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INTRODUCTION

For the past five years, DC VOICE has conducted the Ready Schools Project which assesses the
preparedness of the DC Public Schools for the opening of school in the fall. Trained volunteers
conduct this community action research. Working in teams, volunteers conduct confidential inter-
views with local school principals. Started in 2004 with 50 volunteers who interviewed a represen-
tative sample of principals in 43 schools, the project has grown to include interviews with 109
school principals in 2008 and over 200 volunteers.

Each year Ready Schools Project volunteers and others have asked, “When are we going to inter-
view teachers?” In the spring of 2009, with the support of grants from both the Community and
Gates Foundations, DC VOICE was able to launch the Ready Classrooms Project. The volunteer
researchers interviewed 104 teachers from 30 DC Public School middle and high schools between
March | to April 9, 2009. The teachers interviewed were diverse in years of experience, race and
ethnicity and content areas.

To construct the survey instrument, DC VOICE established a core committee made up of univer-
sity and other researchers, reviewed existing teacher surveys used elsewhere, and field tested the
survey drafts with current local teachers.! The reviews of other surveys helped create the three-
part framework for the Ready Classrooms Project survey: Instruction, Relationships, and School
Climate.

Several important themes emerged from the teacher responses in each area of the framework:

e On instruction: The good news is that 100 percent of the teachers unhesitatingly re-
ported that they are available outside of class time to assist students when they need extra
help. The not so good news is the lack of adequate curriculum to reach the needs of all
students, and inadequate teaching resources and physical facilities in many schools.

e On relationships: Teachers listed the many strategies they utilize to get to know their
students well, as well as how much they share materials, resources and/or instructional
strategies with other teachers. The amount of administrative attention to and support for
teachers appears to vary widely, and parent and community involvement is very low in
many schools, and schools lack DCPS support to increase that involvement.

e On school climate: On the positive side, 89 percent of the teachers reported that they
have the opportunity to teach the subject and grade that they know best and enjoy the
most every day. But the supports for them to be as effective as possible are sorely lacking,
including tangible resources as well as their own opportunities to be involved in decision
making that directly affects them, and to receive praise for their work.
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As with the Ready Schools Project, the interviews were confidential, and neither the names of par-
ticipating teachers nor their schools will be used in this report. The data collected was entered
into the Statistical Package for the Social Sciences (SPSS), and analyzed in several ways, including by
school level and by the teachers’ years of experience. The resulting findings have been reviewed
and analyzed by both the Ready Classrooms Project core committee and by the Project’s volun-
teer team leaders.

Given this is the first year for the Ready Classrooms Project, the data in this report provides a
strong set of baseline data which can be used for taking actions to improve our secondary schools,
and on which to build future inquiries. We welcome your feedback.
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INSTRUCTION

Felder and Brent (1999) defined good teaching as “instruction that leads to effective learning, which
in turn means thorough and lasting acquisition of the knowledge, skills, and values the instructor or
the institution has set out to impart.”” To achieve this goal, teachers must have certain basic tools:
a school well organized for teaching and learning, the needed resources in place, and access to on-
going training opportunities so that they can continue to improve their practice These are the in-
structional issues raised in the Ready Classroom Project — school organization, resources, and
professional development.

SCHOOL ORGANIZATION

Both middle school and high schools teachers were asked about the focus of the curriculum at
their school: whether it was focused primarily on graduation rates, on student’s readiness for their
next education level or on both. As can be seen, 84 percent of the middle school teachers re-
ported that their curriculum is geared towards high school readiness, 16 percent said it was not.
At the high school level, 36 percent said the curriculum focuses on college/career preparation, 24
percent that it focuses on high school graduation, and 40 percent that the curriculum focuses on
both.

