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(ABSTRACT)

The role and functions of school psychologists and changes in

such have been the subject of research by numerous authors both

nationally and within the Commonwealth of Virginia.  School

psychologists have functioned as both direct and indirect service

providers to school-aged children, with the former service

delivery model, namely that of the diagnostician, taking

precedence within the Commonwealth of Virginia.  The profession

has undergone and continues to undergo noted changes as a result

of recent legislation and movements toward educational reform.

The purpose of this study is to analyze the role of the school

psychologist in the Commonwealth of Virginia, based on a survey of

the role expectations of school psychologists.  This information

will then be compared with the role and function of school

psychologists in previous years.

The population of school psychologists in Virginia was chosen

for the present study because of existing research using this

population conducted by Murray in 1975 and by Lovern in 1987.  



Data were collected via mailed surveys using a personal data

form to gain demographic information, and a modified form of the

questionnaire used by Murray (1975) and Lovern (1987).  Four

hundred and four Virginia members of the National Association of

School Psychologists were mailed survey materials.  Three hundred

and sixty-five surveys were returned and of this total, two

hundred and eighty-two met the requirements to be used in the data

analysis.  This total yielded a final response rate of 78%.

Results in terms of practitioner’s preferred level of

training indicated the specialist (Ed.S.) Level as being adequate.

As for the preferred major field, a combination of education and

psychology was indicated by most respondents.  School Psychology

was indicated as the preferred degree specialty with no preference

noted for the Doctor of Education, Doctor of Philosophy, or Doctor

of Psychology.  Preferences for previous experience were mixed,

with approximately the same number of respondents rating

experience in both the classroom and other psychological and/or

psychiatric settings as important.

In terms of the perceived importance of various functions,

school psychologists rated some of the more traditional direct and

indirect services to children as most important.  Examples

included consultation with teachers, participation in eligibility

committee meetings, parent conferences, and diagnostic studies.

Those areas rated lower in terms of importance included group test

administration, curriculum design, and research activities.  As



for the actual frequency with which these same functions were

performed, practitioners rated diagnostic studies, eligibility

committee participation, parent conferences, and consultation with

teachers and administrators as being performed most frequently.

In contrast, those functions performed less frequently included

participation in IEP meetings and transition planning, staff

training, curriculum design, prevention programs, and virtually

all facets of research.

When asked about participation in various professional

activities, school psychologists rated membership in The Virginia

Academy of School Psychologists (VASP) and The National

Association of School Psychologists (NASP) as very important.

Other professional activities which were perceived as important

included the reading of current professional publications and

maintaining professional relationships.

Relationships between selected demographic variables and

practitioner responses were evident to a limited degree.  It was

noted that significantly more males than females believed it was

important for the school psychologist to conduct research to

evaluate the appropriateness of prevention programs.  Respondents

with higher levels of training attributed greater importance on

having a doctorate; school psychologists with fewer years

experience believed it was important to conduct parent education

classes; and finally, experience as a classroom teacher was seen

as  more important by those who had experience in the classroom.



Comparisons across the three studies (1975, 1987, 1996)

reveal similarities in terms of background experience, academic

training, and membership in professional organizations.

Generally, agreement  was present regarding practitioner

perceptions of the frequency of functions; yet to a somewhat

lesser degree in terms of the perceived importance of various

functions.  Results of the present study indicated that

“diagnostic studies” no longer lead in terms of practitioner

importance ratings;  “consultant to teachers” has now been ranked

in first place.  In contrast, “diagnostic studies” ranked first in

terms of respondent’s actual frequency of functions performed, a

finding consistent with the two previous studies.  Finally,

agreement continues to exist in terms of practitioner rankings of

those functions performed less frequently, both in terms of

perceived importance and actual performance frequency.  Examples

include group testing, curriculum design, community service, and

research.

Several implications were drawn from the results of the

present study leading to recommendations for school psychologists

and trainers, employers of school psychologists, and professional

school psychology organizations.  The recommendations focused on

training for school psychologists and topics for further research.



vi

ACKNOWLEDGMENTS

The successful completion of this dissertation would not have

been possible without the assistance and support of others.  The

author wishes to acknowledge the following individuals for their

significant contributions to this study.

Special thanks to Tom Hohenshil, the author's friend,

advisor, and co-chairman of the dissertation committee, who

provided the continuous assistance and guidance essential for the

successful completion of this dissertation.

The stress which inevitably accompanies the entire

dissertation process could not have been managed without the love

and support provided by the members of my immediate and extended

family.  Special thanks to Bruce Lowry, my husband, who was truly

my source of motivation and encouragement every step of the way

and was always willing to make the numerous sacrifices inherent in

this process.  Also, special thanks to Orpha Stevenson, my mother,

for providing her lifelong support and confidence in my ability to

accomplish whatever I set out to do.

To Brenda Cowlbeck, my best friend and colleague, go thanks

for helping me survive statistics and data analysis but most

importantly for being the perfect model of one who has moved

steadfastly toward goals, providing  inspiration for others.

To Lawrence Cross go thanks for his generous assistance and

patience in helping to analyze and interpret the results of the

study.  I would also include a special thanks to B. A. Starnes for



vii

his willingness to work diligently with me to master those final

statistical hurdles.  Finally, thanks to Claire Vaught, Barry

Mallinger, and Philip Murray for their helpful review of the

dissertation and assistance in its development.



viii

TABLE OF CONTENTS

INTRODUCTION 1

Rationale for the Study:...............................................................................................................................................................................5

Purpose of the Study:.....................................................................................................................................................................................8

Definition of Terms.......................................................................................................................................................................................11

Limitations of the Study.............................................................................................................................................................................12

Summary............................................................................................................................................................................................................13

REVIEW OF THE LITERATURE 14

Historical Aspects of School Psychology..........................................................................................................................................14

Contemporary Roles and Functions......................................................................................................................................................20

School Consultation.....................................................................................................................................................................................21

Prevention Programs....................................................................................................................................................................................22

Alternative Education Settings...............................................................................................................................................................25

Counseling and Employee Assistance.................................................................................................................................................27

Educational Reform Initiatives...............................................................................................................................................................28

Transition Specialist....................................................................................................................................................................................30

Summary............................................................................................................................................................................................................30

METHODOLOGY 32

Participants.......................................................................................................................................................................................................32

The Survey Instrument................................................................................................................................................................................33

Data Collection..............................................................................................................................................................................................37

Data Analysis..................................................................................................................................................................................................38

Summary............................................................................................................................................................................................................40



ix

TABLE OF CONTENTS (continued)

RESULTS OF THE STUDY 41

Survey Response Rate................................................................................................................................................................................41

Demographic Data........................................................................................................................................................................................44

Importance of Attributes.............................................................................................................................................................................54

The Importance and Frequency of Functions...................................................................................................................................58

Relationship Between Demographic Variables and Sections of the Survey....................................................................64

The Importance of School Psychologist’s Participations...........................................................................................................65

The Importance of Factors Influencing Role....................................................................................................................................68

Comparison of Present Study to Lovern’s (1987) and Murray’s (1975) Study................................................................70

Comparative Summary...............................................................................................................................................................................79

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 84

    Summary of the Findings and Conclusions   .......................................................................................................................................86

    Discussion and Implications of the Study   ..........................................................................................................................................96

    Recommendations   ......................................................................................................................................................................................101

BIBLIOGRAPHY 103

APPENDICES 111

APPENDIX A...............................................................................................................................................................................................113

APPENDIX B...............................................................................................................................................................................................114

APPENDIX C...............................................................................................................................................................................................122

APPENDIX D...............................................................................................................................................................................................129

VITA 132



x

LIST OF TABLES

TABLE

1:  SURVEY RESPONSE RATES ..........................................................................................................43

2:  AGE DISTRIBUTION ....................................................................................................................45

3:  SALARY / TYPE OF CONTRACT....................................................................................................47

4:  LEVEL OF ACADEMIC TRAINING .................................................................................................51

5:   YEARS EXPERIENCE...................................................................................................................52

6:  IMPORTANCE OF SCHOOL PSYCHOLOGIST’S ATTRIBUTES ............................................................55

7:  THE IMPORTANCE AND FREQUENCY OF FUNCTIONS .....................................................................59

8:  THE IMPORTANCE OF SCHOOL PSYCHOLOGIST’S .........................................................................66

9:  IMPORTANCE OF FACTORS INFLUENCING ROLE...........................................................................69

10: COMPARATIVE AGE DISTRIBUTION PERCENTAGES ....................................................................71

11: SEX AND MARITAL STATUS PERCENTAGES ...............................................................................72

12: COMPARATIVE SALARY RANGES ..............................................................................................73

13: COMPARATIVE LEVELS OF ACADEMIC TRAINING.......................................................................74

14: YEARS EXPERIENCE AS A SCHOOL PSYCHOLOGIST,....................................................................75

15: COMPARATIVE SUMMARY: IMPORTANCE OF ATTRIBUTES..........................................................77

16: COMPARATIVE SUMMARY: IMPORTANCE  OF FUNCTIONS...........................................................80

17: COMPARATIVE SUMMARY: FREQUENCY OF FUNCTIONS .............................................................81



1

CHAPTER I

INTRODUCTION

It was one hundred years ago that the first psychological

clinic was founded at the University of Pennsylvania.  At this

point in history, nearly all definitions of "school psychologist"

reflect elements of those competencies expected of the first

scientific practitioners, namely those working in the early

clinics,  whose professional roots stemmed from clinical and

educational psychology.   Utilizing psychological theories and

empirical evidence, the school psychologist of yesterday, as well

as today, designs, administers, and/or participates in a system

for providing school psychological services to promote the

educational development and mental health of school-age children

and youths.  

Educational psychologists, being traditionally concerned with

applications of learning theory in educational settings, often

functioned as a challenging counterpart to the clinical

psychologist's mental health orientation.  Despite the contrasting

views, both were committed to improving the lives of children

(Phillips, 1990).   The role of the school psychologist, being

interwoven with the development of education and psychology, has

undergone numerous transformations throughout the latter

nineteenth and twentieth centuries.  The roles and functions of

the school psychologist have evolved from roles of necessity to

role possibilities.  Furthermore, Fagan (1994) presents an
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historical overview of studies wherein the school psychologist's

role preferences, dissatisfactions, and role expansion

opportunities are delineated.  

Nationally, during the last ten years, two factors have been

discussed as having direct implications for altering the school

psychologist's role:  (1) legislation and (2) educational and

health care reform initiatives, both of which have contributed to

the restructuring of schools and other public agencies.  

In October of 1990, P.L. 94-142 (The Education for All

Handicapped Children Act) was amended and renamed the Individuals

With Disabilities Education Act (IDEA).  The law now includes

transition  and assistive technology services as new definitions

of special education services which must be addressed in the

student's Individualized Educational Plan (IEP).  This revision

and expansion of the law should have direct impact on the role of

school psychologists, according to Levinson (1993).  Under the new

law, plans must be devised and written into the IEP for the

student's transition from school to work and to community living

by the age of 16.

Additionally, the statutory provision of the Individuals with

Disabilities Education Act (IDEA) which concerns placement in the

"least restrictive environment"  has resulted in a wide acceptance

of the Inclusion Model of Instruction (Arnold & Dodge, 1994).  In

short, school districts are now required to offer a continuum of

services for disabled children and more importantly, children who



3

were once simply classified and placed in separate classes are now

in regular education classes with supplementary aids and services.

Concern about American education was brought to new heights

in 1983 with the publication of    A       Nation       at       Risk   , which was an

assessment of the status of American education by the National

Commission on Education.  Serious questions were posed by the

commission in terms of whether our schools were preparing our

students, and by extension, our nation, to compete in the emerging

global marketplace (Talley & Callan, 1995).   Congress, in

response to increasing public concern, passed Goals 2000 (also

referred to as The Educate America Act).  The eight national

education goals specified in the act  address school readiness;

school completion; student achievement and citizenship; teacher

education and professional development; mathematics and science;

adult literacy and lifelong learning; safe, disciplined, and

alcohol-and-drug-free schools; and parental participation (Geenan,

1996).  

In a recent issue of    Communique'    , Geenan (1996), in response

to the eight national goals outlined in Goals 2000,  enumerates

specific applications for the role of school psychologists.  Those

educational reform measures which school psychologists are

uniquely qualified to implement include home-school collaboration

efforts, alternative assessment programs, and violence prevention

programs.
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Nationally, the issue of school violence has most recently

been thrust into the role/job descriptions of school psychologists

(Hughes & Hasbrouck, 1996; Larson, 1993; Guetzloe, 1992; Stephens,

1994; Morrison & Morrison, 1994).  Miller (1994) states in her

article that legislators at the state and national levels have

begun to mandate safe, secure, and peaceful schools as an

"inalienable right" fundamental to healthy development and

productive learning.  Therefore, school psychologists will be

expected to play a direct role in the development, implementation

and evaluation of school safety policies and practices.

Coordinated Psychological Services for Children Ages 0-10 (TFCCPS)

was established in 1991 by the American Psychological

Association's (APA) Board of Professional Affairs and Psychology

in the Schools Program.  This was on the recommendation of the

Task Force on Psychology in the Schools (TFCCPS), whose mission

was to assess the current array of services in regard to the

psychological and mental health needs of children 0-10, determine

gaps in service delivery, and provide recommendations on how these

gaps should be addressed  (Paavola, et.al, 1994).  The task force

report presented overwhelming and compelling evidence that

"psychological services for children could not be comprehensive or

coordinated unless they were integrated with a broad range of

related services and driven by concern for the needs and desires

of families (Paavola, et. al., 1994).
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Dwyer (1996) reports on the potential impact of health care

reform on school psychological services.  Nationally, The Centers

for Disease Control and Prevention have established an initiative

to include school psychology in its comprehensive school health

initiative and some state administrators of Medicaid have

recognized school psychologists as "health providers" in the

schools.    Dwyer (1996) goes on to report that although school

psychology in some communities may have remained stagnant and

narrowly focused upon eligibility assessments for special

education and related services, this "archaic and narrowly focused

service delivery model", cannot continue in a changing environment

where preventive service integration is the community vision.

