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ABSTRAC

This Internship report documents the writer's Spring Sunvmer 1993 inu

ship placement in

Harlow. | and in partial fullilment of the requirements for the degree of Masters of

[iducation in School Psychology. The reportis divided into two sections. i placement component
and a research component, The placement component addresses the setting, the goals and abjectives.

the implementation and evaluation of the internship, and the intern's personal reflections. e

research componenat undertakes @ comparative analysis ol the consultative practices of cight (8)

educational psyehalogists: four practising in St. John's. Newfoundlnd, Canada,and four practising

in Harlow, [ sults indicated both similarities and ditferences between the two

sex. England. R

groups of psychologists, These findings were analy sed in terms of diverse conceptual consultative

models and 11 s within current education:
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CHAPTER 1: SETTI

AND RELATED

Overy

w of Internship and Internship Report

An internship placement to meeta partial requirement of the Masters o

Educational Psychology Programme at Memorial University of New foundland was

undertaken by the student during the Spring Semester. 1995, The intemship ook

place in England from April 28th through July 22nd. 1995, under the supervision of

on-site and university supervisors. The intemship experience aimed 1o integrate the

theoretical learnings of

ademic coursework with the practical knowledge of actual

cho-educational casework

pericnces. The interuship setting attorded the

it of this goal with the added dimension of immersion in a British cducational

purs

context. The professional and personal merits of the internship in general, and of

completing it in Britain. will be outlined in detail in th

emphasis on the placement componert and the research component of the internship

“The following report follows the guidelines established by the Committee on
Graduate Intership Programmes. Faculty of Education. Memorial University of
Newfoundland. “The report will consist of two general components: a placement

ion of the value of the activities in

component with a reflective. critical dis
meeting the specific objectives identified in the intemship proposal. and a rescarch

component (1farte. Sheppard. Collins. and Kennedy, 1995).




sub-units that will

“Hiese two components will be broken down into spe

ationale.

include contextual information on the internship goals and objectives (i

of educational

I jon and jon). and a ive analysi

puychology in two educational systems. A el desceription of the internship setting
is intended to give a contextual reference point which will facifitate the comparative

analysis of the data colleeted.

arch question. a

arch component will include a statement of the 1

The re

ure review. a deseription of the rescarch design. a report of research

related liters

findings. a comparative analysis of Essex and Newtoundlund edacational systems.
recommendations for implementation within the internship setting. a bibliography.

and copies of data collection instruments (wiached as appendices).

b. The Internship Placement

Ihe pursuit of an Liducational Psychology intemship in the United Kingdom

was driven in part by the writer's interestin practising in. and conducting an analysis
of. the English education system. with special eniphasis on English psycho-

educational practice. To achieve this goal. the internship was pursued in the town of’

Gireat Britain, Issex is a large cducation authority. providing a broad

Harlow.,

s for almost a quarter of a million children and

continuum ol educational servicy



young people (Kerfoot. 1995). Harlow is a community o’ about 90000 inhabitants

(approximately the same size of the City of St John's, New foundland) situated in

West Essex. Harlow is one of twenty one "new towns™ in Great Britain, communities

designed to dispers nd population away from the congestion of
overcrowded cities. and to provide economic stimulus o depressed regional

cconomies following the second World War (Buleock and Becbe. 1993).

The internship congruent with the writer's professional goals was made

sible

pos rough the Harlow Campus of Memorial University of Newfoundlund, tow
in its twenty [ifth year of operation. Since its inception. the Harlow Campus has

accommaodated both undergraduate and graduate students across faculiics. including

FEducation. | Work. Commerce and Nursin he internship was facilitated

through efforts of Memorial University faculty who linked collaboratively with

representatives of the West Essex Local Education: Authority (LEA) and its

Educational Psychological Service (EPS). By emersion in the English cducational

system. the intern was afforded the opportunity to explore a broader range of psycho-
wch that could not be

cducational ive res

xperiences. and to complele compa

acee:

d in a local Newloundland setting.



¢. The English Edueation System, the Code of Practice,

and the 5 Stages of Assessment.

The Eaghsh Fducation System

The English education system holds the following basic philosophical beli

that all children ha

a right W a broad and balanced curriculum (including the

Nationa! Curricutum): that parents |

ave an important role to play and should be fully

involved in decisions

bout their child's education: that most children with special
educational needs will be helped in their focal primary or secondary school: that a

small number of children may need the expertise

available in special schools: and

that schools play a crucial part in helping children «

x County

prog
Council Education. 1995),

FEven though, historically. there existed a common philosophical foundation

for the delivery of educational service: and

Eingiand. the

cs of delivery were lefi 1o individual interpretation by counties. LEAs and
schools. The resultant variability in education delivery across the United Kingdom
is targeted by the British Government for reduction in the direction of best practice.

At present, the edu

em in Great Britain is in a period of transition.
With the introduction of the National Curriculum in 1989 (mandated by the

Fducation Reform Act of 1988). the Government attempted (o set ont what every



child should know. understand and be able to perform

I stage of his her

education in core and foundational subject areas. This action was taken partly 1o

address concerns related 1o bringing school achicvement into fine with the

international standar

s ol countries that had national curricula. as well as to bring
different regions of England into some degree of homogenity. The Government
identificd a body of skills and knowledge that a1f children should be taught, and set
national goals aigainst which the performance and progress of all children were to he
measured (Bulcock and Beebe, 1993).

In 1993, the British Government leg

tted the most recent Education Act,
whicli continued the ::form and restructuring of educatici. included in this act is

the legal framework waich des

s with special education needs (Fssex County Counil

Lducation, 1995). In Britain. children with mental or physi

prevent or inhibit learning, have special educational rights. Special educational needs
must be identified and provision must he sceured by LEA. with parents having the
right 1o be involved in decisions affecting the educational well-heing of their special
needs child (Buleock and Beebe, 1993). “To support the 1993 Lducation Act. the
Government issued the 1994 Cade of Practice. which gives guidance on how schools
and other people should be dealing with special educational needs (Fssex County

Lducation. 1995).



It has been estimated that nationally some 20 per cent of the English school

population will have special education needs at some time during their school career

(Code of Practice. 1994). When appropriate. the educational needs of children with

speciat needs are met in mainstream schools. Recognizing that some students will

invariably need educational provision beyond the mainstream (and that such

provision can strain: resoure: the Code attempts to best utilize educational

resourees aeross the special educational needs continuum by standardizing schaol

and LEA responses to special educational needs. Efforts to standardize school policy

on special educational needs had been underway in Essex prior to the 1993 Education

Act.and were partially add ges of Assessment. It is upon

sed through the

the Fssex model that the National 5 Stages of Assessment scheme was designed. and

which presently is the national response to meeting the statutory responsibilities for

ssment and provision for children with special educational needs.

The Code of Practic

Ihe Code of Practice. which took affect on September 1st, 1994, was
designed as « guide 1o both the sehool and the LIEA in decision-making, assessment
and "statementing” processes (i.e. the formal documenting of a childs special

educational needs for the purpose of academic placement). Accordingly, those to

whom the Code applies atutory duty to have regard for it. That is. they




must not ignore it (Code of Practice. 1994). Having "regard to the Code” varies over

circumstances and time. That is. some degree of flexibility is alforded to schools in

terms of how they identify. assess and make provision for children with special

educational needs. provided they have regard for the Code and plan provisions in
light of the same. With the introduction of school inspections every four years,

schaals are becoming more accountable to major s

cholders and are relying more
heavily on the Code of Practice for guidance,

In an effort to meet the needs of studen

5. parents, schools. and other

stakeholders, the Code leaves room for interpretation by those using it. In effect, the

Code recognizes that "there 1s a continuum of special educational needs, and that
such needs are found across the range of ability: the continuum of needs should also
be reflected in a continuum of provision. The special education necds of most

children ez be met effectively in mainstream schools without a statutory assessment

or a Statement. "To help match special educational provision to children's needs.
schools and LIEAs should adopt a staged approach” (Code of Practice, 1994, p. ii).

The Five Stages of Assessment

The Five Stages ol As

ment puides LEAs in their identilication and

assessment of children's special cducational needs, while including and empowering

parents and schools to take an active role in this proc
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Ihe first three stages are based in the school. which will. as
necessary. call upon the help of external specialists (i.c. 1.1iA-based
cducational psychologists). At stages 4 and 3. the LEA shares
responsibility with the school:

age 1: class or subj idvntify or regi

cducational needs and. consulting with the
educational needs coordinator (SENCO). take initial action.

Stage 2: the school's SENCO takes lead responsibility for gathering
information. for coordinating the child's special educational
provision, and for working with the child's teachers.

Stage 3: teachers and SENCO are supported by specialists from

outside the school.

age 4t the LEA consider the need for a statutory assessment and.

il appropriate. make a multidisciplinary assessment.

Stage 5: the LEA consider the need for a statement of special
educational needs and. il appropriate. make a statement and
arrange. monitor and review provision.

