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THIRD SUPPLEMENT TO PLAINTIFFS’ PRELIMINARY PROPOSE D FINDINGS OF 
FACT 

I. Overview 

1. Low-wealth, high-poverty districts – including Bridgeport, Danbury, East 

Hartford, New Britain, New London, and Windham – lack critical educational resources needed 

in order to prepare their students to participate in democratic institutions, to obtain productive 

employment or otherwise contribute to Connecticut’s economy, or to progress to higher 

education. 

2. Disadvantaged subgroups of students – including students living in poverty, racial 

minorities, students with disabilities, and students with limited English proficiency 

(“Subgroups”) – are not being provided critical educational resources needed to prepare them to 

participate in democratic institutions, to obtain productive employment or otherwise contribute 

to Connecticut’s economy, or to progress to higher education. 

3. The educational opportunities available to students in low-wealth, high-poverty 

districts – including Bridgeport, Danbury, East Hartford, New Britain, New London, and 

Windham – are significantly unequal and inequitable when compared to students in wealthier, 

lower-poverty districts.  
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4. A rational education funding system ensures that every student is provided with 

sufficient resources to have an equal opportunity to achieve some adequate level of educational 

outcomes.  (Baker Testimony, 1.27.16). 

5. An equal educational opportunity is an educational opportunity that provides a 

student with an equal chance to achieve some level of educational outcomes regardless of that 

student’s demographic background, socioeconomic background, or school district.  (Plaintiffs’ 

Trial Ex. 236, at 12; Baker Testimony, 1.27.16).  

6. An adequacy standard requires that every school district provide an education that 

meets some minimum standard, which may be expressed either as a defined set of spending, 

real resources, or measurable educational outcomes.  (Plaintiffs’ Trial Ex. 236, at 14). 

7. The level of resources necessary to provide students with equal educational 

opportunities depends on structural factors such as district size and grade range; geographic and 

location factors, which can influence the prices of key inputs such as teacher wages and impact 

transportation  and other costs; and attributes of students, including their demographic and 

socioeconomic characteristics.  (Plaintiffs’ Trial Ex. 236, at 49; Baker Testimony, 1.27.16). 

8. Existing research indicates that students in poverty, English Learner (“EL”) 

students, and special education students require more resources to achieve common outcome 

goals than students who are not a part of those subgroups.  (Plaintiffs’ Trial Ex. 236, at 11, 49-

50; Baker Testimony, 1.27.16). 

9. The location and size of the school district can (1) influence the amount of 

resources it needs to devote to transportation or teacher wages, (2) constrain its ability to share 

staff across schools, and (3) limit the extent to which economies of scale may be exploited.  

Accordingly, these same factors can affect the amount of resources needed to provide a given 
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level of educational services.  (Plaintiffs’ Trial Ex. 236, at 11-12, 49; Baker Testimony, 

1.27.16). 

10. The level of resources necessary to provide students with equal educational 

opportunities depends on factors such as geography and student demographics; therefore, the 

equality of educational opportunity is not accurately measured by absolute levels of spending 

per pupil or absolute levels of real resources.  (Plaintiffs’ Trial Ex. 236, at 11, 48; Baker 

Testimony, 1.27.16). 

11. There exists a substantial and rigorous body of literature that validates that (i) 

money matters for schooling quality; (ii) substantive and sustained state school finance reforms 

matter for improving the quality and equity of schooling; and (iii) resources that can be 

purchased with additional funding matter, including reduced class sizes and competitive teacher 

wages.  (Plaintiffs’ Trial Ex. 966, at 15; Plaintiffs’ Trial Ex. 189; Baker Testimony, 1.27.16; 

Levin Testimony 2.19.16). 

II. Municipal Landscape 

12. The majority of funding for education in Connecticut comes from local sources.  

(Finley Testimony, 1.19.16). 

13. The local property tax is the primary means by which towns in Connecticut raise 

revenue from local sources to pay for education and other municipal services.  (Finley 

Testimony, 1.19.16). 

14. As measured by equalized net grand list per capita (“ENGLPC”), there are vast 

disparities in per capita property wealth amongst towns in Connecticut, impacting the ability of 

towns to raise local property tax revenue to fund education.  (Finley Testimony, 1.19.16). 
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15. As measured by median household income (“MHI”), there are vast disparities in 

income wealth amongst towns in Connecticut, impacting the ability of residents to pay property 

taxes.  (Finley Testimony, 1.19.16). 

16. Communities with lower property wealth, and lower income wealth with which to 

pay property taxes, have less ability to raise the revenues needed to meet service demands.  

(Finley Testimony, 1.19.16).  

17. Bridgeport, Danbury, East Hartford, New Britain, New London, and Windham 

are among the towns with the lowest ENGLPC and MHI in Connecticut, and therefore the least 

ability to raise revenues through the property tax to fund education.  (Finley Testimony, 

1.19.16). 

18. As measured by equalized mill rates, there are vast disparities in property tax rates 

levied by municipalities in Connecticut.  (Finley Testimony, 1.19.16). 

19. Bridgeport, Danbury, East Hartford, New Britain, New London, and Windham all 

have equalized mill rates that are at or above the state median.  In particular, Bridgeport, New 

Britain, East Hartford, and Windham have the third, fourth, fifth, and ninth highest property tax 

rates in the state, respectively, limiting their ability to raise additional tax revenues for 

education.  (Finley Testimony, 1.19.16; Quesnel Testimony, 1.14.16). 

20. The Connecticut Department of Economic and Community Development 

(“DECD”) publishes an annual list of Connecticut’s top 25 distressed municipalities based on 

factors such as high unemployment and poverty, aging housing stock, and low or declining rates 

of growth in job creation, population, and per capita income, as well as percentage of population 

with a high school degree or higher and per capita adjusted equalized net grand list.  (Plaintiffs’ 

Trial Ex. 1116).  
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21. DECD has ranked Bridgeport, East Hartford, New Britain, New London, and 

Windham as among Connecticut’s top 25 distressed municipalities from 1999 through present.  

(Plaintiffs’ Trial Ex. 1115). 

22. According to DECD’s calculations, in 2015 New Britain was the third most 

distressed municipality in Connecticut, New London was the fourth, Bridgeport was the sixth, 

Windham was the thirteenth, and East Hartford was the fourteenth.  (Plaintiffs’ Trial Ex. 1114). 

III. District Demographics 

23. Bridgeport, Danbury, East Hartford, New Britain, New London, and Windham 

educate significantly above-average percentages of students who live in poverty as measured by 

eligibility for free or reduced price lunch (“FRPL”), as reflected by the following table setting 

forth the percentage of students who qualified for lunch subsidies in each district.  

District 2012-13             
% eligible 

FRPL 

2013-14      
% eligible 

FRPL 

2014-15     
% eligible 

FRPL 

Bridgeport 100.0% 99.9% 100.0% 
Danbury 51.5% 46.2% 55.7% 
East Hartford 60.9% 63.8% 64.6% 
New Britain 81.0% 80.0% 82.2% 
New London 78.8% 70.6% 77.5% 
Windham 76.1% 76.5% 78.4% 
State 36.7% 37.1% 37.7% 
(Plaintiffs’ RFA 730). 

24. Bridgeport is a high poverty district. All of the students in Bridgeport are eligible 

for free and reduced price lunch.  (Rabinowitz Testimony, 1.21.16). 

25. Bridgeport has approximately 21,500 students in 37 schools.  (Rabinowitz 

Testimony, 1.21.16). 

26. The student population in Bridgeport Public Schools is around 48% Hispanic, and 

38% African-American.  (Rabinowitz Testimony, 1.21.16). 
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27. Approximately 13% of Bridgeport students are English Language Learners, and 

nearly 15% receive special education services.  (Rabinowitz Testimony, 1.21.16). 

28. East Hartford has approximately 7,000 students in 16 schools.  (Quesnel 

Testimony, 1.14.16). 

29. The student population in East Hartford is 35% African-American, 42% Hispanic, 

and 16% white, and there is a growing Asian population.  (Quesnel Testimony, 1.14.16). 

30. The racial demographics of the student population in East Hartford Public 

Schools have changed over time.  Fourteen years ago, East Hartford High School was 30% 

white, 30% black, and 30% Hispanic.  (Quesnel Testimony, 1.14.16). 

31. Seventy-one percent of East Hartford students are eligible for free and reduced 

price lunches.  In five schools, 100% of the population is eligible for free and reduced lunches.  

(Quesnel Testimony, 1.14.16). 

32. Over 15% of students in East Hartford are special education students, and 12% 

are EL students.  (Quesnel Testimony, 1.14.16). 

33. New Britain is a high poverty district, and is now a universal feeding district, 

meaning that all of the students in New Britain receive free lunch because a consistently high 

number – approximately 80% of students - were eligible for free and reduced price lunch for 

several consecutive years.  (Salina Testimony, 1.13.16; Cabral Testimony 1.13.15). 

34. New Britain has approximately 10,000 students enrolled and operates nine K-5 

elementary schools, one pre-K-8 magnet school, three middle schools and one comprehensive 

high school for grades 9-12.  (Salina Testimony 1.13.16). 

35. New Britain’s homeless population has increased to about 500 of the 

approximately 10,000 students in the district.  (Salina Testimony, 1.13.16). 
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36. The student population in New Britain is around 61% Hispanic, 21% white, 12% 

African American, and 2% Asian.  (Salina Testimony, 1.13.16). 

37. Approximately 18% of New Britain’s current students receive special education 

services and approximately 14% are ELs.  New Britain’s special education population 

percentage remains higher than the state average, about 18% against 12%.  (Salina Testimony, 

1.13.16; Cabral Testimony, 1.13.16). 

38. The percentages of special education students, ELs and minority students have 

generally increased in New Britain over the past five years, with students in poverty remaining 

relatively stable at approximately 80%.  (Salina Testimony, 1.13.16).   

39. Approximately 130-135 of the 720 students at New Britain’s Lincoln Elementary 

are EL students, or approximately 18%.  (Cabral Testimony, 1.13.16).  

40. Approximately 110-120 of the 720 students at New Britain’s Lincoln Elementary 

receive special education services, or approximately 15-16%.  (Cabral Testimony, 1.13.16).  

41. Windham is a low income town which includes an immigrant and homeless 

population.  (Donaldson Testimony, 2.3.16). 

42. Windham has four neighborhoods: North Windham, Windham Center, South 

Windham, and Willimantic.  (Cabán-Owen Testimony, 1.15.16). 

43. The majority of North Windham Elementary School students live in the 

Willimantic area.  (Cabán-Owen Testimony, 1.15.16). 

44. Many North Windham Elementary School students live in dilapidated buildings 

owned by absent landlords.  (Cabán-Owen Testimony, 1.15.16). 

45. Most of the North Windham Elementary School students’ families qualify for 

food stamps.  (Cabán-Owen Testimony, 1.15.16). 
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46. About 80% of the students at North Windham School are of Latino heritage. 

(Cabán-Owen Testimony, 1.15.16). 

47. New London is a high poverty district.  The presence of non-taxable properties, 

such as colleges and Section 8 housing, pose a challenge for New London’s ability to generate 

revenue through property taxes.  (Carver Testimony, 2.4.16). 

48. New London School District was “flat-funded” (i.e.  the city never increased 

funding) between 2009 to 2012, requiring administrators to cut academic programs (including 

the gifted and talented program), redevelop special education programs to account for funding, 

eliminate counselors and social workers, and maximize class sizes.  (Carver Testimony, 2.4.16). 

49. In 2011-2012 academic year, New London had a high concentration of students in 

poverty compared to other districts, over 86% of its students qualified for free and reduced-

price lunch compared to 19% percent in Bethel and approximately 21-22% in Newington.  

(Carver Testimony, 2.4.16; Defendants’ Trial Ex. 2462). 

50. At the time of trial, approximately 75% of New London High School’s student 

population was eligible for free and reduced price lunch.  (Thompson Testimony, 2.17.16). 

51. At Danbury Public Schools’ Ellsworth Avenue Elementary School, 65% of 

families are Hispanic, 3% are White, and the remaining 12% are Asian, African American, or 

multi-racial.  (Rocco Testimony, 2.26.16). 

52. At Ellsworth Avenue Elementary School, 80% percent qualify for free and 

reduced price lunch, 53% receive ELL services as English language learners, and 7% are special 

education students.  (Rocco Testimony, 2.26.16).  
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IV. State Funding for Education 

53. With respect to recent and current funding of education in Connecticut, no State 

agency or department has evaluated the actual cost of adequately educating students or the costs 

of additional resources needed to provide adequate educational opportunities to students in low-

wealth, high-poverty districts or disadvantaged and underserved Subgroups. 

