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In this article, Erika Kitzmiller analyzes the reactions of teachers to district officials’ 
decision to close their traditionally managed public school and reopen it as a pri-
vately managed charter school. While many scholars have examined the impact of 
this reform on communities, families, and youth, little attention has been paid to 
the effects of charter school reform on the public school teachers who worked in these 
schools. Here Kitzmiller considers one of the key but largely overlooked stakeholders in 
charter school reform: public school teachers. 
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On a dreary afternoon in the middle of February, the assistant principal of 
Pine Ridge Middle School made an impromptu decision.1 At 2:50 p.m., only 
minutes before the school day ended, she switched on the schoolwide public 
announcement system and told the entire school community that district offi-
cials had decided to turn Pine Ridge Middle School, a traditionally managed 
public school, into a privately operated charter school. With tears streaming 
down her cheek, she instructed teachers to check their mailboxes for a letter 
that detailed their rights as union employees. The school dismissal bell rang. 
Pine Ridge students, many of whom had no understanding of the implica-
tions of this announcement, spilled out of the building and made their way 
home. Some teachers gathered in the hallways to comfort one another. Oth-
ers rushed to their mailboxes. While they did not yet know all the details, it 
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was official: Pine Ridge Middle School was one of several public schools in the 
district slated for charter school reform. 

In recent years, school districts across the nation have engaged in turn-
around reforms that involve converting traditional public schools into pri-
vately managed charter school organizations. Behind this move is the belief 
that charter schools expand choice and competition among schools, which, 
in theory, should improve education outcomes (Chubb & Moe, 1990; Hill, 
2010). Families from various racial and class categories have expressed strong 
support for charter schools and school choice policies (Cheng & Peterson, 
2017; Romero, 2019). Republican voters tend to support charter schools more 
than Democrats, but data indicate strong and growing support among Black, 
Latinx, and millennial Democrats (Barnum, 2019a; Barone, Laurens, & Mun-
yan-Penney, 2019; Cheng et al., 2018). And both Republican and Democratic 
administrations have advocated for the expansion of charter schools, particu-
larly in urban school districts (Berkshire, 2019; NCES, 2016; Payne & Knowles, 
2009; Scott, 2011).

Charter school reforms are often built on an ethos of “no excuses,” the idea 
that poverty is not a barrier to academic achievement. This approach maintains 
that implementing a new schooling approach with more flexibility, standards, 
and accountability will increase education outcomes (Oberfield, 2016). Some 
researchers contend that charter schools often outperform their district-run 
counterparts (Betts & Tang, 2011; Cremata et al., 2013; Denice, 2014). Others 
critique charter school reforms for failing to make significant improvements 
in outcomes, particularly in communities that serve poor, Black, and Latinx 
youth (David et al., 2006; Henig, 2008; Lubienski & Weitzel, 2010; Lubienski, 
Weitzel, & Lubienski, 2009; Zimmer et al., 2008). Scholars also note that these 
reform efforts often negate or downplay the effects of poverty and inequal-
ity on education outcomes (Noguera & Wells, 2011) and often fracture com-
munities, pitting families, teachers, and students against one another as they 
compete for limited resources (Apple, 2013; Buras, 2014; Cucchiara, 2013; 
Fabricant & Fine, 2012; Lipman, 2013). Others have noted the devastating 
effects on families and communities when charter schools close (Karanxha, 
2013; Paino et al., 2014). With charter school reforms’ disproportionate effect 
on poor, majority-Black and majority-Latinx schools (Lipman & Haines, 2007; 
Scott, 2011), evidence suggests that charter school expansion has intensified 
racial segregation (Frankenberg et al., 2010; Miron et al., 2010; Wells et al., 
2019). The efficacy of charter schools remains a highly contested and con-
tentious debate among communities, practitioners, researchers, and policy 
makers. 

One of the key distinctions between traditionally managed public schools 
and privately managed charter schools is the way that these institutions hire 
and manage their teachers. These distinctions are particularly evident in 
urban school districts. Payne and Knowles (2009) assert that the ability to hire 
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and fire teachers allows charter schools greater flexibility with staffing. Since 
charter schools are typically free from union regulations, principals are gen-
erally responsible for hiring and firing teachers. Most research supports the 
idea that school leaders should hire teachers who fit the school’s culture and 
mission (Engel & Curran, 2016; Heneman & Judge, 2008; Jabbar, 2018; Laura, 
2018; Minckler, 2014). However, researchers have raised concerns that charter 
schools are more likely to hire less experienced teachers, pay lower salaries, 
require longer hours, and offer fewer job protections and benefits. Scholars 
argue that these factors contribute to lower job satisfaction among charter 
school teachers compared to union-protected public school teachers (Bodine 
et al., 2008; Farinde-Wu & Fitchett, 2018; Ni, 2017; Roch & Sai, 2017; Torres, 
2016). 

Most of the current research about charter school reform, however, focuses 
on its effects on students but downplays the effects on teachers, particularly as 
the reform process unfolds (Barnum, 2019b; Gawlik, 2012; Gilraine, Petroni-
jevic, & Singleton, 2019). This study is among the first to examine the chal-
lenges that one underresourced public school’s teachers faced and their 
reactions to the charter school reform. 

Pine Ridge Community and Middle School
Pine Ridge is one of Philadelphia’s poorest neighborhoods. In 2016, the pro-
portion of census blocks in the area with households that made less than 
$25,000 ranged from 33 percent to 80 percent (Social Explorer, 2018). Despite 
its challenges, the community is currently undergoing a small but significant 
demographic shift. Microbreweries, urban nurseries, and pilates studios serve 
the small but growing population of white professionals who are steadily mov-
ing into the area. But while Pine Ridge’s southern border marks a clear class 
distinction between the gentrified and the working-class communities, the 
neighborhood’s main thoroughfare, Chapman Avenue, marks a clear racial 
divide. One administrator referred to Chapman Avenue as “the Berlin Wall.” 
The census blocks on the east side of Chapman are 80–100 percent white. East 
side residents form a white, mostly Irish enclave of single-family row homes 
with shamrock lawn ornaments. (One row home has a large Confederate flag 
painted on its brick facade.) The census blocks on the west side are 60–80 per-
cent Latinx and 30–40 percent Black. Every block on the west side contains 
abandoned homes with plywood doors and windows to prevent trespassing. 
These abandoned homes on the west side of Chapman Avenue are a constant 
reminder of the level of poverty, neglect, and disinvestment in the community 
that Pine Ridge serves. 

Built in the early 1920s, Pine Ridge Middle School is located one block west 
of Chapman Avenue. The teachers, who represent a range of racial and class 
backgrounds, understand that their students, who are predominately Black 
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and Latinx, are not welcomed on the east side of Chapman Avenue. Diane 
Hill, a white Pine Ridge teacher who grew up in the white section of the com-
munity, recalled taking her students to the local public library and the librar-
ian telling her that she should not bring her students to the library in the 
future. According to Hill, the librarian, tapping into the pervasive racism in 
the area, just thought that Pine Ridge students “were just too loud and too big 
for their little library.”

The middle school had struggled for decades. The year before it became a 
charter, Pine Ridge enrolled approximately 800 students: 36 percent Black, 53 
percent Latinx, 8 percent white, and less than 2 percent Asian and/or multira-
cial. More than 20 percent of the students received special education services; 
nearly 20 percent participated in an English language learner program. Pine 
Ridge had about 150 serious disciplinary incidents in that year and about 50 
reported assaults on teachers and students. The majority of students scored in 
the below basic range on state standardized tests in math and reading in the 
years leading up to the school district’s decision to turn Pine Ridge over to a 
charter organization. 

Pine Ridge’s challenges made the institution a natural target for charter 
reform. Under the Bush and Obama administrations, Philadelphia school 
district officials instituted several districtwide initiatives to identify, reform, 
and sometimes close and outsource low-performing or underutilized public 
schools (Bach, McWilliams, & Simon, 2019; Bierbaum, 2018; Bross, Harris, 
& Liu, 2016; Good, 2017; McWilliams, 2019; McWilliams & Kitzmiller, 2019; 
Morel & Nuamah, 2019; Nuamah, 2017). School officials replaced the strug-
gling schools with either traditionally managed public schools under strict dis-
trict management structures or with privately managed charter schools free 
from oversight (Gold, Bulkley, & Christman, 2010; Gold, Christman, & Her-
old, 2007; Lytle, 2013). District officials selected Pine Ridge as one of the many 
traditional public schools targeted for charter school reform.

Once the school district announced its intention to close the school, char-
ter organizations had the opportunity to bid on it, submitting proposals that 
detailed how they planned to operate and turn the school around. Those 
selected as finalists presented their proposals to the school community. Follow-
ing a period of deliberation during March and April, a small district-appointed 
school committee, comprised of mostly white community members and school 
families, voted on the organization they wanted to operate the school. Critics 
argued that the reform timeline was too rapid for thoughtful feedback and 
planning. A counterargument was that low-income students and families had 
suffered long enough in low-performing schools, and thus they had to act 
quickly (McWilliams, 2019; McWilliams & Kitzmiller, 2019). 

Officials in the selected charter organization encouraged Pine Ridge teach-
ers to apply for positions in the new school. But even though the teachers had 
a range of ideas about the reform, none of them applied for a position in the 
charter school. In this article I seek to understand why this was the case. 
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Methodology
My fieldwork in Pine Ridge took place across two consecutive years—during 
the first year of my research the school district hired a new principal to turn 
around the public school and then decided to close the institution; in the sec-
ond year Pine Ridge Middle School reopened under a new charter manage-
ment organization. During these years I visited the school regularly, spending 
at least one day a week in the school building observing team meetings and 
classroom instruction and interviewing teachers and students. 

