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Executive Summary
Conflicting research exists regarding the predictive validity of undergraduate grade point average (GPA) on teacher effectiveness in the classroom.  Studies showing no correlation between GPA and teacher effectiveness assert that grades are biased and variable across instructors, classes, and institutions and, therefore, are not reliable indicators of performance or potential performance.  However, other research supports the use of GPA as a criterion in determining teacher classroom effectiveness, as well as suggests that GPA, generally, is both a valid and reliable predictor of academic achievement and that teacher academic knowledge, generally, is a good predictor of student achievement in the classroom.

Given the conflicting findings, it is difficult to base a decision on the use of GPA using only the available research.  Many states have made policy decisions to retain the GPA criterion to ensure some minimum level of academic preparation for teachers and as a way to “professionalize” the field of teaching.  Research shows that teachers, themselves, want their credentials to be more highly valued; and, setting the bar high for entrance helps to add such value.  While use of a GPA criterion might reduce teacher supply, particularly in urban schools and in subject areas such as math and science, some states (e.g., Pennsylvania) have chosen to err on the side of requiring high academic achievement for teachers, rather than to risk increasing the teacher supply with potentially under-prepared individuals.
The weakening of teacher education programs through the informal practice of grade inflation has also been a concern.  Research indicates that teacher education programs have been marked by grade inflation and that this practice has crept into other academic fields.  Retaining and, in some cases, increasing the minimum GPA requirement has occurred, in part, as a way to counter the possible effects of grade inflation. 
The use of the same GPA requirements for alternate route teachers as for traditionally prepared teachers ensures a uniform standard for all and avoids the possible development of classes or levels of teaching professionals.  Flexibility on the GPA requirement is often offered to acknowledge the practical matter that an alternate route teacher may have earned his or her undergraduate degree a decade or more ago.  Additionally, flexibility rules acknowledge the value of an alternate route teacher’s professional experience in other fields. 
Finally, it is often asserted that students in private schools, whose teachers are subject to far less rigorous entrance requirements, outperform students in public schools.  However, research indicates that this is not necessarily the case, particularly when researchers control for demographic factors.  In such cases, we often find that students in public schools do as well as, or even outperform their private school counterparts.  The selectivity of private schools makes comparisons of teacher effectiveness across public and private schools a particular challenge.  Public school teachers must meet the needs of all students and, therefore, must be uniquely prepared.

Therefore, while conflicting research exists on the predictive validity of GPA on teacher effectiveness in the classroom, it would be premature to reduce or eliminate the GPA requirement in light of other related research findings.
SUMMARY OF GRADE POINT AVERAGE RESEARCH

Key Research Studies and Reports
1. GPA as a Predictor of Teacher Effectiveness - No Correlation - Research findings on the predictive validity of undergraduate GPA in terms of teacher effectiveness in the classroom are conflicting. Those studies that show no correlation between GPA and teacher effectiveness assert that grades are biased and variable across instructors, classes, and institutions and, therefore, are not reliable indicators of performance or potential performance.  Additionally, the studies contend that factors other than academic performance are important considerations in determining teacher effectiveness. 
· Dressel, P. 1983.  Grades:  One more tilt at the windmill.  In A.W. Chickering (Ed.), Bulletin (pp. 3-21), Memphis, TN:  Memphis State University, Center for the Study of Higher Education.

· Glass, G.V.  2002.  Teacher Characteristics. In A. Molnar (Ed.), School Reform Proposals:  The Research Evidence, Information Age Publishing.

· Kane, T.J., Rockoff, J.E., and Staiger, D.O. (2006).  What Does Certification Tell Us About Teacher Effectiveness?  Evidence from New York City.  Paper.  February 2006

· Lanier, J.E., and Little, J.W. 1986.  Research on teacher education.  In M.C. Wittrock (Ed.), Handbook of research on teaching (3rd ed., pp. 527-569).  New York:  Macmillan.

· Mehrens, W.A. and Phillips, S.E.  1989.  Using College GPA and Test Scores in Teacher Licensure Decisions:  Conjunctive Versus Compensatory Models.  Applied Measurements in Education, 2(4), 277-288.

· Olstad, R. G., et al.  1987. Predictive Validity of GPA, CAT and NTE Science Specialty Tests on Scores of a Performance Based Student Teaching Evaluation Instrument.  Teacher Education Research Center Research Report No. 87-1.

· Willingham, W.W. 1985.  Success in college:  The role of personal qualities and academic ability.  New York:  College Entrance Examination Board.

· Zumwalt, K. and Craig E. (2005).  Teachers’ characteristics:  Research on the indicators of quality.  In Cochran-Smith, M. & Zeichner (Eds.)  Studying teacher education:  The report of the AERA panel on research and teacher education.  Mahwah, NJ:  Lawrence Erlbaum Associates

2. GPA as a Predictor of Teacher Effectiveness - Positive Correlation - Research exists to support the predictive validity of GPA in terms of teacher effectiveness.  A sampling of studies in this regard is provided below.  Note:  Claude Goldenberg, Ph.D., Executive Director of the Center for Language Minority Education and Research (CLMER) and Associate Dean of the College of Education, California State University, Long Beach, and professor at Stanford University, stated that even if there were no evidence of a connection between GPA and teacher effectiveness, it is not clear why.  It could be that GPA does not predict because there is a restricted range considered, that is, teacher education programs require some minimum GPA such as 2.65 for entry; therefore, between 2.65 and 4.0, for example, there may be no correlation with teacher effectiveness.  If teacher education programs accepted anyone, including someone with a 1.5 GPA, then a correlation might exist and, in fact, it would very likely exist.  Another way to look at it is to ask if schools and parents would want someone with a 1.5 GPA teaching children.  Perhaps yes, but it would require some serious thought unless, of course, we believe that grades are totally meaningless in which case we would not care.

 

The important point is that none of the studies on GPA appear to address correlation based on particular levels or intervals of GPA.  It could be, for example, that the studies all looked at teachers in the 2.65-4.0 range and found that some of those teachers were good and some were not.  However, if the studies were to compare the effectiveness of a group of teachers with GPAs in the 2.65-4.0 range and a group with GPAs in the 1.5-2.0 range, for example, then we might begin to see some significant differences.  The question is:  In the absence of such research, do we want to risk eliminating the GPA requirement only to find later that GPA does at least partially determine a teacher’s effectiveness in the classroom?
· Daniel, Larry G.  (1993) Predicting Teaching Performance:  A Multivariate Investigation.  Paper presented at the Annual Meeting of the Southwest Educational Research Association (Austin TX, January 28-30, 1993.)

· Graham, James C. & Bryan L. Garton (2003).  Certification Measures:  Are They Predictive of Secondary Agriculture Teacher Performance?  Journal of Agricultural Education, 44 (3), 54-65.

· Guyton, E., and Farokhi, E.  (1987). Relationships among academic performance, basic skills, subject matter knowledge, and teaching skills of teacher education graduates.  Journal of Teacher Education, September-October 1987:  37-42.

· Moore, D., K. Terry Schurr, & L.W. Henriksen (1991).  Correlations of National Teacher Examination Core Battery Scores and College Grade Point Average with Teaching Effectiveness of First-Year Teachers.  Educational and Psychological Measurement, 51, 1023-1028.

· Roth, Philip L., Craig A. BeVier, Fred S. Switzer III, & Jeffery S. Schippmann.  (1996). Meta-analyzing the Relationship Between Grades and Job Performance.  Journal of Applied Psychology, 81 (5), 548-556.

3. Reliability and Validity of GPA as a General Indicator of Academic Achievement - Placing the teacher effectiveness issue aside, there are other studies that do suggest that GPA is a good (i.e., reliable and valid) predictor of academic achievement generally, despite variations in content and rigor across higher education programs and institutions of higher education.  At least one study also links a higher GPA with a student’s sense of self-efficacy.  
Additionally, when choosing to use GPA as a criterion for licensing, admission, and/or retention in teacher education programs, consideration must also be given to whether overall GPA, major or content area GPA, or year-based GPA should be used.  Since a teacher must know what to teach and how to teach it, use of the overall GPA would not neglect either of these two components of effective teaching.  At least one study suggests that use of the overall GPA is a more reliable and valid measure because the “sample size” (a student’s grades over time) is larger than with a content GPA or a single-year GPA alone.
· Bacon, Donald R. & Bean B.  (2006). GPA in Research Studies:  An Invaluable but Neglected Opportunity.  Journal of Marketing Education, 28 (1), 35-42.

· Clark, Edward L. (1964).  Reliability of Grade-Point Averages.  The Journal of Educational Research, 57 (8), 428-430.

