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About CPRL

The Columbia University Center for Public Research and Leadership 

(CPRL) is an education research, leadership, and policy center housed 

at Columbia Law School. Since its founding in 2011, CPRL has trained 

over 600 future leaders, all of whom have staffed CPRL’s research and 

consulting projects conducted on behalf of systems seeking to provide 

each and every student exceptional learning experiences. CPRL’s 

emphasis on broad community and family participation and collabora-

tive problem-solving ensures that its recommendations, supports, and 

tools leverage diverse perspectives and strengths, are customizable to 

local communities, and promote equity and lasting change.

CPRL’s launch and facilitation of the CT Innovation Cohort is a 

continuation of a decade of work throughout the state of Connecticut.

About the CT Innovation 

Cohort

The CT Innovation Cohort, launched by CPRL in Summer 2021, is 

a group of Connecticut school systems and advisory partners com-

mitted to advancing system transformation that enables schools and 

educators to equitably serve students. Over the past 18 months—in 

partnership with a Cohort Advisory Council composed of education, 

educator preparation, business, policy, and community experts 

throughout the state—CPRL and Cohort members have collaborated 

with staff, students, communities, and one another to reimagine the 

ways in which local systems and the state can support exceptional 

learning experiences for each and every student. 

The Cohort’s local system transformation efforts reveal that the 

state’s educator preparation and certification framework impedes 

schools’ and systems’ ability to hire, deploy, and retain effective, 

diverse faculty. To inform broader policy recommendations, the 

Cohort sought a more systematic understanding of individuals’ lived 

experiences navigating the current laws and regulations. This report 

captures the ensuing research that CPRL conducted with input from 

Cohort members. 
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Introduction
Teachers are the strongest school-based determinant of student success.1 Yet at the start of the 2022-23 school year, 

across the state of Connecticut, over 1,200 certified staff member positions were vacant.2 The educator shortage was 

particularly acute in upper-level math and science, special education, and bilingual education.3 

Despite growing demand for educators in those subject areas, the number of pre-service educators pursuing those 

endorsements has generally remained constant or decreased between 2015-2021, suggesting that absent meaningful 

change, shortages will persist.4 

Traditionally under-resourced districts, including the state’s urban 

centers, that serve a high proportion of Connecticut’s students living in 

poverty and the state’s Black and Latino/a/e students, face more acute 

staffing challenges. Not only do these districts report a higher number 

of unfilled positions across shortage areas, but they also report a higher 

student-teacher ratio in traditional shortage areas such as science.5 

The state’s staffing challenges extend beyond sheer numbers. In 

the midst of an overall shortage of effective educators, the state has 

struggled to diversify its educator workforce despite a rapidly trans-

forming student population.6 Black and Latino/a/e students made up 

over 41% of Connecticut’s student population during the 2021-2022 

school year. Yet only 9% of the state’s educators identify as Black or 

Latino/a/e. Additionally, 42% of the state’s school districts employ five 

or fewer Black educators and over half of the districts employ five or 

fewer Latino/a/e educators. Asian students meanwhile made up over 

5% of the state’s student population during the most recent school year. 

But just over 1% of Connecticut educators identify as Asian.7 This lack 

of educator diversity threatens the quality of learning opportunities 

that students across the state receive, as research finds that increases in 

educator diversity benefit all students in both the short- and long-term.8 

Educators, administrators, and policymakers hypothesize that 

the state’s current educator preparation and certification process 

contributes to the state’s twin challenges of addressing its educator 

shortage and diversifying its educator workforce. This study explores 

that hypothesis, investigating the qualitative effects of the state’s 

current educator preparation and certification processes on aspiring 

and current educators and on education leaders seeking to deploy 

their staff to best meet student needs. 

The study is organized around three lines of inquiry:

How and to what extent does 

Connecticut’s current approach 

to educator preparation and 

certification pose a barrier to 

building and sustaining an effective 

and diverse workforce?

How and to what extent has the 

current educator shortage impacted 

schools’ ability to meet each and 

every student’s needs?

What design features do 

Connecticut classroom teachers and 

administrators recommend should 

be present in a modernized statewide 

educator workforce strategy?
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To answer these questions, CPRL conducted an introductory set of over 100 stakeholder conversations to gain a better 

understanding of Connecticut’s education preparation and certification framework and its effects on current and 

aspiring educators, as well as a systematic review of the educator certification literature and of the current rules and 

regulations. CPRL then conducted targeted interviews and focus groups with 60 stakeholders, including pre-service 

educators, current teachers, and school- and system-level administrators to understand their lived experiences 

navigating the state’s educator preparation and certification requirements.