I obtained access to Pine Ridge Middle School first through the new prin-
cipal, Chris Morris, with whom I had worked in a variety of education set-
tings; then the new charter organization granted me permission to conduct 
research. Morris allowed me in the school before the district announced the 
charter reform. I initially planned to study Morris’ practice as he tried to 
turn around Pine Ridge. But when the district announced the charter school 
reform, I shifted the focus of my study to examine how this reform affected 
the school community. Here I focus on the first year of my research, when 
teachers struggled with the decision to turn their public school into a charter 
school, to examine that decision’s effects on the teachers, a largely overlooked 
but critical component of the reform. I consider the following questions:

UÊ What challenges did teachers face before the school district announced 
its decision to close the public school and turn it over to a private charter 
organization? 

UÊ  What were the teachers’ reactions to the school district’s decision to close 
Pine Ridge Middle School? 

UÊ  What factors influenced their decision to leave Pine Ridge once it became 
a charter school? 

I recorded over 200 hours of field notes and conducted 25 semi-struc-
tured, one-on-one interviews with teachers about the reform process. Ini-
tially I coded the field notes for emergent themes and used those themes 
to construct my interview protocol, but when I realized that my study focus 
had shifted, I put a memo in teacher mailboxes that outlined the aims of my 
revised study and asked for volunteers to participate. Eleven teachers volun-
teered. After I secured their interviews, I asked those 11 teachers to reach out 
to their colleagues to see who else might be willing to be interviewed. Once I 
reached 25 teachers a few weeks before the school year ended, I stopped par-
ticipant recruitment. The 25 teachers in the sample represented a range of 
experience levels, racial backgrounds, and gender identities and reflected the 
teacher population at the school. 

I conducted the interviews at mutually convenient times. I did not com-
pensate teachers for their time. In the interviews I sought to examine the per-
spectives that teachers had about the culture of the school before the reform, 
their reactions to the reform decision, and the factors that influenced their 
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decisions to leave the school and apply for positions in other public schools. 
I audio-recorded and transcribed verbatim all teacher interviews. Once the 
interviews were transcribed, my research assistants and I double blind–coded 
each interview to identify themes that emerged from the data (Emerson, 
Fretz, & Shaw, 1995; Hammersley & Atkinson, 1995). The primary themes that 
emerged included the teachers’ commitment to the school, their frustrations 
with district and charter officials, and their refusal to interview for new posi-
tions with the charter organization. To guarantee participant confidentiality 
throughout the study and in any subsequent publications, I use pseudonyms 
throughout this article. 

As both a graduate of a traditional public school and a former traditional 
public school teacher, I have always been skeptical of the charter school move-
ment. Even though I have numerous colleagues who are committed charter 
school educators and advocates, I have concerns about the loss of democratic 
governance and accountability as school districts expand privately operated 
schools. In the state and district where Pine Ridge is located, evidence suggests 
that these concerns are warranted. Under the current state funding mecha-
nism, the Pine Ridge school district has lost millions of public school dollars 
due to the expansion of charter schools (Griffith & Millard, 2015).

Charter school leaders in the state and district have been convicted of mis-
handling public dollars, which raises questions about accountability measures 
in a school district perennially strapped for public funding (Gross, 2011; Jason, 
2017). Beyond funding concerns, evidence suggests that charter schools often 
have higher suspension rates (Davidson, 2017; Larkin, 2019; US Government 
Accountability Office, 2018), fewer special education students (Miron, 2014; 
Rhim & Kothari, 2018; Winters, 2015), and fewer English language learners 
(Vaznis, 2016; Winters, 2014). No doubt the practices could be amended for a 
more just and transparent system of charter schools, but, based on what I wit-
nessed, this has rarely, if ever, occurred in Pennsylvania or Philadelphia. And 
so while I, as an educational researcher and Philadelphia resident, recognized 
the challenges at Pine Ridge Middle School, which I saw first-hand while con-
ducting research, I did not fully support the decision to turn another Philadel-
phia public school over to a charter organization. 

I was careful not to share these perspectives with the teachers I interviewed. 
But my positions as a former public school teacher and as a white female 
researcher may have influenced the ways teachers interacted with me during 
their interviews, as well as how I coded and analyzed the data. My positions 
afforded me several benefits. Teachers understood that I was committed as 
a researcher to strengthening the public school system in Philadelphia, and 
so they willingly shared their hopes and frustrations with the charter school 
reform as well as their own histories and experiences as public school teach-
ers. Since I had been there for the year, they felt comfortable describing and 
reflecting on what we had collectively experienced that year, the struggles 
and successes that they had faced before and after the announcement of the 
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reform. They routinely expressed their frustrations with the situation at Pine 
Ridge, and most believed that the school warranted reform. Moreover, my 
relationships with the staff allowed me to capture a diverse sample of new, 
experienced, and veteran teachers from a range of class, gender, and racial 
backgrounds. These teachers offered their opinions and challenged me when 
they disagreed with something that I might have said during an observation 
or an interview. 

I did several things to mitigate my own biases. First, my research team tran-
scribed the interviews using an anonymous coding scheme that they devised. 
The transcription process took several months. When it was completed, I 
received a copy of the transcription with the code, which only the transcrib-
ers knew, in the header. So unless I remembered a specific detail or story, I 
did not know the identity of the teacher during the data coding and analysis 
phase. Second, my research team and I blind-coded the data independently 
and then compared and contrasted the coded data. My research assistants did 
not know the teacher’s identity or the school context. Finally, it is important 
to note that this is a study of one charter school reform process; the process 
in this school district and this school does not necessarily reflect the national 
landscape of charter school reform.

Hope and Despair Before Charter School Reform
At the start of each interview, I asked the teachers why they selected and then 
stayed at Pine Ridge Middle School. The teachers routinely said that they had 
chosen to work at the school to help lift the city’s most vulnerable youth out of 
poverty through education. Many of these teachers were women, many of them 
Black and Latinx, who had attended the city’s public schools and felt that they 
were carrying on the legacy. Elizabeth Robinson, a Black female special educa-
tion teacher who had worked in the school for nearly three decades, told me 
that she worked at Pine Ridge “to give back to the city’s children.” Heather 
Lamb, a white female teacher who worked in the school for two decades, said 
that she became a teacher in the public schools that she attended as a child 
because she felt that her students, many of whom lived below the federal pov-
erty line, “need you to make a difference in their lives. I mean, things we con-
sider simple . . . to them it’s a big thing.” She had a stash of small gifts and 
cards she purchased with her own money that she gave to each student on 
their birthday. She also made homemade desserts to make the day special for 
her students and to remind them that she cared about each of them. 

While female teachers like Robinson and Lamb often talked about teaching 
as a personal and political act (Collins, 2000; Dixson & Dingus, 2008; Farinde-
Wu & Fitchett, 2018; Foster, 1993), the male teachers I interviewed often 
focused on the significant mismatch between their ideas about teaching when 
they entered the profession and the realities of teaching at Pine Ridge Middle 
School. Eric Collins, a white teacher who had worked in the school district for 
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eleven years and taught at Pine Ridge for the past two years, said that “being 
a teacher at Pine Ridge isn’t what I envisioned [about] being a teacher.” He 
explained that the teachers at Pine Ridge juggled a variety of positions during 
the day—“You’re a police officer, a body guard, a doctor, a counselor, a father, 
a mom, a best friend . . . I think a lot of [these positions] all come before even 
being a teacher at Pine Ridge.” He noted that “it must be tough for the kids 
to see” the violence in the community and had no doubt that “it’s all brought 
into this building. That’s probably one of the biggest issues with having to edu-
cate the kids.” 

While most Pine Ridge teachers understood the connections between these 
challenges and students’ ability to learn, the teachers worried that they were 
not equipped with the skills or training to handle these challenges and that 
they lost precious instruction time they could not afford to lose given the 
academic performance of students at Pine Ridge. The teachers I interviewed 
agreed that Pine Ridge needed counselors, nurses, and therapists to support 
the youth. Teachers often had to provide counseling for these students even 
though they lacked the training and skills. The burden of this additional work 
generated exhaustion and frustration. Pine Ridge teachers were “operating in 
a place suffering from collective depression” (Payne, 2008, p. 31). This collec-
tive depression made it difficult for these teachers to trust one another and 
invest the collective energy needed to improve the school. Teachers also rou-
tinely became preoccupied with the stories of poverty and trauma that their 
students shared with them, which, over time, contributed to high levels of 
stress and anxiety (Borntrager et al., 2012; Lander, 2018; Newell & MacNeil, 
2010; Steen, 2019; Wolpow, Johnson, Hertel, & Kincaid, 2016). Jorge Ortiz, a 
Latinx teacher who had worked at the school for more than a decade, called 
Pine Ridge “a punishment school . . . it’s a piece of Philadelphia that people 
don’t pay attention to unless you are making fun of it or telling people not to 
go near it.” He said that he stayed “for the kids . . . I can do it. You put a lot 
of heart into it, but I wouldn’t drive past this school in the summer because 
of the flashbacks of what happened in the school.” Teachers routinely called 
out sick, visited therapists, and took antidepressants to cope with the vicarious 
trauma they experienced as they listened to their students’ stories. The trauma 
that these teachers experienced made them question their commitment to 
the school. And when they were given the chance to leave the school, many 
of them did. 

