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Interim Report on the Maryland Teaching, Empowering, Leading 

and Learning Initiative Executive Summary 
 

Policymakers, practitioners, and researchers have long realized that teaching quality is the most 

important variable for the success of students. Supportive school environments, where educators 

are valued, trusted, and have the time and ability to collaborate to improve instruction, are 

necessary for enabling teachers to be successful.  A growing body of research clearly 

demonstrates that assessing, understanding, and improving such conditions can have many 

benefits including improved student learning, improved teacher efficacy and motivation, 

improved teacher retention, and new recruitment strategies to entice educators to work in hard-

to-staff schools. 

 

To assess whether these conditions are present across Maryland, Governor O’Malley initiated the 

first-ever state wide total population survey of certificated educators. In partnership with a 

coalition of state education organizations, the TELL Maryland-Teaching, Empowering, 

Leading and Learning Survey was created and conducted in March 2009. 

 

More than 43,400 educators (62 percent) responded to the survey. Data has been available to all 

schools via password since May at the TELL Maryland website.  For the approximately 1,000 

schools in which at least half of the school faculty responded, the report includes the individual 

school results in addition to the district and state data.     

 

TELL Maryland Highlights the Positive 

 

Educators reported that there are many positive conditions present in Maryland schools. Nine out 

of ten educators believe the faculty is committed to helping every student learn, and three out of 

four (73 percent) of educators agreed their school is a good place to work and learn. Additional 

key findings highlighted in the report include: 

 

 Leadership Matters: Almost two-thirds (64 percent) of educators report that school 

leadership creates supportive environment where there is an atmosphere of trust and 

mutual respect. Teachers indicated that school leadership was the most important 

condition affecting their willingness to remain teaching at their school. Teachers who 

want to remain teaching in their school were twice as likely to agree they work in trusting 

and supportive environments. 

 

 Future Professional Plans: The employment intentions of Maryland educators are cause 

for optimism. While the economy may have had some impact on these responses, it is 

encouraging that 80 percent intend to stay at their current school in the short term, and 50 

percent in the long term.  Beyond that, 10 percent of teachers in the short term and 29 

percent in the long term indicate an intention to pursue another position in school or 

district leadership.  Teachers indicated that both their effectiveness with students and 

school administration support are the primary factors that influenced their decision to 

remain in their school.  When asked to select one factor, nearly 3 of 10 chose school 

leadership, followed by student learning (23 percent) and time to collaborate (14 percent) 

as factors in their professional planning. 
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 A Safe, Collegial, Collaborative Environment and Time Promotes Learning: Four of 

ten educators identify the need for more time to plan and work with colleagues as an 

important condition in promoting student learning; significantly more than any other area 

surveyed.   More than 8 in 10 report teaching in a safe school.   

 

A Challenge in Varying Degrees 

 

One-fourth of teachers report receiving less than three hours a week of non-instructional time.  

About half of teachers (52 percent) indicate they receive less than three hours per week of time 

for individual planning and that collaborative time is rarer.  Nine out of ten receive three or fewer 

hours per week for structured collaborative planning, while one-fourth report less than three (3) 

hours per week of non-instructional time. On the other hand, 54 percent indicate they have time 

to collaborate with colleagues.  

 

 Professional Development and Changing Needs: Approximately 70 percent of the 

respondents were positive about the presence of Maryland Professional Development 

Standards in their learning opportunities, including content knowledge and skills, and the 

ability to apply research, and support for working with colleagues to refine teaching 

practices.  Close to 50 percent indicated a need for additional professional development 

in the following areas: tailoring instructional strategies to meet the learning needs of 

diverse groups of students; collaborating with others to improve instruction; and in 

formulating strategies for engaging families and other stakeholders in the school 

community.  More than 50 percent believe educators have either no role or a small role in 

determining the content of professional development programs.   

 

 

 

 Early Support a Challenge that Reaps Long-term Benefits: While research clearly 

demonstrates that new teacher support is critical to improving performance and in 

retaining teachers in the profession, Maryland schools and systems have been challenged 

to provide the important early support to the 5,500 new educator respondents. 

o More than one-third of new teachers report they were not assigned a mentor in the 

past three years. Of those that were assigned a mentor, less than half believed the 

mentor influenced their practice in the areas of instructional strategy and 

classroom management.  

o Not surprisingly, those wanting to stay in their current school received 

significantly more support than those wanting to move to another school.   

 

 Empowerment and Decision Making Roles: Approximately 70 percent of educators 

report that leadership opportunities exist for teachers and that teachers trust each other 

and are recognized as educational experts.  Close to 60 percent report that teachers are 

integrally involved in decision making and that there is an effective process for making 

group decision and solving problems.  However, many educators do not feel empowered 

in certain areas.  For example, educators report that teachers play a small role or no role 
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at all in selecting teachers new to the school (79 percent) or in deciding how the school 

budget will be spent (71 percent). 

 

 Student Learning, Assessments, Instruction and Performance: Virtually all educators 

use formative assessments to make appropriate instructional adjustments and to develop 

appropriate daily learning objectives. Two-thirds agree that assessment results are 

available in time to impact decision making and improve student learning. However, only 

57 percent believe the assessments are useful in efforts to improve student learning.   

 

 

TELL Maryland Defines a Perception Gap  

 

Teachers’ perceptions and principal’s perception of conditions in a school may be very different.  

For example, across the State: 

 About 60 percent of educators agree that teachers are integrally engaged in decision 

making, but while eight of ten principals agree that teachers have an appropriate level of 

decision making, only four of ten teachers agreed.    

 On the following school leadership questions, principals are almost twice as likely as 

teacher to agree that:  

o School leadership makes a sustained effort to address teacher concerns about 

leadership issues. 

o Teachers feel comfortable raising issues and concerns with school leadership. 

 

With the individual school data available in more than 1,000 schools, principals will have 

specific data on the extent to which these issues matter to their teachers and be able to use the 

data in school improvement discussions.     

 

TELL Maryland Supports and Guides School Improvement Action  

 

The Partnership Agreement clearly states that the purpose of the Survey data is school 

improvement.  As research demonstrates, assessing, understanding, and improving such 

conditions can have many benefits including: improved student learning, improved teacher 

efficacy and motivation, improved teacher retention, and new recruitment strategies to entice 

educators to work in hard-to-staff schools. The Coalition Partners are interested in the efforts 

school leadership teams and staff take to use the data to inform their school improvement efforts. 

The school and system data will continue to be embargoed until the final statewide report is 

released early in 2010.  During these eight months, schools have the opportunity to embed their 

TELL data in the ongoing school improvement activities.  Likewise, systems and the State will 

have the same opportunity to explore the broader issues uncovered in their results, considering 

action appropriate to their responsibilities.  The final statewide report will analyze the 

relationship(s) between teaching conditions and student achievement and teacher retention, 

providing further insight and encouragement to continue the important discussions throughout 

the system as part of our efforts close achievement gaps and prepare all students to compete in 

the international economy and society.     

