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Paraprofessional Supervision: A Survey of Special Education Teachers and Paraprofessionals
ABSTRACT
This study explored special educators’ supervisory methods, paraprofessionals’

perceptions of supervision, and the differences between the perceptions of the two groups.
In addition, this study examined participants’ perceptions of barriers to effective
supervision, and their opinion as to what factors or strategies could facilitate effective
supervision. Literature indicated that paraprofessionals have been an integral part of the
educational process and their numbers in public schools have dramatically increased over
the past two decades (French, 2001; Pickett & Gerlach, 1997; Wallace, Shin, Bartholomay,
& Stahl, 2001). This increase along with enacted federal mandates contributed in the
changing roles of both special educators and paraprofessionals. Special educators as well
as paraprofessionals have increasingly assumed a wide array of roles and responsibilities.
In turn, as paraprofessionals engaged in more tasks, special educators’ roles expanded to
include more supervision. This study examined the special educators’ supervisory skills,
paraprofessionals’ perceptions of supervision, the difference in the opinions between
paraprofessionals and special educators, and lastly investigated barriers and possible
facilitating factors and strategies to effective paraprofessional supervision. Surveys
employed in this study were developed based on Pickett’s (1999) model of major
supervisory skills that special educators incorporated in their roles. Those skills included
orientation and role clarification, planning, task delegating, mentoring and training, and
evaluation and performance monitoring. Results from this study indicated that special
educators had a tendency to engage more in planning and task delegating and less in role
clarifying, mentoring and training, and evaluation and performance monitoring. In

addition, this study found that overall there was an agreement in respondents’ perceptions.

xii
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Paraprofessional Supervision 2

CHAPTER ONE
Introduction
In schools across the nation, paraeducators are an integral part of the educational
process. This is due, in part, to the increased numbers of students with disabilities in
inclusive settings along with the growing number of students from diverse cultural and
linguistic backgrounds (Daniels & McBride, 2001). Subsequently, there has been an
expanding reliance on paraeducators for important contributions to general and special
education service delivery models (French, 1998). Their responsibilities include, but are
not limited to, monitoring resource rooms, fulfilling housekeeping duties, providing
clerical support, and even organizing home visits with parents. They also provide
tutoring, either small group or one-to-one instruction (French, 2001; Giangreco, Edelman,
Luiselli, & MacFarland, 1997; Katsiyannis, Hodge, & Lanford, 2000; Pickett & Gerlach,
2003; Riggs & Mueller, 2001; Wadsworth & Knight, 1996). Paradoxically, these
members of the educational team are probably the least trained individuals and yet most
heavily depended on by special education (Daniels, & McBride, 2001; French, 1998;
Giangreco, Broer, & Edelman, 2002; Mueller, 2002; Pickett & Gerlach, 2003).
Paraeducator is a term that refers to individuals who work under the direct
supervision of special and general education teachers or other professionals to assist in
the education of students with disabilities (Pickett, Likins, & Wallace, 2003). It is used
along with many other terms that bear the same or similar meaning. In the literature,
terms such as paraprofessionals, teacher aides, paratherapists, instructional assistants,

occupational and physical therapy assistants, transition trainers, job coaches, and
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Paraprofessional Supervision 3

education technicians have been referenced (Pickett & Gerlach, 2003). In this paper, the
terms, paraeducator and paraprofessional will be used interchangeably.

Although the significance of paraprofessionals’ roles has been well documented
(Blalock, 1991; Daniels & McBride, 2001; French, 1998; French & Chopra, 1999;
Gartner & Riessman, 1974; Giangreco, Edelman, Broer, & Doyle, 2001; Hofmeister,
Ashbaker, & Morgan, 1996; Jones & Bender, 1993; May & Marozas, 1981; Mueller,
2002; Pickett 2001; Pickett & Gerlach, 2003; Pickett & NEA, 1994; Villegas, & Clewell,
1998; Wallace, Shin, Bartholomay, & Stahl, 2001), limited research studies indicate that
their supervision by teachers is minimal and inadequate (French, 1998; Pickett, 1997).
Furthermore, the Individuals with Disabilities Education Improvement Act reauthorized
(IDEIA) in 2004 [Sec. 612(a)(14)(G)(ii)] affirms that state education agencies are
required to “establish and maintain standards™ and to ensure that paraprofessionals are
“appropriately and adequately prepared, trained, and supervised in accordance with state
law, regulations, or written policy” [(IDEIA) Sec. 612(a)(14)(G)(1)]. In other words,
federal law mandates that paraprofessionals be prepared, trained, and supervised by
‘qualified’ (i.e., licensed) personnel.

Overview of the Study

This study is presented in five chapters. The first chapter provides an introduction
and overview of the problem, purpose of the study, the research questions, and the
significance of the study, along with its limitations and major assumptions. The second
chapter presents a review of literature regarding the trends of paraprofessional
employment, roles, training and their supervision. Chapter three delineates the methods

used for data collection and analysis. The fourth chapter analyzes the findings of the
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Paraprofessional Supervision 4

research questions. Finally, chapter five discusses the significance of the results and their
implications while offering recommendations for further investigation.

Statement of the Problem
Background of the Problem

Paraprofessional roles and responsibilities, training, and qualifications are major
topics of interest, and numerous studies addressing these issues can be found in the
literature (French, 1998; Giangreco et al., 2001; Pickett & Gerlach, 2003). However,
there is limited research addressing paraeducator supervision, especially in inclusive
settings. The reauthorized IDEIA 2004 and Elementary and Secondary Education Act
(ESEA) Amendments 2001, also known as No Child Left Behind Act (NCLB) of 2001,
address paraprofessional employment, preparation and supervision. Both IDEIA and
Title I of NCLB require that paraeducators provide instructional support under the direct
guidance and supervision of qualified personnel. Despite the requirements, Title I of
NCLB does not clearly define what supervision is. This has implications for teachers and
paraprofessionals who work in programs funded by Title I of NCLB.

According to French (2001), there is broad agreement that teachers and special
educators in particular who supervise paraeducators have minimal or no training in
supervision. Given that currently paraecducators provide instructional support, among
other duties, with limited or no supervision at all, administrators, district officials, Local
Education Agencies (LEAs), and State Education Agencies (SEAs) may be compelied to
set standards for training teachers in directing, monitoring, and assessing paraeducator

duties (Pickett & Gerlach, 2003).
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Paraprofessional Supervision 5

Considering the lack of formal preparation regarding supervision of
paraeducators, teachers rely on “real life experience” as the primary source of their
knowledge on supervision (French, 2001). Moreover, there is little information in current
studies that provides an accurate assessment of actual teacher practices related to
paraprofessional supervision. French (2001) explored the practices of special education
teachers as they supervise paraprofessionals. The results indicated that few teachers
participated in selecting or hiring paraprofessionals that they supervised, yet as many as
half of the respondents were responsible for evaluating the performance of the
paraprofessional. In addition, teachers provided oral instructions to paraeducators rather
than written plans. There is also evidence that reflects special educators’ reluctance to
supervise paraprofessionals (French, 2001; French & Pickett, 1997; Pickett & Gerlach,
2003). The reluctance of special educators to supervise paraeducators is suggested by the
lack of face-to-face meetings, possibly due to time constraints, lack of planning for
activities of the paraprofessional, and the actual content of plans regarding IEP goals and
documenting student progress.

The Necessity for Paraprofessional Supervision Research

Existing literature offers limited information and leads to more questions than
answers regarding supervision of paraprofessionals (French, 2001). The changing roles of
paraprofessionals and their increased responsibilities necessitate the demand for adequate
and appropriate supervision. As a result, greater emphasis has been placed in preparing
paraprofessionals to provide services in special education while being appropriately and
adequately supervised by qualified personnel (French, 2001; Pickett & Gerlach, 2003;

Wallace, Shin, et al., 2001).

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Paraprofessional Supervision 6

Despite the indicators for training of qualified personnel to supervise
paraprofessionals, it has been well documented that teacher education programs are slow
in providing teacher education candidates with knowledge of basic training in supervision
of paraprofessionals (French, 2001; Pickett & Gerlach, 2003). Consequently, once they
enter the field, teachers are not adequately and appropriately equipped to delegate tasks,
monitor, and supervise paracducators (French, 2001; Genzuk & Baca, 1998; Giangreco,
Edelman, Broer, & Doyle, 2001; Moshoyannis, Pickett, & Granick, 1999; Pickett, 1999;
Riggs & Mueller, 2001). Although, over‘the past several decades there have been
resources and materials developed for the training of paraeducators, teacher educator
programs are lagging in developing programs for the preparation of teachers to supervise
paraprofessionals (Wallace, et al., 2001). Two states, Minnesota and Washington, have
included in their teacher educator programs curricula that encompass criteria, standards,
and courses for licensure and certification of teachers in supervision (Pickett & Gerlach,
2003).

