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INTRODUCTION

The COVID-19 pandemic has disrupted numerous aspects of life since March 2020.
Long-standing inequities in social, political, and economic opportunity widened, partic-
ularly for Black and Brown communities (Piacentini et al., 2022; Sidik, 2022). As a result
of the pandemic, students needed additional opportunities for targeted instruction and
extended learning time (Lewis et al., 2021). School systems needed financial and struc-
tural support to help pay down the educational debt' owed to students (Ladson Billings,
2006). The unprecedented situation needed unprecedented responses and resources.

Congress created the Elementary and Secondary School Emergency Relief Fund
(ESSER) to support school systems” implementation of learning acceleration programs
and policies (Ladson-Billings, 2021; U.S. Department of Education, 2021). Several evi-
dence-based academic recovery strategies (e.g., English Language Arts [ELA] curriculum,
high-dosage tutoring, summer programs) emerged as leading solutions among policymak-
ers, educators, and researchers. Coalitions of stakeholders adopted these programs to
align, accelerate, and / or extend learning opportunities. Many of these efforts focused
on improving students” academic outcomes.

However, implementing these programs in the aftermath of the COVID-19 pan-
demic proved challenging. Even with strong financial support for recovery programs,
districts” recovery efforts invariably ran into evergreen implementation issues. Districts
had to implement interventions at an unprecedented scale to counter the negative effects
of the pandemic. The evidence base supporting these intervention efforts often included
smaller-scale pre-pandemic programs targeted to specific students. Research did not
offer clear guidance for the scale of the pandemic’s damage to school systems. Linger-
ing effects of the pandemic (e.g., repeated outbreaks), as well as logistical and staffing
issues, hindered the implementation of recovery programs.

We synthesize the evidence on COVID-19 academic recovery strategies and advance
a framework to understand the factors shaping effective and equitable implementation.
Three interventions implemented by many districts provide a useful case to explore
implementation challenges and successes: (1) classroom-based ELA curriculum, (2)
interventions occurring during the school year but outside of typical teaching and
learning (e.g., tutoring), and (3) interventions occurring outside of normal learning
hours (e.g., summer programs). We describe their theory of change, synthesize relevant
literature, and discuss how they have been implemented to accelerate learning.

U.S. school districts implemented these interventions widely both prior to and in
response to pandemic-related learning disruptions. Incorporating these programs into
traditional learning opportunities and schedules has unsurprisingly surfaced evergreen
implementation issues. We describe four interrelated factors (i.e., resources, context,
people, and coherence) that influence the implementation of the three focal academic
recovery programs. Together they form an intricate web that can either suspend or
support school systems recovery efforts. Policymakers, reformers, and educators will
only alleviate the educational debt owed to students through the well-coordinated
implementation of equitable and effective recovery programs. Understanding these
factors is especially important given the Biden administration’s plans to support these
efforts moving forward (The White House, 2024).

1 For all italic terms, see the Glossary for definitions.



Glossary

Academic recovery strategies: Programs and practices implemented to rapidly and significantly
improve learning outcomes in response to the protracted effects of the pandemic on students’
school experiences.

Educational debt: Accumulation of educational opportunities, or debt, owed to minoritized stu-
dents due to our society’s historical, economic, sociopolitical, and moral decisions (see Ladson-
Billings, 2006).

Effective: In the context of academic recovery programs, effectiveness means that there is evi-
dence programs make a positive impact on student learning.

ELA curriculum: Includes standards, high-quality instructional materials (HQIM), assessments,
and frameworks and guidance on instruction.

Equitable: Equity/equitable can take on several meanings. We use it similar to educational debt.
For our purposes it refers to opportunities, programs, or other experiences that offset educational
debt among students.

Evergreen implementation issues: Challenges in implementation of academic programs that
are perennial (e.g., predate the pandemic but are still relevant today).

High-dosage tutoring: Intensive tutoring program delivered in short sessions multiple times per
week in small groups (up to three to four students).

Interventions: An action taken by a teacher or administrator to provide a child with extra support.

Learning acceleration: Systems and activities to rapidly produce positive student outcomes by
raising achievement levels after COVID-19-related academic setbacks.

Summer programs: Academic programs offered by public schools over the summer period,
including required summer school programs as well as voluntary summer programs that combine
enrichment and academic offerings.

EFFECTS OF COVID-19 ON EDUCATIONAL
INEQUITIES FOR K-12 STUDENTS

Prior to the COVID-19 pandemic U.S. educational systems reflected society’s per-

vasive racial and economic inequities. These systems provided students of color worse
learning opportunities than their peers (Domina et al., 2016, 2023). Their schools had less
experienced teachers (Mehrotra et al., 2021). Educators used tracking to withhold rigor-
ous coursework and held students of color to lower academic expectations (Shores et
al., 2020). The same policy actions that led to racial segregation of schools and neighbor-
hoods created disparities in school finance (Sosina & Weathers, 2019). Behavior became
another vehicle to withhold opportunity for underrepresented students; educators sus-
pended Black students almost twice the rate of White students and referred them to law
enforcement twice as often as White students (U.S. Department of Education, Office for
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Civil Rights, 2021). Differences in opportunity often beget differences in outcomes. Sys-
tematic mistreatment of students of color created sizable academic disparities at entry to
the K-12 school system (Kuhfeld et al., 2021; von Hippel et al., 2018) that persist into high
school and beyond (Libassi, 2018; National Assessment of Educational Progress, 2019).

The COVID-19 pandemic drastically disrupted U.S. public schools for almost two
years. Schools closed for in-person learning in March 2020. Many operated remotely
throughout a sizable part of the 2020-2021 school year. Significant disruptions to
delivering high-quality instruction in both in-person or remote settings had serious
implications for students” well-being (Dawer & Woulfin, 2024). Students’ mental health
and behavioral challenges created formidable barriers to learning (YouthTruth, 2021).

School closures and disruptions caused students at all grade levels to suffer sig-
nificant achievement setbacks, particularly in math (Betthduser et al., 2023; Cohodes
et al., 2022; Goldhaber et al., 2023; Sparks, 2022). One large national study found that
students’ test scores dropped approximately half a grade level in math and one-third of
a grade level in reading between 2019 and 2022 (Fahle et al., 2024). Students in lower-
income districts, or districts with a larger proportion of students of color, experienced
greater degrees of academic setbacks as indicated by decreases in student achievement
on standardized assessments (Fahle et al., 2023; Lewis & Kuhfeld, 2023). Prolonged
use of remote or hybrid instruction worsened student achievement (Fahle et al., 2023;
Goldhaber et al., 2023).

Increased student absenteeism presented new problems for schools (Kaufman &
Diliberti, 2021). Chronic absenteeism rates grew by 13.5 percentage points between the
2018-2019 and 2021-2022 school years. The system faced an additional 6.5 million stu-
dents now chronically absent (Dee, 2023). Additionally, declining school enrollment has
put pressure on district budgets and prompted difficult conversations around potential
school closures in many districts (Burtis & Goulas, 2023). Further challenging districts,
teachers’ interest in the profession waned during the pandemic. K-12 employment
decreased by nine percent at the beginning of the pandemic (Bleiberg & Kraft, 2022).
Almost 75 percent of public schools reported the frequent use of administrators, non-
teaching staff, and short-term substitutes to cover classes (Institutes for Educational
Statistics, 2022).

The disruptions particularly hurt students of color, students in poverty (particularly
in rural areas), students with disabilities, and emerging bilingual students (YouthTruth,
2021). School closures limited students with disabilities” access to teaching aids and
additional services (Jones et al., 2020). Many schools loosened attendance policies and
softened or dropped grading policies. These decisions affected underrepresented stu-
dents who are already faced with the “soft bigotry of low expectations” (Northern &
Griffith, 2022).

Students of color also experienced larger than average test score declines (Blad,
2022). Between 2019 and 2022, Black and Hispanic students” math scores dropped an
average of seven points in math compared to three points for White students, with simi-
lar trends in reading (NAEP, 2022). Emerging bilingual students experienced declines
in both academic and English Language Proficiency (ELP) assessments (Lazarin, 2022).
Similar patterns were observed on both state and benchmark assessments (Halloran et
al., 2021; Lewis & Kuhfeld, 2023).

A systematically unfair education system coupled with an international pandemic
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furthered a daunting educational debt. A debt owed particularly to students of color,
students with disabilities, and emergent bilingual students. Just catching up to an
unequal pre-pandemic baseline will require opportunities equivalent to many extra
months of schooling (Lewis & Kuhfeld, 2023). We can and should aim for a system more
equitable than a pre-pandemic baseline. It will take a coordinated effort from students,
families, teachers, and leaders.

HIGHLIGHTING PROMISING AND SUCCESSFUL
ACADEMIC RECOVERY STRATEGIES

In this section, we discuss three types of academic recovery strategies—
(1) ELA curriculum,? (2) high-dosage tutoring, and (3) summer programs—that have
potential to improve academic outcomes at this phase of pandemic recovery. These
strategies represent three of the most widely used approaches selected by districts
in the aftermath of the pandemic (FutureEd, 2022). These strategies proved popular
in part because it is relatively easy to upgrade existing curricular materials or provide
short-term extended learning opportunities with minimal changes to school opera-
tions/schedules. Districts have to spend down ESSER funds allocated in 2021 within
a few school years, and districts also have to balance future budget constraints when
the ESSER funds run out, meaning that strategies that require longer term financial
commitments are less appealing (e.g., increasing teacher pay, lowering student/ teacher
ratios, extending the school year).

These academic recovery strategies also have a strong pre-pandemic body of
research demonstrating positive effects on students’ test scores. We acknowledge that
our primary focus on test scores in selecting evidence for academic recovery programs
may overlook other educational practices that have the potential to improve students’
lives.> However, we limit our focus to keep our review at a reasonable length. Other
papers in this series direct attention toward non-test outcomes and structural reforms.*

Our discussion of these academic recovery strategies makes two assumptions for
interested school systems. School systems’ conditions of learning influence the efficacy
of any policy or practice. We assume that districts have plans in place to implement
supportive conditions of learning.> We also assume a tight coupling between the design
of an intervention and its intended outcomes. If the goal is to improve traditional
academic outcomes, then the design should be focused on practices and strategies
that support effective instruction and scaffolding for all students as well as quality
professional learning opportunities encouraging changes in classroom practice. If the

2Given that we are covering a lot of ground for these three interventions, we focus on ELA curriculum as an improve-
ment strategy, recognizing the other subjects, including math, are also important. Where possible we highlight a few
math-related promising programs in our discussion section.

3Standardized assessments and interventions may lack cultural relevance, contributing to assessment bias (Popham,
2006). For further critiques of test scores, see Au (2016, 2022).

4The two other papers in this NAEd series include Building Supportive Conditions and Comprehensive Supports to En-
hance Student and Educator Well-Being and Thriving, written by David Osher, Wehmah Jones, & Robert J. Jagers (2025), and
Supporting Families and Communities in Children’s Academic Thriving and Well-Being in the Wake of the COVID-19 Pandemic,
written by Ann M. Ishimaru and Sophia Rodriguez (2025).

5See the NAEd paper from this series, Building Supportive Conditions and Comprehensive Supports to Enhance Student
and Educator Well-Being and Thriving, written by David Osher, Wehmah Jones, and Robert J. Jagers (2025), for more
detail on conditions of learning.



goals are different (say promoting students” mental health or connection to school), the
design should match.

Strategy 1: ELA Curriculum to Align and Accelerate Learning

Curriculum—which includes standards, instructional materials, assessments, and
frameworks and guidance on instruction (see Figure 1)—functions as a lever steering
instructional improvement (Hopkins et al., 2013; Polikoff, 2015; Slavin et al., 2009). ELA
curriculum affects student outcomes by steering teacher and leader activities. Policy-
makers are incentivizing and promoting the use of evidence-based ELA curriculum. In
turn, district leaders are taking steps to adopt and advance high-quality instructional
materials (HQIM) as a curricular reform. Consequently, teachers employ these materials
to conduct evidence-based, standards-aligned ELA instruction.

Continual Skirmishes Related to ELA Instruction

The accountability policy era focused practitioners” and researchers’ attention more
on ELA as well as the content and pedagogy of reading instruction (Coburn et al.,
2011; Slavin et al., 2009). Reformers implemented multiple policies and programs to
improve classroom practice and student achievement. Among these policies include
debates about the “best” way to teach reading (Pearson, 2004; Pressley et al., 2023). In
the early 2010s, balanced literacy dominated educators’ reading pedagogy. Balanced
literacy uses a workshop model. Students conduct shared and independent reading to
foster an appreciation of books and literacy. The model assumes students build read-
ing skills in an individualized, organic manner (Duke & Del Nero, 2011; Pressley et al.,
2023; Woulfin, 2016).

Standards

A t. ELA HQIM
Curriculum

Instructional
guidance

FIGURE 1 Components of curriculum.
NOTE: HQIM = high-quality instructional materials.
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However, by 2020, multiple constituents bemoaned elements and outcomes of
balanced literacy, elevated Science of Reading (SoR) aligned programs and practices
(Mervosh, 2023).6 SoR reform influenced states and districts to adopt HQIM (EdReports,
2022). Various reform organizations, state educational agencies, and scholars have
advanced the following criteria for HQIM: (a) standards-aligned, (b) include evidence-
based practices, (c) support all learners, (d) enable progress-monitoring, (e) include
implementation supports, (f) provide materials for teachers and students and (g) create
coherence (Council of Chief State School Officers, 2023; Texas Education Agency, 2023;
TNTP, 2022). Policy changes and vendor-developed instructional materials aim to
sequentially build knowledge and cover five strands of reading (i.e., phonemic aware-
ness, phonics, fluency, vocabulary, and comprehension).

Role of ELA Curriculum for Coherent, High-Quality Reading Instruction

Instructional materials play an important link between academic standards and
teachers’ instruction. Effective ELA instructional materials can guide classroom practice
and promote coherence across schools. Functioning as one component of curriculum,
instructional materials contain ideas about teaching and learning and can, therefore,
transmit ideas about instruction to educators (Hodge et al., 2019). Furthermore, these
materials help define what is “good” or appropriate reading instruction, and it shapes
teachers” work and influences students’ learning opportunities. Therefore, state lead-
ers’ decisions regarding ELA instructional materials affect the types of ideas teachers
encounter about what and how to teach (Hodge et al., 2016).

The ubiquity and central position of curriculum in teaching and learning matters
for aligned instruction and accelerating learning. Teachers can study and use particular
instructional materials to sequence their instruction (Amplify, 2023; Woulfin & Gabriel,
2020). Here, we point to the important role of professional learning so that educators
gain knowledge and skills related to using particular instructional materials. Profes-
sional development (PD) focused on current, adopted materials promote teacher learn-
ing as well as program implementation (Penuel et al., 2007). In addition, as teachers use
common materials and acquire a common language regarding teaching, instructional
materials can promote particular types of collaboration and collective sensemaking
(Coburn, 2001; Remillard, 2005). The devil is always in the details; this maxim applies
to curriculum implementation as part of academic recovery efforts.

Not all instructional materials are equally aligned to best practices. The variety and
broadness of ELA instructional materials make it challenging to maintain a consistent
level of quality. As an example, Wright and Neuman (2013) determined differences in
how programs organized vocabulary instruction as well as the types of instructional
practices promoted by programs. Their analyses identified disconnects between evi-
dence-based reading instruction and curricular elements.

6 SoR practices focus on systematic, explicit instruction on multiple strands of reading (i.e., phonemic awareness,
phonics, fluency, vocabulary, comprehension). In addition to reformers, advocates, and practitioners, the media has
recently placed substantive attention on reading achievement and how to teach reading. Media interest in literary
practice further spurred interest in reading policy (e.g., Hanford’s 2018 Sold a Story; Pearson, 2004). By 2022, 32 states
and the District of Columbia had passed SoR legislation (Schwartz, 2022).



Curriculum has the ability to play an important role in improving teaching and
learning within our schools. Most of the attention focuses on the content or alignment
to standards, but it is crucial to consider one simple—yet easily overlooked—aspect of
curriculum use: ease of access. Teachers need easy access to high quality instructional
materials. They also need support in how to best use them. Despite clear evidence
regarding the potential of curricula to structure reading reform efforts, many educators
still have low access to ELA curriculum (Kaufman et al., 2020). Without easy access,
teachers may rely on an array of lower quality instructional resources (e.g., Teachers
Pay Teachers) (Polikoff & Dean, 2019).