Key findings include: 

Connecticut’s educator preparation and 
certification processes contribute to 
the state’s educator shortage and pose 
barriers to diversification of the educator 
workforce. 

Time and costs associated with educator 

preparation and certification affect indi-

viduals’ decisions and ability to enter the 

teaching profession, dissuading some from 

pursuing a teaching career and preventing 

other promising candidates from obtaining 

certification. Pre-service coursework and 

required exams lack alignment with the 

knowledge and skills educators need to 

be successful in the classroom. Addition-

ally, amidst a rapidly diversifying student 

population, barriers including cost and too 

few diverse mentors hamper state efforts to 

diversify the educator profession. 

The current educator shortage inhibits 
student learning, worsening existing 
inequities. 

The state’s current educator shortage limits 

the quantity and quality of students’ access to 

supports needed to learn and thrive. Shortages 

disproportionately harm subgroups of students 

that have been traditionally underserved, 

including Black and Latino/a/e children, 

children who are English language learners, 

children with disabilities, and children living 

in lower-income urban communities.

Educators and administrators have a 
clear, compelling vision for change. 

Recommendations for improving the educator 

preparation and certification process include (i) 

building streamlined, flexible pathways into the 

profession; (ii) enabling in-service educators to 

broaden their scope of practice to meet more 

students’ needs; (iii) holding educator prepara-

tion programs (EPPs) accountable for both the 

quality of training experiences and outcomes 

for candidates; (iv) creating improved data 

transparency regarding the state’s distribution of 

educators and educator vacancies and account-

ability for remedying observed inequities; and 

(v) strengthening statewide commitments 

to treating educators as professionals and 

lifelong learners who deserve and need access 

to high-quality professional learning and 

mentorship throughout their careers.
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Background
Educator preparation and certification regulations dictate every step of the educator training, onboarding, deployment, 

and advancement processes through mandates regarding (i) the courses and assessments pre-service candidates must 

complete, (ii) how educators can advance from initial certification to more advanced levels of certification, and (iii) how 

leaders can deploy their staff, among other topics. 

Last overhauled in 1998 and elaborated over 150 pages, the 

certification regulations stipulate that “no teacher, supervisor, 

administrator, special service staff member or school superin-

tendent shall be employed in any of the schools of any local or 

regional board of education unless such person possesses an 

appropriate state certificate.”9 Exceptions include (i) time-limited 

emergency orders issued by the governor and (ii) short-term 

substitute permits.10 Also, up to 30% of a charter school’s educator 

workforce may hold a Charter School Educator Permit (CSEP) in 

lieu of a standard state-issued certificate.11

In addition to an initial set of temporary certificates, there are 

three tiers of longer-term certification: (i) the Initial Educator 

Certificate; (ii) the Provisional Educator Certificate; and (iii) the 

Professional Educator Certificate.12 To obtain an initial certifi-

cation, pre-service educators must complete a state-approved 

planned program of general academic and professional education 

at a regionally accredited college or university.13 

Along with 15 traditional EPPs, the Connecticut State Board of Ed-

ucation has also authorized four alternative certification providers.14 

These alternative providers typically offer an accelerated program 

of study and may offer hybrid courses to allow pre-service educators 

to balance course requirements with other obligations such as 

employment and childcare. Each Connecticut educator preparation 

program establishes its own admission and program requirements 

above and beyond state regulations which may include a minimum 

undergraduate course cumulative grade point average above that 

mandated by the state. 

Pre-service educators must also complete several assessments, 

which include: 

• A Reading, Writing, and Mathematics Competency 
Examination: Applicants in all content areas must take 
a basic competency examination to be admitted to an 
educator preparation program. Applicants may satisfy this 
requirement by taking the three Praxis Core exams or one 
of the other State Board-approved equivalent assessments; 
however, EPPs may choose only to accept Praxis Core tests.

• Subject-Specific Exams: Applicants must pass approved 
subject area assessment(s) appropriate to the applicant’s 
certification endorsement(s). These exams, which include 
Praxis II, test content knowledge and teaching skills in 
specific subject areas.