 

TELL Maryland can be found at www.tellmaryland.org. 

http://www.tellmaryland.org/
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Introduction 
 

Policymakers, practitioners, and researchers have long realized that teaching quality is the most 

important variable for the success of students. Supportive school environments, where educators 

are valued, trusted, and have the time and ability to collaborate to improve instruction, are 

necessary for enabling teachers to be successful. Policymakers have paid little attention to the 

working conditions in schools (Hanushek & Rivken, 2007) that are so are critical to teacher 

retention, teacher and student success. A growing body of research clearly demonstrates that 

assessing, understanding, and improving such conditions can have many benefits: 

 

 Improved Student Learning: Teachers’ success with students is facilitated by a positive 

school context, such as support from leadership and being in a collaborative working 

environment. Several statewide studies have demonstrated that the presence of positive 

work environments is significantly connected to increased student achievement (Hirsch et 

al. 2009a,b,c,d; Hirsch & Emerick 2007, 2006). In particular, having strong, trusting 

relationships—both internally and externally (Bryk & Schneider, 2002)—and supportive 

school leadership are both essential to improving student achievement. A study of 88 

urban public schools demonstrates the importance of communication networks for 

improving student achievement: in schools where teachers talked to each other the most 

about their jobs and where the principals did the best job of staying in touch with the 

community, students had noticeably higher reading and math test scores. These 

communication networks had a greater impact on test scores than the experience or 

credentials of the staff (Leana & Pil, 2006). 

 

 Improved Teacher Efficacy and Motivation: Teachers’ perceptions of their school are 

their reality; therefore, teachers’ behavior and efficacy are a direct result of those views. 

In a recent literature review on teaching conditions, Leithwood (2006) found that teacher 

efficacy is significantly shaped by teaching conditions and that burnout and teacher 

engagement are critical to classroom performance and job satisfaction. He notes, ―What 

teachers actually do in their schools and classrooms depends on how teachers perceive 

and respond to their working conditions.‖ 

 

 Improved Teacher Retention: Teachers who leave schools cite an opportunity for a 

better teaching assignment, dissatisfaction with support from administrators and 

dissatisfaction with workplace conditions as the main reasons why they seek other 

opportunities (NCES, 2004, Ingersoll, 2005, Marvel et al., 2006). Teachers indicate that a 

positive, collaborative school climate and support from colleagues and administrators are 

the most important factors influencing whether they stay in a school (Hirsch et al 

2009a,b,c,d; Hirsch & Emerick 2007, 2006a,b). Research has linked teachers’ negative 

perceptions of working conditions with their exit from schools. Factors such as facilities, 

safety, and quality of leadership have a greater effect on teacher mobility than salary 

(Hanushek & Rivkin, 2007). In particular, it appears that supportive school leaders who 

create trusting environments where educators are engaged in decision making impacts the 

latter group’s decisions about where to work (Hirsch & Emerick 2007, 2006a,b). 

 



7 

 

 New Recruitment Strategies to Entice Educators to Work in Hard-to-Staff Schools: 

Teachers who are willing to teach in hard-to-staff schools indicate that strong supportive 

school leadership, an engaged community and parents, safety, and working conditions are 

all important factors when selecting where to work. Further, when Alabama educators 

were asked about incentives that would attract them to schools, non-financial incentives, 

such as guaranteed planning time and reduced class sizes, were found to be more 

powerful recruitment incentives than salary supplements and bonuses (Hirsch, 2006). 

Improving teaching conditions could also bolster the teacher supply pool because many 

educators who left due to poor conditions may come back if such conditions were 

enhanced. A survey of 2,000 educators from California found that 28 percent of teachers 

who left the profession before retirement indicated that they would come back if 

improvements were made to teaching and learning conditions. Monetary incentives were 

found to be less effective in luring them back (Futernick, 2007). 

 

To help ensure that all students learn teachers need to work in schools designed for their success. 

Positive teaching conditions, where educators are supported and empowered, are essential to 

creating schools where teachers want to work and students can thrive.  

 

To assess whether these conditions are present across Maryland, Governor O’Malley in 

partnership with a coalition including the American Federation of Teachers – Maryland, 

Maryland Association of Boards of Education, the Maryland Association of Elementary School 

Principals, Maryland Association of Secondary School Principals, Maryland State Department of 

Education, Maryland State Teachers Association, Maryland State Board of Education, and Public 

Schools Superintendents Association of Maryland worked with the New Teacher Center at the 

University of California at Santa Cruz, to conduct a survey in February and March 2009 of all 

school-based licensed educators in the state. By hearing directly from educators who intimately 

understand teaching conditions, the state will have the opportunity to make data-driven decisions 

to establish policies and practices that make all schools great places to work and learn.   

 

About the Survey 

 

The TELL Maryland Survey included multiple questions in eight major sections: time, facilities 

and resources, student conduct, community engagement, empowerment, leadership, professional 

development, student learning and new teacher support. The survey was administered online to 

all school-based licensed educators, including teachers, principals, vice principals, and other 

education professionals (e.g., school counselors, psychologists, social workers, library media 

specialists, etc.). Most of the questions were asked of all respondents, though some were asked 

only of specific groups. For example, only teachers in their first three years and those indicating 

that they served as mentors were asked about induction. Further, a set of questions about district 

support in creating positive teaching conditions was asked specifically of principals. 

 

The survey instrument was developed by the New Teacher Center with the guidance and 

assistance of a subcommittee of the TELL Maryland coalition. A set of core, validated questions 

from previous teaching conditions surveys was utilized, while others were developed specifically 

for the state.  
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A set of core, validated questions from previous teaching conditions surveys was utilized, while 

others—particularly in the areas of student conduct and student learning—were developed 

specifically for the state. The statistical analyses conducted included: a factor analysis of the 

findings that resulted in a reorganization of the survey areas into eight major categories of 

responses: Time, Facilities, Community Engagement, Student Conduct, Decision Making, 

Leadership Support, Leadership Effort, Professional Development and Student Learning (see 

Appendix B). In addition, cross tabulations of findings by future employment plans, position 

held, years of experience, as well as frequencies of all questions were conducted for this interim 

report.   

  

All public school-based licensed educators in Maryland were sent notice and access codes to 

participate in the survey in February-March, 2009. Over 43,400 Maryland educators (62 

percent) from across the state participated in the Maryland TELL survey. This includes 

responses from 38,145 teachers (including instructional coaches, department heads, vocational, 

literacy specialist, etc.), 971 principals, 1,087 assistant principals, and 3,245 Other Education 

Professional (school counselor, school psychologist, social worker, etc.).  

 

Data is now available via a password protected website for over 1,000 schools in which at least 

half of the school faculty responded survey, thus providing critical information for making local 

and state level decisions to improve Maryland schools. Districts and schools with a sufficient 

response rate received a password to access their data for their own school improvement 

planning. This survey data is unique in that it represents the perceptions of those who understand 

Maryland teaching and learning conditions best—the educators who experience them every day. 

 

Organization of this Report 

 

While a final report is not expected until student achievement, teacher turnover and other state-

provided data are available for further analyses several initial trends have been identified from 

the Maryland TELL Survey data. Major trends are highlighted across different groups of 

respondents.  

 

First, a quick snapshot of educators’ overall impressions of teaching and learning conditions in 

Maryland schools is presented. Second, the relationship between teaching conditions and teacher 

employment plans is explored. Third, differences in perceptions between teachers and principals 

are assessed. Fourth, trends in the perceptions of educators with varying years of experience are 

discussed. Charts throughout the report highlight survey items where the greatest differences in 

perception about teaching and learning conditions emerge. Finally, next steps are presented. A 

final report that builds on these analyses is expected later in the year when other data sources are 

available to the New Teacher Center to better assess the connection between teaching conditions 

and student learning. 
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General Trends 
 

Previous research demonstrating the impact of teaching conditions on retention and student 

learning bodes well for Maryland as, overall, educators across the state believe that their schools 

are good places to work and learn. Most educators are generally satisfied with their current 

workplace. Almost three-quarters of Maryland educators (73 percent) responding to this 

survey agree that their school is a good place to work and learn. 43 percent of responding 

educators ―strongly agree‖ with this statement and about one in ten (11 percent) ―strongly 

disagree.‖ Consider the following:  

 

 Educators are positive about the commitment of the faculty in their school. Nine out of 

ten (90 percent) of educators believe that the faculty is committed to helping every 

student learn. Around three-quarters (74 percent) of Maryland educators believe that 

steps are taken in the school to solve problems. 

