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Preamble

COVID-19 has created an unprecedented challenge for America’s K-12 schools. As
policymakers and practitioners struggle to respond, they are weighing significant uncertainty
and trade-offs that arise because of education, health, and budgetary concerns. The consensus
is that students learned less during the spring’s school building closures, and the learning losses
were especially great for students with less access to devices, internet, quiet study areas, home
and community resources and those with learning challenges.

The above inequities coincide with others in society, especially the history of racist oppression
and violence inflicted, in particular, upon Black people in America. Consequently, the pandemic
is likely to exacerbate long-standing inequities. The health and economic damage inflicted by
COVID-19, the trauma that schools will be asked to address, the access to learning resources
and opportunities—all of this disproportionately affects Black, Latinx, and Native American
students.

We have come together for this public statement because the role of schools, under this crisis,
is even more important now than under normal conditions. In addition to continuing their
traditional role of developing human potential, schools play key roles in providing essential
services, such as meals, after-school programs, and counseling, all while taking required steps
to prevent the spread of the virus. After the sudden, unplanned closure of school buildings in
March, schools attempted to quickly transition these essential activities to remote settings, with
uneven success. How well schools can meet student needs in the fall will depend heavily on
decisions made by policymakers.

We write to describe what we believe research can tell us about the fundamental issues facing
policymakers and practitioners. Although we represent a broad diversity of policy perspectives,
we are in agreement about the urgent need for the actions described below. Our goal is to bring
research and evidence to bear in policymaking. We do not have the expertise to provide health
or safety-specific recommendations and strongly urge leaders to consult such experts and take
the recommended steps and precautions. Our goals are therefore limited but nonetheless speak
to what we believe are some of the most pressing needs facing policymakers as they work to
help educators serve all students, this fall and beyond.

Of course, there exists little research directly related to the effects of pandemics on education or
the best ways for schools to respond to the current crisis. The situation is unprecedented. Yet
abundant research explains how student needs arise and can be addressed within
schools—research about school finance and resources, teaching and learning, summer school,
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tutoring, learning time, trauma-informed instruction, online learning, and special education, to
name a few. Each of these areas is relevant to the current predicament that policymakers face
as they reopen schools and attempt to recover from the long absences from school buildings
and the trauma that students experienced. These areas are also relevant to the extent the goal
is not to go back to normal, but to transform schools by making them more equitable, effective
and engaging learning environments.

In summary, we provide specific recommendations that fall under seven broad themes:

#1: Provide substantial additional resources to prevent looming school budget cuts.

#2: Implement universal internet and computer access.

#3: Target resources to those most in need.

#4: Provide the most personalized and engaging instruction possible under the
circumstances, even when it is necessary to be online.

#5: Address the learning losses created by the crisis by expanding instructional time in
ways that challenge, support, and engage students.

#6: Offer tailored, integrated support to each child in order to address social-emotional,
physical health, and family well-being.

#7: Make decisions about teachers that support pedagogical quality and equity.

The first two roles in this list are primarily for state and federal governments—they cannot be
done at the local level. The remaining items rely on local schools and districts working in
partnership and coordination with state and often federal governments to ensure that all
students receive the most effective and equitable access to resources possible.

While the pandemic and the simultaneous protests against the inequitable treatment of Black,
Indigenous, and people of color have highlighted the critical need for broader policy/structural
change, we hope these recommendations, focused on immediate options in front of
policymakers and practitioners, help to move the country forward in small ways during these
difficult times.

___________________________________________________________________________
Detailed Recommendations

#1: Provide substantial additional resources to prevent looming school budget cuts.
Research is abundantly clear that money matters for student achievement and other important
life outcomes, and this is especially the case for low-income students. This is even more the
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case now, as most of the recommendations that follow will be difficult or impossible for schools
to follow if they must transform what they do, yet with substantially fewer resources.

This is a role for the federal government. State and local governments cannot generally borrow
funds to cover operating expenditures, nor can they realistically raise taxes in these difficult
economic times. Moreover, some schools may be forced to scale back in-person time, making it
difficult for parents to get back to work when it becomes safe to do so, which itself would then
contribute to a cycle of reduced government revenues. The federal government must therefore
take on the responsibility of, at a minimum, maintaining current funding levels for K-12
education; or, more appropriately, for increasing spending on K-12 education to help schools
meet the growing needs of their students and communities during and beyond the pandemic.

#2: Implement universal internet and computer access. While this is particularly important
for addressing the current crisis, these resources can complement in-person instruction in the
years ahead. At the same time, caution should be used about shifting to fully online schools,
which have a poor track record in prior research. Many of the recommendations that follow this
are meant to address the limitations of fully online teaching.

Since this may take time to implement, schools and districts will have to work together with state
policymakers to find some quick solutions while longer-term efforts are made to provide stable
access to the internet and technology. They can, for example, work with internet companies to
offer free service for the academic year for families meeting income eligibility guidelines, with
some partial contribution from government agencies. They can also purchase the necessary
technology, provide it to students so that they can access the internet (e.g., computing devices,
hotspots), and provide technical support.

