Let us make these statements precise. About 10 percent of charter school students attend a school
that is estimated to have a positive effect on math that is greater than 0.2 standard deviations. About
59 percent of charter school students attend a school that is estimated to have a positive effect on
math that is between 0.1 and 0.2 standard deviations. About 17 percent of charter school students
attend a school that is estimated to have a positive effect on math between 0 and 0.1 standard
deviations. Finally, the remaining 14 percent of students attend a school that is estimated to have an
effect on math that is negative. (Percentages do not add up to 100 because of rounding.)

The Normal Distribution may help you remember that some charter school students would have
experienced a negative effect and some would have experienced a positive effect anyway, even if
they had remained in the traditional public schools.

How do English effects differ among New York City's charter schools?

See Figure 1\Vh, which is constructed like the previous figure, except that it shows English.
When you look at the distribution of estimated English effects of New York City's charter schools
(the shaded area), you can see that the vast majority charter school students attend a school that is
having a positive effect on English. A very small fraction of students attends a charter school that

has a negative effect on English.

Figure IVh

Notes: see notes for Figure 1Vg.
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Let us make these statements precise. About 31 percent of charter school students attend a school
that is estimated to have a positive effect on English that is greater than 0.2 standard deviations.
About 45 percent of charter school students attend a school that is estimated to have a positive effect
on English that is between 0.1 and 0.2 standard deviations. About 16 percent of charter school
students attend a school that is estimated to have a positive effect on English between 0 and 0.1
standard deviations. Finally, the remaining 8 percent of students attend a school that is estimated to
have an effect on English that is negative. (Percentages do not add up to 100 because of rounding.)

Summing up
The vast majority of charter schools for which o
an individual school estimate can be computed | The vast majority of charter schools

with reasonable precision are having a positive for which an individual school

effect on their students' math and English . .
achievement in the third through eighth grades. estimate can be computed with

Some schools in this majority have a strong | r€asonable precision are having a
positive effect (more than 0.2 standard | positive effect on their students'

deviations per year) and others have a modest : . :
positive effect (less than 0.1 standard math and Engllsh achievement in

deviations per year). Most have an effect thatis | the third through eighth grades.
in-between (0.1 to 0.2 standard deviations per
year). A small share of students attend a school
that is estimated to have a negative effect. Keep in mind that all of these statements are relative to
the average experience of a lotteried-out students. Some charter school students would have
experienced a positive effect and some would have experienced a negative effect anyway, if they
had attended traditional public schools.

None of this is too surprising. Any effect that is positive on average is going to be a combination
of greater and lesser effects. What would be useful to know, however, is whether there are any
characteristics of charter schools that make them more likely to have a strong positive effect?
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CHAPTER V. ASSOCIATING CHARTER SCHOOLS' EFFECTS WITH
THEIR POLICIES

In Chapter I, we showed that New York City's charter schools differ amongst themselves on a
number of dimensions--how long they have been in operation, the type of organization that manages
them, the length of the school year and school day, curriculum, disciplinary policy, and so on. In
this chapter of the report, we investigate whether certain school characteristics are routinely
associated with positive effects on achievement.

What method do we use for this investigation?

We do this investigation using regression, a statistical method of examining the correlation between
variables. We follow normal statistical procedure by giving weight to a school's estimated effect
that is commensurate with the number of observations used to estimate it.

We use one-variable regression to examine one characteristic of a school at a time. For instance,
we can compute the association between a charter school's effect on achievement and its having a
long school year. Then we can move on to computing the association between achievement and a
long school day. And so on, taking the schools' characteristics one by one.

We use multiple-variable regression to examine several characteristics of a school simultaneously.
The idea of multiple-variable regression is that we can compute the association of, say, a charter
school's effect on achievement and its having a long school year, while holding other characteristics
constant.

Associations, not causation

We cannot make causal claims about charter schools' characteristics and their effects on
achievement. We can only describe associations between characteristics and achievement effects.
This may seem like a subtle distinction, but it is in fact an important one. An example will illustrate
the difference.

Suppose that charismatic school leaders were a key cause of positive achievement effects, and
suppose that charismatic leaders just happened to like long school years. We cannot measure

THE NEW YORK CITY CHARTER SCHOOLS EVALUATION PROJECT SEPTEMBER 2009 REPORT
WWW.NBER.ORG/~SCHOOLS/CHARTERSCHOOLSEVAL V-1



charisma, but we can measure the length of the school year. Therefore, we might find an association
between a long school year and positive achievement effects even if the charisma, and not the long
school year, caused higher achievement. The distinction could matter a lot in practice. A school
that lengthened its school year might be disappointed in the results, not realizing that what it had
really needed to do was to hire a charismatic leader.

What kinds of answers can we give?
A few examples will illustrate the kinds of answers we can and cannot give.

Suppose that half of New York City's charter schools have adopted a curriculum (textbooks, lesson
plans, and so on) known as A and the other half have adopted a curriculum known as B. It is fairly
likely that, if one of the two curricula were associated with substantially more positive effects on
achievement, we would discern this association statistically. However, if the two curricula were
associated with only slightly different effects, we would probably not be able to discern the
difference.

If the vast majority of schools used curriculum A and only a few used curriculum B, we might not
be able to discern the difference even if the difference were substantial. This is because we need
to have a certain share of charter schools pursue a policy before we can detect its association with
achievement.

Another dimension on which New York City charter schools differ is school uniforms. Suppose that
a quarter of New York City charter schools had curriculum A and uniforms, a quarter had
curriculum A and no uniforms, a quarter had curriculum B and uniforms, and a quarter had
curriculum B and no uniforms. In this case, we would probably be able to discern the association
of curricula A and B with achievement and be able to discern separately the association of school
uniforms with achievement. Now suppose instead that every school that adopted curriculum A also
adopted uniforms and that every school that adopted curriculum B had no uniforms. Then, we could
answer questions about the "package™ of curriculum A and uniforms as opposed to the package of
curriculum B and no uniforms. We could not, however, answer questions about the effect of
uniforms separately from the effect of curriculum A. The prevalence of "packaging"” poses a real
problem for understanding the association between charter schools' characteristics and their effects
on achievement. Although New York City charter schools do not adopt policies in formal packages,
we see informal packages. For instance, schools that adopt a long school year very often also adopt
a long school day.

Which is more informative, one-variable or multiple-variable regression?

