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Introduction

The field of school psychology is in a constant state of change. Demographics, definitions, disabilities, techniques, and strategies together with legislation and federal mandates are continuously shifting and creating new challenges for both education and training. At the same time, there are a core set of values shared by university and field-based trainers and practitioners that serve as the foundation of the profession. University training programs shape the future of the profession and simultaneously respond to the pragmatic needs of the populations we serve and the demands of the education system. While there have been several quality handbooks focusing on the history of school psychology, ethics, and professional practice and techniques, few, if any, focus on education and training issues and their translation to field-based practice. There is an explicit need to examine the essential tenets of the profession, critically review training and practice issues, and evaluate how the traditional and changing skills and issues translate into meeting the needs of children and the systems that serve them.

This two-volume handbook addresses the challenges of the training enterprise and its application. Volume I particularly examines contemporary issues of school psychology training at the university level. The topics explored range from broad considerations around the challenges of program development, considering various levels and models of training to the more specific issues of teaching of specialty skills and training for unique areas and special populations. Volume I serves as the template for the second volume of the handbook by way of raising questions and issues that ultimately play out in the field. Volume II is dedicated to bridging the training and practice gap.

Volume II examines issues critical to the practice of school psychology. Authors explore the nature of supervision at different stages of training (e.g., practicum and internship) and in a variety of settings. Each chapter raises issues, reflectively, for university training in a manner that facilitates the dialogue between university and field trainers. Problematic graduate student behaviors and the difficult dialogues that both university and field-based trainers encounter are responded to with an evidenced-based and direct approach. Volume II also considers issues of professional development, credentialing, and developing a professional identity, topics that predominate in practice settings yet are typically not addressed in any school psychology text.

Trainers of School Psychologists (TSP) are particularly proud to sponsor these two volumes. As an organization of university and field-based trainers representing school psychology programs at both the MA/specialist and doctoral levels of training across the country and internationally, we intend this handbook to serve our mutual goals in training the next generation of school psychologists. Specifically, the goal of this two-volume handbook is to support the TSP mission, which states:

TSP is committed to innovation and excellence in graduate training programs for specialist and doctoral school psychologists…. This is achieved by examining current trends in graduate education, providing professional growth opportunities to school psychology faculty, facilitating communication with field-based trainers and supervisors and initiating and supporting legislative efforts that promote excellence in training and practice.


The contents of these volumes clearly support and further the mission of TSP and of the field itself. Each volume, while standing alone as an important resource, mirrors the other and enables issues and concepts to be translated from theory to practice. We invite all of our training colleagues to bridge the gaps.


Part I Contemporary school psychology training University/field collaboration
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Volume I of Handbook of Education, Training, and Supervision of School Psychologists in School and Community focuses on the preparation of professionals within the university setting and examines in depth the best practices of teaching and training. Volume II centers on bridging the gap between university education and training with the pragmatics of field-based practice. Critical to this relationship is the collaboration between university and field-based trainers.

Clearly, the foundational skills acquired at the university level are the building blocks for future practice, whereas field-based experiences provide the application and expansion of skills through practicum training. Integration, refinement, and reinforcement of those skills are accomplished through internship and lifelong education. The university is the vehicle for collaboration and communication within the field. Field-based practitioners and trainers can inform university education with detailed feedback regarding professional preparation that students demonstrate, and the university’s training program can provide consultation and continuing education through workshops and information sessions. Most importantly, the university can and should serve as a mechanism to bridge the gap between research and practice. The chapters in Volume II provide a contemporary review of literature, together with strategies and techniques that can enrich the collaborative enterprise, providing knowledge and opportunities to strengthen both training and practice and educate, in the best possible way, the next generation of school psychologists.

Although the history of school psychology as a profession has been well documented (Fagan & Wise, 2000; Chapter 2, Volume I, among others), the evolution and development of school psychology training programs is less well known. The assumption is that training practices have developed in parallel with the growth and recognition of the profession of school psychology. Certainly, with the establishment of the Division of School Psychology (Division 16) of the American Psychological Association (APA) in 1944–1945 and the development of the National Association of School Psychologists (NASP) in 1968, when there was an enormous growth of membership in the profession, there has been an increasing relative conformity in training and credentialing requirements across states to practice as a school psychologist. Typically, as a profession becomes well defined, and particularly as a specialty becomes recognized within a profession, professional organizations evolve to protect and further the interests of that enterprise. Within school psychology, NASP has affiliate state associations in every state, along with an informal but strong connection with the International School Psychology Association. The APA has a direct relationship with state psychological associations, many of which have a school psychology division. Although both APA and NASP, along with their affiliates, represent the interests of school psychologists, these groups frequently approach problems from a variety of angles that may or may not conflict. In fact, these groups often become deeply involved with important legislative issues that can result in changes in the provision of services to children and role and function of school psychologists. Ultimately, changes in practice expectations and requirements become important university training considerations.

