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Abstract 

The COVID-19 pandemic reshaped the everyday reality of teachers across the American 

educational system. As classrooms reopened, teachers returned to familiar settings, yet their 

professional reality had significantly changed. This study explores the key challenges facing 

teachers in the post-pandemic American public educational system, and it arises from the need to 

understand how these ongoing pressures continue to affect teachers’ professional practice and well-

being. It aims to identify the key challenges teachers face, examine their impact on teaching 

performance, and highlight the types of support teachers need to adapt to this new educational 

landscape. This research is significant because it gives voice to teachers’ lived experiences and 

contributes to a deeper understanding of the support they require in the aftermath of the pandemic. 

A qualitative method approach was used to collect data from teachers in the American educational 

system, combining quantitative trends with qualitative insights. The findings reveal increased 

classroom disruption, noticeable learning gaps, and heightened emotional demands that require 

more from teachers than traditional instruction. Additionally, rising levels of stress and burnout 

among teachers indicate a strong need for institutional support, training, and emotional resources 

to help them cope effectively. 

Keywords: American public education; Post-pandemic education; Teacher challenges. 
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General Introduction 

1. Background of the Study 

The unexpected arrival of the pandemic shook U.S. schools into sudden online instruction. 

Though educators adjusted quickly, their efforts revealed deeper pre-existing problems that 

remained after screens went dark and the return to in-person instruction. In classrooms today, 

familiar struggles like overcrowding persist alongside fresh complications rooted in those isolated 

months. Even with students back in seats, recovery is uneven and shaped by what happened when 

normal routines vanished. One major issue which schools face now is the deep setbacks in student 

learning. Alongside this, stress weighs on both students and teachers. The pressure to make up for 

delays runs into the reality of current course requirements. Within debates about school rules, 

research shows that classroom environments changed after COVID-19 took hold. Rather than 

simply returning to old norms, today's classrooms demand more from teachers in ways that have 

not been seen previously. Support structures must evolve, given these layered challenges that shape 

daily practice. These developments place this study within the field of educational policy and 

teacher support, where understanding post-pandemic challenges is essential for designing effective 

interventions. 

 .2 Statement of the Problem 

Following the end of pandemic-related school closures, pressure on educators in American 

public schools has grown heavier. Classrooms may have reopened, yet underlying struggles have 

deepened over time. Instead of easing, challenges around student readiness and mental health have 

intensified. Many teachers face these demands daily, lacking sufficient support or resources. 

Without proper help, frustration builds quietly beneath the surface, and support systems fail to 

match the reality of their current roles. As they are stretched thin, educators  experience declining 
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well-being dips just as student outcomes hang in the balance. What exists now is less a shortfall 

than a widening rift between expectation and aid. This gap not only affects teachers’ professional 

well-being but also has direct consequences for student learning outcomes and the overall quality 

of education. 

 .3 Aims of the Study 

The main goal of this research is to identify and analyze the most significant challenges 

facing teachers after the pandemic to provide a clear understanding of what support is needed. In 

doing so, the study aims to contribute to both practical policy development and academic 

discussions on teacher support. This study has three specific objectives: 

a. To identify the key post-pandemic challenges for teachers, including academic, social, and 

emotional pressures; 

b. To examine how these challenges impact teacher well-being, job satisfaction, and their 

decision to stay in the profession; 

c. To investigate the current support systems available to teachers and determine where they are 

falling short, and how these can be translated into effective institutional policies. 

 .4 Research Questions 

      This study is guided by one central question: what are the most critical challenges facing 

teachers in the post-pandemic American public school system, and how are these challenges 

impacting the teaching profession? To answer this question, three sub-questions are asked: 

a. What specific academic, behavioral, and well-being-related challenges do teachers report as 

their most significant post-pandemic obstacles? 

b. In what ways do these challenges affect teacher morale, burnout rates, and career decisions? 



 

3 

 

c. How can policymakers translate teachers' lived experiences into sustainable support systems 

that enhance retention, morale, and instructional quality? 

 .5 Research Hypotheses 

Based on the research questions, the following hypotheses have been formulated: 

a. Student learning loss and increased behavioral issues are directly linked to higher levels of 

teacher stress and burnout. 

b. Inadequate mental health support for both students and teachers is a primary factor driving 

teachers to leave the profession. 

c. A significant gap exists between the professional development teachers receive and the 

skills they need to manage post-pandemic classrooms effectively. 

 .6 Research Methodology 

This project relies on qualitative analysis of written sources to examine challenges teachers 

encounter. By looking closely at different texts, research journals, staff interviews, official district 

memos, digital discussion boards, labor group reports, and institutional reviews, a picture begins 

to form. When these pieces connect, common threads appear, showing concerns educators voice 

about daily realities. Meaning is derived through attention to recurring thoughts in authentic, 

accessible narratives. Interpretation follows a clear path, tying conclusions directly to lived 

expressions collected from practice. This approach allows for the identification of recurring themes 

and shared challenges based on documented professional experiences. 

 .7 Significance of the Study 

This study is significant because it shows how teachers face new challenges after the 

pandemic, using data instead of assumptions. Because leaders in schools need reliable insights, the 
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results point to specific problems they might target when shaping staff wellness programs, updating 

training plans, or deciding where funding goes most effectively. Since scholars look for patterns in 

education shifts, this approach gives them a methodical way to explore how teaching roles change 

and what institutions must do differently now. What follows is not just observation but a foundation 

that others can extend into future models. The findings also contribute to the theoretical 

understanding of how teaching roles evolve in response to large-scale educational disruptions. 