Figure 1 Figure 2
Focus of Middle School Curriculum Focus of High School Curriculum

84% 40%
36%

24%

16%

Geared Towards High School Readiness Not Geared Towards High School College/Career High School Graduation Both
Readiness Preparation

The middle and high school teacher’s answers were very similar on satisfaction with class size: 63
percent of middle school teachers and 61 per-

. . Figure 3
cent of high school teachers reported satisfac- Satisfaction with Class Size by Level of Teaching

. . . E i
tion with class size. But when broken down by Hperience
years of teaching experience, the satisfaction
numbers differed markedly. Of note at the high

70%

65%

49%

school level, several teachers reported large

class rosters — in one case as many as 52 as-
signed to one class. However, actual attendance
L. A . X 0-5 Years Experience 6-10 Years Experience 11+ Years Experience
is in the 20s so the actual size at any one time is p=.01

quite manageable.
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The answers to the question on whether teachers have pressure to “teach to the test” varied a

great deal depending on the grade level the teachers were teaching. At the high school level, for

Figure 4
Sources of Pressure to "Teach to the Test"”

Middle School Teachers ® High School Teachers

97% 94%

85% 80%
44%
33%

DCPS

10%
R
U

Principal Colleagues WTI

example, only the 10" grade is tested, so the
question had less relevance for the |1 and 12
grade teachers interviewed. Of greater interest
is where the pressure comes from: as Figure 4
shows, it’s almost equal between the school sys-
tem and the local school principal, with much
less pressure coming from colleagues, zero per-
cent from parents, and a small amount of pres-
sure from the Washington Teachers Union.

One hundred percent of the teachers re-
ported that they are available outside of class
time to assist students, mostly before and after
schools, but also at lunch time and during
school. When teachers were asked what addi-
tional duties they have in addition to class-
room instruction, they responded as shown by
school level (Figure 5). The high expectation

that teachers cover classes when other teach-

Figure 5
Additional Duties Teachers Have Outside of Class

Middle School Teachers ® High School Teachers

92%
83% 85%

I : I .

76%

47%
‘ 12%

Monitoring Serving on School Covering Other Supervising
Hallways Committee Classes Dismissal/Arrival*
*p = .00

ers are absent suggests that teachers lack control over their own work, primarily because this re-

sults in the loss of planning periods.

RESOURCES NEEDED

All teachers were asked if they have the curriculum, materials and equipment to meet the learning

needs of all students, regardless of whether they are struggling, doing okay, or achieving at a profi-

cient level. If they answered no to either question, they were then asked a follow-up question on

what they need. The answers to the initial questions were not encouraging: just 43 percent of the
teachers said the curriculum met all needs, and 57 percent replied the curriculum did not.

On materials and equipment 42 percent said they had what they needed to teach effectively, and

58 percent said they lacked what was needed.

Figure 6

Ways that the Curriculum is Lacking™
41%
38%

21%

7%

——
Relevant Materials not Too Few SPED
provided resources
*Only the most common answers are reported

Curriculum too
Difficult

Curriculum
Differentiation

Figure 7
Materials and Equipment that are Lacking*
42%

30%

23%

18%
15%

Projector Manipulatives  Textbooks
*Only the most common answers are reported

Technology Computer
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On Special Education, the teachers were asked first whether they receive the resources needed to

successfully include special education students in their classroom instruction, and also to list the
kinds of support they have received as well as what additional supports would enable them to ef-

fectively implement inclusion.

Interestingly, almost all teachers immediately responded that they

implement inclusion in their schools, but as the findings show, the resources are often not in place
to make this a successful reality. Just 37 percent reported having the resources needed to success-
fully include students with special needs in their classrooms, 61 percent replied they do not have

what is needed, and two percent did not respond to this question.