I'he Code does not insist that there must always be five stages. but

ses the adoption of a model which recognizes the various levels

ol need. the ditferent responsibil

beiated variations in provision that will b

promalte comman recognition of the conti of spe

needs (Code of Practice. 1994, p.3)

rachilds special

hool's special

ies 1o assess and meet those needs,
trefleet and

al educational

and the o

With the introduction o ment. the role of the L

staged model ol

based educational psychologist moved further away from that of cducational

isa

psychometrician and closer to that of psycho-cducational consultant, This shili

logical progr

ion based on- shared responsibility for a student's special educational
needs ineluding both the parent and the school through the staged model outlined

above, 1t i

o much more consultative role in which educational psychology

practitioners and traines

s presently find themselves,



d. The Essex Formal Assessment and Evaluation Service,

The primary role of the

Educational Psychology Serviee (1PS

Yis o

as the LEA to meet its

statutory responsibil

for children with spe
educational needs (Kerfoot, 1994). As per the requirements of the 1993 Fducation

Act. and the 1989 Children Act. jonal psychologists oflk [essional support

10 schools through the I

ce o students with special educational

needs.

is managed by a Principal ducational Psychologist. and

sted by two Assis

ant Principal Educational Psychologists. whose duties include

introducing the Code of Practice. recruiting educational psyche

15, resource

development. and coordinating the work of specialist educational psychologists. The

Formal Assessment and  Evaluation Service (FAES) admi

assessments under the 1993 Lducation Act. and maintains

wents of special

educational needs.  Administratively. Essex has divided its county Educational

Psychology Services into six area ofTi

ach headed by an Area Senior 1

Psychologist. Working with FALS staff, the educational psychologists reccive a high
level of clerical support. Educational psychologists have yearly lducational
Psychologist Programmes, based on service prioritics, which help detenmine

's time allocation (Kerfoot. 1995).



¢ Roles and Responsibilitics
Jiduentional psychologists in Great Britain  have similar qualification

s to their in Newfc la Canada.. Iissex educational

tex

ing qualification. a minimum

peychologists have a first degree in psychology.

of twa years teaching experience. and a Masters degree/professional training as an

e cligible for membership with the Association of°

educational psychologist. The

by i I the British Psy ival Society. and for Chartered

Psychologist Status (Kerfoot. 1994). As applied psychologists. cducational

psychologists have training and ies in psycl

child and adol problem-solving. intervention. in-

service training, counselling. rescarch, project work. and monitoring and evaluation.

arcas

The specific duties and ilitics of the psychologi

diverse as the clientele:

Fach Essex educational psychologist is allocated (o a patch (i.c.
catchment area) and is required to provide the full range of services
outiined to the children living within this arca. This includes services
to children who are: pre-school. at mainstream school. attending
Eissex special schools or units, attending out-county schools. and
post-16 (ifat school). Educational psychologists provide advice to the
LEA on the ional needs of the school-aged and pre-sct

children who live in their patch. Each patch usually consists of two
or three secondary schools. their feeder primary schools, special
schools/units. and pre-school children. In addition to the services
provided to the pateh, educational psychologists contribute to the
County Leaming Support Policy through in-service training.




1

provision development. moderation of I
activities.
In order o support the LEA in mecting it's statutony
ements towards children and in impleme uiu_u the
Learning Support Policy. an educational ps i
following priority services for children in mainstrea
county schools: statutory
advice. contribution to annual reviews ulxhlldn.n \\nh atements.
contribution to transition plans. multi-ageney case work, advisi
the needs of pupils post-16. advising on the need
children. Stage 3 work (i.
intervention). and supporting and monitoring the 1 {
Support Policy and the Essex Stages of Assessment. Operational
standards are set and menitored closely. and annual feedback from
schools is sought and uscd to further develop the service.
(Kerfoot. 1994, p.6)

and other

N Stage:

The choice of

wing facilitated the intern's desire to further develop person:

competencies in specific arcas of educational ps

and contrast i sy y between Newft dand Essex.

f. Summary of Internship Setting.

From the above-mentioned framework. the intern s reas of

lected specill

training and skills in which to develop competencies and gain experience,

corresponding (o the goals and objectives

included in the original internship

proposal. As some areas of personal training complemented the training reccived in

Newfoundland, emphasis was given o these arcas (i.c. informal assessment skills

and consultation skills).
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Implementation of the internship involved . three phase scheme carried out

ver the 12 week intemship: first. observation and shadowing of an educational

withan on task:

independent casework by the intemn. The irtem was linked to an on-site

on. the intem’

psychologist for supervision and mentoring.  [n addi

educatios

ademic Faculty Supervisor was located in Harlew for the duration of the

internship. and met weekly with the intern for supervision and processing ol

internship issues. The internship was guided by detailed goats and objectives that

were drafted individually and finalized with the on-site supervising educational

psycholoy

at the conclusion of the initial two week chservation pha




CHAPTER 11: GOALS AND OBJIECTIVES

a. Rationale

“The goals and objectives to be achieved through the

ernship process

were

based on the intern's professional and personal reflection regardi

@ competencies and

skills central to educational p:

yehology practice. In keeping with current views of

gy in Newli i

L the intern's targets reflected the

perspective that school psychologists must: be well versed in the disciplines o

cducation and psy

chology and also aware of how this translates into practice:

maintain carrent k

of e of ¥

and emerging educational developments and psycholog:cal methods of instruction

in cducation. and: have training in human learning. child and adolescent

development. human

eptionality and cultural div

School Psychology in
Newfoundland and Labrador. Draft). In addition. a key consideration in determining
the intern's targets was the acknowledgement that the role of the educational

1}

sy i 7 more than p ies, and while

provision for special education needs will remain an integral part of the practice off

educational psychology. this role in it not sufficient to meet the needs of
children, teachers, parents, and others involved with the development and education

of our young (School Psychology in Newfoundland and Labrador, Draft).
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“The initial draft of goals and ohjectives was completed early in the Winter

Semester of 1995, while the intern was completing course work and a practicum

in St John'

The targets set reflected a broad base of

educational psychology experience. intended to provide the intern with a well-

balanced and thorough coverage of the areas of practice. These areas included the

following: ion. intervention. observation.

development, counselling., in-servicing. problem-solving, rescarch. supervision, and
cevaluation. Additional expertise would be sought in the related areas of learning

disabilities. behaviour disorders,

social/emotional disorders. ph:

ysical disabilitics, pre-

school assessment, and exceptionality.

b. Goals and Objectives

The initial draft of internship goals and objectives (contained in the internship

proposal) drew heavily from the &

demic and practical experience of the intern up

to mid-February, 1995, The targets which were defined therefore reflected the

Canadian setting in which the intern was studying and intended to return to seck

employment. Central o this initial draft were the target areas of assessment and

consultation, although varied expericnce across the chronological age: range of the

student population was ¢learly indicated. Some degree of flexibility was built into



53

the draft targ

the actual reality of the Fnglish placement. the
opportunities that it would provide. and the expectations that would be generated by

the L

blished or contirme

A were not formally es at this point in time.

Revised Goals and Objectives

Upon introduetion to the I stem in which the intership would occur.

a re-evaluation of the original draft goals and objectives was completed. with

given to the ions and requi ol the itsell. It

was possible, with minor clarification and specification. to redraft a statement of°

goals and obj that would meet the needs of the intern as well as the British
supervisory bodies. These final goals and objectives were defined as Tollows:

1. To cvaluate behaviour in different educational
provisions.

2. To evaluate interventions for students in special provisions (i.c. speech-

language,

leaming dilficulties. and autistic

units).

3. To complete the re of the

internship Report.

4. "To develop competencics in working with the Five Stages of Assessment

and the 1994 Code of Practice.
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5. To develop ies in using wols specific

. British Assessment Se

to the United Kingdom (i.

6. Tostudy brief-therapy and solution-focused th i hes. and
the impli of these hes for psychy jonal practice.
7. “To pursue professional development and King

8. To conduct problem clarification interviews with parents. teachers and
SENCOs. resulting ina list of perfermance concerns.

9. To contribute to the design. implementation and evaluation of an
individual education plan for an infant studer t and a junior student.

10. To contribute to the design. implementation and evaluation of a

behaviour ma

ment program for a primary student and a secondary student.
11. To contribute to the preparation of Stage 4 and 5 assessments and

psychological advice.

12

© develop skills in informal assessment. classroom observation.

nd interview techniques

curriculum-based ass

ment.

13. To observe and participate ina preschool a:

sment.

14, To gain competencies in assessing and developing interventions for

students with physical disabilities.

ves are in keeping with (and in some arcas exceed) the
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statutory deseriptions of educational psychology trining and education as expressed

by the National Association of School Psychologists. the Committes to Review

s (Newfoundla

hool  Psyehological Servic d and Labrador Deparment off

and current fations and instituti iated with educational

psychology in Great Britain.

¢, Implementation of Goals and Objectives

“The process by which the goals and objectives were achicved is explained in

the following:

Stage 1: Observer Stage. In this stage, covering approximately 2-3 weeks,

the intern was paired with various educational psychologists on the West sses team

to observe hini interview styles. ¢ ion methods,
skills. and other educational psychology skills across a wide range of cases, age

groupings. presenting issues. and situational factors. characterized

by observation of (and di; i ith) educational holk

orientation 1o the English education system and the role of the LK. educational
psychologist.
Stage 2: Participant-Observer Stage.  In this stage. the intem worked

conjointly with a team educational psychologist on specific work
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consulted with a supervising educational psychologist regarding

intervention and processes. Stage 2 saw the intern taking

4 more active role in actual casework while being closely monitored and having

detailed feedback from the educational psychologist supervisor.

Stage 3: Independent Practitioner Stage. Tn this stage. the intern wzs given

nine () cases for which planning. scheduling. ment, cvaluation. and

consultation were to be completed. under frequent supervision [rom supervising

educational | ists. The ion at this stage was that the intern would
e capable at the internship's conclusion to function as a school psychologist in a

competent and professional manner.

d. Evaluation of Goals and Objectives

‘The intern achieved the goals and objectives agreed upon with the academic

and field superviso strong commitment to professional
development of trainees. the supervising educational psychologists provided weekly
supervision where constructive feedback. support. guidance. and evaluative
diseussion were engaged. In addition. other forms of supervision and feedback were
implemented. including observation of educational psychologists in situ, being

d by supervising ional 1

intern, working



i

collaboratively with the cducational psycholog

s and engaging in reflective

discu

ssions foeused upon documented casework related issues,

In terms of the professional competencies acquired and the educational

chology s

ps: ills developed. areas listed in the intem's goals and objectives were

addressed. The intern became familiar with current British educ:

the 1994 Cude of Practice.

ex procedur

s (including the

Assessment), and the roles and responsibilitics of the educational psychologist as
define. therein. This familiarity was achieved through analysis of appropriate

documents. consultation with EPS and LEA stafl. liai

sing with other edueation

interns, and I in their day to day work.