Because of the packaging problem just described, it is a good idea to estimate both one-variable and
multiple-variable regressions. We will illustrate this with an example that happens to be true, in
practice. One-variable regressions tell us that a long school year is associated with a more positive
achievement effect and that a long school day is also associated with a more positive achievement
effect. However, when we include both a long school year and a long school day in a multiple-
variable regression, it looks as though only the long school year is associated with a more positive
achievement effect. Does this mean that the long school day does not matter? Well, no. The fact
is that schools with long school years tend also to have long school days. Thus, when we put both
characteristics into a multiple-variable regression, the regression has a hard time assigning
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responsibility to the long year separately from the long day--because they are so often found
together. In other words, the multiple-variable regression may suggest that the long school year
matters more than the long school day, but we should be very cautious about taking this suggestion.
It would be a mistake to recommend only the long school year as a policy (and tell schools that the
length of their school day does not matter) because, in fact, we see very few strong-performing
schools that actually use a long school year and a short school day.

What's the bottom line on the association between achievement and charter school

policies?

We are confident that the following policies are
associated with charter schools' having more positive
effects on students' achievement:

* a long school year;

* a greater number of minutes devoted to English
during each school day;

« a small rewards/small penalties disciplinary policy;
* teacher pay based somewhat on performance or
duties, as opposed to a traditional pay scale based
strictly on seniority and credentials;

* a mission statement that emphasizes academic
performance, as opposed to other goals.

We are confident about the characteristics listed
above because both one-variable and multiple-
variable regression indicate that they have a positive
association with a school's achievement effect. These
associations are statistically significantly different
from zero with at least 90 percent confidence.

Some care must be taken to interpret the associations
listed above because of the packaging problem we

The following policies are
associated with charter schools'
having more positive effects on
students' achievement:

* a long school year;

* a greater number of minutes
devoted to English;

* a small rewards/small
penalties disciplinary policy;

* teacher pay based somewhat
on performance or duties;

* a mission statement that
emphasizes academic
performance.

have already mentioned. For instance, the long school year is usually packaged with a long school
day. Also, a greater number of minutes devoted to English is usually packaged with a long school
day (no surprise there) and a greater number of minutes devoted to math.

The long school year

The association between a long school year and
a positive achievement effect is the most
important result of this chapter. We have
singled out the long school year because its
association is extremely robust. It shows up
strongly no matter which other policies we

The association between a long
school year and a positive
achievement effect is the most
important result of this chapter.

control for. The result also showed up strongly
in our last report (July 2007), when we had less
data to analyze.
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How do charter schools manage to have a longer school year while operating with a budget that is
less than that of regular public schools? They save money in various ways: they have small
administrative staffs, they have younger teachers, and so on. However, one important way they
manage to have a longer school year is to expand their class sizes slightly. We find that schools with
longer school years often have slightly larger class sizes, and this makes sense when you realize how
much money a school frees up when it expands class size a bit. For instance, by expanding class
size by just 3 to 4 students, a charter school may be able to free up 15 percent of its budget.

Other associations between achievement effects and charter school characteristics
One-variable regression, in which we consider the characteristics one by one, suggests that a larger
number of characteristics are associated with a stronger positive effect on achievement. These
characteristics include:

* a long school year;

* a long school day;

* a greater number of minutes devoted to English during each school day;

* a direct instruction style of teaching;

* use of the Core Knowledge program;

» use of internal evaluations (tests) for diagnostic purposes;

* a greater number of internal evaluations per school year;

* a small rewards/small penalties disciplinary policy;

» teacher pay based on performance or duties, as opposed to a traditional pay scale based

strictly on seniority and credentials;

* a mission statement that emphasizes academic performance.

We have only found one school characteristic that has a negative association with a charter school's
effect on achievement: having at least one seat reserved for a parent on the school's board. We are
very skeptical that the negative association comes from the parent seat per se. It is more likely that
reserving one or more seats for a parent indicates something about the school's general management
style that is not conducive to improving student achievement.

Charter school characteristics, considered one by one
In order to interpret the associations with care, we now consider school characteristics one by one.

Years in Operation

When considered either by itself or simultaneously with other characteristics, a charter school's years
in operation does not have an association with achievement effects that is statistically significantly
different from zero. In other words, we have no evidence one way or the other about whether
schools improve with experience. This suggests that it is a school's policies, not its years in
operation, that matter.

Operating Agency Type

When considered either by itself or simultaneously with other characteristics, a charter school's
operating agency type (CMO, EMO, or CGO) does not have an association with achievement effects
that is statistically significantly different from zero. In other words, we have no evidence one way
or the other about whether a school's operating agency type matters. This suggests that it is a
school's policies, not its agency type, that matter.
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Table Va
Associations between Charter Schools' Characteristics
and their Effects on Achievement

An increase of a unit in this characteristic is
associated with what change in the school's
achievement effect

Characteristic

one-variable multiple-variable
regression regression

Years that school has been operating not stat. significant

Community Grown Org (CGO) operating agency not stat. significant

Charter Management Org (CMO) oper. agency not stat. significant

Educational Management Org (EMO) oper. agency not stat. significant

Number of days in school year/10 0.05** 0.15%**
Number of hours in school day 0.04* not confirmed

Saturday school

Optional after-school program

Saxon math curriculum

Scott Foresman math curriculum
Everyday Math curriculum

SRA reading curriculum

Scott Foresman reading curriculum

Open Court reading curriculum

School's own math & reading curriculums
Direct instruction style of teaching
Curriculum is core knowledge

Number of minutes of math per day/10
Number of minutes of English per day/10
Average class size

Internal evaluations administered
Number of internal evaluations per year
Student Advisory (middle & high schools)
School uniforms or strict dress code
Small rewards/small punishment discipline
Parent contract

Reserved seat(s) for parent on board

Pay based on performance/duties (not merely on
seniority & credentials)

Mission statemt emphasizes academic performance
Number of school leaders

not stat. significant
not stat. significant
not stat. significant
not stat. significant
not stat. significant
not stat. significant
not stat. significant
not stat. significant
not stat. significant
0.06*
0.11*
not stat. significant
0.01*
not stat. significant

0.15*

0.06*
cannot test: see notes
cannot test: see notes

0.13**

not stat. significant
_0.18***

0.16***

0.17%**
not stat. significant

not confirmed

not confirmed

not confirmed
0.02*

not confirmed

not confirmed

0.31*

-0.24**
0.16*
0.32***

Notes: Table shows estimates of the associations between schools' characteristics and their effects in math and
English achievement. Asterisks indicate level of statistical significance: ***=99%, **=95%, *=10%. A few policies

cannot be tested because nearly all charter schools use them.
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Long School Year

When considered either by itself or simultaneously with other characteristics, a long school year is
strongly positively associated with a school's having a greater effect on achievement. The
association from the multiple-variable regression is statistically significantly different from zero
with 99 percent confidence, and it indicates that schools with ten more days in the year have
achievement effects that are 0.15 standard deviations higher. This is an association of considerable
magnitude because a ten day difference is quite common. (Twelve days is the standard deviation
in the length of the school year among charter schools.)