Although the promulgation of professional standards has been ongoing, training program adjustments have been less uniform. Training programs have been asked to adapt from a master’s-only profession to a master’s plus certification (e.g., EdS, CAGS) to address the requirements of a national credential in addition to state requirements (i.e., Nationally Certified School Psychologist). They have also had to consider practices for emergency certification (Crespi & Hughes, 2006) and respecialization for psychologists who are not credentialed to practice (e.g., developmental psychologist), as well as for other professional practice psychologists hired to help address the shortages of mental health providers in the school system (Tharinger & Palomares, 2004). The responsiveness and changes of training programs to these types of challenges are not as clearly delineated as the type of changes that follow from credentialing standards.

The reality that national and state credentialing agencies were impacting the definition and practice of the school psychologists created the need for discussions among academics in training programs about training issues independent of the politics of any professional organization. Trainers of School Psychologists evolved in the early 1970s in order to represent all levels of school psychology training. In 1977, the Council of Directors of School Psychology Programs was developed, focusing on doctoral training programs. Other organizations have emerged either formally or informally to address training needs. School Psychology Synarchy, now called School Psychology Specialty Council, was developed as an interorganizational group to examine, advocate, and ensure quality for education, training, credentialing, and professional practice in school psychology. The Interorganizational Committee (IOC) was initially developed in 1978 to collaborate between APA and NASP on issues surrounding the accreditation, titling, and credentialing of school psychologists and address differences in requirements when necessary. The IOC was disbanded in December 2002 after the APA Board of Directors concluded that the IOC was not an effective mechanism to deal with issues that have arisen between the two associations. The multimember IOC team was replaced by establishing direct lines of communications between NASP and the APA’s Practice Directorate’s Office of Policy and Advocacy in the Schools to continue exchanges between organizations, which remains in place at the time of this writing. In addition, many states have either a formal or informal trainers’ network that meet regularly (e. g., School Psychology Educators Council of New York State) or on an as-needed basis to respond to legislative and training changes. Although each organization serves a slightly different audience, they are similar in their provision of peer support networks, providing a venue for active collegial interaction within states and across training programs throughout the United States and internationally.

It is obvious that the ongoing conversation among training programs is the best way to prepare future school psychologists while responding to the developing needs of the field, faculty shortages, limited diversity among both faculty and student training populations, and fulfilling the requirements of national, regional, and state credentialing bodies. In the history of our profession, there have been multiple forces that have impacted the evolution and direction of our training models.


Focus, Factors, and Forces

Professional psychologist training is highly regulated in general. Professional school psychology practice has even more regulation because of the bifurcated nature of our professional organizations (e.g., NASP and APA) and because state boards of education (SBE) regulate graduate programs that certify personnel to work in public schools. Thus, field supervisors may be flummoxed by the operation of graduate training programs that may be Byzantine by the very nature of the ivory tower but also seem to frequently change the expectations of the students we train and the nature of the relationship with field-based trainers.

The gap between research and practice is perpetuated, in part, by the disconnect between university faculty and field supervisors. The university supervisor may assume that since an article has been published in a top tier journal with a high impact factor rating, its findings are being implemented in the schools by practicing school psychologists. Similarly, field-based trainers may assume that university faculty are aware of the political realities of their school system and the nature of the barriers to implementing research findings. Also, because faculty are faced with the challenges of keeping up with practice and staying current on the issues impacting the delivery of services, it can be the case that a university faculty member perpetuates a dated practice or approach because the university faculty member was confident of the practice when originally trained. Of course, the changing landscape of education and psychology can render previous approaches and practices ineffective.

These issues have existed for a long time, and the typical solutions employed include annual field supervisor meetings with the university faculty or e-mail blasts updating supervisors on the latest change in internship logs. Although these approaches are helpful, they fail to work because they lack practice and repetition. University faculty are very good at creating curricula and conducting research. Field supervisors are very good at dealing with changing regulations around special education laws, supporting the school environment in a crisis situation, or knowing the newest fad illicit drugs or social practices in which youth are engaged. However, because each group is not routinely involved in the other’s context, the annual supervisor meeting or one-way communication of e-mail does little to effectively share each other’s knowledge bases.

From an analysis of this gap, it will be clear that there are several pragmatic barriers. A primary barrier is time. Ask any university faculty member and he or she will say there is not enough time to do the research, teaching, and service to earn tenure and promotion and also try to be involved in schools in an in-depth manner. In a similar way, field supervisors are often so busy that they have to write reports at home and find themselves with caseloads so big that they cannot really keep track of what is happening on the university side of their supervisee’s training experience.