Evidence on How ELA Curriculum Supports Improvement Efforts

For more than two decades, accountability policies have relied on curriculum to
support changes in classroom ELA and mathematics instruction (Hodge et al., 2019;
Kornhaber et al., 2014; Pak et al., 2020; Smith & O'Day, 1990). Curriculum influenced the
implementation of Common Core State Standards-aligned instruction and instructional
coherence in districts and schools (Kaufman et al., 2020; Kornhaber et al., 2014; Opfer
et al., 2017; Pak et al., 2020). Moreover, curriculum functioned as a lever for districts to
advance particular forms of reading instruction (Hodge et al., 2019; Woulfin, 2016, 2018).
Recent evidence, however, shows that districts and classrooms are adopting new ELA
instructional materials at slower rates than mathematics (Kaufman et al., 2020). This
adoption gap highlights that teachers lack the support necessary to fully implement
new, aligned forms of ELA instruction.

Multiple years of pandemic schooling have brought focus to curriculum as a tool to
enhance students’ learning opportunities. Policymakers, educational leaders, and other
advocates are particularly focused on addressing unfinished learning and enabling
systematic—and coherent—reading instruction. States like Ohio and Texas used ESSER
funds to incentivize the adoption of HQIM. EdReports (2022) calculated that districts
invested more than $18 billion of ESSER funds on instructional materials during 2021-
2022.7 Advocates of curricular reform highlight the tension between HQIM promoting
teachers’ knowledge of elements of reading instruction yet reducing educator agency in
certain regards (EdReports, 2022; Kersten & Pardo, 2007; Priestley et al., 2012). Within
this context, we turn attention to the evidence based on reading curricula as well as
the underlying conditions enabling improvement.

Curriculum can play a role in aligning and accelerating teaching and learning
(Kaufman et al., 2020; Pak et al., 2020). As an example of a popular ELA program,
Core Knowledge Language Arts (CKLA) from Amplify incorporates spiraling units
and lessons over a span of grade levels. This approach deepens students” background
knowledge and makes connections across content areas (Amplify, 2023). This cur-
riculum uses tenets of SoR to help build students” knowledge base for accessing and
comprehending complex texts.

Ideally the curriculum will impact teachers’ instruction. Working through the cur-
riculum will help steer teachers” work and classroom routines toward the principles of

71In total, the federal government allocated $190 billion in pandemic aid for schools, with $112 billion provided in
ESSER funds in March 2021. While funds were spent down over different periods, $18 billion represents about 16
percent of the total ESSER allocated funds.



SoR. This alignment between instructional practices and curriculum will aid districts’
efforts to accelerate learning opportunities for students (see Box 1 for an example).

Evidence on How ELA Curriculum Can Improve Student Outcomes

Slavin et al. (2009) provide foundational evidence on the impact of basal reading
programs. Compared to business-as-usual programs, high-quality beginning reading
curricula in seven quantitative studies (e.g., Open Court Reading, Scholars Phonics,
Reading Street) yielded mixed results. Two studies of Open Court had promising effects
on student reading achievement. But other studies indicated such types of curricula
only yield limited effects on student achievement (McGill-Franzen et al., 2006; Slavin
et al., 2009).

BOX 1
Vignette on ELA HQIM

In Fall 2022, District X* launched Elevate Literacy as their Tier | ELA curriculum. District
leaders and a committee of educators selected several programs from the state’s list of approved
HQIM. Next, in collaboration with central office leadership, the district’s ELA director identified a
set of schools to pilot the HQIM during the 2022—2023 school year. The pilot sites began using
Elevate in Fall 2022; they received additional resources, including partial funding for an instruc-
tional coach and full sets of materials, to support adoption. During the pilot year, teachers and
leaders from the pilot schools participated in several professional development sessions on the
specific ELA program. District leaders also engaged in learning walks to observe this program in
action. They used the walks to gather guidance to better shape the enactment of the curriculum
across the district.

In Fall 2023, all elementary schools in District X were expected to begin using Elevate to
guide ELA instruction. District leaders planned common professional learning opportunities linked
to the curriculum to build efficacy with the new curriculum. The learning opportunities ranged from
a summer kickoff workshop facilitated by Elevate staff to school-based PD sessions led by district
instructional specialists. Principals were asked to attend both district and school-based PD ses-
sions. In addition, district leaders wove the ELA HQIM initiative into campus leaders’ professional
learning opportunities. District leaders facilitated activities within principals’ network meetings
on how to conduct teacher observations as part of the teacher evaluation process. Instructional
coaches also engaged in program-aligned PD so that their coaching activities in elementary
schools could bolster teachers’ skills to enact the new instructional materials.

District leaders were cognizant of the spinning wheel trap for education policies and pro-
grams. It was imperative to create coherence between the HQIM adoption and other district initia-
tives. District leaders revised data team meetings to focus on the implementation of Elevate. And
District X’s new teacher induction and mentoring program addressed how to access and interpret
Amplify materials as well as how to structure the daily schedule and classroom environment to
fully enact this HQIM. Thus, novice teachers received intensive, aligned messages about the ELA
program to support—and accelerate —their development and student learning. District and school
leaders collaborated to maintain a sharp focus on the deep, sustainable implementation of the
Elevate program to help improve ELA instruction as well as student outcomes.

* All districts described in our academic recovery program vignettes represent composites of real programs implemented
in one or more U.S. public school districts.




Researchers have started to gather evidence on the impact of implementing ELA
HQIM and SoR aligned professional development. States that implemented these ini-
tiatives (e.g., Tennessee and Mississippi) experienced increased National Assessment
of Educational Progress (NAEP) scores (Olson, 2023). Finally, evidence during the
pandemic from California shows the promise of SoR reforms to improve early literacy
for third grade students. Novicoff and Dee (2023) examined the effectiveness of Cali-
fornia’s Early Literacy Support Block Grant (ELSBG) initiative to promote pedagogy
aligned with the science of reading. The initiative significantly increased grade-3 ELA
achievement by 0.14 standard deviations (SDs), which translates to roughly 25 percent
of a school year.

Required Organizational Supports for Effective Curriculum Use

Educator capacity is a necessary condition to transform curriculum into positive
student-level outcomes. That is, educators” knowledge and skills of content and peda-
gogy mediates the relationship between HQIM in reading and student outcomes. There
is clear evidence teachers benefit from holding deep and flexible understanding of their
academic content area (Ball, 2000). Curriculum can also play an educative role in edu-
cators’ shaping of knowledge, beliefs, and practices (Davis & Krajcik, 2005; Spillane et
al., 2002; Stein, 2007). In particular, design features of curricula can promote educator
development, and the use of evidence-based curriculum can provide teachers learning
opportunities to enhance their knowledge and skills of reading instruction (Davis &
Krajcik, 2005; Drake et al., 2014). With regard to the design of curricula, Drake et al.
(2014) noted that:

the focus of curriculum designers is shifting to supporting teachers’ capacity to enact
curriculum materials—to read, understand, and adapt available curriculum materials
to meet the specific needs of the students in their classroom while remaining faithful
to the materials’ intended outcomes. (p. 154)

It appears important, therefore, to analyze and understand how SoR-aligned curricula,
themselves, build teachers’ capacity while also meeting students’ needs.

Remillard (2005) highlights how teachers engage with and learn from instructional
materials in the context of curriculum implementation. Notably, Remillard (2005)
posits each teacher functions as “an active designer of curriculum rather than merely
a transmitter or implementer” (p. 214). Thus, while districts and schools may adopt
highly specified, or “scripted,” curricula, teachers continue to hold discretion to enact
programs, including HQIM, as tools (Dewitz & Jones, 2013; Pearson, 2007). In particu-
lar, teachers’ beliefs, knowledge, and prior experiences shape their sensemaking of
curricula as well as their translation of curricula into their classroom practice (Coburn,
2001; Remillard, 2005). For example, a teacher’s understanding of phonemic aware-
ness influences how they interpret activities laid out in their district’s curriculum that
address phonemic awareness.

Organizational structures, including routines, resources, time, and leadership inside
schools, also shape teachers” enactment of instructional materials (Dewitz & Jones, 2013;
Spillane et al., 2002; Valencia et al., 2006). Valencia et al. (2006) determined patterns
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in how teachers in different school contexts and with different knowledge regarding
literacy instruction adapted messages from reading curricula to different degrees.
In addition, curriculum-aligned coaching can contribute to improving facets of ELA
instruction (Matsumura et al., 2012). For example, instructional coaches can facilitate
professional learning community sessions that address and explore the school’s cur-
riculum (Woulfin, 2016; Woulfin et al., 2023). As such, instructional leadership matters
for aligning ELA curriculum and instruction (Coburn, 2004; Rigby, 2014).

Collaborative planning activities linked with curriculum also serve to promote
educator development and gains in student achievement (Ronfeldt et al., 2015). Specifi-
cally, Ronfeldt et al. (2015) determined teacher collaboration centered on curriculum
and instructional strategies was associated with increases in student reading achieve-
ment. This extends our understanding of the potential for curriculum to aid in creat-
ing a common language for educators’ joint work. However, teachers actively make
sense of curriculum in their context (Coburn, 2001; Spillane et al., 2002). As such, they
interpret and then respond to messages about instruction contained in ELA curricular
materials (Kersten & Pardo, 2007; Spillane et al., 2002). The responses of teachers and
coaches vary widely—from closely following the principles and practices from their
curriculum to mutating and even rejecting elements of the curriculum (Coburn, 2004;
Coburn & Woulfin, 2012; Kersten & Pardo, 2007). Consequently, variability in teachers’
implementation occurs after adopting ELA curricula; we explore this in greater depth
in the implementation portion of the paper.

Strategy 2: High-Dosage Tutoring

In this section, we highlight several targeted interventions (acceleration academies,
online credit recovery programs, and high-dosage tutoring) that educational systems
have implemented as part of the typical school calendar (in-school) or during winter/
spring breaks. While many of these programs had long periods of implementation prior
to the pandemic (Kraft & Falken, 2021), most of them had not been implemented at the
scale seen during the last three years. The pandemic recovery period created a unique
circumstance where many school systems tried to implement targeted interventions
when the scale of the problem was closer to whole-school reforms.

The most common in-school interventions implemented during the pandemic all
attempt to distill teaching and learning into concrete units and small groups that occur
in parallel to traditional learning opportunities. One example of a common targeted
intervention is acceleration academies that pair small groups of students with a certi-
fied teacher to work on targeted instruction during week-long breaks (typically spring
break) from school (Schueler, 2020). One benefit of these programs is teachers typically
provide the instruction which helps embed the activities during the acceleration acad-
emies within the typical content and pacing of a school year. Another common example
includes the use of online credit recovery programs, often focused on older students
in upper middle and high school (Heinrich, 2022). While increasingly popular during
the pandemic, the evidence suggests that virtual recovery programs are not as effective
as face-to-face learning opportunities (Heinrich & Cheng, 2022; Heinrich et al., 2019;
Rickles et al., 2023; Viano & Henry, 2020). However, due to their life circumstances,
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some students can only take advantage of virtual credit recovery programs. Face-to-
face learning is preferable, but virtual is better than no programs.

The third example, high-dosage tutoring, was not only widely implemented across
school systems, but also drove, and continues to receive, a great deal of attention in
policy and media conversations (National Student Support Accelerator, 2023a). During
the 2022-2023 school year, for example, four out of five schools said they offered at
least one version of tutoring (Institute of Education Sciences, 2023). Additionally, 40
states provide funding for tutoring programs as of November 2023 (National Student
Support Accelerator, 2023b). Given its popularity during the pandemic and the strong
pre-pandemic evidence base supporting the use of tutoring for COVID-19 recovery
efforts (e.g., Nickow et al., 2020), we focus on high-dosage tutoring as a focal case of
in-school targeted supports.

High-Dosage Tutoring Program Components

Experts define high-dosage tutoring as an intensive tutoring program delivered in
short sessions multiple times per week in small groups (up to three to four students).
Small group size is particularly important for the effectiveness of programs (Kraft &
Lovison, 2024). High-dosage tutoring sessions occur during the school day by trained
tutors who align tutoring content with school curricula. Robinson et al. (2021) note a
number of important design elements for effective high-dosage tutoring programs,
including (a) frequent meetings of at least three times per week and at least 30 minutes
per session; (b) small group-size, one-to-one if possible; (c) program delivery in-person
when feasible, although online under the right circumstance may be effective; and (d)
continuous relationships between the tutors and students (see Box 2).

While many districts have relied on external contracts with tutoring vendors to
hire tutors, some districts have also hired local tutors across a range of experience
(e.g., community volunteers, high school, or college students). Peer tutoring, while
less common and usually less intensive, is another, relatively low-cost, strategy that
districts may explore (Bowman-Perrott et al., 2013). Additionally, recent innovations
in generative artificial intelligence (AI) and the rise of interactive chatbots such as
ChatGPT have increased interest in Al tutoring (Barjarin, 2024). While some prototypes
(e.g., Khanmigo) have recently been rolled out, it is not yet clear how many districts
are experimenting with Al tutoring.

Effectiveness of High-Dosage Tutoring Programs

Pre-pandemic studies on the effects of tutoring broadly demonstrate consistent posi-
tive outcomes. Nickow et al. (2020) found overall positive effects (0.37 SD) of tutoring
through a meta-analysis, noting especially strong results in early-grade literacy tutor-
ing. Other pre-pandemic analyses yielded similar results; tutoring consistently resulted
in significantly stronger outcomes for students as compared to other interventions with
an average effect of 0.36 across four meta-analyses (Kraft & Falken, 2021), as well as
for tutoring programs targeting students with low socioeconomic status (Dietrichson
et al., 2017). Academic improvement as a result of high-dosage tutoring is associated
with a variety of tutor types, including college-aged volunteers and paraprofessionals.
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BOX 2
High-Dosage (In-Person) Tutoring Vignette

District Y, serving students in a large metropolitan area, partnered with a community organiza-
tion to implement a tutoring program. The district recently implemented a new reading curriculum,
and the tutoring program was designed to support the implementation of this new program and
also serve as a COVID-19 recovery effort. The district set a goal of providing 30 minutes of small
group instruction every school day for struggling readers.

Unlike most high-dosage tutoring programs, district Y’s program focused on meeting the
unique needs of the local community. The community organization wanted to support strong
connections between the tutors and students, and so it decided to on-board individuals from the
community, including parents, rather than hire a tutoring service. All tutors received a paid eight-
week training focused on implementing the district’s literacy curriculum. The district also provided
the tutors with spaces to discuss and collaboratively work through their own experiences with the
curriculum. The district and community organization decided to keep the program small in the first
year of implementation, hiring a total of 15 tutors.

Preliminary evidence from the program suggests that pairing trained tutors with supports
(e.g., access to instructional coaches) to help implement an evidence-based literacy program in
small group settings can boost students’ learning. However, the program is not without its own
challenges. The living wage paid to tutors provides budget challenges, especially as ESSER funds
disappear. Students in the program also experienced mixed results on test scores. Kindergarten
students showed measurable improvement, but older students did not.

Tutoring programs that use better trained instructors (e.g., teachers or paraprofession-
als) are more effective than programs that use instructors outside the school system
(Nickow et al., 2020).

Research on the effectiveness of tutoring programs implemented following the
COVID-19 pandemic has been mixed. A study of eight districts that used either vol-
untary or scheduled tutoring programs found null effects of the programs on student
math and reading test scores in spring 2022 (Carbonari et al., 2022). However, there
have been some promising examples, though usually operating at a fairly small scale.
The Saga Education tutoring model implemented prior to the pandemic is an example
of an effective, and potentially replicable tutoring program (Guryan et al., 2023; Morton
& Hashim, 2023; Robinson et al., 2022). The program used trained paraprofessionals to
provide 50-minute blocks of math curriculum that reviewed both current and previous
grade material for ninth and 10th grade students. The cost of the program ranged from
approximately $3,000 to $5,000 per student. However, this program has not yet reached
the scale needed to assist most districts in COVID-19 recovery efforts. Additionally,
Oakland Unified School District implemented an early literacy program focused on
foundational skills for students in grades K-2 (Jochim et al., 2023). The district used
tutors to help reach their goal of 30 minutes of small group instruction every school day
for struggling readers. Although small in scope during the first year (approximately
11 tutors), the design suggests that pairing trained tutors with supports (e.g., access to
instructional coaches) to help implement a research-backed literacy programs in small
group settings can boost students” learning.
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Students in virtual learning environments typically have worse outcomes than
students in comparable in-person learning environments (Goldhaber et al., 2022; Hal-
loran et al., 2021). However, in some settings in-person delivery of tutoring or similar
interventions is not feasible. In those settings, districts can explore virtual options.
Loeb et al. (2023) offer positive evidence from a small-scale randomized controlled
trial (RCT) of a virtual one-on-one tutoring program for students in grades K-2. In this
study, students in the treatment group were given 20 minutes of tutoring four times per
week focused on foundational literacy skills from September to May. The study was
implemented in 12 charter schools in the Southwest. Students in kindergarten and first
grade, as well as students with low test scores at the start of the year, outperformed
their peers in the control group at the end of the school year, with no difference in test
scores for students in second grade. While these examples provide suggestive evidence
of the positive effect of tutoring in early grade settings and were implemented as part
of COVID-19 recovery efforts, given the size of the programs, it is not clear how well
they can scale to larger settings (see Box 3).

