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ABSTRACT

PERCEPTIONS OF SCHOOL PSYCHOLOGISTS AS LEADERS BH®OOL-BASED
ENVIRONMENTS

Samantha Ann Harding

Western Carolina University (October 2014)

Director: Dr. Lori Unruh

School psychologists have been encouraged to beleaders in their schools for decades.
Unfortunately, due to time constraints and tradiiloviews held by other educators, most school
psychologists have been unable to assume leadgrssiifpons within their schools. To assist
with the development of a leadership model spetifithe field of school psychology, Shriberg
(2008; 2010) completed some of the first reseabcduleadership within the field of school
psychology by surveying school psychologists alvanibus aspects of leadership as related to
their discipline. The survey that was developediie current study was modeled after the
survey that was used in Shriberg’'s (2008; 201®aeh. Participants in this study included 96
school-based school psychology practitioners (84el¥%ale and 15.6% male) from North
Carolina and South Carolina who completed a suttvalyasked various questions about their
leadership opportunities, leadership effectivenasd,beliefs about leadership within the field of
school psychology. Results indicate that thesedgbsychologists believe that they are only
moderately effective as leaders within their schpdéspite there being opportunities for them to
serve as leaders. Additionally, participants enspeal that strong communication skills,
effective interpersonal skills, a strong schoolgtogy skill set, effective problem-solving

skills, and acting as an advocate for childrenadiranportant to being an effective leader within



the schools. Significant differences were fountileen participants’ responses based on their
highest completed degree. It is hoped that data this study will assist school psychologists in

bridging the gap between ideal school psychologgddrds and their current practices within

school systems.
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CHAPTER ONE: LITERATURE REVIEW

History of School Psychology

School psychologists have traditionally providediwdual-level services within schools
that focus on the assessment of children’s acadefficulties and needs (Braden, DiMarino-
Linnen, & Good, 2001). Additional individual-leveérvices that school psychologists have
customarily performed include recommendations aflamic and behavioral interventions for
students who are experiencing difficulties and ea@abn of the supplemental services that are
provided to students (Sheridan & Gutkin, 2000) rdeent years, however, the roles of school
psychologists have been expanded in order to mdkede of their skill sets (Ysseldyke et al.,
2006).

Practicing school psychologists are now encouragedt as leaders in their schools to
reach more students at the systems-level, in additi their provision of individual-level
services in an attempt to prevent student diffiealbefore they occur (Braden et al., 2001; Ervin
& Schaughency, 2008; Shapiro, 2006; Ysseldyke.eP@06). Systems-level services are
provided to all students within a classroom, schookven school system. This contrasts with
traditional individual-level services which onlya@h one student at a time. This paradigm shift
requires school psychologists to proactively worthwall students to address students’ academic
and behavioral difficulties before they significigrdffect their functioning (lkeda, Neessen, &
Witt, 2008).

The following activities are examples of systemeeleservices in which school
psychologists are encouraged to demonstrate theareése and provide guidance to other school

members: conducting academic and mental healtlesiags, assisting with planning and



providing professional development opportunitiesgarents and teachers, collecting and
interpreting various types of school data (e.g@ndardized tests, curriculum-based assessments,
classroom observations, local achievement normsinpting safe and effective learning
environments for all students, advocating for stusfeneeds, and participating in decision-
making groups within their schools and communi¢iéational Association of School
Psychologists, 2010a; Ysseldyke et al., 2006). s&éhpoactive services that assist the general
population of students require additional skillarttthose that are employed for individual-level,
reactive services that school psychologists arastomed to providing at their schools. Itis
argued that one of the most important skills tichbs| psychologists can employ within
systems-level services is leadership (Braden g2@0D1; Ervin & Schaughency, 2008; Shapiro,
2006; Ysseldyke et al., 2006). By acting as lesgathin their schools, school psychologists
can ensure that they are reaching all studentsisigean appropriate and proactive manner.
Early Influences on School Psychology

The field of school psychology emerged around éte 19" and early 28 centuries as a
result of the need for educational specialists @&ittackground in psychology who could provide
services to children with various needs (Bradesl.e2001). Many social reform movements
arose during this time period and increased theadenfor school psychologists. These reform
movements increased efforts to expand general skiddces and protections to improve
children’s lives and futures (Fagan, 1992). Cleitdwere no longer only valued for their
contribution to the labor force - they became rdgdras a critical part of the future of society
(Braden et al., 2001; Fagan, 1992; Fagan & Wis@720

One of the reform movements that acted as a drivargg behind the need for school

psychologists was the enactment of compulsory doigptaws. These laws require that every



individual citizen attain a certain level of eduoat Compulsory schooling laws were passed
between 1890 and 1930 across the United Statestjaddéy changing the public school
environment by loosely guaranteeing free publiccation to all children (Fagan, 1992).
Despite the passage of these laws, states offed tai uphold compulsory schooling
requirements for children with disabilities, mirtas, and children from poor families (Winzer,
2007). Over time, states tightened their adherémcempulsory schooling laws so that the
number of children that enrolled in school andwagability within the student population
sharply rose. Children from diverse backgrounasamldren with physical, intellectual,
behavioral, and/or educational needs were gradgaign the opportunity to attend public
schools (Braden et al., 2001).

The newfound variability within schools and clagsns led to the development of
special education classes which served childreim vatious disabilities (Fagan, 1992). These
early “special classes” were a far cry from thecsgdeeducation classes that are offered today.
“Special classes” were often created to simplysgape students with disabilities from the
regular education classroom. This meant groupaggther children with diverse emotional,
behavioral, intellectual, physical, and/or edugaiacneeds (Winzer, 2007). Due to the great
variability within these “special classrooms” ahe resulting poor services provided, many
students with disabilities dropped out of the paiskhool system. Other children with
disabilities were forced out of the public schogdtem because they could not conform to a
school’s behavioral standards (Jacob, Decker, &3Harne, 2011; Winzer, 2007).

During that time, school psychologists were usedet@rmine if children were eligible to
attend public schools and if so, which classrooay tthould be placed in based on their abilities

(Braden et al., 2001; Fagan, 1992). Although cdsgy schooling laws had been passed,



children could still be denied an education if threeeds exceeded what the school was willing to
offer. Children were required to meet an establisbet of standards in order to attend school
within a certain district (Jacob et al., 2011).it€ra for attending school often included certain
adaptive behaviors and intellectual capabilitieshsas being toilet trained, ambulatory, and
holding the mental age of at least five years. éxfaldren were admitted into a school, school
psychologists worked to identify students who walrgible for special education classes in
which they could be provided with supplemental &y that attempted to meet their needs
(Braden et al., 2001; Fagan, 1992). Despite tnailability and qualifications for this task,
school psychologists were still in need of a systgrrtechnique for identifying students with
academic and behavioral difficulties.

The development of intelligence quotient or IQ 4esmultaneously occurred during this
period of great social change. As a result ofrttediability and popularity at the time, 1Q tests
quickly became essential to the process of idantifghildren in need of special education
services (Farrell, 2010). It was decided thateéhatelligence assessment tools should only be
used by professionals who were trained within telkel fof psychology to ensure that they were
properly administered and interpreted. Since ligeshice assessments could only be used by
trained professionals, school psychologists werergan exceptional opportunity to employ
their qualified skill sets. Intelligence testingdetrained school psychologists soon became
crucial components to special education decisiommiblic school systems (Farrell, 2010;
Reschly, 2000). This further established the rfeedchool psychologists within the schools
and assisted with the creation of a specializedenfor the field of school psychology. It was
important for the longevity of the profession tkatly school psychologists construct this niche

as soon as possible in order to prove their useésinvithin schools (Farrell, 2010). The demand



for intelligence testing has grown over time andteaies to be dominated within educational
settings by school psychologists.

After years of inappropriate and sometimes no elituta services, children with
disabilities were finally given the right to a fraed appropriate education by the federal
government in 1975. Congress passed the Edudatigxl Handicapped Children Act of 1975
(Pub. L. No. 94-142) which assured that all statesld provide children with disabilities a free
and appropriate education, no matter the sevetitiyadr impairments (Jacob et al., 2011;
Sullivan & Castro-Villarreal, 2013). Later, thw was amended to replace the term “handicap”
with “disability” which changed the name of thig & the Individuals with Disabilities
Education Act, better known as IDEA. Several anmeaaits were also added to IDEA in 2004
which maintained the concept of inclusive educatmrstudents with disabilities and increased
focus on improving educational outcomes for stuslenth disabilities (Jacob et al., 2011;
Sullivan & Castro-Villarreal, 2013).

With the passage of these federal laws, all chilsh@w have the opportunity to earn a
free and appropriate education, regardless of tiesds or disabilities (Jacob et al., 2011). This
means that school psychologists are now focusgaanding services to children based on their
individual needs, rather than the needs of thdéiostsystem. School psychologists no longer
have to evaluate and exclude some children fromiegan education based on the admissions
standards of their school systems. Insteadnibvg school psychologists’ ethical obligations to
act as advocates for all children and their divexseds (National Association of School

Psychologists, 2010b).



Current School Psychology Practice

The current role of school psychologists contintogsrimarily focus on the assessment
and evaluation of students with diverse needs (®leErvin, & Peacock, 2012). In fact,
modern day school psychologists devote approximatalf of their time (an average of 47%)
conducting psychoeducational assessments for $geitieation evaluations (Castillo, Curtis, &
Gelley, 2012; Fagan & Wise, 2007; Reschly, 200he amount of time school psychologists
have spent completing special education evaluahassot significantly changed within the
past decade. The remaining portion of their timgypically allotted to developing and
delivering individual-level interventions (23.2%)pnsultation activities (16.2%), and counseling
(8.8%) (Castillo et al., 2012). Although schooygsologists also report promoting effective
academic curriculum/instruction (12%), promoting®al-wide social emotional supports
(10.8%), and promoting and delivering early intenng activities (13.2%), these services are
not necessarily mutually exclusive from the otrewges that they provide. It seems that school
psychological services have preserved their origesponsibility of assessing and evaluating
children to determine the educational placemertwiilamost appropriately respond to their
individual needs.

Although school psychologists’ roles and respahsés have appeared to maintain
stability throughout the course of the professtbere have been changes to the techniques that
are used to assess students and the ways in vil@gkgulting data is used. The process of
assessment now employs both traditional cognitwaduations and functional behavioral
assessments which are used to inform intervengsigd, implementation, and evaluation
(Reschly, 2000). Due in part to IDEA, there hasrban increased emphasis on linking

assessments to interventions for students, instesichply using assessments to place students



in the appropriate educational setting (Jacob.eR@ll1; Reschly, 2000). School psychologists
are ideal personnel to perform functional behaviasaessments and develop interventions
based on students’ assessment data due to thenrande of skills (Ysseldyke et al., 2006).