· Gore, Jr., P.A. (2006). Academic Self-Efficacy as a Predictor of College Outcomes:  Two Incremental Validity Studies.  Journal of Career Assessment. 14; 92.

4. Teacher Academic Knowledge and Student Achievement - A number of other studies show that a teacher’s academic knowledge (not necessarily measured by GPA) is a good predictor of student achievement in the classroom.  Therefore, if GPA has strong validity in terms of predicting general academic achievement, and if a teacher’s academic knowledge is a good predictor of student achievement in the classroom, then an indirect link might exist between undergraduate GPA and teacher effectiveness in the classroom.  This is an important point, because states like Pennsylvania, while acknowledging that more research is necessary to determine what factors predict teacher effectiveness, have increased the minimum GPA requirement in an effort to raise the quality of its teachers until more definitive research findings on the matter become available.
· Leigh, A. and Mead, S. (2005).  Lifting Teacher Performance.  Policy Report, Progressive Policy Institute. April 2005.

· Goldhaber, D. and Emily Anthony. (2003). Indicators of Teacher Quality.  ERIC Digest. ED478408, ERIC Clearinghouse on Urban Education, New York, NY.  2003-07-00.

· Strauss, R.P and Vogt, W.B.  (2001). It’s What You Know, Not How You Learned to Teach It:  Evidence from a Study of the Effects of Knowledge and Pedagogy on Student Achievement.  July 3, 2001.

5. Policy Considerations – Policy concerns in some states have addressed issues such as teacher supply and ensuring the “professional” nature of teaching.  Specifically with regard to teacher supply, concern has been raised that using GPA as a screening criterion would have a negative effect.  Middle- and upper-class school districts have a relatively large number of teaching applicants for few open slots, allowing such schools to pick the best candidates.  The opposite is the case for many inner-city and other low-income school districts.  The same situation exists for math and science education versus other less technical subjects.  If the minimum GPA requirement were eliminated in the face of conflicting evidence over its value in predicting teacher performance and its relationship to student achievement, there might be a larger pool of applicants available to poorer districts (and all districts generally) and available for math and science classrooms, but this will not increase the quality of teachers from which districts can choose and, in fact, it may lower the quality.  There is a significant risk in this trade-off—a risk that is not the answer to the problem of teacher shortages in certain school districts or in certain subject areas.

· Century Foundation, The.  (2000). Expanding the Supply of Quality Teachers.  IDEA BRIEF No. 14 August 2000.

· Education Commission of the States National Comprehensive Center for Teacher Quality (http://www.tqsource.org/prep/policy/index.asp#50reports) 

· Education Policy and Leadership Center (2003).  Head of the Class:  A Quality Teacher in Every Pennsylvania Classroom.  Teacher Quality and Supply Project.

· Hickok, E.  (1998). High Standards for Teacher Training (Eugene Hickok, Pennsylvania’s education chief, on higher standards for teacher training).  Policy Review.  Hoover Institution.  September/October 1998.

· Ingersoll, R.M.  (2004). Why Do High-Poverty Schools Have Difficulty Staffing Their Classrooms with Qualified Teachers?  Report Prepared for:  Renewing Our Schools, Securing Our Future – A National Task Force on Public Education, a joint initiative of the Center for American Progress and the Institute for America’s Future.  November 2004.

· Leigh, A. and Mead, S. (2005).  Lifting Teacher Performance.  Policy Report, Progressive Policy Institute. April 2005.

· Walsh, K. and Christopher O. Tracy.  Increasing the Odds, How Good Policies Can Yield Better Teachers. National Council on Teacher Quality.  
6. Grade Inflation - If GPA is a good indicator of academic achievement by a prospective teacher, then consideration must be given to research findings that suggest that teacher education programs are often marked by “grade inflation.”  For example, a B-level GPA might be the equivalent in a teacher preparation program than in other programs.  Additionally, other research suggests that grade inflation occurs across all disciplines; therefore, a B-level GPA in a program other than teacher education (e.g., for an alternate route teacher) may also indicate less rigorous preparation. Therefore, a minimum required undergraduate GPA for all teacher candidates (regardless of path to teaching) might offset, to some extent, the effects of possible “grade inflation,” and lowering an existing GPA requirement would not be a desirable option.
· Hickok, E.  (1998). High Standards for Teacher Training (Eugene Hickok, Pennsylvania’s education chief, on higher standards for teacher training).  Policy Review.  Hoover Institution.  September/October 1998.

· Farjardo, Consolacion L.  (2004). Grade Inflation:  Causes and Consequences.  American Association of Behavioral Social Science Online Journal.

· Rojstaczer, S. (2003).  Grade inflation at American Colleges and Universities.  http://www.gradeinflation.com.  Last update, March 17, 2003.

7. Alternate Route Teacher Certification - Certification for alternate route teachers includes some consideration of a teaching candidate’s GPA in at least 24 states across the nation.  In a number of states, including New Jersey, there is flexibility on the minimum GPA requirement for alternate route teaching candidates.  However, in light of the arguments above, GPA is a good predictor of academic performance, and academic performance is a good indicator of teacher effectiveness in the classroom, so it would seem that we would want alternate route teachers held to the same high standards as traditionally prepared teachers so as not to create to different “quality” levels or “classes” of teachers.  In order to determine, over the long-term, the comparative effectiveness of alternate route and traditional route teaching candidates, a number of variables need to be held constant across the two groups, including minimum GPA requirements.

· Boyd, D., Grossman, P., Lankford, H., Loeb, S, and Wyckoff, J.  (2006).  How Changes in Entry Requirements Alter the Teacher Workforce and Affect Student Achievement.  American Education Finance Association.   

· Education Commission of the States National Comprehensive Center for Teacher Quality (http://www.tqsource.org/prep/policy/index.asp#50reports) 

· Mayer, D.P., Decker, P.T., Glazerman, S., & Silva, T.W. (2003).  Identifying Alternative Certification Programs for an Impact Evaluation of Teacher Preparation.  Mathematica Policy Research, Inc.  Cambridge, MA.  April 30, 2003.

8. Private School Teacher Effectiveness - Independent schools offer a unique educational environment that is truly not comparable to public schools.  These schools have the opportunity to select students, whereas public school must accept all students creating a much more diverse environment in public schools with a far greater range of academic, social, emotional, physical challenges within the student population.

According to the New Jersey Association of Independent Schools, there are currently 75 independent schools in the state, eight of which are boarding schools, approximately seven of which are for boys only, and approximately 13 of which are for girls only.  The total enrollment of all 75 independent schools is 25,799, which represents less than two percent of New Jersey’s public school enrollment.  The smallest independent schools have a student enrollment of 60 students across grades 1-8 and Pre-K-8; and, the largest independent school has an enrollment of 1,024 students across grades Pre-K-12.

Private schools also operate outside of the bounds of the influence of the state’s teachers’ union, allowing for greater flexibility by private schools in hiring, retaining, promoting, firing, etc.
· Lubienski, C. and Lubienski, S.T.  (2006). Charter, Private, Public Schools and Academic Achievement:  New Evidence from NAEP Mathematics Data.  National Center for the Study of Privatization in Education, Columbia University.  (January 2006).

· Braun, H., Jenkins, F., Grigg, W., and Tirre, W., (2006) Comparing Private Schools and Public Schools Using Hierarchical Linear Modeling.  Educational Testing Service and National Center for Education Statistics.  July 2006.

· Rothstein, R., Carnoy, M. and Benveniste, L.  (1999). Can Public Schools Learn from Private Schools?  Case Studies in the Public and Private Nonprofit Sectors.  Economic Policy Institute (September 1999).

Research Excerpts
1. GPA as a Predictor of Teacher Effectiveness – No Correlation
· Dressel, P. 1983.  Grades:  One more tilt at the windmill.  In A. W. Chickering (Ed.), Bulletin (pp. 3-21), Memphis, TN:  Memphis State University, Center for the Study of Higher Education.

Grades are an inadequate report of an inaccurate judgment by a biased and variable judge of the extent to which a student has attained an undefined level of mastery of an unknown proportion of an indefinite material.
· Glass, G.V.  2002.  Teacher Characteristics. In A. Molnar (Ed.), School Reform Proposals:  The Research Evidence, Information Age Publishing.

Study Purpose:  To examine characteristics that predict a teacher’s ability to improve achievement.
Findings:  Low correlations of beginning teacher characteristics and their students’ eventual achievement suggests that relying on indicators such as GPA to select teacher candidates will likely yield a large number of “false negatives” – decisions rejecting candidates who would be highly likely to have been successful if hired.
A teaching candidate’s academic record (e.g., GPA) is not a useful predictor of his or her eventual success as a teacher.  A candidate’s record of success in pre-service technical courses (undergraduate mathematics and science, for example) may contain useful information about that candidate’s success in teaching secondary school mathematics and science.