54. A school finance formula is a formula used to determine the amount of state 

funding to be allocated to a particular municipality or district.  

55. Connecticut’s Education Cost Sharing (“ECS”) formula is a type of school 

finance formula known in the school finance literature as a foundation aid formula.  (Plaintiffs’ 

Trial Ex. 236, at 24; see also id. at 15-16; Plaintiffs’ Trial Ex. 31, at 9).  

56. A foundation aid formula that relies on both state and local funding to finance 

education will guarantee adequate educational opportunities only if, inter alia, (i) the foundation 

level is set high enough for a district with average costs to provide an adequate education; (ii) 

the formula includes a wage index that accurately accounts for cost differences in competitive 

wages and other input prices across regions; (iii) the student need weights utilized in the 

formula accurately reflect the additional costs of operating in high need environments, and (iv) 

districts are required to levy at least a minimum tax rate specified by the state.  (Plaintiffs’ Trial 

Ex. 236, at 21; Baker Testimony, 1.27.16). 

57. In the context of a rational school finance formula, “adequacy” means sufficient 

funding so that students and school districts have the opportunity to meet state goals and 

standards.  (Plaintiffs’ Trial Ex. 12, at 17; Plaintiffs’ Trial Ex. 31, at 8; Plaintiffs’ Trial Ex. 236, 

at 14). 

58. In order for a school finance formula to achieve an adequate level of opportunities 

for students, a state must define the outcomes that students are expected to achieve and set the 
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per-student foundation equal to the spending needed to achieve that level of education.   

(Plaintiffs’ Trial Ex. 236, at 28-29).  

59. Connecticut’s ECS grant – which is the primary means of State funding for 

education – is based on a formula that is arbitrary, is not the result of a rational design process, 

and is not based on the actual cost to educate students in Connecticut.  (Plaintiffs’ Trial Ex. 236, 

at 27; Baker Testimony, 1.27.16). 

60. In theory, the ECS “foundation” represents the minimum amount of money 

necessary to provide an adequate education to an average student on a per-pupil basis.  

(Plaintiffs’ Trial Ex. 12, at 33, 115). 

61. In practice, Connecticut has no documented process for establishing the ECS 

foundation.  (Plaintiffs’ Trial Ex. 236, at 27). 

62. The ECS foundation is not based on any rational estimate or calculation of the 

amount of funding required to provide a student with a minimally adequate level of education.  

(Baker Testimony, 1.27.16).   

63. The current foundation level – $11,525 – is below the per pupil expenditure level 

in every school district in Connecticut.  (Plaintiffs’ Trial Ex. 979).  Just as Connecticut has no 

documented process for setting the foundation level, it also has no process for updating the ECS 

foundation as educational costs rise over time due to inflation or other factors. 

64. In the original ECS formula contained in Public Act No. 88-358, the foundation 

was to begin floating in Fiscal Year 1994, and each year thereafter, based on the expenditures of 

the town with the eightieth percentile total need student, when all towns were ranked from 

lowest to highest in expenditures.  (Public Act No. 88-358, Sec. 1(7)(E)).   
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65. The foundation was frozen at the Fiscal Year 1993 level in Fiscal Year 1994 and 

has never been allowed to float yearly based on actual expenditures.  (Finley Testimony, 

1.19.16).  

66. Because there is no documented process for updating the foundation, the 

foundation has often remained frozen for long periods of time, irrespective of the costs of 

educating students in Connecticut.  For example, the foundation was fixed at $5,891 for the 

eight-year period between Fiscal Year 2000 and Fiscal Year 2007.  (Finley Testimony, 1.19.16). 

67. A rational way for Connecticut to set its foundation level would be to use a study 

of educational costs to determine the services, resources, and/or spending required to provide a 

student with the opportunity to achieve state standards, and to design and implement a 

documented process for updating the foundation over time.   (Plaintiffs’ Trial Ex. 236, at 27; 

Plaintiffs’ Trial Ex. 31, at 3; Plaintiffs’ Trial Ex. 470, at 23). 

68. In a rational foundation formula, the student need weights would reflect the 

amount of money necessary to provide an adequate education for the average student in the 

classification being weighted.  (Plaintiffs’ Trial Ex. 12, at 37; Plaintiffs’ Trial Ex. 236, at 33).  

69. The need weightings in the ECS formula have never been established through any 

documented, rational process.  (Plaintiffs’ Trial Ex. 236, at 33). 

70. The extra weights used in the ECS formula in 2011 were 0.33 for poor students 

and 0.15 for EL students – well below the range of weights recommended based on existing 

research.  (Plaintiffs’ Trial Ex. 236, at 32-33; Baker Testimony, 1.27.16). 

71. In 2007, Governor Rell’s Commission on Education Finance had recommended a 

weighting for EL students of 0.20, although it did not provide any basis for that 

recommendation.  (Plaintiffs’ Trial Ex. 64, at 8).  
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72. The Legislature eliminated the weight for EL students entirely in 2013.  (Public 

Act No. 13-247, Sec. 152(25); Finley Testimony, 1.19.16). 

73. A rational foundation aid formula would include a student need weighting for EL 

students.  (Baker Testimony, 1.27.16). 

74. Towns with the highest percentages of EL students are the most disadvantaged by 

the ECS formula’s failure to account for the additional costs of educating EL students.  

(Plaintiffs’ Trial Ex. 236, at 34-35). 

75. Currently, the only need weighting used in the ECS formula is a single 0.30 

weight for poverty, which is inappropriate given the evidence that for poor students alone, a 

weighting of somewhere between 0.60 or 0.70 and 2.5 should be used.  (Plaintiffs’ Trial Ex. 

236, at 33-34; 61:11 – 62:11; Finley Testimony, 1.20.16). 

76. Towns with the highest percentages of poor students are the most disadvantaged 

by the ECS formula’s failure to accurately reflect the costs of providing educational 

opportunities to poor students.  (Plaintiffs’ Trial Ex. 236, at 34). 

77. A rational way for Connecticut to set its need weightings would be to use a study 

of educational costs to establish the categories to be weighted, and to determine the services, 

resources, and/or spending required to provide students in the categories being weighted with 

the opportunity to achieve state standards.   (Plaintiffs’ Trial Ex. 236, at 27; Plaintiffs’ Trial Ex. 

31, at 3; Plaintiffs’ Trial Ex. 470, at 23). 

78. The ECS formula does not include any adjustment for regional differences in 

competitive wages, and there is no documented study by the state of regional differences in 

competitive wages.  (Plaintiffs’ Trial Ex. 236, at 27). 
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79. Accounting for regional wage differences would likely drive additional state aid 

towards Bridgeport.  (Plaintiffs’ Trial Ex. 236, Table at 36-37). 

80. In a prototypical foundation aid formula, towns that are wealthy enough to 

completely fund an adequate education would not receive state formula aid.  (Plaintiffs’ Trial 

Ex. 236, at 41). 

81. The ECS formula contains two provisions that deviate from this approach: a 

minimum aid ratio that ensures that, regardless of town wealth and student need, all towns 

within the state receive a minimum amount of aid, and a hold harmless provision that ensures 

that towns’ ECS grants do not decrease from year to year regardless of town wealth and student 

need.  In other words, even the wealthiest, lowest-need towns capable of raising more revenue 

than required for an adequate education receive some state aid.  (Plaintiffs’ Trial Ex. 236, at 41-

43). 

82. The Connecticut legislature has in the past enacted stop-loss provisions that 

limited any reductions in a particular school district’s total ECS aid amount to some percentage 

of the previous year’s award.  (Plaintiffs’ Trial Ex. 236, at 41). 

83. Minimum aid, hold-harmless, and stop-loss provisions result in some towns – 

typically high-wealth towns – receiving more aid than the formula says that they require for 

adequacy, while other towns do not receive the funding necessary to provide an adequate 

education.  (Plaintiffs’ Trial Ex. 236, at 41). 

84. Taking into account student need and regional wage differences, high-poverty 

districts in Connecticut are consistently underfunded in terms of receiving the necessary 

resources to provide their students with equal educational opportunities.  (Plaintiffs’ Trial Ex. 

236, at 46; Baker Testimony, 1.27.16). 



14 

85. No studies or research have been done to support (1) the amount of the ECS 

foundation, (2) using poverty as the sole measure of student need in the ECS formula, or (3) 

using a 0.30 weighting for poverty in the formula.  (Plaintiffs’ Trial Ex. 236; Finley Testimony, 

1.20.16; Baker Testimony, 1.27.16). 

86. Even assuming arguendo that the current ECS formula, including the foundation 

and the lone need weighting for poverty, is rational in design, the ECS formula is irrational as 

applied because it is not fully funded.  (Finley Testimony, 1.20.16 Trial Transcript 69:23-71:9). 

87. The original ECS formula was intended to be phased-in over four years, such that 

beginning in the fourth year – Fiscal Year 1993 – and each year thereafter, each town’s ECS 

grant would be equal to the product of the per-student foundation times the  town’s  total need 

student count times the town’s aid ratio, plus the town’s regional bonus, if any.  (Public Act No. 

88-358, Sec. 2(4)).  

88. The current ECS formula defines the “fully funded grant” as the product of the 

per-student foundation times the town’s total need student count times the town’s aid ratio, plus 

the town’s regional bonus, if any.  (Conn. Gen. Stat. 10-262f(33)). 

89. The current ECS formula is not fully funded, meaning that most towns do not 

receive an ECS grant equal to the product of the per-student foundation times the town’s total 

need student count times the town’s aid ratio, plus the town’s regional bonus, if any. 

90. In fiscal year 2014, for example, towns’ ECS appropriations were $667 million 

less than their “fully funded grants” according to the definition of “fully funded grant” in the 

ECS statute.  (Finley Testimony, 1.20.16; Public Act No. 13-247; Plaintiffs’ Trial Ex. 516). 
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91. Bridgeport’s ECS grant in fiscal year 2014 was $173.7 million – $37.6 million 

short of its statutorily-defined “fully funded grant.”  (Plaintiffs’ Trial Ex. 516, Finley 

Testimony, 1.20.16).   

92. Connecticut’s failure to fully fund its ECS formula adversely impacts the 

formula’s ability to equalize educational opportunities in Bridgeport and other poor, high-need 

communities.  (Plaintiffs’ Trial Ex. 236, at 7, 27, 42-43).   

93. The ECS appropriations for Fiscal Years 2016 and 2017 are not based on 

calculations derived from the ECS formula, are nominal, and will not result in Bridgeport, 

Danbury, East Hartford, New Britain, New London, or Windham receiving ECS grants 

equivalent to their fully funded grants.  (Finley Testimony, 1.20.16). 

94. Apart from the ECS grant, the state provides a bilingual education grant, but it is 

nominal and does not reflect the substantial costs of providing adequate educational 

opportunities to bilingual students.  

95. The state also provides a special education excess cost grant that reimburses 

towns for certain costs associated with educating unusually expensive special education 

students, but that grant is not fully funded and does not reflect the substantial costs of providing 

adequate educational opportunities to special education students.  

96. The capping of the appropriation for the special education excess cost grant at 

approximately $139 million – well below actual excess costs – results in the reduction of 

regular education programs and state services for all non-special education students.  (Plaintiffs’ 

Tr. Ex. 470, at 37). 

97. The high cost of special education services, which are mandated by state and 

federal law, and the state’s failure to fund those services appropriately, reduces and negatively 



16 

impacts the quality and availability of regular education programs for all students.  (Plaintiffs’ 

Tr. Ex. 470, at 37). 

98. Each town in Connecticut has a different rate of reimbursement for eligible school 

construction projects.  (Donaldson Testimony, 2.3.16). 

99. Unexpected costs incurred during school construction projects are not eligible for 

the state’s reimbursement rate.  (Donaldson Testimony, 2.3.16). 

100. The reimbursement rate for school construction projects does not cover stand-

alone projects, like repairing locks on doors, which would be covered as part of a renovation.  

(Donaldson Testimony, 2.3.16). 

V. Inputs 

101. Low-wealth, high-poverty districts – including Bridgeport, Danbury, East 

Hartford, New Britain, New London, and Windham – are unable to provide all students with the 

resources necessary to provide an adequate and equitable education because of insufficient 

funding.  (Baker Testimony, 1.27.16). 

102. Because of insufficient funding, low-wealth, high-poverty districts are unable to 

provide the necessary level of staff to meet the basic educational needs of all of their students, 

including sufficient and appropriate general education teachers, special education teachers, 

social workers, guidance counselors, psychologists, academic interventionists, tutors, academic 

coaches, paraprofessionals, administrative positions, and others.  (Baker Testimony, 1.27.16). 