Contemporary school administrators have operational responsibilities for
implementing policies and personnel practices linked to paraeducator employment,
preparation, evaluation and supervision (Pickett & Gerlach, 2003). As part of the hiring
process, they should develop job descriptions for paraeducators that encompass their
roles as part of a multidisciplinary team while developing educational and experiential
criteria for screening and selection. Administrators should also be responsible for
establishing performance standards for their personnel and conducting annual
performance reviews and evaluations. In addition, they should ensure that teachers are

oriented and prepared for their supervisory roles with paraeducators. As part of the
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Paraprofessional Supervision 7

preparation for training paraeducators, administrators must provide teachers standardized,
systematic opportunities for preservice and inservice preparation as a component of their
professional development program (Pickett, 1999). Over the past two decades, however,
school administrators, state education agencies, and institutions of higher education, have
paid little attention in establishing paraeducator core skills, determining specific
qualifications for paraprofessional employment, developing criteria for advancement of
paraeducators, and generating standards for supervision and evaluation of paraeducator
performance (Pickett & Gerlach, 2003).
Purpose of the Study

The major purposé of this study was to examine supervisory practices for
paraeducators by special education teachers and to determine barriers and facilitating
strategies related to their supervision. This study also explored supervision from the
perspective of paraprofessionals. More specifically, it addressed the issue of whether a
gap exists between teacher stated supervisory practices and paraprofessionals’
perceptions of those practices.

Research questions were developed in part from Pickett’s (1999) model of
guiding principles regarding paraprofessional employment, roles, preparation and
supervision (see Table 1, p. 8). Moreover, in the seventh guiding principle, Pickett
described teacher skills needed in supervising the work of paraprofessionals. These skills
include planning assignments, task delegating, monitoring and evaluating performance,
on-the-job training and mentoring, and clarifying roles. These supervisory skills provided

the framework of the survey questions in this study.
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Paraprofessional Supervision 8

Table 1 — Guiding Principles for Paraeducator Employment, Roles, Preparation, and

Supervision

Guiding Principle

Description

1

Skilled paraeducators are employed to improve the quality of
education and services in other provider systems and to help
ensure supportive, inclusive, safe, and healthy learning
environments for children, youth, and staff.

Administrators and teachers/providers create environments that
recognize paraeducators as valued team members and effectively
integrate them into teams.

Members of all program planning and implementation teams
participate within clearly defined roles in changing, dynamic
environments to provide learner-centered and individualized
experiences and services for all children and youth and thief
families.

Paraeducators are respected and supported in their team roles by
policymakers, administrators, teachers/providers, and families.

Standards for paraeducator roles and development assure that they
are assigned to positions for which they are qualified to have the
skills required to assist teachers/providers to provide quality
learning experiences and related services for all children and youth
and their families.

Paraeducators receive pre- and inservice professional development
provided by the district/agency and opportunities for continuing
education or career advancement offered by institutions of higher
education.

Teachers/providers responsible for supervising the work of
paraeducators have the skills necessary to plan for, direct, provide
on-the-job training for, monitor, and evaluate the skills of
paraeducators.

Note. From “Strengthening and Supporting Teacher/Provider-Paraeducator Teams; Guidelines for
Paraeducator Roles, Supervision, and Preparation,” By A.L. Pickett, 1999, p. 7.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Paraprofessional Supervision

Research Questions

1.

What methods do special educators use in supervising paraprofessionals in

inclusive settings?

What are the perceptions of paraprofessionals regarding teacher supervision of

their work?

Do the perceptions of special education teachers and paraprofessionals regarding

paraprofessional supervision differ significantly?

What are the perceived barriers in providing effective paraprofessional

supervision?

What factors or strategies facilitate effective paraprofessional supervision?
Significance of the Study

Research into the supervisory practices of special educators is limited. Given the

increasing reliance on paraprofessionals by public education, this study provides insight

into how teachers supervise paraprofessionals and how that supervision is perceived in

one New England school district. The findings of this study contribute to a better

9

understanding of the gaps that exist in providing supervision from the perspective of both

teachers and paraprofessionals. The research questions also attempt to identify strategies

that facilitate better supervision of paraprofessionals. Armed with this information,

school districts can create more effective professional development tools, establish

standards for teacher credentialing and licensure in supervision, and improve

paraprofessional training and orientation while clarifying roles and expectations.
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Paraprofessional Supervision 10

Definitions of Terms

Administrators: For the purposes of this study and this specific school district, the
term administrators, refers to principals, assistant principals in the elementary, middle,
and high schools, as well as special education directors and coordinators of special
education.

Competencies: Refers to the knowledge base and skills required for employment
and advancement within different professions or occupations, programs, or positions, and
in this case, the advancement of professionals in education.

General Education Teacher: Refers to a qualified professional with a teaching

certificate to teach in an area of the general curriculum.

Inclusive Setting: For the purposes of this study, inclusive setting refers to a

general education classroom that offers a learning environment in which all students
belong, are accepted, and educated with their peers to the greatest extent possible under
the teacher, special educator, and support persons’ supervision (McGregor & Vogelsberg,
1998).

Professional Development (or inservice): Refers to a planned sequence of

experiences, based on activities and studies designed to develop or improve the
competencies and skills of educational staff while on the job (Ysseldyke, Algonzzine, &
Thurlow, 1992).

Instructional Team: Specific to the school district studied in this paper, the term

refers to the group of professionals and paraprofessionals who provide direct or indirect
instructional support or other related services to students with or without disabilities in a

variety of educational settings.
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Paraeducator or Paraprofessional: A paraeducator or paraprofessional is a school
employee who works under the supervision of a certified or licensed staff member and
provides support and assistance with instructional and other related services. These
employees may offer direct and/or indirect services to students and their parents.
However, the certified/licensed staff member remains responsible for the overall conduct
and management of the classroom or program, including the design, implementation and
evaluation of the instructional program and student progress (Picket & Gerlach, 1997).

Preservice: Refers to the activities such as workshops, seminars, courses, and
other learning experiences offered to education professionals before they begin their jobs
(Ysseldyke, Algonzzine, Thrulow, 1992).

Qualified Personnel: Refers to an individual who has met state-approved

certification, licensing, registration, or other comparable requirements that apply to the
area in which the individual is providing special education or related services.

Scope of Responsibilities: Refers to agreed-upon standards of practice for a

profession or occupation. In general, scopes of responsibilities for teachers include
developing lessons, modifying and implementing plans to meet individual learner needs,
evaluating learner progress, and assessing the effectiveness of plans.

Special Education Director or Coordinator (also found under Administrator): For

the purposes of this study, the term refers to those individual(s) who directly supervise,
monitor, and make hiring and assigning decisions for and with special education
personnel. They work within the special education department of school districts,

supervisory unions, and individual schools.
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Special Educator: Refers to a person with a teaching certificate in an area of

special education or a related service provider with appropriate certification or licensure
in his or her professional area.

Standards: Refers to statements that describe job function and responsibilities
related to competency areas for a profession or occupation. The standards include
knowledge and skill competencies and performance indicators to ensure that individuals
have mastered the required skills.

Supervision: Refers to an individual supervisor’s or administrator’s responsibility
to monitor, delegate, and manage paraprofessional’s work (Pickett & Gerlach, 2003).

Supervisory Skills: Adapted from Pickett’s (1999) model and refer to the core
functions of supervising paraprofessionals. These include: (a) orientation and role
clarification, (b) task delegating, (c) planning, (d) mentoring and training, and (e)
evaluation and performance monitoring.

Limitations of the Study

Limitations are defined as those aspects of a study that the researcher knows may
influence the results or the generalizability of the results (Fraenkel & Wallen, 1993).
These aspects of the study cannot be controlled for during the investigation. This study
had the following limitations:

1. The sample size used in this study was limited to one school district in

Vermont.
2. The response rate to surveys and questionnaires was voluntary and hence,

variable. Accurate sample representation of real teacher supervisory practices
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and likewise paraprofessionals’ perceptions of those practices may not be
reflected in the results.
Major Assumptions

Listed below are the study’s three major assumptions:

1. Paraprofessionals adhere to federal, state, and local district standards and as
members of the educational team assist in the implementation of educational
programs.

2. Paraprofessionals assist teachers and speéial educators in organizing material
for student learning.

3. Special educators lead program implementation teams and have supervisory

responsibilities for paraprofessionals.
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CHAPTER TWO
Literature Review

This chapter starts with terminology overview. Then a review of the literature as it
pertains to paraprofessional employment follows. Specific topics reviewed include: a)
trends in use of paraprofessionals beginning in the 1950s through the present, b) hiring
and assigning, c) evolving roles and responsibilities, and d) training and preparation of
paraprofessionals. The second part of the literature review focuses on the supervision of
paraprofessionals. Specifically, the following topics are addressed: a) federal legislation
and policies, b) state standards, and ¢) common themes pertaining to paraprofessional
supervision. The third section of this chapter provides a discussion of Pickett’s (1999)
model of guiding principles as it pertains to paraprofessional supervision. The literature is
then synthesized to reflect specific teacher supervisory skills adapted for this study from
Pickett’s model (1999) that include: a) planning work assignments for paraprofessionals;
b) delegating tasks to paraprofessionals; ¢) monitoring and evaluating performance of
paraprofessionals; and d) training and mentoring of paraprofessionals. Further
investigation of the literature also shows that an additional supervisory skill is delineating
and clarifying roles between the teacher and paraprofessional (Chisom, 2002; Daniels &
McBride, 2001; D’ Aquanni, 1997; Floyd, 2004; French 1997; Milner, 1998; Prigge,
1996), thus, there is justification and support for evaluation of this skill as well in the
current study. The chapter concludes with a review of the literature on paraprofessionals’
perspectives of supervision as provided by special educators, issues identified in the

literature as potential barriers to supervision, and strategies that facilitate supervision.
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Paraprofessional employment, roles and responsibilities, and training have been
the focus of much of the current research (Daniels & McBride, 2001; D’ Aquanni, 1997;
French, 1998; Giangreco et al., 2001; Pickett, 1997). Although these topics are relevant,
few studies have specifically focused on the emerging issues related to paraprofessional
supervision. Furthermore, the above mentioned skills have been targeted by experts as
critical components in supervising paraprofessionals and yet research suggests that
teachers do not currently offer this degree of supervision (Frank, Keith & Steil, 1988;
French, 1997; Hoover, 1999; Pickett & Gerlach, 1997). Due to the limited studies relating
to paraprofessional supervision, these teacher supervisory skills form the basis of the
survey instruments for this study.