   Rationale for the Study:   

The school psychologist's role, nationally,  has evolved from

that of direct services provider, which incorporates the more

traditional diagnostic, consultative, and therapeutic functions,

to one of indirect services provider, which tends to  encompass

the system-level consultative functions of policy development and

overall evaluation of service delivery models (Franklin, 1995).

Huebner (1993) at the University of South Carolina reports

that presently there are more than 20,000 school psychologists

employed in the public schools and elsewhere in the United States.

Through both direct and indirect service models, school

psychologists serve as a primary source of educational and mental
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health services to America's children and their families.  Based

upon a survey of NASP members, Huebner (1993) comments on the

serious shortage of school psychologists in the USA which,

according to the results of his study, can be attributed to

attrition and specifically to practitioners' reports of their

desire to leave the profession.  Huebner's study further

investigates the correlates of burnout among school psychologists.

His findings lend support to the notion of role expansion and the

development of indirect service models, specifically consultative

services, as key factors in the battle to combat burnout and

attrition among school psychologists.  

The role of the school psychologist within the Commonwealth

of Virginia has been investigated by Murray in 1975, and Lovern in

1987.  Murray (1975) investigated and analyzed the role of school

psychologists in the Commonwealth of Virginia based on a survey of

the role expectations of three groups:  school superintendents,

school psychologists, and school psychologist trainers.  

Murray's study indicated that school psychologists were

actually performing ten functions in the following order:  (1)

diagnostic studies;  (2) consultation with teachers 3) conferences

with pupils and teachers; (4) special placements for children;

(5) consultation with administrators;  (6) follow-up studies;  (7)

curriculum development  (8) community service  (9)  group testing;

and (10) research.  He went on to report that school psychologists

were spending the largest portion of their time on diagnostics but
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were beginning to participate more fully in the total activities

of the school.  

Lovern (1987) analyzed the role and function of school

psychologists and changes in such since the enactment of Public

Law 94-142.  His research was limited to the perceptions of school

psychologists within the Commonwealth of Virginia based on

responses obtained from a modified version of Murray's earlier

instrument.  Lovern's study indicated that school psychologists

were actually performing the identified functions in the following

order:  (1) diagnostic studies;  (2) consultant to teachers (3)

conferences with pupils and parents;  (4)  consultant to

administrators;  (5) follow-up studies; (6)  special placements

for children;  (7) community services;  (8)curriculum development;

(9) research; and (10) group testing.

Lovern's results indicated that the traditional role of

diagnostician was maintained.  A comparison of Lovern's results

(1987), and Murray's results (1975), in terms of the school

psychologist's consultative role were essentially the same.  In

other words, it seems that school psychologists were performing

consultative duties with essentially the same frequency in 1987,

as they were in 1975.   This finding was in direct opposition to

many predictions and expectations for the role of the school

psychologist made during the 1970s and early 1980s.  It was

expected that the enactment of Public Law 94-142 would provide for

a broader role model for school psychologists (Alpert and
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Tracctman, 1980; Gibbons, 1978).  Lovern's study (1987), indicates

that practicing school psychologists perform diagnostic studies

more frequently than any other function.  Testing has historically

been considered a fundamental aspect of school psychological

services and Lovern's data substantiates the fact that it was

considered to be of primary importance to school psychologists in

Virginia.  School psychological services continue to be of utmost

importance to the children of the Commonwealth of Virginia.

Therefore, the updated clarification of the role of the school

psychologist within the state continues to have implications for

college/university training programs as well as for students

entering the profession.  The focus of this study is to provide

empirical data regarding the present role and function of school

psychologists and changes occurring within the last ten years.

   Purpose of the Study:   

The purpose of this study will be to analyze the role of

school psychologists in the Commonwealth of Virginia based on

their responses to a survey of role expectations and compare this

to Murray's results obtained in 1975, and to Lovern's results in

1987.  This study will investigate the perceived importance

Virginia school psychologists attach to the variety of functions

they perform, the frequency with which they actually perform these

functions, and the relationship between the perceived importance

and actual frequency of performance of functions.  The study will

investigate the perceived importance of two factors, (1)
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legislation and (2) educational and health care reform initiatives

on the school psychologist's frequency of performance of functions

during the past ten years.  The study will also provide data on

demographic variables of those school psychologists surveyed and

the resulting influence of these  variables upon performance of

functions.  

   Research       Questions:   

Answers to the following research questions will be sought:

1.  What is the perceived importance of various personal and

professional attributes or characteristics and is there agreement

within the group surveyed on these attributes?

2.  What is the relative degree of importance that school

psychologists attach to the various functions of their present

position?

3.  What is the relative frequency with which school psychologists

perform the various functions of their present position?

4.  What is the relative degree of importance that school

psychologists attach to the various functions of their present

position compared to the relative frequency with which they

actually perform those same functions?

5.  What degree of importance do school psychologists attach to

their participation in various professional activities and is

there agreement within the group surveyed?
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6.  Is it the perception of school psychologists that legislation

and/or educational and health care reform initiatives have

influenced their roles during the past ten years?  

7.  What is the relationship of selected demographic variables to

school psychologists' perceptions of the importance of various

functions of their positions?

8.  What is the similarity between results obtained in this study

and those obtained in Murray's study and Lovern's study relative

to the aforementioned areas?

In short, the study will examine the school psychologists'

expectations for their role, assess the perceived importance and

actual relative frequency of performance of their functions,

identify the impact of two factors (legislation and

education/health care reform initiatives) upon the definition of

the school psychologist's role during the past ten years, and

provide data concerning demographic information on the school

psychologists surveyed.  Finally, results will be compared to

those obtained by Murray (1975) and Lovern (1987) in order to

investigate the consensus among the three groups surveyed and

possible changes in the role and function of the Virginia school

psychologist.
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   Definition of Terms   

The following key terms which are pertinent to the study are

herein defined:

1. Performance - the term "performance" refers to any activity

which the school psychologist can be expected to engage in while

in their present position.

2. Participation - the term "participation" is defined as those

outside professional activities and affiliations of the school

psychologist which may or may not be an integral component of

present total job responsibility.

3. Role - the term "role" refers to the set of expectations

concerning performances, participations, and attributes of the

school psychologist.

4. Attribute - the term "attribute" denotes the personal qualities

or characteristics of the school psychologist.

5. Function - the term "function" is used to denote the specific

activities that are components of a role.

6. School psychologist - the term "school psychologist" is used to

describe those persons certificated or licensed as school

psychologists employed in the public schools of the Commonwealth

of Virginia either full time or part time.

7. Employed - the term "employed" is used to describe those persons

under employment contract who receive benefits as prescribed by

said employment.  The term does not include those persons under

service contract who do not receive employment benefits.
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   Limitations of the Study   

The present study will be limited by the following:

   1)    The present study will be  confined to an analysis of the role

of school psychologists working in school systems in the

Commonwealth of Virginia and may not generalize to school

psychologists working in school systems in other states.

   2)    The conclusions of this study will be accurate to the extent

that the school psychologists surveyed adequately represent the

population and the definers of their own role.
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   Summary   

Historically, school psychologists have functioned as both

direct and indirect service providers to school-aged children,

with the former service delivery model, namely that of the

diagnostician, taking precedence within the Commonwealth of

Virginia.  The profession has undergone and continues to undergo

noted changes as a result of recent legislation and movements

toward educational reform.  The purpose of this study is to

analyze the role of the school psychologist in the Commonwealth of

Virginia, based on a survey of the role expectations of school

psychologists.  This information will then be compared with the

role and function of school psychologists in previous years.

The problem is presented; and the purpose, objectives, and

the significance of the study detailed in Chapter 1.  Limitations

of the investigation are outlined and several key terms pertinent

to the study are defined.  Chapter 2, "Review of the Literature",

examines related literature regarding the role and function of

school psychologists to date.   Chapter 3, "Methodology",

describes the investigative techniques used to obtain data for the

study, including descriptives of the subjects, sections of the

survey, data gathering process, and  analysis procedures.  The

fourth chapter, "Results of the Study", presents  the findings of

the study.  Chapter 5, "Summary, Conclusions and Recommendations",

provides summative remarks based on the results.
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CHAPTER II

REVIEW OF THE LITERATURE

In this chapter a review of relevant literature is presented

as background for this research.  School psychology's development

as a profession tends to co-exist with the evolution of various

roles and functions held by practitioners.  The roles and

functions of school psychologists today are considerably more

complex than in the early years.  Therefore, specific emphasis

will be placed on a review of current literature (published within

the last ten years) which exemplifies the diversity in role and

function of contemporary school psychology.

   Historical       Aspects       of       School       Psychology   

School psychology's period of historical development has been

divided into the hybrid years (1890-1969) and the thoroughbred

years (1970-present).   This delineation, made by Fagan & Wise

(1994) has been characterized as somewhat "arbitrary" in that the

time lines are two overlapping yet distinctly different historical

periods.  The authors describe the hybrid years as a period when

"school" psychology was a blend of many kinds of educational and

psychological practitioners loosely mobilized around a dominant

role of psycho-educational assessment for special class placement.

In contrast, the thoroughbred years have brought increased growth

in the number of training programs, practitioners, state and

national associations, and an expansion of literature and
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regulations, all of which have contributed to a stabilized

professional entity called school psychology (Fagan & Wise, 1994).

The origins of school psychological services can be traced to

an era of social reform in the late nineteenth and early twentieth

centuries.  Among these movements were compulsory schooling, child

labor laws, juvenile courts, mental health, vocational guidance,

and a vast array of other child-saving efforts (Cohen, 1985;

Siegel & White, 1982).   In contrast to earlier generations that

viewed the father as savior of the child (the child as

redeemable), there was at the turn of the century strong

sensitivity to the proposition that in children lay the salvation

of the society (the child as redeemer) (Wishy, 1968).

Furthermore, the meaning of children was changing from an economic

source of labor to a psychological source of love and affection

(Zelizer, 1985).  By improving the conditions of children's lives,

particularly through systematic education, society hoped to

overcome many of the problems facing urban America.  Cohen (1985)

indicates that Americans were looking to the educational system

for answers to an array of problems resulting from urban growth

and industrialization, immigration, and a general decline of

traditional moral and economic values.

Society's faith in public education was later made evident

through legislative enactments of compulsory schooling.   Fagan

(1992, p. 237)  states:  "Compulsory schooling was potent among

those forces creating the circumstances for the emergence of
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special education services and the subsequent need for "experts"

to assist in the process of child selection, their educational

segregation, and the increasing bureaucratic segmentation of the

public schools.”  

School psychology was at first devoted almost entirely to the

child study model, with emphasis being on individual differences

among children, the causes of such differences, and their effects

on children's learning and behavior (Phillips, 1990).

Consequently, child study clinics were established in

universities, the first of which was founded by Lightner Witmer at

the University of Pennsylvania in 1896 (Phillips, 1990; Fagan,

1992).  The clinics' primary objective was to train psychologists

to work with the various learning problems of children.   Another

major figure and significant point of origin for school

psychological services was Granville Stanley Hall, who founded the

American Psychological Association (APA) in 1892 (Fagan, 1992).  

Hall was the father of the child study movement, which influenced

the establishment and functions of the Department of Scientific

Pedagogy and Child Study in the Chicago Public Schools in 1899 -

the first clinic facility operated within the public schools

(Fagan & Wise, 1994).  

Shortly thereafter, child study and psychological services

were operating in other major cities including Detroit, Cleveland,

Pittsburgh,  St. Louis, and Baltimore.  Though some rural services

existed, the growth of psychological services was confined mainly
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to urban schools.  Fagan (1995) states that the urban settings,

having the most school children, were most pressed for adjustments

to meet district and children's needs.  

Although psychologists reportedly worked in the schools prior

to the 1920s, the term "school psychologist" actually appeared

first in the literature in 1921 (Fagan, 1984).Among the most

prominent examples of school psychology practitioners in this

period was Arnold Lucius Gesell (1880-1961).  Gesell is believed

to have held the first position titled "school psychologist,"

serving the Connecticut State Board of Education from 1915 to 1919

(Fagan, 1995).  Gesell tested suspected retardates and made

educational recommendations.    

The advent of mental testing and the measurement of

intelligence in the early twentieth century, the concurrent growth

of special education programs, and finally, the mental health

movement of the 1950s all served to establish the need for school

psychological services.   The impact of the mental testing

movement on the development of school psychology has been most

influential in helping to establish a very early image of the

school psychologist as mental tester.    Fagan (1992) states that

even as early as the 1920s, the assessment role of the school

psychologist was firmly established.  

By the 1930s some states had established certification

requirements for school psychologists and the traditional

assessment role was beginning to be expanded to one of  "mental
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health specialist" (Gray, 1963).  In 1946, The Division of School

Psychologists (Division 16) was organized as a separate division

within the American Psychological Association.

By the 1950s the school psychologist's role had expanded to

include interventions and counseling.  Fagan & Wise (1994) report

that despite the new emphasis on role expansion to which an entire

issue of the    Journal       of       Consulti      ng       Psychology    was devoted in 1942,

the psychometrician and "sorter" (of children into different

educational programs) role persisted as the primary role, whereas

roles in research and consultation were secondary.

The Thayer Conference of August 22-31, 1954 in West Point,

New York, proved to be a milestone in the crystallization of the

professional identity of school psychologists.  It focused heavily

on the roles and functions of school psychologists especially as

related to doctoral and nondoctoral training and credentialing

(Cutts, 1955).  Reporting surveys of the early 1950s, the

proceedings indicated that testing and assessment functions

continued to account for more than two-thirds of the

practitioners' time.

The literature of the 1960s and 1970s was replete with

opinions and surveys regarding the most appropriate roles and

functions of the school psychologists (Fagan et al., 1985; Beeman,

1990; Elliot & Witt, 1986; Fagan & Wise, 1994).  