 

 Maryland educators are positive about their facilities and resources. Almost three-

quarters of Maryland educators note that they have sufficient instructional materials (74 

percent), instructional technology (71 percent), and communications technology (77 

percent). Over eight in ten (82 percent) of educators also report working in schools that 

are safe. 

 

Time: Educators need more time to plan and work with colleagues. 

 

More than half (56 percent) of Maryland educators indicated that teachers have class sizes that 

are reasonable and that teachers have time to collaborate (54 percent). About half of respondents 

indicated that teachers had sufficient instructional time to meet the needs of all students (50 

percent) and that there was sufficient non-instructional time (45 percent)   

 

 One-quarter of Maryland teachers (28 percent) report receiving, on average, less than 

three hours a week of non-instructional time. 

 

 About half (52 percent) of Maryland teachers indicated that they received less than three 

hours a week for individual planning. Collaborative time is rarer, with almost nine out of 

ten respondents (87 percent) receiving three or less hours per week for structured 

collaborative planning 

 

 One-third of teachers (36 percent) reported that they spend ten or more hours in an 

average week working on school related activities outside of the regular school workday.  

Two-thirds (65 percent) report spending five hours or more. Teachers indicated that most 

of this additional time is spent on activities such as grading, parent conferences, and 

lesson preparation. 

 

Addressing time concerns could be critical as educators report that it is the most essential 

condition to their success with students. When asked which condition was most important to 

them in promoting student learning, four out of ten educators (38 percent) selected time, 

significantly more than any other area assessed on the survey. 
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Facilities and Resources: Educators are positive about the resources available to them. 

 

Most Maryland educators report that they have access to sufficient resources and facilities to 

work productively.  About three-quarters of educators believe that teachers have sufficient access 

to appropriate instructional materials and resources (73 percent), instructional technology (72 

percent), communications technology (77 percent) and office equipment (69 percent).  Similar 

proportions of educators are positive about their school building, agreeing that their facilities are 

clean and well maintained (75 percent) and that the physical environment of classrooms in the 

school support teaching and learning (71 percent). 

 

Student Conduct: Educators agree that schools are safe and student conduct rules are 

understood and enforced. 

 

Only one out of ten Maryland educators report that they work in a school that is unsafe. About 

three-quarters of educators agree that students understand expectations for their conduct (77 

percent) and that teachers consistently enforce rules for student conduct (72 percent). And while 

two-thirds of educators report that students are caring toward one another (64 percent), more 

than eight out of ten (83 percent) agree that students and the faculty make efforts to stop bullying 

in their school.  

 

Community Engagement: Parents/guardians are involved and supportive. 

 

While eight out of ten educators (81 percent) agree that their school does a good job of 

encouraging parent/guardian involvement and nine out of ten (89 percent) report that teachers 

provide parents/guardians with useful information about student learning, only half (55 percent) 

agree that parents/guardians are influential decision makers and that they support teachers (62 

percent). 

 

Empowerment: Teachers do not appear to be engaged in many decisions about their 

school. 
 

Seven out of ten Maryland educators believe that there are opportunities for teachers to 

participate in school leadership roles (69 percent), that teachers trust each other (70 percent) and 

that teachers are recognized as educational experts (70 percent).  But this does not appear to 

translate into feelings of empowerment, as many Maryland educators report that teachers do not 

feel engaged in education decision making.  About six in ten (59 percent) of educators believe 

that teachers are integrally involved in decision making about educational issues and agree that 

there is an effective process for making group decisions and solving problems(59 percent).   

 

Educators indicate that teachers play a large or the primary role in issues that impact their 

practice such as devising teaching techniques (58 percent), setting grading and student 

assessment practices (35 percent) and selecting instructional materials and resources (54 percent) 

(Table 1).  

 

But teachers are not influencing other decisions that affect their classroom and school. About 

three-quarters of Maryland educators report teachers in their school play a small role or no role at 
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all in the selection of teachers new to the school (79 percent), and deciding how the school 

budgeting will be spent (71 percent). Other critical decisions that affect teaching and learning do 

not appear to be significantly influenced by teachers as well. Educators report that teachers have 

a small role or no role in determining the content of in-service professional development 

programs (52 percent), establishing student discipline procedures (39 percent), and school 

improvement planning (30 percent). 

 

Table 1: 

Teacher Size of Role on Survey Items Related to Decision Making 

 

Survey Item 

No 

role 

at all 

Small 

role 

Moderate 

role 

Large 

role 

The 

primary 

role 

Selecting instructional materials and 

resources 
9.4 24.8 31.0 26.1 8.7 

Devising teaching techniques 3.9 12.5 26.1 38.7 18.7 

Setting grading and student assessment 

practices 
10.7 20.9 28.0 28.6 11.8 

Determining the content of in-service 

professional development programs 
20.4 32.1 29.1 15.7 2.6 

Establishing student discipline procedures 13.0 26.1 29.9 25.3 5.6 

Providing input on how the school budget 

will be spent 
38.3 33.2 19.3 8.0 1.2 

School improvement planning 8.3 21.6 30.4 32.3 7.4 

Selecting teachers new to this school 54.0 25.0 13.6 6.5 0.9 

 

Only four of ten educators (42 percent) agree that teachers have an appropriate level of influence 

on decision making in their school and less than one out of five (17 percent) agree for decision 

making within their district. 

 

Leadership: School leadership is supportive in many arenas, but may need to do more to 

address concerns about teaching and learning conditions. 

 

When asked which teaching condition most affects their willingness to remain teaching at their 

school, more than a quarter (28 percent) of Maryland educators indicated that school leadership 

was the most critical, more than any other area. Fortunately, educators are positive about several 

aspects of school leadership. Some of the areas of leadership support highlighted by survey 

respondents include: 

 

 Educators report that teachers work in supportive environments where there is an 

atmosphere of trust (64 percent), that teachers can raise issues and concerns that are 

important to them (61 percent) and are held to high professional standards for delivering 

instruction (86 percent). 
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 Maryland educators indicate that expectations are clear and well communicated. Nine in 

ten educators (90 percent) believe that the faculty is committed to helping every student 

learn and almost three-quarters (73 percent) agree that school leadership communicates 

clear expectations to students and parents.  

 

Educators were less positive about the ability of school leadership to address concerns about 

teaching and learning conditions. About half of Maryland educators reported that sustained 

efforts are made to address concerns about leadership (49 percent). About six out of ten 

educators indicate that efforts are made to address teacher concerns about empowerment (58 

percent) and time (58 percent), facilities and resources (65 percent) and professional 

development (65 percent) 

 

Professional Development: Professional development is viewed positively, but does not 

appear to be meeting the most pressing needs of Maryland educators. 
 

Several questions were asked to assess the extent to which the state’s professional development 

standards were being met through learning opportunities across Maryland schools. Educators 

were positive about several aspects of professional development. About two-thirds of educators 

agree that professional development deepens teachers’ content knowledge and skills (67 

percent), provides teachers with the knowledge and skills to apply research to teaching (65 

percent), provides support to work with colleagues to refine teaching practices (67 percent), 

enhances the implementation of instructional and assessment strategies to meet diverse student 

learning needs (69 percent), and assists teachers in analyzing and refining practices that promote 

optimal learning environments (67 percent).  