Terminology

Paraprofessionals are not new to the field of education. Individuals worked
alongside with teachers in classrooms even before the turn of the century—the late 1890s
and early 1900s (Gerber, Finn, Achilles, & Boyd-Zaharias, 2001; Pickett, 1996).
Although the prefix “para” in conjunction with the word “educator” signifies someone
who works “alongside” an education professional, paraeducators work alongside special
education teachers only figuratively speaking (French, 2003; Pickett & Gerlach, 1997).
Often, paraeducators provide instructional services alongside the student rather than the
teacher (French, 1998).

A variety of job titles are used throughout the United States to refer to personnel
who function in the role of paraprofessionals (Doyle, 2002). The multiple terms used to
describe paraprofessionals have been generated in response to their evolving roles in the

education field over the past 50 years. The shift in their responsibilities is evidenced in
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the titles assigned to them. The term “paraprofessional,” as referenced in IDEIA
2004[Sec. 612(a)(14)(B)(i)] is synonymous with educational assistant, paraeducator,
instructional assistant, teacher aide, therapy assistant, transition trainer, and job coach
(French & Gerlach, 1999).

Employment of Paraprofessionals
Trends in the Use of Paraprofessionals (1950s-1980s)

Rising enrollments in the nation’s schools and increased diversity of the student
population have led to a more significant utilization of paraprofessionals. It is estimated
that approximately 300,000 paraprofessionals are employed in supporting students with
disabilities while the total number of paracducators working in schools is estimated to be
between 500,000 and 700,000 (The National Clearinghouse for Professions in Special
Education, 2000).

In the 1950s, postwar teacher shortages compelled local school districts to
identify alternative education providers (Pickett, 1996). At that time, paraprofessionals
were employed to perform clerical duties in order to help teachers have more
instructional time with students (Frith & Lindsey, 1982; Morehouse & Albright, 1991;
Pickett, 1999, Wallace, Shin et al., 2001). This change came as a result of a pioneering
project organized by the Ford Foundation in 1953. The project recruited and trained
teacher assistants in Bay City, Michigan under the supervision of classroom teachers
(Park, 1956). Results showed that teachers more than doubled the amount of time they
spent on lesson plans and devoted more than 40% additional time to supervising students

(Gerber, Finn, et al., 2001).
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A study by Cruickshank and Haring (1957) examined the responsibilities of
paraprofessionals in special education. These researchers investigated paraprofessionals
in three educational settings: (a) regular kindergarten that included students with
blindness, (b) general education classroom with students labeled as gifted, and (c)
different types of self contained special education classrooms (i.e., intensive needs
students, students with severe mental retardation). The key finding was that the primary
responsibilities of paraprofessionals were the same regardless of the educational setting
in which they worked. These responsibilities included clerical duties, student supervision
in class and playgrounds, housekeeping tasks in the classroom, material preparation, and
record keeping. The presence of paraprofessionals in classrooms allowed teachers to
exercise more of their instructional skills. The authors concluded from their study that
“teacher assistants” could be effectively used to enrich instructional programs.

During the same decade, a variety of events had an impact on schools and the
utilization of paraprofessionals. Coinciding with the struggle of racial equality in the
1960s was a parallel movement to ensure the civil rights of children and adults with
disabilities (Gartner & Riessman, 1974). In its landmark 1954 decision, Brown v. Board
of Education of Topeka, Kansas, the Court rejected the “separate but equal” doctrine. The
Court declared that racially segregated public schools were “inherently unequal.” This
case was instrumental in setting the legal foundation for the equal treatment of
individuals with disabilities. Along with the 14™ Amendment, Brown v. Board of
Education became the basis for the Education for all Handicapped Act of 1975 (EHA),
Public Law 94-142. This law was the first compulsory federal special education law that

mandated a free, appropriate public education for all students with disabilities between
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the ages of 3 and 21. In 1990, the name was changed to the Individuals with Disabilities
Education Act (IDEA). According to Green and Barnes (1989), individualized education
for students with disabilities, distinct programs for students with multicultural
backgrounds, and an increase in governmental support for the delivery of special services
stimulated increasing employment of paraprofessionals. |

The public’s awareness of the inequalities in educational opportunities for
minority groups led to declining confidence by parents and lawmakers in the ability of
teachers to meet the needs of such students (Green & Barnes, 1989). School districts
turned to paraprofessionals residing in the local communities to serve as liaisons between
home and school. This was one of the earliest documented occurrences that
paraprofessionals provided instructional support to students and parents (Genzuk & Baca,
1998; Green & Barnes, 1989).

Historically, education was the responsibility of states and localities. Under Title I
of PL 89-10, the Elementary and Secondary Education Act (ESEA) of 1965 school
districts were entitled to federal funding for paraprofessionals, particularly those
employed in low-income regions (Gerber et al., 2001). This new act did not contain any
guidelines for educating, training, or hiring of paraprofessionals. ESEA, however,
established an important new relationship between local communities and the federal
government. The states and local school districts now became recipients of federal
money.

At the end of the 1960s additional legislative acts contributed to the expansion of
paraprofessionals’ roles. First, The Bilingual Education Act of 1968 was a catalyst in

employing multilingual members of communities to work as paraprofessionals in
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schools. Many of the nation’s students came from culturally and linguistically diverse
backgrounds. This resulted in increased demand for bilingual teachers. A second act was
the Amendment to the Economic Opportunity Act of 1966. This act provided federal
money to support the development of new careers and to assist the nations’ economically
disadvantaged population. The combination of these two acts created the mechanism for
the hiring of additional paraprofessionals (Gerber et al., 2001). In 1971, an important
case, Pennsylvania Association for Retarded Citizen v. Pennsylvania, and in 1975, the
Education for All Handicapped Act (i.e., IDEA) generated more debates regarding special
education. It prompted discussions about training of teachers and other instructional
personnel who taught students with severe disabilities (Sontag & Haring, 1999).
Recommendations, based on these discussions, called for training teachers who would
not need a baccalaureate degree and traditional certification.

In the 1970s and 1980s, IDEA added to the increased hiring of paraprofessionals
(Pickett & National Education Association [NEA], 1994). In the 1970s the U.S.
Department of Education instituted the Career Opportunities Program (COP) in an effort
to help individuals with career improvement programs (Pickett, 1986). The COP was
implemented in alliance with local school districts. Emphasis was placed in the
development of teacher education programs that supported paraprofessionals who wanted
to enter the teaching profession. While the 1970s were legislatively important due to the
passage of Public Law 94-142, the 1980s, according to Pickett (1996), were not as

promising because funding for many educational programs was reduced.
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The Present Perspective (1990s to present)

Just 50 years ago paraprofessionals had worked primarily in secretarial and
clerical roles (French & Gerlach, 1999; Gerber et al., 2001; Green & Barns, 1989; Pickett
& NEA, 1994). Today paraprofessionals increasingly engage in instructional activities,
student supervision, and other tasks that typically have been considered teachers’ roles
(French & Gerlach, 1999; French & Pickett, 1997; Pickett, 1996; Riggs & Mueller,
2001).

Questions regarding their roles, responsibilities, training, and supervision have
been longstanding and continue to date (Giangreco, Edelman, Broer, & Doyle 2001;
Jones & Bender, 1993; Wallace, Shin, Bartholomay, & Stahl, 2001). The changing roles
of paraprofessionals in conjunction with legal requirements are reality. Over the past five
decades changes in the educational landscape necessitated the increase of
paraprofessional utilization. Today, administrators find themselves in the arduous
position of fulfilling paraprofessional jobs with individuals who may or may not meet the
requirements of new legislation. In addition to that, many paraeducators provide services
with limited or no supervision from teachers (Pickett & Gerlach, 2003).

According to Pickett and Gerlach (1997) five factors have contributed to the
changing roles of paraprofessionals. These factors include: (a) changing roles of teachers
and special educators, (b) increasing numbers of students from diverse backgrounds, (¢)
continuing teacher shortages, (d) rising needs for additional services to students with
disabilities, and (e) ongoing efforts to implement inclusion of students with disabilities in

general education classrooms.
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Hiring and Assigning of Paraprofessionals

As shown in Table 2, reviewed literature is sorted out based on the following
categories: (1) hiring and assigning, (2) roles and responsibilities, and (3) training and
preparation. Of the 41 sources reviewed, approximately 34 percent (n=14) covered, to
some extent, issues pertaining to hiring and assigning of paraprofessionals. Two articles
discussed the paraeducator assignment in pull-out programs while the majority of the
literature focused on assignments and roles of paraprofessionals in general education or
mainstream classrooms.

Only one article discussed the issue of hiring in greater depth (Blalock, 1991).
According to Blalock schools use several strategies for the recruitment of
paraprofessionals; mainly, targeting individuals who work as substitutes over long
periods of time, volunteers, and college students. Carroll (2001) suggested that schools
often organize teams to conduct paraeducator interviews in which individuals get the
opportunity to articulate the roles, responsibilities, and overall program philosophy, thus
initiating relationships with prospective assistants.

