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INVESTING IN OUR FUTURE
A World-Class Education System for Baltimore City Students
For children born in Baltimore City in the first 18 years of the 21st century,
the path to high school graduation may be uncertain, with lack of resources
and a history of inequity and generational poverty placing obstacles along the
way. In a city where census data show 23% of people in poverty, City Schools
serves a population with 55% of students directly certified to receive assistance
for low-income families—a percentage that significantly under-represents
the actual poverty rate of our students. And in a school district that has been
under-funded for decades, hard choices have too often meant resources
have been deployed unevenly, with school communities competing among
themselves for small pieces of a too-small pie. Ultimately, Baltimore’s young
people, particularly those living in poverty, have not had access to everything
they could and should have to pursue their dreams and realize their potential.
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Kevin lives in West Baltimore, in a

WHAT COULD
IT LOOK LIKE
FOR A CHILD BORN IN

of families have household incomes

learn, play, and grow, with read-alouds, songs,
arts and crafts, puzzles, water play, and other
experiences that three-year-olds in more affluent
neighborhoods may be experiencing in private

well below $30,000 a year. There are

preschools or at home.

no grocery stores within walking

The next year, Kevin enters pre-k already
knowing most of the alphabet, what counting
is all about, what his favorite book is, how to
write his name, about colors and seasons, and
that he wants to know more about building
things. He watched the construction progress
as his school was being renovated with a new
addition to house science labs, a new gym, a
media center, and a shared community space
with a health suite.

neighborhood where the majority

BALTIMORE IN THE

distance, and his family does not have

SECOND 18 YEARS OF

a car. The adults in his home all work

THE 21ST CENTURY—
IF ALL SCHOOLS IN
MARYLAND WERE
FUNDED EQUITABLY AND
AT A LEVEL THAT TRULY
SUPPORTS THE WORLD-CLASS
EDUCATION THAT OUR
CHILDREN DESERVE?

more than one job, and they spend up
to three hours a day commuting on
MTA buses to and from work. Crime
rates are high, and Kevin’s family
hasn’t escaped violence. There are
also health concerns in the family,
some the result of substandard
housing or poor nutrition.
Since before he was born, Kevin’s mom and
dad have been connected to the Judy Center
attached to their neighborhood elementary
school. They took advantage of parenting classes,
learning what to expect in Kevin’s first years
and how to support his development, and the
staff connected them with community resources
to find better housing.
Because it serves a community of concentrated
poverty, Kevin’s neighborhood school offers
preschool for all three-year-olds, and Kevin’s
parents enroll him the September after his third
birthday. With support from professionals in
early childhood education, children explore,

Kevin’s parents do shift work, so they take
advantage of the school’s extended school day
and school year to make sure that he is safe and
has lots of learning opportunities when their
schedules are challenging. He has a healthy
breakfast, lunch, and supper at school, and the
family picks up staples for weekend meals from
the school’s food pantry. The community school
coordinator connects both Kevin and his mom
with health services to manage their asthma.
For the next five years, Kevin moves up through
the grades. Some early challenges with reading
comprehension are identified by the school’s
literacy coach and his teachers, and they develop
an instructional plan to support him. Through a
partnership with a nearby college, a tutor starts
working with Kevin on his reading—and, over
the years, the young graduate student becomes
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a role model and mentor. Kevin’s parents
support him at home, using reading materials
provided by the school and tips learned at the
school’s quarterly literacy and math family
nights. Meanwhile, his work in math and science
reflects his continuing passion about building and
figuring out how things work and go together—
and he is identified to take part in the school’s
program for gifted and advanced learners.
Family challenges throw Kevin off track just as
he’s starting middle school. For a time, he moves
in with a cousin, and there’s a period when he’s
acting out. But his new middle school, where he’s
enrolled in a rigorous STEM-focused program,
has a committed student support team with a
full-time social worker and half-time school
psychologist. Together, they and Kevin’s parents
work on social-emotional learning, and the
school’s strong focus on restorative practices helps
him develop his capacity to manage his emotions
and deal productively with conflict. While he’s
still really interested in building things, he’s also
developed an interest in computer coding and
discovered that he’s a good runner—activities
he’s pursuing in after-school clubs. With his
class, he goes on visits to local colleges and starts
envisioning his bright future.
With honors classes and Algebra I completed
in 8th grade, Kevin gets into his top-choice
high school, one of several positioned
geographically around the city that offers
selective programs. He’s moved back in with
his dad on the west side and his family still
doesn’t have a car, but he can get to his new

school on public transit without needing to
change buses, and a school bus gets him back
to his neighborhood when he stays at school
late for clubs and sports.

WHILE THIS IS AN IDEALIZED

His new school draws students from across
the west side, but there are a good number of
students from his neighborhood, and he and his
whole family are confident that his elementary
and middle schools prepared him well for the
Advanced Placement, pre-engineering, and
other rigorous courses he’s signed up for—
every bit as well as the other public and private
schools his more affluent classmates attended.

MEAN THAT ALL STUDENTS

His internship placement at one of the city’s
leading engineering firms convinces him that
a future in engineering is what he wants for
himself. He’s disappointed with his score on the
SAT the first time he takes it in school in 11th
grade, but he brings it up by more than 100
points the next time—and his college counselor
helps him put together college and scholarship
applications that will let him attend one of the
leading undergraduate programs in engineering
in the state. When he graduates from high
school in June 2036, he’s full of optimism and
confidence that he’ll make his family proud
as the first to graduate from college.

VISION, IT IS NOT AN IMPOSSIBLE
ONE. THE REALITIES OF LIFE

AND FAMILIES WILL EXPERIENCE
CHALLENGES AND HURDLES,
SOME OF WHICH MAY BE
EXTREMELY DIFFICULT TO
OVERCOME. BUT IT IS THE JOB OF
EDUCATORS TO CREATE PATHWAYS
TO SUCCESS FOR ALL STUDENTS,
REGARDLESS OF WHERE THE
PATH BEGINS AND THE OBSTACLES
ALONG THE WAY. FOR BALTIMORE
CITY, THE VISION FOR EXCELLENCE
IN THE 21ST CENTURY MEANS
PROVIDING ACCESS EQUITABLY
TO THESE ELEMENTS OF A
WORLD-CLASS EDUCATION SO
WE CAN REALIZE THE PROMISE OF
BUILDING A GENERATION
OF LEADERS FOR OUR CITY
AND BEYOND.
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INVESTING IN OUR FUTURE:

EXECUTIVE SUMMARY
Baltimore City students deserve schools that address all their needs, nurture
their intelligence and creativity, and allow them to pursue their academic
and extracurricular passions. With input from experts and community
stakeholders, City Schools has identified the services necessary to create
such a school system. This document gives a framework for understanding
those services and the strategies City Schools must implement to provide a
world-class education for Baltimore’s young people.
In creating the structure for this framework, we adapted the building
blocks identified by the State of Maryland’s Commission on Innovation and
Excellence in Education (the Kirwan Commission) to create the following
categories for investment with services described for each:
Early learning
High-quality instruction
College and career readiness
Student wholeness
Talent recruitment, development, and retention
Systems and structures
Facilities

City Schools believes that to ensure adequacy in education for students
across Maryland’s local education agencies, a new funding formula should
support at minimum each service listed in the detailed tables beginning
on page 15 through a per-pupil foundation amount, with additional
weights for students in specific subgroups (students with disabilities,
low-income students, English learners) and allocations for schools serving
concentrations of low-income students.
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Early Learning
This category outlines services to ensure all
students come to kindergarten ready to succeed,
regardless of their socioeconomic status. Decades
of research have shown that what happens in early
childhood has a profound effect on later learning
and long-term academic and career success.
Research also makes clear that students born into
communities of poverty need additional support
to enter formal schooling ready to achieve at the
same level as their more affluent peers. Services
including early learning centers in communities
of concentrated poverty, preschool for high-needs
three-year-olds , universal pre-k for four-year-olds
and resources to support high-quality teaching and
learning for all preschool and pre-k students will
ensure children, including those living in poverty,
with disabilities, or learning English, have access
to enriching educational experiences that prepare
them for kindergarten.

Services in the early learning category include

• Early learning centers to serve high-poverty
children from birth through entry to pre-k

• Universal pre-k for four-year-olds, with
appropriate weights for those with disabilities
or learning English

• Mental health supports for early learners
• Supports to identify disabilities as early as
possible in a child’s life

• Childcare centers for high schools

• Preschool for high-needs three-year-olds,
including allocations for preschools serving
significant and severe concentrations for
poverty and weights for students with
disabilities or learning English

• Instructional coaches for pre-k teachers
• Paraprofessionals
• Transition programming for children entering
kindergarten from informal care
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High-Quality Instruction
This category outlines services that will ensure
all Baltimore City students have access to
world-class curricula and instruction across core
subject areas as well as in art, music, foreign
language, and elective courses. Research shows
that students of color, low-income students,
English learners, and students with disabilities
frequently have little access to grade-appropriate
assignments, strong instruction, opportunities
for deep engagement, and teachers who hold
high expectations for their success. Research
also indicates that access to these key resources
raises achievement significantly and can
eliminate racial and socioeconomic disparities in
academic outcomes.

Services in the high-quality instruction category include

Services that provide standards-aligned,
grade-level curricula along with the
instructional supports and programs necessary
to help all students (including those living in
poverty, with disabilities, or learning English)
access those materials will raise achievement.
Additionally, access to the arts, foreign
language, electives, gifted and advanced
learning programs, and technology will
nurture students’ unique interests, talents, and
creativity as they prepare for postsecondary
education and career opportunities.

• One-time purchase of computers to reach

• Assistant principals
• High-quality standards-aligned curricula and
instructional materials

• Extended school day for high-needs students
• Eight weeks of additional schooling for

• Supplies needed to support daily lessons and
school activities

• Art, music, technology, world language, and
elective teachers

• Student-teacher ratios by grade band

high-needs students in elementary and

• Bilingual programing

middle school

• Heritage language programming for students

• Extended school year for students
with disabilities

• Access to technology, including computers,
tablets, and interactive whiteboards in
all schools
the student-to-computer ratio recommended
for administration of statewide assessments

• Coaches to support teaching practices in
math and English language arts

• Standards-aligned testing and universal

whose home language is not English

• Substitute teachers
• Library materials
• Tutors
• Paraeducators to support English learners
and delivery of special education

• Special education instruction
• Interpretation services
• Speech-language pathology services,
assistive technology, behavior specialists,

screener to identify students who

and occupational therapy for students with

need additional support or special

disabilities

education services

• Academic supports and interventions for
students who need additional support

• Universal screener and programming for

• Audiology for students with
hearing impairments

• Orientation and mobility services for blind or
visually impaired students

students who are gifted or advanced
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College and Career Readiness
This category describes the supports high school
students need to prepare for postsecondary
opportunities. Research shows that low-income
students face additional barriers to achieving
postsecondary goals and are less likely to go to
college than are students from more affluent
communities. To overcome those barriers,
services must be provided to low-income and
first-generation college-bound students to ensure
they have access to the resources, supports, and
guidance necessary to prepare for postsecondary
education and career opportunities.
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Services in the college and career readiness category include

• College and career counselors
• College trips
• College testing
• Internship programs during the school year
and summer

• Career and Technology Education (CTE)
coordinators, teachers, professional
development, and equipment

• Free technical skills attainment exams for
CTE students

• A laptop for every 9th -grade student
• Learning-to-work coordinators at high
schools

• Transition counseling services for students
with disabilities

Student Wholeness
This category outlines services to meet the
whole of students’ needs, so they can reach
their potential. Research shows that social,
emotional, mental, and physical well-being
have a direct impact on a student’s ability to
learn. In communities of concentrated poverty,
factors including housing instability, childhood
trauma, parental unemployment, food deserts,
and poor access to healthcare result in increased
social, emotional, mental, and physical health
challenges for students. Access to services such
as health centers, counselors, social workers,
psychologists, restorative practice coaches,
community school coordinators, housing
specialists, and family engagement programs will
ensure the needs of students are met, regardless
of the challenging circumstances they may face
outside of school. Additionally, access to services
that promote enrichment such as mentoring and
extracurricular activities will expose children
growing up in under-resourced communities to
a wide range of enriching opportunities that will
develop their skills and passions and build their
self-confidence.