A range of casework was experienced by the intern in both mainstream and

special cducation provisions, including work pertaining (o severe leaming

dilficulti

emotional/social problems. physical disabilitics, behaviour problems. and

various other spe

1l educational needs. The intern worked with students ranging

sework sulled in

from pre-schoolers to senior high school. Various signments r

the writing of psychological advice for statutory as

sments and the completing of

related suggested entries by the intern. The intern engaged in consultation with

students, parents, tcachers, administrative sta s to schools, LEA

support servi

officers. other prof:

onal ag.ncies. and tcam educational psychologists 1o fulfil
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caseworh requirements.

ment metheds and instruments was

Exposure (0 4 broad range of asses

ssment.

ilized during the internship. These ineluded informal curriculum-based a

ales. WISC-UK). checklis

observation. standardized testing (ie British Abilities

consultation. semi-struetured interviews. and review of appropriate documents at

both schools and the Fducational Psychology Service (EPS).  In addition, the intem

developed @ ereative problem-solving paradigm complementary o educational
psychology practice. modeled afier ssex educational psychology practice. which

ation

incorporates hypothesis development and testing through assessment. Consider

was also given to the briet-therapy and solution-focused therapy approaches and their

implications for the intern's practice.

Sessions involving "systems work” within the educational psychology

frameworh were attended by the intern who Tunctioned as an observer and a

participant. These sessions included consultation with LEA management. S

s, EPS team and servi

Support group meetin meetings. Child and

Consultation Serviees meetings. an educational psyehology trainee conference. and

proup discussions



CHAPTER H1I: IMPLEN

AENTATION AND EVALUATION

. Introduction and Reflections.

As

1 closure exercise. the intern condens

d the Tearnings and impressions

recorded in a daily journal into a rellective

ative that was the guiding document

for the intern's final evaluation meeting with both field and «

cademic supervisors.

The following extraets from the document provide an in-depth look at the personal

and professional development of the intern. The followin 15 ol learning were

noted by the intern:
1. The educational psychologist as critical thinker and structured problem-solve

“The intern found this hybrid approach key to the manner in which educational

sy v is approached. planned for, i and evaluated. ‘The problem-
solving model is also central 1o the consultative process.  As a foundational

component of "good" cducational psychology practice. the intem practised almost

exclusively from within this

model. incorporating it into all stages ol the assessment

pros

A related point involves the educational psychologist scheduling time o

think and reflect on casework and systems work.

2. The edueational psycholoy

st as a systems analyst and change agent

Primarily acquired during in siti experience with supervising educational

psy ists (i.c. during with school inistrations).
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the intern gained a foundati ing of the educational ist's role

in the arca of systems anal, ‘The proactive position taken by educational

psychologists in this role faci stem.,
psy 2

Les empowerment of professionals within the

and radically challenges the system (itsell) to progressive development.

3. The educational psyehologist as informal assessor.
Current educational psychology practice in the U.K. challenges the exclusive

reliance on standardized  assessment. Observation.  consultation.  therapeutic

lum-based ideration of  social

interviews.,  cheeklists. cur

interaction and developmental levels, and review and/or discussion of students' worl

samples all qualify as valid informal assessment methods. The intern completed one

d by informal assessment. during the

intership: all other casework was completed using informal assessment procedures.

“This experience helped move the intern beyond the sphere of psychometrics and into
the sphere of educational psychology. where a balance between formal and informal

ssment s realized to ensure that the most thorough  psycho-educational

ments are obtained.
4. The educational psychologist as hic pr I
The ULK. i has reinfc the imp of a well thougk iy

structure of ility, through

planning, or



working. and y o “The intern is more fully aware

of the professional. ethica

and |

| demands made on the practising psychologist,

and is better prepared to meet these challenge:

5. The educational psychologist as orgenized professional

School psychologists in the U.K. manage their time efficiently. The interm

worked in a structured environment with the pressures and demands on time that hoth
challenge the educational psychologist to work within limits. and facilitate efficient

coping with caseloads. While ¢

al support facilitated some organizational

proces

s. it was (he educational psychologists themselves who held the majority of

organizational

sponsibilities for dealing with their individual cascloads. The intern

learned that there will always be demands on one's

time. and careful priorizing.

planning and

ol ime is a fund: | o
professional educational psyhology practice.
6. The educational psychologist as self-uctualized. empowered professionsl,

Other professionals and lay persons look to educational psychologists for

advice. help. support. and expertisc. in order to cope with a plethora of needs. 1he

U.K. expericence reinforced. for the intern. the need for educational psychofogists to

know their roles, limits. and capabilitics. It is important for psychologists o be

ibic.

comfortable saying "no” (o requests and demands that are not appropriate or fea



7. The edweational psychologist as consultant and as counsellor.
“The educational psychologist comes into daily contact with people who are

anxious, stressed. unsut

angry. and expericncing gencral negative affect, A major

learning for the intern was that counselling skills are constantly used in daily

nent. et.

functioning as a support to other facets of practice (i.¢. consulting.

Liffective school ps gy depends on working with i 'y issues and planned

issues. and therefore requires differentiated skills in both arcas.

8. The edcational psyehologist as empowering agent.

Tied closely to the previous example, this arca of personal development

concerns raising the consciousness and professionalism of others. While some argue

that empowerment means

"giving psychology away". it is more accurate to posit that

the educational psychologist's role is greatly facilitated if others are clear and

conlident regarding their own roles and responsibilities. especially with regard to

of'special needs. can provide the guidance and

support neeessary for empowerment to both clients and colleagues.

Y. The educational psychologist as nurturing supervisor.

One of the most significant experiences of the U.K. internship was the quality

of supervision provided by the British tcam. Good cducational psychologists are

developed and nurtured. and the personal and professional guidance provided by the



supervisors was cxeellent and i - helptul. The i

heavily upon the intern that it is the responsibility of cach practising educational

psychologist to take most seriously the tutclage ol inteming educationa!
psychologists. and to consider such supervision to be a fonally as

the assessments one writes or the consultations one provides. Ona personal note. the
supervision during the Harlow internship facilitated the development of personal
feelings of cfficacy and competency. and the intern is in debt to supervisors who
provided both care and challenge.

10, The educational psvchologist as team member.

No longer the domain of the isolated psychometrician, the team approach to
special educational needs is becoming more widespread in Britain. The interm was
impressed by the benelits of this approach. and will endeavour to practise and
promote a team perspective.

11. The educational psychologist und parental involvement.

Parental involvement s viewed as a central component of the special needs

strategy of British educational psychologists. The intern worked direetly with parents

at various stages of’

rvice in a collaborative manner, ducating parcnts concerning
their rights with regard to their special needs children, and involving parents in all

levels of the process means the child has a better chance of access to needed services.
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12, The educational psychologist and the staged approach 1o assessment.

The intern fi in a staged paradigm (i.c. the

S Lissex Stages of Assessment). The staged approach provides a framework from

which others can become involved in the process of meeting special needs. Even

y. the theoretical e and i ing of such an

h will greatly facilitate and guide the intern's prol onal practice and

appre
ongoing systems work.
13. The educational psyehologist and the Law.

relates o

‘The intern was impressed by two aspects of English law

children and education. First. some of the differences (i.c. child protection laws)

allowed the intern to reflect and iate Canadian education and it's

systems (i.e. social welfare. justice). Second. some of the British educational

tion (outlined carlier in this report) facilitates the implementation of many of

the positive structures and philusophics expounded thus far. By way of example. an

h 10 move toward a staged approach of’

cducational psychologist wio might w

without would be at the merey of the institutions

that he/she works

nand with. Success depends on collaboration and this may or

may not existat various struetural levels without a legislative mandate. 1t follows

that collaborative breakdown at any level means that intervention may  fail
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tion which mandates a collaborativ

completel!

mework provides

an impetus for all persons in the system to re-evaluate their own practice and respond

accordingly.

14. The educational psychologist as generalist.

“The British Educational psychologists displayed a wide range of knowledge

methods. methods for children with

including p

physical disability. and systems background. In addition. some educational

psychologists pursue speci; arcas (i tion)

family therapy. inclusionary edu

which they share with tcam psy “The intern cap 1on the

opportunity to gather as much information as possible on a wide range of educational
psychology domains of practice.

15. The educational psychologist as proactive versus reactive praciitioner

d clos and s

ems learning:

progctive philosophy

Iy to cmpowerment

is onc that was theoretically known to the intern prior to the British internship

“The intern was profoundly influenced by proactivity in practice. The

and m ional. So strong was the influence that

was both i

the intern will attempt to be proactive in practice at all levels. and to avoid the

cyclical dangers of reactive practice.

16. The educational psychologist as assertive practitioner.
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tive (versus authoritarian)

“The intern identified strongly with the as:
interpersonal style utilized by the British educational psychologists, and attempted

i

o adopt thi ive style personally and professionally. Included in this style are

positive confrontational and negotiation skills that require practise and development.

The educational psychologist as reflective thinker.