The 1970s were specifically characterized by an increase in

emphasis upon special education placements and litigation.  Fagan
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& Wise (1994) indicate the 1970s began with a surge of interest in

school consultation and organization/systems development but

seemed to regress to traditional assessment models as a function

of P.L. 94-142.  Equality for children with disabilities was

federally mandated through the passage of this law, now known as

the Individuals with Disabilities Education Act (IDEA).  In fact,

Dwyer and Gorin (1996) indicate that the IDEA is cited for the

dramatic increase in the number of school psychologists employed

nationally.  Goldwasser, et al. (1983), reporting the results of a

study designed to assess the impact of P. L. 94-142 on the school

psychologist's role, indicate that though the role had not changed

it continued to be constricted, with heavy emphasis on assessment,

rather than prevention, consultation, or intervention.  The

authors go on to report that tremendous time was spent with

children suspected of having handicapping conditions and with

bureaucratic paperwork.   Dwyer and Gorin (1996) propose that it

has been the IDEA regulations which define the role of the school

psychologist to entail assessment and evaluation, consultation,

psychological counseling, and parent training.  The authors go on

to emphasize that most school psychological practice has focused

solely on testing and monitoring the results of testing.  “Too

frequently the school psychologist has been limited to testing and

sorting children and sharing these test results with parents and

teachers to the exclusion of other more preventive and time and

cost efficient service delivery activities” (Dwyer & Gorin, 1996,
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p. 508).  Similar trends were noted by Smith in a 1984 study

wherein school psychologists reported spending about 70 percent of

their time in assessment activities with handicapped children, 20

percent in consultation, and 10 percent in direct interventions

with  children.

In sharp contrast to the previous decade, by the 1980s,

forces external to the profession were raising concerns regarding

the proliferation of special education programs (Fagan & Wise,

1994).  In opposition to the traditional refer-test-report (and

placement) delivery model, reformers, including school

psychologists began to rally around the banners of alternative

services and a movement known as    The       Regular       Education       Initiative   .  

The Regular Education Initiative gained notable momentum during

the 1980s, forcing educators to adapt learning environments within

the regular curriculum, and therefore reduce special education

enrollments.  This movement to return special education to the

mainstream has had implications for the role of the school

psychologist.  Prereferral assessment, intervention, and

prevention models have gained notoriety as have the allocation of

funds to prevent children from eventually needing to be placed in

special education (Fagan & Wise, 1994; Fagan, 1995).  

   Contemporary       Roles       and       Functions   

Contemporary roles for school psychologists during the late

1980s and early 1990s encompass a myriad of indirect services.  

School psychologists' job descriptions today may include inservice
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training for teachers; supervision of school counselors or other

pupil personnel services staff; collaboration with school or

mental health counselors in the delivery of group counseling

services; behavioral consultation for teachers and parents; parent

education classes and support groups; program development and

evaluation; employee assistance services; and the supervision and

training of paraprofessional and peer tutors.   Elliott & Witt

(1986, p.34) state:  "The specifics of an adult-focused service

delivery system are limited only by the creativity of

psychologists".

   School       Consultation   

Consultation has become one of the primary job functions of

many school psychologists (Zins & Erchul, 1995; Power, et. al.,

1994; Johnston, 1990; Newby, et. al., 1991; Roberts & Rust, 1994).

Furthermore, the consultative relationship between teachers and

school psychologists is viewed as the key to successful classroom

intervention for special needs children (Johnson, 1990).  Roberts

and Rust (1994) present the results of an analysis of the roles

and functions of 52 school psychologists from Iowa and Tennessee.

Findings indicated that school psychologists from both states

preferred an expanded role of consultation and intervention

activities as opposed to the more restrictive roles which

consisted of referral, assessment, and  placement of children in

special education programs.  
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The consultant role of the school psychologist continues to

be encouraged and promoted as he/she is uniquely positioned to

provide services to children with attention deficit hyperactivity

disorder (ADHD).  Power, et. al (1994)  state that school

psychologists can readily utilize naturalistic methods of

assessment and have the potential to be highly effective in

consulting with teachers by establishing effective, ongoing,

working alliances, tasks which clinic-based professionals often

find much more difficult.    Furthermore, parent training programs

are frequently recommended for children with ADHD, and are being

offered more regularly by local school districts.  Newby, et.al.

(1991) describe programs based on social learning principles and

behavior modification techniques, both of which school

psychologists are most familiar and adequately qualified to offer.

Hertz-Lazarowitz and Od-Cohen (1992) describe an experimental

change program designed to improve the social climate of fourth,

fifth, and sixth grade classrooms in a small town in northern

Israel.  The school psychologist served as the system facilitator

and change agent.  Results lend support to the efficacy of the

school psychologist's consultative role in analyzing classroom

dynamics and student-teacher patterns of interaction and making

recommendations for change on a large scale, school-wide basis.

   Prevention       Programs   

The school psychologist in more recent years has been

conveniently and strategically positioned to function as
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"prevention consultant" in many school systems (Vernon, 1990;

Tharinger, et. al., 1988; Forman & Linney, 1988; Davis, Sandoval,

& Wilson, 1988; Paget, 1988; Elias & Branden, 1988).  

Vernon (1990) describes how the principles of rational-

emotive education (REE), an emotional education program based on

rational-emotive therapy, can be utilized in working with school-

age children who present a variety of problems.  Most importantly,

the school psychologist is in the unique position of being able to

introduce teachers to the principles of rational emotive therapy

and the specific classroom applications.  

Other prevention programs include those designed to provide

children with knowledge about sexual abuse, including ways to

respond to abusive approaches, and to aid children in disclosing

abuse if they have been victimized (Tharinger, et. al., 1988).

School psychologists are in a key position to inform decision

makers about the potential advantages as well as the limitations

of child sexual abuse prevention programs and to assist in

developing, implementing, and evaluating more effective school-

based programs.

Forman & Linney (1988) state that the schools provide a

potentially important site for substance abuse prevention.  

School psychologists can facilitate the incorporation of drug

awareness and substance abuse prevention into the ongoing school

curriculum.  Goal #7 in The Educate America Act states that by the

year 2000, every school in the United States will be free of
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drugs, violence and the unauthorized presence of firearms and

alcohol.  Such structure will, at least theoretically, provide a

learning environment more conducive to student achievement (Talley

& Callan, 1995).  The creation of safe and healthy behaviors

implicit within this goal is a traditional strength of

psychological practice and research (Talley & Callan, 1995).

Paget (1988) outlines strategies for the implementation of

adolescent pregnancy prevention programs within educational

settings.  The author states that school psychologists are in a

unique position to be able to collaborate with community agencies

including health departments, juvenile justice systems, and

businesses to set in motion programs which are, in fact, owned by

the community as opposed to being the sole responsibility of the

school.

Davis, Sandoval, & Wilson (1988) provide an overview of

research and programs aimed specifically at the primary prevention

of adolescent suicide, a phenomenon for which school

administrators and the general public are expressing heightened

concern.  School psychologists are being given the task of

devising crises prevention and intervention programs to address

this problem (Mazza, 1997).  Programs outlined include the more

traditional direct services to at-risk students as well as

indirect/preventive school based programs.  Mazza (1997)

emphasizes the current need for school psychologists to design

prevention programs which specifically target at-risk populations
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on the multiple dimensions of suicidal behavior, such as suicidal

ideation and attempts, rather than targeting the general school

population.  Equally important are school psychologists' role in

devising crises intervention plans which typically set up the

administrative framework for school and community response in time

of crisis.

   Alternative       Education       Settings   

The rising rates of violence on school campuses coupled with

demands of parents, teachers, and state legislatures to adopt

zero-tolerance policies on school discipline and violence have

resulted in the institution of alternative schools throughout the

country.  This problem  of school violence has most recently been

thrust into the role/job descriptions of school psychologists

nationally.  Miller (1994) states in her article that legislators

at the state and national levels have begun to mandate safe,

secure, and peaceful schools as an "inalienable right" fundamental

to healthy development and productive learning.  Therefore, school

psychologists will be expected to play a direct role in the

development, implementation and evaluation of school safety

policies and practices (Morrison & Morrison, 1994; Stephens, 1994;

Larson, 1993; Hughes & Hasbrouck, 1996).  

Aggressive behavior and other antisocial acts within a school

building tend to create a climate of fear and hostility among

teachers and students alike (Larson, 1994).  Larson (1994)

presents the results of a survey of 340 practicing school
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psychologists in the state of Wisconsin who were asked to provide

data regarding their intervention efforts with aggressive student

behavior.  Results indicated that referrals for such had increased

significantly during the past ten years at all levels including

elementary, middle, and secondary schools and across geographical

locations.  The author pointed out that this finding was in direct

opposition to the notion that only school psychologists in urban

settings were faced with the challenge of escalating school

violence.  

"Over the past few years, there has been a marked upsurge of

public interest in the topic of bullying and victimization in

schools, accompanied by at times intensive media publicity"

(Whitney & Smith, 1993; p. 3).  Furthermore, Harrington-Lueker

(1994) reports tremendous growth in the number of specialized,

alternative education programs being instituted nationwide to

address school violence issues and specifically deal with

increased incidents of bullying and victimization in middle and

secondary schools.  Some school systems are even contracting with

private companies formerly in the business of designing and

operating prisons to build facilities for their violent or

chronically disruptive youth.  The author goes on to report that

many school systems are attempting to utilize their own staff and

resources to develop programs for these youths.  School

psychologists, according to a recent article in    School       Psychology

   Review    by Ronald D. Stephens (1994) at the National School Safety
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Center at Pepperdine University, are often the first line of

support in helping youngsters with major behavioral problems which

involve aggression or violence.

   Counseling       and       Employee       Assistanc      e   

Allie (1990) describes how the role of the school

psychologist has been expanded to encompass work in the area of

counseling and employee assistance.  In the spring of 1988 an

independent school district in Texas formed a strategic planning

team which gathered data on factors impacting the school district

at that time and in the foreseeable future.  One major goal of the

team was to foster positive mental attitudes and self-esteem among

students.  It was decided that the fostering of such attitudes

among students could not be accomplished without first developing

these same attributes among the staff.  Increasing incidence of

mental and emotional difficulties such as divorce, substance

abuse, single parenthood, stress, and depression was not limited

to students but also affected teachers and staff as well.

Resulting dysfunctional work behaviors included poor attendance,

lowered effectiveness, and impaired collegial and supervisory

relationships.  Having been trained in organizational behavior and

knowledge of community awareness, the school psychologist in this

situation was able to step out of the traditional assessment,

direct service to students, and gatekeeper for special education

role into a much more diverse, organizational climate/structure

consulting role.
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   Educational       Reform       Initiatives   

Reschly (1988) has presented an analysis and critique of

traditional  school psychology service delivery models.  He stated

that the prevalence of learning disabilities, confusion over the

learning disability diagnostic construct, placement litigation,

cost/benefits of services, and quality and usefulness of

assessment techniques were  unresolved dilemmas which have served

as the basis for special education reform.  Educational reform for

the school psychologist would mean a drastic and rapid change in

the direction of prereferral interventions, behavioral

consultation, curriculum based assessment, and critical evaluation

of instructional designs both in special and regular education.  

Reschley goes on to say that failure to make these adaptations and

move toward more inclusive service delivery systems could lead to

the decline of school psychological services.

Phillips (1990) reports that on any school day, more than 5

million students, almost 15% of the total school population, are

enrolled in special education or other categorical programs.  In

addition to special education, there has been a national

proliferation of other compensatory and remedial programs such as

Chapter 1, preschool programs, programs for migrants, and numerous

remedial reading and math programs.  Each program has its own

funding formulas and requirements, accountability measurements and

special teachers.  Together, these categorical programs have

formed a "second system" of schooling for children who have failed
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to make it in the educational mainstream.  More recent movements

have focused on the re-integration of these so called second-

system students into regular education programs and to ultimately

form one comprehensive and integrated educational system.  This

may have implications for school psychologists according to both

Phillips (1990) and Newby, et. al. (1991).  School psychologists

must now redirect their efforts toward more intervention in

regular education programs as opposed to spending 2/3 of their

time in the classification and placement activities of special

education.  Canter (1997) summarizes recent state and local

initiatives across the nation which reflect an openness to special

education reforms that reduce traditional diagnostic assessments

and categorical instruction while promoting functional assessments

that are linked directly to instructional strategies to benefit

all students.  The author goes on to propose that the school

psychologist’s diagnostic role will not be abandoned, but the use

of traditional intelligence  tests for the purposes of eligibility

for special education, for example, will be reduced.  In other

words, instructional models of the future will include all

students versus just those in special  categories; will emphasize

instructional need or “entitlements” more than “eligibility”,

prevention and intervention more than diagnosis; and student

progress more than student deficits (Canter, 1997).



30

   Transition       Specialist   

Public Law 94-142 (The Education for All Handicapped Children

Act) was amended and renamed the Individuals With Disabilities

Education Act (IDEA) in October of 1990.  Levinson (1993) reports

that in addition to reauthorizing and expanding many of the

provisions of P.L. 94-142, several new discretionary programs were

added including special programs on transition and assistive

technology services which must be included in the student's

individualized education plan (IEP) by the age of 16.  According

to Levinson, it is most likely that school psychologists will

become increasingly involved in vocational programming as a result

of their extensive involvement in the assessment and programming

of students with disabilities (Levinson, Capps, Timko, & Hohensil,

1988; Levinson, 1990; Levinson, 1993).  

A further application of the school psychologist's role in

working with older students with disabilities is discussed by

Sandoval (1988) in a review of practitioners serving in

institutions of higher education.  He predicts that the school

psychologist working in the college/university environment will

function more through a consultative model providing both direct

and indirect services to under represented minorities, learning

disabled students, and other disabled and handicapped students.

   Summary   

Since early in the history of school psychology,

practitioners and trainers have been concerned about the role
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school psychologists should play in the education of our children.

The literature during the past ten years reflects general

consensus that school psychologists should do more than simply

administer and score tests designed to categorize children into

various educational programs.   An accompanying theme of the more

recent literature is that children would be better served if the

school psychologist's role were broadened to encompass more

consultative, therapeutic, in-service training, and system-level

program evaluation activities.  

