TEACHSTRONG POLICY PROPOSAL: PRINCIPLE 2

REIMAGINE TEACHER
PREPARATION

Reimagine teacher preparation to make it more
rooted in classroom practice and a professional knowledge
base, with universal high standards for all candidates

THE NINE TEACHSTRONG PRINCIPLES
PRINCIPLE 1

IDENTIFY AND RECRUIT MORE TEACHER CANDIDATES
PRINCIPLE 2

REIMAGINE TEACHER
PREPARATION
PRINCIPLE 3

RAISE THE BAR FOR LICENSURE
PRINCIPLE 4

INCREASE COMPENSATION
PRINCIPLE 5

PROVIDE SUPPORT FOR NEW TEACHERS
PRINCIPLE 6

ENSURE TENURE IS A MEANINGFUL SIGNAL
OF PROFESSIONAL ACCOMPLISHMENT
PRINCIPLE 7

PROVIDE TEACHERS WITH MORE TIME, TOOLS,
AND SUPPORT
PRINCIPLE 8

DESIGN PROFESSIONAL LEARNING TO BETTER
ADDRESS TEACHER AND STUDENT NEEDS
PRINCIPLE 9

CREATE CAREER PATHWAYS

PAGE 2

THE TEACHSTRONG THEORY OF CHANGE
The TeachStrong coalition has adopted nine principles we believe must be put in practice in order to modernize and
elevate the teaching profession. This policy proposal from the TeachStrong coalition explains how we can reimagine
teacher preparation to make it more rooted in classroom practice and a professional knowledge base, with universal
high standards for all candidates. This proposal builds out Principle Two, the second of the nine TeachStrong principles.
Although this proposal addresses just one principle, the nine principles affect and build upon one another and must be
aligned to achieve systemic changes to the teaching profession.
Thoughtful changes across the teaching career continuum are necessary to improve teaching and learning for all
students—especially students of color and those from low-income families. While higher expectations for students and
schools have heightened the demands placed on teachers, the systems that are designed to support teachers have not
kept pace. These gaps are especially apparent in high-needs schools.
This campaign seeks to promote changes that span a teacher’s career, starting with recruitment and preparation
and continuing on through compensation and career pathways, paying particular attention to the importance of the
professional context in which teachers work. The TeachStrong coalition believes that all aspects of the teaching
profession must be addressed in a systemic way; only then can we create a self-reinforcing cycle through which the status
of the profession is raised along with the quality of teaching and learning in our nation’s classrooms.
We need a comprehensive approach to addressing the teacher pipeline because we have seen that piecemeal policy
changes do not work. In the past, there have been attempts to address singular aspects of the teacher pipeline, and
while these efforts may have made significant changes to one area, the system as a whole remained largely unchanged.
For example, if we were to focus solely on preparation programs, it might give beginning teachers a stronger start. But
student learning will not significantly improve if teacher training and development are ineffective or if teachers do not have
opportunities to lead. In combination, however, changes in these areas could have powerful, lasting effects. Moreover, if we
are to ensure that great teaching consistently reaches all students, we must explicitly address inequities in access to our
strongest educators for low-income students and students of color.
No one simple policy fix will be enough to move the system as a whole. Many of the institutions responsible for educating,
training, and setting policy for teachers operate in isolated silos that are sometimes disconnected from teachers
themselves. The work is not easy: Policymakers must strive for a comprehensive system while factoring in other realities,
such as existing political landscapes and the unique situations and contexts of individual states. However, as demonstrated
by the consensus achieved by the diverse TeachStrong coalition around these nine principles, success is possible.
To achieve the kinds of dramatic changes we need for student achievement—and for those changes to be sustainable for
teachers, students, and taxpayers alike—we need dramatic changes to all aspects of the systems designed to support
teachers.
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Reimagine teacher preparation to make it more rooted in
classroom practice and a professional knowledge base, with
universal high standards for all candidates
“To elevate the teaching profession, start with the education
colleges. Make them rigorous and selective, and make sure
everyone else knows it.”1
– AMANDA RIPLEY, author of The Smartest Kids in the World

