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Tami and Nora were chatting at a spe-
cial education teacher's staff meeting
about the challenges in their class-
rooms. Despite being veteran teachers
with experience with students with sig-
nificant disabilities, their biggest chal-
lenge was in the supervision of the
many paraeducators who worked in
their classwoms. Although they both
felt they had described the paraeduca-
tors' responsibilities, they still weren't
satisfied with how their classrooms
were rimnitig. They continually found
that they had forgotten to tell the para-
educators some critical piece of infor-
mation or that they had not clearly
articulated the rationale for activities
throughout the school day. These mis-
communications often led to disorgani-
zation or worse—the students not
having the quality experiences they
needed to be prepared for their futures.
Both Tami and Nora often felt frus-
trated or disappointed.

Scenarios like these play out in schools
across the country, as teachers work to
effectively supervise the increasing
number of para educa tors providing
daily instruction to students (French,
2003; Giangreco & Broer, 2007; Gian-
greco, Edelman. Broer, & Doyle, 2001;
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The Roles of Paraeducators in Classroom Settings

Duties for paraeducators vary from district lo district and building fo building,
but roles and responsibilities are oíleii similar to those identified by French
(1998) in her study of the relationships belween 18 teachers and paraeducators.
Below is a summary of the activities most paraeducators performed on a weekly
basis:

one-to-one instruction

small group instaiction

large group instruction

data collection/observation

preparation/planning

reproducing/typing instructional
materials

Pickett, 2008). Paraeducators provide
important support and instruction to
children in educational settings. See
box. "The Roles of Paraeducators in
Classroom Settings," for a description
of the roies paraeducators play in many
classrooms.

With appropriate supervision, the
instruction paraeducators provide to
students is both appropriate and effec-
tive (French, 2001; Gaylord, Wallace,
Pickett, & Likins, 2002). As classroom
leaders, general education and special
education teachers must provide qual-
ity supervision and professional devel-

pLiyground/ball/lunch/bus
supervision

attending meetings/inservice

behavior management

storytelling/reading aloud

opnient lor the paraeducators working
in their classrooms (Pickett, 2008).

Despite the infusion of paraeduca-
tors in educational settings over the
past several decades, issues continue to
exist concerning the supervision and
professional development of Ihese indi-
viduals in school settings (Cliopra &
French, 2004; French, 1998; Pickett,
2008). Many teacher education pro-
grams emphasize strategies for class-
room organization and managing
student behavior, but few offer mean-
ingful coursework or guidance to pre-
pare teachers for supervising other



Figure 1 . Training Resources

A wide range of training materials
for teachers working with para-
educaiors can be found at http://
www.nrcpara.org/training. These
resources offer evidence-based
strategies for supporting paraeduca-
tors in classroom settings.

• Pickett, A. L. (1997). A training
program to prepare teachers to
snperuise and work more effec-
tively with paraprofessional per-
sonnel. National Resource Center
for Paprofessionais.
www.nrcpara.org

• Pickett, A. L., Faison, K., & For-
inanek, J. (2006). A core curricu-
liiin and training program to
prepare paraeducaton to work in
inclusive classrooms serving
school-age students with disabili-
ties. National Resource Center for
Paraprofessionals.
www.nrcpara.org

Other available resources include:

• French, N. K. (2003). Managing
paracaiicalors in your school:
How to hire, train, and superuise
paraeducators. Thousand Oaks,
CA: Corwin.

• Morgan, R. L., Gee, T., Merrill,
Z.. Gerity, B. P.. & Brenchley, R.
(1998). Colleagues in the class-
room: A video-assisted program
for teaching supennsion skills,
Logan. UT: TRISPED.

• Pickett, A. L., & Gerlach, K.
(Eds.). (2003). Supervising para-
educators: A team approach.
Austin. TX: Pro-Ed.

adults. This disconnect often occurs

because teacher preparation preservice

instructors have limited, if any. experi-

ence working in schools and directly

supervising paraeducators. Their super-

vision experience is often limited to

discussing hypothetical situations that

are not contextually based (French,

1999, 2001; Wallace, Shin, Barthoio-

may, & Stahl. 2001). Thus, teachers.

especially those who serve students

with more intense needs, report collab-

oration with and supervision of paraed-

ucators and other adults as challenging

aspects of their first years in the class-

room {Causton-Theoharis, Giangreco,

Doyle, & Vadasy. 2007). In this article,

we describe a systematic approach for

teachers, which includes processes for

(a) supervising staff training, (b) inser-

vice strategies, and [c) problem-solving

strategies.