 .8 Structure of the Study 

This dissertation is organized into two main chapters that examine the challenges facing 

teachers in the United States education system after COVID-19. The first chapter is titled "Post-

Pandemic Challenges in American Public Education". It provides the theoretical and contextual 

background by describing the educational system before the pandemic, the transition to post-

pandemic schooling, and the different categories of challenges teachers encounter, including 

academic, behavioral, administrative and systemic pressures, as well as their impact on teacher's 

well-being, job satisfaction and existing support systems. 

 The second chapter focuses on teacher's lived experiences and the gaps in institutional 

support. It analyzes teacher testimonies and reports to identify the key themes, mismatches between 

challenges and professional training, and structural limitations within existing policies with 

recommendations aimed at strengthening supports systems and informed policy improvement. The 

first chapter focuses on the theoretical framework and literature review, while the second chapter 

presents the analytical findings and practical implications of the study. 

 .9  Literature Review 

Learning setbacks during the pandemic hit hard, particularly in math and reading, evidence 

confirms (Donnelly,&Patrinos, 2021). Once back in schools, educators faced demands to accelerate 
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student progress without dropping standard curriculum duties. Balancing these goals brought extra 

strain-making up lost ground while keeping pace with required material. As a result, teachers report 

increased workloads along with rising levels of daily tension. One key idea found across studies 

involves growing rates of student behavior issues and emotional struggles. According to a 

nationwide survey, incidents like outbursts during lessons, trouble managing feelings, and 

responses tied to past trauma have sharply risen (Kurtz, 2022). Educators now often take on duties 

beyond teaching - offering basic psychological support - despite lacking proper preparation. 

Carrying these extra expectations wears down their energy while shrinking time meant for actual 

instruction. Burnout among educators has increased significantly since the pandemic ended. Work 

demands have grown, paperwork keeps piling up, while helping distressed learners takes an unseen 

toll - leading to greater strain, frustration at work, thoughts of quitting (Zbanca et al., 2024). Staff 

gaps widen because of it; remaining teachers face heavier loads without relief. Outside the 

classroom, educators grapple with deeper structural strains. Studies show mounting paperwork 

loads, sharper conflicts over what gets taught, along with greater media attention aimed at teaching 

staff. Pressure builds when these factors layer onto everyday responsibilities, leaving many 

instructors feeling isolated or unappreciated. Although existing research examines these factors 

individually (learning loss, emotional demands, exhaustion, and structural strains) it offers little 

overall picture. Without connecting the dots, it remains unclear how such factors amplify one 

another amid rising teacher distress after the pandemic. Rather than treating them apart, this work 

draws these threads together into a single view of present-day teaching struggles. This integrated 

perspective is necessary to fully understand how these interconnected pressures shape the current 

educational environment. 
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Introduction 

The COVID-19 pandemic changed school functions across nations. One of the biggest 

interruptions to learning in recent times followed soon after. Across America, educators had to 

move lessons online with little training while coping with mounting stress. Although schools have 

reopened and routines resemble past ones, teachers still face numerous challenges. How things 

unfolded before the crisis shaped today’s realities. Difficulties persist, affecting classroom 

effectiveness and teachers’ well-being. Grasping earlier conditions helps explain current struggles. 

The American school system functioned in a different way back then. Shifting toward today’s 

model brought adjustments that few anticipated. Problems now include workload, student 

readiness, and lack of resources. Support networks exist, yet they often fall short. Examining each 

piece helps clarify what teachers navigate long after headlines fade.  

1.1  The American Public Education System Before COVID-19  

To better understand these current challenges, it is essential to first examine how the 

American education system functioned prior to COVID-19. Education was delivered in a 

traditional instructional model. Teachers and students interacted in one classroom and followed the 

regular curriculum. Despite having some challenges, their enrollment rate was significant, and the 

students’ academic performance was not concerning (COE, 2022) 

The pandemic impacted and caused disruption to education; as a result, changes had to be 

implemented. School closures led to the transition to remote and hybrid learning. This highlighted 

the inequity between students, as some of them could not access the technological tools for this 

type of learning, as well as having poor or no Internet connection (Bishop & Howard, 2025). This 

change caused the students' test results and, therefore, their academic achievement to decline 

(Callen et al, 2024). 
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During COVID-19, teachers had to adapt to the new instructional model and manage 

additional tasks. They had to become familiar with remote and hybrid learning, prepare their 

lessons, and try to personalize them to the students’ needs. Additionally, they had to interact with 

parents and families concerning the new changes. All of this led to teachers’ burnout and high levels 

of stress (Zamarro et al., 2021). 

After the pandemic, education changed to the a "new normal" and returned to in-person 

learning. The effects of COVID-19 were significant; the students experienced learning loss and a 

decline in their academic performance. They also struggled with mental health problems (The 

Annie E. Casey Foundation, 2024). These effects posed new challenges for teachers who had to 

manage them and live up to the expectations, so teachers decided to leave their profession, which 

led to the decline in staff numbers (DiNapoli, 2021). However, this relatively stable system was 

significantly disrupted by the outbreak of COVID-19, which triggered rapid and unprecedented 

changes in educational practices. 

