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Assessment
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CHAPTER OBJECTIVES en with Heather Thompson

1. To explain what assessment encompasses for school
7. To explain the role of assessment for school Eol Pesiioginn
: psychologists
3. To introduce the types of assessments commonly encountered by school psychologi
psychologists

INTRODUCTION

4]l school psychologists do is test kids and leave the rest to teachers.” Fortunately, this is j

ut our profession. Unfortunately, this stereotype is still alive and Wcll.y ’If onel:v::lrl:ttz
12 school colleague, randomly selected from a state in the United States, what a
it is highly likely that some form of this stereotype would come up. Even
hologists affirm this stereotype of being testers only and prefer it over

deed, this is school psychology’s primary role (Fagan & Wise, 2007),
ernative service delivery models, changes in
hensive vision of practice (€.g.,

2004; Gutkin, Henning-Stout,

stereotype abo
ask another K-
school psychologist does,
some practicing school psyc
other roles and functions. In
despite decades of position papers
federal legislation, and school psyc
Bergan, 1977; Deno & Mirkin, 1977; Departmen
& Piersel, 1988; NASP, 2010; Reschly, 1988)

tion becomes one of validity. What elements of

Given school psychology’s perception, the ques ; .
what elements ar¢ not? To be sure, the problem with stereotypes I$ not
This chapter seeks to address

hat they are incomplete (Adichie, 2009).
discussing assessment, its history and purpose, the role of

and types of assessments that school psychologists will

, research on alt
hology’s embrace of a compre
t of Education,

the stereotype are true and
that they are not true, butt
this question of validity by critically
school psychologists as assessment experts,

encounter in practicc.

...............................



.............
-----

WHAT IS ASSESSMENT?

An essential issue is that although testing is onl : : Fzll'ssetsis;?]inft(;r[tl}fct\;:;::]s are wide)

used interchangeably in practice and trainings P lcanuincl P th}’Pe above ¢
school psychologists ar¢ only doing testing, then they are ot g; t}llmical-scierg;t' ) asseS‘Sment
role of a school psychologist who is a leader-advocate (Chapter 5) OF € ist practitione,

A , . f .
(Chapter 11). Agsessment refers to the systema s of gathering :ata O(i“’g ;/’\ mation, thag 4,
used to make interpretations about the characteristics of people o1 © ;e.cts etal, 1999) o
or procedure, for collecting 2 sample of behavior, whereas a standardjeq

test is a test that is a nterpreted in 2 standar;i fashion in an attempy ¢,

i e ; : itions are appli
treat individuals the same during the testing process. When thcse. defin ; pplied to the
are seen primanly as professlonals who give

xample above, school psychologists '
) tests, rather than as professionals who use thei,

d multimethod assessment procedures, which -
viewing, and observing,

tic proces

test is one systematic tool,
dministered, scored, and i

stereotype €
standardized tests such as intelligence (IQ

expertise in the synthesis of multi-informant an
include reviewing relevant historical information; inter

History of Assessment

As discussed in Chapter 2, assessment hasan uncomfortable history largely owing to the intelligence
testing movement. In the 19th century, Franz Joseph Gall began what is now known as phrenology
(Flanagan & Harrison, 2012). Phrenologists claimed they were able to determine human
intelligence by examining the shape of the skull. Then, Charles Darwin, Herbert Spencer, and

Francis Galton contributed to the pursuit of intelligence and classification through evolutionary
theory and the scientific method of natural sciences, including various physical measurements.

Darwin’s development of evolutionary theory hypothesized that the species that reproduced

