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Executive Summary

The Delaware Department of Education (DDOE) and the District of Columbia Office of the State
Superintendent of Education (OSSE) requested information on the academic effectiveness of
education management organizations (EMOSs), charter management organizations (CMOs), and
charter schools. This review by the Mid-Atlantic Comprehensive Center (MACC) draws together
a wide array of research on the effectiveness of charter schools run by EMOs and CMOs
generally, and a select number of specific charter schools to assess whether, on average, there is a
clear confirmation that charter schools outperform traditional public schools (TPSSs) in raising
student achievement levels. The purpose of this review is to describe the research and identify
themes and patterns in these studies’ findings, if any. It is beyond the scope of this review to
thoroughly investigate and evaluate the quality of the methodology of each study, the analysis of
the data, or the validity or reliability of the research.

In the United States, 77.8% of charter schools are freestanding, while nearly all others (21.6%)
are run by EMOs and CMOs. The distinction among these organizations has been blurred in
recent years since 97% of schools managed by non-profit organizations are also charter schools.
A more productive distinction among these organizations would be those that are for-profit versus
non-profit. Therefore, for the purposes of this review, no distinction will be made between
EMOs/CMOs. Any determination about whether they are for-profit or non-profit will be the
responsibility of the DDOE and OSSE.

Few studies of EMOs/CMOs were found that met MACC'’s criteria for inclusion in this review.
Because studies that, instead, analyze aggregated data of charter schools were numerous, they
form the basis of this review. The following criteria were used to guide the selection of research
for this review:
e Publication after 2004
e Research reports include a description of methodology
e Studies span multiple states and match students and schools to similar students and
schools
e When possible, studies include charter schools that use lottery systems for accepting
applicants.
e Studies are listed in The U.S. Department of Education What Works Clearinghouse
(http://ies.ed.gov/ncee/wwc/search/?output=xml_no_dtd&client=wwc&site=wwc&q=Cha
rter+Schools).

Following a careful analysis of the findings from the studies selected for this review, MACC
researchers draw the following conclusions about the research on charter schools’ effectiveness:

e Taken in its totality, the research on charter schools’ effectiveness in raising student
achievement in comparison to TPSs is inconclusive with respect to the following
categories:

o the overall effectiveness of charter schools compared to the overall effectiveness of
traditional public schools in raising student achievement;

o the ability of charter schools to raise student achievement in reading/language arts
and mathematics;
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o the ability of charter schools to raise student achievement at different levels of
schooling (i.e. elementary, middle, and high school); and
o the effect of the number of years in attendance at a charter school on student
achievement.
e The single conclusive finding was that the Knowledge is Power Program (KIPP)
correlated with positive academic achievement at the middle school level in four of the

studies surveyed in MACC’s analysis. No other EMO/CMO demonstrated similar positive
results across several studies.

MACC recommends that the DDOE and OSSE engage in a careful analysis of these and other
studies according to the specific recommendations in the conclusion section of this review.
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Section A: Introduction

As of 2009, 41 states and the District of Columbia have passed charter school laws. According to
the National Alliance for Public Charter Schools Web site, there are currently 4,936 charter
schools (5.1% of all schools) in the United States. These schools serve 1,665,779 students, which
is 3.4% of the total school population.

Zimmer et al. (2009) define charter schools as “ ... publicly funded schools that operate outside

the direct control of local school districts, under a publicly issued charter that gives them greater

autonomy than other public schools have over curriculum, instruction, and operations. (p. Xi).
The U.S. Department of Education defines charter schools as ‘public schools that operate
with freedom from many of the local and state regulations that apply to traditional public
schools’ (n.d.a). In practice, each state’s charter school law outlines the state’s approach
to charter schools. Charter schools operate under a contract between the school’s
founders and a sponsor—usually a university, local school board, district, or state. The
charter outlines the school’s mission, educational program, and methods for evaluating
the school’s performance. To maintain accountability, the charter’s sponsor monitors a
school’s adherence to the charter and holds the school accountable for students’ academic
achievements and the school’s financial stability. (Comprehensive School Reform
Quality Center, 2006, p. 2)

According to the National Alliance for Public Charter Schools Web site, the majority (77.8%) of
charters schools in the United States in 2009-2010 are freestanding, having been started by
educators, parents, activists, and others. Freestanding charters have the full responsibility of
running a school, including the administration, finances, curricula, instruction, teacher hiring,
evaluation, reporting, etc. This myriad of tasks can be challenging for a freestanding school
without the benefit of a larger organization behind it. As a result, EMOs and CMOs have sprung
up since charters began appearing in 1991. These organizations serve the basic purpose of
providing centralized support to a group of schools. They provide the administrative support to
hire, evaluate, and provide professional development for the teaching staff, while fulfilling
reporting and financial oversight responsibilities. In addition, some program requirements
required by EMOs and CMOs are highly prescriptive (e.g., Open Court, Success for All,
Woodcock Reading) and must be followed (Comprehensive School Reform Quality Center,
2006).