BOX 3
High-Dosage (Virtual) Tutoring Vignette

It is not always possible to build a unique face-to-face tutoring program, especially for smaller
school systems. Some districts have explored virtual tools to supplement students’ typical in-
person learning opportunities. District V, a primarily rural district, experimented with a virtual
tutoring program. It did not have access to a local pool of potential tutors, and its remote location
hindered its ability to hire an in-person tutoring service. The virtual delivery also reduced schedul-
ing burdens and physical capacity constraints.

The district selected a virtual program that aligned with the district’s curriculum. The program
also offered clear two-way communication between tutors and teachers as well as updates on
students’ academic progress. Other than the delivery method, the program’s design included the
core principles of effective high-dosage tutoring.

The district and provider agreed to a schedule of three 30-minute sessions per week for tar-
geted students. The program focused on foundational literacy skills from September to May. The
district focused on the approximately 30 percent of kindergarten through second grade students
struggling with reading. Most of the students attended at least 80 percent of the intended tutoring
sessions. Connectivity issues, student illness, and unique scheduling difficulties were the most
common reasons students missed sessions.

Students in kindergarten benefited from the program, but students in first and second grade
did not show improved test scores. Although the district did not conduct a formal evaluation,
they have a few hypotheses as to why only kindergarten students showed academic progress.
The increase in academic rigor for first and second grade standards made it difficult to schedule
students’ tutoring sessions without missing some core academic instruction. Anecdotally they
also report that kindergarten students appeared more interested in using devices to interact with
tutors. The screen time was less novel for first and second grade students.
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Factors for Success of Tutoring Programs

As with any intervention or program, it is important to consider the design of a
tutoring program before beginning implementation. For example, one key element
is to ensure that the tutoring program enhances or builds on current curriculum and
instruction (Morton & Hashim, 2023). This could pose a particular schedule challenge
when trying to implement tutoring programs at the current scale needed for COVID-19
recovery efforts (Kraft & Falken, 2021). Ensuring communication between tutors and
classroom teachers can improve the coherence of the tutoring instruction.

Additionally, positive relationships with tutors can promote more than justimproved
test scores. A recent study found that attending tutoring programs boosted students’
attendance on days in which a tutoring session was scheduled (National Student Sup-
port Accelerator, 2024).

Finally, although an often-overlooked design element of tutoring programs, it is
important to create performance-based contracts between school systems and tutoring
providers. In a review of district contracts with tutoring providers, many contracts were
designed to send a significant portion of the funding at the signing of the contract or
early in implementation and did not include provisions for program quality or atten-
dance (DeArmond et al., 2023). Some districts are now experimenting with outcomes-
based contracting. This approach requires vendors to meet desired outcomes (e.g.,
dosage and student achievement) before providing payment (Blad, 2023). Rather than
providing the majority of the payment upfront, back-loaded contracts hold tutoring
vendors accountable for student learning.

Implementation Challenges of Tutoring Programs

Although tutoring programs offer promise for school systems to support students
struggling to recover from the pandemic, they can be challenging to implement at the
scale needed in the current moment (e.g., Carbonari et al., 2022). In a study of eight
districts, Carbonari et al. (2022) found that the districts struggled to implement recovery
interventions as intended. None implemented the program at the scale recommended
by Nickow et al. (2020). Often implementation was 30 to 50 percent of the recommended
scale. Implementing tutoring programs at an unprecedented scale posed significant
hiring, training, and scheduling burdens on the districts.

Additionally, districts with tutoring programs often fail to reach a significant por-
tion of students. Many rely on a voluntary model where students have the option
to attend the program. Programs that rely on students and their support systems to
engage with the intervention particularly struggle to adequately engage students. In
one such example, only 19 percent of students with access to on-demand tutoring ever
logged into the system, let alone used it regularly—the access rate was even lower for
struggling students (Robinson et al., 2022). In other examples, fewer than 2 percent of
students in Philadelphia, Pennsylvania, and Fairfax County, Virginia, attended free
after-school tutoring programs (Gelman, 2022; Sitrin, 2023).

Voluntary tutoring programs with lower take-up rates may lead to increased
inequality as students who would benefit the most from the program struggle to attend
(Robinson et al., 2022). To support students with the largest academic performance gaps
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better, districts should pair high-dosage tutoring with other supports (e.g., transporta-
tion, childcare, enrichment) to ensure equitable program access (Hashim et al., 2024).

Strategy 3: Summer Programs

Summer and community-based interventions occur outside of a regular school
day. Interventions in this category take place in several different settings, including
(a) district-run summer programs, (b) community-based summer programs, and (c)
library-based reading programs. They can also focus on a variety of outcomes from
student mental and social well-being to students” academic achievement. For example,
some programs may spend the majority of their time focused on enrichment activities
(e.g., arts, music, sports, and science exploration) or socio-emotional development with
only a small amount of time devoted to explicit math and reading instruction. However,
the evidence we review in this paper includes summer programs where at least an hour
per day was spent on academic subjects.

We focus on district-run summer programs because these programs have emerged
as one of the most widely implemented academic recovery strategies in the wake of the
COVID-19 pandemic (FutureEd, 2022). During summer 2022, an estimated 90 percent
of school districts offered summer programs with an academic focus (Lehrer-Small,
2022). It is estimated that districts” total ESSER spending on summer programs will
reach $5.8 billion (about 5 percent of total ESSER funds) by September 2024 (DiMarco &
Jordan, 2022). District-run summer programs remain a popular option because (a) these
programs can provide instructional time without needing to change the traditional
school calendar, (b) blending academics and other engaging activities in the summer
can help students avoid “summer slide” (Quinn & Polikoff, 2017), and (c) district-run
summer programs can provide affordable childcare opportunities for families, as well
as a resource to provide meals and other services to students.

Design of Summer Programs

Summer break is a common time for districts to offer activities for students. The
scope and depth of these programs vary greatly. The design of summer programs must
match the limited time available, usually three to five weeks. Unlike the school year, it
is difficult for a short period of time to influence several aspects of students” academic
or social development. Districts have to make strategic decisions on which domains to
focus (e.g., math and ELA) and how to measure whether the programs are assisting to
reach desired outcomes.

Summer programs can generally be grouped into three primary categories depend-
ing on their central purpose: (1) mandatory remedial academic programs (e.g., for
students that failed a grade or class), (2) voluntary academic programs that have a
central focus on reviewing academic materials with potential additional enrichment
activities, and (3) voluntary childcare programs whose goals are typically to provide
safe and enriching care during the summer months. Any of the three program types
provide students valuable experiences. Districts must decide how to use their limited
resources to provide support for their intended students and outcomes. Our discussion
focuses on “effective” summer programs in the second category (voluntary academic
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programs). Specifically, effective summer programs have evidence they make a posi-
tive impact on student learning from high-quality research studies. Common charac-
teristics define these programs, including manageable class sizes, curriculum aligned
to students’ needs, qualified instruction from certified teachers or similarly trained
individuals, a strong site culture, and a way to ensure students routinely attend the
program (McEachin et al., 2016).

Effectiveness of Summer Learning Programs

Most of the evidence about the effectiveness of summer programs was conducted
prior to the pandemic and indicates that these programs can have positive but modest
effects on student achievement (McCombs et al., 2019). A meta-analysis of 37 studies
of summer math programs found an average effect size of 0.10 SD on student math
achievement and 0.09 SD for socioemotional and behavioral outcomes (Lynch et al.,
2022), while a review of 41 classroom—and home—based summer reading programs
found a similar effect size (0.10 SD) for reading achievement (Kim & Quinn, 2013).
Additionally, a large, randomized evaluation of voluntary summer programs in six
school districts found that students who attended at least 20 days scored better on math
(but not reading) assessments through the following spring (Augustine et al., 2016).

There is one study that does examine the effectiveness of summer programs during
the COVID-19 pandemic. Callen et al. (2023) examined the test scores for students who
attended summer programs in eight large school districts during summer 2022 and
found a small positive impact on math test scores (0.03 SD) but not on reading. Most
of the test score improvements in math were driven by students in elementary (rather
than middle) school, though summer programs were similarly effective across student
subgroups (e.g., race/ethnicity, poverty, English learner status). However, the authors
note that scaling up the effects of these summer programs to get back to pre-COVID-19
math achievement levels would be extremely challenging. Only 13 percent of students
in the districts participated in the summer programs in summer 2022, but the authors
forecasted that the average district would need to send every student to a five-week
summer school with two hours of math instruction for a minimum of two straight years
to return to pre-COVID-19 math achievement levels.

Factors for Success of Summer Programs

There are a number of research-based recommendations that districts should take
into account when planning effective summer programs. First, research suggests that
to have an impact on student test scores, summer programs need to be scheduled for
a minimum of five to six weeks with 60-90 minutes of instruction per subject/day
(McCombs et al., 2014). This recommendation translates to a total of 50 to 90 hours of
instruction needed for a summer program focused on both math and reading. However,
it is important to note that this is rarely achieved in practice, as many districts imple-
menting summer programs in summer 2022 lasted just a few weeks (Callen et al., 2023).

Second, much like a typical school year, high rates of attendance are essential for
students to demonstrably benefit from the extended learning opportunities. Summer
programs that have more enrichment activities and field trips may be more likely to
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promote high attendance, but there are tradeoffs to consider with ensuring sufficient
instructional time.

Third, summer programs should reflect the context, assets, and needs of young
people and families in the community, which requires on-going conversations with
various stakeholders in the local community (AIR, 2021).

Finally, for programs to have an impact on students’ achievement, it matters who
is leading the summer program (a point we will discuss more in the evergreen imple-
mentation issues). Recruiting the districts’ most effective teachers and providing suf-
ficient professional development for teachers prior to the start of the summer program
is important for summer programs to successfully improve test scores (Schwartz et al.,
2018) (see Box 4 for an example).

BOX 4
Summer Program Vignette

In winter 2022, District Z began planning an ambitious summer program to extend learning
opportunities for students negatively affected by the COVID-19 pandemic learning disruptions.
Several features of this program were notable in their ambition and scope. First, the district
recruited any interested students for participation rather than targeting a narrow set of students
meeting some academic eligibility criteria. Second, the district pursued a number of different re-
cruitment strategies to ensure wide awareness of the summer program, including a text-message
blast with information about the program, school marquees advertising the program, enrollment
events at some schools with low initial enroliment, and tailored information sent by schools in
multiple languages. Additionally, the district framed the summer programs as “summer camp”—an
exciting learning and enrichment program during the summer—rather than as “summer school,”
which they think may have helped recruited students to opt into the program.

Third, the program was unique in the length of day in which care was provided. Elementary
school programs ran from 8:00 a.m. to 5:30 p.m. Secondary (middle and high) ran from 9:00 a.m.
to 4:00 p.m. The fact that care was provided for the full workday, removing the need for families
to find additional childcare in the afternoons, may have helped to boost participation. Availability
of district-run school buses helped promote regular attendance. Fourth, the district used creden-
tialed teachers to lead all programs. Each teacher received one week of training prior to the start
of the summer program. Finally, the district worked with community partners to provide a variety
of enrichment programming in arts, music, STEM, dance, and gardening.

The district’s summer program ran for 19 days in July. While the program was ambitious in
scope, the average student received about 38 total hours of instruction in math and reading, far
less than recommended total hours of instruction for effective summer programs (50 to 90 hours
total). Students attending the program showed small but statically significant improvements in
math test scores. They did not show statistically significant improvements in reading.

The program featured several enhancements to improve attendance, and yet the district
struggled to recruit students and promote attendance. Technological barriers (lack of access to
email, cell phone number changing) and language barriers (parents speaking languages other
than Spanish and English) challenged the district’s ability to reach many families. District lead-
ers suggested that in future years teachers should share information about summer programs
during March teacher-parent conferences. The district set an 80 percent attendance rate goal.
Students averaged only 70 percent attendance, with Monday and Friday attendance consistently
lower than the middle of the week. Parents reported external challenges that hindered consistent
attendance. For example, some students needed to provide childcare for siblings or heat waves
interfered with students’ interest in the program.
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Implementation Challenges of Summer Programs

Encouraging regular attendance for summer programs was a known challenge prior
to the pandemic (Schwartz et al., 2018). Given the record high rates of chronic absentee-
ism during the school years following the COVID-19 pandemic (Dee, 2023), it is likely
that promoting regular attendance in a non-mandatory summer program will be even
more of a challenge now. Finding reliable transportation to and from school may be
an additional challenge during summertime (Barnum, 2021). Summer programs that
provide transportation options are more likely to promote regular attendance.

Some researchers and media have pointed to an urgency gap between parents’
understanding of their students’ current academic performance and the students’
results on formative and summative assessments (e.g., Jacobson, 2023). For example,
in a survey conducted after the 2022-2023 school year, fewer than 20 percent of parents
expressed concerns about their students” academic performance during the 2022-2023
school year, down from 30 to 40 percent earlier in the pandemic (Polikoff et al., 2023).
This urgency gap may also lead to parents abstaining from sending their children to
voluntary summer programs run by schools.

Finally, recruiting teachers to lead summer programs has become increasingly chal-
lenging post-COVID-19. Teachers are reporting record levels of burnout, which presents
a significant barrier in getting teachers to sign up to teach during summer vacation.

EVERGREEN IMPLEMENTATION ISSUES

Although curriculum, tutoring, and summer programs hold much potential for
improving student outcomes and accelerating academic recovery, their implementation
is both complex and contextualized. As such, we turn attention to how (a) context, (b)
resources, (c) people, and (d) coherence affect the success of interventions seeking to
promote educational change and equitable student outcomes. We explain how these
conditions enable or hinder implementation during the years following the onset of
COVID-19, with examples provided related to each of the previously discussed aca-
demic recovery strategies.

Context Matters: The When and Where of Implementation

The when and where of implementation shapes the nature of change (Honig, 2006;
McLaughlin, 1987). The regulations, conceptualizations, and norms present in a context
shape how actors interpret and respond to a policy (Coburn, 2001; Farrell, 2015; Spillane
et al., 2002). For instance, some states allocate more funding for teacher preparation
and development. And some districts may have greater experience with a particular
approach to ELA instruction or may have instituted more robust data systems as com-
pared to others. These localized conditions and factors steer both the direction and
depth of education policy implementation (Farrell, 2015; Marsh et al., 2021; Spillane et
al., 2019). We underscore it is necessary to lean on and apply evidence on the role of con-
text in implementation to more fully understand the implementation of interventions
attempting to accelerate and align instruction. Crucially, reformers and educational
leaders can take steps to improve conditions to boost the implementation of current
improvement efforts.
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When of Implementation

To fully understand patterns in implementation, it is vital to attend to the his-
torical moment within which a policy was designed and implemented (Honig, 2006).
This includes considering how certain types of interventions, or improvement efforts,
emerged or gained popularity in different time periods. We point to the following policy
waves: (1) the rise standards-based instruction and high-stakes testing in the early
2000s (Booher-Jennings, 2005; Smith & O’Day, 1990; Trujillo & Woulfin, 2014), (2) the
tightening of teacher evaluation systems in the 2010s (Steinberg & Donaldson, 2016),
and (3) the launch of SoR policies and programs around 2020 (Shanahan, 2020). Each
of these policy waves occurred during a particular social and cultural moment—with
sets of prevailing ideas and economic and political forces/trends.

COVID-19 era reforms (e.g., accelerated learning initiatives, tutoring, and HQIM)
exemplify how the historical moment affects policies and practices (Goldhaber et al.,
2022). That is, pandemic-related pressures, such as school closures and reopenings,
affected not only the adoption of certain interventions to ameliorate academic setbacks
(as described in an earlier section of our paper), but also affected the scope and trajec-
tory of implementation. For example, many states were adopting new reading curricula,
and inviting districts to pilot these materials, in 2021-2023; simultaneously, this was
the peak period for accelerated learning reform. District and school leaders, as well as
teachers, were tasked with balancing the demands of multiple improvement efforts
while attempting to recuperate from the pandemic (Grooms & Childs, 2021).