over time were the ones that adapted to the environment, whereas other species who did not
reproduce failed to adapt (called natural selection, or «survival of the fittest”). And Galton believed
that people would test differently based on their race or class. He coined the term eugenics, a
pseudoscience that can be related o social evolution. In fact, Darwin, the father of evolution, was
Galton’s cousin, and Galton used the ideas of biological evolution and applied them to intelligence
testing and social evolution. He believed that there were higher and lower races and that the
j‘higher” races wo.uld perform better on intelligence testing and should reproduce with each other
in order to S.CICCUVCI)' Con.trf)l the evolution of a more intelligent society (Fluehr-Lobban, 2013,
intelligent higher classe;. Through tEiS effoiise}slewv:re dreedl?g a: p hlgher rate” than the more
an increase of people with a higher level of ;ntelli a::cevocatmg —— b.reeding” t propote
2013, p. 2). Although filled with misguided and inhgumanamong the popula’tlon (Fluehr-Lobban,
beginnings of intelligence testing, which is still used todae ll)-‘-irposes’ R lid g
intelligence is innate and can be objectively I ti: r }elxample, h'e e.lssumed that h%man
introduced the use of a bell curve to describe the di -bmlfg the administration of test and
Lobban, 2013, p. 2). Although Galton’s belief i iy o, of those measurements (Flueh™
“role in pioneering tests of ability and intelli '“.Cllg.emcs is inherently derived from racism, i
elligence issill highly regarded in the field of educatio™”
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,Chological testing” (Fluehr
; -L.
¢ N inte[llgence testing can be u:’elzibiln, 2}1013, p. 3
unethically: ;
Yl
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he o S chat intelligence testing i

). It is |
S
it scho lnPorram to know this history
ol psyc o %
for advoca psychologists” responsibility t
. ,
y and support of services that a

m‘tl i
: he need. This larger ethi
D & ger ethical purpose holds ¢ry f
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Jeral gtatutes and Assessment

r all assessment.
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Assessl e(::gﬁtl;:: "hed‘;C?ition are designed to su
vchologists S ::) critical background for u:der ! " important 0 consider
:.lilcation |aw. This law began as ttls1 ecause they are mandated to Z::“’"d'ng gt S0
first legislation to suppor: ici;;catlon .f°' All Handicapped Cshoiljisreiaxcfié?{ii\r;lo; Fl)f);lgl
ildren with disabilities, which was in response 1 the speciai

ts movement that
rew o o~
grew out of the civil and women’s rights movements of the 1960s
(see Chaprer 2). The EHA required
lement an educational plan
otect those students
gard

[t Was the

(ducation righ
und the landmark case of Brown v. Board of Education in 1954
in

ublic schools to work with parents of handicapped child i
hat aligned with general education as much as po b : Irenl o imp
guslT . U ssible. It also helped t
with (.lll(siabllltle.s }fr:nl l;cllng discriminated against. Unfortunately, inpthe ;::r the theme in re
1o chi fcnd;’;l:s whl::l s W not always an inclusive one; hence, the EHA was created t©
ere in need of advocacy. In 1990, the EHA was replaced by the Individuals

h Disablhu;:SAAct (.IDE:) tn better improve the educational experience for students with
continued to implement the concept of free and appropriate public education

[| children have the right to an appropriate education that confers reasonable
(Moores, 2011, p- 523). ed, revised, and

IDEA has been “review
(Grigorenko, 2008, p- 67)- Notable changes to EHA and then
were included un

der the EHA umbrella. In
first language, from “handicapped child” to
ge from EHA to

rotect Stu
wit
disabilities- 1D
and states that a
henefit rcgardless of their disability

,mended” by Congress many times
[DEA are as follows: In 1986, infants and toddlers
1990, the language was changed to reflect person”

«child with a disability,” which included the name chan IDEA. Also, two new
of disabilities Were added: autism and traumatic brain injury.

In 1997, disciplinary

for children with disabilities Were specified 1 protect students with disabilities from

harsh discipline; and all Individualized Education Programs (IEPs) had to include measurable
countability (Grigorenko,

goals and objectives O 2008, p. 67)-
In 2004, the No Child Left Behind Act of 2001 came together with IDEA to focus on
ing highly qualiﬁed teachers.

comes Modifications were
rding children with disabilities to en

improving out
ropriate disciplinary P e
behavior that w |t of their disability (manifestation
into place s0 parents had a right ©

made for more app

that they were not being punished fora

d .

