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Finland, a primary 
teacher must study  
at a university for
five or six years 
in a program that 

includes not only pedagogy, but 
units on neuroscience, curriculum 
theories, and research methods. 
They must then take a clinical 
practical training at the university’s 
teacher training school. 
 In Singapore, every new teacher 
is assigned a master teacher mentor 
for several years. Master teachers 
are found in every school in Singa-
pore, coaching and developing 
the skills of new and veteran teach-
ers. Teachers there have 20 hours 
each week to devote to working 
with colleagues and visiting one 
another’s classrooms for observa-
tion and inspiration.
 In South Korea, teachers who 
have completed three years in the 
classroom can enroll in a five-week, 
180-hour government-approved 
professional development program 

and receive an advanced certificate. 
The certificate brings a salary in-
crease and eligibility for promotion.
 Singapore, Sweden, and the 
Netherlands require at least 100 
hours of professional development 
per year, in addition to hours of 
collegial planning and inquiry.
 These are just some of the 
standards for teacher support in 
the highest achieving countries, 
according to a report by Linda 
Darling-Hammond and the Stan-
ford Center for Opportunity in 
Education. What do they have 
in common? A national commit-
ment to high-quality public educa-
tion. Respect for the complex craft 
of teaching. A willingness to provide 
the resources and supports that 
good teachers need to succeed. 
 Look at the difference between 
those countries  and the U.S. in 
professional development alone—
the Learning Institute reported in 
2010 “that professional develop-
ment activities of under 14 hours 



We know that what happens in the 

classroom is directly related to the 

public policies that come from fed-

eral, state, and local leaders. In our 

democracy, every voice matters, but 

history has proven that organized 

voices—louder and more powerful 

voices—are the ones lawmakers 

respond to. 

 MSEA and your local association 

help your voice be heard and re-

spected by education policymakers. 

Members like you lead on education 

issues that matter where decisions 

are made in your county, Annapolis, 

and Washington, D.C. 

 MSEA members can take the 

lead on mentoring and induction. 

Whether it’s bargaining around local 

contract provisions to strength-

en early career educator support, 

speaking out about the issue in 

state and local press, or lobbying 

representatives and testifying in 

support of needed reforms in 

Annapolis and Washington, D.C., 

MSEA members can make a differ-

ence by organizing and mobilizing 

in support of new educators. 

 New educators deserve better. 

It’s time to build a strong induction 

and mentoring program in Maryland 

and your local school district. 

appear to have no effect on teachers’ 
effectiveness. Meanwhile, well-designed 
content-specific learning opportunities 
averaging about 50 hours over a 6 to 12 
month period of time were associated 
with gains of up to 21 percentile points 
on the achievement tests. Fewer than 
20 percent of U.S. teachers receive this 
kind of professional development.”  
 In countries like Finland, Singapore, 
South Korea, Sweden, the Netherlands, 
and Norway the teaching profession 
is respected and the standards for 
preparation are high—and they rarely 
experience the kind of teacher shortag-
es that have left much of the U.S. with 
overcrowded classrooms and overtaxed 
professionals.    
 As every educator knows, here in 
the U.S., the teaching profession is less 
lauded and less supported on almost 
every level. Funding crises are the norm 
in nearly every state. Educators across 
the board are asked to do more with 
less. And for young and early career 
educators the first months and years 
are mostly a shock as they try to parse 
expectations versus reality.   
 MSDE acknowledges that 47% of 
educators who completed nearly two 
years of teaching leave the field before 
their third year. Why? Pay, workload, 
expectation versus reality, lack of re- 
spect, lack of autonomy, and lack of 
supporting mentor and induction pro-

grams that are meaningful and deep. 
 Some new teachers, like Jasmine 
Stewart, a chemistry teacher in Prince 
George’s County, receive encourage-
ment and support from colleagues, and 
administration—including, for Stewart, 
a New Teachers Academy in her school. 
But, she said, it is the Towson University 
master of arts in teaching program and 
a year-long clinical internship that she 
values the most. “My last year in the 
field truly prepared me. I was paired 
with two great mentors who sort of 
threw me directly into their classrooms. 
Those experiences helped me to have 
a successful first year.” 
 Stewart discovered her experience 
was not the norm. She, her Prince 
George’s County colleague Kyle De Jan, 
Robin Beers (Anne Arundel County),
and Henoch Hailu (Montgomery Coun-
ty) were Educators in Residence at 
MSEA’s headquarters in Annapolis this 
summer. All early-career educators, 
they studied the status of new teach-
er induction programs in Maryland, 
the results of the 2015 TELL Survey, 
MSDE documents, surveyed hundreds 
of Maryland educators on their men-
toring and induction experience, and 
interviewed early career educators in 
nearly every county. What they found 
is a telling portrait of where the rubber 
meets the road for Maryland’s support 
of new teachers. 

