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Purpose of the Guide

The purpose of this guide is to provide an overview of the role of paraprofessionals as instructional team 
members in the education of children and young adults with disabilities. This guide provides information 
about paraprofessional history, laws, and definitions; an overview of the distinction between teacher and 
paraprofessional roles in the instructional process; an introduction to special education and definitions of 
“disability”; and an introduction to key content related to the following four areas of essential competency 
for paraprofessionals:

 Area 1:  Essential Instructional Practices

 Area 2:  Classroom Organization and Behavior Management

 Area 3:  Team Member and Professional Behavior

 Area 4:  Supporting Students with Low Incidence Disabilities

These core content areas that serve as a foundation for Improving Results for All Children: Guidelines for 
Ohio Paraprofessionals Supporting the Education of Children with Disabilities and Learning Difficulties 
are grounded in and align well with Council for Exceptional Children (CEC) Para-educator Common Core 
Standards. Appendix A provides a crosswalk showing where CEC-identified skills are addressed across 
these four major areas of competency that form the basis of the Ohio Guidelines. In some cases, CEC 
standards are addressed throughout the Ohio Guidelines, not just in one place; in other cases, they are not 
explicitly addressed as discrete items. In some cases, the Ohio Guidelines specify standards that CEC did 
not address. These differences may reflect fundamental differences in perspective. Notably, CEC focuses 
attention on disabilities as deviations from typical development. The Ohio Guidelines treat disabilities as 
part of a range of diversities that characterize individuals and make them unique. In addition, the Ohio 
Guidelines devote more attention than those from CEC to collaborative learning teams as a mechanism for 
providing high-quality instruction to all students. 

In addition to the introductory content provided in these four areas, more extensive information is provided 
about the role of the paraprofessional in the instructional process. In this guide, activities, reflections, 
examples and scenarios are provided to facilitate learning.  Because this guide focuses on introductory 
information, several resources are listed for further learning.
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The following essential beliefs were critical in guiding the 
preparation of this document.  

1. Paraprofessionals are respected and supported as integral team members responsible for assisting 
in the delivery of instruction and other student-related activities. 

2. The entire instructional team 
participates within clearly defined roles 
in a dynamic environment to provide 
an appropriate educational program for 
students. 

3. To ensure quality education and safety 
for students and staff, paraprofessionals 
must be provided an orientation 
and training prior to assuming 
responsibilities as well as ongoing 
training for job-related responsibilities. 

4. Teachers and others responsible for 
directing the work of paraprofessionals 
must have the skills necessary to work 
effectively with paraprofessionals. 

5. By recognizing paraprofessionals’ 
training, responsibilities, experience, 
and skill levels, they are placed in 
positions for which they are qualified, 
which effectively and efficiently use 
their skills to enhance the continuity 
and quality of services for students. 

6. Administrators exercise leadership 
by recognizing paraprofessionals as 
instructional partners. 

Adapted from the Minnesota 
paraprofessional resources.
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“When you know better 

you do better.”  

– Maya Angelou

“Education is not the 

filling of a pail, but the 

lighting of a fire.” 

– William Butler Yeats

Introduction:   
The Paraprofessional Role 
and Special Education 

In the past several years, paraprofessionals 
have evolved as important members of 
instructional teams providing services 
to students with special needs. The role 
of paraprofessionals in the past 50 years 
has moved from assistance with clerical 
tasks toward more instructional tasks. 
Their evolving role reflects changes 
in educational culture and practice, 
shifts in teachers’ roles, and revisions 
in legislation and policy. These changes 
required the development of standards and 
competencies for paraprofessionals and the 
teachers who direct their work.  

According to Pickett (2000), paraprofessionals are district employees who: 

(1) Work under the supervision of teachers or other licensed/certificated professionals who have 
responsibility for:

(a) Identifying learner needs, 

(b) Developing and implementing programs to meet learners needs, 

(c) Assessing learner performance, and 

(d) Evaluating the effectiveness of education programs and related services; and 

(2) Assist with the delivery of instructional and other direct services as assigned and developed by 
certified/licensed professional practitioners.
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EVOLUTION OF THE 
PARAPROFESSIONAL ROLE

The role of paraprofessionals as instructional 
supports and key members of educational 
teams does not have a long history. Although 
numbering more than 500,000 today, as 
recently as 1965, there were fewer than 
10,000 paraprofessionals nationwide. As their 
numbers have increased, their roles have 
expanded. Events and trends that have caused 
policymakers, educators, and others to reassess 
the role of the paraprofessional workforce 
have included: continuing efforts to include 
youth with disabilities in the general education 
classroom and in their communities; growing 
need for occupational therapy, physical 
therapy, and speech-language pathology 
services for children and youth of all ages; 
increasing numbers of students from ethnic and 
language minority heritages in school systems 
nationwide; continual shortages of teachers 
and related services personnel; and changing 
and expanding roles of school professionals 
as classroom and program managers. These 
developments, which had a significant impact 
on the emerging role of paraprofessionals in 
special education, are relevant today.

1950s and 1960s

Paraprofessionals worked in education and human service programs as far back as the early 1900s; 
however, it was not until the mid-1950s that their value began to be more fully recognized. Post-war 
shortages of teachers led local school boards to look for alternative service providers. As part of an early 
Ford Foundation project in the Bay City, Michigan District, paraprofessionals were recruited for clerical 
functions to free teaches for instruction. Some critics were concerned that paraprofessionals would be used 
as cheap labor to replace teachers or that their presence would justify increased class sizes.

The primary responsibilities of paraprofessionals were the same regardless of educational setting (e.g., 
general education, special education), including non-instructional tasks (e.g., playground supervision, 
housekeeping tasks in the classroom, material preparation, and record-keeping).
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The civil rights movement, efforts to improve equality for women, and early campaigns to secure entitlements 
for children and adults with disabilities led to expanded programs across education and human services. 
Compensatory education for disadvantaged students, individualized education for students with disabilities, 
specialized programs for students from various cultural backgrounds, and an increase in governmental 
infrastructure to support the delivery of special services stimulated the employment of paraprofessionals; 
in addition to clerical support, teachers now needed instructional assistance. Similarly, an increase in public 
attention to the inequities in educational opportunities for students from minority groups led to a growing lack 
of confidence among parents and policymakers in the ability of teachers to meet the needs of students from 
diverse cultural backgrounds. This led to the employment of paraprofessionals from the local communities of 
students and their families to serve as liaisons between home and school. For the first time, paraprofessionals 
provided instructional support to students and their parents.

1970s and 1980s

The federal government played an active role in the New Careers movement through legislative actions, 
funding, and administrative guidelines. For example, the U. S. Department of Education (USDOE) 
supported the Career Opportunities Program (COP) that trained 20,000 individuals in career advancement 
programs in 1971. COP programs were developed jointly by school districts and teacher education 
programs to support paraprofessionals who wanted to become teachers. At the same time that Institutions 
of Higher Education (IHEs) were recruiting paraprofessionals into teacher education programs, states 
were developing certification procedures, identifying duties of paraprofessionals, mandating the use of 
paraprofessionals in some programs, and addressing training and career mobility for paraprofessionals 
wanting to remain in their current roles. Although COP ended in 1977 with positive reactions from all 
involved, few Local Education Agencies (LEAs) or IHEs that originally participated in COP continued to 
offer opportunities for career development based on the COP model. 

As federal funding for all education programs decreased during the 1980s, interest in improving the 
performance of paraprofessionals waned even as their use increased. Double-digit inflation, shrinking 
tax bases, and other economic factors were responsible for reducing funds for education. State Education 
Agencies (SEAs) and LEAs provided services in a cost-effective way by hiring and integrating 
paraprofessionals into existing organizational and administrative structures, while practices associated with 
deploying, managing, and training paraprofessionals became unstructured and often non-existent.
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1990s and 2000s

The role of paraprofessionals has continued to evolve. Educational reform efforts are promoting new roles 
for teachers as managers and instructional team leaders. Specifically, teachers have greater responsibilities 
for program and classroom management, participation in team structures and school site decision-making, 
and implementation of accountability systems and measures. Such changes in teachers’ roles have 
implications for the roles of paraprofessionals. In addition, provisions in federal legislation require that 
all personnel be adequately prepared for their roles and responsibilities. Specifically, the amendments to 
IDEA (P.L. 105-17) and NCLB (P.L. 107-110) have important implications for the role and preparation 
of paraprofessionals. Both of the laws refer to preparation and supervision requirements needed for 
paraprofessionals to provide specific services. The 1997 Amendments to IDEA, and again in the 2004 
reauthorization, require training and supervision for paraprofessionals who assist in the provision of special 
education services:

A State may allow paraprofessionals and assistants who are appropriately trained and supervised, 
in accordance with State law, regulations, or written policy, in meeting the requirements of this 
part to be used to assist in the provision of special education and related services under part 300 to 
children with disabilities. [34 CFR 300.156(b)] [20 U.S.C. 1412(a)(14)(B)]

In addition, NCLB established paraprofessional training requirements outlining three options for satisfying 
such requirements:

(a)  Complete at least 2 years of study at 
an IHE; 

(b)  Obtain an associate (or higher) 
degree; or 

(c)  Meet a rigorous standard of quality 
and demonstrate, through a formal 
state or local academic assessment, 
knowledge of and the ability to assist 
in instructing, reading, writing, and 
mathematics; or knowledge of and the 
ability to assist in instructing, reading 
readiness, writing readiness, and 
mathematics readiness, as appropriate 
[Title I, Section 1119/b]. 

These requirements apply to any paraprofessional whose position is directly funded by Title I and who 
provides instructional support services. In a Title I school-wide program, any paraprofessional providing 
instructional support services must meet these requirements, including paraprofessionals providing special 
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education services that are instructional in nature. In addition, the regulations state that a paraprofessional 
must work under the direct supervision of a teacher. The teacher plans the paraprofessional’s 
instructional activities and evaluates the students with whom the paraprofessional works. In addition, the 
paraprofessional must work in collaboration with and close proximity to the teacher. Assistants without 
instructional duties are not included in the definition of paraprofessional.

These requirements have prompted a renewed interest in competencies and standards, credentialing 
systems, and infrastructures to support preparation and ongoing development. As the role of 
paraprofessionals has grown, this interest has been seen in the literature, highlights of which are shown in 
the following table.

Selected Literature Highlighting the Growth  
of the Paraprofessional Role

• The 1990s witnessed extraordinary progress in providing 
individuals with disabilities an education in general education 
settings (Pickett, Likens, & Wallace, 2003; McLeskey, Hoppey, 
Williamson, & Rentz, 2004; Williamson, McLeskey, Hoppey, & 
Rentz, 2006).  

• This progress was associated with an exponential growth in the 
numbers of paraprofessionals employed in special education 
(Hampden-Thompson, Diehl & Kinukawa, 2007).

• By the late 1990s, classroom teachers commonly reported that 
paraprofessionals were a necessary component for inclusion 
(Giangreco, Doyle, & Suter, 2014; Giangreco, Broen, & Suter, 
2011; Bennett, Deluca, & Bruns, 1997; Coots, Bishop & Grenot-
Scheyer, 1998; Fisher, Sax, Rodifer, & Pumpian, 1999). 

• Today, paraprofessionals are a primary support for individuals 
with disabilities in K-12 settings (French, 2003; Giangreco & 
Doyle, 2002; Pickett, Gerlach, Likens, Morgan, & Wallace, 2007). 

• Research reinforces the reality that successfully delivering 
services to improve results for all children, including children 
with disabilities, is a complex, demanding task, often requiring 
ongoing support from skilled paraprofessionals working 
together with and under the direction of a professional team 
(Morgan & Ashbaker, 2000; Broer, Doyle, & Giangreco, 2005; 
Causton-Theoharis, & Malmgren 2005; Downing, Ryndak, & 
Clark, 2000; French, 1998, 1999, 2001, 2003a, 2003b; Hilton, 
& Gerlach, 1997; Pickett & Gerlach, 2003; Wallace, Shin, 
Bartholomay & Stahl, 2001).
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BENEFITS OF PARAPROFESSIONALS

The need for paraprofessionals to work with persons who are at risk or who have disabilities has been 
growing in recent years. Increasing numbers of persons with a range of disabilities are now living in small 
residential settings in our communities, attending regular classes in neighborhood schools, holding jobs 
in local businesses, and participating in community recreation and social activities. There is a great need 
for paraprofessionals to provide the services and supports that position these individuals for educational 
success in inclusive classrooms, individualized instruction, early childhood settings, and experiences in 
community environments.

By employing paraprofessionals, educational and 
other services for persons with disabilities are able 
to expand and improve in the quality of assistance 
they provide. Some of the benefits paraprofessionals 
offer districts, their schools, and the diverse learners 
whom they serve include:

•	  Expanded learning opportunities for students 
with disabilities

•	  More individualized instruction

•	  Increased planning time for educators, 
supervisors, and others

•	  Better monitoring and evaluation of students 
with disabilities

•	  Greater consistency in services because of 
support for all students

•	  Improved parent-school relationships

•	  Greater involvement of students with 
disabilities in education and other settings in 
the community at large
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CLARIFYING THE ROLES OF TEACHERS AND PARAPROFESSIONALS

The role of paraprofessionals is related to the role of the teacher. In fact, the roles of the teacher and 
the paraprofessional should complement each other. While teachers cannot supervise paraprofessionals 
formally, they do provide instructional supervision and direct the work paraprofessionals do with students. 
Together, they function as an instructional team to meet the needs of students. Paraprofessionals assist 
and support teachers and students. We know from the review of history that paraprofessionals have had an 
increasingly important role in helping students learn, grow and succeed.  

French (2003) and Wallace, Shin, Bartholomay & Stahl (2001) found that the role of teachers when 
working with paraprofessionals includes the following:

•	 Coaching and mentoring paraprofessionals

•	 Providing feedback and on-the-job training to paraprofessionals

•	 Sharing relevant information about paraprofessional strengths and training needs with principals 
or other administrators

•	 Supporting appropriate staff development for paraprofessionals

•	 Establishing team guidelines

•	 Planning the tasks that paraprofessionals will perform

•	 Facilitating collaborative problem-solving

See Appendix B for additional information about competencies needed by teachers who direct the work of 
paraprofessionals (Wallace, et al, 2001).  

The importance of a strong and effective instructional team is becoming increasingly clear as school 
personnel face new challenges in their classrooms.  The following charts delineate the role of the teacher 
and that of the paraprofessional, illustrating their complementary effect.



12

TEACHERS’ ROLES

Setting  
Organization

•  Plans weekly schedule

•  Plans lessons and activities for class and modifies for 
individual students

•  Ensures that all team members have access to required 
records and information

•  Communicates student needs and relevant details that 
will affect their safety and welfare

Assessments

•  Assesses students

•  Administers tests

•  Assigns grades

•  Interprets assessments

Objectives
•  Determines appropriate objectives with  

input from team

Instruction
•  Provides instruction for the entire group, small groups 

and individuals

Positive Behavior 
Supports

•  Plans positive behavioral supports for  
groups and individuals

Working with  
Parents

•  Meets with parents

•  Intiates conference for planning and review

•  Communicates students’ progress

Individualized 
Planning

•  Develops and directs the implementation  
of individual plans

•  Communicates with all team members
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PARAPROFESSIONALS’ ROLES

Setting  
Organization

•  Implements plans with the direct guidance  
of the teacher

•  With appropriate training, makes daily modifications 
for individuals while geting approval from teachers

•  Keeps daily student progress records

Assessments
•  Assists with monitoring and scoring of objective items

•  Reports results and observations

Objectives

•  Contributes input to objectives, especially by 
providing daily updates on student progress

•  Implements teacher-provided lesson to meet identified 
objectives

Instruction

•  Supports instruction of small groups and individuals

•  Reinforces the teacher’s instruction by  
following provided lessons

Positive Behavior 
Supports

•  Implements behavioral strategies using the same 
techniques used by the teacher

•  Helps to determine appropriate strategies based on 
daily contact with students

Working with  
Parents

•  Engages in reporting to parents on specific items (e.g. 
bus transportation) only as directed by the teacher, and 
with immediate and comprehensive reporting back to 
the teacher

Individualized 
Planning

•  Carries out individualized plans under the direction of 
the teacher

•  Participates actively on students’ teams, 
communicating daily activities, changes, and needs of 
the students
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ACTIVITY:   

Paraprofessional 
Learning Activity - 

Reflect on the 
two tables (pgs. 
12 & 13) and 
write about the 
similarities and 
differences in 
roles.  Do the 
differences you 
note match what 
you experience 
in your work 
environment as a 
paraprofessional?

Just as it is important to identify what paraprofessionals CAN do, it is also 
important to know what they should NOT do, such as:

•	 Assign final grades

•	 Score or interpret assessments that require subjective judgment

•	 Assume full responsibility for students for an indefinite amount of 
time

•	 Have primary responsibility for writing an Individualized Education 
Plan (IEP)

•	 Make a decision about a student’s educational program without 
teacher approval

•	 Teach the class without the teacher present

•	 Attend IEP meetings in place of the teacher

•	 Report to the student’s parents without teacher approval

•	 Make modifications or adaptations without training or teacher 
approval 

•	 Supervise student teachers

The following was adapted from the work of Kim McDonald, Lynn Hillmann, Rilyn Colucy, & Mariann 
Gray.  They suggest taking some time to initiate discussions of role expectations. Even if the partnership is 
a veteran one, the following expectations of paraprofessionals should be discussed and additional thoughts 
could be generated.

 1.  Take initiative. Once the routine is established, be ready to move to the next activity, help prepare 
materials, support a particular student or anticipate special needs of the teacher. 

 2.  Be involved and active. Look for ways to actively participate in all learning activities. Sitting on 
the fringes while individual students struggle can create uncomfortable teacher/paraprofessional 
relationships. Clerical duties should take second priority to direct student support. 

 3.  Be conscientious of the model or example being demonstrated. Paraprofessionals must say 
and do the things that students are expected to say and do. When a skill is modeled, it should be 
modeled correctly the first time. When unsure of the proper skill demonstration, paraprofessionals 
should seek guidance and clarification from the teacher with whom they are working before 
presenting an activity. 
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 4.   Use positive encouragement with students. Paraprofessionals should be careful not to allow 
their own feelings about a student’s behavior or situation to dictate their attitude toward their 
work. Genuine understanding of students and their unique needs goes a long way toward helping 
paraprofessionals interact, positively, under difficult circumstances and emotionally charged 
situations.

 5.   Support school rules and goals. Be sure to be an extension of the teacher in philosophy, classroom 
management and student behavioral expectations at any grade level.  Know and support district 
priorities and goals, school practices and policies, and student learning objectives.

 6.  Be observant of students in aspects of their school day. Find time to initiate discussions with 
the teacher if problematic behavior is observed. Ask for appropriate strategies for dealing with 
situations before they reoccur.

 7.  Be aware of curricular content. Know what curriculum areas are anticipated to be covered next. 
Be resourceful in helping to identify relevant material from outside the classroom to support 
instructional innovation and improve learning.

 8.  Accept paraprofessional responsibilities. Without constant monitoring by the teachers, 
paraprofessionals need to be able to make decisions about classroom management, positive 
reinforcement and alternative activities. Paraprofessionals are expected to be effective decision 
makers.

 9.  Express the value you place on education and share it often. Show students that the things 
they learn in school have relevance to their lives outside of school. Be sure to support education in 
social situations.  Show your excitement about learning.

10.  Demonstrate loyalty and maintain confidentiality. Loyalty grows out of mutual respect. It 
cannot be demanded; it must be earned. Confidentiality is the foundation for building that loyalty.
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ACTIVITY: 

Paraprofessional 
Learning  Activity - 

Complete the 
worksheet to the 
right.  Indicate 
whether you 
believe a task 
is performed 
exclusively by a 
teacher, only by a 
paraprofessional, 
or if it is usually 
a shared 
responsibility. 

Encourage the 
teacher(s) with 
whom you work 
to do the same, 
and then compare 
and discuss your 
results.