Functional behavioral assessment uses the ecologoziel to gain a better
understanding of all of the factors that may b&igricing children’s behavior. Instead of
viewing the problematic target behavior as residuitfin the individual, functional behavioral
assessment re-conceptualizes the target behavéeoc@ssequence of various external factors
which influence the individual’s actions (Tilly, @8). This closely follows fundamental
components of the ecological model which statesitigividuals are inseparable members of
larger systems (Bronfenbrenner, 1977). Followheecological model and applying functional
behavioral assessments allows school psycholdgistsderstand how children affect and can be
affected by their environments. Considering theerous ways in which students’
environments can influence their outcomes, schegtipologists must understand how systems
work and how to intervene effectively within thdagger systems to make an impact on their
students (Sheridan & Gutkin, 2000; Ysseldyke et24l06).

In addition to the ecological model, school psyck@ts have also incorporated the
problem-solving model into their practices. Thelgem-solving model is a systematic, logical
process driven by data-based decision making whiedeyoal is to establish problem solutions
(Christ, 2008). Each facet of school psychologistek can be impacted by the problem-
solving model since it is a broad analytical precdmt involves four simple steps: identifying
the problem; understanding the characteristick®problem and why it is occurring; identifying
potential problem solutions; and evaluating thedet®ns dependent upon the student outcomes

(Christ, 2008; Tilly, 2008). Considering the wideplicability of this problem-solving model,



school psychologists are now being trained to mbt belp students within special education
classrooms, but to assist students within reguacation classrooms as well (Christ, 2008).

Another educational model that has influenced tihesrof school psychologists is
response to intervention (RTI). This model emphesthe need for alternative methods to
determine special education eligibility that invelusing students’ responses to evidence-based
interventions as opposed to traditional discrepanogels in which the discrepancy between
students’ IQ and academic achievement scores actetasdentify learning disabilities (Sullivan
& Castro-Villarreal, 2013). RTI ensures that stutdereceive high-quality instruction and
evidence-based interventions for their difficultpggor to entering the special education
classroom. If RTl is executed correctly withinchsol system, school psychologists should be
able to assist with the development and implemiemtaif interventions for students at all levels
within the RTI process. However, since most sclsgstems have only recently begun to
implement RTI, it is not likely that RTI procedureave caused dramatic change within the roles
of school psychologists (Merrell et al., 2012).

There are three tiers of instruction within RTItthge designed to meet students’ levels
of need. Itis recommended that approximately 8@@%iudents should have their educational
needs met in Tier 1 which involves evidence-basedausal instruction in the general education
classroom. In Tier 2, students who are not periiogrwell within Tier 1 (approximately 15% of
the student population) are provided with supplesdanstruction in small groups. Tier 3
involves individualized instruction for studentsewtio not respond to Tier 1 or Tier 2
instructional practices. Only about 5% of the stutdoopulation should require Tier 3
instruction, and based on their progress over tshalents within Tier 3 may be recommended

for special education services (Sullivan & Castitbavteal, 2013).



The introduction of the problem-solving model, dwlogical model, and RTI to the
practice of school psychology has encouraged tharesion of school psychologists’ roles.
With the application of these models, they can neach all students within the school
population and they are no longer limited to ordywing students who have or are suspected to
have a disability. This is a major expansion ughantraditional role that school psychologists’
once held that only included administering intedhge assessments to individual students.
School psychologists can use these models to reach students in less time by addressing
school-wide problems that affect many studentsiwitheir schools rather than only those that
affect small groups of students (Christ, 2008) sjpe the usefulness of these models, many
school psychologists are still unable to meet deali expectations that are held for their service
delivery.

Implications of this New Role

Over the course of its history, school psychology avolved to encompass much more
than its founders originally envisioned. Schoolgh®logists are currently viewed as problem-
analysts who are able to provide services to atrilcat all levels within the school population
(Reschly, 2008). This includes the provision af/gees to students at the individual level
(assessing and implementing intensive interventiona single student), group level (targeted
services delivered to small groups of studentsyystems level (universal services that influence
all students within the school population).

In addition to reaching students at all levels wittme school population, school
psychologists have also been given the respongitbliaddress student difficulties within a
preventive approach (Ysseldyke et al., 2006). iBusly, school psychologists focused on

assessments and developing interventions for egislifficulties within individual students.



However, it is now recommended that student diffies be addressed before they become
severe enough to warrant a teacher referral (Bratiah, 2001; Tilly, 2008). This can most
easily be accomplished through the use of schodéwcreenings, or systems-level assessments
that are designed to identify students who arés&tar are already experiencing difficulties
(Johnson, Mellard, Fuchs, & McKnight, 2006; TilR008). Not only does this prevent future
difficulties for students, this process also redutee number of assessment referrals that school
psychologists receive because students’ difficsiliee addressed before they significantly affect
their functioning.

Preventive services have also been endorsed bratddgislative and policy changes
such as the No Child Left Behind Act (NCLB) and @94 reauthorization of the Individuals
with Disabilities Education Act (IDEA). NCLB an@®EA mandate increased accountability for
educators through the use of evidence-based peadhat should result in measurable positive
outcomes for students (Curtis, Castillo, & Cohed0&. These acts gave rise to many of the
important functions that are essential and requaghin the practice of school psychology
today. The main components of NCLB and IDEA foonghe idea of preventing student
achievement difficulties. This includes increasedountability standards, the use of evidence-
based practices, and application of the problemisgimodel which has been identified as one
of the best techniques for producing improved stidaetcomes (Batsche, Castillo, Dixon, &
Forde, 2008; Curtis et al., 2008). Through theesys-level implementation of these techniques,
educators hope to prevent negative student outcanmeeachievement difficulties for all students
within their schools.

Although providing leadership during the implemeiota of systems-level services may

require additional time and effort for school psyidyists within the first few years of

10



implementation, these services will reduce longateaseloads and diminish the severity of
students’ future difficulties (Elliott, Huai, & Rah, 2007). Early and effective identification of
students’ academic or behavioral difficulties tigbhwschool-wide screenings, for example, will
allow educators to intervene before the studenticdlties cause sufficient distress to warrant a
referral to the school psychologist. Systems-leeeVices are therefore, in theory, a desirable
method for school psychologists to proactively stssiudents, prevent future difficulties, and
reduce the number of teacher referrals that thesive. By acting as leaders during the
implementation of these services, school psychstegian help to ensure that students are
receiving the services that they need in an ap@tgand timely manner.

School psychology practitioners have been encodrégyenany years to become more
involved at the school-wide level (Braden et adQ2; Ervin & Schaughency, 2008; Shapiro,
2006; Ysseldyke et al., 2006). Researchers amteavithin the field of school psychology
advocate for this change because of the beneéitastbuld be presented to practitioners and
members of their schools alike (Adelman & Tayld0Q@; Braden et al., 2001; Shapiro, 2006;
Splett, Fowler, Weist, McDaniel, & Dvorsky, 2013Ruidelines and standards for best practices
within the field of school psychology even urgeqbitéoners to act as leaders in systems-level,
preventive services. For instan8ehool Psychology: A Blueprint for Training and Bliae IlI
(2006) contends that school psychologists musigyaaite in systems-level services since they
hold the knowledge to assist in the organizatiosabiools and classrooms to promote learning
and prevent future difficulties (Ysseldyke et aD06). In fact, thd&lueprintalso suggests that,
“there has never been a greater need for schoohpkygists to take leadership in ensuring

guality mental health services for children” (p. 9)
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Barriers to Role Expansion

Ideally, school psychologists could serve as leadetheir schools without sacrificing
the time and effort that must be put into indivibigael services. However, there appears to be
little overlap between this idealized view of schpsychologists and the typical practices of
school psychologists. The average practicing dgpe@ahologist spends approximately half of
his or her time involved in traditional assessnaad intervention procedures (Castillo et al.,
2012; Fagan & Wise, 2007; Reschly, 2000). Thissdu# leave much opportunity for
practitioners to engage in systemic change in efdio the other services that they are expected
to provide.

The ideal school psychologist is envisioned to haldous roles which may include:
completing assessments and interventions for iddals and groups of students; enhancing the
development of cognitive and academic skills fbsaldents; providing mental health services
to students; engaging in consultation and collaimravith parents, teachers and other
educators; creating connections between the comynaind their school; participating in
professional development opportunities; researchew interventions and assessment practices;
evaluating intervention integrity and effectivenemsd participating in systems-level services
such as universal screenings, establishing a stippand safe learning environment, and
participating in the development of policies in @ohwide practices (National Association of
School Psychologists, 2010a; Ysseldyke et al., 2006&e two main barriers to school
psychologists being able to provide this level @ihprehensive services are time constraints and

perceptions of other school personnel.
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Time Constraints

Unfortunately, one of the easiest roles for sclpsgichologists to eliminate from their list
of responsibilities is participation in systemsde\preventive services. This may be due to
multiple factors, but one of the main contribut@r$he amount of time school psychologists
have to engage in these activities (Splett eRall3). Assessment procedures occupy the
majority of time school psychologists are afforddthis reduces the amount of time
practitioners can give to other activities and fiaices the idea of school psychologists acting
reactively instead of proactively.

One of the main contributors to practitioners’ tionenstraints are the heavy case loads
that they must face as a result of the adverseos@sychologist-to-student ratio in their
districts. The National Association of School R®gylogists recommends that the number of
students should not exceed 1,000 to 1 school psygisb (National Association of School
Psychologists, 2010a). Additionally, it is recommded that when a school psychologist engages
in comprehensive and preventive services (e.gsutation, counseling, behavioral
interventions) the ratio should not exceed 5000 Students for each school psychologist.
Unfortunately, school psychologists are typicalhable to meet these recommendations set forth
by NASP.

A recent study that was completed by the NASP rekeaommittee found that the
average ratio of students to practicing school pshagists across the United States is 1,383:1
(Castillo, Curtis, Chappel, & Cunningham, 2011hislfar exceeds the suggested ratio of
students to school psychologists for practitionkes wish to engage in comprehensive and
preventive services. As a result of their workaogditions, most practitioners are pressed for

time which does not allow them to expand their enirrroles to include leadership within
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systems-level and preventive services. Insteay,dne confined to focusing their services on
children who are already experiencing difficultiesther than attempting to engage in preventive
services which would provide superior long-termdfén (Braden et al., 2001).

Traditional Views Held by Other Educators

Another factor that may act as a barrier to sereiq@ansion is the traditional view held
by many educators that school psychologists ontiop® individual assessment and
intervention procedures (Farrell, 2010). This vieas undoubtedly been influenced by the roles
that school psychologists have historically occdpi€ince the profession needed to establish a
clear niche at its origins, assessment and intéiorebecame the main role of school
psychologists. As a result, many educators hawgedo perceive school psychologists strictly
as assessment providers.