Historical factors also influence the dynamics and outcomes of implementation.
Socio-political factors affect educational organizations, educators, and their efforts to
uphold particular approaches and implement various reforms, such as in the current
pressing example of restrictive educational policies. Currently, there has been a wave
of anti—Critical Race Theory (CRT), anti-LGBTQ+ legislation, and school board activity
influencing ELA curricula as well as other elements of schooling. From 2021-2023, there
were concerted efforts in Texas to ban books and block learning opportunities address-
ing race, racism, and /or CRT. Similarly, districts in Florida took steps to remove books
including gay characters from school and classroom libraries (Negussie & Ahmed,
2023; Soule, 2023). It will be important to continue examining how legislation and other
reform efforts aligning to White Backlash (Jefferson & Ray, 2022) intersect with educa-
tional recovery interventions. In sum, social, historical, and political forces influence
aspects of reform implementation.

Where of Implementation

The place—and space—of implementation influences how educators respond to
improvement efforts, including interventions to accelerate and align instruction. In par-
ticular, the rules and resources in a context can push or pull actors and organizations.
Some researchers have attended to how similar reforms, when implemented within
varying state and district contexts, are implemented. For instance, Bulkley et al. (2021),
collected and compared evidence on governance shifts across Los Angeles, Denver, and
New Orleans. They revealed how local and state-level factors guided reform efforts
in the three different districts (Bulkley et al., 2021; Marsh et al., 2021). We encourage
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attention to how differences in state and district contexts steer the implementation of
improvement strategies, including tutoring and ELA curricula. For instance, research-
ers could compare the selection and adoption of SoR-aligned programs across states.
Researchers could also continue tracking the implementation of tutoring programs
across districts, with an eye toward understanding how district leaders develop edu-
cators’ capacity to enact tutoring systems, craft coherence with other instructional
improvement efforts, and motivate participation.

Resources Matter

Several types of resources influence the nature and extent of implementing interven-
tions. There exists considerable variability in resources across states, districts, and even
schools (Baker et al., 2016; Hoffman et al., 2013). This variability, in turn, fuels inequities
in the implementation of interventions and ultimately student outcomes. Educational
improvement efforts, including the implementation of interventions that seek to acceler-
ate and align learning opportunities, are enabled by multiple types of resources (Grubb,
2009; Jackson et al., 2021; McDonnell & Elmore, 1987). Resources are the broad ingredients
supporting systems and actors in the education field, including funding, facilities, and
time (Grubb, 2009). These resources matter for the direction and extent of educational
improvement efforts (Grubb, 2009; Grubb & Allen, 2011; Jackson et al., 2016).

Funding

Whether and how school funding makes a difference for the implementation of
interventions and, ultimately, student outcomes has been a topic of debate for decades
(e.g., Jackson & Mackevicius, 2024). Researchers have considered how the design of
school finance systems create the inequitable distribution of resources, particularly for
students of color (Lee et al., 2022). This has resulted in a number of influential lawsuits
and new policies changing the way school finance systems allocate funds across schools
(Candelaria & Shores, 2019). However, even with these initiatives, inequities still exist
within school finance systems, contributing to uneven and inequitable implementation
of academic recovery efforts (Sosina & Weathers, 2019).

In response to the COVID-19 pandemic, the Biden administration authorized a
historic school funding program (ESSER III) that allocated more than $120 billion for
schools to address public health concerns on school campuses and engage in academic
recovery efforts (Office of Elementary and Secondary Education, 2023). Although this
provided districts with millions of dollars to fund an array of programs, these funds
had to be spent within a short amount of time (i.e., allocated by Fall 2025) (The White
House, 2023). The ability to spend funds quickly became a sticking point for many
districts. Moreover, even though ESSER funds likely had a positive impact on student
achievement (Dewey et al., 2024; Goldhaber & Falken, 2024), the funds were inadequate
for districts and schools to recover from COVID-19 slide (Dewey et al., 2024; Goldhaber
& Falken, 2024; Shores & Steinberg, 2022).
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Facilities

The expansion of tutoring programs, particularly for districts with many students
struggling to maintain grade-level standards, raises several facilities considerations.
Carbonari et al.’s (2022) interviews with several school district leaders revealed several
factors that hindered the implementation of interventions during the school year: (a)
districts often lacked the central office capacity to manage new, large-scale interven-
tions, including the on-boarding of new staff or intervention providers; (b) students
schedules often conflicted with other high-need priorities; and (c) districts lacked the
physical space to accommodate the number of students who qualified for the interven-
tions. Additionally, districts running summer programs may have to accommodate the
lack of air conditioning, an increasing concern in the presence of climate change (Car-
rillo, 2023). Districts also have to deal with limited-to-no bus routes during the summer.

Time

Scholars have also attended to the way instructional time functions as a resource that
influences the nature of educational improvement efforts. Administrators can actively
organize and manage time through changes in practices or new initiatives (Foorman et
al., 2016, 2023; Kraft & Novicoff, 2022; Woulfin & Spitzer, 2023). Kraft and Novicoff’s
(2022) synthesis of instructional time-use highlights that expanding time, or using it
more effectively, could promote more equitable opportunities for students. Foorman
et al. (2016) provided sample schedules allocating time for intervention services and
classroom reading instruction. These schedules bring to light how the structures of the
school day and week enable—and constrain—reform efforts. Additionally, they offer a
reminder of the role of district and school leaders in designing the calendar as well as
conducting other tasks to shape and monitor classroom schedules. Turning to COVID-
19 era reforms, district and school leaders can deploy their discretion to strategically
allocate time for tutoring and extended learning programs as well as ELA curriculum
(Woulfin & Spitzer, 2023). For instance, leaders can arrange for tutoring to occur before
school, during lunch, or after school.

People Promote Implementation

The success of interventions depends on who is involved. The above sections
explained how historical and local conditions as well as resources affect the implemen-
tation of interventions, yet people also push the direction and depth of implementation.
Applying a structure-agency perspective, policies, and programs—or particular inter-
ventions—can be treated as structures that control and shape ground-level activities
(Coburn, 2016). However, educational leaders, teachers, and other actors still possess
agency to work in strategic, innovative ways to shape the nature of implementation
(Coburn, 2004, 2016; Donaldson & Woulfin, 2018; Elfers & Stritikus, 2014). Based on
the role of people for implementation, it will be important to examine how district
and school leaders engaged in specific practices, or carried out particular leadership
“moves” (Spillane et al., 2004), to advance COVID-19 era interventions such as ELA
curriculum, tutoring, and summer programs.
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Educational Leadership Practices

We concentrate on two leadership practices with the potential to boost the imple-
mentation of academic recovery strategies: strategic framing and capacity building
(Elfers & Stritikus, 2014). First, educational leaders can motivate change by framing
particular sets of ideas about a reform (Coburn, 2004). Specifically, when leaders frame
the nature of underlying problems as well as solutions to address organizational issues,
other actors can make sense of why and how change is necessary (Benford & Snow,
2000). Furthermore, leaders’ framing can highlight some elements of a reform while
downplaying others; this raises both the clarity and feasibility regarding change. As
an example, district leaders, including the superintendent and curriculum directors,
can motivate the adoption of new ELA curricula by framing the benefits of using a
standards-aligned program. Subsequently, this framing can shape the sensemaking of
principals, coaches, and teachers on how to appropriately adopt the curriculum. In this
manner, leaders’ framing provides instruction to guide reform implementation.

Second, district and school leaders can conduct activities that build educator capac-
ity to implement interventions. District leaders are well positioned to create supportive
conditions so that teachers, coaches, and leaders experience quality professional devel-
opment addressing curriculum and tutoring. That is, district leaders allocate resources,
design strategic plans, and facilitate professional development linked with particular
interventions (Stevenson & Weiner, 2020; Woulfin & Spitzer, 2023). For instance, dis-
trict leaders set aside funding and time for PD on ELA curriculum as well as tutoring
programs. And school leaders, including principals and instructional coaches, design
and facilitate professional learning opportunities on reading curricula (Coburn, 2006;
Woulfin et al., 2023). Notably, state leaders also play roles in shaping PD on SoR-aligned
programs/approaches (Texas Education Agency, 2023). These practices shape the focus
and quality of learning opportunities for educators on these interventions and, in turn,
affect the extent of change.

Educator Working Conditions

The working conditions of teachers and leaders also affect the implementation of
improvement efforts (Johnson et al., 2012). Ladd (2009) asserts that working conditions
are composed of “physical features ... organizational structure, and the sociological,
political, psychological and educational features of the work environment” (p. 6). These
conditions matter for building educators’ capacity; these also play a role in promoting
educator retention (Billingsley & Bettini, 2019; Johnson et al., 2012).

Over the last five years there has been mounting attention to the issue of teacher
turnover (Goldhaber & Theobald, 2023). Systems and policies that create inequities in
school systems also influence teacher turnover. Tougher working conditions increase
teacher turnover in schools serving high proportions of students of color and students
from low-income families (Johnson et al., 2012). Billingsley and Bettini (2019) synthe-
sized evidence on the relationship between various working conditions and burnout
and turnover of special education teachers. They surfaced trends in the literature on
the demands that special education teachers encounter, their affective responses and
coping strategies, and the social contexts and conditions (e.g., financial compensation)
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influencing their burnout and turnover. In addition, there is mounting evidence that
educator turnover issues are racialized, contributing to a Black-White teacher retention
gap (Farinde et al., 2016; Sun, 2018). Together, this serves as a reminder of the impor-
tance of working conditions for retaining educators and creating a robust foundation
for organizational improvement.

Working conditions are also intertwined with the implementation of interventions.
For example, ELA curriculum can improve working conditions by providing guidance
that streamlines teachers’ instructional planning. This type of guidance decreases teach-
ers’ workload, preserving time for other tasks as well as preventing educator burnout.
However, when ELA curriculum use is over-monitored, oftentimes coupled to the over-
control of teachers” work (Ingersoll, 2009), this lowers the quality of working conditions.
Specifically, after encountering such constraints and perceiving losing their discretion,
teachers might decide to exit the profession.

And, turning to tutoring programs, district and school leaders must be intentional
to ensure such programs do not add burdens for teachers and leaders, contributing to
burnout and attrition. More concretely, the additional time and effort needed to conduct
tutoring could negatively affect working conditions for teachers as well as leaders. In
the current political environment, it is increasingly challenging to recruit teachers to
work over the summer (Will, 2021). Based on these conditions and factors, leaders must
engage in thoughtful decision-making related to staffing academic recovery efforts.

Coherence Matters

COVID-19 era academic recovery strategies cannot be disconnected from other
district policies and practices. Coherence enables the implementation of these recovery
efforts. In particular, the implementation of any intervention benefits from a consis-
tent, focused, common direction rather than a blizzard of reforms (e.g., Bryk et al.,
2015; Honig & Hatch, 2004). Coherence promotes implementation because, to respond
deeply to interventions, leaders and teachers must learn about and then change prac-
tices. Infrastructure, or “the roles, structures, and resources that school systems use to
coordinate and support instruction, maintain instructional quality, and enable instruc-
tional improvement” (Spillane et al., 2019, p. 848), can foster coherence. Yet Cohen et
al. (2018) issue the reminder that fragmentation and flaws exist in district and school
infrastructural elements; they specifically point to incoherence between curriculum and
professional development.

Attending to issues of infrastructure, scholars have articulated how the coher-
ence among curriculum, professional development, and leadership matters for ELA
improvement efforts (Cohen et al., 2018; Woulfin & Gabriel, 2020). We offer the example
of district leaders creating and refining professional learning systems that ensure each
teacher and leader possess the capacities for teaching reading in effective and respon-
sive ways to produce equitable outcomes. These systems play an important role so
teachers, coaches, and principals deeply understand how and why to implement an
adopted ELA curriculum.

District and school leaders can also foster coherence by taking steps to align pro-
grams and messaging related to reforms (Woulfin et al., 2016). As the degree of align-
ment between ELA instruction and tutoring shapes effectiveness (Fien et al., 2015;
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Foorman et al., 2018), we emphasize the roles of principals and coaches in bridging ELA
curriculum and classroom practices with tutoring programs. These leaders can check
the alignment of instruction and also determine how students are responding to teach-
ers’ classroom instruction as well as tutoring. Furthermore, as part of their instructional
leadership, principals and coaches can weave ideas about the nature of and rationale
for ELA curriculum and tutoring together; this would craft coherence for teachers.

IMPLICATIONS FOR FUTURE IMPLEMENTATION

Our paper covers the potential benefit of evidence-based academic recovery strate-
gies as well as ground-level challenges that educators and policymakers face as they
attempt to implement these strategies at an unprecedented scale. In this section, we
summarize specific lessons learned for three intervention strategies: (1) ELA curricu-
lum, (2) high-dosage tutoring, and (3) summer programs. These academic recovery
initiatives raise several evergreen issues relevant not only to these interventions, but
also a wide variety of interventions districts may pursue in the coming school years.
We close this section with recommendations that help address broader structural issues
and help mitigate these evergreen implementation challenges.

Table 1 provides a summary of the (a) necessary resources for implementation,
(b) key features for success, (c) what to monitor to measure success, and (d) specific
recommendations for school and district leaders when considering each academic
recovery strategy. In this section, we highlight key lessons learned in each of the three
intervention categories. We also provide references to tools useful for implementing
these programs in the future.

Lessons Learned for Curriculum

Two resources are foundational to the successful implementation of HQIM: fund-
ing for a complete curriculum and professional development that provides aligned,
on-going learning opportunities. District leaders should select and procure curricular
materials that align with state standards, encourage differentiation, and are feasible for
teachers to use. Furthermore, district leaders should carefully attend to the technical
and logistical details of HQIM adoption. These activities range from ordering curricula
in a timely manner to distributing the complete set of materials to each school campus.
It is essential HQIM are accessible to teachers, principals, and coaches; if educators
cannot find or open curricular resources, they will fail to be used appropriately as an
improvement strategy.

District leaders should also design and facilitate high-quality and focused profes-
sional learning opportunities for teachers and school leaders. Key features of effective
PD that have the potential to promote teacher learning and shift classroom practice in
the direction of reform are (a) content-specific, active, and coherent learning oppor-
tunities; (b) collective participation; and (c) extended duration. PD on HQIM must
extend beyond simple, one-time workshops and should promote collective sensemak-
ing among educators (Coburn, 2001; Penuel et al., 2007). These learning opportunities
could vary from workshops and webinars to coaching on the curriculum.
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TABLE 1 Summary of Key Features of Academic Recovery Strategies

What to Monitor to  Recommendations for
Intervention Necessary Resources Key Features Measure Success School/District Leaders
ELA curriculum  — Funding for full — Accessible, feasible, — Student — Professional learning
set of materials and educative progress on opportunities
and PD instructional ELA formative aligned with ELA
Time for materials and summative curriculum materials
intensive, — Curriculum assessments — Coherence with
ongoing incorporates ideas ~— Teachers’ other instructional
professional and information on classroom improvement
learning meeting the needs practice (e.g., initiatives
(workshops and of subgroups use of time, — Accessibility and
webinars) — Instructional adoption of feasibility of ELA
materials pedagogical curriculum materials
align with routines)
state
standards,
formative and
summative
assessments, and
local instructional
frameworks
Tutoring Flexibility — Small group sizes — Attendance — Pursue outcomes-
to schedule (1:1 if possible) with — Student based contracting

tutoring sessions
around students’
core academic —
schedule

Time to align
tutoring —
practices

with school
curriculum

Open
communication
between

teachers and

tutors

Physical space

for small groups,

if provided

during the

school day

in-person delivery
preferable

Strong relationship
between tutor and
students
Consistent schedule
for several weeks
(e.g., x3 week, at
least 30 minutes a
session, for at least
six weeks)
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progress on —
focal outcomes
(typically

formative and
summative —
assessments)
Whether

tutoring

services provide

the expected

dosage and
outcomes

“On the

ground” data

from those
navigating

and enacting
tutoring

programs

Ensure alignment
between tutoring
practices and school
curriculum

Balance the desire
to reach as many
students as possible
with maintaining
consistent
participation in the
tutoring program



TABLE 1 Continued

What to Monitor to Recommendations for

Intervention Necessary Resources Key Features Measure Success School/District Leaders
Summer — Recruitmentof =~ — Program lengthof — Attendance —  Work with
programs effective teachers five to six weeks — Spring and community
to lead programs with 60-90 minutes fall test scores organizations to
— Schools that are of instruction per (if goal is both recruit students
comfortable for day to improve and ensure that the
learning during — Strong connections achievement) program is tailored to
summer months between summer — DParent surveys community needs
program and — Provide
standard school year transportation and
curriculum meals when possible
— Engaging — Start planning early
enrichment activities in the school year to
and field trips ensure enough time
— Incentives for to recruit teachers
attendance and provide PD
before the start of the
summer

Curriculum-focused coaching has much potential to deepen the implementation
of ELA HQIM (Kraft et al., 2018; Matsumura et al., 2010; Russell et al., 2020). Specifi-
cally, curriculum-focused coaching facilitates contextualized, job-embedded learning
opportunities on how to use components of the curriculum. Furthermore, this type of
coaching permits teachers and principals to see exemplary enactment of the adopted
ELA curriculum, reflect on the nature of instruction, and gain techniques for their own
future instruction and leadership. Additionally, coaches can observe instruction and
offer feedback on teachers’ implementation of HQIM. To ensure coaches can engage in
high-leverage activities fostering curriculum implementation, district leaders should
fortify the infrastructure and systems for coaching and professional learning more
broadly (Woulfin et al., 2023). These efforts would include supporting coaches and
clearly framing the objectives of the district’s coaching model to principals, teachers,
and coaches.