Given this gap, how does the field begin to find bridges and pull down barriers? The first step is for university faculty and field supervisors to all consider themselves trainers of school psychologists. Reframing the field supervisor as a trainer with the same goals and responsibilities for the training of future school psychologists removes the class system between faculty and practitioners. To some extent, the APA approval system for internships does equalize the commitment and responsibilities for student training, but certainly not to the extent that is seen in medical education. Furthermore, the culture of an APA internship is not widely adopted by local school systems, and thus the model is not well promulgated. What is required is that all of these trainers work collaboratively. University faculty meet frequently to change the curriculum in response to changes in accreditation requirements. Teams of practitioners, similarly, meet to change their procedures in response to changes in federal and state laws. What would it look like if faculty members were engaged with school districts as they retool their policies and site supervisors were involved in curriculum revisions? Certainly, time is an issue, and attending extra meetings is never pleasant; however, there are many technologies that can facilitate such collaboration. For example, imagine having both faculty and practitioners in local communities on mailing lists that allowed for bidirectional communication about local issues or policy drafts in both settings posted to secure internet sites that allowed for each group to comment on the other’s local issues. Advances in teleconferencing make the possibility of a 1-hour meeting a real option where drive time is eliminated.

Why is this so important now? In higher education, there are trends toward preparing graduates to hit the ground running. In the sciences, we are seeing the emergence of training programs that teach not just chemistry, for example, but communication skills, finance, logistics, and business administration as well. Furthermore, students expect internships to be mentored by scientists working in business. The idea is that the graduate with a professional science master’s degree in chemistry can walk into a major corporation and produce the reports and provide the essential information on his or her area of science that decision makers need immediately. In the same way, for different reasons, we are seeing a move to reduce the time to degree in professional psychology with the provision to get all supervision for licensure in predoctoral experiences. What this portends is also seen in other fields: that is, there is an expectation for more field experiences to be incorporated into the training program. In postsecondary education, we are seeing strong trends toward “service learning.” In nursing education, for example, the majority of time is spent in practice mentored by faculty and field-based trainers. More and more students are demanding practical experiences as part of their training and grow increasingly impatient with “stand and deliver” education modalities. Students of the next generation (“net geners”) want to collaborate, customize, and innovate. They want to have fun and make a difference in their educational experiences. Furthermore, they are increasingly technologically savvy and want to leverage what technology can offer to an educational experience. This will push for more hybrid or blended instructional settings in which the didactic instruction can happen in the computer lab of the local school where the student is taking a field experience. In the interest of improving preparation for professional practice, the lines between the university and the field practice are going to continue to blur. Therefore, it follows that school psychology training will need to move in this direction. These factors increase the importance of ongoing meaningful interaction between the university and field-based trainers.

This collaboration between trainers transcends delivering information to a student and moves into the area of new knowledge generation. Increasingly, accrediting agencies and foundations that fund higher education researchers are looking for measurable impact on children (in the case of K–12 education). Similarly, if university researchers want to influence public policy research, findings must show broad impact and be translatable to the non-researchers and public officials. These trends strongly suggest movements in research for practice. The first is a move toward translational research designed to examine the ways of taking our bench science findings and transport them to practice. This research has been going on in medicine for a long time, but it has only started to be discussed in the social sciences (e.g., Tashiro & Mortensen, 2006). One reason translational research has not been widely discussed is the idiosyncratic nature of our population’s responsiveness to intervention. In medicine, the medical model has been highly effective and allows for treatments to be applied across vast numbers of people. In psychology, we are just getting to the point of suggesting that we have a largely universal treatment for depression, namely cognitive behavioral therapy. Otherwise, for school psychologists, treatment decisions have to take into account local conditions, including socioeconomic status, parent involvement, and the quality of the school, among a myriad of other issues. Thus, the university researcher considering translational research should really be collaborating with the local practitioner. These kinds of partnerships could encourage the adoption of different training models for school psychologist training programs. Specifically, the local clinical scientist model (Stricker & Trierweiler, 1995) argues that research findings that take into account local influences should be communicated and shared to develop a knowledge base of what works and under what conditions. Conducting research in collaboration with the field supervisor and expecting the research to have a high impact on children (as will inevitably be necessary to secure funding) would get faculty on the ground in the schools, engage field supervisors directly in the scholarly endeavors that would allow them to be better consumers of research, and provide value-added services to the children in the schools.

