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top of mind for state and district leaders: 
making up for disrupted learning, ensur-
ing that schools have enough quality 
teachers and staff to lead this work, and 

Lowering teacher standards 
may fail to solve actual 
pipeline problems and can 
create new ones.   

Hannah Putman and Heather Peske

A Data-Driven Approach to  
Staffing Schools 

With three school years touched by 
the pandemic so far, the extent of the 
damage to this generation of students is 
coming into focus. Three concerns are 
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teachers. Decades of research show that these 
least qualified, inexperienced teachers will be 
assigned to teach students who need the most 
support, likely perpetuating a cycle of inequity.6  

Further, lowering standards for entry actually 
makes the profession less appealing to academi-
cally stronger students.7  And because more 
effective teachers tend to stay in the classroom 
longer,8 maintaining reasonable standards for 
quality could even forestall staffing issues in the 
coming years. 

Perhaps even more troubling are calls to 
lower standards for teacher licensure as a means 
to increase the diversity of the teacher work-
force. All students, and especially students of 
color, benefit tremendously when they learn 
from teachers of color. However, the strategy of 
lowering expectations for teachers in service of 
teacher diversity carries the pernicious implica-
tion that many aspiring teachers of color cannot 
meet current expectations, which simply is not 
accurate. Inequities in educational experiences 
for students of color are well-documented;9 solu-
tions should focus on righting these inequities, 
not ignoring them. Teacher quality and teacher 
diversity are not, and should not be viewed as, at 
odds with each other—and dozens of institutions 
across the country exhibit both racial equity and 
excellence in supporting aspiring teachers of 
color on these licensure tests.10 

In reality, broad-brush efforts to increase 
the supply of teachers may do little to address 
districts’ specific needs. For example, recent 
research on Washington state found that two of 
every three candidates who trained to become 
teachers did not initially get hired in a teach-
ing position, and half of those (one-third of all 
candidates) never got a public school teaching 
job in the state,11  even though these certified 
teachers earned less when they took jobs in 
other fields.12  At the same time, Washington 
state consistently had staffing challenges in 
rural districts.13  

This trend is apparent nationally as well, in 
that some certification areas, like elementary 
education, have boasted a surplus of teachers 
while others have had consistent shortages.14  
Simply adding more teachers to the workforce 
without matching them to the subjects and 
schools that most need them may not address the 
real problems. 

building a diverse teacher workforce. Many 
states are tempted to lower requirements for 
teachers in the hopes that it will address some of 
these concerns.

Before signing on to such changes, state boards 
of education should seek evidence about the 
exact nature of the problems a policy change is 
designed to address, whether the change is likely 
to help, and what the unintended consequences 
might be. Is there evidence, for example, that 
lowering teacher requirements will bring more 
teachers into the schools that are struggling to 
hire them? And what inadvertent harm will 
students suffer at a time when their learning 
recovery is most fragile?

Fighting the Urge to Lower Standards
School leaders have been worried they will 

have a labor shortage on their hands because 
of a potential mass attrition of current teach-
ers and fewer people starting careers in educa-
tion. A recent National Education Association 
survey reported that more than half of members 
intended to leave teaching sooner than planned.1  

But there are reasons to believe that headlines of 
impending large-scale attrition may be mislead-
ing. While it is unlikely that half the workforce 
is departing right away,2  attrition has been 
predicted to tick upward in the 2022–23 school 
year.3  In Spring 2022, however, districts reported 
only a modest increase in teacher attrition.4  In 
any case, state and district leaders would do well 
to gather more concrete data on whether teach-
ers are actually leaving their schools.

But no matter what they find, lowering 
standards for teachers to enter the profession—
even as a temporary solution—may not work 
as planned. Removing licensure tests is a go-to 
policy reaction to allow for faster entry into 
the classroom, and it comes up whenever fears 
of shortages arise. While there is no perfect 
predictor of who will be more effective, licen-
sure tests serve as a guardrail to quality and are 
typically found to be modest but statistically 
significant predictors of teachers’ effectiveness 
in the classroom.5 

Most important, lowering standards for 
teacher quality will likely exacerbate students’ 
learning loss. Students who have already fallen 
furthest behind during the pandemic are likely 
to be harmed the most from lower standards for 

Simply adding teachers 
to the workforce 

without matching them 
to the subjects and 

schools that most need 
them may not address 

the real problems. 
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do they compare to other states? In which 
schools are retention rates higher? What 
factors contribute?