CHALLENGES FACING TEACHER PREPARATION
The profession of teaching has changed significantly since a generation ago. Teachers are now teaching to new, more
challenging standards; working to provide more personalized learning experiences that better meet the individual needs of
all students; and adjusting their instruction to appropriately incorporate new technologies that enhance and expand student
learning. Traditional teacher preparation programs, which continue to prepare the vast majority of new teachers, and
alternative preparation programs alike are therefore being asked to prepare new teachers to meet these higher standards.2
While the field of teacher preparation has made significant advances in recent decades—creating stronger clinical
partnerships, developing better performance assessments, making better use of newly available data sources, meeting
more demanding state approval and national accreditation standards, and developing new models and patterns of
preparation—not all of these advances have been universally adopted at the program level.3 To consolidate the gains
and to overcome challenges to implementing universal high standards for admission and academic rigor in teacher
preparation, states, school districts, and teacher preparation programs must work together to enact key policy changes.
Too few teacher preparation providers incorporate rigorous admission requirements, fully integrate theory and practice,
and provide sufficiently rich clinical preparation.4
Entry requirements for candidates into teacher preparation programs vary widely. Many elite colleges and universities no
longer offer undergraduate teacher preparation programs, and many teacher preparation programs are housed within less
selective colleges.5 Nonetheless, the academic profiles of teaching candidates in regional comprehensive universities are
high relative to other programs offered in those schools.6 Furthermore, many teacher preparation programs do not have
admission criteria beyond those of their home institution, and only have access to a pool of candidates already admitted
to the overarching college or university.7 For these reasons among others, the average SAT scores of students going
into education have historically been lower than those of their peers entering other professions, although there is some
evidence that this is shifting.8
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The public believes that we should increase the selectivity of teacher preparation programs: 60 percent of Americans say
that entrance requirements for preparation programs should be more rigorous.9 While 85 percent of undergraduate teacher
preparation programs require a GPA for admission and more than half of graduate programs include an essay as an
application requirement, there is still a long way to go.10 The average GPA entrance requirement for a bachelor’s degree in
education in 2013 was 2.6—even though the average GPA of bachelor’s degree candidates admitted to teacher preparation
programs was more than 3.2.11 Formal expectations lag behind practice, as 13 states now mandate that all teacher
preparation programs acquire accreditation through the Council for the Accreditation of Educator Preparation, which
requires teacher preparation programs to institute a minimum cohort GPA—or the minimum average of the incoming
class—of 3.0.12
SAT scores and GPAs are important measures of the academic abilities of incoming prospective teachers, but they are
only moderate predictors of later teaching performance.13 Both teacher preparation programs and alternative certification
programs are beginning to search for other traits and dispositions that may be better predictors of teachers’ abilities
to drive student learning once in the classroom. For example, some programs screen for traits such as grit and cultural
competency as a way to get a more holistic view of a teacher candidate’s abilities and potential.14
In addition to varying entry requirements, the relevance of the training teacher candidates receive also varies greatly.
Coursework in some programs is overly focused on theory, without demonstrating its practical applications in
classrooms.15 There may also be gaps in the content of the curriculum, as compared to the skills teachers will be
expected to have once they enter the classroom. For example, a focus on literacy across the content areas is now
considered best practice and is standard in many school districts, but many programs need to strengthen coursework on
literacy instruction for prospective teachers seeking a content-area certification.16 Furthermore, all teacher preparation
programs have yet to coalesce around a common understanding of accomplished practice, though the National Board for
Professional Teaching Standards, or the National Board, has taken steps to provide teacher preparation programs with