• edTPA: Applicants must also pass edTPA, a performance-
based, subject-specific assessment intended to measure 
and support the skills and knowledge that teachers need 
from Day 1 in the classroom. edTPA covers various 
topics including instruction planning, engaging students 
in learning, assessing learning, and supporting academic 
language development; it also requires the submission of 
artifacts (i.e., lesson plans, videos, and student work). 

Advancing from an Initial Certificate to a Provisional Certificate 

generally requires, with some exceptions, completion of ten school 

months of “successful” service under the Initial Certificate and com-

pletion of the Teacher Education And Mentoring (TEAM) Program.15 

Obtaining a Professional Certificate requires 30 school months of 

“successful” service under the Provisional Certificate and the earning of 

a master’s degree from a regionally accredited college or university.16
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Research Design

Key Research Questions

Between September 2022 and January 2023, CPRL sought to 

answer the following research questions:

• How and to what extent does Connecticut’s current 
approach to educator preparation and certification pose a 
barrier to building and sustaining an effective and diverse 
workforce?

• How and to what extent has the current educator shortage 
impacted schools’ ability to meet each and every student’s 
needs?

• What design features do Connecticut classroom teachers 
and administrators recommend should be present in a 
modernized statewide educator workforce strategy?

Methodology 

To answer these questions, CPRL conducted two phases of 

interviews and focus groups. The first phase included over 

100 conversations with educators, PK-12 administrators, EPP 

personnel, non-profit and advocacy organization leaders, national 

researchers, and former and current Connecticut State Depart-

ment of Education (CSDE) employees to gain a better under-

standing of Connecticut’s education preparation and certification 

framework. These conversations helped CPRL to refine interview 

questions, to posit hypotheses meriting further exploration, and to 

identify stakeholders for more targeted data collection. 

CPRL then conducted targeted interviews and focus groups with 

60 stakeholders, including pre-service educators, current teachers, 

and school- and system-level administrators to understand their 

lived experiences navigating the state’s educator preparation and 

certification requirements. 

In the second phase, CPRL identified participants using snowball 

sampling,17 beginning with individuals identified by CT Innovation 

Cohort participants18 and additional educational organizations 

throughout the state.

Figure 1. Study Participants

Prior to beginning interviews and focus groups, CPRL conducted a 

systematic review of research on educator certification, on barriers 

to the educator profession, and on the impact of educator shortages 

on students. CPRL also reviewed Connecticut’s current statutes, 

regulations, and government-issued guidance pertaining to educa-

tor preparation and certification. CPRL then generated questions 

for phase 1 study participants. Based on phase 1 conversations, 

CPRL generated a streamlined set of questions for phase 2 inter-

views and focus groups. During both phases, the research team’s 

sampling strategy targeted stakeholders representative of diverse 

geographies, diverse races and ethnicities, and diverse experiences 

working in traditionally well-resourced and traditionally under-re-

sourced schools and systems. 

To analyze data collected from interviews and focus groups, the 

team reviewed interview notes and recordings, and coded the data 

into categories derived from the literature review. The team also 

triangulated what was learned through both phases of stakeholder 

interviews and focus groups with the results of the desktop 

research described above. Final themes, overall structure, and the 

relative pertinence of each finding emerged from deliberation 

throughout this process.

26 19 15
Pre-service 
Educators

Current
Teachers

School- and 
System-level 

Administrators

100+
Total

Conversations

BROAD STAKEHOLDER ENGAGEMENT

TARGETED INTERVIEWS/FOCUS GROUPS

PHASE ONE

PHASE TWO
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Connecticut’s educator 
preparation and certification 
processes contribute to the state’s 
educator shortage and pose 
barriers to diversification of the 
educator workforce. 

Time and costs associated with educator 

preparation and certification affect individuals’ 

decisions and ability to enter the teaching 

profession, dissuading some from pursuing a 

teaching career and preventing other prom-

ising candidates from obtaining certification. 

Pre-service coursework and required exams 

lack alignment with the knowledge and skills 

educators need to be successful in the class-

room. Additionally, amidst a rapidly diversifying 

student population, barriers including cost and 

too few diverse mentors hamper state efforts 

to diversify the educator profession. 

The current educator shortage 
inhibits student learning, 
worsening existing inequities. 

The state’s current educator shortage limits 

the quantity and quality of students’ access 

to supports needed to learn and thrive. 

Shortages disproportionately harm subgroups 

of students that have been traditionally 

underserved, including Black and Latino/a/e 

children, children who are English language 

learners, children with disabilities, and children 

living in lower-income urban communities.