Services in the student wholeness category include

• School-based health centers, each with a fulltime school nurse

• Mental health services for students and
families

• Enrichment opportunities for students to
experience art, music, theater, and other
cultural experiences

• Extracurricular activities such as sports, art,
music, and computer programing

• School counselors
• School social workers
• Wholeness specialists to encourage students’

• Subsidies for purchase of school uniforms
• Mentoring
• Before- and after-school care for elementary
and middle school students

• Housing specialists
• Community schools coordinators
• Family engagement programs
• Laundry equipment
• Centers to provide wrap-around services
for families who have recently arrived in the
United States

social-emotional development and provide

• Parenting classes

support in de-escalating conflict

• Recreation services for students with

• Restorative practices coaches

disabilities

• Centers to coordinate outreach to students
who have dropped out of high school or are
at risk of dropping out
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Talent Recruitment,
Development,
and Retention
Decades of research show that effective teachers
and school leaders are among the most important
drivers of student achievement, but schools with
hard-to-serve populations tend to have the least
experienced teachers and school leaders. The
talent recruitment, development, and retention
category outlines services that will build a
pipeline of high-quality teachers and school
leaders and provide the training, supports, and
incentives necessary to retain them in schools
serving low-income communities.
Services in the talent recruitment,
development, and retention
category include

• Principal support and development
• Teacher professional learning
• Tuition reimbursements for teachers pursuing
certification

• Salary bonuses for teachers and principals in
hard-to-staff subjects and high-needs schools

• Recruitment and hiring
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Systems and Structures
This category outlines the services necessary to
keep a large school district running smoothly,
so teachers and school leaders can devote their
energy to providing a world-class education for
all students. Access to safe, reliable transportation
is necessary in order to ensure all students,
including students with disabilities who require
accommodations, can get to and from school and
extracurricular activities safely. Additionally, data
systems will enable district and school leaders to
make informed, strategic decisions, resources to
expand communication and outreach will ensure
that families and staff have the information
they need to support student achievement, and
increased district and school office staffing will
ensure that the systems teachers and students rely
on each day function properly.

Services in the systems and structure
category include

• Sufficient district-owned buses to meet
student transportation needs, including
for after-school activities and to meet
transportation needs for students with
disabilities

• Resources to expand research and data
collection

• A comprehensive system to track student
progress

• Resources to expand communications and
outreach

• District office staffing proportional to

Facilities
City Schools has the oldest buildings of any school
district in Maryland and fewer resources to maintain,
repair, and upgrade them. A comprehensive analysis
of the district’s building portfolio in 2012 estimated
that $2.4 billion was needed to replace and renovate
existing buildings over a ten-year period; in 2019, the
inflation-adjusted cost is estimated at approximately
$3 billion. Research shows the physical conditions of
a school have a direct impact on academic outcomes,
school climate, and teacher retention. Resources to
complete the 21st-century building plan and provide
all students with safe, clean, well-maintained
21st-century school facilities are an essential
component of an equitable school funding model.
Services in the facilities category include

increases in staff at the school level and

• Funding for the 21st Century School Buildings

to expanded use of third-party program

Program to complete the plan for renovating

providers, to provide appropriate monitoring,

or replacing all school buildings to ensure

oversight, and support

students, staff, and families have equitable

• School office staffing
• Technology infrastructure that supports
broadband wireless access

access to healthy, modern, and safe buildings
to support a world-class education

• One-time investment in ensuring facilities
are appropriate for young children attending
expanded pre-k

• Resources to increase preventive maintenance
and repairs

• Custodial and grounds support
INVESTING IN OUR FUTURE
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INVESTING IN OUR FUTURE:

A World-Class Education System for Baltimore City Students
ABOUT FUNDING LEVEL FACTORS
The base allocation column establishes whether a service should be
included in a base weight for each student.

• The low-income column establishes whether a service should
receive an additional allocation through a compensatory weight for
low-income students.

• The English learner column establishes whether a service should

TABLES: SERVICES BY CATEGORY
Early Learning

16

High-Quality Instruction

21

College and Career Readiness

35

Student Wholeness

40

service should receive an additional allocation through a weight
for school communities with a high percentage of students living
in poverty.

Talent Recruitment,
Development, and Retention

50

• A school with 50 to 75% of students living in poverty is
classified as having “significant” concentration

Systems and Structures

54

• A school with 75% or more students living in poverty is classified
as having “severe” concentration

Facilities

58

receive an additional allocation through a weight for students who are
learning English. (Services that call for “bilingual staffing” apply
only to schools with high concentrations of English learners.)

• The disability column establishes whether a service should receive an
additional allocation through a weight for students with disabilities

• The concentrated poverty funding columns establish whether a

Service areas that require one-time investments are highlighted in gray
in the tables. For example, expanding pre-k access across the district would
incur ongoing per-pupil costs, and also one-time costs to construct and
equip classrooms and procure pre-k instructional materials.
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Early Learning
KEY ADDITIONAL FUNDING
BASE ALLOCATION per student
To ensure adequacy in education for all
students, a new funding formula should
support each service listed in the table,
through a per-pupil foundation amount.

Early Learning
SERVICE

Programming
for children
from birth to
pre-kindergarten
(pre-k) and
parent support

Universal pre-k

Pre-k coaches

DESCRIPTION

Early learning
centers to serve
children from birth
through entry to
pre-k

per student

+
ENGLISH
LEARNERS
per student

+
+ CONCENTRATED POVERTY FUNDING per school
STUDENTS
Schools should receive additional funding for
WITH
concentrations of poverty (i.e., significant poverty
DISABILITIES
per student

with 50 to 74% of students in that demographic
group; or severe poverty, with 75% or more students).

ADDITIONAL FUNDING
BASE
per
student

No

All four-year-olds
Yes
have access to
public pre-k with a
ratio of 15 students
per teacher to
ensure high-quality
instruction for all
learners

An instructional
coach for every 20
pre-k classrooms
to ensure teachers
are supported
in implementing
high-quality
programming

+
COMPENSATORY
ALLOCATION FOR
LOW INCOME

Yes

+
+
English
Low
Income Learner

+

per student

per student

No

1 ESOL
specialist
for every
4 centers

Yes

No

Yes

Disability
per student

Yes

+ CONCENTRATED POVERTY
FUNDING per school
Significant

Severe

No

1 center
for every 4
schools

No

No

RATIONALE FOR NEED

Children who have experienced poverty or economic insecurity are less likely to
be ready for kindergarten and are more likely to benefit from high-quality early
learning programs (Isaacs, 2012; Phillips et al., 2017). Murphy (2009) found that
children who attended a high-quality early learning program completed more years
of education and had higher incomes as adults than did those who did not go to
preschool or attended a lower quality program.
Currently, only 5% of three-year-olds in Maryland attend state-funded pre-k
(Friedman-Krauss, Barnett, Weisenfeld, Kasmin, DiCrecchio, & Horowitz, Squires,
2018). Expanding access to preschool for high-needs three-year-olds and
implementing universal pre-k for four-year-olds will ensure every child in Maryland
will have the opportunity to enter kindergarten ready to succeed.
Instructional coaching for pre-k teachers is a key ingredient for improving classroom
experiences and academic outcomes for children (Phillips et al., 2017). Providing
additional coaches to schools with concentrated poverty will ensure that teachers
get the necessary professional development to provide a high-quality preschool
experience to poor children, who have the greatest potential to benefit from it.

No

1 coach for No
every 400
students
to provide
ESOLspecific
support to
teachers

No

All three- and four-year-old children in Baltimore should have access to high-quality
early learning programs that provide opportunities to explore art and music,
develop early literacy and math skills, and prepare for kindergarten. Kindergarten
Readiness Assessment (KRA) data from 2017 show that students who attended
1 coach for
City Schools’ public pre-k programs were more ready for kindergarten than those
every 15
who entered kindergarten from most other settings. Further, children who attend
classrooms
to provide
a Baltimore Head Start program for one year followed by public pre-k are more
more intensive
ready for kindergarten than those who are in informal care, as measured by the
support
KRA (Grigg, Connolly, D’Souza, & Mitchell, 2016). High-quality preschool leads to
improvements in test scores in kindergarten, but the sustainability of these effects in
later grades remains unclear (Murphy, 2009). However, City Schools’ data contradict
mixed national findings, with children showing improved scores even in later
grades. (continued on page 18)
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Early Learning
SERVICE

Preschool for
high-needs
three-year-olds

DESCRIPTION

ADDITIONAL FUNDING
BASE
per
student

Preschool programs No
for three-year-olds
from low-income
families with a ratio
of 15 students
per teacher to
ensure high-quality
instruction for all
learners

Paraprofessionals 1 paraprofessional
for preschool and per classroom to
pre-k classrooms support the lead
teacher

Yes

+
+
English
Low
Income Learner

+

per student

per student

Yes

Yes

Yes

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school
Significant

Severe

No

No

RATIONALE FOR NEED

(continued from page 17)

For preschool students with disabilities, related services in addition to instructional
support may be required under their Individualized Education Programs (IEPs).
In those cases, students should also receive the weight within the High-Quality
Instruction section for the services outlined in their IEPs. Similarly, preschool English
learners should also receive the weight within the High-Quality Instruction section
for English for Speakers of Other Languages (ESOL) programming.
No

Yes

Yes

No

No

Paraeducators support lead teachers in a variety of ways, including pulling small
groups of students for instruction, implementing interventions (both academic and
behavioral), co-teaching and co-planning when appropriate, supporting assessment
administration, supporting transitions between activities and throughout the
building, supporting during resource classes and during unstructured times
(e.g., recess and mealtimes), assisting with toileting and other self-care skills of
students, and preparing academic materials to support instructional practices in the
classroom. Paraprofessionals often work with students who have physical, cognitive,
sensory, emotional, or mild to severe learning disabilities; are falling behind in
critical skills; or are English learners.
Research shows that students who received one-on-one or small-group tutoring or
instruction from paraprofessionals improved their reading performance more than
students in control groups who did not receive similar support (Goe & Matlach,
2014). Causton-Theoharis, Giangreco, Doyle, and Vadasy (2007) found that
numerous studies demonstrated that paraprofessionals can improve the reading
skills of students who are at risk or who have learning disabilities.
Instructional models for students with disabilities may necessitate more than one
paraeducator per classroom to support a teacher (e.g., for programs that support
students in need of intensive behavior support).