Long School Day

When considered by itself, a long school day is positively and statistically significantly associated
with a school's having a greater effect on achievement. However, when considered simultaneously
with other characteristics, the association of the long school day with achievement effects is not
statistically significantly different from zero. Here, we run into the package problem. Having a long
school year and a long school day are highly correlated: most schools that have one policy have the
other.

What it seems safe to say is that a package that combines a long school year and a long school day
is associated with more positive achievement effects. With the data we have now, we do not know
whether having just a long school day is associated with positive achievement effects.

Saturday School

When considered either by itself or simultaneously with other characteristics, Saturday School does
not have an association with achievement effects that is statistically significantly different from zero.
In other words, we have no evidence one way or the other about whether Saturday School matters.

The effect of Saturday school is difficult to discern because it is usually adopted in combination with
a long school year. Indeed, if Saturday School is mandatory for everyone, not just students
struggling with their school work, then Saturday School automatically adds days to the school year.

Optional After-School Programs

When considered either by itself or simultaneously with other characteristics, a charter school's
having an optional after-school program does not have an association with achievement effects that
is statistically significantly different from zero. In other words, we have no evidence one way or
the other about whether an optional after-school program matters.

Math and Reading Curriculums

We describe math and reading curriculums in the appendix, using descriptions that rely on the
publisher's own materials. We describe only curriculums used by at least a few New York City
charter schools. The math and reading curriculums we describe do not have associations with
achievement effects that are statistically significantly different from zero. Because the standard
errors are large, this does not provide evidence one way or the other about the question of whether
math curriculums have a positive, negative, or zero association. That is, we have not found zero
associations. Rather, we simply do not know.
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Direct Instruction in Math

Direct instruction is a method of teaching that emphasizes the explicit introduction of skills through
lectures, scripted exercises, or demonstrations. It is often contrasted with methods in which a
student learns by doing. These methods are variously known as exploratory learning, discovery
learning, or inquiry-based learning.

We classified a school as using direct instruction if its math curriculum is designed to be used with
the direct instruction teaching method. (It is less easy to say whether a reading curriculum is
designed for such use.)

When considered by itself, direct instruction is positively and statistically significantly associated
with a school's having a greater effect on achievement. However, when considered simultaneously
with other characteristics, the association of achievement effects with direct instruction is not
statistically significantly different from zero.

What it seems safe to say is that policy packages that include direct instruction are associated with
more positive achievement effects. However, we do not know whether direct instruction itself is
what makes such packages work.

Core Knowledge
The Core Knowledge program is described in the Appendix. It is nota curriculum or textbook, but
a suggested progression of knowledge that students should acquire at each grade level.

When considered by itself, the use of Core Knowledge is positively and statistically significantly
associated with a school's having a greater effect on achievement. However, when considered
simultaneously with other characteristics, the association of achievement effects with Core
Knowledge is not statistically significantly different from zero.

Number of Minutes of Math and English per Day

When considered either by itself or simultaneously with other characteristics, the number of math
minutes per day is not statistically significantly associated with a school's having a greater effect on
achievement.

When considered either by itself or simultaneously with other characteristics, the number of English
minutes per day is positively and statistically significantly associated with a school's having a
greater effect on achievement.

A greater number of English minutes per day is, in practice, often found in conjunction with a
greater number of math minutes per day and a longer school day. What it seems safe to say is that
something about this "many minutes" package is associated with more positive achievement effects.
However, it is hard to say whether it is the length of the school day that matters, the number of
minutes on math, or the number of minutes on English.
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Class Size

When considered either by itself or simultaneously with other characteristics, average class size does
not have an association with achievement effects that is statistically significantly different from zero.
The standard error is such that we can rule out negative associations less than -0.01. Remember
that, with class size, negative associations are desirable: larger class size means fewer teachers per
child. In other words, we can rule out the notion that the reason why some charter schools have
larger achievement effects is that they have smaller classes.

Internal Evaluations

Internal evaluations are tests that a school uses for diagnostic purposes--for instance, letting a
teacher know which math skills have and have not been learned by her students. When considered
by itself, a policy of administering internal evaluations is positively and statistically significantly
associated with a school's having a greater effect on achievement. However, when considered
simultaneously with other characteristics, the association of achievement effects with an internal
evaluation policy is not statistically significantly different from zero.

What it seems safe to say is that policy packages that include internal evaluations are associated with
more positive achievement effects. However, we do not know whether the internal evaluations
themselves are what makes such packages work.

The Number of Internal Evaluations Per Year

Similarly, when considered by itself, the number of internal evaluations per year is positively and
statistically significantly associated with a school's having a greater effect on achievement.
However, when considered simultaneously with other characteristics, the association of achievement
effects with the number of internal evaluations is not statistically significantly different from zero.

What it seems safe to say is that policy packages that include more internal evaluations are
associated with more positive achievement effects. However, we do not know whether the number
of the internal evaluations it itself what makes such packages work.

Student Advisory System

A student advisory system gives each student a particular teacher or other staff member who has
overall responsibility for his or her performance. Such systems are designed to keep students from
"falling through the cracks" in grades where students take different subjects from different teachers.
Schools with self-contained classrooms, where students are taught all subjects by the same teacher,
do not need advisory systems.

We cannot analyze student advisory systems because they are so widely adopted by the New York
City charter schools that do not have self-contained classrooms. Any policy that is very widely
adopted is hard to analyze because there is not much variation in it.

School Uniforms and a School Dress Code
Similarly, we cannot analyze school uniform and strict dress code policies because they are so
widely adopted by New York City charter schools.
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Small Rewards/Small Punishments Disciplinary Policy

Small rewards/small punishments disciplinary policies are based on the idea that expecting small
courtesies and punishing small infractions (usually at the classroom level) is important. This is in
contrast to disciplinary strategies that focus more on preventing or punishing large infractions (often
at an administrative level above the classroom). We classified a school's policy as small
rewards/small punishments if it clearly fit the description given above. When it was unclear whether
a policy fit, we erred on the side of not calling it small rewards/small punishments.

When considered either by itself or simultaneously with other characteristics, a small rewards/small
punishments disciplinary policy is strongly positively associated with a school's having a greater
effect on achievement. The association from the multiple-variable regression is statistically
significantly different from zero with 94 percent confidence, and the association is of considerable
magnitude.

Parent Contracts

Some charter schools ask parents to sign a contract. The typical parent contract specifies
expectations about attendance, on-time arrival at school, homework, and similar issues. Parent
contracts are not legally enforceable, but they do help to set parents’ beliefs about what the school
expects of them.

When considered by itself or simultaneously with other characteristics, a policy of asking parents
to sign a contract does not have an association with achievement effects that is statistically
significantly different from zero. Because the standard errors are large, this does not provide
evidence one way or the other about the question of whether parent contracts have a positive,
negative, or zero association. That is, we have not found a zero association. Rather, we simply do
not know.

