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ABSTRACT

The well-documented special education teacher shortage in the U.S. has signif-
icant negative consequences for students with disabilities who require specially
designed instruction from special education teachers. To address this shortage,
special education teacher preparation programs should explore innovative ap-
proaches to recruiting and training future special education teachers. One such
approach is the paraeducator-to-teacher (PTT) pipeline in which paraeducators
complete preservice coursework and on-the-job training to earn their special
education certification. In this article, we present two PTT pipelines that exist
within one special education teacher preparation program. First, we review the
literature on PTT pipelines and their efficacy in building the field. Next, we
provide an overview of the special education teacher preparation program of
interest and its state context, followed by descriptions of the program’s two PTT
pipelines. We then discuss the levers that support implementation of each PTT
pipeline. Finally, we present considerations for special education teacher prepa-
ration programs to ensure PTT pipelines expand the special education teaching
workforce with well-prepared, high-quality special education teachers equipped
to support students with disabilities.
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e special education teacher shortage is well documented across the
nited States (Billingsley & Bettini, 2019). For decades, states strug-

gled to fill open positions with fully credentialed special education

teachers (Boe & Cook, 2006), and the COVID-19 pandemic has likely

exacerbated this problem (Carver-Thomas et al., 2021). High attrition
rates and increases in demand for special education teachers, coupled with declines
in teacher preparation enrollments, have contributed to this severe and chronic
shortage (Ondrasek et al., 2020). This shortage is a source of concern for local, state,
and federal agencies charged with educating students with disabilities (Brownell et
al., 2018), as the least qualified teachers are often assigned to students with the most
complex learning needs (Cruz et al., 2022). The low number of qualified special ed-
ucation teachers likely impedes the ability of students with disabilities to reach their
full academic potential and hinders districts’ equity-centered work of preparing all
students to be college and career ready (Brownell et al., 2020). The lack of certified
special educators also cause eligible students to be denied a free and appropriate
public education, as mandated by federal law (Individuals with Disabilities Educa-
tion Act, 2004).

Students with disabilities attending under-resourced schools are further disadvan-

taged by these shortages (Albrecht et al., 2009; McLeskey et al., 2003). Researchers
indicate that students in high-poverty schools received access to fewer certificated
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special education teachers than those
in more affluent suburban areas, and
high-poverty schools were impacted
by high turnover rates of special educa-
tion teachers, thus affecting academic
outcomes for students with disabilities
(Cruz et al., 2022; Darling-Hammond,
2015). Without mitigation efforts, cur-
rent special education teachers work-
ing in schools and districts with fewer
resources and subsequent high turnover
will continue to be overburdened and
unable to provide systematic, evi-
dence-based individualized instruction
(Boe et al., 2013; Warren & Hill, 2018),
and students with complex learning
needs will be unable to access legally
mandated academic and social supports.
The special education teacher shortage
has reached a critical juncture, and pro-
grams must provide clear and consistent
training of high-quality candidates to fill
vacancies that serve our most vulnerable
students.

Boe et al. (2013) found that the history
of special education teacher shortages
is a major impetus for the proliferation
of alternative routes to certification.
Many states have responded by endors-
ing programs that allow rapid, often
immediate, entry to the classroom; in
addition, 30% of all alternative route
programs have substantially reduced
training requirements and professional
support mechanisms (e.g., California
Department of Education, 2012; Rosen-
berg et al., 2007). Boe et al. problema-
tized this approach because “teacher
quality suffered when preparation in the
myriad areas needed for success (e.g.,
instructional supports, behavior man-
agement, literacy, etc.) is minimized”
(p. 122). Because underprepared special
education teachers are less effective
(Brownell et al., 2020) and more likely
to leave the field (Feng & Sass, 2013),
a systemic approach to recruiting and
training high-quality special educators
is needed (Collaboration for Effective

Educator Development, Accountability,
and Reform Center [CEEDAR], 2019).
One such approach is the paraeduca-
tor-to-teacher (PTT) pipeline in which
paraeducators complete preservice
coursework and typically receive on-
the-job training to earn their teaching
certification.

Paraeducator-to-Teacher
Pipeline

Paraeducators are school-based em-
ployees who assist and support teachers
and their students. Although we use the
term paraeducators in this article, they
may also be referred to as paraprofes-
sionals; educational, instructional, or
teacher aides; and educational, instruc-
tional, or teaching assistants. Regardless,
in this role, paraeducators typically have
a range of responsibilities under the
direct supervision of a teacher. Special
education paraeducators, in particular,
frequently provide instructional and be-
havioral support, including one-on-one
instruction, small-group instruction, and
behavior management program imple-
mentation (Carter et al., 2009). To sup-
port students with disabilities effectively,
paraeducators require knowledge and
skills related to professional learning and
ethical practice; learner development
and individual learning differences;
special education services and supports;
assessment; instructional supports
and strategies; social, emotional, and
behavioral supports; and team collabo-
ration (Council for Exceptional Children
[CEC], 2022). Special education teach-
ers also require expertise in these areas
(CEC, 2020; McLeskey et al., 2017;
Ronfeldt et al., 2013). Therefore, in the
special education PTT pipeline, paraed-
ucators can leverage the knowledge and
skills they have developed thus far to
transition to teaching.

Not only can the PTT pipeline support
increased recruitment of special educa-
tion teachers, thus addressing the teacher

shortage; it can also lead to greater di-
versity among special education teachers
(White, 2004). Though the current teach-
ing workforce is diversifying, shares of
teachers of color remain, “disproportion-
ately low compared to the percentage
of students of color in public schools”
(Carver-Thomas, 2018, p. 2). Research
shows that the paraeducator workforce is
more racially and ethnically diverse than
the teacher workforce. While people of
color compose only 18% of the special
education teacher workforce in the
United States, they compose 39% of the
paraeducator workforce (Billingsley et
al., 2019; Bisht et al., 2021). Thus, as
paraeducators transition to teaching, the
teacher workforce may likely diversify.

Teacher diversity is important for
several reasons. First, teachers of color
are more likely to teach in schools with
higher proportions of students from ra-
cially and ethnically marginalized back-
grounds and low-income backgrounds
than in schools with lower proportions
(Carver-Thomas, 2018; U.S. Depart-
ment of Education, National Center for
Education Statistics [USDOE, NCES],
2021b). As such, greater diversity
among teachers can help address the
critical shortage of teachers in what
are often deemed high-needs schools.
Second, given that most students
educated in U.S. public schools and
almost half of the students who receive
special education services are students
of color (USDOE NCES, 2021a, 2022),
increased teacher diversity allows the
teacher workforce to reflect U.S. societal
and student diversity. Teacher diversity
can contribute to more students of color
having same-race teachers, which can
promote positive academic and behav-
ioral outcomes among students of color
(e.g., Pugach et al., 2019; Redding,
2019; Trainor et al., 2019).

Researchers indicate that teachers of
color often leverage their cultural and
linguistic funds of knowledge to teach
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and interact with students from histori-
cally marginalized backgrounds in cul-
turally and linguistically affirming ways
(Abbate-Vaughn & Paugh, 2009; Kohli
& Pizarro, 2016; Kulkarni et al., 2021;
Moll et al., 1992). Therefore, expanding
the special education teacher workforce
with paraeducators, diverse in race and
ethnicity, may help reduce the significant
discrepancy between the proportions

of special education teachers of color
and students of color with disabilities.
For these reasons, the special education
teacher workforce would benefit from
the presence of paraeducators (i.e., a
group of individuals who are more
diverse than teachers) and the funds of
knowledge they bring (Abbate-Vaughn
& Paugh, 2009). Recruiting paracduca-
tors to become certified special educa-
tors in their home schools may serve as
a unique human capital resource, built
through both formal programing and on-
the-job training to address issues of both
quantity (i.e., the teacher shortage) and
quality (e.g., a diverse body of educators
with a deep knowledge of the communi-
ty and classroom).