One-time
investment:
Pre-k resources
and materials

18
18

Purchase of
furniture,
instructional
materials, etc., to
outfit the increased
number of pre-k
classrooms

No

No

No

No

No

No

A one-time investment in pre-k resources and materials will enable City Schools to
expand access to pre-k and preschool programing to all four-year-olds and all highneed three-year-olds. The replacement costs of resources and materials should be
captured in the education funding formula on an ongoing basis

Early Learning
SERVICE

DESCRIPTION

ADDITIONAL FUNDING
BASE
per
student

+
+
English
Low
Income Learner

+

per student

per student

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school
Significant

Severe
No

RATIONALE FOR NEED

Transition
programming for
kindergarteners
entering from
informal care

A two-week
program prior to
the first day of
kindergarten to
help children who
have not attended
a formal early
learning program
(or who have
been identified as
needing additional
support) to adjust
to school and
classroom settings

No

Yes

Yes

No

No

Mental health
supports for
early learners

Related service
providers, school
psychologists,
and school-based
staff to provide
intervention
services to pre-k
through 2ndgrade students to
improve language
acquisition and
reading skills

No

No

No

See the
HighQuality
Instruction
section

Implement core program
model at all schools

Early
identification
and assessment

Personnel and
tools to identify
disabilities as early
as possible in a
child’s life

Yes

No

No

No

No

As required by federal and state law, school districts must evaluate children of
any age that are suspected of having a disability. Early identification enables
educators to provide the support necessary to ensure students with disabilities
can learn and grow.

Childcare
centers for high
schools

Centers to provide
child care for high
school students
who are parents
themselves

No

No

No

No

1 center for every 4 high
schools

Baltimore City has a teen birth rate twice as high as the state of Maryland and three
times as high as the national average. According to the Baltimore City Department
of Health (n.d.), African American and Hispanic teens have rates three and four
times higher than Caucasian teens, respectively. Providing free childcare centers at
high schools will provide young parents with the opportunity to continue their own
education while ensuring their children are in a safe, nurturing environment.

Kindergarten Readiness Assessment data from 2017 show that students who
attended City Schools’ public pre-k programs were more ready for kindergarten
than those who entered kindergarten from home or informal care.

For City Schools students, providing these supports has resulted in statistically
significant improvements in academic literacy outcomes as measured by district
benchmark tools, and statistically significant decreases in referral for special
education.
In addition to instructional support provided by teachers, students with disabilities
in preschool and pre-k classes may also require related services (per their IEPs). In
those cases, students should receive the weight within the High-quality Instruction
section for the services outlined in their IEPs.
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Early Learning
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Thousand Oaks, CA: Corwin.
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Weiland, C. (2017). Puzzling it out: The current state of scientific knowledge on
pre-kindergarten effects. Washington, DC: Brookings Institution.
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Early Learning
High-Quality
Instruction
KEY ADDITIONAL FUNDING
BASE ALLOCATION per student
To ensure adequacy in education for all
students, a new funding formula should
support each service listed in the table,
through a per-pupil foundation amount.

High-Quality Instruction
SERVICE

DESCRIPTION

+
COMPENSATORY
ALLOCATION FOR
LOW INCOME
per student

+
ENGLISH
LEARNERS
per student

+
+ CONCENTRATED POVERTY FUNDING per school
STUDENTS
Schools should receive additional funding for
WITH
concentrations of poverty (i.e., significant poverty
DISABILITIES
per student

with 50 to 74% of students in that demographic
group; or severe poverty, with 75% or more students).

ADDITIONAL FUNDING
BASE
per
student

+
+
English
Low
Income Learner

+

per student

per student

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school
Significant

RATIONALE FOR NEED

Severe

Assistant
principals

One assistant
Yes
principal per school
with more than 600
students, at a ratio
of 1 for every 600
students

No

No

No

Additional assistant principals
at the ratio of 1 per 400
students or a minimum of one
additional assistant principal

Research shows that effective school leaders who are skilled at organizational
management are essential for successful schools (Grissom & Loeb, 2011; Murphy
& Torre, 2014). Student achievement has also been shown to benefit from effective
and comprehensive school leadership (Bierly, Doyle, & Smith, 2016; Waters,
Marzano, & McNulty, 2003).

Curricula and
instructional
materials

High-quality
curricula and
instructional
materials in all
content areas
(English, math,
science, social
studies, the art
disciplines, world
language and
elective courses)

Yes

Yes

Yes

No

No

No

As Wiener and Pimentel (2017) note, curriculum is the professional learning
equivalent of “You are what you eat.” In recent studies, strong curriculum
accounted for gains in student scores of up to 23 percentile points in math and 19
in reading, and those gains may compound annually (Steiner, 2017). Koedel and
Polikoff (2017) showed positive effects of curricula on student math achievement
persist for years. Costs to purchase high-quality, standards-aligned curricula and
instructional materials are low relative to the significant positive impact on student
outcomes (Bhatt & Koedel, 2012; Boser, Chingos, & Straus, 2015; Whitehurst, 2009).
High-quality curricula and instructional materials should be available for English,
STEM (science, technology, engineering, math), social studies, the arts, world
language, and elective courses. Curricula must be rigorous, culturally relevant, and
developmentally appropriate.

Extended school An additional
day
2 hours of
instructional time
each day for
high-needs
students

No

Yes

Yes

Yes

Capacity
for 50% of
students

Capacity
for 100% of
students

Baltimore students will benefit from the opportunity to spend more time in school,
where they are safe and have the chance to learn and grow. It is important to
note that structured implementation of an extended day across schools is key
to the success of such a program. Extended school-day programs in Florida and
Massachusetts showed mixed results (Abt Associates, 2012; Folsom, OsborneLampkin, Cooley, & Smith, 2017). However, other research suggests that extending
in-school time can support student learning when considerations are made for how
time is used and if programs target students most at risk of school failure (Patall,
Cooper, & Allen, 2010).
An IEP team decision may necessitate provision of additional adult support for
students with disabilities to ensure they can access high-quality instruction during an
extended school day.
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High-Quality Instruction
SERVICE

Summer
academic
programming

DESCRIPTION

Eight weeks
of additional
schooling for highneeds students in
elementary and
middle school

ADDITIONAL FUNDING
BASE
per
student

No

+
+
English
Low
Income Learner

+

per student

per student

Yes

Yes

No

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school
Significant

Severe

Capacity
for 50% of
students

Capacity
for 100% of
students

RATIONALE FOR NEED

When compared to their wealthier peers, low-income students show pronounced
levels of summer learning loss (Alexander, Entwisle, & Olson, 2007). Summer
academic programming lasting longer than five weeks with significant instructional
time in math and language arts has been shown to mitigate this loss (Augustine
et al., 2016). It appears that summer programs yield the highest gains for learners
in the elementary grades (Quinn, Cooc, McIntyre, & Gomez, 2016). Chaplin and
Capizzano (2006) found that low-income students in a voluntary summer learning
program gained one month of reading skills.
Summer academic programing also provides the opportunity for students to
participate in enrichment opportunities and to pursue their passion for subjects
such as fine arts and music in a school-based setting.
(This service does not extend to high school students, who should have the
opportunity to pursue internships during the summer months.)

Extended school ESY services as
year (ESY)
outlined within
the Individuals
with Disabilities
Education Act
(IDEA)

No

No

No

Yes

No

No

Students with disabilities who through an IEP team decision meet the qualifications
for ESY must be provided the appropriate instructional and related services,
designed to ensure they maintain the academic, social/behavioral, communication,
or other skills learned as part of their IEP or 504 accommodation plan. To receive
ESY services, the student must have evidenced substantial regression and
recoupment issues during the previous IEP year.

Technology

Yes

No

No

No

No

No

Both writing and problem-solving skills have been shown to benefit when students
have access to computers in the classroom (Lowther, Ross, & Morrison, 2003), and
proficient use of technology is important to success in postsecondary education
and the working world. In one study, at-risk students (many of whom had previously
failed English) who were given access to technology as a skill-practicing and
content-creating tool outscored students who had not been identified as at risk on
state tests (Darling-Hammond, Zielezinski, & Goldman, 2014).

Access to
technology
including
computers, tablets,
and interactive
whiteboards in
all schools as
recommended by
the Professional
Judgement Panel,
and the support
staff necessary to
ensure continued
access (APA
Consulting, 2016)
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High-Quality Instruction
SERVICE

DESCRIPTION

ADDITIONAL FUNDING
BASE
per
student

+
+
English
Low
Income Learner

+

per student

per student

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school
Significant

Severe

RATIONALE FOR NEED

One-time
investment
Computers for
students

One-time purchase
of computers to
reach the studentto-computer ratio
recommended
for administration
of statewide
assessments

No

No

No

No

No

No

A one-time investment in computers for students will enable City Schools to
achieve the required ratio recommended for administration of statewide and other
computer-based assessments. The significant costs required to keep computers
working and up to date should be captured in the education funding formula on an
ongoing basis.

Assistive
technology

Any item, piece
of equipment,
product, or
system used to
increase, maintain,
or improve
the functional
capabilities of
students with
disabilities

No

No

No

Yes

No

No

Students with disabilities may require technology supports to overcome barriers to
accessing curriculum. Assistive technology is provided through supplementary aids
and services to ensure access to high-quality instruction as documented under a
student’s IEP or 504 plan.

Math and
literacy coaches

Coaches to support No
teaching practices
in math and English
language arts, at a
ratio of 1 per 200
students (minimum
of two coaches
per school; APA
Consulting, 2016)

For students who have difficulty communicating verbally or have communication
disorders related to fine-motor skills, an assessment should be completed by an
assistive technology team in conjunction with a school-based staff to identify the
appropriate assistive technology supports. For students who have high-incidence
disabilities, school-based teams (with support from an assistive technology team
as needed) can test technologies to determine the most appropriate solution for
curriculum access.
No

Recruiting No
and
training for
coaches
in both
content
areas and
ESOL

Yes, at recommended ratio

Teachers should learn standards and pedagogy from coaches expert in each
content area (Darling-Hammond, Hyler, & Gardner, 2017; Early Literacy Task Force,
2017). This is particularly necessary in a school district serving low-income and
minority youth, where students are more likely to be taught by novice teachers
(Ladd, 2008). In high-functioning educational systems, teachers receive support and
development from coaches (Jensen, Sonnemann, Roberts-Hull, & Hunter, 2016).
Additionally, curriculum effects (the positive impact of high-quality curriculum on
academic outcomes) hinge on implementation fidelity (Steiner, 2017), and coaches
support teachers as they work through curriculum.
Due to the high rate of novice teachers in low-income schools, coaches should
be available at ratio recommended by APA Consulting (2016) in schools with
concentrated poverty at a minimum. Coaching techniques should be tailored to the
unique needs and culture of each school community.
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High-Quality Instruction
SERVICE

DESCRIPTION

ADDITIONAL FUNDING
BASE
per
student

+
+
English
Low
Income Learner
per student

per student

+

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school
Significant

RATIONALE FOR NEED

Severe

Studentteacher ratio:
Kindergarten

A ratio of 15
students per
teacher to ensure
high-quality
instruction for
all learners (as
recommended in
APA Consulting,
2016)

Yes

No

A ratio of
No
20 students
per ESOL
teacher

No

Student-teacher
ratio: 1st to 3rd
grade

A ratio of 20
students per
teacher to ensure
high-quality
instruction for all
learners

Yes

No

A ratio of
No
20 students
per ESOL
teacher

A ratio of 15 students
per teacher

Student-teacher A ratio of 25
ratio: 4th to 12th students per
grade
teacher to ensure
high-quality
instruction for
all learners (as
recommended in
APA Consulting,
2016)

Yes

No

A ratio of
No
20 students
per ESOL
teacher

No

ESOL
paraeducators

Paraeducators to
No
provide highquality instructional
support for English
learners

No

1 paraeducator
for every
2 ESOL
teachers

No

No

No

Paraeducators should be bilingual in languages reflective of English learner
populations to provide support in both ESOL and content classrooms.