Many of the staffing challenges facing 
states and districts predate the pandemic. For 
example, special education positions have been 
states’ most commonly cited shortage area every 
year for more than two decades.15  Similarly, 
rural schools have persistently had more chal-
lenges hiring teachers than suburban and even 
urban schools.16  

States need more data than most have on 
hand to fully assess the staffing needs in their 
state. Currently, 29 states publish at least some 
teacher demand data, although no state’s current 
reporting is complete.17  Reports should include 
the number of teachers currently employed, 
the number of vacant positions, the number of 
new hires, and ideally the prevalence of teach-
ers teaching outside their certification areas, all 
broken out by certification or subject (see box). 

Second, evaluate the pipeline. While many 
students dream of being teachers when they 
grow up, aspiring teachers often get lost between 
those early hopes and becoming a certified 
teacher of record. Understanding how aspiring 

Better Ways to Build the Pipeline
State and district leaders that want to address 

concerns about the teacher pipeline without 
sacrificing teacher quality need to marshal data 
and evidence to assess the problem, evaluate the 
pipeline, and act based on the evidence to build a 
diverse, qualified teacher workforce.

First, assess the problem. Solutions should be 
targeted to the problem at hand, one understood 
through data, not anecdotes. Districts and states 
should answer these questions: 

  In what regions of the state, or in which 
schools, are there persistent vacancies? In 
which subjects? 

  What is the demographic composition of the 
workforce, and how well does it align with the 
student population? 

  What is the supply of new teachers completing 
teacher preparation programs, and how does 
that align with district needs (both in volume 
and in specific certification areas)?

  What are teacher retention rates? In which 
schools or subjects do they tend to be lower? 
How do those compare across districts? How 

Several states have done work to increase the transparency of workforce data. 
Colorado stands out for its detailed teacher workforce reporting.a Its dashboard 
displays open positions and positions filled by substitutes, retired educators, or 
teachers with emergency credentials. The data can be searched by certification area 
and are disaggregated by rural designation. 

Other states are building data systems to answer questions about their teacher 
pipelines. Texas has an extensive set of dashboards that includes not only licensure  
test pass rates but also data on hiring and retention linked back to individual teacher 
prep institutions. North Carolina recently updated its dashboard to include first-
attempt pass rates and information about the number of times people take licensure 
tests, as well as more data disaggregated by test-taker race and ethnicity. And New 
Jersey passed legislation requiring the state to publish first-attempt pass rates.b 

aColorado Department of Education, “Educator Shortage Survey Results Dashboard,” web page, https://www.cde.state.
co.us/educatortalent/coloeducatorshortagesurveyresultsdashboard.
bTexas Education Agency, “Educator Preparation Data Dashboards,” https://tea4avcastro.tea.state.tx.us/ELQ/
educatorprepdatadashboard/Dashboards.html; North Carolina Department of Public Instruction, “EPP Performance,” 
https://www.dpi.nc.gov/educators/educator-preparation/epp-performance; New Jersey Senate Education Committee, 
Statement to Senate, No. 2830, January 14, 2021.

Box 1. Detailed Dashboards
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pass after multiple attempts.20  These data also 
indicate how many people take the test once and 
do not retake it, a useful insight into a potentially 
large pool of aspiring teachers who never reach 
the workforce. The Tennessee State Board of 
Education recently took a step in this direction, 
publishing first-attempt pass rates at the institu-
tion level, although the data are not, for now, 
disaggregated by exam.

States seeking to build a more diverse work-
force should pay close attention to pass rates for 
aspiring teachers of color. First-attempt and best-
attempt pass rates tend to vary widely among 
institutions within each state, and some institu-
tions are supporting their aspiring teachers of 
color to achieve much greater results. It can also 
be informative to look at how many test takers of 
color are passing or failing at each institution. If 
some institutions have large numbers of aspir-
ing teachers of color who have not successfully 
earned a teaching license, those institutions may 
be ripe for interventions. In fact, institutions 
where aspiring teachers are most successful, 
especially those institutions that are less selec-
tive but also achieve a high pass rate, may have 
lessons to offer on how to help more aspiring 
teachers learn core content and succeed on licen-
sure tests.21 