Related 1o the issue of proactive practice. British educational psychologists

make time to think about their cases. This process is crucial to offering sound and
helptul adviee. ‘The intern noted that while there renained production demands. the

Fritish educational psycholog

were resolute in their time management o provide

for reflective analys

levelopi /

IS The ed I psyehologist as

: ists are constantly engaged
in professional development. Viewed as an avenue for professional development, an
opportunity for non-mainstream practice (i.¢. 2.3 position with the a child and family

clinic) is considered 0 be 0 a

P to

professional development contributes

strongly to the high professional standards
espoused by the educational psychology profession as a whole in Britain, A

memuorable quote from a collaborator during the «.-ernship which reflects this point



states that "one is either moving forward or backward, but one is never static”.

b. Value and Limitations of the Internship

The intern perecives the value of the internship as heing dircetly related fo

the opportunity for comparative analysis that such a croy

cultural experience

and refining of “good practice” as detined

provided. and the subsequent synthes

by inherent strengths in both systems.  Additionally. the opportunity (o observe,

engage, and raise questions with British educational psychologists on good practice,

and on their perspectives on educational ps was of benelit

) Ly

Upon reflection. the British system would appear to emphasize different but

y practices when compared to the inter's

Canadian experience. The British focus on informal assessment, systems analysis.

a staged approach to sment. parental involvement. consultation, and carly

lent counter-point to the intern's Canadian

childhood development offered an excy

training and expericnce. 'The complementary nature of a majority of the skills gained

in the UK. provided the intern with a broad range of sKills from which o practise
immediately. and to develop in the future.
“The intern acknowledges that due to the natural limits on time imposed by

one year graduate program at Memorial. it would nat be possible to cover all (e



30

domains in which the cducational psychologist functions in great depth. In addition.

ps practice in Newlc appears to be reactive, reflecting

a psychometric approach. The inter questions the efficacy of a wholly reactive

system. The literature indicates that within such a system, development of skills

outside the limited context of assessment would be very difficult to achieve. Asa

new educational psychologis ibilities of a staged

not being aware of the pos

approach to assessment. the benefits of advanced informal assessment, or of a

"systems approach” o psychology. one might settle into a defined traditional role

that seriously curbs potential in all levels of practic

I'he UK. internship. then. provided the intern with the opportunity to

explore. live, and breathe

v from a different. perspective. The

iz

et of such an experience will strongly define the writer's professional and
personal orientations toward school psychology. Its immediate benefit for the intern

has been to 1o a larger perspective ol educations y: the

possibilities for psychological practice extending far beyond dealing (or coping) with

athree year long waiting list of standardized assessments. The internship introduced

the possibility of system change and "doing it better", and introduced the skills end

abilities neces:

sary 1o effect such change. By awakening a er

ical, analytical

perspeetive towards e psy v, the i hip was i . By
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this perspective with genuine | ility. warmth, and caring. a more

complete picture of the educational psychologist emerged. Paraphrasing one of the

intern's British colleag ducati hology is a protession balanced between

1o sac

giving care and Jove. and giving knowledge and experti: ilice or ignore

cither (for the other) sells the educational psychologist, the system. and ultimately,

the child far short of the service deserved.  Itis in the balance between caring and

knowledge that educational psychology achieves i

s [ullest potential

Central to the limitations of the internship (excluding logistical problems such

as transportation) were the professional and cultural deficits experienced by the intem

on arrival. The intern was simply not prepared to step into the role ol school

psychologist. as would be expected of a UK. traince. While this situation was partly

due o differences raining, it is a lact that the intern could have been bette
prepared o meet sorre of the EPS expectations. By way of example, an

understanding of the Naticnal Curriculum. knowledge of advanced informal

assessment techniques. and systems work are integral o the daily functioning ol the

Ul

. Educational psychologist. The intern arrived without these skills or knowledge:

In addition. many of the skills emphasized in the intern’s Canadian experience (i.c.

standardized assessment) were rarely viewed as priorities in the (LK. context by

British educational psychologists. Thus. the intern found the initial month (113 of the




vis deficit-reduction.

internship) highly intensive vi:

‘The intern suggests that on another occasion this deficit could be largely

overcome prior 1o the internship through rescarch and directed study in relevant

specific skill loy (i.e. informal ) during pre-

arcas. as well as

practicum and practicum s

Lings

It is also important to take into account the

Their investment of time.

expectations of the cooperating EPS in West
expertise. energy. and hospitality arc key 10 a suceesstul internship experience, and

their heightened input during pre-internship planning would greatly improve future

internship attempts in 1

. Summary
“The intemship was valuable for the intern on a practical level. a professional
level. a personal level. and on a philosophical level. Most important, the internship

brought the entire graduate year into focus

lending it meaning and purpose. The
internship allowed an arena for the synthesis of theory. skills. and professionalism

that will Facititate the intern's futare carcer in the field. The intern would be remiss

not to comment on the eultural, social. and personal benefits of interning in Harlow.

The friendships and cultural experiences had great impact on the intern, and were as

ignificant as the internship experience itself. They will continue to influence the



intern in both professional practice and pers




CHAPTER IV: COMPARATIVE ANALYS

1S STUDY

a. Rationale

Vidueational psychology as adapted and grown with major influence from

bath the fields of education and psycholog,

Drawing fram both disciplines to form

4 unigae entity. educational psychologists have consistently 10 provide

appropriate and meaningful service o their communities. As the needs of these

communities have changed through time. so too has the role of the educational

psycholagist evolved o meet new demands and issues

The intern's experience

<in hoth Canada and the United Kingdom reflect the
Ccvolution of educational psychology. current service delivery models. and

profi

fonal respanses 1o psyeho-educational issues.  As British and Canadian
systems are not completely congruent in all arcas of professional practice and

ca. THE CONSULTATIVE PROCE

philosophy. the intern selected one focus

Lo compare practice.



b. Overview of Consultation

Educational psychology is shifting from a profession defined hy a narow

pertise. associated jargon. and cialist mindset to amore s

planning. marketing. partnersh?ps. and consultation

nt. 1994). Central o this shift is the move away from a limited focus on

testing and (i.e. psychometrics) towards o more

collaborative. interactive problem-solving paradigm that espouses empowerment and

(i.c. ltation).

The fonship between educational psychology and psycl ric

has

traditionally been a close one. While psychometries continue to play an important

role in the practice of educati hologs. the helief that educational psychology
and psychometrics are synonymous s inaceurate. The scope of educational

psychalogy is broader than its methods and techni its

instruments. and its standardized tools. It would be more aceurate to say that
psychometric skills are included in the educational psychologist's tools of trade, no
more or less important than time management skills, interpersonal skills. or

organizational ubility.

The consultative process is one of educational psychology’s

response 1o the ever-changing psycho-cducational milicu in which educational
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psychologists operate. Through this strategy. designed to empower and directly
involve system stakeholders (i.c. the student, parents. teachers. special education
teachers. school administration, community and health agencics, ete.). educational
psychologists introduce and develop the concept of cooperative problem-solving. By
developing more effective ways of understanding and managing school problems.
and by consciously applying psychological theory and practice to the process.
cducational psychologists are entering into a more proactive relationship with the

cducation s

“T'he benefits of the consultative model 1o the education system are twofold:

first, the student

his/her specilic needs addressed: and second. the system engages

in a process that promotes planning. evaluation, cooperation. brainstorming, and

ereative problem-solving. [n addition. the ion process provides the education

system withan internal mechanism to evaluate. adjust. and guide its continual growth
and development. The intern considers the above mentioned aspects ol consultation

in more detail in the literature review section of this report.

T'he intern de:

sired to conduct qual ¢ field research on the consultative

procy

used by educational p

vehologists in both St. John's. Newfoundland, Canada

and Harlow, Essex, UK. and comparatively analyze the professional practices and

perspectives, as related to the process. Research methodology followed a semi-



structured interview format. which will be described in detail below.

<¢. Data Collection and Instruments
i. Introduction

The rescarch data was collected between March and July of 1995, A total of

cight (8) educational psychologists participated in the research via semi-structured

interv

ew

. To maintain the validity of the sample. four (4) educational psychologists

well ¢

operating in St. John's. Newfoundland were interviewed our (+4) Harlow

T ists. All partici were apy { by the intern and pave
their informed consent to be included in the rescarch (sample letters of consent are
found in Appendix B). In an elfort to maintin anonymity, the educational
psychologists were identified by number only: i.e. nf1 (Newfoundland liducational

H15).

Psychologist #1), nf2. nf3, nfd: uk$ (United Kingdom Fducational Psychologis
uk6, uk7. and uk8. Al cducational psychologists are currently registercd

psychologists with their local psychological associations.

ii. Questionnaires
Questionnaires were developed using a series of open-ended questions

hy. The

designed to i ion around ion practice and
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questionnaire template is presented in Appendix A. The ques

jonnaires were used by

the interviewer as a guide during the actual interview sessions.
iii. Semi-structured interviews

“The interview process took from approximately 20-60 minutes per interview.

and interviewe

were encouraged 1o speak at length regarding the consultative

process. and regarding their perspectives and opinions on the process as it relates o
educational psychology. All participants commented on areas covered in the

questionnaire. and contributed rich data samples. Interviews were held during

working hours at cach jonal psychol spective place of employment.
Al interviews were held in private.
i

In an effort o ly capture the ional psych ists' thoughts

verbatim, cach interview w

as audio-tape recorded with consent.  This process
allowed anatural flow during the interview. as there was no note-taking required and

conversation could continue . The audi were later transcribed

verbatim, which facilitated reflection on the precise context of the interview data.

T'he transeriptions were reviewed and excerpts selected for inclusion in this report.



d. Review of the Literature

“The educational psychologi

st has. for many years, practised in the narrowly
defined role of mental testing. However. the role of psychologist docs not end with

the formal assessment of a student and a subscquent report: an educational

psychologist's involvement may include presentations at case conferences and

consultation with the student. parents, teachers. and other professionals (Sattler.