The traditional view of the field of school psycbgy drastically under-represents the
skill sets of today’s practitioners. They are rale to perform a wide variety of roles and
functions, but are under-utilized because many ahtnators, teachers, and other educators do
not realize the full extent of school psycholodistgpabilities (Farrell, 2010). School
psychologists are rarely called upon to serve addes in their schools because many educators
are unaware of the contribution today’s practititsneuld make. Many school psychology
practitioners do not even recognize how they ceohtribute to systemic change since the
concept is fairly new to the field of school psyldgy (Ervin & Schaughency, 2008).

The traditional view of the role of school psychggis is further supported by the limited
contact that school psychologists often have witleoschool personnel. Teachers have been
surveyed about their perceptions of school psydisis, and the results indicate that they

believe that a school psychologists’ main roleiassess children who may need special
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education (Farrell, Jimerson, Kalambouka, & Ber2)5; Gilman & Medway, 2007).
Unfortunately, this assumption is correct in thatel psychologists do tend to spend the
majority of their time performing assessments eglab special education decisions (Merrell et
al., 2012). Despite their accurate knowledge bbstpsychologists’ main role, teachers report
that they are only “somewhat knowledgeable” of stpsychological services (Gilman &
Gabriel, 2004). On the other hand, administraaéma special education teachers report that they
are “pretty knowledgeable” of school psychologsatvices which can be considered
significantly more knowledgeable than the repofteegular education teachers (Gilman &
Gabriel, 2004; Gilman & Medway, 2007).

Additionally, administrators’ reports of satisfamtiwith school psychological services
are significantly higher than the reports of rega@lducation teachers. In fact, teachers report
that they view school psychological services asiiantly less helpful to children than both
administrators and special education teachers tepated (Gilman & Gabriel, 2004; Gilman &
Medway, 2007). In an attempt to explain theseifigd, researchers have suggested that regular
education teachers’ dissatisfaction with schoothslogical services may be a result of their
infrequent contact with practitioners (Gilman & Mealy, 2007). Many regular education
teachers only interact with their school psychaoduring student referrals for special
education. These limited interactions may provetgular education teachers with only limited
knowledge of the various roles that school psyosists can fulfill.

Special education teachers report spending moee\wiith school psychologists than
regular education teachers have reported (Gilmameflway, 2007). It is possible that this
explains the discrepancy between regular eductgmehers’ and special education teachers’

reports of their use of school psychologists’ renm@ndations. Regular education teachers place
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less importance on their school psychologists’ ieo@ndations, and state that they only
“occasionally” use the recommendations laid owgahool psychologists’ reports. In contrast,
perhaps as a result of their increased contactseitlool psychologists, special education
teachers report that the school psychologists’meaendations are important to their own
educational practices.

Teachers and administrators agree that they aerggnsatisfied with the number of
assessments that school psychologists are conduaiiithough other educators are satisfied
with the number of assessments that school psygistéoperform, surveyed school
psychologists have repeatedly indicated that theyldvprefer to perform fewer assessments in
order to make room for other services (Splett €28113). In spite of practitioners’ desires,
school psychologists continue to mainly engagesgessment activities related to special
education evaluations (Merrell et al., 2012).

It is important that school psychologists educabeioschool members about the variety
of services that they can perform in order to exigdeir roles. Administrators may be currently
satisfied with school psychological services beeahsy are fulfilling their traditional function
of evaluating children for special education, gyt must be informed of the other roles that
school psychologists can perform so that pracetisrare given the support that they need during
their transition from individual-level to systenmes¢el service provision. Additionally,
practitioners must find a way to improve relatiovith regular education teachers since teachers
are often the ones called upon to provide intergestto students in the classroom. Itis
essential that school psychologists are supposted! Imembers of the school system in order to

ensure that they can provide the comprehensivgenentive services that students need.
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Methods for Service Expansion

The noticeable discrepancy between the role of Blgaol psychologists and the role of
practicing school psychologists does not appebetmproving (Shapiro, 2006; Sheridan &
Gutkin, 2000; Splett et al., 2013). School psyoldts still spend the majority of their time
involved in activities related to special educatamaluation and assessment. Although many
believed that school psychologists’ roles woulddtly progress towards the ideal with the
implementation of RTI, there have not been anyrckagnificant effects as a result of RTI's
widespread implementation (Merrell et al., 201Rerhaps there will be a noticeable change in
school psychologists’ roles as RTI becomes morehlyiddopted over time, but there is
currently no evidence to suggest that RTI has dtigally affected the roles and functions of
practicing school psychologists.

Many studies have attempted to explain this disarep by asserting that school
psychologists do not have the time to engage ielieship activities because of their
cumbersome case loads. Unfortunately, school sigséee not currently hiring additional school
psychologists for their districts to disseminatest large case loads (Farrell, 2010; Splett et al.,
2013). It appears that school psychologists valtento work within their current means to
engage in the systems-level, preventive-focusetklship services that they are being called on
to provide. Practitioners must strive to providede services because until they are able to
fulfill their ideal roles, many students may noteg/e the appropriate and timely services that
will help them succeed.

In order to effectively provide these servicesiast psychologists need to become
leaders in systemic change within their schoola@n et al., 2001; Ervin & Schaughency,

2008; Shapiro, 2006; Ysseldyke et al., 2006). 8thsychologists are ideal candidates for
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systems-level leadership positions because of ttezgjuent contact with all stakeholders (e.g.,
teachers, parents, students, administrators). stxpdo all of these groups allows school
psychologists to become visible service-provideithiw their schools and communities.
Additionally, school psychologists hold knowledgelaskills that permeate each step within the
systemic change process. They hold valuable krigel®f evidence-based interventions,
developmentally appropriate services and programd.a unique understanding of the principles
of student-centered learning (Ysseldyke et al. 620@&chool psychologists also excel within the
problem-solving process, consultation and collatiangorocedures, evaluation and progress
monitoring measures, and use systematic decisidiagnéechniques at all levels of service
provision (Curtis et al., 2008; National Associatmf School Psychologists, 2010a).

School psychologists are also urged to act as tead@revention and intervention
programs that promote wellness, social and meegttn, and life skills for all children
(Ysseldyke et al., 2006). Since they are exparthild development and understand the various
factors that affect student learning, school psiadists are viewed as potential candidates for
introducing and coordinating these programs withair schools (Branden-Muller & Elias,
1991, Strein & Koehler, 2008). In order to sucté$sdo this, they will need to employ
effective leadership skills that will inspire otrerhool members to work together to improve
students’ outcomes. Strong leadership and a aolidibe environment are necessary to conduct
these systems-level services and accomplish setidel-goals. This is especially true within
schools that have no established structure foramphting preventive and systems-level
services (Strein & Koehler, 2008).

Additionally, school psychologists are regardeddasl leaders for systems-level

services since they are experts in data collectr@hinterpretation. They are capable of
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researching and selecting evidence-based inteorenthat could be realistically implemented
within their schools (Ysseldyke et al., 2006). ¥ladso must frequently analyze data to evaluate
students’ and their schools’ progress towards anadand behavioral goals. Not only are
school psychologists expected to hold this expertlsey are also obligated to actively share
their knowledge with teachers, parents, and adtnatcs's in order to promote school-wide
improvement (National Association of School Psyohats, 2010b).

As a result of their frequent interactions withsthkeholders, school psychologists are in
a great position to initiate home and communitytpenships in order to strengthen
communication channels between parents, teachetgsha community (Esler, Godber, &
Chistenson, 2008; Lay, 2010). Additionally, schpsychologists can participate in teams and
committees that develop goals for students or ptertiie school’s academic mission. Other
methods through which school psychologists mayrassaileadership position in their schools is
through training and skill development for teachpesents, and administrators (Ho, 2002).
These professional development opportunities aentisl for stakeholders who directly interact
with students. Since school psychologists arenafteable to directly interact with each student,
training and skill development ensures that thieettalders correctly deliver interventions and
other services to their students (Ross, Powell}i&sE2002). Effective communication and
collaboration with other educators, students, gareand community members is crucial to
developing partnerships and resources that carfibstuglent learning (Ysseldyke et al., 2006).

In addition to the active methods through whichasthpsychologists can demonstrate
leadership, there are also ways in which they ead by providing an example to others. School
psychologists are compelled to act as advocatestidents, families, communities, and the

educational system to ensure that the welfare ightsrof all children are protected (National

19



Association of School Psychologists, 2010b; Ysdeddst al., 2006). By advancing the
awareness of the needs of all children, schoollpsggists may inspire others to assist with the
reduction of barriers to learning.
Leadership Research

As school psychologists are being encouraged ® gadater leadership roles in school
systems, it is important that there is a clear wtdading of what constitutes an effective leader.
Considering the vast amount of research on theesylihere are many different definitions of
leadership available. One definition of leaderskifhe ability, “to create the conditions for
people to thrive, individually and collectively,cachieve significant goals” (Pendleton &
Furnham, 2011, p. 2). This definition is extremmdievant to the educational system because of
its emphasis on the achievement of goals and fogteonditions that are necessary for
individual stakeholders and the entire system tiwéh This characterization of leadership
supports the idea that a leader may function dt tha individual and systems-level to impact
others. School psychologists must provide seniitcé®th of these realms within their school
settings. They are available to all stakeholdetsimthe school system and understand each
group’s individual needs. School psychologiststhezefore extremely qualified to assume
leadership positions within their schools (Ho, 20R8ss et al., 2002; Shriberg, Satchwell,
McArdle, & James, 2010).
General Leadership Research

Much of contemporary leadership research outsidaeofield of school psychology has
focused on an approach that greatly contrastsdier e@iews of leadership. Older models of
leadership were based on compliance — workersvedglans from the leader and carried them

out with no questions. Newer models of leadergingpinstead based on empowering others,
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involvement by all members (including the leadanyg building conditions in which people
enjoy their work and work harder as a consequeReadleton & Furnham, 2011). These new
models emphasize teamwork, commitment, and ingpirdd work together towards group
goals.

Two of the most researched and supported modedersiaip theories include
transactional leadership and transformational lesdie (Judge & Piccolo, 2004). The main
difference between these two theories is their@ggr to what leaders and followers offer to one
another. Transactional leadership involves the@pyate exchange of resources between the
leader and their followers so that both partiessatesfied and agree to work together (Howell &
Avolio, 1993). Transformational leadership, on tileer hand, emphasizes the common needs
between the leader and their followers (Judge &d&ta; 2004). Within this form of leadership,
the leader and followers encourage each otheritohygher levels of motivation and morality in
order to accomplish common goals (Burns, 1979}Yh@lgh these two theories originally stood
in contrast to one another, now many believe they are two separate concepts that must be
used simultaneously to produce the greatest efftmwell & Avolio, 1993; Judge & Piccolo,
2004).