#3 - Target resources to those most in need. The crisis is disproportionately harming groups
that are traditionally less well served by our public school system: poor students, students who
are Black, Indigenous, or People of Color (BIPOC), homeless students, students with
disabilities, English language learners, and mixed-status immigrant families. Children of first
responders, other essential workers (including educators), and the unemployed are likely also
disproportionately affected. Educators and policymakers should try to account for the different
needs of students and focus initially on those with the greatest needs.

● Learn about students’ comprehensive needs. Given the widely varying circumstances
facing students during their time away from school, students’ situations will be more
varied and unpredictable than usual. A few core principles of assessment can help
educators learn about and respond to those needs this fall.

○ Before assessing students' academic competencies, teachers should begin the
year by trying to understand students' social and emotional well-being and the
conditions that might underlie students' learning struggles. Conversations with
students and parents about their experiences over the last six months and
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aspirations for the year will help to establish communication between teachers
and parents as well as provide teachers with important information on where
students are starting in the fall.

○ Assessments should also be used by teachers and schools to identify and
respond to learning and social-emotional needs. Learning needs include the
support (material, design features, digital affordances, and human) needed to
access, participate, and produce responses to learning challenges. This
information helps shape the design of learning tasks and focuses feedback on
the aspects of student activity that need support. For many teachers, assessment
will focus on open-ended instructional tasks that do not take time away from
instruction and place teachers in a helping (not evaluating) role with their
students at the outset of the school year.

○ More formal assessments of students’ academic competencies should wait
until students have time to settle back into learning. These assessment
instruments should align with the school’s curriculum and inform both classroom
and school-wide planning. Educators should be supported and given time to
make sense of the information the assessments yield. Critically, any
assessments to diagnose students’ needs in the fall should not be used for
accountability in the spring.

● Use flexibility in funding where it is available. While many of us would like to see
substantial changes in school funding formulas, this is a longer-term proposition that is
unlikely to happen in the midst of the crisis. Nonetheless, there is meaningful discretion
built into the current system that can allow educators and policymakers to target some
resources to students most in need. For example, school districts usually have authority
over how resources are allocated across their schools and should consider providing
more funds to schools with the highest concentrations of student need.

● Target resources to low-income students and students who are Black, Indigenous, and
People of Color (BIPOC). As has become increasingly clear, today’s current system of
education disadvantages students who are low-income and BIPOC. The pandemic has
further exacerbated these disparities that are built into the system, with low-income and
BIPOC the most adversely impacted by school building closures. These students are
also those who are likely most affected by the pandemic in their larger communities.
Resources should be targeted to address these students’ access, educational, social,
mental, and health-related needs.

● Target resources to English learners (ELs). Even before the pandemic, many ELs and
former ELs who are still on a continuum of learning English were at a serious
disadvantage educationally, frequently isolated in low-performing schools, and among
the most economically disadvantaged of all students. They also tend to live in homes

3

https://www.cde.ca.gov/ls/he/hn/guidanceonassessments.asp
https://www.pewresearch.org/fact-tank/2020/04/15/lower-income-parents-most-concerned-about-their-children-falling-behind-amid-covid-19-school-closures/
https://www.aappublications.org/news/2020/06/03/covid19hardships060320
https://www.aappublications.org/news/2020/06/03/covid19hardships060320


where adults are not fluent in English and have no history of going to school in the US;
their parents often do not understand the routines and expectations of American schools
and are often not able to help their children with school lessons. They are also less likely
to have computer skills and regular access to the internet. The pandemic has simply
multiplied their challenges. Although ELs are overwhelmingly US citizens, they are
almost always children in immigrant families and 6.1 million US citizen children live in
mixed-status families where someone is undocumented. More important than language
instructional issues, this fact exposes these students to constant threat, stress and worry
that affects their general health and wellbeing as well as their ability to concentrate on
learning. For many ELs these months away from school have meant a lack of exposure
to English. When compared to middle class students, many of whom have had the
advantage of a parent at home, the learning gaps have likely grown wider still. ELs
therefore need additional learning time—above and beyond that provided for other
students—and, in many cases, they need mental health interventions due to the stress
they have been living under. EL students will need targeted language instruction
(preferably in English and primary language) to catch up as well as regular opportunities
to be mixed with English-dominant students. (See additional recommendations later
regarding EL teachers.)

● Target resources to students with disabilities. The right to a free, appropriate education
remains intact during the COVID crisis. The reality of delivering on this promise is
difficult. Roughly two-thirds of the students with disabilities in the US attend school in
general education classrooms and research suggests that students with disabilities were
being especially poorly served this past spring. Teachers in these settings need support
in making materials accessible, offering multiple means of representation in learning
activities as well as assignments, and providing accessible feedback. While these
approaches to learning design are features of inclusive classrooms, designing learning
online or in hybrid contexts takes skills that many classroom teachers are having to
develop on the fly as they prepare learning activities for their students. Teachers will
need time to collaborate with learning specialists and/or special educators to ensure that
lessons are accessible.