The selection of teachers who will best contribute to students’ academic achievement should focus on peer and supervisor evaluation of interns, student teachers, substitute teachers, and teachers during their probationary period.

· Kane, T.J., Rockoff, J.E., and Staiger, D.O. (2006).  What Does Certification Tell Us About Teacher Effectiveness?  Evidence from New York City.  New York City Department of Education, Harvard Graduate School of Education, Columbia Business School, and Dartmouth College.  February 2006

Study Purpose:  To analyze data on student test performance to evaluate the effectiveness of certified, uncertified, and alternatively certified teachers in New York City.
Findings:  The study suggests that selecting high quality teachers at the time of hire may be difficult if districts rely on information related to teachers’ academic background.  Neither the selectivity of undergraduate institution nor undergraduate GPA have predictive power for a teaching fellow’s added-value, yet these characteristics are highly predictive of whether or not an applicant is selected to become a teaching fellow.  The large observable differences in teacher effectiveness ex post suggest that districts should use performance on the job, rather than initial certification status to improve average teacher effectiveness.

· Lanier, J.E., and Little, J.W. 1986.  Research on teacher education.  In M.C. Wittrock (Ed.), Handbook of research on teaching (3rd ed., pp. 527-569).  New York:  Macmillan.

There is little common substance to the teacher education curriculum.  The course content is highly unstable and individualistic.
· Mehrens, W.A. and Phillips, S.E.  1989.  Using College GPA and Test Scores in Teacher Licensure Decisions: Conjunctive Versus Compensatory Models.  Applied Measurements in Education, 2(4), 277-288.

Study Purpose:  To study the logic of using a sequential decision-making approach using college GPA and test scores for teacher licensure decisions within the conjunctive decision-making model in contrast with the compensatory model for decision making.
Findings:  Given the lack of validity of the GPA for the purpose of licensure, and given the lack of comparability of GPAs across institutions (and within institutions), a compensatory model using test scores and college GPA seems inappropriate.

We cannot depend on GPAs to represent the knowledge required for licensure.  Aside from the issue of content validity of the courses themselves, we have no assurance that all instructors are indeed marking based on the amount of knowledge obtained.  It is not suggested that such variables are not important in teaching, but that the inference made from a licensure test regarding basic knowledge and skill is independent of those variables.  If GPAs (even those within the required major) cannot be relied on as having appropriate content validity for the inference being made when one issues a license, they should not count as part of a compensatory model to assist in the specific decision for which a licensure test is used.

· Olstad, R. G., et al.  1987. Predictive Validity of GPA, CAT and NTE Science Specialty Tests on Scores of a Performance Based Student Teaching Evaluation Instrument.  Teacher Education Research Center Research Report No. 87-1.

Study Purpose:  To examine some of the criteria currently used for admission or exit standards and to seek effective predictors for student teaching success.  Specifically, the study attempts to determine whether GPA, the California Achievement Test of Basic Skills—Total score (CAT-T), and the National Teachers Exams Specialty Tests for Chemistry, Physics and General Science and for Biology and General Science predict student teaching competence as measured by a performance-based assessment instrument.
Findings:  A number of studies have looked at GPA and standardized test scores, specifically those core exams of the National Teachers Examination, and have concluded that standardized test scores and GPA are not effective predictors for teaching success.  This study on NTE Science Specialty Exams confirms these findings, in that the NTE Science Specialty Exams showed little predictive capability of these measures of academic competence.  It would seem that academic competence is just one of the important criteria in selecting teachers.
· Willingham, W.W. 1985.  Success in college:  The role of personal qualities and academic ability.  New York:  College Entrance Examination Board.

The GPA reveals little as to what the student has learned.
· Zumwalt, K. and Craig E. (2005).  Teachers’ characteristics:  Research on the indicators of quality.  In Cochran-Smith, M. & Zeichner (Eds.) Studying teacher education:  The report of the AERA panel on research and teacher education.  Mahwah, NJ:  Lawrence Erlbaum Associates.
Study Purpose:  To look at the relationship between statistics considered to typically measure teacher quality (SAT scores, ACT scores, GPA, major, preparation school, and state teacher tests) and the demographics of in- and pre-service teachers.  

Findings:  There has been an increase in post-college measures collected as indicators of teacher quality mainly in the form of teacher test scores.  These tests are questioned because of validity and objectivity, but using cutoff test scores (despite the fact that the cutoff scores are selected politically or intuitively rather than based on data) has resulted in increased teacher quality as measured by GPA, SAT, and ACT.  This has come with a concomitant reduction in the diversity of the teaching pool and may actually keep people out of teacher who would be effective teachers despite their test scores or GPAs.

Little is known about the connection between teacher quality and positive student outcomes.  There does appear to be a positive relationship between teacher verbal ability and student achievement, but it is not clear what level of teacher verbal ability makes a difference or what other teacher quality indicators might be contributing to that relationship.  The data emphasize using standardized test scores as measures of student achievement and does not address other desired outcomes.  Using these measures comes with the same difficulties as using SAT and ACT for teacher quality.  Little has been done recently to determine how teacher quality variables align with teacher’s actual practice. 

2. GPA as a Predictor of Teacher Effectiveness – Positive Correlation

· Daniel, Larry G.  (1993) Predicting Teaching Performance:  A Multivariate Investigation.  Paper presented at the Annual Meeting of the Southwest Educational Research Association (Austin TX, January 28-30, 1993.)

Study Question:  What do multivariate procedures reveal about predicting teaching performance?

Findings:  Results suggest that the National Teacher Examinations (NTE) are not very good predictors of teaching performance.  Subtests of the NTE are, for the most part, poor predictors of teaching behavior.  These findings are consistent with those of previous research studies which suggest that a teacher’s knowledge base, especially as measured by tests such as the NTE, is not highly related to actual teacher performance.  By contrast, it would appear that GPA is a relatively good predictor of teaching performance.  GPA is often used as a screening device, and it appears to maintain its power as a predictor of teaching performance despite the fact that persons with lower GPAs are, in effect, removed from the sample early in the teacher screening process.

· Graham, James C. & Bryan L. Garton (2003).  Certification Measures:  Are They Predictive of Secondary Agriculture Teacher Performance?  Journal of Agricultural Education, 44 (3), 54-65.

Study Question:  What is the ability of teacher preparation program certification requirements to predict classroom teaching performance?

Findings:  Agricultural education coursework GPA was the best predictor of teaching performance as assessed by supervising administrators.  This finding supports previous research conducted by Guyton and Farohki (1987) in which a relationship was reported between upper level GPA (closely associated with teacher preparation coursework) and teaching performance.

· Guyton, E., and Farokhi, E.  (1987). Relationships among academic performance, basic skills, subject matter knowledge, and teaching skills of teacher education graduates.  Journal of Teacher Education, September-October 1987:  37-42.

Study Questions:  Are basic skills and academic performance related to subject matter knowledge and teaching performance?  Is subject matter knowledge related to teaching performance?

Findings:  Sophomore and upper level GPAs correlated significantly with the Teacher Certification Test (TCT) score, which is a measure of content knowledge, and with the Teacher Performance Assessment Instrument (TPAI) score.  This correlation would lend support to requiring a certain GPA for entry into the teaching profession.  Upper level GPA had much stronger correlation with teaching performance than did sophomore GPA.  It is in upper level courses that education courses are taught, which might suggest requiring a higher GPA to exit a teacher education program than to enter the program.  Instituting such a process may help deal with the concern that high GPA requirements for entry into teacher education may keep out qualified candidates with educational talents.  This correlation pattern may also suggest that academic performance in education courses is the best predictor of teaching success.  When scores on individual teacher competencies were correlated with Regents’ Test scores, GPAs, and TCT score, upper level GPA was found to be positively and significantly correlated with the competency of “develops a positive self-concept in students,” and sophomore GPA was not, and the former would be the GPA for education courses while the latter GPA reflects success in liberal arts/ general courses.  Upper level GPA was correlated significantly with each of the individual competencies.  Sophomore GPA was correlated significantly with the following competencies:  accounts for differences among learners, obtains and uses information about the needs of learners, communicates with learners, demonstrates a repertoire of teaching methods, and understands the subject matter being taught.  Therefore, there does exist a positive correlation between sophomore GPA and the ability to demonstrate a variety of teaching methods, which suggests that brighter students may better learn and apply different teaching models.  It may be that sophomore and upper level GPAs indicate potentials in different areas, the former in planning and knowledge and the latter in classroom performance.