1.2  The Shift to Post-Pandemic Education 

The transition from pre-pandemic to post-pandemic education represents one of the most 

rapid transformations in the history of mankind worldwide. In America, this shift unfolded in 

several phases which presented distinct challenges for teachers. 

1.2.1   The Impact of COVID-19 on Schools 

School closures in 2020 led to the suspension of in-person activities. As case numbers 

climbed, American schools weighed risks against unknown timelines - remaining open carried a 

threat; closing brought uncertainty. Despite initial hesitation, many schools were closed within 

days. Most institutions were locked, affecting millions who depended on daily routines, and that 

caused the shift to remote learning. Schools transitioned to online learning so that education did 
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not stop. They relied on online platforms to provide instructions and assignments for the students 

to access. Moreover, many schools used their websites to connect with students and their parents 

(Harris, 2020). 

The reliance on remote learning created new difficulties for teachers and students as 

technological devices and Internet access were needed to serve this purpose. Teachers reported that 

their students did not have devices to attend lessons online. Students from low-income backgrounds 

could not afford laptops or cellphones, and even though some schools provided their students with 

those devices, most of them could not. Additionally, some students did not have Internet access, 

and that led to some of their classes being cancelled, which put them at a disadvantage, which again 

stressed the inequity issue (Reimers, 2022). 

Although remote learning allowed education to continue during the pandemic, it also created 

several difficulties that became more visible when students and teachers returned to schools. 

1.2.2   Transition Back to In-Person Learning 

Returning to the traditional way of education indicated the effects of the epidemic on students 

and teachers. After having attended classes through remote and hybrid learning, students had 

difficulties going back to in-person learning. Teachers noted changes in their students’ behavior 

and academic performance. A study was conducted on students at Michigan University to 

investigate the impact of the pandemic on them and inspect the changes. Figure 1 below shows the 

results (Becker et al., 2022). 
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Figure 1.1 

 Combined Mind Map Derived from Faculty Focus Group 

 

Note: https://pmc.ncbi.nlm.nih.gov/articles/PMC9662797/ 

The figure highlights the impact of COVID-19 on students’ academic behavior, including 

difficulties in problem-solving, critical thinking, and social interaction with peers and faculty, 

showing increased distraction and reduced attention. In addition, it indicates how students are more 

tired and show a low level of attendance and motivation as they provide excuses not to attend 

sessions. In addition, students are not making serious efforts to study and therefore getting low 

grades. These results show how the pandemic affected the students as it hindered them in achieving 

their goals, which is shown in the following table. 

 

https://pmc.ncbi.nlm.nih.gov/articles/PMC9662797/
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Table 1.1  

Michigan State University undergraduate learning goals and associated focus group themes 

Undergraduate Learning Goal Focus Group Themes 

Analytical thinking Problem-solving skills (critical thinking) 

Effective citizenship Priorities 

1. Grades 

2. Time management 

3. Attendance 

Effective communication Interpersonal communication: student-to-student 

Interpersonal communication: student-to-faculty 

  

By comparing Figure1 and Table1 above, it is evident how the learning goals are hard to 

achieve as the students struggle academically because of the changes that have occurred and 

returning to in-person learning. 

While teachers were trying to manage the immediate challenges of returning to the 

classroom, it also became clear that the pandemic had created long-term changes in educational 

expectations and teaching practices. 

1.2.3 Long-term Changes in Educational Expectations 

Nowhere is change more evident than in how classrooms operate since the surge of tech use 

amid crisis-driven distance learning. Instruction rarely unfolds without some form of digital tool 
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woven into daily tasks. Some schools continued to deliver some classes online even after the return 

to the in-person learning. Furthermore, educators must navigate online systems even when 

experience with them runs thin, and the policy makers have to design more professional 

development programs as a support to them. Contacting caregivers happens across apps, emails, or 

messaging sites - often all at once to facilitate being updated concerning the students. The comfort 

level matters less than expectation as the increasing level of responsibilities for the teachers makes 

it hard to separate classroom work from household space over time (Trust & Whalen, 2020). 

Because of these rapid changes in the educational environment, teachers began to face several 

new challenges in their daily professional work. These structural and pedagogical transformations 

did not occur without consequences; rather, they gave rise to a range of new and complex 

challenges for teachers in the post-pandemic context. 

1.3 Types of New Challenges Faced by Teachers After COVID-19 

COVID-19 affected many aspects of the lives of Americans, and education was one of the 

main sectors. It led to changes as an adaptation to its impact, which caused new challenges in the 

post-pandemic period because of the transition back to in-person education. The lasting effects 

posed new challenges for teachers, and they come in different types. These challenges can be 

broadly categorized into academic and instructional, emotional and behavioral, and systemic and 

policy-related dimensions. 

1.3.1  Academic and Instructional Challenges 

Teachers after COVID-19 faced challenges at the academic and instructional level. The 

implementation of e-learning during the pandemic and the transition back to classroom learning 

caused new challenges for teachers to deal with. They have to manage these changes with no prior 
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preparation or training and deal with extra responsibilities such as students' learning loss, the 

pressure to catch up with the standards, and cover the lacking areas of students, as well as adjusting 

the instructional modalities to fit the students’ needs. 