etermi dified and could
tween

nation meetings), a
due process. In addition;
be based on lack
achievement and ability; which was foun

delaying services for students who
According to the Department

appropria

categories
procedures

imitations
i s ability was mo

craditional discrepancy be
actical problems of

d to have validity problems and pr
(Grigorenko, 2008).
[DEAisa”

akes available 2 free
npsures
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to those children- The IDEA B hoy State
50 | education and related services to More Sang
ion, specid with Jisabilities” (Department of s nGs ':_Uhl-
which «chools collaborate with othe, l;c R
needs of children diagnosed as disabled i " !
2011, p- 523) The 13 federal disabilitn Viy
¢ health impairment, autism speCtru)’ ateg%}]ﬁ
visual impairment i“dUdinm dis%‘
orthopedic impairment, intellecmal dl.ind"r

the school to meet e Moores e :

thirteen federal disability categorfes v :

are currently specific learning d158

emotional disturbance; speec

deafness, hearing impairment, G¢%7

traumatic brain injurys and multiple df
Federal statutes and special educatio

psychologist. For example, :
multidisciplinery team is require
disability within 60 days. If a stu

%
&
&5
sabilities.
n laware integrat -

rimelines that ' . ichyy
d to complete an initial cvalua'tlc?n. of a studen g eess_ ,
dent is identified as meeting eligibility requiremen, f::ed .
education, then an [EP meeting must take place within ?0 days to determine whay ¢, otﬁcial
¢ student needs to succeed. The detailed process presented in Cp, " »
k of the school psychologist is influenced by federa| StatUte: b

ed into the assessment wo
govern the assessment

accommodations th
Figure 4.2) shows how the wor

WHY SCHOOL PSYCHOLOGISTS CONDUCT ASSESSMENTS

essment purposes or goals that should be at the core of school psych.

use of data-based decision making. For example, Salvia, Ysseldyke, and Witmer (2016)0&“5'
identified seven kinds of decisions that can be made from assessment data. All forms of g hae
are used to improve a child’s functioning, but they contribute to this overarching goal differ:‘e]m
This section focuses on two main purposes of assessment that have been an integral par of E‘ i
psychology’s development over time: classification and intervention. Scoo

There are a variety of ass

Classification

}e term most commonly associated with assessment for classification is diagnosis. The em
iagnosis fns }tlyplcally reserved for the classification of assessment data into the formal diagnosi
system of t : ‘ - ]
P); chiatri ;-An:iencan Medical Association for medical disorders and, of most relevance, for
1atric 1 . 5 )
d.)’ disorders (American Psychiatric Association, 2013). Conducti b il
iagnoses relies on a narrow system of classificati L R ing suc
on requiring intensive training, The populriy

this medical definition of diagnosis i
I iagnosis illustrat i '
prioritized in American society and in psychj)le: i i MIEESES
On the other hand, diagnosis is sim o

o [ .
diagnosisand classificat; ply the use of a classification system. In a general 1%

tees
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aame test This type of assessment jg 4
s0 referred

. data to a normati

0P 6 mative standard, to as nomothetic because of its goal of

The advantages of ClaSSiﬁCation T its goal 0
severa

-ing the need f ' L Fi
determlﬂlng or services. Second, irst, they are well-developed systems for

. classificati
] health professionals ¢ : cation sys )
men © communicate effectively w)i,tl:ems oo, pepeilegiin st o =
one another, which may su
) pport

ofhcient delivery of services. Third, they help in appl

€ eat applying th

or classification (e.g-» research on comorbidity of lczmg ¢ fesearch base on a particular diagnosis

Finally, it must be acknowledged that sometimes we i ing disabilities and depression) to practice.
. . . . WE ju . ;

2 dlagnosm), which illustrates the American culture’ £ know what is going on (or have

. $ prioritizati d

every school psychologist has experienced the parents I:vl:)ormzamlm ohsie Rl o SLAIER
. ; are reli

cheir child has struggled to succeed for so long in school wi e elived and graseul o tnow vy

may connect with other families with children with (:10 without any answers. Relatedly, parents

g the same or similar diagnosis. Imagine
v 1 Wit gnosis. Imagine how

much scar lle{ L i (; ld.ll?e to t]?e parent Of:a child with autism if there was no label for autism and

no nctv\.io.r § ; amilies WbO hhiiw; children with autism. Particularly in this era of online
nectivity, diagnoses can be : ; e .