○ Families, in particular, are bearing the brunt of organizing and sustaining
significant time on school activities completed at home. Home behavioral support
is critical for a subset of families whose children have significant needs.
Individualized educational plans and 504 plans will need to be maintained and
modified to translate into hybrid, online, and home learning situations, and even
to schooling contexts in which staff are asked to take on new duties and roles.
Especially in areas where educational solutions entail more days of schooling at
home, such as rural, geographically diffuse areas or those with high rates of
infection, getting support is crucial for families.
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● Provide additional supports for homeless students whose numbers are likely
increasing as a result of the economic impact of the pandemic. Their access to online
instruction is generally spotty or non-existent, and their need for stability via their school
is critical. These students should be considered as some of the first to receive in-person
services so that they can maintain their engagement in education and associated social,
mental and health-related supports.

● Give priority attention for additional learning time and in-person (and remote)
assistance to students with disabilities, ELs, and homeless students. If schools must limit
the number of students brought back for in-person instruction for public health reasons,
then these are the students who should receive priority attention. (See also below
regarding very young children.)

#4 - Provide the most personalized and engaging remote instruction possible under the
circumstances, even when it is necessary to be online. This is more difficult to do when
schools are not operating in person, but there are a variety of tools and strategies available that
allow engagement remotely, especially when combining live interaction among students and
teachers with well-designed assignments and projects that students can complete at home and
that are organized within a coherent curriculum.

Online learning can vary dramatically in quality. On the one hand, today’s virtual schools seem
to generate much less learning than in-person schools. On the other hand, when online learning
is well-designed it can be a very helpful resource, at least for students who have other
instructional supports. Therefore, when providing remote instruction, consider best practices:

● Frequent, direct and meaningful interaction is critical. In online learning environments
where there is little student-student, student-instructor, and student-content interaction,
students are more likely to become disengaged and at higher risk of dropping out. Fully
online courses with little high-quality interaction also contribute to gaps in educational
success across socio-economic groups. Students with more extensive technology-using
experience, strong academic backgrounds, and self-directed learning skills tend to do
better in fully online learning situations whereas students who are already vulnerable
face greater challenges.

● Combine synchronous and asynchronous instruction. Combining synchronous
activities where students meet regularly online (or in-person) with their classmates and
teachers, with asynchronous activities where students think deeply and engage with the
subject matter and other students independently are preferable to fully online courses.
Specifically, various studies suggest that, to be most successful, learning environments
should include asynchronous online elements where students can go at their own pace
on their own time and have some choice over their learning. These asynchronous
elements should be combined with synchronous activities that engage deeply and
critically with course content; students online should be interacting with other students,
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their teachers, and content at the same time, with positive interdependence in
cooperative learning and continuous formative feedback. To design and implement these
quality online environments, teacher training and support is crucial. (It also goes without
saying that schools and districts need to ensure students are connected and have the
necessary technology hardware, software and support they need).

● Remote learning is less effective with very young students. While there is very little
research about remote learning with elementary age students, what we know about
executive function suggests that successful remote learning requires the active
engagement of an adult. This should be considered in deciding which students come
back for in-person instruction (when public health conditions allow) and how
synchronous and asynchronous elements are designed and integrated.

#5: Schools should address the learning losses created by the crisis by expanding
instructional time in ways that challenge, support, and engage students. Tutoring, summer
school, and extended school years have proven effective in other contexts.

● Instructional Learning Time: There is little question that students lost out on learning
time in the 2019-20 school year, or that they will face greater difficulties in the 2020-21
school year. One way to combat the associated learning loss could be to increase
instructional learning time for students. This may be especially important for the students
who have suffered the most from COVID. Studies have shown that longer school years
increase learning for EL, special education, and low-performing students. Similarly,
schools can shift the traditional organization of schools in order to make space for more
learning time.

● Tutoring: When students return in the fall, whether in-person, online, or in some hybrid
form, they will need targeted and effectual instruction to help remediate for learning loss
and support learning gains. Researchers and policymakers have suggested bringing in a
core of tutors who can augment K-12 instruction, targeting students’ specific needs.In
particular, research supports high-dosage tutoring (HDT) in which tutors work
consistently every day for full class periods with students, usually in one-to-one or
one-to-two settings. These tutors are not intended to replace teachers but rather to
augment traditional instruction to help speed academic recovery. Even in normal times,
tutoring is one of the most cost-effective strategies to promote student learning.

● Summer school and programming: There is ample evidence that summer
programming can help to reverse traditional bouts of “summer slide,” helping all
students, and in particular low-income students, to lose less ground over the long
summer break than they otherwise would, and even gain skills and make progress
towards increasing their knowledge. Resources should be provided to help schools
provide these kinds of high-quality summer programming to help identified students
overcome the challenges they face as a result of extended periods of time out of the
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classroom. While the current school year is coming to an end, next summer will present
another opportunity for schools to leverage these additional learning opportunities.

● Grade retention. Students had 6-7 months of regular, in-person instruction before the
COVID crisis. The loss of 2-3 months is a real and unfortunate consequence, especially
for the 20% of students who received essentially no remote instruction after school
buildings closed. Some of these students may need to be retained in grade. However,
schools should be careful. There is consistent research suggesting that grade retention,
without strong additional interventions to improve academic performance, can have long
term deleterious effects on retained students. As such, we recommend first working to
meet students where they are with personalized instruction and instructional
interventions like the ones discussed above before considering retention of impacted
students on a case by case basis.