The publications of researchers in universities need to include outlets that are easily accessible to the practitioner. This is a major problem for university faculty because the reward system (e.g., tenure and promotion) tends to not consider such publications as necessarily scholarly. This is an issue that has to be solved within the universities themselves. Nevertheless, coauthoring local clinical scientist informed and translational studies with our field supervisors would likely result in the writing of manuscripts to be more accessible to practitioners and provide more human capital to publish findings in both top tier and consumer-oriented outlets.

Our impact on policy will be dependent on our field’s ability to translate our findings not only for practitioners but for government officials. Regulation of higher education will continue to increase. Inklings of this inevitability could be seen in the debates over the recently passed Higher Education Act, as well as strong pushes from the U.S. Department of Education in the 2000s. Further evidence comes from international higher education regulatory bodies that are moving to set standards for graduate training. The accountability movement will have an impact on how universities do business. For example, in Pennsylvania, the state Department of Education has instituted regulations on the credentials of faculty members who can teach in teacher training programs. It may not be long before other professional training programs’ faculty complements are indirectly selected based on federal or state mandate. Thus, the convergence of the traditional responsibilities of the university academic and the qualifications to prepare a practitioner will likely require a partnership with field supervisors serving as adjunct professors who have the required credentials to serve in such a capacity. There will be an increasing emphasis on bringing experienced practitioners to the university to teach because of the increased focus on a connection with field experiences.

How should the next generation of practitioners be trained to meet the demands of the evolution of school psychologist training described here? One approach that we are seeing in doctoral level education training is differentiated into the professional practice doctorate (PPD) and the traditional research doctorate. For several years there has been a movement in doctoral training to differentiate the research doctorate from the professional practice doctorate (Council of Graduate Schools, 2007). This is also not new to psychology because the impetus behind the endorsement of the PsyD at the Vail Conference was tension between psychological practitioners and scientists/researchers. As another example, the Carnegie Foundation on the Advancement of Teaching has sponsored a 3-year study of the doctor of education (EdD) degree—the PPD in education—called the Carnegie Project on the Education Doctorate (CPED). A primary reason for the CPED initiative is that the EdD and the PhD in education are often hard to differentiate because the EdD has become the “PhD-lite” (Shulman, Golde, Bueschel, & Garabedian, 2007, p. 27). Shulman et al. argue that that the EdD has been defined not by how it uniquely prepares one for the practice of education, but rather by having fewer requirements than the PhD. The CPED initiative strives to create a meaningful conception of the EdD that clearly differentiates it from the PhD as the highest practice doctorate in the field of education.

School psychology is in a unique position in terms of differentiating the practice doctorate from the research doctorate. That is, because of the Boulder model (scientist–practitioner), the PhD has been the degree to award for those who plan a career in practice and for those who plan a career in science. However, there have been concerns about training programs’ ability to implement this comprehensive scientist–practitioner model (Overholser, 2007). Trainers of doctoral level psychologists are very aware of which students are inclined to be researchers and which will finish the dissertation to never run a statistic again. Indeed, the intention behind the Boulder model was that science and practice are necessary to inform each other, but the endorsement of the PsyD indicates that that ideal may not play out in application. Furthermore, it would not be fair to argue that individuals with a PPD do not embrace science or scholarship, rather they should be individuals uniquely prepared to translate science into practice and through that process transform practice. In this way, the next generation of school psychology practitioners would be uniquely prepared to partner with school psychology academics to collaborate, train, and generate new knowledge for the advancement of our field.


New Models, New Roles, and New Functions

Formally and systematically advancing the future of the school psychology profession by bringing together interdisciplinary experts, practitioners, trainers, and graduate students was the focus of the landmark experiences in the 1980 Spring Hill and 1981 Olympia conferences (Brown, Cardon, Coulter, & Meyers, 1982; Ysseldyke & Weinberg, 1982). More recently, the Futures Conference, held in Indianapolis in 2002, reviewed the current trends in our profession and projected several major initiatives for future training and practice (cf. School Psychology Review by D’Amato et al., 2004). Although these high-profile professional practice events have brought considerable focus on training with a clear effort toward affecting the direction of field at the national level, implementation barriers at the state level predominate. More specifically, changes at the national level trickle down irregularly to the state and local levels. Information dissemination is unsystematic and at times inaccurate. Trainers are faced with the question of how to maintain standardized training when the local environment is slow to adapt or may reject the changes.