Purpose

The purpose of this article is to present
two PTT pipelines that exist within
the authors’ special education teacher
preparation program in Maryland. We
describe the special education teacher
shortage in Maryland, followed by an
overview of our special education teach-
er preparation program. We then discuss
the program’s two PTT pipelines,
including the levers that may support
each pipeline as well as the challenges
and limitations that may hinder each
pipeline. Given both supportive factors
and potential barriers, we also present
considerations for special education
teacher preparation programs regard-
ing how to leverage PTT pipelines so
that they expand the special education
teaching workforce with well-prepared,

high-quality special education teachers.

STATE CONTEXT AND
PROGRAM OVERVIEW

In line with national trends, the Mary-
land State Department of Education
([IMSDE], 2018) has reported a “crit-
ical shortage” of teachers, with recent
estimates of nearly 2,000 vacancies,
many of which were special education
positions. Yet the number of practi-
tioners completing teacher preparation
programs is steadily declining. In fact,
Maryland programs have experienced a
33% reduction in enrollment since 2012
(Maryland State Board of Education
[MSBE], 2022), while some geographic
areas are more impacted than others.
Thus, the Maryland special education
teacher shortage and low enrollment
in Maryland special education teacher
education programs indicate a need for
comprehensive pathways designed to
serve local communities. Several school
districts within the state of Maryland
have committed to partnerships with
local universities to provide tuition re-
imbursement and additional support for
employees seeking teacher certification.
These partnership programs focus on ex-
panding the candidate pool with respect
to applicants representing diverse back-
grounds and systemic areas of critical
need (e.g., special education). Further,
the MSDE has committed to provid-
ing grant funding for Grow Your Own
(GYO) partnerships focused on “devel-
oping teachers from the local communi-
ty, removing barriers to entering and per-
sisting in a teacher preparation program,
and incentivizing partnerships between
school districts and educator preparation
programs” (MSBE, 2022, p. 12).

In Maryland, our graduate school
of education (SOE) offers a Master of
Science in Special Education focused
on teaching students with disabilities in
grades 1-8 or 612, in alignment with
options for special education certifi-

cation in Maryland. This program is
also a Maryland-approved certification
program that candidates can complete

to become eligible for their special
education certification. Therefore, most
candidates complete this master’s pro-
gram as a means to certification. While
completing the program, candidates take
several courses in preparation to become
high-quality special education teachers,
such as Collaborative Programming and
Access to the General Education Curric-
ulum. Additionally, candidates complete
two internships that provide the oppor-
tunity to apply and further develop the
knowledge and skills they have gained
thus far in the program while working
directly with students with disabilities.

Two PTT pipelines exist within this
special education master’s program,
both requiring two years of combined
coursework and two internships for
graduation. The first pipeline is an
immersion training partnership with
a local school district. As part of this
partnership, district paraeducators and
other school-based employees who
are eligible for employee benefits earn
their master’s degree in two years and
become eligible for their special educa-
tion certification. The second pipeline is
an MSDE-funded GYO partnership that
recruits paraeducators throughout the
state of Maryland, with specific recruit-
ment efforts targeted in under-resourced
and hard-to-staff schools. While the
immersion training partnership has been
in operation for almost 20 years, the
GYO partnership began in 2019, with
only preliminary efficacy data.

In addition to being a paraeducator in
our partner school district (for the first
pipeline) or Maryland at large (for the
second pipeline), applicants must hold
a bachelor’s degree with a minimum
cumulative GPA of 3.0 (or a minimum
SAT/Praxis I score if a cumulative GPA
is below 3.0). Applicants must also
submit a résumé; a 500-word personal
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TABLE 1: Pipeline Features

FEATURE

IMMERSION TRAINING PARTNERSHIP

GROW-YOUR-OWN PARTNERSHIP

Targeted Recruitment

Eligibility Requirements

Supports Offered

Benefits to Participants

Commitment to Teaching

Evidence of Success

Direct partnership with a district experiencing
teacher shortages

Bachelor’s degree and current employment in
partner district as a paraeducator or other full-
time benefits-eligible school-based employee

Professional development via school district

District-negotiated partial tuition reimbursement
per credit

Must remain employed in district while
participating in partnership

Began in 2006; approximately100 participants,
90% of whom have graduated with teaching
certification

Statewide program with specific recruitment
efforts in under-resourced schools

Bachelor’s degree and current employment in
MD school district as a paraeducator

One-hour monthly support sessions
addressing urgent problems of practice and
equity-centered content directly applied to
teaching practice

75% tuition reimbursement; $100 per
semester for books and supplies

Three years of full-time teaching upon
program completion

Began in 2019; 10 total participants, 6 of
whom have successfully completed the
program

statement regarding academic and pro-
fessional goals; and two letters of rec-
ommendation from individuals who can
comment on their experiences with chil-
dren, preferably students with disabili-
ties. Applicants who receive an average
application rating of 3.0 on a 4-point
scale (across all areas and reviewers)
are invited to participate in a 30-minute
virtual interview, which explores the
applicant’s professional interests, goals,
and dispositions related to leadership,
diversity, and collaboration.

To graduate from the program with
certification eligibility, candidates in
both pipelines must complete a 39-credit
prescribed course sequence. They must
also pass a comprehensive exam at the
program’s midpoint, two Praxis Subject
tests (i.e., the Special Education: Core
Knowledge and Applications and the
Teaching Reading: Elementary), and the
edTPA. Completing these requirements
results in candidates earning the Mary-
land-Approved Program stamp upon
graduation, which signifies their eligi-

bility for the renewable standard profes-
sional certificate in Maryland.

The program’s course sequence also
includes a fall and spring internship
course, which candidates complete in
their schools of employment during
the second year of the program. In
these job-embedded internships, candi-
dates work directly with students with
(and, possibly, without) disabilities
in grades 1-8 or 6-12, depending on
each candidate’s target grade range
for certification. Not only do they earn
their master’s degrees and certification
eligibility, but candidates also maintain
their employment while completing the
program (particularly the internships)
and, thus, maintain access to their salary
and employee benefits. Candidates in
the district partnership receive partial
tuition support from their district of
employment, while candidates in the
GYO partnership receive partial tuition
reimbursement from the MSDE, with
a requirement that they complete two
years of teaching in Maryland for each

year of tuition support provided. These
financial benefits are especially import-
ant considering that paraeducators earn
less than half of a teacher’s salary (Bisht
et al., 2021; Theobald et al., 2023). It
should be noted that, while this program
comprises two years of intensive course-
work and training, it is not considered an
alternate route to certification. See Table
1 for the features of each pipeline.

Strategies Supporting
PTT Pipelines

Several strategies can be used to facil-
itate the implementation of PTT pipe-
lines. These strategies include collabo-
rating with districts to recruit candidates,
deliberately designing the structure and
format of our coursework, and utilizing
job-embedded assignments, and job-em-
bedded internships.