There is a lack of empirical evidence within the last ten

years to assess the changes in the role and function of school

psychologists within the Commonwealth of Virginia.  The present

study will ascertain the extent to which Virginia school

psychologists' role perceptions and functions compare to the

national trends presented in recent literature.   The present

study will investigate changes by direct comparison to data

gathered by Murray in 1975 and Lovern in 1987.
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CHAPTER III

METHODOLOGY

The procedures and research methods selected for use in this

study were based, in part, on the School Executive Studies of

Gross, Mason, and McEachern (1958), Murray's study in 1975, and

Lovern's study in 1987.  The research methods and procedures of

the School Executive Studies, Murray's study, and Lovern's study

have proven to be applicable to role analyses, and to studies of

the role and function of school psychologists.  It was therefore

considered to be appropriate for the present analysis of the role

and function of the school psychologist in the Commonwealth of

Virginia.

   Participants   

School psychologists employed full or part-time in Virginia

school divisions served as the population of interest in the

current study.   Although others may be in a position to evaluate

the quality of school psychological services, it was determined

that the perceptions of school psychologists themselves were in

the position of having the most direct effect upon the actual role

definition (Benson & Hughes, 1985).

Members of the National Association of School Psychologists

(NASP) with mailing addresses in Virginia were asked to respond to

the modified version of the questionnaire used by Murray (1975),

and Lovern (1987).  Only those indicating they were employed as a
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school psychologist, and  indicating employment on either a full

or part-time basis or as an intern, were included in the current

data analysis.  This meant that an individual had to be

certificated/licensed or be an intern, and working as a school

psychologist in the public schools of Virginia,    and    be a member of

the National Association of School Psychologists (NASP) to have

been selected as a possible respondent in the present study.  The

list of NASP members employed by Virginia school divisions was

provided by the NASP membership office.  This same selection

technique was used by Murray in 1975 and by Lovern in 1987.

   The Survey Instrument   

The questionnaire selected and modified for the purposes of

the present study, as well as those by Murray and Lovern, was

originally developed by Smith (1962), and was based on a general

format used in the School Executive Studies (Gross, Mason,

McEachern, 1958).  The questionnaire was used in an abbreviated

form in an analysis of the role and function of Virginia school

psychologists by Herson (1967) and in a more complete form in an

analysis of the role and function of school psychologists in

Virginia  done by Murray (1975) and Lovern (1987).  (Copies of the

current survey instrument are found in Appendix B).

The questionnaire used in this study was designed to assess

the importance and frequency of functions for school

psychologists' roles.  Respondents were be asked to rate the

following:  (1) the importance of various school psychologist's
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attributes; (2) the importance and frequency of various school

psychologist's functions; and (3) the importance of school

psychologist's participation in certain professional activities

and organizations; and (4)  the importance of factors influencing

the school psychologist's role.  The four sections of the survey

were entitled:  (1) "The Importance of School Psychologist's

Attributes;" (2) "The Importance and Frequency of Functions of the

School Psychologist;" (3) "The Importance of School Psychologist's

Participations;"  and (4) "The Importance of Factors Influencing

the School Psychologist's Role".    The questionnaire included a

section for rating the school psychologist's functions according

to their perceived importance and a section for rating the actual

frequency of the performance of functions.

Revisions were necessary to adapt the questionnaire used by

Murray (1975) and by Lovern (1987) for the purposes of the present

study.  In order to update and streamline the questionnaire,

reduce ambiguity and use appropriate terminology, modifications

were incorporated in the survey used in the present study.

In order to determine whether a relationship existed between

the perceived importance and frequency of role functions of the

school psychologist and the position of the role definer or the

setting in which the role is enacted,  certain demographic data

were requested.  The first section asked respondents to indicate

their specific job title, age, sex, marital status, work setting,
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academic background, experience, licensure, and professional

affiliations.

The next section was headed “ The Importance of School

Psychologist's Attributes", and listed five items similar to those

used by Lovern (1987) with only minor wording changes.

The main part of the questionnaire was designed to measure

the importance and frequency of functions.  The questionnaires

used in both Murray (1975) and Lovern's (1987) studies included a

section for ranking performances according to their perceived

importance, and a section for indicating the frequency with which

the actual duties were being engaged in by school psychologists.

Lovern (1987) modified Murray's (1975) original ten functional

service areas to thirteen, by adding Eligibility Decisions for

Children, Counseling, and In service Training.  

The functional service areas in this study were expanded to

include thirteen additional role functions, thus necessitating the

use of a four point rating scale versus the aforementioned ranking

technique.  Those items added reflect more current functions

including transition planning for older students, consulting with

alternative education programs, and the design and implementation

of prevention programs (for example, programs designed to reduce

drug/alcohol abuse and the high school drop-out rate).  

Additionally, the specific functions were further grouped (for

ease in data analysis) into four broad categories, namely (1)

Direct Services to Children  (2) Indirect Services to Children;  
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(3) Program Design and Implementation; and (4) Research and

evaluation.

The next section was designed to assess the perceived

importance of participation in various professional activities.

The "Expectations for School Psychologist's Participations"

section originally contained eleven items and was revised by

Murray (1975) to contain nineteen items designed to gather

opinions about certain activities of school psychologists that may

or may not be considered job responsibilities.  Lovern (1987)

included two additional items in this section:  (The American

Vocational Association and the Virginia Vocational Association)

expanding it to twenty-one.  The same items were retained for the

purposes of the present study.  However, items thirteen and

fourteen were changed from The American Association of Counseling

and Development and The Virginia Association of Counseling and

Development to The American Counseling Association and The

Virginia Counseling Association, respectively, to reflect updated

name changes.  Each item is specific to a professional activity or

organization membership and the respondents were asked to rate the

importance they attached to the school psychologist's

participation by checking one of four columns headed:  (1)

"unimportant;" (2) "somewhat important;" (3) "important;" and (4)

"very important."

A final section was added for the sole purpose of the current

study: "Factors Influencing School Psychologist's Role Functions".
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Respondents were asked to rate on a scale of 1-4 (with 1 being

unimportant and 4 being very important) the perceived importance

of  two factors on their role as a school psychologist within the

last 5-10 years.  Those two factors were (1) legislation and (2)

educational and health care reform initiatives.

   Data Collection   

The survey materials used to gather data were distributed and

returned by mail.  The data collection process consisted of five

steps.  These were as follows:  a preliminary letter, initial

survey distribution, two follow-up mailings, and a follow-up phone

call.

A pre-survey letter introducing the study and requesting

cooperation from prospective participants was prepared by the

researcher and signed by the writer's major advisor.  The letter

was mailed to all Virginia NASP members on August 20, 1996, six

days before the mailing of the survey.  A copy of the letter is

included in Appendix A.

On August 26, 1996, surveys consisting of questionnaires and

personal data forms were mailed to 404 Virginia school

psychologists.  An introductory letter explaining the intent and

purpose of the study accompanied each questionnaire.  It was

explained in the letter that the purpose of the present

investigation was to gather data to update information concerning

the role and functions of school psychologists over the last ten

years.  A stamped, self-addressed envelope was enclosed with each
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packet of survey materials to facilitate responding.  A copy of

the current survey materials is contained in Appendix B.

On September 9, 1996 (14 days later), a follow-up post-card

was sent to each school psychologist from whom a completed survey

had not been received.  

On September 20, 1996, (11 days later), a second follow-up

letter, with a copy of the survey and a stamped, self-addressed

envelope was sent to each remaining school psychologist from whom

a completed survey had not been received.

On October 7, 1996, (17 days later), the date set for the

termination of data collection, efforts were made to contact 10%

of the psychologists who comprised the group of non-respondents.  

This sub-sample of non-responding school psychologists was then

personally contacted via telephone by the investigator and asked

to send in the completed survey.

   Data Analysis   

Once the completed survey materials were received, the

responses were entered into an SPSS data file.   For each of the

categories of demographic information, sums, averages, and

percentages were calculated as appropriate.  These data along with

a comparison of Murray's study (1975) and Lovern's study (1987)

are presented in Chapter 4.

The major purposes of data analyses were:
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(1) To determine the perceived importance that school

psychologists placed on various personal and professional

attributes or characteristics and whether there was agreement

within the group surveyed on these attributes.

(2) To determine the relative degree of importance that school

psychologists attached to the various functions they performed in

their present positions.

(3) To determine the relative frequency with which school

psychologists performed the various functions of their position.  

(4) To compare the ratings of the relative degree of importance

school psychologists attached to the various functions of their

present position to the actual frequency with which they

reportedly performed those same functions.

(5) To determine the relative degree of importance that school

psychologists attached to participation in various professional

activities and whether there was agreement within the group

surveyed.

(6) To determine the perceived importance of two factors:  (1)

legislation and (2) educational and health care reform initiatives

on the role of school psychologists during the past 10 years.

(7) To determine the relationship of selected demographic

variables on school psychologists' perceptions of the importance

and frequency of various role functions.
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(8) To determine the similarity between results obtained in this

study and those obtained in Murray’s and Lovern’s study relative

to the aforementioned areas.  

   Summary   

In this chapter, the procedures and methods used to study of

the role of the school psychologist in Virginia have been

described.  The first section of the chapter dealt with the

population under study.  The criteria for selection of school

psychologists was then discussed.

Subsequent sections of the chapter presented the various

parts of the questionnaire, and described the modifications made

to each section by the present investigator.  The procedures for

data collection were then described.  Finally, the methods for the

analysis of data gathered in the study were detailed.
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CHAPTER IV

RESULTS OF THE STUDY

This chapter presents the results of the study.  Response

rates for each data collection step and for the entire study are

examined.  Demographic data collected from responses to the

personal data form are presented and the sample is described.

Information related to the present role and function of school

psychologists is presented and their relationship to demographic

variables are examined.  Finally, the results of the present study

are compared to the results previously obtained by Lovern (1987)

and Murray (1975).

   Survey Response Rate   

There were five steps in the data collection process and

these included the following:  (1) a preliminary letter, (2) the

initial mailing of survey materials, (3) the first follow-up

mailing,  (4) the second follow-up mailing, and (5) the follow-up

personal phone call.  Initially 404 packets were mailed out.  Each

return was identified using the previously assigned numbers and

then matched to a specific mailing stage based upon the date of

receipt.  One packet was returned by the postal service as "Moved,

Not Forwardable," and this was deleted, yielding a total of 403

possible participants.  Additionally, 38 surveys were returned

incomplete with notations such as: "retired"; "not employed in the

state of Virginia"; "presently unemployed" or "employed full-time

as a college professor or administrator" (in other words, no
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longer working as a full or part-time school psychology

practitioner).  This brought the total to 365 possible

participants, of which 282 returned completed surveys.  Study

findings, therefore, reflect the data from 282 practicing school

psychologists, an overall response rate of 78%.

As shown in Table 1, a response rate of 44% was received as a

result of the original mailing of survey materials.  The first

follow-up produced an additional 22% return.  The second follow-up

mailing resulted in an additional 10% return.  The personal phone

contact resulted in an additional 2% return.  In all, the total

rate of 78%  was obtained.  Study findings thus reflect the data

from 282 practicing school psychologists.
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Table 1

Survey Response Rates

Step Number returned Percent of total

Initial Mailing 160 44

First Follow-up

Mailing

80 22

Second Follow-up

Mailing

36 10

Follow-up Personal

Phone Call

06 2

Total 282 78

Note: There were 365 possible participants



44

   Demographic Data   

Responses to the Personal Data Form were used to describe the

personal and professional characteristics of the sample, and were

also used to identify relationships between selected demographic

variables and frequency of functions as well as importance of

school psychologist's attributes, functions, participations, or

factors influencing role. The following subsections contain

descriptive data pertinent to respondent's age, gender, marital

status, work (full-time, part-time), salary, etc.

The number of respondents in each age category is presented

in Table 2.  The average age, based on mid-points of the intervals

was 45.3 years.   Males comprised 23% (n=65) and females 77%

(n=214).  Of the total group of school psychologists, 80% (n=222)

indicated they were married; 20% (n=56) indicated they were not

married.  A slightly higher percentage of the males (88%) were

married as compared to the females (77%).     Additional

information regarding age, sex, and marital status  in cross-

tabulation with other variables of interest is contained in

Appendix C.
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Table 2

Age Distribution

Age Number Percent of
Total

Mid-Point
25-35 30 70 25

36-45 40 106 38

46-55 50 83 30

56-65 60 17 6

over 65 70 1 1

Total 277 100
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   Employment   

The school psychologists were asked to indicate whether they

were employed full-time or part-time.  Of the 262 responses to

this item, 86% (n=225) indicated they were working full-time and

14% (n=37) were working part-time.

Annual salary of respondents ranged from under $10,000 to

over $50,000.  In terms of specific types of contracts, it appears

that the majority of respondents (79%) held 10 or 11 month

contracts.  Of the smaller 21% holding 12 month contracts, the

majority were males. Specific figures relative to the number of

individuals within each of the eleven (11) salary ranges as

compared to lengths of contracts is contained in Table 3.   When

males working full time are compared to females working full time,

both on 12 month contracts (Appendix C), there remains a higher

percentage of males in the highest (over $50,000) salary range



47

Table 3

Salary / Type of Contract

Full Time

9-10 mo. 11 mo. 12 mo.

(N=65) (N=108) (N=49)

Salary Range Percent Percent Percent

$16,000-$20,999 2 0 0

$21,000-$25,999 0 0 0

$26,000-$30,999 12 1 4

$31,000-$35,999 28 18 2

$36,000-$40,999 23 26 8

$41,000-$45,999 17 13 14

$46,000-$50,000 12 13 41

Over $50,000 6 29 51

Total 100% 100% 100%
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 Table 3 (continued)

Salary / Type of Contract

Part Time

9-10 mo. 11 mo. 12 mo.