1992). Cole and Sicgel (1990) distinguish between two roles for the school

psychologist: the traditional technocrat who provides mental testing and assessment

services 1o teachers and fulfils a “diagnosis-for-pl in-special-cducation” role.
I with a more perception of the school psychologist as
i problem-solver and who is able o draw on a wide hady of

knowledge for the benefit of students, parents and cducators, To serve children

fectively. s

must (firs

chool psychologists and foremost) concentrate their atiention

and personal expertise on adults: a shift from direet to indircet service delivery
(Gutkin and Conoley, 1990). 1t is in the context of the emerging consultative

paradigm that the intern's research was pursued.

i, Defining Consultation

It has been stated that there are as many interpretations of the term

consultation as there are conte:

in which it useful to "consider jointy” and “to take
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ibbert. Powell. & Louw. 1992). Consultation.

counsel” (1anko in Stringer. Stow.
as it apphies to the educational psychologist. has been defined as a process in which

ed Wl

concems are rised and a collaborative and recursive proc h
combines exploration. assessment. intervention and review (Wagner. 1995).
Similarly. Conoley & Conoley (in Davis & Hartsough, 1992) defined consultation

. non=supervisory relationship between professionals from differing

as @ volunt

fields. established 1o aid one party in their professi [unctioning. Compl

1o this perspeetive is the position that consultation is an interpersonal proce:

to teaching. having some eleents in common with supervision. and occas
looks like psychotherapy (Robbins & Spencer in Davis & Hartsough. 1992). A third

as both

definition from File & Kontos (1992) describes the consultative proces

helping and wiadic: the consultant (i.c. the educational psychologist) provides

lient (i.c. the child and the family) through a mediator or consultee (i.

nily. the teachers. the caregivers. the school. and other involved professionals).
Each of these definitions touches on different aspects of consvltation. and all reflect

valid elements of the process. However, linking cach definition and contributing 10

the real power of the consultative process in the educational context is the fact that

consultation gives ownership of problem to students and their teachers (Coleman.

1994), 1t is the empowerment of the consultees in the system that makes the entire
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process a proactive rather than a reactive exercise. and it is for precisely this reason
that consultation is so valuable w educational psychologists, to the education system.
and ultimately. to the student.

Key to the d ol ion is the

that is drawn along
the direet-indirect service continuum (i.c. whether school psychologists are providing
services direetly or indireetly to their clients). The demands of each of the two

maodels, while sharing some commonalities (i.c. knowledge and - expertise regarding

nd intervention) do in fact require different sets of skills.

With direet s

ice. it is the cducation

psychologist's therapeutic shills with

children that are paramount. while with indireet service, it is the educational

psychalogist's ability

o work effectively with adults that is most important (Gutkin
& Conoley. 1990). Working within this continuum. Siegel & Cole (1990) and also
Greenough, Schwean. & Saklolske (1993) stated that the direet service paradigm

relegates the school clive,

chologist to an expert tester who functions in a 1
response model, and whose assessment process becomes static  (versus an

over time). Other resy

interactive proces

arch points to the staggering needs of our

children in relation to the limited p:

vehological resource: ilable, and to the fact

that adults rather than children contral the environments that children function in. as

an indictment of direet service delivery. and as supportive ol indireet service
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delivery/consultative process (Gutkin & Conoley. 1990).

Distinguished from other helping relationships. consultation can be broadly

regarded as an indirect service delivery model where a consultant and a consultee
work together to address a mutually identified goal for the client (Buysse. Schulte.

he

Picree. & Terry, 1994). Consultation involves working with the person who has
professional responsibility to be (or is the most) concerned (i.c. the consultee) since

that person is, by definition. the most motivated towards achieving change (Wagner.

1995). Studies show that the major segment of educational psychologists' time is

spent in assessment and consultation. with the trend being toward an inerease in

consultation with teachers (Cheramie & Sutter, 1993) When consultative aspeets of

are added te the consultative continuum, research indicates

the

Ssment proces:

that educational psychologists spend up to 90% of their time on indirect services. In

addition. consultation o maxin the potential impact of school

tivity most preferred by

Py jcal serviees. and consistently emerges as the a

psyehologists (Gutkin & Conaley, 1990). The rescarch implies that contemporary

on (Gutkin & Conoley.

school psychology is an indireet service delivery profi

1990).



ii. Theoretical perspectives on Consuliation
“The underpinnings of the consultative process come from many domains,
including the mental health model (ie. based on Rogerian and Alderian theory). the

bhehavioural model (i.e. b

d on behaviour learning theory). organizational/process
models (i.e. based on systems change theory) and the collaborative model (hased on
the principles ol collaboration and parity. and characterized by mutual control and

mutual goals among team members) (File & Kontos, 1992). In addition. Persona

Construct Theory.

ymbolic Interactionism. and

stems Thinking! Family Therapy

have all infl d the develop of the cons ive orientation (Wagner, 1995)

Scholten (in Cole & &

egcl. 1990) has noted that models of consultation have also

been developed based upon the level of intervention (i.e. individual child. classroom,

or system). and upon the consultants’ approach (i, facilitative or expe

‘Theoretically., consultation is bas

ed on the premise tha

positive change in student

behaviour can he produced indireetly when a consultant engages with teachers or

ather school personnel in collaborative problem-solving (Tingstrom. Litile,

wart. 1990). Consultation is also grounded in the concepts of equal refationships.

mutual trust and open communication, joint problem identification. pooling and

identifying effective strategi

s. and shared respon ity in strategy

and evaluation (Stringer, Stow. ilibbert. Powell. & Louw. 1992). Regardless of
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cteristies to all forms of consultation.

mudel or

" process which oceurs between a

flessional help-giver and a help-secker. It

voluntary relationship in which the
help-giver and help-secker share in solving the problem. The goal is to solve a

current. problem of the help-secker. and the help-seeker profits from the relationship

iin such a way that future problems may be handled more sensitively and skilfully

(Meyers etal. 1979, in Stringer. Stow. Hibbert, Powell, & Louw, 1992).

iii. Gouls of consultation
Ihe purpose and goals of consultation are most often tied 1o the particular
maodel that the process follows. Yet. there are general goals that hold true for most

models. These include (but are not limited to) the following: offering help to the

person most concerned. i.c. assisting classroom tea s in working more effectiv

with both their students with disabilities and those students at risk for special

education referral (Glang. Gersten, & Morvant. 1994): addressing work at different

levels of the school: offering teachers a forum for professional development: and

providing and of school-based  problems  using

interactionism and systems thinking in a collaborative framework (Wagner, 1995).

ending the consultative range. Cole (1991) suggests that an educational
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psyehologis

‘s consultative work should involve repular education students as well
“The ultimate goal of consultation. however. is to enhance children's learning. o make

lable to all students.

and W utilize muliiple approaches 1o service

delivery (Cole & Siegel. 1990).

iv. Supporting consultative research

When compared to the number ol educational psychologists who use

consultation a

a way of practice, there is an acknowledged paucity of rescarch on the

subject. However, recent re

h has confirmed some fong-he 1d belie (s reparding
the consultation process. and offered some potential research divections Tor the [uture.
Studies have considered the importance o evaluation to consultation (Mucha, [994),

and the effeet of interface (i.e. multidisciplinary and inter ney) issues on

consultation (Conoley & Conoley. 1991), Teucher-educational psychologist

sroom motivational

consultation programs have been shown to inerease the ¢l
climate (Singer & Houtz. 1992). In terms of programming, carly childhood

integration programs for children with disabilities include consultation as a key

component (File & Kontos. 1992). Some of the most definitive work. however, has

as its focus the positive relationship between 1. colluboration and

communication.
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Consultation depends on collaboration (Davidow. 1994: Buysse. Schulte.

Piere

& Terry. 1994) with teamwork and cooperation viewed as important

contributors to suceesstul consultation (Erchul, 1993). Whi

successful consultants

should be knowledgable. competent, and congenial. study ha

indicaed that the id

[¢ is voluntary., and collegial in nature. and that
interventions developed viaa collaborative model are more aceeptable to teachers
than  working relationships characterized by isolation (Kutsick, Gutkin, & Wi,
1991). Suecinetly. collaboration and cooperation are more effective than dictating

(Davidow, 199:4). In addition. the consultant’s facilitative characteristics have been

lound 10 be important (o success (Weissenburger. Fine. & Poggio, 1982).
Consultation. therefore. can be viewed as a social interaction in which success or

failure depends in large part on the dynamics of social interaction (Tingstrom. Litlc,

& Stewart, 1990). Atit's

most basic level. fonisan i

sueeess is on the

s ication and interpersanal skills

(Davidow, 1994).