Several characteristics and behaviors of trangaaitiand transformational leaders have
been identified through research. Transformatitewders tend to be charismatic, have the
ability to communicate a vision that others detoréllow, take risks, ask for followers’ ideas,
listen and react to followers’ needs, and act meator to their followers (Judge & Piccolo,
2004). Transactional leaders attend to the mosenbas aspects of leadership than
transformational leaders do. Transactional leadstablish clear expectations and set up

rewards processes for followers who meet thoseaapens. Additionally, transactional leaders
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may manage their followers through an active ospascontext. Active leaders identify and
prevent problems before they occur while passiaddes do not take action until after the issues
arise (Judge & Piccolo, 2004). It is importantemember that effective leaders do not need to
fully embody all of these characteristics in orttesucceed (Pendleton & Furnham, 2011).
However, these characteristics and behaviors delsa(in addition to others within general
leadership research) have been recognized for¢betribution to leader effectiveness.

General leadership research has revealed many araitbehaviors of effective leaders
within all social and work domains. Overall, etige leaders tend to demonstrate high levels of
emotional balance, adjustment, confidence, dommasaciability, creativity, responsibility,
achievement striving, and ethical conduct. Addisilby, successful leaders tend to display
moderate to high levels of conscientiousness, ggenrand extraversion — all of which facilitate
social confidence and strong interpersonal skilewever, characteristics such as arrogance,
hostility, passive aggressiveness, compulsiveragsabrasiveness have been identified as
destructive qualities that undermine leadershigmil (Pendleton & Furnham, 2011).
Leadership Research within the Field of School Pshology

Despite school psychologists’ impressive credesititfiley often do not, or sometimes
cannot, act as leaders within their schools. Tay partly be due to the lack of formal power
that school psychologists hold within the schod®sactitioners’ roles and responsibilities are not
always agreed upon across schools, which may makere difficult for other faculty and staff
members to view them as leaders (Shriberg et@LOR In combination with school
psychologists’ already hectic work schedules, gy help prevent practitioners from assuming

leadership positions within their schools.
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Even if they were able to undertake a leadershgitipo, school psychologists would
have to wade through the generations of leadersgarch and theory to determine how they
should function as leaders. There are no leagerabdels that exist specific to the field of
school psychology, so they would have to examisearch within other fields to determine the
model that would best serve their situation (Shighet al., 2010). Unfortunately, leadership
theory is controversial and there is a vast cabeodf theories describing how leaders arise, their
characteristics, their actions, and any other imagle features that they may possess (Pendleton
& Furnham, 2011). This extensive research shoeldded to construct a leadership model that
is specific to the field of school psychology — adul that will bear in mind the various roles
and functions that school psychologists fulfill.

The lack of leadership research within school pelady was first recognized by
Shriberg who carried out the first-known study xplere effective leadership within the field.
Shriberg (2008; 2010) has surveyed school psycydiEasgers and practitioners in an attempt to
define the construct of effective leadership witb@lmool psychology. Shriberg (2010) used a
gualitative survey to ask elected leaders withenfteld about their views of effective leadership.
When he asked for their personal definition of Eradip, 52.7% of respondents mentioned
“facilitating change/promoting positive outcomesitivin their definition. Shriberg also asked
these respondents to describe qualities and cleaistits of school psychologists who exhibit
leadership. The most common qualities that wesenilged include: competence, team skills,
overall knowledge and expertise, personal charaicterpersonal skills, confidence in
performing job-related tasks, internal motivatiorganizational skills, verbal/written
communication skills, and creativity. Within tlgarvey, Shriberg also asked respondents to list

situations in which leadership is expected fronmostipsychologists. The most common
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situations included classroom/academic intervestibehavioral interventions, crisis
intervention, knowledge of special education law processes, assessment/evaluation, and
mental health issues.

Shriberg (2008) also completed a study in whiclsureeyed school psychology
practitioners about competencies held by effedoreool psychology leaders. The top five
characteristics that were identified as being irtgoarto effective school psychology leaders
include: treating others with respect, being widelgarded as ethical, being widely regarded as
competent, holding strong working relationshipswéachers, and working well in teams.
Other characteristics that were found to be immortecluded being a creative thinker and
problem-solver, working successfully with a widega of personalities, having strong verbal
communication skills, working towards positive auttes for students and families, being
knowledgeable of special education laws, and aduagéor children and families.

Shriberg’s (2008; 2010) leadership research withénfield of school psychology has
provided the foundation for other researchers téop@ their own studies within this area of
interest. His results have highlighted severaldrtgnt themes within school psychology
leadership. First, school psychologists understhadmportance of leadership within their
field. Although not all practitioners may engagdeadership activities, they do tend to believe
that leadership is an effective way to producedettitcomes for students and school systems.
Additionally, school psychologists describe suctidssnd positive results as guiding schools,
systems, and individuals to a better place (Shgilke¢ial., 2010). This emphasizes the
importance of systems-level services in additiomtividual-level services within schools. This
demonstrates that school psychologists are aligmigdthe Blueprint III's (2006) desired

outcomes of building the capacity of systems angraving competencies for all students.
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Shriberg’s results also indicate that school pslatjists believe others expect them to lead
within certain situations in their schools (Shrijpet al., 2010). In order to advance leadership
within the field of school psychology, it is esgahthat stakeholders need and expect school
psychologists to act as leaders within certainedast Effective leaders must be able to
willingly guide their followers in order to accongth group goals. Without stakeholders’

support, school psychologists could not serve fest@fe leaders within their schools.
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CHAPTER TWO: STATEMENT OF THE PROBLEM

School psychologists have been criticized for desdor their seemingly motionless
position in the midst of great change within thsghools (Shapiro, 2006; Sheridan & Gutkin,
2000; Splett et al., 2013). Practitioners are ditgeshift their focus from individual-level
services to providing leadership at the systemsteithin their schools (Braden et al., 2001,
Ervin & Schaughency, 2008; Shapiro, 2006; Ysseldstkal., 2006). Individual-level services
are now described as traditional, reactive, anffangve for ensuring a free and appropriate
education for all students. School psychologistsimstead encouraged to provide leadership
within systems-level services in their schoolshsa they may affect greater numbers of students
at once and engage in services that will preventestts’ future difficulties (Braden et al., 2001;
Ikeda et al., 2008).

Unfortunately, many school psychologists are un&bkchieve these ideal expectations
because of their professional time constraintstaadraditional views of school psychologists
that are held by other educators (Farrell, 201(etEet al., 2013). Teachers, administrators, and
even many school psychologists underestimate thabilies of today’s school psychology
practitioners. Since it does not appear thatithe tonstraints of school psychologists will be
lessened any time soon, practitioners will haverdok within their current means to provide
systems-level services in addition to the individasael services they are expected to maintain.
For this to happen, school psychologists must eyngifective leadership skills that will inspire
other school members to work together to improudestits’ outcomes (Braden et al., 2001;

Ervin & Schaughency, 2008; Shapiro, 2006; Ysseldtkal., 2006).
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Although there is substantial leadership reseaveliable, very little of this research
focuses on leadership within the field of schoglgh®logy. Shriberg (2008; 2010) is the main
contributor to this area of research. He has gittedhto identify leadership within school
psychology by surveying leaders within the fielebabtheir own active roles and abilities.
Through the data he collected from these survdysh&g (2010) identified how leadership is
defined within school psychology, the top charastis and skills of effective school
psychology leaders, and the areas in which leageisimost often expected from school
psychologists.

Although this provided some important informatedvout leadership within the field of
school psychology, further research must be coragl&t verify Shriberg’s findings. The
present study is considered a conceptual replicati&hriberg’s (2008; 2010) past research on
perceptions of leadership within the field of schogychology. However, it is important to note
that Shriberg’s sample included school psycholsdirstm all over the United States, while this
study’s participants included only school-basedstpsychologists who are currently

practicing in North Carolina and South Carolina.
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CHAPTER THREE: METHOD

Participants

For this study, a web-based survey was distribttdedl members of the North Carolina
School Psychology Association (NCSPA) and the SQatolina Association of School
Psychologists (SCASP) in spring of 2014. Only sthpsychologists who selected that they
were currently practicing in a school-based envitent were allowed to participate in this
study. Participants who indicated that they worked “private practice” or “college/university”
were excluded from the analysis because they didneet the survey requirements. The study
consisted of 110 participants, but data from 1those participants were excluded from the
analysis as a result of incomplete data or unfetfisurvey requirements. This resulted in a total
of 96 participants whose data could be includetthénanalysis, 81 of which were female (84.4%)
and 15 of which were male (15.6%).

Of the 96 participants whose data was includetienainalysis, 19.8% responded that
they were less than 30 years old, 38.5% respordadiey were 30-39 years old, 14.6%
responded that they were 40-49 years old, 13.5poneked that they were 50-59 years old,
12.5% responded that they were 60-69 years old1&ndesponded that they were older than 69
years of age. The vast majority of participantigated that they were White (95.8%). Only
2.1% of participants indicated that they were Blaclfrican-American, 1% indicated that they
were Asian, and 1% selected “Other” and responkatthey were European-American.

Participants were gathered from North Carolina 8adth Carolina school-based
environments — 49% stating that they were from N@arolina and 51% from South Carolina.

When asked to indicate their highest completedee$8.5% of participants selected Master’s
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degree or Specialist degree, and 11.5% selectetbiabdegree. Participants were also asked to
provide their primary work setting. Twenty-six pent of participants indicated that they
primarily work in a rural setting, 52.1% indicatidht they primarily work in a suburban setting,
and 17.7% indicated that they primarily work inuaban setting. Additionally, 4.2% of
participants responded with “Other” when askedleir primary work environment and
explained that they worked in a combined environngery., both rural and suburban, both
suburban and urban, all three types combined)ticRemnts were also asked to report their years
of experience: 31.3% selected less than 5 yea®,s&ected 5-10 years, 13.5% selected 11-15
years, 4.2% selected 16-20 years, 11.5% select@® ¥ears, and 14.6% selected more than 25
years of experience. The final piece of demogm@ptiormation that was collected from
participants was the school psychologist-to-studatnd in their districts. Only 13.5% of
participants responded that their school psychsetetgistudent ratio was less than 1,000 students
per school psychologist. The majority of particifsa(58.3%) indicated that their school
psychologist-to-student ratio was 1,001-2,000 gsttslper school psychologist. Other
participants indicated that their ratio was 2,00008 students per school psychologist (19.8%)
or greater than 3,000 students per school psychsbl®y1%), while 5.2% of participants
selected “I don’t know”. This demographic inforneat can also be found in Appendix A.
Materials

The online survey provider Qualtrics was usedréate a survey for this research. The
Perceptions of Leadership in School Psychology &usee Appendix B) is a survey that was
designed to gauge school psychologists’ perceptbteadership within the field of school
psychology. The survey questions were developetbsely resemble those found in Shriberg’s

(2008; 20105chool Psychology Leadership Surwayich is considered to be one of the first and
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only surveys targeting this area of research. Heweseveral items were altered because the
full text version of Shriberg’s survey could notlbeated.