(N=17) (N=15) (N=5)

Salary Range Percent Percent Percent

Under $10,000 18 0 20

$10,000-$15,999 0 13 20

$16,000-$20,999 0 0 0

$21,000-$25,999 28 33 0

$26,000-$30,999 18 20 40

$31,000-$35,999 12 7 0

$36,000-$40,999 12 27 0

$41,000-$45,999 6 0 0

$46,000-$50,000 0 0 0

Over $50,000 6 0 20

Total 100% 100% 100%
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   Work       Setti      ng   

In terms of work setting, it is noted that most school

systems represented in this study employ very few part-time school

psychologists.  Of the 230 responses to the "number of part-time

school psychologists" item, 42% (n=96) indicated they worked in

school systems employing no part-time school psychologists and 47%

(n=109) indicated they worked in systems employing between one and

five part-time school psychologists.

Of the 238 responses to the "number of full-time school

psychologists" item, similar employment trends are noted.  Only 2%

of responding practitioners indicated they worked for school

systems which employed no full-time school psychologists and 59%

(n=140) indicated they worked for school systems employing more

than six full-time school psychologists. Additional information

regarding the number of full versus part-time school psychologists

is contained in Appendix C.

The number of pupils enrolled in the school system in which

the psychologists were employed ranged from 378 to 141,000 or

more.  A total of 49 county school systems and 24 city school

systems were represented in this study.  A listing of those

participants by city/county is contained in Appendix D.
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   Academic       Training   

Most respondents held the Educational Specialist (Ed.S.)

Degree or higher.  In fact, 66% of practitioners fell into this

range.  The actual levels of academic training as noted in Table 4

ranged from the Masters level to the doctoral level with the

number of respondents holding the doctorate in Education being

slightly higher than those holding the doctorate in Psychology.

   Years       Experience   

As shown in Table 5, when asked about years experience as a

school psychologist, only 7% (n=16) of participants indicated they

had one year or less; and the majority of practitioners (57%)

reported more than ten years experience in the field.  In

contrast, when asked about years experience as a classroom teacher

or in other psychological or psychiatric settings, it appears that

the majority of school psychologists have less than one year

experience in each of these two settings.  Percentages were

similar for both males and females.  Additional information

regarding years of experience as a school psychologist can be

found in Appendix C.
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Table 4

Level of Academic Training

Level Number Percent of Total

Masters in Education 4 1

Masters in Psychology 10 4

Training beyond

Masters   in

Education

23 8

Training beyond

Masters in Psychology

57 21

Educational

Specialist Degree

93 33

Training beyond

Educational

Specialist Degree

30 11

Doctorate in

Education  (Ed.D

28 10

Doctorate in

Education  (Ph.D.)

7 2

Doctorate in

Psychology (Psy.D.)

2 1

Doctorate in

Psychology (Ph.D.)

25 9

Total 279 100%
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Table 5

Years Experience  

Years
Experience

Sch. Psy. Teacher Other Psy.
Setting

N (%) N (%) N (%)

1 year or less 16 (7) 199 (72) 187 (68)

2 - 5 45 (19) 44 (16) 58 (20)

6 - 10 41 (17) 24 (9) 19 (7)

11 - 20 95 (40) 10 (2) 13 (5)

> 20 39 (17) 2 (1) 0 (0)

TOTAL 236 (100) 279 (100) 277 (100)
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   Certifications       and       Licenses       Held   

All but a few (n=15) of the school psychologists responding

to the survey held licensure (also referred to as certification

and/or endorsement) by the Virginia Department of Education.  The

majority of practitioners held either the Postgraduate

Professional License or the Pupil Personnel Services License.   In

contrast, 40% (n=109) were licensed to practice independently  as

a psychologist, school psychologist, clinical psychologist, or a

licensed professional counselor by the Virginia Board of

Psychology.  Of those indicating they were licensed to practice

independently in any of the aforementioned categories, only 11%

(n=31)) indicated they were actually engaged in private practice.  

More specific information regarding licensure  is contained in

Appendix C.

   Membership       in       Professional       Organizations   

Membership was held in a large number of different

professional organizations, notably ten.  All participants in

the study were members of the National Association of School

Psychologists (NASP); with the Virginia Academy of School

Psychologists (VASP) and the Virginia Psychological Association

(VPA) ranking second and third respectively in terms of higher

participant membership.  Additional information regarding

membership in professional organizations is contained in Appendix

C.
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   Importance of Attributes   

When participants were asked to specify the level of

education they preferred for the school psychologist, 91% (n=210)

of the respondents indicated  the school psychologist should be

trained at the masters or specialist (Ed.S.) level, while only 9%

(n=20) indicated a preference for training at the doctoral level.

Interestingly, when participant preferences are compared to their

actual levels of training, as shown in Table 6, it appears that

the percentage of school psychologists holding the doctorate (24%)

exceeds the percentage suggesting the doctorate as the preferred

degree (9%).

When the participants were asked to specify the nature of the

training preferred for the school psychologist, 60% (n=166)

indicated a preference for equal training in education and in

psychology; 35% (n=98) indicated a preference for training in

psychology in contrast to the 2% (n=5) who  indicated a preference

for training in education.  In actuality, slightly more

practitioners report having training in education (56%) than in

psychology (44%).

Participants were asked  to indicate the preferred nature of

training for the school psychologist educated at the doctoral

level.  The majority of the respondents, 75% (n=206) indicated the

school psychologist should hold the doctorate in school psychology

or educational psychology, while only 9% (n=24) believed it should
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Table 6

Importance of School Psychologist’s Attributes

1. Level of Training: Preferred Actual
N (%) N (%)

Masters: 60 (26%) 69 (30%)
Specialist: 150 (65%) 105 (46%)
Doctorate: 20 (9%) 56 (24%)

Total 230 (100%) 230 (100%)

2. Major Field:

Education: 5 ( 2%) 58 (56%)
Psychology: 98 (35%) 45 (44%)
Educ. & Psych. 166 (60%)
No Preference: 7 ( 2%)

Total 276 (100) 103 (100%)

3. Degree:

General/Clinical
Psychology: 24 ( 9%)
School Psychology
Ed. Psychology: 206 (75%)
Education: 2 ( 1%)
No Preference: 44 (15%)

Total 276 (100)

4. Type of Doctoral
Degree:

Ed.D.: 28 (10%) 28 (45%)
Ph.D.: 49 (18%) 32 (52%)
Psy.D.: 37 (13%) 2 ( 3%)
No Preference: 162 (59%)

Total 276 (100) 62 (100)
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Table 6 (Continued)

5. Type of Experience:
Preferred Actual

N (%) N (%)

Classroom Teacher: 46 (17%) 199 (72%)*
Psychological /
Psychiatric Setting:

32 (12%) 187 (68%)*

Both Classroom and
Psychiatric Setting:

91 (33%)

No Preference 107 (38%)

Total 276 (100%)

• As shown in Table 5, 72% report less than one year experience in
the classroom and 68% report less than one year in psychological
or psychiatric settings.
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be in general psychology or clinical psychology, and only 1% (n=2)

believed it should be in education.  Furthermore, the majority of

respondents (59%) indicated no preference between the Doctor of

Education (Ed.D.), Doctor of Philosophy (Ph.D.), and the Doctor of

Psychology degrees (Psy.D.).  Again, as shown in Table 6, slightly

more school psychologists actually report holding the Ph.D. than

the Ed.D.

Concerning the experience preferred for school psychologists,

a surprisingly low percentage, (17%, n=46) of the respondents

indicated they believed the school psychologist should have

experience as a classroom teacher.  However, a total of 62%

(n=169)  indicated a preference for experience either as a

classroom teacher, in psychological or psychiatric settings, or in

both.  When compared with actual experience, it appears that the

majority of school psychologists have less than one year

experience either in psychiatric and/or psychological settings or

as classroom teachers.
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   The       Importance       and       Frequency       of       Functions   

The Importance and Frequency of Functions of the School

Psychologist section listed various services commonly associated

with the role of the school psychologist.  Participants were asked

to rate the functions and/or services initially according to the

following scale in terms of importance: 1=Unimportant; 2=Somewhat

Important; 3=Important and 4=Very Important.  Secondly,

participants were asked to rate those same functions/services in

terms of the relative frequency with which they actually performed

them according to the following scale: 1=Never; 2=Occasionally; 3=

Frequently; and 4=Very Frequently.  Response percentages, means,

standard deviations and correlations are found in Table 7.

As shown in Table 7, respondents rated some of the more

traditional direct and indirect services to children as most

important and most frequently performed.  Examples include those

functions which were typically rated above 3.0 on the four-point

scale, specifically, diagnostic studies, participation in

eligibility meetings, group test interpretation,  parent

conferences and consultation with teachers.

In terms of those functions rated least important as well as

performed on an infrequent basis, respondents gave consistently

lower ratings to those functions categorized as “Program Design

and Implementation”.  These items were typically
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Table 7

The Importance and Frequency of Functions

of the School Psychologist Response Percentages, Means, Standard
Deviations and Correlations

   Direct       Services       to       Children   

N Response Options Mean SD r
1   2   3   4*

   Diagnostic       Studies:   

1 (Imp) 280 <1   5  27   68 3.62 .60
2 (Freq) 277 1   7  16   76 3.65 .68 .37

   Eligibility       (New       Placements):   

3 (Imp) 280 1   3  21   75 3.70 .56
4 (Freq) 277 5   6  18   71 3.57 .79 .35

   Eligibility       (Re-Evaluations):   

5 (Imp) 280 2  14  32   52 3.32 .79
6 (Freq) 277 5  12  25   58 3.37 .87 .29

   Eligibility       (Other):   

7 (Imp) 280 4  15  44   37 3.14 .80
8 (Freq) 277 17  45  22   16 2.34 .93 .48

   IEP       Meetings:   

9 (Imp) 281 4  32  45   1 2.80 .78
10 (Freq) 277 23  61  12    4 1.94 .69 .37

   Counseling:   

11 (Imp) 281 1   6  44    49 3.41 .64
12 (Freq) 277 0  47  37    16 2.40 .86 .35

   G      roup       Test       Administration:   

13 (Imp) 281 71  24   4     1 1.34 .58
14 (Freq) 277 83  14   2     1 1.19 .50 .48
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Table 7 (continued)

The Importance and Frequency of Functions
 of the School Psychologist Response Percentages, Means, Standard
Deviations, and Correlations

N Response Options Mean SD r
1   2   3   4*

   Group       Test       Interpretation:   

15 (Imp) 281 14  35  23   28 2.67 1.03
16 (Freq) 277 28  39  21   12 2.16 .97 .73
   Transition       Plans:   

17 (Imp) 280 9  39  41   11 2.53 .81
18 (Freq) 276 58  36   4    2 1.50 .68 .32

   Indirect       Services       to       Children   

   Parent       Conferences:   

19 (Imp) 281 0   4  29   67 3.63 .56
20 (Freq) 277 2  26  39   33 3.04 .82 .49

   Consultation       /       Administrators:   

21 (Imp) 281 0   1  27   72 3.70 .49
22 (Freq) 277 3  29  45   23 2.89 .80 .29

   Consultation       /       Teachers:   

23 (Imp) 281 0  <1  22   78 3.78 .43
24 (Freq) 277 1  19  46   34 3.11 .75 .28

   Consultation       /       Alt.       Education:   

25 (Imp) 281 4  16  45   35 3.11 .80
26 (Freq) 277 35  47  11    7 1.87 .83 .35

   Training       /       Disabilities:   

27 (Imp) 281 <1  11  47   42 3.30 .67
28 (Freq) 277 12  64  20    4 2.15 .66 .29
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Table 7 (continued)

The Importance and Frequency of Functions
of the School Psychologist Response Percentages, Means, Standard
Deviations, and Correlations

N Response Options Mean SD r
1   2   3   4*

   Training       /       Behavior       Management:   

29 (Imp) 281 9  46  45  <1 3.37 .64
30 (Freq) 277 15  59  22   4 2.11 .69 .16

   Parent       Education       Classes:   

31 (Imp) 281 4  19  51  26 2.99 .78
32 (Freq) 277 40  48  39   3 1.71 .70 .27

   Program       Design       and       Implementation   

   Curriculum       Design       /       General       Education:   

33 (Imp) 281 32  48  17   3 1.90 .77
34 (Freq) 277 85  11   3   1 1.16 .46 .38

   Curriculum       Design       /       Special       Education:   

35 (Imp) 281 15  47  32   6 2.30 .79
36 (Freq) 277 67  27   5   1 1.37 .69 .38

   Prevention       Programs:   

37 (Imp) 281 7  27  48  17 2.75 .83
38 (Freq) 277 67  27   5   1 1.37 .69 .38

   Employee       Assistance       Programs:   

39 (Imp) 280 40  35  16   9 1.94 .95
40 (Freq) 276 88   7   3   2 1.14 .47 .33

   Alternative       Education       Programs:   

41 (Imp) 280 4  17  51  28 3.03 .78
42 (Freq 276 55  32   9   4 1.58 .77 .33
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Table 7 (continued)

The Importance and Frequency of Functions of the School
Psychologist Response Percentages, Means, Standard Deviations, and
Correlations

N Response Options Mean SD r
1   2   3   4*

   Adult       Education       Programs:   

43 (Imp) 280 48  36  14   2 1.71 .81
44 (Freq) 276 90   8   1   1 1.11 .38 .36

   Research       and       Evaluation   

   Appropriateness       of       SPED       Programs:   

45 (Imp) 280 7   20  48  25 2.91 .85
46 (Freq) 277 71   22   6   1 1.35 .62 .14

   Appropriateness       of       Prevention       Programs:   

47 (Imp) 280 8   20  47  25 2.89 .87
48 (Freq) 277 72   22   5   1 1.36 .65 .20

   Assessment       of       School       System       Needs:   

49 (Imp) 280 9   25  45  21 2.78 .89
50 (Freq) 277 69   25   5   1 1.36 .61 .29

   Assessment       of       Community       Attitudes:   

51 (Imp) 280 17   35  33  15 2.45 .94
52 (Freq) 277 82   14   3   1 1.22 .53 .20

*1 = unimportant           *1 = never
 2 = somewhat important     2 = occasionally
 3 = important              3 = frequently
 4 = very important         4 = very frequently
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rated below 2.0 on the four-point scale and included such

functions as curriculum design for general education programs;

employee assistance and adult education programs; and finally,

group test administration.

