue packed

with news on practice, trends, and innovations in the field.

Are you moving or changing your 
e-mail address?

NASP wants to stay in touch with you during the summer

months and in the fall, so please update your contact

information by logging in at www.nasponline.org and
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upcoming year, and you ensure that you will receive all of

your membership benefits.

The NASP membership year ends on June 30, 2007.
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