One clear example of the ongoing discussion at the national level that is yet to be realized in most local settings is the need for population-based prevention and intervention services (e.g., public health) to meet the overwhelming challenges of today’s students. In May 2009, APA hosted the Summit on the Future of Psychology Practice. This meeting brought together psychologists, community partners, and policy makers to consider the role psychological services play in solving social issues. Integrated health care, community partnerships, and the role of psychological services in the business environment were primary foci. School systems are a central part of a child’s academic and social development, as well as a centerpiece of communities. Schools are an ideal setting for integrated models. However, the training implications for interdisciplinary work are complex. First, it is difficult to include this type of training in a curriculum that is already packed with credentialing requirements. For example, adding credit hours for training dedicated to family–school partnerships has been challenged by the ambivalence in some school systems about embracing an increased level of parental involvement (Christenson & Sheridan, 2001). University trainers have to consider the overall impact on our students, trained to consider national models and emerging trends, as we send them into local venues for practicum and internship experiences: Have we trained students for negotiating these differences, succeeding in the real world, and being change agents in the political climates of their districts? Second, there are logistical considerations at the university for delivering a program that would be administered in a cross-disciplinary environment. When roles expand, training in one skill (e.g., prevention) may be in stark contrast, and at times in conflict with, the roles steeped in the history and legal needs (e.g., gatekeeper) of the school setting (Canter, 2006). Third, field-based training expectations would likely have to expand as cross-discipline communities seek to establish competencies. Even as trainers examine how to serve the academic and social health needs of children in the context of public policy accountability, the field remains heavily influenced by the medical model reinforced by special education mandates (Curtis, Grier, & Hunley, 2004), a reality that is unlikely to change. Take, for example, states that opt out of serving children ages 3 to 9 who fall into only the delay, rather than a specific disability, category. These systems are likely not yet prepared to address the broad needs of all children.

Determining the viability of new models for school psychology practice is a touchstone to building university and field-based training alliances. Universities must determine which new initiatives (e.g., response to intervention, positive behavior support) warrant changes to training programs, how to identify fads versus emerging trends, and how to instill a value system in students that allows them to make these decisions in their own practices. As suggested previously, trainers would be better informed if they consider not only the literature base but also the likelihood of the schools/districts where we send our students supporting these initiatives. Furthermore, it is critical to determine what type of support will be needed for field-based trainers to implement new models and how the university can support these efforts.

In an age of increasing accountability, there is less clarity about how the school psychologist will function in the general education environment. For example, when educational initiatives are meant to be carried out by the teaching staff, it is important to determine the school psychologist’s role. Does this type of consultation include only initial implementation and training? How are school psychologists connected to accountability for implementing evidence-based practices (EBPs)? Does the role include policing of general education? Is there a difference when the EBP centers on a mental health issue rather than an educational issue? When accountability is the focus, is consultation voluntary? Is this meaningfully different from the types of consultation already practiced? Accountability structures promise to only complicate the developing roles of the school psychologist and should be a consideration for the university and field.


New Directions: Crisis and Opportunity

As we continue to reach in new directions, we also revisit the foundations on which our training was built. The initial agreements by the APA at the 1954 Thayer Conference that allowed for separate agencies to credential school-based practice (e.g., SBE) and non-school practice (e.g., state psychology boards) are being tested, as some states (e.g., Pennsylvania) allow for SBE credentials to practice outside of the school setting, and proposed changes to the APA Model Licensure Act would no longer allow a practitioner to use of the title “psychologist” unless appropriately credentialed at the doctoral level. These legislative efforts force us to revisit the assumptions of our training programs (Fagan, 1986). For example, is there general consensus that the first 2 years of training are specific to school psychology practice, affirming a nondoctoral level of entry to practice? Is training beyond the first 2 years best described as the type of broader-based information that would apply to a generic professional practice psychologist practicing outside of schools? How does entry-level training prepare school psychologists to assume broader roles in leadership, consultation, policy, and independent practice of psychology? The issue of the place for specialist and doctoral education remains an ongoing discussion, prompted by regulations and guild squabbles more often than by actual concerns within school systems, and school psychologists may wonder whether this is where we should spend our time. Regardless of the absurdity, it is clear that some groups will be lobbying to provide services to school-aged children, whether within psychology (e.g., clinical and counseling psychologists) or outside of professional practice psychology proper (e.g., behavior specialists, developmental specialists), and as such, university and field-based trainers need to be at the table when those discussions occur (Worrell, 2007).

As there is an increase in the NASP training standards, it is important to ask whether we are already training doctoral level practitioners when the average specialist program is 75 credits. Does the dissertation define doctoral education, or are there different/appropriate capstone experiences that demonstrate doctoral level competency? Since there are other professional practice areas (e.g., audiology, speech and language pathology, and nursing) that award doctoral degrees for this level of course work and the Association of State and Provincial Psychology Boards requires 3 years of training for a doctoral degree, should the field move toward doctoral education?