Six months before district officials announced their decision to close the 
school, they hired Chris Morris as Pine Ridge’s new principal. Morris was an 
administrator with a proven track record of strengthening struggling schools. 
Several teachers recognized that a strong administrator who valued and rec-
ognized instructional practice and classroom teaching was key to improving 
academic outcomes (Hitt & Tucker, 2016; Klar & Brewer, 2013), and they were 
optimistic that now, together, they could change their school. Unlike his pre-
decessors, Morris understood that principals needed to be visible and pres-
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ent to staff and students. He made a practice of everyday walking around the 
building. He asked teachers to stand outside their classrooms during class 
changes and casually checked in with them as he passed them in the hallway. 
He learned the names of the eight hundred students at Pine Ridge, and as he 
walked he greeted them and shook their hands. This visibility served as a con-
stant reminder that he was watching them, that he wanted to redirect misbe-
havior and address grievances, and, most importantly, that he recognized the 
importance of developing relational trust inside the school (Bryk et al., 2010). 
Rebecca Arnold, a white teacher, recalled that “the first time I had hope for 
this school was when Morris became the principal.” 

Morris often noted that while he had seen poverty throughout the city, 
Pine Ridge was different. The youth of color who made up the vast majority 
of students enrolled at the school were not represented politically or socially 
by the powerful whites who occupied seats on city council, who ran commu-
nity nonprofits, and who managed the few religious institutions in the area. 
The racism in the area, coupled with the high poverty rates, made it virtually 
impossible for the school to leverage any institutional support in the commu-
nity for extracurricular and afterschool programs. Pine Ridge students were 
not welcome in afterschool and community programs in the local Catholic 
churches or even at the local public library. This, Morris argued, made the 
Pine Ridge situation much more dire than other low-income, underresourced 
public schools he had led in the past. 

Widespread budgetary shortages in the School District of Philadelphia com-
pounded Pine Ridge’s challenges (Baker et al., 2017; Bruce, Ermasova, & Mat-
tox, 2019; Payne, 2008; US Commission on Civil Rights, 2018). Teachers, some 
of whom had worked at the school for decades, told me that they never had 
the resources to meet their students’ needs. Teachers often had to rely on out-
dated textbooks that were torn and battered from decades of use. The library 
had outdated books and no librarian. Teachers rarely had enough desks to 
accommodate the students in their classrooms. Eric Collins, who had taught 
at the school for several years, recalled that he only had twenty-two desks even 
though he had thirty-two students in his class. He said that only Pine Ridge’s 
chronically high absenteeism made the situation bearable—except on the rare 
day that all thirty-two students came to class.

Beyond the resources, teachers also noted that the school’s physical condi-
tion made it difficult for them to teach and for students to learn. Research sug-
gests that poor school facilities have a negative effect on student achievement 
and teacher retention (Buckley, Schneider, & Shang, 2004; Uline & Tschan-
nen-Moran, 2008). The school’s once-magnificent assembly room, where stu-
dents gathered in the morning for attendance and the Pledge of Allegiance, 
had peeling plaster and cracked windows that district officials promised to 
repair but never did. Elizabeth Robinson recalled that no one painted her 
classroom during her nearly three-decade tenure at the school, despite her 
repeated requests. She refused to believe that the district did not have money 
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for this: “You can’t tell me that you [the school district] do not have money 
for that. You know . . . these are basics.” She purchased her own paint to 
patch peeling plaster and covered cracked plaster with inspirational posters. 
Even though she did what she could, she knew that these conditions impeded 
her students’ learning. Other teachers echoed this sentiment. One day, Jorge 
Ortiz noticed brown stains on the walls of his basement classroom. After closer 
investigation, the building engineer said that these stains were mold from sew-
age that had leaked from the bathroom a floor above. It took months to get 
the mold removed, but the stains remained, serving as a daily reminder of the 
neglect that had plagued the school for decades. 

Teachers argued that this neglect was tied, at least in part, to the histori-
cal demographic shifts in the community and school. Linda Morales, a Latinx 
teacher, told me that Pine Ridge Middle School was a “forgotten school.” 
“When the school was predominately Caucasian, Pine Ridge was okay,” she 
said. “But when the neighborhood started to shift everybody forgot about 
Pine Ridge . . . And that is why I think of it as the forgotten school . . . It is 
like we are the forgotten of the forgottens.” Destiny Jacobs, a Black female 
educator, described Pine Ridge and its community as “the forgotten land of 
the school district.” Another teacher told me that Pine Ridge represented the 
school district’s “headache” due to its location in a low-income community 
with no other public services in the school catchment zone—“the only city ser-
vice down here is the school district. There’s nobody else down here. There’s 
no water drop in . . . there’s no hospital, there’s no food market, there’s no 
library.” Like countless other American urban communities and schools, Pine 
Ridge suffered from practices and policies that promoted disinvestment based 
on race and class (Dougherty, 2004; Erickson, 2016; Fullilove, 2016; Katz & 
Rose, 2013; Rothstein, 2018; Sugrue, 2005; Todd-Breland, 2018).

Reactions to the Announcement of the New Charter Organization
The day after the district announced its plan to turn Pine Ridge into a charter 
school, district-employed building engineers visited classrooms to replace bro-
ken radiators, fix cracked door frames, and repair peeling plaster. 

A few weeks after that, the charter school executives who had won the right 
to manage the school met with Pine Ridge teachers to share their organiza-
tion’s education philosophy, and plans to reform the school. They presented 
Pine Ridge teachers with splashy promotional materials featuring images of 
well-stocked libraries, pristine hallways, and smiling students. They told the 
teachers that the charter school executives planned to offer an array of after-
school programs and summer trips to Spain and Montreal and promised to 
provide students with more resources—new uniforms, desks, and supplies—
and a longer school year and school day. They told the teachers that they 
also planned to remove security measures—the metal detector at the school 
entrance and bars on windows that made their school look and feel more like 
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a prison than an education institution (Noguera, 2003; Shedd, 2015; Thomp-
son, 2013).

In their interviews, Pine Ridge teachers expressed their hope that these 
changes might make a difference in the lives of the students they taught but 
also their frustrations that these changes occurred only after school district 
officials announced the charter school reform. Erin Sanders, a Black female 
teacher, thought that the charter school reform would be “good for the kids.” 
She felt optimistic about “the programs that they [charter school educators] 
have coming in, the resources, the extra time after school.” Cara Swisher, a 
Black female special education teacher who had taught in the city’s public 
schools for over two decades, believed that the renovations would improve the 
school climate and ultimately student outcomes. However, like many teachers, 
she resented that district officials had neglected the building for decades but 
then made repairs once they had decided to turn it over to a charter organi-
zation. She argued that the willingness to improve the building made her and 
others feel like school officials did not think that Pine Ridge teachers and stu-
dents were “worthy” enough to merit the renovations and resources that the 
charter school promised: 

The district really didn’t offer us [Pine Ridge] any support . . . They’re fixing 
things that should have been fixed ten years ago. And so now the kids are wor-
thy for it to be fixed, they weren’t before? It’s the same child, so why couldn’t 
the improvements be made within the [public school] setting? If they had made 
some of the improvements they’re willing to make now, the kids would have val-
ued it a little more. The whole building was in disarray, the paint was peeling . . . 
mice running all over the place. It was horrible. 

Elizabeth Robinson shared the frustration “that now, after all these years, 
[school district engineers] are coming in and fixing things in the building.” 
Her frustration mounted once she saw images of the renovations planned for 
the building under the charter organization: “That brochure really pissed me 
off . . . Why didn’t we deserve [a beautiful building]? Were the Pine Ridge kids 
not good enough?”

The range of emotions that Pine Ridge teachers expressed about the physi-
cal plant improvements stemmed, at least in part, from their concerns that dis-
trict officials had allocated public dollars to improve a charter school facility 
that many Pine Ridge students might never attend. Several teachers worried 
that the charter organization wanted to remodel the school to attract middle-
income white families who lived on the east side of Chapman Avenue and who 
had not attended Pine Ridge. In the wake of the 2008 recession, many of these 
east side white families were struggling to pay their children’s Catholic school 
tuition and had been campaigning for, as one white resident said, “better pub-
lic school options” in the neighborhood. Several of the Pine Ridge teachers I 
interviewed worried that these white families who had refused to enroll their 
children at the public Pine Ridge might now enroll their children in the new 
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renovated charter school, which might, in turn, displace the Black and Latinx 
students who made up the majority of the school’s students. Research suggests 
that demographic changes from urban revitalization and gentrification are 
often associated with the opening of a charter school (Davis & Oakley, 2013). 
Research also indicates that college-educated white families are far more likely 
to gentrify communities and remain in those areas with their school-aged chil-
dren when school choice expands (Pearman & Swain, 2017). This is partic-
ularly true when charter organizations take over and remodel older public 
schools like Pine Ridge (Hankins, 2007).

Responding to rumors and stories circulating in teacher networks through-
out the district, Pine Ridge teachers also worried that charter school officials 
might implement harsh zero-tolerance disciplinary policies that too often dis-
proportionately affected Black and Latinx students. They worried that charter 
school officials might leverage harsh disciplinary policies to expel their stu-
dents. As one white male teacher said, charter schools in the city often “kick 
out the [students] that they want to kick out” and send them to the neighbor-
hood public schools. This teacher said he knew this because he had worked 
in a public school near a new charter school. There were multiple times dur-
ing the year when, “all of the sudden,” the school received an “influx of new 
kids” who charter school officials expelled from their school for myriad rea-
sons. Research substantiates the concerns that Pine Ridge teachers had about 
the attrition of Black and Latinx youth due to zero-tolerance charter school 
policies (Joseph, 2016; Losen, Keith, Hodson, & Martinez, 2016; Rizga, 2016; 
Skiba et al., 2014). 