#6 - Provide resources for tailored, integrated student support to each child in order to
address social-emotional, physical health and family well-being.

● Schools have a responsibility to protect the physical and mental health of students
under their care. The needs of children and youth impacted by the pandemic are not just
academic. All have experienced the traumatic event of being suddenly removed from
school over many months and many have undergone serious economic, health, and
social stresses in their families. All children will suffer some consequences, many of
which will resolve with time. Some children, however, will develop more intensive trauma
that may persist for some time. Some children will suffer complex trauma because of the
multiple traumatic experiences they have experienced.

● Along with a range of academic concerns, children will be re-entering school with
varying levels of challenge across other critical aspects of development including
social-emotional-behavioral, physical health, and family domains. Student support staff
(school counselors, social workers, nurses and family outreach workers) will be critical to
these efforts.

● Mental health, medical and social service wrap-around supports will be critical for
these students as they return to school and can be delivered as part of an integrated
student support services approach. Developing a system and practical strategies for
identifying and tracking each student’s strengths and needs across the major
developmental domains, and connecting every student to a customized set of in-school
and community resources will make a significant difference to their long-term academic
achievement and development. Parents/caretakers of toddlers, preschoolers, children,
ELL students, and youth with special dis/abilities will require additional resources to
reduce stress as they collaborate with educators to continue to educate their children.
Importantly, identifying the unique challenges of families will be necessary in order for
their children to make academic and social progress. Resources must be provided not
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only to continue meeting students’ socio-emotional, health and family-related needs, but
also to address the ways the pandemic has exacerbated these needs.

● Developing a systemic approach and practical strategies is essential for identifying
and tracking each student’s strengths and needs across the broad developmental
domains and for delivering universal services to all children, some services to children
who require early intervention, and intensive services to the smaller number of students
with significant need. Developing systemic approaches to integrating supports for
students will be cost-effective in the long-run.

#7 - Make decisions about teachers that support pedagogical quality and equity.

● Maintain teacher employment to the extent possible, foregrounding the need to best
serve the most disadvantaged students.

○ If teacher layoffs are necessitated due to inaction from the federal government
in providing sufficient funds to replace lost state and local revenues, then
prioritize retaining higher-performing teachers, no matter their experience level,
so that critical expertise in the system is not lost.1

○ If teacher layoffs are necessary, prioritize retaining special education and
bilingual/EL teachers. Teachers certified in special education are demonstrably
more effective with students that have special needs than those uncertified in this
area. Also, students for whom English is not a native language are especially
vulnerable, not only because of their learning needs, but because of the
continued political assaults on immigrants. With students working remotely,
bilingual teachers are also essential for communicating with parents.

○ If teacher layoffs are necessary, prioritize continued employment of qualified
teachers in shortage areas (e.g., science) and in low-income schools where
turnover is already high.

● Support teacher development, induction, coaching, and collaboration. The job of
teaching in the midst of a pandemic is both different and more challenging than ever
before. Teachers are having to adjust their curricula while at the same time learning new
pedagogical methods and tools. Teachers must be supported in these efforts. Any form
of support should align with evidence-based practices, such as sustaining support over
time and involving teachers in active learning embedded within their particular
instructional setting and job. One effective approach is dedicated time for collaboration –
allowing teachers to collectively learn and try out new pedagogical strategies, examine

1 High-quality formative and summative evaluations of teacher performance are important, and these
should be developed in ways that promote useful practices and avoid negative, unintended
consequences for curriculum and pedagogy.
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information about student learning and their own classroom practices and determine
next steps for instruction. Guided assistance from and collaboration with experienced
coaches has shown to be effective for improving instruction and student performance
and could be particularly helpful to teachers during this time - and evidence suggests
virtual coaching can be just as effective in-person coaching. While limited resources may
lead to a prioritization of support for new teachers (in the form of induction), all teachers
likely need support with changing conditions – such as developing lessons that work
both on-line and in-person, teaching to students who must remain six-feet apart and who
cannot share materials, and addressing trauma and other psychological needs likely
facing students as they return to school. One option might be to target coaching to new
teachers and engage all teachers in collaborative learning with peers.