We suggest that a systematic

approach minimizes challenges that go

along with supervising adults in the

classroom. In addition, these processes

have the possibility for establishing a

productive learning environment for

educators and students.

Supervision of
Paraprofessionals
Teachers and para educa I ors work to
promote the academic and socioemo-
tional well-being of all students, and
this work requires a well-organized
classroom, including a plan for all
adults. Figure 1 offers a list of several
resources that incorporate evidence-
based strategies and may provide addi-
tional information and support to
teachers supervising paraeducators.
These resources include both online
and commercially produced materials.

In our work, we have found that
the effective adult plans begin with a
collaborative or shared philosophy and
effective adult-to-adult cotntnunication
(Giangreco, Backus. CichoskiKelly,
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Sherman, & Mavropoiilos, 2005;
Giangreco, Edelman, & Broer, 2001).
Because adults come to classrooms
with different values and beliefs about
what is best for children, thinking
these things through early helps set the
tone for the year.

Shared Philosophy

The foundation o! effective supervision
is rooted in the development of a
shared philosophy (Carroll, 2001;
Giangreco et al.. 1999). Shared philoso-
phies facilitate effective classrootn
management. In particular, through the
use of shared philosophies, teams can
agree on and articulate consistent, pre-
dictable ways of working in the class-
room (Charney. 2002). Giangreco and
his colleagues (1999) defined a shared
philosophy as "a statement of what is
aspired to, rather than necessarily what
currently is" {p. 2). The shared philos-
ophy should be a summary of the
team's values, goals, and desires for
the school year.

Developing a shared commitment
and philosophy with a new team or
unfamiliar students can be time con-
suming, so it may be helpful for teach-
ers to draft a basic framework on
which the team can provide feedback.
Team feedback can lead to a greater
understanding of each individual per-
son's values and can strengthen shared
commitment. Once the team agrees on
a set of values or commitments, it is
helpful to create observable, measura-
ble statements that depict how individ-
uals make the values real on a daily
basis. In Figure 2, an example of a
shared classroom philosophy lays out
the beliefs and expectations one team
developed to help them better serve
their students.

Shared philosophies should include
committnents to specific actions such
as positive verbal and nonverbal sup-
ports. Sprick, Garrison, and Howard
(1998) recommend framing a shared
philosophy in "brief phrases that
describe the attitudes, traits and char-
acteristics you hope to instill in your
students" (p. 13). They also recom-
mend posting guidelines in a promi-
nent place so everyone can see them.
For example, one team we observed set

Figure 3. A Shared Philosophy for the Classroom: A Specific Example

We believe in and are committed to:

• The development of independence for all children based on structured teach-
ing strategies. We believe that we have done our job when the students no
longer need us,

• The creation of an environment in which all children have the opportunity to
be contributing members of their school community

• The use of visual and physical supports to create an atmosphere of working
and learning.

• Respecting all students enough to expect high achievement and success.
We believe that these expectations foster a sense of dignity and self-respect.

To maintain these beliefs, we will maintain an environment conducive to
learning by:

• Arriving on time and preparing all materials for the school day.

• Refraining from adult conversation in front of students during the school day.

• Allowing or teaching students to walk through the school building independ-
ently. We will not hold hands with the children as we walk through the
school building.

• Using a minimal and direct language approach.

• Paying close attention to student learning and expanding our language as stu-
dents demonstrate readiness.

• Being consistetit in our management of academics and behavior We will be
firm and direct while providing meanitigful praise.

• Representing our program in a positive manner that is reflective of our
thoughts, actions, and words as a team.

Signed:

an expectation that they would strive
to use explicit praise with students that
captured the essence of what students
were doing right (e.g., "You followed
your visual schedule by sitting in the
wait chair. Nice job!"). The team
agreed to post a praise framework (i.e.,
"You [state the observed correct behav-
ior!. Nice job!") under the clock in the
classroom. Another educator explained
that through her team's shared philoso-
phy, the team agreed not to hold the
hands of the secondary students as
they walked tbrough the hall, because
il was no longer age-appropriate for
the students.