Based on this rescarch. one would expect that the proce: used by

practising school psychol

ists 1o icate their dge are at le:

as
important as the content of the knowledge that is communicated (Gutkin & Conoley,

1990). For

xample. ¢

ective interpersonal skills counselling skills: active
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listening. warmth. interest. respeet. and empathy) were found 1o be erucial to the
foundation of the consultation process (Stringer. Stow. Hibbert. Powell & 1 ouw,

File & Konto:

1992). Davidow (1994) reported that the communication of

s s important as the findings themselves. Interestingly. o

collaborative consultation approach involving st

ared responsibility and a facilitative
(versus directive) interactive style has come to be preferred by consultants and
consumers. implying that content and process should be cqually stressed (Buysse.
Schulte. Picree. & Terry, 1994). Itwould he accurate o state that consultation in

schools is the solution of problems by having educational psychologists and schools

work logether in a preventative, ereative. and effective manner, rather than working

in @ erisis response manner or conducting assessments for placement (Wagner. 1995).

v Barriers to consultation
Barriers (o consultation exist at varying levels of a system. ranging fom
regional systems to lcal systems. and from broad programs to individual classrooms

Thes

include (but are not limited 1) policies and practices that do nol support

lack of in e skills,

on direet service delivery, time and caseload constraints. differing knowledge-hases

underlying special and regular education. issues ol eredibility, nonconformity w
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arying e ptual frameworks. the develor

expectitions. desires o maintain ihe status quo. and low self confidence (File &

Kontos. 1992). Of major concent to the school psychologist is the possibility that
even the most elfeetive intervention strategies may not be carried out (Conoley &

Conoley, 1991). School psychologists are dependant on adult third partics such as

teachers and parents to deliver their services. 117 the third parties do not act on the

psychologist's rec appropriately. there will be Title if any

choose Lo act on

positive impact on the child. The question of whether third part

an educational psychol 'S treatment ree i in the manner intended is

a complex behaviour resulting from a myriad of intra-personal. inter-personal. and

extra-personal forees (Gutkin & Conole;

990). These forees include negative or

irrational teacher attitudes which can interfere with the consultative process

(Weissenburger. Fine, & Poggio. 1982). and parents resistance to the consultative

process (ie. when the is wi influencing the consuliee to

engage actively in a problem-solving process) (Tingstrom. Little & Stewart, 1990:

Camphell. 1993). With most teachers wanting coneretenc:

ity. intensity.
and practicality from consultants (Glang. Gersten. & Morvant. 1994). pressure is
placed upon the consultant to provide direet service and play the role of expert, a

situation which undemines the consultative process. Thus, it is difficult to maintain



equality in what many regard as a help-giverhelp-recipient relationship (1

1993).

¢. Results and Discussion

The intern considered the research question "what differences exist in

perspective and practice with regard to consultation between  educational

psycholog

practising in St. John's. Newfoundland and Harlow. West Essext™. 1 he

intern desired to explore both the mechanices and the personal responses of both

groups in order to determine at what point along a continuum the two systems exist

The intern hypothesized that i educational psychologists practis

edl within a particular

model of on (i.c. collaborative problem-solving). they would show higher

application of theory to practice and to consultation issues than would educational

psychologists who did not practise within this model. The implications of this

research would contribute (o the confirmation of the ef

v ol the consultative

approach in educational psychology. ‘The arcas the

| 5

defining the ol ion. issucs. These

arcas were chosen to provide information from which to compare the consultative

processes of the two systems.
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i Defining Consultation

I'he interviewees were asked to define consultation. The general pattern of

responses indicated that there was some difference in the pre o and conformity
of definitions both within and between groups.  The British educational

of ion showed little variance. and referred 1o the

process direetly or indireetly as an interactive.  problem-solving process, For

example. uk6 defined active problem-s

providing a

structure in which to do problem-solving. to engage others s teacher. the

SENCO, the system) in that problem-solving procs

not to provide solutions.
Consultation imparts skills and knowledge. and also recognizes skills and
Kknowledge. [6's actually empowering.”  Similarly. uk8 deseribed consultation as a

process. "one way of working with other people. clarifying your role and engaging

them inan inter

ctional process based on a problem-solving approach. Through the

consultative process. you (the educational psychologist) don't take anything away

Irom the person: rather, you are trying to help other people to be independent

problem solver

Indircetly. both uk3 and uk7 included the essence of the problem-

solving paradigm, with uk7 stating that "consultation for me. in the broadest sense,

means meeting with people. and seeing if, by being a consultant to them, I can help

them think more clearly about what they are concerned about.”



In contrast. the Newl d ional hologists showed more

variance in their responses. These definitions included discussing specific case

"etting advice [ colicagu

working with administration. getting together with
two or three other people and putting your heads together. listening, brainsiorming

and coming up with strategies to help the child” (nf2), "giving direction and advice”

(nfd). and “clarifying the issues in a multidisciplinary approach”(nf3). While all

agreed on who would be involved in the process (i.c. administration, counsei‘ors,

teachers. and signilicant others), there was considerable v

in the interpersonal

interaction that would take |

. and in the conceptual framework in which the
consultation would occur.  For example. nf3 focused on the importance of

interpersonal skills to the proc

while making reference to the probleni-sol ving

model: "C ion isa means of° ication. I1's

\means of athering insight

¢ about an individual. It's

and information, usually in a cas ultidisciplinary. and it's

non-objective in the sense that it's active and reflective listening.  It's aimed at

presenting a elear picture of what the issues are surrounding an individual and then,

from that. making recommendations to plan o addre:

N4 worked in a more dir

ctive context: "I consult with couns . where
they call to bounce ideas off me and to get advice on procedure or where they shoukd

2o with a particular assessment. The other arca would be the teachers, where they
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present a problem and you listen and give suggestions on how to proceed." Nf1T

presented a clear link to the problem-sol

ing paradigm: "Consultation oceurs when
gt acall (i.c. from a school administrator, counsellor, or a teacher) and we discuss

what has been done. what needs to be done. and then I leave it in the hands of

whoever is making the referral: usually (90-95% of the time). when a school is

calling me to consult. they want me to take the cas T'he variance in definitions
reflect the different foci that individual psychologists have towards consultation.

These results may indicate that consultation is not as clearly delined in the

Newloundland context as in the West Essex context. The data show that there was

more consistency between the British educational 1 ists in their d

of consultation, as well as more precision in identifying the structural framework for
their consultative practice. One possible implication of this finding is that how

Jucational psychologists define jon may have on how they

interpret and practise consultation in their personal practic

ii. Mechanics of Consultation

The interview explored the my . This

hanics of consultation in both seting:

discussion included (but was not limited t0): who is involved in consultation: the

| and envil realities of ion: how the process is initiated
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and followed up: the structure and conteni of consultation session: the roles and

of educational psy in the consultative process: and how

success is measured with regard to consultation.

There were similaritie rences found bath within and between the
N and British educational psych ists in terms of the mechanics ol
lati Most i yehologists in both contexts agreed with regard 1o

who would be involved in the process (including teachers. counsellors,

administrators, the student. parents, and other profe

5). For the Newloundland

ceducational psychologists, reference v

made to the program planning tem process
by all interviewees. Inclusions on such a team were deseribed by ni3 as "any person
who would be seen as a stakeholder with respect to the student. or in other words.
anybody who was trying to meet the specific needs of that student”, These results

were similar o the British educational psychologists' data, which stated that the same

dic wroup (i.c.

with the addendum

keholders) would be involved in the procs
that "who is involved is direetly related to who is presenting and the overall confext
of the case” (uk6).

liducational psychologists in both settings consulted in the same basic

the idisciplinary team context. the  teacher--educations

psychologist context. the counsellor--educational - psychologist context.  the
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Sy it context.  the  parent--educational

¥ ist context. the student i psychologist context, the

~educational psychologist context and variations on these contexts (i.c. combinations

teacher--parent--educational psychologist context).

[he consultation process was usually (but not exclusively) initiated by the

consultee, and this held true tor both the Newlc I and British

psychologists. Consultation could be “triggered when the school has decided that it

needs resources additional to the school to deal with whatever problem confronts

them" (ukS), and i general consensus to this qualifier was noted in the majority of’
interviews from both systems.
Fhe structure and content of the actual consultation meeting differed greatly

bhetween the British and Newfoundluand systems. NI2 responded that there was a

degree of informality

nd {lexibility to consultation: "sometimes it's 1o listen, see
what's poing on and see what we can come up with (i.e. brainstorming)-what
strategies do we come up with 1o help the ¢hild.” This was similar to nf1 response.

who added "usuall

. when you go into a school to do something. you end up

consulting on hal

dozen different things." N4 made reference to the informal

nature of ¢ ion: "They (i.c. the I

) talk t you, and they want to get

some input. or get you involved in the program planning team process: you give



suggestions. ideas and insights. and you also educate the consultees”. The program
planning team process (ie. multidisciplinary approach) was refated (but not

exclusively) to consultation by the majority of New foundland - educational

hologists. where the structure "followed the guidelines tor the multidis

framework” (nf3).

In contrast. the British educational psychologists engaged the consulices in

an interpersonal problem-solving process. The educational psychologists, such as

uk8. described the proc such. "to help the consultees ta sort out their priorities,

keeping in mind one's own agenda and framework...it could be about individual

pupils. but it can also take in other issues...it would be largely waking o problen-

solving approach. T would't be going in as a blank sheet. | would have 3 framework

(i.c. the problem-solving model) that | would be following”. The process has

definite structure and format. UKS offered. "my role would be o direet the

conversation and bring some systematic thinking to it".  UK7 stated that "the

consultation process would have to be structured...in the sense that some basic

principles would have to be kept in mind; I wouldn't feel that the consultation was

suceessful unless 1 was clear about thy

ructure and expectations before 1 started (the

process).” Similarly. ukS stated qui

succinetly that consultation is "actually around

framework and providing a structure in which o do problem-solving."
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In response to inquiry regarding the role of the consultant. there were
diffferences within and between groups. The responses in the Newfoundland sample

ranged from participant-observer (nf2. nf'4) to active feader (nf1 and nf 3). and from

a direetive, expertise perspective (nfl. and nf4) to a facilitative. collaborative

perspective (12, nf3). There we v among all Newl e

psychologists regarding the importance of listening to the consultee. but subsequent

action could range from collaboration to providing expertise.