access to model teaching lessons. In part due to this lack of consensus around the characteristics of expert teaching,
some preparation programs have been criticized for not providing students with appropriately rigorous coursework that
sets them up to be successful in what can be an extremely challenging profession.17
Despite progress, too many candidates still lack access to rigorous and meaningful clinical experiences. Excellent clinical
placements—through which teachers-in-training have the opportunity to learn and practice skills under the supervision of
master teachers—must be central to any teacher preparation program. However, the length and rigor of clinical training
experiences in teacher preparation programs vary. Some programs require that students complete 600 clinical training
hours through student teaching. As recently as 2010, other programs—all of which are alternative certification programs—
reported that their students did not complete any clinical training hours.18 While changes to state and program policies
have increased the extent of clinical experiences, barriers remain to ensuring the desired quality in all placements.
Both new and experienced teachers repeatedly cite classroom-based experiences and student teaching as the most
critical elements of their preparation.19 Surveys of new teachers demonstrate that one in three feels unprepared on his
or her first day, and that they believe their preparation could have been improved with clinical preparation earlier in their
training process.20 Sixty-two percent of all new teachers say they were unprepared for the classroom after they graduated
from their teacher preparation program.21
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While many states require a student teaching experience that lasts at least 10 weeks, there are few states that set specific
requirements on the quality of that clinical training.22 Though quantity of clinical training matters for new teachers,
quality is paramount. Clinical experiences should start as early as possible, provide varied opportunities for teachers to
learn, and include supervising teachers with exemplary teaching and mentoring skills. Developing this kind of program
requires a great deal of collaboration between teacher preparation programs and local school districts that current policy
frameworks do not adequately support.
Clinical experiences can be incorporated within traditional teacher preparation or high-quality alternative certification
programs, and should be coupled with extensive support at the school level once teachers begin leading classrooms of
their own. In order to develop their skills in the classroom, teachers should undergo clinical experiences that include a
gradual release of responsibility, high-quality coaching and feedback, and the opportunity to observe mentor and other
skilled teachers. These clinical experiences must provide the opportunity for teachers “to practice the application of their
developing knowledge and skills.”23 Resident doctors undergo years of clinical training, during which they cultivate new
skills and gradually assume increased responsibility. All teachers should receive similarly structured and extensive clinical
preparation.24
As the National Council for Accreditation of Teacher Education Blue Ribbon Panel noted, “This demanding, clinically based
approach will create varied and extensive opportunities for candidates to connect what they learn with the challenge of
using it, while under the expert tutelage of skilled clinical educators.”25 Through clinical experiences that include embedded
coaching and high-quality supports, prospective teachers can learn from veteran and mentor teachers with exemplary
teaching skills, and acquire skills from teachers with track records of success. Including high-quality clinical experiences in
teacher preparation programs can ensure that teachers are better prepared to confront the myriad challenges of teaching
when they are first handed the keys to their classrooms.
Successful teacher preparation programs, along with high-quality alternative certification programs, are critical to ensuring
that all of America’s classroom teachers are prepared to serve their students. Many programs struggle to prioritize
selectivity, rigorous coursework, or clinical training, often due to a lack of collaboration with universities and school districts
or because they lack the data to determine how program features affect graduates’ outcomes once in the classroom.
Though some states, including Tennessee and Louisiana, have systems in place to collect this information, most states
do not collect useful data about preparation program performance.26 In order to move the needle on teaching quality and
student achievement, policymakers and teacher preparation programs must address these key challenges together.