Alternative strategies for recruitment of paraprofessionals have been proposed. In
their study, Genzuk and Baca (1998) suggested that this remarkable increase in numbers
of paraeducators could potentially represent a source of prospective new teachers.

. Darling-Hammond (2001) took this notion a bit further to suggest that we need to
consider paraeducator selection and retention in order to assist schools in meeting the

needs of students from multi-ethnic, multi-cultural, and multilingual backgrounds.
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Many paraeducators come from the communities where they work and know
many of the students’ families. This connection with the community many times makes
paraprofessionals a good liaison between schools and the parents.

Table 2 — Sources from the Literature Pertaining to Employment of Paraprofessionals

Authors Hiring and Roles and Training and
Assigning | Responsibilities | Preparation
Daniels & McBride (2001) N N N

Demchak & Morgan (1998) N N
Downing & Ryndak (2000) N N
Hilton & Gerlach (1997) N N
French (1998) N
French (2001) N N
French & Chopra (1999) N
French & Gerlach (1999) N N
French & Pickett (1997) N
Freschi (1999)

Frith & Lindsey (1982)
Genzuk & Baca (1998)
Gerlach (1994) N

Giangreco, Broer & Edelman
(2002)

Giangreco, Edelman & Broer
(1999)

Giangreco, Edelman, Luiselli
& MacFarland (1997)

Green & Barnes (1988)

Hofmeister, Ashbaker &
Morgan (1996)
Jones & Bender (1993)

Marks, Schrader & Levine
(1999)
May & Marozas(1981)

<] 2} 2] 2 2 21 2] 2] 2| £ 2] 2]
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Table 2 — Sources from the Literature Pertaining to Employment of
Paraprofessionals (Continued)

Authors Hiring and Roles and Training and
Assigning | Responsibilities | Preparation

Moshoyannis, Pickett &
Granick (1999)
National Joint Committee N
on Learning Disabilities
(1998)

Nittoli & Giloth (1997) N

Parsons & Reid (1999) N

Passaro, Pickett, Latham N
& HongBo (1994)
Pickett (1997)

Pickett (1999)
Pickett (2001)
Pickett & Gerlach (2003)

Picket, Likins & Wallace
(2003)
Pickett & NEA (1994)

Reid & Reid (1994)
Riggs & Mueller (2001) N

SPeNSE Fact Sheet
(2001)

Storey, Smith & Strain
(1993)

U.S. Department of
Education (1997)

U.S. Department of
Education (2002)
Wadworth & Knight
(1996)

Wallace, Shin, N
Bartholomay & Stahl
(2001)

<] 2] £} <21 2]

<] <2 <2 =27 2] <21 2] £} 2] <] 2] £ 2 21 2] 2] 2]

In turn, the connection they have with the community can be beneficial for all

because paraprofessionals can be more invested in students’ education and overall

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Paraprofessional Supervision 24

learning (Clewell & Villegas 2001). These paraprofessionals are knowledgeable of the
students’ needs, and they are committed to helping them in being successful. They know
their neighborhoods, schools, and the social and cultural backgrounds of the communities
where they live.

Clewell and Villegas (2001) suggested that school districts can expand the
educational support staff by tapping the paraprofessional pool. They proposed that
identifying likely teacher-education students during their high school years may be one
strategy. Involving them in early intervention programs can cultivate interest in teaching
and guiding youngsters towards preparing for teacher education colleges (Villegas &
Clewell, 1998).

High school juniors and seniors can be targeted for recruitment via mentoring
programs. Many schools offer tutoring and mentoring opportunities to high school
students who are interesting in helping students in middle school. According to Clewell
(1995) mentoring programs such as educators clubs offer intensive teaching experiences
to high school students who in turn become interested in course offerings in 2 and 4-year
colleges.

In their study Nittoli and Giloth (1997) found that public money is spent on low-
income communities in an attempt to tackle problems in the provision of human services,
such as welfare, health, and housing. However, most of the time employees hired for the
jobs in those service areas were not residents of the communities where they worked.
Nittoli and Giloth also suggested that these monies could be better spent in investing on
local communities where individuals can be part of a paraprofessional pool in

coordination with local school districts. Finally, the renewed interest in paraeducators’
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assistance in schools is founded on the fact that state funded human services programs are
changing to adjust to current needs. Lack of jobs drive the need for paraprofessional
utilization in rural areas as well as inner cities in order to fulfill those roles in servicing a
variety of student needs (Villegas & Clewell, 1998).

Current practices in hiring and assigning paraprofessionals are based on need
(Pickett, 1997). As mentioned earlier, literature focusing specifically on hiring practices
and generally on the recruitment of paraprofessionals is limited. Increasing teacher turn
over and growing student enrollment are factors affecting hiring and assigning of
paraprofessionals (Pickett & NEA, 1994).

Previous job experience, references, educational level, literacy, language skills,
and skills applicable to the specific position are important selection criteria for a
successful candidate (French, 1998). However, a study by Harrington & Mitchelson
(1986) showed that interpersonal skills and attitudes of applicants and also an interest in
self improvement may be better indicators of how well a candidate fits into the team.
Most recently, Giangreco, Broer, & Edelman (2002) reported that hiring practices
targeted individuals who were energetic, caring for students, resourceful, productive, and
knowledgeable.

Paraprofessionals are assigned to work with students who have the most
challenging behavioral and learning characteristics (Blalock, 1991). Two additional
articles in the literature addressed assignment issues by proposing guidelines for
determining when a student with a disability would need individual paraprofessional
support (Freschi, 1999; Giangreco, Broer, & Edelman, 1999). Both articles underscored

possible downsides associated with assigning one-to-one paraprofessional support and
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recommended alternatives such as fading supports, relying on natural supports, trading
paraprofessionals or special educators, and exploring differentiated teacher roles
(Giangreco et al., 2001). Generally, it is recommended that administrators and
teachers/supervisors identify the specific student needs based on the educational setting,
efficiently utilize existing resources, including special and general education staff, and

assign paraprofessionals accordingly (Giangreco, et al., 1999).

Roles and Responsibilities of Paraprofessionals

The overwhelming majority of the literature reviewed, about 85 percent (n=37),
focused on roles and responsibilities for paraprofessionals. Most covered a variety of
subtopics including recruiting, assigning, planning, delegating, training, and tutoring of
paraprofessionals. Overall, paraprofessionals continue to engage in a broad range of
activities, many of which they are untrained or insufficiently trained to perform (Blalock,
1991; Giangreco et al., 1999). Some of the roles include: (a) providing instruction in
academic subjects, (b) teaching functional life skills, (c¢) teaching vocational skills, (d)
collecting and managing data, (e) supporting students who exhibit challenging behaviors,
(f) facilitating interactions with peers that do not have disabilities, (g) providing personal
care (Giangreco, Edelman, Broer, & Doyle, 2001).

Trends in implementing inclusive education changed the landscape of the general
education classroom. More and more special education students were mainstreamed and
received services in general education classrooms with paraprofessionals’ assistance
(French & Chopra, 1999; Giangreco, et al., 2002; Jones & Bender, 1993; Pickett, 1999;
Riggs & Mueller, 2001; Wadsworth & Knight, 1996). The high student enrollment in

conjunction with teacher attrition widened the gap in student services making the need
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for paraprofessional utilization eveh greater. Despite the increased use, confusion still
exists about the role of paraprofessionals compared to the roles of teachers, special
educators, and related service personnel (French & Pickett, 1997).

In earlier studies, Reid and Reid (1974) developed a classification of
paraprofessionals’ roles and responsibilities. Those included, but were not limited to,
clerical, housekeeping, office, and non-instructional duties. The basic assumption with
those roles was that teachers exclusively taught, while paraprofessionals prepared
materials, organized supplies, acquired resources, and managed student behaviors (May
& Marozas, 1981).

Today, many paraprofessionals still serve the special education population in non-
instructional capacities, such as operation of audio-visual equipment, lunch recess, and
free time activities (Blalock, 1991). However, paraprofessionals’ instructional roles have
gradually overlapped their traditionally clerical responsibilities (French & Gerlach,
1999). A report by the Study of Personnel Needs in Special Education (SPeNSE, 2001)
noted that while district and regional differences existed, the types of services
paraprofessionals offered were similar in nature. Some of these services included: a)
instructional support in small groups, one-on-one instruction, meeting with teachers,
providing personal care help, implementing behavior management plans, adapting
materials, and collecting data on students (SPeNSE, 2001). In addition, paraprofessionals
in special education worked as therapy assistants, home tutors, transition trainers, job
coaches, and liaisons between schools and the community (French, 1998).

Teachers and students recognize the importance of paraprofessionals’ support on

a daily basis (French & Chopra, 1999). Because there is more than one adult in the

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Paraprofessional Supervision 28

average classroom, students feel that they receive increased attention toward their
individual needs (French & Gerlach, 1999). With increased paraprofessional involvement
in the daily classroom activities, teacher and special educator’s roles have evolved to
encompass monitoring, coaching, and guiding. This shift in roles has allowed
paraprofessionals to provide more instructional assistance while teachers remain
exclusively accountable for student outcomes (French, 1998; Pickett & Gerlach, 1997).

Some studies, however, have found that paraprofessionals report being
“responsible” for the instructional program of a student, including teaching academic and
social skills, making curricular modifications, and managing student behaviors.
Paraprofessionals expressed that it was more appropriate for the classroom teacher to
assume these primary responsibilities (Giangreco, Edelman, Luiselli, & MacFarland,
1997; Marks, Schrader, & Levine, 1999). Another study, by Downing, Ryndak, & Clark
(2000) showed that paraprofessionals reported increased levels of responsibility in their
job. Such duties included: a) decisions regarding adaptations, b) behavioral support, and
c) interacting with team members including parents. Such findings lend support for the
emerging need for further training and supervision not only of paraprofessionals, but also
those who supervise and guide their daily work (Pickett & Gerlach, 1997).