Teacher Pay based on Performance or Duties, as Opposed to Seniority and Credentials
Some charter schools (and nearly all traditional public schools) use a strict salary schedule, in which
nearly all of a teacher's pay is determined by her seniority and credentials. For instance, a typical
strict schedule has "steps” for each year of seniority and master's degrees. If you know a teacher's
seniority and her credentials, you more or less know her pay. There may be a little variation in pay
associated with a teacher's taking on extra duties.

Other charter schools pay teachers more flexibly. They may pay teachers based on their measures
of their performance, such as whether they raise students' test scores or how the principal rates their
contribution to the school. They may also pay teachers based on their willingness to take up duties,
so that a teacher who works on supervises extracurricular activities is paid extra. We asked schools
to characterize their pay systems. They are recorded as having non-traditional pay if they reported
having pay based on performance or duties and not having pay almost wholly determined by
seniority and credentials.

When considered either by itself or simultaneously with other characteristics, non-traditional teacher
pay is strongly positively associated with a school's having a greater effect on achievement. The
association from the multiple-variable regression is statistically significantly different from zero
with 92 percent confidence, and the association is of considerable magnitude.
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Reserving One or More Seats for Parents on the School's Board

Some charter schools reserve one or more seats on their board for parents. This ensures that there
IS parent representation. Of course, parents may serve on a board even if there is no seat reserved
for them. As noted already, all parents exercise indirect control on charter schools because they can
"vote with their feet." The parent on the board is, thus, meant to guarantee parent control through
a direct channel.

When considered by itself or simultaneously with other characteristics, a policy of reserving one or
more seats on the board for parents has a negative association with achievement effects that is
statistically significantly different from zero. As mentioned above, we are skeptical that it is the
reserved seat per se that is associated with worse achievement effects. We suspect that the reserved
seat hints at a management style that is problematic in some more general way.

A Mission Statement that Emphasizes Academic Performance
As noted in Chapter I, some charter schools' mission statements emphasize academic performance
while other schools' statements express a different goal or goals for students.

When considered by itself or simultaneously with other characteristics, a mission statement that
emphasizes academic performance has a positive association with achievement effects that is
statistically significantly different from zero.

It is important to realize that this effect is not due to families who are academics-oriented self-
selecting into schools that emphasize academic performance in their mission statements. If the
lotteried-in students who apply to such schools come from academics-oriented families, so do the
lotteried-out students who apply to such schools!

Number of School Leaders

Some charter schools have multiple school leaders--for instance, a chief officer and a headmaster.
When considered by itself or simultaneously with other characteristics, a policy of having multiple
leaders does not have an association with achievement effects that is statistically significantly
different from zero.

Other School Characteristics

There are a number of other school characteristics that we do not mention above. This is either
because they cannot be measured in a consistent way across schools or because there was
insufficient variation in their use among New York City charter schools for us to compute their
associations with any sort of precision

Summing Up

We are cautious about all of the associations with achievement that we describe above. First, these
associations may change as more data are added or more New York City charter schools open.
Second, the associations can be difficult to interpret because some policies are routinely found
together in packages: an example is the package of a long school year and long school day. It is
difficult to disentangle the role played by each part of a package. Third, it is essential to remember
that none of the associations we have described is a causal effect. We are not asserting that if a
school adopts a certain policy, its achievement effects will rise. One must have causal effects to
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make such assertions. We cannot tell whether the policies themselves make the difference or
whether the policies are merely correlated with factors that do make the difference (great leadership
and so on). We strongly discourage readers from treating the associations as though they were
causal effects--for instance, by changing a policy based on the estimates shown.

With all these caveats, the positive associations are with a long school year (this is especially
strong), the number of minutes spent on English per day, a small rewards/small punishments
disciplinary strategy, teacher pay based on performance or duties, and a mission statement that
emphasizes academic performance.
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CHAPTER VI. STUDENTS WHO LEAVE CHARTER SCHOOLS OR
LEAVE THE STUDY

Students who leave charter schools and return to the traditional public schools
Because most charter schools in New York City do not cover all of the grades from kindergarten to
twelve, charter school students do generally return to the traditional public schools if they enroll in
a charter elementary school or charter middle school. So far, about 14 percent of charter school
students analyzed in this report have returned to the traditional public schools. In future studies, we
will be able to analyze how they perform when they are back in the traditional public schools.
Unfortunately, they are still too small in number for such an analysis.

A small share (8 percent) of students return to the traditional public schools even though the charter
school they are attending does serve their grade. On test scores, these "voluntary returnees" do not
differ from their fellow charter school students who did not return to the traditional public schools.
Thus, there is no evidence that the charter schools are pushing out students whose test scores are
low. The voluntary returnees also do not differ on prior program participation (free and reduced-
price lunch, special education, English Learner services). However, the voluntary returnees are
more likely to be white or Asian than their fellow charter school students who did not return to the
traditional public schools. This may be because charter schools, as noted above, have such a strong
draw for black and Hispanic students. It may be that a white or Asian family whose child begins
attending a charter school worries about their child being isolated from his or her racial group. This
could be a reason behind some voluntary returns.

Students who leave the study

Students, both lotteried-in and lotteried-out, can leave the study for several reasons. Almost
identical shares of lotteried-in and lotteried-out students covered by this report have left the study
for any reason: 24.8 percent of lotteried-in students have done so; 24.9 percent of lotteried-out
students have done so. See Table Vla.

One reason students leave the study is that they graduate from high school. Since the charter school
students are more likely to graduate (see Section V), it is not a surprise that 3 percent of charter
school students have left the study by graduating while only 1.1 percent of lotteried-out students
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have left through this channel.

Table Vla shows a variety of other reasons that students have left the study and the percentage who
have left for each reason. By far the most common reason is transferring to a school outside of New
York City or to a private school inside the city. This accounts for 16.7 percent of charter school
students and 22 percent of lotteried-out students. In addition, some students (1.4 percent of
lotteried-in and 0.9 percent of lotteried-out) leave because their new address is unknown. Most of
these students are likely to be transferring outside of New York City or to a private school.

Very small fractions (always less than 2 percent) of lotteried-in and lotteried-out students leave for
the other reasons enumerated: being in a GED or similar program; voluntarily withdrawing due to
absences or pregnancy; being deceased or institutionalized; and so on.