“As a new teacher, I felt completely blindsided by the expectations of
building politics, behavioral issues, classroom management, parent
communication, paperwork, special education needs, etc. I wish I had had
more experience with those issues and more honest, frank conversations
with real educators before leading a classroom of my own.”
– ANGIE MILLER, High school librarian, TeachStrong ambassador

TEACHSTRONG POLICY PROPOSAL: PRINCIPLE 2

PAGE 6

HOW REIMAGINING TEACHER PREPARATION CAN MODERNIZE AND ELEVATE THE
TEACHING PROFESSION
Countries that have higher standards for prospective teachers are able to attract very high-caliber candidates to the
profession. For example, in South Korea, teacher preparation programs recruit primary school teachers from the top
5 percent of high school students.27 In Finland, teacher preparation programs accept only 10 percent of applicants.28
Adopting universal high standards for all candidates who enter teacher preparation programs, whether measured by
GPA or more performance-based criteria, can help guarantee that future teachers are high-achieving individuals with
track records of success. These high-performing countries also prioritize other components of the teaching profession—
including providing teachers with ample time to collaborate and plan.
Ensuring universal high standards for all candidates in teacher preparation programs, along with professional salaries and
improved working conditions that raise the status of teaching, can increase the number of high-potential entrants into
the profession. Other professions, such as medicine, are models of this strategy. The medical field maintains a high bar
for entry, ensuring that future practitioners have records of academic excellence. In 2013—with enrollment at an all-time
high—only 20,055 of the 48,014 applicants to medical school matriculated.29 Further, according to the Association of
American Medical Colleges, medical school applicants had an average undergraduate GPA of more than 3.5.30
Additionally, when teacher preparation includes high-quality clinical training, it provides an opportunity for veteran
teachers to advance along a career pathway other than a position in administration—assuming leadership roles by
becoming mentor teachers. Mentor teachers with track records of success can take on additional responsibilities,
including modeling lessons and providing thorough, actionable feedback and one-on-one support to new teachers. When
states and school districts also pair these additional responsibilities with mentor training and higher pay, they ensure that
mentor teachers are compensated fairly for their new role.