Special
education
instruction

Specially designed No
instruction and
supports to address
the unique needs
of students with
disabilities

No

No

Yes

No

No

IEP teams—including special education and general education teachers—plan,
develop, and monitor IEPs for students with disabilities. IEPs outline each student’s
unique needs and a plan to meet those needs. Programmatic models of instruction for
students with disabilities may necessitate various degrees of classroom support. For
example, students may require smaller class sizes or co-teaching models in classrooms
that support students in need of intensive behavior support or who have autism.

Reducing class sizes allows teachers to individualize instruction for students to a
greater degree. Research on class size has mixed findings (Chingos, 2012; Hoxby,
2000), but credible studies find reduced class sizes are associated with improved
outcomes, particularly in earlier grades and for minority students (Finn & Achilles,
1999). Additionally, smaller class sizes in kindergarten through 3rd grade have
demonstrated benefits lasting through 4th and 5th grades (Nye, Zaharias, Fulton,
Wallenhorst, Achilles, & Hooper, 1992). Research also suggests that the economic
returns on class-size reduction are worth the investment (Jepsen & Rivkin, 2009)
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SERVICE

26

DESCRIPTION

ADDITIONAL FUNDING
BASE
per
student

+
+
English
Low
Income Learner

+

per student

per student

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school
Significant

Severe

RATIONALE FOR NEED

Special
education
paraeducators

Paraeducators to
assist in providing
instruction for
students with
disabilities

No

No

No

Yes

No

No

Paraeducators provide instructional support for students with physical, cognitive,
sensory, emotional, or mild to severe learning disabilities during small group work
and one-on-one sessions. Instructional models may necessitate more than one
paraeducator per classroom to support a teacher (e.g., programs that support
students in need of intensive behavior support).

Interpretation
services

Services to ensure
students with
sight or hearing
impairments have
access to the
curriculum and
to high-quality
instruction

No

No

No

Yes

No

No

Interpretation services such as oral transliteration, cued language transliteration,
sign language transliteration and interpreting, and transcription services (e.g.,
communication access real-time translation, or CART; C-Print; and TypeWell) ensure
students with sight or hearing impairments can access the general curriculum and
experience high-quality instruction. Interpretation services provide critical support
to students and are administered based on the unique needs identified in a
student’s IEP or 504 plan.

Speechlanguage
pathology
services

Speech
No
pathologists to
identify, diagnose,
refer for, and
provide services
to students with
speech or language
impairments

Yes

No

Yes

No

No

Speech pathologists provide services to habilitate or prevent communicative
impairments, and also provide expert counseling and guidance for parents,
children, and teachers regarding speech and language impairments. Speechlanguage pathology services provide critical support to students with disabilities
and are administered based on the unique needs identified in a student’s IEP.

Audiology
services

Audiologist
to screen and
provide services
for students with
hearing problems

No

No

No

Yes

No

No

Audiologists conduct formal assessments with targeted student groups to
determine educational needs, analyze test data and consult with school staff and
parents to introduce therapeutic interventions for students and provide in-service
training and support to parents and staff based on areas of need. Audiology
services ensure access to high-quality instruction as documented under a student’s
IEP or 504 plan.

Standardsaligned testing
and universal
screener

Assessments to
gauge student
progress, and
screening
to identify
students who
need additional
support or special
education services

Yes

No

Yes

No

No

No

Administering standards-aligned testing throughout the year enables teachers to
track growth and ensure each student is on track and at grade level. Additionally,
results from these assessments allow the district to develop professional
development opportunities for teachers that reflect identified student need.
Universal screeners enable school-based staff to identify students who need
additional support or may benefit from a special education referral.

High-Quality Instruction
SERVICE

General school
materials

DESCRIPTION

ADDITIONAL FUNDING
BASE
per
student

+
+
English
Low
Income Learner

+

per student

per student

Yes

Yes

No

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school
Significant

RATIONALE FOR NEED

Severe

Supplies needed
to support daily
lessons and school
activities (as
recommended in
APA Consulting,
2016)

Yes

Art and music
teachers

Teachers of
arts disciplines
(including dance,
media arts, music,
theater, and visual
art) at a ratio of 1
teacher per 125
students, with
a minimum of 1
art and 1 music
teacher per school

Yes

No

No

No

No

No

Art and music classes are critical components of a well-rounded education.
Additionally, music classes have been shown to support development of literacy
skills among low-income students and English learners (Slater, Strait, Skoe,
O’Connell, Thompson, & Kraus, 2014). In a report from the National Endowment
for the Arts, arts enrichment showed a multitude of benefits for students, including
increased writing and science scores for low-income students who had high levels
of arts enrichment in early grades; higher grade point averages for low-income
students who engaged in arts in high school; and a higher likelihood of graduation
for students who had arts credits when compared to those without (Catterall,
2012). All City Schools students should have access to a high-quality in-school arts
education that meets state and national standards.

Technology
education
teachers

1 technology
education teacher
per 400 students,
with at least one
teacher at every
school

Yes

No

No

No

No

No

To provide a comprehensive technology education program, students should
receive a strong introduction to basic principles of technology and a full
complement of technology courses in high school.

Teachers of
other electives

Teachers for
Yes
physical education,
adaptive physical
education, health,
and specialized
courses such as
economics and
psychology (10% of
total teacher count)

No

No

Yes

No

No

Electives are a critical component of a well-rounded education for all students.

10% additional for all students

Schools should provide teachers with materials they need to lead students in
engaging lessons. More funds for general classroom materials will take pressure off
teachers, who spend an average of just under $500 of their own money each year
on school supplies for their classrooms (Lee & Burkam, 2002; Murphy, 2009; Public
school teacher spending on classroom supplies, 2018).
The concentrated poverty allocation should also cover the costs of providing books
students can take home. Access to books at home is a consistent predictor of
student reading achievement (Brooks-Gunn, Klebanov, & Liaw, 1995; Brooks-Gunn
& Markman, 2005; Fryer & Levitt, 2004; Rothstein, 2004), and many students living
in poverty have limited access to books (Neuman & Moland, 2016).

For students with disabilities, adaptive physical education services may be required
under an IEP. Adaptive physical education teachers work with school-based physical
education teachers to ensure that adaptations and accommodations are in place
so students with disabilities can engage with their general education peers during
physical education.
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+
+
English
Low
Income Learner

+

per student

per student

Orientation and Qualified personnel No
mobility services to provide services
for blind or
visually impaired
students to
ensure systematic
orientation
to and safe
movement within
school, home,
and community
environments

No

No

World
languages: 6th
to 8th grade

At least two
different world
languages offered
at every middle
school

Yes

No

World
languages: 9th
to 12th grade

At least two
Yes
different world
languages offered,
with at least 2
full-time teachers
(scaling up at a rate
of 1 teacher for
every 450 students)

Bilingual
programming

4 bilingual
programs
dispersed
geographically
across the city,
with capacity to
serve 30 students
at each grade level
from pre-k to 8th
grade, providing
approximately
1,080 seats total
across the district

SERVICE

28

ADDITIONAL FUNDING

DESCRIPTION

BASE
per
student

Yes

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school

RATIONALE FOR NEED

Significant

Severe

Yes

No

No

Orientation and mobility services include training students to use sensory
information (e.g., sound, temperature, vibrations) to establish, maintain, or regain
orientation and line of travel (as in using sound at an intersection to determine
when it is safe to cross the street); to use a long cane to supplement visual travel
skills or as a tool for safely navigating the environment; or to use other concepts,
techniques, and tools based on individual need. These services ensure access to
high-quality instruction as documented on a student’s IEP or 504 plan.

No

No

No

No

No

No

No

No

No

Studying a language other than English benefits overall academic performance,
including improved math and reading test scores and reading ability (Armstrong
& Rogers, 1997; D’Angiulli, Siegel, & Serra, 2001)., Additionally, there is evidence
that world language study improves cognitive development and memory (Foster &
Reeves, 1989; Kormi-Nouri, Moniri, & Nilsson, 2003). Students should have access
to language courses that reflect their current proficiency level so that they advance
in proficiency over time.

No

Yes

No

No

No

Bilingual programs are a useful instructional model for meeting the needs of English
learners, and native English-speaking students and their families have shown
increased interest in bilingual programs in recent years. Bilingual programming has
been found to improve general English language proficiency, with no negative effect
on native-English-speaking students’ performance in English language arts (Thomas
& Collier, 2002; Willig, 1985). Bilingual programs should be geographically dispersed
across the city so that all interested families have the opportunity to participate.

High-Quality Instruction
SERVICE

DESCRIPTION

ADDITIONAL FUNDING
BASE
per
student

+
+
English
Low
Income Learner

+

per student

per student

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school
Significant

Severe

RATIONALE FOR NEED

Heritage
language
programming

For students whose No
home language is
not English, classes
to enable them to
progress in their
home language

No

Yes

No

No

No

Heritage language classes help students retain their first language and develop
literacy in that language. This is part of the pathway to the Seal of Biliteracy, an
award given by participating school systems in Maryland that recognizes a student’s
high level of proficiency in listening, speaking, reading and writing in one or more
languages other than English.

Substitute
teachers

A pool of substitute Yes
teachers totaling
at least 5% of total
teacher count (as
recommended by
APA Consulting,
2016)

No

No

No

No

No

Schools require access to substitute teachers as needed.

Librarians

One librarian per
school

Yes

No

No

No

No

No

Library materials

Resources to
refresh library
materials annually

Yes

No

Yes

No

No

No

When a school has a staffed and well-resourced library media center, student
achievement improves (Lance,1994, 2002). Additionally, examining national trends
using data from the National Center for Education Statistics, Lance and Hofschire
(2012) found that students in states that gained school librarians from 2004-05 to
2008-09 showed greater increases in 4th-grade reading scores than students in
states that lost librarians during this time period.