Effective CommunicaHon

Effective supervision begins with effec-
tive communication (Gaylord et al.,
2002; Wallace et al.. 2001). How adults
speak to one another in the classroom

matters. When working witb other
adults, a nonemotional communication
approach promotes productive adult-to-
adult interactions. Nonemotional com-
munication features the use of (a)
written protocols; [b) explicit, concrete
language; (c) examples and nonexam-
ples; (d) modeling; and (e) checking
for understanding.

Usitig Written Protocols. Written
teaching protocols provide paraeduca-
tors with specific guidelines for what
needs to be accomplished and the
steps to achieving identified goals. As
teachers prepare written protocols, it is
helpful to consider the training and
background of paraprofessionals work-
ing with students. For samples of
paraeducator training manuals, refer to
Vasa, Steckelberg, and Ulrich-Ronning's
(1983) "Guide for Effective Utilization
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of Paraprofessionals in Special Educa-
tion" or Vasa, Steckelberg, and Hoff-
man's (1986) "Resource Guide for the
Development of Policies and Practices
in the Use of Paraprofessionals in
Special Education."

Effective supervision begins

with effective communication.

Explicit, Concrete Latigtmge. When
teachers use explicit language, they
provide paraeducators with detailed
descriptions of all relevant information.
Friend and Cook (2007) note that there
is a continuum of communication that
ranges from abstract (e.g., She has
behavior difficulties) to concrete (e.g..
She was out of her seat four times dur-
ing independent work). Avoiding the
use of abstract or imprecise language
promotes effective communication
(Friend & Cook), which is particularly
important when paraeducators work
directly with students. Information
provided to paraeducators regarding
student work should include (a) expla-
nations of desired outcomes, (b)
explicit strategies for verbal and physi-
cal interaction with students, and (c)
strategies for reinforcing appropriate or
desired behaviors. Because paraeduca-
tors come with differing background
knowledge, one strategy to ensure
coherence in classroom practice is to
create teaching protocols for working
with students. These protocols are nat-
urally explicit and contain all of the
information mentioned here.

Exatnples and Nortexamples. In
addition to explicit language, examples
help paraeducators define and envision
appropriate interventions for behaviors,
and nonexamples help paraeducators
understand the range or extent of inter-
ventions they can use. When possible,
teachers should draw examples and
nonexamples from actual happenings
in the classroom. Drawing on examples
from classroom activities supports the
ability of staff to implement the strate-
gies the teacher describes. By giving an
example of how to use and not to use
the strategy with the child, a connec-

tion is made to the paraeducators'
actual experience, making it easier to
understand, internalize, and later
implement, When describing a new
strategy for practicing a math concept
such as one-to-one correspondence, it
is important to describe how you might
use the strategy with an actual student
from the class. For example, the
teacher might describe a variety of gen-
eralization strategies such as having a
student place one piece of paper in
each student's mailbox at the end of
the day, passing out one marker to
each student during art class, or plac-
ing one piece of candy in each snack
bag. The teacher then describes nonex-
amples such as rote counting drills or
using a calculator to complete addition
problems.

Modeling. Effective teacher model-
ing is one way for paraeducators to
understand classroom expectations.
Paraeducators may naturally look to
teachers for cues on classroom con-
duct. For example, paraeducators
implicidy learn from teachers such
things as how to use proximity and
nonverbal cues to manage student
behaviors, or bow to use a quiet voice
to provide feedback to individual
students. In addition, teachers should
consider explicitly modeling new tech-
niques, such as a new instructional
strategy, for paraeducators prior to
requiring them to implement those
techniques.

Checkitig for Understanding. Finally.
effective communication involves
checking for understanding. This
improves the likelihood that paraeduca-
tors will be successful. Teachers should
assume that paraeducators will have
questions (e.g.. What questions do you
have about this strategy?), and take
time to answer all of their questions
fully. Other strategies to check for
understanding include asking the
paraeducator to (a) paraphrase what
they learned, (b) teach the strategy
back to the teacher, or (c) describe
what they observed the teacher doing
with the student. When teachers take
time to check for the paraeducator's
understanding, they enhance the possi-
bility of paraeducator success.

