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Wilmington Neighborhood Schools Committee

Comments from the Chairperson

The Wilmington Neighborhood Schools Committee (WNSC) was created as part of House Bill 300, the Neighborhood
Schools Act of 2000. Section 220 of Subchapter Il states the purpose of the legislation: “It is the intent and purpose of the
General Assembly through this subchapter to establish and implement a plan for neighborhood schools in Northern New
Castle County that is fair and equitable to all affected children in New Castle County.”

Section 223 articulates the composition, the basic procedural and financial rules, and the charge of the Committee. Included
in that charge is a requirement that the Committee review and analyze a wide range of data and, “[b)ased on the information
and analysis . . . submit recommendations to the Mayor of the City of Wilmington and the City Council by January 3, 2001
concerning the creation of a Wilmington School District, neighborhood schools within the current district configurations or
neighborhood schools under some alternative district configuration.” The legislation also stipulates that the Committee hold a
number of public hearings “to take testimony and questions from members of the public and other interested stakeholders.”

Created by an act of the General Assembly, with appointments being made in April 2000, the Wilmington Neighborhood
Schools Committee worked between May 2000 and January 2001. The Committee organized itself into three workgroups -
Research, Finance, and Communications - which were chaired by Joan Spiegelman, Charles C. Ryan, and Arnetta McRae,
respectively. In addition to hosting the Achievement Matters conference in September as part of its own education process,
the Committee provided several briefings for public officials over the course of its work. The Committee also held public
hearings through which it could hear directly from members of the community. A record of all of these proceedings is
published under separate cover, to be circulated as part of the public record.

The Wilmington Neighborhood Schools Committee has recently gone on record reflecting a majority view that the
Neighborhood Schools Act is potentially unconstitutional and could illegally create racially identifiable high-poverty schools.
We want to emphasize that this committee has endeavored to carry out its charge from the Legislature in good faith and
without prejudice. If the shape of our recommendations does not match what some might have expected, it is certainly not
because we have failed to follow the procedures for the Committee’s work outlined in the legislation. In fact, itis precisely by
following the legislation’s specified procedures that we have come to recognize the inherent contradictions in what the

Legislature has asked us to do.

Testimony from citizens of all races and all income levels and from all parts of New Castle County, including the City of
Wilmington, strongly suggests that parents prefer to send their children to schoals close to home. However, much of the
testimony makes it clear that even more important than parents’ preference for neighborhood schools is their desire for high-
quality educational opportunities for their children. We also heard people of various races and backgrounds express concern
that neighborhood schools could lead to racially isolated schools across Northern New Castle County. We recognize that
some parents may wish to send their child to a school farther away for a variety of reasons: the closest school is not highly
regarded; the more distant school offers a particular program not available in the “neighborhood” school (not necessarily
better, just different); parents may work close to a distant school and want their child near their place of work; parents may

want their children educated in a racially integrated setting.

To state it another way, parents do not want to send their children to neighborhood schools if doing so puts thei{ children at a
disadvantage. That concern is echoed in the Legislature’s stated intent “to establish and implement a plan for neighborhood
schools in Northern New Castle County that is fair and equitable to all affected children in New Castle County.”

Striving to remain ever mindful of the concerns of parents and the charge of the Legislature, the members of this committee
sought to focus on issues of fairness and equity in all of our deliberations. The data that we reviewed revealed gaps in
achievement between students residing in the City of Wilmington and their suburban counterparts, among children of
different races, and among children of different income levels. We came to realize that any recommendations that we
submitted would have to offer the possibility of eliminating these gaps by addressing the needs of each and every student,

including those who currently achieve at the lowest levels.
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Wilmington Neighborhood Schools Committee

We eliminated one potential option - the creation of a Wilmington school district - because we felt that it could
potentially exacerbate, rather than eliminate, the gaps in student achievement. The Committee was sharply divided on this
option. However, after vigorous debate and deliberation, the Committee as a whole could not resolve the tension between
a desire for local control and a concern about the lack of a fair and equitable, sustainable local resource base, particularly
given the special needs of children concentrated in high-poverty schools.

In the end, we were able, within the constraints of the legislation and the further constraint of an extremely short timetable
for our work, to come up with two options for neighborhood schools that have the potential to deliver on the Legislature’s

intent regarding fairness and equity:

* a Metropolitan School District created by combining Wilmington with the Red Clay and Brandywine school districts
* a Wilmington Charter School District (a school district made up entirely of charter schools)

Any plan that aspires to be fair and equitable to all affected children in New Castle County must include fair and equitable
opportunities to learn for those children whose residence in a particular neighborhood consigns them by law to a high-
poverty school. Therefore, the substance of this report lies not just in the description of student assignment plans but also
in the articulation of the conditions that must be present within any plan to offer the possibility of fair and equitable

opportunities to learn for children in high-poverty schools.

We want to emphasize that this committee was charged with developing recommendations, not specific plans for the
implementation of those recommendations. Nevertheless, in developing the two options recommended in this report, we
gave considerable thought to the potential challenges of implementing our recommendations. That experience puts the
members of this committee in a unique position to assist in the transition from the recommendation phase to the
implementation planning phase. There is a willingness on the part of committee members to work with the Mayor, City
Council, other Northern New Castle County school districts, the Legislature, and any other parties involved in planning

the implementation of the Committee’s recommendations.

While the submission of this report may fulfill our charge from the Legislature, we know that much work remains to be
done before New Castle County can boast of neighborhood schools that provide fair and equitable opportunities to learn
for all children in the county. The members of this committee feel a personal responsibility to see this work through to its
completion, and we stand ready to assist in any way we can.

Respectfully submitted,

/%&@?

H. Raye Jo
Chair
January 3, 2001
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Neighborhood Schools:
Setting Out to Do the
Right Thing

The work of this committee in
considering options for pursuing

| neighborhood schools in Northern

New Castle County has been guided
by our attention to what we believe
would guarantee, as the General
Assembly has called for, fair and
equitable treatment for all children.
We make our recommendations to
the Mayor and City Council based
on what we believe will guard
against creating systematically
disadvantaged schools in a
Wilmington school system that
could easily face uphill political and
financial battles from its inception.
In formulating our point of view
concerning the overall provision of
schooling in Wilmington, we set out
to envisage an education system
that can best assure that:

* the education of the children of
Wilmington improves;

* the achievement gap between
Wilmington’s children and their
peers in Northern New Castle
County, and between Wilmington
and the rest of the state, be
eliminated;

* Wilmington’s children cease to be
divided among four districts with
no Wilmington- based
mechanism for overseeing thejr
education; and

* the quality and financial health of
schools in our city be
consistently and adequately
provided for in the future.

We then asked ourselves, “How
could a neighborhood schools plan
effect these considerations?”

Taken at face value, the concept of
neighborhood schools is easy to
justify. Most parents do prefer that
their children (especially their
younger children) attend schools
close to their homes. It is also easy
to argue that reduced transportation
time for students to and from school
is better for the students and the
schools. And one can argue that
neighborhood schools foster a sense
of pride in the community and can
serve as focal points for community
activity, as well as increase the
likelihood of parent input and
engagement in school-related
decisions. These arguments make
sense and do appeal to most
citizens.

But there is a problem

We fear that assignment based
solely on geographic proximity,
without adequate attention to the
monitoring and enforcing of
equitable access to adequate and
appropriate opportunities to learn,
will serve only to_entrench and
exacerbate the existing boundaries
between income Tevels and races
Our recommendations to the Mayor
and City Council are therefore
meant to safeguard against this and
are meant to uphold the General
Assembly’s call for “fair an
equitable treatment of all the
affected children.”

- g—

Furthermore, cities all over the
United States are struggling to get
out from under the burden of fiscal
and political bases that are
insufficient to permit the assurance
of a quality education designed to
meet the needs of minority children
concentrated in high- poverty
schools. High-poverty schools are
those in which 40% or more of the
children are eligible for free or
reduced-price lunch.' Of primary
concern to the City of Wilmington,

75% of whose school age children
meet this criterion, must be how not
to place itself in this exact same
disadvantaged situation.?

Neighborhood Schools:
The Down Side We Must
Face Up To

While it is impossible to predict
what effect neighborhood schools
will have in Delaware, evidence
from around the country strongly
suggests that in the absence of
deliberate desegregation efforts,
school populations will revert to a

high degree of racial and income-

level segregation. Kurlaender and
Yun argue that court actions in the
late 1990s prohibiting school
districts from taking steps to
preserve integration have led to
serious intensification of segregation
and created schools in which
minority students must confront
high concentrations of poverty.’
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In a 1999 study Orfield and Yun
demonstrate that American public
school enrollments show a “pattern
of increasing racial segregation for
African-American and Latino
students.” Orfield and Yun show
that in 1996-97 more than two
thirds of African-American and three
quarters of Latino students were in
schools that were comprised of
more than 50% minority students.
Thirty-five percent of both African-
American and Latino students were
in schools with more than 90%
minority enroliment,

This is because of a simple fact;
communities all over the United
States are segregated by income
level and/or by race and ethnicity.
A movement away from
desegregation and towards
neighborhood schools leads to
enrollments that simply reflect the
income level and ethnic
composition of the communities in
which schools are located. For
example, national data demonstrate
that isolated minority schools are 11
times more likely to have high,
percentages of students from low-
income families.