103. Because of insufficient funding, low-wealth, high-poverty districts are unable to 

provide necessary programs and services to meet the needs of all of their students, including 

sufficient and appropriate academic intervention services, academic enrichment programs, 

music, art, and foreign language courses, extended day programs, summer and afterschool 
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programs, mental health services, services for students with disabilities, services for English 

Learners, and others. (Stewart-Curley Testimony, 2.10.16; Thompson Testimony, 2.17.16; Ryan 

Testimony 2.19.16; Capasso Testimony, 2.23.16). 

104. Because of insufficient funding, low-wealth, high-poverty districts are unable to 

provide the level of physical resources needed to meet the needs of all their students, including 

but not limited to sufficient and appropriate technology, instructional materials, textbooks, and 

supplies. (Stewart-Curley Testimony, 2.10.16; Snyder Testimony 2.10.16). 

105. Districts serving high need and underperforming populations require more 

resources to provide their students with equal educational opportunities, as compared to other 

less needy districts.  When these districts are underfunded and are faced with resource 

constraints, however, they may be forced to divert resources from enrichment programs to 

programs targeted at raising progress towards minimum standards in core content areas.  

Although reasonable and appropriate under the circumstances, such choices can serve to deprive 

students in these districts of important opportunities.  (Plaintiffs’ Trial Ex. 236, at 86) 

106. According to existing research, the opportunity to participate in important 

milestone courses such as algebra or geometry and access advanced and enriched academic 

curricula is associated with college acceptance, matriculation and ultimately personal financial 

success after college.  Others studies point to the importance of early access to algebra 

specifically in order to put students on a trajectory to succeed in non-remedial, credit bearing 

math courses during their freshman and sophomore years in college.  (Plaintiffs’ Trial Ex. 236, 

at 86-87). 
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107. If high need districts were afforded sufficient resources, they could both target 

necessary resources toward remedial and basic programming and continue to offer challenging 

as well as broad and enriched curricula.  (Plaintiffs’ Trial Ex. 236, at 86). 

108. In Connecticut, however, students in underfunded school districts have less access 

to either advanced or enriched curricular opportunities, including (i) substantially lower 8th 

grade participation rates in high school level math or world languages; and (ii) far fewer contact 

hours in 5th grade in art, physical education and fewer hours of music.  (Plaintiffs’ Trial Ex. 

236, at 87-90). 

109. A relatively high proportion of total enrollment is in the elementary grades in high 

need districts and elementary classroom teachers represent the largest share of teachers in most 

school districts.  As a result, high need districts face large resource constraints in allocating 

sufficient teachers to elementary classrooms, and pressure is placed on staffing for smaller 

and/or discretionary programs at the middle and secondary levels.  (Plaintiffs’ Trial Ex. 236, at 

91). 

110. As a result of the resource constraints faced by underfunded high need districts, 

curricular areas that suffer in particular include the arts, world history, gifted and talented 

programs, foreign languages, physical sciences and support staff including librarians. In 

Connecticut, there exists nearly a 6:1 ratio of band instructors in high resource, high outcome 

districts to those in severe disparity districts (as a proportion of total staff).  (Plaintiffs’ Trial Ex. 

236, at 91). 

111. Children attending low resource, low outcome districts appear to have relatively 

limited access to staff assigned to instrumental music. In Connecticut, there exists greater than 

2:1 ratio of staff for gifted and talented programs and librarians in high resource, high outcome 
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districts compared to severe disparity districts and a nearly 2:1 ratio of chemistry teachers.  

(Plaintiffs’ Trial Ex. 236, at 91). 

112. In Connecticut, students attending underfunded and high need districts with low 

educational outcomes have far fewer assigned teaching and support staff per pupil in areas 

including Chemistry, French, Latin, Physics, World History, Orchestra, Band, Gifted and 

Talented Programs, and school librarians/media specialists.  (Plaintiffs’ Trial Ex. 236, at 70). 

113. Educational researchers agree that teachers are the single most important school-

related resource for improving student outcomes.  (Rice Testimony, 3.3.16). 

114. Plaintiffs’ expert, Dr. Jennifer Rice, provided a broad framework related to one of 

the key activities that occur in schools – providing instruction.  The quality of instruction 

students receive can be measured by looking broadly at three dimensions:  (1) teacher 

qualifications (2) measures that look at a teacher’s effectiveness in the classroom and (3) the 

availability of instructional resources – which include tangible materials, such as books or 

technology – or intangible resources, such as access to professional development opportunities.  

(Rice Testimony, 3.3.16). 

115. Teacher qualifications are one indicator of instructional quality.  In particular, 

research has shown that teacher experience – i.e., novice versus non-novice teachers, is a 

consistent and positive predictor of student achievement.  (Rice Testimony, 3.3.16). 

116. Another teacher characteristic that research has shown to be consistently 

predictive of student achievement are teachers’ performance on tests such as the SAT, ACT, 

and tests teachers must pass in order to be certified, tests which scholars presume to be 

measures of cognitive ability.  (Rice Testimony, 3.3.16). 
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117. Having examined indicators of teacher effectiveness that research shows as 

having consistent and positive effects on student achievement – teacher experience and teacher 

performance on tests – Dr. Rice concluded that students in higher-poverty, lower-wealth 

districts, consistently had access to less qualified teachers than students that attend schools in 

wealthier districts or districts with lower concentrations of poverty. (Rice Testimony, 3.3.16). 

118. Looking at the distribution of teacher experience across Connecticut DRGs, 

which is a classification system in which districts are grouped based on socioeconomic status 

(“SES”), with DRG A having the highest SES and DRG I having the lowest SES, (Plaintiffs’ 

RFAs 699-702), Dr. Rice found that there were higher concentrations of inexperienced teachers 

in DRG I, approximately 10% - double the percentage found in DRG A, and more than double 

the percentage found in DRG B.  (Rice Testimony, 3.3.16; Plaintiffs’ Trial Ex. 319, at 46).  

119. In fact, the State Department of Education (“SDE”) conducted its own analysis of 

teacher experience for its 2015 equity plan, and found the same distribution patterns for teachers 

with inexperience.  According to the equity plan, “Students attending high-poverty and high-

minority schools in Connecticut are taught at higher rates by inexperienced teachers who are 

less likely to remain in their schools than students attending low-poverty and low minority 

schools.”  (Defendants’ Trial Ex. 3888, at 4). 

120.   The Connecticut 2015 equity plan also found that “students attending high-

poverty and high-minority schools are more likely to have less experienced principals who are 

less likely to remain at their schools.”  (Defendants’ Trial Ex. 3888, at 4).   

121. Similar to her findings for teacher experience, Dr. Rice also found that students in 

districts with higher concentrations of poverty also had access to teachers that failed the 

PRAXIS I and PRAXIS II tests – state certification tests that focus on teachers’ general 
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knowledge, content knowledge, and pedagogy – at higher rates than districts with lower 

concentrations of poverty.  (Rice Testimony, 3.3.16; Plaintiffs’ Trial Ex. 319, at 47-49).  Of 

particular concern was teachers’ performance on math content knowledge, which Dr. Rice 

testified was the test shown to have the greatest association with teacher effectiveness, showing 

that the districts with the lowest concentrations of poverty had a teacher failure rate of 16%, 

while the districts with the highest concentrations of poverty had a failure rate of 36.5%.  (Rice 

Testimony, 3.3.16; Plaintiffs’ Trial Ex. 319, at 49).  

122. Schools that have higher concentrations of poverty have a more difficult time 

recruiting and retaining teachers.  (Rice Testimony, 3.3.16).  

123. Wage premiums may be required to attract teachers to high poverty and high 

minority school districts.  (Plaintiffs’ Trial Ex. 236, at 50). 

124. When teachers decide where to work, they consider geographic proximity to 

where they grew up, working conditions, school leadership, and salary.  (Rice Testimony, 

3.3.16).  

125. Workplace conditions have a strong effect on where teachers choose to work.  

(Rice Testimony, 3.3.16; Rabinowitz Testimony 1.21.16).  Such conditions include whether 

class sizes are reasonable, where there is a safe environment, where the job is perceived as 

achievable.  (Rice Testimony 3.3.16).  

126. Bridgeport has a high teacher turnover rate – at least 200 teachers leave each year.  

The turnover rate is impacted by working conditions and salary levels.  Teachers in special 

education, world language, math, and science are especially difficult to recruit to Bridgeport.  

There are 11.5 positions in the district filled by permanent substitutes as opposed to certified 

teachers.  (Rabinowitz Testimony, 1.21.16). 
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127. High teacher turnover has a negative impact on schools.  (Rice Testimony 3.3.16; 

Carver Testimony 2.4.16). 

128. Teacher turnover has high costs associated with it in that it creates inconsistent 

instruction and is costly in terms of training,  professional development, and the fiscal costs of 

recruiting new teachers.  (Rice Testimony, 3.3.16; Carver Testimony, 2.4.16).   

129. Teacher turnover prevents schools from establishing a stable network of educators 

who know each other and can work together to achieve outcomes.  (Rice Testimony, 3.3.16).  

130. High teacher turnover is also an indicator that teachers leave low-performing 

schools after acquiring a few years of experience for better-performing schools --- resulting in a 

perpetual cycle of inexperienced teachers in high poverty schools.  (Rice Testimony, 3.3.16). 

131. Data from Connecticut’s 2015 equity plan shows that educators leave high-

poverty districts at higher rates than low-poverty districts and that educators moved to low 

poverty schools at nearly twice the rate that educators moved from low poverty schools to high-

poverty schools.   (Defendants’ Trial Ex. 3888, at 19; Rice Testimony, 3.3.16) 

132. High-poverty, low-wealth schools have a more difficult time recruiting teachers to 

shortage areas, doubly disadvantaging them.  (Rice Testimony, 3.3.16).  

133. An increase in teacher salaries has been shown to improve teacher quality, which 

in turn has been shown to increase students’ high school graduation rates.  (Levin Testimony, 

2.19.19). 

134. In addition to increasing graduation rates, improved teacher quality will have a 

positive impact on the education provided to all students, not just those at risk of failing to 

graduate.  (Levin Testimony, 2.19.19). 
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135. Nationally, teacher shortage areas tend to fall into STEM (science, technology, 

engineering and mathematics) related areas, as well as special education.  (Rice Testimony, 

3.3.16). 

136. Connecticut has designated Comprehensive Special Education K-12, Mathematics 

7-12, and Science 7-12 as shortage areas for the years 2011-12, 2012-13, 2013-14, 2014-15, and 

2015-16.  (Plaintiffs’ Trial Ex. 1002, at 5).  

137. According to Dr. Rice, surveys suggests that shortage areas are related to the 

opportunity costs of being a teacher who could instead choose to be an engineer or a different 

field associated with higher wages.  (Rice Testimony 3.3.16). 

138. In 2012, the average elementary school teacher salary in Bridgeport was 

$64,250.39 compared to $71,957.45 in Darien, $74,704.46 in Fairfield, $75,931.76 in New 

Canaan, $77,229.81 in Westport, $77,535.5 in Ridgefield, and $88,737.19 in Greenwich.  The 

low salary scale and difficult working conditions in Bridgeport pose a challenge to attracting 

and retaining quality teachers in Bridgeport public schools.  (Plaintiffs’ Trial Ex. 420; 

Rabinowitz Testimony 1.21.16).   

139. In 2012, the average elementary school teacher salary in Windham was 

$57,485.36.  The low salary scale poses a challenge in attracting qualified teaching staff and 

contributes to teacher turnover in Windham public schools.  (Plaintiffs’ Trial Ex. 420, Garcia 

Testimony 3.3.206). 

140. In 2012, the average elementary school teacher salary in New London was 

$57,028.14 compared to $66,059.24 in Groton and $80,811.47 Waterbury.  (Plaintiffs’ Trial Ex. 

420).   
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141. At Bennie Dover Middle School, adverse working conditions and lower salaries 

make it is increasingly difficult to hire certified EL teachers.  (Stewart-Curley Testimony, 

2.10.16). 

142. Special education students at New London High School have varied academic and 

socio-emotional needs, which require highly trained teachers, however in the 2015-16 school 

year students in the LINKs class (a class for students with severe socio-emotional needs) are 

taught by a teacher without a background in special education.  (Thompson Testimony, 

2.17.16). 

143. In the 2015-16 school year, New London High School was unable to fill at least 

four teaching positions resulting on a reliance on substitute teachers who can only teach for a 

maximum of 40 days.  Additionally, the substitutes are not qualified to teach the subjects for 

which they have been assigned – the substitute teacher hired to teach the Spanish world 

language class cannot speak or read in Spanish.  (Thompson Testimony, 2.17.16). 