Third, act based on the evidence. Under-
standing the nature of a state’s staffing challenges 
can help leaders devise targeted solutions 
(figure 1). If shortages in hard-to-staff regions 
are a concern, state leaders should employ 
strategies to attract teachers to those regions. For 
example, rural districts have a higher vacancy 
rate and proportion of teachers with emergency 
credentials compared with suburban or urban 
schools.22  Flooding the state with more teachers 
is unlikely to solve rural teacher shortages. 
Instead, districts can recruit more student 
teachers to teach in these schools, since teachers 
are likely to get their first teaching job near 
where they student teach.23  

Similarly, drawing in teachers at the start of 
their career holds great promise. As one example, 
the Ozarks Teaching Corps awards scholarships 
to teacher candidates who commit to teach in 
a rural Ozarks school for at least three years 
and has placed more than 60 teachers.24  This 
program reports that 91 percent of the candi-
dates who were placed in a rural Ozarks school 

teachers proceed from one step to the next—
disaggregated by certification area, race and 
ethnicity, and other data points of interest to the 
state—can help target resources to the pipeline’s 
leakiest points.

States should examine these questions across 
all aspiring teachers, disaggregated by race and 
ethnicity:

  How many people enroll in teacher prepara-
tion programs, and what proportion of them 
complete programs? 

  How many college students consider teaching 
but do not enroll?18 

  How many candidates pursue preparation in 
each certification area? How does this align 
with the state’s anticipated hiring needs?

  What proportion of program completers 
earn state certification overall and by certifi-
cation area?

  Among candidates who do not earn certifica-
tion, what is the reason? Difficulty passing 
licensure tests? A failure to complete course-
work? A decision not to complete the applica-
tion process?

  What proportion of newly certified teachers 
are hired in the state? What do the certified 
teachers who do not take teaching jobs do 
instead?  

States report some of these data to the U.S. 
Department of Education, as required by Title 
II of the Higher Education Act. These reports 
include the number of candidates who enroll in 
or complete teacher preparation programs each 
year, disaggregated by race/ethnicity, gender, 
and subject area. However, this report does not 
track the number of candidates who are lost 
between program enrollment and completion, 
nor what proportion are hired in their state or 
others. Only nine states independently publish 
teacher supply data that are disaggregated to 
the institution or preparation program level and 
certification level.19 

To fill in some of this information, states can 
examine pass-rate data on teacher licensure 
tests. The National Council on Teacher Quality 
has published data on elementary content 
licensure tests in nearly every state, showing 
the proportion of test takers who pass on their 
first attempt and the data on test takers who 

Flooding the state 
with more teachers is 
unlikely to solve rural 

teacher shortages. 
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Incentive Allotment program, paying high-
performing teachers more to work in high-needs 
schools as well as rural schools. The dollar 
amounts are substantial, ranging from $3,000 
for “recognized teachers” to $32,000 for “master 
teachers.” The system also gives districts some 
flexibility in how to develop their evaluation 
system and disburse funds. While the Texas 
system is still new, preliminary research on its 
pilot program, the Dallas Principal and Teacher 
Excellence Initiatives, found that providing 
higher pay to draw effective teachers into under-
performing schools led to improved instruction 
and student achievement.26  Washington, DC, 
also encourages teachers to work in high-
poverty schools by offering an annual bonus up 
to $25,000 (compared with $3,000 for highly 
effective teachers in low-poverty schools). This 
system has been associated with higher retention 
rates for effective teachers and more effective 
incoming teachers.27 

taught for at least three years; most are still 
teaching in the district that hired them.

Much of the challenge of recruiting teachers 
into rural areas may not be financial but percep-
tual. Rural schools may be seen as offering fewer 
growth opportunities, or rural districts may be 
viewed as less appealing to new college gradu-
ates. A 2016 meeting of the Rural Teacher Corps 
Project focused on solutions less grounded in 
pay or in lowering standards but in marketing 
the communities themselves and in helping 
teachers build ties to those communities so that 
they want to stay.25 

If finding housing presents a challenge for 
teachers just starting their career, states may want 
to help districts offer housing stipends, like those 
offered in big cities such as Boston and New York 
or build new affordable housing for teachers.