Table Vla
Probability that Student has Left the Study,
Overall and by Reason

Lotteried-In  Lotteried-Out

Left the study for any reason 24.8% 24.9%
Left the study due to graduating from high school 3.0% 1.1%
Left the study due to:
transferring to a school outside of NYC or to a private school 16.7% 22.0%
address unknown (could be a transfer or a withdrawal) 1.4% 0.9%
in a GED program or similar program 0.1% 0.1%
voluntarily withdrawn due to absence or pregnancy 1.7% 0.4%
all other reasons (deceased, in non-DOE institution, over age 21 etc.) 1.8% 0.4%

Once one removes the students who leave the study because they graduate, it is clear that lotteried-in
students are less likely to leave the study. Thus, there is no evidence that charter schools are pushing
students out from New York City's public schools altogether. However, it might still be that charter
schools are more likely to push a student out if he is low achieving than the traditional public
schools are. If this is so, we should find that leaving the study has a stronger negative correlation
with achievement among charter school students than it has among lotteried-out students. (That is,
we should find that being a low achiever makes a charter school student more likely to leave than
being a low achiever makes a lotteried-out student likely to leave.) Using regression analysis
(results shown in Table VIb), we find no evidence that the correlation between achievement and
leaving is different for lotteried-in and lotteried-out students. To be clear, we are referring to leaving
for reasons other than graduating from high school.

Table VIb shows that lotteried-in students are slightly less likely to leave the study for reasons other
than graduating. Students with higher math scores are very slightly more likely to leave the study,
but students with higher English scores are less likely to leave the study. Being lotteried-in has no
effect on whether a student leaves the study when he or she is low-achieving, in either math or
English.
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Table VIb
Effect on Probability that Student has Left the Study

for Any Reason Other than Graduation
(results from multiple-variable regression)

Lotteried-In? -0.01*
Most recent test score in math (in standard score units) 0.01*
Most recent test score in English language arts (in standard score units) -0.03***
Lotteried-In x most recent test score in math -0.003
Lotteried-In x most recent test score in English language arts 0.001

Notes: Table shows estimates of the associations between students' characteristics and their probability of leaving
the study for any reason other than graduating from high school. The results are from a linear probability multiple
regression. Asterisks indicate level of statistical significance: ***=99%, **=95%, *=10%. The estimation includes a

full set of lottery fixed effects.
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APPENDIX

Endnotes

1. We classified a school as using direct instruction if its math curriculum is designed to be used with the direct
instruction teaching method. It is less easy to classify schools based on their language arts teaching style. Note that we
are discussing a general class of teaching methods that fit into the direct instruction school of thought. We are not
discussing Direct Instruction, a specific program designed by Siegfried Engelmann and Wesley Becker.

2. This weighting is not a full solution because students who decide to apply when they are entering fourth grade are
fundamentally different from students who apply as kindergarteners. Thus, up-weighting the fourth graders who apply
and down-weighting the kindergarteners who apply does not make charter schools fully comparable to traditional public
schools. Nevertheless, the adjustment goes some ways toward making the data comparable.

3. "Switcher bias" is the problem identified decades ago as plaguing the evaluation of training programs. It is therefore
sometimes called the program evaluation problem. There is a massive literature on the subject, of which two famous
articles are: Robert LaLonde, "Evaluating the Econometric Evaluations of Training Programs with Experimental Data,"
American Economic Review, 76.4 (September 1986), 604-620; and Orley Ashenfelter and David Card, "Using the
Longitudinal Structure of Earnings to Estimate the Effect of Training Programs on Earnings," Review of Economics and
Statistics, 67.4 (November 1985), 648-60.

4. For instance, value-added analysis is often used to evaluate teachers' effects on students' achievement. In such a
context, it works well so long as students are assigned to teachers in a way that is fairly random. If teachers got to select
students based on the students' achievement trajectories, value-added analysis would not work well for teacher evaluation
either. Matching per se is not the problem with TPS-history-matching. The matching would be fine if it were based on
the traditional public schools that all charter school students would have attended in the absence of the charter school
(as arule, the traditional public schools geographically associated with the students' residences). The problem derives
from the fact that matching is based solely on switching students' prior history in traditional public schools.

5. See Caroline Hoxby and Sonali Murarka, "Methods of Assessing the Achievement of Students in Charter Schools,"
in Charter Schools: Their Growth and Outcomes. Mahwah, NJ: Lawrence Erlbaum Associates, 2007.

6. In math, the difference between the top threshold for performance level 1 and the bottom threshold for performance
level 3 is about 0.6 of a standard deviation. In English, the difference between these thresholds is about 0.85 of a
standard deviation.

7. To keep this figure simple (since it is only for expositional purposes), we used raw data on only those students who
attended charter schools from kindergarten through eighth grade.

8. When we compute effects for individual charter schools, some of the schools currently have too little data for us to
compute their individual school effect with confidence. These schools are therefore not useful for thinking about how
the effects differ among charter schools in New York City. Specifically, if a school's estimated effect has such large
standard errors that it is statistically insignificant and that an effect size of 0.1 would also be statistically insignificant,
we do not use it for considering the range of effects. The confidence standard is 90 percent.

THE NEW YORK CITY CHARTER SCHOOLS EVALUATION PROJECT SEPTEMBER 2009 REPORT
WWW.NBER.ORG/~SCHOOLS/CHARTERSCHOOLSEVAL A-l



NEW YORK CITY'Ss CHARTER SCHOOLS
APPENDIX

Appendix Figure 1

Relationship between Scale Scores and Performance Levels,
Math 2007-08
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Relationship between Scale Scores and Performance Levels,
English Language Arts 2007-08
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NEW YORK CITY'Ss CHARTER SCHOOLS
APPENDIX

Appendix Figure 3

Relationship between Scale Scores and Performance Levels,
Science 2007-08
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Relationship between Scale Scores and Performance Levels,
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FREQUENTLY ASKED QUESTIONS

Who conducted this report and how is it funded?

This is the second report from an independent study of New York City's traditional public schools
and charter schools. It is funded by the Institute for Education Sciences, which is the research arm
of the United States Department of Education.

The principal investigator for the study is Dr. Caroline M. Hoxby, professor of economics at
Stanford University and director of the Economics of Education Program at the National Bureau of
Economic Research (NBER). The principal authors of this year's report are Dr. Hoxby, Jenny Kang,
Project Manager of the New York City Charter Schools Evaluation, and Sonali Murarka, former
Project Manager. They are grateful for the cooperation and help they have received in the data
gathering process from the New York City Department of Education, the New York City Charter
School Center, and the charter schools located in New York City. All of these organizations have
also helped the investigators by answering questions and clarifying details about the data. However,
the investigators are solely responsible for the content of the report.

How can we get a copy of the full report?
You can download a copy of the full report from this website:
http://www.nber.org/~schools/charterschoolseval

How does this September 2009 report relate to the overall study?