The survey first provided participants with an oaew of the survey questions,
information about informed consent (see Appendixa@yl who to contact if they had any
guestions about the research or survey results. sliflvey was completed only by school-based
practicing school psychologists in North Carolimal &outh Carolina. All others (e.g., private-
practice, university faculty) who attempted to j#piate in the study were disqualified from
participating and were provided with a messageittiatmed them as to why they could not
participate (see Appendix D).

Participants were asked five five-point Likert-gtyll =Strongly Agree, 2=Agree,
3=Neither Agree nor Disagree, 4=Disagree, 5=Strobiggagree) multiple choice questions that
gathered information about their views of the intance of leadership to the field of school
psychology, their knowledge of a leadership molat ts specific to the field, the degree to
which they feel that they have the opportunity¢bas leaders within their schools, the degree to
which they feel that other school members undedssahool psychologists’ leadership abilities,
and their perception of their own leadership effextess within their current work setting
(1=Very Effective, 2=Moderately Effective, 3=Onlydvwginally Effective, 4=Moderately
Ineffective, 5=Very Ineffective).

Participants then answered three similarly fornohtfeestions in which they were
provided with a list of phrases and a box in whiofy dragged and dropped their top five
answers from the list of phrases provided. Infitts¢ question, they had to drag and drop the
five phrases that they felt best defined leadersihipin the field of school psychology. The

next question asked them to select the top fivet ingsortant characteristics and skills of school
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psychologists who act as effective leaders. Tima fijuestion in this format asked participants to
select the top five areas and situations whereelshdip is expected from school psychologists.

The survey then asked the participants to provieesbasic demographic information in
the format of multiple-choice questions which ird#d their gender, age, and race/ethnicity.
Participants were also asked to provide the stateéhich they currently worked, the highest
completed degree that they held, their primary waatting (rural, suburban, urban, or other),
how many years of experience they have workingsshaol psychologist, and the school
psychologist-to-student ratio in their area. Tuessy involved a total of 17 questions and it was
estimated that participants needed about 10-15tesrto complete the survey.

Procedure

The presidents of the North Carolina School PsyaipyoAssociation (NCSPA) and the
South Carolina Association of School PsycholodiISSASP) were contacted via email to
request their permission to send the survey oMGS8PA and SCASP members. Once they
agreed, an email message (see Appendix E) wasdrdett was sent out to members of both
organizations, providing them with information abthe research, informed consent, who to

contact if they had any questions, and a link eovleb-based survey.
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CHAPTER FOUR: RESULTS

The patrticipants were grouped into the followirgegories: gender (female, male); age
(younger than 30, 30-39, 40-49, 50-59, 60-69, oldan 69); state (North Carolina, South
Carolina); highest completed degree (Master’s/$isti Doctoral); primary work setting (rural,
suburban, urban, other); years of experience {less5, 5-10, 11-15, 16-20, 21-25, greater than
25); and school psychologist-to-student ratio (lbss 1,000, 1,001-2,000, 2,001-3,000, greater
than 3,000, | don’t know). Results were calculdigabtaining frequencies and percentages for
each of the survey questions, and by performingsghare goodness-of-fit tests to analyze any
differences that existed in responses to the fikert-style multiple choice questions (i.e.,
importance of school psychologists acting as scleaalers, knowledge of a leadership model
that is specific to the field, opportunity to astaleader, other school members’ understanding
of the ability of school psychologists to functiags effective leaders, rating of participants’ own
leadership effectiveness) between individuals withe different groups.

Across the comparisons, two significant differemsese found. These significant
differences were found between participants withen“highest completed degree” group.
Within the “highest completed degree” group, siguaint differences between participants’
responses were found for the items, “Other schayhbers understand the ability of school
psychologists to function as effective school leaeand “How would you rate your leadership
effectiveness within your current work setting?”oid detailed analyses were conducted for
these two areas. For all other Likert-style questj since no other significant differences were

found, data has been collapsed across demogrdpdmaateristics.
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There were no chi-square goodness-of-fit tests ¢etegbto determine the relationship
between race and the five Likert-style questiornsabee of the small number of participants that
identified as Asian, African-American, and Européanerican. Since these groups were only
comprised of one or two participants, it is unfairthis study to attempt to make comparisons
based on race.

Significant Findings

Chi-square goodness-of-fit tests were performedsscall Likert-style questions to
determine if there were any significant differenbesnveen groups’ responses to the items. Only
two significant differences were found across thiescjuare goodness-of-fit tests.

Others’ Perceptions of School Psychology Leadership

In response to the statement, “Other school membeterstand the ability of school
psychologists to function as effective school leati&% of participants selected “Strongly
Agree”, 50% selected “Agree”, 13.5% selected “NexitAgree nor Disagree”, 30.2% selected
“Disagree”, and 5.2% of participants selected “Bglg Disagree”. These frequencies take into
account all participants, regardless of their gnogg.

A significant difference)f? (4, N = 96) = 11.06p = .03] was found in participants’
responses to this statement based on the highegieted degree that they hold. Pp) Wwas
used to calculate the effect size of this findiaggd can be interpreted using the following
guidelinesy = .01 is smallp ~ .09 is moderate) ~ .25 is large (Pearson, 1900). The effect size
for this particular finding was very large € 0.34). Participants with a Master’s or Spestali
degree were less likely to strongly agree with sie&gement than participants with a Doctoral
degree. However, participants with a Doctoral degtid not reach a consensus within their

responses.
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For the statement, “Other school members understandbility of school psychologists
to function as effective school leaders *, partgifs with a Master’s or Specialist degree
responded in the following manner: no participasiected “Strongly Agree”, 43 participants
(50.6%) selected “Agree”, 13 participants (15.3%ested “Neither Agree nor Disagree”, 24
participants (28.2%) selected “Disagree”, and pegticipants (5.9%) with a Master’s or
Specialist degree selected “Strongly Disagree”cdntrast, participants with a Doctoral degree
provided the following responses: one particip@t%) selected “Strongly Agree”, five
participants (45.5%) selected “Agree”, no partiofsaselected “Neither Agree nor Disagree”,
five participants (45.5%) selected “Disagree”, aodparticipants with a Doctoral degree
selected “Strongly Disagree”.

Ratings of Own Leadership Effectiveness

When asked, “How would you rate your leadership@feness within your current
work setting?” 9.4% of participants responded Witkry Effective”, 58.3% responded with
“Moderately Effective”, 28.1% responded with “OriMarginally Effective”, 2.1% responded
with “Moderately Ineffective”, and 2.1% respondedhn/Very Ineffective”. These frequencies
take into account all participants, regardlesseirtgroupings.

A significant differencef? (4, N = 96) = 11.20p = .02] was found in participants’
responses to this statement based on their highegtleted degree. The effect size for this
finding was very largey(= 0.34). Participants that hold a Doctoral degvees more likely to
respond that their leadership is “Very Effectivethin their current work setting than
participants with a Master’s or Specialist degréeditionally, participants with a Doctoral
degree were much less likely to rate their leadprahility as ineffective, as compared to

participants with a Master’s or Specialist degree.
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When asked to rate their own leadership effectisgnpearticipants with a Master’s or
Specialist degree responded in the following maniner participants (5.9%) selected “Very
Effective”, 52 participants (61.2%) selected “Moatety Effective”, 24 participants (28.2%)
selected “Only Marginally Effective”, two participts (2.4%) selected “Moderately Ineffective”,
and two participants (2.4%) selected “Very Inefieet Participants with a Doctoral degree
provided the following responses: four participai3.4%) selected “Very Effective”, four
participants (36.4%) selected “Moderately Effectj\taree participants (27.3%) selected “Only
Marginally Effective”, and no participants with a€toral degree selected “Moderately
Ineffective” or “Very Ineffective”.

Non-Significant Findings
Importance of Acting as Leaders

In response to the statement, “It is importantsidiool psychologists to act as school
leaders”, 53.1% of participants selected “Strondyee”, 38.5% of participants selected
“Agree”, 8.3% of participants selected “Neither Agmor Disagree”, and no participants
selected “Disagree” or “Strongly Disagree”. Norsfgrant differences were found in
participants’ responses to this statement withingmoups. The majority of all participants
clearly supported the importance of school psyatiets acting as leaders.

Model Specific to the Field

In response to the next statement, “There is alsag model specific to the field of
school psychology that provides clear expectationbow practitioners should lead in the
field”, 3.1% of participants selected “Strongly Agi', 31.3% selected “Agree”, 34.4% selected
“Neither Agree nor Disagree”, 29.2% selected “Diegj, and 2.1% selected “Strongly

Disagree”. No significant differences were foungarticipants’ responses to this statement
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within any groups. The responses to this item we&teemely variable indicating that there is
not agreement among school psychologists and margea to not know if a specific model
exists within their field.
Opportunity to Act as a Leader

When presented with the statement, “I have the dppiby to act as a leader within my
school(s)”, 26% of participants responded with 68gly Agree”, 53.1% responded with
“Agree”, 10.4% responded with “Neither Agree nos&gree”, 7.3% responded with “Disagree”,
and 3.1% responded with “Strongly Disagree”. Ngm#8icant differences were found in
participants’ responses to this statement withingnoups. The majority of all participants
clearly indicated that they have at least some dppity to act as a leader.