144. Providing well-thought out salary incentives to both teachers and administrators 

can bring qualified teachers and administrators into schools where they are most needed, but are 

not enough.  In order to keep teachers, districts must provide working conditions that provide 

ongoing support in order to help their teachers be effective.  (Rice Testimony, 3.3.16). 

145. Smaller class sizes have a positive impact on the delivery of instruction to 

students.  (Locke Testimony, 1.12.16; Rabinowitz Testimony 1.22.16; Thompson Testimony 

2.17.16).  

146. Research shows that smaller class sizes have the largest positive effects for 

students in poverty.  (Levin Testimony, 2.19.16; Rice Testimony, 3.3.16). 



25 

147. Teachers leave Bridgeport because they are frustrated with the large class sizes 

and the lack of resources for students.  (Rabinowitz Testimony, 1.21.16).  

148. Even as the student population grew, Bridgeport cut 73.5 certified staff such as 

certified teachers, social workers, psychologists, and special education teachers.  (Rabinowitz 

Testimony, 1.21.16). 

149. Waltersville School in Bridgeport has one literacy coach for approximately 600 

students from Pre-K to 8th grade.  The responsibilities of the literacy coach include providing 

interventions to students and supporting teachers.  (Briganti Testimony, 2.5.16).   

150. The one literacy coach in Waltersville School in Bridgeport is not able to provide 

the instructional support needed for all teachers.  (Briganti Testimony, 2.5.16). 

151. Due to limited staffing, not all students in Waltersville School, Bryant School and 

Edison School who qualify for academic interventions are able to receive them.  (Simmons 

Testimony 1.28.16; Briganti Testimony, 2.5.16; Furlong Testimony, 2.11.16). 

152. There are a significant number of students that require emotional support and the 

attention of psychologists and social workers to meet with them individually.  Bridgeport does 

not have the resources to provide these services.  (Rabinowitz Testimony, 1.21.16; Simmons 

Testimony, 1.28.16; Briganti Testimony, 2.5.16; Furlong Testimony, 2.11.16). 

153. Waltersville School has one social worker who only oversees children with IEPs, 

so she cannot meet with students with socio-emotional needs but without IEPs.  (Briganti 

Testimony, 2.5.16).  

154. Waltersville School has one guidance counselor who is overstretched in terms of 

her caseload and, as a result, does not meet with students with socio-emotional needs as often 

and as long as she should.  (Briganti Testimony, 2.5.16).  



26 

155. Roosevelt School in Bridgeport has one full time guidance counselor, one part 

time social worker and one full time psychologist for a population of approximately 613 

students in grades PK-8.  (Simmons Testimony, 2.5.16). 

156. Bryant Elementary School in Bridgeport has one guidance counselor, one 

psychologist, and one social worker, all three of whom are part-time and are at the school 

between two to three days a week for a population of approximately 400 students.  (Furlong 

Testimony, 2.11.16).  As a result, the support they provide to the students is reactive rather than 

proactive.  (Furlong Testimony, 2.11.16). 

157. Secondary students in Bridgeport require interventions in literacy but there are no 

reading teachers or reading interventionists in the comprehensive high schools.  (Johnson 

Testimony, 1.26.16). 

158. In the 2015-16 school year, there are vacancies for special education teachers in 

Harding High School and Bassick High School in Bridgeport.  (Johnson Testimony, 1.26.16). 

159. During the 2015-16 school year, Harding High School lacked mathematics 

teachers; in response the district moved a math coach from the elementary school to provide 

mathematics instruction.  (Johnson Testimony, 1.26.16). 

160. Harding High School has a medical magnet component, but students in the 2015-

16 school year will be unable to receive their CNA certification because there is no nurse 

teacher.  (Johnson Testimony, 1.26.16). 

161. At Bassick High School, there are approximately 1,000 students and only three 

guidance counselors.  (Johnson Testimony, 1.26.16). 

162. Bridgeport does not have enough resources to make a curriculum, especially in 

elective areas.  (Rabinowitz Testimony, 1.22.16). 
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163. Bridgeport schools are in need of renovation.  For example, boilers in some 

elementary schools are unreliable.  Ceilings in one Bridgeport school fell the previous year. 

(Rabinowitz Testimony, 1.26.16; Simmons, 1.28.16). 

164. Edison School in Bridgeport, at least during the 2012-15 school years experienced 

leaks from radiators and water fountains some of which caused Edison students to slip and fall.  

(Simmons Testimony, 1.28. 16) 

165. The Bryant Elementary School building’s roof has been leaking for past 11 years.  

(Furlong Testimony, 2.11.16). 

166. During certain months of the school year, one fifth grade classroom in Bryant 

Elementary School becomes extremely hot, averaging around 90 degrees by nine to nine-thirty 

in the morning.  (Furlong Testimony, 2.11.16). 

167. The literacy coach at Waltersville School does not have a dedicated space for 

providing her interventions.  Instead, the literacy coach provides student interventions at various 

spaces throughout the school building, including at the back of classrooms, in pods which are 

located next to the school bathrooms, and a teacher’s work room that the literacy coach 

converted into a work space.  (Briganti Testimony, 2.5.16). 

168. The one computer lab at Waltersville School has 24 computers, none of which are 

functioning.  Even if the computers were functioning, they would be insufficient for many of 

the classes in Waltersville School which have more than 24 students.  (Briganti Testimony, 

2.5.16). 

169. The literacy coach at Waltersville School in Bridgeport does not receive any 

pencils, pens, crayons, or notebooks from the school even though she requires them for her 

classroom instruction.  (Briganti Testimony, 2.5.16). 
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170. There are no school buses to transport students to the comprehensive high schools 

in Bridgeport; students who live outside a certain mile radius are provided municipal bus 

passes.  (Johnson Testimony, 1.26.16). 

171. Poverty creates an opportunity gap in East Hartford.  Students grow up in 

environments that are not print rich, may not have the opportunity to attend preschool, and may 

enter kindergarten without the requisite social and academic skills.  (Quesnel Testimony, 

1.14.16). 

172. Students in poverty in East Hartford may come to school with mental health or 

social issues that, if left unaddressed, present barriers to learning.  (Quesnel Testimony, 

1.14.16). 

173. East Hartford pays for special education services for students attending 

interdistrict magnet schools.  (Quesnel Testimony, 1.19.16). 

174. Hiring teachers in the state-designated teacher shortage areas is very challenging 

in East Hartford, because East Hartford’s budget is volatile and new teachers perceive it as a 

risky district in terms of job security.  (Quesnel Testimony, 1.19.16). 

175. For 2014-15, the East Hartford superintendent requested a 5.7% budget increase, 

but received a 0% increase.  As a result, Reduction in Force (RIF) letters were issued to teachers 

prior to May 1 to inform them of a potential layoff.  (Quesnel Testimony, 1.14.16). 

176. For 2015-16, the East Hartford superintendent requested a $90.4 million budget, 

but received an $88 million budget.  (Quesnel Testimony, 1.14.16). 

177. East Hartford’s budget for instructional materials is extremely limited.  The 2015-

16 budget for textbooks is $40,000, and is slated specifically for a collection of worn out 
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textbooks for a single class.  Other textbooks in East Hartford, for example math textbooks from 

1991, also need to be replaced. (Quesnel Testimony, 1.15.16). 

178. East Hartford’s budget for library books is zero dollars, resulting in books not 

being purchased and a library collection that is aging and unappealing to students.  Not 

purchasing library books is a poor strategy for a district with a large literacy gap.  (Quesnel 

Testimony, 1.15.16). 

179. Most media centers in East Hartford are staffed by library paraprofessionals, 

rather than certified librarians, in order to save costs.  Library paraprofessionals stock the 

shelves, but are not teachers who can instruct students on research techniques or help students 

select reading materials.  (Quesnel Testimony, 1.15.16). 

180. East Hartford has four or five elementary schools that do not have a social 

worker.  (Quesnel Testimony, 1.15.16). 

181. East Hartford High School has one social worker for the 400 ninth grade students, 

which is insufficient to meet the varied socio-emotional needs of the students.  (Snyder 

Testimony, 2.17.16). 

182. East Hartford High School was able to hire two more school social workers for a 

total of four, however this was at the expense of being able to provide additional intervention 

classes or hire additional teachers.  (Ryan Testimony, 2.19.16). 

183. There is one teacher for the reading intervention class at East Hartford High 

School.  Due to the high number of students who qualify for reading intervention based on the 

STAR assessment, many students, including those far below grade level, are unable to receive 

these services.  (Ryan Testimony, 2.19.16). 
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184. At East Hartford High School, not every student eligible for math interventions is 

able to receive them due to limited staffing.  (Ryan Testimony, 2.19.16). 

185. At the time of trial, the textbooks at East Hartford High School for ninth grade 

science are outdated, for example, the physical science textbook in East Hartford High School is 

ten years old and the biology textbook is 15 years old.  (Snyder Testimony, 2.17.16). 

186. Due to budget constraints over the past several years, teaching staff for elective 

programs have been reduced which has limited student exposure to career and early college 

opportunities at East Hartford High School.  (Ryan Testimony, 2.19.16). 

187. For the 2012-2013 school year the then New Britain chief academic officer, 

Sharon Locke, and chief financial officer, Kevin Kane, created a zero-based budget for its 

school district.  (Locke Testimony, 1.12.16). 

188. New Britain’s zero-based budget used Lincoln Elementary School in New Britain 

as a model to cost out the resources necessary to meet basic educational needs of students; 

Lincoln Elementary was selected as the model because it represented an average level of needs 

within the district as neither the school with the greatest or smallest concentration of needy 

students.  (Locke Testimony, 1.12.16). 

189. The purpose of zero-based budgeting in New Britain was to ensure that every 

dollar spent in the district was intentional, targeted, and aligned with the district improvement 

plan, while trying to meet the minimum educational needs of students in the district.  (Locke 

Testimony, 1.12.16). 

190. New Britain created a zero-based budget for the 2012-13 school year by first 

determining the needs of the students, followed by determining the staffing, the space 
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allocations, and finally the instructional resources that were required to meet those needs.  

(Locke Testimony, 1.12.16). 

191. In order to create this budget, the New Britain chief financial officer, Kevin Kane, 

developed a spreadsheet listing all the resources and the estimated cost of each resource.  

(Locke Testimony, 1.12.16). 

192. Taking into account all sources of funding, including Alliance District funding 

and all grants from Federal, State, local and private sources, New Britain was still 

approximately ten to fifteen million dollars short of what was required to meet the needs of its 

students based on the zero-based budget calculation created by Sharon Locke and Kevin Kane.  

(Locke Testimony, 1.12.16). 

193. In order to address the shortfall, New Britain prioritized its educational goals, 

directing resources to reducing class sizes in an effort to provide smaller classes, but also to 

help retain highly qualified educators that were being overextended and leaving the district due 

to perpetually being asked to do more with less.  (Locke Testimony, 1.12.16). 

194. In order to meet its priority goals under the constraints of the existing budget, 

New Britain was forced to reduce critical resources such as reading teachers, other 

interventionists, and classroom teachers in a district with huge reading needs and deficits as 

demonstrated by student performance in classrooms and on assessments.  (Locke Testimony, 

1.12.16). 

195. As a result of the reductions made due to lack of resources, many New Britain 

students’ academic needs, particularly related to literacy and reading were not, and are still not 

addressed.  (Locke Testimony, 1.12.16; Salina Testimony, 1.13.16). 
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196. Many of New Britain’s facilities are running out of room for students.  (Salina 

Testimony, 1.13.16). 

197. New Britain has no significant programs for homeless students beyond a staff 

member who works to collect money for uniforms or gifts on holidays despite having 

approximately 500 homeless students out of the 10,000 student population. (Salina Testimony, 

1.13.16). 

198. New Britain eliminated 75 positions for 2013-14 due to budget constraints on 

hiring additional teaching staff. (Salina Testimony, 1.13.16). 

199. Social workers and school psychologists in New Britain are at the maximum of 

their limit as to caseload.  (Salina Testimony, 1.13.16). 

200. Middle schools in New Britain have 1.5 guidance counselors for 800 students.  

(Salina Testimony, 1.13.16). 

201. New Britain had to eliminate paraprofessionals in kindergarten classes, increase 

kindergarten class sizes, and allocate state grant money away from early reading intervention 

programs and high school programs in order to implement full-day kindergarten and reap its 

proven benefits.  (Granucci Testimony, 2.4.16).   