If specific schools are harder to staff, states 
may consider incentives targeted to those 
schools. Texas is several years into the Teacher 

CHALLENGE POLICY SOLUTION

Shortage of 
teachers in 
rural schools

A strong, 
diverse 

workforce with 
an e�ective 

teacher in every 
classroom

Incentivize teaching in rural 
schools, capitalize on community 
appeal, draw in student teaching 
opportunities

Lower pass rates 
for aspiring teachers 
of color

Identify and replicate practices 
from high-performing institutions to 
support aspiring teachers of color

Too few STEM or 
special education 
teachers

Incentivize teaching in shortage 
areas (e.g., Hawaii’s higher salary 
for special education teachers)

Testing fees keep 
people from the 
classroom

Subsidize testing fees for candidates

GOAL

Figure 1. States Can More Effectively Minimize Shortages if They Target Solutions Directly 
to the Problem
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guidance counselors and school nurses, have 
been found to be more appealing to teachers 
than a sizable raise.31 

All these solutions address targeted chal-
lenges in recruiting and retaining teachers; none 
requires states to lower standards. 

Keep Teacher Diversity Central 
The research is clear and compelling: All 

students, and especially students of color, benefit 
from being assigned to teachers of color.32  Yet 
the diversity of the teacher workforce is far from 
reflecting the diversity of students. Aspiring 
teachers of color are lost at disproportionately 
high rates along every step toward becoming a 
teacher of record.33  States should examine data 
targeting the most problematic points: 

  What points along the pathway into the 
classroom are disproportionately hindering 
aspiring teachers of color? 

  Which institutions of higher education, school 
districts, or other entities are successful in 
supporting aspiring teachers of color? What 
promising practices can be emulated?

  What do teachers of color experience once 
they reach the classroom? Do they dispropor-
tionately work in schools that tend to have 
higher turnover rates? What supports do they 
receive? Are there ways that their administra-
tors could better assist them?

This analysis will likely reveal disparities 
between White test takers and test takers of 
color on guardrails such as licensure test pass 
rates. These disparities reflect the effects of 
systemic inequities in education and broader 
experiences. The response should be to help 
more aspiring teachers of color reach the class-
room equipped with the skills and knowledge 
they need to create greater opportunities for 
their own students. Many institutions stand out 
in this regard. In a recent report, NCTQ identi-
fied 89 institutions where test takers of color 
earn pass rates on elementary content licensure 
tests that exceed the state average for all test 
takers and where there was little or no disparity 
in pass rates for test takers of color compared 
with White test takers.34  

Similarly, some school districts are firmly 
committed to diversity, evident from a teacher 
workforce that closely mirrors their student 

If attracting people to work in certain 
subjects or certification areas poses a perennial 
challenge, states can incentivize teachers to 
work in those fields. Hawaii gained national 
attention for increasing the salaries of its 
special education teachers by $10,000 a year. 
In the year after this policy went into effect, 
the state cut in half the proportion of special 
education positions vacant or filled by teachers 
unlicensed, with nearly 300 more licensed 
special education teachers compared with the 
year before the policy began.28 

If candidates are struggling to pass licensure 
tests, states should examine the data to under-
stand where the challenges lie. For example, do 
few aspiring teachers at an institution pass on 
their first attempt? Review the course require-
ments, both from the teacher preparation 
program itself and from the university’s general 
education requirements, and determine if more 
aligned requirements and early diagnostic testing 
could help fill in some knowledge gaps before 
candidates sit down to take the test.

If candidates take the test once, fail, and do 
not retake it, it may be that testing fees pose a 
burden. Covering those fees could help many 
more aspiring teachers retake the test rather than 
abandon efforts to earn a teaching license, as 
several states now do. 

If test takers at some institutions repeatedly 
retake the test without success, states should 
work with preparation programs to track 
licensure test data. Every institution has access 
to a data management system from the testing 
company that oversees the test, allowing the 
institution to regularly identify aspiring teachers 
who repeatedly fail and assign additional course-
work or tutoring to meet those needs. Several 
institutions where aspiring teachers of color earn 
high pass rates have taken these steps, using data 
to guide interventions with any test takers who 
struggle to pass exams (figure 2).29 

If current teachers are leaving their schools 
at high rates, states should examine the reasons 
and address the root causes. This past school 
year, many districts offered bonuses to encourage 
teachers to return. Roughly 40 percent of large 
districts across the country offered teachers such 
bonuses, ranging from $350 to $5,000.30  But 
states and districts can consider nonmonetary 
bonuses as well. Some school support services 
that benefit both students and teachers, such as 

Aspiring teachers 
of color are lost at 

disproportionately high 
rates along every step 

toward becoming a 
teacher of record.33
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Instead, states and districts should identify 
their specific staffing challenges and target their 
actions to those needs. We cannot accelerate 
student learning with teachers who themselves 
are starting behind. 

