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Abstract

This paper analyzes the impact of a recruitment policy in Chile designed to improve the
quality of new teachers by incentivizing high-achieving and restricting low-achieving high
school graduates from entering the teaching profession. We document that the reform effectively
improved the average test scores of new teachers. Using a teacher value-added (TVA) model,
we find that the reform increased TVA for mathematics but not for Spanish teachers. Finally, we
show that most of the effect cannot be explained by new teachers” higher average test scores,
but rather can be attributed to beneficial but unintended effects of the reform.
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1 Introduction

Teacher quality plays a critical role in improving student learning and long-term outcomes (Bau
and Das, 2020; Chetty et al., 2014b; Rockoff, 2004). Thus, how to design policies to improve teacher
quality is a long-standing question. Among the set of interventions that could be implemented
to improve the effectiveness of teachers, recruitment policies designed to attract more talented
and motivated individuals into the teaching profession have become increasingly relevant. This is
especially true in the context of low- and middle-income countries where teachers often lack the
skills or motivation to teach effectively (World Bank, 2017).

There are several potential challenges in implementing recruitment policies for any occupation.
First, there is the problem of designing effective incentives to attract people into a particular
field. The second challenge lies in the availability of an observable and reliable measure to ex-ante
determine a person’s potential to be good at their job or, in other words, how talented they will be
at it. Finally, there is the concern about individuals being selected on other unobservable qualities.
Depending on the incentives in place, selection on unobservables could either hinder or reinforce
the effectiveness of the recruitment policy. For example, those attracted by the policy may show a
lower level of intrinsic motivation, generating a possible trade-off with talent. This trade-off has
been widely studied in the literature and is particularly salient for civil servants, such as educators
(Ashraf et al., 2020; Deserranno, 2019; Leaver et al., 2021). Conversely, the policy may attract
individuals who would not have become teachers because their unobserved qualities are highly
rewarded in other labor markets, even though those same qualities also make them good teachers
(Bacolod, 2007).

In this paper, we analyze a policy designed to improve the average quality of new teachers
by targeting the first stage of their recruitment process. The reform, implemented in Chile in 2011,
was designed to reshape the academic ability composition of high-school graduates enrolling in
undergraduate teacher training programs. To do so, it incentivized the enrollment of high-achieving
prospective college students by creating a scholarship called Beca Vocacién de Profesor (BVP). The
scholarship imposed requirements on both college students and higher education institutions:
on the one hand, individuals who received the scholarship were required to work as teachers in
public schools for three of the seven years following college graduation; and on the other hand,
universities were required to limit the number of low-achieving college students admitted to their
programs so that high-achieving ones would be eligible for the BVP.! The screening device used
was the national standardized university entrance exam, known as Prueba de Seleccion Universitaria
(PSU). It defined low-achieving students as those who scored below the mean, and high-achieving
students as those who scored one standard deviation above the mean. The implicit assumption
behind this reform was that high PSU scorers would be better teachers than low scorers.

Our empirical assessment of this policy answers three main questions related to the challenges

outlined above: First, was the policy effective in (permanently) attracting high-achieving high-

INote that this was not a complete ban on low-achieving college students, as they could still enroll in these restricted
slots at BVP-eligible universities, or enroll at non-BVP-eligible institutions.
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school graduates to the teaching profession? Second, did this translate into an increase in average
teaching quality? And finally, did the reform have any effect beyond selection based on academic
ability? The analysis is divided into three parts.

In the first part, we study the effectiveness of the reform in recruiting higher PSU scorers. We
leverage administrative data that covers the entire population of individuals who registered for
the PSU between 2009 and 2014. We construct a unique panel dataset that follows them during
their higher education years and into their subsequent teaching careers. The sharp cutoffs used by
the reform to define high and low-achieving college students allow us to estimate the local causal
effects of its two features in a Regression Discontinuity (RD) design framework.

We find that the reform was effective in reshaping the composition of enrollees in teacher
training programs. The scholarship encouraged high-achieving college students to pursue a
teaching career, increasing their likelihood of enrolling in a teacher training program by 27% at the
cutoff, and it discouraged low-achieving ones from enrolling, resulting in a 36% decrease in the
probability of enrollment at the cutoff. Tracking individuals through higher education and into
the labor market, we show that these effects translated into a smaller yet economically significant
increase in the probability of graduating and working as a teacher up to five years after graduation.
Finally, and consistent with the requirements and incentives introduced by the BVP, we document
that incentivized high-achieving teachers are more likely to work in publicly funded schools and
that these effects persist even beyond the scholarship requirements. We furthermore provide
suggestive evidence that these effects are likely not local. By comparing the enrollment decisions of
PSU cohorts before and after the reform, we estimate effects that are similar to those obtained in
our local analysis.