○ Teacher communication with parents is one particular area in which teachers
could use help. With remote learning, teachers and parents are essentially equal
partners in the learning process.
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nathan barrett (National Alliance for Public Charter Schools)
Brendan Bartanen (Texas A&M University)
Lauren Bauer (Brookings)
Brittney Beck (California State University, Bakersfield)
Estela Bensimon (University of Southern California)
Mark Berends (University of Notre Dame)
David Berliner (Arizona State University)
Melanie Bertrand (Arizona State University)
Bryan Beverly (Michigan State University, College of Education, Office of K-12 Outreach)
Barbara Biasi (Yale University)
Catharine Biddle (University of Maine)
Joshua Bleiberg (Brown University)
Leslie Rebecca Bloom (Roosevelt University)
Rebecca Blum Martínez (University of New Mexico)
Faith Boninger (University of Colorado Boulder)
Sue books (SUNY new paltz)
Brooks Bowden (University of Pennsylvania )
Kristine Bowman (Michigan State University)
Dara Bright (Drexel University)
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Rossana Boyd (University of North Texas)
Henry Braun (Boston College)
Richard Brecht (University of Maryland)
Dominic Brewer (New York University )
Kristina Brezicha (Georgia State University )
Matthew Brodhead (Michigan State University)
Nate Brown (University of Washington)
Paul Bruno (University of Illinois at Urbana-Champaign)
Katrina Bulkley (Montclair State University)
Patricia Burch (University of Southern California, Rossier School of Education)
Jason Burns (Michigan State)
Nathan Burroughs (Public Policy Associates, Lansing MI)
Susan Bush-Mecenas (Northwestern University)
Li Cai (UCLA)
Jessica Calarco (Indiana University)
Kate Callahan (Research for Action)
Elise Cappella (New York University )
Olivia Carr (Tulane University)
Jamie Carroll (University of Texas at Austin)
Ursula Casanova (Arizona State University)
Luz Casquejo Johnston (Saint Mary's College of California)
Wendy Castillo (NYU- Research Alliance for NYC Schools)
Stephanie Cellini (George Washington University)
Donna Christian (Center for Applied Linguistics)
Laura Chávez-Moreno (University of California, Los Angeles)
María Cioè-Peña (Montclair State University)
Casey Cobb (UCONN)
Cynthia Coburn (Northwestern University)
LARA COGGIN (RPS)
Sarah Cohodes (Teachers College Columbia University)
Darnell Cole (University of Southern California)
Melissa Collier-Meek (University of Massachusetts Boston)
Eric Common (University of Michigan - Flint)
Carrie Conaway (Harvard Graduate School of Education)
Frances Contreras (UC San Diego )
Mariela Contreras (San Diego State University )
Frances Contreras (UC San Diego )
Robert Cooper (University of California, Los Angeles)
Yasemin CopurGencturk (University of Southern California)
Sean Corcoran (Vanderbilt University)
Sarah Cordes (Temple University)
Ramon Correa (Retired School Psychologist, Chicago, Illinois)
Aracelis Correa (Retired Teacher, Chicago, Illinois)
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Benjamin Creed (Northern Illinois University)
Amy Crosson (Penn State College of Education)
Larry Cuban (Stanford University)
Jorge Cuevas Antillón (San Diego State University; San Diego County Office of Education)
Samantha Daley (University of Rochester)
Jennifer Dane (Modern Military Association of America)
arnold danzig (San Jose State University)
Jaye Darby (University of California, Los Angeles)
Danne Davis (Montclair State University)
Stephanie De Martinez (La Mesa-Spring Valley School District )
Raquel De Oliveira (Fundação Getúlio Vargas - Centre of Excellence and Innovation in
Educational Policies )
Craig De Voto (University of Illinois at Chicago)
Eric Dearing (Boston College)
Gloria Delany-Barmann (Western Illinois University School of Education)
Danielle Dennis (University of Rhode Island)
Robin DeRosa (Plymouth State University)
Sy Doan
Thurston Domina (University of North Carolina, Chapel Hill)
Sherman Dorn (Arizona State University)
Lisa Dorner (University of Missouri-Columbia)
Shaun Dougherty (Vanderbilt University )
Thomas Downes (Tufts Unversity)
Elizabeth Dutro (University of Colorado Boulder)
Susan Dynarski (University of Michigan)
Mark Dynarski (Pemberton Research)
Guadalupe Díaz (SEAL)
John Q. Easton (University of Chicago Consortium on School Research)
Adam Edgerton (Learning Policy Institute)
Christopher Edley (UC Berkeley Law School)
Jongyeon (Joy) Ee (Loyola Marymount University)
Margaret Eisenhart (University of Colorado Boulder)
Nicole Ellefson (The Office of K-12 Outreach at Michigan State University )
kathy escamilla (university of colorado, boulder)
Alberto Esquinca (San Diego State University)
Elizabeth Farley-Ripple (University of Delaware)
Syeda Sana Fatima (New York University)
Amy Feiker Hollenbeck (DePaul University)
RAY FENTON (FentonResearch)
David Figlio (Northwestern University)
Lily Wong Fillmore (University of California at Berkeley)
Gustavo Fischman (Arizona State University)
Marisa Fisher (Michigan State University)