Finally, Pine Ridge teachers worried about the pushout effects of charter 
school reform on the school’s most vulnerable populations: students in special 
education and English language learner programs. Before the charter organi-
zation took over the school, several Pine Ridge administrators urged the orga-
nization’s executives to provide charter school applications in Spanish and 
English to serve the needs of Spanish-speaking students and their families. The 
charter provided an English application immediately but delayed the Spanish 
applications for weeks. As a result, many of the teachers were concerned that 
the new charter school might enroll fewer Latinx youth and more white youth 
from the east side of Chapman Avenue. Diane Hill supported expanding 
school choice but worried about the effects of charter reform on the school 
system. She expressed concerns that the charter organization might siphon 
off the most advantaged students, leaving the remaining and shrinking public 
schools with the students “that need the most services, English language learn-
ers, special education students.” While this teacher supported school choice 
options, including charter schools, she worried that these reforms might 
have an adverse effect on education equity and justice in her community and 
city. She understood that “things had to change at Pine Ridge,” but in her 
interview with me, she expressed her hope that the school district officials 
put policies in place to guarantee that English language learners and special 
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education students were not concentrated in the city’s remaining and ever-
shrinking system of traditionally managed public schools. While the evidence 
is somewhat mixed, scholars who have studied charter school reform argue 
that some charter schools underenroll English learners and special education 
students (Miron, 2014; Rhim & Kothari, 2018; Vaznis, 2016; Winters, 2014, 
2015). Researchers believe that this underenrollment stems from the fact that 
English learner families often do not apply to charter schools due to barriers 
like the ones that the charter organization put in place at Pine Ridge Middle 
School (Buckley & Sattin-Bajaj, 2011; Winters, 2014). While Pine Ridge teach-
ers could not confirm that this was the aim of the new charter organization, 
their concerns, according to these researchers, were warranted. 

The teachers’ anger and frustration with the renovations was also connected 
to slow but steady erosion of their power and agency to influence education 
practice and policy at Pine Ridge and, collectively, in the city. Most of these 
teachers entered the profession in the 1980s when urban public school teach-
ers had more authority and autonomy over what happened in their classrooms 
and schools. Standards-based reforms stripped teachers of their authority to 
shape the practices that governed their work and their students’ learning. The 
state takeover of Philadelphia’s schools eroded the collective power of teacher 
unions to shape or challenge reforms. The frustrations of Pine Ridge teachers 
stemmed from the loss of authority over their classrooms and schools. They 
told me repeatedly that they felt disrespected and, as two female teachers of 
color said, “voiceless” in the city’s system of public schools. When the school 
district announced its decision to turn Pine Ridge Middle School into a char-
ter school, teachers lacked the political power to shape the reform (Buras, 
2014; Cochran-Smith & Lytle, 2006; Morel, 2018; Perrillo, 2012; Scott, 2011; 
Todd-Breland, 2018). 

Choosing to Leave Pine Ridge Middle School
In April and May, the charter organization hosted several hiring fairs and urged 
Pine Ridge teachers to apply for teaching positions in the new school. As these 
fairs approached, teachers expressed their concerns about the effects of the 
reform on the Pine Ridge students and families who, at least for the moment, 
remained under their care. Mary Kaye Rodgers, a white female teacher who 
had worked at the school for fifteen years, explained that the teachers were 
told that those who wanted to look for new positions would have the opportu-
nity to do so and that they would know their new schools by the end June. As 
she described the process, she said, “We’ll see what happens. We have to work 
it out. We’re in the business of still educating children. You have to do that 
wherever you are. You just have to know you’re going to make an impact on 
somebody else’s life.” She then reflected on what her departure might mean 
for her students: 
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The sad part is here a lot of kids know where to find you, over the years, they 
come back. They bring their kids back. They’ve brought me prom invitations . . . 
Or an invitation to a graduation because they finally made it. They always knew 
where to find us. Now that’s going to change. And that part is very disheartening 
because the kids knew they could go back to Pine Ridge . . . They always came 
back to find us, even if it was report card time, they could bring their report 
cards back and share their successes or even their hardships. Kids will come back 
and be like, “Ms. I really can’t get this math. I really can’t.” So we’re able to give 
them some supplemental work or try to help them out. So that part, knowing 
that, kids that came back and really extended that relationship after they left 
you, they really won’t be able to find you.

This teacher understood that the students who had visited her in the past 
might not be able to find her once she left Pine Ridge. Yet, even though many 
Pine Ridge teachers worried about their students’ futures, none of them 
applied to work at the new charter school. 

Destiny Jacobs, who had worked in school for nearly a decade, said that 
she had already decided to leave Pine Ridge months before school officials 
announced the charter reform. When I asked her how she felt about the deci-
sion to turn the school over to a charter organization, she said, “Honestly, I 
didn’t really care too much . . . I knew I was leaving.” She explained that ear-
lier that year she received a phone call from a medical assistant in her doctor’s 
office who told Destiny that the doctor needed to move her appointment to 
have routine surgery and asked if she might be able to come earlier. Destiny 
agreed. On the day that she had surgery, she turned on the news and heard 
about a drive-by shooting that occurred on the corner of the school’s play-
ground. Three people were shot. If she had been at school that day, she would 
have been on the playground and might have been shot. “That was it,” she 
said. “I was like, I am not coming back. I was just like, I can’t get shot.” The 
violence in the neighborhood and her own secondary trauma, not the charter 
school reform, was what convinced Destiny to leave Pine Ridge. 

Other teachers refused to apply for positions because the charter school 
employed nonunion teachers, who had to work more hours for lower salaries 
and fewer benefits than unionized public school teachers. Pine Ridge teachers 
calculated that if they had accepted a position with the charter school, their 
work days would be 20 percent longer for 30 percent less pay. These teachers, 
like any rational economic actor, refused to work more hours for less money. 
One white male teacher told me that he refused to apply for a charter school 
position for a simple reason: “They don’t pay enough. That’s my only rea-
son . . . If the charter school offered to pay me what I’m making or more, I 
would work for a charter school. I have no problem with that.” His personal 
economic interests and basic workplace dignity, not animosity toward charter 
schools, pushed him to leave Pine Ridge. 

Other teachers refused to apply for positions in the charter school because, 
in addition to not wanting to work for lower wages, they did not want to lose 
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their union protection. They expressed support for the union, which had 
fought for better wages and working conditions for city teachers for decades. 
Jorge Ortiz justified never taking a charter position by saying, “I strongly 
believe in the union. People who have come before me have laid forth, and I 
am not going to go against that. Nor could they afford me when it comes down 
to business. Business is business, they [the charter organization] cannot afford 
me.” Mary Kaye Rodgers, a white female teacher, said that she was not going 
to interview for a position with the charter organization because “I am going 
to stick with the union . . . I am up there with the pay scale, what am I going 
to do, go back down to making half of my salary? Sure, why not, I live in this 
[poor] neighborhood, I can just afford to go to the corner store and get a bag 
of chips and soda.” 

Rodgers resented the idea that the charter school executives assumed that 
teachers might be willing to sacrifice their own economic security to stay in 
the community and serve their students. This idea has a long history in femi-
nized professions, including teaching (Apple, 1985; Rousmaniere, 1997; Rury, 
1991). Moreover, it reflects gendered stereotypes about female teachers who 
have chosen their profession for the “right reasons,” for the children in their 
classrooms rather than the money (Cammack & Phillips, 2002; Gannerud, 
2001; Sabbe & Aelterman, 2007). Even though many Pine Ridge teachers 
worried about the effects of their departure on their students, these teachers 
refused to accept the terms that the charter school offered and, thus, decided 
to leave Pine Ridge. 

A few days after the school year ended, school district officials held a meet-
ing for teachers who worked in the public schools targeted for charter school 
reform. Before the meeting began, union leaders provided teachers with 
detailed information about their rights as union employees and gave them 
an overview of the process of selecting their new schools. District officials 
reminded the teachers that they had provided the teachers with a list of vacant 
positions and urged them to use this list to select their priority schools. They 
also told the teachers that they would select their positions in order of senior-
ity; the teachers with the most experience would select their positions first. If 
the position was open, teachers would receive their first choice; if not, they 
would move on to their next choices until a match was made. Teachers with 
less experience were not guaranteed positions in public schools. 

After the district officials concluded their remarks, they gave the teachers a 
short break before the meeting officially began. During the break, many of the 
teachers conducted brief informational meetings with their union representa-
tives to ask questions about the schools with vacancies. Some teachers wanted 
to know about the school administration and community. Others wanted to 
know about the nature of the positions—Is it an elementary school? Is it a 
contained classroom? How many students could they expect to have? What 
kind of professional development would they receive? After the break, district 
officials entered the room with the list of teaching vacancies across the dis-
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trict and briefly reviewed the protocol for selecting new positions. One by one 
they called the teachers in order of seniority to the front of the room to select 
their new schools. Heather Lamb leaned over and whispered in my ear, “After 
years of service, I get to pick my next job like I am picking ham in a deli line.” 
Even though they were demoralized, the teachers who had enough seniority 
found positions in district-operated public schools. Less experienced teachers 
did not always have this privilege. Due to the city’s efforts to privatize public 
schools, there were not enough public school positions for all the displaced 
Pine Ridge teachers. 

Later that afternoon, I visited the school and sat in Chris Morris’s empty 
office. Four Black janitors dusted the empty bookshelves. After twenty-seven 
years of service in the district, Morris had retired. Pine Ridge was his last 
school. As the janitors finished their work, a district employee, a Black man 
who none of us had seen before, walked into the office with a set of building 
keys for the charter organization. One of the janitors asked him why the dis-
trict had decided to close the school and turn it over to a charter organization. 
Without skipping a beat, he said, “It was because of the teachers. The school 
was full of bad teachers.” The janitor looked at him and asked somewhat sar-
castically, a tinge of bitterness in her voice, “Bad teachers?” The district official 
replied quickly and confidently, “Yes, bad teachers.” At that moment I noticed 
a team of charter school executives dressed in dark suits with colorful plastic 
leis draped around their necks gathered outside the main office door. Some-
one had tied a ribbon across the banister of Pine Ridge’s once-majestic main 
staircase. The executives, most of whom did not live in the community or even 
the city, cut the ribbon, as a photographer captured the moment to celebrate 
their management of the school.