 

Less than half of educators noted that professional development provides teachers with strategies 

to engage families and community members (44 percent) and that learning opportunities are 

evaluated with results communicated to teachers (47 percent). Additionally only half of 

educators believe professional development reflects best practice in adult learning (52 percent), 

and six out of ten educators report that professional development relies on rigorous analysis of 

data (60 percent). 

 

Teachers identified several areas where they need additional professional development to be 

more effective (Table 2): instructional strategies to meet the learning needs of diverse groups of 

students (51 percent), collaboration for improving instruction (49 percent), and strategies for 

engaging families and other stakeholders in the school community (43 percent). Only one out of 

five educators report needing more support in their content area (17 percent), understanding state 

content standards (20 percent) and using assessment to gauge mastery of state standards (18 

percent).   
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Table 2: 

Professional Development Teachers Need to More Effectively Teach Their Students 

 

Professional Development Area 

Percent Indicating a 

Need for Professional 

Development to Teacher 

More Effectively 

Instructional strategies to meet the learning needs of diverse 

groups of students and/or students with different learning styles 
50.7 

Collaboration for improving instruction 48.7 

Strategies for engaging families and other stakeholders as 

active members of the school community 
43.3 

Strategies for creating and maintaining safe and orderly 

classrooms and schools 
22.8 

Understanding Maryland content standards and applying 

research-based instructional strategies to help students master 

the Maryland content standards 

20.0 

Other areas 19.7 

Using assessment to gauge student mastery of Maryland's 

Content Standards 
17.9 

Using research results for decision making 17.8 

In-depth study of the academic content of the subject(s) you 

teach 
17.2 

 

Although less than half of educators agree that professional development is differentiated to meet 

the individual needs of teachers, more than two-thirds of educators (68 percent) agree that 

professional development enhances teachers’ abilities to help improve student learning. 

 

Student Learning: Educator report using assessment data to differentiate instruction and 

drive practice. 

 

Nine out of ten educators agree that the faculty is committed to helping every student (90 

percent).  Virtually all educators agree that teachers use formative assessments in their 

classrooms to make appropriate adjustments to instruction (86 percent) and that teachers develop 

appropriate daily learning objectives that are aligned to the Voluntary State Curriculum in 

content and rigor (86 percent). About two-thirds agree that state and local assessments are 

available in time to impact decision making (63 percent), are used to improve student learning 

(67 percent), though 57 percent agree these assessments are useful in efforts to improve student 

learning. 
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Teaching and Learning Conditions Influence Teachersô 

Employment Plans 
 

The survey data demonstrates what individuals who work in schools already know: teaching 

conditions are a potentially powerful lever to help address teacher attrition. In the TELL 

Maryland Survey, educators were asked both their immediate and long term professional plans.  

 

Overall, eight in ten Maryland teachers (80 percent) responding to this survey indicated that they 

want to ―stay‖ teaching at their current school for the immediate term (Figure 1). Eight percent 

of respondents were ―movers,‖ wanting to continue teaching but in a different school or district. 

Those that were interested in ―leaving the classroom‖ to take a position somewhere else in 

education comprised 10 percent of respondents. Only two percent indicated they were planning 

to ―leave education‖ entirely  

 

Figure 1: 

Immediate Employment Plans of Teachers Responding to TELL Maryland Survey 
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In the response to teachers’ long-term professional plans (Figure 2), half 50 percent indicated 

that they wanted to stay at their school. Twelve percent had an interest in moving to another 

school or district, but continue teaching. More than a quarter could be considered potential 

school and district leaders as 29 percent of respondents were planning to leave the teaching 

profession for a position somewhere else in education like school, district or state administration; 

curriculum and instruction; coaching; or other support roles. Nine percent were interested in 

leaving education entirely in the long-term. 

 

Figure 2: 

Long Term Employment Plans of Teachers Responding to TELL Maryland Survey 

 

 
 

Factors Influencing Retention Decisions 

 

The survey includes questions addressing future employment plans. The first series of questions 

asked teachers to indicate how strongly they agreed or disagreed that a number of factors 

influence their decisions about future professional plans. About nine out of ten teachers agreed 

that their sense of effectiveness in teaching (91 percent), support from school administration (90 

Stayer 

Mover 

Leave 

Classroom 

Leave 

Education 
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percent), teaching assignment (88 percent), and collegial atmosphere among staff (87 percent) as 

factors influencing their future employment (Table 3).  

 

When looking at the percentage of educators ―strongly agreeing‖ with factors influencing future 

employment plans, adequate support from school leadership is the most frequently cited item (62 

percent), followed closely by effectiveness with their students (58 percent), time to do my job 

during the work day (55 percent) and teaching assignment (54 percent). 

 

Salary, while important, was less likely to shape teachers’ decisions about their future 

professional plans than many of the teaching conditions documented in the TELL Maryland 

Survey.  

 

Table 3: 

Factors Influencing Teachersô Future Employment Plans in Maryland 

 

Factors Influencing Teachersô Decisions about Their Future 

Intentions for their Professional Career 

Percent 

Agreeing 

Percent 

Strongly 

Agreeing 

Effectiveness with the students I teach 91.4 58.3 

Support from school administration 90.1 62.4 

Teaching assignment (class size, subject, students) 88.3 54.0 

Collegial atmosphere amongst the staff 87.4 51.2 

Time to do my job during the work day 86.8 54.7 

Empowerment to influence decisions that affect my school 

and/or classroom 
83.7 43.9 

Facilities and/or resources 75.9 30.3 

Salary 75.2 38.8 

 

In a second question about employment plans, teachers were asked to select between the eight 

conditions assessed on the survey which most affects their willingness to keep teaching at the 

same school: time during the work day, school facilities and resources, school leadership, teacher 

empowerment, and professional development, community engagement, student conduct, and 

student learning. Nearly three out of ten (28 percent) of all teachers selected school leadership as 

the most important teaching condition to their willingness to continue working at their school, 

compared to 23 percent selecting student learning, and 14 percent indicating time during the 

work day to plan and collaborate. (Figure3). 
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Figure 3:  

Teaching Conditions Maryland Teachers Perceive as Being Most Important to Continue 

Teaching in their School 

 

 
 

Positive Perceptions of Teaching Conditions Are Linked to Teachers Future Employment 

Plans 

 

Teachers who plan to stay at their school in the immediate future had much more positive 

perceptions of their teaching and learning conditions than those teachers who wanted to remain 

teaching, but work in another school (Table 4). Leavers—of both the classroom and the 

profession—were more likely to perceive their conditions similar to stayers, likely due to the fact 

that those wanting to pursue other opportunities in education are not necessarily dissatisfied with 

teaching.  Additionally, many of the teachers leaving education do so for a variety of non-

teaching factors such as retirement, personal reasons, etc. 

 

Teachers who want to move to another school appear to be doing so, at least in part, due to the 

presence of teaching conditions. Consider the following: 

 

 The greatest differences in teaching and learning conditions perceptions between these 

two groups occurred within the area of school leadership. More than twice as many 

stayers agreed there was an atmosphere of trust and mutual respect in the school to 

immediate mover teachers (66 to 29 percent respectively) 
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 There are also large differences in the perception of student conduct. Stayers are 

significantly more likely to agree that school leadershipôs support of teachers' efforts to 

maintain discipline in the classroom (72 percent versus 39.percent) and that school 

leadership consistently enforces rules for student conduct. (65 percent versus 36 percent). 