With increasing use of paraprofessional as part of the education personnel that
support students with disabilities, there is an emerging appreciation for their ability to
perform a diverse range of tasks. Likewise, there is equal concern by leaders in the field
to ensure that paraprofessionals are used appropriately. In 1998, a report by the National
Joint Committee on Learning Disabilities (NJCLD) commented that, “the intent of using

paraprofessionals is to supplement, not supplant, the work of the teacher/service
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provider” (p.38). This concern was reiterated by Giangreco, et al., (1999), who suggested
that one indication that too much responsibility has been assigned to paraprofessionals is
when special educators defer decisions regarding curriculum, instruction, and
management about a student to the paraprofessional.

Nonetheless, paraprofessionals can be used to enhance the frequency, intensity,
efficiency, and availability of instructional assistance and services as delegated and
supervised by the qualified teacher/service provider (NJCLD, 1998). The use of
paraprofessionals can also improve access to services for diverse and underserved
populations. Paraprofessionals are often sought out from the surrounding community and
offer a connection to families that are culturally and linguistically diverse (Pickett, 1997).
The use of well-trained and-supervised paraprofessionals is one way to increase services
while maintaining quality.

Training and Preparation of Paraprofessionals

Given the known challenges paraprofessionals have to meet in both inclusive
classrooms and resource rooms when supporting students with disabilities, training and
orientation to the profession is critical (Demchak & Morgan, 1998). Although the most
recent reauthorization of IDEIA in 2004 calls for paraprofessionals that are
“appropriately trained and supervised,” Sec. 614 (G)14(ii) IDEIA does not specify what
constitutes this designation. In fact, many paraprofessionals enter the field with limited or
no training at all. In most cases, paraprofessionals assume their responsibilities upon
appointment. They enter the classroom insufficiently equipped to deal with behavior
issues, management of group activities, and assistance in implementation of lesson plans.

Meanwhile, they are expected to simultaneously provide one-on-one attention to needy
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special education students (Daniels & McBride, 2001; French, 1998; Pickett, 1999;
Villegas & Clewell, 1998).

The inclusive education model has played a part in expanding the instructional
role of paraprofessionals while limiting on-the-job training and mentoring. Historically,
when the special education classroom was the dominant model of service delivery,
informal paraprofessional training came directly from the special educator who was
physically present in the classroom virtually all of the time. The inclusion of students
with disabilities in the general education classroom now means that special educators
often are dispersed across several classrooms (Giangreco, Backus, CichoskiKelly,
Sherman, & Mavropoulos, 2003).

Few training materials for professional development exist for paraprofessionals
who work in inclusive classrooms with students with disabilities (Ghere, York-Barr &
Sommerness, 2002; Giangreco et al., 2003; Giangreco et al., 2001). Training materials
vary on characteristics such as orientation, content roles, level of replicability, availability
and cost. They often focus on intervention techniques, specifically, delivering
instructional prompts, reinforcement, or error correction (Martella, Marchand-Martella,
Miller, Young, & Macfarlane, 1995; Parsons & Reid, 1999; Storey, Smith & Strain,
1993). Giangreco, Backus, et al. (2003) designed a quantitative, descriptive evaluation of
two sets of paraeducator training materials. Results of this study showed a number of
important findings. First, the content objectives in the training materials were considered
important by the paraprofessionals as well as their trainers. Second, paraprofessionals
who received this training gained new knowledge, perspective, and skills that had direct

application in their work assisting in the provision of special education, and finally, the
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materials could be used successfully in a variety of course formats with similar positive
results. Even more promising were findings where participants indicated that the reading
materials, in-class activities, and lesson plans were very well constructed and useful for
paraprofessionals. Finally, even though the above study contributes somewhat to the
literature by providing some initial field-test data, to date there is still limited research on
this topic.
Overview of Supervision of Paraprofessionals

Defining Supervision

In general terms, Glickman, Gordon, and Ross-Gordon (1998) define supervision
as “assistance for the improvement of instruction” (p.10). The authors proposed that this
definition allows supervision to be viewed as a function and process rather than a role or
position. As special educators become experts in their fields, they also assume new and
more challénging responsibilities. Among those responsibilities, teachers are called upon
to be supervisors. This distinction becomes important in conveying the idea that position
title of supervisor is not required in order for supervision to occur in one’s job.

According to Pickett and Gerlach (2003) supervision of paraprofessionals is
comprised of two major parts. First, at the district level, building administrators, local
district administrators, and program coordinators assume roles and responsibilities from a
top-down management approach. Second, special educators, as well as general education
teachers, act as paraprofessional supervisors. On the one hand, administrative personnel
serve as managers responsible for the employment, preparation, evaluation, and dismissal

of paraprofessionals (French, 1998; French & Gerlach, 1999; Pickett & Gerlach, 2003).
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On the other hand, teachers are responsible for delegating tasks and supervising
paraprofessionals (Pickett & Gerlach, 2003).

Another study that adds to the definition of supervision was conducted by
Wallace, Shin, Bartholomay, and Stahl (2001). This study identified competencies
needed by teachers to supervise or direct the work of paraprofessionals in education
settings. Participants included administrators, teachers and paraprofessionals.
Respondents completed a survey and were also asked about the extent to which they
observed teachers’ demonstration of these competencies in their school environments.
The skills were categorized into seven subscales that encompass: (a) communication with
paraprofessionals, (b) planning and scheduling, (c) instructional support, (d) modeling for
paraprofessionals, (€) public relations, (f) training, and (g) management of
paraprofessionals.

Federal Legislation and Policies for Paraprofessionals

Several laws have had an impact in defining roles and responsibilities of
paraprofessionals, as well as defining hiring and assigning practices, funding, and policy-
making (Gartner & Riessman, 1974; Pickett, 2001; Pickett, & Gerlach, 2003). The
current reauthorization of the Individuals with Disabilities Education Act Amendments of
1997 (IDEIA, 2004) addresses the requirement of paraprofessional training and
supervision in order to provide support in special education. Additionally, the re-
authorization of the Elementary and Secondary Education Act (ESEA), also known as the
No Child Left Behind (NCLB) Act of 2001, established new criteria for the hiring of

paraprofessionals who work with students in Title I programs. NCLB requires that
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paraprofessionals who work in schools that receive Title I funds meet new standards.
These include the following:
(a) Hold an associate’s or higher degree (the equivalent of 48 credit hours)
(b) Completion of two years of study at an institution of higher learning
(c) Completion of a formalb assessment that demonstrates a rigorous standard of quality,
knowledge, and ability to assist in reading, writing and mathematics instruction or
reading, writing and mathematics readiness (U.S. Department of Education, 2002).
The Council for Exceptional Children (CEC), in September 2002, reviewed the
implications of NCLB on paraprofessionals. CEC suggested that “...the relatively
detailed statutory portrayal of the responsibilities of paraprofessionals will require careful
continuing review in relation to the succinct authority for paraprofessionals contained in
Section 612(a)(15)(B)(iii) of the IDEA...” (p. 33). More specifically, CEC noted that the
new law places constraints on one-on-one tutoring of eligible students and on the
provision of instructional services by a paraprofessional working under direct supervision
of a teacher.
Given the lack of sufficient data on student outcomes, the potential impact of
NCLB is yet to be explored due to the novelty of the law. Although this latest legislation
does not refer speciﬁcally to special education, it does have practical implications for the
field. There are school districts around the country, as is they school district in which this
study was conducted, that are recipients of Title I funds supporting a variety of programs,
including special education. According to the law, if a person works in a Title I
schoolwide program and has instructional support responsibilities, the requirements apply

regardless of the source of funding for the paraprofessional’s position (Likins, 2003).
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State Standards for Paraprofessionalsk

According to IDEIA 2004 [(IDEIA), 20 U.S.C. 1400 et seq.] state education
agencies are “to establish and maintain standards” to ensure that paraprofessionals who
“assist in the provision of special education and related services, are appropriately and
adequately prepared, trained, and supervised in accordance with state law, regulations, or
written policy” [20 U.S.C. 1412 § 612a(14)(G)(ii)]. The enactment of No Child Left
Behind (NCLB) in 2001, requires that paraprofessionals “may not provide any
instructional service to a student unless the paraprofessional is working under the direct
supervision of a teacher” [(NCLB) Title I—Part A § 1119g(3A)]. Both laws mandate that
paraprofessional supervision is an inherent requirement that state and local education
agencies will have to implement.

In response to the above laws, a variety of constituencies have countered with
questions, reseaféh, and development of committees exploring how to improve the
quality of special education services for all students with disabilities. Several professional
organizations, such as the Council for Exceptional Children (CEC), the National Joint
Committee on Learning Disabilities (NJCLD), and the National Association fbr the
Education of Young Children (NAEYA) have issued declarations that request state and
local education agencies to develop standards that address supervision of
paraprofessionals. The NJLCD (1999) has established its own guidelines for the
supervision of paraprofessionals as well as definition of their roles. In addition, a variety
of professional organizations that represent allied health agencies and professionals such

as speech-language pathologists, occupational therapists, and physical therapists have
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also spearheaded efforts to establish specific standards for the supervision of aides by
qualified personnel.