Mourning the Loss of Philadelphia’s System of Public Schools
It is easy and convenient to blame the failures of traditionally managed pub-
lic schools on “bad teachers,” for it pins the shortcomings on individuals who 
work inside our nation’s public schools rather than on the systems that govern 
these institutions. None of the teachers I interviewed thought they were per-
fect teachers; at the same time, none of them thought that rapid-fire, top-down 
school privatization represented the best approach to reform their school. In 
their interviews, Pine Ridge teachers repeatedly expressed their frustration 
and resentment that school district officials blamed them for the district’s and 
the school’s systemic and historical challenges. Teachers asserted that Pine 
Ridge never received the resources to create decent working conditions or 
engaging learning environments. Linda Morales said that “the system failed 
us . . . because knowing the population of students that we had, I don’t really 
think they put programs in place to help us.” The teachers felt that school dis-
trict officials rarely acknowledged the shortage of resources, the decades of 
disinvestment, the escalation of childhood poverty, the decimation of social 
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services in their conversations and decisions about Pine Ridge’s future. Evan 
Jacobs, a Black educator, commented that Pine Ridge administrators and 
school district officials “from the top down . . . just say it’s the teachers’ fault.”

Over the summer, stories emerged from both my fieldwork and from con-
versations I had with former Pine Ridge teachers that many students who had 
attended Pine Ridge had not enrolled in the new charter. Some of them could 
not afford to pay for the new “Catholic school–like” uniform. Others did not 
understand that the charter school required an application for admission. 
When students tried to enroll, charter school administrators turned them 
away because the school did not have space. Some of these students enrolled 
in the state’s online charter schools; others enrolled in the public school next-
closest to their home. The movement of students from the charter to the pub-
lic schools strained resources in the city’s public school system. The public 
schools did not have enough teachers, textbooks, or classrooms to accommo-
date the influx of students from the Pine Ridge community. 

Many of the teachers I interviewed had predicted these challenges and 
shortcomings when they discussed their concerns about the reform at Pine 
Ridge Middle School. Their concerns about and resistance to the charter 
school reform movement illustrate differing ideas of education equity and jus-
tice for the youth and families who called the Pine Ridge community home. 
School choice advocates, including many policy makers and officials in the 
school district, argue that expanded school choice will lead to more oppor-
tunity and, ultimately, better outcomes. They believe that expanded school 
choice will contribute to an equal and just education for every student. 

The Pine Ridge teachers I interviewed shared this commitment to expand-
ing education equity and justice in the city. They simply did not believe that 
turning their public school over to a charter organization represented the 
best, and perhaps even the only, way to achieve this aim. In their view, school 
choice reforms, including charter schools, represented another mechanism 
to limit the power of teacher unions and to further fracture the city’s public 
school system along class and race lines. In the increasingly gentrified, white, 
and wealthy parts of the city, expanded school choice often translated into 
splashy new school buildings with selective admissions procedures, innovative 
curricular programs, and autonomous governance structures. In low-income 
communities, expanded school choice often meant outsourcing traditionally 
managed public schools to privately managed charter or education manage-
ment organizations with limited public accountability and oversight. While 
several teachers hoped that the charter school officials could improve the edu-
cation experience that their Pine Ridge students received, Pine Ridge teachers 
also felt that the school district’s decision to turn their public school over to a 
charter organization was part of a larger movement to dismantle public edu-
cation, particularly in majority low-income, majority Black and Latinx com-
munities like their own (Anyon, 2005; Fabricant & Fine, 2012; Ferman, 2017; 
Lipman, 2013; McWilliams, 2019). 
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The reform affected these teachers deeply. “My heart was broken,” said 
Jorge Ortiz. “I felt disappointed. I felt like I was getting kicked in the teeth. I 
still feel that way.” When school district officials announced the school’s clo-
sure, Pine Ridge teachers grieved the loss of their institution, this one school 
(Ewing, 2018; Pattillo, 2010). But, as they reflected on the ways that this one 
school closure fit into the wider school privatization movement, these teachers 
engaged in what I call system mourning, the loss of a system of public schools 
in their city. Pine Ridge is not a traditional school closure, like the one Ewing 
(2018) examined. Pine Ridge still exists. It exists within a system of schools 
that have been closed and reopened as privately run institutions. Many of the 
teachers I interviewed had witnessed and experienced the transformation of 
Philadelphia’s public schools from a system with four charter schools in 1997 
to a system today with nearly one hundred charter schools that serve half of 
the city’s school-aged youth. The system mourning they experienced centered 
around the loss of a system of traditionally managed public schools that, in 
their ideal form, promoted democratic governance, dignified work, and equi-
table access. The system of public schools represented the values, ideology, and 
manifestation of particular social, cultural, political, and civic understanding 
around access and equity that public schools embodied in their lives as public 
school students and as public school teachers. They recognized the shortcom-
ings of public schools in practice but remained committed to upholding and 
revising their values and ideals. When Pine Ridge closed, they mourned the 
collective loss of these schools, not just their own.

The system mourning these teachers experienced was connected, in part, 
to their concerns about the futures of Pine Ridge youth as school district offi-
cials turned the city’s remaining public schools over to private education man-
agement organizations. When I asked Cara Swisher about the decision to turn 
Pine Ridge Middle School into a charter school, she said: 

I don’t think that turning a school over should be a way to turn it around. We 
have [a governing body in the school district], so what do you have in place for 
our children? Don’t sell them or turn them over to a charter. What’s in place 
within the public school system? What’s in place to help them? Because these 
children are really a representation of our city. A true representation of every 
neighborhood, an inner-city child . . . I don’t think that the school district is in 
the business, right now, for whatever reason to help children that really need 
help. 

Swisher worried about the children who attended Pine Ridge, who were “a 
true representation of every neighborhood” in the city. In her interview she 
also revealed her concerns, which other teachers shared, that within a district 
or system, separate schools—publics and charters—are never equal: “I’m not 
a proponent of charter schools because . . . it’s a varied education program. 
So what I’m doing in one charter school might not be happening in another 
charter school, and to me, separate is never equal.” 
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Elizabeth Robinson grew up in the city, attended its public schools, and 
dedicated nearly three decades of her professional career to Pine Ridge. She 
mourned the loss the city’s system of public schools that she had been fighting 
to preserve and improve. 

I’ve been here for twenty-seven years and seeing all the changes and really being 
in the fight . . . for the kids and just struggling. Like, having to fight to get a 
regular class size, having to fight to just buy materials. I mean, we fought every 
step of the way for everything. And we’re still fighting. And we’re still not even 
given the chance. 

She said that the decision to turn Pine Ridge into a charter school left her 
with a sense of 

hopelessness to the point that I’m ready to walk away from my career, period. 
And I would never encourage anyone to come into this field. And that’s sad 
when I realized that I have no joy when I speak of my profession. That hurts me 
. . . But now just seeing how they are like really just tearing down all the schools 
going to charters. One day, I’d like to go back and ask, why don’t we [public 
schools] deserve a fair shot? 

The system mourning that many of the teachers experienced did not end 
the moment Pine Ridge closed its doors as a public school and reopened 
as a charter school. A few months after Pine Ridge closed, I spoke to Linda 
Morales, who had accepted a new position in a traditionally managed public 
schools that served poor Black and Latinx youth. She told me that the deci-
sion to close Pine Ridge and reopen it as a charter school “hurt me . . . It still 
hurts me . . . It’s like a depression that has been on me for months now.” As 
she talked, her speech slowed, she choked up, and tears streamed down her 
face. She explained that the closure hurt her because city and school offi-
cials gave Pine Ridge “away to some people who don’t know the school, don’t 
know the kids, and they tell us we did a bad job, and we didn’t.” She said that 
“you have to look at everything to be able to say that the school is no good” 
and noted that “people in the school worked in conditions that were so bad.” 
Then, she looked up, wiped another tear, and said, “I am a product of the pub-
lic school system . . . I believe public schools are the way to go.”

Note
1. The school name and teachers’ names are pseudonyms. The author would like to thank 

Brittany Handler and Christina Cockerill for their assistance with the research and the 
editors and copyeditors for their detailed and instructive feedback. She would also like 
to thank the teachers who willingly shared their ideas and perspectives with her and 
Chris Morris who always made space for her to learn.

D
o
w

n
lo

a
d
e
d
 fro

m
 h

ttp
://m

e
rid

ia
n
.a

lle
n
p
re

s
s
.c

o
m

/h
e
r/a

rtic
le

-p
d
f/9

0
/3

/3
7
1
/2

6
0
1
9
4
4
/i1

9
4
3
-5

0
4
5
-9

0
-3

-3
7
1
.p

d
f b

y
 C

o
lu

m
b
ia

 U
n
iv

e
rs

ity
 u

s
e
r o

n
 2

8
 O

c
to

b
e
r 2

0
2
0



390

Harvard Educational Review

References
Anyon, J. (2005). Radical possibilities: Public policy, urban education, and a new social movement. 

Routledge.
Apple, M. (1985). Teaching and women’s work: A comparative and historical analysis. 