A Stanford report shows that support for educators
in top-rated nations includes:

Universal high-quality teacher education, typically two to four years 
in duration, completely at government expense, featuring extensive 
clinical training as well as coursework.

Equitable, competitive salaries, comparable to those of other profes-
sions, sometimes with additional stipends for hard-to-staff locations.

Mentoring for all beginners, coupled with a reduced teaching load 
and shared planning time.

Extensive opportunities for ongoing professional learning, embed-
ded in substantial planning and collaboration time at school.

Teacher involvement in curriculum, assessment development, and 
decision-making.
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COMAR’s insufficient regs 
COMAR—the Code of Maryland Regula-
tions—mandates that Maryland school 
systems have programs in place to 
increase the retention rate of teachers. 
It also requires that local school sys-
tems provide an orientation program 
before the school year begins for all 
new teachers, ongoing support from a 
mentor, regularly scheduled opportuni-
ties to observe or co-teach with skilled 
teachers, ongoing professional devel-
opment, and ongoing formative review 
including observations and lesson plan 
feedback. COMAR also recommends 
a reduction in workload for every new 
teacher and guidelines for mentor 
selection. Was that your experience?
 These promising mandates may be 
in code, but in reality, there is little 
accountability for districts and so im-
plementation has faltered in many plac-
es and left new educators to struggle. 
 “The quality and characteristics of 
new educator support programs vary 
widely in our state due to vague 
COMAR recommendations,” said 
Educator in Residence Robin Beers. 
“This means that new teachers are not 
necessarily getting the support they 
need to make it through their first few 
years on the job. Effective mentoring 
can make or break a new teacher and is 
critical to teacher retention.”
 Just look at the results of the 2015 
TELL Survey, which over 30,000 Mary-
land educators responded to: more 
than 25% of new educators were not 
provided a formal mentor nor profes-
sional development specifically target-
ed to new educators; more than 85% re-
ceived no reduction in workload; more 
than half were not given release time to 
observe veteran colleagues; and more 

than 30% did not have opportunities to 
access a professional learning commu-
nity to collaborate with colleagues. 

What can help?
There are fixes. Recommendations 
from the New Teacher Center (NTC) on 
effective teacher induction policies 
are specific—they are multi-year; set 
stringent policies for the mentor pro-
gram; offer differentiated professional 
development based on need; and 
define what is considered successful 
completion of an induction program. 
NTC’s recommendations—and the 
examples of high-achieving countries—
set a roadmap for ways to move 
forward in Maryland.
 “The work of our Educators in Resi-
dence points to the gap between where 
we are and where we need to be,” said 
MSEA President Betty Weller. “We have 
work to do at the state level to improve 
the guidance and guardrails the state 
provides to ensure that mentoring and 
induction programs are high quality.  
And we have work to do locally to get 
more contract language that gives new 
educators the time, support, and re-
sources they need to be successful and 
become confident veteran educators.”
 The analysis of the Educators in 
Residence found some clear areas of 
concern: only six school systems met 
the COMAR-recommended ratio of 
one mentor for every 15 educators; a 
distinct lack of mandatory professional 
development for administrators on how 
to best support early career educators; 
and inconsistencies between counties 
in terms of induction program compo-
nents and mentor selection and train-
ing, to name a few. Some of these chal-
lenges may be able to be addressed 

locally; for others, state legislative 
action may be a more effective route.