District Recruiting

To recruit for the immersion training
partnership each year, we host three
virtual informational sessions, which
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are publicized on the SOE’s website
and via district outlets (e.g., monthly
newsletters). The SOE advisor of the
partnership and the district’s lead for
higher education partnerships co-lead
these sessions to introduce the mas-
ter’s degree program and explain how
the partnership operates. Additionally,
special education program faculty
attend district-sponsored events (e.g.,
paraeducator professional development
sessions) to recruit applicants for the
partnership. In doing so, we aim to
increase the number of candidates in
our degree program with plans to serve
as certified special education teachers
in our partner district. While recruiting
candidates for our immersion training
partnership requires a district liaison
who advocates for the partnership,
recruiting for the GYO partnership re-
quires collaboration with a state liaison.
Both the state liaison and the special
education program lead rely on contacts
with state, district, and school leaders
to disseminate recruitment materials to
potential candidates.

Coursework Design

Our 13-course program leverages a
hybrid approach to coursework, with
seven courses offered in person, five
courses held in an asynchronous virtu-
al environment, and one course offered
online in a synchronous format. Our
in-person courses are held in a loca-
tion that is convenient for candidates
traveling from several school districts
and in the evenings to meet the needs
of paraeducators and other individuals
who work during the day. Addition-
ally, candidates complete four virtual
courses across two summer sessions—
during which paraeducators and other
school-based employees typically have
more time to engage in self-paced
learning—and two asynchronous
courses that accompany candidates’
two internships.

Job-Embedded Assignments
and Internships

Because our PTT pipelines support
professionals already connected to class-
rooms in impacted geographical loca-
tions (MSBE, 2022), our pipelines can
provide authentic, iterative learning ex-
periences, allowing candidates to work
with students with whom they already
have relationships. These learning expe-
riences can emphasize cycles of inquiry
(e.g., plan, implement, reflect, repeat)
as candidates receive in-depth feedback
in order to refine a lesson sequence by
integrating instructor feedback and their
own reflections. This pedagogical tool
equips candidates with skills necessary
for performance-based assessments typi-
cally required for licensure (e.g., edTPA,
2018) and for future engagement with
school-based professional development
(e.g., professional learning communi-
ties; see Dogan et al., 2016; Shelton et
al., 2023). Job-embedded internships,
in particular, provide candidates with
immediate quality mentoring and super-
vised practice in delivering high-quality
instruction that is closely aligned with
their current work assignments. These
internships are especially beneficial be-
cause mentorship, specialized training,
and social supports are critical for spe-
cial education teachers during their first
years of teaching, and these supports
must come from within school commu-
nities (Hagaman & Casey, 2018).

Barriers Hindering PTT Pipelines

Both PTT pipelines (i.e., immersion
training and GYO partnerships) have
provided the benefits of growth-in-
practice modes of teacher learning that
are tightly connected to paraeducators’
daily classroom experiences and have
thus proven more effective than passive
models of teacher preparation (see Fires-
tone et al., 2020). Nevertheless, there are
several barriers to implementation worth
noting.

Despite the innovation of our two
pipelines, our cohorts are small—an is-
sue that has been exacerbated during the
COVID-19 pandemic. Not only are indi-
viduals not seeking to become teachers
at the rate they once did, but also many
paraeducators are not eligible for our
program given that a bachelor’s degree
is an admissions requirement but not a
requirement to be a paraeducator (No
Child Left Behind Act 0of 2001, 2002).
In fact, approximately 75% of paraedu-
cators do not have a bachelor’s degree
(Bisht et al., 2021). As such, one barrier
we face is having graduate-level PTT
pipelines. Therefore, we seek additional
opportunities to recruit college gradu-
ates interested in becoming traditionally
certified special education teachers.

Because the teacher shortage is perva-
sive, our program faces a second barrier
in that our paraeducator participants are
often offered the chance to become con-
ditionally licensed teachers before they
complete the program, allowing them to
teach for two years without certification.
Though we encourage paraeducators to
complete the program prior to leading a
classroom as the teacher of record, many
are unable to financially sustain this ap-
proach, especially considering that many
also have families to support. Therefore,
many paraeducators accept this offer,
which comes with a significant salary
increase (Bisht et al., 2021). When this
transition occurs, candidates often spend
considerable time with faculty advisors
and in core courses working through ur-
gent problems of practice, which leaves
less time for the structured knowledge
and skill development beginning special
education teachers need. We aimed to
strengthen our support for participants
through a cohort model and by allowing
flexibility in coursework format.

The third barrier is structural: the
siloed nature of teacher training and
practice for special and general educa-
tion leads to difficulty in developing
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TABLE 2: Implementation Strategies and Barriers

STRATEGIES SUPPORTING PARAEDUCATOR-TO-TEACHER PIPELINES

Collaborative relationships with partner districts:

Support recruitment, mentorship, and retention

Leverage district-sponsored professional development for paraeducators

Deliberate coursework design and format:

Hybrid course offerings

Face-to-face courses offered in convenient location and at convenient time

Job-embedded assignments leading to job-embedded internships:

Leverage existing relationships with students and community

Include iterative cycles of inquiry to refine lesson sequences through daily instruction

Barriers

Solutions

Small cohort numbers

COVID pandemic impact on the field

Teachers move from paraeducator to classroom teacher before

completing the program

Opportunities to collaborate with general education teacher

candidates is limited

Expand program to include additional
districts

Gradually expand recruitment initiatives

Provide additional monthly support
sessions using a Teacher Study Group

format

Support integrated training opportunities

from a common course framework

preservice teachers’ inclusive practices
and pedagogy. Although paraeduca-

tors in these pipelines must develop an
understanding of specially designed
instruction, they must also practice and
develop the skills to implement uni-
versally designed pedagogy. Yet spe-
cial education teachers are commonly
trained separately from general educa-
tion teachers, perpetuating “enduring
fissure[s]” (Cochran-Smith & Dud-
ley-Marling, 2012, p. 237) that maintain
the general-special education binary and
systematic exclusion (Blanton et al.,
2014). This situates dis-ability “as totally
disjointed from other issues of educa-
tional equity of access” (Waitoller et al.,
2021, p. 3). Thus, program faculty have
expended significant time searching for

(sometimes to no avail) opportunities for
candidates in the immersion training and
GYO partnerships to practice inclusive
paradigms and pedagogical strategies.
Cochran-Smith et al. (2016) argued

that equity in teacher education should
operate with the “dual purposes of
continuously improving local programs,
on one hand, and building theory about
how, why, to what extent, and under
what conditions teacher candidates learn
to enact practice for equity, on the other”
(p. 68). In this endeavor, our two pipe-
lines have important areas for growth,
outlined in Table 2.

Future Directions
To address the barriers, we are ac-
tively developing ways to increase the

number of candidates in our program
and support candidates in and beyond
the program as they complete their

first years of teaching. We hope these
efforts address the issues around teach-
ers shifting from paraeducator status to
fully credentialed—no matter when they
make this transition.

Although several local school districts
employ paraeducators in special educa-
tion, our immersion training partnership
is a PTT pipeline with only one school
district. Therefore, one effort to increase
the number of candidates seeking cer-
tification via our program is to expand
this pipeline with other school districts.
Establishing additional partnerships will
allow us to increase the number of bach-
elor-level paraeducators seeking special
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FIGURE 1: Theory of Teacher Learning

Teachers’ background ;
knowledge, skills, beliefs 3'
about instructionand | » 4'
pedagogy 5.
6.
7.