One-time
investment
Library Materials

Books and other
library materials for
every school

No

No

No

No

No

No

Before establishing ongoing funding to refresh materials as intended, a baseline of
materials needs to exist at all schools.

Tutors for math
and literacy

1 tutor for every
125 high-needs
students in pre-k
to 8th grade (APA
Consulting, 2016)
and 1 for every
60 high-needs
students in 9th
to 12th grade, to
improve students’
achievement in
math and literacy

No

Yes

Yes

No

No

No

The additional academic support provided by tutoring has been shown to benefit
students’ reading comprehension, vocabulary, and math skills (Bowman-Perrott,
Davis, Vannest, Williams, Greenwood, & Parker, 2013; Kitano & Lewis, 2007;
Kourea, Carledge, & Musti-Rao, 2007).
Tutors would be provided to all students; for students with disabilities, they would
be provided in addition to any services required under a student’s IEP.
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SERVICE

Academic
supports and
interventions

Gifted and
advanced
learning

Behavior
intervention

30

DESCRIPTION

Curricular materials
for instructional
interventions
(not personnel)
for students who
need additional
academic support

ADDITIONAL FUNDING
BASE
per
student

Yes

+
+
English
Low
Income Learner

+

per student

per student

Yes

Yes

Yes

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school
Significant

Severe

No

No

RATIONALE FOR NEED

Extensive research indicates that socioeconomic status influences achievement,
such that low-income students require greater access to academic interventions to
perform on par with more affluent peers (Murphy, 2009). Two-thirds of City Schools
students read two or more years below grade level, as measured by internal
benchmark assessments.
These services would be provided to all students; for students with disabilities, they
would be provided in addition to any services required under a student’s IEP.

Universal screening Yes
for exceptional
and higher than
average ability
and supports
for students
identified as gifted
or advanced,
including additional
resources
for “talent
development”
students (those
with higher than
average ability
who are not yet
achieving at high
levels)

Yes

Behavior
Yes
intervention
specialists
to provide
interventions for
students in need of
behavioral supports

No

Yes

No

No

No

The benefits of programming for gifted and advanced students extend through
postsecondary education and continue throughout their lives. Gifted and
advanced programs ensure that students are able to grow at a pace appropriate
to their abilities (Callahan & Hertberg-Davis, 2012) and support teachers’ ability
to differentiate instruction to meet the needs of all learners (Loveless, Farkas, &
Duffett, 2008).
A compensatory weight will enable schools to identify and support talent
development students to reach their full potential. Research shows students of color
and English learners continue to be under-represented in gifted and advanced
learning programs (Plucker & Callahan, 2014). Low-income students are much
less likely to receive enrichment opportunities than those from wealthier families
(Duncan & Murnane, 2011). Additionally, high-ability students from low-income
families are less likely to continue to perform academically at a level above their
peers or attend selective colleges (Wyner, Bridgeland, & DiIulio, 2009).

No

Yes

No

No

Behavior intervention specialists work closely with clinical teams (which can include
social workers, school psychologists, school counselors, or partner mental health
agencies) to provide behavior supports for general education students and students
with disabilities.
The behavioral intervention specialist designs systematic approaches that result
in lasting positive changes in student behavior, develops data collection systems,
monitors data collection and analyzes data to ensure the success of the behavior
plan, and consults with clinical, teaching, and other staff on behavior plan
implementation.

High-Quality Instruction

ADDITIONAL FUNDING
+
+
English
Low
Income Learner

+

per student

per student

Certified
No
occupational
therapists to
provide services
based on individual
student need

No

No

Physical Therapy Certified physical
No
therapists to
provide services
based on individual
student need

No

No

SERVICE

Occupational
therapy

DESCRIPTION

BASE
per
student

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school

RATIONALE FOR NEED

Significant

Severe

Yes

No

No

An IEP can specify that a student requires services from a qualified occupational
therapist, including support to improve, develop, or restore functions impaired or
lost through illness, injury, or deprivation; support to improve ability to perform
tasks for independent functioning, if functions have been impaired or lost; and
preventative treatment to reduce further impairment or loss of function.

Yes

No

No

An IEP can specify that a student requires services from a certified physical
therapist.
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Early Learning
College
and Career Readiness
KEY ADDITIONAL FUNDING
BASE ALLOCATION per student
To ensure adequacy in education for all
students, a new funding formula should
support each service listed in the table,
through a per-pupil foundation amount.

College and
Early Learning
Career Readiness
SERVICE

per student

+
ENGLISH
LEARNERS
per student

+
+ CONCENTRATED POVERTY FUNDING per school
STUDENTS
Schools should receive additional funding for
WITH
concentrations of poverty (i.e., significant poverty
DISABILITIES
per student

with 50 to 74% of students in that demographic
group; or severe poverty, with 75% or more students).

ADDITIONAL FUNDING
BASE
per
student

+
+
English
Low
Income Learner
per student

per student

+

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school
Significant

Severe

College
Programming
for children
and
career
from birth to
counselors
pre-kindergarten
(pre-k) and
parent support

Support
Early
learning
to prepare
centers
all
students
to serve
for
children from birth
postsecondary
through entry to
opportunities
pre-k

No

No

1 counselor
ESOL
Yes
No
specialist
for
every 50
for every
high
school
4 centers
students
with
limited or
interrupted
schooling

1 counselor
No
for every 100
11th- and
12th-grade
students

1counselor
1
center
for every 50
4
schools
11thand
12th-grade
students

Universal
pre-k
College trips

All
four-year-olds
Yes
Trips
to college
No
have
access
campuses
toto
learn
public
pre-k
with a
about the
college
ratio
of 15 students
experience
and
per
teacher
to
college
admissions
ensure
processhigh-quality
instruction for all
learners

No
No

Yes
No

No
Nohigh school
2 trips per year for
students at each grade level

Pre-k coaches

An instructional
Yes
coach for every 20
Tests
for
Yes
pre-k required
classrooms
college
admission
to ensure
teachers
processes
and
are supported
college
credit
in implementing
administered
high-quality during
the
school day to
programming
ensure universal
participation (SAT,
ACT, AP and IB
exams)

No

1 coach for No
every 400
No
No
students
to provide
ESOLspecific
support to
teachers

College testing
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DESCRIPTION

+
COMPENSATORY
ALLOCATION FOR
LOW INCOME

No

Yes
No

No
No

1 coach for
every 15
No
classrooms
to provide
more intensive
support

RATIONALE FOR NEED

City Schools
Children
whostudents
have experienced
need access
poverty
to supportive
or economic
adultsinsecurity
and experiences
are less that
likely to
encourage
in postsecondary
Whenfrom
compared
to their
be ready forenrollment
kindergarten
and are more education.
likely to benefit
high-quality
early
wealthier
peers, low-income
students
faceetadditional
achieving
learning programs
(Isaacs, 2012;
Phillips
al., 2017).barriers
Murphyto(2009)
found that
postsecondary
goals. Students
from low-income
communities
are 30% less
likelyyears
to
children who attended
a high-quality
early learning
program completed
more
go
to
college
than
are
students
from
more
affluent
communities,
and
fewer
than
half
of education and had higher incomes as adults than did those who did not go to
take the SAT (Bell, Rowan-Kenyon, & Perna, 2009). Navigating college acceptance
preschool or attended a lower quality program.
or certification processes is more challenging for students who do not have parents
or
other family
who can provide
guidance
and support
basedpre-k
on their own
Currently,
only members
5% of three-year-olds
in Maryland
attend
state-funded
experiences
(Bell, Rowan-Kenyon,
& Perna;
De LaDiCrecchio,
Rosa, 2006).
(Friedman-Krauss,
Barnett, Weisenfeld,
Kasmin,
& Horowitz, Squires,
2018).
Expanding
preschool
for high-needs
three-year-olds
and have
Other studies
haveaccess
found to
that
when youth
from disadvantaged
backgrounds
implementingwith
universal
for four-year-olds
willlevels
ensure
child in
Maryland
relationships
adults pre-k
who have
attained higher
of every
education,
they
are more
will have
likely
to enroll
the opportunity
in a four-year
to institution
enter kindergarten
(Engbergready
& Wolniak,
to succeed.
2010). However, even
if accepted to college, low-income students frequently do not enroll (Castleman
Instructional
coaching
for “summer
pre-k teachers
is a key
ingredient
improving
classroom
& Page, 2014).
To reduce
attrition,”
these
studentsfor
need
access to
a
experiences
and who
academic
outcomes
for children
(Phillips etpaperwork,
al., 2017). navigate
Providing
supportive adult
can help
them complete
all necessary
additional
schools or
with
concentrated
poverty
ensure
that teachers
challenges coaches
related totofinances
family
circumstances,
andwill
provide
counseling
when
get the necessary
professional
development
to provide
high-quality
needed
(Tierney, Bailey,
Constantine,
Finkelstein,
& Hurd,a2009).
Collegepreschool
and career
counselors
provide
this support
to high
students
as to
they
navigate
experiencecan
to poor
children,
who have
the school
greatest
potential
benefit
fromthe
it.
college application and enrollment process. (Note that these counselors focus solely
All
three- and four-year-old
children
in Baltimore
should have
access to high-quality
on supporting
students as they
prepare
for postsecondary
opportunities.
All schools
early
programs
that provideasopportunities
to explore
and music,
shouldlearning
also have
school counselors,
described in the
Studentart
Wholeness
category.)
develop early literacy and math skills, and prepare for kindergarten. Kindergarten
Avery and Kane (2004) suggest that organizing field trips for college visits
Readiness Assessment (KRA) data from 2017 show that students who attended
encourages students to apply to schools at higher rates.
City Schools’ public pre-k programs were more ready for kindergarten than those
who
entered
kindergarten
from
most other
settings.
Further,
children
attend
Providing
in-school,
free, and
mandatory
college
entrance
exams
raiseswho
college
acceptance
poor
students.
Hyman
(2017)
thatby
forpublic
every pre-k
1,000are
low-income
a Baltimore for
Head
Start
program
for one
yearfound
followed
more
students
scored well
enough
anare
optional
test tocare,
be eligible
for college
ready for who
kindergarten
than
those on
who
in informal
as measured
by the
acceptance,
an additional
480 scored
well enough
to be collegepreschool
eligible when
KRA (Grigg, Connolly,
D’Souza,
& Mitchell,
2016). High-quality
leadsthe
to
test
became mandatory.
improvements
in test scores in kindergarten, but the sustainability of these effects in
later grades remains
unclear
2009).
However,
City Schools’
data
Compensatory
funding
should(Murphy,
cover one
in-school,
mandatory
SAT test
as contradict
well
as
two national
waivers for
weekend
Waivers
will ensure
students
have
multiple
mixed
findings,
withtests.
children
showing
improved
scores
even
in later
opportunities
to take the test.
grades.

College and
Career Readiness
SERVICE

DESCRIPTION

ADDITIONAL FUNDING
BASE
per
student

+
+
English
Low
Income Learner

+

per student

per student

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school
Significant

Severe

RATIONALE FOR NEED

Internship
programs

Programs and
supports for high
school students to
gain valuable work
experience both
during the school
year and in the
summer

No

Yes

No

No

No

No

Meaningful internships expose students to professional work environments and
provide real-world work experience. Internships have been shown to increase
students’ likelihood of graduating from high school and attending postsecondary
education and decrease likelihood of being involved in illegal activities (DeLuca &
Clampet-Lundquist, 2016).