The definitions of EMOs and CMOs have been blurred in recent years. Miron and Urschel
(2009) state,
We define an education management organization, or EMO, as an organization or firm
that manages schools that receive public funds, including district and charter public
schools. A contract details the terms under which executive authority to run one or more
schools is given to an EMO, usually in return for a commitment to produce measurable
outcomes within a given time frame. (p. 3)

They go on to report that non-profit EMOs are sometimes referred to as charter management
organizations. In fact, more than 97% of schools managed by non-profit EMOs are charter
schools (Miron and Urschel, 2009). Therefore, for purposes of this review, no distinction will be
made between EMOs and CMOs. Appendix B of this review provides a sampling of for-profit
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and non-profit EMOs serving the mid-Atlantic region. The following two reports, updated
annually, provide additional information on for-profit and non-profit EMOs:

Molnar, A., Miron, G., & Urschel, J. (2009). Profiles of for-profit educational management
organizations: Eleventh annual report. Boulder, CO: Education Public Interest Center.
Retrieved from http://nepc.colorado.edu/files/08-09%20profiles%20report.pdf

Miron, G., & Urschel, J. L. (2009). Profiles on non-profit education management organizations:
2008-2009. Boulder, CO: Education Public Interest Center. Retrieved from
http://nepc.colorado.edu/filesNP%2008-09.pdf

The following criteria were used in the selection of research for this review, although few studies
met all criteria:
e Publication after 2004
o With the exception of two studies (Raymond, 2003; U.S. Department of
Education, 2004), all research was published after 2004. This cutoff date reflects
the fact that states and the federal government responded to the requirements of
NCLB and more recently generated increasingly high-quality data. (Hill, 2005)
e Research reports include a description of methodology
e Studies span multiple states and match students and schools to similar students and
schools.
e When possible, studies include charter schools that use lottery systems for accepting
applicants.
o These schools often had more applicants than could be selected. The premise is
that there is no difference between students who were accepted and those who are
not accepted because of the random nature of a lottery. This situation creates a
comparable control group. In fact, these studies also claim students are matched
based on a variety of criteria. Hoxby (2009) claims that, in addition to all the
other factors that are matched they are also identical on dimensions that we
cannot readily observe, like motivation and their family’s interest in education.
The lotteried-in and lotteried-out students who participated in the same lottery are
identical on these subtle dimensions because they all applied to the charter school.
They are separated only by a random number (p. vii).

This assumption should be weighed carefully because the attitudes of both parents
and students who were selected may have a significant impact on academic
achievement when compared to those who were not selected.

e Studies are listed in The U.S. Department of Education What Works Clearinghouse
(http://ies.ed.gov/ncee/wwc/search/?output=xml_no_dtd&client=wwc&site=wwc&q=Ch
arter+Schools).

o The Clearinghouse reviewed few of the studies used in this review. Those that had
been reviewed there were chosen for inclusion in this review when they met the
minimum criteria of “meets standards with reservations.”

Given these criteria, numerous studies (particularly studies in which data from many charter
schools were aggregated) were acceptable and form the basis of this review. However, it is
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beyond the scope of this review to thoroughly investigate and evaluate the quality of the
methodology of each study, the analysis of the data, or the validity or reliability of the research.
Through an analysis of these selected studies, the purpose of this review is to describe the
research and identify themes and patterns in these studies’ findings, if any. The challenge in
reporting these studies is that the same data can be used by different organizations to support
their own political, education, or social agendas. Additionally, research can be misunderstood or
misused in ways not intended by the authors. Finally, there can be legitimate differences of
opinion about the results based on what data were collected and how they were analyzed.
Therefore, the DDOE and OSSE can weigh the findings based on their knowledge of the
organizations producing the research and a more complete analysis of the studies.

An example of this issue is appropriate here. The following two quotes demonstrate the difficulty
in evaluating the research on charters, EMOs and CMOs. The first quote is taken from the
abstract of the National Charter School Research Project (Betts & Tang, 2008). The second
quote is taken from a report from the National Alliance for Public Charter Schools (2009).