1.3.1.1 Learning Loss Among Students 

Students experienced a significant learning loss in the post-pandemic era. They experienced 

a decline in their cognitive skills, such as reading and Mathematics. American students were 

affected by this phenomenon, which led to lower academic performance and an increase in the rate 

of student dropouts (Hanushek&Strauss, 2025). The figure below shows the decline in 8th-grade 

students' math scores across different states.  

 

 

Note: https://www.researchgate.net/figure/NAEP-Score-Declines-by-State-2019-2022-

Source-Author-calculations-from-https_fig2_384932848 

Figure 1.2 

NAEP score losses 2019-2022. Grade 8 Math. 

https://www.researchgate.net/figure/NAEP-Score-Declines-by-State-2019-2022-Source-Author-calculations-from-https_fig2_384932848
https://www.researchgate.net/figure/NAEP-Score-Declines-by-State-2019-2022-Source-Author-calculations-from-https_fig2_384932848
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As shown in the figure 1.2, 8th-grade students experienced a decline in their math scores 

ranging from 5 to 10 points. It is highlighted how most states have significant point loss in math 

from 5 to more than 10 points, which indicates the impact of COVID-19 on students’ achievements. 

According to Callen et al. (2024), students’ achievements in the post-pandemic period have 

declined due to the shift to remote learning and their social background. Schools have to take action 

to recover from this loss with a special focus on math and reading. 

Research has shown that learning loss during the pandemic was not evenly distributed among 

students. Studies indicate that students from disadvantaged socioeconomic backgrounds 

experienced the greatest academic setbacks, largely due to limited access to digital learning 

resources and reduced academic support at home. Mathematics and reading were among the 

subjects most significantly affected, as these areas require consistent practice and structured 

instruction. 

1.3.1.2  Pressure to Catch up while Covering Standard Curriculum 

To meet the expected outcomes, teachers are pressured to catch up on students’ learning gaps 

as well as keep up with the curriculum. This added stress on teachers because it increased their 

existing workload and responsibilities. They have to develop new strategies and instructional 

methods to improve students’ outcomes and performance as an adaptation to these changes. 

Additionally, teachers have to complete the syllabus content and stay up to date with state 

standards, which adds more responsibility and pressure on them (Herb & Noel, 2023). 

1.3.1.3 Adjusting to Hybrid or Changing Teaching Modalities 

One major issue for educators involved shifting back from digital instruction to face-to-face 

teaching. Adapting meant handling both in-person and virtual sessions at once, aiming to support 
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learners more effectively. This way of teaching accommodates student differences, but at the same 

time, poses a challenge for teachers because they are required to adapt in terms of their time and 

workload, in addition to those who lack technological skills. The implementation of such a strategy 

to keep students engaged and motivated added more stress on teachers, as they are responsible for 

achieving better outcomes without taking their workload into consideration (Arghand et al., 2026). 

In addition to these instructional difficulties, teachers also face important emotional and behavioral 

challenges when working with students in the post-pandemic classroom. 

1.3.2 Emotional and Behavioral Challenges 

After the pandemic, classrooms now show more emotional ups and downs. In U.S. public 

schools, educators are dealing with rising levels of emotional and behavioral issues among 

students. Instead of steady learning rhythms, school shutdowns broke key moments for connection 

and growth. Once doors opened again for face-to-face lessons, learners walked back into rooms 

weighed down by worry, isolation, and even confusion. Outward behavior often mirrors private 

battles, revealing itself in ways teachers confront regularly. Trouble concentrating, blurting 

answers, or resisting routines can lead to disruptive classroom behavior. When focus slips or 

impulses take over, adults see fatigue, anxiety, or blank stares settle into student expressions 

(Barone, 2024). From quiet disengagement to sudden reactions, daily classroom life reflects unseen 

mental load. 

1.3.2.1 Increase in Classroom Disruptions 

A shift in students' actions at school stands out since classes moved back into classrooms 

after the health crisis. Following the period of remote learning, instructors noticed shifts - not just 

in engagement, but also in self-control and group interactions. Some now move constantly, others 

lose track mid-task, argue more with classmates, or resist routine expectations (Gibson, 2025).  
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Behind every lesson attempt lies an effort to steady the space, balance emotions, and keep 

order without showing strain. Teaching through such conditions means holding focus amid chaos, 

responding calmly when tension rises. The weight shows not in grades alone, but in quiet moments 

between bells - when energy fades, yet demands remain. Soon following the return of classroom 

instruction nationwide after pandemic closures, uninterrupted teaching started to decline. Data 

collected by the National Center for Education Statistics shows an evident rise in disciplinary 

actions between 2020 and 2022. As disruptions became frequent, teachers faced growing 

responsibilities - managing learning gaps along with increasing signs of student distress. Due to 

combined stressors, daily operations changed across most educational institutions. 