Adapted from 
Pickett & Gerlach, 
(2003)

Task Teacher Para Shared
Recording and charting data
Administering standardized tests
Scoring standardized tests
Grading tests and papers
Analyzing and interpreting the results of 
various assessment activities
Setting goals and objectives for the class 
and individual students
Planning lessons
Introducing new skills/concepts
Modifying /adapting instructional plans
Carrying out lesson plans
Instructing individual or small groups of 
students
Developing behavior management plans
Implementing behavior management 
programs
Disciplining students
Developing instructional materials
Preparing instructional materials
Evaluating student performance and 
progress
Conducting training in community 
learning sites
Recording attendance and maintaining 
other records
Setting up and maintaining learning 
centers/adaptive equipment
Taking inventory and ordering supplies
Meeting and conferring with parents
Consulting with professional staff about a 
student’s program and behaviors
Maintaining a clean, safe learning 
environment
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INTRODUCTION TO SPECIAL EDUCATION

The following information was from NICHCY.org.  It provides an introduction to special education, the 
process, the people and the individualized program and plan.

Thanks to a powerful and important federal law called the Individuals with Disabilities Education Act, or 
IDEA, more than 6.8 million children with disabilities attend public schools every year. Once there, these 
children work with their peers toward achievement of high academic standards, participate in large-scale 
assessment programs to measure their achievement, and steadily learn, moving toward adulthood and 
the time they will leave secondary school, reach their age of majority, and prepare for life after school. 
Hopefully, they will have their fair share of economic opportunity and self-sufficiency, live independent 
and fulfilling lives, and participate freely in the great adventure of life. Certainly, those are IDEA’s stated 
purposes. The statute passed by Congress (Public Law 108-446) and signed into law in December 2004 
opens with:

(c)  FINDINGS.—Congress finds the following: (1) Disability is a natural part of the human 
experience and in no way diminishes the right of individuals to participate in or contribute 
to society. Improving educational results for children with disabilities is an essential element 
of our national policy of ensuring equality of opportunity, full participation, independent 
living, and economic self-sufficiency for individuals with disabilities. 

The final regulations for Part B of IDEA, published in August 2006, open with a statement of 
the IDEA’s purposes, which are:

(a)  To ensure that all children with disabilities have available to them a free appropriate 
public education that emphasizes special education and related services designed to meet 
their unique needs and prepare them for further education, employment, and independent 
living; 

(b)  To ensure that the rights of children with disabilities and their parents are protected; 

(c)  To assist States, localities, educational service agencies, and Federal agencies to provide 
for the education of all children with disabilities; and 

(d)  To assess and ensure the effectiveness of efforts to educate children with disabilities. 
(§300.1)

Thus, because of IDEA, children with disabilities are entitled to a “free appropriate public education” 
(often called FAPE). This means that schools must provide eligible children who have a disability 
with specially designed instruction to meet their unique needs, at no cost to the child’s parents. This 
specially designed instruction is known as special education. 

ACTIVITY:
What is “special” about Special Education? Why is it important to have a law 
that ensures FAPE?
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THE BASIC SPECIAL EDUCATION PROCESS UNDER IDEA 

The following information was taken from NICHCY.org.  NICHCY shares a 10-step process for how a 
child is identified as having a disability and needing special education and related services.

 1)   Child is identified as possibly needing special education and related services.

Child Find. The State must identify, 
locate, and evaluate all children 
with disabilities in the State who 
need special education and related 
services. To do so, States conduct 
“Child Find” activities. A child 
may be identified by “Child Find,” 
and parents may be asked if the 
“Child Find” system can evaluate 
their child. Parents can also call the 
“Child Find” system and ask that 
their child be evaluated. Or–

Referral or Request for Evaluation. 
A school professional may ask that 
a child be evaluated to see if he or 
she has a disability. Parents may 
also contact the child’s teacher or other school professional to ask that their child be evaluated. This 
request may be verbal or in writing. Parental consent is needed before the child may be evaluated. 
Evaluation needs to be completed 60 days after the parent gives consent.

 2)  Child is evaluated. The evaluation must assess the child in all areas related to the child’s suspected 
disability. The evaluation results will be used to decide the child’s eligibility for special education 
and related services and to make decisions about an appropriate education program for the child. If 
the parents disagree with the evaluation, they have the right to take their child for an Independent 
Educational Evaluation (IEE), performed by a qualified examiner who is not employed by the school 
district responsible for the education of the child in question. Parents may ask that the school system 
pay for this IEE. They may also pursue an alternative dispute resolution or due process options to 
reach agreement on the evaluation of the child.

 3)  Eligibility is decided. A group of qualified professionals and the parents look at the child’s 
evaluation results. Together, they decide if the child is a “child with a disability,” as defined by 
IDEA.



19

 4)  Child is found eligible for services. If the child is found to be a “child with a disability,” as defined 
by IDEA, he or she is eligible for special education and related services. Within 30 calendar days 
after a child is determined eligible, the IEP Team must meet to write an IEP for the child. The two 
steps below summarize what is involved in writing the IEP.

 5)  IEP meeting is scheduled. The school system schedules and conducts the IEP meeting. School staff 
must:

•	  Contact the participants, including the parents; 

•	 Notify parents early enough to make sure they have an opportunity to attend; 

•	 Schedule the meeting at a time and place agreeable to parents and the school; 

•	 Inform parents of the purpose, time, and location of the meeting;

•	  Indicate to parents who will be attending; and 

•	 Make parents aware that they may invite people to the meeting who have knowledge or 
special expertise about the child.  

 6)  IEP meeting is held and the IEP is written. The IEP Team gathers to discuss the child’s needs 
and write the student’s IEP in consideration of the evaluation results. Parents and the child (when 
appropriate) are part of the Team. If the child’s placement is decided by a different group, the 
parents must be part of that group as well.  Before the district may provide special education and 
related services to the child for the first time, the parents must give consent. The child begins to 
receive services as soon as possible after the meeting and finalization of the IEP.  If the parents 
do not agree with the IEP and services it specifies, they may discuss their concerns with other 
members of the IEP Team and try to work out an agreement. If they still disagree, parents can 
ask for mediation, or the school may offer mediation. Once all other resolution options have been 
pursued, parents may file a complaint with the state education agency and may request a due 
process hearing. 

 7)  Services are provided. The district ensures that the child’s IEP is being carried out as it was 
written. Parents are given a copy of the IEP. Each of the child’s teachers and service providers 
has access to the IEP and knows his or her specific responsibilities for carrying out the IEP. This 
includes the accommodations, modifications, and supports that must be provided to the child in 
keeping with the IEP.
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 8)  Progress is measured and reported to parents. The child’s progress toward the annual goals is 
measured, as stated in the IEP. His or her parents are regularly informed of the child’s progress and 
whether that progress is enough for the child to achieve the goals by the end of the year. Progress 
reports are provided to parents in keeping with the IEP.

 9)  IEP is reviewed. The child’s IEP is reviewed by the IEP Team at least once a year, or more often if 
the parents or school ask for a review. If necessary, the IEP is revised. Parents, as Team members, 
must be invited to attend these meetings. Parents can make suggestions for changes, can agree or 
disagree with the IEP goals, and agree or disagree with the specific services it promises.

10)  Child is reevaluated. At least 
every three years the child must be 
reevaluated, unless the parents and 
school agree that a reevaluation 
is unnecessary. Its purpose is to 
determine in what ways the child’s 
learning needs have changed, and 
whether he or she continues to meet 
the IDEA definition of a “child with 
a disability.” However, the child 
must be reevaluated more often if 
conditions warrant or if the child’s 
parent or teacher asks for a new 
evaluation.
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DISABILITY DEFINITIONS (IDEA) 

In order to receive special education services, most often a 
student must be identified as a “child with a disability” as 
defined below.

(c)  Definitions of disability terms. The terms used in this 
definition of a child with a disability are specified as 
follows: 

(1)  (i)  Autism means a developmental disability 
significantly affecting verbal and nonverbal 
communication and social interaction, generally 
evident before age three, that adversely affects 
a child’s educational performance. Other 
characteristics often associated with autism are 
engagement in repetitive activities and stereotyped 
movements, resistance to environmental change or 
change in daily routines, and unusual responses to 
sensory experiences. 

  (ii)  Autism does not apply if a child’s educational 
performance is adversely affected primarily because 
the child has an emotional disturbance, as defined in 
paragraph (c)(4) of this section. 

(iii)  A child who manifests the characteristics of autism 
after age three could be identified as having autism 
if the criteria in paragraph (c)(1)(i) of this section 
are satisfied. 

(2)  Deaf-blindness means concomitant hearing and visual impairments, the combination of which 
causes such severe communication and other developmental and educational needs that they cannot 
be accommodated in special education programs solely for children with deafness or children with 
blindness. 

(3)  Deafness means a hearing impairment that is so severe that the child is impaired in processing 
linguistic information through hearing, with or without amplification, that adversely affects a child’s 
educational performance. 

(4) (i)  Emotional disturbance means a condition exhibiting one or more of the following characteristics 
over a long period of time and to a marked degree that adversely affects a child’s educational 
performance: 

(A) An inability to learn that cannot be explained by intellectual, sensory, or health factors. 
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(B)  An inability to build or maintain satisfactory interpersonal relationships with peers and 
teachers. 

(C)  Inappropriate types of behavior or feelings under normal circumstances. 

(D)  A general pervasive mood of unhappiness or depression. 

(E) A tendency to develop physical symptoms or fears associated with personal or school 
problems. 

(ii)  Emotional disturbance includes schizophrenia. The term does not apply to children who are 
socially maladjusted, unless it is determined that they have an emotional disturbance under 
paragraph (c)(4)(i) of this section. 

(5)  Hearing impairment means an impairment 
in hearing, whether permanent or fluctuating, 
that adversely affects a child’s educational 
performance but that is not included under the 
definition of deafness in this section. 

(6)  Mental retardation means significantly 
subaverage general intellectual functioning, 
existing concurrently with deficits in 
adaptive behavior and manifested during the 
developmental period, that adversely affects a 
child’s educational performance. 

(7)  Multiple disabilities means concomitant 
impairments (such as mental retardation-
blindness or mental retardation-orthopedic 
impairment), the combination of which causes 
such severe educational needs that they cannot 
be accommodated in special education programs 
solely for one of the impairments. Multiple 
disabilities does not include deaf-blindness. 

(8)  Orthopedic impairment means a severe 
orthopedic impairment that adversely affects 
a child’s educational performance. The term 
includes impairments caused by a congenital 
anomaly, impairments caused by disease 
(e.g., poliomyelitis, bone tuberculosis), and 
impairments from other causes (e.g., cerebral 
palsy, amputations, and fractures or burns that 
cause contractures). 
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(9)  Other health impairment means having limited strength, vitality, or alertness, including a 
heightened alertness to environmental stimuli, that results in limited alertness with respect to the 
educational environment, and that: 

 (i)  Is due to chronic or acute health problems such as asthma, attention deficit disorder or attention 
deficit hyperactivity disorder, diabetes, epilepsy, a heart condition, hemophilia, lead poisoning, 
leukemia, nephritis, rheumatic fever, sickle cell anemia, and Tourette syndrome; and 

(ii)  Adversely affects a child’s educational performance. 

(10)   (i)  Specific learning disability. General. Specific 
learning disability means a disorder in one or more 
of the basic psychological processes involved in 
understanding or in using language, spoken or 
written, that may manifest itself in the imperfect 
ability to listen, think, speak, read, write, spell, 
or to do mathematical calculations, including 
conditions such as perceptual disabilities, brain 
injury, minimal brain dysfunction, dyslexia, and 
developmental aphasia. 

(ii)  Disorders not included. Specific learning disability 
does not include learning problems that are 
primarily the result of visual, hearing, or motor 
disabilities, of mental retardation, of emotional 
disturbance, or of environmental, cultural, or 
economic disadvantage. 

(11)  Speech or language impairment means a 
communication disorder, such as stuttering, 
impaired articulation, a language impairment, or a 
voice impairment, that adversely affects a child’s 
educational performance. 

(12)  Traumatic brain injury means an acquired injury to the brain caused by an external physical 
force, resulting in total or partial functional disability or psychosocial impairment, or both, that 
adversely affects a child’s educational performance. Traumatic brain injury applies to open or 
closed head injuries resulting in impairments in one or more areas, such as cognition; language; 
memory; attention; reasoning; abstract thinking; judgment; problem-solving; sensory, perceptual, 
and motor abilities; psychosocial behavior; physical functions; information processing; and speech. 
Traumatic brain injury does not apply to brain injuries that are congenital or degenerative, or to 
brain injuries induced by birth trauma. 

(13)  Visual impairment including blindness means an impairment in vision that, even with correction, 
adversely affects a child’s educational performance. The term includes both partial sight and 
blindness. 
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INDIVIDUALIZED EDUCATTION PROGRAM (IEP)

Federal and state laws require that each student who receives special education services must have an 
IEP. The purpose of an IEP is to ensure that a student is provided with the educational programming 
and supports that he or she needs in order to learn to live, work, and play in the community. The key 
goal is inclusion with appropriate support. This means that planned activities should take place in the 
same settings that are used by other students of the same chronological age. At the same time, students 
with disabilities may need special assistance and modified activities. Therefore, planned support for 
educational activities should be provided so that the individual may have a successful experience in 
general education classrooms and programs.

IEPs should clearly state the following:

  Personal information about the student (name, birthday, parents’ names, primary language, 
etc.) 

  Results of the evaluation that led to the special education placement (standardized test scores 
and testing dates) 

  A statement of the student’s present level of educational performance and how his or her 
disability affects involvement and progress in the general curriculum 

  Strengths of the student and his or her environment 

  Areas in which the student needs special assistance 

  Major, long-term educational and other goals in the student’s life 

  Measurable short-term objectives that will help the student reach the long-term goals 

  Individuals in the school or family who are responsible for assisting the student in 
successfully completing the objectives 

  Special services (instructional resources, materials, and/or equipment) that the student needs

  Exactly how the student will take part in the general school program, and an explanation of 
the extent of non-participation with peers without disabilities 

  Beginning and ending dates for special education services 

  How, when, and by whom the plan will be re-evaluated 

To write an effective IEP for a child with a disability, parents, teachers, other school staff—and often 
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the child—must come together at a meeting to look closely at the child’s unique needs. These individuals 
combine their knowledge, experience, and commitment to design an educational program that must help 
the child to be involved in, and progress in, the general education curriculum—that is, the same curriculum 
as for children without disabilities. The IEP guides the delivery of special education and related services 
and supplementary aids and supports for the child with a disability. Writing and implementing an effective 
IEP requires teamwork.

The IEP Team

IDEA (at §300.321) describes the IEP team as including the following members:

•	 The parents of the child;

•	 Not less than one regular education teacher of the 
child (if the child is, or may be, participating in the 
regular education environment);

•	 Not less than one special education teacher of 
the child, or where appropriate, not less then one 
special education provider of the child;

•	 A representative of the public agency who is 
qualified to provide, or supervise the provision 
of, specially designed instruction to meet the 
unique needs of children with disabilities; is 
knowledgeable about the general education 
curriculum; and is knowledgeable about the 
availability of resources of the public agency;

•	 An individual who can interpret the instructional 
implications of evaluation results;

•	 Other individuals who have knowledge or special 
expertise regarding the child, including related services personnel as appropriate (invited at the 
discretion of the parent or the agency); and

•	 The child with a disability (when appropriate).

There is much that can be said about each of these members of the IEP team, what their roles on the team 
are, what type of information and expertise they can bring to the table, and what, precisely, IDEA has to 
say about their membership on this all-important team.
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NICHCY.org provides additional information about how each of these IEP team members can help in 
developing a child’s IEP.

•	 Parents on the IEP Team 
Parents of the child with a disability are vital members of the IEP Team, with an expertise and deep 
understanding of the child like no one else’s.

•	 Special Educators on the IEP Team 
Special educators, with their knowledge of how to educate children with disabilities, are obviously 
a very important part of a child’s IEP Team.

•	 Regular Educators on the IEP Team 
If a child is participating in the regular education environment (or is going to be participating), then 
IDEA requires that at least one regular educator of the child be included on the IEP team.

•	 A Representative of the District 
The IEP team must also include a representative of the school system, who has the authority to 
commit agency resources. This person must have specific qualifications. Find out what those are.

•	 Someone to Interpret Evaluation Results 
Is there someone on the IEP team who can interpret the child’s evaluation results and discuss what 
they mean in terms of instruction?

•	 Others with Knowledge or 
Special Expertise About 
the Child 
Either the parent or the 
school system may invite 
others to join the team, if 
they have knowledge or 
special expertise about 
the child. This can include 
related service providers.

•	 Student with a Disability 
on the IEP Team 
Of course, the student with 
a disability might have 
something to say about his 
or her own education.
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SUMMARY 

Paraprofessionals have a long history of working in education and the role has increasingly become 
important in helping teachers to ensure the success of students. Paraprofessionals are critical members 
of instructional teams who work under the direction of teachers. Teachers and others must recognize this 
change in role and support all paraprofessionals in developing the knowledge and skills to fulfill the roles 
expected in today’s schools.
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“We must teach the 
way students learn, 

rather than expecting 
them to learn the way 

we teach.”

– Pedro Noguera

  Area 1:  Essential  
Instructional Practices

The following competencies are included  
in this area as those needed by  
paraprofessionals working with  
students with disabilities.  

COMPETENCIES:

Support the 
use of explicit, 
direct, systematic 
instruction when 
prior knowledge 
is weak or non-
existent, as 
determined by the 
instructional team.

•	 Provide ample opportunities for practice (from modeling 
to supporting student’s ability to complete the task 
independently)

•	 Use student response and errors (especially a pattern 
of errors) to guide next instructional steps and provide 
ongoing feedback

•	 Re-teach and reinforce essential concepts and content 
across the general curriculum

Support the 
use of effective 
and culturally 
responsive 
instructional 
strategies in 
reading and 
mathematics, as 
determined by the 
instructional team.

•	 Demonstrate respect and appreciation for differences in 
values, languages, and customs among home, school and 
community

•	 Understand cultural perspectives influencing the 
relationship among families, schools, and communities as 
related to instruction

•	 Understand factors influencing second language 
acquisition, and the implications of cultural differences in 
verbal and nonverbal communication

•	 Teach academic vocabulary

•	 Use visual representations and other media to support 
instruction
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COMPETENCIES: (continued)

Adapt strategies 
and materials, 
and differentiate 
instruction in 
response to 
student need, as 
determined by the 
instructional team.

•	 Have familiarity with scope and sequence of academic 
content and standards

•	 Understand the relationship between IEP goals/objectives 
and the general curriculum

•	 Prepare and organize materials to support teaching and 
learning

•	 Use instructional strategies and materials

•	 Adapt instructional strategies and materials

•	 Modify pace of instruction and provide organizational cues

•	 Support the use of learning strategies and study skills to 
promote acquisition of academic content

•	 Use strategies that promote successful transitions for 
students with disabilities

Implement 
academic 
interventions 
to address 
student needs, as 
determined by the 
instructional team.

•	 Have knowledge of multiple sources for classroom 
intervention

•	 Define concerns in observable language

•	 Contribute to development of intervention plans that use 
evidence-based principles

•	 Use class-wide and supplemental intervention approaches

•	 Contribute to decisions about whether to continue, 
discontinue, fade, ore revise interventions

Observe and 
collect data as 
part of progress 
monitoring, as 
determined by the 
instructional team

•	 Use progress monitoring procedures with graphs and 
revisions of interventions

•	 Develop and use data collection measures that reflect 
academic goals
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COMPETENCIES: (continued)

Facilitate small-
group instruction, 
as determined by 
the instructional 
team.

•	 Make connections among students’ responses to content 
being taught

•	 Develop skills in clarifying students’ thinking

•	 Develop skills in questioning students’ thinking

•	 Support development of student problem solving strategies

•	 Foster positive peer relationships and self advocacy

Support effective 
transition 
and assist in 
implementing 
transition plans 
at all levels 
(e.g., elementary 
to secondary, 
secondary to 
postsecondary, 
etc.), as determined 
by the instructional 
team.