Figure 8
Resources Received to Implement Inclusion*

31%

23%

18%
15%

10%

Curriculum

Professional
Development

Consult with
SPED
Teachers/Admins

Aide/Inclusion
Teacher

Adapted Texts

*Only the most common answers are reported

35%

Aide/Inclusion Supplemental
Teacher

Figure 9
Resources Needed to Implement Inclusion*

34%

27%
21%
15%

Professional
Development

Technology Adapted Texts
Materials

*Only the most common answers are reported

Eighty-four percent of the teachers reported using computers and the Internet in their instruction,

Figure 10
Ways Teachers Incorporate Technologyin
Instruction*
48%
43%

17% 16%

| | 10%

———

PowerPoint/Video  Online Instruction
Presentations

Specific Content
Programs

Teach Technology
Skills

Internet
Research/Searching

7%

Classin Lab

*Only the most common answers are reported

I5 percent said they do not incorpo-
rate it, and | percent did not re-
spond to the question. The number
would undoubtedly be higher if more
classrooms had enough working

computers in them. Local school
technology problems reported in-
cluded nonworking or not enough
computers, no computer labs in
some schools, and lack of badly

needed technology tools such as

LCD projectors.

Teachers who reported using technology listed the various ways they use it in instruction (Figure

10). Teacher views on the extent to
which their school’s physical facilities
adequately support teaching and learn- 36%
ing are split right down the middle,
with 49 percent of the teachers saying
If they

answered no they were asked what

yes and 5| percent saying no.

—_—

was lacking (Figure 11).

HV/AC
Problems

Ways in Which School Facilities are Inadequate

21%

Figure 11

for Teaching & Learning*

19%
[*
17% 15% 15%

‘ . ‘ 11%

Unclean

Lack of
Classrooms

Inadequate
Space

Electricity
Problems

Plumbing/
Bathroom
Problems

Wal Is/ Open
Space

*Only the most common answers are reported
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PROFESSIONAL DEVELOPMENT and NEW TEACHER SUPPORT

Almost all of the teachers, over 93 percent, reported participation in professional development so
far that school year. When asked whether they have input on topics for training, 39 percent said
yes, 2| percent said no, and 40 percent said

somewhat.  Seventy-one percent reported Figure 12
Sources of Professional Development

they had received standards training in their 85%
content area in the past four years, 24 per- 6%
cent reported no standards training, and 4 54% 51%
percent did not respond to this question. —

The teachers reported the sources of profes-

sional development (Figure 12).

Local School-Based Outside Workshops DCPS-Sponsored Graduate
Teachers were asked about supports for both Coursework

new and veteran teachers. Sixty-six percent

reported that the new teachers at their school receive special support, and also listed the kinds of
support they receive (Figure 13). Ninety-four percent of the teachers said they thought there
should be ongoing support for experienced teachers and offered suggestions for the kinds of op-
portunities that should be provided (Figure 14). When teachers were asked if they have the op-
portunity to be mentored by other teachers, 42 percent said yes and 58 percent said no. How-
ever, when asked if they themselves had the opportunity to mentor other teachers, the numbers
reversed: 64 percent said yes and 35 percent said no.

Figure 13 Figure 14
Kinds of Supports Offered to New Teachers* Suggestions for Ongoing Support for
54% Experienced Teachers™
30%
33%
18%
15%
9
13% 13% 11%
0 - = ~ | | .
Mentor Central Office Collaboration Teaching Administrative Content Collaboration  More Professional Content Technology Observations
Mentor Fellows Support Coaches Opportunities Development Specialized Support
Mentors Opportunties Support
*Only the most common answers are reported *Only the most common answers are reported

A significant body of research indicates that student achievement and student behavior are influ-
enced by the quality of relationships between teacher and student, teacher and fellow teacher,
teacher and parent/community and teacher and administrator (Bergin, 2009; Chance, 2009; Jones,
1981; Murray, 2009; Sather and Barton, 2006).> A communicative and collaborative school atmos-
phere fosters an environment conducive for academic learning. The relationship questions in the
Ready Classrooms Project covered four kinds of interaction: teacher/student, teacher/teacher,

teacher/administrator, and teacher/parent. 7
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The teachers were asked to list the three things
they think are important to know about the
students in their classes, how they get to know
their students, and how they find out students’
opinions about what they are learning in school.
As can be seen in Figure 15, 62 percent of the
teachers said it is important to know about
their students’ home life, followed by academic
level at 48 percent and interests and goals at 35