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Helenrose Fives (Montclair State University)
Robert Floden (Michigan State University)
Nelson Flores (University of Pennsylvania)
Lindsay Foreman-Murray (Western Washington University )
Tara Fortune (Center for Advanced Research on Language Acquisition, University of Minnesota)
Rebecca Fox (George Mason University)
kenneth frank (michigan state university)
Anna Marie Frank (Depaul University)
Maria Frankland (University of Maine)
Alexandra Freidus (Seton Hall University)
Norm Fruchter (Metro Center, NYU)
Doug Fuchs (Vanderbilt University )
Bruce Fuller (University of California, Berkeley)
Ed Fuller (Penn State University)
Bonnie Fusarelli (NC State University)
Lance Fusarelli (North Carolina State University)
Karen Symms Gallagher (University of Southern California)
Liliana Garces (University of Texas at Austin)
Inmaculada Garcia-Sanchez (University of California, Los Angeles)
Kevin Gee (UC Davis)
Georgia Geerlings (Utah Dual Language Immersion / Utah State Board of Education)
valeria genel (SDSU )
Chloe Gibbs (University of Notre Dame)
Ana Gil Garcia (St. Augustine College)
Brian Gill (Mathematica)
Allison Gilmour (Temple University)
Gene Glass (San Jose State University)
Sara Goldrick-Rab (Temple University)
Louis Gomez (UCLA)
Annalee Good (University of Wisconsin-Madison)
Nora Gordon (Georgetown University)
Cynthia Gordon da Cruz (Chabot College)
Mileidis Gort (University of Colorado Boulder, School of Education)
Michael Gottfried (University of Pennsylvania)
Amelia Gotwals (Michigan State University)
Arthur Gould (State University of New York at New Paltz)
Judith Gouwens (Roosevelt University)
Samdra Graham (UCLA)
Erica Greenberg (Urban Institute)
Jeff Greene (University of North Carolina, Chapel Hill)
Kiersten Greene (SUNY New Paltz)
Jacalyn Griffen (Fresno Pacific University)
Jaime Grinberg (Montclair State University)
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Jason Grissom (Vanderbilt University)
Pam Grossman (Penn Graduate School of Education)
Sumi Hagiwara (Montclair State University)
Horace R. Hall (DePaul University )
Laura Hamilton
Jennifer Hamilton (NORC at the University of Chicago)
Mark Hansen (University of California, Los Angeles)
Michael Hansen (Brookings Institution)
Erica Harbatkin (Michigan State University)
Douglas Harris (Tulane University)
Cassandra Hart (University of California, Davis)
Douglas K. Hartman (Michigan State University)
Ayesha Hashim (UNC - Chapel Hill)
Amy Heineke (Loyola University Chicago)
Robert Helfenbein (Mercer University)
Jeffrey Henig (Teachers College, Columbia)
Pamela Herd (Georgetown University )
Sera Hernandez (San Diego State University)
Carolyn Herrington (Florida State University)
Heather Hill (Harvard Graduate School of Education)
Patricia Hinchey (Penn State)
Emma Hipolito (University of California - Los Angeles)
Craig Hochbein (Lehigh University)
Emily Hodge (Montclair State University)
Linda Hoff (Fresno Pacific University)
Meredith Honig (University of Washington)
Dr. Bryant Hopkins (Michigan State University)
Heather Hough (Policy Analysis for California Education)
Carollee Howes (UCLA)
Karen Hunter Quartz (University of California, Los Angeles)
Sylvia Hurtado (UCLA)
Aliza Husain (University at Buffalo)
Patrice Iatarola (Florida State University)
Scott Imberman (Michigan State University)
John Ittelson (CSU Monterey Bay)
Huriya Jabbar (University of Texas at Austin)
Cara Jackson (Bellwether Education Partners)
Jessalynn James (Brown University)
Weade James (American Association of Colleges for Teacher Education )
Jennifer Jellison Holme (The University of Texas at Austin)
DeMarcus Jenkins (University of Arizona, College of Education)
Jennifer Jennings (Princeton University)
Oscar Jimenez-Castellanos (Trinity University)
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Jo Beth Jimerson (Texas Christian University)
Ashley Jochim (Center on Reinventing Public Education)
Susan Moore Johnson (Harvard Graduate School Of Education)
Andrew C. Johnston (University of California, Merced)
Taylor Johnston (University of Wisconsin-Madison)
Nathan Jones (Boston University)
Kellie Jones (Brockton Public Schools)
Fabio Jung (Private )
Remi Kalir (University of Colorado Denver)
Krista Kaput (EdAllies)
Connie Kasari (UCLA)
Julia Kaufman
Maya Kaul (University of Pennsylvania )
Jeffrey Keese (Texas A&M University)
Jason Kemp (UW-Madison/WIDA)
Kendall Kennedy (Mississippi State University)
Adrianna kezar (University of Southern California)
Noman Khanani (Boston College)
Adam Kho (University of Southern California)
Tara Kilbride (Education Policy Innovation Collaborative, Michigan State University)
Deoksoon Kim (Boston College )
Elisabeth Kim (Cornwall Center, Rutgers University-Newark)
Jacob Kirksey (Texas Tech University)
Emily Klein (Montclair State University)
David Knight (University of Washington)
William Koski (Stanford Law School)
Stephen Kotok (St. John's University )
Jill Koyama (The University of Arizona)
Matthew Kraft (Brown University)
Megan Kuhfeld (NWEA)