District leaders should also craft coherence for principals and other school leaders
by weaving academic recovery strategies with other district priorities. For instance, dis-
trict leaders could adapt teacher observation rubrics so that they reflect key principles
and practices of adopted HQIM. By bringing together curriculum reform and teacher
evaluation, district leaders can guide school leaders” and teachers” understandings of
current, evidence-based approaches to instruction. Moreover, weaving academic recov-
ery strategies with other district priorities reduces the too-muchness of educational
improvement efforts and enables deeper levels of change, without overburdening
educators.

Lessons Learned for High-Dosage Tutoring

High-dosage tutoring has a strong research base supporting its use in schools.
The million-dollar question is how to scale tutoring to reach the number of students
who currently benefit from support. Outcomes-based contracting can help districts
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and tutoring keep outcomes front and center. This approach requires vendors to meet
desired outcomes (e.g., dosage and student achievement) before receiving payment
(Blad, 2023). Rather than providing the majority of the payment upfront, back-loaded
contracts hold tutoring vendors accountable for student learning. The Southern Educa-
tion Foundation has a host of resources for districts to design and implement outcomes-
based contracts.®

As with all good instruction, successful tutoring programs need time to align
tutoring content and instruction with school curriculum. Effective high-dosage tutor-
ing programs use small groups to provide personalized instruction and support for
students. One-on-one sessions are preferable if possible, but groups up to three can
also be effective (Kraft & Falken, 2021; Kraft & Lovison, 2024). One way to improve the
alignment between tutoring content and instruction is to ensure regular communication
between tutors and classroom teachers.

It is also important to build a strong rapport between the tutoring providers and
their students. Oakland Unified School District’s program that incorporates people
from the local community as tutors can build relationships faster than external service
providers (Jochim et al., 2023). Districts can draw from current teachers, instructional
coaches, or other qualified employees to deliver tutoring sessions. Districts that elect to
use their own tutors need to allow ample time to recruit, train, and maintain their tutors.

Also similar to best instructional practices, tutoring sessions need a consistent
schedule (Guryan et al., 2023; Morton & Hashim, 2023; Robinson et al., 2022). The con-
sensus recommendation is for programs to last several weeks, with multiple sessions
per week. An example schedule could be three times per week, each session at least 30
minutes, and lasting at least six weeks. Maintaining this consistency during the pan-
demic proved challenging for many districts. Finally, district leaders should balance the
desire to reach as many students as possible with the realities of maintaining consistent
participation in the tutoring program.

Recommendations for Summer Programs

The most successful summer programs are ones that are well tuned to community
needs and involve ongoing refinement and monitoring. Districts should work with
community organizations to both recruit students and ensure the summer program is
tailored to community needs. Recruitment and attendance are key to the success of any
summer program, and students are more likely to attend if the programs are designed
with their specific needs in mind. Additionally, it is important to not limit the planning
and evaluation of summer programs to just the summer. Bringing together constituents
at the end of each summer to evaluate what did and did not work well is important to
make program improvements for the next year.

If the goal of the summer program is to improve academic achievement, it is
essential that the content covered in the summer program is aligned to, and builds off,
school year instruction. District leaders should prioritize recruiting teachers with rel-
evant content knowledge and experience teaching the relevant grade levels of students.
Furthermore, content experts should be employed to develop written curricula for the

8 Currently the resources are available at https:/ / obc.southerneducation.org/resources.
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summer program that aligns with school-year standards and student needs (Schwartz
et al., 2018).

Finally, it is important to start planning early in the school year to ensure sufficient
attention is paid to key feasibility issues. Recruiting sufficient teachers to lead summer
programs and planning professional development for teachers/staff before the start
of the summer requires a great deal of coordination during the school year. The logis-
tics of student transportation, building maintenance, and providing meals outside of
the traditional school year also present unique challenges for the summer programs.
Schwartz et al. (2018) recommend starting active planning by January with a program
director who has at least half of their time devoted to the job. Clearly, attending to
these details requires adequate funding for key personnel throughout the year, not just
during the summertime.

CONCLUSION

We are entering an interesting time as federal financial support for academic recov-
ery efforts draws to an end in fall 2024. As a field, we are just starting to understand the
impact of the design and implementation of ESSER (Dewey et al., 2024; Goldhaber &
Falken, 2024). A full accounting of the implementation and design of ESSER is beyond
the scope of this paper. We do highlight a few key lessons that our three focal strate-
gies raise.

To support systemic change that bolsters the implementation of academic recovery
strategies, state and federal policymakers should design and implement more robust
systems and strategies for district improvement planning. This process would sup-
port a variety of intervention types and support many of the important key features
in Table 1. State and federal educational leaders could create strategic planning tools
and promote strategic planning routines which district leaders could use while select-
ing and monitoring their recovery efforts (Stevenson & Weiner, 2020). As part of this
district leaders could collect “street data” (e.g., the ground-level experiences of actors
who navigate and enact academic recovery strategies [see Safir & Dugan, 2021]) to
ensure they are listening and responding to real-time feedback of the most important
stakeholders. Throughout all data-collection efforts, districts must disaggregate data
and consider the specific needs of historically marginalized students to ensure data-
based decision-making proceeds in an equity-oriented manner. Furthermore, leaders
could build the capacity of district leaders and incentivize these leaders to conduct
more coherent, longer-term planning that attends to school system needs and designs
and implementation of interventions.

To build district capacity for robust academic recovery, we suggest state and federal
officials provide support for district partnerships with technical assistance organiza-
tions. Examples of these include Regional Educational Laboratory (REL) programs
and Regional Service Centers. These partnerships can play a role in closing outcome
disparities among students of color and their peers (Strunk & McEachin, 2014) and
promoting systemic change. More specifically, technical assistance organizations can
share evidence and tools related to academic recovery programs and systems, while
providing contextualized learning opportunities for district leaders. These organiza-
tions can also assist by conducting a needs assessment and providing progress monitor-
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ing support to support district and school-level change (e.g., Strunk et al., 2014). While
collaborating with technical assistance partners, district leaders could review data, draft
improvement plans, and develop knowledge and skills to implement plans (Yurkofsky
et al., 2020). As a consequence, district leaders would have more complete information
on how to continuously improve the implementation of academic recovery strategies.

Federal and state policymakers and district administrators should also shoulder
responsibility for properly funding academic recovery efforts. Sufficient funding is
necessary for bolstering structures across levels of the education system to meet the
significant—and persistent—needs of students affected by pandemic schooling. While
ESSER resources supported district recovery efforts, and likely boosted student achieve-
ment, they were not sufficient (Goldhaber & Falken, 2024). At the time of writing this
paper (summer 2024), district leaders are bracing themselves for the ESSER fiscal cliff.
As such, it remains critical for federal, state, and district leaders to attend to school
finance issues with an eye toward equitable funding for persistently underfunded dis-
tricts and schools serving historically marginalized students. This funding should be
allocated toward strengthening the infrastructure for deeply implementing academic
recovery strategies and creating positive working conditions for teachers and leaders
to serve students and communities in high quality, equitable ways.

Across the United States, state and federal administrators and decision makers
should direct further attention toward building capacity and fostering coherence, in lieu
of accountability and compliance. This might include refining systems and expectations
for preparing leaders and teachers as well as for evaluating district and school qual-
ity. Additionally, administrators and decision-makers could modify district planning
protocols so that district leaders identify ways to increase coherence across multiple
initiatives and engage in sustained implementation of particular improvement strate-
gies. Indeed, it is vital that districts enact a program for a long enough period to fully
implement all portions and to measure the efficacy of program elements. Throughout,
leaders must remain laser focused on encouraging and enabling district and school
leaders to find ways to support marginalized students, families, and communities
which were hardest hit by multiple pandemic-related shocks.

REFERENCES

American Institutes for Research. (2021). What Can Afterschool and Summer Programs Do to Leverage This Historic Oppor-
tunity? https:/ /www.air.org/sites/default/ files /2021-07 / Guide-4-Strategies-Recognizing-the-Role-of-Research-
and-Evidence-in-OST.pdf

Amplify. (2023). Program Guide: South Carolina Edition 2023. https:/ /amplify.com/pdf/uploads/2023/04/CKLA_
ProgramGuide_SC_042523-Web.pdf

Au, W. (2016). Meritocracy 2.0: High-stakes, standardized testing as a racial project of neoliberal multiculturalism.
Educational Policy, 30(1), 39-62.

Au, W. (2022). Unequal By Design: High-Stakes Testing and the Standardization of Inequality. Routledge.

Augustine, C. H.,, McCombs, J. S., Pane, J. F,, Schwartz, H. L., Schweig, J., McEachin, A., & Silver-Evans, K. (2016).
Learning from Summer: Effects of Voluntary Summer Learning Programs on Low-Income Urban Youth. RAND. https:/ /
www.rand.org/ pubs/research_reports/RR1557.html

Baker, B. D. (2016). Does money matter in education? Albert Shanker Institute.

Ball, D. L. (2000). Bridging practices: Intertwining content and pedagogy in teaching and learning to teach. Journal of
Teacher Education, 51(3), 241-247.

30


https://www.air.org/sites/default/files/2021-07/Guide-4-Strategies-Recognizing-the-Role-of-Research-and-Evidence-in-OST.pdf
https://www.air.org/sites/default/files/2021-07/Guide-4-Strategies-Recognizing-the-Role-of-Research-and-Evidence-in-OST.pdf
https://amplify.com/pdf/uploads/2023/04/CKLA_ProgramGuide_SC_042523-Web.pdf
https://amplify.com/pdf/uploads/2023/04/CKLA_ProgramGuide_SC_042523-Web.pdf
https://www.rand.org/pubs/research_reports/RR1557.html
https://www.rand.org/pubs/research_reports/RR1557.html

Barjarin, T. (2024). The Rise of Al Tutors. https://www.forbes.com/sites/timbajarin/2024/03/01/the-rise-of-ai-
tutors /?sh=1da28a161881

Barnum, M. (2021). Summer School Programs Are Set to Grow. Here Are 6 Tips for Making Them Successful. https:/ /www.
chalkbeat.org/2021/3/30/22359131/ summer-school-covid-stimulus-lessons-best-practices-strategies-research

Benford, R. D., & Snow, D. A. (2000). Framing processes and social movements: An overview and assessment. Annual
Review of Sociology, 26(1), 611-639.

Betthduser, B. A., Bach-Mortensen, A. M., & Engzell, P. (2023). A systematic review and meta-analysis of the evidence
on learning during the COVID-19 pandemic. Nature Human Behavior, 7, 375-385.

Billingsley, B., & Bettini, E. (2019). Special education teacher attrition and retention: A review of the literature. Review
of Educational Research, 89(5), 697-744.

Blad, E. (2022). Special Education During the Pandemic, in Charts. https:/ / www.edweek.org/ teaching-learning / special-
education-during-the-pandemic-in-charts /2022 /10

Blad, E. (2023). Districts Try New Approach to Contracts: Tying Payments to Student Learning. https:/ / www.edweek.org/
leadership / districts-try-new-approach-to-contracts-tying-payments-to-student-learning /2023 /05

Bleiberg, J., & Kraft, M. A. (2022). What Happened to the K-12 Education Labor Market During COVID? The Acute Need for
Better Data Systems. (EdWorkingPaper 22-544).

Booher-Jennings, J. (2005). Below the bubble: “Educational triage” and the Texas accountability system. American Edu-
cational research Journal, 42(2), 231-268.

Bowman-Perrott, L., Davis, H., Vannest, K., & Williams, L. (2013). Academic benefits of peer tutoring: A meta-analytic
review of single-case research. School Psychology Review, 42(1), 39-55.

Bryk, A. S., Gomez, L. M., Grunow, A., & LeMahieu, P. G. (2015). Learning to improve: How America’s schools can get better
at getting better. Harvard Education Press.

Bulkley, K. E., Marsh, J. A, Strunk, K. O., Harris, D. N., & Hashim, A. K. (2021). Challenging the one best system: The
portfolio management model and urban school governance. Harvard Education Press.

Burtis, E., & Goulas, S. (2023). Declining School Enrollment Since the Pandemic. https:/ / www.brookings.edu/wp-content/
uploads/2023/10/20231012_THP_Enrollment_FullPaper.pdf

Callen, I., Carbonari, M. V., DeArmond, M., Dewey, D., Dizon-Ross, E., Goldhaber, D., Isaacs, J., Kane, T. J., Kuhfeld,
M., McDonald, A., McEachin, A., Morton, E., Muroga, A., & Staiger, D. O. (2023). Summer School as a Learning Loss
Recovery Strategy After COVID-19: Evidence From Summer 2022. CALDER. https:/ / caldercenter.org / publications/
summer-school-learning-loss-recovery-strategy-after-covid-19-evidence-summer-2022

Candelaria, C. A., & Shores, K. A. (2019). Court-ordered finance reforms in the adequacy era: Heterogeneous causal
effects and sensitivity. Education Finance and Policy, 14(1), 31-60.

Carbonari, M., Davison, M., DeArmond, M., Dewey, D., Dizon-Ross, E., Goldhaber, D., Hashim, A., Kane, T., McEachin,
A., Morton, E., Patterson, T., & Staiger, D. (2022). The Challenges of Implementing Academic COVID Recovery Inter-
ventions: Evidence from the Road to Recovery Project. https:/ / cepr.harvard.edu/sites/hwpi.harvard.edu/files/cepr/
files/the_challenges_of_implementing_academic_covid_recovery.pdf?m=1677190353

Carrillo, S. (2023). As Classes Resume in Sweltering Heat, Many Schools Lack Air Conditioning. https:/ /www.npr.
org/2023/08/28/1196071626 / as-classes-resume-in-sweltering-heat-many-schools-lack-air-conditioning

Coburn, C. E. (2001). Collective sensemaking about reading: How teachers mediate reading policy in their professional
communities. Educational Evaluation and Policy Analysis, 23(2), 145-170.

Coburn, C. E. (2004). Beyond decoupling: Rethinking the relationship between the institutional environment and the
classroom. Sociology of Education, 77(3), 211-244.

Coburn, C. E. (2006). Framing the problem of reading instruction: Using frame analysis to uncover the microprocesses
of policy implementation. American Educational Research Journal, 43(3), 343-349.

Coburn, C. E. (2016). What's policy got to do with it? How the structure-agency debate can illuminate policy imple-
mentation. American Journal of Education, 122(3), 465-475.

Coburn, C. E., Pearson, P. D., & Woulfin, S. (2011). Reading policy in the era of accountability. Handbook of Reading
Research, Volume 1V, 561-593.

Coburn, C. E., & Woulfin, S. L. (2012). Reading coaches and the relationship between policy and practice. Reading
Research Quarterly, 47(1), 5-30.

Cohen, D. K., Spillane, J. P, & Peurach, D. J. (2018). The dilemmas of educational reform. Educational Researcher, 47(3),
204-212.

Cohodes, S., Goldhaber, D., Hill, P, Ho, A., Kogan, V., Polikoff, M., Sampson, C., & West, M. (2022). Student achieve-
ment gaps and the pandemic: A new review of evidence from 2021-2022. https:/ / crpe.org/ wp-content/uploads/
final_Academic-consensus-panel-2022.pdf

Council of Chief State School Officers. (2023). CCSSO’s High-Quality Instructional Materials and Professional Development
(IMPD) Network. https:/ /learning.ccsso.org/high-quality-instructional-materials

Davis, E. A., & Krajcik, J. S. (2005). Designing educative curriculum materials to promote teacher learning. Educational
Researcher, 34(3), 3-14.