Systematic Steps for
Supervising Classroom Staff
Once a shared philosophy is estab-
lished and effective comniiuiication is
in place, it is important ior teachers to
maintain an effective classroom envi-
ronment. Keys for maintaining effective
classroom environments include (a)
conducting regularly scheduled staff
meetings, (b) assessing paraeducator
performance, (c) providing ongoing
learning opportunities, and (dj provid-
ing opportunities for problem solving.

Regularly Scheduled Staff
Meerings
Alihougli it is important to communi-
cate daily to address issues such as
changes to schedules, a key factor in
supervising staff involves regularly
scheduled meetings to discuss impor-
tant but less time-sensitive topics
(Carroll, 2001; French, 1998, 2001;
Gaylord et al., 2002). These meetings
provide opportunities for effective com-
munication and allow teachers to clar-
ify the roles and responsibilities of
team members (Giangreco, 2003; Riggs,
2004). Scheduling regular team meet-
ings is difficult given the intense
requirements of a classroom; however,
regular meetings that are highly organ-
ized and productive serve to increase
teacher time and effectiveness by facili-
tating team collaboration (Carroll,
2001).

Regular meetings should be sched-
uled for 30 to 40 minutes one time per
week. If the team cannot find a solid
block of time each week, consider dis-
cussing one point at the start or end of
school each day. Agendas should be
created ahead of meetings. To ensure
that salient topics are addressed, con-
sider posting a call for agenda items in
a private, central location. This would
allow everyone to have input and
would keep important issues from
being forgotten. The number of agenda
items should be limited. This affords
time for in-depth discussions around
important topics.

Assessing Stcrff Knowledge
and Experience
Effective supervision involves formal
and informal assessment and monitor-
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Figure 3. Questions to Guide Informal Assessment of Staff

Initial Assessment/Interview

1. Describe your past experiences working with students with special needs.

2. What did you like or dislike about other classrooms in which you have
worked?

3. What are your strengths in working with children or within a classroom?

4. What are areas of difficulty with working with children or within a class-
room?

5. What activities have you enjoyed the most in past experiences?

6. What activities have you enjoyed the least?

7. Describe your past experiences with providing systematic instruction, deliv-
ering reinforcement, and collecting data.

S. Describe past experiences with children with (specific issues within your
classroom, i.e., behavior problems, medically fragile, etc.).

Questions to Guide the Observation Process

The questions below may guide pre- and postobservation discussions, and be
useful for ongoing feedback.

1. What skills are you teaching? Describe a correct response.

2. Describe the specific teaching plati.

3. What materials do you need? How do you keep your materials organized?

4. What do you do when the student responds correctly?

5. What do you do if the student responds incorrectly?

6. What is the plan to handle interfering/inappropriate behavior when teach-
ing?

7. What items should be placed out of sight or out of the leaching area?

ing of paraeducators. The goal of staff
assessment is the same as preassess-
ment used when working with a new
student—to gain important information
regarding each individual's background
knowledge and experiences (Pickett,
1999). This information helps teachers
develop a plan that addresses any mis-
conceptions, introduces and models
teaching strategies, provides guidelines
related to working with individual or
groups of children, and aligns individ-
ual interests to assigned duties and
tasks (Gaylord et al., 2002). In Figures
3 and 4 we present a list of questions
to guide the assessment and observa-
tion processes.

It is helpful to embed informal dis-
cussions with formal staff monitoring
strategies. Similar to planning student
instruction, baseline and follow-up
data on the implementation of specific
teaching strategies, such as delivery of

instruction, reinforcement, and data
collection are important. These data
then guide the development of inser-
vice activities and strategies.