Teachers College Record, 86(3), 455–473.
Apple, M. (2013). Educating the right way: Markets, standards, god, and inequality. Routledge.
Bach, A. J., McWilliams, J. A., & Simon, E. (2019). “This is about racism and greed”: Photo-

graphs of Philadelphia’s mass school closures. Society for Cultural Anthropology. 
Retrieved from https://culanth.org/fieldsights/this-is-about-racism-and-greed

Baker, B., Farrie, D., Johnson, M., Luhm, T., & Sciarra, D. G. (2017). Is school funding fair? 
A national report card. Education Law Center/Rutgers Graduate School of Education. 
Retrieved from http://www.edlawcenter.org/assets/files/pdfs/publications/
National_Report_Card_2017.pdf

Barnum, M. (2019a, May 14). New Democratic divide on charter schools emerges, as sup-
port plummets among white Democrats. Chalkbeat. Retrieved from https://chalk-
beat.org/posts/us/2019/05/14/charter-schools-democrats-race-polling-divide/

Barnum, M. (2019b, October 2). Do charter schools “lift all boats”? Here’s what the latest 
research tells us. Chalkbeat. Retrieved from https://chalkbeat.org/posts/us/2019/ 
10/02/charter-school-competition-research-fordham-institute/

Barone, C., Laurens, D., & Munyan-Penney, N. (2019). A Democratic guide to public charter 
schools: Public opinon. Democrats for Education Reform. Retrieved from http:// 
dfer.org/wp-content/uploads/2019/05/A-Democratic-Guide-to-Public-Charter-Schools- 
Public-Opinion.pdf

Berkshire, J. C. (2019, December 30). The Democrats’ school choice problem. The Nation. 
Retrieved from https://www.thenation.com/article/archive/education-school-choice- 
democrats/

Betts, J. R., & Tang, Y. E. (2011). The effect of charter schools on student achievement: A 
meta-analysis of the literature. center on reinventing public education. Retrieved 
from: https://eric.ed.gov/?id=ED526353

Bierbaum, A. H. (2018). School closures and the contested unmaking of philadelphia’s 
neighborhoods. Journal of Planning Education and Research, 00(0), 1 - 15. https:// 
doi.org/10.1177/0739456X18785018 

Bodine, E., Fuller, B., Gonzalez, M.-F., Huerta, L., Naughton, S., Park, S., & Teh, L. W. 
(2008). Disparities in charter school resources—The influence of state policy and 
community. Journal of Education Policy, 23(1), 1–33.

Borntrager, C., Caringi, J. C., van den Pol, R., Crosby, L., O’Connell, K., Trautman, A., & 
McDonald, M. (2012). Secondary traumatic stress in school personnel. Advances in 
School Mental Health Promotion, 5(1), 38–50. https://doi.org/10.1080/17547
30X.2012.664862

Bross, W., Harris, D. N., & Liu, L. (2016). Extreme measures: When and how school closures and 
charter takeovers benefit students. Research Alliance. Retrieved from https://education-
researchalliancenola.org/files/publications/ERA-1610-Policy-Brief-Closure.pdf

Bruce, M. D., Ermasova, N., & Mattox, L. (2019). The fiscal disparity and achievement 
gap between extremely wealthy and poor school districts in Illinois. Public Organiza-
tion Review, 19(4), 541–565. https://doi.org/10.1007/s11115-018-0417-7

Bryk, A. S., Sebring, P. B., Allensworth, E., Luppescu, S., & Easton, J. Q. (2010). Organiz-
ing schools for improvement: Lessons from Chicago. Chicago: University of Chicago Press.

Buckley, J., & Sattin-Bajaj, C. (2011). Are ELL students underrepresented in charter 
schools? Demographic trends in New York City, 2006–2008. Journal of School Choice, 
5(1), 40–65. doi:10.1080/15582159.2011.548242

D
o
w

n
lo

a
d
e
d
 fro

m
 h

ttp
://m

e
rid

ia
n
.a

lle
n
p
re

s
s
.c

o
m

/h
e
r/a

rtic
le

-p
d
f/9

0
/3

/3
7
1
/2

6
0
1
9
4
4
/i1

9
4
3
-5

0
4
5
-9

0
-3

-3
7
1
.p

d
f b

y
 C

o
lu

m
b
ia

 U
n
iv

e
rs

ity
 u

s
e
r o

n
 2

8
 O

c
to

b
e
r 2

0
2
0



391

“We Are the Forgotten of the Forgotten”
erika m. kitzmiller

Buckley, J., Schneider, M., & Shang, Y. (2004). The effects of school facility quality on teacher 
retention in urban school districts. National Clearinghouse for Educational Facilities. 
Retrieved from: https://eric.ed.gov/?id=ED539484

Buras, K. L. (2014). Charter schools, race, and urban space: Where the market meets grassroots 
resistance. New York: Routledge.

Cammack, J. C., & Phillips, D. K. (2002). Discourses and subjectivities of the gendered 
teacher. Gender & Education, 14(2), 123–133. doi:10.1080/09540250220133987

Cheng, A., Henderson, M., Peterson, P. E., & West, M. (2018). 2018 EdNext Poll. Retrieved 
from https://www.educationnext.org/2018-ednext-poll-interactive/

Cheng, A., & Peterson, P. E. (2017, Spring). How satisfied are parents with their children’s 
schools? New evidence from a U.S. Department of Education survey. Education Next, 
17(2). Retrieved from https://www.educationnext.org/how-satisfied-are-parents-with- 
childrens-schools-us-dept-ed-survey/

Chubb, J. E., & Moe, T. M. (1990). Politics, markets, and America’s schools. Washington, DC: 
Brookings Institution Press.  

Cochran-Smith, M., & Lytle, S. L. (2006). Troubling images of teaching in No Child Left 
Behind. Harvard Educational Review, 76(4), 668–697.

Collins, P. H. (2000). Black feminist thought: Knowledge, consciousness, and the politics of empow-
erment. New York: Routledge.

Cremata, E., Davis, D., Dickey, K., Lawyer, K., Negassi, Y., Raymond, M. E., & Woodworth, 
J. L. (2013). National charter school study. Stanford University: Center for Research on 
Education Outcomes.

Cucchiara, M. B. (2013). Marketing schools, marketing cities: Who wins and who loses when 
schools become urban amenities. Chicago: University of Chicago Press.

David, J., Woodworth, K., Grant, E., Lopez-Torkos, A., & Young. (2006). Bay Area KIPP 
schools: A study of early implementation, first year report 2004–2005. Menlo Park: SRI 
International.

Davidson, J. (2017, February 14). Feds cite D.C. charters for high suspension rates, partic-
ularly for black students. The Washington Post. Retrieved from https://www 
.washingtonpost.com/news/powerpost/wp/2017/02/14/feds-cite-d-c-charters- 
for-high-suspension-rates-particularly-for-black-students/

Davis, T., & Oakley, D. (2013). Linking charter school emergence to urban revitalization 
and gentrification: A socio-spatial analysis of three cities. Journal of Urban Affairs, 
35(1), 81–102. doi:10.1111/juaf.12002

Denice, P. (2014). Are charter schools working? A review of the evidence. CRPE: Reinventing 
Public Education. Retrieved from https://www.crpe.org/sites/default/files/CRPE_
Are-charter-schools-working_brief.pdf

Dixson, A., & Dingus, J. (2008). In search of our mothers’ gardens: Black women teachers 
and professional socialization. Teachers College Record, 110(4), 805–837.

Dougherty, J. (2004). More than one struggle: The evolution of Black school reform in Milwaukee. 
Chapel Hill: University of North Carolina Press.

Emerson, R. M., Fretz, R. I., & Shaw, L. L. (1995). Writing ethnographic fieldnotes. Chicago: 
University of Chicago Press.

Engel, M., & Curran, F. C. (2016). Toward understanding principals’ hiring practices. Jour-
nal of Educational Administration; Armidale, 54(2), 173–190.

Erickson, A. T. (2016). Making the unequal metropolis: School desegregation and its limits. Chi-
cago: University of Chicago Press.

Ewing, E. (2018). Ghosts in the schoolyard: Racism and school closings on Chicago’s South Side. 
Chicago: University of Chicago Press.

Fabricant, M., & Fine, M. (2012). Charter schools and the corporate makeover of public educa-
tion: What’s at stake? New York: Teachers College Press.

D
o
w

n
lo

a
d
e
d
 fro

m
 h

ttp
://m

e
rid

ia
n
.a

lle
n
p
re

s
s
.c

o
m

/h
e
r/a

rtic
le

-p
d
f/9

0
/3

/3
7
1
/2

6
0
1
9
4
4
/i1

9
4
3
-5

0
4
5
-9

0
-3

-3
7
1
.p

d
f b

y
 C

o
lu

m
b
ia

 U
n
iv

e
rs

ity
 u

s
e
r o

n
 2

8
 O

c
to

b
e
r 2

0
2
0



392

Harvard Educational Review

Farinde-Wu, A., & Fitchett, P. G. (2018). Searching for satisfaction: Black female teachers’ 
workplace climate and job satisfaction. Urban Education, 53(1), 86–112. doi:10.1177/ 
0042085916648745

Ferman, B. (2017). The fight for America’s schools: Grassroots organizing in education. Cam-
bridge, MA: Harvard Education Press.

Foster, M. (1993). Othermothers: Exploring the education philosophy of Black American 
women teachers. In M. W. Arnot & K. Weiler (Eds.), Feminism and Social Justice in 
Education: International Perspectives (pp. 101–123). London: Falmer Press.

Frankenberg, E., Siegel-Hawley, G., Wang, J., & Orfield, G. (2010). Choice without equity: 
Charter school segregation and the need for civil rights standards. Los Angeles; The Civil 
Rights Project/Proyecto Derechos Civiles, UCLA. Retrieved from http:// 
escholarship.org/uc/item/4r07q8kg

Fullilove, M. T. (2016). Root shock: How tearing up city neighborhoods hurts America, and what 
we can do about it (2nd ed.). New York: New Village Press.