Kevin Kumashiro (Education Deans for Justice and Equity)
Michal Kurlaender (University of California, Davis)
Natalie Lacireno-Paquet (WestEd)
Helen Ladd (Duke University )
Gloria Ladson-Billings (University of Wisconsin-Madison)
Charlotte Land (Pennsylvania State University)
David Lapp (Research For Action)
Douglas Larkin (Montclair State University)
Heather Lattimer (San Jose State University)
Magaly Lavadenz (Loyola Marymount University/Center for Equity for English Learners)
Alyson Lavigne (Utah State University)
Leslie Layman (Harry S Truman College)
Christopher J. Lemons (Stanford University)
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Sarah Winchell Lenhoff (Wayne State University)
henry levin (Stanford University and Columbia University)
Jesse Levin (American Institutes for Research)
David Liebowitz (University of Oregon)
Marcela Lindo (Montclair State University)
Michael Little (North Carolina State University)
Susanna Loeb (Annenberg Institute at Brown University)
Rebecca London (University of California, Santa Cruz)
Francesca Lopez (The Pennsylvania State University)
Catherine Lord (UCLA)
Christopher Lubienski (Indiana University)
Tamara Lucas (Montclair State University)
Catherine Lugg (Rutgers University)
Gerardo R. López (MIchigan State University)
Daniel López-Cevallos (Oregon State University)
Erin Mackinney (Roosevelt University)
Nancy Madden (Success for All Foundation)
Maria Madrigal (Innovate Public Schools )
Betty Malen (University of Maryland)
Bryan Mann (University of Kansas)
Jane Margolis (UCLA Graduate School of Education and Information Studies)
Bradley Marianno (University of Nevada, Las Vegas)
Patricia Marin (Michigan State University)
Scott Marion (National Center for the Improvement of Educational Assessment)
Anna Markowitz (UCLA)
Martha I. Martinez (SEAL)
Jose Felipe Martinez (University of California, Los Angeles)
Davíd G. Martínez (University of South Carolina)
Allison Master (University of Houston)
Madeline Mavrogordato (Michigan State University)
Rebecca Maynard (University of Pennsylvania)
Teresa McCarty (UCLA)
Mary McCaslin (University of Arizona)
Meghan McCormick (MDRC)
Kate McCoy (State University of New York at New Paltz)
Zachary McDermott (NYU Wagner Graduate School of Public Service)
Scott McDonald (The Pennsylvania State University)
William McInerney (Purdue University)
Milbrey McLaughlin (Stanford University)
Elizabeth Meadows (Roosevelt University)
Ricardo Medina (University of San Diego)
Shantel Meek (Children's Equity Project, Arizona State University)
Tatiana Melguizo (University of Southern California)
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Ellie Mellon (SUNY New Paltz)
Ariella Meltzer (University of Michigan )
Sharon Merritt (Fresno Pacific University)
Roslyn Arlin Mickelson (UNC Charlotte)
Natalie Milman (George Washington University)
Luz Minaya (University of Southern California)
Daniella Molle (University of Wisconsin - Madison)
Alex Molnar (University of Colorado - Boulder)
Frederick Morrison (University of Michigan)
Terri Mossgrove (WIDA)
Analleli Munoz (WIDA)
Samantha Murray (Qualtrics)
Timothy Murrell (Topeka Center for Advanced Learning and Careers/Topeka Public Schools)
Imelda Nava-Landeros (UCLA)
Amanda Neitzel (Johns Hopkins University)
Robin Neuhaus (New York University)
Tuan Nguyen (Kansas State University)
Diep Nguyen (UW-Madison/ WCER-WIDA)
Lan Nguyen (Tulane University)
Erin O'Connor (New York University)
Jeannie Oakes (UCLA/Learning Policy Institute)
Alberto Ochoa (SDSU)
Mary Ojala (St Paul Public Schools)
Daniel Oliver (Tulane University)
Irma Olmedo (University of Illinois-Chicago)
Laurie Olsen (Californians Together)
Gary Orfield (UCLA Civil Rights Project)
Umut Ozek (American Institutes for Research)
Gary Painter (University of Southern California)
Aaron Pallas (Teachers College, Columbia University)
Griselda Palma (Dual Language and English Learner Education Dept./College of
Education/SDSU )
Deborah Palmer (School of Education, University of Colorado Boulder)
John Pane (Signing as an individual)
Elizabeth Park (University of California, Irvine)
Sung Park-Johnson (DePaul University)
julieta pasko (Learning Disabilities Association of Illinois Board of Directors)
Stanley Pasko, Ph.D. (Retired - APA, NASP, ASHA, ISPA, LDAI MEMBER)
Erika Patall (University of Southern California)
Charles Payne (Rutgers University Newark)
Emily Penner (University of California, Irvine)
Andrew Penner (UC Irvine)
Donald Peurach (University of Michigan, School of Education)
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Bree Picower (Montclair state)
Lawrence Picus (University of Southern California )
Linda Pincham (Roosevelt University)
Christine Pitts (NWEA)
Marcos Pizarro (SJSU College of Education)
Morgan Polikoff (USC Rossier School of Education)
Jeanne M. Powers (Arizona State University)
Patrick Proctor (Boston College)
Amira Proweller (DePaul University)
Kelly Purtell (The Ohio State University )
Laura Quaynor (Johns Hopkins University)
Daniel Quinn (Public Policy Associates, Incorporated. )