31


https://www.forbes.com/sites/timbajarin/2024/03/01/the-rise-of-ai-tutors/?sh=1da28a161881
https://www.forbes.com/sites/timbajarin/2024/03/01/the-rise-of-ai-tutors/?sh=1da28a161881
https://www.chalkbeat.org/2021/3/30/22359131/summer-school-covid-stimulus-lessons-best-practices-strategies-research
https://www.chalkbeat.org/2021/3/30/22359131/summer-school-covid-stimulus-lessons-best-practices-strategies-research
https://www.edweek.org/teaching-learning/special-education-during-the-pandemic-in-charts/2022/10
https://www.edweek.org/teaching-learning/special-education-during-the-pandemic-in-charts/2022/10
https://www.edweek.org/leadership/districts-try-new-approach-to-contracts-tying-payments-to-student-learning/2023/05
https://www.edweek.org/leadership/districts-try-new-approach-to-contracts-tying-payments-to-student-learning/2023/05
https://www.brookings.edu/wp-content/uploads/2023/10/20231012_THP_Enrollment_FullPaper.pdf
https://www.brookings.edu/wp-content/uploads/2023/10/20231012_THP_Enrollment_FullPaper.pdf
https://caldercenter.org/publications/summer-school-learning-loss-recovery-strategy-after-covid-19-evidence-summer-2022
https://caldercenter.org/publications/summer-school-learning-loss-recovery-strategy-after-covid-19-evidence-summer-2022
https://cepr.harvard.edu/sites/hwpi.harvard.edu/files/cepr/files/the_challenges_of_implementing_academic_covid_recovery.pdf?m=1677190353
https://cepr.harvard.edu/sites/hwpi.harvard.edu/files/cepr/files/the_challenges_of_implementing_academic_covid_recovery.pdf?m=1677190353
https://www.npr.org/2023/08/28/1196071626/as-classes-resume-in-sweltering-heat-many-schools-lack-air-conditioning
https://www.npr.org/2023/08/28/1196071626/as-classes-resume-in-sweltering-heat-many-schools-lack-air-conditioning
https://crpe.org/wp-content/uploads/final_Academic-consensus-panel-2022.pdf
https://crpe.org/wp-content/uploads/final_Academic-consensus-panel-2022.pdf
https://learning.ccsso.org/high-quality-instructional-materials

Dawer, D. I, & Woulfin, S. L. (2024). From oyster reefs to turnaround schools: An educational restoration model for the
COVID-19 era. Leadership and Policy in Schools, 1-18.

DeArmond, M., Goldhaber, D., Kane, T. J., McEachin, A., & Morton, E. (2023). Paying for Access: Are Tutoring Contracts
Focused on the Right Things? CALDER Policy Brief 34. https:/ / caldercenter.org/ publications / paying-access-are-
tutoring-contracts-focused-right-things

Dee, T. S. (2023). Higher Chronic Absenteeism Threatens Academic Recovery from the COVID-19 Pandemic.

Dewey, D., Fahle, E., Kane, T.]., Reardon, S., Staiger, D. O., & Stuart, E. (2024). Federal Pandemic Relief and Academic
Recovery. Center for Education Policy Research Brief, Harvard University. https:/ / cepr.harvard.edu/sites /hwpi.
harvard.edu/files/ cepr/files/june_24_ers_report_v21.pdf?m=1719371041

Dewitz, P, & Jones, J. (2013). Using basal readers: From dutiful fidelity to intelligent decision making. The Reading
Teacher, 66(5), 391-400.

Dietrichson, J., Bag, M., Filges, T., & Klint Jorgensen, A. M. (2017). Academic interventions for elementary and middle
school students with low socioeconomic status: A systematic review and meta-analysis. Review of Educational
Research, 87(2), 243-282.

DiMarco, B., & Jordan, P. W. (2022). School districts” post-COVID strategies for summer learning. FutureEd Explainer,
May 2. https:/ / www.future-ed.org/ school-districts-post-covid-summer-learning-strategies

Domina, T., Hanselman, P, Hwang, N., & McEachin, A. (2016). Detracking and tracking up: Mathematics course place-
ments in California middle schools, 2003-2013. American Educational Research Journal, 53(4), 1229-1266.

Domina, T., Penner, A. M., & Penner, E. K. (2023). Schooled and Sorted: How Educational Categories Create Inequality. Rus-
sell Sage Foundation.

Donaldson, M. L., & Woulfin, S. (2018). From tinkering to going “rogue”: How principals use agency when enacting
new teacher evaluation systems. Educational Evaluation and Policy Analysis, 40(4), 531-556.

Drake, C,, Land, T. J., & Tyminski, A. M. (2014). Using educative curriculum materials to support the development of
prospective teachers’ knowledge. Educational Researcher, 43(3), 154-162.

Duke, N. K., & Del Nero, J. R. (2011). Best practices in literacy instruction. Guilford Press.

EdReports. (2022). State of the Instructional Materials Market: Use of Aligned Materials in 2022. https:/ / www.edreports.
org/resources/ article / state-of-the-instructional-materials-market-use-of-aligned-materials-in-2022

Elfers, A. M., & Stritikus, T. (2014). How school and district leaders support classroom teachers” work with English
language learners. Educational Administration Quarterly, 50(2), 305-344.

Fahle, E. M., Kane, T. J., Patterson, T., Reardon, S. E, Staiger, D. O., & Stuart, E. A. (2023). School District and Community
Factors Associated with Learning Loss During the COVID-19 Pandemic. https:/ / ceprharvard.edu/sites/ hwpi.harvard.
edu/files/ cepr/files/explaining_covid_losses_5.23.pdf

Farinde, A. A., Allen, A., & Lewis, C. W. (2016). Retaining Black teachers: An examination of Black female teachers’
intentions to remain in K-12 classrooms. Equity & Excellence in Education, 49(1), 115-127.

Farrell, C. C. (2015). Designing school systems to encourage data use and instructional improvement: A comparison
of school districts and charter management organizations. Educational Administration Quarterly, 51(3), 438-471.

Fien, H., Smith, J. L. M., Smolkowski, K., Baker, S. K., Nelson, N. J., & Chaparro, E. (2015). An examination of the effi-
cacy of a multitiered intervention on early reading outcomes for first grade students at risk for reading difficulties.
Journal of Learning Disabilities, 48(6), 602—-621.

Foorman, B., Dombek, J., & Smith, K. (2016). Seven elements important to successful implementation of early literacy
intervention. New Directions for Child and Adolescent Development, (154), 49-65.

Foorman, B. R., Herrera, S., & Dombek, J. (2018). The relative impact of aligning Tier 2 intervention materials with
classroom core reading materials in grades K-2. The Elementary School Journal, 118(3), 477-504.

FutureEd. (2022). Academic Recovery. https:/ / www.future-ed.org/academic-recovery

Gelman, S. (2022). Most Fairfax Co. students didn’t use free tutoring service last year, report finds. WTOP. https:/ / wtop.
com/ fairfax-county /2022 /11 / most-fairfax-co-students-didnt-use-free-tutoring-service-last-year

Goldhaber, D., & Falken, G. (2024). ESSER and Student Achievement: Assessing the Impacts of the Largest One-Time Federal
Investment in K12 Schools. CALDER Working Paper No. 301-0624.

Goldhaber, D., Kane, T., McEachin, A., Morton, E., Patterson, T., & Staiger, D. (2023). The educational consequences of
remote and hybrid instruction during the pandemic. American Economic Review: Insights, 5(3), 377-392.

Goldhaber, D., & Theobald, R. (2023). Teacher attrition and mobility in the pandemic. Educational Evaluation and Policy
Analysis, 45(4), 682-687.

Goldhaber, D. & Young, M. G. (2023). Course Grades as a Signal of Student Achievement: Evidence on Grade Inflation Before
and After COVID-19. CALDER Research Brief No. 35. https:/ / caldercenter.org /sites / default/ files/ CALDER %20
Brief%2035-1123 pdf

Grooms, A. A., & Childs, J. (2021). “We need to do better by kids”: Changing routines in US schools in response to
COVID-19 school closures. Journal of Education for Students Placed at Risk (JESPAR), 26(2), 135-156.

Grubb, W. N. (2009). The Money Myth: School Resources, Outcomes, and Equity. Russell Sage Foundation.

Grubb, W. N., & Allen, R. (2011). Rethinking school funding, resources, incentives, and outcomes.

32


https://caldercenter.org/publications/paying-access-are-tutoring-contracts-focused-right-things
https://caldercenter.org/publications/paying-access-are-tutoring-contracts-focused-right-things
https://cepr.harvard.edu/sites/hwpi.harvard.edu/files/cepr/files/june_24_ers_report_v21.pdf?m=1719371041
https://cepr.harvard.edu/sites/hwpi.harvard.edu/files/cepr/files/june_24_ers_report_v21.pdf?m=1719371041
https://www.future-ed.org/school-districts-post-covid-summer-learning-strategies
https://www.edreports.org/resources/article/state-of-the-instructional-materials-market-use-of-aligned-materials-in-2022
https://www.edreports.org/resources/article/state-of-the-instructional-materials-market-use-of-aligned-materials-in-2022
https://cepr.harvard.edu/sites/hwpi.harvard.edu/files/cepr/files/explaining_covid_losses_5.23.pdf
https://cepr.harvard.edu/sites/hwpi.harvard.edu/files/cepr/files/explaining_covid_losses_5.23.pdf
https://www.future-ed.org/academic-recovery
https://wtop.com/fairfax-county/2022/11/most-fairfax-co-students-didnt-use-free-tutoring-service-last-year
https://wtop.com/fairfax-county/2022/11/most-fairfax-co-students-didnt-use-free-tutoring-service-last-year
https://caldercenter.org/sites/default/files/CALDER%20Brief%2035-1123.pdf
https://caldercenter.org/sites/default/files/CALDER%20Brief%2035-1123.pdf

Guryan, J., Ludwig, J., Bhatt, M. P, Cook, P. ], Davis, ]. M., Dodge, K., Farkas, G., Fryer Jr,, R. G., Mayer, S., Pollack,
H., Steinberg, L., & Stoddard, G. (2023). Not too late: Improving academic outcomes among adolescents. American
Economic Review, 113(3), 738-765.

Halloran, C,, Jack, R., Okun, J. C., & Oster, E. (2021). Pandemic Schooling Mode and Student Test Scores: Evidence from U.S.
States (Working Paper No. 29497). National Bureau of Economic Research.

Hashim, A., Davison, M., Postell, S., & Isaacs, J. (2024). High-Dosage Tutoring for Academically At-risk Students. NWEA.
https:/ / www.nwea.org/ uploads/high-dosage-tutoring-for-academically-at-risk-students_ NWEA_research-brief.
pdf

Heinrich, C. J. (2022). Design Principles for Effective Online Credit Recovery. EdResearch for Action. https:/ /www.
edresearchforaction.org/ research-briefs / design-principles-for-effective-online-credit-recovery

Heinrich, C. J. & Cheng, H. (2022). Does online credit recovery in high school support or stymie later labor market
success? Journal of Policy Analysis and Management, 41, 984-1011.

Heinrich, C. J., Darling-Aduana, J., Good, A., & Cheng, H. (Emily). (2019). A look inside online educational settings
in high school: Promise and pitfalls for improving educational opportunities and outcomes. American Educational
Research Journal, 56(6), 2147-2188.

Hodge, E. M., Salloum, S. J., & Benko, S. L. (2016). (Un) Commonly connected: A social network analysis of state stan-
dards resources for English/language arts. AERA Open, 2(4).

Hodge, E. M., Salloum, S. J., & Benko, S. L. (2019). The changing ecology of the curriculum marketplace in the era of
the Common Core State Standards. Journal of Educational Change, 20(4), 425-446.

Hoffman, M. J., Wiggall, R. L., Dereshiwsky, M. I., & Emanuel, G. L. (2013). State School Finance System Variance Im-
pacts on Student Achievement: Inadequacies in School Funding. EJournal of Education Policy.

Honig, M. (2006). Complexity and policy implementation. New Directions in Education Policy Implementation: Confronting
Complexity, 63, 1-25.

Honig, M. I, & Hatch, T. C. (2004). Crafting coherence: How schools strategically manage multiple, external demands.
Educational Researcher, 33(8), 16-30.

Hopkins, M., Spillane, J. P, Jakopovic, P, & Heaton, R. M. (2013). Infrastructure redesign and instructional reform in
mathematics: Formal structure and teacher leadership. The Elementary School Journal, 114(2), 200-224.

Ingersoll, R. M. (2009). Who controls teachers’ work?: Power and accountability in America’s schools. Harvard University
Press.

Institute of Education Sciences. (2022). School Pulse Panel 2021-2022. National Center for Education Statistics. https:/ /ies.
ed.gov/schoolsurvey

Institute of Education Sciences. (2023). School Pulse Panel 2022-2023. National Center for Education Statistics. https:/ /ies.
ed.gov/schoolsurvey /spp

Jackson, C. K., Johnson, R., & Persico, C. (2016). The effects of school spending on educational and economic outcomes:
Evidence from school finance reforms. Quarterly Journal of Economics, 131(1), 157-218.

Jackson, C. K., & Mackevicius, C. L. (2024). What impacts can we expect from school spending policy? Evidence from
evaluations in the U.S. American Economic Journal, 16(1), 412-416.

Jackson, C. K., Wigger, C., & Xiong, H. (2021). Do school spending cuts matter? Evidence from the Great Recession.
American Economic Journal: Economic Policy, 13(2), 304-335.

Jacobson, L. (2023). A Rose-Colored Recovery: Study Says Parents Don't Grasp Scope of COVID's Academic Damage. https:/ /
www.the74million.org/ article / a-rose-colored-recovery-study-says-parents-dont-grasp-extent-of-covids-academic-
damage

Jefferson, H., & Ray, V. (2022). White Backlash Is a Type of Racial Reckoning, Too. FiveThirtyEight. https:/ /fivethirtyeight.
com/ features / white-backlash-is-a-type-of-racial-reckoning-too

Jochim, A., Daramola, E. J., & Polikoff, M. (2023). Teachers and Tutors Together: Reimagining Literacy Instruction in Oakland.
CRPE. https:/ / crpe.org/ wp-content/uploads/ oaklandearlylit_120623.pdf

Johnson, S. M., Kraft, M. A., & Papay, J. P. (2012). How context matters in high-need schools: The effects of teachers’
working conditions on their professional satisfaction and their students” achievement. Teachers College Record,
114(10), 1-39.

Jones, N., Vaughn, S., & Fuchs, L. (2020). Academic Supports for Students with Disabilities. https:/ / www.edresearchforaction.
org/ research-briefs / academic-supports-for-students-with-disabilities

Kaufman, J., & Diliberti, M. (2021). Teachers Are Not All Right: How the COVID-19 Pandemic Is Taking a Toll on the Nation’s
Teachers. https:/ / crpe.org / wp-content/ uploads/ final-EP-teachers-synthesis.pdf

Kaufman, J. H., Tosh, K., & Mattox, T. (2020). Are U.S. Teachers Using High-Quality Instructional Materials? RAND.
https:/ / www.rand.org/ pubs/research_reports/RR2575z11-1.html

Kersten, J., & Pardo, L. (2007). Finessing and hybridizing: Innovative literacy practices in Reading First classrooms. The
Reading Teacher, 61(2), 146-154.

33


https://www.nwea.org/uploads/high-dosage-tutoring-for-academically-at-risk-students_NWEA_research-brief.pdf
https://www.nwea.org/uploads/high-dosage-tutoring-for-academically-at-risk-students_NWEA_research-brief.pdf
https://www.edresearchforaction.org/research-briefs/design-principles-for-effective-online-credit-recovery
https://www.edresearchforaction.org/research-briefs/design-principles-for-effective-online-credit-recovery
https://ies.ed.gov/schoolsurvey
https://ies.ed.gov/schoolsurvey
https://ies.ed.gov/schoolsurvey/spp
https://ies.ed.gov/schoolsurvey/spp
https://www.the74million.org/article/a-rose-colored-recovery-study-says-parents-dont-grasp-extent-of-covids-academic-damage
https://www.the74million.org/article/a-rose-colored-recovery-study-says-parents-dont-grasp-extent-of-covids-academic-damage
https://www.the74million.org/article/a-rose-colored-recovery-study-says-parents-dont-grasp-extent-of-covids-academic-damage
https://fivethirtyeight.com/features/white-backlash-is-a-type-of-racial-reckoning-too
https://fivethirtyeight.com/features/white-backlash-is-a-type-of-racial-reckoning-too
https://crpe.org/wp-content/uploads/oaklandearlylit_120623.pdf
https://www.edresearchforaction.org/research-briefs/academic-supports-for-students-with-disabilities
https://www.edresearchforaction.org/research-briefs/academic-supports-for-students-with-disabilities
https://crpe.org/wp-content/uploads/final-EP-teachers-synthesis.pdf
https://www.rand.org/pubs/research_reports/RR2575z11-1.html

Kim, J. S. & Quinn, D. M. (2013). The effects of summer reading on low-income children’s literacy achievement from
kindergarten to grade 8: A meta-analysis of classroom and home interventions. Review of Educational Research,
83(3), 386-431.