•	 Contribute to development of transition plans

•	 Support the development of partnerships with families

•	 Foster student independence and self determination 
(student self-monitoring and management skills)
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PARAPROFESSIONAL ROLE IN INSTRUCTIONAL PROCESS

The parapofessional’s role in the instructional process includes the following as identified by Pickett, 
Gerlach, Morgan, Likins, & Wallace (2006):  

•	 Engaging individual and small groups of learners in instructional activities developed by teachers

•	 Helping to facilitate the inclusion of children and youth with disabilities into general education 
classrooms and programs

•	 Carrying out behavior management and disciplinary plans developed by teachers

•	 Documenting information that enables teachers to plan or modify lessons and adapt instructional 
methods to accommodate the learning and language needs of individual students

•	 Assisting teachers with functional assessment activities

•	 Assisting teachers with maintaining inclusive learner-centered environments that respect the 
human rights, cultures, religions, and lifestyles of students, their families and of staff members

•	 Assisting teachers with carrying out district policies that protect the safety, health, and well-being 
of students and staff members

•	 Assisting teachers with involving families in their child’s education

•	 Performing clerical and monitoring tasks assigned by the teacher

There is an important first step in matching the needs of the program and students with the skills of 
paraprofessionals.  Next, if there are areas where paraprofessionals need additional knowledge and skills in 
order to meet the specific need, they should be provided with professional development in order to perform 
effectively and accurately. 

ACTIVITY:
Find the Paraprofessional Skills/Confidence Inventory in Appendix C.  Read 
the directions carefully and complete the inventory.  This tool helps to 
clarify areas of strength, and areas for development.  It is important to have 
an attitude of continuous professional development, recognizing that all 
educational professionals have areas in which they should learn and grow.  
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INSTRUCTIONAL PROCESSES AND SUPPORTS

Now, more than ever, instructors and educators understand that achieving the best academic outcomes 
for the greatest number of students requires something other than a “one-size-fits-all” approach in the 
classroom. There are many views on just how to do this.  It is important to understand some basic concepts 
so paraprofessionals can work as members of instructional teams.  The following processes, interventions 
and supports can have an influence on student success.  Additional resources are provided for continued 
learning.

Differentiated Instruction (DI)

Differentiated instruction is an approach that helps teachers adjust their curriculum and instruction to 
maximize the learning opportunities for all students, regardless of their learning needs or ability level. 
Differentiated instruction, however, is not a single strategy but, rather, a framework that teachers can use to 
implement a variety of strategies, many of which are evidence-based. Some of these strategies include:

•	 Using effective classroom management procedures

•	 Grouping students for instruction

•	 Assessing student readiness

•	 Teaching to the student’s zone of proximal development—the point just beyond which a student 
can complete an instructional task independently

You can learn more about DI at the IRIS Center for Training Enhancements, which has created a new 
STAR Legacy Module at http://iris.peabody.vanderbilt.edu/di/chalcycle.htm.

ACTIVITY:
Explore the IRIS Center web site and find out more about “differential 
instruction.”  View some of the video clips.  How might implementing this 
approach impact the students with whom you work?  Write down how this 
might impact what you do on a daily basis as a paraprofessional.
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Understanding Universal Design for Learning 
(UDL)

According to CAST (http://www.cast.org), universal 
design is a set of principles for curriculum development 
that give all individuals equal opportunities to learn.  
Designing instruction with UDL in mind involves three 
main principles:

1. Providing multiple means of Representation 
(words, language, symbols, etc.)

2. Providing multiple means of Action and 
Expression (speak, write, point, etc.)

3. Providing multiple means of Engagement 
(recruiting interest, persistence, etc.) (National 
UDL Center, 2010 at http://www.udlcenter.org/
aboutudl/udlguidelines)

UDL provides a blueprint for creating instructional 
goals, methods, materials, and assessments that work for 
everyone–not a single, one-size-fits-all solution but rather 
flexible approaches that can be customized and adjusted for individual needs.

There is a lot to know about universal design (UD), and visiting the web site listed on this page will lead 
you into the thick of things, connect you with the current knowledge base on UD and why it’s important, 
and give you tools for incorporating UD into the frame of teaching (and learning) reference.  The National 
UDL Center can be accessed via http://www.udlcenter.org.

ACTIVITY:
Explore the National UDL Center web site and find out more about “multiple 
means of representation.”  How might implementing this approach impact the 
students with whom you work?  Write down how that might impact what you do 
every day as a paraprofessional.
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Culturally Responsive Instruction

In today’s schools, children come from many different backgrounds and experiences.  It is important 
teachers and paraprofessionals learn about their students’ individual cultures and interests: language, 
sports, music, and more. To achieve this, build relationships by informally talking to students and asking 
about their interests.  Using this knowledge when making connections, analogies, or topics to generate 
interest is important in creating student centered instruction.  Making certain that vocabulary, and 
academic language (in section V), is understood by all students.  The key here is that each teacher (and 
paraprofessional) makes an effort to learn more about his or her students, puts himself or herself in their 
shoes, and figures out what it takes to make learning more accessible. 

There are many resources to consult about culture and being culturally responsive.  One place to begin is  
http://www.ascd.org/publications/books/111022/chapters/Culturally-Responsive-Instruction.aspx.

CULTURAL AWARENESS AND UNDERSTANDING

It is important that paraprofessionals recognize and understand cultural differences in beliefs, traditions, 
and values, especially as they apply to the students with whom he/she is engaged. Just as the school’s 
attitude toward diversity will affect the success of culturally diverse students, so will the paraprofessional’s 
interactions with them.

Paraprofessionals should be able to identify, understand, and acknowledge in a positive manner cultural 
differences. They need to model and foster cross-cultural understanding and to work toward effective 
communication across cultures. Language differences may pose obstacles for both students and educators. 
Paraprofessionals should work closely with teachers to understand the impact of culture on learning.

Learning and the value placed on school are greatly impacted by a child’s background. The religious 
beliefs of a family may affect a child’s participation in certain school activities, as may cultural or ethnic 
values. 

As a paraprofessional builds relationships with his/her students, understanding cultural values can result 
in more relevant lessons. Paraprofessionals should be able to make use of examples in the classroom that 
honor various cultures, customs, rituals, and values. 
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ACTIVITY:
Sometimes we all take for granted our own knowledge and experience, so 
much so that we do not think that someone else may not understand the world 
in the same way we do.  Take a minute to write a list of experiences, beliefs 
that help to define you.  For example, I am a mother, sibling with 4 others, 
I grew up Catholic, I am white, I am no longer married, I have a doctorate, 
I live in a small town, I love community service, I am more liberal than 
conservative, and so on. It is important to understand the influence of my 
own “culture” on my actions and beliefs.  Then, I must begin to recognize the 
influence of others’ culture on their lives, actions and beliefs.  For example, 
I once signed out a conference room for an IEP meeting assuming that when 
the mother of the student said they would be there, it would be the mother 
and father who would represent the family but in their culture “family” meant 
something very different.  Twelve family members arrived and the room was 
too small because I assumed “family was mother and father” based on my 
culture and experience.  An easy solution would be to ask how many family 
members would be joining the meeting and knowing something about the 
student’s culture would have ensured I did that.

  

Transition to Adult Life 

Life is full of transitions, and one of the more remarkable ones occurs when we get ready to leave high 
school and go out in the world as young adults. When the student has a disability, it is especially helpful to 
plan ahead for that transition. In fact, IDEA requires it.  A summary of transition by NICHCY.org includes:

•	 Transition services are intended to prepare students to move from the world of school to the world 
of adulthood.

•	 Transition planning begins during high school at the latest.

•	 IDEA requires that transition planning start by the time the student reaches age 16.

•	 Transition planning may start earlier (when the student is younger than 16) if the IEP team decides 
it would be appropriate to do so.

•	 Transition planning takes place as part of developing the student’s Individualized Education 
Program (IEP).

•	 The IEP team (which includes the student and the parents) develops the transition plan.

•	 The student must be invited to any IEP meeting where postsecondary goals and transition services 
needed to reach those goals will be considered.

•	 In transition planning, the IEP team considers areas such as postsecondary education or vocational 
training, employment, independent living, and community participation.
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•	 Transition services must be a coordinated set of activities oriented toward producing results.

•	 Transition services are based on the student’s needs and must take into account his or her 
preferences and interests.   

You can learn more about transition to adult life and IDEA requirements by visiting the following site: 
http://nichcy.org/schoolage/transitionadult.  As a paraprofessional, you will often be called upon to support 
student learning on one of the following transition domain areas:

•	 Postsecondary education,

•	 Vocational education,

•	 Integrated employment (including 
supported employment),

•	 Continuing and adult education,

•	 Adult services,

•	 Independent living, or

•	 Community participation.

These are the areas to be explored by the IEP 
team to determine what types of transition-related 
support and services a student with a disability 
needs. It is easy to see how planning ahead in each 
of these areas, and developing goal statements and 
corresponding services for the student, can greatly 
assist that student in preparing for life after high 
school.  Keep in mind that by the time a student 
reaches transition, including them in planning is 
necessary.  Self-determination is an important goal 
to include in transition planning.  

In your role, you can help students become more involved in their transition planning. See http://nichcy.
org/schoolage/transitionadult/students for more ideas about involving students.

ACTIVITY:
Think about when you completed high school. What did you do to prepare 
for your next steps in life? Did you go to college, to work, or something 
else?  How did you know what you would do? How did you plan for it?  With 
whom did you discuss your plans?  What do you wish you would have done 
differently?  
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ACCOMMODATIONS, MODIFICATIONS AND ADAPTATIONS

Accommodations and modifications are adaptations made to the environment, curriculum, instruction or 
assessment practices that enable students with disabilities to participate in general education. The changes 
are made to provide students with access to learning and to participate actively with other students in the 
general education classroom and in school-wide activities.  

Accommodations are changes in how a student accesses information and demonstrates learning.  
Accommodations do not substantially change the instructional level, content, or performance criteria.  
Accommodations can include changes in presentation, response format and procedures, instructional 
strategies, time and scheduling, equipment, etc.  

Modifications are changes in what a student is expected to learn.  The changes are made to provide a 
student with opportunities to participate meaningfully and productively along with other students in 
classroom and school learning experiences.  Modifications include changes in instructional level, content, 
and performance criteria. 

The following lists contain examples of accommodations and modifications that can be provided in 
general education classrooms.  Individualized education program teams determine accommodations and 
modifications that meet the unique and individual needs of their students.

Accommodations – do not substantially change the instructional level, content, or performance criteria

•	 Test taken orally

•	 Large-print textbooks

•	 Additional time to take test

•	 A locker with an adapted lock

•	 Weekly home/school communication tool, such as a notebook or daily log book

•	 Peer support for note taking

•	 Lab sheets with highlighted instructions

•	 Graph paper to assist in organizing and lining up math problems

•	 Tape-recorded lectures

•	 Use of a computer for writing
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Modifications - include changes in instructional level, content, and performance criteria

•	 An outline in place of an essay for a major project

•	 Picture Communication Symbol choices on tests

•	 Alternative books or materials on the same theme or topic

•	 Spelling support from a computerized spell-check program

•	 Word bank of choices for answers to test questions

•	 Use of a calculator on a math test

•	 Questions reworked using simpler language

•	 Projects substituted for written reports

•	 Highlighting important words and phrases

While the teacher designs the adaptations, paraprofessionals often implement the changes when they 
have had the training to do so.  It is important that the instructional team communicates about student 
performance to ensure adaptations are helping and not getting in the way of learning.  Source:  Causton-
Theoharis, J. (2009)
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GENERAL STRATEGIES FOR SUPPORTING STUDENTS

The following section is based on Causton-Theoharis (2009) who lists several general strategies 
for supporting students.  Teachers responsible for determining the support strategies to be used but 
paraprofessionals have great ideas to share with the instructional team. Think about examples of these 
general strategies you have used or seen used before.  

•	 Focus on strengths – As you work with students, be certain to focus on their strengths.  If a 
student cannot write, can he or she draw or choose symbols.  If a student cannot speak, can he or 
she point or use a communication device. 

•	 Ask the student – While the teachers (general and special education) will guide the provision of 
supports, pay attention to what the student wants and needs. 

•	 Keep expectations high – Before attempting to modify or alter a student’s assignment, question 
whether the student really needs any changes.  Always keep your expectations high and change 
the support strategies as needed.

•	 Break tasks into smaller steps – Sometimes that only support needed is to simply break large 
tasks into smaller steps.  

•	 Extend time on tasks – Many students simply need additional time to complete the same tasks as 
other students.

•	 Present limited amount of information on a page – Some students do better with less 
information on a page with more white space. 

•	 Offer support, do not just give it – Far too often we provide support that is not needed because 
the student has needed it in the past so we get used to helping.  However, this does not help the 
student learn and can teach them to depend on us rather than increase their independence.  It is 
important to encourage the student to try or ask a friend.  

•	 Make things concrete – Many students need concrete examples, such as pictures or videos that 
support the concepts taught in class. 

•	 Teach organizational skills to everyone – Students often need help with organization and 
paraprofessionals can help all students with this.  For example, a checklist of things to take home 
each day might help more than just the student with whom you work.

•	 Change the materials – Sometimes a different writing utensil or other material is all that is 
needed to help.  Remember to build in choice as a way to involve the student.

•	 Use a timer – A timer can be used to facilitate transitions from one task to another.  This can help 
some students.
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•	 Pre-teach – Sometimes a concept, term or idea might be taught to the student with whom you 
work before it is taught to the rest of the class.  This will give the student some background in 
order to be prepared and ready for the content.  See the brief description of “academic language” 
earlier.  It is often necessary to provide teach students these words along with the content 
vocabulary.

•	 Peer support – Peer support is a great way to provide support.  Have students work together in 
teams or groups to help each other.  

•	 Use movement – Students usually need to move often.  Movements and visual cues can 
help students when memorizing discrete concepts or steps.  An example might be the hand 
movements that accompany songs.

Examples of these general support strategies can be seen in the table of common supports below. 
The following section is based on Causton-Theoharis (2009) who lists several common strategies for 
supporting students across various settings and areas.

When students 
are asked to…

Consider providing students….

Sit and listen •	 Visuals to look at
•	 Movement breaks
•	 An FM system (that amplifies the teacher’s voice)
•	 A rug or mat to help determine where to be
•	 An object to signify who is speaking (e.g., a talking stick)
•	 A ball to sit on 
•	 Choice about where to sit
•	 A focus object for students to hold or manipulate
•	 A signal to start listening
•	 A job to do (help another student, write ideas on the board)

Present orally •	 Note cards
•	 Visuals
•	 A handout
•	 A voice recorder
•	 A videotape/DVD
•	 A microphone
•	 PowerPoint
•	 Preprogrammed communication device
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Take a test •	 A review of test strategies
•	 A review of the information
•	 A practice test
•	 A double-spaced test
•	 Easy questions first
•	 A reader for the test
•	 A reduced number of choices by eliminating one or two choices
•	 In matching, divided a long column into smaller section
•	 A computer
•	 As much time as needed
•	 An oral exam
•	 A performanced-based test
•	 The option of drawing or labeling
•	 Simplified language

Complete 
worksheets

•	 A word bank
•	 Clear directions
•	 File folder labels for student to stick answers onto
•	 Highlighted directions
•	 Fewer problems or questions
•	 Choice about type of writing instrument

Discuss •	 A talking object
•	 Note cards with students’ ideas written on them
•	 A preprogrammed communication devise with a question on it
•	 A piece of paper to draw ideas or concepts
•	 Choice about how to participate in the discussion
•	 The text the students are discussing
•	 A highlighted section of the text – have the student read and 

others discuss

Take notes •	 A lecture outline to complete during the lecture
•	 A chart
•	 A graphic organizer
•	 The teacher’s notes form the day before
•	 A copy of the teacher’s notes with key words eliminated 
•	 Lectures notes with pictures
•	 Photocopies or carbon copies from another student
•	 A laptop computer
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Use a computer •	 A task card for how to start up the program
•	 Modified keyboard 
•	 Enlarged font
•	 Intellikeys
•	 An adjusted delay on the mouse
•	 An alphabetical keyboard
•	 Large keyboard
•	 Choice about what to work on

Read a text •	 Book on tape
•	 Larger print font
•	 Highlighter
•	 Background information about the text
•	 Bullets of the main ideas
•	 Sticky notes to write questions on
•	 Reading light
•	 Choice about what to read

Be organized •	 Color-coded folders
•	 A planner
•	 An agenda written on the board
•	 Assignments written on the board in the same place
•	 Assignments that are already three-hole punched
•	 A picture schedule
•	 A sticky note on desk of things to do 
•	 A homework folder
•	 A desk check
•	 Clock or timer on desk
•	 A verbal rehearsal of the schedule
•	 A consistent routine

Write •	 Opportunity to tell a friend before writing 
•	 Graphic organizers
•	 Bullet writing 
•	 Pencil grips
•	 Opportunity to dictate the story to you or a friend
•	 Words written by teacher on a separate piece of paper and 

student rewrites
•	 Stickers to fill in blanks
•	 Draw instead of write
•	 Raised-line paper 
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PARAPROFESSIONAL 
ACTIVITY:

 After reviewing the information in the table above, write down 2 or 3 
strategies you use and how they support student learning.  Consider creating a 
recipe box of strategies listing the strategy and how you have used it.  

SUMMARY

Effective paraprofessionals are critical to successful student learning.  It is important that paraprofessionals, 
teachers and administrators know the appropriate role for paraprofessionals to support student learning and 
ensure they have the knowledge and skills to do so.  
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“When teachers 
create a nurturing 

environment, they are 
showing students that 

they are valued.” 

– Primary Education Oasis

  Area 2:  Classroom  
Organization and  
Behavior Management

The following competencies are included in  
this area as those needed by paraprofessionals  
working with students with disabilities.  

COMPETENCIES: 

Organize 
the learning 
environment 
to maximize 
student learning 
and minimize 
disruptions, as 
determined by the 
instructional team

•	 Support students with disabilities in following prescribed 
classroom routines

•	 Use routines and procedures to facilitate transitions

•	 Adapt the physical environment to provide optimal learning 
opportunities

Use effective 
behavior 
management 
techniques in 
classroom and 
non-classroom 
environments 
(e.g., cafeterias, 
hallways, 
playgrounds), as 
determined by the 
instructional team

•	 Use positive behavior supports to promote positive school 
environment

•	 Use procedures to acknowledge appropriate behavior at the group 
level

•	 Implement individualized reinforcement systems and 
environmental modifications at levels equal to the intensity of the 
behavior
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Implement 
social-emotional 
and behavioral 
interventions under 
the direction of 
the supervising 
teacher(s), as 
determined by the 
instructional team

•	 Use strategies as determined by the instructional team in a 
variety of settings to assist in the development of social skills

•	 Define concerns in observable language

•	 Contribute to development of intervention plans that use 
evidence-based principles

•	 Implement interventions with good fidelity

•	 Use a variety of positive behavioral supports to enhance an 
individual’s active participation in activities

Monitor student 
response to 
interventions 
and collect 
student progress 
data in relation 
to identified 
benchmarks, as 
determined by the 
instructional team

•	 Use progress monitoring procedures with graphs and revisions 
of interventions

•	 Develop and use data collection measures with reflect behavioral 
goals

•	 Support decisions about whether to continue, discontinue, fade, 
or revise interventions
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BUILDING RELATIONSHIPS WITH CHILDREN

As members of the instructional team, paraprofessionals play important roles in the lives of the children 
with whom they work. There are many ways they can assist children to acquire effective communication, 
social, and problem solving skills, learn to become more independent, build self-esteem, and develop and 
maintain friendships. To accomplish this, paraprofessionals are expected to:

•	 Respect the human rights and individuality of all 
children.

•	 Reach out to children. Learn what they like and 
dislike, how they prefer to spend free time. Look for 
and share information about games, music, pets and 
special events individual children enjoy.