Components of
effective professional
development for
preservice teachers:

Increased teacher
knowledge and skills

A

Content focus
Active learning
Coherence
Duration
Collective
participation
Expert input
Tight connection
to practice

\

Improved student
outcomes

Change in instruction

A\ 4

Note. Adapted from Firestone et al. (2020)

TABLE 3: TSG Pilot Scope and Sequence

Timeframe | Topic Brief Description
December Overview Research behind TSGs, study purpose, logistics and scheduling, etc.
Januar Introduction to culturally Shifting from deficit perspectives, framing students as co-constructors of
y sustaining pedagogy knowledge
Universal Design for The “what” of learning: Providing options for perception of information,
February Learning (UDL): Multiple promoting understanding across languages, using multimedia, and highlighting
means of representation big ideas
UDL: Providing a hook
March for a lesson; linking Activating background knowledge, creating cognitive dissonance, making
representation to connections to students’ lived experiences
engagement
. . Varying demands and resources to optimize challenge (i.e., the “how” of
April UDL: Multiple means of learning): Providing options for recruiting interest, sustaining effort and
engagement . .
persistence, and self-regulation
May Effective group work Small-group roles and accountability
June :ggrur:irzgand project-based Student-student dialogue, project-worthy inquiry, project-based tasks
Inclusive content-area The “why” and “how” of providing students with disabilities culturally and
July literacy instruction linguistically responsive, evidence-based literacy instruction using inclusive
(summer session) practices
UDL: Multiple means of The “why” of learning: Providing options for method of response (e.g., use of
August . . . . ; / .
action and expression multimedia) and enhancing capacity for students to self-monitor progress.

education certification, thus addressing
the teacher shortage. Given that the
paraeducator workforce is more diverse,
expanding the PTT pipeline will likely
diversify the teacher workforce, thus
promoting the educational outcomes and
experiences of students of color, who
are largely represented in these districts,

and students of color with disabilities, in
particular. Yet bringing new teachers into
the profession is only effective if special
education teacher attrition is addressed
overall (Bettini et al., 2023). Therefore,
to help maintain the current workforce,
we also aim to support and sustain prac-
titioners once they enter the field.

To this end, we are currently building
growth-in-practice professional devel-
opment opportunities that can support
candidates in their transition from the
program into their first three years of
practice. To support paraeducators
throughout the program, we plan to hold
small monthly seminars that will provide
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candidates with extra coaching and
mentoring support during their intern-
ship year. This approach uses effective
evidence-based strategies for building

a novice teacher workforce invested in
hard-to-staff communities. Program fac-
ulty will also provide monthly support
to the paraeducators in: (a)practicing
inclusive paradigms and pedagogical
strategies; (b) addressing urgent prob-
lems of practice; (¢)building community
with their students’ families; (d)advo-
cating for students’ social and emotional
growth(e) facilitating Individualized
Education Program meetings effectively;
and (f)using universally designed curric-
ulum and pedagogy within a multi-tiered
system of supports.

As candidates transition from the
internship to full-time teaching, we will
offer monthly professional development
in partnership districts’ schools using
a Teacher Study Group format (TSG;
Firestone et al., 2020). TSGs are a form
of collaborative, practitioner-led pro-
fessional development shown to impact
quality of instruction (Desimone &
Garet, 2015). TSGs are communities of
educators that convene regularly over
a sustained period (e.g., an academic
school year), engaging in reflective
cycles of inquiry focused on the relation-
ship between participants’ day-to-day
practice and student learning. The model
can be understood as a growth-in-prac-
tice approach to professional learning, in
which teachers are supported in learning
from their practice through critical re-
flection and discussion with other practi-
tioners. We aim to support paraeducator
participants as they transition from a
support role to a classroom teacher role
through our theory of action depicted in
Figure 1. Additionally, we are currently
piloting an initial scope and sequence of
expert content depicted in Table 3.

Our TSGs will aim to build parity
between the skills and theories learned
in the program and how the schools and

districts in which teachers begin their
careers operate. Topics will include
inclusive content-area literacy instruc-
tion for culturally and linguistically
marginalized students (see Shelton et
al., 2023; Wexler et al., 2022), Univer-
sal Design for Learning (see Hall et al.,
2012), and culturally sustaining peda-
gogy (see Alim et al., 2020). TSGs on
these topics will be facilitated meetings,
and each meeting will follow a five-step
process, adapted from Cunningham et
al. (2015): (a) reflection on implementa-
tion from the previous session, (b) new
content presentation, (c) collaboration
for implementation of new content, (d)
review and answering of questions, and
(e) addressing any urgent problems of
practice as identified by the paraeducator
participants. The scope and sequence of
each TSG session has been developed
intentionally to support participants as
they enter the workforce and to support
practicing teachers with whom they will
eventually partner.

Practical Implications

The benefits of and barriers to our
pipelines have several practical implica-
tions that can support the development
of PTT pipelines in other programs.
First, partnering with a district to es-
tablish a PTT pipeline is beneficial to
both the program and the district. For
example, the partner district can support
the program’s recruitment efforts, while
the program prepares paraeducators to
become special education teachers, thus
addressing the special education teacher
shortage in the district. This partnership
is important as research shows that
interning in a particular district increases
the likelihood that candidates will teach
in that district upon graduation and
certification (Goldhaber et al., 2014).
As such, we recommend considering
whether a PTT partnership would be
appropriate for other programs in differ-
ent settings. In particular, program and

district personnel should convene to dis-
cuss whether there is a sufficient pool of
paraeducators who are interested in and
eligible for the pipeline. If the partner-
ship is appropriate and can be feasibly
established, the team should collaborate
to establish the pipeline and identify
funding sources to support candidates
(e.g., district’s tuition reimbursement
and state funding opportunities).

Second, teacher educators may need
to tailor elements of the program to the
paraeducator’s experience. For example,
because candidates in the pipeline are
likely full-time school-based employees,
they are typically unable to attend morn-
ing or afternoon classes. Therefore, the
program should have accessible program
offerings, including evening and online
classes. Additionally, research indicates
aneed for extended opportunities to
work directly with students in school
settings (Hammerness et al., 2005), and
a PTT pipeline addresses this need by
providing coordinated opportunities for
candidates to engage in extended clinical
experiences in authentic contexts. A
program can also leverage paraedu-
cators’ jobs supporting and working
with students in schools to incorporate
job-embedded assignments into most
courses. These assignments provide
additional practice-based learning
opportunities (McDonald et al., 2013),
further supporting teacher development.
Nevertheless, the success of a program
depends on strong relationships with-
in the partnership to create coherence
between clinical teaching experiences
and theoretical content provided in
coursework (Capraro et al., 2010; Dar-
ling-Hammond, 2006; Putman & Polly,
2021).

Third, a PTT pipeline should be
accompanied by a system that provides
candidates with the supports they need.
This system should support candidates
in balancing their employment and
education, which may become more
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difficult to establish and maintain

if candidates become conditionally
licensed teachers before completing the
program and now must meet the com-
plex demands special education teach-
ers face (Brownell et al., 2020). This
balance may also become more difficult
if candidates are nontraditional students
who return to school after significant
time out of school and have additional
responsibilities (e.g., caregiving). As
such, a strong system of supports should
include financial resources (e.g., dis-
trict tuition reimbursement), academic
and professional resources (e.g., career
counseling, writing center support), and
resources supporting emotional and
mental wellness (e.g., personal counsel-
ing). Therefore, programs should consid-
er the supports that are already in place
to support candidates, and the additional
supports and resources needed from the
program and partner district.