Kornhaber, M., Griffith, K., & Tyler, A. (2014, January). It's not education by zip code anymore—but what is it? Concep-
tions of equity under the Common Core. Education Policy Analysis Archives, 22(4).

Kraft, M. A., & Falken, G. T. (2021). A blueprint for scaling tutoring and mentoring across public schools. AERA Open, 7.

Kraft, M. A., Blazar, D., & Hogan, D. (2018). The effect of teacher coaching on instruction and achievement: A meta-
analysis of the causal evidence. Review of Educational Research, 88(4), 547-588.

Kraft, M. A., & Lovison, V. S. (2024). The Effect of Student-Tutor Ratios: Experimental Evidence from a Pilot Online Math
Tutoring Program (EdWorkingPaper: 24-976). Retrieved from Annenberg Institute at Brown University: https:/ /
doi.org/10.26300/87ma-e949

Kraft, M. A., & Novicoff, S. (2022). Instructional Time in U.S. Public Schools: Wide Variation, Causal Effects, and Lost Hours
(EdWorkingPaper: 22-653). https:/ / doi.org/10.26300/ 1xxp-9c79

Kraft, M. A., Simon, N. S, & Lyon, M. A. (2020). Sustaining a sense of success: The importance of teacher working condi-
tions during the COVID-19 pandemic. Journal of Research on Educational Effectiveness, 14(4), 727-769.

Kubhfeld, M., Condron, D., & Downey, D. (2021). When does inequality grow? A seasonal analysis of racial /ethnic dis-
parities in learning in kindergarten through eighth grade. Educational Researcher, 50(4), 225-238.

Ladd, H. (2009). Teachers” Perceptions of Their Working Conditions: How Predictive of Policy-Relevant Outcomes? CALDER
Working Paper No. 33. https:/ / caldercenter.org/ publications/ teachers-perceptions-their-working-conditions-how-
predictive-policy-relevant-outcomes

Ladson-Billings, G. (2006). From the achievement gap to the education debt: Understanding achievement in US schools.
Educational Researcher, 35(7), 3-12.

Lazarin, M. (2022). English Learner Testing during the Pandemic: An Early Readout and Look Ahead. https://www.
migrationpolicy.org / research / english-learner-testing-pandemic

Lee, H., Shores, K., & Williams, E. (2022). The distribution of school resources in the United States: A comparative
analysis across levels of governance, student subgroups, and educational resources. Peabody Journal of Education,
97(4), 395-411. https:/ / doi.org/10.1080/0161956X.2022.2107369

Lehrer-Small, A. (2022). New Data: Was 2022’s Summer Learning “Explosion” Enough to Reverse COVID Losses? https:/ /
www.the74million.org/ article / new-data-was-2022s-summer-learning-explosion-enough-to-reverse-covid-losses

Lewis, K., & Kuhfeld, M. (2023). Education’s Long COVID: 2022-23 Achievement Data Reveal Stalled Progress Toward Pan-
demic Recovery. NWEA.

Lewis, K., Kuhfeld, M., Ruzek, E., & McEachin, A. (2021). Learning During COVID-19: Reading and Math Achievement in
the 2020-21 school year. NWEA. https:/ / www.nwea.org/uploads/2021/07 / Learning-during-COVID-19-Reading-
and-math-achievement-in-the-2020-2021-school-year.research-brief-1.pdf

Libassi, C. J. (2018). The Neglected College Race Gap: Racial Disparities Among College Completers. Center for American
Progress. https:/ /www.americanprogress.org/wp-content/uploads/sites/2/2018/05/CollegeCompletions-
Briefl.pdf

Loeb, S., Novicoff, S., Pollard, C., Robinson, C., & White, S. (2023). The Effects of Virtual Tutoring on Young Readers: Results
from a Randomized Controlled Trial. National Student Support Accelerator.

Lynch, K., An, L., & Mancenido, Z. (2022). The Impact of Summer Programs on Student Mathematics Achievement: A Meta-
Analysis. https:/ /files.eric.ed.gov / fulltext/ ED616669.pdf

Marsh, J. A., Allbright, T. N., Brown, D. R., Bulkley, K. E., Strunk, K. O., & Harris, D. N. (2021). The process and poli-
tics of educational governance change in New Orleans, Los Angeles, and Denver. American Educational Research
Journal, 58(1), 107-159.

Matsumura, L. C., Garnier, H. E., & Spybrook, J. (2012). The effect of content-focused coaching on the quality of class-
room text discussions. Journal of Teacher Education, 63(3), 214-228.

McCombs, J., & Augustine, C. (2021). Design Principles for Academic Summer Learning Programs. https://www.
edresearchforaction.org/research-briefs /advancing-student-learning-and-opportunity-through-voluntary-
academic-summer-learning-programs

McCombs, J. S., Augustine, C. H., Unly, F, Ziol-Guest, K. M., Naftel, S., Gomez, C. J., Marsh, T., Akinniranye, G., &
Todd, 1. (2019). Investing in Successful Summer Programs: A Review of Evidence Under the Every Student Succeeds Act.
https:/ /www.rand.org/ pubs/research_reports/RR2836.html

McCombs, J. S., Pane, J. F,, Augustine, C. H., Schwartz, H. L., Martorell, P,, & Zakaras, L. (2014). Ready for Fall? Near-Term
Effects of Voluntary Summer Learning Programs on Low-Income Students’ Learning Opportunities and Outcomes. RAND.
https:/ / www.rand.org/pubs/research_reports/RR815.html

McDonnell, L. M., & Elmore, R. E. (1987). Getting the job done: Alternative policy instruments. Educational evaluation
and policy analysis, 9(2), 133-152.

McEachin, A., McCombs, J., & Augustine, C. (2016). What constitutes an effective summer learning program? In Al-
exander, K., Pitcock, S., & Boulay, M. (eds.), The Summer Slide: What We Know and Can Do About Summer Learning
Loss. Teachers College Press.

34


https://doi.org/10.26300/87ma-e949
https://doi.org/10.26300/87ma-e949
https://doi.org/10.26300/1xxp-9c79
https://caldercenter.org/publications/teachers-perceptions-their-working-conditions-how-predictive-policy-relevant-outcomes
https://caldercenter.org/publications/teachers-perceptions-their-working-conditions-how-predictive-policy-relevant-outcomes
https://www.migrationpolicy.org/research/english-learner-testing-pandemic
https://www.migrationpolicy.org/research/english-learner-testing-pandemic
https://doi.org/10.1080/0161956X.2022.2107369
https://www.the74million.org/article/new-data-was-2022s-summer-learning-explosion-enough-to-reverse-covid-losses
https://www.the74million.org/article/new-data-was-2022s-summer-learning-explosion-enough-to-reverse-covid-losses
https://www.nwea.org/uploads/2021/07/Learning-during-COVID-19-Reading-and-math-achievement-in-the-2020-2021-school-year.research-brief-1.pdf
https://www.nwea.org/uploads/2021/07/Learning-during-COVID-19-Reading-and-math-achievement-in-the-2020-2021-school-year.research-brief-1.pdf
https://www.americanprogress.org/wp-content/uploads/sites/2/2018/05/CollegeCompletions-Brief1.pdf
https://www.americanprogress.org/wp-content/uploads/sites/2/2018/05/CollegeCompletions-Brief1.pdf
https://files.eric.ed.gov/fulltext/ED616669.pdf
https://www.edresearchforaction.org/research-briefs/advancing-student-learning-and-opportunity-through-voluntary-academic-summer-learning-programs
https://www.edresearchforaction.org/research-briefs/advancing-student-learning-and-opportunity-through-voluntary-academic-summer-learning-programs
https://www.edresearchforaction.org/research-briefs/advancing-student-learning-and-opportunity-through-voluntary-academic-summer-learning-programs
https://www.rand.org/pubs/research_reports/RR2836.html
https://www.rand.org/pubs/research_reports/RR815.html

McGill-Franzen, A., Zmach, C., Solic, K., & Zeig, J. L. (2006). The confluence of two policy mandates: Core reading
programs and third-grade retention in Florida. The Elementary School Journal, 107(1), 67-91.

McLaughlin, M. W. (1987). Learning from experience: Lessons from policy implementation. Educational Evaluation and
Policy Analysis, 9(2), 171-178.

Mebhrotra, S., Morgan, I, & Socol, A. (2021). Getting Black Students Better Access to Non-Novice Teachers. https:/ / edtrust.
org/resource/ getting-black-students-better-access-to-non-novice-teachers

Mervosh, S. (2023). “Kids Can’t Read”: The Revolt That Is Taking on the Education Establishment. The New York Times.
https:/ / www.nytimes.com /2023 /04 /16 / us / science-of-reading-literacy-parents.html

Morton, E., & Hashim, A. (2023). Accelerating Student Academic Recovery. EdResearch for Action. https://www.
edresearchforaction.org/ research-briefs/ accelerating-student-academic-recovery

National Assessment of Educational Progress. (2019). 2019 NAEP Mathematics and Reading Assessments: Highlighted Results
at Grades 4 and 8 for the Nation, States, and Districts. https:/ / nces.ed.gov / pubsearch / pubsinfo.asp?pubid=2020012

National Assessment of Educational Progress. (2022). NAEP Report Card: 2022 NAEP Mathematics Assessment: Highlighted
Results at Grades 4 and 8 for the Nation, States, and Districts. https:/ /www.nationsreportcard.gov / highlights/
mathematics/2022/

National Student Support Accelerator. (2023a). Tutoring Information Hub. https:/ /studentsupportaccelerator.com/
tutoring-information-hub

National Student Support Accelerator. (2023b). A Snapshot of State Tutoring Policies. https:/ / studentsupportaccelerator.
com/sites/default/ files / Snapshot%?200f%20State%20Tutoring %20Policies.pdf

National Student Support Accelerator. (2024). Early Findings Show Evidence that High-Impact Tutoring Increases Student At-
tendance in D.C. Schools. https:/ / studentsupportaccelerator.org / news/ early-findings-show-evidence-high-impact-
tutoring-increases-student-attendance-dc-schools

Negussie, T & Ahmed. R. (2023) “Florida schools directed to cover or remove classroom books that are not vetted.”
abcNEWS. https:/ /abenews.go.com/Politics / florida-schools-directed-cover-remove-classroom-books-vetted /
story?id=96884323

Nickow, A., Oreopoulos, P.,, & Quan, V. (2020). The Impressive Effects of Tutoring on PreK—12 Learning: A Systematic Review
and Meta-Analysis of the Experimental Evidence. (Working Paper No. 27476). National Bureau of Economic Research.

Northern, A., & Griffith, D. (2022). Lowering Expectations for Students Isn't the Answer to Pandemic Learning Loss. https:/ /
fordhaminstitute.org/national / commentary / lowering-expectations-students-isnt-answer-pandemic-learning-loss

Novicoff, S., & Dee, T. S. (2023). The Achievement Effects of Scaling Early Literacy Reforms. (EdWorkingPaper: 23-887).
https:/ /doi.org/10.26300/jnmt-2093

Office of Elementary and Secondary Education. (2023). Elementary and Secondary School Emergency Relief Fund. U.S. De-
partment of Education. https:/ /www.ed.gov/grants-and-programs / formula-grants / response-formula-grants /
covid-19-emergency-relief-grants / elementary-and-secondary-school-emergency-relief-fund

Olson, L. (2023). New Report Highlights States That Are at the Vanguard of the Reading Revolution. https:/ / www.the74million.
org/article /new-report-highlights-states-that-are-at-the-vanguard-of-the-reading-revolution

Opfer, V. D., Kaufman, J. H., & Thompson, L. E. (2017). Implementation of K=12 State Standards for Mathematics and English
Language Arts and Literacy: Findings from the American Teacher Panel. RAND Corporation. https:/ /www.rand.org/
pubs/research_reports/RR1529-1.html

Pak, K., Polikoff, M. S., Desimone, L. M., & Saldivar Garcia, E. (2020). The adaptive challenges of curriculum imple-
mentation: Insights for educational leaders driving standards-based reform. AERA Open, 6(2), 2332858420932828.

Pearson, P. D. (2007). An endangered species act for literacy education. Journal of Literacy Research, 39(2), 145-162.

Penuel, W. R, Fishman, B.J., Yamaguchi, R., & Gallagher, L. P. (2007). What makes professional development effective?
Strategies that foster curriculum implementation. American Educational Research Journal, 44(4), 921-958.

Piacentini, J., Frazis, H., Meyer, P, Schultz, M., & Sveikauskas, L. (2022). The Impact of COVID-19 on Labor Markets and
Inequality. Bureau of Labor Statistics. https:/ / www.bls.gov/osmr/research-papers /2022 / ec220060.htm

Polikoff, M. (2015). How well aligned are textbooks to the Common Core standards in mathematics? American Educa-
tional Research Journal, 52(6), 1185-1211

Polikoff, M., & Dean, J. (2019). The Supplemental Curriculum Bazaar: Is What's Online Any Good? Thomas B. Fordham
Institute. https:/ / fordhaminstitute.org /national / research / supplemental-curriculum-bazaar

Polikoff, M., Rapaport, A. Saavedra, A., & Silver, D. (2023). The Kids Are All Right? What Parents Really Think About How
COVID Affected Children. https:/ /bit.ly /4adjZDH

Popham, W. J. (2006). Assessment Bias: How to Banish it. Routledge.

Pressley, T., Allington, R. L., & Pressley, M. (2023). Reading Instruction That Works: The Case for Balanced Teaching. Guilford
Publications.

Priestley, M., Edwards, R., Priestley, A., & Miller, K. (2012). Teacher agency in curriculum making: Agents of change
and spaces for manoeuvre. Curriculum Inquiry, 42(2), 191-214.

Quinn, D. M., & Polikoff, M. (2017). Summer Learning Loss: What Is It, and What Can We Do About It? Brookings. https:/ /
www.brookings.edu/articles / summer-learning-loss-what-is-it-and-what-can-we-do-about-it

35


https://edtrust.org/resource/getting-black-students-better-access-to-non-novice-teachers
https://edtrust.org/resource/getting-black-students-better-access-to-non-novice-teachers
https://www.nytimes.com/2023/04/16/us/science-of-reading-literacy-parents.html
https://www.edresearchforaction.org/research-briefs/accelerating-student-academic-recovery
https://www.edresearchforaction.org/research-briefs/accelerating-student-academic-recovery
https://nces.ed.gov/pubsearch/pubsinfo.asp?pubid=2020012
https://www.nationsreportcard.gov/highlights/mathematics/2022/
https://www.nationsreportcard.gov/highlights/mathematics/2022/
https://studentsupportaccelerator.com/tutoring-information-hub
https://studentsupportaccelerator.com/tutoring-information-hub
https://studentsupportaccelerator.com/sites/default/files/Snapshot%20of%20State%20Tutoring%20Policies.pdf
https://studentsupportaccelerator.com/sites/default/files/Snapshot%20of%20State%20Tutoring%20Policies.pdf
https://studentsupportaccelerator.org/news/early-findings-show-evidence-high-impact-tutoring-increases-student-attendance-dc-schools
https://studentsupportaccelerator.org/news/early-findings-show-evidence-high-impact-tutoring-increases-student-attendance-dc-schools
https://abcnews.go.com/Politics/florida-schools-directed-cover-remove-classroom-books-vetted/story?id=96884323
https://abcnews.go.com/Politics/florida-schools-directed-cover-remove-classroom-books-vetted/story?id=96884323
https://fordhaminstitute.org/national/commentary/lowering-expectations-students-isnt-answer-pandemic-learning-loss
https://fordhaminstitute.org/national/commentary/lowering-expectations-students-isnt-answer-pandemic-learning-loss
https://doi.org/10.26300/jnmt-2093
https://www.ed.gov/grants-and-programs/formula-grants/response-formula-grants/covid-19-emergency-relief-grants/elementary-and-secondary-school-emergency-relief-fund
https://www.ed.gov/grants-and-programs/formula-grants/response-formula-grants/covid-19-emergency-relief-grants/elementary-and-secondary-school-emergency-relief-fund
https://www.the74million.org/article/new-report-highlights-states-that-are-at-the-vanguard-of-the-reading-revolution
https://www.the74million.org/article/new-report-highlights-states-that-are-at-the-vanguard-of-the-reading-revolution
https://www.rand.org/pubs/research_reports/RR1529-1.html
https://www.rand.org/pubs/research_reports/RR1529-1.html
https://www.bls.gov/osmr/research-papers/2022/ec220060.htm
https://fordhaminstitute.org/national/research/supplemental-curriculum-bazaar
https://bit.ly/4adjZDH
https://www.brookings.edu/articles/summer-learning-loss-what-is-it-and-what-can-we-do-about-it
https://www.brookings.edu/articles/summer-learning-loss-what-is-it-and-what-can-we-do-about-it

Remillard, J. T. (2005). Examining key concepts in research on teachers’ use of mathematics curricula. Review of Educa-
tional Research, 75(2), 211-246.