202. At Lincoln Elementary in New Britain due to space constraints, teachers are 

forced to provide intervention services in coatroom and book closets that have negative effects 

on students’ education and ability to concentrate in the rooms in which they are being taught. 

(Cabral Testimony, 1.13.16). 

203. Students have been relocated at Lincoln Elementary to the hallway, another 

school, or another classroom due to heating and cooling issues, negatively impacting student 

concentration and education. (Cabral Testimony, 1.13.16). 
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204. Lincoln Elementary has one school psychologist to deal with extensive social 

emotional needs of over 720 students, forcing the principal, her assistant principal and a social 

worker to triage addressing the needs of the vast number of students with social emotional 

needs, attending to only students with the worst crises, and leaving many students needs unmet 

(Cabral Testimony, 1.13.16). 

205. Lincoln Elementary’s three reading interventionists are insufficient to meet the 

needs of the over 200 students identified as Tier III and requiring extensive needs for 

interventions.  Only 85 students are serviced in any given marking period, excluding some Tier 

III students and many Tier II students from intervention.  (Cabral Testimony, 1.13.16). 

206. There are no math interventionists at Lincoln Elementary, and teachers’ attempts 

to fill the gap are insufficient.  (Cabral Testimony, 1.13.16). 

207. At Smalley Academy in New Britain, one social worker serves 680 students the 

school one psychologist spends most of her time serving special education students. (Saavedra 

Testimony, 3.1.16).  

208. Smalley Academy in New Britain does not have any math interventionists and as 

a result is unable to follow with the state’s recommended interventions from the SRBI 

framework.  (Saavedra Testimony, 3.1.16).  

209. Before the town agreed to issue a bond to the school district in 2013, technology 

and textbooks in New Britain went without updates and textbooks were 12 to 15 years old.  

(Locke Testimony, 1.13.16). 

210. There are approximately 700 students in New Britain High School’s Freshman 

Academy, of which approximately 450 of those students are in “standard” classes.  (Maselek 

Testimony, 1.28.16). 
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211. Substantially all of the 450 students in “standard” classes out of the 700 students 

in New Britain High School’s Freshman Academy read substantially below grade level, with 

many reading at the lowest “beginning reader” level.  (Maselek Testimony, 1.28.16). 

212. There is one reading teacher to help provide reading help to the approximately 

700 students in New Britain High School’s Freshman Academy.  (Maselek Testimony, 1.28.16). 

213. There is one social worker to help address the extensive social emotional needs of 

the approximately 700 students in New Britain High School’s Freshman Academy, leaving 

many students’ needs unmet.  (Maselek Testimony, 1.28.16). 

214. At New Britain High School, the Gifted and Talented program no longer exists, 

and the delta class, which provided reading help for struggling students, was eliminated 

approximately 4 or 5 years ago due to budget cuts.  (Maselek Testimony, 1.28.16). 

215. At North Windham Elementary School, many students do not have money for 

lunch, coats, or boots.  (Cabán-Owen Testimony, 1.15.16). 

216. North Windham Elementary School has only one social worker for 466 students.  

(Cabán-Owen Testimony, 1.15.16). 

217. The social worker at North Windham Elementary School, Catina Cabán-Owen, 

works out of a locker room.  (Plaintiffs’ Trial Ex. 1006, 1007, 648, 1009, 1018, 1021; Cabán -

Owen Testimony, 1.15.16). 

218. The quality of the counseling that the social worker at North Windham 

Elementary School, Catina Cabán-Owen, provides is impacted by the constant noise from the 

gym next to which her locker room office is situated.  (Cabán-Owen Testimony, 1.15.16). 

219. The social worker at North Windham Elementary School, Catina Cabán-Owen, 

often meets with 10-12 students at a time.  (Cabán-Owen Testimony, 1.15.16). 
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220. The foam tiles in Catina Cabán-Owen’s office have collapsed previously and 

many are currently sagging.  (Cabán-Owen Testimony, 1.15.16).  

221. During winter, Catina Cabán-Owen’s students have to wear jackets in her office 

due to the lack of heat.  (Cabán-Owen Testimony, 1.15.16). 

222. In certain Windham public schools, areas not designated as classrooms are used 

for instructional space.  This includes spaces such as hallways, closets or old showers 

gymnasium in Sweeney, Windham Center and North Windham and the Windham Center 

auditorium.  (Donaldson Testimony, 2.3.16).   

223. The elevator in Natchaug breaks often and requires custom parts due to its age.  

(Donaldson Testimony, 2.3.16).  

224. Approximately 4 years ago, the ceiling in Natchaug collapsed due to a failing 

roof, which required the school to be closed in order to conduct asbestos abatement and to repair 

the roof.  (Donaldson Testimony, 2.3.16).   

225. Due to the closure of Natchaug school, for approximately one year students were 

moved into Windham middle school and spent their entire school day in one classroom.  

(Donaldson Testimony, 2.3.16).  Class sizes for both Natchaug and Windham middle school 

were increased to accommodate presence of Natchaug students.  (Donaldson Testimony, 2.3.16). 

226. Natchaug School’s ventilation operates off of a manually operated hose system 

that creates noise in the classroom.  (Donaldson Testimony, 2.3.16).   

227. The Windham Center ventilation system has been covered over with insulation 

and no longer functions.  (Donaldson Testimony, 2.3.16). 
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228. Portable classrooms at Sweeney, Windham Center and North Windham have 

experienced incidents where mice, rodents and other animals die in the walls, leaving a stench 

and requiring removal.  (Donaldson Testimony, 2.3.16).   

229. Windham Center is prone to leaks that result in significant water infiltration into 

front rooms of the building resulting in roofers to be called after almost every rainstorm to 

repair sections of the roof.  (Donaldson Testimony, 2.3.16). 

230. Windham Middle currently has a tar and gravel roof permeated by vegetation, 

with staff using seven to eight pails or garbage cans to collect water from leaks in rainstorms; 

replacement of the roof is scheduled but has not yet begun.  (Donaldson Testimony, 2.3.16). 

231. Both Windham Center and North Windham are undergoing well water 

renovations after well water was determined to be contaminated.  Windham Center closed for 

three days due to contamination.  (Donaldson Testimony, 2.3.16). 

232. Sweeney’s fire system is incomplete, with alarms inaudible in parts of the school.  

(Donaldson Testimony, 2.3.16). 

233. Natchaug, Sweeney and Windham Center lack sprinklers in their fire system, and 

Windham Center and Sweeney lack classroom smoke detectors.  (Donaldson Testimony, 

2.3.16). 

234. Danbury High School has three media specialists working in its media center for 

approximately 2,900 students.  (Gencarelli Testimony, 2.5.16). 

235. There are no media assistants for the media center, which reduces the amount of 

time that the media instructors can devote to instruction because they have to take up the duties 

of a media assistant, which include checking books in and out, checking students in and out of 

the media center, and processing books.  (Gencarelli Testimony, 2.5.16). 
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236. In contrast to Danbury High, Greenwich High School, which has approximately 

2,700 students, had 4-5 media specialists, two media assistants and a staff of technological 

assistants that worked throughout the building.  (Gencarelli Testimony, 2.5.16; Plaintiffs’ RFA 

1022).   

237. The Elementary Schools in Greenwich are staffed with one full-time media 

specialist, library assistant, and a technology assistant.  (Gencarelli Testimony, 2.5.16). 

238. The media center at Danbury High School is a wide-open and noisy space.   

Because there are no built-in outlets for the computer spaces, when students accidentally kick 

cords, whole lines of computers will to lose power, causing interruption to instruction time and 

time for students to work.  This occurs on a daily basis in the media center.  (Gencarelli 

Testimony, 2.5.16). 

239. The internet at Danbury High frequently disconnects, also causing interruptions to 

instruction.  Because the media center runs primarily on Chromeboxes, which rely entirely on an 

internet connection, the loss of internet is especially disruptive.  (Gencarelli Testimony, 2.5.16). 

240. Students at Danbury High School rely predominately on the research resource 

iConn because it is free.  The school does not have access to Encyclopedia Britannica or other 

databases requiring subscription fees.  Students are unable to write high level research papers 

without access to necessary information.  Whereas, students at Greenwich had Discovery 

streaming and the full version of Encyclopedia Britannica.  (Gencarelli Testimony, 2.5.16). 

241. For library books, it is standard procedure to not go outside a 12-year range for 

nonfiction books.  (Gencarelli Testimony, 2.5.16).  Danbury High School is unable to adhere to 

these guidelines.  Additionally, books are not differentiated to different reading levels.  

(Gencarelli Testimony, 2.5.16). 
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242. Greenwich Elementary Schools had a book budget line of $8,000; the magazine 

budget line was $4,500 to $5,000.  (Gencarelli Testimony, 2.5.16).  At Danbury High School, the 

book budget is zero.  Unless there is additional money leftover due to savings in other parts of 

the budget, there is no money allotted for books.  In the 2014-15 school year, the media center 

received $4,000 for books, which was not enough to service the school’s needs.  (Gencarelli 

Testimony, 2.5.16). 

243. There are 26,000 books at Danbury High School.  There are 25,000 to 30,000 

books at Glenville Elementary School in Greenwich.  High schools generally require more books 

than elementary schools.  (Gencarelli Testimony, 2.5.16). 

244. Classroom space has not kept up with increasing enrollment in Danbury Public 

Schools.  The schools have had to resort to classrooms on wheels, particularly special education 

classes, using any available space, including auditorium stages and hallways.  (Pascarella 

Testimony, 2.2.16). 

245. The state will pay for $3,000 per Danbury student and $7,500 for non-Danbury 

students to attend an inter-district magnet school, while the costs are generally estimated at 

$12,653 to accommodate each student.  (Pascarella Testimony, 2.2.16). 

246. Schools in Danbury have been built smaller than they should otherwise have been 

to conform with the amount of money provided by the state to build the school, or the maximum 

reimbursement rate.  (Pascarella Testimony, 2.2.16). 

247. There are approximately 500-600 applicants who want to go to one of Danbury’s 

two magnet schools (one built around science, technology, engineering, and mathematics 

(“STEM”) and the other built around international studies), compared to about 100 open seats at 

each school per year.  (Pascarella Testimony, 2.2.16). 
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248. Administrators across Danbury Public Schools have been cut from 55-56 to 35.  

The central office is now just the superintendent, deputy superintendent, business manager, 

personnel official, and a special education official.  (Pascarella Testimony, 2.2.16). 

249. Extending learning time is an essential element for dealing with the disadvantages 

of poverty in education.  If more resources were available, Danbury Public Schools would invest 

in more summer school programs and extending class time during the school year.  Currently, 

there is extended learning at each of the Danbury’s schools, but more resources would be needed 

for staffing and transportation to expand the program to fully meet the needs.  (Pascarella 

Testimony, 2.2.16). 

250. School-day/school-year preschool programs are an excellent design in terms of 

time for a program.  (Granucci Testimony, 2.4.16).  

251. New Britain could only offer part-day/part-year programs, rather than school-

day/school-year, based on the state’s reimbursement scheme.  The reimbursement rates were not 

sufficient to support funding a school-year/school-day program.  (Granucci Testimony, 2.4.16). 

252. One of the main reasons that some New Britain students did not have a preschool 

experience was lack of available space in preschool programs.  In FY 2014, 666 children had 

unmet preschool needs.  (Plaintiffs’ Trial Ex. 675; Granucci Testimony, 2.4.16). 

253. From 2009 to 2012, New London had no staff devoted to literacy intervention 

compared to Newington that in 2013-14, had two reading interventionists per each elementary 

school.  (Carver Testimony, 2.4.16).   

254. Bennie Dover Middle School in New London has one social worker and one 

guidance counselor to meet the needs of its entire student body – over 200 children. (Stewart-

Curley Testimony, 2.10.16).  
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255. Many students enter New London high school at least two grade levels behind.  

(Thompson Testimony, 2.17.16). 

256. New London High School does not have adequate heating.  Teachers apply duct 

tape to their windows to keep wind and snow from entering.  Trash cans stationed in three major 

areas catch rain leaking into the building.  The school has three boilers, which never work at the 

same time.  (Thompson Testimony, 2.17.16). 

257. As reflected in the table below, students in low-income, high-poverty districts – 

despite demonstrably greater needs—have significantly fewer school psychologists per student. 