Gannerud, E. (2001). A gender perspective on the work and lives of women primary 
school teachers. Scandinavian Journal of Educational Research, 45(1), 55–70. 
doi:10.1080/00313830020023393

Gawlik, M. (2012). Moving beyond the rhetoric: Charter school reform and accountability. 
Journal of Educational Research, 105(3), 210–219.

Gilraine, M., Petronijevic, U., & Singleton, J. D. (2019). Horizontal differentiation and the pol-
icy effect of charter schools. EdWorkingPaper No. 19-80. Retrieved from https://
edworkingpapers.com/sites/default/files/ai19-80.pdf

Gold, E., Bulkley, K. E., & Christman, J. B. (2010). One step back, two steps forward: The 
making and remaking of “radical” reform in Philadelphia. In K. E. Bulkley, J. R. 
Henig, & H. M. Levin (Eds.), Between public and private: Politics, governance, and the 
new portfolio models for urban school reform. Cambridge, MA: Harvard Education Press.

Gold, E., Christman, J. B., & Herold, B. (2007). Blurring the boundaries: A case study of 
private sector involvement in Philadelphia public schools. American Journal of Educa-
tion, 113(2), 181–212.

Good, R. M. (2017). Histories that root us: Neighborhood, place, and the protest of 
school closures in Philadelphia. Urban Geography, 38(6), 861–883. doi:10.1080/ 
02723638.2016.1182286

Griffith, M., & Millard, M. (2015). A school funding formula for Philadelphia. Pew Charitable 
Trusts.

Gross, T. (2011, June 27). Investigating charter schools fraud In Philadelphia. NPR’s Fresh 
Air. Retrieved from https://www.npr.org/2011/06/27/137444337/what-happens- 
when-charter-schools-fail

Hammersley, M., & Atkinson, P. (1995). Ethnography: Principles in practice (2nd ed.). New 
York: Routledge.

Hankins, K. B. (2007). The final frontier: Charter schools as new community institutions 
of gentrification. Urban Geography, 28(2), 113–128. doi:10.2747/0272-3638.28.2.113

Heneman, H. III, & Judge, T. (2008). Staffing organizations (6th ed.). New York: McGraw-
Hill/Irwin.

Henig, J. (2008). What do we know about the outcomes of KIPP Schools? Great Lakes Center for 
Education Research and Practice. Retrieved from http://www.greatlakescenter.org/
docs/Policy_Briefs/Henig_Kipp.pdf

Hill, P. (2010). Learning as we go: Why school choice is worth the wait. Stanford: Hoover Insti-
tution Press.

Hitt, D. H., & Tucker, P. D. (2016). Systematic review of key leader practices found to 
influence student achievement: A unified framework. Review of Educational Research, 
86(2), 531–569. doi:10.3102/0034654315614911

D
o
w

n
lo

a
d
e
d
 fro

m
 h

ttp
://m

e
rid

ia
n
.a

lle
n
p
re

s
s
.c

o
m

/h
e
r/a

rtic
le

-p
d
f/9

0
/3

/3
7
1
/2

6
0
1
9
4
4
/i1

9
4
3
-5

0
4
5
-9

0
-3

-3
7
1
.p

d
f b

y
 C

o
lu

m
b
ia

 U
n
iv

e
rs

ity
 u

s
e
r o

n
 2

8
 O

c
to

b
e
r 2

0
2
0



393

“We Are the Forgotten of the Forgotten”
erika m. kitzmiller

Jabbar, H. (2018). Recruiting “talent”: School choice and teacher hiring in New Orleans. 
Educational Administration Quarterly, 54(1), 115–151.

Jason, Z. (2017, Summer). The battle over charter schools. Ed. Harvard Education Maga-
zine. Retrieved from https://www.gse.harvard.edu/news/ed/17/05/battle-over- 
charter-schools

Joseph, G. (2016, September). Where charter-school suspensions are concentrated. The 
Atlantic. Retrieved from https://www.theatlantic.com/education/archive/2016/09/
the-racism-of-charter-school-discipline/500240/

Karanxha, Z. (2013). When the “dream” turns into a nightmare: Life and death of voyager 
charter school. Educational Administration Quarterly, 49(4), 576–609. doi:10.1177/ 
0013161X12471832

Katz, M. B., & Rose, M. (2013). Public education under siege. Philadelphia: University of 
Pennsylvania Press.

Klar, H. W., & Brewer, C. A. (2013). Successful leadership in high-needs schools: An exam-
ination of core leadership practices enacted in challenging contexts. Educational 
Administration Quarterly, 49(5), 768–808. doi:10.1177/0013161X13482577

Lander, J. (2018, September 26). Helping teachers manage the weight of trauma. Usable 
Knowledge. Retrieved from https://www.gse.harvard.edu/news/uk/18/09/
helping-teachers-manage-weight-trauma

Larkin, M. (2019, April 1). Pressed on still-high rates of suspensions, Roxbury Prep points to prog-
ress. WBUR 90.1. Retrieved from https://www.wbur.org/edify/2019/04/01/
rox-prep-suspensions

Laura, C. T. (2018). Enacting social justice leadership through teacher hiring. Urban 
Review, 50(1), 123–139. doi:10.1007/s11256-017-0432-y

Lipman, P. (2013). The new political economy of urban education: Neoliberalism, race, and the 
right to the city. New York: Taylor & Francis.

Lipman, P., & Haines, N. (2007). From education accountability to privatization and Afri-
can American exclusion: Chicago’s “Renaissance 2010.” Educational Policy, 21(3), 
471–502.

Losen, D. J., Keith, M. A. II, Hodson, C. L., & Martinez, T. E. (2016). Charter schools, civil 
rights and school discipline: A comprehensive review. Civil Rights Project at UCLA. 
Retrieved from https://civilrightsproject.ucla.edu/resources/projects/center-for-
civil-rights-remedies/school-to-prison-folder/federal-reports/charter-schools- 
civil-rights-and-school-discipline-a-comprehensive-review

Lubienski, C., & Weitzel, P. (2010). The charter school experiment: Expectations, evidence, and 
implications. Cambridge, MA: Harvard Education Press.

Lubienski, C., Weitzel, P., & Lubienski, S. T. (2009). Is there a “consensus” on school 
choice and achievement? Advocacy research and the emerging political economy of 
knowledge production. Education Policy, 23(1), 161–193.

Lytle, J. H. (2013). Philadelphia school district deconstruction—a case requiring consider-
ation. Penn GSE Perspectives on Urban Education, 10(1), 1-4. Retrieved from https://
eric.ed.gov/?id=EJ1015825

McWilliams, J. A. (2019). Compete or close: Traditional neighborhood schools under pressure. 
Cambridge, MA: Harvard Education Press.

McWilliams, J., & Kitzmiller, E. M. (2019). Mass school closures and the politics of value 
and disposibility in Philadelphia. Teachers College Record, 121(2), 1–44.

Minckler, C. H. (2014). School leadership that builds teacher social capital. Educational 
Management Administration & Leadership, 42(5), 657–679. doi:10.1177/ 
1741143213510502

Miron, G. (2014, June 10). Charters should be expected to serve all kinds of students. 
Education Next, 14(4), 58-59. Retrieved from https://www.educationnext.org/
charters-expected-serve-kinds-students/

D
o
w

n
lo

a
d
e
d
 fro

m
 h

ttp
://m

e
rid

ia
n
.a

lle
n
p
re

s
s
.c

o
m

/h
e
r/a

rtic
le

-p
d
f/9

0
/3

/3
7
1
/2

6
0
1
9
4
4
/i1

9
4
3
-5

0
4
5
-9

0
-3

-3
7
1
.p

d
f b

y
 C

o
lu

m
b
ia

 U
n
iv

e
rs

ity
 u

s
e
r o

n
 2

8
 O

c
to

b
e
r 2

0
2
0



394

Harvard Educational Review

Miron, G., Urschel, J. L., Mathis, W. J., & Tornquist, E. (2010). Schools without diversity: Edu-
cational management organizations, charter schools, and the demographic stratification of the 
American school system. Boulder: Educational Policy Research Unit and Education and 
the Public Interest Center. Retrieved from https://nepc.colorado.edu/publication/
schools-without-diversity

Morel, D. (2018). Takeover: Race, education, and American democracy. New York: Oxford Uni-
versity Press.

Morel, D., & Nuamah, S. (2019). Who governs? How shifts in political power shape per-
ceptions of local government services. Urban Affairs Review, 00(0),1-26. 
doi:10.1177/1078087419855675

National Center for Educational Statistics [NCES]. (2016). The condition of education 2016 
(NCES 1016-144). Retrieved from https://nces.ed.gov/fastfacts/display.asp?id=30

Newell, J. M., & MacNeil, G. A. (2010). Professional burnout, vicarious trauma, secondary 
traumatic stress, and compassion fatigue: A review of theoretical terms, risk factors, 
and preventive methods for clinicians and researchers. Best Practice in Mental Health, 
6(2), 57–68.

Ni, Y. (2017). Teacher working conditions, teacher commitment, and charter schools. 
Teachers College Record, 114(3), 1-38.

Noguera, P. (2003). City schools and the American Dream: Reclaiming the promise of public educa-
tion. New York: Teachers College Press.