· Moore, D., K. Terry Schurr, & L.W. Henriksen (1991).  Correlations of National Teacher Examination Core Battery Scores and College Grade Point Average with Teaching Effectiveness of First-Year Teachers.  Educational and Psychological Measurement, 51, 1023-1028.

Study Questions:  What is the relative accuracy of National Teacher Examination (NTE) Core Battery subtest scores and college grade point average (GPA) for predicting teacher effectiveness?  Do the subtests improve the prediction of teacher effectiveness over using only GPA?  

Findings:  The correlation of GPA with teacher effectiveness was higher than that of NTE core battery subtest scores and teacher effectiveness.  Also, the core battery did not improve the prediction of teacher effectiveness over using only GPA.

· Roth, Philip L., Craig A. BeVier, Fred S. Switzer III, & Jeffery S. Schippmann.  (1996). Meta-analyzing the Relationship Between Grades and Job Performance.  Journal of Applied Psychology, 81 (5), 548-556.

Study Question:  “Does grade point average predict job performance?”  

Findings:  Statistical data analyses suggest that GPA is a valid predictor of job performance.  Further, when statistical data corrections are available, the strength of the correlation between GPA and job performance increases.  It appears that validities of GPA and job performance correlation are highest in educational organizations and lower in business, military, scientific, and medical organizations.

3. Reliability and Validity of GPA as a General Indicator of Academic Achievement - 
· Bacon, Donald R. & Bean B.  (2006). GPA in Research Studies:  An Invaluable but Neglected Opportunity.  Journal of Marketing Education, 28 (1), 35-42.

Study Questions:   Is GPA a reliable measure of anything and, if it is, what form of GPA is most valid?  Should most recent grades be used?  Should grades in the major area of study be used?  Or should only overall GPA be used?  

Findings:  Four-year overall GPA reliability is found to be quite high—higher than the level recommended for the early stages of research and higher than that recommended for applied settings where important decisions are made.  Also, four-year overall GPA has a higher reliability than any of the limited timeframe GPAs, including most recent year or most recent 2 years; and, overall GPA achieves higher reliability than GPAs limited by year or by major.  This four-year, overall GPA estimate is also substantially higher than the level assumed in previous research on the topic.  

· Clark, Edward L. (1964).  Reliability of Grade-Point Averages.  The Journal of Educational Research, 57 (8), 428-430.

Study Question:  What is the reliability of individual grade point averages derived from college grades?

Findings:  The ratio of the weighted standard deviation of student averages to the standard deviation of all grades, using the credit hour as the unit, can be taken as an indication of the reliability of individual grade point averages.  This method is recommended where considerations of using all the subjects and of making early determinations of reliability are important.  A minor conclusion is that faculties which decide to reduce their grading system to a very few steps may expect a decrease in the reliability of student averages.

· Gore, Jr., P.A. (2006). Academic Self-Efficacy as a Predictor of College Outcomes:  Two Incremental Validity Studies.  Journal of Career Assessment. 14; 92.

Self-efficacy beliefs help to determine what activities individuals will pursue, the effort they will expend in pursuing those activities, and how long they will persist in the face of obstacles.

Self-efficacy beliefs have been explored as possible predictors of students’ academic success and persistence.  For example, several early studies focused on the role of academic self-efficacy beliefs in predicting the performance and persistence in science and engineering fields.  Findings from these studies were generally consistent and supportive of relationships between academic self-efficacy beliefs and (a) college performance, (b) college persistence, and (c) the range of perceived career options.  Furthermore, each of these studies demonstrated how self-efficacy beliefs could account for variance in college outcomes (performance and persistence) beyond that accounted for by more traditional predictors (e.g., standardized achievement/aptitude measures).  Findings from other studies suggested that between 11 percent and 14 percent of the variance in academic performance and persistence could be accounted for by an individual’s academic self-efficacy beliefs.  

Academic self-efficacy can be defined as individuals’ confidence in their ability to successfully perform academic tasks at a designated level.  Academic self-efficacy may be operationalized as one’s confidence in one’s ability to successfully perform pro-academic self-regulatory behaviors.

Results of another study suggest that academic self-efficacy may account for up to 14 percent of the variance in college students’ grade point average.  Furthermore, there was a significant correlation between academic self-efficacy and college persistence.  The conclusion of the study was that academic self-efficacy beliefs account for variance in both retention and college GPA beyond that accounted for by more traditional academic predictors (e.g., standardized test scores).

Results from further studies suggest that, at least when measured at the beginning of the first semester of college, academic self-efficacy beliefs are relatively week predictors of academic performance.  However, when academic self-efficacy beliefs were measured at the end of the students’ first semester in college, they were shown to be much stronger predictors of academic performance.  Therefore, the study found stronger relationships between students’ academic self-efficacy beliefs and college performance when those efficacy beliefs were measured during the second semester of college.

Self-efficacy beliefs develop as a result of personal performance accomplishments, vicarious learning, persuasion, and the interpretation of physiological states.  Studies suggest that personal performance accomplishments are the most influential of the four sources.

Course correlated self-efficacy beliefs were most strongly correlated to GPA.  Mastery or failure experiences would also inform students’ general academic self-efficacy estimates.

4. Teacher Academic Knowledge and Student Achievement

· Goldhaber, D. and Emily Anthony. (2003). Indicators of Teacher Quality.  ERIC Digest. ED478408, ERIC Clearinghouse on Urban Education, New York, NY.  2003-07-00.

Researchers have considered the relationship between student outcomes and teachers’ general academic proficiency.  Measures such as performance on tests of verbal ability, teacher licensure, or college entrance exams, and the selectivity of the undergraduate institutions attended by teachers, are used as reflections of intelligence and motivation.  The research predicting student achievement that includes measures of teacher academic proficiency is not plentiful, but it consistently shows a positive relationship between the two (e.g., Strauss and Vogt, 2001).

A few studies conducted at the individual student level found that teachers who attended more selective undergraduate colleges are more effective (Ehrenberg and Brewer, 1994; Summers and Wolfe, 1975).  Greenwald, et al., (1996) found a total of only nine studies that analyzed the effects of teacher academic proficiency on student achievement, but positive relationships between teachers’ academic proficiency and student achievement were found in the overwhelming majority of them.  Thus, taken as a whole, literature does suggest that measures of teacher academic proficiency represent one of the best predictors of teacher quality.

· Leigh, A. and Mead, S. (2005).  Lifting Teacher Performance.  Policy Report, Progressive Policy Institute. April 2005.

Teachers’ knowledge and skills are the most vital in-school factors influencing children’s learning.  And, for children from disadvantaged backgrounds or troubled home environments, quality teaching is even more important.

It may seem obvious that the most academically talented teachers are the best teachers; however, it is important to note that the evidence for the importance of teacher aptitude is far more compelling and clear than any existing evidence about teacher training.  In other words, current research suggests that, absent any other information about the individuals involved, we would be wiser to bet on the teaching success of an individual with strong verbal and intellectual skills, or high test scores and no teacher training, than we would be to bet on the success of someone with mediocre skills and full teaching certification.  Clearly, at the individual level, other personal factors are critical, but working with limited information, research provides the strongest evidence for the importance of teachers’ intellectual and verbal skills.

Research also shows that teacher knowledge of specific subject matter, particularly at the secondary level, is a good predictor of student achievement.  David Monk finds a strong correlation between teacher subject matter preparation in math and physical sciences and student success for both low and high-scoring students, while Daniel Goldhaber and Dominic Brewer note that students do better in math if taught by a teacher with a bachelor’s or master’s degree in mathematics.  In addition, limited evidence suggests that training in pedagogy, particularly methods of teaching in the subject area, improves teacher quality.

Policymakers cannot evaluate the performance of prospective teachers before they enter the classroom.  Therefore, state legislation and regulations for teacher preparation, certification, and licensure seek to control teacher quality by requiring individuals who want to teach to have completed certain educational requirements and tests.

· Strauss, R.P and Vogt, W.B.  (2001). It’s What You Know, Not How You Learned to Teach It:  Evidence from a Study of the Effects of Knowledge and Pedagogy on Student Achievement.  July 3, 2001.

In reference to a study by Monk and King (“Multilevel Teacher Resource Effects on Pupil Performance in Secondary Mathematics and Science:  The Case of Teacher Subject-Matter Preparation,” 1995), Strauss and Vogt indicate that the findings showed that students whose sophomore-year teacher possessed relatively high levels of subject-matter preparation in mathematics (more than 9 mathematics courses) scored significantly higher than corresponding juniors whose sophomore-year teacher possessed relatively low levels of subject-matter preparation.  One more semester of a mathematics course translated into a 1.5 percent improvement in performance, independent of the student’s initial pre-test score.  