Especially  noteworthy are those  functions which respondents

rated as important but did not perform very frequently.  Included

were counseling, consultation with administrators,  providing

inservice training on disabilities and behavior management;

prevention and alternative education programs; and various facets

of research in the schools to include the effectiveness of special

education programs, prevention programs, and school system needs

assessment.

There were no functions which respondents rated as

unimportant which they performed with high frequency.
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   Relationship Between Demographic Variables and Sections of the
   Survey

To investigate the relationship between selected demographic

variables and responses to various sections of the questionnaire,

chi-square analyses were performed.  Variables included in the

analysis were age, sex, academic training level, number of years

experience as a teacher, and number of years experience as a

school psychologist.  Statistical significance was set at the .05

level.

Comparisons made between males versus females yielded only

one significant relationship.  Specifically, significantly more

males than females believed that it was important for the school

psychologist to conduct research to evaluate the appropriateness

of prevention programs. (See item 47)

In terms of the level of academic training variable, it was

found that respondents with higher levels of training attributed

greater importance to having a doctorate. (See item #1)

The only significant finding in terms of the “years

experience as a school psychologist” was that school psychologists

with fewer years experience believed it was more important to

conduct parent education classes. (See item 31)

Finally, experience as a classroom teacher was seen as more

important by those who had experience in the classroom.    It

seems that if the school psychologist had one year or less

experience in the classroom, then he/she did not feel that
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classroom experience was important.  However, if that experience

exceeded one year, then the tendency was to rate that experience

as more valuable and/or important to the profession.

   The       Importance       of       School       Psychologist’s       Participations   

The School Psychologist’s Participations section dealt with a

variety of professional activities in which the school

psychologist might engage. Respondents were asked to rate the

importance attached to  membership in various professional

organizations, as well as to participation in more general local

and state organizations.   Participants were asked to rate the

activities according to the following scale: 1=Unimportant; 2=

Somewhat Important; 3= Important; and 4=Very Important.  Responses

are presented in terms of percentages, means, and standard

deviations.

As can be seen in Table 8, participants rated items #1, 4, 5,

7, and 17 as “important or very important”.  Specifically, these

items include specific functions such as reading current

professional publications; maintaining close working relationships

with other professional groups; attending local, regional, state,

and national meetings of professional psychological groups; and

being a member of The National Association of School

Psychologists.  Those items rated as less important included the

publication of articles and membership in various non-

psychological professional organizations.
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Table 8

The Importance of School Psychologist’s

Participations Response Percentages, Means, and Standard
Deviations

N Response Options Mean SD
1    2    3    4*

1. Reads current professional publications:

281 0    3    36   61 3.58 .55

2. Publication of articles:

281 31   53    15    1 1.86 .68

3. Visits other schools and agencies:

281 3   55    36    6 2.44 .65

4. Maintains professional relationships:

281 <1    5    34   61 3.55 .60

5. Attends professional psychological meetings:

281 2   16    46   36 3.15 .75

6. Attends professional educational meetings:

281 9   34    43   14 2.64 .83

7. Attends workshops and conventions:

282 <1   10    45   45 3.34 .67

8. Attends P.T.A. and community service meetings:

282 8   51    34    7 2.39 .73

9. Participates in community mental health functions:

281 6   42    40   12 2.57 .78

10. Is a member of American Psychological Association:

282 49   35    11    5 1.73 .86

11. Is a member of Division 16 of APA:

282 45   34    19    2 1.84 .89
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Table 8 (continued)
The Importance of School Psychologist’s Participations Response
Percentages, Means, and Standard Deviations

N Response Options Mean SD   
1    2    3    4*

12. Is a member of the Virginia Psychological Association:

282 23   36   24   17 2.34 1.01

13. Is a member of the American Counseling Association:

282 62   32    6    0 1.44 .60

14. Is a member of the Virginia Counseling Association:

282 61   32    7    0 1.46 .62

15. Is a member of the National Educational Association:

282 54   35    7    4 1.62 .78

16. Is a member of the Virginia Education Association:

282 54   35    9    2 1.59 .75

17. Is a member of the National Association of School                 
Psychologists:

282 1    8   26   65 3.55 .67

18. Is a member of the Virginia Academy of School Psychologists:

282 17   29   26   28 2.66 1.06

19. Is a member of the Council for Exceptional Children:

282 33   47   17    3 1.90 .79
20. Is a member of the American Vocational Association:

282 71   26    2    1 1.31 .53
21.  Is a member of the Virginia Vocational Association:

282 73   24    2    1 1.30 .53

*1 = unimportant          
 2 = somewhat important   
 3 = important            
 4 = very important       
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   The       Importance       of       Factors       Influencing       Role   

The majority of school psychologists indicated that both

legislation and education and/or health care reform initiatives

had influenced their roles during the past five to ten years.  79%

(n=221) of respondents indicated that legislation had an influence

while 82% (n=229) indicated that education and/or health care

reform initiatives had influenced their roles.   Item frequency

and percentage data are contained in Table 9.
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Table 9

Importance of Factors Influencing Role

Item Frequencies (Percentage)

Rating 1 2 3 4

Unimportant Somewhat
Important

Important Very Important

Legislation Education and/or
Health Care Reform

Rating N (%) N (%)

1. 10 (4) 9 (3)
2. 49 (17) 42 (15)
3. 123 (44) 113 (40)
4. 98 (35) 116 (42)

Total 280 (100%) 280 (100%)
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   Comparison of Present Study to Lovern’s (1987) and Murray’s (1975)
   Study

Results of the present study were compared to those obtained

by Lovern in 1987 and Murray in 1975.  Survey response rates for

the three studies were quite similar.   The 1975 study reported an

86% response rate while the 1987 and 1996 studies show an 81% and

78% response rate, respectively.    Age distribution data for the

three studies is presented in Table 10.  It can be seen that in

the present survey there were no respondents under the age of 25,

with the majority of participants being between the ages of 36 and

55.  The ages for the three surveys clearly shows a “greying” of

the profession.  In terms of gender, there has been a dramatic

increase of females entering the profession since 1975, as

illustrated in Table 11.  Marital status patterns appear

essentially unchanged across the three surveys, noted also in

Table 11.  

Comparative salary ranges are indicated in Table 12.  It is

important to note that although we observe a general upward trend

in salaries, this table does not take into account rates of

inflation. Comparative levels of academic training are presented

in Table 13.  It may appear that there has been a general “over-

credentialing” of the profession of school psychology.  

Years experience as a school psychologist, classroom teacher,

and in other psychological settings  are presented in Table 14.  
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Table 10

Comparative Age Distribution Percentages

1975 1987 1996

Age Range

<25 4 2 0

25-35 56 43 25

36-45 13 34 38

46-55 11 12 29

56-65 4 2 6

>65 0 0 1

NR 12 7 1

Total 100% 100% 100%
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Table 11

Sex and Marital Status Percentages

1975 1987 1996

SEX

Male 48 32 23

Female 49 68 76

NR 3 0 1

Total 100% 100% 100%

   Marital       Status   

Married 82 72 79

Not Married 15 28 20

NR 3 0 1

Total 100% 100% 100%
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Table 12

Comparative Salary Ranges

Percentages

1975 1987 1996
   Salary       Range   

Under 10,000 2 3 2

10,000-15,999 57 6 1

16,000-20,999 17 5 <1

21,000-25,999 13 29 4

26,000-30,999 1 31 7

31,000-35,999 0 14 15

36,000-40,999 0 8 19

41,000-45,999 0 3 12

46,000-50,000 0 0 12

>50,000 0 0 24

No Response 10 1 4

Total 100% 100% 100%
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Table 13

Comparative Levels of Academic Training

   Degree

1975 1987 1996

Masters in Educ. 7 5 1

Masters in Psy. 25 9 4

Training > Masters in Educ. 22 19 8

Training > Masters in Psy. 38 28 20

Educ. Specialist Degree (Ed.S.) 0 20 33

Training > Ed.S. 0 6 11

Doc. in Educ. (Ed.D.) 5 7 10

Doc. in Educ. (Ph.D.) 2 0 2

Doc. in Psy. (Psy.D.) 1 1 1

Doc. in Psy. (Ph.D.) 0 5 9

No Response 0 <1 1

Total 100% 100% 100%
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Table 14

Years Experience as a School Psychologist,

Teacher, or in Other Psychological Settings  

Mean Years Experience

1975 1987 1996

School Psychologist 5.99 7.85 10.61

Classroom Teacher 3.67 1.68 1.71*

Other Psychological Setting 2.66 1.61 1.94

* This mean was based on mid-points of the interval.
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The profession’s aging patterns are reflected in terms of the

increasing number of participants in the present study who

reported ten or more years experience as a school psychologist.

In terms of classroom experience, similarities exist in terms of

the number of years reported in all three studies.  Finally,

comparative data reflect striking similarities in terms of

participant experience in other psychological or psychiatric

settings as well.  In other words, practitioners continue to

report few years experience in the classroom or in other

psychological settings.  

Comparative summaries for "The Importance of School

Psychologist Attributes" section are presented in Table 15.  In

terms of the preferred educational level, all three studies

support the sub-doctoral level.   As for nature of training, there

is a clear preference across all three studies for psychology or a

combination of education and psychology as compared to education.

Respondents consistently indicate a preference for school or

educational psychology for doctoral training, and the majority of

practitioners have no preference concerning the specific type of

doctoral degree.    Finally, when asked about experience in other

settings including the classroom and other psychological and

psychiatric settings, respondents are fairly noncommittal.  Small

percentages of respondents indicate a preference either for one or

the other, and somewhat larger percentages indicate a preference

for both.
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Table 15

Comparative Summary: Importance of Attributes

   Preferred       Educational       Level   
1975 (%) 1987 (%) 1996 (%)

Masters * ** 22
Specialist 53* 45** 53
Doctorate _____ 11 8
No Preference _____ 44 17

   Nature       of       Training   
Education 1 <1 2
Psychology 49 43 35
Education and Psychology 47 55 60
No Preference 3 2 3

   Doctoral       Training   
School or Educational Psychology 75 72 75
General Psychology or Clinical
Psychology

12 5 9

Education 3 1 1
No Preference 10 22 15

   Doctoral       Degree   
Doctor of Education 9 13 10
Doctor of Philosophy 20 15 18
Doctor of Psychology *** 15 13
No Preference 71 57 59

   Nature       of       Experience   
Classroom Teacher 17 14 17
Psychological or Psychiatric Setting 13 10 12
Both of the Above 44 29 33
No Preference 26 47 38

*  53.0% of participants indicated a preference for the sub-     
doctoral level.
**  44.89% of participants indicated a preference for the sub-      
doctoral level.
*** The Psy.D. was not presented as an option in the 1975 study.
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The "Importance of School Psychologist Participations" sections of

all three studies  shared in common the following 8 of 21 items in

which 50% or more of school psychologists rated the item as

"important or very important" and/or "absolutely must or

preferably should".  Included were the following items:

1.  Reads current professional publications.

2. Maintains close working relationships with other professionals

and professional groups.

3. Attends local, regional, state, and national meetings of

professional psychological groups.

4. Attends local, regional, state and national meetings of

professional educational groups.

5. Attends workshops sessions and conventions of professional

organizations.

6. Participates in the activities of community organizations

concerned with mental health.

7. Is a member of The National Association of School Psychologists.

8. Is a member of The Virginia Academy of School Psychologists.

One item, "Making informal visits to other school systems and

community service agencies" was rated highly in the 1987 study but

not in the 1975 or 1996 study.
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   Comparative Summary   

In the 1975 and 1987 studies, respondents were asked to rank

a variety of functions in terms of importance and frequency of

performance.  In the present study, respondents  were asked to

rate both the importance and frequency of functions.   Presented

in Table 16 are the ten ranked functions from the former studies

along with their relative rankings from the current study.

It can be seen from the results of the present study that

diagnostic studies no longer lead in terms of practitioner’s

importance ratings.  Service as a consultant to teachers is now

ranked first.  Participation in eligibility meetings (which ranked

second) along with consultation with administrators has also risen

in importance from the two previous studies.   It appears that

those functions ranked least in importance in 1975 and 1987,

including group testing, research activities, and community

services, continue to be of lesser importance from the school

psychologist’s viewpoint.

It becomes obvious upon reviewing the rankings for the

frequency of functions, that performing diagnostic studies remains

at the top.  So, in terms of frequency of performance, not

importance ranking,  agreement exists across the three studies.
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Table 16

Comparative Summary: Importance  of Functions

Function 1975 1987 1996
Rank

(mean)*
Rank

(mean)*
Rank

(mean)*

Diagnostic Studies 1 (2.14) 1 (2.46) 5 (3.62)

Consultant to Teachers 2 (2.76) 2 (3.52) 1 (3.78)

Conferences with Pupils/Parents 3 (2.98) 3 (4.02) 4 (3.63)

Special Placements Eligibilities 4 (4.41) 6 (7.37) 2 (3.71)

Consultant to Administrators 5 (4.62) 4 (6.34) 3 (3.70)

Follow-Up Studies 6 (4.90) 5 (6.70) 6 (2.80)

Curriculum Development 7 (7.79) 8 (10.64) 8 (2.30)

Community Services 8 (7.99) 7 (10.43) 10 (1.71)

Group Testing 9 (8.41) 10 (11.82) 9 (2.0)

Research 10 (8.72) 9 (10.71) 7 (2.75)

* 1996 rankings are based on mean ratings of the 1-4 response
scale; means shown for 1975 and 1987 are the average ranks
assigned to each item.
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Table 17

Comparative Summary: Frequency of Functions

Function 1975 1987 1996
Rank

(mean)*
Rank

(mean)*
Rank

(mean)*

Diagnostic Studies 1 (1.73) 1 (1.53) 1 (3.65)

Consultant to Teachers 3 (3.18) 4 (4.27) 3 (3.11)

Conferences with Pupils,
Parents

2 (3.17) 3 (4.16) 4 (3.04)

Special Placements,
Eligibilities

4 (3.54) 2 (2.99) 2 (3.57)

Consultant to Administrators 5 (4.86) 5 (6.10) 5 (2.89)

Follow-Up Studies 6 (5.28) 6 (6.70) 6 (1.94)

Curriculum Development 8 (8.04) 8 (10.99) 8 (1.37)

Community Services 7 (7.70) 7 (10.22) 10 (1.11)

Group Testing 9 (8.32) 9 (11.20) 7 (1.67)

Research 10 (8.87) 10 (11.21) 9 (1.32)

* 1996 rankings are based on mean ratings of the 1-4 response

scale; means shown for 1975 and 1987 are the average ranks

assigned to each item.
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Agreement also exists generally, across the three studies in

terms of areas of least frequent performance, namely group

testing, research, curriculum development, and community services.  