In the second part of the paper, we rely on a Teacher Value-Added (TVA) model, which
we estimate using primary school students’ standardized test scores, to provide evidence of the
effectiveness of the policy in terms of teacher quality. In this empirical framework, we analyze the
impact of the reform on overall teacher quality and the validity of PSU scores as a predictor of
pre-reform teacher quality. Our population of interest for this part of the analysis is the universe of
math and Spanish elementary school teachers who began their training after 2004 and for whom
we can reliably estimate TVA measures. Given these sample restrictions, we are left with nearly
9,500 teachers whom we link to the standardized test scores of the students they teach (around
430,000) as well as to characteristics of the jobs they hold and the schools in which they work.

We estimate the standard deviation of teacher value-added, controlling for a wide range of
covariates, including lagged test scores. We then proceed to evaluate the effectiveness of the reform,
comparing the value-added of teachers who started their training before and after 2011, while
controlling for the effect of years of experience. Our results show that the reform was successful in
increasing the average TVA for mathematics teachers by 0.038, which corresponds to 38% of the
standard deviation of TVA. For Spanish teachers, however, we find a precise null effect. Turning to
the role of PSU in explaining the results, we show that its contribution is marginal. We estimate

that before the reform, a one standard deviation increase in PSU was associated with a statistically



significant 0.02 increase in TVA for mathematics teachers. We find, moreover, that this correlation
does not exist for Spanish teachers. Our estimates of the pre-reform correlation between PSU scores
and TVA for math teachers suggest that around 10% of the overall effects can be explained by
changes to the academic ability composition of teachers.

In the third part of the paper, we analyze channels other than the increase in teachers” academic
ability that might explain the observed increase in teacher quality for mathematics teachers. To
guide our analysis, we develop a simple framework a la Roy (1951) of occupational choice in which
individuals decide whether to enter teaching based on two forces: intrinsic motivation for the
profession and the attractiveness of outside career options. High value-added teachers tend to
be both more motivated and more productive outside of teaching, so the balance of these forces
determines which individuals are drawn in or pushed out by the policy. The model predicts that
scholarships can raise average teacher quality if they succeed in attracting high-ability individuals
who would otherwise be pulled into outside occupations, whereas disincentives can raise quality
if they discourage the least motivated candidates from entering. For mathematics teachers, this
is exactly what we find empirically. We observe a higher value-added (0.065) for those teachers
with scores below the mean, i.e., subject to restricted access, as well as for those eligible for the BVP,
relative to comparable teachers from previous cohorts. Consistent with the theoretical framework,
we also find that the restriction raised the average intrinsic motivation of teachers with scores below
the mean, as measured through teacher survey data collected by the Ministry of Education. At the
same time, the average motivation of incentivized teachers who studied after the reform did not
decrease. Taken together, these results show that the policy improved teacher quality through both
channels and allow us to reject the concern that incentives for high-academic-ability individuals

came at the cost of lower intrinsic motivation.

Related literature. We mainly contribute to two different strands of the literature. First and
foremost, we contribute to the literature on teacher recruitment policies. These studies have
primarily examined the short-term effects of two types of interventions: the introduction of entry
barriers and financial incentives for prospective teachers. Entry barriers, often in the form of tests
that assess candidates” attitudes and content knowledge, have been shown to be successful in
improving teaching quality.” Nevertheless, they can have negative unintended effects on student
learning if not properly designed (Busso et al., 2024). Regarding the role of financial incentives,
recent studies show that schools that financially reward teacher performance are more likely to
recruit high-performing teachers (Biasi, 2021; Leaver et al., 2021). We contribute to this literature
by evaluating a unique recruitment policy with two relevant features. First, the reform combined
entry barriers and financial incentives. Second, it targeted the earliest stage of the recruitment
process, namely enrollment in teacher training programs. This addresses a relevant gap in the
literature, as previous studies have focused on the recruitment of trained teachers - i.e., individuals

who have already acquired a certain level of human capital, which pre-conditions occupational

2Gee, for example, Estrada (2019) for the case of Mexico, and Araujo et al. (2020) for the case of Ecuador.
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sorting.® By analyzing the effects at the enrollment stage, we provide insights into an important
margin; ignoring the impact on occupation sorting could lead to a signi cant underestimation of
the long-term bene ts of such interventions (De Ree et al., 2018).