TO INFORM AND MOBILIZE

What Teachers Think is Important to Know About Students in Their
Classes™

62%
45%
. 35%

Homa Lifs

Figure 15

17% 16%

o

Artituda Tewards
Schaal

Acadamic Laval Irtaracte, Skille, Goale Spacial

Needs/Weeknesses

*Only the most common answers are reported

percent. They get to know their students in a variety of ways, with informal conversations and

student reflections/surveys being the most frequent method at 43 percent, followed by classroom

observations at 32 percent (Figure 16).

To find out what the students think about their own

Figure 16
Ways Teachers Get to Know the Students in
Their Classrooms™

43%

43%

32%

20% 20%

T T

Informal Student Classroom CallHome/  Outof School
Conversations Reflections/ Interactions/ Home Visits Activities
Surveys Observations

*Only the most common answers are reported

Figure 17
Ways Teachers Find out What Their Students
Think About Their School Learning>

65%

42%

33%
21%

| 9%

- B

Ask In Class Observation/ Journaling Assignments/ Discussion
Discussion Listening Surveys with Parents
*0Only the most common answers are reported

Figure 18
Types of Instructional Support Offered to

Students Having Difficulty™
55% 9 R4

23% 19%
° 16%
| 11%

Weekend
Instruction

After School
Instruction

Peer
Tutoring/
Grouping

Individualized
Instruction

Tutoring

*Only the most common answers are reported

offered to students having difficulty inside or
outside the classroom. Tutoring, at 55 percent,
was the biggest response on instructional sup-
port, followed by individualized and after school
instruction (Figure 18).

For emotional support, the three top responses
were counseling/psychologist services at 56 per-
cent, social workers at 38 percent, and reliance
on supportive relationships that teachers have

built with their students at 36 percent (Figure |9).

school learning, 65 percent of the teachers ask
them directly as part of class discussions, 42 per-
cent use observation and listening, and 33 per-
cent have students communicate with them
through journaling (Figure 17).

The teachers were also asked what types of
both instructional and emotional supports are

Figure 19
Types of Emotional Support Offered to
StudentsHaving Difficulty™

56%

38% 36%

9% 7%

Student Support
Team

Administrative
Support

Teachers Build
Supporting
Relationships

*Only the most common answers are reported

Counseling/ Social Workers

Psychologist
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TEACHER/TEACHER

Teachers were asked not only if they shared materials, resources, and/or instructional strategies
with other teachers, but also how they do so. Ninety-one percent indicated that they share with
colleagues, with 50 percent saying sharing happens through collaborative planning meetings, 47 per-
cent through informal exchanges, and 33 percent through content area meetings. When asked
how often they have opportunities to plan with teachers who teach in the same content area, 37
percent said weekly, 29 percent daily and 10 percent several times a week. Just 12 percent re-
ported never having such opportunities (Figure 21).

Figure 20 Figure 21
How Teachers Share Materials, Resources, and How Often Teachers Plan with Other Teachers in
Instructional Strategies™ the Same Content Area

37%
50% °

47%

29%
33%

0,
13% 10% 12% 10% 9%
L1 B
Collaborative Informal Sharing Content Area Grade-Level Modeling and
Meetings/ Collaboration Collaboration Observation Once a Everyday Never Several Other Once a
Planning week Times per Month
week