InService Strategies

Introducing a New
Teaching Strategy

Introducing the new strategy within an
instructional context should begin with
a written document, typically a lesson
plan or teaching protocol, created by
the teacher (French, 1998; Giangreco,
2003). These plans can be created by
subject, day, week, or skill. Plans
should address individual-student
and/or student-shared goals and objec-
tives. It should include a clear
overview of the expectations, goals,
objectives, and teaching methods the
staff will use during the activity
(GarroU, 2001; French). Methods
should be written to ensure consis-

tency no matter who implements the
plan. Plans should include objectives
that clearly state what you expect stu-
dents to be learning and doing, so
paraeducators can assess whether stu-
dents have met lesson objectives. For
example, if the goal of ihe reading les-
son is for the student to create five "at"
words using letter tiles, the paraeduca-
tor can assess how many words the
student generated, as well as how
much prompting the student needed. It
is also important that the plans incor-
porate evidence-based leaching strate-
gies and the components of systematic
instruction. For detailed discussion of
evidence-based practice and systematic
instruction, see Gartin and Murdick
(2008) and Munk and Van Laarhoven
(2008). Figures 5, 6, and 7 include
examples of specific teaching protocols
that educators can use to commutiicate
instructional plans with paraeducators.
Figure 5 is a written plan highlighting
the salient information for several dif-
ferent activities, including the activity,
visual supports needed, and objectives
for individual students as well as goals
for the entire group. Figure 6 provides
step-by-step details for teaching, rein-
forcing and collecting details on spe-
cific skills. Figure 7 shows step-by-step
instructions for what both the paraedu-
cator and student should be doing dur-
ing morning check-in. All of these
examples can be tailored to accommo-
date specific context, student, and
teacher factors.

Once plans are created, it is impor-
tant to discuss them with paraeduca-
tors, perhaps during a regularly
scheduled meeting at which all team
members are present. As information is
presented, staff should have the oppor-
tunity to ask questions and seek clarifi-
cation (Giangreco et al., 1999). This is
all part of ensuring effective communi-
cation.

Review and Practice. Once the writ-
ten plan is discussed, teachers should
consider modeling the strategy through
role playing. For example, if the proce-
dure involves student arrival and
unpacking, the teacher and paraeduca-
tors could go to bus circle, where one
of the paraeducators acts as the stu-
dent. The teacher should think aloud

38 COUNCIL FOR EXCEPTIONAL GHILDREN



Figure 4. Sample Evaluation Form

The Kelly O'Leary Center for Autism Spectrum Disorders

Staff Name:

Evaluator Name:

Student Name:

Date:
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Comments

Overall Session Comments

]) Breaks timed/appropriate length

2) Interacts appropriately with parent

3) Interactions with student

4) General comments

Feedback Provided: Yet No

Supervisee Signature 3ate

•

Evaluator Signature Date

as each step is performed. In addition,

the teacher should call specific atten-

tion to the use of prompts, as well as

data collection activities, included in

the procedure. If time allows, each

paraeducator should be offered the

opportunity to take a turn role playing
the teaching strategy.

Model. After reviewing and practic-
ing the specific teaching strategies with
each other, staff members should see
the teacher implement the strategies
with individual and small groups of

students (Gaylord et al., 2002; Pickett,
1999). Modeling should include each
step in the teaching sequence, specific
reinforcement strategies, and data col-
lection procedures.

Observations. After paraeducators
have become comfortable with the new
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Figur« S. Written Plan for Organizing Group Activities

Activity

For all groups

Calendar

Snack

Language groups

Project

Visual Support Needed

Wait card
Raise hand picture
My turn picture
Look and sit pictures

Use calendar binder
Wait and raise hand pictures

Snack pictures binder
"Can I have?" pictures

My turn picture
Other unit-based pictures

Use art binder

"I want," "I need," and "Can I have?"
pictures

General Group Goals

• Active engagement: eyes in the direction of the topic,
use materials appropriately, hands in own space, feet
on the Ooor, facing the speaker or topic, actively
participate at appropriate limes: singing, vocalizing
vyhile others sing and stop when others stop.

• Raise hand to request a turn.

• Clean up from the group independently and move to
the directed area with no prompting.

• Request an item independently using pictures or woids;
pair vocalizations with pictures (e.g., "Thank you for
telling me what you want; now 1 want to hear you say
it.").

• Comment to other children; engage in appropriate table
talk.

Objectives for individual children during snack:

1. Jack - initiate a request, use device to create a three-word phrase. Pair vocalizations wilh each request—one sound for
each word

2. Kristen - raise hand, tvi/o word phrases such as "want water" with no prompting, clear articulation, hands in own
space

3, Alex - use pictures to make a request, pair pictures with vocalizations, sit appropriately, hands in own space
4. Rachel - pair words with pictures (i.e., pictures act as the prompt), sit appropriately
5, Christian - accept handing picture exchange communication system (PECS) strip as his request, pair vocalizations with

pictures, hands in own space, sit appropriately

strategy or procedure, teachers should

formally observe the paraeducator.