Recently, there has been a proliferation of PPDs such as the doctor of occupational therapy (OTD), doctor of physical therapy (DPT), and practice doctorate in nursing (DNP). The DNP is particularly prolific, with about 75 programs currently admitting students and about 140 other universities considering offering the degree (American Association of Colleges of Nursing, 2008). In contrast, there are currently 8 APA-approved PsyD programs in school psychology.

This issue of differentiating research and practice degrees has culminated most recently for universities in changes by the National Center for Educational Statistics to the Integrated Postsecondary Education Data System (IPEDS) Reporting Categories for Doctoral Programs that will be mandatory for the 2010–2011 data collection year. Specifically, IPEDS is moving away from the “first professional” category to a dichotomous reporting structure of (a) doctor’s degree—research/scholarship and (b) doctor’s degree—professional practice.

Although there is some discussion centered around acknowledging that current practices may already meet doctoral standards, the potential barriers to such a move have not been fully examined. For example, is the field interested in such a move? What are the costs and benefits to universities and practitioners? How would an increase in doctoral training translate into results for children? Although there are some reports that even non-doctoral-granting institutions would be eligible to give a PPD (Miller, 2009), the full extent of this possibility is currently unknown. Furthermore, even if there is some support for doctoral education, it is unclear whether such a move would positively impact training shortages, particularly when the need for documenting evidence-based practice may continue to reside with university trainers.

When these factors are taken together, it seems that we are at a time of reconceptualizing training programs and the development of a new generation of programs. Today, training programs are housed within traditional university settings, professional schools of psychology, and online-only environments (see Chapter 3, Volume I, for more details), yet new directions are certain to follow. At present, we recognize challenges to training to meet the needs of an increasingly diverse student population with a relatively homogeneous workforce, a condition that is certain to get worse if the projected personnel shortages of both university and field-based trainers are realized (NASP, 2007). This leaves us with the challenge of developing and supporting appropriate training sites, better articulating the shared responsibilities of supervision, so that we can attend to the business of developing the next generation of competent school psychologists. Discussions of supervision and negotiating conflict are expanded in Chapter 2, Chapter 3, Chapter 4, Chapter 5 and Chapter 6 of this volume.

Will we travel full circle as we consider the challenges ahead? Do the core issues remain the same since the inception of school psychology as a profession with different emphases, different tools, and different readings, or has our profession fundamentally changed? The chapters in this volume will attempt to answer the challenging questions that are raised and provide both theoretical and pragmatic approaches to issues emerging in bridging the gap between university and field-based training. The volume is composed of five sections focusing on the contemporary issues that we face at both the university and the field, the importance of supervision and supervisors as trainers, preparing for difficult dialogues with our students and other professionals, embracing unique professional roles, and preparing for future practice. We invite you to expand your participation in the training of the next generation of school psychologists.


Resources
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	Shulman, L. S., Golde, C. M., Bueschel, A. C., & Garabedian, K. J. (2006). Reclaiming education’s doctorates: A critique and a proposal. Educational Researcher, 35(3), 25–32.Shulman and colleagues examine the differences between the professional practice doctorate in education (EdD) and the research doctorate (PhD). Particular focus is given to the differences in terms of purpose of the degree, philosophy, and capstone experiences. This paper provides an analogy for school psycholology’s consideration of the practice degree.



References


	American Association of Colleges of Nursing. (2008). Doctor of nursing practice (DNP) programs. Retrieved from http://www.aacn.nche.edu/dnp/DNPProgramList.htm

	Brown, D. T., Cardon, B. W., Coulter, W. A., & Myers, J. (Eds.). (1982). The Olympia proceedings [Special issue]. School Psychology Review, 11.

	Canter, A. (2006). School psychology. (COPSSE Document Number IB-4). Gainesville, FL: University of Florida, Center on Personnel Studies in Special Education.

	Christenson, S. L., & Sheridan, S. M. (2001). Schools and families: Creating essential connections for learning. New York: Guilford.

	Council of Graduate Schools. (2007). Task force report on the professional doctorate. Washington, DC: Author.

	Crespi, T. D., & Hughes, T. L. (2006). Internship training in school psychology: Shortages and risks of emergency certification. The School Psychologist, 20, 163–164. (Reprinted in Communiqué, 35, p. 45, 2007.)

	Curtis, M. J., Grier, J. E. C., & Hunley, S. A. (2004). The changing face of school psychology: Trends in data and projections for the future. School Psychology Review, 33, 49–66.

	D’Amato, R. C., Sheridan S. M., Phelps, L., & Lopez, E.C. (2004). Psychology in the Schools, School Psychology Review School Psychology Quarterly, and Journal of Educational and Psychological Consultation Editors collaborate to chart school psychology’s past, present, and “futures.” School Psychology Review, 33, 233–238.