We assess the literature that uses either experimental (lottery) methods or student-
level growth-based methods to infer the causal impact of attending a charter
school on student performance. We focus on the evidence on math and reading
scores. We test that none of the effects is positive and, conversely, that none of
the effects is negative. We find compelling evidence that charter schools
underperform traditional public schools in some locations, grades, and subjects,
and outperform them in other locations, grades, and subjects. We examine the
distribution of effect sizes suggested by the existing work, using various methods
to weight one study relative to another. We find a fairly wide range of estimated
effects. Two cases in which charter schools appear quite frequently to outperform
traditional public schools are elementary school reading and middle school math,
although the effect sizes are small in the latter case. Conversely, charter schools
often significantly underperform in high school reading and math. The lack of
rigorous studies in many parts of the nation limits the ability to extrapolate. (p. 1)

Now read the following excerpt from the National Charter School Research Project
abstract, which refers to the previous quote:

Additionally, the National Charter School Research Project recently released a
meta-analysis of charter school studies. This report is the most solid review to
date of the empirical research on how public charter schools perform compared to
traditional public schools. Studies that use the best data and the most
sophisticated research techniques show charters outperforming comparable
traditional public schools. The findings indicate that public charter schools have
the strongest positive effects in elementary school reading and middle school
math. Moreover, the magnitude of the positive charter school effect sizes is
relatively large when compared with other school reform efforts, such as reducing
class size [emphasis added]. (p.1)

The conclusions in the abstract of the Betts and Tang (2008) study differ markedly from the
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interpretation presented in the report from the National Alliance for Public Charter Schools
(2009). Readers of research on charter schools and organizations are cautioned to carefully check
claims made by advocacy groups on both sides of this highly politicized issue. As Betts and
Tang (2008) state at the end of their literature review:
Finally, even though we have learned a great deal about charter schools and
achievement over the last decade, we need to exercise some caution in reading
this literature. Researchers have conducted rigorous value-added or lottery-based
studies of charter schools in only a very few states and major cities to date, and
even here, the quality of the data and hence the quality of the analyses vary. In
many cases, a few new soundly designed studies in a given grade span and subject
area could lead to meaningful revisions to our understanding. (p. 27)

Teh, McCullough, and Gill (2010) add that “The existing empirical literature on the academic
impacts of CMOs is virtually nonexistent, largely because most CMOs are very new.” They go
on to state, “The literature on the achievement effects of charter schools in general, is now
extensive, but it has not offered any definitive conclusions” (p. 1).

The following sections will present research about specific EMOs/CMOs (Section B) and

general research (Section C) that aggregates student data nationally or within geographic areas.
When not directly quoted, statements represent highlights of the research studies.
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Section B: Research on Specific EMOs, CMOs, and Charter Schools
(Organizations are listed alphabetically)

This section provides a summary of research on specific charter schools with respect to their
effectiveness in raising student achievement. The schools and organizations included in this
section were chosen because they were targeted for independent research, as opposed to research
undertaken by the organizations themselves. Secondly, they were known to the MACC
researcher and appeared in ASCD SmartBriefs and Edweek articles, two sources that were
consulted during the preparation of this review. For each school or organization, the citation is
provided with a summary of the research findings.

Edison Learning is an EMO with nearly 20 years of experience partnering with school

districts and boards to operate schools. Edison Learning offers a wide range of services
including assistance with curriculum, professional development, and staff recruitment,
among others.

Rand Corporation. (October 11, 2005). Rand says most public schools managed by Edison
Schools match or exceed gains of comparable public schools in 4 to 5 years (News
Release). Retrieved from http://www.rand.org/news/press/2005/10/11.html *

e The RAND study concluded that it is unclear whether Edison's average long-term results
exceed or merely match those of comparable public schools. This is because Edison's
startup schools, by definition, lack pre-Edison baseline test results, making it impossible
to examine the full period of Edison management using schoolwide scores. RAND
examined two alternatives: an analysis of all Edison schools, beginning with scores at the
end of the first year of Edison operation, and an analysis of Edison conversion schools,
beginning fro pre-Edison baselines.

e When Edison schools (both converted and start-up) were examined beginning in the
spring of the first year of Edison management, gains of Edison schools and matched
comparison schools were similar in Years 2 and 3. But by their fourth year of operation,
Edison schools' cumulative test-score gains from the first year were larger than those of
comparison schools in both reading and mathematics, and Edison schools generally
maintained this relative advantage in later years.

e Converted Edison schools experienced small average declines in achievement during
their first year under the Edison system. Achievement in these schools continued to lag
behind comparison schools during the first three years under Edison management.
However, results improved as converted schools gained experience implementing the
Edison design. By Year 5, the cumulative test-score gains (starting from the year before
Edison took over) were similar for Edison schools and comparison schools.

e Variation among the results attained by individual Edison schools is extensive, with some

! For the complete study see: Gill, B. P., et al. (2005). Inspiration, perspiration, and time: Operations and
achievement in Edison schools. Santa Monica, CA: The Rand Corporation. Retrieved from
http://www.rand.org/pubs/monographs/2005/RAND _MG351.pdf