Other noted areas of frequent performance in all three

studies include participation in eligibility meetings for the

determination of student placements; teacher consultation;

conferences with pupils, teachers, and parents and finally,

consultation with administrators.  

Results of the present study serve to confirm the continued

emphasis on diagnostic studies as being among the most frequently

performed function of the school psychologist, yet not necessarily

the most important.  Other direct services to children, such as

participation in eligibility committee decisions, counseling

services; and consulting with teachers and administrators are

viewed as equally important.  Participation in IEPs and curriculum

design remain among those activities less emphasized.  Group

testing activities , research and evaluation remain among the

least emphasized.
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   Summary   

The results of the study have been presented in this chapter.

An overall response rate of 78% was obtained.  Demographic data

were presented and respondents indicated which attributes the

school psychologist should possess and the professional activities

and organizations in which they should be involved.  The

respondents indicated, via ratings, the relative importance and

frequency of performance of specific functions of the school

psychologist.  The influence of selected demographic variables

were reviewed in light of their noted influence on participant

responses.  School psychologists were also asked to rate the

importance of legislation and education and/or health care reform

on their roles over the  last 5-10 years.  Finally, the results of

the current study were compared to those presented by Lover in

1987 and by Murray in 1975.
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CHAPTER V

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

This chapter summarizes the results of the study and includes

a review of the research questions, methodology, findings, and

conclusions.  Discussion and implications of the findings, and

recommendations for the profession and future research are also

discussed.

   Review       of       Research       Questions       and       Methodology   

This study investigated the present role and function of

school psychologists employed in the Commonwealth of Virginia and

assessed changes within the last ten years.  Specifically, answers

to the following research questions were sought:

1.  What is the perceived importance of various personal and

professional attributes or characteristics and is there agreement

within the group surveyed on these attributes?

2. What is the relative degree of importance that school

psychologists attach to the various functions of their present

position?

3.   What is the relative frequency with which school

psychologists perform the various functions of their present

position?

4. What is the relative degree of importance that school

psychologists attach to the various functions of their present
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position compared to the relative frequency with which they

actually perform those same functions?

5.  What degree of importance do school psychologists attach to

their participation in various professional activities and is

there agreement within the group surveyed?

6.  Is it the perception of school psychologists that legislation

and/or educational and health care reform initiatives have

influenced their roles during the past ten years?  

7.  What is the relationship of selected demographic variables to

school psychologists' perceptions of the importance of various

functions of their positions?

8.  What is the similarity between results obtained in this study

and those obtained in Murray's study and Lovern's study relative

to the aforementioned areas?

Participants in the study were identified using a list of

National Association of School Psychologist (NASP) members with

Virginia mailing addresses, which was provided by the NASP

membership office.   All members within this group were asked to

respond to the questionnaire.  Data collection was accomplished

through the following five steps:  (1) a preliminary letter, (2)

the initial mailing of survey materials; (3) the first follow-up

mailing, (4) the second follow-up mailing; and (5)  the follow-up

personal phone call.  Initially, 404 packets were mailed out.

Each return was identified using previously assigned numbers and

then matched to a specific mailing stage based upon the date of
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receipt.  One packet was returned by the postal service as "Moved,

Not forwardable," and this was deleted, yielding a total of 403

possible participants.  Additionally, 38 surveys were returned

incomplete with notations such as: "retired"; "not employed in the

state of Virginia"; "presently unemployed" or "employed full-time

as a college professor or administrator" (in other words, no

longer working as a full or part-time school psychology

practitioner).  This brought the total to 365 possible

participants, or which 282 returned completed surveys.  Study

findings, therefore, reflect the data from 282 practicing school

psychologists, an overall response rate of 78%.  Responses were

analyzed statistically with the use of the computer facilities at

Virginia Polytechnic Institute and State University.

   Summary of the Findings and Conclusions   

The results of the study were used to answer and provide

conclusions regarding the previously posed research questions.

These questions will serve as a framework for summarizing

findings.

1.  The perceived importance of various personal and professional

attributes or characteristics is indicated by responses to the

importance of attributes section.   In terms of preferred level of

training, most practitioners indicated the specialist (Ed.S.)

level as being adequate.  Similar findings are noted by Reschly

and Wilson (1995) in their comparison of results from two NASP

funded national surveys from 1986 and 1991-92.  The authors report
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that practitioner degree status changed during that five-year

period with the number of master’s degrees decreasing and the

number of specialist degrees increasing.  There were no

significant changes in the number of doctoral degrees during that

period, with both surveys reporting about 21% of school psychology

practitioners holding doctorates.  However, in the present study

when participant preferences are compared to their actual levels

of training, considerably more respondents held the doctorate than

those indicating a preference for it.  As for the preferred major

field, a combination of education and psychology was indicated by

most respondents.  In actuality, slightly more practitioners

reported having training in education than in psychology.  School

Psychology was indicated as the preferred degree specialty with no

preference indicated for the Doctor of Education, Doctor of

Philosophy, or Doctor of Psychology.  Preferences for previous

experience were mixed, with approximately the same number of

respondents indicating that the school psychologist should have

experience in the classroom as those who indicated experience was

desirable in other psychological and/or psychiatric settings.  

When compared with actual experience, it appears that the majority

of school psychologists have less than one year of experience

either in psychological or psychiatric settings or as classroom

teachers.  

2.  The relative degree of importance that school psychologists

attach to the various functions of their present position is
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indicated by responses to the importance and frequency of

functions section.   Respondents rated some of the more

traditional direct and indirect services to children as most

important, such as consultation with teachers, participation in

eligibility committee meetings, parent conferences, and diagnostic

studies.   Those areas rated lower in terms of importance were

group test administration, curriculum design for both general  and

special education, employee assistance programs, adult education

programs, alternative education programs, and research to assess

community attitudes.   

3.   The relative frequency with which school psychologists

perform the various functions of their present position is

indicated by responses to the importance and frequency of

functions section.

School psychologists reported performing  the following functions

most frequently: diagnostic studies; participation in eligibility

committee meetings; parent conferences; and consultation with

teachers and administrators.  In contrast, school psychologists

reported performing  the following functions least frequently:

participation in IEP meetings; transition planning (ITP meetings);

group test administration; consultation with alternative education

programs; in-service training programs on such topics as student

disabilities and behavior management strategies; parent education

classes; curriculum design for both general and special education

programs; prevention, employee assistance, and alternative
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education programs; and virtually all facets of investigative

research to  assess the general needs of the school system and

ascertain measures of the effectiveness of various prevention

programs.  The current findings seems to parallel results from

other national surveys.  Reschly & Wilson (1995) report results

from two such surveys, 1986 and 1991, wherein one-half of all

practitioners estimated they spent 75% or more of their time with

special education services, which, for the most part, involved

psychoeducational assessment and related activities.

4. The relative degree of importance that school psychologists

attach to the various functions of their present position as

compared to the relative frequency with which they actually

perform those same functions is indicated by a comparison of

responses obtained in the aforementioned section.  Respondents

rated some of the more traditional direct and indirect services to

children as most important and most frequently performed.  Those

functions included diagnostic studies, participation in

eligibility meetings, group test interpretation,  parent

conferences and consultation with teachers.

In terms of those functions rated least important as well as

performed on an infrequent basis, respondents gave consistently

lower ratings to those functions categorized as “Program Design

and Implementation.”  These items included such functions as

curriculum design for both general and special education programs;

employee assistance and adult education programs; research to
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assess community attitudes; and finally, group test

administration.

Specific to the current study and most noteworthy are those

functions which respondents rated as important but did not perform

very frequently.  Included were participation in IEP meetings,

counseling, transition planning, consultation with administrators,

inservice training on disabilities and behavior management; parent

education programs; prevention and alternative education programs;

and various facets of research in the schools to include the

effectiveness of special education programs, prevention programs,

and school system needs assessment.

Fortunately,  there were no functions rated  as unimportant

which practitioners reported performing with high frequency.

The school psychologists’ current rating of diagnostic

studies as well as parent and teacher consultation as being most

important and most frequently performed is indicative of

predictions cited in previous studies.  Johnson (1990) predicted

the school psychologist’s diagnostician role would be continuously

enlarged to include consultation.  Additionally, Reschly & Wilson

(1995) compare faculty and practitioner views regarding the

expansion of the diagnositican role.  Both groups were in close

agreement regarding the desirability of changing the school

psychologist’s role toward greater involvement with direct

intervention and problem solving consultation, with a reduced, but

still significant, emphasis on psychoeducational assessment.
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5.  The degree of importance that school psychologists attach to

their participation in various professional activities is

indicated in the importance of participations section.

Respondents rated the following as most important: reading current

professional publications; maintaining professional relationships;

attending professional psychological meetings and workshops;

maintaining membership in The Virginia Academy of School

Psychologists and National Association of School Psychologists

organizations.

6.  Respondents’ perception of the influence of legislation and/or

educational and health care reform initiatives on their

professional roles during the  past ten years is indicated by

responses from this section.   Respondents indicated that both

legislation and education and/or health care reform initiatives

had influenced their roles during the past five to ten years.

This finding was anticipated considering the pertinent legislation

which has been drafted as a result of the 1983 report:    A       Nation       at

   Risk   , which claimed that American schools were mediocre and

inferior to those in other nations.  Ysseldyke and Geenan (1996)

review four pieces of federal legislation which have guided

national educational reform and have the potential to continually

expand the role of the school psychologist.  Included are Goals

2000: The Educate America Act; The Improving America’s Schools

Act; The School-to-Work Opportunity Act; and the Reauthorization

of The Individuals With Disabilities Act.  
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The impact of health care reform on both the current and

future role of the school psychologist is realized by Knoff (1986)

as he describes one school-based  community mental health service

delivery model.  The school, being the most significant setting in

all students’ lives (next to the home), can serve as the setting

where mental health problems can be first discovered, where many

treatment programs can be implemented and tracked, and where

treatment outcomes can be evaluated.   Kolbe et.al., (1997)

describe various ways in which psychologists of all types can help

implement more effective school health programs, nationwide.

School psychologists are seen as pivotal in this process of school

community health care reform due to their specific skills in the

development of IEPs for students with health problems.  

7.  The relationship of selected demographic variables to school

psychologists' perceptions of the importance of various functions

of their positions is indicated by the chi square analysis

conducted using the variables of age, sex, academic training

level, number of years experience as a teacher, and number of

years experience as a school psychologist.  Results indicated that

(1) significantly more males than females believed that it was

important for the school psychologist to conduct research to

evaluate the appropriateness of prevention programs; (2) the

higher the respondent’s level of training, the more important that

he/she believed it was for the school psychologist to hold the

doctorate; (3) school psychologists with fewer years of experience
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believed it was more important to conduct parent education

classes; and (4) respondents with one year of experience or less

did not rate classroom experience being as important as those

school psychologists with more than one year of experience.  

8.  Similarities between results obtained in this study and those

obtained in Murray's and Lovern's studies relative to the

aforementioned areas are indicated by the comparative analysis

done on those variables which the three studies had in common.

Similarities were noted in terms of  response rates (of

approximately 80%); respondents’ years experience in the classroom

and other settings; and the importance of various attributes such

as the preferred nature of training being in either psychology or

a combination of psychology and education.  Striking similarities

were also noted among the three studies in terms of the importance

of participation in professional psychological organizations,

specifically NASP and VACP, as well as  the continual reading of

current professional publications and attendance at professional

psychological meetings and workshops.  Finally, notable agreement

exists across the three studies regarding practitioner perceptions

of the  frequency of functions, yet to a somewhat lesser degree in

terms of the importance of functions. It can be seen from the

results of the present study that “diagnostic studies” no longer

lead in terms of practitioner’s importance ratings; the role of

“consultant to teachers” has now taken the lead.   Participation

in eligibility meetings (which ranked second) along with
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consultation with administrators has also risen in importance from

the two previous studies.   It does appear that those functions

traditionally ranked least in importance including group testing,

research activities, and community services continue to be viewed

as such by the school psychology practitioner.

It becomes obvious upon reviewing the rankings for the

frequency of functions that diagnostic studies remain at the top.

So, in terms of frequency of performance, not importance ranking,

agreement exists across the three studies.  Agreement also exists

generally across the three studies in terms of areas of least

frequent performance, namely group testing, research, curriculum

development, and community services.  

Other noted areas of frequent performance in all three

studies include participation in eligibility meetings for the

determination of student placements; teacher consultation;

conferences with pupils, teachers, and parents and finally,

consultation with administrators.  

Results of the present study serve to confirm the continued

emphasis on diagnostic studies as being among the most frequently

performed function of the school psychologist, yet not necessarily

the most important.  Other direct services to children, such as

participation in eligibility committee decisions, parent

conferences; and serving as consultant to teachers and

administrators are viewed as equally important.  Participation in

IEPs and curriculum design remain among those activities less
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emphasized.  Group testing activities, research and evaluation

remain among the least emphasized.