 

 Maryland teachers who want to remain teaching in their school in the immediate future 

are far more likely to note the presence of supportive, trusting environments where the 

faculty work to address problems that may arise. 

 

 Teachers who want to stay in their school in the immediate future are far more likely than 

those who want to move to believe that school leadership is working to improve teaching 

and learning conditions. Three-quarters (76 percent) of stayers agreed that their school 

took steps to solve problems as opposed to 42 percent of movers. Six out of ten stayers 

(62 percent) felt comfortable raising issues and concerns to only about one quarter of 

immediate movers (27 percent) 

 

Table 4:  

Teaching Conditions Based on Immediate Employment Plans of Educators 

 

TELL Maryland Survey Items 

Percent of Educators Agreeing 

Stayers Movers 
Leave 

Classroom 

Leave 

Education 

Overall, my school is a good place to 

work and learn. 
76.4 37.3 75.6 75.9 

The school leadership facilitates an 

atmosphere of trust and mutual 

respect within the school. 

68.3 30.6 67.6 67.7 

There is an atmosphere of trust and 

mutual respect in this school. 
66.5 29.2 65.4 65.9 

Teachers feel comfortable raising 

issues and concerns that are 

important to them. 

62.2 26.5 61.3 61.6 

In this school we take steps to solve 

problems. 
76.3 41.9 75.5 75.8 

School leadership supports teachers' 

efforts to maintain discipline in the 

classroom. 

72.0 39.2 71.2 71.4 

 *Items are sorted by the greatest differences between immediate stayers and immediate movers. 

 

The only areas where immediate movers surpassed immediate stayers in the survey was in their 

need to carry a second job throughout the school year and their belief that students at their school 

need to be closely supervised. 
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Immediate and Long Term Employment Plans Do Not Differ Substantially 

 

Similar results to immediate stayers and movers were found when comparing long-term stayers 

and movers, but the average distance between the groups on all the survey items was not quite as 

wide. The widest gaps between the groups were found to be in the areas of student conduct and 

leadership (Table 5). 

 

 Three quarters of long-term stayers (76 percent) responded positively about leadership 

supporting their efforts to maintain discipline in the classroom as compared to only half 

of long-term movers. 

 

 Over three quarters of long-term stayers (79 percent) felt overall that their school was a 

good place to work and learn while only about half long-term movers (54 percent) felt 

positive about their overall working and learning environment 

 

Table 5:  

Teaching Conditions Based on Long-Term Employment Plans of Educators 

 

TELL Maryland Survey Items 

Percent of Educators Agreeing 

Stayers Movers 
Leave 

Classroom 

Leave 

Education 

School leadership supports teachers' 

efforts to maintain discipline in the 

classroom. 

75.7 49.5 72.3 72.7 

There is an atmosphere of trust and 

mutual respect in this school. 
65.9 40.8 66.7 53.9 

Overall, my school is a good place to 

work and learn. 
78.6 54.3 76.2 75.9 

The school leadership facilitates an 

atmosphere of trust and mutual respect 

within the school. 

67.7 43.6 69.0 57.9 

The school leadership consistently 

enforces rules for student conduct. 
68.8 44.8 65.1 65.7 

Students are caring toward one another. 70.0 46.4 66.2 67.5 
*Items for this table were selected by those survey questions showing the greatest differences between long-term 

stayers and long-term movers. 
 

Long-term movers were more positive than immediate movers on most questions.  The largest 

differences were in questions about school leadership. The greatest difference was in teachers’ 

perception of their school being a good place to work and learn (50 percent immediate movers to 

43 percent long-term movers respectively). Other items of note included their perceptions of how 

their schools take place to solve problems; leadership facilitating an atmosphere of trust and 

communicating clear expectations; and comfort in raising concerns. The two groups exhibited 

similar response rates in the areas of professional development and student learning.  
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Teachers and Principal View Teaching and Learning Conditions 

Differently  
 

While some differences in perceptions of working conditions should be expected between 

―bosses‖ and ―employees‖ in any industry, the disparity between principals and teachers is vast 

in Maryland. On every survey item the almost 1,000 principals responded significantly more 

positively about teaching conditions than teachers. The greatest gaps in perception between 

teachers and principals are in the areas of school leadership and teacher empowerment (Table 6).  

 

 The greatest differences in perceptions are in items related to school leadership efforts to 

address teacher concerns about conditions such as leadership, empowerment, time and 

new teacher support. Principals were twice as likely as teachers to agree that school 

leadership makes a sustained effort to address teacher concerns about leadership issues. 

 

 Teachers and principals differ in their perception of the engagement in decision making 

and the effectiveness of decision making processes. In particular, principals are about 

twice as likely to agree that teachers have an appropriate level of influence on decision 

making in their school (40 versus 85 percent) and that teachers are integrally involved in 

decision making about educational issues (56 percent versus 96 percent). 

 

Table 6: 

Teacher and Principal Perceptions of Teaching and Learning Conditions 

 

Maryland TELL Survey Items 
Percent Agreeing Difference in 

Perception Teachers Principals 

The school leadership makes a sustained effort to 

address teacher concerns about leadership issues. 
47.1 93.2 46.1 

Teachers have an appropriate level of influence on 

decision making in my school. 
39.6 84.5 44.9 

Efforts are made to minimize the amount of 

routine administrative paperwork teachers are 

required to do. 

35.7 79.9 44.2 

The school leadership makes a sustained effort to 

address teacher concerns about empowering 

teachers. 

54.7 97.3 42.6 

The school leadership shields teachers from 

disruptions, allowing teachers to focus on 

educating students. 

55.2 97.1 41.9 

The school leadership makes a sustained effort to 

address teacher concerns about the use of time in 

my school. 

55.3 96.1 40.7 

Teachers are integrally involved in decision-

making about educational issues. 
56.2 96.3 40.1 

Teachers feel comfortable raising issues and 

concerns that are important to them. 
58.1 96.1 37.9 
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The school leadership makes a sustained effort to 

address teacher concerns about new teacher 

support. 

57.0 94.6 37.6 

 

It should not be inferred from these findings that principals do not want to address conditions in 

these areas. Rather, they do not perceive that these are issues to the same extent as teachers. 

Because of this perception, it should be no surprise that more has not been done to prioritize 

these issues. Ultimately individual school level data can be helpful for teachers and principals to 

facilitate dialog on their specific teaching and learning conditions. 

 

While gaps in perceptions exist between principals and teachers, both sets of educators were 

generally positive about the presence of teaching conditions in the following areas: 

 

 Teachers and principals both agree that teachers align daily objectives with the Voluntary 

State Curriculum (teachers 87 percent versus principals 93 percent) and teachers use of 

formative assessments to influence instruction (86 percent and 90 percent respectively). 

 

 Both teachers and principals reported they were committed to helping every student learn 

(90 percent and 95 percent respectively). 

 

 Positive conditions were noted by both groups in the area of teachers differentiating their 

instruction to meet the needs of students with special needs (teachers 88 percent and 

principals 93 percent) 

There were also instances where teachers and principals were aligned in identifying some of the 

more challenging aspects of teaching conditions. 

 

 Both groups also acknowledged problems in the amount of influence teachers have on 

decision making in their districts (teachers 16 percent and principals 38 percent). 