The first year report was released in July 2007 and included achievement results through the 2005-
06 year. The July 2007 report is available at the website above. This September 2009 report includes
achievement result for 2006-07 and 2007-08 for “incumbent” students, by which we mean all the
students in the July 2007 report but no other students or schools. In other words, the September 2009
report follows all of the students from the July 2007 report for an additional two years.

The study is funded for several years, and we expect to produce another report by September 2010
that will include all students from this September 2009 report as well as new student applicants to
charter schools for the 2006-07 through 2009-10 school years. There may also be additional reports
in future years.

Is there a technical version of this report directed towards researchers?

There is no technical version of this report, but a copy of the technical version of the July 2007
report can be downloaded from the Working Papers section of the website www.nber.org. The
technical report covers the same material and results, but contains additional details on statistics and
computations. The statistical techniques used in the September 2009 report are nearly identical to
those used in the July 2007 report.

What is the source of the data used in the report?

Most of the data in this report comes from the databases of the New York City Department of
Education, which has a very active research and evaluation program. Visit the website
http://schools.nyc.gov/Accountability/DOEData for more information on the Department's data for
research. Data from the applications of students who applied to the charter schools come from the
charter schools themselves. See Section V of the report for information on how these two sources

THE NEW YORK CITY CHARTER SCHOOLS EVALUATION PROJECT SEPTEMBER 2009 REPORT
WWW.NBER.ORG/~SCHOOLS/CHARTERSCHOOLSEVAL A-4



of data were combined. Some additional data are derived from published statistics of the United
States Census of Population and Housing.

Can | have access to the data you used for this study?
We regret that we are unable to provide any of the NYC Department of Education data used for this
study as we are under a strict confidentiality agreement.

Can we see information and results on individual charter schools?

The study will not be issuing results for individual charter schools, and we report results in such a
way that individual charter schools are not identified. However, this overall report does describe the
variation among New York City charter school on many dimensions, including their effects on
achievement.

Which charter schools are included in this study?

There were 48 charter schools that had opened in New York City as of 2005-06, and all but a few
participated in the study at that time. Two schools, UFT Elementary Charter School and South
Bronx Charter School for International Cultures and the Arts, have declined to participate in the
study and are not included in this year's report. Manhattan Charter School was not included in the
2007 report but is included in this report. The NY Center for Autism Charter School is not included
in the study because it serves a very special population and is not compatible with many elements
of the study. Two schools closed during this time period and are not included in the study (see next
question).

This report follows the first cohort of students in the original 43 participating charter schools since
they were described in the July 2007 report. Subsequent cohorts of students in these schools are not
described in this report but will be included in a separate report. Because there are new charter
schools opening each year in New York City, some schools that are currently operating are not
covered by this year's report even though they are participating in the study.

Does the aggregate report include closed charter schools?

Our study does not include the two charter schools that have closed in New York City, Reisenbach
(closed spring 2004) and Readnet Bronx (closed spring 2006), as we have been unable to retrieve
retrospective data on the students who applied to them and did not enroll.

Where can | get moreinformation on individual charter schools' mission statements,
policies, locations and the like?

Many charter schools have their own websites that contain such information. To find links to them
and information on charter schools in New York City in general, we encourage readers to visit the
websites of the Office of Charter Schools in the New York City Department of Education
(http://schools.nyc.gov/community/planning/charters), the Charter Schools Institute of the State
University of New York (http://www.newyorkcharters.org/), the New York State Board of Regents
(http://www.regents.nysed.gov/), the New York City Charter School Center
(www.nycchartercenter.org), Inside Schools (www.insideschools.org), and GreatSchools
(www.greatschools.net).
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How is the average grade calculated? Why might it be negative?

To make the averages work out neatly, we treat pre-kindergarten as grade equal to -1 and
kindergarten as grade equal to 0. Grades 1-12 are given the appropriate numerical equivalents.
Because we are calculating average grade at the time of application, an average grade of zero or less
than zero means that a majority of students are applying as preschoolers or kindergarteners.

What does "statistical significance" mean?

The indicators of statistical significance are signs about whether we are confident about a particular
result. If a result is statistically significant at the 90 percent level (“yes”), this roughly means that
we are 90 percent confident that the result you see is not the same as zero. For example, let’s say
that 65 percent of lotteried-in students are female and 60 percent of lotteried-out students are female.
The difference is 5 percentage points. We might report that this 5 percentage point difference is
statistically significant at the 90 percent level. This means that we are 90 percent confident that the
5 percentage point difference indicates a real difference between the two groups and that the true
difference is not zero.

What is a "p-value"?

A p-value is another conventional way of describing the statistical significance of a result. If you
subtract the p-value from the number 1, you obtain our confidence that the result is not the same as
zero. For instance, if the p-value for a result is 0.05, then our confidence that the result is not zero
is 0.95 or 95 percent.

Why did you choose the race categories you use in the tables?
The race categories we use are black and non-Hispanic ("black™ for short), white and non-Hispanic
("white" for short), Hispanic, Asian, and "other". These are the categories given to us by the New
York City Department of Education. We are therefore unfortunately unable to break down the data
into more specific groups, such as Asian subgroups or mixed race groups.

What is the difference between a student who is lotteried-in and a student who
enrolls in a charter school?

A lotteried-in student is anyone who applied to a charter school, had his application entered in a
lottery owing to the scarcity of places, and was offered a place in the charter school. A student who
enrolls is anyone who applied to a charter school and enrolled in it at some point. The main
difference between lotteried-in and enrolled groups of students is the subset of students who are
offered a place but decline to enroll. These "decliners™ are in the lotteried-in group but not the
enrolled group. Another reason that the lotteried-in and enrolled groups of students differ is that
some students apply and enroll but do not have to participate in lotteries because there is sufficient
space for them in the grade and school to which they apply. See Section V for additional detail.

Why are some comparisons of special education, English Language Learner status,
and free and reduced-price lunch statistics unreliable?

Charter schools and traditional public schools do not have the same recording procedures for
recording indicators of a student's participation in special education, classification as an English
Language Learner, and certification for free and reduced-price lunch. This makes some statistics
unreliable for the purpose of comparing charter school applicants to traditional public school
students. We show only reliable statistics based on pre-application indicators in this report.
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However, pre-application data are not available for all charter school applicants. There is no perfect
fix for the problems associated with the differences in recording the indicators.

Fortunately, the recording problems do not affect the lottery-based analysis of achievement. This
is because that analysis depends on comparison of lotteried-in and lotteried-out among applicants.
It does not depend on comparison of applicants to non-applicants.

Are there other reasons to be concerned about the free and reduced-price lunch
numbers?

It can be difficult to make comparisons among schools based on the percentage of students who
qualify for the federal National School Lunch Program. Comparisons between school systems are
particularly likely to be problematic. Small differences may not be interpretable and all differences
should be interpreted with caution. It is important to note that, so far as the federal government is
concerned, each of New York City's charter schools is a school system ("Local Education Agency"
in federal terminology).