1.3.2.2 Emotional and Trauma-Related Student Behaviors 

Following the global health crisis, educators within American public institutions began 

noticing shifts in student conduct tied to psychological strain. Uncertainty defined much of the 

experience for young learners during extended periods away from school grounds. Emotional scars 

emerged once face-to-face instruction resumed, revealing themselves in actions and reactions 

during routine exchanges. These patterns became part of everyday classroom life, requiring 

attention without clear precedent. Responses varied widely among children who lived through 

disrupted routines and limited contact. The return did not erase what had come before it - instead, 

past conditions influenced present dynamics between teacher and learner. The table below 

demonstrates the learners' experiences caused by COVID-19. (Jones et al., 2022) 
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Table 1.2  

Adolescent Behaviors and Experience Survey. COVID-19 Pandemic Impact 

 

Note: https://www.cdc.gov/abes/media/pdf/total/ABES_total-COVID-19-Pandemic-

Impact.pdf 

It is clear from the table how learners were significantly affected by the pandemic, and those 

experiences influenced their behavior after its end. When trauma occurs, thinking and emotions in 

class may shift. Following fear, loss, or worry, young minds sometimes settle into unease or 

powerlessness - especially if teachers believe preparation falls short. Reactions emerge quietly; 

attention follows. Responses form, even as a balance between care and structure is sought. As 

reported, return to classrooms post-pandemic brought heavier moods, quieter voices (APA, 2022). 

Participation shifted. Behavior reflected inner weight. Observations confirm: unseen layers shape 

visible moments. 

https://www.cdc.gov/abes/media/pdf/total/ABES_total-COVID-19-Pandemic-Impact.pdf
https://www.cdc.gov/abes/media/pdf/total/ABES_total-COVID-19-Pandemic-Impact.pdf
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1.3.2.3 Teachers Acting as Informal Mental Health Support 

With school doors opening again, pupils arrived bearing traces of loneliness, household 

strain, and time spent adrift. Faced with this shift, educators found themselves stepping into roles 

beyond teaching - offering quiet comfort without clear preparation. Though never certified in 

trauma intervention, staff now manage sudden outbursts, soothe anxious moments, and act before 

harm unfolds. Without official instruction in therapy methods, many still navigate distress simply 

because someone must (Thomas & Carlson, 2025). Expected to handle raw emotions amid lessons, 

overcrowded rooms - often thirty-plus - and wide-ranging student demands, the gap grows evident: 

duties stretch past practical limits. What gets requested sits far outside ordinary capacity. Reality 

bends under mismatched expectations. 

When learners face emotional challenges, teachers offer understanding responses. 

Confidence returns slowly, supported by consistent guidance. Healthier ways of managing stress 

emerge through repeated positive interactions. Strong connections between educators and youth 

lessen the effect of trauma on school performance and conduct. Over time, trust replaces 

withdrawal. Learning resumes where disruption once held sway (Nygaard et al., 2022). Besides the 

challenges that appear inside the classroom, teachers must also deal with broader systemic and 

policy-related issues within the education system. 

1.3.3 Systemic and Policy-Related Challenges 

Systemic and policy-related issues that go beyond the classroom have significantly impacted 

the post-pandemic educational landscape in the United States, putting the teaching profession under 

a complicated web of demands. The changes caused by the pandemic have made these problems, 

which have their roots in long-standing systemic issues with funding, governance, and reform 

paradigms, much worse (Alegretto et al., 2022). The insufficient professional development and 
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training, resource limitations (staffing, technology, materials), and public scrutiny, political 

debates, and policy pressures are three crucial aspects of these systemic challenges that teachers 

face (Doan et al., 2022). 

1.3.3.1 Insufficient Professional Development and Training 

After the pandemic, the way in which education was delivered changed because of the impact 

of COVID-19. The implementation of e-learning brought new challenges, such as the lack of 

knowledge of technological skills by teachers, as they were not previously trained for such 

circumstances. Moreover, teachers had to adapt to this rigid system, although they were not 

prepared enough for it. A lack of growth in educational initiatives presents challenges, since 

maintaining existing course material while adopting alternative instruction methods requires 

greater preparation and assistance (Revelle et al., 2024). 

1.3.3.2 Resource limitations (staffing, technology, materials) 

 COVID-19 highlighted various deficiencies regarding resources in education. First, there 

was the problem of a shortage of staffing, which increased due to the pandemic; teachers of 

different subjects were reportedly insufficient, and that called for employing non-qualified 

teachers. This affects the quality of education, although it was necessary (D. Goldhaber et al., 

2025). Second, technological limitations posed an issue. The transformation to e-learning showed 

the lack of digital resources in both educational institutions and among students, especially in 

underfunded schools and among students from low-income backgrounds. Accessing the Internet 

and having devices and tools for remote learning were not affordable to everyone (V. Katz et al., 

2021). Moreover, a deficiency in materials was noticeable in the post-pandemic period. 

Instructional materials like books and labs were insufficient, and therefore, this affected the 

teaching process. Pandemic conditions intensified existing gaps in classroom preparation. Without 
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proper tools, educators struggled to shape lessons effectively. Assistance remained too limited 

when challenges grew sharper. Remote learning widened divides already present. Support systems 

failed to keep pace with rising demands. Lessons suffered where materials were missing. 

Difficulties mounted precisely when guidance was most needed. 

1.3.3.3 Public Scrutiny, Political Debates, and Policy Pressures 

Despite public attention, educators across the United States face persistent oversight. Their 

performance undergoes regular evaluation by various parties. Understanding of pandemic-related 

pressures remained limited during those early shifts. Adjustment came slowly, as classroom 

methods transformed under pressure. Student progress and conduct became harder to influence 

without adequate resources. Outside routine instruction, changing government priorities influence 

stress levels among teachers. When evaluation systems link test results to staff accountability, tasks 

multiply without clear support (Thomsen et al., 2024). Over time, fatigue accumulates - eventually 

prompting exits by certain professionals. Pre-packaged lesson content appears ready-made, yet 

restricts individual adjustments even when useful (Makenna, 2024). While uniformity can offer 

predictability, narrowed expression tends to emerge alongside it. Positioned at the heart of learning 

systems, teacher well-being becomes central to progress in education. Without supportive 

frameworks, long-term improvement remains difficult to reach. These different challenges do not 

only affect the teaching process; they also have important consequences for teachers themselves 

and for their professional well-being. 