Career and
Technology
Education (CTE)
coordinators,
teachers,
professional
development,
and specialized
equipment for
middle and high
school students

Teachers to provide Yes
students with skills
demanded in the
labor market and
prepare them for
postsecondary
degrees in
technical
fields, with
associated central
coordination
and specialized
equipment

No

No

No

No

No

CTE provides sequential technical and academic programs of study leading to
advancement in a career field (Maryland State Department of Education, 2017).
CTE programing should be aligned to industry standards, and courses of study
should reflect current economic demand and place students on a career path that
will result in earning a living wage.

Technical Skills
Attainment
exams (TSAs)

State-approved
exams developed
in consultation
with industry that
result in industryrecognized
credentials that
students can use
when entering a
career

Yes

No

Kreisman and Stange (2017) found that students who take advanced CTE courses
in high school see higher earnings, including a 3.2% wage increase for CTE
concentrators. Academically, students involved in CTE programs have been
shown to score higher on a measure of reading for information (Bragg & Ruud,
2007). Additionally, CTE reduces dropout rates and increases on-time graduation
(Gottfried & Plasman, 2017).

No

No

No

No

Research shows that 43% of young workers with licenses and certificates earn
more than those with an associate’s degree, and 27% earn more than those with a
bachelor’s degree; 31% of young workers with associate’s degrees earn more than
those with a bachelor’s degree (Georgetown University Center on Education and
the Workforce, 2009).
Costs for certification exams vary from as little as $30 to nearly $300, depending
on the exam. In some fields, students can earn multiple certificates. All students
pursuing CTE tracks, regardless of their economic status, should have access to all
relevant TSAs so they graduate high school prepared to start a career.
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DESCRIPTION

ADDITIONAL FUNDING
BASE
per
student

+
+
English
Low
Income Learner

+

per student

per student

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school
Significant

Severe
No

Computers

A laptop for
every 9th-grade
student to prepare
and apply for
postsecondary
opportunities
and use after
graduation

Yes

No

No

No

No

Learningto-work
coordinators at
high schools

Coordinators to
recruit and orient
industry partners;
to provide student
supports and
student data
collection and
monitoring; and
to serve as liaisons
between students,
faculty, and
employers

No

No

No

No

1 per school

Transition
counseling

Services for
students with
disabilities that
focus on career
development,
employment
preparation,
achieving
independence,
and integration in
the workplace and
community

No

No

No

Yes

No

RATIONALE FOR NEED

Providing all City Schools students with a computer in the 9th grade that they can
take with them upon graduation will enable them to embark on their postsecondary
career with the necessary tools. Such an arrangement will provide opportunities for
students to practice with technology before entering postsecondary education or
the workforce.

Learning-to-work coordinators work closely with students, industry, academic
departments, and community school coordinators to prepare students for
internships and work-based learning opportunities.

No

Support for students with disabilities should be provided in individual or group
sessions by a transition facilitator, special education teacher, or a transition agency
(e.g., the Developmental Disabilities Administration of Maryland and the Maryland
State Department of Education Division of Rehabilitation Services). Such support
ensures that students with disabilities are prepared for postsecondary opportunities.
Under IDEA, transition services must begin no later than when a student with
disabilities reaches 14 years of age.
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Early Learning
Student
Wholeness
KEY ADDITIONAL FUNDING
BASE ALLOCATION per student
To ensure adequacy in education for all
students, a new funding formula should
support each service listed in the table,
through a per-pupil foundation amount.

Student Wholeness
SERVICE

School-based
health centers

Mental health
programs

DESCRIPTION

A health suite
staffed by a
school nurse at all
schools during the
school day, with
extended primary
care services at
schools serving
communities of
concentrated
poverty

Mental health
services for
students, families,
and communities
through
partnerships with
service providers

+
COMPENSATORY
ALLOCATION FOR
LOW INCOME
per student

+
ENGLISH
LEARNERS
per student

+
+ CONCENTRATED POVERTY FUNDING per school
STUDENTS
Schools should receive additional funding for
WITH
concentrations of poverty (i.e., significant poverty
DISABILITIES
per student

with 50 to 74% of students in that demographic
group; or severe poverty, with 75% or more students).

ADDITIONAL FUNDING
BASE
per
student

Yes

No

+
+
English
Low
Income Learner

+

per student

per student

No

Bilingual
staffing in
schools
with high
concentrations of EL
students

Yes

No

Bilingual
staffing in
schools
with high
concentrations of EL
students

Disability
per student

No

+ CONCENTRATED POVERTY
FUNDING per school
Significant

Severe

An additional
half-time
certified nurse
practitioner
or physician's
assistant with
access to an
MD

An additional
full-time
certified nurse
practitioner
or physician's
assistant with
access to an
MD

Funding for a program at
each school

RATIONALE FOR NEED

Students with poor health have a higher probability of failing, being retained, and
dropping out than students who do not have medical problems (Currie, 2005;
Rothstein, 2004). In the United States, income is correlated with health, and children
from low-income households experience more health concerns than do their
wealthier peers (Currie; Murphy, 2009; Woolf, Aron, Dubay, Simon, Zimmerman, &
Luk, 2015). Further, children from low-income households are more likely to have
untreated visual impairments, and it is estimated that 50% of minority and lowincome students lose academic ground because of these impairments (Wang et al.,
2011). Similarly, children from low-income families are more likely to have untreated
hearing problems and dental complications, both of which can affect school
performance (Seirawan, Faust, & Mulligan, 2012).
The benefits of school-based health centers are clear and significant for both
physical and mental health outcomes for students of all ages. Nationwide, nearly
30% of young people are uninsured, and 25% of those who are uninsured have no
access to healthcare (Centers for Medicare & Medicaid Services, n.d.). Schoolbased health centers have been shown to bolster school enrollment among
students; they also help close racial disparities in access to healthcare by providing
in-school access to low-income African American students (Gance-Cleveland &
Yousey, 2005) and decrease the incidence of depression, suicidal ideations, and
suicide attempts (Paschall & Bersamin, 2018). Parents have also been shown to feel
more confident about their children’s health when their school has a health center
(Paschall & Bersamin).
Nurse practitioners and physician’s assistants have more advanced training and
education than do registered nurses, and they can order tests, write prescriptions,
diagnose conditions, and develop treatment plans. It is essential that schools
serving populations of concentrated poverty have access to a healthcare
professional with this additional expertise, given the correlation between health
outcomes, access to care, and income.
For students with disabilities, IEPs specify the health-related services required.
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Student Wholeness
SERVICE

BASE
per
student

+
+
English
Low
Income Learner

+

per student

per student

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school
Significant

RATIONALE FOR NEED

Severe

Enrichment
opportunities

Opportunities
for students to
experience art,
music, theater,
and other cultural
activities

Yes

No

No

Yes

$250 additional per pupil

Enrichment opportunities—including field trips, hands-on learning experiences,
and guest speakers—help children acquire vocabulary and background knowledge
to support academic and life success. In 2006, the wealthiest 20% of families spent
about $8,000 more per child per year (in 2012 dollars) on enrichment than did the
poorest 20% of families, resulting in a $100,000 spending gap over the course of a
child’s K-12 school career (Duncan & Murnane, 2014). To address this gap, schools
must provide enrichment opportunities for students.

Extracurricular
activities

After-school
opportunities for
students to pursue
sports, art, music,
and other activities

Yes

Yes

No

Yes

$250 additional per pupil

Feldman and Matjasko (2005) found that students who participated in
extracurricular activities had improved academic achievement and psychological
adjustment and decreased involvement in substance use, sexual activity, and
delinquent behavior. Less affluent schools have fewer extracurricular options
for students, resulting in lower participation rates, which in turn are correlated
with worse academic outcomes for students (even when controlling for school
resources; Stearns & Glennie, 2010). Snellman, Silva, Frederick, and Putnam (2015)
documented a sharp increase in the class gap in extracurricular involvement,
with upper-middle-class students more involved in extracurricular activities and
working-class students participating less. These trends indicate the need to improve
extracurricular offerings and involvement in low-income schools.

School
counselors:
Pre-k to
8th grade

1 counselor for
every 450 students
to provide socialemotional support
and ensure all
students can learn

Yes

No

Bilingual
staffing

Yes

Increased
counselors to
reach a ratio
of 1 for every
200 students

Increased
counselors to
reach a ratio
of 1 for every
150 students

Yes

No

Bilingual
staffing

Yes

No

No

School counselors coordinate college and career readiness tasks such as
completion of financial aid applications; support the administration of district,
state, and national testing; support accurate scheduling; emsure accuracy of
transcripts; certify graduates; coordinate credit recovery; and take on other related
responsibilities. For students with disabilities, school counselors provide direct and
indirect services, which may include check-in and check-out, behavior support, and
counseling as identified on an IEP.

1 psychologist
Yes
for every 500
students to provide
social-emotional
and mental health
care to ensure all
students can learn

No

Bilingual
staffing

Yes

1 additional psychologist per
school

School
counselors
9th to 12th
grade
School
psychologists

42

DESCRIPTION

ADDITIONAL FUNDING

School psychologists administer psychological and educational tests; obtain,
integrate, and interpret information about child behavior and conditions relating
to learning; and plan school programs to meet the special educational needs of
students. For students with disabilities, specific services are required as identified
on an IEP.
School social workers prepare the social or developmental history of a child with
(continued on page 43)

Student Wholeness
SERVICE

DESCRIPTION

ADDITIONAL FUNDING
BASE
per
student

+
+
English
Low
Income Learner

+

Yes, at
Bilingual
a ratio
staffing
of 1 per
400
students

Yes

per student

Social workers

Social workers to
provide emotional
and family support
for students

No
(except
for
special
education
students)

per student

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school
Significant

Severe

An additional
half-time
social worker
per 400
students

1 additional
social worker
per 400
students

RATIONALE FOR NEED

(continued from page 42)

a disability; mobilize school resources to enable the child to learn as effectively
as possible; and work in partnership with parents and others on challenges with
a child’s living situation (home, school, or community) that affect adjustment
and achievement in school. Social workers also provide parent counseling and
training to support the implementation of an IEP or individualized family
service plan.
Student wholeness room specialists, located in a designated wholeness room in
each school, provide support to students in de-escalating conflict.

Wholeness room A staff member to
specialists
encourage student
social-emotional
development and
provide support
in de-escalating
conflict

Student support
teams (SSTs)

No

SSTs that include
Yes
educators,
administrators,
related service
providers,
specialists, and
parents who
collaborate
to design
individualized
support plans
to meet the
unique needs of
general education
students in the
areas of academic
performance,
attendance,
behavior, and health

No

Bilingual
staffing

No

1 per school

Together, these professionals form a team of supportive adults with varying
expertise and relationships with students that supports each student’s unique
needs. Children who have access to supportive adults are more likely to attend
school regularly and complete high school.
Lapan, Gysbers, Bragg, and Pierce (2012) found that counselors provide critical
services to students and families that are generally in higher demand in lowincome schools.