•	 Use positive communication. Listen carefully, 
maintain eye contact, ask questions, and respond to 
the ideas, concerns and needs children share with 
you.

•	 Treat children in the ways you want them to treat 
others. Be fair, kind and polite. Do not yell or use 
abusive language. Use humor but avoid using 
sarcasm or making fun of others.

•	 Encourage the development of independence, 
autonomy, and individuality by providing 
opportunities for children to make choices.

•	 Encourage children to assist each other when help is 
needed.

•	 Reinforce the use of appropriate social skills. Model and teach methods children can use to 
strengthen their ability to monitor and control their behavior, share emotions/feelings, make and 
maintain friendships, cope with peer pressure.

•	 Promote the legal rights of children. Maintain confidentiality, reports signs of abuse to teachers.

Establishing relationships with students helps in so many ways from increasing understanding so you 
might know of their interests to use in planning and supporting teaching.  In addition, when students know 
you care about them, everything is better.  In addition to building relationships with students themselves, 
you can help them to build friendship with their peers.  
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Facilitating Student Relationships

One of most important things paraprofessionals can do is to help facilitate friendships between students.  
Doing so is to achieve success. The following strategies are from Causton-Theoharis (2009) and Causton-
Theoharis and Malmgren (2005). 

•	 Highlight similarities among students and their interests – you might listen to the 
conversations students are having within the general education classroom and find ways in 
which the student with whom you are working has similar interests or experiences and invite 
conversation between the students.  For example, if students are discussing Friday night’s 
football game, you might say, “Hey, Sam said he went to the game” or “Karen’s brother is on the 
team.”

•	 Help students invite each other to socialize – some students want to socialize with other 
students but do not know how to go about it.  You might think ahead about possible social 
situations, and ask the student, “Who do you want to eat lunch with?” “How can you ask him/
her?” If you work with a student who is nonverbal, you can help the student program his or her 
communication device to ask the question or write the question on an index card to hand to the 
student.

•	 Provide behavioral supports that are social in nature – rewards for positive behavior could be 
social activities that would be fun for everyone.  Some examples offered byt Causton-Theoharis 
(2009) include:

  Have your student shoot baskets with a friend.

  Have your students eat lunch with a friend.

  Have your student make bead necklaces with a friend during study hall.

  Have your student plan a computer game with a friend.

•	 Provide your student responsibilities that are interactive and collaborative – Oftentimes 
students are assigned classroom responsibilities and tasks.  This is a great strategy for building 
community.  You might have partners complete the duties, which can create another opportunity 
for students to interact and rely on each other.  

•	 Get out of the way – As much as paraprofessionals can help facilitate friendships, they can also 
get in the way.  Try to notice when things might be happening naturally between students.  For 
example, if two students are interacting, stand back a bit and let them speak together without 
your presence.  That might give them the opportunity to realize they enjoy one another or have 
something in common.  Having an adult around too often or too closely can impede student-to-
student conversations. 
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FOCUS ON CLASSROOM ORGANIZATION  
AT THE BEGINNING OF THE YEAR

The following list is adapted from http://www.primary-education-oasis.com/classroom-routines. It provides 
a list of things for the instructional team to consider during the beginning of the year to enhance classroom 
organization.  Some are appropriate for paraprofessionals and some are not but these are important to know 
about as part of the team working with students to create a welcoming, organized classroom.

•	 Plan activities to personalize students’ entry into your room (be at the door, welcome letter)

•	 Meet with all the parents early on - they want to see you and know who will be working so closely 
with their child

•	 Classroom set up: arrange materials in a predictable manner that are easy for students to access

•	 Organize and label all materials. Labeling is essential for students who are learning a second 
language and are in the preproduction or early prediction stages.

•	 Make the classroom feel like home. Adding a few plants, softer lighting and dedicated areas for a 
reading library can help.

•	 The classroom set up should include a personal space for each child. Examples of this are 
nametags on desks, lockers, pouches over the back of each chair, and/or a book box for each child’s 
independent reading.

•	 Have a predictable daily schedule that you post in the classroom. If your students are non-readers, 
use pictures to show the order of the day.

•	 Develop a classroom discipline plan that follows your management plan and students can easily 
understand.

•	 Give students specific jobs and responsibilities to facilitate a student-centered classroom. 

•	 Design the classroom so that there are areas for both social interaction and quiet areas not 
associated with punishment.

•	 Create a positive environment by regularly using strategies to promote motivation.
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Facilitating Transitions with Classroom Setup and Routines

The following list is adapted from http://www.primary-education-oasis.com/classroom-routines.  
Paraprofessionals play an active role in transitions working with teachers and students to ensure clarity and 
comfort in setting up the next environment for learning.

•	 Plan and post a predictable daily schedule with activities that are appropriate in length for your age 
groups.

•	 Schedule longer blocks of time in the classroom to minimize transitions.

•	 Give a “heads-up” before a transition is going to occur. 

•	 Develop transition activities to help children switch gears (a song, calling student numbers, a quick 
game).

•	 Ask students to repeat instructions back to you.

•	 Use multi-modal signals to prepare children for transitions. This is particularly important for 
different learning styles.

•	 Practice transitions through modeling and repetition. Show the students desired and undesired 
behaviors that are expected as part of all classroom routines.



51

MANAGING BEHAVIOR

Paraprofessionals are frequently asked to assist in the general management of the classroom as well as in 
the management of individual student behavior. In all cases, the teacher should fully explain the behavior 
support plan in use, any specific behavior management techniques and strategies to be employed, and the 
rationale for the choice of behavior supports.

Paraprofessionals should have a working knowledge of commonly used behavioral strategies such as 
positive reinforcement, modeling appropriate behaviors, using proximity management, and the appropriate 
use of time-out. They should be aware of any building or district guidelines around behavior management 
or discipline. If a paraprofessional is asked to assist by observing and recording information about student 
behavior and performance, s/he should have a clear understanding of the procedures to be followed and the 
instruments used.

COLLECTING AND GRAPHING DATA

Paraprofessionals often observe and graph data that is used for instructional decision-making, whether 
for academic or behavioral decisions.  It is very important to understand and follow the directions of 
the teacher to ensure the correct data is collected under the proper conditions.  This section begins by 
describing response to intervention (RTI), which is a process of collecting, graphing and evaluating data.

Response to Intervention – Response to intervention 
integrates assessment and intervention within a 
multi-level prevention system to maximize student 
achievement and to reduce behavioral problems. With 
RTI, schools:

•	 Use data to identify students at risk for poor 
learning outcomes, 

•	 Monitor student progress, 

•	 Provide evidence-based interventions and 
adjust the intensity and nature of those 
interventions depending on a student’s 
responsiveness, and 

•	 Identify students with learning disabilities or 
other disabilities1. 

1 For more information, go to http://www.rti4success.org/, and/or to http://www.rtinetwork.org
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The four essential components of RTI include:

1) Screening 

2) Progress monitoring 

3) School-wide, multi-level instructional and 
behavioral system for preventing school failure 

4) Data-based decision making for instruction, 
movement within the multi-level system, and 
disability identification (in accordance with state 
law) 

Screening – Struggling students are identified by 
implementing a two-stage screening process. The first 
stage, universal screening, is a brief assessment for all 
students conducted at the beginning of the school year.  
Many schools and districts use universal screening two or 
three times during the school year to ensure students are 
on track to meet state standards. 

For students whose score is below the cut score on the universal screen, a second stage of screening is 
then conducted to more accurately predict which students are truly at risk for poor learning outcomes. 
This second stage involves additional, more in-depth testing or short-term progress monitoring to confirm 
a student’s at-risk status. Screening tools must be reliable, valid, and demonstrate diagnostic accuracy for 
predicting which students will develop learning or behavioral difficulties.

Progress Monitoring – Progress monitoring assesses student performance over time, quantifies student 
rates of improvement or responsiveness to instruction, and evaluates instructional effectiveness. Progress 
monitoring tools must accurately represent students’ academic performance and progress and must be 
useful for instructional planning and assessing student learning. In addition, educators use progress 
monitoring to compare a student’s expected and actual rates of learning. If a student is not achieving at the 
expected rate of learning, the teachers experiment with instructional components in an attempt to improve 
the rate of learning.
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Research has demonstrated that when teachers use progress monitoring, specifically curriculum-based 
measures (CBMs), to inform their instructional decision making, students learn more, teacher decision 
making improves, and students are more aware of their own performance. 

The purpose of progress monitoring is to monitor students’ response to primary (Tier I – core curriculum), 
secondary (Tier II), and tertiary (Tier III) instruction. Progress monitoring is not limited to those students 
identified for supplemental instruction. The data can also be used to:

•	 Estimate the rates of improvement which allows for comparison to peers, of classes, of subgroups, 
and of schools 

•	 Identify students who are not demonstrating or making adequate progress so instructional changes 
can be made 

•	 Compare the efficiency or efficacy of different forms of instruction—in other words, which 
instructional approach or intervention led to the greatest growth among students (this comparison 
can occur at the student, class, grade, or school level. 

Multi-Level Prevention System – Classroom instructors are encouraged to use research-based curricula 
in all subjects. When a student is identified via screening as requiring additional intervention, evidence-
based interventions of moderate intensity are provided. These interventions, which are in addition to the 
core primary instruction, typically involve small-group instruction to address specific identified problems. 
These evidence-based interventions are well defined in terms of duration, frequency, and the length of 
the sessions, and the intervention is conducted as it was in the research studies. Students who respond 
adequately to secondary prevention return to the primary level of prevention (the core curriculum) with 
ongoing progress monitoring. Students who show minimal response to the secondary level of prevention 
move to the tertiary level of prevention, where more intensive and individualized supports are provided. 

All instructional and behavioral intervention should be selected with attention to their evidence of 
effectiveness and with sensitivity to culturally and linguistically diverse students.

Data-Based Decision Making – Screening and progress monitoring data can be aggregated and used 
to compare and contrast the adequacy of the core curriculum as well as the effectiveness of different 
instructional and behavioral strategies for various groups of students within a school. For example, if 60 
percent of the students in a particular grade score below the cut score on a screening test at the beginning 
of the year, school personnel might consider the appropriateness of the core curriculum or whether 
differentiated learning activities need to be added to better meet the needs of the students in that grade.



54

ACTIVITY:

Paraprofessional 
Learning Activity - 

Imagine that most second grade students read 30 words in a minute but most 
(85%) of the students in Hamline Elementary School read only 15 words 
a minute during classroom screening in the fall.  Since so few students are 
meeting the 30 words, it would be important to look at the core reading 
curriculum being used to determine if it is the best curriculum.  A change 
might be needed.  Now, imagine if 85% of the students read 30 words per 
minute and 15% read far less than that benchmark.  Instead of looking at core 
reading curriculum, we would look at the individual students, add a research 
based intervention for a small group of students to help meet a need they 
have, measure their progress each week and change interventions if needed 
to help them learn.  What benefits might this proactive approach to finding 
needs help students?  What roles might you have as a paraprofessional when 
implementing RTI?

OBSERVING AND RECORDING BEHAVIOR

Collecting Data – Collecting observations to evaluate the effectiveness of IEP programming for students 
with disabilities is essential. Without this data, one could not accurately determine if progress is being 
made on the student’s IEP goals and objectives. Once a program goal is achieved, a new one needs to 
be established. When the data shows that an intervention plan is not bringing about the desired change, 
the team needs to determine why and then revise the invention plan. Although the licensed staff designs 
the data collection systems, interprets the data, and determines all program strategies and changes, the 
paraprofessional is often the team member asked to collect data on a daily basis in a variety of settings. 

The behaviors for which data are collected need to be clearly defined so that everyone on the team is 
observing and recording the same behaviors. Licensed staff must demonstrate how to use a specific data 
collection system in all of the environments in which a paraprofessional will collect data.

Types of Data – There are different types of data that the paraprofessional may be asked to collect. Some 
examples include: 

Frequency: How often does the behavior occur over a specific period of time?

•	 When the goal is to increase or decrease the occurrences of a behavior, frequency data is required. 
An example of such a goal would be to increase the number of unprompted requests for help in the 
classroom or to decrease the number of prompts required to complete an arrival routine. 
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Proportion: In what percentage of available 
opportunities did the behavior occur?

•	 Proportional data on a behavior documents the 
number of target behaviors that occur within a 
given number of opportunities. For example, a 
student has 10 planned opportunities to return 
a greeting (target behavior). The student 
returns a greeting on 6 of the 10 opportunities. 
The student has demonstrated the target 
behavior on 60% of opportunities. 

Episode: Was there an occurrence of the behavior 
during this period?

•	 The use of episodic data tracks the number 
and timing of behavioral episodes. This type 
of information is useful when analyzing a 
behavior that may be seen with one teacher 
but not another or during a certain time of 
the day but at other times. For example, if an 
increase in aggressive behavior is consistently observed following playground recess but nowhere 
else during the day, structuring recess or including a break after recess to help the student calm 
down before returning to class can be a considered strategy by the team.

Duration: For how long did the behavior occur?

•	 Duration data are useful for tracking the length of time spent in activities or behaviors, especially 
those that need to increase. For example, the amount of time that a student is able to sit during 
morning meeting or focus on a reading assignment could be recorded.

Intensity: To what degree was the behavior present?

•	 Data on behavior intensity are generally collected using a rating scale. Following is an example 
of a rating scale used for a child who has frequent aggressive outbursts when given a ticket asking 
the student to transition to nonpreferred activities. The scale represents a continuum of behavior 
intensity, starting with the least intense reaction (most positive or appropriate) and ending with 
severe intensity (and most inappropriate). 
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1. When handed a transition ticket, student checks the schedule within 30 seconds. 

2. When handed a transition ticket, student argues, but checks schedule within 60 seconds. 

3. When handed a transition ticket, student tears it up and tries to run out of the room. 

4. When handed a transition ticket, student knocks over chairs or throws materials. 

5. When handed a transition ticket, student makes physical contact with his teacher or a peer. 

Recording Data - There are many ways to record data on goals and objectives, including: 

•	 Marking a tally every time a behavior is observed; 

•	 Using a stopwatch to record how long a behavior lasts; 

•	 Rating a behavior on a scale (e.g., from 1 [mild] to 5 [intense]); 

•	 Recording anecdotal information about observed behaviors; 

Sometimes when a student is learning a new skill, progress is measured by the intensity level of prompts 
necessary for the student to demonstrate the behavior. The following list of prompts is organized as a 
system from least to most intrusive. When prompting is necessary, provide only as much assistance as 
needed for the student to experience success.

Levels of An Increasing Prompt Hierarchy

When teaching students, you might be asked to use and chart prompts as the student learns.  The list below 
provides the typical hierarchy used to move from least to most need for assistance. 

•	 Independent:  The student knows how to do this task without any help from you. 

•	 Indirect Verbal (IV):  An indirect verbal prompt tells the student that something is expected but 
not exactly what. Example: “What next?” “Now what?” Start here when using the increasing 
hierarchy. 

•	 Direct Verbal (DV): This is a direct statement of what we expect the student to do or say. 
Example: “Come here.” “Put the glass on the counter.” This level of prompt requires that the 
student be able to follow your direction. If the indirect verbal assist didn’t work, move to this 
level. 
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•	 Gesture: Pointing, facial expression, 
mouthing words silently or otherwise 
indicating with a motion what you want the 
student to do. 

•	 Modeling: Modeling is simply showing 
the student what you want him or her to do. 
You do not physically touch the student. 
In order for modeling to work, the student 
must know how to imitate another person’s 
actions. 

•	 Partial Physical Assistance (PPA): As the 
name suggests, a partial physical assist is 
less intense or intrusive than a full physical 
assist. If full physical assist is hand-over-
hand, the partial physical assist can be 
visualized as providing minimal supportive 
guidance--touching the wrist to stabilize 
handwriting and encouraging the student 
to jump without actually lifting his or her 
body off the ground are two examples of 
providing PPA. 

•	 Full Physical Assistance (FPA): Hand-over-hand assistance to complete the targeted response. 
This is usually used when the target response is motor in nature. For example, a full physical 
assist might entail putting your hand on the student’s hand and moving the student’s hand 
through the action of writing his or her name. If the student is learning to jump up and down, 
providing a full physical assist would mean physically lifting the student up and down in a 
jumping motion. You will know before you start teaching if the student will need this type of 
assistance. If so, use the decreasing prompt hierarchy instead. 

Source: TEACCH http://www.members.tripod.com/~Maaja/prompthierarchy.htm

It is important to highlight the natural supports that exist so the students can begin to rely on them rather 
than the prompts and supports added to the environment.  For example, students might begin to rely on the 
school bell to know when they should gather their belongings to head for the bus.  

ACTIVITY:
Think of some examples of naturally occurring supports that exist in different 
settings such as home, work, and school.
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ACTIVITY:

Paraprofessional 
Learning Activity - 

Observing and Recording Data:  The following is a list of the format and 
purpose of data collection.  Paraprofessionals will often serve at observers 
and data collectors and must be competent in doing so.  Read the information 
in the table below and list an example from your life or your experience with 
students.

Format Purpose Example

Continuous 
Recording

Narrative description of behavior 
allows specification of conditions in 
which behavior occurs. Can provide 
general information that will assist 
when seeking a more informal and 
objective recording alternative.

Permanent Product A physical product of a behavior 
can be translated into numerical 
terms and provide a direct measure 
of an effect of a behavior. Examples 
include student work sheets, time 
clock records, and videotapes.

Event Recording A simple frequency count of discrete 
behaviors (e.g., number of swear 
words, number of times talking-out) 
during a predefined period of time.

Duration Recording A record of how long a behavior 
occurs within a given time period. 
Can be used to record the total length 
of time for each occurrence of a 
behavior and as a response latency.

Interval Recording A determination of whether or not a 
behavior happens within specific time 
intervals. The observation is divided 
into short, but equal in length, time 
units.

Momentary Time 
Sampling

A determination of whether or not 
a behavior occurred immediately 
following specified time intervals



59

Graphing Data 

Curriculum based measurement (CBM) can be used to monitor student progress across the entire school 
year.  Students are given standardized reading probes at regular intervals (weekly, bi-weekly, monthly) 
to produce accurate and meaningful results that teachers can use to quantify short- and long-term student 
gains toward end-of-year goals.  With CBM, teachers can establish long-term (i.e., end-of-year) goals 
indicating the level of proficiency students will demonstrate on by the end of the school year.

CBM tests (also called “probes”) are relatively brief and easy to administer.  The probes are administered 
the same way every time.  Each probe is a different test, but the probes assess the same skills at the same 
difficulty level.  The reading probes have been prepared by researchers or test developers to represent 
curriculum passages and to be of equivalent difficulty from passage to passage within each grade level.

The first decision for implementing CBM in reading is to decide what task is developmentally appropriate 
for each reader to be monitored over the academic year. For students who are developing at a typical rate in 
reading, the CBM tasks might include:

•	 Kindergarten - Letter Sound Fluency (or Phoneme Segmentation Fluency).

•	 Grade 1 - Word Identification Fluency 
Grades 2-3 - Passage Reading Fluency.

•	 Grades 4-6 - Maze Fluency.

Once a task for CBM progress monitoring is selected along with the grade level of passages for progress 
monitoring, you must stick with that task (and level of passages) for the entire year. 

Next, you must learn how to administer and score CBM probes. For example, with Reading CBM, students 
read letters, isolated words, or passages within a 1-minute time span. The student has a “student copy” of 
the reading probe, and the teacher has an “examiner copy” of the same probe.  The student reads out loud 
for 1 minute while the teacher marks student errors. The teacher calculates the number of letters or words 
read correctly and graphs this score on a student graph.  The CBM score is a general overall indicator of 
the student’s reading competency.  