1.4 Impacts on Teachers 

After the pandemic began, teaching staff felt intense pressure. With schools moving online 

without warning, American teachers took on more work. Not only did they manage lesson plans, 

but they also supported students dealing with personal struggles. Unexpected changes left them 
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balancing duties that were once handled by entire school systems. Stress levels increased 

noticeably; satisfaction dipped at the same time. Thoughts about leaving the profession grew 

stronger among teachers during this period. Research highlights these patterns clearly. Changes 

reach further than instruction style alone (Kraft et al., 2021). Long-term career choices around 

employment now reflect earlier disruptions. Inner motivation has shifted under constant pressure. 

Well-being shows lasting marks even after conditions eased slightly. Effects linger within personal 

career views shaped by crisis years. Shifts in daily routines opened deeper questions about purpose. 

Outside events redefined what schoolwork feels like today. Each role adjustment carried quiet but 

steady consequences. Professional paths now bend differently because of that stretch of uncertainty. 

1.4.1 Teacher Stress and Burnout 

 Stress among teachers after the pandemic grew heavier because of new duties piling up. 

Juggling impacts at work and home became part of daily life. Facing educational disruptions tied 

to COVID-19 tested their resilience deeply. Shifting between teaching formats, handling student 

conduct, and endless paperwork wore many down completely. Overwhelm crept in quietly, tied 

closely to slipping control. A state of burnout followed - persistent exhaustion, mental depletion - 

fueled by unrelenting stress over time (Robinson et al., 2022). A study was conducted on school 

and university teachers from different countries, including the U.S., shows that American teachers 

dealt with burnout because of COVID-19. The table below reveals the cases of burnout that were 

experienced by university teachers from the U.S. (Ozamiz-Etxebarria et al., 2023). 
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Table 1.3  

Characteristics of the studies included in the meta-analysis. 

 

Note: https://pmc.ncbi.nlm.nih.gov/articles/PMC10049404/ 

First Author 

(Publication 

Year) 

Sample 

Country 

Population Sample 

Size (n) 

Mean 

Age 

(SD) 

% 

Females 

(n) 

Response 

Rate (%) 

Sampling 

Method 

Burnout 

Scale 

No. Cases 

(Prevalence, 

%) 

Quality 

Assessment 

Amri et al. 
]40[ (2020) 

Morocco School 
teachers 

125 38.6 
(9.9) 

56.8% 
(71) 

NR NR MBI 68 (54%) 3 

Higgins et al. 

]41[ (2021) 

United 

States 

University 

teachers 

456 NR 37.5% 

(171) 

NR Convenience PFI 162 (37.4%) 4 

Jarrín-García 

et al. (2022) 

]42[ 

Ecuador University 

teachers 

399 NR 47.9% 

(191) 

NR Convenience MBI 123 

(30.83%) 

5 

Miguel et al. 

]43[ (2021) 

Portugal University 

teachers 

51 48 (1) 68.6% 

(35) 

NR Convenience CBI 21 (41.2%) 3 

Minihan et al. 

]44[ (2021) 

Ireland School 

teachers 

245 44 

(10.23) 

89% 

(224) 

NR Cluster CBI 202 (82.4%) 5 

Pereira et al. 

]45[ (2021) 

Brazil All teachers 302 46.75 

(11.02) 

55% 

(166) 

17% Convenience BAT 67 (22.1%) 4 

Sánchez-

Pujalte et al. 

]46[ (2021) 

Spain School 

teachers 

430 41.40 

(11.07) 

46.28% 

(199) 

NR Convenience MBI 310 (72.1%) 4 

Silva et al. 
]47[ (2020) 

Brazil University 
teachers 

210 NR 54.8% 
(115) 

NR NR MBI 86 (40.9%) 4 

Xu et al. 

]48[ (2021) 

China University 

teachers 

1372 NR 98.2% 

(1348) 

NR Convenience MBI 1156 (85%) 4 

 

https://pmc.ncbi.nlm.nih.gov/articles/PMC10049404/
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The table demonstrates that American teachers dealt with burnout, as it was the case with 

other countries. This shows that COVID-19 has indeed impacted teachers and caused them stress 

to the level of feeling burnt out. Teacher burnout is often characterized by three main dimensions: 

emotional exhaustion, depersonalization, and a reduced sense of professional accomplishment. 

Emotional exhaustion refers to the feeling of being overwhelmed by work-related demands, while 

depersonalization involves developing a detached or negative attitude toward students or 

colleagues. When teachers experience these conditions over long periods, their motivation and 

commitment to the profession may significantly decline. 

This growing level of stress and exhaustion naturally influences how teachers feel about their 

profession and their level of job satisfaction. 