Recruitment policies directly targeting high school graduates require a screening device able
to predict their quality as teachers. In this paper, we evaluate one such measure that is both easy
to observe and use: college entry exams. Despite the general consensus on the weak correlation
between observable characteristics and teaching quality (Staiger and Rockoff, 2010), college entry
exams have been shown to predict it in some contexts. For example, Jacob et al. (2018), using
classroom observation measures, argue that the SAT is predictive of teacher performance. More
closely related to our paper, Gallegos et al. (2022) also focus on the case of Chile and analyze the
adequacy of college entrance exams as a measure of teacher productivity, before the introduction of
the reform. The authors use a wide range of teacher productivity measures, namely graduation,
labor market outcomes, teachers' scores on college exit exams, and on-the-job teacher evaluations.
They nd a positive relation between college entrance test scores and their measures of teacher
productivity. We contribute by focusing on value-added measures of teacher quality for different
subjects, which take into account potential biases arising from student characteristics or the teachers'
test-taking skills. ® More importantly, focusing on the entire population of primary school students
we directly test and quantify the effect of the 2011 reform on teacher quality. This stands in
contrast to Gallegos et al. (2022), who infer the potential impact of the reform from the correlation
between pre-reform admission test scores and teacher productivity. Similarly to Gallegos et al.
(2022), a recent working paper by Pal (2025) also analyzes the 2011 reform, using it to estimate
a structural model of higher-education admissions aimed at improving teacher recruitment and
taking compositional changes based on admission test scores as the only channel at play® In
contrast to these two papers, and in line with the literature showing a weak correlation between
observable characteristics and value added, we challenge the idea that college entry exams may
serve alone as a tool to increase teaching quality. Indeed, we attribute most of the effect of the
reform to unintended selection effects.

This paper also contributes to the more general literature on recruitment policies in contexts
where nancial incentives may attract individuals with lower intrinsic motivation or prosociality.
Studies focusing on this topic have not reached a clear consensus. Focusing on health care workers,
Ashraf et al. (2020) nd that nancial incentives attract less prosocial (or intrinsically motivated)
individuals, but only among the low-talented. On the contrary, Dal B6 et al. (2013) who study
this trade-off among public agents, nd that higher wages attract high-ability workers who are

3Focusing on the Chilean setting, Behrman et al. (2016) show that this aspect plays an important role for wage
policies.

4Recent studies estimating positive effects of nancial incentives on teacher effort and student achievement include
Lavy (2009); Du o et al. (2012); Biasi (2021); Leaver et al. (2021); Tincani (2021).

5See Cohen and Goldhaber (2016); Steinberg and Garrett (2016); Bacher-Hicks et al. (2019); Bacher-Hicks (2022).

6pal (2025) also presents reduced-form evidence of the reform's effect on teacher quality, focusing solely on changes
in PSU score composition and comparing programs that accepted BVP enrollees to those that did not. This approach
assumes that changes in the PSU composition are the only relevant ones. Note that our paper predates Pal (2025) and
was rst made publicly available in 2024 (see https://dx.doi.org/10.2139/ssrn.4874361 ).



also more motivated. Finally, Leaver et al. (2021) nd that while nancial incentives may attract
less motivated teachers, this does not translate into worse job performance. We contribute to this
literature by showing that scholarships do not attract teachers with lower intrinsic motivation
or productivity levels. We show, however, that disincentives such as limiting access to training
programs discourage the least motivated from pursuing a teaching career.

Road map. The rest of the paper proceeds as follows. Section 2 presents the institutional setting
and the reform we focus on. The section additionally presents a theoretical framework that describes
the potential effects of the reform on teacher quality and the mechanisms at play. Section 3 presents
the data and results on enrollment, graduation, and employment at schools. In Section 4, we
estimate the change in teacher quality due to the reform, focusing on the role of college admission
test scores as a predictor of productivity. Section 5 discusses the effects of the reform beyond its
selection of new teachers based on test scores. Finally, in Section 6 we conclude.