Finally, because special education
paraeducators often work in restrictive
settings (Giangreco et al., 2010; Howley
et al., 2017) and, thus, have limited ex-
periences in inclusive settings, it is im-
portant to identify and create ways can-
didates can learn from and collaborate
with their general education peers. For
example, programs should consider of-
fering a set of core coursework in which
general and special education teacher
candidates work together to develop
and implement lesson plans in inclusive
practicum opportunities. Additionally,
it is important that programs develop
candidates’ understanding and applica-
tion of inclusive practices regardless of
the educational setting in which they
work. For example, programs should
intentionally design their curriculum,
instruction, and methods courses from
a framework that considers broadening
participation and rightful presence (see
Calabrese Barton & Tan, 2020) to guide
candidates in teaching inclusively and
providing students access to rigorous

learning (Cruz et al., 2023; Firestone et
al., 2023).

FINAL THOUGHTS

Our SOE has been successful in main-
taining two PTT pipelines to recruit and
train future special education teachers.
For example, approximately 100 candi-
dates have been admitted into and en-
tered the immersion training partnership,
and 90% have graduated. Meanwhile, in
the GYO partnership, 10 students have
been admitted and six have successfully
completed the program. These pipelines
have the potential to address the special
education teacher shortage, while diver-
sifying the field of special education.
Yet, barriers exist, including the need to
expand the PTT pipelines and support
paraeducators as they transition to their
beginning years as a teacher. These are
barriers that we continually discuss and
aim to target to recruit, train, and retain
special education teachers in Maryland.

REFERENCES

Abbate-Vaughn & Paugh, P. C. (2009). The
paraprofessional-to-teacher pipeline:
Barriers and accomplishments. The Journal
of Developmental Education, 33(1), 14-16,
18, 26-27.

Albrecht, S. F., Johns, B. H., Mounsteven, J., &
Olorunda, O. (2009). Working conditions
as risk or resiliency factors for teachers of
students with emotional and behavioral dis-
abilities. Psychology in the Schools, 46(10),
1006-1022. https://doi.org/10.1002/
pits.20440

Alim, H. S., Paris, D., & Wong, C. P. (2020).
Culturally sustaining pedagogy: A critical
framework for centering communities. In
N. Suad Nasir, C. D. Lee, R. Pea, & M. M.
de Royston (Eds.), Handbook of the cultur-
al foundations of learning (pp. 261-276).
Routledge.

Bettini, E., Meyer, K. M., & Stark, K. (2023).
Gendered discourse about special education
teaching as care work: Implications for im-
proving inequitable working conditions. In
E.D. McCray, P.T. Sindelar, M.T. Brownell,
J.M. McLeskey, & E. Bettini (Eds.),
Teacher Education and Special Education
Handbook (2™ Ed.). Routledge.

Billingsley, B., & Bettini, E. (2019). Special
education teacher attrition and retention: A
review of the literature. Review of Educa-
tional Research, 89(5), 697-744. https://

doi.org/10.3102/0034654319862495

Billingsley, B., Bettini, E., & Williams, T. O.
(2019). Teacher racial/ethnic diversity: Dis-
tribution of special and general educators of
color across schools. Remedial and Special
Education, 40(4), 199-212. https://doi.
org/10.1177/0741932517733047

Bisht, B., LeClair, Z., Loeb, S., & Sun, M.
(2021). Paraeducators: Growth, diversity
and a dearth of professional supports.
(EdWorkingPaper No. 21-490). Annen-
berg Institute for School Reform at Brown
University. https://files.eric.ed.gov/fulltext/
ED616752.pdf

Blanton, L. P., Pugach, M. C., & Boveda, M.
(2014). Teacher education reform initia-
tives and special education: Convergence,
divergence, and missed opportunities.
Collaboration for Effective Educator,
Development, Accountability, and Reform
Center (CEEDAR). University of Florida.
http://ceedar.education.ufl.edu/tools/litera-
ture-syntheses/

Boe, E. E., & Cook, L. (2006). The chronic and
increasing shortage of fully certified teach-
ers in special and general education. Excep-
tional Children, 72(4), 443—460. https://doi.
org/10.1177/001440290607200404

Boe, E. E., deBettencourt, L. U., Dewey, J.,
Rosenberg, M., Sindelar, P., & Leko, C.
(2013). Variability in demand for special
education teachers: Indicators, explana-
tions, and impacts. Exceptionality, 21(2),
103-125. https://doi.org/10.1080/09362835
.2013.771563

Brownell, M. T., Bettini, E., Pua, D., Peyton, D.,
& Benedict, A. E. (2018). Special education
teacher effectiveness in an era of reduced
federal mandates and increasing teacher
shortages. In J. B. Crockett, B. Billings-
ley, & M. L. Boscardin (Eds.), Handbook of
leadership and administration for special
education (2" ed., pp. 333-352). Rout-
ledge.

Brownell, M. T., Jones, N. D., Sohn, H., &
Stark, K. (2020). Improving teaching
quality for students with disabilities:
Establishing a warrant for teacher education
practice. Teacher Education and Special
Education, 43(1), 28—44. https://doi.
org/10.1177/08884064198803

Calabrese Barton, A., & Tan, E. (2020). Beyond
equity as inclusion: A framework of “right-
ful presence” for guiding justice-oriented
studies in teaching and learning. Education-
al Researcher, 49(6), 433—440. https:/doi.
0rg/10.3102/0013189X20927363

California Department of Education. (2012).
Greatness by design: Supporting outstand-
ing teaching to sustain a golden state.
https://www.cde.ca.gov/pd/ps/documents/
greatnessbydesign.pdf

Capraro, M. M., Capraro, R. M., & Hel-
feldt, J. (2010). Do differing types of
field experiences make a difference in
teacher candidates’ perceived level of



https://doi.org/10.1002/pits.20440
https://doi.org/10.1002/pits.20440
https://doi.org/10.3102/0034654319862495
https://doi.org/10.3102/0034654319862495
https://doi.org/10.1177/0741932517733047
https://doi.org/10.1177/0741932517733047
https://files.eric.ed.gov/fulltext/ED616752.pdf
https://files.eric.ed.gov/fulltext/ED616752.pdf
http://ceedar.education.ufl.edu/tools/literature-syntheses/
http://ceedar.education.ufl.edu/tools/literature-syntheses/
https://doi.org/10.1177/001440290607200404
https://doi.org/10.1177/001440290607200404
https://doi.org/10.1080/09362835.2013.771563
https://doi.org/10.1080/09362835.2013.771563
https://doi.org/10.1177/08884064198803
https://doi.org/10.1177/08884064198803
https://doi.org/10.3102/0013189X20927363
https://doi.org/10.3102/0013189X20927363
https://www.cde.ca.gov/pd/ps/documents/greatnessbydesign.pdf
https://www.cde.ca.gov/pd/ps/documents/greatnessbydesign.pdf

SHELTON AND CRUZ | 63

confidence? Teacher Education Quarterly,
37(1), 131-154. https://www.jstor.org/
stable/23479302

Carter, E., O’Rourke, L., Sisco, L. G., & Pelsue,
D. (2009). Knowledge, responsibilities, and
training needs of paraprofessionals in ele-
mentary and secondary schools. Remedial
and Special Education, 30(6), 323-384.
https://doi.org/10.1177/0741932508324399