Educators and administrators 
have a clear, compelling vision for 
change.  
Recommendations for improving the educator 

preparation and certification process include 

(i) building streamlined, flexible pathways into 

the profession; (ii) enabling in-service educa-

tors to broaden their scope of practice to meet 

more students’ needs; (iii) holding educator 

preparation programs accountable for both the 

quality of training experiences and outcomes 

for candidates; (iv) creating improved data 

transparency regarding the state’s distribution 

of educators and educator vacancies and ac-

countability for remedying observed inequities; 

and (v) strengthening statewide commitments 

to treating educators as professionals and 

lifelong learners who deserve and need access 

to high-quality professional learning and 

mentorship throughout their careers.

SNAPSHOT OF
KEY TAKEAWAYS
CPRL’s research revealed the following:

1 2 3

Research Findings
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Connecticut’s educator preparation and 
certification processes contribute to the 
state’s educator shortage and pose barriers 
to diversification of the educator workforce.

The time and costs associated with educator preparation and 
certification pose a formidable barrier for many dedicated, 
promising candidates. 

Nearly every pre-service educator interviewed by CPRL cited cost 

as one of their primary concerns both before embarking on their 

pre-service training and throughout their completion of pre-certi-

fication requirements. Many current teachers noted that the costs 

associated with training almost prevented them from obtaining 

their certification altogether. Financial considerations that 

pre-service and current teachers cited as particularly burdensome 

include: (i) the cost of taking (and retaking) required exams, (ii) the 

lack of payment for student teaching (a mandatory prerequisite for 

certification), and (iii) tuition for educator preparation programs as 

compared to teachers’ starting salaries. 

Several teachers and administrators noted that the requirements 

for teachers to obtain cross-certification (i.e., a certification in a 

subject area other than the one in which the teacher obtained their 

initial certificate) are both logistically and financially impractical. 

“We have classroom teachers who would like to pursue becoming 

special ed teachers, but the state requires them to go back and do a 

practicum experience in special ed, which means they have to walk 

away from their teaching job,” one administrator noted. Enabling 

teachers to more easily cross-certify in special education should be a 

priority given that it has been a consistent shortage area in the state, 

the administrator emphasized. 

Additionally, time and cost requirements make it challenging to 

recruit “career changers,” or individuals with in-demand skillsets 

interested in pivoting to the classroom. One administrator 

described interviewing a candidate with an MD/PhD for a biology 

position. “[S]he was only allowed to be a substitute teacher for $75 

a day,” the administrator shared. “She would have had to go back to 

school after completing her PhD and medical degree to teach high 

school biology—we lost her.” 

Questions exist regarding the level of alignment between pre-
service coursework and required exams, on the one hand, and 
the knowledge and skills educators need to be successful in the 
classroom, on the other.

Most current teachers and administrators interviewed noted that, 

in hindsight, their preparation program coursework was not 

well-connected to what they needed to know in order to be effec-

tive early-stage teachers. One experienced educator even asserted 

that she perceived “no connection” at all between what she learned 

in her training and her classroom responsibilities. Many pre-service 

educators shared that the pedagogical theory they learned in their 

pre-service classes often felt disconnected from and/or overshad-

owed “the actual teaching component” of their training. They 

“I’m putting in lots of hours tutoring every 

single week just so I can afford to go grocery 

shopping. I find myself saying ‘I have a chem 

degree in my back pocket, what am I doing 

trying to get my teaching certification?’ and 

I don’t want to have to think like that. My 

passion is with teaching and kids but getting 

across the finish line has been hard.”  

- Pre-service Educator

“A lot of the strategies we learn from our 

professors are kind of outdated, because they 

haven’t been in classrooms themselves for quite 

some time. Then, when we go to our student-

teaching, our host teachers say that the strategies 

we’re using are outdated and won’t work.”  

- Pre-service Educator
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lamented insufficient opportunities to apply theory in simulated 

and real-world settings and to receive feedback on ways to improve 

their practice. Other pre-service educators expressed concern that 

EPP curricula has not kept up with innovative approaches to teach-

ing, especially those aimed at supporting traditionally underserved 

students and achieving equitable student outcomes. 

In large part due to the concerns noted above, the majority of 

teachers interviewed expressed that they felt unprepared for their 

first year of teaching. Some teachers further explained that the stress 

of their first classroom placement caused them to reconsider their 

decision to become an educator and impacted their enthusiasm for 

teaching for several years. “I was so unprepared [during my first 

year of teaching] and it was so difficult—by my second year I was so 

burnt out,” one teacher noted. 