Schools vary in their efforts to qualify children for the school lunch program. A student who is
eligible for the program (household income within 185 percent of the federal poverty line) needs to
be qualified for the program through a process of reporting the household's income and composition.
Thus, a student who is eligible might be qualified for the program if he were to attend one school
but not if he were to attend another. Variation in qualifying students takes several forms: some
schools may be more insistent about parents or guardians filling out applications; schools may
answer questions about eligibility, household composition, and what goes into the income
calculation in slightly different ways; schools may differ in how they explain the certification and
verification processes. Furthermore, not all schools have the same incentive to qualify students for
the program. Some schools, by qualifying more students, can become eligible for a schoolwide
program. Other schools already have a schoolwide program and have less incentive to qualify the
marginal student who is eligible. Still other schools could not become eligible for a schoolwide
program even if every eligible student were qualified. In addition, small schools, like some charter
schools, may find it financially unattractive to participate in the federal lunch program even if they
run a school meal program. This is because federal reimbursement is on a strictly per-pupil basis.
In a small school, the reimbursement is less likely to cover the relatively fixed administrative costs
(paperwork and so on) of running a program that earns federal reimbursement. The National School
Lunch Program itself reports that schools differ widely in the degree to which they qualify eligible
students for the program.

Are there other reasons to be concerned about the special education and English
Language Learner numbers?

It can also be difficult to make comparisons among schools based on the percentage of students who
participate in special education or who are classified as English Language Learners. This is because
there are always students who are on the margin of participation or classification. One school might
find that, given its circumstances, a student on the margin is best off in regular education in a
mainstream classroom. Another school, with different circumstances, might find the student is best
off with an Individual Education Program (special education) or English language services. Small
differences in special education and English language learners may not be interpretable and all
differences should be interpreted with caution.
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Why are some statistics shown for students at the time they applied?

Lunch program qualification, special education participation, and English Language Learner
classification are shown for charter school applicants at the time they applied because all of these
statistics are based on how the New York City traditional public schools qualify and classify
students. Thus, when comparing applicants to students in the traditional public schools, these
numbers are helpful because the "yardstick™ is the same. However, time-of-application statistics are
not available for the typical charter school applicant because he or she is likely to be applying for
kindergarten or first grade and has thus often not yet been qualified or classified. Unfortunately, it
is impossible to do a fair comparison between the typical charter school applicant and the average
student in the New York City public schools. Therefore, all comparisons of lunch program
qualification, special education participation, and English Language Learner classification should
be interpreted with caution as small differences may not be interpretable.

Are there outcomes besides test scores that can be analyzed?

The main reasons we focus on test scores are strictly practical. They are available for nearly all
students in the test-taking grades, the tests are the same in all the schools in the study (traditional
public and charter schools alike), and the scores are available now.

There are many other outcomes that we would like to analyze in order to make a holistic assessment
of achievement. Some of these outcomes will be available for future years’ reports but are not
available for this year's report. For example, we would like to analyze how charter schools affect
astudent's probability of dropping out of school, graduating from high school on time, and attending
various types of postsecondary schools. However, we simply do not have a sufficient number of
charter school applicants who have reached higher grades to examine such indicators in this year's
report. Another example is attendance. We are interested in attendance data and are working on
including it in the study. However, the data were not available in time for this year's report.

There are also outcomes that we would like to analyze but that are hard to measure. Keep in mind
that applicants who do not enroll in charter schools are spread out across the traditional public
schools in New York City. Thus, if we were to conduct an attitudinal survey, say, we could do it
fairly efficiently in the charter schools because many participants in the study are located in each
school. However, we would be far less efficient in the traditional public schools because a school
might contain only one or two charter school applicants who had not enrolled. It is likely that we
would end up with different rates of participation from charter school enrollees and non-enrollees,
making it very hard to interpret any results.

We are open to suggestions about outcomes that readers might find interesting and that they believe
could be collected in practice.

Why might a school have a lottery that is unbalanced?

A lottery is not balanced if the students who are offered spots (the lotteried-in) have characteristics
that are statistically significantly different from those of the students who are lotteried-out. Even if
every lottery is random and fair, not every lottery will be balanced. This is because lotteries with
small numbers of lotteried-in or lotteried-out students are unlikely to balance as a purely statistical
matter. For instance, suppose that a school has two places open in its fourth grade class and twenty
students apply for the places. It is unlikely that the two lotteried-in students will happen to have the
same average characteristics as the eighteen lotteried-out students. This outcome would cause a
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lottery to be unbalanced even though it was truly random. On the other hand, if 50 students were
lotteried-in and 50 were lotteried-out, the two groups are likely to be similar on average and the
lottery is likely to be balanced statistically.

Are all charter school students who are in the study included in the lottery-based
achievement results?

Not all students who are in the study are included in the lottery-based analysis of achievement. A
student may be excluded for one of three reasons: (1) he had not yet taken a New York State test as
of 2005-06; (2) he applied to a charter school that did not need to hold a lottery for the grade and
year for which he applied; or (3) he participated in an admissions lottery but it was unbalanced. The
vast majority of students who are in the study but not included in achievement analysis are in
kindergarten through second grade, grades in which there are no required New York State exams.
The tables in Sections I11 and V contain details about how many students are in the study and how
many are included in the lottery-based analysis of achievement.

Why are there no results based on comparison-of-gains or other non-lottery
methods?

We are obtaining data from the New York City Department of Education that will allow us to
conduct analysis based on comparisons of gains. In this method, charter students can be compared
to similar students in the schools and neighborhoods from which they were drawn. We may include
some analysis based on comparison of gains in future reports if we think that it provides helpful
additional information. It should be noted, however, that results from lottery-based methods are
strictly superior to results based on comparison-of-gains for achievement data where both methods
are available. Comparison-of-gains methods are mainly helpful for data on which lottery-based
methods cannot be used. See Section Il for information on why value-added methods are not
appropriate for comparing achievement in charter schools to achievement elsewhere. Researchers
interested in methodological questions should consult the June 2007 technical report available online
in the Working Papers section of the website www.nber.org.

What do the indicators of statistical significance mean?

The indicators of statistical significance are signals of whether we are confident about a particular
result. If a result is statistically significant at the 95 percent level, say, this means that we are 95
percent confident that the result is not equal to zero.

What is a "p-value"?

A p-value is another conventional way of describing the statistical significance of a result. If you
subtract the p-value from the number 1, you obtain our confidence that the result is not the same as
zero. For instance, if the p-value for a result is 0.05, then our confidence that the result is not zero
is 0.95 or 95 percent.

What are lottery "fixed effects”?