Brief Introduction to Graphing

Below is a simple CBM graph with the vertical axis labeled with student scores and the horizontal axis 
labeled with the weeks of instruction (might add date data is collected).  In this case, the number of words 
read correctly per minute is graphed in order to illustrate the student’s performance.  
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In the next graph, you can see how the student has progressed over the 14 weeks that data were collected 
about reading performance.  When progress monitoring is put in place, instructional decisions can 
be made.  There is more to know about setting goal lines, determining growth and much more.  As a 
paraprofessional, there are times when you may help with this data collection and it is important you are 
trained to follow the specific procedures, which are not provided here.
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This is a very simple introduction to CBM and graphing. More about curriculum-based measurement and 
response to intervention can be found at the Center for Response to Intervention at American Institutes for 
Research at http://www.rti4success.org.  
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HOW TO USE DATA TO DESCRIBE STUDENT  
STRENGTHS AND WEAKNESSES

In addition to measuring performance and progress by simply indicating (by notation) when a word is read 
incorrectly, you may be asked to indicate what the student said when the word was misread in order to 
collect additional information for the teacher. 
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The paraprofessional wrote the first 10 mistakes on the Quick Miscue Analysis Table.  The percentage of 
the time the student error was a graphophonetic, syntax, or sematics error is calculated at the bottom of the 
table.  To calculate the percentage, add together the number of “yes” answers and divide the sum by 10.  In 
the Graphonphonetic column, 10 “yes” answers divided by 10 miscues is 100%.  In the Syntax column, 
9 “yes” answers divided by 10 miscues is 90%.  In the Semantics column, 2 “yes” answers divided by 10 
miscues is 20%.  Calculating the percentages allows teachers to glance at the various types of miscues and 
spot trends in student mistakes.

From the miscue analysis, the teacher gains insight about the strengths and weaknesses of the student.  This 
student reads the first letter of an unfamiliar word and then uses graphic clues to fill in the rest of the word.  
The student’s reading does not make sense.  The teacher might want to have the student practice echo read, 
tape record their reading and listen to it, as well as work on other comprehension exercises.

ACTIVITY:

Paraprofessional 
Learning Activity - 

If you are presently working as a paraprofessional, ask the teacher with 
whom you work if you can examine a student’s progress monitoring system.  
If you are not working in a paraprofessional role, create a goal for yourself 
(reduce calories consumed, increase pages read, reduce hours of T.V. watched, 
etc.) and collect data on your progress.  Graph the information to create an 
illustration of your performance. 

SUMMARY 

This section contains background information for paraprofessionals who will work with teachers to 
organize classrooms, and who will observe and graph behavior used to make instructional decisions.  
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“The nice thing about 
teamwork is that you 

always have others on 
your side.” 

– Margaret Carty

  Area 3:  Team Member  
and Professional  
Behavior

“Alone we can do so 
little; together we can 

do so much.” 

– Helen Keller
“To effectively  

communicate, we must 
realize that we are all 
different in the way we 

perceive the world and use 
this understanding as a guide 

to our communication  
with others.” 

– Anthony Robbins
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The following competencies are included in this area as those needed by paraprofessionals working with 
students with disabilities.  

COMPETENCIES: 

Work effectively 
with teachers and 
follow instructions 
of professionals, as 
determined by the 
instructional team.

•	 Respect role differences of teachers, paraeducators, and other professional 
practitioners

•	 Practice within the limits of the defined paraeducator role

•	 Follow chain of command to address policy questions, system issues, and 
personnel practices

Collaborate as 
part of teacher-
based-teams (e.g., 
data teams, grade-
level teams), as 
determined by the 
instructional team

•	 Forge respectful relationships with teachers, colleagues, and family members

•	 Participate in the development and use of classroom formative assessments

•	 Assist in collecting and providing objective, accurate information for the team

•	 Provide feedback to team members in ways that support improved 
instructional practice

Promote full 
participation of 
children’s families, 
as determined by 
the instructional 
team

•	 Understand the role of the family in the collaborative process

•	 Develop partnerships with families

•	 Communicate effectively with all children and their families

•	 Assist diverse families

•	 Demonstrate sensitivity to diversity in cultural heritage, lifestyles and value 
systems of children and families

Protect the health 
and safety of 
students with 
disabilities, as 
determined by the 
instructional team

•	 Conduct activities in compliance with applicable laws and policies

•	 Maintain the dignity, privacy, and confidentiality of all individuals with 
exceptionalities, families, and school employees

•	 Report suspected child abuse, suicidal ideation, and/or dangerous behaviors as 
required by law, policies, and local procedures
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COMMUNICATION AND TEAM BUILDING

Working together as a team is critical for meeting the needs of students. The goal of the teacher- 
paraprofessional team is to provide an instructional program to meet the goals for each student in such 
a manner that students’ success is maximized. The teacher is responsible for assessing, designing, 
developing, and evaluating the instructional program. The paraprofessional provides resources and skills 
to assist and support the instructional program. Thus, the strength of education programming lies not in the 
individual but in the team.

Effective communication is both a formal process of regularly scheduled meetings and informal process 
of spontaneous and flexible discussions relative to daily instruction. When teachers and paraprofessionals 
keep their discussions focused on their students’ instructional program and their students’ interests, their 
communication is more likely to support the educational environment they are both engaged in creating. 
Discussions might begin with open-ended statements such as:

•	 The thing that went best this week was... 

•	 The students were attentive when... 

•	 The tasks that were presented clearly were... 

•	 The instruction went well because... 

•	 A way I’d like to do something differently is...

Getting to know each other is very important for team members.  Understanding each other’s interests, 
experiences with education, unique talents and more is important…and fun.  Below are some questions 
paraprofessionals and teachers might ask each other.  

 1. What is your favorite memory of school days?
 2. What do you do in your spare time?

 3. What are your unique talents and skills?

 4. What made you choose to work with students with disabilities?

 5. What other experiences have you had working with youth?

 6. What other jobs have you had?

 7. What do you think makes a classroom a positive place to learn?

 8. What could students learn from you that would help them grow?

 9. What do you think is the goal of education?

10. What job do you think you will have five years from now?
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ACTIVITY:

Paraprofessional 
Learning Activity - 

Working together as a team requires that each member of the team 
understand and appreciate the strengths each individual brings to the 
working relationship.  Appendices D, E and F contain tools intended to 
begin the teaming process between the teacher and paraprofessional. The 
paraprofessional completes the Paraprofessional’s Work Style form and the 
teacher fills in the Teacher’s Work Style form. Together they compare their 
work styles using the Work Style Score Sheet. The goal is not necessarily to 
change work styles but to become aware of potentially problematic areas and 
discuss alternatives and compromises for dealing with differences.  Complete 
the work style assessment for yourself.  If you presently work with a teacher, 
ask if he or she would be willing to complete one as well.  Complete the 
work style score sheet and talk about the results.  What do they mean for you 
and how you work together?What are some of the strategies you might take 
based on this information?

ACTIVITY:
Respond with a yes or no to each question on the following page. Consider 
asking your teacher if he or she would be interested in responding to the same 
questions. You can work together or individually. Discuss similarities and 
differences.
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Response:                                                      Paraprofessional                           Teacher 

 1.  Am I sharing information about 
student performance and growth? ________ ________

 2. Are we conferencing frequently enough? ________ ________

 3.  Do we set aside time to applaud each 
other’s successes? ________ ________

 4.  Do I recognize my partner’s freedom to 
reject as well as accept solutions? ________ ________

 5.  Do we need to work specifically on any 
of these areas? ________ ________

A. Territorially ________ ________

B. Joint Responsibility ________ ________

C. Job Descriptions ________ ________

D. Goal Setting ________ ________

E. Student Evaluations ________ ________

F. Role Clarity ________ ________

 6. Are we setting expectations too high? ________ ________

 7. Are we setting expectation too low? ________ ________

 8.  Do I focus on present and future issues not  
past difficulties? ________ ________

 9. Do I describe to my partner and not judge? ________ ________

10.  Do I focus on specifics not generalities 
when I talk? ________ ________
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CO-TEACHING STRATEGIES

Chapman & Hart Hyatt (2011) define co-teaching as an effective, evidence-based instructional strategy 
in which two or more caring professionals share responsibility for a group of students and work 
collaboratively to add instructional value to enhance their efforts.  There are six different strategies used in 
co-teaching and can be appropriate for teachers and paraprofessionals.  

• One Teach, One Observe - One teacher observes while the other manages the classroom.

• One Teach, One Drift - One teacher drifts through the classroom offering assistance to students, 
while the other manages the instruction. 

• Station Teaching - All students work with each teacher and/or independently as they rotate to 
different areas.

• Parallel Teaching - Each teacher works with ½ group for a designated period - same content & 
activities, just smaller groups.

• Alternative Teaching - Small group of students is pulled from the large group to accomplish a 
specific instructional purpose.

• Team Teaching - Two teachers fluidly share the teaching responsibilities of the classroom.

The following list of how two or more adults might work in the same room and the tasks they complete 
was developed by a group of teachers.  These align well with the approaches to co-teaching but provide a 
bit more detail. 

A. �One adult providing whole group instruction to all students.

Other adult (s):

1.  Moves around the classroom quietly helping and monitoring.

2.  Sits with one or a small group of students to help clarify concepts and keep them on task.

3. Takes note of other adult’s instructions and plans, so help can be given to immediately 
implement these.

4.  Analyzes students’ papers from previous work to find error patterns and needs.

B. �One adult provides whole group instruction for part of the period and the students break into 
practice groups with each adult helping/instructing a group.
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C. ��One adult provides large group instruction.  

Other adult provides very small group instruction.

1.  Small group may be in corner of class or in another room.

2.  Small group may be composed o students who need pre-teaching or a variation of 
the whole group instruction at a lower or higher level of difficulty or with a different 
instructional style.

3.  Small group may be working on a pre-requisite or related concept because they are not 
ready for the whole group instruction.

4.  Students may rotate through small group at 5-10 minute intervals for special assessment, 
error analysis, or tutoring.

D. �Class is divided into 2 (or 3) groups.

1.  Both adults teach the same thing to a smaller group.

2.  Station method: Adults provide different activities 
related to the same concept.  After 15-20 minutes the 
students move to the other adult’s group.

3.  Each adult is providing instruction or practice about 
a different skill or concept.  After 15-20 the students 
move to the other adult.

4.  Both groups are working on the same general 
concept but at different levels of difficulty or 
different learning styles.

5.  One group receives practice on the present 
instructional concept while the other group works on 
an enrichment topic.

6.  One group receives very guided instruction while the other group is more independent.

E. �Students in many small groups (stations) around room.

1.  Each adult moves from station to station assigning students and conducting instructional 
discussion with individuals or small groups.

2.  Each adult, by individual interaction or observation, assesses and records skills and 
understanding of individual students and gathers information for future instructional needs.

3.  One adult moves from group to group providing small group discussion/instruction while the 
other adults monitors needs of all groups.
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ACTIVITY:
Indicate the co-teaching approach being used based on the activity in which 
the paraprofessional in engaged.

Paraprofessional Learning Activity Name the Co-Teaching 
Approach

•	 Paraprofessional is moving around the class 
helping students who need help

•	 Paraprofessional works with a small group of 
students to reinforce the initial teaching of the 
teacher

•	 Paraprofessional works with one student the entire 
time

•	 Paraprofessional is observing a student and 
collecting data while the teacher is teaching

•	 Paraprofessional and teacher both work with 
groups on the same task but at a different level of 
difficulty
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CONFIDENTIALITY

As part of the job, a paraprofessional will have 
access to personal information about children and 
their families. Both the child and the family have 
an absolute right to expect that all information 
will be kept confidential, and made available only 
to personnel in the school or another agency who 
require it to ensure that the rights, health, safety, and 
physical well-being of a child are preserved.

Confidentiality must be maintained according to the 
federal laws, state regulations, and district policies.  
For example, only people who are responsible for the 
design, preparation, and delivery of education and 
related services will have access to records.

Other teachers, school staff, friends, neighbors or 
acquaintances should not have access to information 
about a student’s performance level, behavior, 
program goals, objectives, or progress.  Districts 
must respect and protect the privacy of various types 
of information specific to students and their families, 
particularly related to the following areas:

•	 the results of formal and informal assessments; 

•	 social and behavioral actions; 

•	 performance levels and progress; 

•	 program goals and objectives; and

•	 financial and other personal or family information.
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Confidentiality is one of the most critical and important aspects a paraprofessional’s work. It is the legal 
responsibility of any paraprofessional to observe both the rights of individuals with disabilities and of 
parents in regard to data privacy. Follow these guidelines where issues of confidentiality are concerned.

•	 Never refer to other students or clients by name in another staffing or conference or with other 
parents. 

•	 Do not share specific information about an individual’s program or unique needs in the lounge or 
out in the community. 

•	 Take questions you have about the organization’s policies on confidentiality to the supervisor or 
administrator. 

•	 Access individual records for the sole purpose of being more effective in your work with the 
individual. 

•	 Go through the proper channels to 
access confidential information. Make 
sure you’re authorized to do so.

•	 If you question policies and 
procedures used with an individual, 
discuss this privately with your 
supervisor. There is often confidential 
information that directs specific 
programming of which you may not 
be aware.

•	 Speak and write responsibly when 
passing on information. Be aware of 
who might hear you or read what you 
have written.

ACTIVITY:
Consider the scenarios below and write about how you might respond to 
each one thinking about the appropriate role of a paraprofessional and the 
responsibility to be confidential.
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Scenario What should you think about? 
What would you do?

A. A teacher approaches you in the hall 
(between classes) and in a loud voice begins 
to tell you what         did in class today.

B. An administrator from another building 
asks you about a student in your class

C. An administrator from another building 
asks you about a student in your class.

D. A parent asks you for information about the 
behavior of a student who is known to be 
“deeply troubled”. She expresses concern 
for the safety of her child and wants to 
know more.

E. A parent asks you for information about the 
behavior of a student who is known to be 
“deeply troubled”. She expresses concern 
for the safety of her child and wants to 
know more.

F. While in the teacher’s lounge, you hear 
two teachers discussing details of a 
staffing attended earlier in the day. They 
are talking about the student’s medication 
and the attitude of the mother towards the 
school. You are uncomfortable with these 
comments as the student and mother are 
relatives of yours.

G. While in the teacher’s lounge, you hear 
two teachers discussing details of a 
staffing attended earlier in the day. They 
are talking about the student’s medication 
and the attitude of the mother towards the 
school. You are uncomfortable with these 
comments as the student and mother are 
relatives of yours.

H. While at the grocery store, a parent asks 
you how her child is doing in school.

Confidentiality is an issue of professional ethics along with several others listed below. 
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PROFESSIONAL ETHICS FOR PARAPROFESSIONALS

Professor Kent Gerlach has been a long time advocate of the creation of ethics for paraprofessionals.  So 
important is the role of paraprofessionals that there is a need for the assurance of certain behaviors.  Dr. 
Gerlach’s list is provided in Appendix G for review.  The list below was adapted from Long (1996).

  Accepting Responsibilities 
•	 Engage only in instructional and other activities for which you are qualified or trained.

•	 Do not communicate progress or concerns about students to parents, community members, or 
other teachers 

•	 Refer concerns expressed by parents, students, or others to your teacher. 
•	 Recognize the supervisor has the ultimate responsibility for instruction and management and 

follow the prescribed directions. 

•	 Help to see the best interests of individual students are met. 

  Relationships with Students and Parents 
•	 Discuss a child’s progress, limitations, and/or educational program only with the supervising 

teacher in an appropriate way. 

•	 Express differences of opinion with your supervising teacher only when students are absent from 
the room. 

•	 Discuss school problems and confidential matters only with appropriate personnel.

•	 Do not engage in discriminatory practices based on a student’s race, sex, cultural background, 
religion, or disability. 

•	 Respect the dignity, privacy, and individuality of all students, parents, and staff members. 
•	 Be a positive role model. 

   Relationship with the Teacher 
•	 Recognize the teacher as your supervisor. 
•	 Establish communication and a positive relationship with the teacher. 

•	 When problems cannot be resolved, use the school district’s grievance procedures. 
•	 Discuss concerns about the teacher or teaching methods directly with the teacher.
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   Relationship with the School and District 
•	 Engage in behavior management strategies consistent with acceptable standards. 
•	 Accept responsibility for improving your skills.
•	 Know and follow school policies and procedures. 
•	 Represent the school and district in a positive manner. 

PARAPROFESSIONAL 
ACTIVITY:

Reflect on the list above.  Think about your own behavior.  Do you have 
questions about any of the behaviors listed above?  What might you do to 
improve?

PARAPROFESSIONAL 
ACTIVITY:

As a paraprofessional, to what extent do you perform each responsibility listed 
below and how comfortable are you with each of the following. Circle the 
number that best reflects the frequency of your behavior.

 Almost Never  Almost Always 

1. Being punctual and alerting appropriate personnel 1 2 3 4 5  
in a timely fashion if you will be absent? 

2. Observing work rules and procedures 1 2 3 4 5  
established for all personnel? 

3. Being responsible for your own actions? 1 2 3 4 5

4. Cooperating and working with the teacher 1 2 3 4 5 
or other educational personnel?

5. Demonstrating a willingness to  1 2 3 4 5 
learn new skills? 

6. Maintaining confidentiality of student records 1 2 3 4 5 
and other personal information both written and oral. 

7. Promoting and protecting the rights of students to 1 2 3 4 5   
due process, privacy, and dignity? 

8. Promoting the safety and well-being 1 2 3 4 5 
of students? 
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SUMMARY 

Throughout this guide, the importance of communication and collaboration between paraprofessionals and 
teachers has been emphasized.  Due to their importance, it is critical that time be set aside to facilitate team 
communication and collaborative activities.  Intentional strategies for communicating and planning are 
important for successful team functioning.  A successful team will lead to successful students.
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“Sometimes the 
questions are 

complicated and the 
answers are simple.” 

– Dr. Seuss

  Area 4: Supporting  
Students with Low  
Incidence Disabilities

The following competencies are included in  
this area as those needed by paraprofessionals  
working with students with disabilities.  

COMPETENCIES: 

Understand non-
linguistic modes 
of communication 
used by student, as 
determined by the 
instructional team

•	 Model for peers and adults how to communicate with the student

•	 Support the development of oral and written communication 
by reinforcing language and speech skills of students with 
disabilities, as determined by the instructional team

•	 Support students with disabilities in the maintenance and 
generalization of strategies for effective oral and written 
communication across environments

Help student gain 
exposure to words 
and numbers to 
develop literacy 
and numeracy 
skills; incorporate 
literacy into 
everyday activities, 
as determined by 
the instructional 
team

•	 Support students with disabilities in the effective use of 
vocabulary in multiple environments

•	 Support the acquisition and use of learning strategies to enhance 
literacy of students with disabilities
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Support students 
with disabilities 
in their use of 
augmentative 
and alternative 
communication 
skills and 
other assistive 
technology, as 
determined by the 
instructional team

•	 Understand communicative intents of behavior

•	 Use and maintain educational and assistive technology for 
students with disabilities

Provide consistency 
in interactions 
and routines, as 
determined by the 
instructional team

•	 Implement active supervision when responsible for non-
instructional groups

Understand 
student’s needs 
for specialized 
supports, as 
determined by the 
instructional team

•	 Implement levels of support appropriate to the academic and 
social-emotional needs of the student

•	 Provide the least intrusive level of support based on the demands of 
the learning environment

•	 Use appropriate applied behavior analysis procedures, including 
behavior reduction strategies

•	 Implement legal and ethical practices in behavioral interventions
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DEFINING LOW INCIDENCE DISABILITIES 

High-incidence disabilities include—

•	 Communication disorders (speech and language impairments)

•	 Specific learning disabilities (including attention deficit hyperactivity disorder [ADHD])

•	 Mild/moderate mental retardation

•	 Emotional or behavioral disorders
 
Low-incidence disabilities include— 

•	 Blindness

•	 Low vision

•	 Deafness

•	 Hard-of-hearing

•	 Deaf-blindness

•	 Significant developmental delay

•	 Complex health issues

•	 Serious physical impairment

•	 Multiple disability

•	 Autism
 
None of the disabilities listed under low-incidence disabilities generally exceed 1% of the school-aged 
population at any given time. 