Stakeholders expressed concern that certification exams do not 
accurately measure classroom readiness and thus can prevent 
would-be effective educators from entering the profession. 

Teachers and administrators shared a wide range of views on the 

appropriateness and predictiveness of the suite of exams currently 

required to teach in Connecticut. Multiple stakeholders expressed 

skepticism as to whether research supports the use of these exams 

(e.g., Praxis II and edTPA) as a gating mechanism to the profession, 

explaining that the exams do not always evaluate the knowledge or 

skills that teachers need in order to be effective in the classroom. 

“It’s just an activity, it’s a business,” one administrator said about 

the certification exams. “It’s a moneymaker … it’s a huge, lucrative 

business.” Questions about the predictiveness of these exams are 

mirrored in the national evidence base. While some researchers 

have found correlations between certification exam scores and 

student learning,19 others conclude that the exams, at best, may be 

weak signals of teacher effectiveness.20 

Echoing concerns raised by some researchers, many stakeholders 

view the exams as particularly problematic because they perceive 

them as disproportionately keeping qualified Black and  Latino/a/e 

teacher candidates out of the classroom,21 and several interviewees 

cautioned that edTPA performance may be a stronger indicator of 

school and school system organizational quality than of candidates’ 

classroom readiness. Better-resourced schools often have strength-

ened leadership and organizational structures and routines in place 

that facilitate the type of instruction required to achieve a high score 

on edTPA as compared to under-resourced schools.22 

Several pre-service educators also noted that the amount of time 

they must dedicate to preparing for and completing certification 

exams ultimately takes time away from the students they are aiming 

to support during their student teaching. “I feel like the kids [I’m 

student-teaching] have been short-changed because I have had to 

put so much effort into the edTPA and don’t have enough left over 

to spend on them,” one candidate shared. “I am excited for it to be 

done so I can take the time I need to be a better teacher.” 

At the same time, several interviewed stakeholders expressed 

worry that elimination of the exams altogether—without finding 

other ways for the state and/or local leaders to assess classroom 

readiness—could potentially weaken teacher caliber. “Solving the 

question of how we know if teachers are ready to get out there in 

front of kids—that has to be a priority,” one administrator noted. 

Significant challenges remain in recruiting and retaining diverse 
educators amidst a rapidly diversifying statewide student 
population. 

At present, Connecticut continues to struggle to diversify its educator 

workforce despite a rapidly transforming student population. 

Stakeholders expressed a multitude of views as to the most pressing 

factors and conditions preventing Black and Latino/a/e educators 

from entering and remaining in Connecticut’s classrooms. 

Several stakeholders highlighted a lack of flexible, affordable pathways 

into the profession and the fact that, as discussed above, state-man-

dated certification exams often serve as a barrier. Interviewees also 

cited a lack of diverse, high-quality mentors during pre-service and 

in-service years who personally understand diverse educators’ experi-

ences and can help them navigate challenges as a key factor standing 

in the way of the state’s educator diversification efforts. Research 

confirms that early-stage teachers who have a mentor of the same 

race often develop strengthened skills and increased attachment to the 
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profession through relationship-building opportunities and identi-

ty-related processes.23 Research has also found that Black teachers who 

receive support from other Black educators in their building are more 

likely to report job satisfaction and stay in the profession.24 

The current educator shortage inhibits student 
learning, worsening existing inequities.

The state’s educator shortage limits students’ access to 
supports needed to learn and thrive. 

Students bear the brunt of the educator shortage crisis. All study 

participants from districts experiencing current educator vacancies 

reported that their students were negatively impacted as a result 

of the tactics schools must rely on to contend with widespread 

vacancies. For instance, schools have increased class sizes and teacher 

workload. They have also assigned teachers based on vacancies rather 

than expertise. Other schools have had to rely on long-term substi-

tute teachers, some of whom lack qualifications to teach assigned 

grades and/or subject matters. In November 2022, two families filed 

a lawsuit against a CTECS high school, alleging that their children 

and over 100 other geometry students were “babysat” for two months 

by a substitute teacher who lacked qualifications to teach math.25 

As a result, teachers in short-staffed schools unanimously reported 

an inability to support every student’s learning and growth, espe-

cially those students performing behind grade level, with disabilities, 

and who are English language learners. As schools have assigned 

teachers additional responsibilities to account for staff shortages, 

educators are often unable to support students. For example, several 

educators shared that due to vacancies, special education and English 

language learner teachers (also referred to as teachers certified in 

TESOL (Teaching English to Speakers of Other Languages)) often 

must leave their own classes to cover general education courses. As 

a result, they are unable to serve the students who most urgently 

require their specialized set of skills.