(A)  
District 

(B) 
2012-13 

Enrollment  

(C) 
2012-13  

K-12 
Students 

with 
Disabilities  

 

(D) 
2012-13 

FTE School 
Psychologist

s  

(B)/(D) (C)/(D) 

Darien 4840 583 12 403.3 48.6 
New Canaan 4203 384 8.5 494.5 45.2 
Ridgefield 5268 446 11 478.9 40.5 
Westport 5795 577 16.8 344.9 34.3 
Weston 2419 212 5 483.8 42.4 
Wilton 4289 499 8.2 523.0 60.9 
Greenwich 8842 868 24 368.4 36.2 
Bethel 2975 319 2 1,487.5 159.5 
Danbury 10447 1122 14.3 730.6 78.5 
East Hartford 7033 1089 14 502.4 77.8 
Bridgeport 20149 2785 33 610.6 84.4 
New Britain 10204 1608 16 637.8 100.5 
New London 3049 623 5.6 544.5 111.3 
Windham 3189 508 4 797.3 127.0 

 

(Plaintiffs’ RFA 777). 

258. As reflected in the table below, schools in low-income, high-poverty districts – 

despite demonstrably greater needs – have significantly fewer guidance counselors per student. 
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(A)  
District 

(B)  
High School 

(C)  
Enrollment 
2012-2013 

(D)  
Full Time 
Equivalent 
Guidance 

Counselors 
2012-13 

(C)/(D) 

Students Per 
Guidance 
Counselor 
2012-13 

Darien Darien HS 1329 7.2 184.6 

New Canaan New Canaan HS 1275 7.6 167.8 

Ridgefield Ridgefield HS 1759 8.6 204.5 

Westport Staples HS 1879 10.5 179.0 

Weston Weston HS 777 5 155.4 

Wilton Wilton HS 1309 7 187.0 

Greenwich Greenwich HS 2678 18 148.8 

Bethel Bethel HS 959 3.9 245.9 

Danbury Danbury HS 2887 10.6 272.4 

East Hartford East Hartford HS 1641 8 205.1 

Bridgeport Bassick HS 1177 4 294.3 

Bridgeport Central HS 2140 8 267.5 

Bridgeport Harding HS 1297 5 259.4 

New Britain New Britain HS 2530 12 210.8 

New London New London HS 933 3 311.0 

Windham Windham HS 673 3 224.3 
 

(Plaintiffs’ RFA 775). 

VI. Special Education 

259. Students with disabilities require additional resources to meet their educational 

needs and receive adequate and equitable educational opportunities.   

260. Providing students with disabilities with the educational resources to meet their 

needs often requires substantial expenditure over and above those needed for students without 

disabilities. 
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261. State funding for special education is insufficient for low-wealth, high-poverty 

districts to meet the needs of students with disabilities and to provide those students with 

adequate and equitable educational opportunities.   

262. The availability of staff has a significant impact on the delivery of special 

education services.  Districts facing shortages in staff often engage in triage, and provide 

minimal services or no services at all to children who are struggling with less visible 

disabilities, such as a reading disability, as compared to children with highly visible and severe 

disabilities.  (McLaughlin Testimony, 1.29.16). 

263. On average, high poverty school districts in Connecticut have higher proportions 

of special education students.  (McLaughlin Testimony, 1.29.16). 

264. Based on a study that looked at expenditures for special education, which was 

conducted around 2000, the expenditures associated with educating a special education student 

was 2.7 to 3 times more than the expenditures associated with educating a general education 

student.  (McLaughlin Testimony, 1.29.16). 

265. A high population of special education students causes financial strain due to the 

costly nature of meeting their diverse academic needs.  Special education services cost more, 

and administrators might pull from regular education services to meet the special education 

requirements.  (Carver Testimony, 2.4.16).   

266. In Bridgeport, students with severe special needs tend to go out of the district for 

support.  (Rabinowitz Testimony, 1.21.16).  

267. A large number of special education students in Bridgeport are sent out of the 

district because the district does not have the funding available to build the capacity within the 

district to meet the students’ needs. (Rabinowitz Testimony, 1.26.16). 
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268. In Bridgeport, $3.6 million of the fiscal year 2015-16 $5.8 million budget deficit 

is due to increases in special education costs.  (Rabinowitz Testimony, 1.21.16).  

269. Because class sizes are already so large in Bridgeport, many special education 

students that would benefit from “mainstream” interaction with non-special education students 

remain in self-contained classrooms.  (Rabinowitz Testimony, 1.21.16).   

270. Waltersville School in Bridgeport has an occupational therapist, physical 

therapist, and speech therapist that support the special education students in the school.  None of 

these support staff are full-time; the speech therapist works in three different schools and is only 

present at Waltersville School three times a week and the occupational and physical therapists 

are also assigned to numerous other schools.  (Briganti Testimony, 2.5.16). 

271. The high percentage of special education students in East Hartford combined with 

federal legal mandates related to the provision of special education services requires East 

Hartford to devote substantial and increasing funds to special education.  (Quesnel Testimony, 

1.14.16). 

272. East Hartford High School lacks sufficient staffing for its special education 

students, with 14 special education teachers managing a caseload of 25-30 students and a single 

department head spread across schools.  (Ryan Testimony, 2.19.16). 

273. No students who qualify for special education services at East Hartford High 

School reach grade level in reading by grade 12.  (Ryan Testimony, 2.19.16). 

274. East Hartford High School has one school psychologist for its 1700 students 

working 70-90 hours a week, including service at other schools, and is unable to meet student 

need.  (Ryan Testimony, 2.19.16). 
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275. Due to staffing limits, East Hartford High School has had to delegate personal 

counseling from the psychologist to social workers, raising their caseload and limiting their 

intervention outside of mandated IEPs.  (Ryan Testimony, 2.19.16). 

276. Due to budget constraints, East Hartford High School has insufficient social 

workers for its high-need population, leading guidance counselors to limit their other services to 

provide emotional counseling.  (Ryan Testimony, 2.19.16). 

277. Special education students at Lincoln Elementary are serviced in groups of 10 to 

12 in order to meet mandated service hours at current staff levels, which negatively impacts the 

focused instruction of students.  (Cabral Testimony, 1.13.16). 

278. Due to shortages of special education teachers at New Britain High School 

Freshman Academy, large numbers of special education students, sometimes as many as 17 

special education students in a class of up to 31 students, are all clustered together in classrooms 

so that services required by IEPs can be provided by the limited number of special education 

teachers, drastically increasing the challenges of meeting such diverse student needs.  (Maselek 

Testimony 1.28.16).   

279. Dr. Carver managed a caseload of approximately 35 special education students 

with learning disabilities during her time in New London compared to a caseload of 15-16 

students in other districts.  (Carver Testimony, 2.4.16).  

280. Behavioral programs, social workers and school psychologists for students and 

their families help to address behavioral needs.  (Carver Testimony 2.4.16). 

281. New London’s mental health resources from 2009-2012 were inadequate with one 

social worker shared between two elementary schools, and the middle school counselors were 
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eliminated due to budget constraints.  The high school had a part-time social worker and shared a 

psychologist with an elementary school.  (Carver Testimony, 2.4.16). 

VII. English Learners 

282. English Learners (also known as “ELs,” Limited English Proficient Students, or 

English Language Learners) require sufficient and appropriate educational resources to learn 

English and permit them to access their academic curriculum – resources that include education 

in bilingual classrooms, sheltered content instruction in general education classrooms (and the 

training necessary to provide that instruction), paraprofessionals, additional written resources, 

translation services for families, welcome/transition services for new immigrants, and other 

appropriate resources.  (Hakuta Testimony 2.9.16). 

283. State and federal funding for the benefit of ELs is insufficient to allow low-

wealth, high-poverty districts to meet the educational needs of ELs and provide them with 

adequate and equitable educational opportunities.  

284. ELs cost more to educate than non-ELs.  (Hakuta Testimony 2.9.16). 

285. ELs need to be able to acquire English language proficiency and have access to 

the core academic curriculum.  (Hakuta Testimony 2.9.16). 

286. Higher concentrations of poverty cause English language learners to be less likely 

to be successful.  (Hakuta Testimony 2.9.16). 

287. Annual Measurable Achievement Objectives (“AMAOs”) are performance 

targets.  AMAO 1 is the percentage of ELs who receive ESL services that have made progress in 

EL acquisition.  AMAO 2 is the percentage of ELs who have attained English language 

proficiency based on LAS links.  AMAO 3 is the adequate yearly progress performance of the 

EL subgroup on state standardized tests; and where districts have high schools, AMAO includes 
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whether AMAO met its graduation rate targets.  Overall AMAO means that the Title III 

subgrantee has met all three AMAOs.   

288. LAS links is designed to measure the language proficiency of ELs and to monitor 

their English language acquisition.  (Plaintiffs’ RFA 306). 

289. The Connecticut State Department of Education (“SDE”) selected LAS links as 

an English language proficiency assessment for students in kindergarten through fifth grade.  

(Plaintiffs’ RFA 321). 

290. Bridgeport has not met the State’s annual measurable achievement objectives 

(AMAOs) for EL students in years.  That means that EL students do not have the language 

skills to pass a language proficiency test or the vocabulary skills to reach proficient on the 

SBAC.  (Rabinowitz Testimony, 1.21.16). 

291. SDE designated TESOL as a teacher shortage area for the 2010-11 academic year.  

(Plaintiffs’ RFA 293). 

292. SDE designated TESOL and bilingual education as teacher shortage areas for the 

2011-12, 2014-15 and 2015-16 academic years.  (Plaintiffs’ RFAs 294-298). 

293. Bilingual education is required to be provided in schools where 20 or more 

students who speak the same native language are identified as ELs.  (Plaintiffs’ Trial Ex. 170, 

Defendants’ Trial Ex. 5696). 

294. Bridgeport does not have the resources to support a bilingual program in all three 

of its comprehensive high schools; instead, it operates a bilingual hub at one high school that 

students from the other high schools must travel to attend.  (Johnson Testimony, 1.26.16). 

295. East Hartford’s high concentration of EL students (around 12% of the student 

population) creates a challenge for appropriately resourcing and addressing individuals’ 
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language barriers and/or learning disabilities.  (Quesnel Testimony, 1.19.16, Ryan Testimony 

2.19.16). 

296. East Hartford only has one translator who speaks Spanish. The district’s students, 

however, collectively speak 50 languages.  (Quesnel Testimony, 1.14.16). 

297. For the 2012-13 school year, 17.2% of K-12 students in New Britain were not 

fluent in English, nearly triple the state total of 5.8%. (Plaintiffs’ Trial Ex. 365; Locke 

Testimony, 1.12.16). 

298. In New Britain, ELs have unmet needs for academic programs to supplement 

what they were learning in their core subject classes, as well as teachers who are certified to 

teach these students.  (Locke Testimony, 1.12.16) 

299. At Lincoln Elementary, kindergarten EL students’ needs are not being met due 

combining EL and non-EL students in ELD classes that are designed to contain exclusively EL 

students. (Cabral Testimony, 1.13.16). 

300. Lincoln Elementary has EL classes that pose overcrowding and safety concerns, 

such as a first-grade EL class of 28 students, and in the past an EL class has had as up to 34 

students.  (Cabral Testimony, 1.13.16). 

301. According to study conducted by the National Center for Linguistics during Dr. 

Carver’s tenure, New London lacked the staff to address its high number of EL students.  (Carver 

Testimony, 2.4.16).  

302. From 2009 to 2012, New London’s EL population was larger compared to Bethel 

and Newington.  (Carver Testimony, 2.4.16). 

303. From 2009-2012, New London did not have enough money to provide necessary 

EL staffing. (Carver Testimony, 2.4.16).  
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304. Sheltered content instruction can be an effective model when provided to ELs 

based on a student’s grade and academic content level.  (Stewart-Curley Testimony, 2.9.16). 

305. ESL classes at Bennie Dover Middle School in New London provide sheltered 

instruction.  (Stewart-Curley Testimony, 2.9.16). 

306. ESL classes at Bennie Dover contain approximately 24 EL students in grades 6-8; 

students range in literacy levels in their native language.  (Stewart-Curley Testimony, 2.9.16). 

307. ESL classes at Bennie Dover Jackson Middle School lack science materials and 

textbooks.  (Stewart-Curley Testimony, 2.9.16). 

308. Students who are designated as both EL and special education are unable to 

receive services in both ESL and special education due to staffing constraints and scheduling 

limitations.  (Stewart-Curley Testimony, 2.9.16) 

309.  There are English learners who enter New London High school with a range of 

academic experiences from students who have attended Connecticut public schools to students 

who arrive from other countries with interrupted schooling.  EL students at New London High 

School also have linguistic variation in their native language and English, including students 

who lack literacy in their native language and English.  (Thompson Testimony, 2.17.16). 