	Fagan, T. K. (1986). School psychology’s dilemma: Reappraising solutions and directing attention to the future. American Psychologist, 4, 851–861.

	Fagan, T. K., & Wise, P. S. (2000). School psychology: Past, present, and future (2nd ed.). Bethesda, MD: NASP Publications.

	Miller, J. A. (2009, February). Examining the professional practice doctorate in school psychology. Symposium conducted at the Trainers of School Psychologists convention held at the National Association of School Psychologists annual convention, Boston, MA.

	National Association of School Psychologists. (2007). School psychology, 2004–2005: National and regional demographic characteristics, professional practices, employment conditions, & continuing professional development. Retrieved from http://sss.usf.edu/Resources/Presentations/2007/NASP/School_Psychology_2004_2005.ppt#326

	Overholser, J. C. (2007). The boulder model in academia: Struggling to integrate the science and practice of psychology. Journal of Contemporary Psychotherapy, 37(4), 205–211.

	Shulman, L. S., Golde, C. M., Bueschel, A. C., & Garabedian, K. J. (2006). Reclaiming education’s doctorates: A critique and a proposal. Educational Researcher, 35(3), 25–32.

	Stricker, G., & Trierweiler, S. J. (1995). The local clinical scientist: A bridge between science and practice. American Psychologist, 50, 995–1002.

	Tashiro, T., & Mortensen, L. (2006). Translational research: How social psychology can improve psychotherapy. American Psychologist, 61(9), 959–966. Tharinger, D. J. & Palomares, R. S. (2004). An APA-informed perspective on the shortage of school psychologists: Welcome licensed psychologists into the schools (and did we mention xeriscape gardening together?). Psychology in the Schools, 41, 461–472.

	Worrell, F. (2007). Professional psychology, school psychology, and psychological science: Distinctiveness, deindividuation, or separation? President’s message. The School Psychologist, 61, 96–101.

	Ysseldyke, J. E., & Weinberg, R. J. (1982). The Spring Hill Symposium on the future of psychology in the schools. American Psychologist, 37, 547–552.



Part II What about supervision anyway? Trainers as supervisors



2 Contemporary issues in supervision

Judith Kaufman

DOI: 10.4324/9780203893494-4

Supervisors serve as the keepers of the faith and the mentors of the young. Theirs is a quiet profession that combines the discipline of science with the aesthetic creativity of art. … It is a curious paradox that at their best they are the least visible.

Alonso (1965)


The supervisory enterprise is critical to the educational process, not only for the expansion and reinforcement of skills and the transmission of the cultural practices of the profession but to support the development of mindfulness and self-reflection as they are exhibited in service delivery and in broader life contexts. Volume I comprehensively discusses the education and training of the prerequisite skills for effective practice of school psychology. The manner in which these skills are applied, the growth and development of those practice skills, and the reinforcement of the professional role and function evolve first through the collaboration between the university and field-based supervisors and ultimately through the practice setting. The nature of supervision changes as knowledge and skills are expanded, moving from early skill development and reinforcement to the integration of those skills in contextual settings as students move into the field for practicum and internship and, ultimately, as an independently practicing professional. Thus, far beyond the university’s training program, supervision is an integral part of lifelong learning.

Supervision can be defined as “that process which improves and/or maintains the school psychologist’s professional competence and functioning within an applied setting” (Strein, 1982, p. 4). The National Association of School Psychologists (NASP), in its position statement on supervision, defined supervision as “an ongoing, positive, systematic, collaborative process between a school psychologist and school psychology supervisor that focuses on promoting professional growth and exemplary professional practice leading to improved performance of all concerned” (National Association of School Psychologists, 2004, p. 1). Supervision can be viewed as an ongoing developmental process that models effective parenting and supports the solidification of professional identity (Kaufman & Schwartz, 2003). It is through supervision that the rituals and traditions of our field are transmitted and molded to meet the changing demographic and contextual needs of our education systems.

Much has been written about theoretical models of supervision (i.e., Harvey & Struzziero, 2000; Kaufman & Schwartz, 2003; Todd & Strom, 1997) and thus they will not be the primary focus of this chapter; however, it should be noted that there is limited evidence-based research to support a specific model or approach to be endorsed as a best practice for supervision (McIntosh & Phelps, 2000). Supervision in diverse settings with multicultural clients is clearly a critical consideration; Chapter 8 in Volume I and Chapter 7 in this volume focus directly on those issues and certainly remains an underlying consider=ation throughout this chapter. Subsequent chapters in this volume focus on the application of supervision to various levels of training and different settings and examine the process from an international perspective. Therefore, the goal of this chapter is to focus on generic issues, different conceptual approaches, and challenging negotiations, encompassing all levels of training. Specific issues of concern include the establishment of university–field connections, congruence of school-based learning and pragmatics of practice, the use of the supervisory enterprise as a critical aspect of continuing education and lifelong learning (see Chapter 14, Volume II), and examination of models of engaging in the process.