*Only the most common answers are reported

TEACHER/ADMINISTRATION

Figure 22
Frequency of School Administrator Visits
Teachers were asked how often administrators | ., to Classrooms
visit their classrooms, and the extent to which 20% 199
they meet with teachers individually to discuss 12% 1906

instruction, testing data and/or student pro-

8%
R
N 1%
gress. Figure 22 shows that 25 percent of the ; ; s B .
teachers re orted weekl ViSitS fO"OWGd b 20 Oncea Every Oncea Oncea Twicea Several Never Other
P )’ ’ Y week Quarter month year year Times

percent reporting every quarter and |9 per- per week
cent once a month. When asked if principals

regularly meet with teachers individually to discuss instruction issues, 32 percent responded yes
and the remaining teachers pointed out that depending on the size of the school, such individual
meetings would occur with assistant principals, department chairs, instructional coaches, etc.

TEACHER/PARENT/COMMUNITY

The questions regarding teacher and parent/community relationships covered parent support,
school involvement with the surrounding community, and supports the school may receive from
DCPS to help with parent and community involvement.

Figure 24 breaks out teacher responses on parental support by school level. Parents demonstrate
their support in various ways, including contacting the school themselves and being responsive
when teachers contact them, helping fundraise and provide supplies for the school, volunteering at
school, and attending parent/teacher conferences.
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Several teachers indicated that parents have good intentions but lack knowledge on how to be in-
volved. When asked if their school re-
ceives DCPS supports to help with par-
ent and community involvement, 25 per-
cent said yes, 6| percent said no, and |4
percent said they did not know if the
school received any support in this area.
When broken down by school levels, the
answers differed markedly: 37 percent of
middle schools but just |18 percent of
high schools reported receiving DCPS

Figure 24

Supports for Parent and communlty in- Teachers Reporting Support from Students' Parents

volvement. Forty-two percent of the Middle School Teachers ® High School Teachers
middle school and 71 percent of the 46%

high school teachers reported no sup-
port from DCPS; and 32 percent of
middle school and || percent of high
school teachers said they did not know

if any support was received (Figure 23).

Sixty-eight percent of the teachers re- ves No Somewhat
_Figure25 ported some community involvement

Ways the Community is Involved in the Schools* L .
29% and 32 percent indicated they did not

know if their school is involved with

22%

19% the surrounding community. Figure 25
shows the most-commonly mentioned

10% 10% 10% H . : :
ways in which community support is
| . | demonstrated.
—— T
Neighborhood Parternship with Local Business Art/Music Coordinated School/Student
Community Federal/City Support Partnership Parent Community
Groups Government Involvement Service

*Only the most common answers are reported

SCHOOL CLIMATE

Research shows that school climate can have a big influence on both teaching and learning in
schools. According to the National School Climate Center (2008), “School climate refers to the
quality and character of school life. It is based on patterns of school life experiences and reflects
norms, goals, values, interpersonal relationships, teaching, learning and leadership practices, and
organizational structures.” Accordingly, the Ready Classrooms Project questions on school cli-
mate covered daily experiences for both teachers and students as well as school environment and
safety. 10
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TEACHER EMPOWERMENT

To explore their sense of personal efficacy and empowerment, teachers were asked if they teach

the subject and grade they know best Figure 26

and like most; how much input they Teachers Reporting of Who Makes Them Feel
Their Job is Important*

have school decision-making; and 93% 58%

whether they have received praise re-
cently and are made to feel their job is
important.  Eighty-nine percent re-
sponded affirmatively when asked about
what they teach at present. But teach-

73%
67%

27%

ers were also asked to use a scale of | | _—— , : : l

to 5 (With | meaning a low level of in- Students  Fellow Teachers  Parents Local School DCPS
*0Only the most common answers are reported

T

put and 5 a high level of input) to rate
the extent to which they have input into decision-making. The average teacher rating was only 2.7.

Fifty-six percent of the teachers said yes when asked if they had received recognition or praise in
the preceding seven days.