ACADEMIC LANGUAGE

Academic language is the language used in textbooks, in classrooms, and on tests.  It is different in 
structure and vocabulary from the everyday spoken English of social interactions.  Words such as 
evaluation, theory, hypothesis, assumption, compare, contrast, capacity, and validate are used across 
courses and content areas.  They are different from the vocabulary of the content area, which is learned 
during the course.  Again, academic language is used to learn the concepts of the content area versus 
vocabulary, which is the language of the subject. 
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A MATH EXAMPLE:

Math Vocabulary Academic Language

(used most often in math subject) (used to learn other subjects)

Whole numbers, integers, etc. Compare, contrast, analyze, etc.

Activity for students: Compare and contrast whole numbers and integers.  

Reflection: While students are likely to learn what whole numbers and integers are in math class, 
will all students know what is meant by compare and contrast?  It is important to make certain 
students do understand these words so they can fully engage in the learning activity.

Note: Many students who speak English well have trouble comprehending the academic language 
used in high school classrooms.  Low academic language skills have been shown to be associated 
with low academic performance in a variety of educational courses to teach about the content area. 

ESSENTIAL ACTIVITIES THAT REQUIRE  
CLASSROOM ROUTINES

The following list is adapted from www.educationoasis.com/instruction/cm/routines.htm.  Again, 
paraprofessionals play an active role in routines, working with teachers and students to ensure clarity and 
comfort in setting up the next environment for learning.

•	 Beginning the day

•	 Entering and exiting the classroom

•	 Heading papers

•	 Sharpening pencils or retrieving supplies

•	 Collecting and handing out papers

•	 Leaving the classroom for a bathroom or drink break

•	 Signaling the teacher during guided reading time
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•	 Asking a question

•	 Tornado, hurricane, fire or lock-down procedures

•	 What to do when finishing work early

•	 Lunch and attendance count

•	 Snack time, if needed

•	 Cleaning the room; when to perform classroom jobs

•	 Dismissal

MORE ABOUT ACCOMMODATIONS

Modifications and adaptations were addressed in Setion II.  Paraprofessionals may be required to provide 
modifications or adaptations in instruction and materials to meet the needs of the learner. To help get 
started, here are a few ideas for modifying or adapting student instruction and materials. These are from a 
module designed by a team from Minnesota Region 10, which included:  Kim McDonald, Lynn Hillmann, 
Rilyn Colucy, & Mariann Gray.

To increase the student’s comprehension of textbook material:

•	 Tape material to be read 

•	 Summarize material orally read by the student 

•	 Hand out an outline on important facts from the material 

•	 Use supplemental materials, such as videotapes and films, to reinforce and explain  concepts being 
presented 

•	 Implement hands-on experiences 

•	 Pre-teach vocabulary before student reads material

•	 Have student retell what was read to an adult or another student

•	 Highlight reading material: red-main idea, blue-important details, yellow-cause/effect 

•	 Provide a study guide at beginning of new unit/chapter/reading. It may include an  answer key for 
self-checking 

•	 Give advance organizers to prepare the student for the material about to be read, such as  outlines, 
diagrams study guides, or questions to be answered from the reading 
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To increase comprehension of oral directions:

•	 Get the student’s full attention before giving directions 

•	 Provide a consistent routine or sequence of events in class

•	 Provide a cue before direction is to be given and use the cue consistently. For example,  flick the 
lights once, close the door, or say “directions” 

•	 Eliminate unnecessary words 

•	 Give directions in smaller units 

•	 Give time between the steps of directions for the student to think about what was  said 

•	 Ask the student to repeat what was said

•	 Alert the student for cues on chalkboard for directions with more than one part 

•	 Give examples of what is expected of the students

•	 Provide cues on chalkboard for directions with more than one part 

To increase written language output and skills:

•	 Have an adult or another student record as a student dictates a story or responds to questions

•	 Have student use a tape recorder to record responses or story

•	 Let student draw a picture of the story

To improve math skills:

•	 Present math concepts in concrete form using manipulatives

•	 To keep columns straight in computation, use graph paper putting one digit in each box or turn 
lined paper horizontally

•	 Teach student to use a multiplication chart or calculator

•	 Use graphic and pictorial representations of math problems

•	 Teach math vocabulary

•	 Have one-minute timings for math facts

•	 Use a number line for addition and subtraction

There are many strategies available for supporting students’ learning.  As a paraprofessional, you will be 
asked to help with such strategies.  Be sure to ask the teacher you work with to fully explain and show you 
how to implement such strategies if you are unsure.  Being open about whether or not you feel competent 
and confident about certain tasks is important. The following checklist can help paraprofessionals prepare 
for small group instruction.
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Checklist for Preparing for Small Group Instruction 

✔  Have I reviewed the lesson plan?

✔  Do I feel adequately prepared to use the instructional techniques?

✔  Do I know how to begin the lesson?

✔  Do I know what to do when the students respond appropriately?

✔  Do I know how to handle inappropriate responses?

✔  Am I prepared for off-task student behavior?

✔  Do I understand the recording procedure?

✔  Do I have the materials ready?

✔  Do I know how to use the materials?

✔  Do I have the teaching area arranged efficiently?

✔  Is the teaching area comfortable for the students and myself?

✔  Do I know how to conclude the lesson?

It is important for the paraprofessional to consult the teacher about the anything they do not thoroughly 
understand.

After the lesson:

✔  Have I recorded behavioral observations about the student(s)? 

✔  Have I completed the record of the students’ performance? 

✔  Am I ready to evaluate the session with my teacher/supervisor?
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ACTIVITY:
The following is a self-assessment tool for the instructional team.  Take a 
minute to complete the assessment and make some notes about why you 
answered the way you did.  

 

 Pre-Reading Activities Usually Sometimes Rarely
1. Are my activities motivating?
2. Do I activate or build students’ 

background knowledge?
3. Do I provide text-specific knowledge for 

my students?
4. Do I relate the reading to my students’ 

lives?
5. Do I pre-teach vocabulary to my 

students?
6. Do I pre-teach concepts to my students?
7. Do I encourage my students to use 

questions, predict outcomes, and set the 
purpose?

8. Do I allow students to use their native 
language?

9. Do I seek out students and their 
community as resources?

10. Do I suggest strategies for students to 
use?

During Reading Activities Usually Sometimes Rarely
1.  Do I allow my student to read silently?
2.  Do I read to my students?
3.  Do I use guided reading with my students?
4.  Do I allow my students to read orally?
5.  Do I modify the text that students are  

     reading?
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Post-Reading Activities Usually Sometimes Rarely

1. Do I question aspects of the text with my 
students?

2. Do I encourage my students to discuss 
the text?

3. Do I build connections between the text, 
my students, and the world?

4. Do I include writing in my post-reading 
activities?

5. Do I include dramatic elements in my 
post-reading activities?

6. Do I include artistic, graphic, and non-
verbal elements in my post-reading 
activities

7. Do I encourage my students to apply 
what they read and do outreach activities?

8. Do I re-teacher concepts that my students 
do not understand?

Source:  Voltz, D, Sims, M.J., Nelson, B. (2010).  Connecting Teachers, Students and Standards:  Strategies for 
Success in Diverse and Inclusive Classrooms. Alexandria, VA:  ASCD.  p. 128 
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ASSISTIVE TECHNOLOGY 

Assistive Technology equipment, whether low-tech or high-tech, is provided to allow a child to complete 
a task that otherwise might have been difficult or impossible. AT devices and services are provided when 
determined to be educationally necessary for a child to receive a Free and Appropriate Public Education 
(FAPE). Any student with an IEP is eligible for AT, however, students must have documented needs that 
technology can address directly. For additional information, go to www.ocali.org/center/at.

Some examples of assistive technology – 

•	 Mobility devices (e.g., walkers or wheelchairs)

•	 Text phones enabling student who are deaf or hard of hearing to talk on a telephone

•	 Software enabling students who are blind to work on a computer

•	 Software or hardware that allows students to type into a computer that will then electronically 
speak their ideas

•	 Pencil grip intended to help student hold a pencil

•	 Many, many more….
Many of the examples provided earlier can serve as assistive technology to those who need it.  While some 
devices can be very costly, many are inexpensive but provide the support needed by a student to succeed.  
Be creative in your ideas.

SUMMARY

Some of the content related to these competencies can be found in other sections.  This section again 
emphasizes the paraprofessional role as one of the instructional team members working to promote student 
achievement and success.
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Appendix A

Crosswalk between the Guidelines for Ohio Paraprofessionals and the 
Council for Exceptional Children Para-educator Common Core Standards
Introduction

•	 	P1K2: Rights and responsibilities of individuals with exceptionalities, and other related stakeholders

•	 	P1K3: Eligibility categories for special education and supports and services typically associated with 
each category

•	 	P1K5: Role of families in the educational process

•	 	P3K2: Individual learner characteristics as the primary basis for instructional decision making, rather 
than disability categories or educational placements

•	 	P4S1: Demonstrate proficiency in academics including oral and written communication, literacy, and 
mathematical skills appropriate to the paraeducator’s assignment

•	 	P5S4: Support safe, equitable, positive, and supportive learning environments in which diversities are 
valued as determined by the instructional team

•	 	P7K1: Purpose of individual plans relative to general curriculum

•	 	P7K2: Roles and responsibilities of the paraeducator related to instruction, intervention, and direct 
service

•	 	P7S1: Follow written plans, seeking clarification as needed

•	 	P7S3: Use instructional time effectively

•	 	P9K3: Importance of the paraeducator serving as a positive model for individuals with exceptionalities

•	 	P9S6: Practice within the limits of the defined paraeducator role

•	 	P9S8: Recognize the role of the teacher as a leader instructional team

•	 	P9S10: Practice within one’s skill limits and obtain assistance as needed

•	 	P9S11: Practice with competence, integrity, and sound judgment

•	 	P9S12: Request and use feedback from supervising professionals

•	 	P10K3: Roles and relationships of paraeducators and other stakeholders on the instructional team
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Essential Educator Practices

•	 	P1K1: Purposes of supports and services for individuals with exceptionalities

•	 	P1K4: Impact of culture and the contributions of culturally diverse groups

•	 	P1S2: Implement concepts associated with disability rights, normalization, and inclusive practices

•	 	P1S3: Demonstrate respect and appreciation for differences in values, languages, and customs among 
home, school, and community

•	 	P1S4: Access credible resources to extend and expand understanding of exceptionalities

•	 	P2K3: Family systems and the role of families in supporting development

•	 	P3K1: Cultural perspectives influencing the relationships among families, schools, and communities as 
related to instruction

•	 	P3S2: Use knowledge of individual’s strengths and interests to encourage engagement  in varied school 
and community activities as determined by the instructional team

•	 	P3S3: Implement levels of support appropriate to academic and social-emotional needs of individuals 
with exceptionalities as determined by the instructional team

•	 	P4S6: Use strategies that promote successful transitions for individuals with exceptionalities as 
determined by the instructional team

•	 	P4S7: Support the use of learning strategies and study skills to promote acquisition of academic content 
as determined by the instructional team

•	 	P4S8: Use instructional strategies and materials as determined by the instructional team

•	 	P4S10: Modify pace of instruction and provide organizational cues as determined by the instructional 
team

•	 	P4S11: Use and maintain educational and assistive technology for individuals with exceptionalities as 
determined by the instructional team

•	 	P4S13: Use an individual’s responses and errors, especially a pattern of errors, to guide next 
instructional steps and provide ongoing feedback as determined by the instructional team

•	 	P4S14: Re-teach and reinforce essential concepts and content across the general curriculum as 
determined by the instructional team

•	 	P5S6: Adapt physical environment to provide optimal learning opportunities as determined by the 
instructional team
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•	 	P6K3: Characteristics of one’s own culture and use of language, and how these may differ from 
individuals with exceptionalities from other cultures

•	 	P6K4: Implications of cultural differences in verbal and nonverbal communication

•	 	P7S2: Prepare and organize materials to support teaching and learning as determined by the instructional 
team

•	 	P9S13: Reflect on one’s performance to improve practice

•	 	P10K2: Common concerns of families of individuals with exceptionalities

Classroom Organization and Behavior Management
•	 	P3S1: Facilitate friendships as determined by the instructional team

•	 	P4S5: Use strategies to promote the individual’s positive sense of identity, self-control,  and self-reliance 
as determined by the instructional team

•	 	P4S12: Use a variety of positive behavioral supports to enhance an individual’s active participation in 
activities as determined by the instructional team

•	 	P5S1: Provide least intrusive level of support based on the demands of the learning environment as 
determined by the instructional team

•	 	P5S2: Use routines and procedures to facilitate transitions as determined by the instructional team

•	 	P5S3: Promote choice and voice of individuals with exceptionalities in building classroom communities 
as determined by the instructional team

•	 	P5S5: Establish and maintain rapport with learners

•	 	P5S7: Implement individualized reinforcement systems and environmental modifications at levels equal 
to the intensity of the behavior as determined by the instructional team

•	 	P5S8: Promote self-advocacy and independence as determined by the instructional team

•	 	P5S9: Use universal precautions to assist in maintaining a safe, healthy learning environment

•	 	P5S13: Implement legal and ethical practices in behavioral interventions as determined by the 
instructional team

•	 	P8S2: Assist in collecting and providing objective, accurate information for the instructional team
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Team Member and Professional Behavior
•	 	P4S2: Facilitate the integration of individuals with exceptionalities into various settings as determined 

by the instructional team

•	 	P4S3: Support individuals’ with exceptionalities use of self-assessment, problem-solving, and other 
cognitive strategies as determined by the instructional team

•	 	P4S4: As determined by the instructional team use strategies to facilitate maintenance and generalization 
of skills

•	 	P5S10: Implement active supervision when responsible for non-instructional groups as determined by 
the instructional team

•	 	P5S11: Use strategies as determined by the instructional team in a variety of settings to assist in the 
development of social skills

•	 	P9K1: Principles that guide ethical practice

•	 	P9K4: Professional growth opportunities for continued learning

•	 	P9S1: Conduct activities in compliance with applicable laws and policies

•	 	P9S2: Maintain the dignity, privacy, and confidentiality of all individuals with exceptionalities, families, 
and school employees

•	 	P9S3: Protect the health and safety of individuals with exceptionalities

•	 	P9S4: Provide accurate and timely information about individuals with exceptionalities to individuals 
who have the need and the right to know as determined by the instructional team

•	 	P9S5: Report suspected child abuse, suicidal ideation, and /or dangerous behaviors as required by law, 
policies and local procedures

•	 	P9S7: Respect role differences of teachers, paraeducators, and other professional practitioners

•	 	P9S9: Follow chain of command to address policy questions, system issues, and personnel practices

•	 	P10K1: Purposes of collaborative teams

•	 	P10S1: Use local policies for confidential communication about team practices

•	 	P10S2: Forge respectful relationships with teachers, colleagues and family members

•	 	P10S3: Communicate effectively with stakeholders as determined by the instructional team

•	 	P10S4: Participate actively in conferences and team meetings
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Supporting Students with Low Incidence Disabilities1

•	 	P4S9: Adapt, instructional strategies and materials as determined by the instructional team

•	 	P5K1: Communicative intents of behaviors

•	 	P5K2: Rules and procedural safeguards regarding behavioral support of individuals with exceptionalities

•	 	P5S12: Support individuals with exceptionalities in following prescribed classroom routines as 
determined by the instructional team

•	 	P6S1: Match communication methods to individual’s language proficiency as determined by the 
instructional team

•	 	P6S2: Support the development of oral and written communication by reinforcing language and speech 
skills of individuals with exceptionalities as determined by the instructional team

•	 	P6S3: Support individuals with exceptionalities in their use of augmentative and alternative 
communication skills and other  assistive technology as determined by the instructional team

•	 	P6S4: Support the acquisition and use of learning strategies to enhance literacy of individuals with 
exceptionalities as determined by the instructional team

•	 	P6S5: Support individuals with exceptionalities in the maintenance and generalization of strategies for 
effective oral and written communication across environments as determined by the instructional team

•	 	P6S6: Support the use of strategies with individuals with exceptionalities to remember verbal and 
written directions as determined by the instructional team

•	 	P6S7: Support individuals with exceptionalities in the effective use of vocabulary in multiple 
environments as determined by the instructional team

•	 	P8K1: Purposes  of assessment

•	 	P8S1: Record information in various formats as determined by the instructional team

1  The section under which a CEC standard is located is the one with the most information related to the CEC objectives; other sections of the 
Guidelines also include information related to the standard.
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Appendix B

Competencies for Individuals  
Who Direct the Work of Paraprofessionals

Wallace, Shin, Bartholomay & Stahl (2001)

Communicating With Paraprofessionals

1.  Communicates with paraprofessionals in a clear, receptive and responsive manner. 

2.  Provides clear daily direction in coordinating plans, schedules, and tasks. 

3.  Informs and updates paraprofessionals regarding student information, such as assessment 
results, behavioral changes, medications and other factors that may influence the work of the 
paraprofessional. 

4.  Provides regular opportunities for staff communication, group discussion, and collaboration. 

5.  Assists paraprofessionals in clarifying their roles and responsibilities to other staff, parents, or 
volunteers. 

Planning and Scheduling

1. Establishes goals and detailed plans around which activities of paraprofessionals are coordinated. 

2. Organizes and manages schedules that allow for cooperation, planning and information sharing. 

3. Considers the strengths, interests and needs of paraprofessionals when managing schedules. 

4. Manages smooth transitions brought on by changes to the daily schedules of paraprofessionals. 

5.  Organizes and provides materials and resources that are necessary to carry out the objectives of 
each paraprofessional’s activity. 

Instructional Support

1. Provides regular, constructive feedback regarding each paraprofessional’s work performance. 

2.  Encourages the involvement of paraprofessionals in setting goals and planning. Implementing, and 
evaluation program and instructional activities. 

3. Coordinates collaboration among paraprofessionals and other staff, such as specialists. 

4.  Efficiently manages resources related to student instruction, such as instructional materials, 
physical space, and personnel. 

5.  Supports paraprofessionals in using modified instructional plans and materials to accommodate the 
exceptional learning needs of various students. 

6.  Provides assistance and direction for paraprofessionals who work in independent capacities, such as 
classrooms, job mentoring, community transition support, work study, transportation, etc. 
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Modeling for Paraprofessionals

1. Models for paraprofessionals a caring and respectful manner when interacting with students. 

2.  Models for paraprofessionals a behavior that is trustworthy, cooperative, and active in school-wide 
programs. 

3.  Models for paraprofessionals respect, patience, and persistence in carrying out educational 
objectives. 

Public Relations

1.  Informs administrators, teachers, and parents of the responsibilities and roles paraprofessionals 
have in the educational program. 

2.  Advocates for the paraprofessional regarding training and leave time, modifications in 
responsibility, involvement in decision groups, and other issues of importance to paraprofessionals. 

Training

1. Provides opportunities for on-the-job training for paraprofessional skill development. 

2.  Educates paraprofessionals of their legal rights and responsibilities regarding their student 
interaction, services, and instructional programming. 

3.  Advocates for school and district to provide inservice training opportunities that are directly related 
to the daily work of paraprofessionals. 

4.  Advocates for school and district to offer paraprofessionals a basic training in current issues and 
strategies related to the teaching of students with disabilities. 

Management of Paraprofessionals

1. Clearly describes, to each paraprofessional, their roles and responsibilities. 

2. Maintains regular positive and supportive interaction with paraprofessionals. 

3.  Contributes to the evaluation of paraprofessional performance with the intent of assisting 
paraprofessional skill improvement. 

4. Maintains professionalism through respect, confidentiality, and honoring boundaries. 

5.  Provides beginning and substitute paraprofessionals with an orientation that results in sufficient 
understanding of the setting, staff, students, and staff roles and responsibilities. 
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Appendix C 

Paraprofessional Skills/Confidence Inventory       

Directions for the Paraprofessional:  Complete this form by considering your own skills and confidence to 
perform each task.  Decide how well prepared and confident you feel on each of the tasks/duties.  Scores 
may range from 1-5.  Circle 1 if you are unprepared to do the task and want/need training in order to begin.  
Circling 2 indicates that you may begin doing the task, but need further instruction on how to do it well.  
Circling 3 indicates that you are confident enough to do the task but want to improve your skills.  Circle 4 
if you feel well prepared and highly skilled to perform that task and may want to mentor others.