2 Background

In this section, we present some relevant features of the Chilean institutional setting in the years
surrounding the reform and discuss some key aspects of it. Additionally, we present a theoretical
framework that illustrates how the reform may affect teaching quality.

2.1 Chilean institutional setting

The higher education system. In Chile, there are three types of higher education institutions
(HEIs): vocational institutions, technical institutes, and universities. Moreover, universities can
be categorized based on whether they are part of a network called CRUCH (Consejo de Rectores
de Universidades Chilenas). They are generally considered of higher prestige and are able to
attract better students on average. To access most universities, students have to take a nationwide
standardized test which, between 2004 and 2020, was calledPrueba de Seleccién Universitaria (PSU)

The PSU was offered once a year in December. It consisted of four components: mathematics
and Spanish, which were compulsory, and science and/or history. For each component, the raw
scores were standardized at the national level to produce a normal distribution of scores ranging
from 150 to 850, with a mean of 500 and a standard deviation of 110. Admission to each program
was determined by the number of places available and the number of applicants. The score used
to determine admission was calculated as a weighted average of high school GPA and all sub-
components of the PSU test, with program-speci ¢ weights. Programs would rank students based
on the program-speci ¢ score, and |l the available spots based on their ranking. *

In 2011, annual tuition fees posted by HEIs were high relative to other OECD countries. For this
reason, Chilean higher-education students relied heavily on nancial aid. The Chilean government

"See Kapor et al. (2024) for a detailed description of the algorithm matching students to programs.



Figure 1: PSU scores of higher-education students enrolled in HE in 2010 by eld of
study

Note: The gure plots the distribution of PSU scores for high school graduates
enrolling in different university programs in 2010. The gray horizontal line represents
the mean test score of all university enrollees who took the PSU.

provided access to loans and scholarships, covering up to 90% of the tuition fees. Therefore
scholarships were a useful policy tool to attract individuals into speci ¢ university programs. 8
Access to most nancial aid was determined by the weighted average of the PSU test scores

obtained in mathematics and Spanish.

The teaching profession.  In order to work in the school system, teachers need to have a higher
education degree in teaching.’ These degrees are level-speci ¢ and can only be granted by some
institutions: for preschool and elementary teachers, this can be a university or a vocational institu-
tion, while the degree to become a high-school teacher can only be granted by universities. At the
time of the reform, 86% of higher-education students enrolled in a teacher training program were
enrolled in a university program and 14% were enrolled in vocational institutions.

While at the time of the reform there was no shortage of teachers in Chile (OECD, 2010),
individuals who pursued teacher training were historically negatively selected in terms of their
PSU score (Gallegos et al., 2022). Figure 1 plots the distribution of PSU scores for students enrolling
in universities in 2010 by eld of study. The gure shows that students enrolling in teacher training
programs performed signi cantly worse than students enrolling in other elds, scoring on average
almost one standard deviation below the mean of all university enrollees taking the PSU.

After graduation, new teachers can decide to apply for a teaching job. In Chile, there are three

8Recent papers highlight how, in our setting, students are credit-constrained (Solis, 2017) and price-sensitive to
tuition changes (Bucarey et al., 2020; De Falco and Reichlin, 2025).

9There are a few rare exceptions, such as teachers recruited through Ensefia Chile, a program modeled similarly to
Teach For America, which places university graduates in underserved schools. However, they represent only a negligible
share of the teaching workforce (De Gregorio and Neilson, 2021).



types of schools determined by their funding and administration authority:  public schools which
are publicly funded and managed, representing 46.2% of the schools in 2010;voucheror subsidized
schools which are publicly funded, but privately managed, representing 47.7% of the schools; and
fully privateschools, representing 5.4% of the schools. The recruitment of teachers varies by type
of school. For public schools, municipal authorities organize the hiring of teachers. Vacancies are
publicly posted, and a commission reviews applications by rating applicants based on professional
performance, seniority, and other formal training. Wages are set nationally and are low compared
to other occupations.1? In the privately managed schools, schools have discretion in deciding how
and whom to hire. There is, therefore, little scope for public schools to try to hire higher-quality
teachers. In privately managed schools, however, wages can be negotiated and are generally more
competitive than in public ones.

2.2 The 2011 reform

This negative selection into teacher training programs motivated the Ministry of Education to
implement a reform in 2011 aimed at changing the distribution of PSU takers pursuing a teaching
career. More precisely, the reform introduced a scholarship, called the Beca Vocacion de Profesor
(BVP) for high-achieving college students who enrolled in an eligibleteacher training program.