While many states have established guidelines for paraeducators, little has been
done in developing credentialing systems. However, the increased use of
paraprofessionals and the more recent federal requirements has led to states recognizing
the importance of developing their own standards and credentials (Beale, 2001; French &
Pickett, 1997; Hilton & Gerlach, 1997). The development and strengthening of standards
for credentialing will serve to better define roles and responsibilities and ensure a higher
level of quality service (American Federation of Teachers, 1998).

According to the National Education Association (2000), there are approximately
nineteen states that have developed standards for paraeducators. Examples of states that
have implemented standards to support the effective employment of paraeducators in
public school include California, Georgia, Maine, lowa, Washington, West Virginia, and
Vermont. Certification systems are in place in 13 states while others have licensure
requirements including Alabama, Delaware, Florida, Illinois, Missouri, Wisconsin
(Beale, 2001). Some states such as Maine, Texas, Kansas, New Hampshire, and Vermont
have instituted levels of certification that enable paraeducators to access career
advancement by obtaining higher levels of certification. For example, Texas and
Vermont require a specified number of college credits for the highest level, thus allowing
for course work that could be applied to a college degree (Beale, 2001; Vermont
Department of Education, 2005). While standards for employment have been initiated, in
depth policies and regulations at the local level regarding supervision have yet to be

defined in most states.
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Common Themes on Paraprofessional Supervision

There is considerable consensus in the literature that professional educators
should assign specific tasks, design instructional plans, deliver on-the-job training, hold
planning meetings, and direct and monitor the daily activities of the paraprofessional
(Doyle, 1997; French, 1998; French & Pickett, 1997; French, 2001; NJCLD, 1998).
Despite the widespread agreement regarding the need for appropriate teacher supervisory
skills, current research is limited in addressing practices, identifying barriers, and
modifying strategies to improve the teacher/paraprofessional instructional team.
Moreover, thére is little in the literature that provides a picture of what teachers currently
are doing about supervision, considering the lack of formal preparation (French, 1998;
Salzberg & Morgan, 1995).

Pickett (1999) has developed a conceptual framework that éddresses
paraprofessional roles, preparation, and supervision. In this section, several studies will
be reviewed in order to introduce common themes that emerge regarding
paraprofessional supervision and reflect Pickett’s conceptual framework.

The evolving roles and increased reliance on paraprofessionals in education over
twenty years ago is highlighted in a small study by McKenzie and Houk (1986). In their
investigation, the authors were interested in exploring how 23 resource teachers who
work with paraprofessionals perceived a need to modify the role played by the
paracducator. More specifically, their research questions examined the extent to which
assigned tasks for the paraprofessionals were relevant to instruction of special education
and whether teachers perceived themselves as having adequate input in the selection and

assignment process of paracducators. Results from a questionnaire describing job
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responsibilities for special education paraprofessional showed that teachers indicated
their wish to be a part of the selecting and assigning process. Recommendations from the
study emphasized the need for teacher-training programs to develop methods in the
appropriate use of paraprofessional in special education settings.

Harrington and Mitchelson (1986) reported that teachers valued the presence of
paraprofessionals in the classroom. They found that paraprofessionals provided
individualized instruction, clerical and logistical support, classroom continuity, emotional
support to teachers, and important community linkage. However, their study which was

~conducted on behalf of the Kansas State Department of Education also showed that
teachers did not feel comfortable in supervising paraprofessionals.

A study with similar results was conducted by French (1998). The author sought
to evaluate special education teacher practices. The purpose of the study was to clarify
perceptions of paraeducator roles, preparation and performance and to compare those
perceptions to self-reports of paraeducators. Finally, the study looked at the nature of
teacher-paraprofessional relationships and the teachers’ own views of their role as
supgrvisors.

The participants of the study included eighteen matched pairs of
teachers/paraprofessionals who worked together in one major urban school district.
Twelve teacher-paraeducator pairs worked in elementary schools, three in high schools,
and three in middle schools. The teachers and paraprofessionals each completed a
separate yet similar survey. The teachers were also personally interviewed by the

researcher and filled out evaluation forms for their paraprofessional. In addition,
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paraeducators were asked to chart their daily activities by ten-minute intervals for two
one-week periods and complete a self evaluation form.

When asked about formal preparation in supervision, 14 of the 18 respondents
stated they learned supervision skills all on their own. The interviews revealed that
teachers were reluctant to supervise in a traditional manner. Furthermore, they did not
feel prepared to supervise paraeducators. In fact, the ideal paraprofessional was viewed as
a person who required very little supervision or direction. Lastly, the results of the study
confirmed that paraeducators served in instructional roles and that teachers valued this
role. Despite their relative satisfaction with the work of their paraprofessional, teachers
had a clear wish for greater training and preparation of paraprofessionals.

French (1998) concluded that teachers were reluctant to supervise because they
failed to provide written plans or to hold sit-down meetings, yet were dissatisfied with the
communications between the paraprofessionals and themselves. She also found that some
teachers in the study failed to distinguish between “the ethical and legal responsibilities
of the professional teacher and those tasks appropriately delegated to a paraeducator,
describing the paraprofessional as a peer father than a supervisee” (p.365). Finally, the
author identified possible courses of action based on the data: (a) the need to help
inservice teachers in order to refine their own supervisory skills and to engage in
appropriate supérvision with less reluctance, (b) the need for preservice preparation for
future teachers, and (c) the need to continue gathering information, on a much larger
scale, about the working relationships of teachers and paraeducators as well as the
supervisory skills and practices of teachers. This last statement underscores the need for

further research on this topic and laid the foundation for this study.
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Building on her previous work, French (2001) conducted a more recent study in
an effort to ascertain teacher perceptions and perspectives on paraprofessional
supervision. In this study, the author examined the supervisory practices of special
education teachers. Thé purpose of the study was to obtain information about special
education teachers’ supervision of paraprofessionals and compare that information to the
existing literature. More specifically, the author asked the following questions: (a) “To
what extent do special education teachers supervise paraprofessionals? (b) How have
they learned to supervise as they do? What effeqt does training to supervise have on
practice? (c) To what extent are teachers involved in selecting paraprofessionals,
planning for them, meeting with them, training them, and evaluating them? (d) What
tasks are most frequently assigned to paraprofessionals, and how are tasks shared or
distributed between teachers and paraprofessionals? (¢) To what extent are teachers
satisfied with the amount and quality of paraprofessional assistance?” (p. 42).

The instrument used in this research was a questionnaire distributed to 447 special
education teachers in Colorado selected randomly to reflect geographic distribution and
school size from a population of kindergarten through 12™ grade in public schools. The
respondent rate of completed surveys was 71.8% (321 participants). French (2001) found
that aBout 75% of special education teachers supervise one or more paraprofessionals.
Once again, three years after her 1998 study, the author found that despite teaching
credentials and graduate level education, 88% of participants reported that “real-life
experiences” was the primary basis of their knowledge and ability to supervise
paraprofessionals, rather than inservice training, college courses, or help from

administrators.
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The respondents indicated that formal preparation did not provide any training
for their supervisory roles. Eighty eight percent of the respondents held master’s degrees,
1% held a Ph.D, or Ed.D., and 62% had 11 or more years of teaching experience. There
were no differences in the reported sources of knowledge and ability to supervise among
those teachers who received endorsements before, during, or after 1989. Changes in
Colorado’s endorsement standards in 1989 apparently did little to change the preparation
of teachers to supervise paraprofessionals.

Teacher supervisory skills that involve planning, meetings, and on-the-job
training were also examined. According to French (2001), a little less than 19% of the
respondents developed written plans for the paraprofessionals whom they supervise.
More concerning was the actual content of plans, either oral or written. Fewer than half
(43%) of the teachers regularly included IEP goals and even fewer consistently included
specification for how paraprofessionals were to document student progress. French
commented in her discussion that “instructing the paraprofessional about the intended
outcomes of the lesson or activity seems essential to program integrity” (p.51).

About 25% of the teachers who responded to the question regarding frequency of
formal sit-down meetings reported that they never or rarely met with paraprofessionals.
Of those who reported that they hold formal meetings, about 15% indicated that they
meet on a daily basis with paraprofessionals while the majority, about 50% reported
meeting once a week, indicating that the average duration of meeting time was
approximately 30 minutes. Regarding on-the-job training, the vast majority of
respondents, about 76% indicated that “teaching techniques” and “behavior management”

were most frequently the predominant issues discussed with paraprofessionals.
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Classroom management, time and stress management, parent interactions, and health and
safety procedures followed while the least discussed topic was role clarification and
responsibilities. By far, respondents indicated that the most frequent method of
paraprofessional training was to just tell them and give feedback on performance. Just
less than 8% reported that they maintained records, agendas, and meeting minutes.

This study also identified some concerns about practices employed by districts in
employing paraprofessionals. With respect to hiring, French (2001) indicated that about
21% of the teachers responding had no influence on the hiring process while 50%
reported they had some influence and about 17% had whole control over the selection
process. In the evaluation process, about 57% of the teachers reported that they were
primarily responsible for the annual evaluation of paraeducators and that over 73%
reported actual job performance as the primary influence in evaluating the
paraprofessional.

In conclusion, French (2001) made several recommendations from her findings:
(1) special education teachers should be part of the selection process for
paréprofessionals, (2) teachers should be prepared to select, direct, train, monitor,
evaluate, meet with, and otherwise supervise paraprofessionals, and (3) teachers should
have state and district guidelines as well as training on interview techniques, planning
methods, meeting facilitation, providing on the job training, and distinguishing between
task appropriately and inappropriately delegated to paraprofessionals.