“I would have felt more prepared if I had more opportunities
to watch other highly effective teachers, if I had received
consistent feedback from a person I respected and trusted,
and if I had more time to collaborate, reflect, and share best
practices with other teachers.”
– LYNN SHON, Seventh grade STEAM teacher, TeachStrong ambassador

By taking these steps, teacher preparation programs can elevate the teaching profession, making teaching a more attractive
career choice. In countries with high standards for teacher candidates, the teaching profession is highly respected. In
Finland, for instance, teaching is one of the most admired professions; in South Korea, teaching is the most popular career
choice among young people.31 Thirty-three percent of a representative sample of college students in the United States—
excluding education majors—said they would be much more likely to consider teaching if we “raise standards for teacher
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preparation programs to make them more competitive.”32 It is essential that teacher preparation programs acknowledge
and respond to students’ perception of teacher training. Improving the status of the profession, especially when combined
with increased compensation and other changes to working conditions, can encourage more prospective teachers to enter
teacher preparation programs.
Most importantly, improving the pipeline of novice teachers will help better serve students of color and students in lowincome communities, who need great teachers the most. Because students in high-poverty schools are more likely to be
taught by first-year teachers, the dearth of high-quality preparation may contribute to the achievement gap.33 Improving
educational opportunities for low-income students and students of color can ultimately lead them to pursue post-secondary
education and teaching careers at higher rates. This, in turn, could both strengthen and diversify the teacher pipeline.

EXAMPLES OF HIGH-QUALITY TEACHER PREPARATION
Though many teacher preparation programs still have room to grow, there are numerous programs that can serve as
exemplars. These model programs attract strong candidates, incorporate clinical training, have strong relationships with
local school districts, and utilize performance-based assessments to determine the effectiveness of teachers-in-training.
For example, Colorado State University, or CSU, has partnered with the Poudre School District, or PSD, to provide clinical
practice opportunities for future teachers. The partnership allows students in CSU’s preparation program to spend two
years completing integrated school experiences through which they gain exposure to classroom settings and gradually
assume greater teaching responsibilities. Through their partnership with CSU, PSD ensures that CSU’s preparation program
is training teachers to meet PSD’s unique district needs—CSU prepares teachers for the necessary subject and grade level
positions.34 The partnership has helped place one-third of the faculty at Fort Collins High School, all of whom graduated
from CSU’s teacher preparation program.35
Ohio University has developed a teacher preparation program that focuses on clinically based preparation through
sustained, yearlong clinical experiences, teacher mentoring, and school performance-based outcomes.36 The program
develops students’ understanding of cultural issues by giving students the opportunity to complete a field exercise in a
diverse, urban school setting.37 This kind of clinical experience is critical for teachers-in-training to gain a deeper knowledge
of the challenges faced by urban schools.38 A recent survey of teachers showed that student teaching opportunities
provided new teachers with critical, on-the-job experience working with high-need populations.39 Many teachers reported
that these experiences were even more meaningful than classes.40 Despite the value of these experiences, more than half of
teachers reported that they did not receive any instruction in their preservice programs related to serving in areas of highneed/persistently low-achieving populations.41
Arizona State University, or ASU, has also prioritized clinical training, and in doing so has established strong relationships
with local schools. ASU pioneered the iTeachAZ program, which the U.S. Department of Education’s Office of Innovation
and Improvement recognized as a model program in 2014.42 The program partners with local schools to utilize school sites
for its undergraduate classes, where clinical faculty are based, and encourage practical applications of more theoretical
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pedagogy.43 The program places student teachers in local elementary and middle schools for an academic year, and
partners students with mentor teachers to facilitate learning and provide guidance. Additionally, students at Arizona State
must prove classroom mastery through a series of performance-based assessments developed by the National Institute for
Excellence in Teaching, or NIET.44 During these assessments, a mentor teacher observes and records a teacher candidate;
both the mentor teacher and the teacher candidate then use the video and student work to analyze the lesson together.45
The partnership between the university, participating schools, and the nonprofit NIET has created the opportunity to
integrate effective teaching practices into practicum and coursework.46
Some school districts have also cultivated strong relationships with teacher preparation programs to provide teacher
candidates with clinical experiences. In Oregon, Salem-Keizer Public Schools partners with Corban and Western Oregon
universities to provide clinical training to prospective and new teachers.47 The school district disaggregates data on the
success of their teachers by preparation provider, allowing each preparation program to access the data and reflect on their
areas for improvement. As part of the partnership, university faculty members are embedded at clinical schools, and all
mentor teachers are prepared through an intensive summer training program. Lastly, the Salem-Keizer school district and its
partner universities prioritize the recruitment and support of diverse teacher candidates through a so-called grow-your-own
program. University faculty and Salem-Keizer teachers lead Teacher Cadet classes at the high-school level; the partnership
then supports these high-school students as they transition to one of the university’s teacher preparation programs by
providing both mentorship and work experiences.
TNTP, formerly The New Teacher Project, is an example of an alternative certification program that is prioritizing clinical
training, strong district partnerships, and performance-based assessments. TNTP runs the Teaching Fellows program,
which has trained more than 24,000 teachers in more than 20 urban areas nationwide.48 To ensure a high-achieving, diverse
teacher cohort, TNTP actively recruits high-qualified candidates and provides them with intensive training.49 Preservice
training for Teaching Fellows focuses on foundational teaching skills and classroom experience.50
TNTP’s Teaching Fellows program meets rigorous selectivity and training standards: Before candidates enter the program,
TNTP Teaching Fellows complete a three-phase selection process, during which Teaching Fellows must demonstrate
content mastery and the traits of successful teachers.51 Teaching Fellows enroll in a teacher preparation program
concurrently with their service, and have the opportunity to collaborate with other Fellows, staff, and experienced teachers.
Expert coaches provide feedback throughout summer training, and also during Teaching Fellows’ first year of teaching.52
The program also streamlines the pathway to teaching for career changers and recent graduates to build a larger pool of
talented teachers for high-need schools and subjects, without sacrificing teacher quality.53
These programs, traditional and alternative alike, can serve as models for the multitude of teacher preparation programs
that seek to attract strong candidates, increase selectivity, incorporate quality clinical training, and form crucial partnerships
with local school districts. When all teacher preparation programs prioritize high standards for entry and coursework, and
collaborate with school districts to provide clinical preparation and maximize teacher placements, new teachers will begin
their careers prepared to excel.