The BVP offered several bene ts, most notably a full tuition waiver, which was awarded solely
on the basis of the average PSU score in mathematics and Spanish. Thus, all individuals who scored
one standard deviation above the mean (i.e. above 600 points) and who enrolled in an eligible
program, were offered the opportunity to study for free. ! In addition, individuals who scored
above 700 points could receive a monthly stipend of 80,000 Chilean pesos (almost 45% of the 2011
national minimum wage), and those who scored above 720 points were given the opportunity to
study one semester abroad. Given the standardized distribution of PSU scores, around 20% of all
PSU takers were potentially eligible for the tuition waiver and about 5% for the additional bene ts.
Our discussion of the impact of the reform will focus on the rst threshold, mainly because its
effects at higher PSU cutoffs are hard to detect due to the small number of PSU takers scoring above
700. Individuals scoring just below the 600 threshold were eligible for different types of nancial
aid depending on their family income, choice of institution, and cohort of study. Appendix Table
B1 summarizes nancial aid eligibility by these three dimensions.

The BVP required its bene ciaries to work in publicly funded schools for at least three years in
the seven years following college graduation. This requirement was reduced to two years if the
school was located in a rural area. Individuals who did not meet this requirement had to repay the
scholarship.

10Tincani (2021) shows that non-teaching salaries in Chile are roughly 60% higher, conditional on the level of
education.

1INote that while the standard deviation of each individual component is 110, the standard deviation of the combined
mathematics and Spanish scores is around 100. This cutoff was set to be slightly lower (580) for students who were
eligible for an additional scholarship, called Beca Excelencia Académ{8EA), which was awarded to students coming
from public and subsidized schools, who were in the top 10% of students in their respective high schools.



Finally, the introduction of the BVP imposed some requirements on universities. To be con-
sidered eligible programs had to meet two conditions. First, the program had to be accreditet?,
and second, they could only admit up to 15% of their applicants with a PSU score below the
standardized mean (i.e., below 500 points). In practice, this meant that low-scoring PSU takers
had fewer places available to enroll in teacher training programs, as they could either try to enroll
in the few slots offered by eligible programs or enroll in non-eligible programs. Overall, in our
study period around 80% of the programs of CRUCH universities and 15% of the programs of
non-CRUCH universities accepted BVP recipients, effectively limiting the access to their programs
to applicants scoring below the mean. Additionally, almost 70% of the eligible programs did not
accept any applicant scoring below 500. The other 30% of eligible programs accepted on average
7% of candidates scoring below 500.

2.3 The reform and teaching quality: a theoretical framework

We develop a simple framework to formalize how the reform may affect average teacher perfor-
mance, or productivity. At its core, the policy leverages admission test scores under the assumption
that academic ability is an important predictor of teaching effectiveness. While this channel cap-
tures a direct form of selection, it is unlikely to be the only one at play. Individuals whose decision
to enter the teaching profession responds to the reform may differ along other unobserved traits
that also in uence teaching quality. Depending on how these traits correlate with academic ability
and with the decision to teach, the reform's overall impact on productivity may be ampli ed or
attenuated.

Setup. We model entry into teaching as a Roy-style occupational choice. The framework is
deliberately minimal to make the mapping from primitives to composition effects transparent. It
follows the classic occupational-choice logic of Roy (1951) and the more recent "motivated agents"
literature (Besley and Ghatak, 2005; Dal B6 et al., 2013), adapted to teacher recruitment.

Productivity for an individual with academic ability A in teaching and in the outside (non-
teaching) sector is given by

Pr = ktA + ey,
Po = koA + ep. Q)

Productivity depends on academic ability ( A), measured in our setting by the observed PSU test
score; a teaching residual ability (er), capturing effectiveness as a teacher beyondA; and an outside-
sector residual ability ( eg). The coef cients kt and ko measure how strongly academic ability
translates into productivity in each sector.

12sjince 2006, Chile has had an accreditation system for higher education institutions, designed to regularly evaluate
and guarantee the quality of the programs offered by these higher education institutions. The accreditation process is
carried out by an agency of the Ministry of Education. While accreditation is generally voluntary, this is not the case for
medicine and teacher training programs, which since 2009 must go through the process.