1.4.2 Job Satisfaction and Morale 

 COVID-19 left teachers less satisfied with their profession and caused them to lose 

motivation. They felt unfulfilled and undervalued due to many reasons: being in a continuous state 

of stress when dealing with teaching in a new way, students’ learning loss and outcomes, increased 

workload, and having to meet the high standards expected of them. Quitting seemed like an option 

once success felt out of reach because of the unacknowledged efforts. Without assistance, 

appreciation, or motivation around, energy faded under growing pressure. Tasks weighed more 

when no one noticed effort or offered a hand. The drive to keep going slipped as isolation took hold 

(Pressley et al., 2025). 

According to research by Marshall et al. (2023), teachers' morale has lowered since COVID-

19 started. The increased workloads without support from the administrations or parents 

diminished their confidence and enthusiasm. This led teachers to leave their jobs and change to 

other professions, affecting the educational system balance as a result to teacher shortages. 
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When teachers begin to feel dissatisfied with their work, this can also affect their decision to 

remain in the profession, which contributes to teacher shortages. 

1.4.3 Teacher Retention and Shortages 

Teacher shortages have become a serious problem for the American education system after 

COVID-19. The pandemic affected the teachers’ supply in the U.S., as teacher shortages increased, 

and retaining them proved to be a serious problem. Feeling dissatisfied and discouraged with their 

profession, teachers decided to leave it. Working under such tough conditions made staying on the 

job feel nearly impossible - so leaving seemed like the only real option. With too few people 

available, officials found it difficult to hire teachers or find replacements when needed (Paguia et 

al., 2025) 

Furthermore, schools face difficulties in hiring qualified teachers, and to fill the vacancies, 

they have to hire underqualified ones. This could affect the students’ achievement, especially the 

ones of the schools with high teacher shortages. The figure below shows the number of vacancies 

in the American states (Nguyen et al., 2022). 
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Figure 1.3 

Raw Counts of Reported Teacher Vacancy by State 

 

The figure demonstrates the high rate of vacancies in the American states, ranging from 1000 

to more than 3000 cases of vacancy; 18 states have up to 1000 shortage cases, 8 states reach up to 

2000 cases, one state has up to 3000 vacancies and 4 states report an alarming number of more than 

3000 shortages.  

In addition to staffing issues, the pressures experienced by teachers can also have serious effects 

on their emotional and mental health. 

 



 

26 

 

1.4.4 Emotional and Mental Health Consequences 

 Unexpectedly, the pandemic placed teachers under pressure that quietly wore down 

emotional resilience. Not only did classrooms shift, but personal boundaries blurred without a clear 

separation between duty and home. Despite added oversight from officials, many found themselves 

overwhelmed by invisible loads carried each day. While managing lessons, some faced rising 

tension within - silent signs of unease taking root. Pressure built slowly, fed by constant changes 

beyond their control. Emotional fatigue settled in where support felt distant or delayed. Their well-

being was affected by being in a constant state of burnout because of overworking themselves to 

meet the needs of students and the overload of information needed to keep up with the 

implementation of online learning. Additionally, they were pressured to achieve the best outcomes 

with their students and manage more administrative tasks, which increased public scrutiny if they 

did not meet that goal. Moreover, they felt depressed as they did not have time to interact with 

others, such as friends outside of school, and this can make the learning process less effective as 

they are not in their best state (Huseth-Zosel et al., 2024). 

Because of these serious impacts on teachers’ professional and personal lives, many educational 

institutions have started to recognize the importance of providing stronger support systems for 

teachers. 

1.5 Current Teacher Support Systems 

After the pandemic, schools across the United States began to see a clearer need: helping 

teachers handle the shifting demands of today’s classrooms. These struggles matter beyond theory; 

they shape real changes in how education works. At the heart of learning sit teachers; what they go 

through reveals deeper patterns in how the system functions. Since educator wellness ties directly 

to teaching effectiveness and student success, backing them becomes critical. Despite access to 
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school-based assistance, its real value lies in how well it helps instructors manage daily hurdles, 

sustain effort, maintain drive, yet stick with teaching long-term. Without dependable backing, many 

face heightened pressure, exhaustion, and even exit from the field altogether (Darling-Hammond 

et al., 2017). Following this, attention shifts toward forms of support rooted in personal context - 

starting where each educator stands. These support systems operate at multiple levels, including 

school-based support, professional development opportunities, and administrative policies. 

1.5.1 School Level Support  

Right away, help at school can shape how teachers experience their work. Often put in place 

by principals or teams on site, these efforts grow from collaboration among staff and shared 

learning groups. A teacher's sense of being respected hinges on such backing. Facing today’s 

classroom pressures means having steady guidance close at hand. Post-crisis schooling requires 

conditions that sustain energy, not just effort. 

In schools, help can show up in different ways - counseling, training programs - that aim to 

lower pressure while sharpening teaching methods. A setting where staff feel backed up matters 

greatly when it comes to staying driven and avoiding exhaustion. Clear directions from 

administrators, along with empathy and usable tools, often lead teachers to handle daily struggles 

with greater belief in their abilities. This sense of stability becomes especially vital amid the intense 

expectations tied to catching students up after pandemic disruptions. Such aids go beyond extras - 

they’re necessary steps meant to retain seasoned instructors right where they are needed most. (Yu 

et al., 2025) 
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 1.5.1.1 Counseling Services 

Coping became harder for teachers when schools changed suddenly. Emotional weight grew 

as they managed online classes plus worried students at home. Support from advisors emerged 

quietly during this time. Overnight shifts left little room for adjustment. Those guiding others often 

felt stretched thin themselves. Reopening did not erase those pressures; instead, gaps in student 

progress and rising classroom disruptions kept strain alive. Emotional tolls lingered long after 

buildings welcomed back staff and children (Tutt, 2026). 