U.S. Schools Are Becoming Increasingly Racially Isolated

1996-97

African-Americans

Latinos

Percent in Schools that Have

Source: Orfield & Yun, Resegregation in American Schoals, 1999

Figure 1

Wilmington Has More Than Twice as Many Children
from Low-Income Families

Wilmington
State

7 _a-*ﬂ',

S

sdentrlisilild

75%

33%

Source: Delaware Department of Education, 2000

Figure 2

Wilmington Has a High Concentration of

School-age Children
Wilmington | 78% 13% 9%
State | 319 5% 64%

Source: Delaware Department of Education, 2000

Figure 3

As the demographic data illustrate,
the City of Wilmington has
significantly higher percentages of
African-American and Hispanic
children, children from low-income
families (as determined by eligibility
for free and reduced-price lunch),
Limited English proficient children,
and special needs children than the
state as a whole (See figures 2- 5).

Because of these basic demographic
facts, the creation of neighborhood
schools in Wilmington would mean
that the average school attended by
the city’s children will have a
greater concentration of poverty, a
higher percentage of minority
students, and a disproportionate
number of special education
students and students with limited
English abilities.

Figure 6 graphically depicts how the
situation of the average Wilmington
student could change through
implementation of the
Neighborhood Schools Act. Using
Delaware Department of Education
data, we can see the following. At
present in Northern New Castle
County, Wilmington’s children, like
all others in the four school districts,
attend schools where, on average,
36% of the students are from low-
income families. Neighborhood
schools could result in Wilmington’s
children attending schools where,
on average, 75% of the children
would be from low-income families.
Do we really want to create such

" concentrations of poverty in our

schools? And do we really want to
do so for students who will be
overwhelmingly African American
and Hispanic?
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r ---And Has More than Three Times the State Percentage
of English Language Learners

Wilmington
State

2.0%

Source: Delaware Department of Education, 2000
Figure 4

Wilmington 21% 79%

State 11% 89%

Source: Delaware Department of Education, 2000
Figure 5

‘Wilmington school system in which

Wilmington’s Children Could End Up in Schools with
High Concentrations of Poverty

100% 75% low income

75% Threshold of
40%=high poverty

50% 36% low income schools

25%

Northern NCC Wilmington

Current average Under strictly neighborbood schools

Source: Delaware Department of Education, 2000
Figure 6

L

Why do we care if minority students
end up in schools with high
concentrations of poverty?

greater instructional resources,
including a wider range of high-
quality course offerings.¢ “School
expenditure levels correlate
positively with student
socioeconomic status and
negatively with educational need
when school size and grade level
are controlled statistically. . . .
Teachers with higher salaries are
concentrated in high-income and

The abundance of data from around
the country demonstrates that
schools with the highest
concentrations of low-income
and/or minority students are the
schools that are systematically
__Inder-resourced. Higher spending
districts consistently have smaller
classes; higher paid, better qualified,

and more experienced teachers; and

low- minority schools. Furthermore,

pupil-teacher ratios are higher in
schools with larger minority and
low- income student populations. . .
- Educational units with higher
proportions of low-income and
minority students are allocated
fewer fiscal and educational
resources than are more affluent
educational units, despite the
probability that these students have
substantially greater need for both.”

It is obvious to even the most casual
observer of American public
education that the reason this kind
of inequity is possible is the lack of
palitical importance placed on
serving the needs of these
constituencies. Creating a

75% of the children would be
eligible for free or reduced-price
lunch and 91% would be minorities
would place the city at this same
kind of political disadvantage vis-a-
vis the rest of the state. From what
quarters could we expect to receive
the unflagging support needed to
secure a continuous stream of
resources, effort, and attention to
meet the needs of the most
disenfranchised members of our
society - poor minority children?
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Whao's Teaching Our Kids?

High-Poverty Schools Have Fewer
Teachers with Masters Degrees

47%

= o

3. 50%

£

£ o

g s
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g =
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High-Poverty  Low-Poverty
Schools Schools

Source: Del. Dep of Ed:
19992000 Teacher Data

50%

30%

Percent of Teachers with
Greater than 25 Students

High-Poverty
Schools

Source: Delaware Depariment of Education,
1996-1999 Class Size Data

Who's Teaching Our Kids?
High-Poverty Schools Have Less
Experienced Teachers

13%

Percent of Teachers with Less
Than 3 Years Experience

High-Poverty  Low-Poverty
Schools Schools

Source; Delaware Department of Education,

1999-2000 Teacher Data

Which Schools Are More Likely to

Place Students In Large Class Sizes?
High-Poverty Schools are More Likely to Place
Children in Classrooms with >25 Students

Low-Poverty
Schools

Figure 7

As we consider implementing
neighborhood schools, we must
face the facts regarding the kind of
high-poverty, racially isolated urban
schools we could easily end up
creating. High- poverty urban
schools (more than 40% low
income children) face an all-too-
familiar list of problems:

e Children perform worse
academically than students in
low-poverty schools.

e Children read less, get lower
grades, have lower attendance
rates, and do less homework.

* Peer competition and support for
educational achievement are
much less evident.

* Children are more likely to have
serious developmental delays
and untreated health problems

and to move during the school
year.

More funding is invested in
remedial classes and less in
advanced classes.
Administrators have more
difficulty hiring qualified
teachers.

Teachers are more frequently
absent than in rural high-poverty
schools. '

Student behavior problems occur
more frequently, particularly in
the areas of absenteeism,
classroom discipline, weapons
possession, and student
pregnancy. )

Students are less likely to feel
safe at school.

Teachers are more likely to report
a lack of family involvement as a
serious problem.

Many people who look at the data
on the educational achievement and
attainment of poor and minority
children throw up their hands,
asking, “What can we be expected
to do to educate children from these
kinds of circumstances?” We can
start by addressing the fact that, in
general, urban poor and minority
students consistently are offered the
least favorable opportunities to
learn. Consider information
assembled by the Education Trust:

e Low-income children are twice
as likely to be taught by
uncertified teachers.

e Teachers of students in poor
school districts lack resources for
teaching reading and math.

e Students in predominantly
African- American and Latino
schools are more often taught by
uncertified teachers.

* African-American and Latino
students are less often enrolled in
a college preparatory track and
take less rigorous math courses.

¢ Teachers in high-poverty schools
spend less time developing
students’ reasoning skills than
their colleagues in more affluent
schools. *

The argument can be made that
teacher certification is neither the
only good measure nor a guarantee
of teacher quality. We elaborate
further on what we believe is
needed to ensure high- quality
teachers in two later sections.
However, across the country, the
allocation of non-certified teachers
disproportionally to schools serving
low- income and/or minority
students is indicative of how school
systems make decisions regarding
the provision of opportunities to
learn.
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In a study of 900 Texas school
districts, Ronald Ferguson found that
disparities between the achievement
of African-American and White
students of similar socioeconomic
status could almost entirely be
accounted for by differences in the
qualifications of their teachers.®

What we know about Northern

74%

70%
60%
50%
40%
30%
20%

10%

0%
Grade

- African American

New Castle County is that already
the distribution of resources start to
mirror the national patterns referred
to above. The charts in figure 7
show that students in schools in
which more than 40% are eligible
for free or reduced-price lunch have
fewer teachers with advanced
degrees, have more inexperienced
teachers, and have a greater
percentage of their classes with
more than 25 students in them.

Figure 8

Around the country, state and local
education systems are confronting -
willingly or through the action of
the courts - a reality in which
adequately providing for the
education of poor children, in poor
schools, requires that the kind of
inequitable distribution of resources
cited above be addressed. In fact,
Title V1 of the Civil Rights Act of

Percent Meeting or Exceeding the Standard in Math
2000 DSTP Results for Wilmington Residents, By Ethnic Group

mdc 8

= Hispanic ® White
Source: Delaware DOE Dala, 2000 Results for $tudents Reading in Wilmington

1964 (34 C.F.R. Part 100) requires
that, in federally funded schools,
equal learning opportunities must
be provided without discrimination.

Knowing that disparities in
achievement are primarily due to
the stark differences in the learning
opportunities offered to children,
we can begin to consider the extent
to which an achievement gap
already exists for low-income and
minority children in Northern New
Castle County. For example, as
measured in 2000 by the Delaware
Student Testing Program (DSTP), a
much lower percentage of
Wilmington students meet the state
standards in reading, writing and
math compared with other students
in both New Castle County and the

state as a whole. This achievement
gap is evident in grades three, five
and eight, and is even more
pronounced when disaggregated by
race. Consider the graph in figure
8. African-American and Hispanic
children score significantly lower
than White children on both the
third- and eighth-grade assessments
of math performance (and the gap
is, in fact, is wider for eighth-grade
students).

In terms of the achievement gap
between students from low-income
families and those who are not from
low-income households, consider
the graph in figure 9. Here we see
again a persistent achievement gap
across all grades in math between
students from low- income families
and students who are not from low-
income families.
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The work of the Wilmington
Neighborhood Schools Committee
has been shaped by the stark
realities presented in the above
discussion. Yes, low-income and
minority children realize lower
achievement than better off and/or
White students. Yes, minority
children in schools that have a high
concentration of poverty fare even
worse. Can we simply blame these
children for this poor performance?
This next section of the report
conveys the amplitude of our
resounding “no” to blaming the
children and “yes” to taking on the
challenge of ensuring equity.

WNSC’s Priority
Recommendations

We know what the educational
challenge is: closing the existing
achievement gap for students who
live in Wilmington - a challenge
made especially daunting by the
fact that neighborhood schools
could easily further disadvantage
Wilmington’s students if appropriate
remedies are not in place.
Whatever the arrangements that are
eventually made for implementing
the Neighborhood Schools Act, we
recommend that those arrangements
must assemble, support and ensure
an equitable distribution of the
components of quality schooling.
The committee has worked hard to
identify that which research informs
us are universal components of
quality education, and our findings
and recommendations are
summarized in the following table.