MSEA at work
As MSEA investigates the potential for 
state legislative action during the 
upcoming General Assembly session, 
local association bargaining teams can 
begin work right now to encourage 
their districts to adhere to the COMAR-
recommended reduction in workload 
for first-year educators. This can 
include relieving first-year educators 
from serving on committees; recom-
mending that these educators are 
excused from non-instructional duties 
when possible; encouraging depart-
mentalization at the elementary level, 
which positively impacts individual 
teacher content planning; recommend-
ing that first-year educators not 
proctor standardized tests that are not 
for their own students or grade level; 
and advocating for substitute funds 
to provide first-year educators with 
additional individual or collaborative 
planning with their mentor or team.
 “Teachers in their first through fifth 
year are the largest group of teachers 
in Maryland. If we’re getting off to a 
rough start, without the supports other 
countries have proven to be success-
ful—many of which our own regulations 
recommend—of course some of us 
will look elsewhere,” said Henoch Hailu, 
an Educator in Residence. “But most 
of us are in it because we believe 
in public education and the potential 
of our students. All of us in the field 
should work for more support for 
ourselves and our colleagues just be-
ginning their practice. 
 “We know what we need. Now we 
have to fight for it.” 
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Better pay
Competitive professional pay
Service scholarships and loan forgiveness
Housing incentives
ESSA’s teacher-equity provisions
Career advancement opportunities 

Professional status and respect 
Competitive professional pay    
Time and resources for teaching and learning 
Support for National Board Certification  
Recognition by administration and community     
Increased autonomy    
Appointments to civic and community positions      

What it takes for 
you to stay

Better preparation 
Teaching academies and residency programs
Stronger connections between
 pre-service curriculum and district-
 based induction programs
Collaboration between higher education 
 and school districts  

Better support 
High quality induction programs
Fully developed and implemented mentor 
 and coaching programs
Networking with peers
State certification reciprocity
Improving hiring and placement practices
Pro-public education public policy   

Better working conditions 
High quality principals
Professional collaboration
Peer assistance and review
Shared decision-making 
Resources for teaching and learning   
Pro-public education public policy 

200,000+ teachers leave

the profession every year—

66% resign for reasons other 

than retirement.
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hat’s a big problem. Not only do 
new teachers deserve more and 
better support so they can succeed 

and thrive in the classroom, but students 
benefit from teacher stability, experience, 
and quality — which often go hand-in-hand.
 It’s costly, too. Richard Ingersoll, a 
University of Pennsylvania professor and 
leading researcher on teacher turnover, 
estimates that this rate of turnover costs 
school districts nationwide $2.2 billion 
annually. The estimated bill in Maryland? 
Somewhere between $20 and $45 million 
per year. 
 “The biggest set of reasons [teachers 
leave] has to do with the quality and 
caliber of the job. It’s the amount of 
support,” Ingersoll said in a 2015 PBS 
interview. “It’s the amount of student 
discipline and behavioral problems in the 
building. It’s how much say teachers have 
in the decisions in the building that affect 
their jobs. Do they have input and voice?”
 Right now in Maryland, the largest 
group of teachers are in those tenuous 
first five years of their practice. While 
it’s part of a huge generational change 
taking place across the U.S., Maryland is 
one of the states on the leading edge 
of the shift. According to the Learning 
Policy Institute, Maryland had the eighth 
highest percent of first and second 
year teachers in the country in 2014.
 “There’s nothing wrong with some 
people quitting—that happens in all 
occupations. And there’s nothing wrong 
with getting some fresh blood in,” 
Ingersoll said in 2013. “But the increas-
ing instability of teachers is certainly 
a concern.”
 Long hours, lack of respect, and lack
of autonomy are also frequently 
cited by teachers who decide to leave
the profession.

In Maryland, nearly half of new teachers will leave
the profession by the end of their third year.

     While Gallup research has found that 
teachers are excited about the impor-
tance of their work — they are more likely 
than other professions to regard their 
job as a “calling” rather than a career — a 
2012 Gallup survey found that among 
employees in 12 different occupational 
categories, teachers were least likely to 
agree with the statement, “At work, my 
opinions seem to count.” Combined with 
often subpar support for new teachers 
and the so-called “teacher pay penalty,” 
it’s no surprise that teacher turnover has 
reached such alarming heights.
      In fact, the teacher pay penalty is 
bigger than ever, according to a 2016 
Economic Policy Institute (EPI) report: 
“In 2015, public school teachers’ week-
ly wages were 17% lower than those of 
comparable workers—compared with just 
1.8% lower in 1994.” Even after factoring 
in school employees’ pension and health 
care benefits, teachers’ total compen-
sation still fell below that of other college-
prepared professionals by 11.1%.

The Learning Policy Institute, 
an education research group 
headed by Stanford Professor 
Linda Darling-Hammond, 
identified six key factors that 
lead to teacher turnover:

• Inadequate preparation
• Lack of mentoring and   
 induction support
• Challenging working   
 conditions
• Dissatisfaction with   
 compensation
• Pursuing other careers
• Personal reasons    
  (pregnancy, childcare, etc.)
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