See http://www.edisonlearning.com/ for more information about Edison Learning.
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schools showing gains that far outpaced those of comparison schools, and others falling
behind.

e Edison schools that offered the strongest instructional leaders and the fullest
implementation of Edison's curriculum — providing strong offerings in subjects such as
science and music, along with core instruction in math and reading — showed the largest
gains in student proficiency.

e Edison Schools has an unusually comprehensive set of strategies for promoting school
performance. These include an ambitious curriculum, a professional environment that
emphasizes teamwork and professional development, and a proprietary online assessment
system known as the Edison Benchmarks. This system is used to assess student learning
every month and provide immediate feedback to teachers, principals, and Edison central
office staff.

e A large proportion of Edison schools have remained with the company for at least four
years, but Edison's contracts have been more stable in charter schools than in district
public schools.

e Edison schools that face fewer constraints on their ability to implement the Edison design
seem to demonstrate greater achievement gains than other Edison schools.

e Edison schools showed gains in both reading and math between 2002 and 2004,
confirming results previously reported in Edison's annual reports on student achievement.

Harlem Success Academy is a free public charter elementary school in New York City.
Students are enrolled through a random lottery for grades K to 5.

Supovitz, J. & Rikoon, S. (2010). Early achievement impacts of the Harlem Success Academy
Charter School in New York City. Retrieved from
http://www.gse.upenn.edu/pdf/fac/SupovitzHSA.pdf

The following passage is taken from the executive summary by Supovitz and Rikoon:
Researchers at the University of Pennsylvania conducted two external analyses of the
performance of Harlem Success Academy Charter School (HSA) 2008-2009 3" graders on
the New York State Test in English language arts (ELA) and mathematics. The first
analysis was based on a comparison of the performance of 2006-2007 first graders (who
became the 2008-2009 3" graders) who were chosen through a random selection lottery
process to attend HSA, and remained in HSA through the 3™ grade, relative to those who
were not admitted by lottery to attend HSA and remained in New York City public schools.
The second analysis compared the same HSA 3" graders to 3" graders in geographically
proximate and demographically comparable New York City public schools. Student results
were compared separately for ELA and mathematics using ordinary least squares
regression and controlling for student gender, age, and special education status. The results
indicated that HSA 3™ graders performed statistically significantly better than did either the
randomized comparison group or the students in the demographically similar schools.
More specifically, attendance at HSA was associated with 34-59 additional scale score
points (depending on test subject) for non-special education students, after adjusting for
differences in student demographic characteristics. Described another way, these results
represent between 13-19 percent higher test performance associated with attending Harlem
Success Academy. (p. 1)
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See http://www.successcharters.org/ for more information about the Success Charter Network.

The Knowledge is Power program is a national network of public charter schools with a
focus on college preparedness. KIPP serves over 27,000 students in 20 states and the
District of Columbia.

Henig, J. R. (2008). What do we know about the outcomes of KIPP schools? Boulder and Tempe:
Education and the Public Interest Center & Education Policy Research Unit. Retrieved from
http://nepc.colorado.edu/publication/outcomes-of-kipp-schools

This brief reviewed seven studies that attempted to answer the question of whether KIPP schools
raise student achievement. The following were the brief’s conclusions:

The weight of the evidence suggests that students who enter and stay in KIPP tend to
perform better than similar students in more traditional public schools.

This does not appear to be attributable to a selective admissions process. KIPP serves
minority and high-need students, many of whom performed poorly before they entered
the schools. Some unobservable biases may be present in student motivation and support,
but, except for a tendency to attract more girls than boys, there is as yet no strong
observable evidence of a systematic selection bias.

Where it has been monitored, student attrition is high and seemingly selective. Those
who leave KIPP tend to have been performing less well than those who stay, and at least
one study suggests that those who leave were lower performing when they entered. Such
attrition, if it were taken into consideration, would reduce the size of gains in reports that
simply compare KIPP eighth graders with those in their host districts. However, the
evidence does not go so far as to suggest that attrition fully accounts for the observed
KIPP advantage.

Most of the studies are limited to early KIPP schools and students in their first or second
year. Studies that follow cohorts over time seem to show that gains persist, but there is no
evidence that early gains grow into progressively higher gains in later years.

Few studies look deeply inside the KIPP process; those that do show that teacher
enthusiasm is high, but that demands on teachers and leaders are great, resulting in high
turnover and an unrelieved pressure to find and train new people. The implications for the
expansion and sustainability of the KIPP model are still not clear (pp. 1-2).

McDonald, A. J., Ross, S. M., Abney, J., & Zoblotsky, T. (2008). Urban school reform: Year 4
outcomes for the Knowledge is Power Program in an urban middle school. Paper presented
at the annual meeting of the American Educational Research Association, New York, NY.