The utilities from choosing teaching versus the outside sector are

Ut = wr+ ey + rrPr+ S(A),

UO = VVO + I'opo. (2)

Here, wr and wg denote average wages in the teaching and outside sectors, respectively,
and rg is a pay-productivity slope, i.e. the return to a unit of productivity in the outside sector.
We normalize rt = 0.13 The utility from teaching, UT, also depends on a preference-for-the-job
parameter (ey ), or intrinsic motivation for teaching. We assume that (ey, er,€o) follow a joint
distribution that allows for correlation across the three dimensions.

The policy term S(A) captures the bene ts and costs of choosing the teaching career based on
test scores. In our setting, S(A) > Ofor A 600, representing the scholarship eligibility conditional
on entering a teaching training program, while S(A) < 0for A < 500, representing the cost
incurred by individuals facing a narrower choice set.

A student of academic ability A observes(er, o, ey) and chooses teaching ifUr  Ug. Thus,
our model nests two strands of literature: (i) selection when outside wages are more responsive
to productivity than public-sector wages (Bacolod, 2007; Tincani, 2021), and (ii) selection with
non-pecuniary "mission" motives ( ey ) that may be correlated with productivity (Dal B6 et al., 2013;
Ashraf et al., 2020). Collecting constants and terms that depend only on A, de ne

K(A) :=(wr wp) rokoA, (3)
and the selection index
Z:= rpept ey, 4
so that
Ut Uo= K(A)+ Z+ S(A). 5)

An individual enters the teaching profession if and only if Z K(A) S(A)= C(A), where
C(A) represents the choice cutoff. Hence, the decision is driven by two forces: (i) the outside
sector pulls away individuals whose productivity is well rewarded outside ( ro €o), and (ii) the
motivation ( ey ) which directly raises the payoff from teaching.

Characterizing entrants and stayers.  From a baseline without S(A), the introduction of the policy
term S(A) shifts the choice cutoff C(A) in the selection index Z = rpep + ey for the targeted
ranges of academic ability. A scholarship (S(A) > 0) lowers the cutoff, attracting individuals who,
in the absence of S(A), would have fallen just below the threshold. Conversely, a reduction of the

Bwithout loss of generality, we set rt = 0, as only relative returns are relevant for understanding selection patterns
and characterizing those who enter the teaching profession. All results therefore hold under the assumption that rg > ry,
which is reasonable for Chile during the studied period. When students made their enrollment decisions, teachers in
public schools were paid according to a wage scale that was almost entirely determined by seniority. Wage dispersion in
voucher schools was somewhat higher but still considerably lower than in the private sector (Tincani, 2021).
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available choice set of university programs ( S(A) < 0) raises the cutoff, retaining only a stricter
upper tail of the distribution of Z. Under the assumption that (er, e, ew) are jointly normally
distributed, the expected change in er when S(A) is introduced can be written as

Cov(er,2)
Var(Z)
where D denotes "post-reform minus pre-reform" for the selected A group (see proof in Appendix
Section D). The shift in the cutoff C(A) implies DE[Z] < 0 with the introduction of the scholarship
and DE[Z] > Ounder the case of choice set reduction. Thus, the sign of DE[er] is determined by

the covariance Cov(er, Z), which can be rewritten as:

DE[er] = DE|[Z], ()

COV(G]’,Z): STt I't,MSm roftoSo , (7)

where s5 = Var(er), s§ = Var(epg), s§; = Var(em) and r | denote the corresponding correlations.

There are two channels that determine the sign of CoVer,Z). The rstis an outside pull
channel: if the traits that make someone a good teacher are also rewarded in the outside sector
(i.e., large ro and positive correlation rt o), then Cov(er, Z) is pulled downward. The second is a
motivationchannel: if intrinsic motivation to teach is positively related to teaching effectiveness,
then Cov(er, Z) is pulled upward.

When the cutoff C(A) is lowered (so DE[Z] < 0), a scholarship increases the averageer
among entrants precisely when the outside pull dominates the motivation channel (i.e., when
rof 1080 > rt.mSwm). The intuition is straightforward: in the absence of the policy, if the outside
pull channel dominates, individuals who self-select into teaching are more likely to be those with
alower er. Thus, when S(A) is introduced, the marginal entrant is positively selectedn er.'* By
contrast, when the cutoff C(A) is higher, average quality rises if the motivation channel dominates

(i.e.,rT,M Sm > rorT,oso).

Overall change in value-added. = What are the implication