Carver-Thomas, D., Leung, M., & Burns,
D. (2021). California teachers and
COVID-19: How the pandemic is impact-
ing the teacher workforce. Learning Policy
Institute. https://files.eric.ed.gov/fulltext/
ED614374.pdf

Carver-Thomas, D. (2018). Diversifying the
teaching profession: How to recruit and
retain teachers of color. Learning Policy
Institute. https:/files.eric.ed.gov/fulltext/
ED606434.pdf

Cochran-Smith, M., & Dudley-Marling,
C. (2012). Diversity in teacher educa-
tion and special education: The issues
that divide. Journal of Teacher Ed-
ucation, 63(4), 237-244. https://doi.
org/10.1177/0022487112446512

Cochran-Smith, M., Ell, F., Grudnoff, L., Haigh,
M., Hill, M., & Ludlow, L. (2016). Initial
teacher education: What does it take to
put equity at the center? Teaching and
Teacher Education, 57, 67-78. https://doi.
org/10.1016/j.tate.2016.03.006

Collaboration for Effective Educator Develop-
ment, Accountability, and Reform Center.
(2019). Preparing and retaining effective
special education teachers: Short-term
strategies for long-term solutions: A
policy brief. University of Florida. https://
ceedar.education.ufl.edu/wp-content/
uploads/2020/01/CEEDAR-GTL-Shortag-
es-Brief.pdf

Council for Exceptional Children. (2020). Initial
practice-based professional preparation
standards for special educators. https://
exceptionalchildren.org/sites/default/
files/2021-03/K12%20Initial%20Stan-
dards%20and%20Components.pdf

Council for Exceptional Children. (2022).
Core competencies for special education
paraeducators. https://exceptionalchildren.
org/sites/default/files/2022-03/2022%20
CEC%?20Paraeducator%20Competencies__
FINAL.pdf

Cruz, R. A, Firestone, A. R., & Love, M.
(2023). Beyond a seat at the table: Imag-
ining educational equity through critical
inclusion. Educational Review. Advance
online publication. https://doi.org/10.1080/0
0131911.2023.2173726

Cruz, R. A, Lee, J.-H., Aylward, A. G., &
Kramarczuk Voulgarides, C. (2022). The
effect of

school funding on opportunity gaps for students
with disabilities: Policy and context in a
diverse urban district. Journal of Disability
Policy Studies, 33(1), 3—14. https://doi.

org/10.1177/1044207320970545

Cunningham, A. E., Etter, K., Platas, L., Wheel-
er, S., & Campbell, K. (2015). Professional
development in emergent literacy: A design
experiment of teacher study groups. Ear-
ly Childhood Research Quarterly, 31,
62-77. https://doi.org/10.1016/j.ecre-
$q.2014.12.002

Darling-Hammond, L. (2006). Powerful teacher
education. Jossey-Bass.

Darling-Hammond, L. (2015). Want to close
the achievement gap? Close the teaching
gap. American Educator, 38(4), 14-18.

Desimone, L. M., & Garet, M. S. (2015). Best
practices in teachers’ professional devel-
opment in the United States. Psychology,
Society, & Education, 7(3), 252-163.

https://doi.org/10.25115/psye.v7i3.515

Dogan, S., Pringle, R., & Mesa, J. (2016). The
impacts of professional learning communi-
ties on science teachers’ knowledge, prac-
tice and student learning: A review. Profes-
sional Development in Education, 42(4),
569-588. https://doi.org/10.1080/19415257
.2015.1065899

edTPA. (2018). Educative assessment & mean-
ingful support: 2017 edTPA administrative
report. Pearson Education. https://edtpa.
org/resource item/2017AR

Feng, L., & Sass, T. R. (2013). What makes
special-education teachers special? Teacher
training

and achievement of students with disabili-
ties. Economics of Education Review, 36,
122-134. https://doi.org/10.1016/j.econedu-

The Guilford Press.

Hammerness, K., Darling-Hammond, L.,

& Bransford, J. (2005). How teachers
learn and develop. In L. Darling-Ham-
mond & J. Bransford (Eds.), Preparing
teachers for a changing world: What
teachers should learn and be able to
do. (pp. 358-389). Jossey Bass.

Howley, C., Howley, A., & Telfer, D. (2017).
Special education paraprofessionals in
district context. Mid-Western Educational
Researcher, 29(2), 136-165.

Individuals with Disabilities Education Act, 20
U.S.C. § 300 (2004).

Kohli, R., & Pizarro, M. (2016). Fighting to ed-
ucate our own: Teachers of color, relational
accountability, and the struggle for racial
justice. Equity & Excellence in Education,
49(1), 72—-84. https://doi.org/10.1080/10665
684.2015.1121457

Kulkarni, S. S., Gaeta, J., & Bland, S. (2021).
In our own words: Special education
teachers of color with disabilities commit-
ted to justice. In A. Duncan, C. O’Brien,

& W. Black. (Eds.), Who decides? Power,
disability, and educational administration:
Narratives on disability at home, in school,
and in the workplace. (pp. 361-381). Infor-
mation Age Publishing Inc.

Maryland State Board of Education. (2022).
Maryland’s teacher workforce: Supply,
demand, and diversity. [Professional
development presentation]. https:/www.
marylandpublicschools.org/stateboard/
Documents/2022/0726/TabGBlueprintAnd-

rev.2013.06.006

Firestone, A. R., Cruz, R. A., & Massey, D.
(2023). Developing an equity-centered
practice: Teacher Study Groups in the
preservice context. Journal of Teacher Edu-
cation. Advance online publication. https:/
doi.org/10.1177/00224871231180536

Firestone, A. R., Cruz, R. A., & Rodl, J. E.
(2020). Teacher study groups: An integra-
tive literature synthesis. Review of Educa-
tional Research, 90(5), 675-709. https://
doi.org/10.3102/0034654320938128

Giangreco, M. F., Suter, J. C., & Doyle, M.
B. (2010). Paraprofessionals in inclusive
schools: A review of recent research. Jour-
nal of Educational and Psychological
Consultation, 20(1), 41-57. https://doi.
org/10.1080/10474410903535356

Goldhaber, D., Krieg, J., & Theobald, R. (2014).
Knocking on the door to the teaching pro-
fession? Modeling the entry of prospective
teachers into the workforce. Economics of
Education Review, 43, 106—124. https://doi.
org/10.1016/j.econedurev.2014.10.003

Hagaman, J. L., & Casey, K. J. (2018). Teacher
attrition in special education: Perspectives
from the field. Teacher Education and
Special Education, 41(4), 277-291. https://
doi.org/10.1177/0888406417725797

Hall, T., Meyer, A., & Rose, D. (2012). Univer-
sal Design for Learning in the classroom.

DataDeepDiveTeacherPipelineAndDiver-
sity.pdf

Maryland State Department of Education.
(2018). Maryland teacher staffing report
2016-2018. Maryland State Board of
Education. https:/files.eric.ed.gov/fulltext/
ED572300.pdf

McDonald, M., Kazemi, E., & Kavanagh, S.
(2013). Core practices and pedagogies
of teacher education: A call for common
language and collective activity. Journal of
Teacher Education, 64, 378-386. https://
doi.org/10.1177/0022487113493807

McLeskey, J., Barringer, M.-D., Billingsley,

B., Brownell, M., Jackson, D., Kennedy,
M., Lewis, T., Maheady, L., Rodriguez, J.,
Scheeler, M. C., Winn, J., & Ziegler, D.
(2017). High-leverage practices in special
education. Council for Exceptional Chil-
dren & CEEDAR Center.