The following is taken from the abstract of the paper by McDonald, Ross and Zoblotsky:

The present longitudinal study examined the fourth year effects of the Knowledge is Power
Program, which is specifically designed to raise academic achievement of at-risk urban
middle school students via interventions such as extended learning time, rigorous
curriculum, after-school access to teachers, and extensive family-school connection. This
study individually matched 165 KIPP students with control students of the same ethnicity,
SES, gender, and ability who attended demographically similar schools. While the majority
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of the comparisons directionally favored KIPP students this year, only the 5t grade
mathematics comparison was significant. The loss of the school principal and increased
student behavior issues are interpreted as likely contributing factors. (p. 2)

Tuttle, C. C., Teh, B., Nichols-Barrer, I., Gill, B. P., & Gleason, P. (2010). Student
characteristics and achievement in 22 KIPP middle schools. Washington, DC: Mathematica
Policy Research, Inc. Retrieved on from http://www.mathematica-
mpr.com/publications/PDFs/education/KIPP_fnlrpt.pdf

The following passage is taken from the executive summary of the report by Tuttle, Nichols-

Barrer, Gill, and Gleason:
This report presents preliminary findings from a matched, longitudinal analysis designed
to estimate KIPP’s effect on student achievement. Our preliminary work estimates effects
in 22 KIPP middle schools- making this the first report that applies a rigorous
(nonexperimental) methodological approach to collect longitudinal, student-level data,
and that were established by the 2005-06 school year or earlier to ensure that a minimum
of two entering cohorts of students per school would be observed for multiple years.

We find that students entering these 22 KIPP schools typically had prior achievement
rates lower than the average achievement rates in their local school districts. For the vast
majority of KIPP schools studied, impacts on students’ state assessment scores in
mathematics and reading are positive, statistically significant, and educationally
substantial. Estimated impacts are frequently large enough to substantially reduce race-
and income-based achievement gaps within three years of entering KIPP.

Woodworth, K. R., David, J. L., Guha, R., Wang, H., & Lopez-Torkos, A. (2008). San Francisco
Bay Area KIPP schools: A study of early implementation and achievement. Final report.
Menlo Park, CA: SRI International. Retrieved from
http://policyweb.sri.com/cep/publications/SRI_ReportBayAreaKIPPSchools_Final.pdf

The following are direct quotes from the executive summary of the study by Woodworth, et al.:

e “Consistent with the KIPP mission, the Bay Area KIPP schools serve predominantly poor
and minority students” (p. viii).

e “In most grades and cohorts, Bay Area KIPP students make above-average progress
compared with national norms, and they outperform their host districts” (p. viii).

e “Bay Area KIPP schools have large and statistically significant effects on the academic
achievement of fifth-grade students and new sixth-grade students” (p.vii).

e “Bay Area KIPP schools do not appear to attract higher scoring students” (p. ix).

e “Student attrition rates are high, and those who leave Bay Area KIPP schools start out
lower performing and benefit less from their time at the schools than those who stay” (p.
iX).

See http://www.Kipp.org/about-Kipp for more information about the KIPP Foundation.
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Achievement First (AF) is a non-profit CMO that operates a network of college-
preparatory K to 12 public charter schools in Connecticut and New York. It includes 19
academies under 10 charters in four cities.

Uncommon Schools is a non-profit organization that starts and manages urban charter
public schools to prepare students to graduate from college. Uncommon manages 24
schools in New York City; upstate New York; Newark, New Jersey; and Boston,
Massachusetts.

Teh, B., McCullough, M. M., & Gill, B. P. (2010). Student achievement in New
York City middle schools affiliated with Achievement First and Uncommon Schools.
Cambridge, MA: Mathematica Policy Research, Inc. Retrieved from
http://www.mathematica-mpr.com/publications/PDFs/education/student_achieve ny.pdf

The study by Teh, McCullough, and Gill compared three AF and two Uncommon middle
schools.

e First and second year reading achievement was not statistically different, but third year
gains are positive and significant. Math shows positive and significant improvement after
two and three years.

e “In sum, the evidence suggests that, for the small number of New York's AF and
Uncommon middle schools that can yet be included in analysis, achievement impacts are
positive, significant, and substantial” (p. 10).
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Section C: General Research
(Works are listed alphabetically by author’s last name or by first word of entry.)

This section provides summaries of research that examined aggregated data on charter schools’
effectiveness in raising student achievement. As in Section B, a citation of the article featuring
the study is provided, along with a summary of the research findings.

Berends, M., Goldring, E., Stein, M., & Cravens, X. (2010). Instructional conditions in charter
schools and students’ mathematics achievement gains: Research brief. Nashville, TE:
National Center on School Choice. Retrieved from
http://www.vanderbilt.edu/schoolchoice/documents/brief_conditions_achievementgains.pdf

The study included 1,727 students from a matched sample of 44 charter and traditional
public schools in Northwest Evaluation Association-tested schools in Idaho, Indiana, and
Minnesota.