310. Windham public schools has the highest percentage of EL students in the State of 

Connecticut.  However, there are limited programs available for EL students as a result of the 

dismantling of transitional bilingual programs from Windham public schools during the special 

master’s tenure.  (Garcia Testimony, 3.4.16). 
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VIII. Pre-K 

311. Early childhood education for 3- and 4-year olds (also known as pre-kindergarten, 

“pre-K,” or preschool) is an important component of providing adequate and equitable 

educational opportunities.   

312. Access to pre-K, particularly high-quality pre-K, better prepares students for 

success in kindergarten and their subsequent education, and high-quality pre-K is particularly 

important for meeting the educational needs of low-income and EL students and providing 

those students with adequate and equitable opportunities.  (Barnett Testimony 2.24.16). 

313. Benefits from a quality preschool program include student familiarity with letters, 

sounds and numbers; understanding how to write a message; understanding how to interact with 

non-family adults; understanding how to use language to resolve conflict; developing large and 

fine motor skills.  (Granucci Testimony, 2.3.16). 

314. Effective preschool programs have been shown in rigorous, well-designed studies 

to produce long-term gains, including higher graduation and employment rates, higher lifetime 

earnings,  reductions in involvement with the criminal justice system, reductions in the 

probability of being on welfare, and improved health measures.  (Levin Testimony, 2.19.16). 

315. Students coming from poverty have a large vocabulary gap compared to students 

coming from wealthier backgrounds, which increases the importance of pre-K access. (Granucci 

Testimony, 2.3.16). 

316. Long-term gains from a quality preschool program include lasting gains in 

academic achievement, lower delinquency/crime rates and rates of incarceration, higher lifetime 

wages, lower special education service needs, and less grade retention.  (Granucci Testimony, 

2.3.16). 
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317. A quality preschool program includes a head teacher with a bachelor’s degree, a 

ratio of at least 1 teacher to 10 students, and ongoing professional development for staff. 

(Granucci Testimony, 2.3.16). 

318. The term “achievement gaps” refers to gaps in educational outcomes between 

sub-groups of students, such as between white students and students of color, or between low-

income and non-low-income students.   

319. Increased access to high-quality pre-K is a critical means of increasing 

educational achievement among low-income and other high-needs students, and to close the 

achievement gaps between disadvantaged and underserved Subgroups and their counterparts. 

(Granucci Testimony, 2.3.16). 

320. The achievement gap is largely a matter of preparation, and preschool helps to 

alleviate the effects of the lack of preparation.  (Granucci Testimony, 2.3.16). 

321. While Dr. Granucci was principal of Lincoln Elementary School, teachers were 

unable to bring many kindergarten students who had not attended preschool up to where they 

were supposed to be by the end of kindergarten, which perpetuated a cycle whereby those 

students were continually behind.  (Granucci Testimony, 2.3.16). 

322. Preschool is critical for children who are coming from poverty.  (Granucci 

Testimony, 2.4.16). 

323. Students in poverty typically enter school with language deficits, which include 

access to spoken language, expressive language and receptive language and can impact their 

educational experiences.  Preschool exposure and interventions can help remedy these deficits.  

(Carver Testimony, 2.4.16). 
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324. According to the state’s own calculations, in the highest need districts alone, there 

is a need for approximately 9,000 additional pre-K slots in order to provide access to pre-K for 

3- and 4-year olds who lack a pre-K experience.  (Plaintiffs’ Trial Ex. 320). 

325. While over 95% of kindergartners in Connecticut’s wealthiest districts have 

attended pre-K, the percentages of those kindergarteners in Connecticut’s lower-wealth districts 

who attended pre-K are generally significantly lower (in the 50-70% range).  (Plaintiffs’ RFA 

321). 

326. Quality preschool that would provide children an opportunity to gain readiness 

skills they need in order to begin at grade level in kindergarten is a resource that can mitigate 

the effects of poverty on student learning.  (Rabinowitz Testimony, 1.21.16). 

327. Only a third of all students in Bridgeport attend preschool. (Rabinowitz 

Testimony, 1.21.16).  In surrounding wealthier communities, the numbers are closer to 95% of 

students or more who have attended preschool (Rabinowitz Testimony, 1.21.16). 

328. Not all preschool-age children in Bridgeport have an opportunity to attend 

preschool because of a lack of funding to provide sufficient preschool spaces and a lack of 

transportation to access preschool spaces.  (Rabinowitz Testimony, 1.21.16). 

329. The lack of preschool for Bridgeport students has a significant effect on education 

in Bridgeport, in that students do not have basic academic, socio-emotional, and developmental 

skills when they begin kindergarten.  (Rabinowitz Testimony, 1.21.16). 

330. Wide disparity in access to and the availability of high quality preschool 

education is a major contributor to the achievement gap.  (Rabinowitz Testimony, 1.21.16; 

Plaintiffs’ Trial Ex. 65). 
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331. In New Britain, in the 2012-13, 2013-14 school years, an estimated 65% of 

kindergarten students were below national norms in terms of their academic skills.  (Locke 

Testimony, 1.12.16). 

332. In New Britain, because many students enter kindergarten without the basic skills 

that they are expected to possess at that age, it is important that administrators and teachers 

develop interventions to support those students at that age.  (Locke Testimony, 1.12.16). 

333. Many disadvantaged students who enter pre-K programs in New Britain have 

special needs, including non-verbal students and students requiring physical assistance – some 

with wheelchairs or walkers – in feeding or bathroom use.  (Cabral Testimony, 1.13.16). 

334. The skills of kindergarteners in New Britain are extremely diverse, with many 

students of poverty entering kindergarten without knowing letters, sounds, or colors.  Cabral 

Testimony, 1.13.16). 

335. Pre-kindergarten classes at Lincoln Elementary number 18-20 and are broken into 

half-day sessions because staffing is insufficient to provide full-day programming for all 

students.  (Cabral Testimony, 1.13.16). 

336. Preschool is extremely important for EL students in order to develop basic 

English skills in kindergarten like communicating their needs.  (Granucci Testimony, 2.4.16). 

337. It is extremely challenging for a single teacher at Lincoln Elementary to handle a 

kindergarten of 25 or 26 students when many students lack academic skills or need physical 

assistance, leaving many educational needs unmet.  (Cabral Testimony, 1.13.16). 

338. At Ellsworth Avenue Elementary School, 30% of students come in without 

having a preschool experience.  Students who come in without a pre-K experience tend to have 

more difficulty with cognitive development as well as functional skills such as handling 
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emotions, self-control, and conventions such as taking turns, waiting for a teacher or the 

bathroom, or not being able to eat until a certain time.  (Rocco Testimony, 2.26.16).   

IX. Outputs 

339. The lack of adequate resources in low-wealth, high-poverty districts has led to 

materially lower outputs, as measured by test scores, high school graduation rates, college 

attendance rates, and other measures of educational performance. 

340. Several standardized tests include baseline achievement levels that indicate 

college and career readiness, such as the Smarter Balanced Assessment which is Connecticut’s 

current statewide assessment; Connecticut’s legacy statewide assessments, the Connecticut 

Academic Performance Test (“CAPT”) and Connecticut Mastery Test (“CMT”); and the 

National Assessment of Educational Progress (“NAEP”), which is a nationwide assessment.  

For every one of these tests, Connecticut has significant achievement gaps. 

341. By any measure, Connecticut’s achievement gaps in performance, between low-

income and non-low income, black and white, and Hispanic and white students, are among the 

largest in the nation. 

342. The majority of first and second graders in Lincoln Elementary were significantly 

below grade level on the 2012 Developmental Reading Assessment (DRA) examinations.  

(Plaintiffs’ Trial Ex. 342; Cabral Testimony, 1.13.16).  

343. Seventy percent of Lincoln Elementary students were not reading at grade level as 

of the last administered reading CMT.  (Plaintiffs’ Trial Ex. 342; Cabral Testimony, 1.13.16). 

344. In 2014, only 25-30 percent of Lincoln Elementary students performed at grade 

level in reading or math on the NWEA examination (Plaintiffs’ Trial Ex. 790; Cabral 

Testimony, 1.13.16). 
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345. In New Britain, Northwest Evaluation Association (NWEA) Measures of 

Academic Progress (MAP) tests generally show 65-70% below goal in reading and 75% below 

goal in math, with numbers as many as 90% for subgroups like ELs.  (Salina Testimony, 

1.13.16). 

346. At Smalley Academy in New Britain, NWEA tests show approximately 80% of 

students are below grade-level in both reading and math, and approximately 55% of the students 

are in the lowest performance level (Tier 3).  (Saavedra Testimony, 3.1.16). 

347. New London High School received increased funding due to its designation as a 

Turnaround School, through which it implemented various initiatives that improved student 

performance on the CAPT from approximately 2010 through 2014.  (Thompson Testimony, 

2.18.16; Plaintiffs’ Trial Ex. 1132). 

348. New London High School’s student performance demonstrates that increased 

funding for high poverty, lower performing schools can attribute to better outcomes.  

(Thompson Testimony, 2.18.16). 

349. As reflected in the table below, on the Smarter Balanced assessment, the 

percentage of students that fail to meet state set standards in low-wealth, high-poverty districts 

is significantly higher than in districts with higher wealth and lower rates of poverty. 

District Did Not Meet 
Achievement Level -

Mathematics 

Did not Meet 
Achievement Level - 

English Language Arts 

Darien 24.1% 14.7% 
New Canaan 25.9% 17.8% 
Ridgefield 33.8% 18.0% 
Weston 30.0% 21.6% 
Westport 27.2% 14.9% 
Wilton 42.7% 26.4% 
Greenwich 36.0% 22.2% 
Bethel 58.6% 32.0% 
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District Did Not Meet 
Achievement Level -

Mathematics 

Did not Meet 
Achievement Level - 

English Language Arts 

Danbury 70.2% 52.3% 
East Hartford 83.2% 66.8% 
Bridgeport 90.9% 76.2% 
New Britain 85.4% 77.0% 
New London 81.3% 69.4% 
Windham 81.9% 72.4% 

(Plaintiffs’ Trial Ex. 1071). 

350. As reflected in the table below, on the Smarter Balanced assessment, 

Connecticut’s students who are low-income, black, Hispanic, or ELs fail to meet state set 

standards at a significantly higher rate than their counterparts who are not in these subgroups.   

Group Did not Meet 
Achievement Level 

Mathematics 

Did not Meet 
Achievement Level 

English Language Arts 
All Students 60.9% 44.6% 

Free Lunch  84.6% 70.0% 

Reduced Lunch 73.6% 54.4% 

Not Eligible Lunch 47.7% 30.8% 

EL 93.0% 89.9% 

Special Education 91.8% 85.4% 

White 49.7% 32.7% 

Black 86.1% 69.7% 

Hispanic 82.7% 67.2% 

(Plaintiffs’ Trial Ex. 1071). 

351. As reflected in the table below, there are a significant number of students in low-

wealth, high-poverty districts performing at the lowest level of achievement, which occurs far 

less often than in higher-wealth, lower-poverty districts. 
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District 2014-15 SBAC ELA  
Percent at Level 1: 

Does not meet 
achievement level 

2014-15 SBAC Math 
Level 1: Does not 
meet achievement 

level 

Darien 4% 7% 
New Canaan 4% 7% 
Ridgefield 5% 10% 
Weston 6% 8% 
Westport 4% 9% 
Wilton 10% 14% 
Greenwich 8% 14% 
Bethel 11% 24% 
Danbury 25% 37% 
East Hartford 39% 54% 
Bridgeport 49% 67% 
New Britain 53% 61% 
New London 39% 52% 
Windham 45% 54% 
State 21.9% 32.4% 

(Plaintiffs’ Trial Ex. 1071). 

352. High school graduation is a minimal requirement for participation in society, 

fulfilling citizenship roles, and obtaining and maintaining productive employment.  (Levin 

Testimony, 2.18.16; Plaintiffs’ Trial Ex. 189 at 8). 

353. High-needs students and students in low-wealth districts are considerably less 

likely to graduate from high school than their counterparts with lower educational needs or in 

high-wealth districts.   