Percent Meeting or Exceeding the Standard in Math
2000 DSTP Results for Wilmington Residents, By Ethnic Group

100%

2%

75%

50%

25%

0%

Grade 5

® Low income

# Not Low income

49%

Grade 8 (_]mde 10

Source: Delaware DOE Data, 2000 DSTP Results for the Entire State

Figure 9
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Student Achievement:
Enable all students to achieve

* Increased instructional time, especially in reading and math in early
years

¢ Availability of reading specialists in each school

* Increased focus on civic responsibility

* Student mentoring

* Curriculum counselors in all schools (especially middle schools)

* Access to personalized college and career counseling

* Special education programs which move students into the
mainstream as their learning needs are met

Quality Teaching:
Enable quality teaching that will
have an impact on student achieverment

* Innovation in instructional practices and instructional leadership
= Highly skilled in content areas

* Prepared to teach rigorous curriculum

¢ Diverse methods of instruction to meet diverse learning styles

* Focus on literacy and numeracy

School Leadership:
Attract and retain visionary and talented
school leaders

* Ability to employ instructional leaders representative of the school
ploy P

community
¢ Compensation incentives to attract and retain excellent school staff

Professional Development:

Professional development aligned with the
standards and adult learning theory and
focused on student, teacher, and school needs

* Needs determined by monitoring student progress and
identifying corrective actions

* Focused on teacher-student interaction

* Focused at the school level - responding to the school’s needs, aligned
with the school’s vision of instructional practice, and aligned with
standards

* On-site professional development in classrooms during the school day

* Increased flexible time during year for professional development

Teacher Recruitment/Retention:
Recruit quality teachers who have the skills
needed to successfully teach urban children

¢ Compensation incentives competitive with salaries from other urban
areas

* Alternative certification available to provide flexibility in hiring
effective teachers

* Waive city wage tax for city teachers

* Focus on positive teaching and working environment

* Supportive school leadership that enables instruction

* Freedom to hire the best candidates competitively during the early
spring

¢ Meaningful career ladder

* Well-resourced, pleasant working conditions

* Coherent mentoring program

* Student loan forgiveness program to encourage entry into teaching
profession

* Freedom from tenure restrictions to move out poor performers

Early Childhood:
Provide access for all parents and children
to early learning experiences

* Pre-Kindergarten

* Full-day Kindergarten

* Parents as Teachers - support for new parents

* Seamless education extension from early childhood into the primary

grades

Final Report




Curriculum Access:

Ensure access to challenging curriculum for

all students - with no watered- down instruction
and none left behind

* Aligned with standards

* Rigorous curriculum for all students

* More resources invested in advanced classes vs. remediation
* Teachers equipped and prepared to teach rigorous curriculum
* Availability of arts and music programs

English Language Development:
Language learners are engaged in rigorous
content learning while mastering English

* Appropriate instruction and support for English Language Learners

* Outcome of program - bilingual, biliterate students

* Employ the use of appropriate, alternate assessment tools (such as
portfolios, etc.) in accordance with Title VI of the Civil Rights Act

Smaller Learning Communities:
Create smaller learning communities to
ensure individualized learning for all students

 Small school size
* Smaller student-teacher ratios during instructional time
* Collective responsibility for all children in small learning community

Parent Involvement:
Foster all parents to be involved in their
child’s learning

* Establish Parent Resource Centers

e Creation of a welcoming environment for parents by school staff
designated for that task

* Strategies for engaging parents in the day-to-day support of their child’s
learning needs

* Help parents select their child’s education program

* Offer parent training - empower parents as to how to ask the right

questions
¢ Involve parents in meaningful site-based decision making

Accountability:

Hold the school community (administrators,
teachers, parents, school board members)
accountable for meeting student performance
standards

e External, independent oversight group for monitoring and evaluation to
look at Equity; Achievement growth; Teacher quality; Governance;
Curriculum access

* Make results public - engage parents, hold hearings, analyze data

* Shared accountability between local school and district

* Accountability rests with the principal and building team - teachers,
parents, and students - and has real consequences for adults

* Financial consequences when performance criteria are not met

* Determine student progress and learning needs through the use of
multiple measures, not through a single test

Governance:
Promote building-level decision-making
shared by the school community

* Principal is still the chief executive of the school with clear lines of
authority but supports shared decision making at the school level
¢ School decisions shared by teachers, parents, administrators

Final Report 8
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The Committee wants to avoid a
situation wherein a neighborhood
schools plan translates into a plan
for creating advantaged and
disadvantaged schools, with most of
the disadvantage concentrated in
the City of Wilmington. With that in
mind, the following two sections of
the report present two categories of
our recommendations. In
discussing these recommendations,
we expand on many of the universal
elements included in the table just
presented.

The first category of
recommendations concerns the
factors that we think, and that
research shows, are necessary to
create quality learning opportunities
for all children, and especially for
the minority students attending
schools with high concentrations of
poverty. The second category looks
at four broad system-level issues
that a successful school system
serving Wilmington children must
be able to address.

Recommendations for
Creating Quality Learning
Opportunities

Ultimately we want to have high
expectations and rigorous standards
that apply to all children. However,
if we truly expect all students to rise
to those expectations, then we must
pay attention to the opportunities
each child is afforded to learn.
When some students have
unqualified or inexperienced
teachers and outdated textbooks, sit
in dilapidated buildings, or do not
get to take advanced math or
science classes, can we truly expect
them to demonstrate the same
standard of learning and
achievement as those who have the
best teachers, materials and facilities
and access to a full array of
advanced and enriched course
offerings? When these kinds of
inequities exist in the allocation of
resources, can we say that we have
fulfilled our part of the bargain in
providing an adequate learning
opportunity for all children?

Sadly, what we know is that school
districts around the country
systematically place poor children
in these kinds of disadvantageous
situations. Luckily, research,
experience and wisdom from
around the country can also inform
us as to what factors are most
critical in determining the quality of
every child’s opportunity to learn.
Our job in considering how to
establish a new system of schools
for Wilmington is to make sure that
we take into account this
knowledge and construct the means
to assure that learning opportunities
that reflect these critical factors are
available for all children.

Quality Teachers

The National Commission on
Teaching and America’s Future
(NCTAF) states that quality teaching
is what matters most in improving
student achievement. Teacher
expertise accounts for 40% (more
than any other single factor) of the
variance in students’ reading and
math achievement in grades one
through eleven.” Ferguson also
reports that every dollar spent on
more highly qualified teachers
netted greater increases in student
achievement than did less
instructionally focused uses of
school resources."

William M. Sanders points out that
students whose achievement [evels
are initially comparable have “vastly
different academic outcomes as a
result of the sequence of teachers to
which they are assigned.””? In a
study of teachers and students in
Tennessee, Sanders showed that
students initially identified as low
performing, when assigned to
teachers rated as least effective
realized an average yearly gain of14
percentile points in their
standardized achievement test
results. The same caliber of
students, when assigned to a teacher
rated as most effective, had gains
that averaged 53 percentile points.
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Ferguson’s longitudinal study of
Texas schools, results of which are
in the chart in figure 10, shows that
high-scoring (on Ferguson’s measure
of teacher expertise) teachers in the
Ist and 3rd grade can put low-
performing students on a path to
dramatically improved
achievement.” His study also
demonstrates that low-scoring
teachers can drag down initially
high-achieving students. Less than
one month ago, in December 2000,
the U.S. Department of Education’s
National Center for Education
Statistics (NCES) released
Monitoring School Quality: An
Indicators Report, which reiterates
that an ever growing body of
research supports quality teaching
as the most important determinant
of school quality. Many studies
conclude that to ensure teacher
excellence, teachers should:

* have high academic skills

* be required to teach in the field
in which they received their
training

* have more than a few years of
experience (to be most effective)

* participate in high-quality
induction and professional
development programs

What seems to make intuitive sense
is now being proven quite
consistently throughout the
research: that students learn more
from teachers with strong academic
skills. “Goldhaber and Brewer
(1997), Darling-Hammond (2000),
and Monk and King (1994) found
that subject matter preparation is
related to student achievement.”*
Other researchers suggest that
academic performance can be
gauged by teachers’ performance on
standardized tests."s For
disadvantaged, low-income students
this data is alarming.

NCES reports in its 1993
Baccalaureate and Beyond
Longitudinal Study that “college
graduates with the highest college
entrance examination scores were
consistently less likely than their
peers with lower scores to prepare
to teach, and when they did teach,
they were less likely to teach
students from disadvantaged
backgrounds. Teachers in the top
quartile were one-third as likely as
teachers in the bottom quartile to
teach in high-poverty schools

(10 versus 31 percent).”'®

Long-Range Effects of Low-Scoring and
High-Scoring Teachers on Student Achievement (Texas)
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Figure 10
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Smaller Schools, Smaller
Classes, Closer Relationships
Between Adults and Children

In the 1960s and 1970s, the
emphasis in education in America
was on garnering economies of
scale through the creation of large
schools. Nothing could have been
more wrong-headed. While there
may be some cost savings to be
realized in creating a large,
comprehensive high school, for
example, if those “savings” are
realized at the expense of children’s
learning opportunities, then they are
clearly not saving us anything. A
large body of research gathered by
the Small Schools Workshop at the
College of Education at the
University of lllinois at Chicago
shows what small schools can do
(as summarized in figure 11).”