 

 Teachers (60 percent) and principals (68 percent) both had some concerns with the 

sufficiency of training and support to teachers to fully utilize available instructional 

technology  

 

Principals are not only more likely to believe that positive teaching conditions are present, but 

also that school leadership—a concept that includes, but is not limited entirely to the principal—

makes sustained efforts to address any teacher concerns (Table 7).  

 

Table 7: 

Teacher and Principal Perceptions of School Leadership Efforts to Address Teaching and 

Learning Conditions 

 

The school leadership makes a sustained 

effort to address teacher concerns about: 

Percent Agreeing Difference in 

Perception Teachers Principals 

Leadership issues 47.1 93.2 46.1 

Empowerment 54.7 97.3 42.6 
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Time 55.3 96.1 40.7 

New Teacher Support 57.0 94.6 37.6 

Student Conduct 63.1 98.1 35.0 

Facilities and Resources 63.0 97.7 34.7 

Community Involvement 60.5 93.8 33.3 

Professional Development 63.6 96.7 33.1 

Student Learning 79.6 99.0 19.3 

 

Consider the convergence of findings related to school leadership: 

 

 First, as previously noted, educators indicate that school leadership is a critical influence 

on their future employment plans.  

 

 Second, teachers believe that school leadership efforts to address teaching conditions are 

least likely to occur within the leadership itself at 47 percent. 

 

 Third, the leadership area contains the greatest gaps (46 percent) between teacher and 

principal perceptions about the leadership’s efforts to address teacher concerns. 

Principals are more likely than teachers to agree that sustained efforts are being made by 

the leadership to address such concerns. 

 

These wide disparities between the perceptions of principals and teachers have been documented 

in other studies of working conditions (Hirsch et al 2009a,b,c,d; Hirsch & Emerick 2007; 

2006b,c). These findings call for school-based, data-driven conversations of teaching conditions, 

as well as professional development for both principals and teacher leaders. Until all educators 

can agree on the relative presence of working conditions, sustained reforms to improve school 

climate are less likely to be prioritized. 
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Teachersô Perceptions of Teaching and Learning Conditions Vary 

by Years of Experience 
 

Position within the school clearly shapes perceptions of teaching conditions in Maryland schools. 

Other factors too—including years of experience—appear to make a difference in respondents’ 

perceptions of whether or not critical teaching conditions are in place. 

 

Across most of the survey areas, the newest and most veteran teachers are the most likely to 

perceive teaching conditions positively (Graph 1). Veteran teachers of 20+ years of experience 

showed the highest percentage of positive responses in every area, except time. 

 

Graph 1: 

Average Level of Agreement by Survey Area across Experience Levels 

 

 
 

Teachers with 20+ years of experience were least likely to agree positive teaching and learning 

conditions were in place in the area of time when compared with their colleagues. This same 

distribution can be seen in a few questions within the facilities and resources area as well. 

 

 Where 60 percent of first year teachers agreed they had sufficient instructional time to 

meet the needs of all students, less than half (47 percent) of teachers with 20 years of 

experience agreed. 

. 

 Fifty-two percent of beginning teachers agreed that they had enough non-instructional 

time as compared to 45 percent of the most veteran teachers. 
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 Over seven out of ten new teachers (73 percent) agreed that they worked in a school 

environment that was environmentally healthy, whereas less than six out of ten (58 

percent) of teachers with 20+ years of experience agreed that this condition was in place. 

 

There are some individual items where new teachers were the least likely to agree that positive 

teaching and learning conditions were in place when compared to their veteran colleagues. 

Closer examinations of these findings show that these items occurred around the areas of school 

culture and student behavior. 

 

 While only half of new teachers reported a perception that students are caring towards 

one another, seven out of ten teachers with 20+ years of experience found this to be 

present. 

 

 Two-thirds (67 percent) of new teachers agreed that students at their school understood 

the expectations for their conduct as opposed to 82 percent of veteran teachers. 

 

 Three-quarters (77 percent) of new teachers felt they were able to manage their classroom 

with little disruptions to student learning compared to 89 percent of veteran teachers.   

 

Further investigations about years of teaching experience as well as other disparities that impact 

perceptions of teaching conditions will be documented in the final report.  
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Limited Support Structures are in Place for New Teachers  
 

About 5,500 beginning teachers answered specific questions about any additional support they 

receive.  About two-thirds (65 percent) of new teachers—those with three years of teaching 

experience or less—report being formally assigned a mentor while most (82 percent) attended an 

orientation for new teachers and seminars designed for new teachers (72 percent).   

 

The support received by new teachers, be it mentoring or other assistance such as an orientation, 

common planning time, seminars specifically for new teachers, etc., has an impact on new 

teachers immediate employment plans (Table 8).  New teachers wanting to stay in their current 

school were significantly more likely to receive supports than those wanting to move to another 

school.  

 

 Teachers wanting to stay in their current position were about twice as likely to indicate 

that they were in regular communication with their principal or other administrators (58 

percent versus 31 percent). 

 

 About four out of ten stayers had access to professional learning communities compared 

to 20 percent of movers. 

 

 Only 2 percent of new teachers wanting to stay in their current position received no 

additional support compared to 8 percent of movers. 

 

Table 8: 

New Teacher Support by Immediate Future Employment Plans 

 

New Teacher Support Offered 
Percent indicating they received support 

Stayers Movers 

Regular communication with principals, other 

administrator or department chair 
58.0 30.6 

Access to professional learning communities where I 

could discuss concerns with other teacher(s) 37.3 19.7 

Seminars specifically designed for new teachers 74.4 58.4 

Common planning time with other teachers 54.5 41.9 

Orientation for new teachers 84.2 71.9 

Formally assigned mentor 66.4 57.3 

Formal time to meet with mentor during school 

hours 
27.1 18.2 

I received no additional support as a new teacher 1.9 7.5 

 

Of those 65 percent of new teachers that did report being assigned a mentor, many did not 

receive the kind of support that research demonstrates is necessary to improve performance and 
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keep them in the profession (Table 9). Over one-quarter of new teachers who received mentoring 

services never once developed lesson plans (29 percent) with their mentor or were observed by 

their mentor (25 percent). Over one-third received no support analyzing student work (38 

percent), reviewing student assessment (38 percent), or aligning their curriculum with the state 

curriculum (35 percent). Six out of ten mentored new teachers (62 percent) never received an 

opportunity to observe their mentor teach.  

 

Table 9: 

Frequency of Mentoring Activities Reported by New Teachers 

 

Mentoring Activity 

Supported New Teachers 

Never Sometimes 
At Least Once 

Per Week 

Observing my mentor's teaching 61.6% 31.9% 6.6% 

Other 37.9% 37.6% 24.4% 

Analyzing student work 37.7% 45.9% 16.4% 

Reviewing results of students' assessments 37.7% 48.1% 14.3% 

Aligning my lesson planning with the Voluntary 

State Curriculum and local curriculum 
35.2% 44.4% 20.3% 

Developing lesson plans 28.7% 50.0% 21.2% 

Being observed teaching by my mentor 25.2% 62.9% 11.8% 

Reflecting on the effectiveness of my teaching 

together 
14.4% 59.6% 26.0% 

Addressing student or classroom behavioral issues 14.2% 58.8% 27.0% 

 

New teachers assigned a mentor that plan to stay in their school received more frequent 

mentoring support than those who want to move to a new school or leave the profession entirely. 