    
Delivery of Instruction Unprepared Highly Skilled

 1. Observe and record student progress in academic areas …………………1  2  3  4 

 2. Help students in drill & practice lessons (e.g. vocab, math facts) ………1  2  3  4 

 3. Read/repeat tests or directions to students ………………………………1  2  3  4 

 4. Listen to students read orally ……………………………………………1  2  3  4 

 5. Help students with workbooks/other written assignments ………………1  2  3  4 

 6. Assist students to compose original work (e.g. stories, essays) …………1  2  3  4 

 7. Tape record stories, lessons, assignments …………………………………1  2  3  4 

 8. Modify materials according to directions (lesson plans, IEPs) ……………1  2  3  4 

 9. Read to students (specify e.g. texts material, stories) ……………………1  2  3  4 

10. Listen to students reading orally  …………………………………………1  2  3  4  

11. Help students work on individual projects ………………………………1  2  3  4 

12. Facilitate students’ active participation in cooperative groups ……………1  2  3  4 

13. Help students select library books/reference material ……………………1  2  3  4 

14. Help students use computers (specify purpose) …………………………1  2  3  4 

15. Translate instruction/student responses (e.g. sign or other language ……1  2  3  4 

16. Translate teacher made materials/text materials into another language …1  2  3  4 

17. Explain/reteach concepts to students in other language …………………1  2  3  4 

18. Carry out lessons on field trips as directed ………………………………1  2  3  4 

19. Monitor students performance as directed ………………………………1  2  3  4 

20. Reteach/reinforce instructional concepts introduced by teacher …………1  2  3  4 
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Activity Preparation/Follow-up Unprepared Highly Skilled

 1. Find/arrange materials/equipment (e.g. mix paints, lab) …………………1  2  3  4 

 2. Modify or adapt materials/equipment for particular student ……………1  2  3  4 

 3. Construct learning material ………………………………………………1  2  3  4 

 4. Prepare classroom displays ………………………………………………1  2  3  4 

 5. Order materials and supplies ………………………………………………1  2  3  4 

 6. Organize classroom supplies/materials ……………………………………1  2  3  4 

 7. Operate equipment (e.g. tape recorders, iPads, SMART Boards) …………1  2  3  4 

 8. Make audio and/or visual aids ……………………………………………1  2  3  4 

 9. Schedule guest speakers/visitors as directed ………………………………1  2  3  4 

10. Help prepare and clean up snacks …………………………………………1  2  3  4 

11. Help students clean up after activities ……………………………………1  2  3  4 

12. Distribute supplies/materials/books to students …………………………1  2  3  4 

13. Collect completed work from students ……………………………………1  2  3  4 

14. Participate in planning learning for students with teacher ………………1  2  3  4 

Supervision of Groups of Students Unprepared Highly Skilled

 1. Assist students on arrival or departure ……………………………………1  2  3  4 

 2. Supervise groups of students during lunch ………………………………1  2  3  4 

 3. Supervise groups of students during recess ………………………………1  2  3  4 

 4. Supervise groups of students loading/unloading buses …………………1  2  3  4 

 5. Monitor students during hall passing periods ……………………………1  2  3  4 

 6. Escort groups of students to bathroom, library, gym, etc. ………………1  2  3  4 

 7. Accompany students to therapy sessions, individual appts, etc. …………1  2  3  4 

Behavior Management Unprepared Highly Skilled

 1. Participate in classroom behavioral system as directed …………………1  2  3  4 

 2. Observe and chart individual student behavior ……………………………1  2  3  4 

 3. Give positive reinforcement and support as directed by IEPs ……………1  2  3  4 

 4. Mediate interpersonal conflicts between students …………………………1  2  3  4 

 5. Provide guidance to students on how to mediate town conflicts …………1  2  3  4  



97

 6. Provide cues, prompts to students who are mediating conflicts …………1  2  3  4  

 7. Provide physical proximity for students with behavior problems ………1  2  3  4  

 8. Circulate in classroom to provide behavioral supports as needed ………1  2  3  4  

 9. Enforce class and school rules ……………………………………………1  2  3  4  

10. Assist students who are self-managing behavior (provide cues) …………1  2  3  4  

11. Help students develop/self-monitor organizational skills …………………1  2  3  4  

12. Provide cues, prompts to students to use impulse/anger control …………1  2  3  4  

13. Provide cues, prompts to employ specific pro-social skills ………………1  2  3  4  

14. Teach pro-social skill lessons ……………………………………………1  2  3  4  

15. Facilitate appropriate social interactions among students ………………1  2  3  4  

16. Assist other students in coping with the behavior of students ……………1  2  3  4  

Ethical Behavior Unprepared Highly Skilled

 1. Maintain confidentiality of all information regarding students …………1  2  3  4  

 2. Protect the privacy of students during personal care. ……………………1  2  3  4   
 3. Respect the dignity and rights of every child at all times …………………1  2  3  4  

 4.  Report suspected child abuse according to the law,  
local policies, procedures …………………………………………………1  2  3  4  

 5. Abide by district policies, school rules, and team standards ………………1  2  3  4  

 6. Communicate with parents and families as directed by teacher …………1  2  3  4  

 7. Provide accurate information about the student to those who have the  
right to know (e.g. team members) ………………………………………1  2  3  4  

 8. Carry out all assigned duties responsibly, in a timely manner ……………1  2  3  4  

 9. Protect the welfare and safety of students at all times ……………………1  2  3  4  

10. Maintain composure while working with students ………………………1  2  3  4   
11. Demonstrate punctuality, good attendance, report absences  ……………1  2  3  4  

12. Maintain acceptable hygiene and appearance ……………………………1  2  3  4  

Team Participation/Membership Unprepared Highly Skilled

 1. Meet with team as scheduled/directed ……………………………………1  2  3  4  

 2. Participate in team meetings contributing info, ideas, assistance …………1  2  3  4   
 3. Participate in team meetings by listening carefully to others ……………1  2  3  4  
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 4. Engage in problem-solving steps to resolve problems ……………………1  2  3  4  

 5. Engage in mature conflict management steps/processes …………………1  2  3  4  

 6. Use appropriate communication in adult-adult interactions ………………1  2  3  4  

 7. Respect the privacy/dignity of other adults ………………………………1  2  3  4  

 8. Participate in activities specified in growth & development plan …………1  2  3  4  

 9. Participate in school-wide growth and development activities ……………1  2  3  4  

Clerical Tasks Unprepared Highly Skilled

 1. Take attendance ……………………………………………………………1 2  3  4  

 2. Type reports, tests, seat work, IEPs, assessment reports …………………1  2  3  4  

 3. Make copies ………………………………………………………………1  2  3  4  

 4. Sort and file student papers ………………………………………………1  2  3  4  

 5. Record grades ……………………………………………………………1  2  3  4  

 6. Collect fees, i.e. lab, book, milk, activity, etc. ……………………………1  2  3  4  

 7. Correct assigned student-lessons/homework ……………………………1  2  3  4 

 8. Grade tests …………………………………………………………………1  2  3  4  

 9. Help with paperwork to facilitate parent-teacher appointments …………1  2  3  4  

10. Inventory materials and fill out routine forms ……………………………1  2  3  4  

11. Make arrangements for field trips …………………………………………1  2  3  4  

12. Maintain files for IEPs, assessment reports, other reports ………………1  2  3  4  

13. Maintain databases of student information ………………………………1  2  3  4  

Other Unprepared Highly Skilled

 1. Attend IEP meetings with classroom teacher ……………………………1  2  3  4  

 2. Attend parent-teacher conferences with classroom teacher ………………1  2  3  4  

 3. Communication with families (specify________________) ……………1  2  3  4  

 4. Contribute unique skills and talents (specify______________) …………1  2  3  4  

 5. Attend after school activities (specify________________) ………………1  2  3  4 

Adapted from module designed by a team from Minnesota Region 10 which included:
Kim McDonald, Lynn Hillmann, Rilyn Colucy, & Mariann Gray
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Appendix D 

Professional/Program/Student Needs Inventory
Directions:  Consider the needs of students, the team, and the program as a whole.  Decide which of 
the tasks/duties could be completed by a paraprofessional.  Teams may individualize this inventory by 
changing items that are not applicable as stated, or by replacing items with more appropriate tasks or 
duties.  Specify details as needed for clarity.  Circle yes to mean that the item is a program need or no to 
show that the team does not need the paraprofessional to perform the task/duty.

Delivery of Instruction
 1. Observe and record student progress in academic areas.   yes  no
 2. Help students in drill and practice lessons (e.g. vocabulary, math facts). yes  no
 3. Read/repeat tests or directions to student.    yes  no
 4. Listen to students read orally.      yes  no
 5. Help students with workbooks/other written assignments.  yes  no
 6. Assist students to compose original work (e.g. stories, essays, reports). yes  no
 7. Tape record stories, lessons, assignments.    yes  no
 8. Modify materials according to directions (e.g. lesson plans, IEP).  yes  no
 9. Read to students (specify   [e.g. texts materials, stories]). yes  no
10. Listen to students reading orally.      yes  no
11. Help students work on individual projects.    yes  no
12. Facilitate student’s active participation in cooperative groups.  yes  no
13. Help students select library books/reference materials.   yes  no
14. Help students use computers (specify use   ). yes  no
15. Translate instruction/student responses (e.g. sign or other language). yes  no
16. Translate teacher made materials/text materials into another language. yes  no
17. Explain/re-teach concepts in other language (e.g. sign, Spanish). yes  no
18. Carry out lessons on field trips as directed.    yes  no
19. Monitor student performance as directed.    yes  no
20. Re-teach/reinforce instructional concepts introduced by teacher. yes  no   
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Activity Preparation/Follow-Up
 1. Find/arrange materials/equipment (e.g. mix paints, set up lab).  yes  no 
 2. Modify or adapt materials/equipment for particular student  yes  no
 3. Construct learning materials      yes  no 
 4. Prepare classroom displays      yes  no 
 5. Order materials and supplies      yes  no
 6. Organize classroom supplies/materials     yes  no
 7. Operate equipment (e.g. tape recorders, VCRs, overhead projectors) yes  no
 8. Make audio and/or visual aids      yes  no
 9. Schedule guest speakers/visitors as directed    yes  no
10. Help prepare and clean up snacks      yes  no
11. Help students clean up after activities     yes  no
12. Distribute supplies/materials/books to students    yes  no
13. Collect completed work from students     yes  no
14. Participate in planning learning experiences for students with teacher yes  no

Supervision of Groups of Students
 1. Assist students on arrival or departure      yes  no
 2. Supervise groups of students during lunch    yes  no
 3. Supervise groups of students during recess    yes  no
 4. Supervise groups of students loading/unloading buses   yes  no
 5. Monitor students during hall passing periods    yes  no
 6. Escort groups of students to bathroom, library, gym, etc.  yes  no
 7. Accompany students to therapy sessions, individual appointments, etc. yes  no

Behavior Management
 1. Participate in classroom behavioral system as directed   yes  no 
 2. Observe and chart individual student behavior    yes  no
 3.  Give positive reinforcement and support as directed by  

IEPs/Individualized Behavior Plans     yes  no 
 4. Mediate interpersonal conflicts between students   yes  no 
 5. Provide instruction to students on how to mediate their own conflicts yes  no
 6. Provide cues/prompts to students with behavior problems  yes  no
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 7. Provide physical proximity for students with behavior problems yes  no
 8. Circulate in classroom to provide behavioral supports where needed yes  no
 9. Enforce class and school rules      yes  no
10. Assist students who are self-managing behavior (e.g., provide cues) yes  no
11. Help students develop/self-monitor organizational skills   yes  no
12. Provide cues/prompts to use impulse/anger control strategies  yes  no
13. Provide cues/prompts to students to employ specific pro-social skills yes  no
14. Teach pro-social skills       yes  no
15. Facilitate appropriate social interactions among students  yes  no
16. Assist other students in coping with the behaviors of specific students yes  no

Ethical Behavior
 1. Maintain confidentiality of all information regarding students  yes  no
 2. Respect the dignity and rights of every child at all times   yes  no
 3. Report suspected child abuse according to the law, policies, procedures yes  no
 4. Abide by school district policies, school rules, and team standards  yes  no
 5. Communicate with parents and families as directed by the teacher yes  no
 6.  Provide accurate information about the student to those who have  

 the right to know (e.g. team members)     yes  no
 7. Carry out all assigned duties responsibly, in a timely manner  yes  no
 8. Protect the welfare and safety of students at all times   yes  no
 9. Maintain composure/emotional control while working with students yes  no
10. Demonstrate punctuality, good attendance, report absences as directed yes  no
11. Maintain acceptable hygiene and appearance    yes  no

Team Participation/Membership
 1. Meet with team as scheduled/directed     yes  no
 2.  Participate in team meetings by contributing information, ideas, and  

assistance         yes  no
 3.  Participate in team meetings by listening carefully to the 

ideas of others        yes  no
 4. Engage in appropriate problem-solving steps to resolve problems yes  no
 5. Engage in mature conflict management steps/processes   yes  no
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 6. Use appropriate communicative actions in adult-adult interactions yes  no
 7. Respect the privacy/dignity of other adults    yes  no
 8.  Participate in growth and development activities as specified in 

growth and development plan      yes  no
 9. Participate in school-wide growth and development activities   yes  no

Clerical Tasks
 1. Take attendance        yes  no
 2. Type reports, tests, seat work, IEPs, assessment reports   yes  no
 3. Make copies        yes  no
 4. Sort and file student papers      yes  no
 5. Record grades        yes  no
 6. Collect fees, i.e. lab, book, milk, activity, etc.    yes  no
 7. Correct assigned student-lessons/homework    yes  no
 8. Grade tests         yes  no
 9. Help with paperwork to facilitate parent-teacher appointments  yes  no
10. Inventory materials and fill out routine forms    yes  no
11. Make arrangements for field trips      yes  no
12. Maintain files for IEPs, assessment reports, other program reports yes  no
13. Maintain databases of student information    yes  no

Other
1. Attend IEP meetings with classroom teacher    yes  no
2. Attend parent-teacher conferences with classroom teacher  yes  no
3. Communication with families (specify    ) yes  no
4. Contribute unique skills and talents (specify   ) yes  no
5. Attend after school activities (specify    ) yes  no
   
Adapted from module designed by a team from Minnesota Region 10 which included:
Kim McDonald, Lynn Hillmann, Rilyn Colucy, & Mariann Gray



103

Appendix E 

Teacher’s Work Style Assessment         
Directions:  Circle the number that indicates your level of agreement/disagreement with each statement.  
 Disagree Agree
 1.  I like to supervise closely ……………………………………1  2  3  4  
 2.  I like a flexible work schedule  ………………………………1  2  3  4 
 3.  I like to let team members know exactly what is expected  …1  2  3  4  
 4.  I like to determine all the materials that will be used ………1  2  3  4 
 5.  I like to have a written work schedule ………………………1 2  3  4 
 6.  I need time to think ahead on the next task …………………1  2  3  4 
 7.  I like to determine the instructional methods to be used ……1  2  3  4  
 8.  I like paraprofessionals to try new activities independently …1  2  3  4  
 9.  I like to give explicit directions for each task ………………1 2  3  4  
10.  I like to do several things at one time  ………………………1  2  3  4  
11.  I like a team that takes on challenges and new situations  …1  2  3  4  
12.  I like taking care of details  …………………………………1  2  3  4 
13.  I like to be very punctual  ……………………………………1 2  3  4  
14.  I like to get frequent feedback on how I can improve  

as a supervisor  ………………………………………………1  2  3  4  
15.  I like to bring problems out in the open  ……………………1 2  3  4  
16.  I like to give frequent perf feedback paraprofessional ………1  2  3  4  
17.  I like to discuss when activities do not go well  ……………1  2  3  4  
18.  I like working with other adults  ……………………………1  2  3  4  
19.  I like to encourage others to think for themselves  …………1  2  3  4  
20.  I am a morning person ………………………………………1 2  3  4  
21.  I like to speak slowly and softly  ……………………………1  2  3  4  
22.  I like to work a1one with little immediate interaction ………1  2  3  4  
23.  I need a quiet place to work without distractions  …………1  2  3  4  
24.  I prefer that no one else touches my things  …………………1  2  3  4  
25.  I prefer to work from a written plan  …………………………1  2  3  4  

Adapted from Emery (1991) 
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Appendix F 

Paraprofessional’s Work Style Assessment                        
Directions:  Circle the number that indicates your level of agreement/disagreement with each statement. 

 Disagree Agree
 1.  I like to be supervised closely  …………………………… 1  2  3  4  
 2.  I like a flexible work schedule  …………………………… 1  2  3  4  
 3.  I like to know exactly what is expected  ………………… 1  2  3  4  
 4.  I like to decide which materials to use  …………………… 1  2  3  4 
 5.  I like to have a written work schedule  …………………… 1  2  3  4  
 6.  I need time to think ahead on the next task  ……………… 1 2  3  4  
 7.   I like to determine the instructional methods I use  ……… 1 2  3  4  
 8.  I like to try new activities independently  ………………… 1 2  3  4  
 9.  I like to be told how to do each task  …………………… 1  2  3  4  
10. I like to do several things at one time  …………………… 1  2  3  4  
11. I like to take on challenges and new situations  ………… 1  2  3  4  
12.  I like taking care of details  ……………………………… 1  2  3  4  
13.  I like to be very punctual  ………………………………… 1  2  3  4  
14.  I like to give feedback on how I prefer to be supervised  … 1  2  3  4  
15.  I like to bring problems out in the open  ………………… 1  2  3  4  
16.  I like to get frequent feedback on my performance  ……… 1  2  3  4  
17.  I like to discuss when activities do not go well  ………… 1  2  3  4  
18.  I like working with other adults  ………………………… 1 2  3  4  
19.  I like to think things through for myself  ………………… 1  2  3  4  
20.  I am a morning person  …………………………………… 1  2  3  4  
21.  I like to speak slowly and softly  ………………………… 1  2  3  4  
22.  I like to work alone with little immediate interaction  …… 1  2  3  4  
23.  I need a quiet place to work without distractions  ……… 1 2  3  4  
24.  I prefer that no one else touches my things  ……………… 1 2  3  4
25.  I prefer to work from a written plan  ………………………  1 2  3  4  

Adapted from Emery (1991)
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Appendix G 

Work Style Score Sheet
Directions:  Transfer scores from teacher and paraprofessional assessments to this form.  Examine 
areas of agreement and disagreement.  Your combined profile is unique:  there are no “correct” scores 
or combinations.  Decide whether your combinations are okay or not.  Have a conversation in which 
you strive to determine how you will proceed to work together in light of your areas of agreement and 
disagreement.