Generally, a mix of planned and

unplanned observations is desirable.

Planning observations helps ensure

that the observations will occur. These

observations also provide a scheduled

time for the teacher and staff member

to discuss the instructional technique

and make necessary adjustments.

Figure 6. Written Plans for TeacKing a Specific Skill: Example 1

Skill: Labeling

Teacher: Show picture, say "What is it?"

Response: Student will name the picture

Criteria for Acquired Targets: 2 consecutive days correct on 1st trial
probe data

Prompting: Use the least prompt necessary to get the correct response.

Prompt Fading: Echoic prompt, partial echoic prompt, model the beginning
month formation to independent

Reinforcement: Praise and edibles for each correct response during initial
training. Fade to edibles, toys, and breaks for several correct responses.

Data collection: 1st and last trial probe data and session log. Plus a
description of additional teaching procedures

Unplanned observations may afford a
more natural view of how paraeduca-
tors work with students.

Coaching and R)llow-up. Coaching
should follow observations (Gayiord et
al., 2002; Giangreco et al., 1999;
Marks, Schrader, & Levine, 1999), per-
haps through a video review. To con-
duct a video review, paraeducators are
videotaped during a specific activity or
time during the school day. (Note: Be
sure to check school videotaping poli-
cies). Next, the teacher and staff mem-
berts) watch the video together. During
this time, teachers and paraeducators
can discuss what occurred, including
what the paraeducator was thinking
about at the time. Feedback should fol-
low the same nonemotional principles
described earlier and should include
concrete feedback of what the paraedu-
cator did right (e.g., "Nice use of redi-
rection when the student was getting
off task."). Tbis ensures that paraedu-
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Figure 7. Written Pians for Teaciiing a Specific Sitiii: Example 2

Teacher Actions

1. Teil Stevie (S) to check bis schedule by handing him his check
schedule card and say, "Check your schedule,"
• Wait 5 seconds.
• If no response, use a gesture prompt (point) to lead S to his

schedule,
• If no response, use physical prompt to guide S to bis schedule.

2. Stand 5 feet from student.
• If S does not take the next icon, use gesture (point) to cue

him to take the next icon.
• If S takes the incorrect picture, replace the picture and start

the process again by handing him his name card and verbally
cuing him to check schedule. Provide physical prompts to
guide him through the process.

3, If S runs,
• Use a physical cue to stop bim (i.e., step in front of him).
• Provide the verbal prompt paired with the sign for "stop."
• Use a gesture to point him in the right direction.

4. When S sits in tbe chair, say, "Nice cbecking your schedule.
Thank you for coming over." Use deep pressure (squeeze) to
reinforce.

Student I

• Obtain tbe check schedule card from his
teacher. •

• Walk to his schedule. I
• Match name card to tbe top of schedule. I

• Take top icon from the schedule.

• Walk to the corresponding area indicated
on the picture.

• Match the card to tbe large icon in the
corresponding area.

• Sit down at the desk. L

\

cators feel valued and appreciated
(Giangreco, 2003; Giangreco et ai.,
1999).

Other Considerations. Paraeducators
need time to practice tbe strategies
before teachers expect proficiency. As
comfort increases, many staff members
become more efficient and effective;
however, drift from specific teaching
sequences may also occur. Thus, it is
important for teachers to incorporate
ongoing performance assessments of
paraeducators as part of their overall
plan.

Ongoing Performance
Assessments

As supervisors, teachers conduct
ongoing assessments of paraeducators
to ensure effectiveness and student
learning (Gaylord et al., 2002; Gian-
greco et al., 1999J. Assessments may
be informal or formal discussions that
can include specific observations with

data collection. During these assess-
ments, teachers look and listen for
specific competencies. Competency
areas include (a) implementing spe-
cific teaching strategies, (b) reinforc-
ing/redirecting student behavior, (c)
preparing and using data collection
materials, (d) maintaining an organ-
ized teaching environment, and (e)
implementing each step of the teach-
ing plan. Teachers should consult
with administration regarding tbeir
school's policies to determine what
kind of documentation their school
requires as part of the formal evalua-
tion process for paraeducators. For
example, some schools require a num-
ber of documented performance
observations.