Among the British sample. there was a greater consistency of role. Relating

buch to the [r K of problem-solver, there was among the British

cducational psychologists that the consultant be an active listener. empathic. and a
guide and "empowerer" 1o help the consuliee approach the problem in a different way

(.. using & problem-solving approach). I addition. uk6 offered that "another key

part (of consultation) is keeping the discussion quite focused on what the issue is. or

even maybe broadening it (the discussion) out a different issue to

i seeing it

what is heing presented. It's very much providing the framework for a meaningful

ion. but a session that will

discussion: not just a chat or a "winge" (complaint) s
produce some sort ol action by somebody (action that might make a minimal amount
son in the

of difference to the young pe tem at that point in time). My

responsibility within any consultation is always to try and make a child's experience
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within an educational setting more purposelul and construetive.” T addition. the
importance on counselling skills (i.¢. active listening. empathy. rephrasing. reflecting

b

. confrontation. and  negotiation) was cited by all British cducational

psychologists as central to the consultative proc

3. speaking on the same issuc of role, presented the following perspective:

“In my experience. education is more of a earing-hased process. as opposed o

knowledge-hased process. My role is o direet the conversation and to bring a bit of’

which is

ematic thinking (and knowledge) to the ca going on" UKS

ng proce:

added. "there are times when [ will be an active listener. and times when T may be

needing information, so I may have to be asking specific questions or reflecting back
to get that person to think. And sometimes. you might have 1o actually take the issue
away from them, so that they can think about how to handle it betier.”

With regard to the consultation follow-up process. there were similaritics

I psychologists shared the

within and between groups. The N

opinion that follow-up would be the responsibility of the school. with the exception

of those ins

ances where, ina idisciplinary team. that responsibility would fall
o the case manager or the person with the primary leadership role. Within the British

schools

context. it was held by the majority of cducational psychologists that

incorporate follow-up as part of their review at cach stage of the assessment process
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“The Code of Practice put v on the school.

lot of the follow-up responsibili

whereas that might not have been the case prior to the Code” (uk3). Additionally.

educational psychologists build feedback into the consultation process. so that it is

possible 1o "draw consultees into the consultation circle by feeding them back

information. Feedback is an

ntial part of that network. You follow things up to
see how they've gone, and il they've gone abysmally. then line...use that as a base

Ime for change and for doing something different” (uk6).

In

sking the question “How is success measured in the consultative

process?". the data refleeted similarities and differences between groups. NfT stated

that "theoretically. suceess is determined at the follow-up meeting. in terms of

whether something been done or not”™. and nf3 concurred,

tating. "the purpose

of the follow-up session is to meet alier an appropriate time and evaluate the

interventions that have been implemented. Often we find that something is working

fine over here. but not over there. so you make adjustments where needed.” This

perspective was broadened by ni2. who offered that consultations are successful

when

»mething has been put in place. that something has been decided upon”.

Biritish educational psyehologists reported the following measures of success.

Informally, educational psychologis such as "is the

ook for general indicato

on going well or not. are you getting on with the consultee. are they listening to
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you, what are they saying to you. as well as those harder to define moments where

you've been pushing really hard with. for

mple. a parent and a wacher, and

suddenly. something happens and you are on the outsid

s going on

without you. and that's a success” (uk8). Also. the British educational ps;

cholog

keep records of school visi

ts called School Summary Report forms. from which

(upon subsequent school visits) the psychologist can review actions &

en. the

outcomes. and the relative st

ceess of those actions. In addition. "taking note ol

people's pereeptions are important” (uk8). UKS underscored (his point by saving that

success can be measured "in terms of the teacher's expectations, their affeet following

the session. and if the teachers atiention has been drawn 10 a ¢!

be seen as a There would have to be a clear idea ol and structure

“prior to starting the consultative process”. as referred to carlier by uk7. Speaking

more globally. uk6 stated that "a good insight to whether or not an educational

I ists i has been ful

how finc-tuned the system
becomes in identifying the child's needs and secing the needs in context. and how

questions directed to the educational psychologist then ¢l

ange. Not so much, that

“this child can't cope in this school. ever”, full stop: but rather. how can we make

things different so that the child can aceess the curriculum?”, While acknowledging

the importance of reviewing whether or not action has been implemented. or is
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s (i.c.

suceessful. the point was made that because consultation is an on-going proces

o way of working). "the idea of being a consultant is to actually give the consultative

way so that people can use them as part of their own practice” (uk6). and as

with the consultee’

uceess very much lie response o the consultation

o summal the similarities and differences 1o the mechanies off

between I and British educati the data

wha is involved

indicate that there are some similarities between the two groups

inc ion. the: | and envis | realities of° and how

he proces

is initiated and followed up). However. these similarities appear to be in

the similariti

some instances superficial. That i might not be at a structural or

philosophical level. but may exist at the level of context (i.c. questions of who.

where, and when, but not of how). The differences between the two systems (i.c. the

structure and content ol consultation session. the roles and responsibilities ol

educational psychologists in the consultative process. and how suceess is measured

with regard to consultation) appear to relate back to the initial definitions of

consultation offered by cach group. and the theoretical frameworks that generate

these definitions. The Britis

1 system appears to support its educational psychologists

from a

in their of practise of k (i.c. the problem-
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solving model). which may parti

Iy explain the higher degree of consistency both

among their colleagues and with current consultation literature than with their

Newfoundland counterparts. A possible explanation for the finding that €

psychologists are more consistent in some of their view points might be that school

"new" profession in Newfoundland: for example, there

s anly been

one draft of roles and responsibilities ever drafied. In terms of the draft. the evolving

role of the psyehologist will be more consistent with the

U.K.'s "problem-solving"” consultative model. A possible implication ol this data is
that without I support and 1 ical framework from which to practise
consultation. it may be difTicult o ine ¢ goals such as emp ing others,

being proactive. and working collaboratively into regular practice. 11 this is the case.

then the uestion may be asked: if'a process does not include these clements. can it

still be defined as consultation?

iii. Consultation Issues

Following di of the hanics off jon, the interviewer

explored some of the issues relating (o the cons ive process, and its

by educational psychologists. These issues included (but were not limited 10y

benefits. problems. trends, and perspectives on consultative practice, as well as
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factors encing jon. and lending imy 10 the cons

process.

“There were similarities and difTerences between the two settings with regard

to the benefits of the consull

ative pracess.  For Newfoundland educational

psychologists. the benefits of the consultative process included "being able to gather

information at one time without going looking for it" (nf1). and (similar to the British

experience) "affording the educational psychologist the expertise of other people.

bringing a multifaceted approach o a multifaceted problem. using a holi

approach. and ultimately having happier children who are happy to be in school”

(n13). Others (012 and nt4) indicated that they did think the process “vas benelicial.

but did not claborate.

Contrasting in some aspects with the Newloundland experience. the British

ceducational psychologists indicated that the benefits included "being perceived as
part of the school (i.e. non-threatening and competent). as having a range of skills
and able w0 be involved in a range of things (i.c. help with policy). and by being
people that consultees can talk to. who will listen. and can make them feel good”
(uk®). In addition. uk8 offered that. "depending on the outcomes. the process could

be beneficial to the student...with students and teachers becoming empowered to

work through their own problems. and to change their views (il not behaviours) about



specific problems”.

With regard to time spent on consultative tasks and demands For increasing

consultative service. there were similaritics and differences both within and between

groups.  For the Newf(c sy gists. the e of time spent in

consultation ranged from 50% (nf1) to 90% (nf3). In addition, all educational

and that

psychologists related that they engaged in some form of consultation daily

the actual time spent in consultation has been increasing over the last several years.

“The British educational psychologists reported that while the demand for

increased consultation exi

. they relate it more to the "way in which they work”
than to a specific skill. per se. In Essex. the demands made on consultants involve
"more time. more support. and more advice at earlier stages” (uk&). UKS estimated
that about half of the actual contact time was spent in consultation. and uk7 reported

that "in the staged model of assessment, educational psychologists function almost

lusively as consultants in the carly stages. and quite often in the Tater stages as
well”. All British educational psychologists. however. described consultation as e
way they approach work. and therefore an estimation of time on-task was not casily
achieved.

Educational psychologists in both settings were asked to comment on

problems with the consultative process.  For Newfoundland  educational
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included " di

psychologists, problems with the proces culty in scheduling (i.c.

peting everyone together)” (nf2). and "getting very good at identifying what the

child needs. but not being able o provide for those needs™ (nf3). British educational

I various aspects of the process us for

| ists, s well,

ample, ks stated that one area of coneern was "the balance between a caring-

bused approach and a knowledge-based approach”. In addition. uk6 suggested that

elf evarluation of cffectiveness is a problem because of computing pressures:

schools that want experts and solutions. vers

5 a view of consultation as a proc

thatis. in effect. Jong-term. But consultation is anempowering proces

not giving
adviee".
Iiducational psychologists in both scttings were given an opportunily to

comment on how their respective consultative practices could be improved. Nf1

indicated that improvements could be made in thearcas of "case management and
resource allocation”, while nf2 indicated that "additional administrative support
would be anasset”. and nf3 reported that "while we can identify problems. we must
gethetter at providing for those same problems”.

“T'he British perspective on improving the system included uk8's suggestion

that "educational psychologists need to revisit what happens at stage 3 ol assessment

(i.e.u full seale report). and to clarity what it is we are doing when educational



6%
psychologists consult: we have to know whatit is weare offering. and try (o evalite
it more specifically.” UKS suggested  that "those involved with the consultation
process could be more informed regarding the theoretical constructs of consultation
and the resultant implications for practice.”

AL cdueational psychologists in both systems responded positively to the

question of how they personally evaluate the consultative proc However, the

question of validity is raised in that some educational psychologist's consultative

practice more closely resembled the dir

xpert-based serviee delivery maodel thian

a collaborative model. Thus. hologists in different

ceducational ps

may not

have been endorsing the same model.

To summarize, the data indicated some similarities between Newloundland

and British educational psychologists with regard (o selected consultative

sues.