“Mathematics achievement gains were similar for students who attend charter schools
and students who attend traditional public schools” (p. 1).

“Greater instructional innovation did not result in greater achievement gains” (p. 1).

Braun, H., Jenkins, F., & Grigg, W. (2006). A Closer Look at Charter Schools Using
Hierarchical Linear Modeling (NCES 2006-460). U.S. Department of Education, National
Center for Education Statistics, Institute of Education Sciences. Washington, DC: U.S.
Government Printing Office. Retrieved from
http://nces.ed.gov/nationsreportcard/pdf/studies/2006460.pdf

Results were based on the 2003 NAEP study and compared 150 charter schools to 6,764
public non-charter schools. The study also compared charters affiliated with public school
districts with unaffiliated charters. This was not a randomized study; there was no control

group.

“After adjusting for student characteristics, charter school mean scores in reading and
mathematics were lower, on average, than those for public non-charter schools” (p. vi).
Both differences were statistically significant.

“Charter schools not affiliated with a public school district scored significantly lower on
average than public noncharter schools” (p. vi).

Center for Research on Education Outcomes. (2009). Multiple choice: Charter school
performance in 16 states. Stanford, CA: Author. Retrieved from
http://credo.stanford.edu/reports/MULTIPLE_CHOICE_EXECUTIVE%20SUMMARY .pdf

The U.S. Department of Education What Works Clearinghouse rated this as consistent with
evidence standards with reservations. The study compared 70% of charter school students with
matched students in 2,403 charter schools from 15 states and the District of Columbia.

Charter school students’ reading and math test score growth was slightly lower than that
of students attending traditional public schools

“And yet, this study reveals in unmistakable terms that, in the aggregate, charter students
are not faring as well as their TPS counterparts” (p. 6).

Seventeen percent of charter schools provided superior educational opportunities, 37%

The Mid-Atlantic Comprehensive Center at GW-CEEE I www.macc.ceee.gwu.edu | 10


http://www.vanderbilt.edu/schoolchoice/documents/brief_conditions_achievementgains.pdf
http://nces.ed.gov/nationsreportcard/pdf/studies/2006460.pdf
http://credo.stanford.edu/reports/MULTIPLE_CHOICE_EXECUTIVE%20SUMMARY.pdf

had significantly worse learning results, with the remaining 46% being no different from
local public school.

There was wide variation with almost equal numbers of states doing better than, worse
than, or about the same as matched TPSs in their states.

States that empower authorizers realize significantly lower growth in academic learning.
In states that have appeals processes, students realize small but significant gains.

States that have limits on the number of charter schools have significantly lower gains.
Students in elementary and middle school grades have significantly higher rates of
learning than peers in TPSs.

Students in high schools and multilevel schools have significantly worse results.

Blacks and Hispanics fare worse in charter schools.

Students in poverty have better academic growth in charter schools.

English language learners do significantly better in charter schools.

Special education students have about the same outcomes in both types of school.
Students do better in charters over time. First-year students in charters show a decline.
Second- and third-year students show a reversal and positive gains.

Crane E., & Edwards, B. (2007). California’s charter schools: Measuring their performance.

Mountain View, CA: EdSource. Retrieved from
http://www.edsource.org/pub CharterPerf6-07 report.html

“Charters serve greater proportions of African American and White students and smaller
proportions of Asians, Latinos, and English learners” (p. 3).

“Charters have higher percentages of teachers who are not fully credentialed and have
two years or less of experience” (p. 3).

“After controlling for differences in enrollment and student characteristics, charter
elementary schools scored lower than non-charter elementary schools on the API
(Academic Performance Index)” (p.9). Note: The API included results from various tests
and subjects.

“Both with and without controlling for differences in enrollment and student
characteristics, California's middle school charters scored higher than noncharters on the
API. The results are consistent over time and across multiple measures” (p. 11).

“After controlling for differences in enrollment and student characteristics, the study
found that charter high schools scored higher than noncharters on the API, but the results
were not stable over time. However, noncharter high schools outperformed charters in
math” (p. 13).

“After controlling for differences in enrollment and student characteristics, charters run
by management organizations scored significantly higher than other charter schools” (p.
15).

“With the exception of elementary math performance, start-up charter schools did not
score significantly differently than conversion charters, after controlling for differences in
enrollment and student characteristics” (p. 17).