It is not random whether a student participates in a lottery because, of course, he has to apply to
participate. What is random is whether he is offered a place as a result of the lottery. Therefore, we
want to use the randomness within lotteries to ensure an apples-to-apples comparison but we do not
want to use the non-random differences between lotteries. This may sound complicated but lottery
"fixed effects" are actually a simple statistical technique that does just what we want. The technique
accounts for differences between lotteries but still allows us to use all of the random assignment
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within lotteries. Researchers interested in further information should consult the June 2007 technical
report available online in the Working Papers section of the website www.nber.org.

What are “robust standard errors clustered at the student level”?

Robust standard errors clustered at the student level are used so that a student who applies to a
charter school multiple times or applies to multiple charter schools is not treated as multiple,
separate individuals. For example, suppose that a student applies to two charter schools and is
lotteried out of both. He keeps attending his traditional public school. The robust standard errors
ensure that he gets counted only as one person, not two people.

The report frequently refers to the expected gains of lotteried-out students. Do we
know what these expected gains are?

Calculating the average gain of lotteried-out students is complicated because New York City
changed tests between 2004-05 and 2005-06. There is unfortunately no widely accepted way to
rescale the old tests and the new tests so that a student's gain from 2004-05 to 2005-06 makes sense.
We realize, however, that people may be interested in this statistic since charter schools’ estimated
effect on achievement is relative to the gains made by lotteried-out students. A reader may get an
approximate idea of the gains by consulting the reports published by the New York City Department
of Education that are based on scores from 2004-05 and previous years. A reader who wants only
an approximate idea may also consult the authors by writing to them at the address shown at the
front of this report.

What are some of the curricula used by New York City charter schools?

Below, we offer short descriptions of the curricula mentioned in Section I11. These descriptions are
based on the published materials for each curriculum. Consult the websites given below for
additional detail.

Saxon Math

Using Saxon Math Courses 1, 2, and 3 each day, students work toward mastery in three ways: by
reviewing, maintaining and building upon previously learned skills; through direct, explicit
instruction of new content, mathematical thinking and vocabulary; and by applying, reinforcing and
demonstrating cumulative learning.

Source: http://www.harcourtachieve.com (accessed June 2007).

Scott Foresman-Wesley Addison Mathematics

Scott Foresman-Addison Wesley Mathematics (Diamond Edition) is a research-based Pre-K-6
curriculum that focuses on developing students’ conceptual understanding and skills through step-
by-step instruction. The focus is on key ideas in mathematics, rich problem-solving lessons that
build the reading and writing skills necessary for powerful problem solving, and differentiated
instructional options to meet the needs of varied learners.

Source: http://www.scottforesman.com (accessed June 2007).

Everyday Mathematics

Everyday Mathematics is a research-based curriculum developed by the University of Chicago
School Mathematics Project. Development of Everyday Mathematics began with a research phase.
Based on their findings, the authors established several basic principles that have guided the
development of Everyday Mathematics: Students acquire knowledge and skills, and develop an
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understanding of mathematics from their own experience; children begin school with more
mathematical knowledge and intuition than previously believed; teachers, and their ability to provide
excellent instruction, are the key factors in the success of any program.

Source: http://everydaymath.uchicago.edu/about.shtml (accessed June 2007).

SRA Reading Mastery Plus

Reading Mastery Plus gives students the skills and the clear, explicit instruction and guidance they
need to master the fundamentals of reading. Oral language, phonemic awareness, and systematic
phonics are the starting point. Vocabulary development, fluency, and comprehension are
fundamental throughout. The program is set up so students are active participants. Group responses
make learning highly efficient and enable teachers to provide instant feedback that confirms or
corrects their responses. Less-structured activities and opportunities for independent work help
students develop self-reliance. On-going assessment tools are used by the instructor to ensure that
no student "falls though the cracks."”

Source: www.sraonline.com (accessed June 2007).

Scott Foresman Reading Street

Scott Foresman Reading Street 2008 is an all-new reading program for Grades PreK—6. Reading
Street is designed to help teachers build readers through motivating and engaging literature,
scientifically research-based instruction, and a wealth of reliable teaching tools. The program takes
the guesswork out of differentiating instruction with a strong emphasis on ongoing progress-
monitoring and an explicit plan to help with managing small groups of students. In addition,
Reading Street prioritizes skill instruction at each grade level, so teachers can be assured they will
focus on the right skill, at the right time, and for every student.

Source: http://www.scottforesman.com (accessed June 2007).

Open Court Reading

Open Court Reading is a complete elementary basal reading program for Grades K-6. It maintains
strong instruction in the areas of decoding (learning how to read), comprehension (understanding
what you read), inquiry and investigation (learning how to apply what you have read), and writing
(how to communicate with others in print). Open Court Reading is designed such that no
assumptions are made about students’ prior knowledge. Each skill is systematically and explicitly
taught in a logical progression to develop understanding and mastery.

Source: www.sraonline.com (accessed June 2007).

Core Knowledge Reading

Core Knowledge does not at present require any particular reading program. Schools are free to
select from programs on the market. However, we recommend that schools choose a program that
has strong phonics instruction, and we recommend that schools build oral language through frequent
reading aloud on topics in the Core Knowledge Sequence. An ideal reading program will include
good phonics instruction (followed by fluency work) combined with frequent reading aloud to
expose children to new words and key subjects like the subjects listed in the Core Knowledge
Sequence. Moreover, the reading aloud will include not only fictional stories but also generous
amounts of nonfiction.

Source: www.coreknowledge.org (accessed June 2007).
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What is the study doing to ensure a high match rate between applicants and their
New York City Department of Education records?

We have asked charter schools to collect certain information on applications that some of them did
not collect before participating in this study. For instance, we have asked them to collect information
on the student's prior school and grade at the time of application.

What about students who have priority because they are siblings of students who
have already been lotteried into and enrolled in a charter school?

Such students can be thought of as applying in a special group with other students who are applying
to the same grade and school and who also have sibling-based priority. In some cases, a school has
room for all such students and they were effectively lotteried-in with their siblings. In other cases,
a school must run a new lottery among such students, and they are effectively in a fresh lottery.

What about students who have priority because they reside in the same community
school district (CSD) as the charter school they are applying to? What about
preference given to students who are zoned to attend a “failing” school?

Priority for students based on CSD was first implemented in New York City in lotteries for the
2008-09 year. Because the September 2009 report includes students who applied up through the
2005-06 year, CSD preference was not taken into account in these lotteries. Priority for students who
are attending or are zoned to attend a “failing” school, as determined by the most recent NYC
Department of Education Progress Report, is only given by some charter schools but was not
implemented until lotteries for the 2009-10 year. Thus, the lotteries included in this report never
gave preference to students from failing schools.
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