The differences. howeve

+ included perspectives on bencfits of. problems with
improving. and time spent in consultation. “The data may indicate that how one

integrates theoretical frameworks with actual practice influences how one perecives

issues related to the consultation proc
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f. Comparative Analysis of Essex and Newfoundland Consultation Practices.

d that il i ps

The intern| practised within a

particular model of (i.c. collaborative:problem-solving). they would

achieve a higher application of theory 1o practice and to consultation issues th:

would educational psychologists whao did not practice from within this model. The

results tentatively supported this hy pothesis. O the educational psychologists that

applicd the theoretical framework to their definition of consultation, the majority

Of those that did not

utilized the collaborative. consultative model in their practice,

subseribe (o a clear framework. there was a tendeney o practise in a diretive
expertise role. while still engaging in self-detined “consultation”. Further. it was

noted  that there was a possible  difference between consultative practice in

Newfoundland and in Essex. in that British educational ps

chologists more clearly
related the collaborative framework to their practice than did Newfoundland

edueational psy cholog

The intem speculates that this

tuation may be due to

differences in teaining,  differences in education systems. cultural differences. and
differences in support. “The intern notes that the existence of o legislated National

Curriculum, o formalized Code of Practice. and a staged ypproach to assessment of

special needs (that encourage collaborative problem-solving) are strong supports in

the

{10 o practice in a consultative manner.
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The implications for educational psychology include the Tollowing

Edueational psychologists may benefit from developing « elear theoretical

framework from within which 1o practice consult

fon. As noted previously. the

demands for consultation are increasing. both from purely logistical needs 0 more

[ reasons. liducational psychologists will therefore be called upon fo

practice consultative

in an incr

wingly preater capacity. While educating and

about the ltation process is important o the success ol

consultation, it is possible that other contributing

ctors are equally important to

sucees

ssful consultation.  Additional support in the o of a legishted. stuged

approach (o as:

ssment (as demonstrated by the British experience) may facilitate the
transition [rom direct. expert-based service delivery to one that is more indireet, and

based on a collaborative consultation model.
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Appendix A

Data collection questionnaire prepared for study of comparative ana

of Consultation practices used by educational psychologists in St John's.,

Newloundland, and West Essex. England.

Inter

ew Questions
Defining Consul tation
. What is consultation and how does it work?

b How are consultations important? Is the process beneficial or benign?

e What isfare the primary purpose (s). goals. and desired outcomes of a consultation

session?

. How would you define ion in terms of Educational Psychology?

Naming and Dexcribing the Participants:

¢. Who is involved in the Consultation process?

o)

I, What are your roles and responsibilities in the Consultation proce:

2 What are the other roles in Consultation”?

Explaining the Consultation process:

h. Who begins the consultation process. and what steps are involved?

i. What is the focus of the Consultation session?

i 1s there o preliminary process for the educational psychologist prior to the



Consultation” What docs itentail for the educational psychologi

k. When and where do Consultation take place?
1. Who schedules arranges. manages. chairs. and follows up Consultation”
m. Who attends the actual consultation session?

n. Whatis the content of” the consultation session”?

o. How s the action decided on at the Consultation?

p. How long are Consultation sessions. generally”?

q. How are Consultation sessions followed up?

slul?

r. How do you know the Consultation process is succy

The educational pchologist’s perspectives an Consultation:

5. Whatis your employer's policy regarding Consultation?

L. How does the Consultation process benelit the educational psychologist/the
student/the sy stem?

u. How much of your time is spent in Consultation”? Iy it cost effective?

v. Is your participation in Consultation increasing. decreasing or staying the same?
Why?

w. Tow does Consultation integrate with other educational psychologist duties?

x. What are some of the problems with the Consultation process?

y- How would you evaluate Consultation as an cducational psychologist practice?

2. How can the Consultation process be improved?
&. Is there anything that you would like to add 1o this interview regarding

Consultation that has not been addressed?




Appendix B.

Consent forms for i hologist's Partici ion in Research.
Formi: St John's Letter
ional psychologist.
We are Educational Psychology Graduate students in the Faculty: of Education at
Memorial University of Newfoundlnd. With the Faculty of Education's approsal. we are
rescarch ist's i in the arcas of
assessment and consultation. The data collected will be used  in comparative analysis
research components of our respe ive Internship reports.
Central o our research is the gathering i 's
nd consultation.  To do this, we wish to interview four ‘l);duc'\mnml
in St John's, Newfomdland, and four (4) educational psychologist
irelow, Essex. England. ‘The lnterview, approximately 25-35 minutes it length, will periain
o Such tinges ;e role sad responsibilites o the school psychologist i St Johi'
Harlow, and ass and ist. Upon
completion of this rescarch, we will include our findings inour respective intemship repos.
It is expected that such i ly'sis of the N and British Education
tem will benefit practitioners by presenting inforns may not personally

assssment

nterview will not reference any schoal or students
. “Theinterviewer do. however, seck permiission of the interviewees

o identify and quote saiid participanis. We also request permission (0 audio-ape cach

interview 1o ensure of the inter
This letter is 10 ask you to participate in an interview. We would appreciate you

help. bt you are certainly under no obligation to give your consent. The results of this

study will e made available upon request. 1 you are in agreement with being interviewed.

please sign below and retum one copy to the interviewers ( the other copy is yours). 1fyou

Iave any questions or concems, please do not hesitate to contact us.

Thank you for your consideration of this request.

Sincerdy.

Dale Mcl

Clhrisiopher Mercer

s hereby agree 1o be interv m\m for the rescarch project on
d i and di by Dale McLean and
stopher Mereer, | understand that participation is voluntary., and I can withdraw from
the interview at any time. No- individuals (eseept. the interviewee) or schools will be
identified. and [ give permission to be audiotaped and quoted in any research  article
produced.
Date _____Interviewee's Signature:




e

Formii: West Essex Letter
Educational Psychologist

Formal Assessment and Evaluation Serv
Harlow. West Essex. CMI8 6E1

Ms. Dale McLean, Educational Psychology Intem

Mr. Christopher Mercer. Educational Psychology Intem
Memorial University of Newfoundland, arlow Campus
“The Maltings, Old Harlow. Essex. CMI8 6E11

Dear
Plcasn consider our request (o interview you as ane Iy ol four () educational
with the Formal Asses: and B Service, Brays Huu\c Tracey's
Roud. larlow. sses. Ourescarch s designed 0 be a qualiative comp,
the and C ive practices of eds i |||\

Harlow. Essex. The information collected through inlvr\' ews will form the basis o the
rescarch components for oul respective final Masters of Educational Psychology Tntership
Reporis. required for the fulfiment of our Masters programmes. The complete interview
timeis from 30-40 minutes, and will be conducted at Bray's e use.

As ourrescarch is qualitative, we are requesting that cach inferviewee agiee to be
identificd by name and quoted in the final rescarch document. To ensure accuracy and
cfficiency, we are also requesting permission to audiotape the interviews for detailed
analysis. Any references identifying individual students. parents. teachers, administrative
stafT. or individual schools will be omitted. You are under no obligation to participate,
can withdraw your support at any time. Copies of the final report will be made
10 you, the other interviewees and the Local Education Authority.

Interviews conducted in April 1995 \\1lh cducational psychologists in St. Johais are
in the process of transcription and analy are plaming to have our repe
reports completed by September 151, 1995, anx s of the questionnaire included in your
files. If you have any concems or querics, please contact us at 0279-4302066. 7o fuctlitate
the scheduling of interviews, we are asking that you fill in two (2) possible interview times
at the bottom of this page. from which we can negotiate a session. Please forward your:

and
lable

e

response 1o either Date or Chris. ‘Thank. you for your consideration of our request.
Sincerely.
DaleMcl.can Clhristopher Mereer

Preferred Interview A

e Interview
















	001_Cover
	002_Inside Cover
	003_Blank Page
	004_Blank Page
	005_Copyright Information
	006_Title Page
	009_Table of Contents
	010_Table of Contents contd
	011_Abstract
	012_Acknowledgements
	013_Chapter 1 - Page 1
	014_Page 2
	015_Page 3
	016_Page 4
	017_Page 5
	018_Page 6
	019_Page 7
	020_Page 8
	021_Page 9
	022_Page 10
	023_Page 11
	024_Page 12
	025_Chapter 2 - Page 13
	026_Page 14
	027_Page 15
	028_Page 16
	029_Page 17
	030_Page 18
	031_Page 19
	032_Page 20
	033_Chapter 3 - Page 21
	034_Page 22
	035_Page 23
	036_Page 24
	037_Page 25
	038_Page 26
	039_Page 27
	040_Page 28
	041_Page 29
	042_Page 30
	043_Page 31
	044_Page 32
	045_Page 33
	046_Chapter 4 - Page 34
	047_Page 35
	048_Page 36
	049_Page 37
	050_Page 38
	051_Page 39
	052_Page 40
	053_Page 41
	054_Page 42
	055_Page 43
	056_Page 44
	057_Page 45
	058_Page 46
	059_Page 47
	060_Page 48
	061_Page 49
	062_Page 50
	063_Page 51
	064_Page 52
	065_Page 53
	066_Page 54
	067_Page 55
	068_Page 56
	069_Page 57
	070_Page 58
	071_Page 59
	072_Page 60
	073_Page 61
	074_Page 62
	075_Page 63
	076_Page 64
	077_Page 65
	078_Page 66
	079_Page 67
	080_References
	081_Page 69
	082_Page 70
	083_Page 71
	084_Appendix A
	085_Page 73
	086_Appendix B
	087_Page 75
	088_Blank Page
	089_Blank Page
	090_Inside Back Cover
	091_Back Cover