Additionally, due to added coverage responsibilities, general 

education teachers often lack time to engage in collaborative 

planning alongside interventionists. “As a general education teacher, 

[I] lack capacity to even know which students have [individualized 

education plans] in the first place after class sizes grew quickly as 

a result of the shortages,” one teacher noted. “There is no time 

for teachers and support staff to discuss individual students and 

collaborate to help them learn and progress.”

Several teachers also flagged that current shortages have contributed 

to a feeling of “burnout” that directly impacts teachers’ ability to sup-

port students, especially those performing below grade level and/or 

in need of additional scaffolding. “We are tired and overwhelmed—I 

feel like we’ve been teaching for six months now, though it’s only 

month two, technically,” one teacher noted in October. “I’m teaching 

two extra classes now … and filling in during my off period. I have 

no time to [prepare] at all ….”

Shortages disproportionately affect the quantity and quality 
of learning time for students in traditionally under-resourced 
districts. 

Building and system leaders noted that the state’s urban centers face 

unprecedented challenges in both the hiring and retention of effective 

teachers. One building leader noted that it often seems like there are 

“two different Connecticuts”—one in which teachers actively apply for 

openings, and the other in which schools struggle to attract sought-after 

applicants. Several stakeholders from urban districts reported that many 

of their best teachers have left for higher paying, suburban districts. 

“The shortage is not just one of numbers. It’s of quality 

as well … we are really struggling to provide the 

highest quality [of education] that our kids deserve.” 

- School System Superintendent

“Even though TESOL and [special education] are 

shortage areas, we end up covering a lot 

of vacancies  … maybe twice or three times 

a week [and] when we do, we just don’t 

see our students that day.”  

- TESOL Teacher
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As of Fall 2022, over 71% of the state’s 1,200+ teacher vacancies are 

in one of the state’s 36 Alliance Districts (which serve approximately 

44% of the state’s students and represent 18% of the total number 

of districts in the state). Alliance Districts are those identified by 

the Connecticut State Department of Education (CSDE) as districts 

with the most significant opportunity for improvement in student 

outcomes. These districts historically and presently serve a high 

percentage of the state’s Black and Latino/a/e students, low-income 

students, and English language learners.26 

Not only do Alliance Districts report a higher number of unfilled 

positions across shortage areas, but they also report a higher stu-

dent-teacher ratio in traditional shortage areas such as science.27 “We 

all know that when the student-teacher ratio goes up, our kids’ quality 

of learning goes in the opposite direction,” one teacher noted. “And 

it’s the kids who need [individualized support] the most and whose 

families can’t get them private tutoring who are the worst off.” 

Educators and administrators have a clear, 
compelling vision for change. 

Stakeholders expressed concern that the educator shortage will 

intensify in the absence of targeted policy change. They see the 

shortage as more than a pandemic issue, and posit it will likely 

worsen over time, especially for underserved students, in the 

absence of coordinated state-level action. Several system and school 

leaders noted that absent policy change, the state will be ill-prepared 

to replace “baby boomer educators” who will likely retire in the 

next five to ten years on top of filling existing vacancies. One 

administrator predicted that as the shortage worsens, class sizes will 

get larger, so well-resourced families will hesitate to enroll their 

children in public schools, which will further drain funding and 

other resources from students who need them the most. 

Interviewees almost unanimously noted that there are steps Con-

necticut can take to ensure it recruits and sustains an effective, diverse 

educator workforce. 

The recommendations that grew out of educators’ and administra-

tors’ vision are set forth on the following page.

“Where does the shortage really exist? It’s normally 

in urban settings that provide teaching to Black and 

Brown students … We have to call the big elephant 

in the room what it is.”  

- School System Administrator
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Build streamlined, flexible pathways into the educator 
profession. 

Stakeholders expressed frustration, and in some cases, heightened 

exasperation regarding the lack of accessible on-ramps for all out-

of-state educators, career changers interested in transitioning from 

non-education professions into the classroom, and paraprofessionals 

who in many cases have built valuable skillsets and knowledge through 

years of supporting students’ learning and growth. 