Phrases that Best Define Leadership within Schooldychology

Two frequencies were calculated for the questiomhich participants were asked to
select the top five phrases that best define lshi®as applied to the field of school psychology:
the frequency with which each phrase was seleddxtimg in the top five and the frequency
with which each phrase was selected as the nunmeedefinition. These frequencies were
calculated using all participants’ responses, wilregard to their groupings. A full listing of

these items and their corresponding frequencieprasented in Table 1.
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Table 1

Frequency of Item Selection for the Question: “Wiihi¢ the Following Phrases Best Define
Leadership as Applied to the Field of School Psiadye”

Definitions

Frequency in Top 5
n=96 (percent)

Frequency as #1
n=96 (percent)

Advocate for children’s needs
Effective problem-solving skills
Goal-oriented

Holds a formal leadership position
Holds a vision for their school
Influences others

Internally motivated

Maintains visibility

Open-minded

Promotes positive outcomes
Respected by others

Strong communication skills
Strong personal character

Strong school psychology skill set
Widely regarded as competent
Works effectively in teams

Works with confidence

73 (76%)
77 (80.2%)
14 (14.6%)
5 (5.2%)
6 (6.3%)
9 (9.4%)
4 (4.2%)
16 (16.7%)
12 (12.5%)
29 (30.2%)
21 (21.9%)
68 (70.8%)
13 (13.5%)
31 (32.3%)
26 (27.1%)
72 (75%)

4 (4.2%)

46 (47.9%)

20 (20.8%)

2 (2.1%)
1 (1%)

2 (2.1%)

1 (1%)
2 (2.1%)
2 (2.1%)
5 (5.2%)

1 (1%)
6 (6.3%)
2 (2.1%)
4 (4.2%)

2 (2.1%)

Note.Top five items are bold-printed for both “Frequemtyrop 5” and “Frequency as #1”.



As seen in Table 1, the category that participargst frequently selected in their top five
responses was “effective problem-solving skillSeventy-seven participants (80.2%) selected
“effective problem-solving skills” as being in théop five phrases that best define leadership in
school psychology. Other items that were freqyesglected in participants’ top five phrases
include: “advocate for children’s needs” which 7&%o) participants selected, “works
effectively in teams” which 72 (75%) participan&dexted, “strong communication skills” which
68 (70.8%) participants selected, and “strong schsychology skill set” which 31 (32.3%)
participants selected. Items that were most fretjyiselected as the number one phrase that
best defines leadership within the field of schafchology include: “advocate for children’s
needs” which was selected by 46 (47.9%) particgpdeffective problem solving skills” which
20 (20.8%) participants selected, “strong schogthslogy skill set” which 6 (6.3%)
participants selected, “strong communication skilkich 5 (5.2%) participants selected, and
“works effectively in teams” which 4 (4.2%) parpeints selected.

Characteristics and Skills of Effective Leaders

The frequencies with which items were selectedhétop five and as the number one
answer were also calculated for the survey questiovhich participants were asked to select
the top five most important characteristics andlskif school psychologists who act as effective
leaders. These frequencies were calculated ullipgréicipants’ responses, with no regard to
their groupings. The items that were most freqyesglected in participants’ top five
characteristics and skills include: “effective pierh-solving skills” which 65 (67.7%)
participants selected, “advocate for children’sds2evhich 58 (60.4%) participants selected,

“effective interpersonal skills” which 47 (49%) piatpants selected, “strong communication
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skills” which 44 (45.8%) participants selected, dpdssesses knowledge and expertise” which
41 (42.7%) participants selected.

The items that were most frequently selected ascgants’ number one
characteristic/skill include: “advocate for childfe needs” which 38 (39.6%) participants
selected, “effective interpersonal skills” which (1%.6%) participants selected, “effective
problem-solving skills” which 15 (15.6%) particigarselected, “flexible” which 6 (6.3%)
participants selected, “strong communication skilkich 3 (3.1%) participants selected,
“strong school psychology skill set” which 3 (3.1¢@rticipants selected, and “works effectively
in teams” which 3 (3.1%) participants selectedfulAlisting of these items and their

corresponding frequencies are presented in Tadee€below).

Table 2

Frequency of Item Selection for the Question: “WWMétuld You Consider to be the Top Five
Most Important Characteristics and Skills of SchBsychologists Who Act as Effective
Leaders?”

Characteristics and Skills Frequency in Top 5 dtrency as #1
n=96 (percent) n=96 (percent)
Advocate for children’s needs 58 (60.4%) 38 (39.6%)
Aware of own limitations 15 (15.6%) 1 (1%)
Creative 6 (6.3%) -
Effective interpersonal skills 47 (49%) 15 (15.6%)
Effective problem-solving skills 65 (67.7%) 15 (15.6%)
Empathetic 8 (8.3%) -
Flexible 29 (30.2%) 6 (6.3%)
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Good listener 17 (17.7%) 2 (2.1%)

Holds a vision for their school 6 (6.3%) 1 (1%)
Internally motivated 7 (7.3%) 2 (2.1%)
Motivates others 13 (13.5%) 1 (1%)
Open-minded 8 (8.3%) 1 (1%)
Organized 17 (17.7%) -

Possesses knowledge and expertise 41 (42.7%) 2 (2.1%)
Respected by others 17 (17.7%) -

Strong communication skills 44 (45.8%) 3 (3.1%)
Strong personal character 8 (8.3%) 2 (2.1%)
Strong school psychology skill set 19 (19.8%) 3 (3.1%)
Widely regarded as competent 12 (12.5%) -

Works effectively in teams 40 (41.7%) 3 (3.1%)
Works with confidence 3 (3.1%) 1 (1%)

Note.Top five items are bold-printed for both “Frequemtyrop 5” and “Frequency as #1”.

Areas and Situations in which Leadership is Expecte
Frequencies for the top five items and the mosjueatly selected number one item were
also calculated for the question that asked pp#its to select the top five areas and situations
in which leadership is expected from school psyotists. These frequencies were calculated
using all participants’ responses, with no regartheir groupings. The items that were most

frequently selected in participants’ top five araad situations include: “special education
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eligibility” which 63 (65.6%) participants selectédssessment” which 58 (60.4%) participants
selected, “behavioral interventions” which 53 (3&)2articipants selected, “knowledge of
special education laws” which 45 (46.9%) particigaselected, and “academic interventions”
which 39 (40.6%) participants selected. The itémas were most frequently selected as
participants’ number one area/situation includes&ssment” which 29 (30.2%) participants
selected, “special education eligibility” which (#4.6%) participants selected, “academic
interventions” which 13 (13.5%) participants sedekt‘data analysis” which 8 (8.3%)

participants selected, “advocacy for children'sdséevhich 7 (7.3%) participants selected,
“behavioral interventions” which 7 (7.3%) particiga selected, and “problem-solving” which 7
(7.3%) participants selected. A full listing ok8e items and their corresponding frequencies are

presented in Table 3 (see below).

Table 3
Frequency of Item Selection for the Questitiithat Would You Consider to be the Top Five
Areas and Situations Where Leadership is Expected $chool Psychologists?”

Areas and Situations Frequency in Top 5 Freaey as #1
n=96 (percent) n=96 (percent)
Academic interventions 39 (40.6%) 13 (13.5%)
Advocacy for children’s needs 22 (22.9%) 7 (7.3%)
Assessment 58 (60.4%) 29 (30.2%)
Behavioral interventions 53 (55.2%) 7 (7.3%)
Conflict resolution 3 (3.1%) -
Consultation 32 (33.3%) 2 (2.1%)
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Crisis intervention

Current issues in education

Data analysis

Knowledge of special education laws
Knowledge of specific disabilities
Leader of team meetings

Mental health issues
Problem-solving

School-wide interventions

Special education eligibility

Staff development

20 (20.8%)
2 (2.1%)
36 (37.5%)
45 (46.9%)
29 (30.2%)
16 (16.7%)
22 (22.9%)
27 (28.1%)
11 (11.5%)
63 (65.6%)

2 (2.1%)

8 (8.3%)

2 (2.1%)

4 (4.2%)

2 (2.1%)

7 (7.3%)

1 (1%)

14 (14.6%)

Note.Top five items are bold-printed for both “Frequemeyrop 5” and “Frequency as #1”.
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CHAPTER FIVE: DISCUSSION

The purpose of this study was to investigate skchgychologists’ perceptions of
leadership as it applies to the field of schoolgh®yogy. The vast majority of participants in this
study agreed that it is important for school psyobists to act as leaders within their schools
(53.1% “Strongly Agree” and 38.5% “Agree”). Thds®lings are consistent with the literature
which also states that it is important for schagtghologists to act as leaders, and has urged
them to do so for decades (Braden et al., 200linE\Schaughency, 2008; Shapiro, 2006;
Ysseldyke et al., 2006).

Although the vast majority of participants agreatth is important for practitioners to act
as leaders within their schools, significant défeces were found between participants’
responses based on their highest completed deBw@éicipants with a Doctoral degree were
more likely to report that their leadership is veffective within their current work setting than
participants with a Master’s or Specialist degrétis may be because participants with a
Doctoral degree act as leaders more often in fobiools, and as a result, rate their leadership
ability more positively. It is not likely that agctitioner would rate their leadership ability as
“very effective” if they are not engaging in leasleip on a regular basis. Participants with
Master’s or Specialist degrees may simply be piiagitess leadership within their schools than
participants with Doctoral degrees, rather thametlbeing a difference in their leadership
effectiveness. The current study did not surveyi@pants about the amount of leadership that
they engage in within their schools, so this intetgtion should be taken with caution. Future
studies must distinguish between the amount ofeliesdnib that school psychologists provide and

the quality of leadership that practitioners previd
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There was also a significant difference in howtipgrants responded based on their
highest completed degree to the statement, “Otttevat members understand the ability of
school psychologists to function as effective s¢headers”. Participants with a Master’s or
Specialist degree were less likely to strongly agvéh this statement than participants with a
Doctoral degree. However, participants with a Daaltdegree did not reach a consensus within
their responses — 45.5% selected “Agree” and 45é&l#cted “Disagree”, while only 9.1%
selected “Strongly Agree”. Participants’ responséhin each group were much more variable
for this item than other items within the survey.

The great variability within participants’ resposseay indicate a wide range of success
within practitioners’ ability to help other schaokembers understand school psychologists’
ability to lead. Due to the variability in respesdo this item, it is not clear whether particiggan
in this study indicated that they experience diffig acting as leaders within their schools as a
result of other school members’ views of their solélthough it was not clear within the present
study, the traditional views of other educatorsehe@mmonly been identified as a barrier to
service expansion within the literature (Farrell1@; Splett et al., 2013). It is important that
school psychologists work closely with other schme@mbers to help them understand the
various roles that practitioners can fulfill.

Despite the disagreement that was found over pgocepof school psychologists’ ability
to lead, the majority of participants agreed thatthave the opportunity to lead in their schools
(26% “Strongly Agree” and 53.1% “Agree”). This msiyggest that other school members do
not automatically think of their school psycholdgs a leader within their schools, but they are
open to the idea of having a school psychologistide leadership. Practitioners should help

other school members understand the expansivesskdlthat they hold, and offer their
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assistance within situations that call for leadgr& their schools. To ensure that other school
members will follow their advice, practitioners mgwly build trust and respect with
individual stakeholders over time. School psychats must take the time to establish these
relationships and open communication channels letwarying school members so that all of
their stakeholders’ needs can be met in a reasemasdhner. Only after practitioners are fully
integrated into their school system will they béeab provide the effective leadership that is
needed from them.