Practicum, internship, and early career school psychologists receive at least two types of supervision: administrative and skill/professional, and in all probability, these two forms of supervision come from different individuals. Administrative supervision focuses on the functioning of the service unit and the performance of job duties in accordance with conditions of employment and assigned responsibilities, and it may be carried out by individuals who are not necessarily credentialed in school psychology (NASP, 2004). Professional supervision encompasses the oversight of specific professional practice in school psychology and supporting practices consistent with the highest level of professional standards and must be carried out by licensed or certified school psychologists (NASP, 2004). In some settings and at certain levels of professional development, supervision focusing on personal characteristics and style may encompass a third aspect of supervision. Although administrative supervision is critical to job performance and compliance with state and federal mandates, practice-based professional supervision and personal development are the primary focal points of this chapter.


Transtheoretical and Developmental Models

In the supervision literature, particularly that literature that focuses on the supervision of therapy, much of the writing has been embedded in a specific theoretical orientation; the particular orientation provides the parameters of the didactic and process interaction of supervision. For example, Liese and Beck (1997) used a cognitive therapy orientation in supervision, incorporating agenda setting, homework assignments, and routine feedback. Others might use a behavioral, psychodynamic, feminist, or culturally embedded model.

Recently, there has been an effort to focus on broader based developmental and transtheoretical models to facilitate and maximize the professional growth process, emphasizing the emergence of skills and attitudes irrespective of theoretical perspective. The development of a conceptual framework remains the responsibility of the training program as it meets its stated goals and objectives. As students progress through their educational program, they may be exposed to different theoretical models that potentially could become incorporated into practice. Although supervisors may have different orientations, it is not their primary responsibility to foster a conceptual framework, but rather to facilitate the growth of clinical skills, behaviors, and attitudes and to provide didactics when appropriate.

After extensive research, Aten, Strain, and Gillespie (2008), along with others (e.g., Kaufman & Schwartz, 2003; Mahrer, 2005; Prochaska & Norcross, 2007), concluded that a single theoretical model of supervision could not encompass the complexities of the supervision process or the complexities of human behavior. Being wedded to a particular theoretical model may be delimiting in facilitating the supervisees’ growth and may increase apprehension about the process of change. Aten et al. suggested that a transtheoretical approach permits supervisees to operate with varying levels of proficiency across skill sets, facilitates a holistic approach to professional growth and development, and provides a greater flexibility in learning and in practice. The transtheoretical model has proven effective in facilitating change in a wide range of disorders, from addictive behavior (Petry, 2005) to stuttering (Floyd, Zebrowski, & Flamme, 2007). Given the model’s broad utility and empirical support, it was suggested that the model could also be applied to clinical supervision (Aten et al.).

The six stages of change developed within the transtheoretical model for change have been modified to conceptualize the general development of the supervisee and for the acquisition of specific skill sets. These stages are as follows:

	The precontemplation stage, where the supervisee may not be aware of the possibility of change or may be resistant to change

	The contemplation stage, where the supervisee is aware of the need for change but is not yet engaged in the process

	The preparation stage, where areas are targeted for change and where collaborative goal setting between the supervisor and supervisee is negotiated

	The action stage, where there is a genuine commitment and the beginning of action toward change

	The maintenance stage, where the supervisee exerts a purposeful and conscious effort to sustain the change accomplished

	The termination stage, where increased competency has been achieved in a particular area, a new skill set has been obtained and/or deficits repaired in a particular problematic area, or there has been progression to a new level of development, and where the change has become automatic and does not require conscious attention (Aten et al., 2008, pp. 2–3).


The transtheoretical model also provides guidance to the supervisor to facilitate the passage through the developmental stages and includes consciousness raising, dramatic relief, self-reevaluation, environmental re-evaluation, self-liberation, stimulus control, counterconditioning, contingency management, social liberation, and the establishment of helping relationships between the supervisor and supervisee. A comprehensive discussion of these techniques can be found in Aten et al. (2008).

The recognition that there is a developmental process in supervision independent of theoretical orientation is a critical one, and it is implicitly addressed in theoretically oriented models but not directly focused on. Integrating a developmental model assumes that supervision is an ongoing growth process and is integrated throughout the course of professional practice. In addition to the transtheoretical approach, Stoltenberg (2005) proposed an integrated developmental model (IDM) as a three-stage process, where as supervisees gain experience, supervision decreases.
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