“Among charter elementary schools, nonclassroom-based charters scored lower than
classroom-based charters on the 2006 API, after adjusting for differences in enrollment
and student characteristics” (p. 19). Note: Non-classroom-based instruction can include
home schooling, distance learning, community-based learning, field trips, etc.
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Garcia, D. R., Barber, R. & Molnar, A. (2009). Profiting from public education: Education
management organizations and student achievement. New York, NY: Teachers College
Record. (ERIC Document Reproduction Service No. ED EJ842200).

This study analyzed achievement over three years of both basic skills and complex thinking in
EMOs in Arizona.
e “... EMO-managed charter schools may be associated with higher levels of academic
achievement in basic skills at the expense of complex thinking skills, at least in reading.
In all, the results are modest, ...” (p. 1).

Gill, B., Zimmer, R., Christman, J., & Blanc, S. (2006). State takeover, school restructuring,
private management, and student achievement in Philadelphia. Santa Monica, CA: The Rand
Corporation. Retrieved from
http://www.rand.org/pubs/monographs/2005/RAND_MG351.pdf

Philadelphia schools were taken over by the state in 2002, and outside providers were hired to
run persistently low-achieving schools. There was no parental choice and district involvement
limited provider autonomy.

e “In sum, with four years of experience, we find no evidence of differential academic
benefits that would support the additional expenditures on private managers” (p. Xiv).

e “In sum, Philadelphia has seen substantial districtwide gains in the proportion of students
achieving proficiency since the 2002 state takeover. But after four years, the gains of its
low- achieving schools (constituting most of the schools in the district) have generally
not exceeded the gains of low-achieving schools elsewhere in Pennsylvania” (p. xii-Xiii).

e “In short, after four years of intervention, achievement gains in privately operated
schools and sweet 16 schools, on average, are no different from SDP districtwide gains.
Meanwhile, restructured schools outgained the rest of the district in math in all three
years of restructuring, with evidence that the gain persisted a year after the conclusion of
restructuring. These positive effects for restructured schools in math (ranging from 0.16
to 0.22 standard deviations) are moderate to large in size, when compared with effects
seen in educational interventions generally” (p. xiii).

e “In short, after four years of intervention, achievement gains in privately operated
schools and sweet 16 schools, on average, are no different from SDP districtwide gains.
Meanwhile, restructured schools outgained the rest of the district in math in all three
years of restructuring, with evidence that the gain persisted a year after the conclusion of
restructuring. These positive effects for restructured schools in math (ranging from 0.16
to 0.22 standard deviations) are moderate to large in size, when compared with effects
seen in educational interventions generally” ( p. xiii).

e “We find no clear indications of any notable differences in effects on particular at-risk
subgroups of students, such as special education students or those with limited English
skills” (p. xiii).

Gleason, P., Clark, M., Tuttle, C., & Dwoyer, E. (2010). The evaluation of charter school

impacts: Final report (NCEE Publication No. 2010-4029). Washington, DC: National Center
for Educational Evaluation and Regional Assistance, Institute of Education Sciences, U.S.
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Department of Education. Retrieved from
http://ies.ed.gov/ncee/pubs/20104029/pdf/20104029.pdf

The U.S. Department of Education What Works Clearinghouse rated this study as “meets
WWC evidence standards.”

“The evaluation, which we conducted in 36 charter middle schools across 15 states,
compares outcomes of students who applied and were admitted to these schools through
randomized admissions lotteries (lottery winners) with the outcomes of students who also
applied to these schools and participated in the lotteries but were not admitted (lottery
losers). This analytic approach produces the most reliable impact estimates. But because
the study could only include charter middle schools that held lotteries, the results do not
necessarily apply to the full set of charter middle schools in the U.S.

On average, charter middle schools that hold lotteries are neither more nor less successful
than traditional public schools in improving student achievement, behavior, and school
progress. Participating schools had no significant impacts on math or reading test scores
either a year or two years after students applied, other measures of academic progress

(such as attendance or grade promotion), or student conduct within or outside of school.
Being admitted to a study charter school did significantly and consistently improve both
students’ and parents’ satisfaction with school.

The impact of charter middle schools on student achievement varies significantly across
schools. Across 28 sites (covering 32 schools), the effects on reading scores after two
years were estimated to be greater than zero in 11 sites and less than zero in 17 sites (with
magnitudes ranging from -0.43 to +0.33 standard deviation units), with 4 of the
individual site estimates statistically significant. The estimated effects on math scores
were greater than zero in 10 sites and less than zero in 18 of the 28 sites (-0.78 to +0.65
standard deviation units), with 10 of the site estimates statistically significant.

In our exploratory analysis, for example, we found that study charter schools serving
more low income or low-achieving students had statistically significant positive effects
on math test scores, while charter schools serving more advantaged students—those with
higher income and prior achievement—had significant negative effects on math test
scores. Charter middle schools in large urban areas also had significant positive impacts
on math achievement compared to negative impacts in other locales, although urbanicity
was no longer an influential factor once such characteristics as students’ demographics
and income levels were controlled for. There were also differential effects on reading
achievement, with negative and significant impacts for study charter schools serving
more advantaged students and no impacts for study charter schools serving fewer
advantaged students.