Deberah Meier, who established
widely heralded small schools in
New York City’s East Harlem
neighborhood, highlights six key
advantages of small schools. “First,
even if we're talking only about
individual classrooms, size is
important. But if we’re talking about
the creation of a thoughtful school
culture size becomes decisive -
especially if we're trying to create a
changed culture. The second reason
for small schools is that if the faculty
are to be held responsible for their
work not individually but
collectively, they must have access
to each other’s work. Third, above
all small schools mean we can get
to know a student’s work, the way
he or she thinks. If it’s thinking that
we're seeking, then it's thinking that
we must get to observe, and this
requires seeing children over time. .
.. It means that every adult in the
school feels responsible for every
kid and has insights that when
shared can open up a seemingly
intractable situation to new
possibilities. Fourth, small schools
offer safety - plain, ordinary physical
safety. . . . They offer what metal
detectors and guards cannot: the
safety and security of being where
you are known well by people who
care for you. Fifth, in small schools
the accountability we owe to
parents and the public is a matter of
access, not of complex governing
bodies or monitoring arrangements.
- .. Principals in huge schools
survive by creating a climate in
which most teachers and most
parents don't expect to meet them,
much less get to know them. The
strategy is a matter of organizational
necessity. The result is that
administrators can be held
accountable only for indirect
indicators of performance because
that’s all they know - ‘standardized’
stuff, easily manipulated and
inauthentic. Finally, only in small
schools can we reasonably speak of
immersing students in a culture that

adults have played a significant role
in shaping. . ."*®

If we can be successful in creating
smaller schools, then we must
consider the ratio of adults to
students in those buildings. The
Council of Great City Schools
argues that growing evidence
demonstrates that reducing class
sizes can have a long-lasting effect
on student achievement, and
particularly on the achievement of
children in poverty. Reducing class
size is shown to give every student
more of the teacher’s time and more
individualized attention."

Conventionally, we talk of class size
as a proxy for measuring what we
inherently understand: having fewer
children per teacher makes it easier
for each teacher to provide the
attention and effort required to
guide and assist each student’s
learning. Additional research shows
that it is not just reduction of class
size that matters, but the ratio of
students to professional staff during
core instructional periods. In their
study of urban schools, the Institute
for Research and Reform in
Education (IRRE) found that overall
student-to-adult ratios range from 10
to 1, to 14 to 1 (excluding non-
certificated adult staff such as
secretarial, janitorial, etc). In the
same schools with such overall
ratios, the student-to-adult ratio
during core instructional periods
ranges from 25to 1, to 30to 1.2
Other work (particularly by Miles
and Darling-Hammond) identifies
the same patterns of staffing across
the country.?
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Equally important as the lower ratios
during core instruction is the
continuity of relationships between
the students and adults in a school.
The Institute for Research and
Reform in Education argues for
relationships that keep the same
teachers and students together for
three years. Teachers who have
implemented this kind of continuity
of care at the elementary, middle
and high school levels report that
the social and academic benefits
more than offset the challenges of
adjusting schedules and
assignments to allow this.??

Early Literacy

Children begin to develop their
language skills in infancy. A baby
shows excitement over pictures in a
storybook, a two-year-old scribbles
with a crayon, a four-year-old points
out letters in a street sign. These
kinds of actions signal a child’s
stages of emerging literacy.
Encouragement of a child’s natural
pursuit of language skills is a
necessary ingredient for the
development of early literacy. The
first teacher a child has is his or her
parent or guardian, who by
encouraging curiosity, interest and
experimentation with language,
helps build the child’s pre-reading
skills.

Many communities and school
systems around the country
recognize the need to assist parents
directly, beginning in their children’s
early years, as a strategy that also
contributes to the children’s success
in school and, in particular, in
literacy acquisition. Parent resource
centers, Even Start, parent education
programs, Parent and Child
Education, and a variety of skill
development and support efforts are
succeeding in helping the families
of children as a means to help the
children do better in school.

For example, the Parent and Child
Education program combines
preschool for 3- and 4- year-olds
with adult basic education as a way
to improve the children’s learning
skills, raise parents’ educational
levels, increase parents’ educational
expectations for their children, and
to develop positive relationships
between school and the home.
Other programs, like the MegaSkills
Education Center, provide practical
help and skills development for
families working to help their
children to learn. Many other
programs offer English as a Second
Language classes, General

Educational Development (GED),
computer skills, and other courses
as additional contributions to
building family capacity and
creating educationally supportive
home environments, as well as
better relationships between the
home and school. What these
programs often identify as key to
their success in helping families
includes responding to the
participants needs by providing
things like transportation and day
care, scheduling classes at times
convenient for families, working in
the language of the population
being served, and valuing an open
and participatory process for
decision making.?*

Returning our attention to the
children’s formal schooling,
research studies confirm that
attendance in full-day kindergarten
results in academic and social
benefits for students.”* Cryan et al.
are among the researchers who have
found a broad range of effects,
including a positive relationship
between participation in full-day
kindergarten and later school
performance. After comparing
similar half-day and full-day
programs in a statewide longitudinal
study, Cryan et al. found that full-
day kindergartners exhibited more
independent learning, classroom
involvement, productivity in work
with peers, and reflectiveness than
half-day kindergartners. They were
also more likely to approach the
teacher, and they expressed less
withdrawal, anger, shyness, and
blaming behavior than half-day
kindergartners. In general, children
in full-day programs exhibited more
positive behaviors than did pupils in
half-day or alternate-day programs.
Results similar to those of Cryan et
al. have been found in other
studies.® These positive effects and
the academic gains in the first years
of school support the value of
developmentally appropriate full-
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{day kindergarten.

Another necessary component for

reading success is, of course,

excellent reading instruction
throughout the early primary grades.

Although there is no single reading

program that can solve all problems,

most effective programs share
certain common features. Formal
instruction in reading needs to focus
on the development of two sorts of
mastery: word recognition and
comprehension. Preventing Reading

Difficulties in Young Children makes

several recommendations for

reading instruction for kindergarten
through third grade. If we are to
prevent reading difficulties among
the current generation of children in

America, we must provide them

with opportunities to:

+ explore the many uses and
functions of written language and
develop mastery of them;

» understand, learn, and use the
relationships between the
spellings of words and the sounds
of speech to recognize and spell
written words;

* practice and enhance vocabulary,
language, and comprehension
skills;

* have adults read to them and
discuss and react to the literature;

* experience enthusiasm, joy, and
success in learning to read and
write, use reading and writing as
tools for learning;

* participate in effective prevention
programs as early as possible if
they are at risk of potential
reading difficulties; and

* receive effective intervention and
remediation programs, well-
integrated with their everyday
classroom activities, as soon as
they begin to have difficulty.®

rEarIy Intervention in Readrng (EIR)-was developed in 1989 by Bal‘bara i
Taylor. of the Umversrty of anesota Smce that time: over 200 schools |n

:' phonemrc awareness trarnmg (K-2)

Two other research -proven approaches to earfy I:teracy Bt 5 Lk

The I.tteracy Cellaboratrve ongma!ly kn0wn as the Early ther

_ 1 ) states serwng over 25 000 chlldren

i Source Early[nterventron in Readmg, 1999 _J

National assessments have as fleeting as the first years of formal
continued to show great need for schooling. Research consistently
improving reading instruction in shows that children who get off to a
many schools, especially high- good start in reading rarely stumble.
poverty schools. The National Those who fall behind tend to stay
Assessment of Educational Progress behind for the rest of their academic

(NAEP) shows serious deficiencies lives.® Supplementary tutoring and
in children’s ability to read. More remedial instruction can help young
than two-thirds of fourth-graders in readers who are doing poorly. But

high-poverty schools are unable to for all children indeed to have equal
reach the NAEP basic level. Even in educational opportunity, they must
wealthier schools, almost a quarter have excellent curricula - right from
of fourth-graders are unable to the start - in their classrooms, from
attain the basic level.? kindergarten through the primary
grades. Some examples of research-
proven early literacy programs are

The mission of public schooling is
presented in figure 12.

to offer every child full and equal

educational opportunity, regardless
of the background, education, and
incomne of their parents. To achieve
this goal, no time is as precious or
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"Full Complement of Services

Many states, cities, and
communities have developed and
implemented models to link schools
with a wide range of health, early
childhood, extended day, violence
prevention, and family and
community education services.
Variously referred to as community
schools, full-service schools, and
family resource centers, these
models differ in the scope and
variety of services they offer, the
ways in which the services are
delivered, and the arrangements by
which they are funded. What they
have in common is a belief that
schools occupy a position of central
importance in communities and, as
such, are a logical focal point for
bringing together access to the kinds
of services, supports, and
enrichment activities that both
schoolchildren and their families
1eed in order to survive and

ourish.

This is particularly true in areas with
high concentrations of poverty, such
as Wilmington. The state of
Delaware has demonstrated its
commitment to school-linked
services through the establishment
of school-based health centers in
high schools throughout the state.
While that is a significant step in the
right direction, we must continue to
explore every opportunity to
expand, coordinate, and integrate
the range of services available to
students and families in high-
poverty communities and to take
advantage of the power of schools
to provide the focal point for such
linkages.