New teachers wanting to stay were less likely to have never received mentoring services than 

those wanting to move to a new school or leave the classroom (or profession) altogether (Table 

10). About half (49 percent) of new teachers wanting to move to a new school never analyzed 

student work with their mentor compared to about one-third (36 percent) of stayers. Similar gaps 

are evident in aligning lessons with the state’s Voluntary School Curriculum and analyzing 

student work 

 

Table 10: 

Frequency of Mentoring Services Never Received as Reported by New Teachers 

 

Mentoring Activity 
Services Never Received 

Stayers Movers Leavers 

Developing lesson plans 27.9% 33.1% 31.7% 

Being observed  24.8% 26.0% 28.9% 

Observing my mentor 60.5% 69.9% 63.5% 
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Analyzing student work 35.9% 49.3% 42.2% 

Reviewing results of students' assessments 36.3% 47.1% 41.5% 

Addressing student or classroom behaviors  13.0% 20.4% 19.1% 

Reflecting on teaching effectiveness 13.3% 19.0% 20.6% 

Aligning lessons with State Curriculum  33.4% 47.6% 40.8% 

 

Not surprisingly, only about one-third of new teachers assigned a mentor agreed that the 

mentoring support they received helped quite a bit or a great deal, such as influencing their 

understanding of the subject matter they taught (31 percent), supported their differentiation 

strategies (36 percent), improved their collaboration with colleagues (35 percent), addressed 

issues of equity (37 percent), helped with administrative paperwork (34 percent). 

 

Despite these inconsistencies and the lack of influence of mentor support in key areas, mentored 

new educators were still general positive about the support received. About two-thirds of novice 

teachers receiving any induction report that the support improved their instructional practice (62 

percent) and helped to impact student learning (63 percent). Half (52 percent) of the supported 

new teachers agreed that the additional support they received was an important factor in their 

decision to remain teaching at their current school.   

 

Mentoring and induction support also appears to be an issue for new principals. About half (54 

percent) of the 300 new principals who responded to the survey were formally assigned a 

mentor, but many of those who received induction support never were never observed in their 

school by their mentor (67 percent), nor did any school improvement planning with their mentor 

(41 percent).  

 

Principal support and its impact on teacher perception of their school environment will be 

analyzed in greater detail in the final report. 
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 Next Steps 
 

While more analyses remain, the initial examination of the survey data suggests that Maryland 

has a solid foundation of committed educators. Comprehensive, sustained efforts to improve 

teaching and learning conditions will ensure that the state’s educators are able to help every child 

in Maryland learn. 

 

The TELL Maryland Survey data can help the state, districts, and schools assess, understand and 

improve their teaching and learning conditions in order to foster improved perceptions, 

motivations and performance in schools. Ultimately, this will create positive school 

environments where all educators are supported, want to work and can thrive.  

 

A final report, analyzing the findings of the survey relative to student learning and teacher 

retention, will be submitted in January 2010 after student achievement, teacher turnover and 

other state-provided data can be analyzed. For the final report, more in-depth analyses will occur 

in the following areas: 

 

 In domain-specific analyses, we will delve into teachers’ perceptions of leadership 

abilities and empowerment opportunities within their schools, with an understanding that 

these two areas are critical to teachers’ future employment plans. 

 

 Using student achievement data, we will further analyze how educators’ perceptions of 

working conditions align with student learning. 

 

 We will continue to explore how the time constraints on Maryland’s teachers impact both 

their own job satisfaction and student learning. For instance, when issues affecting 

retention are considered, time ranks fourth in teachers’ career decisions, but climbs to 

second behind empowerment when teachers are asked which working condition most 

greatly impacts student learning. 

 

While some additional data will be provided in the final report, readers are encouraged to use 

these interim findings to begin the important conversations that will lead to improvement in the 

teaching and learning conditions in their schools. Having a qualified teacher for every student is 

not enough to close the achievement gap. Teachers must have the resources and support they 

need to serve all students well. We look forward to continuing our support of Maryland’s most 

critical educational resource—its dedicated teaching corps. 
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Appendix A:  

Statement of Coalition Partners 
 

The Maryland teaching and learning conditions survey (ñTELL Maryland, Teaching, 

Empowering, Leading and Learningò) partners want to ensure that every Maryland educator 

works in, and every student attends, a school that is a great place in which to teach and learn. 

Research from across the country has demonstrated that the presence of important teaching and 

learning conditions is essential for student success and teacher retention. By documenting and 

analyzing how teachers and other educators view their teaching and learning conditions, 

educators, stakeholders and policymakers can make evidence-based decisions on policies and 

practices that will improve student achievement. 

 

It is with this in mind that the Maryland teaching and learning conditions survey initiative has 

been created. Gathering information for every school in the State is important to the success of 

the initiative.  By surveying every school-based licensed educator, valuable information about 

educatorsô perceptions of teaching and learning conditions can be compiled and analyzed at the 

school, local, and state levels. 

 

The Maryland Teaching and Learning Conditions Survey partners are committed to: 

 

 The privacy of all survey respondents. The survey will be anonymous for all educators. 

The data are only as helpful as educators are willing to share essential information about 

their schools. 

 Supporting and promoting the survey initiative, including communicating to members the 

purpose and importance of the initiative and encouraging survey participation. 

 Conveying that the purpose of the survey is to drive school improvement, not the 

discipline of personnel. Teaching and learning conditions result from cultures, decisions 

and personalities over years. They are bigger than any one person, and it will take 

everyone in a school to improve them. 

 Monitoring and proactively promoting the appropriate use of data locally amongst 

constituent members. If data are used inappropriately or violations of the intent of the 

survey initiative are found, partners will collectively work to address the situation. 

 Providing data to educators. All educators at schools that have sufficient response rates to 

the survey will have access to their schoolsô survey results in order to integrate findings 

into school improvement planning. 

 Providing tools and assistance to ensure that the survey data are used, and used 

appropriately. This assistance will focus on helping school-level staff strategically 

determine how to best select specific areas to address and then determine appropriate 

interventions.  

 Ensuring that the survey data are viewed as part of a larger picture of many important 

factors, and are not used to unilaterally and arbitrarily judge a schoolôs or school systemôs 

effectiveness.  Survey data should be analyzed with other information to make informed 

decisions. 

 Sharing this statement with members so that all will understand the purpose of the survey 

and the appropriate use of the data. 



32 

 

Appendix B: 

Validity and Reliability of the TELL Maryland Survey 
 

The analyses presented throughout the report are based on the responses to a survey instrument 

based on the North Carolina Teacher Working Conditions Survey, but customized to Maryland 

by the coalition. Analyses of the psychometric soundness of the TELL Maryland Survey indicate 

that it is a reliable and valid measure of the presence of teaching conditions in participating 

schools. 

 

Validity of Maryland TELL Survey 
 

Examining the validity of the TELL Maryland Survey addresses questions of whether the 

instrument is a true measure of what it is attempting to assess; in this case, the presence of 

teaching conditions. 

 

Content Validity 
 

Content validity refers to the extent to which a measure represents all facets of a given social 

concept, in this case, teaching, leading and learning conditions. The TELL Maryland Survey is 

based on the North Carolina Teacher Working Conditions Survey. In creating the first working 

conditions survey in 2001, the North Carolina Professional Teaching Standards Commission 

(NCPTSC) completed a literature review of the role of working conditions on teacher 

dissatisfaction and which of those conditions contributed to teacher mobility. The work, driven 

by analyses of state and national survey data from the National Center for Education Statistics’ 

School and Staffing Survey, focused on areas that teachers identified as conditions that drove 

their satisfaction and employment decisions, including administrative support, autonomy in 

making decisions, school safety, class size, time, etc. The NCPTSC created 30 state working 

conditions standards passed by the North Carolina State Board of Education (online at 

www.ncptsc.org) in five areas: time, empowerment, leadership, time, and facilities and 

resources.  