Similarly, in reference to a study by Sanders (“The Tennessee Value-Added Assessment System (TVASS):  Mixed Model Methodology in Educational Assessment,” 1994), Strauss and Vogt indicate that the findings showed that students who scored at the same level on mathematics tests in third grade were separated subsequently by differences of as much as 50 percentage points on sixth grade tests depending on the quality of the teachers to whom they were assigned.

As the level of insularity and unemployment goes up in the district, the general level of teacher quality will decline as non-academic considerations dominate the hiring decision.  As a result, the quality of those hired is expected to decline.  As the general level of educational attainment rises in the district, the general quality of teachers hired would rise.

The most interesting finding is that hiring teachers with greater general knowledge has a very large effect on our composite measure of student achievement.  On the other hand, hiring teachers with greater professional knowledge has a negative, but statistically insignificant effect on student achievement.

These findings for Pennsylvania in the mid-1990s are consistent with the earlier findings of Strauss and Sawyer (1986) for North Carolina in 1979, although they are more focused on differentiating between general knowledge vs. professional knowledge.  The empirical results do not answer the question of whether or not emphasizing content knowledge, per se, as contrasted with educational school coursework in pedagogy, will directly improve student learning outcomes.  If the NTE General Knowledge scores are highly correlated with such college entrance screening devices as SAT or ACT scores, then there may be an immediate, policy-operational interpretation of our results.
5. Policy Considerations
· Century Foundation, The.  (2000). Expanding the Supply of Quality Teachers.  IDEA BRIEF No. 14 August 2000.

The State of Connecticut is an excellent example of how raising both pay and standards results in the ability to attract a large number of highly qualified teachers.  Teachers in Connecticut note that it is not just the high salaries that have attracted them to the state.  In addition to high salaries, teachers want to be treated like other professionals, including being held to higher standards and being called upon to accept more responsibility for the performance of their students.  The high standards begin with entry into the teaching profession in Connecticut and continue throughout a teacher’s employment.  Getting a teaching certificate in Connecticut requires the teaching candidate to demonstrate that he or she was a high performing student in college.  Keeping a teaching job requires demonstrating performance in the classroom.  Connecticut’s experience suggests that when a state treats teachers like true professionals—in both pay and responsibilities—it increases both the ability to attract new teachers and to retain existing ones.

· Education Commission of the States National Comprehensive Center for Teacher Quality (http://www.tqsource.org/prep/policy/index.asp#50reports) 

The following states have GPA requirements as part of the criteria for traditional route programs:

	State
	Teacher Candidate GPA/Grade Requirements

	Alabama
	For admission to teacher education, a minimum grade point average of at least 2.50 overall, in professional studies, and in the teaching field is required.  For “Class B certification,” the individual must have satisfactorily completed at state approved program with at least a 2.50 GPA overall, in the teaching field, and in professional studies with no grade below a “C” in professional studies. (Administrative Code 290-3-3-.03 (4))

	Georgia
	State-approved professional education units shall ensure that candidates admitted into initial certification programs at the baccalaureate level have a minimum GPA of 2.5 on a 4.0 scale, and that candidates admitted into initial certification programs at the post-baccalaureate level have attained appropriate depth and breadth in both general and content studies, with a minimum of a bachelor’s degree from an accredited institution.  (A 2.5 GPA is not required for entry into post-baccalaureate programs.)

State approved professional education units shall require that candidates completing baccalaureate programs have a 2.5 GPA overall on a 4.0 scale; and that candidates completing post-baccalaureate programs have a 2.5 GPA on a 4.0 scale for the required coursework in the approved non-degree program in order to be recommended for certification.  (Rule 505-3-.01(3)(g)(3))



	Louisiana
	Any applicant for certification who completes an approved teacher education program in Louisiana shall have attained a 2.20 average on a 4.0 scale as a condition for entrance into a teacher education program; and shall have achieved a 2.50 average on a 4.0 scale at graduation from an approved program. (LSA R.S. §17:7.1 and §17:7.2 - DOE Teacher Certification and Higher Education)


	Pennsylvania
	The preparing institution shall ensure that applicants admitted to an initial preparation program culminating in a bachelor’s degree or higher shall have complete prior college or university coursework, with a minimum grade point average as follows:

· Academic Year 2001-02:  2.6 GPA

· Academic Year 2002-03:  2.8 GPA

· Academic Year 2003-04:  3.0 GPA

As an alternative to the 3.0 GPA admissions standard, a preparing institution may admit applicants if they have achieved a 2.8 GPA and qualifying scores on the Praxis I, pre-professional skills tests as determined by the Secretary and approved by the Board, or either of the following:

A 2.8 GPA and a combined score of 1050 on the SAT, with no score lower than 500 on either the verbal or mathematics subtests.

A 2.8 GPA and a score of no less than 23 on the English subtest and a 20 on the mathematics subtest of the ACT.

The criteria for admission to advanced preparation programs includes an overall minimum GPA of 3.0.  (22 Pa. Code §354.33(5) and (6))

	Rhode Island
	Students in the education program shall have a cumulative grade point average of at least a 2.5, or its equivalent, on a system in which 4 represents the upper limit.  Grades and measures shall be used to counsel students relative to their continuation in or removal from the program and their readiness to enter the profession.  (Ed. 604.02)

	South Dakota
	Candidates must maintain at least a 2.5 grade point average on a 4.0 scale for the duration of the program.  (ARSD 24:16:05:03)

	Vermont
	All candidates for student teaching shall demonstrate academic competence as attested by an overall B average, and a B average in field of major studies as defined by the institution, or written certification of intellectual competence by an academic dean. (SB Manual of Rules and Practices Sec. 5922.4—Licensing and Regulations (5100))

	Washington
	Only course work in which an individual received a grade of C (2.0) or higher or a grade of pass on a pass-fail system of grading shall be counted toward the course work required for the approved endorsement program.  (WAC 181-82-204)

	Wisconsin
	A student cumulative grade point average of not less than 2.5 on a 4.0 scale on at least 40 semester credits of collegiate level course work is required for admission to initial programs, or a 2.75 on a scale of 4.0 in a bachelor’s degree program for admission to advanced programs.  Evidence other than GPA may be approved by the state superintended for use by colleges where alternative measures of performance are in place.

For program completion, a minimum grade point average of 2.75 on a 4.0 scale for initial programs, or a minimum cumulative grade point average of 3.0 on a 4.0 scale for advanced programs is required.  Evidence other than GPA may be approved by the state superintended for use by colleges where alternative measures of performance are in place.

Exceptions to the minimum grade point average may be granted to no more than 10 percent of the total number of students completing professional education programs leading to licensure in each graduation period.  (Wis. Admin. Code PI 34.14(2))


Based on state education department website information for Connecticut and New York, the following GPA requirements also exist for these states:

	State
	Teacher Candidate GPA/Grade Requirements

	Connecticut
	For initial educator certification, a minimum GPA of 3.0 or better is required.  Certification is required for public school teachers and teachers in Connecticut certified private schools.

	New York
	Candidates shall have achieved a 3.0 cumulative grade point average, or its equivalent, in the program leading to the baccalaureate or graduate degree, or shall have been found by an officer designated by the registered alternative teacher certification program to have the necessary knowledge and skills to successfully complete the program.


· Education Policy and Leadership Center (2003).  Head of the Class:  A Quality Teacher in Every Pennsylvania Classroom.  Teacher Quality and Supply Project.

Pennsylvania standards require aspiring teachers to complete at least three semesters of college-level liberal arts coursework with a minimum GPA of 3.0 before entering a teacher education program.  The state increased its minimum GPA requirements as follows:

· Academic Year 2001-02:  2.6 GPA minimum

· Academic Year 2002-03:  2.8 GPA minimum

· Academic Year 2003-04:  3.0 GPA minimum

Pennsylvania took steps to increase the minimum GPA requirement despite the fact that the state does face teacher shortages in some areas and at least anecdotal evidence of worsening shortages, some disturbing trends, and the likelihood of increased competition from states that are in crisis.  The state’s shortages include:

· Qualified teachers for urban districts and, to a lesser degree, rural districts.

· Teachers of physics, chemistry, biology, mathematics (especially for higher level math courses), general science, world languages, special education, technology education.

· Racial/ethnic minority candidates.

The disturbing trends in Pennsylvania include a reduction in the number of certificates issues, an increase in the number of teachers leaving their districts, and an increase in the number of emergency permits issued by the Pennsylvania Department of Education.