con > g b.be elpful for parents making sense of what is happening with their

Lids and finding community with others going through similar challenges.

classification systems historically have been critiqued, and rightly so, because

fect students for a lifetime. The most common criticism is that classifying people labels

be stigmatizing. This phenomenon is best illustrated by the emotional disturbance

ers in the Diagnostic and Spasistical Manual of Mental Disorders

ntal disorders of the American Psychiatric
ntal health service providers in the United

Benefits aside,

they a
them, which can
category in IDEA or conduct disord
(DSM-5). The DSM is the diagnostic system for me

Association, which is the definitive system used by me
States. Youth with these labels assigned t0 them trigger a number of implicit biases in the adults

who work with them, 2 response that has been well documented to adversely affect their treatment
and their self-esteem (Perlick et al., 2001). Moreover, these implicit biases may be exacerbated by
1dditional biases due to ethnicity, and class (Williams & Williams-Morris, 2000).
Second, there is considerable harm done Chil.dr.en, in C_E“t’ forever carry with
them a label that is not even ac - onostic impressions has been challenged

Andreasen & Shapiro, 1981). And no matter how
n s

Scott, Keller,
) e th limited research
one is corr

ime, as we arc operating wi
d on the information we have.
sed primanly on standardized tests and for classification has

ent ba , ; ,
assess . 11 the concern 18 that this type of assessment 1S
for a student’s functioning in school

i is how to improve 2 student’s

for some time (Grove, McDonald—
well-trained we are, nO ¢ 100% of the t
in most cases, making

The usefulness of
also been raised. Referred to a5

not as helpful for developing 10
(Reschly, 1988). In school practic®
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le, rather than how tha *tudeny
for e‘xamP of student achievement, despite )r.n
at all, while i“tervemlon.s based op Irec,
ffect sizes (Burns, Codding, Boice,

: -
demic performance 10 rcaciil ags .
- (O tests are rarely us€ o
e (|2 elation with achieven'm .ifany
elmplm:) hrave very small effect SIZ2€5
shown

ereé hsl . uki M,
. own larg he Wechsler [png; to, |
¢ behavior have sh ¢ tests such as € , Vidyg| Ach
of the outcom f standardized assessmen ful because the items op the e ey,
stan ; as use !
Even the use o is still not

Test 1V, that assesses rcadmgl, a
what is taught in the schoo 4
assessment should include data o
words, the best way to improve atmcm .
reading. This concern ov.er trea e
between assessment and intervention.

rcl

. nductcd fO 2 "

To summarize, assessment cond directly. For better or worse, it categorje,
in -

dr f

icular student attends. To, b useful for imerf’cl:jT a]"’"i.
particu Us local school curriculum (Shapiro, 20 tig,
ma St?del;ding is to teach the student hoy 1, s
nt si(f;ty is central for those prioritizing a st

1y b
dand Uthe,

pfq([‘
ronger ik I’J:

. 8t
assification contributes to the OVerar

' 2 Stugey £

; ing a student’s functioning, o 1, il e oy ot nts&ki“&
improving he door to receiving services P e eigibi].

i open the ories and hea insurance "
e ['nay ci) in the community through DSM .cat;g. B ok i Assessrnen[ f(,r
catcgoncs‘al‘ Ips psychologists narrow their thinking ons for ,
classification also helps p z hat, school psychologists must turn to an assessmep,.

i [ nd that, sc

diagnosis. However, beyo
approach.