Positive Stipports. Part of the assess-
ment process should include specific
and frequent praise for paraeducators
as they go about their daily work. (See
box, "What Does the Literature Say?"

for three key ideas from tbe literature
regarding strategies for supporting
paraeducators in classroom settings.)
Similar to the assessment model that
includes both formative and summa-
tive feedback, paraeducators need to
hear in specific and concrete language
wbat tbey are doing well and which
areas need improvement. Setting aside
time each week to provide paraeduca-
tors with positive feedback is crucial.
Comments such as, "I noticed that the
student seemed very engaged in the
story when you used the picture sup-
ports." and "Thank you for taking time
to help the students organize their
planners. They seemed much calmer
after you added post-it notes highlight-
ing the key information." are benefi-
cial. Saying "thank you" eacb day and
providing immediate feedback wben
something good occurs goes a long
way to building positive rapport and
improved performance.
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What Does fhe Literature Say?

Below are three key ideas from the literature regarding strategies for support-
ing paraeducators in classroom settings.

• Confidentiality: Paraeducalors need to understand the critical role of con-
fidentiality in special education. They also need information regarding the
importance of maintaining professional boundaries with parents and stu-
dents (Chopra & French. 2004). Ensuring that paraprofessionals under-
stand the nature of confidentiality and their role in protecting each child's
privacy is crucial.

• leaching Content Material: Paraeducators need specific guidance to pro-
vide content-specific instruction (Giangreco, Broer, & Edelman, 2002). For
example, if paraeducators are required to support students in solving com-
plex math problems, they must hove adequate understanding of the steps
for solving such problems. They must also know atid be able to imple-
ment evidence-based strategies for teaching students to solve such prob-
lems. Finally, they need guidance in understanding the individual needs of
each student and how to vary the level of support provided.

• Positive Praise and Appreciation: Paraeducators value frequent nonmone-
tary signs and symbols of appreciation (Giangreco, Edelman, & Broer,
2001). In addition to needing to be heard, paraeducators report that they
desire to be trusted with important responsibilities and given the support
to successfully accomplish these duties. Specifically, paraeducators value
orientation, ongoing support, and feedback about their efforts.

Problem Solving Around
Performance Issues

When performance issues arise, teach-
ers must discuss concerns directly with
the person [s) involved using effective
communication. A balanced discus-
sion, one tbat seeks to clarify all perti-
nent information, includes soliciting
and listening to other points of view.
Sometimes, it may be helpful to review
the shared philosophy. In other
instances, paraeducators may simply
need to be reminded of why it is
important to follow the teaching plan
exactly. If paraeducators are having dif-
ficulty implementing a particular teach-
ing strategy, it may be necessary to
collect data to determine which steps
are not being implemented correctly.
These data will suggest what in partic-
ular should be addressed (e.g., the stu-
dent's behavior may warrant a
contingency plan, the paraeducator

may need to be reminded of the impor-
tance of following the script).

Concluding Remarks

When teachers provide consistent, pos-
itive supervision to paraeducators, it
facilitates appropriate, effective instruc-
tion (French. 2001; Gaylord et al.,
2002). As teachers begin to use a sys-
tematic approach such as the one out-
lined here, it will minimize the
challenges that typically go along with
supervising adults. Developing a
shared philosophy regarding teaching
and learning in the classroom supports
a consistent, coherent classroom envi-
ronment. Regularly scheduled meetings
allow for the discussion of expectations
and student performance, increase
opportunities to provide positive feed-
back, and most important, allow parae-
ducators to understand the reasons
behind the work asked of them.

Developing a shared philosophy regarding teaching and learning in

the classroom supports a consistent, coherent classroom environment.

Beginning the year with clearly set
expectations, a shared philosophy, and
effective communication sets a positive
tone for the rest of the school year and
provides the foundation for a produc-
tive classroom environment. Effective
communication, which includes the
use of explicit language, ensures that
everyone is on the same page (Friend
& Cook, 2007), and relevant feedback
provided through coaching and per-
formance assessments facilitates parae-
ducator learning and emphasizes the
importance of the work they do with
the students.
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