Participants were also asked to rate their owndiesilp effectiveness within their
schools. Overall, few seemed to be extremely denti in their ability to lead since only 9.4%
indicated that they are “Very Effective” leadeiBhe majority indicated that they are at least
somewhat effective in their ability to lead sin@®% responded with “Moderately Effective”
and 28.1% responded with “Only Marginally Effective hese results suggest that school
psychologists are fairly confident in their abilittylead, but it does not necessarily state thet th
are actively serving as leaders within their schoddditionally, practitioners may be hesitant to
indicate that they are very effective leadersdhtlare rarely engaged in leadership. Further
research must be completed to determine the anodtinte that school psychologists devote to
various leadership activities within their schooRegrettably, this study did not look into this
specific research question despite its importaadhis field of study.

An additional factor that acts as a barrier t@ ekpansion is the lack of a specific
leadership model for the field of school psycholodyttle research has been completed to
determine the facets of leadership that applyisfteld. When surveyed about their knowledge
of a leadership model that is specific to the figléchool psychology, practitioners did not form

a consensus. Only 3.1% of participants selectéfi§ly Agree” in response to the statement
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that there is a leadership model with clear expiecta specific to the field of school psychology,
while 31.3% selected “Agree”, 34.4% selected “NexitAgree nor Disagree”, 29.2% selected
“Disagree”, and 2.1% selected “Strongly Disagreghfortunately, no such model currently
exists for practitioners to use. This may contiéoio some practitioners’ lack of confidence in
their ability to lead within their schools, andértainly acts as a barrier to role expansion.

The top five phrases that practitioners most feely selected that best define leadership
within school psychology include: effective problamlving skills, advocate for children’s
needs, works effectively in teams, strong commuianaskills, and a strong school psychology
skill set. These responses are slightly diffefearh the top five that Shriberg (2010) obtained
when he surveyed leaders in the field about thefindions of leadership (see Table 4 below).
The top five definitions that he obtained includttilitates change/promotes positive outcomes,
competence, vision/big picture view, works effeetyvin teams/collaboration, and influences

others/persuasive.

Table 4
Comparison between Participants’ Top Five Respotsése ItemWhich of the Following
Phrases Best Define Leadership as Applied to te&lFif School Psychology?”

Present Study Shriberg’s (2010) Study
Effective problem-solving skills Facilitates chafgemotes positive outcomes
Advocate for children’s needs Widely regarded anmpetent
Works effectively in teams Holds a vision for their school
Strong communication skills Works effectively in teams
Strong school psychology skill set Influences ather

Note.Similar items that were obtained in the top fivefoth studies are bold-faced.
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The differences in these results may be explaiyetid different samples that were used
for the research. Shriberg surveyed leaders witterfield of school psychology from all over
the United States, while the current study onlydusghool-based practitioners within North
Carolina and South Carolina. Perhaps differentiogit must be applied when serving as a
leader within a school environment as opposedrarsgas a leader/representative for school
psychologists. Additionally, Shriberg’s resultsre@btained in 2010, while the current survey
was distributed in 2014. The field of school pylolgy is constantly adapting over time, so
differences in the results may also be due intpatte four year period that separates Shriberg’s
study from the present study during which timeN#eSP Practice Model (2010a) was
introduced.

Participants were also asked to select the tapdharacteristics and skills exhibited by
school psychologists who are effective leaderse b five characteristics and skills that were
most frequently selected include: effective probkstving skills, advocate for children’s needs,
effective interpersonal skills, strong communicatskills, and possesses knowledge and
expertise (see Table 5 below). Many of the itertkiwthis question were similar to items that
were listed within the question that asked paréinig to rank definitions of leadership in school
psychology. This can be considered a limitatiothts study since it has made it difficult to
differentiate between the definition of leadershiqa characteristics and skills that leaders hold.

Shriberg (2010) also found different top charasters and skills from those that were
obtained in this study. Leaders in the field di@a psychology reported the following
characteristics and skills as being most import@ateadership: competence/intelligence, holding
content knowledge, team skills/collaboration, styenhool psychology skill set, and

communication skills. Again, these variances mattributed to the different samples that
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were used between these two studies. Howevemanoo theme has emerged in that school
psychologists from both studies seem to feel asgh®trong communication skills, content
knowledge/expertise, and effective interpersonglissieam skills are all important skills to hold
if one hopes to serve as an effective leader.idfzaants from this particular study also
emphasized that a strong school psychology skille$tective problem-solving skills, and acting

as an advocate for children are all important iadpan effective leader within the schools.

Table 5

Comparison between Participants’ Top Five Respotsése Iltem:What Would You Consider

to be the Top Five Most Important Characteristiosl &kills of School Psychologists Who Act as
Effective Leaders?”

Present Study Shriberg’s (2010) Study
Effective problem-solving skills Competent/intedigf
Advocate for children’s needs Holding content knowledge
Effective interpersonal skills Team skills/collabtion
Strong communication skills Strong school psychology skill set
Possesses knowledge and expertise Communicationliski

Note.Similar items that were obtained in the top fivelfoth studies are bold-faced.

The skills that were listed above and those theé leeen found to be effective in general
leadership research tend to focus on the leadertent knowledge and their ability to positively

interact with their followers. Each of these facistextremely important to the effectiveness of a
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leader. Leaders must understand the system tbyattle attempting to influence and all of the
variables that can affect the system. Additiondégders must also be able to positively interact
with their followers in a way that motivates theonwtillingly carry out the leader’s instructions.
Without the full support of everyone in the systéeaders will struggle to accomplish goals and
initiate change.

According to the literature, it seems that the nadfgctive leadership model may be an
integrative approach using transactional and taansdtional leadership principles (Howell &
Avolio, 1993; Judge & Piccolo, 2004). Transformatl leaders tend to focus on the
relationships that they build with their followevshile transactional leaders attend to the
business aspects of leadership (Judge & Picco®})20A leader that emphasizes both forms of
leadership can provide the support and attentianttieir followers need, while maintaining the
knowledge and skills necessary to ensure the ssicfdkeir system.

This integrative form of leadership is especiadliervant to the field of school psychology
considering the vast number of stakeholders treitipioners come in contact with on a regular
basis. Various stakeholders have differing needssahool psychologists who hold
transformational leadership skills could listeratal attempt to meet those needs. Additionally,
practitioners are faced with increasing accountgbtreater responsibility, and time constraints
within their positions. Acting as a leader witlineir schools would only exacerbate these
concerns if they did not learn to efficiently distite some of the responsibilities that they hold
(e.g., interventions, staff development, advocaecggram evaluation). In order to fulfill the
system’s needs in a timely manner, practitionerstralso exemplify the characteristics of a
transactional leader who can monitor their follostevork and ensure that the system is

operating in an efficient manner.
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The field of school psychology needs a model tisats the basic principles of
transactional and transformational leadership nsydeld takes into account the various roles
that school psychologists are expected to holdimwitieir school system. It will be important
for this model to differentiate between the varioegds of the school system’s stakeholders as
well. School psychologists are ethically obligate@nsure that the system holds student needs
before all other needs, so the importance of stisderll-being should be highlighted above all
in this model.

Although this ideal model for the field of schgsychology does not yet exist, many
respondents in the current study indicated that biedieve there is a leadership model that is
specific to the field. The National AssociationSxthool Psychologists (NASP) guides
practitioners in the field with the NASP Practiced#l (2010a) and with Principles for
Professional Ethics (2010b). These two guidelarespublished every few years in order to
update school psychologists’ current practicesskiltisets. Perhaps respondents to this survey
may have been referencing the NASP Practice MatPainciples for Professional Ethics
when they responded that they agreed that thexréeimdership model that is specific to the field
of school psychology. These two models do notifipalty discuss the actions that an effective
leader should take within their school system; havgethey do provide extensive guidelines as
to how school psychologists should practice withigir schools. If these models became
integrated with the principles of transactional &ashsformational leadership models, then the
field would be closer to attaining a clear leadgrshodel that fits its specific needs.

The survey also asked participants about the nomshn areas and situations in which
school psychologists are expected to act as leadtdrs their schools. The top five areas and

situations that were most commonly selected by@paints in this study included: special

50



education eligibility, assessment, behavioral wgations, knowledge of special education laws,
and academic interventions. Participants in Shgieg2010) study were also asked to describe
situations where leadership is expected from schsgthologists and they most commonly cited
the following: classroom/academic interventiong)doral interventions, crisis intervention,

special education law/processes, and assessméundiva (see Table 6 below).

Table 6

Comparison between Participants’ Top Five Respotsése Item:What Would You Consider
to be the Top Five Areas and Situations Where Lrsageis Expected from School
Psychologists?”

Present Study Shriberg’s (2010) Study
Special education eligibility Classroom/academic interventions
Assessment Behavioral interventions
Behavioral interventions Crisis intervention
Knowledge of special education laws Knowledge of spial education

laws/processes
Academic interventions Assessment/evaluation

Note.Similar items that were obtained in the top fivelfoth studies are bold-faced.

Participants from both studies indicated that stpsgchologists are expected to provide
leadership within assessment. This is not surgyisince currently practicing school

psychologists still spend the majority of their @éimvolved in assessment and evaluation
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procedures related to special education eligib{f@gstillo et al., 2012). The school-based
practitioners that participated in this study segmeich more focused on special education
evaluation than those from Shriberg’s (2010) stulyfact, three of the five top answers from
participants in this study were related to spesthication evaluation, while only two of the
answers from participants in Shriberg’'s study wetated to special education. Participants
from Shriberg’s study placed more emphasis onvetdion as an area that school psychologists
are expected to provide leadership. Shriberg'sgyaants were leaders in the field of school
psychology so they may have been answering higgwalout the ideal role that school
psychologists should hold rather than the realisge that school-based practitioners hold.

In spite of these differences, it is interestingntde that participants from both studies
focused on areas and situations in which schoalldggists can provide leadership at the
individual-level, rather than at the systems-lev@hriberg’s participants mentioned that school
psychologists are expected to provide leadershiprisis intervention which often occurs at the
systems-level; however, neither study’s participagsponded with “school-wide interventions”
in their top five answers. Based on these restldgpears that school psychologists are still
chiefly responsible for providing leadership withmdividual-level services that they have
traditionally provided. School psychologists miiistl a way to expand their roles to include
leadership at the systems-level in order to iretethool-wide change that focuses on preventive
services.

Limitations

A potential limitation to this study is that thexas very little differentiation made

between the items that were provided for partidipam select from to define leadership and

those that could be selected from to rank top dtariatics and skills of effective leaders. This
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may be due in part to the lack of research thatleas completed in leadership within the field
of school psychology, but more must be done teethfftiate between these constructs in the
future. Additionally, participants were not askedestimate the amount of leadership that they
provide on a regular basis, nor were they askelksaribe the leadership activities in which they
often participate. It is important to understane types and amount of leadership activities that
school psychologists currently engage in so thaimemendations can be made to practitioners
for how to improve their leadership effectiveness.