354. Gaps in the graduation rate between high-needs students in low-wealth districts 

and their lower needs counterparts in higher-wealth districts have persisted for years, as 

reflected in the below table which sets forth the four-year cohort graduation rate of the listed 

districts for the classes of 2012, 2013 and 2014. 
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(A) 
District 

(B) 
Cohort 2012 

(C) 
Cohort 2013 

(D) 
Cohort 2014 

State 84.8% 85.5% 87.0% 
Darien 96.5% 97.2% 96.7% 
New Canaan 97.0% 97.6% 98.4% 
Ridgefield 98.2% 96.1% 97.6% 
Weston 99.5% 99.0% 97.2% 
Westport 97.9% 98.7% 97.8% 
Wilton 98.1% 96.0% 97.0% 
Greenwich 92.3% 94.8% 95.1% 
Bethel 94.1% 92.7% 92.6% 
Danbury 76.8% 75.5% 78.1% 
East Hartford 76.6% 77.7% 78.3% 
Bridgeport 66.3% 67.3% 71.5% 
New Britain 60.5% 60.9% 63.6% 
New London 61.9% 64.2% 71.1% 
Windham 70.2% 75.3% 73.2% 

 
(Plaintiffs’ RFA 1035).  
 

355. Gaps in graduation rates between districts have significant negative effects – the 

data suggest that the larger numbers of individuals who fail to graduate in those districts will 

have higher crime rates, poorer health, more dependence on public assistance, and lower tax 

revenues.  This has a further negative effect in that local tax revenues are a larger component of 

education financing, which means that the negative effects of low educational attainment are 

compounded over time.  (Levin Testimony, 2.19.16). 

356. Rising graduation rates may not necessarily reflect more students who are 

prepared academically at the time of graduation or who have met the appropriate standards.  

The increase in online credit-recovery courses allows students who are behind on credits to 

catch up and graduate, through programs that are not as rigorous and do not have the same 

standards as traditional coursework.  (Rabinowitz Testimony, 1.22.16; Thompson Testimony, 

2.18.16; Levin Testimony, 2.18.16; Ryan Testimony, 3.01.16; Garcia Testimony, 3.04.16). 



58 

357. College and career readiness involves multiple components that comprise what a 

modern education must provide: core academic skills and the ability to apply those skills to 

concrete situations; employability skills (such as critical thinking and responsibility); and 

technical, job-specific skills related to a specific career pathway. 

358. The modern labor market requires higher skills than in the past, which means that 

higher levels of educational attainment and preparedness are increasingly important.  The 

demand for lower skilled workers has declined, while the demand for more skilled workers has 

increased.  (Levin Testimony, 2.18.16). 

359. Large numbers of Connecticut students are not being provided with the resources 

needed to become college and career ready, particularly students in low-wealth and high-

poverty districts.   

360. Few high-needs students, including students that are in poverty, special education 

students, ELs, and students in low-wealth districts score at a level on State assessments that 

indicate they are on track for college and career readiness.  

361. There are sizeable gaps in college and career readiness between high-needs 

students and students in low-wealth districts and their lower-needs counterparts in higher-

wealth districts. 

362. High-needs students and students in low-wealth districts have low achievement 

levels and sizeable gaps exist between them and their lower-needs counterparts in higher-wealth 

districts with respect to other measures of college and career readiness, including SAT scores, 

Advanced Placement (“AP”) exams, college attendance, and the need for remedial courses for 

students who do attend college. 
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363. As reflected in the table below, according to the 2013-14 district performance 

report eleventh and twelfth graders is low wealth districts perform worse, as measured by 

meeting the benchmark score on at least one college readiness exam compared to the State 

average.   

 
District 

 
Percentage of Students  
Meeting Benchmark 

State 38.2% 
Bridgeport 10% 
Danbury 31.7% 
East Hartford 18.9% 
New Britain 9% 
New London 15.4% 
Windham 20.1% 

 

(Plaintiffs’ Trial Ex. 1117 at 5;  Plaintiffs’ Trial Ex. 1118 at 5; Plaintiffs’ Trial Ex. 1119 at 5; 

Plaintiffs’ Trial Ex. 1120 at 5;Plaintiffs’ Trial Ex. 1121 at 5;Plaintiffs’ Trial Ex. 1123 at 5). 

364. Recent improvement in the graduation rate in New Britain, up to 69% from  

approximately 55%, are largely due in part to better tracking of students, distinguishing those 

who moved away from actual dropouts.  (Salina Testimony, 1.13.16). 

365. During Dr. Carver’s tenure in New London, students performed significantly 

lower compared to state and national performance on the SAT and PSAT.  (Carver Testimony, 

2.4.16).  

366. Compared to high school graduates, high school dropouts have lower lifetime 

earnings. Students that do not graduate high school earn on average $252,926 less than students 

who graduate high school, $382,314 less than students with some post-secondary education, and 

$953,584 less than students with a bachelor’s degree or higher over a lifetime in present value 

terms. (Levin Testimony, 2.18.16; Plaintiffs’ Trial Ex. 189 at 13-15, 51, 57).  
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367. Compared to high school graduates, high school dropouts contribute less to local, 

state, and federal tax revenues; and they cost the government more in health, crime, welfare, and 

post-high-school education expenditures. On average, over a lifetime, the fiscal benefit provided 

to state and local governments by a high school dropout is $62,987 less than an individual with 

just a high school diploma, $85,835 less than an individual with some college education and 

$123,666 less than an individual with a bachelor’s degree or higher.  For both high school 

dropouts and high school graduates, there is a net fiscal cost to state and local governments. 

(Levin Testimony, 2.18.16; 2.19.16; Plaintiffs’ Trial Ex. 189 at 13-23, 26-28, 51-55, 57). 

368. The pattern of benefits and costs is the same for the federal government.  On 

average, over a lifetime, the fiscal benefit provided to the federal government of a high school 

dropout is $94,532 less than an individual with just a high school diploma, $153,691 less than an 

individual with some college education and $265,032 less than an individual with a bachelor’s 

degree or higher.  There is a net fiscal cost to the federal government for high school dropouts.  

(Levin Testimony, 2.18.16; 2.19.16; Plaintiffs’ Trial Ex. 189 at 13-23, 26-28, 51-55, 57). 

369. There are additional social benefits to increased educational attainment, on top of 

the fiscal benefits.  Increased educational attainment has a spillover effect that leads to increased 

productivity for other participants in the labor market.  In addition, the reduction in criminal 

activity associated with higher educational attainment leads to fewer costs to victims of crime.  

Taken together, and in conjunction with the fiscal benefits of increased educational attainment, 

the total social impact over a lifetime for an average high school graduate is $500,559 greater 

than the total social impact for a high school dropout, while the impact for an individual with 

some college education is $763,631 greater than for a high school dropout, and the impact for an 
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individual with a bachelor’s degree or higher is $1,804,198 greater than for a high school 

dropout.  (Levin Testimony, 2.19.16; Plaintiffs’ Trial Ex. 189 at 28-29, 58). 

370. Individuals benefit from improved educational attainment by being more capable 

of increased productivity in the workplace, leading to decent jobs, more self-sufficiency, and 

better health.  (Levin Testimony, 2.18.16). 

371. Taxpayers benefit from improved educational attainment through increased tax 

revenue base and reduced expenditures toward certain public services including public health, 

criminal justice, and public assistance.  (Levin Testimony, 2.18.16). 

372. Society as a whole benefits from improved educational attainment through a more 

educated labor force, which can increase the productivity of all jobs.  (Levin Testimony, 

2.18.16).  

373. There are a number of educational interventions and programs that have been 

shown in the research literature to have a positive impact on graduation rates.  (Levin Testimony, 

2.19.16; Plaintiffs’ Trial Ex. 189 at. 31, 59, 73).  The programs which have the strongest support 

through rigorous evaluations include: 

• Increasing teacher salaries in order to attract a larger and more talented candidate pool.  
(Levin Testimony, 2.19.16; Plaintiffs’ Trial Ex. 189 at 31-32, 59, 73). 

• Expanding the federal Head Start program.  (Levin Testimony, 2.19.16; Plaintiffs’ Trial 
Ex. 189 at 33, 59, 73). 

• First Things First secondary school intervention program.  (Levin Testimony, 2.19.16; 
Plaintiffs’ Trial Ex. 189 at 33, 59, 73). 

• High quality pre-K as demonstrated by the Chicago Child Parent Program.  (Levin 
Testimony, 2.19.16; Plaintiffs’ Trial Ex. 189 at 32-33, 59, 73). 

• High quality pre-K as demonstrated by the High Scope Perry Preschool Program.  (Levin 
Testimony, 2.19.16; Plaintiffs’ Trial Ex. 189 at 32-33, 59, 73). 

• A reduction in class sizes in the early grades.  (Levin Testimony, 2.19.16; Plaintiffs’ Trial 
Ex. 189 at 32, 59, 73). 

374. In addition, there are a number of other programs which show promise to increase 

graduation rates.  (Levin Testimony, 2.19.16; Plaintiffs’ Trial Ex. 189 at 33-36, 59, 73-75). 
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375. Comparing the cost per student of the programs with proven evidence in 

increasing educational attainment to the benefits of that increased educational attainment, the 

benefit of increasing educational attainment levels clearly outweighs the costs in doing so.  In 

other words, putting resources into these interventions and programs is a good investment for 

the state of Connecticut.  (Levin Testimony, 2.18.16; 2.19.16; Plaintiffs’ Trial Ex. 189 at 4, 40-

41). 

X. Reforms 

376. Connecticut’s efforts at educational reform since 2012 have not been sufficient to 

meet all students’ needs and to provide all students with adequate and substantially equal 

educational opportunities. 

377. Changes to the ECS formula that have occurred since 2012 have not been based 

on a rational analysis of the cost to educate students or of the resources required to provide an 

adequate education, but instead have been modifications of a fundamentally flawed formula 

which have not addressed the fundamental deficiencies in the formula. 

378. Rather than being monies that are in addition to the ECS grant, an Alliance grant 

constitutes a portion of an Alliance District’s ECS grant, the receipt of which is made 

conditional on the Commissioner’s approval of an Alliance District plan.  (Finley Testimony, 

1.20.16). 

379. The Alliance District program provides an arbitrary amount of funding to certain 

districts that is not based on the resource levels necessary to meet the needs of students in those 

districts.  Although the Commissioner’s Network program provides additional resources and 

additional oversight to certain low-performing schools, the funding provided through the 
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Commissioner’s Network is not based on the resource levels necessary to meet the needs of 

students in those schools. 

380. Bridgeport received $14 million in Alliance District money for 2015-16, $7 

million of which at minimum should go to intervention.  But in Bridgeport, many of the 

intervention items that were in the operating budget were moved to the Alliance budget.  

(Rabinowitz Testimony, 1.22.16). 

381. Due to budget constraints in East Hartford, 48% of the Alliance grant is used to 

support preexisting staff and programs.  (Quesnel Testimony, 1.14.16). 

382. The State Department of Education approves Alliance plans with knowledge that 

districts intend to use Alliance funds to cover operational costs rather than new programming 

targeted to improving student achievement.  (Quesnel Testimony, 1.15.16). 

383. The number of schools participating in the Commissioner’s Network is a fraction 

of the number of schools in Connecticut, or even in the Alliance Districts, that are in critical 

need of additional resources to meet the needs of their students. 

384. The short-term nature of grant funding presents challenges from a predictability 

standpoint.  (Quesnel Testimony, 1.19.16; Salina Testimony, 1.13.16). 

385. Two East Hartford schools are currently members of the Commissioner’s 

Network, but more than two would benefit from the additional funding associated with the 

Commissioner’s Network.  (Quesnel Testimony, 1.19.16). 

386. DiLoreto Magnet School in New Britain is in its final year as a Commissioner’s 

Network school, and hours and personnel will likely be cut after the Commissioners’ Network 

funding ends.  (Salina Testimony, 1.13.16). 
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XI. Unequal Educational Opportunities 

387. The breadth and quality of education available to students in low-income, high-

poverty districts is significantly lower than the breadth and quality of educational opportunities 

available to students in higher-wealth districts.   

388. Because of insufficient funding, low-income, high-poverty districts tend to have 

higher class sizes, fewer support staff, fewer experienced teachers, less access to materials and 

technology than their higher-wealth counterparts.    

389. Low-income, high poverty districts are less able than high-wealth districts to 

compensate for insufficient state funding.  

390. Schools and districts with more money clearly have greater ability to provide 

higher-quality, broader, and deeper educational opportunities to the children they serve.  

(Plaintiffs’ Trial Ex. 966, at 31). 

391. Without funding, schools are unable to do many of the things they need to do in 

order to maintain quality and equal educational opportunities.  (Plaintiffs’ Trial Ex. 966, at 31). 

392. Without funding, it is questionable whether efficiency tradeoffs and innovations 

can fully address problems relating to the quality of education within a state.  One cannot 

tradeoff spending money on class size reductions against increasing teacher salaries to improve 

teacher quality if funding is not there for either – if class sizes are already large and teacher 

salaries non-competitive.  (Plaintiffs’ Trial Ex. 966, at 31; Baker Testimony, 1.27.16). 
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