Among the actions suggested to promote the presence of a qualified teacher in every classroom is “enhancing the preparation of future teachers and monitoring recent reforms.”  In regard to recent reforms, concern has been raised in the state that the increased minimum GPA requirement will exacerbate the teacher shortages in PA.  However, 91 percent of respondents (superintendents) to an EPLC survey rates new teacher candidates as “good” or “excellent.”  The recommendation is to explore ways to reinforce existing quality initiatives and to monitor their progress.  Specifically, a survey was recommended of both teacher preparation institutions and districts to determine if the reforms enacted in recent years are having the desired effect of improving the quality of teaching candidates and to ensure that they are not having unintended consequences in terms of potentially excellent teachers being screened out of the profession.

· Hickok, E.  (1998). High Standards for Teacher Training (Eugene Hickok, Pennsylvania’s education chief, on higher standards for teacher training).  Policy Review.  Hoover Institution.  September/October 1998.

A study by the National Center for Education Statistics confirmed that grade inflation has been far more pronounced in the nation’s education departments than in other fields.  The average grade in an education course was 3.41, compared with 2.96 in science and engineering.  In short, Pennsylvania’s education colleges were enrolling students with grade point averages of C-plus or lower, and the state was certifying teachers who earned the equivalent of an F on their licensing exams.

Pennsylvania will require that candidates for teacher-training programs complete the equivalent of at least three full semesters of college-level liberal arts courses with a B average before enrolling in a teacher-training program.  Prospective high school teachers must fulfill the same course requirements as their classmates seeking a B.A. or B.S. in a particular academic discipline.  This requires would-be teachers to develop a serious scholarly commitment to and expertise in the subjects they will teach.  Finally, prospective teachers must maintain a B average in the subject area he or she intends to teach.

Rather than recruiting the mediocre by lowering standards, states need to make teaching in the public schools a prestigious career open to only the best qualified.

· Ingersoll, R.M.  (2004). Why Do High-Poverty Schools Have Difficulty Staffing Their Classrooms with Qualified Teachers?  Report Prepared for:  Renewing Our Schools, Securing Our Future – A National Task Force on Public Education, a joint initiative of the Center for American Progress and the Institute for America’s Future.  November 2004.

It is widely believed that shortfalls of teachers resulting primarily from two converging demographic trends – increasing student enrollments and increasing teacher retirements – have led to staffing problems and a negative impact on educational performance, especially in disadvantaged schools. In response, school districts, states and the federal government have developed a variety of recruitment initiatives designed to recruit more candidates into teaching.

However worthwhile these efforts may be, the data suggest that alone, they will not solve the staffing problems plaguing disadvantaged schools. The data suggest that school staffing problems are not solely or even primarily due to teacher shortfalls resulting from either increases in student enrollment or increases in teacher retirement. In contrast, the data suggest that school staffing problems are to a large extent a result of a “revolving door” – where large numbers of teachers depart teaching for reasons other than retirement.

Supply and demand theory holds that where the quantity of teachers demanded is greater than the quantity of teachers supplied, there are two basic policy remedies: increase the quantity supplied or decrease the quantity demanded. The first approach – the traditionally dominant approach – is to increase the quantity of teachers supplied through recruitment. However, this analysis suggests that recruitment programs alone will not solve the staffing problems of schools, if they do not also decrease turnover. States such as California, where class-size reductions have strained the supply of new teachers, pose exceptions. But, for just these reasons, California, like other states, must pay close attention to retention. In short, recruiting more teachers will not solve the teacher crisis if 40 to 50 percent of such teachers then leave within five years, as a number of studies have shown (e.g., Murnane et al. 1991; Huling-Austin 1990; Hafner and Owings 1991). The image that comes to mind is a bucket rapidly losing water because of holes in the bottom. Pouring more water into the bucket will not be the answer if the holes are not first patched.

Teacher recruitment and other supply-side solutions may not only fail to solve the problem, but could also make the situation worse. If recruitment strategies involve lowering teacher standards, or if the effect of increasing teacher supply is to deflate salaries or erode working conditions, then these measures may simply exacerbate the root factors behind school staffing problems.  

This situation is analogous to aspects of management-labor conflict in other industries.  Critics of business practice argue that industrialists have long used labor supply recruitment as a strategy to undermine worker and union efforts to improve working conditions and wages (e.g., Braverman, 1974; Burawoy, 1979; Edwards, 1979). For example, by bringing in immigrant laborers from eastern and southern Europe at the turn of the 19th century, industrialists, the critics hold, were able to keep wages down, undermine union solidarity and increase profits. One of the downsides of this strategy, from a management perspective, is that it can decrease employee quality and increase employee turnover. Hence, one of the objectives behind the design of the assembly-line model of production used in industry was to increase the ease of substitutability and, hence, insulate the organization from disruption caused by employee turnover.  Similarly, social scientists have long characterized K-12 teaching as a lower-status, easy-in/easy-out, high turnover occupation that has historically relied on recruitment, and not retention, to solve its staffing problems (e.g., Tyack, 1974; Lortie, 1975). Since the inception of the public school 13 system in the late 19th century, teaching was socially defined and treated as a temporary line of work suitable for women, prior to their “real” career of child rearing. For men, teaching was socially defined as a stepping stone, prior to their “real” career in one of the male-dominated skilled blue-collar occupations or white-collar professions. Indeed, historically there was ambivalence toward persistors in teaching, especially males, who had to account for why they continued to be “merely” a teacher. Low pre-service training standards and requirements, relatively unselective entry criteria and front-loaded salaries that paid newcomers relatively high salaries compared to veterans, all tended to favor recruitment over retention. Moreover, isolated job conditions, little professional autonomy and little sense of a career ladder all undermined longer-term commitment to teaching as a career and profession. Attempts to upgrade the status of the occupation through more rigorous training and licensing standards or more selective entry gates often resulted in decreases in male entrants to teaching, as they were more attracted to occupations with better rewards attached to rigorous standards (Strober and Tyack, 1980).

It appears that school districts have continued to favor teacher recruitment strategies for many of the same reasons and with many of the same consequences. By widening the entry gate and increasing the quantity of teachers supplied, districts are able to control labor costs and, hence, control local property taxes. The downside of this strategy in schools, as in industry, is that it can decrease employee quality and increase employee turnover. Treating workers as interchangeable, expendable, low-skill workers reduces some expenses, but it is not cost-free. If turnover is at the root

of school staffing problems and if the quality of the teaching job is a large factor behind turnover, then policies that further erode the low status of teaching, that undermine salary increases or that undermine working conditions may simply backfire by increasing turnover.

In short, the data suggest that school staffing problems to a large extent are rooted in the way schools are organized and the way the teaching occupation is treated, and that lasting improvements in the quality and quantity of the teaching workforce will require improvements in the quality of the teaching job.

· Leigh, A. and Mead, S. (2005).  Lifting Teacher Performance.  Policy Report, Progressive Policy Institute. April 2005.

Teachers’ knowledge and skills are the most vital in-school factors influencing children’s learning.  And, for children from disadvantaged backgrounds or troubled home environments, quality teaching is even more important.

It may seem obvious that the most academically talented teachers are the best teachers; however, it is important to note that the evidence for the importance of teacher aptitude is far more compelling and clear than any existing evidence about teacher training.  In other words, current research suggests that, absent any other information about the individuals involved, we would be wiser to bet on the teaching success of an individual with strong verbal and intellectual skills, or high test scores and no teacher training, than we would be to bet on the success of someone with mediocre skills and full teaching certification.  Clearly, at the individual level, other personal factors are critical, but working with limited information, research provides the strongest evidence for the importance of teachers’ intellectual and verbal skills.

Research also shows that teacher knowledge of specific subject matter, particularly at the secondary level, is a good predictor of student achievement.  David Monk finds a strong correlation between teacher subject matter preparation in math and physical sciences and student success for both low and high-scoring students, while Daniel Goldhaber and Dominic Brewer note that students do better in math if taught by a teacher with a bachelor’s or master’s degree in mathematics.  In addition, limited evidence suggests that training in pedagogy, particularly methods of teaching in the subject area, improves teacher quality.

Policymakers cannot evaluate the performance of prospective teachers before they enter the classroom.  Therefore, state legislation and regulations for teacher preparation, certification, and licensure seek to control teacher quality by requiring individuals who want to teach to have completed certain educational requirements and tests.