McLeskey, J., Tyler, N., & Flippin, S. (2003).
The supply of and demand for special
education teachers: A review of research
regarding the nature of the chronic shortage
of special education. (COPSSE Document
No. RS-1). Center on Personnel Studies in
Special Education. University of Florida,
Gainesville. http://copsse.education.ufl.edu/
docs/RS-1/1/RS-1.pdf

Moll, L. C., Amanti, C., Neff, D., & Gonza-
lez, N. (1992). Funds of knowledge for



https://www.jstor.org/stable/23479302
https://www.jstor.org/stable/23479302
https://doi.org/10.1177/0741932508324399
https://files.eric.ed.gov/fulltext/ED614374.pdf
https://files.eric.ed.gov/fulltext/ED614374.pdf
https://files.eric.ed.gov/fulltext/ED606434.pdf
https://files.eric.ed.gov/fulltext/ED606434.pdf
https://doi.org/10.1177/0022487112446512
https://doi.org/10.1177/0022487112446512
https://doi.org/10.1016/j.tate.2016.03.006
https://doi.org/10.1016/j.tate.2016.03.006
https://ceedar.education.ufl.edu/wp-content/uploads/2020/01/CEEDAR-GTL-Shortages-Brief.pdf
https://ceedar.education.ufl.edu/wp-content/uploads/2020/01/CEEDAR-GTL-Shortages-Brief.pdf
https://ceedar.education.ufl.edu/wp-content/uploads/2020/01/CEEDAR-GTL-Shortages-Brief.pdf
https://ceedar.education.ufl.edu/wp-content/uploads/2020/01/CEEDAR-GTL-Shortages-Brief.pdf
https://exceptionalchildren.org/sites/default/files/2021-03/K12%20Initial%20Standards%20and%20Components.pdf
https://exceptionalchildren.org/sites/default/files/2021-03/K12%20Initial%20Standards%20and%20Components.pdf
https://exceptionalchildren.org/sites/default/files/2021-03/K12%20Initial%20Standards%20and%20Components.pdf
https://exceptionalchildren.org/sites/default/files/2021-03/K12%20Initial%20Standards%20and%20Components.pdf
https://exceptionalchildren.org/sites/default/files/2022-03/2022%20CEC%20Paraeducator%20Competencies__FINAL.pdf
https://exceptionalchildren.org/sites/default/files/2022-03/2022%20CEC%20Paraeducator%20Competencies__FINAL.pdf
https://exceptionalchildren.org/sites/default/files/2022-03/2022%20CEC%20Paraeducator%20Competencies__FINAL.pdf
https://exceptionalchildren.org/sites/default/files/2022-03/2022%20CEC%20Paraeducator%20Competencies__FINAL.pdf
https://doi.org/10.1080/00131911.2023.2173726
https://doi.org/10.1080/00131911.2023.2173726
https://doi.org/10.1177/1044207320970545
https://doi.org/10.1177/1044207320970545
https://doi.org/10.1016/j.ecresq.2014.12.002
https://doi.org/10.1016/j.ecresq.2014.12.002
https://doi.org/10.25115/psye.v7i3.515
https://doi.org/10.1080/19415257.2015.1065899
https://doi.org/10.1080/19415257.2015.1065899
https://edtpa.org/resource_item/2017AR
https://edtpa.org/resource_item/2017AR
https://doi.org/10.1016/j.econedurev.2013.06.006
https://doi.org/10.1016/j.econedurev.2013.06.006
https://doi.org/10.1177/00224871231180536
https://doi.org/10.1177/00224871231180536
https://doi.org/10.3102/0034654320938128
https://doi.org/10.3102/0034654320938128
https://doi.org/10.1080/10474410903535356
https://doi.org/10.1080/10474410903535356
https://doi.org/10.1016/j.econedurev.2014.10.003
https://doi.org/10.1016/j.econedurev.2014.10.003
https://doi.org/10.1177/0888406417725797
https://doi.org/10.1177/0888406417725797
https://doi.org/10.1080/10665684.2015.1121457
https://doi.org/10.1080/10665684.2015.1121457
https://www.marylandpublicschools.org/stateboard/Documents/2022/0726/TabGBlueprintAndDataDeepDiveTeacherPipelineAndDiversity.pdf
https://www.marylandpublicschools.org/stateboard/Documents/2022/0726/TabGBlueprintAndDataDeepDiveTeacherPipelineAndDiversity.pdf
https://www.marylandpublicschools.org/stateboard/Documents/2022/0726/TabGBlueprintAndDataDeepDiveTeacherPipelineAndDiversity.pdf
https://www.marylandpublicschools.org/stateboard/Documents/2022/0726/TabGBlueprintAndDataDeepDiveTeacherPipelineAndDiversity.pdf
https://www.marylandpublicschools.org/stateboard/Documents/2022/0726/TabGBlueprintAndDataDeepDiveTeacherPipelineAndDiversity.pdf
https://doi.org/10.1177/0022487113493807
https://doi.org/10.1177/0022487113493807
http://copsse.education.ufl.edu/docs/RS-1/1/RS-1.pdf
http://copsse.education.ufl.edu/docs/RS-1/1/RS-1.pdf

64 | JOURNAL OF SPECIAL EDUCATION PREPARATION 3.2

ABOUT THE AUTHORS

Alexandra Shelton

Alexandra Shelton is an Assistant
Professor of Special Education

at Johns Hopkins University. Her
research interests include improving
literacy outcomes for historically
marginalized adolescents with
disabilities and reading difficulties via
evidence-based literacy instruction
and intervention and teacher
professional development and
coaching. As a former high school
special education teacher, Shelton
served students in the general and
special education settings in English
language arts, reading, math, and
science.

Rebecca A. Cruz

Rebecca A. Cruz is an assistant
professor of education at Johns
Hopkins University. Her research
interests include redefining the
concept of inclusion, from a
perspective that considers disability,
not as an individual trait but as a
product of political, social, and
historical practices. Her work uses
hierarchical linear and logistic

models to understand contextual and
structural mechanisms that contribute
to inequities across time. Prior to
beginning her doctoral studies,
Rebecca worked in middle and high
school settings to develop co-teaching
and inclusion models.

teaching: Using a qualitative approach to
connect homes and classrooms. Theory
into Practice, 31(2), 132—141. https://doi.
org/10.1080/00405849209543534

No Child Left Behind Act of 2001, P.L. 107-110,
20 U.S.C. § 6319 (2002).

Ondrasek, N., Carver-Thomas, D., Scott, C., &
Darling-Hammond, L. (2020). California’s
special education teacher shortage. Policy
Analysis for California Education: Learning
Policy Institute.