TEACHSTRONG POLICY PROPOSAL: PRINCIPLE 2

PAGE 9

RECOMMENDATIONS
States and teacher preparation programs should maintain a high bar for entry and use data to improve
States and teacher preparation programs must work together to ensure that all teacher candidates are well-prepared to
serve students. States and teacher preparation programs, both traditional and alternative, have a powerful role to play in
setting high standards for program selectivity and quality.
States: All states should require a cohort average undergraduate GPA of 3.0 for teacher candidates as well as a screening
exam that measures students’ academic skills. By increasing selectivity into the profession, states and school districts
can make teaching a more attractive professional option for high-achieving candidates. Though a high GPA does not
necessarily predict teaching ability, it is important that candidates who will be responsible for students’ academic growth
meet a reasonable academic threshold themselves.
Traditional teacher preparation programs: Traditional teacher preparation programs and the institutions that host
them should consider applicants more holistically, beyond just GPA, including their disposition for the classroom. Many
programs that employ more comprehensive selection processes enjoy more diverse cohorts of teacher candidates.54
Teacher preparation programs should screen candidates for traits associated with being an effective teacher, including
responsiveness to feedback.55 All programs should carefully analyze data on the placement and success of teacher
candidates, and report these key data to their respective states.
Alternative teacher preparation programs: Though alternative teacher preparation programs adopt a variety of
models, they should adhere to high standards of selectivity and quality. This includes ensuring that teacher candidates
possess a disposition for success as a teacher, and receive high-quality clinical training from well-trained mentors with
track records of success. Alternative teacher preparation programs should have flexibility to create and adhere to their
chosen model, while also being held accountable for their outcomes. All programs should carefully analyze data on the
placement and success of teacher candidates, and report these key data to their respective states.
States, school districts, and teacher preparation programs should work together to provide teachers-intraining with high-quality clinical preparation, including residency experiences
As part of their monitoring and approval process for teacher preparation programs, states should prioritize identifying
sustainable funding strategies in cooperation with local education agencies and institutes of higher education, and should
incentivize both teacher preparation programs and school districts to provide teachers-in-training at least one full year
of clinical experience prior to a teacher becoming the teacher of record. Such clinical placements should ensure that this
clinical training incorporates significant classroom time, gradual release of responsibility, and trained mentor teachers
with exemplary teaching skills and proven track records of success. These efforts should include support for preparation
program faculty who engage deeply with local schools and educators who host teacher candidates.
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Title II of the Every Student Succeeds Act of 2015 allows state and local education agencies to dedicate funds to develop
induction programs and residencies for new teachers and school leaders. States and school districts should take
advantage of Title II funds to create programs that allow new teachers to experience clinical training. In collaboration
with their state and school district, teacher preparation programs should provide prospective teachers with several
opportunities to observe accomplished teachers, gradually develop their skills in a classroom setting, and receive
valuable feedback from well-trained, skilled mentors with track records of success. Schools and school districts should
provide mentors and mentees with common planning time and provide mentors with additional compensation. Highquality performance assessments should serve as a capstone clinical experience and be part of improving the quality of
preparation programs.
Teacher preparation programs should provide students with rigorous coursework and use models of excellent
teaching
Teacher preparation programs and undergraduate institutions should provide students with high-quality, rigorous
coursework aligned with the pedagogical skills and content knowledge proven to influence their students’ future success.
For example, the nonprofit Educators 4 Excellence suggests that teacher preparation curricula should cover five areas
of knowledge: strategies, content, diversity, context and theory, and design.56 Many other organizations have similar
recommendations for teacher preparation programs that seek to provide students with high-quality, rigorous coursework.
Research suggests that curricula should include strategies for classroom organization and behavior management,
tools for linking assessment and instruction, and research-based instructional methods and frameworks, including
increased attention to literacy instruction.57 States should incentivize the inclusion of rigorous coursework within teacher
preparation, and can require these essential components as part of their accreditation processes.
Preparation programs should also provide prospective teachers with many chances to see expert practice modeled.
When possible, this learning should take place in K-12 classrooms, but these experiences can also be supplemented by
live classroom demonstrations, videos and reflective papers of National Board certified teachers, peer learning labs, and
student-teacher simulations. These resources can provide a common understanding of what accomplished practice
requires and set prospective teachers on a path to such achievement. For example, the National Board has expanded the
use of these types of videos and reflective papers through its Accomplished Teaching, Learning and Schools, or ATLAS,
library, which is currently used by more than 50 preparation programs nationwide.58
In other professions, the content of preparation programs is standardized around principles of accomplished practice,
and the faculty are themselves accomplished practitioners. Similarly, teacher preparation programs should ensure that
they have faculty who are expert teachers. Therefore, hiring and tenure rules at universities should support accomplished
clinical faculty and include opportunities for faculty to stay active and engaged in K-12 classrooms.
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States, school districts, and teacher preparation programs should work together to collect and connect
data on the performance of graduates, teacher vacancies, graduate retention, teacher salaries, and principal
satisfaction of teacher preparation program graduates
Districts, states, and teacher preparation programs should work together to determine which institution is best suited to
collect which data. Each state should be responsible for organizing and collating data on a statewide level so that a more
holistic view of teacher preparation can be provided to both preparation programs and individual districts. These data can
feed a system in which teacher preparation programs undertake continuous improvement and can receive government
grant funding or regulatory relief if they demonstrate success.
When data on the success, placement, and retention of graduates as teachers of record can be linked to program
admission and candidate performance data, teacher preparation programs will have enhanced capacities to study and
improve curricula and clinical experiences to ensure that graduates are well-trained to serve students. Teacher preparation
programs should collect data from program graduates on job satisfaction and how preparation schools may improve their
programming. Applicants can use data on student satisfaction, job placement, and teacher effectiveness to select and
apply to the strongest teacher preparation programs. Lastly, school districts can use these data to improve their induction
programs and to identify which teacher preparation programs are most effective at preparing teachers for their context.
States should link new program accreditation to labor market demand
States should require each teacher preparation program seeking accreditation to conduct a needs assessment to show
that their program meets labor market demand. Some states have already demonstrated success in implementing this
type of approval process. Massachusetts, for example, prevented 60 to 80 new programs from opening in existing teacher
preparation schools because they were not able to establish a regional need for the additional program.59 This process
ensures that teacher candidates are ultimately able to enter the workforce and begin their careers, having been prepared
by programs that meet their regional or state labor needs.
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