· Walsh, K. and Christopher O. Tracy.  Increasing the Odds, How Good Policies Can Yield Better Teachers. National Council on Teacher Quality.  
Conclusions:  Even high quality, relevant research rarely cuts a clear path for policymakers.  Research is by its nature full of nuances and complexities, qualities that are not much help to policymakers pressed to make critical decisions in a politically charged atmosphere.  As a result, policymakers and the public are generally skeptical of the potential usefulness of educational research, and they dismiss even good research as uninformative, unreliable, incomprehensible, or impractical. 

And yet, as the movement for greater accountability of educators has grown in recent years, the educational community has taken its cue from other fields and recognized that for public education to improve, quality research, despite its limitations, must play a role.  Amid the political and ideological squabbling, it has become apparent that more high-quality research is needed—and that decision makers need to pay more attention to the results.

While current research is not always consistent in its findings, certain patterns do emerge.  Perhaps the most significant for policymakers is that a teacher’s academic caliber has a clear, measurable effect on student achievement, a finding made all the more robust by its sweeping consistency.  Strong academic credentials by themselves, of course, are not enough to guarantee that someone will be an effective teacher.  However, they do suggest that when state regulations and district hiring processes devalue teachers’ academic capabilities and background, children are denied the very best education that can be provided.

6. Grade Inflation

· Hickok, E. (1998). High Standards for Teacher Training (Eugene Hickok, Pennsylvania’s education chief, on higher standards for teacher training).  Policy Review.  Hoover Institution.  September/October 1998.

A study by the National Center for Education Statistics confirmed that grade inflation has been far more pronounced in the nation’s education departments than in other fields.  The average grade in an education course was 3.41, compared with 2.96 in science and engineering.  In short, Pennsylvania’s education colleges were enrolling students with grade point averages of C-plus or lower, and the state was certifying teachers who earned the equivalent of an F on their licensing exams.

Pennsylvania will require that candidates for teacher-training programs complete the equivalent of at least three full semesters of college-level liberal arts courses with a B average before enrolling in a teacher-training program.  Prospective high school teachers must fulfill the same course requirements as their classmates seeking a B.A. or B.S. in a particular academic discipline.  This requires would-be teachers to develop a serious scholarly commitment to and expertise in the subjects they will teach.  Finally, prospective teachers must maintain a B average in the subject area he or she intends to teach.

Rather than recruiting the mediocre by lowering standards, states need to make teaching in the public schools a prestigious career open to only the best qualified.

· Farjardo, Consolacion L.  (2004). Grade Inflation:  Causes and Consequences.  American Association of Behavioral Social Science Online Journal.

Study Questions:  (1) Is grade inflation present in U.S. colleges and universities?  (2)  If so, what are the causes and consequences?  (3) What are some of the recommendations to combat grade inflation?

Findings:  Over the span of four decades since the 1960s, many studies have indicated that grade inflation is present at U.S. colleges and universities and at an alarmingly increasing rate.  There are a number of causes, consequences, and recommendations.  However, a return to higher standards, maintaining the core value of academic excellence, and implementing rigor and quality in teaching/learning stand out to be effective ways to curb grade inflation.
· Rojstaczer, S. (2003).  Grade inflation at American Colleges and Universities.  http://www.gradeinflation.com.  Last update, March 17, 2003.

Grade inflation, while having waned beginning in the mid-1970s, resurfaced in the mid-1980s.  The rise has continued unabated at virtually every school for which data are available.  While some argue that grade inflation is confined largely to selective and highly selective colleges and universities, this does not appear to be the case.  Significant grade inflation is present virtually everywhere and its rate of change in terms of GAP shift is about the same everywhere.  What is true about less selective colleges and universities is that while their grade inflation is not suppressed, their starting GPAs at the initiation of grade inflation were relatively low.  GPAs have increased at an average rate of 0.16 per decade (an average rise of about 0.25 in GPA since the mid-1980s).  Inflation rates appear to be independent of institution selectivity.  Private colleges and universities, on average, have higher inflation rates during this time period.
7. Alternate Route Teachers
· Boyd, D., Grossman, P., Lankford, H., Loeb, S, and Wyckoff, J.  (2006).  How Changes in Entry Requirements Alter the Teacher Workforce and Affect Student Achievement.  American Education Finance Association.   

“We are in the midst of what amounts to a national experiment in how best to attract, prepare, and retain teachers, particularly for high-poverty urban schools.  While some argue that easing entry into teaching is the best way to attract strong candidates, others argue that investing in high-quality teacher preparation will better serve public schools and students.  Most agree, however, that we lack a strong research basis for understanding how best to structure preparation requirements for teaching.”

· Education Commission of the States National Comprehensive Center for Teacher Quality (http://www.tqsource.org/prep/policy/index.asp#50reports) 

The following states have GPA requirements as part of the selection criteria for alternate route teachers:

	State
	GPA requirement for alternate route teachers

	Alabama
	For admission, baccalaureate degree or higher GPA of 2.5 required (Administrative Code 290-3-3-.4)

	Arizona
	For admission, cumulative minimum GPA of 3.0 (Arizona State Board of Education)


	Arkansas
	For admission, pending state board of education approval, candidates will be required to provide documentation of a minimum cumulative undergraduate or graduate GPA of 2.50, or a minimum of 2.75 GPA on last 60 credits of coursework (TeachArkansas)

	Connecticut
	for admission, minimum 3.0 GPA in undergraduate program or minimum 3.0 GPA in 24 semester hours of graduate study; waivers may be granted for extenuating circumstances (Board of Governors of Higher Education Alternate Route to Teacher Certification Program Information)

	Delaware
	For admission, minimum grade point index in the major field of the bachelor’s degree which is two-tenths of a point higher than the grade point index required for students entering regular teacher education programs at the teacher education institution(s) (14 Del. C. §1250)

	Florida
	For admission, minimum 2.5 overall GPA in applicant’s major field of study (Florida Statutes §1004.85, §1012.56)

	Georgia
	For admission, minimum 2.5 GPA in all completed college-level work

	Illinois
	For admission, minimum 3.0 GPA for Illinois Teacher Corps.  This program requires candidates to be enrolled in a Master’s of Education program, but includes components of an alternative certification program; therefore, it is posted as a graduate/post-baccalaureate preparation program and as an alternative route to certification program.  (105 ILCS 5/21 11.4)

	Iowa
	If any candidate’s undergraduate GPA is less than 2.5, the program admission criteria shall specify the additional criteria that an applicant must satisfy for provisional admittance to the teacher intern preparation program (IAC 281-77.11(256); (DOE 281 Chapter 77); (IAC 282-14.129 (272)

	Kansas
	For admission, minimum 2.5 cumulative GPA 

For graduation – secondary, teacher must maintain a minimum 2.5 GPA throughout the program in the courses listed on the plan of study (DOE Certification/Licensure – Restricted Teaching License; DOE regulations 91-1-203

	Kentucky
	For admission, numerous “options,” of which require a minimum 2.5 or 3.0 GPA (DOE EPSB Certification Alternate Routes; KRS §161-048; KAR Title 16, Chapter 9 – Alternate Routes to Certification)

	Louisiana
	For admission, minimum of 2.5 GPA on undergraduate work (Appropriate work experience can substitute for required GPA at the discretion of the program provider, but the GPA may not be less than 2.20.  for admission, minimum 2.5 undergraduate GPA
For admission, minimum 2.2 undergraduate GPA for non-master’s/certification-only program 

For graduation and certification on all options, minimum 2.5 GPA required by state law  (DOE Teach Louisiana)

	Maryland
	For admission, minimum of 3.0 GPA in 30 semester hours of coursework for secondary level; and, minimum 3.0 GPA in 36 semester hours of coursework at the elementary and early childhood levels (Revised Resident Teacher Certificate Policy for Academic Course Requirements)

	Mississippi
	For admission, minimum 2.5 GPA for individuals graduated less than 7 years; minimum 2.0 GPA if graduated from college 7 years or more

	Missouri
	For admission, minimum cumulative GPA no lower than the Missouri requirement for teacher certification (2.5 GPA) and a minimum 2.5 GPA in the major (content) area (5CSR 80-805.030 (4C)

For graduate and certification, course grades are considered among other criteria (MO. REV. STAT. §168.400(4); MoSTEP Standard 4.4.2)

	New Hampshire
	For admission to Site-Based Certification Plan, minimum of 2.5 overall GPA, or equivalent (NH Ed 505.05 2a and b)

although there is no specific policy regarding minimum GPA for graduation or certification, state policy does require students in education programs to have a minimum 2.5 cumulative GPA, or its equivalent (NH Ed 604.02) 

	New Jersey
	For admission, minimum 2.5 GPA; minimum 2.75 GPA for those candidates graduating after September 1, 2004