When it comes to student
achievement, it is true that even the
best support services cannot serve
as a substitute for good teaching
and learning in the classroom.
However, common sense and a
great deal of anecdotal evidence tell
us that students who do not have
access to health services,
appropriate counseling, and
enrichment activities do not enjoy
the same opportunities to learn as
students who have such access.
Summarizing the emerging research
about various school-linked services
models, Joy Dryfoos concludes that,
although the correlation between
school-linked services and student
achievement has been difficult to
document thus far, “Enough is
known about these models to
warrant wide replication.”?

A critical feature of school-linked
services is the partnerships that
need to be formed for the
coordination, complementarity and
conjoining of the variety of services
and supports that children and their
families may need. The school
system, county and state agencies,
community-based, faith- based or
other private voluntary
organizations all need to afign and
coordinate their efforts if
comprehensive services are to be

made available to support children
and their families.

An example of this kind of
coordinated full- service school
model is New Beginnings in San
Diego. “Through a broad
collaboration that includes the
Department of Social Services; the
county’s health and probation
departments; the city’s housing,
parks and recreation, and police
departments; libraries; and the San
Diego Community College, the
program offers family support,
social services, health care, case
management and referrals.”?
Another example comes from New
York City. The Children’s Aid
Society has formed a collaboration
with Community School District 6
to develop full- service schools at
Intermediate Schools 218 and 155,
schools built specifically to
accommodate health, mental health
and social services and, in the after-
school and evening hours,
parent/family activities, recreation,
and educational enrichment.”
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Here in Delaware, the Delaware
Division of State Service Centers
administers a statewide network of
14 service centers, 7 of which are
located in New Castle County.
“These centers . . . serve as multi-
service facilities in which various
public and private agencies are
collocated, with the goal of
promoting access to Delaware’s
health and human service system
through Division staff specializing in
community resources and providing
client support services that promote
increased accessibility, enhanced
service integration and efficient
service monitoring. Annually, more
than 600,000 visits are made to
State Service Centers throughout
Delaware. Based on demographic
analyses and community outreach,
each service center provides a mix
of services appropriate to the
communities which it serves. There
are over 160 programs and services
delivered through state service
centers.”*

Standards-Based Instruction

Over the past fifteen years,
standards-based reform has emerged
as a priority for school improvement
in many states. Simply put,
standards define what children
should know and be able to do. By
setting clear and high standards,
policymakers, business leaders,
parents and local community
members hope to curb mediocre
and poor student performance, and
just as importantly, raise
performance expectations for all
students.

Today, nearly every state is
implementing some variation of
standards-based reform, Delaware
included. Forty-four states have
adopted standards in all four core
subjects - English, Mathematics,
Science, and Social Studies. Forty-
one states have assessments aligned
with standards in at least one core
subject.”

Gap Narrows, Then Widens
NAEP Reading Scores of 17 Year-Olds
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Figure 13

Standards are the means through
which we can better ensure equal
expectations for each and every
child. Fundamental to a standards-
based education is the concept that
all children can learn to high
standards; the basic educaticnal
challenge faced by schools and
school districts is how to create the
range of learning opportunities that
will enable each child to rise to
such standards. The Education
Commission of the States reports
that the little research that has been
done on standards suggests the
following:

* Standards have the potential to
be an engine of change and
improvement, but only if other
system components are
redesigned as well- teacher
education and professional
development, curriculum,
assessment, accountability, and
resource allocation.

* States focused on aligning the
components of their education
system with standards have
shown improvement in student
achievement and school quality.*

Based on 1999 NAEP Trends in
Academic Progress, reported by the
U.S. Department of Education, a
clear performance gap exists
between African-American,
Hispanic, and White students and
has persisted over twenty-five years
(see figure13). Why is this so?
Proponents of standards contend
that different students are held to
different expectations. [n addition,
low-income and/or minority
students are more likely to be taught
by less qualified teachers and less
likely to take the advanced courses
that lead to higher achievement
scores. And, these same students
often have fewer instructional
resources.*
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Achievement gaps will persist and
continue to be perpetuated unless
corrected. As Linda Darling-
Hammond and the National
Commission on Teaching and
America’s Future note, “States that
instituted new tests in the 1980s
without investing in teaching did
not experience improved
achievement.”®

In 1999, when the U.S. Department
of Education released its study of
high-performing, high-poverty,
urban elementary schools, Secretary
Riley summed up the findings by
saying, “What stands out among
these schools is a clear and
inrelenting focus on high standards,
a commitment to serving children
and ensuring their academic

success, and a collective sense of
responsibility and persistence
among school staff.”” The
Education Trust’s work on high-
poverty, high-minority schools that
achieve at the highest levels also
concluded that high standards are a
critical feature that undergirds
almost every facet of schools’
successes. For schools that rely on
standards as an essential feature of
how classrooms and instruction are
organized, the achievement gap can
be closed.

But, as the research also points out,
standards alone do not raise student
achievement.

The message of setting high
standards is clear and compelling:
setting high standards underlies
much school success. But if real
achievement gains are required,
standards should be coupled with
creating fair and equitable
opportunities to learn.

While meeting the challenge of
educating children in high-poverty,
racially isolated schools may seem
daunting, our contention is not only
that it can be done, but that it must
be done.

Several recent studies indicate that
by assembling and assuring exactly
the kinds of opportunities to learn
that we are recommending, schools
around the country are succeeding
in meeting this challenge. The
Education Trust identified high-
poverty schools - with 90% low-
income students - that were
obtaining high levels of
achievement. They then compiled
the characteristics of those schools
(see figure 14).® The U.S.
Department of Education did a
similar study looking at high-
poverty, high- performing urban
elementary schools.® And the
school district of El Paso is widely

recognized as an education system
that has succeeded in not only
increasing achievement but also in
closing the gap between White and
minority students.

Recommendations for a Fair
and Equitable System of
Schools

In addition to the educational
challenges that a school system
serving the City of Wilmington must
meet, we foresee five system-level
challenges to such a system:
finance, management of the
teaching force, teaching and English
language development,
accountability, and public
engagement. All across the United
States school districts (and urban
districts in particular) are not rising
to meet these challenges. We
strongly recommend that, whatever
the model chosen to govern and
manage the operation of schools in
Northern New Castle County,
attention be paid to the need to
establish the appropriate policies
and operational mechanisms that
can make our city, unlike the rest of
the country, able to meet this
challenge.

Finance

Whoever operates or oversees the
operation of schools in the City of
Wilmington, the most critical
system-level issue they will need to
address is assuring the appropriate
funding for those schools. We
examined the question of assuring
the resource needs of Wilmington
schools from two perspectives.
The issue of finance cannot be
raised without calling attention to
the long-term fiscal health of any
system of schools serving
Wilmington’s children. The history
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of school finance in Northern New
Castle County is tied directly to the
federal court order that created the
consolidated tax district as part of
the strategy for enabling
desegregation to take place. The
court at that time had the foresight
to recognize that whether or not the
city’s children would be treated
fairly would depend to a great
extent on whether funding for
schools would be distributed
equitably. *

No greater harm could be done to
the future education of the children
of Wilmington than to put forth a
plan for a system of schools that
forces the city, by itself, to raise the
required local contribution to match
the state’s funding. Separating
Wilmington’s schools from an
important part of its current local tax
base - the New Castle Consolidated
Tax District - would severely

TAAS Math Pass Rates
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threaten the current and long-term
viability of any Wilmington
neighborhood schools plan. This is
true for three reasons.

First of all, Wilmington children, by
attending schools in the four
districts, currently benefit from the
level of per student and per unit
local funding those districts are able
to generate. Delaware Department
of Education estimates indicate that
removing Wilmington from the
consolidated tax district would
result in a loss of roughly $5.5
million (20%) in local revenue for
city children, with a concomitant
reduction in the per student and per
unit funding available locally."
Reduction in local revenue hits
Wilmington particularly hard
because the city has
disproportionately more special
education students than the rest of
Northern New Castle County.

While the state does provide
additional resources for special
education-related units, those
resources can only be used for
special education children.
Furthermore, every unit allocated
from the state requires a local
match, so additional special
education students in Wilmington
still call for additional local
revenue. City resources would have
to be stretched in a way that other
localities” funds are not.

Secondly, separation from the
consolidated tax district could place
the city in a position where it would
have to raise its local tax rate. At
present, because the city
participates in the consolidated tax
district, schools that Wilmington
children attend benefit from two
sources of local funding - the
consolidated tax district and the
additional local revenue raised by
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each of the four districts. If there
were no longer a consolidated tax
district, Wilmington schools would
need to rely on local revenue which
the city would generate wholly on its
own, implying a substantial increase
in local taxes given the city’s low
level (compared with the suburbs) of
taxable assets. It is important to note
that the state equalization formula is
not designed to make up for the
lower level of local revenue of a
jurisdiction such as Wilmington.

Thirdly, the city is at a distinct
disadvantage in terms of the long-
term prospects for its tax base. If a
school system serving Wilmington's
children had to rely on city tax
revenue for its local contribution, it
would start out with an assessed
value lower than three of the four
existing Northern New Castle
County school districts. And the
prospects for development in the
region point to increasing disparity

between the growth and wealth of
the suburban jurisdictions and the

city.

For these three reasons, the WNSC
is very concerned that any proposal
put forth for enacting neighborhood
schools either leave intact the
consolidated tax district as a base of
funding for city schools, or replace
that mechanism with a tax base that
would be at least equally as robust
and with similar prospects for long-
term health. Barring such an
arrangement, the state would be
called on to devise an appropriately
compensatory funding mechanism,
one that would serve even better
than the current equalization and
state school- funding formulae, to
make up for an inadequate local tax
base (see figure 16 for further
discussion of what this implies).