1GBAO, “Poll Results: Stress and Burnout Pose Threat  
of Educator Shortages,” memo, January 31, 2022,  
https://www.nea.org/sites/default/files/2022-02/NEA%20
Member%20COVID-19%20Survey%20Summary.pdf.
2One paper finds that only about a third of teachers who 
say they plan to leave as soon as possible actually do. Tuan 
D. Nguyen et al., “Comparing Turnover Intentions and 
Actual Turnover in the Public Sector Workforce: Evidence 
from Public School Teachers,” EdWorking Paper No. 22-537 
(Annenberg Brown University, February 2022). 
3Dan Goldhaber and Roddy Theobald, “Teacher Attrition 
and Mobility in the Pandemic,” CALDER Policy Brief No. 
30-0322 (Arlington VA: National Center for Analysis of 
Longitudinal Data in Education Research, 2022).
4Matt Barnum, “Uptick but No Exodus: Despite Stress, Most 

body.35  States can leverage the ones within their 
borders to identify promising practices.

Few Easy Answers
Recovery from the damage of this pandemic 

will not come easily. Teachers and students had 
to consistently respond to the uncertainty the 
pandemic wrought. Given its effects, it is critical 
to have teachers who can help students make up 
for lost learning opportunities. 

The path forward must prioritize student 
learning and teachers’ essential role, which 
means staffing every classroom with an effec-
tive teacher. That goal cannot be achieved by 
lowering requirements for becoming a teacher. 

At least one institution achieves equity and excellence for
aspiring teachers of color.

TX
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MD

CA
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ND

SD

MN
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IDOR
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DC

No institutions achieve equity and excellence for aspiring
teachers of color.

No institution-level data disagregated by race/ethnicity.

Data not yet available.

Figure 2. States Where Institutions Support Aspiring Teachers of Color In Achieving 
Equity and Excellence

Source: Hannah Putman, "Digging Deeper: Which Types of Institutions Achieve Excellence and Equity for Aspiring 
Teachers of Color?" Washington, DC: NCTQ, July 2022.

cont'd on page 61

Hannah Putman is managing 
director, research, and 
Heather Peske, Ed.D., is 
president of the National 
Council on Teacher Quality.
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overall average salary costs per employee. In 
other words, there may effectively be a finan-
cial trade-off between the growing numbers of 
teachers and their decreasing experience. But as 
the older segment of the teaching force retires, 
will the newcomers stay long enough to become 
the next generation of veterans?

The national data we analyzed ends with 
spring 2018, raising questions about whether the 
pandemic that began in spring 2020 will alter 
the trajectory of these trends. The answers will 
not be revealed until the next cycle of national 
data is released—probably by 2023. I would 
guess these long-term trends will continue. 
Moreover, it appears that trend number 5—
instability—has already increased. All indica-
tions are that teacher turnover is rising and will 
continue to do so. With the pent-up stress teach-
ers accumulated during the pandemic and as 
the economy improves, teachers will be able and 
willing to increasingly seek other employment 
options. It will be most tempting for teachers in 
low-income schools, with their added stresses, 
to explore those options. Hence, state education 
leaders’ efforts to address teacher turnover will 
be more important than ever. 

1Richard Ingersoll et al., “The Demographic Transformation 
of the Teaching Force in the United States,” Education 
Sciences 11 (2021): 234. 
2Information about the Schools and Staffing Survey/National 
Teacher Principal Survey, including methodology and 
results, is available at https://nces.ed.gov/surveys/sass/ and 
https://nces.ed.gov/surveys/ntps/.
3Richard Ingersoll, Henry May, and Gregory Collins, 
“Recruitment, Employment, Retention and the Minority 
Teacher Shortage,” Education Policy Analysis Archives 27, no. 
37 (2019), http://dx.doi.org/10.14507/epaa.27.3714; Richard 
Ingersoll et al., “Trends in the Recruitment, Employment, 
and Retention of Teachers from Under-Represented 
Racial-Ethnic Groups,” chapter 61 in Travis Bristol and 
Conra Gist, eds., Handbook of Research on Teachers of 
Color and Indigenous Teachers (Washington, DC: American 
Educational Research Association, 2022).
4Richard Ingersoll and David A. Perda, “Is the Supply of 
Mathematics and Science Teachers Sufficient?” American 
Educational Research Journal 47, no. 3 (2010): 563–94; 
Richard Ingersoll and Henry May, “The Magnitude, 
Destinations, and Determinants of Mathematics and Science 
Teacher Turnover,” Educational Evaluation and Policy 
Analysis 34, no. 4 (2012): 435–64.