Pugach, M. C., Gomez-Najarro, J., &
Matewos, A. M. (2019). A review of
identity in research on social justice
in teacher education: What role for
intersectionality?. Journal of Teacher
Education, 70(3), 206-218. https://doi.
org/10.1177/0022487118760567

Putman, S. M., & Polly, D. (2021). Examining
the development and implementation of
an embedded, multi-semester intern-
ship: Preliminary perceptions of teacher
education candidates, clinical educators,
and university faculty. Peabody Journal of
Education, 96(1), 99—-111. https://doi.org/10
.1080/0161956X.2020.1864250

Redding, C. (2019). A teacher like me: A review
of the effect of student—teacher racial/
ethnic matching on teacher perceptions
of students and student academic and
behavioral outcomes. Review of Education-
al Research, 89(4), 499-535. https://doi.
org/10.3102/0034654319853545

Ronfeldt, M., Loeb, S., & Wyckoff, J. (2013).
How teacher turnover harms student
achievement. American Educational
Research Journal, 50(1), 4-36. https://doi.
0rg/10.3102/0002831212463813

Rosenberg, M. S., Boyer, K. L., Sindelar, P. T.,
& Misra, S. K. (2007). Alternative route
programs for certification in special educa-
tion: Program infrastructure, instructional
delivery, and participant characteristics. Ex-
ceptional Children, 73(2), 224-241. https://
doi.org/10.1177/001440290707300206

Shelton, A., Hogan, E., Chow, J. C., & Wexler,
J. (2023). A synthesis of professional de-
velopment targeting literacy instruction and
intervention for English learners. Review
of Educational Research, 93(1), 37-72.
Advance online publication. https://doi.
org/10.3102/00346543221087718

Theobald, R., Kaler, L., Bettini, E., & Jones, N.
(2023). A descriptive portrait of the par-
aeducator workforce in Washington state.
CALDER Working Paper No. 283-0423.
https://caldercenter.org/sites/default/files/
CALDER%20WP%20283-0423_0.pdf

Trainor, A. A., Bettini, E., & Scott, L. A. (2019).
Introduction to the special issue—A neces-

sary step in pursuit of equity: Developing a
racially/ethnically diverse special educa-
tion teaching force. Remedial and Special
Education, 40(4), 195-198. https://doi.
org/10.1177/0741932519843176

U.S. Department of Education, National
Center for Education Statistics. (2021a).
Table 204.40. Children 3 to 21 years old
served under Individuals with Disabilities
Education Act (IDEA), Part B, by race/
ethnicity and age group: 2000-01 through
2020-21. https://nces.ed.gov/programs/
digest/d21/tables/dt21_204.40.asp?cur-
rent=yes

U.S. Department of Education, National Center
for Education Statistics. (2021b). Table
209.23. Number and percentage distribu-
tion of teachers in public elementary and
secondary schools, by race/ethnicity and
selected teacher and school characteristics:
2017-18. https://nces.ed.gov/programs/
digest/d21/tables/dt21 209.23.asp?cur-
rent=yes

U.S. Department of Education, National Center
for Education Statistics. (2022). Table
203.60. Enrollment and percentage distri-
bution of enrollment in public elementary
and secondary schools, by race/ethnicity
and level of education: Fall 1999 through
fall 2030. https://nces.ed.gov/programs/
digest/d22/tables/dt22 203.60.asp?cur-
rent=yes

Waitoller, F. R., Woodard, R., Rao, A., &
Kang, V. (2021). Untangling ideologies of
disablement: the perils of the (in) visibility
of dis/ability in urban teacher education
programs. International Journal of Quali-
tative Studies in Education, Advance online
publication. https://doi.org/10.1080/095183
98.2021.1956630

Warren, P., & Hill, L. (2018). Revisiting finance
and governance issues in special education
[Technical report: Getting Down to Facts
11]. Stanford University: Public Policy Insti-
tute of California. https:/files.eric.ed.gov/
fulltext/ED594760.pdf

Wexler, J., Kearns, D. K., Lemons, C. J., Shel-
ton, A., Pollack, M. S., Stapleton, L. M.,
Clancy, E., Hogan, E., & Lyon, C. (2022).
Improving literacy instruction in co-taught
middle school classroom to support reading
comprehension. Contemporary Educa-
tional Psychology, 68, 2—14. https://doi.
org/10.1016/j.cedpsych.2021.102040

White, R. (2004). The recruitment of paraeduca-
tors into the special education profession:
A review of progress, select evaluation out-
comes, and new initiatives. Remedial and
Special Education, 25(4), 214-218. https://
doi.org/10.1177/07419325040250040401



https://doi.org/10.1080/00405849209543534
https://doi.org/10.1080/00405849209543534
https://doi.org/10.1177/0022487118760567
https://doi.org/10.1177/0022487118760567
https://doi.org/10.1080/0161956X.2020.1864250
https://doi.org/10.1080/0161956X.2020.1864250
https://doi.org/10.3102/0034654319853545
https://doi.org/10.3102/0034654319853545
https://doi.org/10.3102/0002831212463813
https://doi.org/10.3102/0002831212463813
https://doi.org/10.1177/001440290707300206
https://doi.org/10.1177/001440290707300206
https://doi.org/10.3102/00346543221087718
https://doi.org/10.3102/00346543221087718
https://caldercenter.org/sites/default/files/CALDER%20WP%20283-0423_0.pdf
https://caldercenter.org/sites/default/files/CALDER%20WP%20283-0423_0.pdf
https://doi.org/10.1177/0741932519843176
https://doi.org/10.1177/0741932519843176
https://nces.ed.gov/programs/digest/d21/tables/dt21_204.40.asp?current=yes
https://nces.ed.gov/programs/digest/d21/tables/dt21_204.40.asp?current=yes
https://nces.ed.gov/programs/digest/d21/tables/dt21_204.40.asp?current=yes
https://nces.ed.gov/programs/digest/d21/tables/dt21_209.23.asp?current=yes
https://nces.ed.gov/programs/digest/d21/tables/dt21_209.23.asp?current=yes
https://nces.ed.gov/programs/digest/d21/tables/dt21_209.23.asp?current=yes
https://nces.ed.gov/programs/digest/d22/tables/dt22_203.60.asp?current=yes
https://nces.ed.gov/programs/digest/d22/tables/dt22_203.60.asp?current=yes
https://nces.ed.gov/programs/digest/d22/tables/dt22_203.60.asp?current=yes
https://doi.org/10.1080/09518398.2021.1956630
https://doi.org/10.1080/09518398.2021.1956630
https://files.eric.ed.gov/fulltext/ED594760.pdf
https://files.eric.ed.gov/fulltext/ED594760.pdf
https://doi.org/10.1016/j.cedpsych.2021.102040
https://doi.org/10.1016/j.cedpsych.2021.102040
https://doi.org/10.1177/07419325040250040401
https://doi.org/10.1177/07419325040250040401

	_7ie2qv4bnlir
	_lo8a5twtj6rc
	_dmz3rfky74r0
	_e48v5v5x7ma2
	_py7ouqw42l59
	_23gb5tx7pbj9
	_x1g2sl1d8dl2
	_9puda2d7afk9
	_10zfe4vgvq9o
	_y6mko9uyojre
	_Hlk143079187
	_Hlk143079297
	_Hlk143079395
	_Hlk143079461
	_Hlk143079541
	_Hlk143079960
	_Hlk143080260
	_Hlk143080725
	_Hlk143080740
	_Hlk143080964
	_Hlk143081031
	_Hlk142995770
	_Hlk142995778
	_Hlk142995788
	_Hlk142995797
	_Hlk142995808
	_Hlk142995817
	_Hlk142995826
	_Hlk142995836
	_Hlk142995850
	_Hlk142995873
	_Hlk142995961
	_Hlk142995975
	_Hlk142996006
	_Hlk142996014
	_Hlk142996082
	_Hlk142996253
	_Hlk142996217
	_Hlk142996208
	_Hlk142996348
	_Hlk142996320
	_Hlk142996327
	_Hlk142996342