	New York
	For admission, graduation, and certification, minimum 3.0 GPA or its equivalent, or shall have been found by an officer designated by the registered alternative teacher certification program to have the necessary knowledge and skills to successfully complete the program (Regulations of the Commissioner §52.21 (b.3.xvii.b.1.ii)

	North Carolina
	For admission, all board approved teacher education preparation programs require a minimum 2.5 GPA (SBE Policy Manua QP-B-003) 

For lateral entry program, a minimum 2.5 GPA is required or student must have passed the Praxis I and have earned one of the following:
 - GPA of 3.0 in major field of study

 - GPA of 3.0 in all coursework completed in senior year

 - GPA of 3.0 on a minimum of 15 semester hours of coursework (related to teaching subject/areas of licensure) completed during the most recent five years (Teach4NC)

	Ohio
	For admission, a major with a minimum 2.5 GPA in the subject area to be taught, or extensive work experience directly related to the area to be taught, or a master’s degree with a minimum 2.5 GPA in the subject area to be taught (Ohio Administrative Code §3301-24-10 (A)

For graduation (secondary ed), a provisional license will be issues to a holder of an alternative educator license upon successful completion of 12 additional semester hours of professional education coursework, with a minimum 2.5 GPA, prior to expiration of the alternative educator license, from a college or university approved to prepare teachers, in the principles and practices of teaching, student development and learning; pupil assessment procedures; curriculum development; classroom management; and teaching methodology.  (Ohio Administrative Code §3301-24-10 (C-D)

	Rhode Island
	For admission, minimum 3.0 GPA or equally compelling evidence (Alternate Certification Guide (Draft)

	South Dakota
	For admission, minimum 2.5 overall undergraduate GPA (ARSD 24:15:04:01)

For graduation (secondary ed), must achieve successful completion of coursework with at least a grade of “C” and a cumulative 2.5 GPA  (ARSD 24:15:04:03)

	Washington
	For admission, the college or university GPA may be considered as a selection factor

	Wyoming
	For admission, minimum 2.5 cumulative undergraduate GPA, and minimum 2.5 GPA in content courses applied to teachable endorsement areas (Northern Plains Transition to Teaching Program Admissions Requirements)

For graduation (elementary and secondary ed), minimum of “C” for each course grade and a minimum 2.5 program GPA (NPTT Licensure and Certification) 


· Mayer, D.P., Decker, P.T., Glazerman, S., & Silva, T.W. (2003).  Identifying Alternative Certification Programs for an Impact Evaluation of Teacher Preparation.  Mathematica Policy Research, Inc.  Cambridge, MA.  April 30, 2003.

Both highly selective and less selective types of alternative certification programs employ selection strategies based on the assumption that certain characteristics, independent of the training program, will influence how well teachers learn in certification programs and perform in the classroom.  By screening out teachers who do not demonstrate the desired characteristics, programs expect to increase the odds that their candidates will become successful teachers.  Programs may screen for different types of characteristics.  For example, one program may place more emphasis on verbal skills and another on interpersonal skills.  The report proposes using the proxy measures of GPA and the intensity of the interview process to capture these dimensions.  While these measures will not perfectly capture the selection process used by programs, they are preferable to ignoring selectivity altogether.

Programs were categorized in accordance with their education course load and entrance requirements.  The “very select” are defined as those that set a 3.0 GPA requirement or require candidates to participate in an extensive interview process (which includes, for example, a mock teaching lesson, a group interview in which several candidates come together in one room to respond to interview questions, and a one-on-one interview between candidates and a program administrator).  The Texas Region XIII and the AtlantaPLUS programs, for example, are considered very select because in practice they only accept candidates with GPAs of 3.0 or greater, despite their lower stated GPA requirements.

Noncompetitive programs, such as the Arkansas program, require applicants to pass a test but have no GPA requirements, require only a brief interview, and accept almost everyone who meets their requirements.  In contrast, program such as the Baltimore program require a 3.0 GPA, undergraduate prerequisites, and an extensive interview process.  Last year, the Baltimore program had a 19 percent acceptance rate and admitted only 109 of 567 applicants.  Somewhere in between the two extremes lie programs such as the Dallas program, which required a 2.5 GPA, passing a basic skills test, undergraduate prerequisites, an essay accompanying the application, and a formal interview.  Dallas’s acceptance rate is approximately 60 percent.

Based on these categorizations, New Jersey, too, lies between the two extremes of non-competitive and competitive.

8. Private Schools/Private School Teachers
· Lubienski, C. and Lubienski, S.T.  (2006). Charter, Private, Public Schools and Academic Achievement:  New Evidence from NAEP Mathematics Data.  National Center for the Study of Privatization in Education, Columbia University.  (January 2006).

A report by Columbia University Teachers College’s National Center for the Study of Privatization in Education (January 2006), funded by the USDOE, finds that, after fully controlling for demographic differences between students in public and private schools, the presumed advantages of private schools disappear; in fact, in most cases, public schools outperform private schools on an apples-to-apples basis.  Using “raw” or unadjusted scores alone, students in private and charter schools did outperform regular public schools.  But once researchers adjusted the scores for the factors associated with student differences—socio-economic status, race, students with limited English proficiency, numbers of special education students in each group, counts of books in the home, and school location (urban, rural, suburban)—the comparison flipped.  In other words, if the private school students had higher scores it was because of the characteristics they brought to school, not what the school did for them.  
· Braun, H., Jenkins, F., Grigg, W., and Tirre, W., (2006) Comparing Private Schools and Public Schools Using Hierarchical Linear Modeling.  Educational Testing Service and National Center for Education Statistics.  July 2006.

Study Purpose:  To examine the differences in mean National Assessment of Educational Progress (NAEP) reading and mathematics scores between public and private schools when selected characteristics of students and/or schools were taken into account.  Among the student characteristics considered were gender, race/ethnicity, disability status, and identification as an English language learner.  Among the school characteristics considered were school size and location, and composition of the study body and of the teaching staff.  
Findings:  In grades 4 and 8 for both reading and mathematics, students in private schools achieved at higher levels than students in public schools. The average difference in school means ranged from almost 8 points for grade 4 mathematics, to about 18 points for grade 8 reading.  The average differences were all statistically significant.  Adjusting the comparisons for student characteristics resulted in reductions in all four average differences of approximately 11 to 14 points. Based on adjusted school means, the average for public schools was significantly higher than the average for private schools for grade 4 mathematics, while the average for private schools was significantly higher than the average for public schools for grade 8 reading. The average differences in adjusted school means for both grade 4 reading and grade 8 mathematics were not significantly different from zero.

Comparisons were also carried out with subsets of private schools categorized by sectarian affiliation.  After adjusting for student characteristics, raw score average differences were reduced by about 11 to 15 points. In grade 4, Catholic and Lutheran schools were each compared to public schools. For both reading and mathematics, the results were generally similar to those based on all private schools. In grade 8, Catholic, Lutheran, and Conservative Christian schools were each compared to public schools. For Catholic and Lutheran schools for both reading and mathematics, the results were again similar to those based on all private schools.  For Conservative Christian schools, the average adjusted school mean in reading was not significantly different from that of public schools. In mathematics, the average adjusted school mean for Conservative Christian schools was significantly lower than that of public schools.  

· Rothstein, R., Carnoy, M. and Benveniste, L.  (1999). Can Public Schools Learn from Private Schools?  Case Studies in the Public and Private Nonprofit Sectors.  Economic Policy Institute (September 1999).

Because private schools can select (and are selected by) their students, analysts have not been able to determine whether private schools’ apparently superior outcomes (e.g., test scores) are attributable to superior private school practices or to more selective student bodies.  Insights from the case studies in this book tend to challenge the widely held assumptions about differences between public and private schools.  Inner-city private schools shared more characteristics with public schools in low-income communities than with affluent suburban private schools.  Likewise, suburban public schools had more in common with suburban private schools than with urban public schools.  Thus, policy debates about education may be missing the most important issues if they focus on whether a school’s quality can be deduced from its public or private charter.  

Sociologists Richard Scott and John Meyer (1988) argue that the institution of public schooling has a different function than that of a private school, and so the two should have different organizational structures.  A public school takes in all comers.  Teachers and the school principal are accountable to multiple constituencies, represented by the varying capabilities of their students and their needs.  Thus, a public school’s organization is bound to be complex and often subject to conflict.  It also can appear incoherent because it tries to do so many things at once.  Private schools are more likely to have a single objective, and select (and be selected by) parents and their children who are in accord with that objective.  A private school’s organization should therefore be less complex—more “aligned” around a coherent program.  Sociologist Joan Talbert (1988) also argues for significant organizational differences between public, religious private, and non-religious private schools on similar grounds.
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