The teachers were presented with several options for entities/people who might make them feel
their job is important; they could respond with more than one category. As Figure 26 shows, 93
percent of the teachers mentioned students, with fellow teachers at 88 percent, parents at 73 per-
cent, the local school at 67 percent and DCPS at 27 percent. This question provoked comments
that teachers feel that their experience is not presently valued or rewarded. Such comments came
particularly from veteran teachers, but also came from younger certified teachers who plan to
make teaching a career.

STUDENT EMPOWERMENT

Figure 27
. . How Schools Provide Support in Classroom
Questions about school commitments to stu- 0% Management*
dents and their teachers concerned the presence 40%

of a commitment to educate all students, sup- 30%
ports teachers receive in classroom manage-
ment, and presence of clearly stated and en-
forced school-wide expectations for student be-

haVIOI". Flfty-nlne Percent Of the teachers re- Mentot:li_r;%{iLJep:grtfrom Administrative Support Professional Development

ported that their schools endeavor to educate

*Only the most common answers are reported

all students with no exceptions, noting the importance of committed staff with an attitude that all
students can learn. The 41 percent responding negatively to these questions noted the negative
impact of behavioral issues and an overemphasis on teaching to students achieving at the middle
range, at the expense of those who are struggling or achieving above average.
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Just 45 percent reported that teachers receive support in classroom management. The remaining

Figure 28
How Schools Fail to Provide Support in

Classroom Management*
30%
27%

21%

9%

No Professional
Development

Can't Send to Office
or Suspend

Administrators do
Not Deal with the
Problem

Poorly
Designed/Enforced
Discipline Policy

*Only the most common answers are reported

33%

SCHOOL ENVIRONMENT AND
SAFETY

The questions on environment and safety
covered school climate and safety issues.
Fifty-nine percent of the teachers reported
that their schools have a climate that re-

Clear Behavioral

spects the way students learn, and they
offered examples of the schools do this
(Figure 30).

Plan/Protocol

teachers provided a range of examples to dem-
onstrate this lack of support (Figure 28). The
reporting on school-wide expectations for stu-
dent behavior came in as a tie: 45 percent said
yes and 45 percent said no regarding the pres-
ence of clearly stated and enforced expectations.
Seventy-five percent of the teachers said en-
forcement needs to be consistent, and 44 per-
cent said that rules and expectations need to be
clearly stated (Figure 29).

How School-Wide Behavioral Expectations Are Enforced* Figure 29

23% 28%

18%

12%

12%
. ]
— > - -

Suspensions/

Detentions Enfarced
Aministration
Clear/Consistent
Teacher Enforcement
Parent Conferences
havioral Support
Staff

or Code/Contract

o
[~
“anly the miBt corumon answvers ar Srepated

Figure 30
Ways Schools Demonstrate a Respectful

38% Learning Climate*

16%

0,
10% 8%

Teachers were asked to use a scale of | to
5 (with | meaning not at all welcoming and
5 meaning extremely welcoming) to rate
how welcoming their schools are to stu-
dents. The average response was 3.2.
When responses were broken out by
teachers’ years of experience, the numbers

Differentiated Create Positive
Instruction/Inclusion  Learning Environment

Multiple Intelligence
Emphasis

ELL Support/Inclusion

*0Only the most common answers are reported

| . | shifted: teachers with 0-5 years of experi-
ence responded at 2.7; teachers with 6-10

years at 3.5 and teachers with || and more

years of experience at 3.7.

Teachers rated the safety in their schools at a 3 on a |-5 scale. This rating also changed depending
on the years teachers had taught. Those with 0-5 years of experience rated the school’s safety at
2.8; those with 6-10 years at 3.1 and those with || or more years of experience at 3.4. Teachers
provided several suggestions for improving safety at their schools.