Guiding Principles to Paraprofessional Supervision
As mentioned earlier, Pickett is one of the leading researchers for

paraprofessionals. Her work has led to the establishment of the National Resource Center
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for Paraprofessionals in Education and Related Services (NRCP). In 1999, NRCP created
a task force that included administrators from local and state education agencies,
teachers, paraprofessionals, parents, and representatives from both two-and four year
teacher programs. With the help of this task force, a national survey was developed that
for the first time examined closely the roles of teachers and paraprofessionals. Over 400
surveys were completed by participants actively involved with paraprofessionals and/or
their supervision. As a result, the guiding principles emerged as a way to specify the
breadth of responsibilities of both paraprofessionals and the teachers who supervise them.
A reprint of these principles is located in Table 1 (Chapter 1, p. 8). More specifically,
Guiding Principle #7 describes specific teacher supervisory skills that have also been
identified in the literature and adapted in developing the instrument survey for this
research study.

The skills identified in Pickett’s 1999 model will provide the framework for
analyzing the literature on supervision of paraprofessionals. The supervisory skills
include: (a) planning work assignments, (b) directing or delegating tasks, (¢) monitoring
and evaluating performance, and (d) providing on the job training and mentoring. The
last skill is identified and adapted from other authors in the literature emphasizing role
clarification (Chisom, 2002; D’ Aquanni, 1997; Floyd, 2004; French, 1997).

Synthesis of Literature Reflecting Teacher Supervisory Skills

Overall, there were 15 studies that related to supervision of paraprofessionals (see
Table 3, p. 43). With the exception of one study, all were published between 1990 and
2004 lending current and relevant data. There were five quantitative studies (Floyd, 2004;

French, 1999; French, 2001; Marks et al., 1999; McKenzie & Houk, 1986), eight
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qualitative, and one study (Prigge, 1996) used a mixed design of qualitative and
quantitative methods. Half of the studies used a combination of observations and
interviews to collect data.

Table 3 — Studies Emphasizing Teacher Supervisory Skills (Based on Pickett’s model,
1999)

Author/Year Planning | Delegating | Monitoring | On-the- | Clarifying
Performance Job Roles
Training
X : X

Chissom (2002)

D’ Aquanni (1997)
Floyd (2004)

French (1997)
French (1998)
French (2001)
Giangreco, Edelman,
Luiselli &
MacFarland (1997)
Harrington & ~
Mitchelson (1986) X X
Jensen, Parsons &
Reid (1998) X X
Marks, Schrader,
Levine (1999)
McClain (1993)
McKenzie, Houk
(1986) X
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TP P b
IRIRPR] (X

eltaltalte:
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>
=
>
>
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ellte
| P

Milner (1998) X

ollalke

Prigge (1996) X
Rose (2000) X

Two studies (Chissom, 2002; D’ Aquanni, 1997) employed document analysis while four
used surveys to gather data (Floyd, 2004; French, 1999; French, 2001; Prigge, 1996).
Lastly, eight of the fourteen studies focused exclusively on the supervision of

paraprofessionals.
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Planning Assignments

The first supervisory skill relates to planning work assignments. As evidenced by
French’s (2001) study, “...the majority of respondents reported that no one planned for
the paraprofessional; among those who did plan for the paraprofessional, the majority
transmitted their plans orally” (p. 51). Often times, teachers and paraprofessionals are
unéure of who is responsible for planning assignments for the paraprofessional. In a
training program developed by Pickett (1997), the author emphasizes that creating -
instructional material and making decisions about goals, activities, or student evaluation
of instructional lesson plans is beyond the respénsibility of the paraeducator. The
importance of written plans is highlighted in several studies (Chissom, 2002; Floyd,
2004; French, 1997; French, 2001).

While studying the effects of proximity of instructional assistants to the students
they were assigned, Giangreco et al. (1997) found that without proper training,
paraprofessionals could hinder rather than help student progress. The study emphasized
the importance of teachers providing classroom-based, continuous supervision. It
explained that paraprofessionals should have the opportunity to provide input into lesson
planning based on their experience with the student, but distinguished the “ultimate
accountability for plahning, implementing, monitoring, and adjusting instruction should
rest with the professional staff” (p.16).

Another investigation that underscored the importance of planning was conducted
by Rose (2000). Interviews and observations were used to gather data in a single junior
high school about the methods used to provide access to }earning for students with special

needs. During semi-structured interviews, the author noted that teachers felt it was
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important to involve their paraprofessionals in lesson planning. Rose pointed out that
when paraprofessionals worked with small groups of students, “ it was noticeable that in
such situations, the [paraprofessionals] were well prepared; had a clear sense of purpose
as a result of involvement in planning; and had received direction from the class teacher”
(p. 194). However, the findings of this study are the exception in the literature.

A recurrent theme in the literature is that planning, whether formal or informal,
does not exist, as it should between teachers and paraprofessionals (Chisom, 2002; Floyd,
2004; French, 2001; D’ Aquanni; Prigge, 1996). More specifically, Floyd found that
scores for planning work assignments were consistently within the “seldom” range on
related Likert-items. This finding was irrespective of formal preparation, school setting,
or years of supervising paraprofessionals. Similarly, Chisom found planning time
between the paraprofeésional and teacher took place on average ten minutes in the
morning, Teachers assumed that paraprofessionals knew ‘how to do their job’ therefore
they did not recognize the need for planning. As a result, services stated in students’ IEPs
were not delivered appropriately, adequately, or efficiently. In both studies, the content of
the meetings between the teacher and paraprofessional was not specified.

Delegating Tasks

The second supervisory skill is assigning or delegating tasks in order to allow the
teacher to focus on other responsibilities such as student needs, instruction, or other
duties that cannot be delegated to the paraprofessional. Pickett (1997) states that the task
of delegation should specify the goals, time for completion, and level of authority, but
should not demand that the task be performed in exactly the same way as the teacher, nor

should it demand perfection. French (1998) indicated that teachers did not have the
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formal preparation to delegate and were ambivalent about delegating even clerical tasks
to paraeducators. The supervisory skill of delegating was reported in three studies
(French, 1997; French, 1998; McClain, 1993).

French (1997) used a single case interview that asked open-ended questions to a
recent speech language pathologist (SLP) graduate responsible for supervising assistants
in a small urban school district. During the one year period of investigation, the SLP took
a course that provided her with information regarding “roles and responsibilities for
paraprofessionals, liability and legal issues, as well as the skills of directing, delegating,
and giving feedback” (p.106). French (1997) found that the tools learned in the course
helped the SLP develop appropriate tasks for her assistants and helped her vary the level
of responsibility for task delegation based on her perceptions of the assistant’s skill. The
issue of giving directions or delegating was also noted as a common occurrence in
another study involving resource classrooms.

In a study that examined paraprofessional supervision in separate placements,
McClain (1993) observed verbal interactions between teachers and paraprofessionals in
an elementary school setting. The observations took place in special education
classrooms and the researcher was able to examine lesson plans, behavior rating charts,
problem solving worksheets. Teachers were observed giving directions, generally verbal,
to paraprofessionals throughout the day.

Similar observations with respect to the importance of delegating tasks emerged
from both of the above studies and add to the mounting evidence for structured
supervision of paraprofessionals. The ability to delegate tasks was only studied in any

great depth in the setting of separate placements. Both French (1997) and McClain (1993)
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note that such settings require paraprofessional/teacher teams to work along side one
another and provides for more opportunities to supervise. In such settings, tasks are better
defined and goals more clearly stated.

Monitoring and Evaluating Performance

The third supervisory skill set that teachers must be able to do is monitor
paraprofessional performance and provide feedback of that performance. According to
Pickett (1997), the evaluation of a paraprofessional should be based on performance
standards, written data from personal observations and appropriate documentation.
Chisom (2002) and Floyd (2004) comment on the extra burden that monitoring
performance adds to a teacher’s full schedule of responsibilities, yet stress the importance
of insuring that paraprofessionals carry out their responsibilities correctly. There are four
studies in this data set that include the skill of monitoring performance and evaluation of
paraprofessionals in their design (Chisom, 2002; Floyd, 2004; Giangreco et al., 1997; and
Jensen et al., 1998).

Jensen and colleagues (1998) used qualitative methods to evaluate a means of
training special education teachers in supervisory strategies. The purpose of the study
was ultimately to improve the instruction related performance of their paraprofessionals.
The study took place in a pullout classroom of adult learners, the majority of whom were
labeled with severe mental retardation. The seven teachers who participated in the study
were given supervisory training. Part of the training required that the teachers observe
and provide feedback to their paraprofessionals on monthly basis. The resﬁlts of this
multi-probe design showed that collecting observational data on paraprofessionals

improved. An important finding of the study was the implication that “when teachers are
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trained to systematically observe and provide contingent feedback regarding the teaching-
related performance of [paraprofessionals], the targeted teaching skills of their
[paraprofessionals] improve” (p. 461). |

In a more recent qualitative study, Chisom (2002) explored supervision of
paraprofessionals in two middle schools in Virginia. The participants of this case study
were two principals, two special education coordinators, four special education and four
general education teachers, and eight paraprofessionals half of whom wbrk within general
education programs and the rest under special education (n=20). The researcher began by
observing paraprofessionals and teachers in both inclusive and pull-out settings for a
period of three months. Subsequently, she conducted interviews using open-ended
questions in semi-structured format.