No

No

No

No

SSTs equip schools with a systematic process to promote student success through
cycles of root-cause analysis, coordination of evidence-based interventions and
supports, regular progress monitoring, and evaluation of support plan effectiveness.
Darling-Hammond et al. (2017) note the importance of a systematic way for
teachers to “collaborate with other professionals and parents in the service of
individual students and the school as a whole” as a lever for improving both
teacher quality and teaching quality to support learning for all students.
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DESCRIPTION

ADDITIONAL FUNDING
BASE
per
student

+
+
English
Low
Income Learner

+

per student

per student

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school
Significant

Severe

RATIONALE FOR NEED

Recreation
services

Services to assess
No
leisure function and
provide therapeutic
and programmatic
support

No

No

Yes

No

No

Students with disabilities may require individualized therapeutic support and
recreation programs in schools and community agencies, as required on their IEPs.

Restorative
practices
coaches

Coaches to train
and support staff
in implementing
restorative
practices

No

Yes

No

No

No

No

Gregory, Clawson, Davis, and Gerewitz (2015) find support for using restorative
practices to combat racial disproportionality and the zero-tolerance policies that
contribute to the school-to-prison pipeline. Research also indicates that implementing
the approach with high fidelity could explain variance in student referral rates
in different environments (Institute of Educational Science, Regional Education
Laboratory Program, 2018). In a preliminary study involving three schools serving
low-income families, participants agreed that a minimum of 1 full-time coordinator for
restorative practices was needed to fully implement the approach schoolwide with
fidelity (Anyon, 2016). In Baltimore City Public Schools, the two schools that have
implemented the approach most effectively have 1 or 2 full-time coordinators.

Re-engagement
centers

Centers
geographically
dispersed
throughout the
district, with staff
members focused
on outreach to
students who have
dropped out of
high school or
are at risk of
dropping out

No

Yes

Yes

No

No

No

Re-engagement center staff work closely with schools to determine which students
require outreach based on student data and lead extensive summer outreach
campaigns to engage youth who are at risk of dropping out. These centers work
with some of the hardest-to-serve youth in the community. In Baltimore, of 465
students consulted in school year 2016-17, over 360 students re-enrolled in school.

Subsidized
uniforms

Funding to provide
students with
school uniforms as
needed

No

Yes

No

No

No

No

Students who cannot afford uniforms require support to ensure they have
appropriate school attire.

Student Wholeness
SERVICE

DESCRIPTION

ADDITIONAL FUNDING
BASE
per
student

+
+
English
Low
Income Learner

+

per student

per student

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school
Significant

Severe

RATIONALE FOR NEED

Mentoring

Funds for
No
implementing
mentorship
programs in schools
with significant
concentrations
of poverty

No

No

No

Yes

Yes

School-based mentoring programs provide services before, during, or after school
in a caring, inclusive learning environment, encourage students to make their best
efforts, and reinforce personal respect, growth, and resilience.

Before- and
after-school care

1 hour of beforeschool care and
2 hours of afterschool care for
elementary
and middle
school students

Yes, to
Yes
provide
a seat
for
25% of
eligible
students

Yes

Capacity
for 50% of
students

Capacity
for 100% of
students

Studies show that children who attend formal after-school care earn higher grades
in reading and math and have fewer behavior issues (Lauer, Akiba, Wilkerson,
Apthorp, Snow, & Martin-Glenn, 2006; Posner & Vandell, 1994). Children in these
programs also have better work habits and social relations with their peers when
compared to children who are unsupervised after school (Feldman & Matjasko,
2005). These programs are particularly beneficial for working families, as parents
whose children are not in such programs miss an average of eight days of work
each year because of scheduling concerns (Posner & Vandell). Before- and afterschool care would be in addition to extended-day programs outlined in the
High-Quality Instruction section.

Housing
specialists

School-based staff No
to provide housing
support to families
in coordination
with the community
school coordinator

No

Bilingual
staffing

No

1 for every
200 students

1 for every
150 students

Youth who live in large cities or rural areas are at higher risk of limited academic success
than are their peers who live in suburbs (Luster & McAdoo, 1994). Poor and minority
families experience housing instability and also tend to move frequently, with resulting
negative effects on children’s academic achievement (Rothstein, 2004; Schwartz, 2010).
Increased housing stability results in increased academic achievement. Staff members
in schools who can support parents experiencing housing instability and point them to
community resources could, in time, support student success.

Community
school
coordinators

Staff members to
bring together
key neighborhood
stakeholders,
oversee the
district’s
community school
strategy, ensure
engagement with
city agencies,
and develop
partnerships to
provide wraparound services

No

No

No

1 coordinator in every school

According to a comprehensive review of research, community schools help children
succeed academically and prepare for full and productive lives. Community schools
act as service hubs, providing students and families with access to services and
resources in a safe, supportive environment. Services can include counseling,
medical care, transportation assistance, legal counseling, food and nutrition
services, and more. Research has shown that community schools work to resolve
out-of-school barriers to learning and replicate practices found in high-quality
schools, with the result that students have improved attendance, behavior, social
relationships, and academic achievement. These schools help close opportunity
and achievement gaps particularly for students from low-income families, English
learners, students of color, and students with disabilities (Dryfoos, 2000; Maier,
Daniel, Oakes, & Lam, 2017; Rothstein, 2004).

No

No
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DESCRIPTION

ADDITIONAL FUNDING
BASE
per
student

+
+
English
Low
Income Learner

+

per student

per student

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school
Significant

RATIONALE FOR NEED

Severe

Family
engagement
programs

1 staff member for
every 5 schools
along with districtlevel support to
expand outreach
to families and to
engage them more
fully as partners
in their children’s
education

Yes

No

Bilingual
staffing

No

1 staff member for every
3 schools

Family engagement bolsters students’ grades and graduation rates (particularly for
low-income African American students) and improves student behavior (Annie E.
Casey Foundation, 2008; Halle, Kurtz-Costes, & Mahoney, 1997; Mendez, 2010).
Family involvement in schools has also been shown to be a stabilizing factor for
those families (Blank, Melaville, & Shah, 2003). Engagement efforts should reflect
the unique needs of the school community, including outreach to non-Englishspeaking families.

Laundry
equipment

Washers and dryers No
for family use, to
ensure students’
lack of clean
uniforms or other
clothes is not a
barrier to school
attendance

No

No

No

1 washer and dryer per school

Lack of access to laundry facilities is an attendance barrier in many of our school
communities.

Newcomer
centers

6 locations across
the city where
families recently
arrived in the
United States can
receive assistance
registering their
children for school
and other wraparound services

Yes

No

Yes

No

No

No

English learners account for 7.2% of City Schools’ enrollment as of the 2018-19
school year, a percentage that has grown and is anticipated to continue to grow.
Immigrant families often do not know how to navigate the U.S. school system,
connect with teachers and other school-based staff, and ensure their children
get the level of support they need. Newcomer centers will help build crucial
relationships among immigrant families, schools, and the district.

Parenting
classes

Classes provided
No
by partner
organizations to
support parents
of students in
kindergarten to 3rd
grade at schools
in communities of
severe concentrated
poverty, focused
on understanding
child development
and parenting
techniques

No

No

No

No

1 program per
school

Parenting practices contribute to cognitive development, with some practices
supporting development more effectively than others (Murphy, 2009; Rothstein,
2004). Providing parents with the tools and knowledge necessary to employ
effective parenting practices will support the academic performance of their
children. Participation in parenting classes has been shown to benefit children’s
language and cognitive development as well as strengthen child-parent
connections (Chang, Park, & Kim, 2009).

Student Wholeness
SERVICE

Interpretation
and translation
services

DESCRIPTION

ADDITIONAL FUNDING
BASE
per
student

Funds to provide
No
interpretation
and translation
services for school
communities with
populations of nonEnglish speakers

+
+
English
Low
Income Learner

+

per student

per student

No

Yes

Yes

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school
Significant

Severe

No

No

RATIONALE FOR NEED

For schools to engage with all families, translation and interpretation support must be
available so school staff can communicate with non-English-speaking families.
Further, students who have experienced hardship in their home countries or have had
no or interrupted schooling may have emotional difficulties, disabilities, or trauma that
present a barrier to learning. Without adequate interpreter staff, their needs may go
unknown and therefore unmet.
Interpretation and translation are also needed for special education assessments,
team meetings, and services in the classroom.

Adult English
classes

English language
classes for adult
members of
families in the
school community

No

No

Yes

No

No

No

Adult English classes will enhance communication between home and school, provide
additional opportunities for families to engage with schools, increase the sense of
community and belonging for non-English-speaking families, and provide families
with tools to support their children’s language development.
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Talent Recruitment, Development, and Retention
KEY ADDITIONAL FUNDING
BASE ALLOCATION per student
To ensure adequacy in education for all
students, a new funding formula should
support each service listed in the table,
through a per-pupil foundation amount.

Talent Recruitment,
Development, and
Retention
SERVICE

DESCRIPTION

+
COMPENSATORY
ALLOCATION FOR
LOW INCOME
per student

+
ENGLISH
LEARNERS
per student

+
+ CONCENTRATED POVERTY FUNDING per school
STUDENTS
Schools should receive additional funding for
WITH
concentrations of poverty (i.e., significant poverty
DISABILITIES
per student

with 50 to 74% of students in that demographic
group; or severe poverty, with 75% or more students).

ADDITIONAL FUNDING
BASE
per
student

+
+
English
Low
Income Learner

+

per student

per student

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school
Significant

RATIONALE FOR NEED

Severe

Principal
support and
development

Programs,
coaches, and other
opportunities/
materials to
support principal
growth and
improvement

Yes

No

No

No

Funds for leadership training
and support

Strong principals are an essential component of high-functioning schools (Hallinger
& Heck, 1996; Louis, Leithwood, Wahlstrom, & Anderson, 2010; Murphy & Torre,
2014). Successful principals shape the vision for their schools and have a strong
influence on school culture, which is associated with teacher satisfaction and
retention (Kain, Rivkin, & Hanushek, 2004; Robinson, Lloyd, & Rowe, 2008). Schools
that serve low-income students often struggle to attract staff (Darling-Hammond,
LaPointe, Meyerson, Orr, & Cohen, 2007), and their principals are more likely to
transfer to schools with fewer at-risk students if they have the opportunity to do so.
Moreover, schools serving large numbers of low-income students are more likely to
have a first-year principal than schools with wealthier students (Horng, Kalogrides,
& Loeb, 2009). Investment in leadership support and development is essential to
ensure that all schools have strong principals, regardless of the socioeconomic
status of the students they serve.

Teacher
professional
learning

Expanded
professional
learning programs
and opportunities
for teachers,
including 5
additional
days allocated
for teacher
professional
development

Yes

Yes

Yes

Yes

Yes

Increasing the professional knowledge of teachers is a crucial element of school
reform and improvement (Bryk, Sebring, Allensworth, Luppescu, & Easton, 2009).
Successful school systems around the world prioritize investments in teacher
learning (Jensen, Sonnemann, Roberts-Hull, & Hunter, 2016), encourage teachers
to work together around curriculum study, and provide time for teachers to prepare
and rehearse lessons, observe one another, and reflect on student work together
(Darling-Hammond et al., 2017). Given the higher turnover of teachers in schools
that serve low-income students, additional funding for professional learning is
essential in districts serving this demographic group.