Remillard, J. T., & Bryans, M. B. (2004). Teachers’ orientations toward mathematics curriculum materials: Implications
for teacher learning. Journal for Research in Mathematics Education, 35(5), 352-388.

Rickles, J., Clements, M., Brodziak de los Reyes, I., Lachowicz, M., Lin, S., & Heppen, J. (2023). A multisite randomized
study of an online learning approach to high school credit recovery: Effects on student experiences and proximal
outcomes. Journal of Research on Educational Effectiveness, 1-24.

Rigby, J. G. (2014). Three logics of instructional leadership. Educational Administration Quarterly, 50(4), 610-644.

Robinson, C. D., Bisht, B., & Loeb, S. (2022). The inequity of opt-in educational resources and an intervention to increase
equitable access. (EdWorking Paper 22-654). https:/ / www.edworkingpapers.com/ai22-654

Robinson, C., Kraft, M., Loeb, S., & Schueler, B. (2021). Design Principles for Accelerating Student Learning with High-Dosage
Tutoring. EdResearch for Action. https://annenberg.brown.edu/sites/default/files/ EdResearch_for_Recovery_
Design_Principles_1.pdf

Ronfeldt, M., Farmer, S. O., McQueen, K., & Grissom, J. A. (2015). Teacher collaboration in instructional teams and
student achievement. American Educational Research Journal, 52(3), 475-514.

Russell, J. L., Correnti, R., Stein, M. K., Thomas, A, Bill, V., & Speranzo, L. (2020). Mathematics coaching for conceptual
understanding: Promising evidence regarding the Tennessee math coaching model. Educational Evaluation and
Policy Analysis, 42(3), 439-466.

Safir, S., & Dugan, J. (2021). Street Data: A Next-Generation Model for Equity, Pedagogy, and School Transformation. Corwin.

Schueler, B. (2020). Summer “Vacation Academies” Can Narrow Coronavirus Learning Gaps. Education Next. https:/ /
www.educationnext.org/summer-vacation-academies-narrow-coronavirus-learning-gaps-springfield

Schwartz, H. L., McCombs, J. S., Augustine, C. H., & Leschitz, J. T. (2018). Getting to Work on Summer Learning: Recom-
mended Practices for Success, 2nd ed. RAND. https:/ /www.rand.org/pubs/research_reports/RR366-1.html

Shanahan, T. (2020). What constitutes a science of reading instruction? Reading Research Quarterly, 55, S235-5247.

Shores, K., Kim, H. E., & Still, M. (2020). Categorical inequality in Black and White: Linking disproportionality across
multiple educational outcomes. American Educational Research Journal, 57(5), 2089-2131.

Shores, K., & Steinberg, M. P. (2022). Fiscal federalism and K-12 education funding: Policy lessons from two educational
crises. Educational Researcher, 51(8), 551-558.

Sidik, S. M (2022, June). How COVID Has Deepened Inequality—in Six Stark Graphics. Nature news. https:/ / www.nature.
com/immersive/d41586-022-01647-6 /index.html

Sitrin, C. (2023). Less Than 1% of Philadelphia Students Are Using the District's Tutoring Programs. Chalkbeat. https:/ / www.
chalkbeat.org/ philadelphia/2023/6/1/23744551/ philadelphia-school-tutoring-district-high-dosage-pandemic-
recovery-academic-goals

Slavin, R. E., Lake, C., Chambers, B., Cheung, A., & Davis, S. (2009). Effective reading programs for the elementary
grades: A best-evidence synthesis. Review of Educational Research, 79(4), 1391-1466.

Smith, M. S., & O’Day, J. (1990). Systemic school reform. In S. Fuhrman and B. Malen (eds.), The Politics of Curriculum
and Testing. Falmer Press.

Sosina, V. E., & Weathers, E. S. (2019). Pathways to inequality: Between-district segregation and racial disparities in
school district expenditures. AERA Open, 5(3).

Soule, D. (2023). “Another book ban battle emerges in Florida, with high stakes for the First Amendment.” https:/ /
www.tallahassee.com/story /news/politics /2024 /07 / 24 / another-free-speech-battle-emerges-in-florida-over-
book-bans /74414313007

Sparks, S. D. (2022). Two Decades of Progress, Nearly Gone: National Math, Reading Scores Hit Historic Lows. https:/ /
www.edweek.org/leadership / two-decades-of-progress-nearly-gone-national-math-reading-scores-hit-historic-
lows/2022/10

Spillane, J. P,, Halverson, R., & Diamond, J. B. (2004). Towards a theory of leadership practice: A distributed perspective.
Journal of Curriculum Studies, 36(1), 3-34.

Spillane, J. P, Reiser, B. J., & Reimer, T. (2002). Policy implementation and cognition: Reframing and refocusing imple-
mentation research. Review of Educational Research, 72(3), 387-431.

Spillane, J. P, Seelig, J. L., Blaushild, N. L., Cohen, D. K., & Peurach, D. J. (2019). Educational system building in a
changing educational sector: Environment, organization, and the technical core. Educational Policy, 33(6), 846-881.

Stein, M. K. (2007). How curriculum influences student learning. Second handbook of research on mathematics teaching and
learning/Information Age.

Steinberg, M. P.,, & Donaldson, M. L. (2016). The new educational accountability: Understanding the landscape of
teacher evaluation in the post-NCLB era. Education Finance and Policy, 11(3), 340-359.

Stevens, E. A., Vaughn, S., Swanson, E., & Scammacca, N. (2020). Examining the effects of a tier 2 reading comprehension
intervention aligned to tier 1 instruction for fourth-grade struggling readers. Exceptional Children, 86(4), 430-448.

Stevenson, L., & Weiner, J. M. (2020). The Strategy Playbook for Educational Leaders: Principles and Processes. Routledge.

36


https://www.edworkingpapers.com/ai22-654
https://annenberg.brown.edu/sites/default/files/EdResearch_for_Recovery_Design_Principles_1.pdf
https://annenberg.brown.edu/sites/default/files/EdResearch_for_Recovery_Design_Principles_1.pdf
https://www.educationnext.org/summer-vacation-academies-narrow-coronavirus-learning-gaps-springfield
https://www.educationnext.org/summer-vacation-academies-narrow-coronavirus-learning-gaps-springfield
https://www.rand.org/pubs/research_reports/RR366-1.html
https://www.nature.com/immersive/d41586-022-01647-6/index.html
https://www.nature.com/immersive/d41586-022-01647-6/index.html
https://www.chalkbeat.org/philadelphia/2023/6/1/23744551/philadelphia-school-tutoring-district-high-dosage-pandemic-recovery-academic-goals
https://www.chalkbeat.org/philadelphia/2023/6/1/23744551/philadelphia-school-tutoring-district-high-dosage-pandemic-recovery-academic-goals
https://www.chalkbeat.org/philadelphia/2023/6/1/23744551/philadelphia-school-tutoring-district-high-dosage-pandemic-recovery-academic-goals
https://www.tallahassee.com/story/news/politics/2024/07/24/another-free-speech-battle-emerges-in-florida-over-book-bans/74414313007
https://www.tallahassee.com/story/news/politics/2024/07/24/another-free-speech-battle-emerges-in-florida-over-book-bans/74414313007
https://www.tallahassee.com/story/news/politics/2024/07/24/another-free-speech-battle-emerges-in-florida-over-book-bans/74414313007
https://www.edweek.org/leadership/two-decades-of-progress-nearly-gone-national-math-reading-scores-hit-historic-lows/2022/10
https://www.edweek.org/leadership/two-decades-of-progress-nearly-gone-national-math-reading-scores-hit-historic-lows/2022/10
https://www.edweek.org/leadership/two-decades-of-progress-nearly-gone-national-math-reading-scores-hit-historic-lows/2022/10

Strunk, K. O., & McEachin, A. (2014). More than sanctions: Closing achievement gaps through California’s use
of intensive technical assistance. Educational Evaluation and Policy Analysis, 36(3), 281-306. https://doi.
org/10.3102/0162373713510967

Strunk, K. O., McEachin, A., & Westover, T. N. (2014). The use and efficacy of capacity-building assistance for low-
performing districts: The case of California’s district assistance and intervention teams. Journal of Policy Analysis
and Management, 33(3), 719-751. http:/ / www.jstor.org / stable / 24033387

Sun, M. (2018). Black teachers’ retention and transfer patterns in North Carolina: How do patterns vary by teacher ef-
fectiveness, subject, and school conditions? AERA Open, 4(3).

Texas Education Agency. (2023). High-Quality Instructional Materials. https:/ / tea.texas.gov/academics/instructional-
materials /high-quality-instructional-materials

TNTP. (2022). Instructional Coherence: A Key to High-Quality Learning Acceleration for All Students. https:/ / tntp.org/wp-
content/uploads/Tools/instructional-coherence.pdf

Trujillo, T. M., & Woulfin, S. L. (2014). Equity-oriented reform amid standards-based accountability: A qualitative com-
parative analysis of an intermediary’s instructional practices. American Educational Research Journal, 51(2), 253-293.

U.S. Department of Education. (2021). American Rescue Plan Act of 2021 Elementary and Secondary School Emergency Relief
Fund (ARP ESSER): Fact sheet. https:/ /www2.ed.gov

U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assess-
ment of Educational Progress. (2019). Reading and Mathematics Assessments. https:/ /www.nationsreportcard.gov

U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, National Assess-
ment of Educational Progress. (2022). Reading and Mathematics Assessments. https:/ / www.nationsreportcard.gov

U.S. Department of Education, Office for Civil Rights. 2020-21 Civil Rights Data Collection. https:/ / civilrightsdata.ed.gov.

U.S. Department of Education, Office of Elementary and Secondary Education. (2023). Elementary and Secondary
School Emergency Relief Fund. https:/ / oese.ed.gov / offices / education-stabilization-fund / elementary-secondary-
school-emergency-relief-fund

Valencia, S. W., Place, N. A, Martin, S. D., & Grossman, P. L. (2006). Curriculum materials for elementary reading:
Shackles and scaffolds for four beginning teachers. The Elementary School Journal, 107(1), 93-120.

Viano, S., & Henry, G. T. (2020). An Evaluation of Credit Recovery as an Intervention for High School Students Who Fail
Courses. (EdWorkingPaper: 20-302).

von Hippel, P. T., Workman, J., & Downey, D. B. (2018). Inequality in reading and math skills forms mainly before
kindergarten: A replication, and partial correction, of “Are schools the great equalizer?” Sociology of Education,
91(4), 323-357.

The White House. (2023). “Weathering the Storm”: Federal Efforts Helped Bolster U.S. Education Standing Among Peer
Nations. [Issue Brief]. https:/ / www.whitehouse.gov/cea/written-materials /2023 /12 /05 / weathering-the-storm-
federal-efforts-helped-bolster-u-s-education-standing-among-peer-nations

The White House. (2024). FACT SHEET: Biden-Harris Administration Announces Improving Student Achievement Agenda
in 2024. https:/ / www.whitehouse.gov /briefing-room /statements-releases /2024 /01 /17 / fact-sheet-biden-harris-
administration-announces-improving-student-achievement-agenda-in-2024

Will, M. (2021). Summer School Is More Important Than Ever. But Teachers Are “Fried” and Need a Break. https:/ /www.
edweek.org/leadership /summer-schools-is-more-important-than-ever-but-teachers-are-fried-and-need-a-
break/2021/04

Woulfin, S. L. (2016). Duet or duel? A portrait of two logics of reading instruction in an urban school district. American
Journal of Education, 122(3), 337-365.

Woulfin, S. L. (2018). Mediating instructional reform: An examination of the relationship between district policy and
instructional coaching. Aera Open, 4(3), 2332858418792278.

Woulfin, S. L., Donaldson, M. L., & Gonzales, R. (2016). District leaders” framing of educator evaluation policy. Educa-
tional Administration Quarterly, 52(1), 110-143.

Woulfin, S., & Gabriel, R. E. (2020). Interconnected infrastructure for improving reading instruction. Reading Research
Quarterly, 55, S109-5117.

Woulfin, S. L., & Spitzer, N. (2023). Time is ticking: the dynamics of education reform in the COVID-era. Journal of
Educational Administration, 61(3), 256-271.

Woulfin, S. L., Stevenson, I., & Lord, K. (2023). Making coaching matter: Leading continuous improvement in schools. Teach-
ers College Press.

Wright, T. S., & Neuman, S. B. (2013). Vocabulary instruction in commonly used kindergarten core reading curricula.
Elementary School Journal, 113(3), 386-408.

YouthTruth. (2021). Students Weigh in, Part 1I: Learning and Wellbeing During COVID-19. https:/ / youthtruthsurvey.
org/wp-content/uploads/2021/02/ YouthTruth-Students-Weigh-In-Part-II-Learning-and-Well-Being-During-
COVID-19.pdf

Yurkofsky, M. M., Peterson, A. J., Mehta, J. D., Horwitz-Willis, R., & Frumin, K. M. (2020). Research on continuous
improvement: Exploring the complexities of managing educational change. Review of Research in Education, 44(1),
403-433.

37


https://doi.org/10.3102/0162373713510967
https://doi.org/10.3102/0162373713510967
http://www.jstor.org/stable/24033387
https://tea.texas.gov/academics/instructional-materials/high-quality-instructional-materials
https://tea.texas.gov/academics/instructional-materials/high-quality-instructional-materials
https://tntp.org/wp-content/uploads/Tools/instructional-coherence.pdf
https://tntp.org/wp-content/uploads/Tools/instructional-coherence.pdf
https://www2.ed.gov
https://www.nationsreportcard.gov
https://www.nationsreportcard.gov
https://civilrightsdata.ed.gov
https://oese.ed.gov/offices/education-stabilization-fund/elementary-secondary-school-emergency-relief-fund
https://oese.ed.gov/offices/education-stabilization-fund/elementary-secondary-school-emergency-relief-fund
https://www.whitehouse.gov/cea/written-materials/2023/12/05/weathering-the-storm-federal-efforts-helped-bolster-u-s-education-standing-among-peer-nations
https://www.whitehouse.gov/cea/written-materials/2023/12/05/weathering-the-storm-federal-efforts-helped-bolster-u-s-education-standing-among-peer-nations
https://www.whitehouse.gov/briefing-room/statements-releases/2024/01/17/fact-sheet-biden-harris-administration-announces-improving-student-achievement-agenda-in-2024
https://www.whitehouse.gov/briefing-room/statements-releases/2024/01/17/fact-sheet-biden-harris-administration-announces-improving-student-achievement-agenda-in-2024
https://www.edweek.org/leadership/summer-schools-is-more-important-than-ever-but-teachers-are-fried-and-need-a-break/2021/04
https://www.edweek.org/leadership/summer-schools-is-more-important-than-ever-but-teachers-are-fried-and-need-a-break/2021/04
https://www.edweek.org/leadership/summer-schools-is-more-important-than-ever-but-teachers-are-fried-and-need-a-break/2021/04
https://youthtruthsurvey.org/wp-content/uploads/2021/02/YouthTruth-Students-Weigh-In-Part-II-Learning-and-Well-Being-During-COVID-19.pdf
https://youthtruthsurvey.org/wp-content/uploads/2021/02/YouthTruth-Students-Weigh-In-Part-II-Learning-and-Well-Being-During-COVID-19.pdf
https://youthtruthsurvey.org/wp-content/uploads/2021/02/YouthTruth-Students-Weigh-In-Part-II-Learning-and-Well-Being-During-COVID-19.pdf

NATIONAL
ACADE MY

EDUCATION

The National Academy of Education (NAEd) advances high-quality research to improve education
policy and practice. Founded in 1965, the NAEd consists of U.S. members and international associates
who are elected on the basis of scholarship related to education. The Academy undertakes research
studies to address pressing educational issues and administers professional development fellowship

programs to enhance the preparation of the next generation of education scholars.

naeducation.org