An additional limitation to this study involves tkemparisons that were made between
Shriberg’s (2010) research and the current stughyfortunately, the original survey from
Shriberg’s study could not be located so the prtesteidy cannot be considered an exact
replication of his research. The survey that wagetbped for this study attempts to recreate
Shriberg’s (2008; 201®chool Psychology Leadership Surbaged on the information that he
provided in his article and PowerPoint; howeverditenot include the exact questions that were
used in his study at the time. The questionswleaé developed for the present study were
solely formed based on the information that wawided in his article and PowerPoint, and as a
result, cannot be considered duplicates of thosedan Shriberg’s research.

The differences in wording between the currentygtugurvey and Shriberg’s survey
could explain some of the differences that werenfbun participants’ responses across the
studies. Additionally, Shriberg provided his paigants with open-ended questions in which
they could respond in their own words, while therent study only provided its participants
with questions in which they had to select thesvagrs from specific choices. Comparisons
between the studies’ samples should be made wiitrocabecause of these differences. Further

research must be completed in order to truly undedsthe differences that may exist between

53



leader perspectives and school-based practitioperspectives about leadership in the field of
school psychology.

It should also be noted that using chi-square testigtermine the significance of group
differences can be considered a limitation its€lhi-square tests are nonparametric statistical
tests that are used specifically for nominal oiratldata (Howell, 2010). These tests calculate
group differences based on the frequency of ppgids’ responses. Unfortunately, since chi-
square tests do not rely on making assumptionstabeyopulation distribution, they are less
powerful than parametric tests which involve estiores of population parameters. In order to
reach the same level of power, nonparametric teggisally require more observations than
parametric tests. Therefore, nonparametric testenare likely to produce Type Il error — the
failure to detect a significant difference thapresent. Although parametric tests are typically
preferred over nonparametric tests, the presedy stquired the use of chi-square goodness-of-
fit tests to measure group differences since ot@dind nominal data was collected from
participants.

Much more research must be completed in orderterméne an appropriate definition
for leadership within the field of school psychojogrhis is a unique field that requires a
specific leadership definition and model for praatiers to follow so that they may lead in the
most effective way for their schools. Future ségdshould focus on determining the most
efficient and effective ways for school-based ptixcters to serve as leaders within their schools
that will not take away from the other roles anddtions that they must fulfill. In addition,
school psychologists should attempt to inform o#tdrcators (particularly those in
administration) about the additional services thay are able to provide. Unfortunately, many

school psychologists are mainly only able to congpépecial education evaluations because of
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professional time constraints and traditional vienekl by other educators. It is important that
other school members understand the scope of serthat school psychologists are able to
provide so that they too can help support schogdipsogists in their role transformation over

time.
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APPENDICES

Appendix A: Demographic Information

Frequency
n=96 (percent)

Gender Female 81 (84.4%)
Male 15 (15.6%)

Age <30 19 (19.8%)
30-39 37 (38.5%)

40-49 14 (14.6%)

5059 13 (13.5%)

60-69 12 (12.5%)

> 69 1 (1%)

Race/ethnicity Asian 1 (1%)
Black or African-American 2 (2.1%)

White 92 (95.8%)

Other 1 (1%)

State North Carolina 47 (49%)
South Carolina 49 (51%)

Highest degree Master's/Specialist 85 (88.5%)
Doctoral 11 (11.5%)

Primary work setting Rural 25 (26%)
Suburban 50 (52.1%)

Urban 17 (17.7%)

Other 4 (4.2%)

Years of experience Less than 5 year 30 (31.3%)
5-10 years 24 (25%)

11-15 years 13 (13.5%)

16-20 years 4 (4.2%)

21-25 years 11 (11.5%)

More than 25 year: 14 (14.6%)

School psychologist-to- Less than 1,00( 13 (13.5%)
student ratio 1,0012,000 56 (58.3%)
2,001-3,000 19 (19.8%)

Greater than 3,000 3 (3.1%)

| don’t know 5 (5.2%)

62



Appendix B: Perceptions of Leadership in School Pgjhology Survey

Question 1:

What is your primary working environment?
e School System
e Private Practice
e College/University

Question 2:

It is important for school psychologists to acsakool leaders.
Strongly Agree

Agree

Neither Agree nor Disagree

Disagree

Strongly Disagree

Question 3:

There is a leadership model specific to the fidldaool psychology that provides clear
expectations for how practitioners should leachmfield.

Strongly Agree

Agree

Neither Agree nor Disagree

Disagree

Strongly Disagree

Question 4:

| have the opportunity to act as a leader withingolyool(s).
Strongly Agree

Agree

Neither Agree nor Disagree

Disagree

Strongly Disagree

Question 5:
Other school members understand the ability of @ichsychologists to function as effective
school leaders.

Strongly Agree

Agree

Neither Agree nor Disagree
Disagree

Strongly Disagree
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Question 6:

How would you rate your leadership effectiveneshiwiyour current work setting?
Very Effective

Moderately Effective

Only Marginally Effective

Moderately Ineffective

Very Ineffective

Question 7:

From the provided list, which of the following pBes best define leadership as applied to the
field of school psychology?

Please select your top five answers from thenishe left-hand column. Drag and drop your
selected answers to the box on the right labeleg ‘T Definitions”.

Items Top 5 Definitions
Advocate for children’s needs
Effective problem-solving skills
Goal-oriented

Holds a formal leadership position
Holds a vision for their school
Influences others

Internally motivated

Maintains visibility

Open-minded

Promotes positive outcomes
Respected by others

Strong communication skills
Strong personal character

Strong school psychology skill set
Widely regarded as competent
Works effectively in teams

Works with confidence

Question 8:

What would you consider to be the top five mostamt@nt characteristics and skills of school
psychologists who act as effective leaders?

Please select your top five answers from therishe left-hand column. Drag and drop your
selected answers to the box on the right labeleg ‘T Characteristics and Skills”.

Items Top 5 Characteristics and Skills
Advocate for children’s needs

Aware of own limitations

Creative

Effective interpersonal skills

Effective problem-solving skills

Empathetic

Flexible
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Good listener

Holds a vision for their school
Internally motivated

Motivates others

Open-minded

Organized

Possesses knowledge and expertise
Respected by others

Strong communication skills
Strong personal character

Strong school psychology skill set
Widely regarded as competent
Works effectively in teams

Works with confidence

Question 9:

What would you consider to be the top five areabsatuations where leadership is expected

from school psychologists?

Please select your top five answers from therishe left-hand column. Drag and drop your
selected answers to the box on the right labeleg ‘T Areas and Situations”.

ltems

Academic interventions
Advocacy for children’s needs
Assessment

Behavioral interventions

Conflict resolution

Consultation

Crisis intervention

Current issues in education

Data analysis

Knowledge of special education laws
Knowledge of specific disabilities
Leader of team meetings

Mental health issues
Problem-solving

School-wide interventions
Special education eligibility

Staff development

Question 10:

What is your gender?
e Female

e Male
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Question 11:

Select your age below.
<30

30-39

40-49

50-59

60-69

> 69

Question 12:
Select your race/ethnicity below.
American Indian or Alaska Native
Asian

Black or African-American
Hispanic or Latino

Native Hawaiian or Pacific Islander
White (Not of Hispanic Origin)
Other (please specify)

Question 13:
In which state are you currently working?
e North Carolina
e South Carolina
e Other (please specify)

Question 14:
What is the highest completed degree you hold?
e Bachelor's Degree
e Master's Degree
e Specialist Degree
e Doctoral Degree

Question 15:
What is your primary work setting?
e Rural
e Suburban
e Urban
e Other (please specify)
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Question 16:
How many years of experience do you have as a spsgohologist?

Less than 5 years
5-10 years

11-15 years

16-20 years

21-25 years

More than 25 years

Question 17:
What is the school psychologist-to-student ratigonr area?

Less than 1,000 students per school psychologist
1,001 - 2,000 students per school psychologist
2,001 - 3,000 students per school psychologist
Greater than 3,000 students per school psychologist
| Don't Know
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Appendix C: Informed Consent

The following survey will ask you various questi@isout your working environment and your
experiences as a school psychologist. Your padiimp in this study is strictly voluntary and
you may stop at any time with no penalty. Your oesges are anonymous and will be used to
gain a better understanding of leadership withenfibld of school psychology.

This survey will take approximately 10-15 minutes you to complete. Please do not take this
survey on a mobile device - you will not be ablatswer some of the questions due to their
formatting.

If you have questions about this survey or theltesitained, please contact psychology
graduate student Samantha Harding (sharding@emaikdu) or Dr. Lori Unruh
(lunruh@email.wcu.edu) of Western Carolina UnivigtdBy clicking continue, you are
consenting to participate in this study.
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Appendix D: Message for Disqualified Participants

Thank you for your interest in this survey. Unforétely, we only need participants who are
currently working primarily in a school-based s&itio respond to this survey. However, if you
have questions about this survey or the resul@imdd, please contact psychology graduate
student Samantha Harding (sharding@email.wcu.edDy.d_ori Unruh
(lunruh@email.wcu.edu) of Western Carolina Univgtsihank you for your time.
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Appendix E: Email Sent Out to NCSPA and SCASP Membrs
Dear NCSPA (SCASP) member,

My name is Samantha Harding and | am currentlyyalpsdogy graduate student at Western
Carolina University. | am conducting my thesisjpobto assess perceptions of leadership
within the field of school psychology. | am askisghool psychologists who primarily work in a
school setting to voluntarily complete my briefwey. The information obtained from the
survey will be used to gain a better understandirthe characteristics of effective leaders
within the school psychology field.

| would greatly appreciate your willingness to papiate in this study. The survey will take
approximately 10-15 minutes for you to completéeaBe do not take this survey on a mobile
device — you will not be able to answer some ofghestions due to their formatting. All of the
information that you provide in this survey will bempletely anonymous. Your survey
responses will never be linked to you in any wag Hrere are no foreseeable risks related to
participation in this study. If you have any quas$ or concerns about this survey or the study
in general, please do not hesitate to contact nmeyssupervising faculty member, Dr. Lori
Unruh.

To complete the survey, go to: https://wcu.azlmgalcom/SE/?SID=SV_8IHZMGHPIu5iZlp
Thank you,

Samantha Harding
Psychology Graduate Student
Western Carolina University
sharding@email.wcu.edu

Lori Unruh, Ph.D.

School Psychology Program Director
Western Carolina University
lunruh@email.wcu.edu
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