 

While the list is by no means exhaustive, those 30 standards served as the foundation for the first 

survey in North Carolina in 2002. The survey was designed to assess whether or not educators 

agreed that those standards were in place in schools across the state. It is why every educator is 

assessed and the unit of analysis is the school.  

 

In 2004, the survey was expanded from a 39 question paper/pencil survey on a 1 to 6 scale to a 

72 question online survey. Many of the items were ―reality‖ questions, drawn from the National 

Center for Education Statistics School and Staffing Survey, to see if teachers’ reporting of issues 

such as non-instructional time and professional development received had an impact on their 

perceptions of whether supportive working conditions were in place.  

 

 In 2004, a sample of educators was asked to rank on an ordinal scale the relevance and 

importance of each question on the 2004 instrument. Those questions were then 

compared to the factor analyses to verify the importance of a set of critical conditions in 

http://www.ncptsc.org/
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each area of the survey. The questions rated as most important also had the highest factor 

loads and most make up the battery of core questions still used in 2008 in West Virginia 

and other states. 

 

 Correlations were run between the perceptual and ―reality‖ questions on the survey to 

better understand teaching conditions. There were statistically significant and meaningful 

correlations between teachers’ perception of time and how much planning time they 

received and how many hours outside of the school day they worked. In South Carolina, 

where more than 160 variables were made available to triangulate the data, it was found 

that teachers were more negative about the availability of resources when a higher 

proportion of students were taught in portable classrooms, etc. (Hirsch, 2005) 

    

Construct Validity 
 

To assess the survey to the degree it measures the eight theoretical constructs on which it is 

designed—time, facilities and resources, professional development, leadership, student learning, 

community engagement, student conduct, and empowerment—both confirmatory and 

exploratory factor analyses on the data set were conducted to determine if the items separated 

into eight distinct factors or areas of focus. This would be expected if each of the eight areas 

were independent standards. However, previous analyses of similar teaching conditions surveys 

indicated strong overlap between the school leadership and empowerment sections of the survey. 

 

Using a principal components analysis and varimax rotation procedures, eigenvalues of one or 

greater were used as the criteria for factor extraction. In the Maryland Survey, an eight factor 

model accounted for the greatest proportion in the total variance (five and six factor models were 

also run), suggesting that there are eight distinct concepts within the survey. We have defined 

them as Time, Facilities and Resources, Student Conduct, Community Engagement, Leadership 

Support, Decision Making, Leadership Effort, Professional Development, and Student Learning. 

 

The Time Factor included five questions from the Time section of the survey that were most 

important in explaining where teachers’ use of time in their schools (Q2.1a, Q2.1B, Q2.1c, 

Q2.1d, Q2.1e). The Facilities and Resources Factor included six questions from the facilities and 

resources section of the survey that were most important in explaining the presence of critical 

resources such as technology, communication, office supplies, instructional supplies, etc. (Q3.1a, 

Q3.1b, Q3.1c, Q3.1d, Q3.1e, Q3.1f). The Student Conduct Factor included eight items from the 

student conduct section of the survey that were critical to explaining the supervision of student 

behavior, consistency of enforcement, and safety of the school (Q4.1b, Q4.1c, Q4.1d, Q4.1e, 

Q4.1f, Q4.1g, Q4.1h, Q4.1i). The Community Engagement Factor included seven items from the 

community engagement section of the survey centered on how the community is involved with a 

variety of aspects of the school (Q5.1a, Q5.1b, Q5.1c, Q5.1d, Q5.1e, Q5.1f, Q5.1g). The 

Leadership Support Factor included twelve items from the leadership section of the survey that 

were essential to determining how school leadership supports, protects, and promotes the work 

of teachers (Q6.1b, Q6.1d, Q6.1e, Q6.1g, Q7.2a, Q7.2b, Q7.2c, Q7.2d, Q7.2e, Q7.2f, Q7.2g, 

Q7.2h). The Decision Making Factor included nine questions from the empowerment section of 

the survey that were most important in explaining the role teachers play in making decisions 

about their classroom and school (Q6.3a, Q6.3b, Q6.3c, Q6.3d, Q6.3e, Q6.3f, Q6.3g, Q4.3h, 
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Q6.5). The Leadership Effort Factor included eight items from the leadership section of the 

survey seeking to best capture the different ways school leadership made sustained efforts to 

address teacher concerns (Q7.3a, Q7.3b, Q7.3c, Q7.3d, Q7.3e, Q7.3f, Q7.3g, Q7.3h). The 

Professional Development Factor included eleven questions from the professional development 

section of the survey that were most important in explaining the availability and quality of 

professional learning opportunities (Q8.1a, Q8.1b, Q8.1c, Q8.1d, Q8.1f, Q8.1g, Q8.1h, Q8.1i, 

Q8.1j, Q8.1k, Q8.1l ). The Student Learning Factor included five items from the student learning 

section of the survey that were most important in capturing what efforts are in place to assess and 

explain the quality of learning taking place in schools for all students (Q9.1f, Q9.1g, Q9.1h, 

Q9.1i, Q9.1j).  

 

 

Reliability of Maryland TELL Survey 
 

Reliability refers to the consistency of measurement. Analyses were conducted measuring the 

reliability (consistency) of the TELL Maryland Survey for measuring the presence of various 

components of teaching conditions. Reliability was assessed for subscales within the survey on 

both the four identified factors and the original five sections of the survey. 

 

In order to test the internal consistency of the eight major factors (Time, Facilities and 

Resources, Student Conduct, Community Engagement, Leadership Support, Decision Making, 

Leadership Effort, Professional Development, and Student Learning), Cronbach’s alphas were 

run. An alpha coefficient ranges from 0 to 1 with higher coefficients indicating higher levels of 

instrument consistency. All eight factors are reliable with alphas above 0.795. (Table A-1). 

 

Table A-1 

Reliability Statistics for Survey Reorganized Around Major Factors  

 

Factors 
Cronbach's 

Alpha 

Cronbach's 

Alpha Based 

on 

Standardized 

Items 

Mean 

Inter-Item 

Correlations 

N of 

Items 

Sample 

Size 

Time .795 .796 .437 5 41852 

Resources .836 .836 .460 6 41884 

Student Conduct .900 .901 .532 8 41644 

Community 

Engagement 

.877 .880 .512 7 41631 

Leadership Support .940 .940 .566 12 41473 

Decision Making .839 .840 .368 9 41748 

Leadership Effort .933 .934 .637 8 42168 

Professional 

Development 
.947 .947 .620 11 41349 

Student Learning .809 .817 .473 5 42603 
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Note: Cronbach’s alpha is a measure of internal consistency of a set of items or survey questions, not single 

survey items. Cronbach’s alpha measure reliability using a single test administration to provide a unique estimate 

of the reliability for a given test in the absence of being able to conduct a test-retest method, which is impractical 

for this first iteration of VITAL. Alpha is the average value of the reliability coefficients one would obtain for all 

possible combinations of scaled items when split into two half-tests. The internal consistency estimates attempt 

to determine how consistently individuals respond to the items measured on a scale. The more consistent within-

subject responses are, and the greater the variability between subjects in the sample, the higher the Alpha 

produced. Alphas above a 0.70 level are generally considered as acceptable 