cont'd from page 11...Five Trends Shaping the 
Teaching Force

cont'd from page 23...A Data-Driven Approach 
to Staffing Schools

Teachers Stay Put,” Chalkbeat, March 9, 2022. 
5Hannah Putman and Kate Walsh, “Literature Review 
on Licensure Test Predictive Validity,” (Washington, DC: 
NCTQ, 2021).
6See, e.g., Tim Sass et al., “Value Added of Teachers 
in High-Poverty Schools and Lower Poverty Schools,” 

Journal of Urban Economics 72, no. 2 (2012), 104–22; 
Dan Goldhaber, Vanessa Quince, and Roddy Theobald, 
“Has It Always Been This Way? Tracing the Evolution of 
Teacher Quality Gaps in US Public Schools,” American 
Educational Research Journal 55, no. 1 (2018): 171–20; Dan 
Goldhaber, Lesley Lavery, and Roddy Theobald, “Uneven 
Playing Field? Assessing the Teacher Quality Gap between 
Advantaged and Disadvantaged Students,” Educational 
Researcher 44, no. 5 (2015), 293–307; Steven Glazerman 
and Jeffrey Max, “Do Low Income Students Have Equal 
Access to the Highest Performing Teachers?” (Washington, 
DC: Institute of Education Sciences, National Center for 
Education Evaluation and Regional Assistance, 2011); 
Charles Clotfelter et al., “High-Poverty Schools and the 
Distribution of Teachers and Principals,” CALDER Working 
Paper (2007); Demetra Kalogrides, Susanna Loeb, and Tara 
Beteille, “Systematic Sorting: Teacher Characteristics and 
Class Assignments,” Sociology of Education 86, no. 2 (2013): 
103–23.
7Benenson Strategy Group, “National Online Survey of 
College Students: Education Attitudes” (Third Way, 2014), 
https://www.thirdway.org/polling/national-online-survey-
of-college-students-education-attitudes.
8Christopher Redding and Gary T. Henry, “New Evidence on 
the Frequency of Teacher Turnover: Accounting for Within-
Year Turnover,” Educational Researcher 47, no. 9 (2018): 
577–93; Donald Boyd et al., “The Role of Teacher Quality 
in Retention and Hiring: Using Applications to Transfer to 
Uncover Preferences of Teachers and Schools,” Journal of 
Policy Analysis and Management 30, no. 1 (2011): 88–110; 
Dan Goldhaber, Betheny Gross, and Daniel Player, “Teacher 
Career Paths, Teacher Quality, and Persistence in the 
Classroom: Are Public Schools Keeping Their Best?” Journal 
of Policy Analysis and Management 30, no. 1 (2011): 57–87.
9See, e.g., Jennifer L. Steele, et al., “The Distribution and 
Mobility of Effective Teachers: Evidence from a Large, Urban 
School District,” Economics of Education Review 48 (2015): 
86–101; Goldhaber, Quince, and Theobald, “Has It Always 
Been This Way?”
10Hannah Putman, “Digging Deeper: Which Types of 
Institutions Achieve Excellence and Equity for Aspiring 
Teachers of Color?” report (Washington, DC: National 
Council on Teacher Quality, July 2022).
11Dan Goldhaber et al., “Lost to the System? A Descriptive 
Exploration of Teacher Candidates’ Career Paths,” 
Educational Researcher (2022).
12Dan Goldhaber et al., “Out of the Gate, but Not Necessarily 
Teaching: A Descriptive Portrait of Early-Career Earnings for 
Those Who Are Credentialed to Teach,” CALDER Working 
Paper No. 263-0422 (Arlington VA: CALDER, 2022).
13Dan Goldhaber et al., “Student Teaching and the 
Geography of Teacher Shortages,” Educational Researcher 50, 
no. 3 (2021): 165–75.
14James Cowan et al., “Missing Elements in the Discussion of 
Teacher Shortages,” Educational Researcher 45, no. 8 (2016): 
460–62.
15Kaitlin Pennington McVey and Justin Trinidad, “Nuance 
in the Noise: The Complex Reality of Teacher Shortages” 
(Bellwether Education Partners, January 2019). 
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learn and grow. With a willingness to follow the 
evidence and embrace innovative approaches, 
state policymakers can create licensure rules 
that set a high bar for the teaching profession 
while strengthening efforts to build the talented, 
diverse teacher workforce students need.  
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