Differences across the three studies can be seen in the

comparison of respondent ages, with the current study reflecting a

much older sample of practitioners.  A comparison of two national

surveys in 1986 and 1991-92 revealed that the median ages of

school psychology practitioners and faculty increased by two years

during this five year period (Reschly & Wilson, 1995). Secondly,

there seems to have been a dramatic increase in the number of

females entering the profession, a finding also noted in  recent

national surveys (Reschly & Wilson, 1995).  Finally, what appears

to be a general over-credentialing of the profession is indicated

in the present study by the fact that more practitioners actually

hold doctoral degrees than those indicating a preference for the

degree. This may be related to confounding or unknown factors

beyond the scope of this study.  Generally, the results of the

present study provide no evidence that the field is progressing

toward doctoral level status.  Evidence from other studies

indicates that 80% of new graduates of school psychology programs

are at the specialist level and over one-half of all current

school psychology programs are located in institutions not

authorized to award doctoral degrees (Reschly & Wilson, 1995).
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   Discussion and Implications of the Study

The results of this study supported many of the roles and

functions proposed for school psychologists in the literature.

The fact that respondents tended to rate items within the "Direct

Services to Children" section as most important and performed most

frequently seems to provide continued support for the

diagnostician role.   As compared to the previous studies, the

more traditional diagnostician role may have evolved to include

the assessment and prescription of children's services within a

much broader perspective.  For example, practitioners indicated

that it was important for school psychologists to participate in

eligibility decisions not only for special education placement,

but also for alternative placements which included private

schools, alternative education programs, and a variety of

prevention programs.  National surveys done in 1986 and 1991

indicated that about one-half of school psychology practitioners

spent 75% of their time with special education services, evidence

which clearly indicates that traditional roles with

psychoeducational assessment and special education services

continue to dominate the practice of school psychology.  In both

of those surveys, however, it is reported that clear consensus

existed among practitioners and faculty alike as to role expansion

in the direction of reduced emphasis on psychoeducational

assessments and increased emphasis on direct intervention and

problem solving consultation (Reschly & Wilson, 1995).  
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The recent emphasis on inclusive models of instruction along

with the current Reauthorization of The Individuals with

Disabilities Act (IDEA), together have served to enlarge the more

traditional diagnostician role for the school psychologist.

Franklin (1996) outlines aspects of the IDEA's reauthorization

proposal which includes more generic categories for disabilities;

increased involvement of the student in regular education

programs; and an assessment process which would include greater

parental involvement, with triennial reevaluation no longer being

an automatic requirement.  Canter (1997), in his article on the

future of intelligence testing in the schools, states that a

variety of school reform efforts highlight the decreasing value of

traditional assessment and the need for educators to develop

alternative means of measuring students’ skills and progress.  It

therefore seems reasonable to surmise that the school

psychologist's traditional reliance on norm-referenced tests

designed to predict and classify students into special education

categories will be reduced, perhaps even replaced.

Findings also support the literature which indicates that

research is the least performed function, even though school

psychologists believe that it would be a valuable service to local

school systems.  Practitioners’ continued commitment to the

importance of this function may be an integral part of their

future role in educational reform.  Reliable measurements of the

effectiveness of educational interventions are currently being
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demanded as educators are held more accountable for student

behavior, both academically and socially.  As noted by Steege and

Wacker (1995), consumers of psychological services are

increasingly interested in objective measures of treatment

efficacy.  The willingness to accept intervention services solely

because practitioners have had previous success using the

intervention with other students is rapidly decreasing.

Comparisons of present results and those reported by Murray

(1975) and Lovern (1987) indicate consistency in terms of the

importance of the school psychologist's consultative roles with

teachers, parents, and school administrators.  School

psychologists are currently offering services to both teachers and

parents of children diagnosed with Attention Deficit Hyperactivity

Disorder (ADHD), and in many instances, services provided have

been in the naturalistic environment of the classroom which has

proven more useful than clinic settings (Power, 1994).

Furthermore, school psychologists are increasingly being referred

to as "prevention consultants" in many systems (Vernon, 1990;

Tharinger, et. al., 1988).  Programs of this type  have included

substance abuse; teen pregnancy; violence; and suicide prevention

(Forman and Linney, 1988; Paget, 1988).  School psychologists are

also expected to now play a direct consultative role in the

development, implementation, and evaluation of school safety and

violence prevention programs (Stevens, 1994; Hughes and Hasbrouck,

1996; Mazza, 1997).  This is in addition to their more traditional
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roles of providing direct services in crises situations such as

student suicides and follow-up prevention programs (Mazza, 1997).

New areas of functioning since 1987 include transition

planning, consultation services for alternative education and

prevention programs; and curriculum design and development for

adult education, alternative education, and prevention programs.

The majority of these newer functions were rated as important by

practitioners but were not yet performed on a frequent basis.

Counseling services, although mentioned occasionally in the

earlier literature, seems to have taken on a broader perspective

to include referrals from alternative education settings.

Several implications can be drawn from the results of this

study.  They may have value to Virginia school psychologists,

trainers, superintendents or other employers of school

psychologists, and to professional organizations, as well.

Educational legislation and health care reform initiatives

have recently acknowledged the formation of school/community

partnerships as critical for the delivery of comprehensive health,

welfare, mental health, and educational services for children and

families.  Such school-based social reform efforts propose

tremendous opportunity for the school psychologist to assume a

leadership role in redefining their traditional roles and service

delivery models.  

Secondly, school-based social reform movements provide unique

challenges for school superintendents and pupil personnel services
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administrators.  It becomes increasingly obvious that school

programs can no longer operate as separate from the community and

therefore, school psychologists must be allowed to emerge from

their special education assessment vacuums to serve all students.

School psychologists are uniquely qualified to serve as active

participants in school reform, as they are knowledgeable of

children’s appropriate developmental instruction levels and have

the research and program evaluation skills to measure the

effectiveness of both academic and social programs.

There are  implications for school psychology trainers and

professional organizations in terms of the challenge of

incorporating school psychological services into the general

school  curriculum,  thereby encouraging a divorce from special

education!  It is only through such a redefinition of roles that

school psychological services can attain the visibility necessary

to function as an integral link in school based social reform.

Finally, the implications for school psychology trainers will

be to assume the leadership role in the development and proposal

of integrated service delivery models.  This will necessitate an

efficient, cost effective yet comprehensive merger of community

health, mental health, social, and psychological services  with

the traditional school-based services in order to meet the needs

of all children and their families.
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   Recommendations

The results and implications of this study provide the basis

for recommendations for the profession and further research.

   Recommendations       for       Further       Research   

1. Studies should be designed to assess the views proposed by

school psychology training programs as compared to practitioners

in the field in terms of the school psychologist's role and

function.

2. Additional studies should be conducted which include non-NASP

members.  Such studies could be compared to the present study to

investigate differences in opinion, which may or may not be

influenced by the NASP stance on professional issues regarding

the importance of various roles and functions.

3. Additional studies should be conducted which include members of

VASP as a separate group as compared to NASP members.

4. Studies should be designed and conducted to investigate the

impact of the most recent Reauthorization of The Individuals

With Disabilities Education Act (IDEA) on the role of school

psychologists in Virginia and at the national level.

5. Studies should be designed to assess the perceived effectiveness

of school psychologists to meet the needs of students in light

of the Reauthorization of The Individuals With Disabilities

Education Act (IDEA).  
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6. Follow-up studies, in approximately ten years, of the role and

function of Virginia school psychologists would be helpful in

determining changes in the role and function over time.

7. Research should be conducted on a national sample of school

psychologists regarding the role and function using a survey

similar to the one used in the present study.  The results could

be compared with the findings of this study and would provide a

baseline for future national longitudinal studies regarding

changes in the role and function of school psychologists over

time.

   Recommendations       for       the       Profession   

1. School psychologists should evaluate their own skills and

abilities in light of the requirements outlined in the

Reauthorization of  The Individuals With Disabilities Education

Act.  Once practitioner skill deficits are identified, the

professional organizations should work in conjunction with the

state department of education to provide inservice training

through conferences, seminars, and workshops.

2. School psychologists should become increasingly proactive in

convincing school superintendents and other top administrators

to allow them to work jointly with regular education personnel

in efforts to re-design and re-structure school psychological

services.  This should be done in such a way as to decrease the

alignment with special education and therefore maximize chances

of serving regular students.
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3. School psychologists should take advantage of every opportunity

to participate in regular education initiatives both at the

school and community level.  

4. School psychology training programs should provide students with

increased knowledge and experience in the delivery of school

psychological services through alternative or integrated service

delivery models.  Again, the purpose should be to eradicate the

tradition perception of the school psychologist as merely a

tester for special education, but as a psychologist who works in

the school setting to meet the needs of all students.
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APPENDIX C

A. Salary Ranges and Type of Contracts for Full Time Males And

Females

B. Years Experience as a School Psychologist for Males and

Females

C. Work Settings

D. Certification and Licensure

E. Membership in Professional Organizations
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Table A
Salary / Type of Contract

Full Time Males

9-10 mo. 11 mo. 12 mo.
(N=11) (N=25) (N=21)

Salary Range Percent Percent Percent

Under $10,000 0 0 0
$10,000-$15,999 0 0 0
$16,000-$20,999 0 0 0
$21,000-$25,999 0 0 0
$26,000-$30,999 0 0 0
$31,000-$35,999 19 12 0
$36,000-$40,999 27 36 4
$41,000-$45,999 27 16 19
$46,000-$50,000 27 12 10
Over $50,000 0 24 67

Total 100% 100% 100%

Full Time Females

9-10 mo. 11 mo. 12 mo.
(N=54) (N=83) (N=28)

Salary Range Percent Percent Percent

Under $10,000 0 0 0
$10,000-$15,999 0 0 0
$16,000-$20,999 2 0 0
$21,000-$25,999 0 0 0
$26,000-$30,999 15 1 7
$31,000-$35,999 30 20 3
$36,000-$40,999 22 23 11
$41,000-$45,999 15 12 11
$46,000-$50,000 9 13 29
Over $50,000 7 30 39

Total 100% 100% 100%
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Table B

Years Experience as a School Psychologist

Years Experience Male Female Total

N Percent N Percent N Percent

1 year or less 3 6 13 7 16 7
2 - 5 7 13 38 21 45 19
6 - 10 5 9 36 20 41 17
11 - 20 20 38 75 41 95 40
> 20 18 34 21 11 39 17

TOTAL 53 100 183 100 236 100.00
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Table C

Work Setting

No. Psychologists No.
Employed in System

No. Of Systems Full-
Time (%)

No. Of Systems Part-
Time (%)

N (%) N (%)
0 4(2%) 96(42%)
1 20(8%) 49(21%)
2-5 74(31%) 60(26%)
6-10 38(16%) 17(7%)
11-20 35(15%) 7(3%)

More than >20 67(28%) 1(1%)

Total Responding 238(100%) 230(100%)
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Table D

Certification and Licensure

Certification/Licensure by the Virginia Department of Education

Type Number of
Individuals

Percent of
Total

Postgraduate Professional License 190 7
Pupil Personnel Services License 76 29
Superintendent’s License 1 <1
Provisional (or not yet licensed) 4 1

TOTAL 282 100

Licensure by the Commonwealth of Virginia Board of Psychology

Type Number of
Individuals

Percent of
Total

Licensed Psychologists 21 8
Licensed School Psychologists 55 20
Licensed Clinical Psychologists 23 8
Licensed Professional Counselors 10 4
Not Licensed 169 60

TOTAL 282 100
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Table E

Membership in Professional Organizations

Organization Number of
Members

Percent

American Psychological
Association

29 10

Division 16, The Division of
School Psychologists of the APA

25 9

Virginia Psychological
Association (VPA)

95 34

American Counseling Association
(ACA)

09 3

Virginia Counseling Association
(VCA)

05 2

National Education Association
(NEA)

38 13

Virginia Education Association
(VEA)

29 10

National Association Of School
Psychologists (NASP)

282 100

Virginia Academy Of School
Psychologists (VASP)

103 37

Council for Exceptional Children
(CEC)

20 7

Others 23 8
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School Divisions Represented in the Study

Name of School Divison Number of
Individuals

Percent of
Total

County

Accomack 1 .35
Albemarle 4 1.42
Amelia 1 .35
Amherst 2 .71
Arlington 6 2.12
Augusta 3 1.06
Bath 1 .35
Bedford 2 .71
Botetourt 1 .35
Campbell 2 .71
Chesterfield 16 5.67
Clarke 2 .71
Culpepper 2 .71
Dinwiddie 3 1.06
Fairfax 41 14.54
Fauqier 3 1.06
Fluvanna 2 .71
Franklin County 1 .35
Frederick 2 .71
Giles 1 .35
Gloucester 2 .71
Grayson 1 .35
Greene 1 .35
Halifax 1 .35
Hanover 3 1.06
Henrico 7 2.48
Henry 1 .35
Lee 1 .35
Loudon 4 1.42
Lunenburg 1 .35
Mecklenburg 1 .35
Middlesex 1 .35
Montgomery 2 .71
Nottoway 1 .35
Orange 1 .35
Powhatan 2 .71
Prince Edward 1 .35
Prince William 12 4.25
Roanoke County 5 1.77



131

School Divisions (Continued)

Rockbridge 2 .71
Rockingham 2 .71
Shenandoah 3 1.06
Stafford 2 .71
Surry 1 .35
Warren 3 1.06
Washington 1 .35
Wise 1 .35
York 5 1.77
Alleghany Highlands 2 .71

City

Alexandria 2 .71
Charlottesville 3 1.06
Chesapeake 3 1.06
Danville 2 .71
Falls Church 1 .35
Franklin 1 .35
Fredericksburg 2 .71
Hampton 4 1.42
Harrisonburg 2 .71
Lynchburg 3 1.10
Newport News 7 2.48
Norfolk 10 3.56
Petersburg 1 .35
Poquoson 1 .35
Portsmouth 5 1.80
Radford 1 .35
Regional (shared) 1 .35
Richmond City 6 2.12
Roanoke City 3 1.10
Salem 2 .71
Suffolk 3 1.06
Virginia Beach 8 2.85
Williamsburg 1 .35
Winchester 1 .35

No Response 43 15.30

Total 282 100
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