DC VOICE

DCPS AND TEACHERS

Suggestio
45%

Figure 31
ns for Improving School Safety*

39%

25%

Better Security with More
Strategic Placement

More ID and Monitor High Risk
Aministrative/Security Students
Visib i|ity *Only the most common answers are reported
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The teachers were asked if they like how the
school system is run and to provide reasons
for their answers. Eighty percent of the
teachers replied no to this question, 8 per-
cent replied yes, and 12 percent replied that
they both like and don’t like how the system
is run. Only 20 of the 104 teachers who
were interviewed said they liked how the
system is run, citing high standards and ac-
countability, no-nonsense governance, and

efforts to professionalize teaching and improve evaluation as reasons for approval.

Thirty-eight percent said a lack of respect for and blaming of teachers are what they do not like

about the how the system is run, 22 per-

cent cited poor

the District and local schools, and 17 per-
cent noted a rigid governance structure
demonstrated by a top down approach that
teachers say does not pay attention to
what is happening in the classroom, nor
allow for questions to be asked (Figure 32).

communication between What Teachers do not Like about How the

Figure 32

38% System is Run*

22%

17%

Lack of Respect/Blame of Poor Communication Rigid Governance
Teachers Between District and

Schools *Only the most common answers are reported

HIGH SCHOOL TEACHERS ONLY

The high school teachers interviewed were asked three separate questions, about space in the

school for college-going processes, about credit recovery, and whether every tenth grader is re-

quired to take the

PSAT.

« Eighty-three percent reported their school devotes a prominent physical space to the col-

lege-going processes (Figure 33).

48%

Where Schools Provide Space for the College-

Figure 33

Going Process™

39%

DC CAP Office/Staff

Counselors/ Counseling College/Career Center
Suite

*Only the most common answers are reported

e Ninety-seven percent reported that students
who have failed classes are referred to a credit
recovery program.

« Eighty-three percent reported that every 0%
20% grader is required to take the PSAT, || per-
cent responded no on this, and 6 percent said
they did not know.
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CONCLUSION

One of the primary goals of the Ready Classrooms Project was to raise up the teacher voice; to
hear loud and clear the views of the people who are on the frontlines every day in our classrooms,
teaching our students and preparing them for college and the workplace. By talking to over 100
middle and high school teachers, we hoped to shine a spotlight on the challenges and successes
teachers experience every day, and on what they need in order to do their jobs well. In reporting
what teachers told us, we emphasized the importance of high quality teaching by providing infor-
mation in three areas: instruction, relationships and school climate. As noted earlier, research
has shown that high quality teaching is the single most determinant in student achievement. Ac-
cording to Stanford University professor Linda Darling-Hammond (2009), “In addition to training,
recruiting and retaining highly qualified teachers, the United States should look to the successful
measures implemented by other countries. Those include adequate school funding, well-organized
curricula, meaningful assessments, and strong teaching systems that include adequate compensa-
tion, mentoring and working conditions that foster collaboration, adequate planning time and op-
portunities for active research.””

Unlike the Ready Schools Project that uses confidential interviews with local school principals to
assess wWhether our schools are ready for the opening of classes in the fall, the Ready Classrooms
Project conducted in the spring of 2009 focused on whether the supports needed for high quality
teaching were in place throughout the school year. Together these community action research
projects provide both a fuller picture of the DC Public Schools, and also provide information that
all stakeholders, from parents to policy makers, can use to improve our schools.

The interviews with teachers demonstrated that on the one hand there is a great deal of dedica-
tion on the part of many teachers to do the best job possible. On the other hand, all too often the
resources and supports teachers need are not in place. These resources and support have to
come from many places, including DC Public Schools central administration, but also from admin-
istrators, parents, community members and students. We all have a part to play in making our
schools places of excellence. Teachers certainly cannot do the job alone. We invite you to join
DC VOICE in our efforts to rally resources and support for all of our schools and for the staff and
students in them.
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An overarching tenet of DC VOICE is that everyone in the community is needed to raise academic achievement. Con-
sequently, the DC VOICE mission is to inform and mobilize the public to hold both the schools and the community ac-

countable for providing high quality teaching and learning for all.
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