Noguera, P. A., & Wells, L. (2011). The politics of school reform: A broader and bolder 
approach for Newark. Berkeley Review of Education, 2(1), 5-25. Retrieved from http://
escholarship.org/uc/item/9mj097nv

Nuamah, S. A. (2017). The paradox of educational attitudes: Racial differences in public 
opinion on school closure. Journal of Urban Affairs, 42(4), 554-570. doi:10.1080/ 
07352166.2017.1360734

Oberfield, Z. W. (2016). A bargain half fulfilled: Teacher autonomy and accountability in 
traditional public schools and public charter schools. American Educational Research 
Journal, 53(2), 296–323. doi:10.3102/0002831216634843

Paino, M., Renzulli, L. A., Boylan, R. L., & Bradley, C. L. (2014). For grades or money? 
Charter school failure in North Carolina. Educational Administration Quarterly, 50(3), 
500–536. doi:10.1177/0013161X13505289

Pattillo, M. (2010). Black on the block: The politics of race and class in the city. Chicago: Univer-
sity of Chicago Press.

Payne, C. M. (2008). So much reform, so little change: The persistence of failure in urban schools. 
Cambridge, MA: Harvard Education Press.

Payne, C., & Knowles, T. (2009). Promise and peril: Charter schools, urban school reform, 
and the Obama administration. Harvard Educational Review, 79(2), 227–239. 
doi:10.17763/haer.79.2.t5652153x1612h47

Pearman, F. A., & Swain, W. A. (2017). School choice, gentrification, and the variable sig-
nificance of racial stratification in urban neighborhoods. Sociology of Education, 
90(3), 213–235. doi:10.1177/0038040717710494

Perrillo, J. (2012). Uncivil rights: Teachers, unions, and race in the battle for school equity. Chi-
cago: University of Chicago Press.

Rhim, L. M., & Kothari, S. (2018). Key trends in special education in charter schools: A second-
ary analysis of the Civil Rights Data Collection.New York: National Center for Special 
Education in Charter Schools Retrieved from https://eric.ed.gov/?id=ED604728

Rizga, K. (2016, March). Here’s another way charter schools fail black kids. Mother Jones. 
Retrieved from https://www.motherjones.com/politics/2016/03/
charter-schools-suspend-more-black-students-disabilities-test-scores/

Roch, C. H., & Sai, N. (2017). Charter school teacher job satisfaction. Educational Policy, 
31(7), 951–991. doi:10.1177/0895904815625281

D
o
w

n
lo

a
d
e
d
 fro

m
 h

ttp
://m

e
rid

ia
n
.a

lle
n
p
re

s
s
.c

o
m

/h
e
r/a

rtic
le

-p
d
f/9

0
/3

/3
7
1
/2

6
0
1
9
4
4
/i1

9
4
3
-5

0
4
5
-9

0
-3

-3
7
1
.p

d
f b

y
 C

o
lu

m
b
ia

 U
n
iv

e
rs

ity
 u

s
e
r o

n
 2

8
 O

c
to

b
e
r 2

0
2
0



395

“We Are the Forgotten of the Forgotten”
erika m. kitzmiller

Romero, E. F. (2019, April 25). Californians hold split views on charter schools, but most 
are in favor of them as options for low-income children, survey finds. LA School 
Report. Retrieved from http://laschoolreport.com/californians-hold-split-views- 
on-charter-schools-but-most-adults-are-in-favor-of-them-survey-finds/

Rothstein, R. (2018). The color of law: A forgotten history of how our government segregated Amer-
ica. New York: Liveright.

Rousmaniere, K. (1997). City teachers: Teaching and school reform in historical perspective. New 
York: Teachers College Press.

Rury, J. L. (1991). Education and women’s work: Female schooling and the division of labor in 
urban America, 1870–1930. Albany: State University of New York Press.

Sabbe, E., & Aelterman, A. (2007). Gender in teaching: A literature review. Teachers and 
Teaching, 13(5), 521–538. doi:10.1080/13540600701561729

Scott, J. T. (2011). Market-driven education reform and the racial politics of advocacy. Pea-
body Journal of Education, 86, 580–599.

Shedd, C. (2015). Unequal city: Race, schools, and perceptions of injustice. New York: Russell 
Sage Foundation.

Skiba, R. J., Chung, C.-G., Trachok, M., Baker, T. L., Sheya, A., & Hughes, R. L. (2014). 
Parsing disciplinary disproportionality: Contributions of infraction, student, and 
school characteristics to out-of-school suspension and expulsion. American Educa-
tional Research Journal, 51(4), 640–670. 

Social Explorer. (2018). United States Census. Retrieved from socialexplorer.com
Steen, A. M. (2019). Threats to teaching: An investigation into the constructs of compassion 

fatigue in the classroom. Special Education, Doctoral Dissertation. University of South 
Florida. Retrieved from https://scholarcommons.usf.edu/etd/7918

Sugrue, T. J. (2005). The origins of the urban crisis: Race and inequality in postwar Detroit. 
Princeton, NJ: Princeton University Press.

Thompson, H. A. (2013). Criminalizing kids: The overlooked reason for failing schools. 
In M. Rose & M. B. Katz (Eds.), Public education under seige. Philadelphia: University 
of Pennsylvania Press.

Todd-Breland, E. (2018). A political education: Black politics and education reform in Chicago 
since the 1960s. Chapel Hill: University of North Carolina Press.

Torres, A. C. (2016). Is this work sustainable? Teacher turnover and perceptions of work-
load in charter management organizations. Urban Education, 51(8), 891–914. 
doi:10.1177/0042085914549367

Uline, C., & Tschannen-Moran, M. (2008). The walls speak: The interplay of quality facili-
ties, school climate, and student achievement. Journal of Educational Administration, 
46(1), 56–73.

US Commission on Civil Rights. (2018). Public education funding inequity in an era of increas-
ing concentration of poverty and resegregation. Retrieved from http://www.usccr.gov/
pubs/2018-01-10-Education-Inequity.pdf

US Government Accountability Office. (2018). K–12 Education discipline disparities for Black 
students, boys, and students with disabilities. Retrieved from https://www.gao.gov/
assets/700/690828.pdf

Vaznis, J. (2016, October 30). Many charter schools lag in enrolling students lacking Eng-
lish fluency. The Boston Globe. Retrieved from https://www.bostonglobe.com/
metro/2016/10/30/many-charter-schools-lag-enrolling-students-lacking-english-flu-
ency/f1aEsAI7o9KchqgZfqKkwO/story.html

Wells, A. S., Keener, A., Cabral, L., & Cordova-Cobo, D. (2019). The more things change, 
the more they stay the same: The resegregation of public schools via charter school 
reform. Peabody Journal of Education, 94(5), 471–492. doi:10.1080/ 
0161956X.2019.1668209

D
o
w

n
lo

a
d
e
d
 fro

m
 h

ttp
://m

e
rid

ia
n
.a

lle
n
p
re

s
s
.c

o
m

/h
e
r/a

rtic
le

-p
d
f/9

0
/3

/3
7
1
/2

6
0
1
9
4
4
/i1

9
4
3
-5

0
4
5
-9

0
-3

-3
7
1
.p

d
f b

y
 C

o
lu

m
b
ia

 U
n
iv

e
rs

ity
 u

s
e
r o

n
 2

8
 O

c
to

b
e
r 2

0
2
0



396

Harvard Educational Review

Winters, M. A. (2014). Why the gap? English language learners and New York City charter 
schools. Civic Report No. 93. Manhattan Institute for Policy Research. Retrieved from 
https://eric.ed.gov/?id=ED564925

Winters, M. A. (2015). Understanding the gap in special education enrollments between 
charter and traditional public schools: Evidence from Denver, Colorado. Educational 
Researcher, 44(4), 228–236. doi:10.3102/0013189X15584772

Wolpow, R., Johnson, M. M., Hertel, R., & Kincaid, S. O. (2016). The heart of learning and 
teaching: Compassion, resiliency, and academic success. Washington State Office of Super-
intendent of Public Instruction. Retrieved from http://kellogg.cps.edu/
uploads/8/9/4/3/89436174/theheartoflearningandteaching-textonly.pdf

Zimmer, R., Blanc, S., Gill, B., & Christman, J. (2008). Evaluating the performance of Philadel-
phia’s charter schools (WR-550-WPF). Santa Monica: Rand Education. Retrieved from 
https://www.rand.org/pubs/working_papers/WR550.html

D
o
w

n
lo

a
d
e
d
 fro

m
 h

ttp
://m

e
rid

ia
n
.a

lle
n
p
re

s
s
.c

o
m

/h
e
r/a

rtic
le

-p
d
f/9

0
/3

/3
7
1
/2

6
0
1
9
4
4
/i1

9
4
3
-5

0
4
5
-9

0
-3

-3
7
1
.p

d
f b

y
 C

o
lu

m
b
ia

 U
n
iv

e
rs

ity
 u

s
e
r o

n
 2

8
 O

c
to

b
e
r 2

0
2
0



This article has been reprinted with permission of the Harvard Educational Review (ISSN 
0017-8055) for personal use only. Posting on a public website or on a listserv is not allowed. 
Any other use, print or electronic, will require written permission from the Review. You may 
subscribe to HER at www.harvardeducationalreview.org. HER is published quarterly by the 
Harvard Education Publishing Group, 8 Story Street, Cambridge, MA 02138, tel. 617-495-
3432. Copyright © by the President and Fellows of Harvard College. All rights reserved. 

D
o
w

n
lo

a
d
e
d
 fro

m
 h

ttp
://m

e
rid

ia
n
.a

lle
n
p
re

s
s
.c

o
m

/h
e
r/a

rtic
le

-p
d
f/9

0
/3

/3
7
1
/2

6
0
1
9
4
4
/i1

9
4
3
-5

0
4
5
-9

0
-3

-3
7
1
.p

d
f b

y
 C

o
lu

m
b
ia

 U
n
iv

e
rs

ity
 u

s
e
r o

n
 2

8
 O

c
to

b
e
r 2

0
2
0