A

ul;
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Assessment for Intervention

Assessment for intervention purposes has been discussed for some time (Deno &

» erkin, 197
At the heart of assessment for intervention is the problem-solvin

g model, which i also teferre [(;
as problem-solving assessment. Common examples of assessment for intervention Strategies inclyge
functional behavioral assessment and curriculum-based assessment, each of which v ke
described. Data are collected in a series of steps to make specific decisiong at each stage of 4.
problem-solving process, with the end goal of direct intervention: problem identificatiopn, analygi

intervention implementation, and evaluation (see Chapters 8 and 10), The result is the identificagiyy

behavioral) directly within the conditions in whj
forclassification relies on high-inference data (thei

phenomenon such a intelligence), which is likely
variety of unaccounted-for variable

Assessment—for—intervention strate
associated with norm-referenced test | decis
types of assessment-for-interventiop tests

sof nd tools, they can al| be categorized, generally, asa fom
of criterion-referenced assessment (Salvig ey al., 2016).C riterio n-referenced tests measure a persons
Mastery of particylay i ion and ski]] compared wih absolute standards, rather than rela'tiVe
question answered is whae a student can and cannot d0 ma
: S‘I‘Ch 3spellinga worg correctly. Teachers commonly use critef".’gc
hei Students are | ting the curriculum according 1 P

ge of addressing most of the limitations

sand Categorica ion making. Although there are various

Particular domgj,

(or Criterion)
referenced tests

0 know jf ¢

a
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such
il as a
setest after it is completed, Ty,
(essment Some common opes 'c
in

te
acher who i

r €S a
re
pretest at the start of a new unit and a

ms
PSYCholog}’ inj::i are derivatives of critcrion-rcfercnccd
assessment, Firs e curriculum-based assessment (CBA),
the student’s on t’.CBA is a procedure to determine the
directly obSCrvesg ?;]ng P ,erf°’ mance with existing curricula
ntifying errors 4 dc skill or behavior of a student, such as
term or major obj n accuracy. Formative assessment is the
jective, and the data inform where instruction

¢ :
: are various ey
s
formance assessment, and fo chool
IMmatiy
e

insrructional needs of a student |
ina local school. Performance assased -
having student read aloud w}:::m?m
gssessment of progress toward a lone =
ceded next to achieve mastery g

i interventi
chey ryplca”)' do not answ ntion strategi
)d Hlear = er norm-referenced . o problem-solving assessment are that
«andard learning objectives developed qQuestions. Certain criterion-reft
being immediately relevant to a st F:ie ?Utmde of a local school hav '°:‘f¢ efeﬂlced oy thaft ot
' udent e e the same limitation of not
and local curriculum). § learning in school (ie., a disconnect b iteri -
€. etween criterion
[n short, school psychologi
ogists cond
; ; uct assessmen
ot ts be :
of leading educational decision making in schools ft Ca:“ i r— sorsbliy
or s ;
tudents. Two main purposes of assessment

¢ for classification and i i :
a intervention. Historically, there has been much scholarly deb b

y debate about
it should be clear that both types of

. . «
which purpose 1 better” or
purp more useful to students. However.
]
question is not, W hich one is

sions are necessary in schools to support students completely. The

I Rﬂ iti H
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Summary

put, school psychologists
with federal regulations. Cla
d that necessitate the colle
tion decisions require
are a variety of assessm
nctioning, but they €

onduct assessments because they are hired by school districts to
sification decisions, including eligibility for IDEA categories,
ction of appropriate assessment data and their interpretation.
similar yet different collection of data and interpretation.
ent purposes of goals, all forms of assessment are used

ontribute to this overarching goal to various extents-
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comply
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referenced and criterion-

APPLICATIONS TO PRACTICE: ECOLOGIC

ussed introductor

What is the right
ework should

essment,
n using norm-
this role of assessment?

y concepts of ass
balance betwee

Now that we have disc
guide practicc in

¢ all together.

to put i
ests? What fram

referenced t
ool Psychologist in Assessment
of IDEA in€
ibility decis
s topic- jscusse
a mixed method of asse

l psychologist in assess

The Role of the Sch

ponse to intervention (RTI)asa method

ychology has seen the proliferation of
8 and 10, the problem—solving

ntion and ligibility/
scussed as part of a

orporating res
jons, school ps
d in Chapters
ssment for interve
then, is di

thorization
ducation elig
rces on thi
to schools a$
f the scho©

With the 2004 reau
of making spccial e
cholarship and resou

model has been applied

classification. The role ©

ment,

e
.......
------------------------------



_______ unctlon
.......... L ol and G o
............. hology ina Global society’ i includes RTT for eligibility dete;
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multitiered system nkeiep hologist$ role }$ 1% Jividual and rlee fimenty) S the
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ool psyc the 1 iscussi te
In other words, aschf Co}l)lccfi“g data on n. The following d ON Uses reqq; sy,