In addition to our concern for the
long-term financial base for city

schools, we are also concerned with
the question of equity. Over the last
twenty years, existing approaches to
school finance in the U.S. have
been successfully challenged in
state courts and in several cases
have in fact been found to be
inherently inequitable, unjust, and
an impediment to a child’s right to
an adequate education.” What are
needed are funding mechanisms
that account for the challenges
inherent in educating all children to
high standards. As a nation we
have decided that it is no longer
acceptable to educate one set of
children to high standards, while
consigning another set of students
to low expectations. And we are no
longer willing to work to fulfill our
low expectations for low- income
and minority students by
systematically under-resourcing and
disadvantaging their schools.
Therefore, our challenge is to
provide resources for schools
serving low-income students not
based on per capita financial parity.
Rather, as stated by the Wake
County Superior Court judge in
Hoke County v. State of North
Carolina, 95 CVS 1158, we need to
base funding on assuring
“opportunities and services over
and above those provided the
general student population in order
to put [economically disadvantaged
children] in a position to obtain an
equal opportunity to receive a
sound basic education.”
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Httracting, Retaining and
Adequately Supporting High-
quality Teachers

No system factor has more
influence on the learning
opportunities offered to children
than the quality of the teachers a
school district is able to employ.
The ability of any school district,
and an urban school system in
particular, to attract and retain good
teachers is a function of many
factors. Primary among these are
the prevailing demographic and
labor market trends among teachers.
Like much of the country, New
Castle County will be facing
retirements of existing teachers right
at the point when demand for
quality professionals is escalating.
State Department of Education data
from 1998 showed that 28% of the
K-12 teachers in the county were at
that time already eligible for service
pension. As those teachers
inevitably begin to retire, all New
Castle County districts will be faced
with attracting and retaining
qualified replacements, and city
schools will be forced to compete
with the surrounding jurisdictions in
an increasingly competitive
marketplace for teachers. One
important lesson from the
implementation of class-size
reduction in California was that
generalized increased demand for
teachers pulled experienced and
qualified teachers to wealthier,
suburban districts, leaving
emergency credentialed and largely
inexperienced teachers to work in
urban schools.*

The WNSC feels strongly that
Wilmington will have to be afforded
certain financial advantages to
enable the city to compete on
relatively equal footing for quality
teachers. At the state level, the
Delaware Department of Education
has already recognized the need to
make Delaware teachers’ salaries

competitive with other states and
school systems in the region.” We
endorse the Education Salary
Schedule Improvement Committee’s
and the Delaware DOF’s
recommendations to raise starting
teacher salaries, as well as to
explore the possibility of linking
teacher monetary rewards to student
performance.* We think additional
interventions will be needed on the
part of an urban center like
Wilmington that could end up
serving predominantly poor and
minority students. For example, the
Mayor and City Council may want
to consider waiving the city wage
tax for teachers as a way to create a
financial incentive for individuals to
seek teaching positions in schools
serving Wilmington’s children.

In examining the current trends in
demand and supply of teachers, the
National Commission on Teaching
and America’s Future (NCTAF)
estimated conservatively that the
country will need to hire at least 2
million teachers during the current
decade. This level of demand may
seem daunting, but NCTAF
contends that for many years the
country has graduated more new
teachers than it hires. Nevertheless,
shortages persist in certain fields of
teaching and in certain school
districts. These shortages are a
problem of distribution rather than
of absolute numbers.#

In almost every teaching field,
schools with the largest numbers of
low-income and minority students
have greater difficulty filling
vacancies. Wealthy districts that
pay high salaries and offer more
pleasant working conditions rarely
experience shortages in any field.
Districts that serve low-income
students tend to pay teachers less
and offer larger class sizes, fewer
materials, and less desirable
teaching conditions - including less

professional autonomy.*
Distribution of teachers is also an
issue within any school district or
educational jurisdiction. Senior,
highly qualified teachers gravitate
towards the schools serving fewer
minority or low-income students.
Newly hired, too often unqualified,
teachers are assigned to the
minority and low-income schools.

Analysts looking at the situation
from both the left and right agree
that school districts’ current efforts
to recruit good teachers are
inadequate. Streamlined
procedures for hiring, alternative
avenues into the profession, pay
increases and rewards for
outstanding teachers, financial
incentives to work in hard-to-staff
schools or in shortage subject areas
are all proposals being offered and
tried in a number of school
districts.*

The available research on teaching
does not point clearly to a decisive
indicator of teacher quality. We
know that certification does not
guarantee quality.® We also know
that subject area knowledge is a
strong determinant of teacher
quality (as measured by the
achievement of the students whose
teachers know best the subject
being taught).®" Schools need to be
able to select teachers who have the
required knowledge, enthusiasm,
and willingness to work to help all
children achieve to high levels. If
that means being able to go outside
the confines of strictly interpreted
certification or licensing rules, then
so beit.

The Thomas B. Fordham Foundation
recommends that school systems
open the doors to teaching,
allowing more people to enter the
profession through a variety of
unconventional pathways. They
also recommend that personnel

Final Report 19



decisions be devolved to individual
schools, granting them the freedom
to hire, compensate, and deploy
people in a manner that makes
sense for each school.®2 Of course,
ultimately schools would then be
accounlable for the results they
obtain. Fordham'’s argument stresses
placing greater emphasis on those
results and freeing up schools to
innovate around how they obtain
them. Clearing space for increased
innovation is exactly the attraction
of charter schools and a charter
district. The founder of a charter
school in Washington, DC, when
asked which regulation he was most
grateful for not having to follow,
answered, “Teacher certification.”
He went on to explain that the
freedom to hire people from diverse
backgrounds and deploy them
creatively was the single greatest
source of his school’s ability to meet
its students educational needs.” We
feel strongly that schools serving the
children of Wilmington should
enjoy this kind of creative freedom
and be able to deploy a variety of
strategies for attracting and retaining
teaching staffs that can deliver the
goods for the students.

Teaching and English
Language Development

Because of the diverse backgrounds
and needs of immigrant students,
school staff need specialized
preparation to work effectively with
them. All teachers with immigrant
students and English language
learners in their classes need to
know about second language and
literacy development, cross-cultural
issues, and methods to teach both
language and academic content.s*

Given this, school staffs should
recognize that the vast majority of
their language minority families are
still in the process of adjusting to
the mainstream culture and the
need to speak English. Secondly, it
is essential to take into.
consideration their stage of
acculturation, their length of
residence in the U.S., their English
language proficiency and their
educational level. Thirdly, although
more and more language minority
students are born in the United
States, nearly all of their families
have come here as immigrants
and/or refugees. Keeping these
generalizations in mind when
working with parents and families
and developing support systems for
them will enhance the effectiveness
of the learning experience for
children who are second language
learners.

It should be obvious that immigrant
students’ language proficiencies
have a tremendous impact on their
ability to succeed in American
schools. But we often overlook the

language problems of some students

who are second- generation
immigrants that struggle with both
English and Spanish. These
students’ language abilities suffer
because, in the current political
climate, students are pushed from
one language to another too rapidly
to allow them to develop

communicative competence in
either one. They fall victim to
society’s desire for a rapid transition
to English, as they are unable to do
academic work in either their
mother tongue or in English. For
these students, neither the linguistic
norms of the mother tongue nor
those of the target language,
English, are available as resources
for the kinds of tasks that the
schools demand, and the students
find it difficult to participate in
classes conducted in either
language. Although it could be said
that these children speak both
English and Spanish, it could also
be said that they know neither.*

Given the Hispanic student
population in Northern New Castle
County, and particularly the city of
Wilmington, the WNSC
recommends that any system of
schools serving our children must
provide adequate resources and
attention to ensuring that English
language learners attain academic
English language proficiency in a
timely fashion and master state
content standards at grade level.
We further believe that the
Governor, educators and lawmakers
should institute the
recommendations of the Delaware
Language Minority Task Force for
the purpose of improving instruction
and eliminating the considerable
academic achievement gap between
White and Hispanic students.
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Accountability

Ensuring accountability for equity is a
critical system challenge for large
school districts. In some states, most
notably Texas, state education officials
have become more sophisticated in
their use of data disaggregated by race
and socioeconomic status to focus on
issues of equity. For example, the
Texas Education Agency (TEA) rates
schools and school districts as
“exemplary,” “recognized,”
“acceptable,” or “low-performing”
based on attendance, dropout, and
state test data. However, it is not
enough for a school or a district as a

| whole to meet a particular rating
threshold. Each subgroup of students
identified by the state (African-
American students, Hispanic, White,
and economically disadvantaged)
must also meet the threshold. Thus a
school district in which 80 percent of
the total students pass the state test
could still earn a “low-performing”
rating if fewer than 50 percent of the
economically disadvantaged students
pass the test. Likewise, no district can
earn one of the two highest ratings if
even a single school in the district is
designated as “low-performing.”
Under such a rating system, a school
or district can no longer use the
performance of its students in general
to mask its failure to educate
particular subgroups of students.5¢

While they can play a useful role in
identifying schools and districts in
which inequities currently exist, such
rating systems by themselves cannot
provide the kind of diagnostic detail
necessary to inform meaningful
changes in low-performing schools.
As suggested earlier in this report,
anyone trying to determine the
reasons behind low school
performance should begin by looking
at the quality of the teaching staff. In
one Maryland countywide school
district, a broad-based committee of
school, community, and business
stakeholders identified a problem that

plagues many, if not most, large
school districts: “In the present
situation, most openings for new
teachers are occurring in schools
that have high turnover. High
turnover schools frequently are
schools with the highest
concentrations of children who
experience challenges to their
education, poor school climates,
changing administration, or rapidly
increasing population.”” The
Committee placed the responsibility
for addressing the inequities on the
shoulders of the county school
district, urging it to adopt a series of
recommendations to address the
problem, including “encourag[ing]
movement within the system as part
of the professional development
plan of each teacher, to encourage
professional growth and prevent
‘burn-out.”” As Linda-Darling
Hammond and many others have
argued, one cannot expect equitable
educational outcomes (however one
defines them) without an equitable
distribution of qualified teachers.