David Quinn (USC)
Rosalinda Quintanar-Sarellana (San Jose State University)
Federica Raia (UCLA)
sean reardon (Stanford University)
Randall Reback (Barnard College)
Sarah Reckhow (Michigan State University)
Kristen Renn (Michigan State University)
Cecilia Rios-Aguilar (UCLA)
Fatima Rivera (WIDA)
Elizabeth Rivera Rodas (Montclair State University)
Bill Rivers (WP Rivers & Associates)
Gregg Roberts (American Councils Research Center)
Jennifer Robinson (Montclair State University)
Diana Rodriguez-Gomez (University of Wisconsin, Madison)
John Rogers (UCLA )
Joydeep Roy (Columbia University)
Maria Araceli Ruiz-Primo (Stanford University)
Anna Saavedra (University of Southern California Dornsife Center for Economic and Social
Research)
Serena Salloum (Ball State University)
Lucrecia Santibanez (University of California at Los Angeles)
Doris Santoro (Bowdoin College)
Carolyn Sattin-Bajaj (University of California, Santa Barbara)
Andy Saultz (Pacific University)
Marisa Saunders (UCLA)
Adam Sawyer (California State University, Bakersfield)
Barbara Schneider (Michigan State University)
Beth Schueler (University of Virginia)
Karla Scornavacco (University of Colorado Boulder)
Lyn Scott (Cal State East Bay)
Mike Seltzer (UCLA)
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Jeff Share (UCLA)
Steven Sharp (Governors State University)
Richard Shavelson (Stanford University)
eric sheffield (Western Illinois University)
Jessica Shiller (Towson University)
Deborah Short (TESOL International Association)
Genevieve Siegel-Hawley (Virginia Commonwealth University)
Nicole Simon (City University of New York (CUNY) )
3Lois Simpson (USBE)
Gale Sinatra (University of Southern California)
Courtney Skare (UW-Madison)
Robert Slater (American Councils Research Center)
John Brooks Slaughter (University of Southern California)
Robert Slavin (Success for All Foundation)
Robert Slavin (Center for Research and Reform in Education, Johns Hopkins University)
Julie Slayton (University of Southern California)
Guillermo Solano-Flores (Stanford University )
Sonia Soltero (DePaul University )
Sheri Spaine Long (American Association of Teachers of Spanish and Portuguese)
Matthew Springer (UNC - Chapel Hill)
Elizabeth Stackhouse (Texas A&M University )
Jen Stacy (California State University Dominguez Hills)
Kevin Stange (University of Michigan)
Marc Stein (Johns Hopkins University)
Walter Stern (University of Wisconsin-Madison)
Deborah Stipek (Stanford University)
Christiana Stoddard (Montana State University)
Simeon Stumme (Elmhurst University)
Carola Suarez-Orozco (UCLA)
Rebecca Swann-Jackson (Montclair State University)
John Taccarino (DePaul University)
Beth Tarasawa (NWEA)
Shanon Taylor (University of Nevada, Reno)
Amanda Taylor (American University)
Monica Taylor (Montclair State University)
Toni Theisen (Thompson School District )
Paul Thomas (Furman University)
Christopher Thorn (Partners in School Innovation)
Mara Tieken (Bates College )
Marta Tienda (Princeton University)
William Tierney (University of Southern California)
Kaitlin Torphy (Michigan State University)
Carlos Torres (UCLA)
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Adrea Truckenmiller (Michigan State University)
Alyn Turner (Research for Action)
Erica Turner (University of Wisconsin-Madison)
Ilana Umansky (University of Oregon)
Concepcion Valadez (University of California Los Angeles)
Jon Valant (Brookings Institution)
Richard Valencia (The University of Texas at Austin)
Joseph Michael Valente (The Pennsylvania State University)
Arie van der Ploeg (American Institutes for Research)
Terah Venzant Chambers (Michigan State University)
Joaquin Villegas (Northeastern Illinois University)
Rebecca Vonderlack-Navarro (Latino Policy Forum)
Mary Waldron (San Diego State University)
Elizabeth Warren (WIDA)
Johanna Watzinger-Tharp (University of Utah)
Douglas Webber (Temple University)
Michael Wehmeyer (University of Kansas)
Christina Weiland (University of Michigan)
Jennie Weiner (University of Connecticut )
Rachel White (Old Dominion University)
Michael Wickert (Southwestern College)
Lynette Williams (Eugene School District 4J Eugene, Oregon)
Thad Williams (Seattle Public Schools)
Terri Wilson (University of Colorado Boulder)
Priscilla Wohlstetter (Teachers College, Columbia University)
Maryanne Wolf (UCLA)
Sarah Woulfin (University of Connecticut)
Bridget Yaden (Pacific Lutheran University)
Jason Yeatman (Stanford University Graduate School of Education)
Nick Yoder (CASEL)
Michelle Young (Loyola Marymount University)
Peter Youngs (University of Virginia)
John Yun (Michigan State University)
Ken Zeichner (University of Washington)
Ron Zimmer (Martin School at the University of Kentucky)
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[1]
The signers all agree that high-quality formative and summative evaluations of teacher performance

are important, and these should be developed in ways that promote useful practices and avoid negative,
unintended consequences for curriculum and pedagogy.
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