; : cern. A N
systematic process © of an identlﬁed el ideas as an example of aPPlymg the ¢ B3 the
icture : ; Coly, .
create a complete pictt feail introduces ¢ ¢ ent. For 2 more detailed review, Og'(al
domain for assessmcnz- . hin MTSS) for assessm and vanDerHeyden (2016), Impoy, e, i
h (Wi ; rns ) ; 2 .
assessment approac I of Jimersom; O |, and behavioral iss ey, th
ferred to the important Work 2 socioemotiond’ HES: ¢
referred 10

ademic,
be used for other ac
same PTOCCSS can

Tier 1: School Ecology

2ll students’ achievement in reading to determjp,
ess i i i
0 ass neral school-wide reading curricylyp, . “her

. . 1§ ¢
: belief that early identifion,: VPt
'« called screening and is Predlcated O[}r}tlhed ot yd em;ﬁcatmn of gy
assessment 1s C e data collection and angly«ic :
?f - for problems in reading are mOSt helpful. i VSIS involyy in
i f the student population is called benchmarking, becayse the regy
. ' the s ) ; ti
the universal screening of 1 b ols conduct screenings three times a year (fa]| $3
benchmark of learning. W hile most schools

five ti > Winter 304
spring), there is variability ranging from once a year to five times a year, or even weg |
reading screeners of choice are the Dynamic

Indicators of Basic Early Literacy Skills (DIBELSJ ¢
ATMSweb, which are examples of curriculum-based me'flsur‘ement (C.BM) tools, They g, ;r
design simple, efficient;, and suitable for screening. Determination of which students requie oy,
intensive supports at Tier 2 is made by cut scores or benchmarks established by the publishe
measures such as DIBELS, researchers, or local norms. However, limitations of cyr scores 1o
determine whom to treat include (2) time delay between screening and outcome, (b) creation of ]

false view of dichotomy and homogeneity among students, and (c) challenges in generalisip,
. o
screening results to other settings.

The purpose of Tier ] MTSS .is t sorye
they are learning adequately in respons

Tier 2: Small Group Ecology

;F}l]er 2 includes students who need additional supports in reading based on benchmarking in Tier L

e i : z .

e e;ss;ssrlr:em rc;lehhcre is one of monitoring progress, or measuring students’ reading achievement

rief che i i i :
i i e f—‘l(ri ‘l;armnlg), which corresponds with an increase in the intensity of assessment
same time, additional readine ; ion i : . . :

S g Intervention is delivered (increased intensity). Progees

y occurs on a weekly basis, and the decisions to be made include (a) whether "

intervention has been |

ey successful and should be discontinued, (b) whether an intervention ¥

making progress but should be continued, or ( 2
’ «

should be modified (i, problem-go] c) whether the intervention is unsuccessf!
: =y M-solving asse

‘ icular
. ssment). Students are assessed using curric®
» making CBA the tool of

choice. Specifically, general outcome o> O[r'
-Itis important to note that increased inteﬂS'B}.’ri'
(frequency or duration) of an interventio® v
intervention more directly o studen® :

. H . . . nc . )