Darling-Hammond also argues for
an approach to accountability that
encourages self-reflection on the
part of school staffs. A key
component of such an approach is a
practitioner-led school review
process, such as that used by Her
Majesty’s Inspectorate in Great

Britain and adapted for use in New
York as the school quality review
(SQR). In the New York model,
teams of teachers, administrators,
and community members spend a
week on site in a school, examining
and observing everything from
classes to faculty meetings to actual
samples of student work. According
to Darling- Hammond, the
“reviewers look at evidence of
student progress and
accomplishments, how the teaching
and learning environment supports
learning, what kinds of teaching
strategies are used, what kinds of
learning opportunities different
students experience, and how the
school functions as a community.”
The review team shares its findings
with the school in an attempt to
promote critical reflection on the
part of the school staff - attempts
that have proven largely successful.
Darling-Hammond reports,
“Because of the openness
engendered by this approach and
the credibility that practitioners
attach to the examination of
practice, most teachers and
principals in schools that have
experienced the review have been
motivated to undertake changes in
their practice.”® An accountability
system that includes components
like the school quality review
acknowledges a simple, but often
forgotten truth: Changes in results
are impossible without changes in
practice.

Public Engagement and
Support

On the surface, it would seem to
make sense that neighborhood
schools lead to greater parental
involvement. A school that is a
block from one’s home is obviously
more accessible than a school that
is twelve miles away. However,
when it comes to public school
districts, the definition of
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“accessible” is more than a matter
of mere geographical proximity.
David Matthews, president of the
Kettering Foundation and former
U.S. Secretary of Health, Education
and Welfare, writes of a widening
gulf between public schools and
their publics. He cites findings from
a 1992 survey that “while nearly 60
percent of Americans thought
parents and other members of the
community should have more say in
allocating funds and deciding the
curriculum, less than 15 percent of
administrators and only 26 percent
of teachers shared this view.”s?

Reforms such as school-based
management (also called “site-
based” management) are intended
to bridge the gulf between schools
and communities and promote
greater community control over
educational resources and decision-
making at the school level.
However, studies have shown that
not all school-based management
programs are created equal - and
consequently not all of them have a
positive effect on student
achievement. As one study notes, “.
. . whether the school could tailor
decisions and resources to the needs
of the local community depended
on having authority over pertinent
resources-budget, staffing, and
curriculum-and on having an
effective means to register and
respond to community needs. Not
all programs transferred such
authority in all these areas, and not
all programs established an effective
means to link to the community. We
found that within the same district
some schools were able to form
effective school-level governance
mechanisms and focus on school
improvement while others fought for
power, focused on win-lose
decisions, concentrated on
inconsequential routine decisions,
and paid little attention to
generating a vision and plan for
school improvement.”s

While acknowledging that schools
and school districts can do more to
make themselves accessible to their
publics, David Matthews argues that
viable school-community links
cannot exist in the absence of strong
communities and clearly articulated
community values and priorities.
Drawing on the Kettering
Foundation’s many years of research
in the area of public engagement
and civil society, Matthews suggests
that schools must take their cues
from a larger public agenda: “Our
advice would be to start with the
community or public, that is, to
concentrate first on the community
and its concerns rather than on the
schools and their goals. We believe
that schools are best understood as
a means to the broader educational
objectives of a community and that
well-intentioned reforms often
reverse this natural order, treating
the community as a means to ends
dictated by schools. In effect, we
propose retracing the steps that
brought the public schools into
being in the first place.”®

In looking at promising links
between schools and communities
across the country, the Cross- City
Campaign for Urban School Reform
has identified a set of characteristics
that strong schools and strong
communities share:

e They are clear about what matters
most to them.

« They have a clear vision of where
they are headed.

¢ They live by a spirit of
accountability to results.

s They nurture a spirit of efficacy, a
prevailing sense of confidence
that human action, however
small, can have a positive
impact, that people have the
power to shape their
environment, their choices, and
their future.

» They seek alignment between the
values they hold and the actions
they take.

* They struggle to bridge the fault
lines of race, class, and power
inequality.”

As we move to establish new
arrangements for providing
schooling to the children of
Wilmington, the Committee is
recommending that the Mayor and
City council recognize the
importance of stressing public
engagement, including educating
the community on the issues.
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Options for a School System Designed to Meet the Needs of Wilmington’s Children

Taking into account all of the issues raised in the previous sections, the Wilmington Neighborhood Schools Committee
has worked to consider a variety of options for how best to govern and manage a system of neighborhood schools serving
the city’s children. The full range of options considered is summarized in the following table.

Models Considered

K-6 Students Assigned in the City; 7-12 Students Assigned to Suburban Schools

Wilmington District Model

Assignment of Wilmington Children into One Existing District

Neighborhood School Assignments Determined by the Four Existing Districts

Charter District

Metropolitan District

Under the directive of the Neighborhood Schools Act, which requires a minimum of nine affirmative votes before any
model can be advanced to the Mayor of Wilmington and the City Council, the Committee has retained and agreed to put
forward the last two of these options: 1) a Wilmington Charter District and 2) a Metropolitan District comprised of
Wilmington, Red Clay and Brandywine. These options are described below. All committee member votes are recorded as
part of the public record published under separate cover. However, the WNSC wants to reiterate to the Mayor and City
Council its belief that, whatever option is eventually pursued by them and/or by the General Assembly, the priority
recommendations detailed in this report and summarized in the adjacent text box must be taken into account.

OPTION ONE Create a Metropolitan School District

Overview of the Metropolitan District Proposal

Governance:
A school board consisting of representation from Red Clay, Brandywine, and the City of Wilmington would be

elected either at-large or by nominating district and would function as a school board under current state
statutes. Each school would have its own Local School Council (LSC) which would be responsible for local
decision-making at each school (see appendix: Local School Councils - The Chicago Experience)

Finance:
All three districts would need to be consolidated into a single district with a common tax base. The new

district would assume control over school properties within the city limits.

Student Assignment:
Student assignment would be in accordance with a neighborhood schools plan where children would be assigned
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statutes and Tt s assumed that other options, such as magnets and thematic schools, could also be available.
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Implementation Time lines:
A student assignment plan, consistent with the Neighborhood Schools Act, would need to be prepared after a

thorough assessment of the physical infrastructure (school buildings in particular) is conducted. The analysis
would need to be prepared with great attention given to the existing infrastructure and capital requirements to
reconfigure all buildin e and grade appropriate._Full implementation, once the new district is

o

take 12 to18 months.

i

Legislative Actions Required:
The State Board of Education and the General Assembly will have to examine the laws regarding how the City of

Wilmington and the school districts of Brandywine and Red Clay could be consolidated to form a metropolitan
district.

]
%:, Action to reorganize the New Castle Consolidated Tax District in support of Christina, Colonial, and the

i.

7
i“ 27 newly-formed Metropolitan districts, or eliminate the consolidated tax district all together.
Cosls:
An analysis of the cost savings resulting from consolidation, and additional costs associated with
administering a 31,000-student district, would need to be calculated once a model student assignment plan is
crafted in the context of a detailed facilities plan. The new district would also assume any outstanding debt
service associated with its newly acquired buildings. There would also be costs associated with the delivery
of fair and equitable opportunities to learn in neighborhood schools which end up as high-poverty schools
and schools with a greater number of special needs children as a result of the Act.

The proposal is to create a regional district comprised of the City of Wilmington, Red Clay, and Brandywine school
districts. The consolidated district would function as a unified school district, sharing its students and a common local
tax base. The configuration is driven by the proximity of the proposed district and the resulting common tax base. We
‘believe this proposal addresses four critical concerns:

1. It allows us the opportunity to respond to the Neighborhood Schools Act while minimizing the number of

underresourced high-poverty schools;
2. Creates the potential for better equalization of resources and sustainable local revenue through the creation

of an adequate tax base;

3. Yields greater opportunities for diversity, reducing the likelihood of racial isolation and economic flight; and

4. Reduces the State’s and region’s vulnerability to the Equal Protection Clause and Title VI of the Civil Rights Act.
One key component of this plan is the creation of Local School Councils, or LSCs, which have been demanstrated to
increase the levels of local control at the building or neighborhood Tevels and increase parental involvement in schools.
In Chicago, LSCs have been in existence for over a decade, with parents, teachers, and community members having a
strong, legally defined voice in local school governance through the councils. Established by the lllinois State Legislature
in 1988, many LSCs have used their new powers to increase the focus of schools on academic achievement as well as to
make them cleaner and safer. Key powers include principal selection and approval of the school budget and school
improvement plan. A more detailed description of LSCs can be found in the appendices.

LRSI A% 3 AP e T Ty b g =14z

Final Report 24




OPTION 2 Create a Charter District

This proposal allows for improved student learning and increased innovation, as intended in the Delaware Code
establishing charters, while mitigating the effects of an increased number of high- poverty schools by preserving the

current mechanism for funding day-to-day operations.