Yes

Teachers who work with English learners need specialized training and
supplemental designation in order to teach English language development. School
districts should provide professional development to teachers, administrators, and
staff who work with English learners, focusing on research-based methods that have
proven successful for supporting growth for these students.

INVESTING IN OUR FUTURE

51

Talent Recruitment,
Development, and
Retention
SERVICE

52

DESCRIPTION

ADDITIONAL FUNDING
BASE
per
student

+
+
English
Low
Income Learner

+

per student

per student

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school
Significant

Severe
No

RATIONALE FOR NEED

Certification

Tuition
reimbursement
for staff pursuing
certification,
including career
professionals
teaching in CTE
pathways and
those seeking dual
certification in
special education

Yes

No

No

No

No

Salary bonuses
for teachers and
principals

Signing,
performance, and
retention bonuses
for teachers in
hard-to-staff
subjects and highneeds schools,
and bonuses for
principals who
serve hard-toserve student
populations and
have high rates of
teacher retention

Yes
(hard

No

No

Yes

Funds for signing bonuses

Under City Schools’ contract with the Baltimore Teachers Union, teachers have
the opportunity to advance along career pathways and be rewarded with salary
increases based on both performance and longevity. Nevertheless, the district faces
challenges in recruiting and retaining staff, particularly for certain subject areas and
for high-needs schools. Recruitment bonuses have been shown to support efforts
to fill vacancies in high-needs schools and hard-to-staff subjects (Clotfelter, Glennie,
Ladd, & Vigdor, 2008; Cowan & Goldhaber, 2015; Glazerman, Protik, Teh, Bruch,
& Max, 2013; Lankford, Loeb, & Wyckoff, 2002). To be effective in achieving their
goal, bonuses must be substantial (Kaimal & Jordan, 2016; Wellington, Chiang,
Hallgren, Speroni, Herrmann, & Burkander, 2016). Research also shows that strong
principals are a vital component of any effort to raise student achievement (Louis,
Leithwood, Wahlstrom, & Anderson, 2010).

Recruitment
and hiring

Funds to support
implementation
of a strategy to
attract, retain, and
develop highquality staff, staff
on-boarding, and
career pathways
with a particular
focus on teachers
of color

Yes

No

No

No

No

A system is only as good as the people who work in it. For this reason, talent
pipelines continue to be a high priority for City Schools. With additional dollars,
recruiting teams could develop strong partnerships with strong teacher preparation
programs and recruit across the country for teacher talent. Recruitment and
hiring should include a focus specifically on increasing the number of teachers of
color in City Schools, because research shows teachers of color boost academic
performance, improve graduation rates, and can have a positive social-emotional
impact for students of color (Carver-Thomas, 2018).

to staff
subjects)

No

Teachers who are certified in both special education and another specialty have
the professional skills to improve outcomes for students with special needs.
Similarly, students enrolled in CTE pathways benefit from teachers who are both
professionals in those pathways and certified educators.

Talent Recruitment, Development, and Retention
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Systems and Structures
KEY ADDITIONAL FUNDING
BASE ALLOCATION per student
To ensure adequacy in education for all
students, a new funding formula should
support each service listed in the table,
through a per-pupil foundation amount.

Systems and Structures
SERVICE

DESCRIPTION

+
COMPENSATORY
ALLOCATION FOR
LOW INCOME
per student

+
ENGLISH
LEARNERS
per student

+
+ CONCENTRATED POVERTY FUNDING per school
STUDENTS
Schools should receive additional funding for
WITH
concentrations of poverty (i.e., significant poverty
DISABILITIES
per student

with 50 to 74% of students in that demographic
group; or severe poverty, with 75% or more students).

ADDITIONAL FUNDING
BASE
per
student

+
+
English
Low
Income Learner

+

per student

per student

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school
Significant

Severe

One-time
investment
Transportation
fleet

Funds to purchase
a bus fleet

No

No

No

No

No

No

Transportation

Sufficient districtowned buses to
meet all student
transportation
needs, including
for travel to and
from after-school
activities

Yes

Yes

Yes

Yes

Funds to ensure all students
have access to school
programs

RATIONALE FOR NEED

Before establishing ongoing funding needed to maintain a comprehensive
transportation system, a one-time investment is needed to acquire a sizeable
bus fleet.

Providing access to extended-day programs, extracurricular activities, and
enrichment opportunities in communities with low vehicle ownership requires a
comprehensive transportation system, including a sizeable fleet of buses, to ensure
that transportation is not a barrier to student success.
Students with disabilities may require support for travel to and from school and
between schools (including for before- and after-school activities) and movement
in and around school buildings; specialized equipment such as special or adapted
buses, lifts, and ramps; and bus aides or special education paraeducators to assist
students during transit.
Elementary students who qualify for ESOL services and live more than a mile from
the closest assigned ESOL site require transportation. Middle school students
who are English learners should receive yellow bus transportation for their first
year in the district if they live more than 1.5 miles from their school and are below
2.0 WIDA proficiency level; other middle school English learners receive MTA bus
tickets if they live more than 1.5 miles from their school.

Research and
data collection

Resources to
Yes
expand capacity
to monitor
effectiveness of
partnerships,
based on
requirements under
the Every Student
Succeeds Act

No

No

No

No

No

Instructional and support programs with demonstrated evidence of effectiveness
are critical for improving student success. Monitoring the results from purchased
programs is essential to ensure that investments are paying off in improved
outcomes for students.
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Systems and Structures

+
+
English
Low
Income Learner

+

per student

per student

Yes

No

No

Communications Resources to
Yes
and outreach
expand and
improve families’
access to
information and to
conduct enrollment
campaigns

Yes

District office
staffing

Increased district
office staffing,
proportional to
increases in staff
at the school level
and to expanded
use of third-party
program providers,
to provide
appropriate
monitoring,
oversight, and
support

Yes

School office
staffing

2 administrative
Yes
support positions
for each school
with enrollment
up to 600, with an
additional position
for every 600
additional students

SERVICE

DESCRIPTION

Comprehensive User-friendly,
system to track
robust system
student progress for tracking,
monitoring, and
analyzing student
assessment data
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ADDITIONAL FUNDING
BASE
per
student

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school

RATIONALE FOR NEED

Significant

Severe

No

No

No

Alongside standards-aligned assessments, staff members need a comprehensive
system that tracks student data from assessments so that trends at both class and
individual levels can be identified and instruction tailored to meet student needs.

Yes

No

No

No

In a city with large numbers of households with high mobility rates and inconsistent
access to Internet and other technology, multiple communication channels must
be used to ensure families receive the information they need to participate in their
children’s education. Ensuring that families feel connected to the district and know
the options for students within the city, coupled with concerted efforts to increase
enrollment, is key to the long-term stability of the district.

Yes

Yes

Yes

Yes

No

Bilingual
staffing

No

No

With the envisioned expansion of school-level programs and staffing to meet
student need, the district office must add staff proportionally to ensure successful
implementation through appropriate oversight, monitoring, and support.

No

Front office staff members create a welcoming environment for families, build
important relationships with students, and support school staff with day-to-day
responsibilities.

Systems and Structures
SERVICE

DESCRIPTION

ADDITIONAL FUNDING
BASE
per
student

+
+
English
Low
Income Learner

+

per student

per student

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school
Significant

Severe

RATIONALE FOR NEED

One-time
investment
Technology
infrastructure

Upgrades to
No
existing technology
infrastructure,
including
broadband
wireless access
to the Internet
in all schools
and improved
enterprise data
systems in financial
and human
resources areas

No

No

No

No

No

A world-class education in today’s world requires reliable access to high-speed
Internet service and to wireless technology. Additional investment is necessary to
ensure this access is available in all schools, not only those that have been recently
renovated or replaced.

Technology
support for
schools

1 staff member for
every 3 schools to
provide in-building
support for
existing and added
technology

No

No

Yes

No

No

Ongoing support is needed for school-based staff to maintain and fix technology
and provide professional development to teachers on best practices for using
technology in the classroom.

Yes
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Facilities
KEY ADDITIONAL FUNDING
BASE ALLOCATION per student
To ensure adequacy in education for all
students, a new funding formula should
support each service listed in the table,
through a per-pupil foundation amount.

Facilities
SERVICE

+
COMPENSATORY
ALLOCATION FOR
LOW INCOME
per student

+
ENGLISH
LEARNERS
per student

+
+ CONCENTRATED POVERTY FUNDING per school
STUDENTS
Schools should receive additional funding for
WITH
concentrations of poverty (i.e., significant poverty
DISABILITIES
per student

with 50 to 74% of students in that demographic
group; or severe poverty, with 75% or more students).

ADDITIONAL FUNDING
DESCRIPTION

BASE
per
student

+
+
English
Low
Income Learner

+

per student

per student

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school

RATIONALE FOR NEED

Significant

Severe

One-time
investment
21st Century
School Buildings
Program

Funds and
resources to
complete the plan
for renovating or
replacing all school
buildings to ensure
students, staff,
and families have
equitable access to
healthy, modern,
and safe buildings
to support a worldclass education

No

No

No

No

No

No

Historically, Baltimore City has received lower capital investment dollars compared
to other similarly sized school districts in the state. Increased maintenance dollars
alone will not solve the underlying issues that have resulted from decades of under
investment. Completing the 21st Century School Buildings Program will enable all
students to attend school in healthy, safe, and modern buildings with appropriate
infrastructure to support a world-class education. This investment includes buildings
along with furniture, fixtures, and equipment as well as wireless Internet access and
athletic fields.

One-time
investment
Pre-k and
preschool
facilities

Funds and
resources
to build and
renovate enough
classrooms and
the corresponding
common spaces
(e.g. restrooms,
cubbies, art rooms,
cafeterias) to
accommodate very
young children
attending pre-k
and preschool
programs for
high-needs threeyear-olds

No

No

No

No

No

No

A one-time investment to build or renovate classrooms and common space to
accommodate three- and four-year-old children will enable City Schools to expand
access to pre-k and preschool programming to all four-year-olds and all high-needs
three-year-olds. This investment will ensure that three- and four-year-old students
can learn in environments that are built to accommodate their size and nurture their
development.
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Facilities
SERVICE

Maintenance
and repairs

ADDITIONAL FUNDING
DESCRIPTION

per
student

Investment
Yes
in preventive
maintenance,
routine repairs, and
ongoing upgrades
equal to 3% of
replacement value
of building stock

Custodial and
Resources required
grounds support to clean buildings
and grounds

60

BASE

Yes

+
+
English
Low
Income Learner

+

per student

per student

No

No

No

No

Disability
per student

+ CONCENTRATED POVERTY
FUNDING per school

RATIONALE FOR NEED

Significant

Severe

No

No

No

A world-class education requires teaching and learning environments that are
healthy, safe, and well maintained.

No

No

No

An appropriate number of staff and contracted support are needed to clean
buildings and grounds so that the benefits of investments in maintenance and
capital improvements are maximized and sustained.
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