Some operational features of charter middle schools are associated with more positive (or
less negative) impacts on achievement. These features include smaller enrollments and
the use of ability grouping in math or English classes. Although impacts differed for
study charter schools with longer versus shorter hours of operations or higher versus
lower revenue per student, these features were no longer significant once other school
and student characteristics were controlled for. We found no statistically significant
relationships between achievement impacts and the charter schools’ policy environment,
including the extent of its decision-making autonomy, the type of authorizer and how the
authorizer held the school accountable, and whether it was operated by a private
organization” (p. xvii).
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Hill, P. T. (2005). Assessing achievement in charter schools. In Lake, R. J. & Hill, P. T. (Eds.),
Hopes, fears, and reality: A balanced look at American charter schools in 2005 (pp. 21-32).
Seattle, WA: National Charter School Research Project, Center on Reinventing Public
Education. Retrieved from
http://www.crpe.org/cs/crpe/download/csr_files/HopesandFears2005_report.pdf
e  “It seems that, regardless of the methods used, the results are variable. There are some

positive and some negative results, whatever the methods employed” (p. 24).
e "The performance of new charter schools improves steadily over their first five years of
operation” (p. 31).

Howe, K. & Foser, S. (2005). An assessment of Colorado’s charter schools: Implications for
policy. Boulder, CO: Education and the Public Interest Center. Retrieved from
http://nepc.colorado.edu/files/HoweFoster.pdf
e “Colorado’s charter schools fare well on only 1 of 5 central evaluation criteria considered

here: parental satisfaction and participation. They have come up short on each of the
others: improving achievement and closing the achievement gap; serving at least as high
a proportion of racial/ethnic minority, low-income, and special education students as
other public schools; having a positive impact or no impact on other public schools; and
introducing more innovative educational programs into the public school system.” (p. 8)

Hoxby, C. M., Murarka, S., & Kang, J. (2009). How New York City’s charter schools affect
achievement. Cambridge, MA: New York City Charter Schools Evaluation Project. Retrieved
from
http://www.nber.org/~schools/charterschoolseval/lhow_NYC_charter_schools_affect_achieve
ment_sept2009.pdf
e “A student who attends a charter high school is about 7 percent more likely to earn a

Regents diploma by age 20 for each year he spends in that school. For instance, a student
who spent grades ten through twelve in charter high school would have about a 21
percent higher probability of getting a Regents diploma.” (p. viii).

Note: This study has been criticized because it is based on extrapolated data as opposed to
actual student achievement data (Guilfoyle, 2010).

Lake, R., Dusseault, B., Demeritt, A., & Hill, P. (2010). The national study of Charter
Management Organization (CMO) effectiveness: Report on interim findings. Cambridge,
MA: Mathematica Policy Research, Inc. Retrieved from
http://www.crpe.org/cs/crpe/download/csr_files/pub_ncsrp_cmo_jun10.pdf

Forty-three CMOs overseeing 314 schools were included in this interim study to be

completed in 2011. Highlights include:

e Eighty-four percent of CMOs are moderately to highly prescriptive on curriculum,
instruction, teacher evaluation and compensation, student behavior, and support programs
for struggling students. Sixteen percent adapt to talents and preferences of local teachers
and administrators. Larger CMOs are more highly prescriptive. They are least
prescriptive around professional development and teacher hiring.
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e CMOs are likely to report using compensation to reward performance.

e "Creating a calm, orderly, focused school environment is central to these CMO's theory
of action for improving student achievement™ (p. 5).

e CMO schools tend to offer longer school days than do traditional public schools" (p. 5).
(7.4 hrs vs. 6.2 hours=30 additional days per year)

Miron, G., Coryn, C., & Mackety, D. M. (2007). Evaluating the impact of charter schools on
student achievement: A longitudinal look at the Great Lakes states. Boulder, CO: Education
Public Interest Center. Retrieved from http://epsl.asu.edu/epru/documents/EPSL-0706-236-
EPRU.pdf
e  “Charter schools in the Great Lakes states are not currently outperforming
demographically similar, traditional public schools.

e Trends indicate that generally, charter schools are making notable gains in achievement
over time, with newest initiatives showing some of the greatest rates of improvement.

e All states in the region do have some successful charter schools” (p. 2).

Raymond, M. E., (2003). The performance of California charter schools. Stanford University,
CA: Center for Research on Educational Outcomes. Retrieved from
http://credo.stanford.edu/downloads/ca chart sch.pdf

The U.S. Depa