General Content of Item Disagree Agree
 1.�Closeness of supervision  · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · ·

Teacher      1 2 3 4 
Paraprofessional      1 2 3 4 

 2.�Flexibility of work schedule   · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · ·
Teacher      1 2 3 4 
Paraprofessional      1 2 3 4

 3.�Preciseness of expectations · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · ·
Teacher      1 2 3 4 
Paraprofessional      1 2 3 4

 4.�Decisions on which materials to use · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · 
Teacher      1 2 3 4 
Paraprofessional      1 2 3 4

 5.�Written work schedule   · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · ·
Teacher      1 2 3 4 
Paraprofessional      1 2 3 4 

 6.�Time to think ahead on the next task   · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · 
Teacher      1 2 3 4 
Paraprofessional      1 2 3 4 

 7.�Decisions on instructional methods  · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · 
Teacher      1 2 3 4 
Paraprofessional      1 2 3 4          

 8.�Trying new activities independently · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · 
Teacher      1 2 3 4 
Paraprofessional      1 2 3 4  

 9.�Specifying how to do each task  · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · ·
Teacher      1 2 3 4 
Paraprofessional      1 2 3 4               

10. Doing several things at one time   · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · 
Teacher      1 2 3 4 
Paraprofessional      1 2 3 4          

11. Taking on challenges  · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · ·
Teacher      1 2 3 4 
Paraprofessional      1 2 3 4 
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12. Taking care of details    · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · ·
Teacher      1 2 3 4 
Paraprofessional      1 2 3 4 

13. Punctuality    · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · ·
Teacher      1 2 3 4 
Paraprofessional      1 2 3 4 

14. Giving/getting feedback on supervision    · · · · · · · · · · · · · · · · · · · · · · · · · · · · 
Teacher      1 2 3 4 
Paraprofessional      1 2 3 4

15. Dealing with problems out in the open   · · · · · · · · · · · · · · · · · · · · · · · · · · · · · 
Teacher      1 2 3 4 
Paraprofessional      1 2 3 4 

16. Giving/getting frequent feedback     · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · 
Teacher      1 2 3 4 
Paraprofessional      1 2 3 4 

17. Discussing activities that do not go well    · · · · · · · · · · · · · · · · · · · · · · · · · · · · 
Teacher      1 2 3 4 
Paraprofessional      1 2 3 4 

18. Working with other adults    · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · ·
Teacher      1 2 3 4 
Paraprofessional      1 2 3 4 

19. Thinking things through for myself   · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · ·
Teacher      1 2 3 4 
Paraprofessional      1 2 3 4     

20. I am a morning person    · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · ·
Teacher      1 2 3 4 
Paraprofessional      1 2 3 4 

21. Speak slowly and softly        · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · 
Teacher      1 2 3 4 
Paraprofessional      1 2 3 4

22. Working alone – little interaction   · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · ·  
Teacher      1 2 3 4 
Paraprofessional      1 2 3 4 

23. Quiet place to work/no distractions   · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · ·  
Teacher      1 2 3 4 
Paraprofessional      1 2 3 4     

24. Touching others’ things         · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · ·  
   Teacher      1 2 3 4 

Paraprofessional      1 2 3 4 
25. Working from a written plan · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · · 

Teacher      1 2 3 4 
Paraprofessional      1 2 3 4  
     

Adapted from Emery (1991)
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Appendix H 

Paraprofessional Code of Ethics      
 1. Recognize and respect the roles of teachers as supervisors and team leaders.
 2. Practice the standards of professional and ethical conduct approved by the school/district 

agency
 3. Recognize and respect the differences in the roles of teachers, other professional 

practitioners, and paraeducators.
 4. Recognize the teacher’s responsibilities for planning learner programs, modifying 

curriculum and instruction, assessing learner progress, and developing behavior 
management programs.

 5. Perform tasks that are within an identified scope of responsibility for paraeducators in 
different position levels.

 6. Share information with parents about their child’s performance as directed by the 
supervising teacher.

 7. Refer concerns expressed by learners or others to the supervising teacher or other 
professional practitioner.

 8. Share appropriate information about learner’s performance, behavior, progress, and/or 
educational program only with the supervising teacher in the appropriate setting.

 9. Discuss confidential issues and school problems only with the supervising teacher or 
designated personnel.

10. Respect the dignity, privacy, and individuality of all learner’s, families, and staff 
members.

11. Refrain from engaging in discriminatory practices based on a learner’s disability, race, 
sex, cultural background or religion.

12. Follow the guidelines established by the district agency to protect the health, safety, and 
well being of all learners and staff.

13. Represent the school district or agency in a positive manner.
14. Follow the chain of command established by the district to address policy questions, 

system issues, and personnel practices.
15. When problems cannot be resolved, utilize the agency’s grievance procedure.
16. Participate with administrators and other stakeholders in creating and implementing 

comprehensive systems of professional development for paraeducators.
17. Participate in continuing staff development.
18. Know school policies and procedures.

Adapted from Pickett, A.L., Gerlach, K. (2003).
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Appendix I 

What Principals Can Do to Support Paraprofessionals     
Mentioned throughout this document, it is very important that teachers understand their role in 
working with paraprofessionals.  In addition, principals can have an impact on setting the teaming and 
communication environment.  Below are some ideas – developed by some district leaders – of what 
principals can do.  

♦ Enhance the value of paraprofessionals
•	 Develop, respect and trust paraprofessionals as part of a total team
•	 Include paraprofessionals in: staff bulletins, staff meetings, celebrations, training, 

socials, parent newsletters, picture of staff, name tags, yearbooks, open houses, etc.
•	 Acknowledge the paraprofessionals’ role within the mission of the school
•	 Provide school-wide welcome and orientation
•	 Recognize the paraprofessionals’ expertise and experience by matching their skills/abilities        

with job assignments.
•	 When possible, involve classroom teachers in the selection and matching process

♦ Provide a communication framework
•	 Schedule a regular time for principals to meet with paraprofessionals
•	 Encourage and provide time for paraprofessionals and teachers to meet (Chapter I 

requirement)
•	 Encourage and provide time for paraprofessionals to share techniques with one another
•	 Provide awareness for parents about the role of paraprofessionals
•	 Set up and communicate clearly the process for handling problems
•	 Communicate yearly to all staff the critical components and expectations of special programs

♦ Establish a master schedule that best serves special program needs
•	 Match paraprofessionals time with student availability for instruction (i.e. don’t schedule 

during specialist time)
•	 Balance number of special needs students per classroom
•	 Match people’s skills/abilities with their job assignments
•	 Consider scheduling paraprofessionals flexibility throughout the day

♦ Encourage and provide opportunities for professional development
•	 Provide school orientation for new paraprofessionals (include mission, policy, facilities and 

personnel)
•	 Facilitate team building activities that develop partnerships between teachers and 

paraprofessionals
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•	 Provide inservice for classroom teachers on how to work with other adults in the classroom
•	 Utilize the expertise of coordinators/trainers
•	 Encourage paraprofessionals to continue their training
•	 Notify paraprofessionals of available classes and other resources
•	 Mentor paraprofessionals in career advancement
•	 Allow opportunities for paraprofessionals to share expertise with colleagues

♦ Be well informed.
•	 Annually review the rules and regulations for guiding special programs, school-wide 

initiatives and more
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Appendix J 

Acronyms          

A 
AAD   adaptive assistive devices 
AAT   advanced academic training  
ABA   applied behavior analysis 
ABA   antisocial behavior disorders 
ABE   adult basic education 
AC   alternative certification 
ACT   American College Testing 
AD   attachment disorder 
ADA  Americans with Disabilities Act; average daily attendance 
ADC   aid to dependent children 
ADD   attention deficit disorder 
ADHD  attention deficit with hyperactivity disorder 
ADL   activities of daily living 
ADM   average daily membership 
ADR   alternative dispute resolution 
AEA  acquired eleptiform aphasia (Landau-Kleffner syndrome) 
AEP   alternative education placement 
AFDC   aid to families with dependent children 
AFS   adult and family services 
AG   annual goal 
AHSD   adult high school diploma 
AI   auditorily impaired 
AIDS   acquired immune deficiency syndrome 
AIT   Agency for Instructional Technology 
ALO   alternative learning options 
ALS   advanced life support 
AMD  alternative mobility device 
AP   advanced placement 
APD   antisocial personality disorder; auditory processing disorder 
APE   adaptive physical education 
APPE  average per pupil expenditure 
ARD   admission, review, and dismissal [committee] 
ARP   advisory review panel 
ASC   advanced study center 
ASDO   alternative service delivery options 
ASL   American Sign Language 
AT   assistive technology 
ATC   area technical center; alternative teacher certification 
ATCP   alternative teacher certification program 
AU   autistic 
AUT   autism 
A VTI   area vocational technical institute 
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B
BAC   behavior adjustment class 
BASIS  Basic Adult Skills Inventory System 
BD   behaviorally disordered; behavior disorders; brain damaged 
BEP  behavioral education plan 
BEST   basic education study team 
BETAC  bilingual education technical assistance centers 
BI   brain injury 
BIA  Brain Injury Association; Bureau of Indian Affairs 
BIL   bilingual 
BIP  behavior intervention plan 
BLS   basic life support 
BMP   behavior management plan 
BOCES  Board of Comprehensive Education Services (New York State) 

C
CA   chronological age 
CAI   computer-assisted instruction 
CAM   certificate of advanced mastery 
CAP   central auditory processing 
CAPD   central auditory processing disorders; see also APD (auditory processing disorder) 
CAT  committee on accessible transportation 
CBA   curriculum based assessment 
CBM   curriculum based measurement 
CC   cross categorical 
CD   communication development; conduct disorder 
CDA   child development associate 
CDRC   child development and rehabilitation center 
CDS   child development specialist 
CFLA   community and family living amendments 
CFR   Code of Federal Regulations 
CHAP   child health assurance program 
CHD   center on human development 
CHI   closed head injury 
CIL   center for independent living 
CIM   certificate of initial mastery 
CLAS   culturally and linguistically appropriate services 
CLD   culturally and linguistically diverse 
CMHP  community mental health program 
CNS   central nervous system 
COTA   certified occupational therapist assistant 
CP   cerebral palsy 
CPPC   cooperative personnel planning council 
CPSE   committee on preschool special education 
CRI  culturally relevant instruction
CSA   childhood sexual abuse 
CSE   case study evaluation; committee on special education 
CSEF   Center for Special Education Finance 
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CSPD   comprehensive system of personnel development 
CSS   community support service 
CTT   community transition team 

D 
D&E   diagnosis and evaluation 
DAP   developmentally appropriate practices 
DARTS  day and residential treatment services 
DAS   developmental apraxia of speech 
DB; DBL  deaf-blind 
DCD   developmental cognitive disorder (MM or SP)
DCD  developmental coordination disorder
D   deaf 
DD   developmental disabilities; developmentally delayed 
DDC   developmental disabilities council 
DDD   division of developmental disabilities 
D/HH  Deaf/Hard of Hearing
DHHAP  deaf and hard of hearing access program 
DHR   Department of Human Resources 
DI   direct instruction 
DNR   do not resuscitate 
DoDDS  US Dept. of Defense Dependent Schools 
DOE   Department of Education 
DON   determination of need 
DREDF  Disability Rights Education and Defense Fund 
DRG   diagnostically related groups 
DS   direction service 
DSM   Diagnostic and Statistical Manual (for Mental Disorders) 

E 
EBD   emotional and behavioral disorders 
EBP  evidence based practices
EC   early childhood; exceptional child[ren] 
ECE   early childhood education 
ECI   early childhood intervention 
ECSE   early childhood special education 
ECT   early childhood team 
ED   emotionally disturbed; emotional disorders; US Department of Education 
EDGAR  Education Department General Administrative Regulations 
EEs   essential elements 
EEN   exceptional education needs 
EFA   experimental functional analysis 
EHA  Education for All Handicapped Children Act (since 1990, known as the   Individuals with 

Disabilities Education Act [IDEA]) El early intervention 
EI/ECSE  early intervention/early childhood special education 
ELL   English language learner 
EMDR  eye movement desensitization and reprocessing 
EMH   educable mentally handicapped 
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EMR   educably mentally retarded 
EMT   emergency medical treatment 
EPSDT  early periodic screening diagnosis and treatment program 
EO   exceptional quality 
ERC   education resource center 
ERIC   Educational Resources Information Center 
ESA   education service agency 
ESC   education service center 
ESD   education service district 
ESE   exceptional student education 
ESEA  Elementary and Secondary Education Act 
ESL   English as a second language 
ESOL   English for speakers of other languages 
ETP   effective teaching practices 
ESY   extended school year 
EYS   extended year services (EYS) 

F
FAIP   functional assessment and intervention program 
FAPE   free appropriate public education 
FAST   functional academic skills test 
FBA   functional behavior assessment 
FC   facilitated communication; foster care 
FDAB   Fair Dismissal Appeals Board 
FERPA  Family Educational Rights to Privacy Act (aka the Buckley Amendment) 
FIPSA   Fund for the Improvement of Postsecondary Education 
FLSA   Fair Labor Standards Act 
FMLA  Family Medical Leave Act 
FR   Federal Register 
FSA   Family Support Act 
FSHA   first source hiring agreement 
FSD   flexible service delivery model 
FTE   full-time equivalent 
FY   fiscal year 

G 
GAPS   guardianship, advocacy, and protective services 
GSE   generic special education 
GT   gifted and talented 

H 
HI   health impaired; hearing impaired 
HOH  hard of hearing 
HOTS   higher-order thinking skills 
HS   head start; high school 
HSC   high school completion 
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I
IASA   Improving America’s Schools Act 
IAES  interim alternative educational setting 
ICC   interagency coordinating council 
ICD   international code of diseases 
ICDP   individual career development plans 
ICF   intermediate care facility 
ICFMR  intermediate care facility for mental retardation 
IDEA   Individuals with Disabilities Education Act 
IDELR  Individuals with Disabilities Education Law Report (from LRP Pubs.) 
IED   intermittent explosive disorder 
IEE   independent education evaluation 
IEP   individualized education program 
IEPC   individualized educational planning committee 
IEU   intermediate educational unit 
IFA   individualized functional assessment 
IFSP   individualized family service plan 
IHE   institution of higher education 
IHCP   individualized health care plan 
IHO   impartial hearing officer 
IHP   individualized habilitation program or plan 
IHTP   individualized habilitation and treatment plan 
ILC   independent living center 
ILP   independent living plan 
ILT   instructional leadership training 
IMC   instructional materials center 
IML   instructional materials laboratory 
IPE   individualized plan for employment 
IPL   initial program load 
IPP   individualized program plan 10 intelligence quotient 
ISP   individualized service plan 
ISS   in school suspension 
ITH   intensive training home 
ITIP   instructional theory into practice 
ITP   individualized transition plan (similar to IEP) 

J
JDRP   joint dissemination review panel 
JOBS   job opportunities and basic skills 
JTPA   Job Training Partnership Act 
JJAEP   juvenile justice alternative education 

L
LA   language arts 
LD   learning disabilities; learning disabled 
LDA   Learning Disabilities Association 
LDP   language development program 
LEA   local education agency 
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LEDS   law enforcement data system 
LEP   limited English proficient 
LlCC   local interagency coordinating council 
LIFE   living in functional environments 
LoF   Letter of Finding issued by the Office for Civil Rights (OCR) 
LPTA   licensed physical therapy assistant 
LRE   least restrictive environment 
LSSP   licensed specialist in school psychology 
LTCF   long-term care facility 
LTCT   long-term care and treatment 

M
MA   mental age 
MBD   minimal brain dysfunction 
MBO   management by objective 
MDC   multi-disciplinary conference 
MDT   multidisciplinary team; manifest determination team 
M/ED   mental or emotional disturbance 
MESC   migrant education service center 
MFCU  medically fragile children’s unit 
MH   multiply handicapped 
MHM   multihandicapped mainstream 
MHMR  mental health mental retardation 
MI   multiple intelligences 
MIS  management information systems 
MMR   mild mental retardation 
MMS   mastery management system 
MR   mentally retarded or mental retardation 
MR/DD  mentally retarded/developmentally disabled 
MR/MED  mentally retarded and mentally or emotionally disturbed (sometimes referred to as 

dual diagnosis) 
MSDD  multisystem developmental disorder 
MSRTS  migrant student record transfer system 
MST   multi-systemic therapy
MTSS  multi-tiered system of supports 

N 
NCES   National Center for Education Statistics 
NDT   neurodevelopmental treatment 
NEA   National Education Association 
NICU   neonatal intensive care unit 
NSBA   National School Boards Association 

O
O&M   orientation and mobility 
OCD   obsessive compulsive disorder 
OCR   Office of Civil Rights 
ODAS   occupational data analysis system 
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ODD   oppositional defiant disorder 
OE   open entries 
OECD   Organization for Economic Cooperation and Development 
OH   orthopedically handicapped 
OHI   other health impairments 
OMI   other minorities 
OSEP   Office of Special Education Programs, US Department of Education 
OT   occupational therapy/therapist 
OT/PT  occupational therapy/physical therapy 

P
P and A  protection and advocacy 
PACER  parent advocacy coalition for educational rights center 
PALS   peer-assisted learning system 
PAVE   parents advocating for vocational education 
PCA   personal care attendant 
PCD   perceptual communicative disability 
PDAS   professional development and appraisal system 
PDD   pervasive development disorder 
PDD-NOS  pervasive development disorder--not otherwise specified 
PEATC  parent education advocacy training center 
PECS   picture exchange communication system 
PEIMS  public education information management system 
PEL  present education level 
PERS   public employees retirement system 
PET   pupil evaluation team 
PIC   private industry council 
PIQ   performance IQ 
PLATO  programmed logic automatic teaching operations 
PLI   pragmatic language impairment 
PLOP   present level of performance 
PPCD   preschool program for children with disabilities 
PPS   pupil personnel services 
PRE-K  pre-kindergarten 
PT   physical therapy/therapist 
PTA   physical therapist assistant; post-traumatic amnesia 
PTG   parent teacher group 
PTSD   post-traumatic stress disorder 
PTT   planning and placement team 
PVS   persistent vegetative state; private vocational schools 
PY   project year 

Q 
QAFB   questions about functional behavior 
QMRP  qualified mental retardation professional 
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R 
RAD   reactive attachment disorder 
RCF   residential care facility 
RCH   residential care home 
RDD   reading disorder-dyslexia 
R&D   research & development 
REBT   rational emotive behavior therapy 
REI   regular education initiative 
RFP   request for proposal 
RMT   regional management team 
RRC   regional resource centers 
RSP   resource specialist (regional term) 
RTI   response to intervention 

S 
SAT   scholastic aptitude test 
SBE; SBOE  state board of education 
SB L-M  Stanford-Binet, Form L-M (language/memory) 
SDA   service delivery area 
SDC   special day class 
SDE   self-directed employment 
SE   special education 
SEA   state education agency; state education association 
SECC   special education child count 
Section 504  a part of the Rehabilitation Act of 1973 making it illegal for any organization receiving 

federal funds to discriminate against a person solely on the basis of disability SED seriously 
emotionally disturbed 

SEMS   special education management system 
SENG   supporting the emotional needs of the gifted 
SERVE  secondary education reporting of vocational enrollment 
SI   speech impaired 
SIB   self-injurious behavior 
SICC   state interagency coordinating council 
SIG   state improvement grant 
SILP   semi-independent living program 
SIP   state improvement plan 
SIS   shared information systems 
SLC   structured learning center 
SLD   specific learning disability 
SLP   speech-language pathologist 
SLPA   speech-language pathologist assistant 
SLR   state liaison representative 
SPeNSE  study of personnel needs in special education 
SOL   standards of learning 
SOSCF  state offices for services to children and families 
SPD   semantic pragmatic disorder S
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SPED   special education 
SPLD   semantic pragmatic language disorder 
SSA   social security act; SSA Social Security Administration 
SSBD   septimatic screening for behavior disorders 
SSD   social security disability 
SSDI   social security disability income 
SSI   statewide systemic initiative; supplemental security income 
SST   state support team 
STO   short-term objective 

T
TAG   talented and gifted 
TBI   traumatic brain injury 
TDD   telecommunication devices for the deaf 
TESOL  teachers of English for speakers of other languages 
TIP   teacher improvement process 
TLC   therapeutic learning center 
TMH   trainable mentally handicapped 
TMR   trainable mentally retarded 
TPP   transition planning process 
TOVA   test of variable attention 
TTY   teletypewriter (phone system for deaf individuals-see TDD) 

U
UAF   university affiliated facility 
UCE   university centers for excellence
UDL  universal design for learning 

V
VAC   vocational adjustment counselor; vocational adjustment class 
VCD   volitional conduct disorder 
VEDS   vocational education data systems 
VI   visually impaired 
VRD   vocational rehabilitation division 
VSA   very special arts 

W
WAC   work activity center 
WISC-R  Weschler Intelligence Scale for Children-Revised 
WISC-III  Weschler Intelligence Scale for Children- Third Edition 
WOD   written output disorder 
WQC  workplace quality council 
WRAP  wraparound program 

Y
YTP   youth transition program
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