Overview of the Wilmington Charter Proposal

Governance:
A seven-member school board, partially appointed and partially elected, would have the authority to grant

and revoke charters in the City of Wilmington on the basis of student and other performance criteria.

Finance:
The operations of ail schools in the district would be funded in accordance with the Delaware Code, Title 14,

Chapter 5, where funding essentially follows a student from the student’s existing district.

Student Assignment:
Schools would be open to all children in accordance with the Delaware school choice provision. However,

the committee recognizes that there would be several children for whom no applications would be filed,
particularly before families are well acquainted with the choice application process. The committee has two
recommendations regarding this problem. First, a well-planned and funded public awareness and education

Lampaign-needs—te-be-implemented, so that parents can easily Tearn how the system works, as well as
acquaint themselves with the variety of schools from which they may choose. Next, rather than fill each
charter school with children filing applications, room wouﬁmmno
amﬂed. This Tatter group would be assigned to each school by the district central staff, based

upon proximity and information about each such child’s particular need or learning style. In this way, no
child would suffer a disadvantage if parents were unable or unwilling to become knowledgeable consumers

of educational opportunity.

Implementation Time lines:

Over a three-year period of time, all public schools in the new charter district would convert to charter
schools. In order to make the transition smooth and to avoid the rush to find a charter for every school on

“day one,” the new board would have the authority to direct any of the districts currently operating a
particular City school to continue to do so during this three-year period. This decision would be made based
upon the relative success of the current program and the availability of a charter applicant whose program

matches the new board’s plan for that particular school.

Legislative Actions Required:
The Delaware Code regarding the conversion of existing public schools to charter schools requires that “a

public school may only be converted to a charter school by approval of the board of the school district in
which it is focated and that the charter application received the approval of over 50% of the teachers and
over 50% of the parents residing in the attendance area of the school with a child(ren) under the ageof 18
years, who, after 30 days prior written notice to all teachers and parents eligible to vote, attend a public
meeting held for the specific purpose of voting on the proposed conversion. Therefore, the General Assembly
will have fo modify the existing law so that all schools within the City of Wilmington can be moved to charter

status without the approval restriction.

The Delaware Code also states admission preferences that charter schools may make which are the following:
by age and grade; by lottery in the case of over-enrollment; siblings of students enrolled at the school.
Additional preferences for converted existing public schools may need to be added to ensure that all students
residing in the City of Wilmington have a space in a nearby charter school.
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Additionally, the State Board of Education and the General Assembly will have to examine the laws regarding

howac idated tax district may be drawn in the context of a City of Wilmington charter school district.

Costs:
Given the way in which charter schools are funded under existing state law, a Wilmington Charter School

District would need a mechanism for financing the board’s administration. This could be done through a
direct allocation based on per pupil state revenues to the district or a small administrative fee levied on each
school. Also, given the fact that the buildings within Wilmington are generally older and in need of
renovation, the committee recommends that the state assume any existing debt service costs, the costs of
capital improvements, and the costs of new construction.

Under the existing Delaware Code, Title 14, Chapter 5 governs the establishment of charter schools and lists the
legislative intent of the act as: to improve student learning; encourage the use of different and innovative or proven
school environments and teaching and learning methods; provide parents and students with improved measures of
school performance and greater opportunities in choosing public schools within and outside their school districts; and to
provide for a well-educated community. A charter school is defined as a public school including 2 or more of grades
kindergarten through 12, and having at least 200 students (provided, however, that a charter school may enroll fewer
than 200 but no less than 100 students in its first 2 years of operation or for a charter school serving at-risk or special
education students), managed by a board of directors, which operates independently of any school board, under a
charter granted for an initial period of 3 school years of operation and renewable every 5 school years thereafter by a
public school district or the State Department of Education, with the approval of the State Board of Education. The board
of directors of a charter school shall have the same standing and authority as a Reorganized School District Board of
Education, except the power tg tax. The Department with the approval of the State Board of Education may also approve
a charter school which plans to enroll fewer than 200 students in special circumstances, such as an on-site charter
school proposed by a business as an extension of an on-site early learning or day care center. As of 2000, there is no
limit with regard to the number of charter schools allowed in the state.

The concept of a Wilmington Charter District, or district of charter schools, would create a citywide governing body, )
rations for

much like a school board, with the direct responsibilities of monitoring the standards of achievement and ope

all schools operating within the City of Wilmington. This committee would recommend that any charters granted within
the boundaries of the new district be required to adhere to the Universal Components set forth in this document. The
Wilmington Charter District board would essentially open all schools in the City of Wilmington to charter providers,
including existing local districts, over the course of aT ree-year period. In accordance with Delaware law, while the
board of directors for each school would be wholly autonomous with respect to the program and operations of the
school, it would also be accountable to the charter district board for its student outcomes. If a school were found to be
underperforming and not improving by the charter board, the charter board could revoke the existing school’s charter in
favor of a new proposal. While the funding for the charter schools would be as currently provided for under the
Delaware Code, the Wilmington Charter District would be granted the power of levying taxes, as in gtl'n_t_a_r__q_igt_ri_c_t_s_a_n_:_r:efi

the state—
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| Critical Challenges in Moving
Forward

While part of the charge to the
WNSC was to calculate costs, both
operational and capital, of
implementing the
recommendations, attempting to do
5o in isolation of the work underway
in Christina, Red Clay, Brandywine,
and Colonial to meet their charges
to craft neighborhood school plans
could easily be misleading and
grossly inaccurate. The actual costs
of transitioning from the existing
system to a system of neighborhood
schools are interdependent across
all of the existing districts. The
location and availability of
appropriate space and the need to
revamp and create appropriate
space will dramatically impact all
capital costs. Regardless of the
model ultimately decided upon by
the City Council and Legislature,
costs associated with reconfiguring
school buildings so that they are
grade and age appropriate and
adequately equipped and resourced
depend almost entirely on the
student assignment plans for the
county, not simply for those students
living within the boundaries of the
City of Wilmington. Any attempts to
seriously identify those capital and
transition costs outside of the
collective student assignment plans
of the four existing districts would
generate false numbers. In order to
seriously move forward, the
Department of Education, the
Legislature, or another authorized
body will need to:

1. consider the costs of the option
of choice in the context of the
emerging neighborhood school
plans of the four existing districts;

2. commission a detailed facilities

study, incorporating all four
districts;

3. drive the analysis of the costs

associated with any
neighborhood school plans
regionally in the context of a
well- conducted facilities plan, as
the availability of adequate
facilities across all four districts
and the city of Wilmington will
be critical during the transition;

4. calculate actual transportation
costs on the basis of both those
costs unique to the regional
transition to neighborhood
schooling, as well as the longer
term implications, accounting for
special education and any laws
pertaining to the transporting of
elementary school children;

5. consider the impact of
Delaware’s school choice
provision on student assignment,
given that some schools already
have a large number of choice
applications.

While it is our intent to incorporate
the finding of a Wilmington
neighborhood schools assignment
study now being conducted, any
further projections made about costs
associated with implementing such
a plan would have to be prefaced
with a long list of assumptions,
without first engaging in, or having
actual data from, the above
analysis.
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Endnotes

1. The U.S. Department of Education’s
National Center for Education
Statistics defines a high-poverty
school as one having 40 percent or
more of its student population
eligible for free and reduced-price
lunch. The criteria for free and
reduced-price lunch eligibility as
defined by the National School
Lunch program are based on family
income relative to the Health and

Human Services Poverty Guidelines.

Free lunch eligible students must be
from a household with income
below 130 percent of poverty.
Reduced-price lunch eligible
students must be from households
with income below 185 percent of
poverty.

2. "City of Wilmington: Preliminary

Data on Students and Schools.”
Presentation to the Wilmington
Neighborhood Schools Committee
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this analysis are described.

Education. “First Things First: A
Framework for Successful School
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school experiences.
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Future. The Investing in Quality
Teaching report gauges the nation’s
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that have become available since the
Teaching for America’s Future report
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policy changes that have occurred.

Orfield, Gary and John T. Yun.

Resegregation in American Schools.
Cambridge, Mass: The Civil Rights
Project, Harvard University, 1999.
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Rothenberg, Dianne. Full-day
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the Clearinghouse on Elementary
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Washington, D.C.: U.5. Department
of Education (ERIC# ED382410),
1995. This report discusses the
research supporting the effectiveness
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Achievement?” The Progress of
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at Chicago. The Small Schools
Workshop collaborates with
teachers, principals, parents, and
district leaders to create new, small,
innovative learning communities in
public schools.
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Chester E. Finn, Jr. Washington, D.C.:
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Van Slyke, Dore, Alexandra Tan, and
Martin Orland, with assistance from
Anna E. Danegger. School Finance
Litigation: A Review of Key Cases.
Washington, D.C.: The Finance
Project, 1994 (see
www.financeproject.org/litigation. ht
ml). This paper reviews the legal
context against which current
debates about the merits of
alternative plans for school finance
reform are being played out. It
reviews the key federal and state
court cases that have created
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quality and reform unfair school
finance structures. Also, it highlights
a number of policy issues that must
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decision makers in their efforts to
design new funding strategies that
will effectively support education
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learning and achievement.

Walqui, Aida. Access and Engagement:
Prégram Design and Instructional
Approaches for Immigrant Students
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D.C.: Center for Applied Linguistics,
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Wohlstetter, Patricia, Amy N. Van Kirk,
Peter J. Robertson, and Susan A.
Mohrman. Organizing for Successful
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