ce Ch € Intervention is jmplemented as desig

....... a : -
"""""""""""""""""" Pter 10 for fuller discussion).
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ie 3 mdul((i.ei; Stud'cn;: who are eXPeriencing i
. .ding sKills typica : serious ; _
freading r .YPf Y requires the use of belo challenges in reading. Progress
‘nereased in fr it . _ )
o d hi equency and types. The m grade-level curriculum materials and will need
o 5 . 0 .
gecision® poid atdt s evel ae higher stakes: m d-SI rigorous tools should be used because the
i ) . . odirvi . £ &
offects of the student's reading or special educari fying the intervention to further strengthen 165
. . atlo“ o of ofe . . . .
hoice tool at Tier 3, and both 7hes ould eligibility determination. Again, CBA is the
e . _
“udents-—-—maStel‘y measures and general used to monitor progress effectively for these
;naking short-term instructional chan ral outcome measures. Mastery measures arc used for
of 2 narrowly defined skill that is thges by providing information about the student’s acquisition
qught?)- General outcome measures a tall-get of instruction (Has the student learned what was
ests that are typically independent Orfel mkled with standardized tests of achievement and state
. ocal curriculum, b kill
. Jicators for progress in b : , but nevertheless serve as robust sKI
" jated withpcufriculum goadd sl general outcome measures have been most
oci 5
asf:asurement mastery measus ed measurement (CBM), which i the most popular tyP* of general
>
. : . rement can also be assessed using CBM. Es ecially in reading
R-CBM is 2 standardized process meeting th : . Especially )
[ decisi ; g the requirements for sound psychometric properties.
The actua ecision-making steps using these d o
important to note that new research i ata are beyond the scope of this chapter, but it 1s
1 earc s .
P is emerging in this important area.

gLD Classification and Psychoeducational Testing

Ifa student is still not improving adequately in reading after Tier 3 intervention SUpPOrts, then the

Jext step is to determine special education eligibility under the category of specific learning

disability (SLD). The question of whether to conduct psychoeducational testing (i.e., assessment of

psychological and educational functioning) as a next step in the MTSS process depends on the
state’s and school district’s regulations under IDEA. If one works in a state that allows and

encourages an RTI-only process for determination (e.g., lowa), then the three main documentation
areas include (@) low academic achievement, (b) inadequate response t research-based, generally
effective interventions, and (¢) absence of exclusionary factors such as sensory deficits, intellectual
disabilities, English language learner status, or emotional disturbance that primarily causes low
schievement. The ruling-out of intellectual disabilities may require psychoeducational testing.

When relying primarily on psychoeducational testing for eligibility, there are three main
s. First, the low achievement approach focuses on low achievement as the primary
D identification. Second, aptitude—achievement discrepancy approaches examine
cores berween cognitive and achievement tests. Finally, a patterns of strengths
approach hypothesizes that SLD is characterized by specific patterns of
eaknesses combined with specific academic weaknesses. There are several
operational defl nitions of each approach that are beyond the scope of this chapter. Out of the thr?c
PSW shows promise; particularly the cross-battery app.roac}cll. (Flanagan, Ortiz,
n, & Kaufman, 2013). Despite that,' all approachcs,.mclu ing RTl-only, have

2chievement and discrepancy approaches are
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cognitive strengths and W
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Role in Psychoeducatm

omprehensive psychoeducati?nal 35SCSSmep,
jally in schools. School psychologists cap be g Ofy,
cspeclb conducting 2 thorough background infor, “f*ble
‘;"’l{’ reviewing schoo! rccc.)r.ds and conducting inte:v%n.
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: of information regarding parental rights, t},
school psychologists as their sole ss(;:}r;ceducati onal issues and intervention.

4 SE, i . '
educ;;f:ﬁ::ﬁi};z:’;iﬁ; th:t occurs in multidisciplma}:y teams 1s. also ”.nPOItam, Schog
re often viewed by other school personnel 2 the experts in special educagi, law
Clearly explaining the findings of the psychoeducationy tetiy
and the larger RT] framework to parents is of utmo‘st conc?m- School PS}fChOIOgiSIS shoulq alsy
help foster a spirit of collaboration and problem-solving during these meetings, especially for
parents. While the actual how-tos of assessment are beyond the scope of this introductory chapee;
students will have a course or more on assessment in their training programs. Studens are als;
referred to an excellent book, Contemporary Intellectual Assessment: Theories, Tests, and Lisugs

The School I 'sychologist’s
conducting c
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y On
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and psychoeducational issues.

(Flanagan & Harrison, 2012).

SUMMARY

School psychologists conduct assessments because they are hired by school districts to comply with

federal regulatons. Classification decisions, including eligibility for IDEA categories, are required

that necessitate the collection of appropriate assessment data and their inter rctatior’l The (r]olc of

;::’;n ::,lzi ;Esyclhol.ogist in assessment is ecological assessment, which is Ii)inl«:d t(; an MTSS
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