Concrete suggestions regarding how to make current pathways 

more accessible include (i) addressing financial barriers to training 

(including, in some instances, missing undergraduate coursework), (ii) 

creating a dedicated pathway for career changers and/or paraprofes-

sionals that recognizes candidates’ expertise, and (iii) empowering local 

leaders (i.e., superintendents) to exercise more autonomy to waive 

certain requirements based on demonstrated mastery. 

Enable in-service educators to broaden their scope of practice 
to meet more students’ needs. 

Stakeholders shared several examples of instances in which school and 

system leaders were unable to deploy educators in ways best suited to 

students’ needs because of state regulation denying them that autono-

my. This inability to implement student-centered staffing practices is 

exacerbated by the lack of flexible opportunities for educators to obtain 

qualifications across content areas and grade levels.

In response, several stakeholders expressed support for broadening 

the scope of initial certificates to allow educators to cover broader 

subject areas. For example, many current educators and administrators 

suggested that Connecticut expand its current elementary certificate, 

which currently covers grades 1-6, to also include kindergarten. Others 

suggested combining existing science specializations into one broader 

science certificate to expand the pool of candidates for these positions. 

Hold educator preparation programs accountable for both the 
quality of training experiences and outcomes for candidates. 

Both pre-service and in-service educators noted that it was 

challenging to assess the relative quality of educator preparation 

programs prior to enrolling and so they often relied exclusively on 

cost factors and location when choosing where to enroll. Addition-

ally, several interviewees noted that preparation programs that do 

not graduate “classroom ready” educators should face consequences, 

with ideas ranging from mandatory disclosures regarding first-time 

passage rates on exams to temporary forfeiture of accreditation. 

Create improved data transparency regarding the state’s 
distribution of educators and educator vacancies and 
accountability for remedying observed inequities. 

As noted above, one building leader shared that it often seems like 

there are “two different Connecticuts”—one in which teachers are 

applying for openings, and the other in which schools lack funding 

to attract sought-after applicants. Yet several interviewees noted 

that the state has failed to disseminate the data needed to implement 

informed policy and/or programmatic changes, such as first-time 

exam passage rates disaggregated by EPP or up-to-date information 

regarding the concentration of educator vacancies by school system 

and student sub-group.

Strengthen statewide commitments to treating educators 
as professionals and lifelong learners who deserve and need 
access to high-quality professional learning and mentorship 
throughout their careers. 

Almost every stakeholder noted, to varying degrees, that recent 

waves of education reform have deprofessionalized the field of 

teaching and have left teachers demoralized, consumed by bureau-

cratic requirements, and devalued. Teachers and administrators 

alike emphasized that any attempt to modernize the state’s approach 

to preparation and certification must create both formal and 

informal opportunities for educators to deepen and broaden their 

practice at every stage of their career.

Key recommendations provided by educators and administrators are set forth below.
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Looking Forward & 
Recommended Next Steps 
These findings suggest a clear path toward a modernized educator preparation and certification framework that would 

support a robust, diverse, effective educator workforce and enable Connecticut school systems to efficiently welcome 

and onboard candidates just starting their careers, looking to make a career change, or relocating to Connecticut. This 

new framework can expand upon effective practices already in place in the state while also leveraging lessons learned 

from educators’ lived experiences navigating educator preparation and certification requirements. 

Meeting those evidence-based policy objectives will require:

Avoidance of requirements that are overly broad or burdensome, including by considering whether the intended 

regulatory objectives may be obtained through less burdensome, non-regulatory means;

Consideration of a requirement’s costs and benefits, including by analyzing (i) what research tells us about how 

predictive each of the state’s current requirements is with respect to classroom effectiveness, (ii) what we can 

learn from stakeholders’ experiences with the current requirements, and (iii) the effect current requirements 

have on educator supply and efforts to increase educator diversity;

Reduction of instances in which requirements pose a barrier to workforce mobility; and

Commitment to tight coupling between requirements (including those related to coursework, training 

experiences, and certification) on the one hand, and what research demonstrates educators need to know and 

be able to do when they enter the classroom, on the other.

Working within these parameters, Connecticut has an opportunity to overhaul its approach to educator preparation 

and certification—grounded in a commitment to educators as professionals and lifelong learners—to ensure that every 

Connecticut student has access to the effective, diverse educators that they need and deserve.

1

2

3

4
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