Chisom (2002) indicated that teachers felt uncomfortable about supervising
paraprofessionals due to the level of connection they had amongst themselves. Teachers
who monitored paraeducator performance reported that they did not set formal evaluation
meetings or discussions. They stated that simple conversations in the hallways replaced
the formal process of evaluation. Some paraprofessionals indicated that they solicited
feedback from their supervising teachers because they never had any formal process by
which they were given advice. This study is one of four from the literature that addresses
the skill of evaluating paraprofessionals (Chisom, 2002; Floyd, 2004; French 1997,
French, 1998).

French (1998) found that teachers were often responsible for the evaluation of
paraeducators either exclusively or with the help of the principal. In almost half of the

participants, the sole responsibility lay with the teacher in evaluating the
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paraprofessional. In the other cases, teachers completed the evaluation forms and took
them to the principal for signature often without discussing the evaluation.

Floyd (2004) indicated that the overall mean scores in the area of evaluating
paraprofessional performance were low. In her analysis, she concluded that annual
evaluations of paraprofessionals were completed by the principals (49%) while 27%
reported that special education administrators completed paraprofessional evaluations.
Interestingly, her study found that only teachers with more than 25 years of experience
reported higher than the “seldom” range on Likert-scale items regarding evaluations of
paraprofessionals while some did not perceive themselves as supervisors.

On the Job Training and Mentoring

The supervisory skill mentoring and on-the-job training can be approached in
many different ways by teachers. An important outcome of this skill can be to improve
paraprofessional performance in assigned tasks. This can be accomplished through
formal or informal meetings, modeling, providing constructive and timely feedback, and
coaching paraprofessionals through various situations (Chisom, 2002). The need for
paraprofessionals to be supervised by a licensed professional is mandated by IDEIA
(2004) and NCLB (2001). With respect to mentoring and on-the-job training, nine of the
fourteen studies on supervision address this skill (Chisom, 2002; D’ Aquanni, 1997,
Floyd, 2004; French, 1997; French, 1998; French, 2001; Giangreco et al., 1997; Jensen
et.al., 1998; Milner, 1998)

Chisom (2002), found patterns relating to on-the-job training that emerged from
her qualitative study on supervision of paraprofessionals. Chisom also found little or no

training is provided to paraprofessionals and when it is available it is informal and
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consists of hand-on activities. Similarly, special education teachers who participated in
Floyd’s (2004) study responded to a survey as “seldom” engaging in tasks associated
with mentoring and on-the-job training. More surprisingly, there was no difference
whether or not teachers had preservice preparation. However, teachers with an average of
6-10 years of experience scored higher in the “sometimes” range of the Likert-related
items.

D’ Aquanni (1997) conducted a qualitative study examining the role of
paraprofessionals in inclusive programs. Using interviews and observations to collect
data, eight paraprofessionals working in four elementary schools in New York were
chosen to participate in a multi-case design. The author observed that paraprofessionals
were unable to ask questions of teachers or to elaborate on teaching methods introduced
to them through training aétivities. D’ Aquanni noted that “on-the-job training was viewed
by many of the paraprofessionals in this study as a successful way of providing
instruction” (p.394). However, a common theme that emerged from this study was that
lack of planning time was often the reason for inadequate training.

The importance of on-the-job training is also highlighted by several studies that
héve been previously described. Giangreco et al. (1997) conducted a qualitative study
that relied heavily on classroom observations and semi-structured interviews. The authors
noted that paraprofessionals who were in close proximity to students with disabilities for
prolonged time could adversely affect peer relations and student-teacher interactions. The
study stressed the necessity for instructional assistants to have competency-based training
with continuous supervision. Similar conclusions were drawn by Jensen et al. (1998)

whose study participants received supervisory training relating to on-the-job mentoring
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and found that consistent teacher feedback and mentoring helped to improve the teaching
skills of paraprofessionals under their supervision.

French (2001) in her study examining supervisory practices of teachers found that
the technique used most frequently in training was “telling” followed by “giving
feedback on performance”. The author noted that few teachers maintained records or
documented the training provided to paraprofessionals while less than ten percent of
participants actually maintained files with dates and topics of training addressed. This
study’s findings support previous studies proposing that on-the-job training isa
significant tool in paraprofessional support and ultimately student outcomes.

Clarifying Roles

The final supervisory skill that will be addressed from the literature entails role
clarification, For effective instruction to occur, the roles of the teacher and
paraprofessional must be defined. According to Pickett (1997), teachers need to consider
“experience, training, comfort level, time constraints, and knowledge levels of individual
team members” (p. 175). And yet the literature reiterates that confusion still exists about
the roles of paraprofessionals when compared to the roles of teachers (French & Pickett,
1997; Giangreco, Edelman et al., 2001). Role clarification emerges as a common theme
in eleven out of the 14 studies relating specifically to supervision of paraprofessionals
(Floyd, 2004; Chisom, 2002; D’ Aquanni, 1997; French, 1997; French, 1998; Giangreco
et al., 1997; McClain, 1993; Marks et al., 1999; Milner, 1998; Prigge, 1996; Rose, 2000).

French (1998) in her study of paraprofessional-teacher teams found that some
teachers failed to distinguish between the ethical and legal responsibilities of the

professional teacher and tasks that are appropriate for the paraeducator. Her study
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confirmed that there is a reported shift in paraeducator responsibilities toward more
instruction. However, in clarifying roles, teachers were divided about who should be
responsible for tasks such as typing, filing, and copying.

Milner (1998) used a qualitative design to describe the interactions of successful
paraprofessionals with students with disabilities and general education teachers in
inclusive settings. The study participants included three paraprofessionals, three special
educators, eleven general education teachers, and nine students. Using observations and
interviews, the researcher noticed common patterns ¢merging with respect to role
clarification. First, general education teachers were unclear about what the
paraprofessional ought to be doing in their classroom. Second, there were not regular,
scheduled communication times between the teacher and paraprofessional. Third, general
education teachers did not understand their own role in supervising the paraeducator
which created additional confusion in dividing the work. This small study highlights the
value of clear communication between teacher/paraprofessional teams regarding roles
and responsibilities (Chisom, 2002; Prigge, 1996).

D’ Aquanni (1997) looked specifically at the roles of paraprofessionals in
inclusive settings. The details of the study were described in an earlier section of the
paper as they pertained to on-the-job training. This study also sheds light on the need for
role clarification. The author found, “historical job descriptions have not coincided with
the evolving role of paraprofessionals” (p. 380). In this study, staff had difficuity with
understanding who maintained the responsibility of supervising the paraprofessionals.
Likewise, Giangreco et al. (1997) found a need for instructional assistants to have roles

clarified so that student progress would not be hindered. French (1997) indicated a need
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for formal training in teaching her participant SLP how to clarify roles and improve
assistant interactions.

In addition, Chisom (2002) points out that a common pattern found in her study
on supervision was the misconceptions and lack of clarity as to who does what. More
specifically, both paraprofessionals and teachers made several assumptions about each
other’s roles and responsibilities. However, Floyd (2004) documents different findings in
her quantitative study of teacher supervisory practices. The majority of participants
reported having clear distinction between roles and responsibilities of the teacher and
paraeducator. This is the only study to date that has found such a result. The author also
states “special education teachers reporting themselves as frequently engaging in role
clarification may indicate a level of readiness for continued professional development in
the area” (p. 92). One must keep in mind that these results only reflect the perception of
teachers and it is difficult to assess what the paraeducator perceives or understands from
role clarification, |

Several themes emerged from the literature reviewed in this section. The key
findings included: (a) lack of role clarification for teachers and paraprofessionals, (b)
limited formal communication and planning, (c) inability or lack of knowledge of
teachers to supervise, and (d) inadequate training for both paraprofessionals and teachers
(Chisom, 2002; Floyd, 2004; French, 1998).

Paraprofessional Perspectives on Teacher Supervision

The literature is clear that paraprofessionals are vital contributors to the service

delivery in special education programs (French, 1998). As discussed, there is much

information surfacing on the employment of paraprofessionals from many authors.
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Although the literature is full of qualitative studies observing paraprofessionals and their
evolving roles being the target, to date, there is no study that asks the perspective of
paraprofessionals regarding their actual supervision. There are, however, several studies
that have sought to eXplore paraeducators’ perspectives on their roles in inclusive settings
and underscore the need for appropriate supervision (Marks et al., 1999; Downing et al.,
2000).

Using interviews to collect data, Marks and colleagues (1999) attempted to
examine the perspectives of 20 paraprofessionals who worked in an inclusive setting.
After gathering demographic information and general working experiences of the
paraeducators, the authors identified five participants for follow-up in-depth interviews.
The purpose of the study was to gain a better understanding of the experiences of
paraprofessionals and to analyze the various roles they assumed during the course of a
typical school day. Once the initial analysis was performed, themes that emerged were
presented to another group of paraeducators in order to corroborate the experiences of the
study participants.

Marks et al. (1999) showed that paraeducators assumed a range of job
responsibilities. A striking observation was made about how paraprofessionals negotiated
their roles and responsibilities in that many of them assumed the primary burden of
success for the inclusion students. This involved both taking on academic and behavioral
needs. However, “paraeducators expressed that it was more appropriate for the classroom
teacher to assume these primary responsibilities” (p. 318). The results of the study led to
the conclusion that “further training for paraeducators, teachers, and school personnel is

absolutely necessary” (p. 325). Marks and colleagues cohcluded that ongoing support and
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supervision by special educators was an integral piece in coordinating instructional
ef