Recognizing that teachers are not only educators but also individuals who require emotional 

support, many schools began offering more accessible mental health resources. 

Some schools now make mental health help easier to reach, seeing teachers both as staff and 

people who need emotional care to do their jobs well. When stress piles up in classrooms, a 

listening ear helps teachers stay balanced while growing stronger over time. Talking things through 

may happen alone with a mentor, during team gatherings, or in workshops focused on coping with 

routine demands. Whether it is confidential chats, insights from specialists, or stories exchanged 

among peers, each option adds support where it counts most - right when classroom pressures rise. 

Even though more people now see how useful counseling can be, not every school offers it 

equally. Where one district runs full mental health initiatives for staff, another might only give 

minimal help - often because of budget limits or staffing gaps. Because of this imbalance, plenty 

of educators continue facing emotional challenges without proper backing at work. While 

emotional support is very important, teachers also need professional training and development in 

order to deal effectively with the new educational challenges they face. 
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1.5.1.2 Professional Development Opportunities  

Now more than ever, teacher growth shapes how well schools function across America after 

the health crisis. When classrooms moved online, instruction changed overnight - forcing educators 

to learn digital tools while balancing uneven access among learners. Because of these sudden 

changes, continuous training became critical for navigating modern educational demands. Some 

programs now focus on emotional support for students, yet they simultaneously build inner strength 

within teaching staff. Learning opportunities like these do more than address behavior - they 

prepare instructors to stay effective under pressure (Darling-Hammond et al., 2017). 

Teachers grow their skills when they join learning efforts that boost how they teach, use tech, 

and manage their classes. These moments hit harder when others are involved, tied right into real 

days at school. Good shifts happen - better lessons, stronger results for learners - if the conditions 

line up just so. Sharing inside groups, attending sessions, and diving into training help teachers 

trade stories, tackle issues together, and stay grounded through tough patches (Healey, 2025). 

In the post-pandemic context, professional development programs increasingly focus on areas 

such as digital pedagogy, trauma-informed teaching practices, and strategies for addressing learning 

loss. These programs aim to help teachers develop practical tools that allow them to respond 

effectively to the evolving needs of students in post-pandemic classrooms. 

Even when schools offer growth opportunities, a few educators say current workshops miss 

urgent challenges they face daily. That happens since lessons often highlight abstract ideas instead 

of what unfolds between classroom walls. To truly help, learning for teachers should shift quickly, 

adapt easily, and root itself deeply in day-to-day teaching moments. 

At the same time, supportive administrative policies also play a key role in improving 

teachers’ working conditions and helping them manage their responsibilities. 
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1.5.1.3 Administrative Policies  

Working conditions for educators often depend on how rules are set inside schools after major 

disruptions like pandemics. When leaders make choices about tasks, feedback methods, or daily 

demands, those shape classroom experiences. What happens behind closed doors - planning time, 

support levels, clarity of direction - influences morale more than expected. Decisions handed down 

from administration quietly impact energy, focus, and long-term commitment. The mechanism of 

unfolding things day to day reveals whether staff feel heard or strained under pressure (Steiner et 

al., 2023). 

After the pandemic, demands on teachers grew heavier, influenced strongly by how leaders 

make decisions. Not only do they run lessons, but they also support students dealing with private 

difficulties, manage conduct issues, and adapt coursework to address learning gaps caused by past 

shutdowns. If organizations overlook these added duties, tension increases quietly, reducing 

stamina and affecting outcomes over time. The way structures react decides if exhaustion spreads 

broadly or stays under control (Barton, 2020). 

Listening closely to teachers’ concerns tends to boost their sense of belonging in the school 

environment. When staff help shape key decisions, respect becomes visible through actions, not 

words alone. A climate where educators feel heard often shows fewer signs of tension and greater 

collaboration across departments. Research suggests leadership strategies work best when they 

reflect actual classroom experiences rather than top-down assumptions. Supportive oversight - 

rooted in empathy and practical insight - can quietly strengthen both morale and instruction quality 

over time (Hargreaves&Fullan, 2012). 
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Taken together, these different forms of support are essential for helping teachers manage the 

complex realities of post-pandemic education and continue providing effective learning 

experiences for their students. 

Conclusion  

This chapter provides a comprehensive foundation for understanding the post-pandemic 

challenges faced by teachers in the United States education system after COVID-19 which are not 

simply professional obstacles, but they are also deeply human experiences shaped by uncertainty, 

adaptation, and emotional strain. By examining how schools functioned before COVID-19, when 

classrooms where place of routine and structure. The pandemic disrupted these structures abruptly, 

forcing an unplanned shift to remote and hybrid models that exposed technological gaps, 

instructional limitations, and systematic inequalities. It has been shown that transition back to in-

person learning creates conditions that have intensified stress, affected morale, and contributed to 

ongoing concerns around burnout and teacher retention. They have adapted often without sufficient 

support and become not only educators, but also emotional supporters, mediators, and problem-

solvers in an environment marked by uncertainty and change. By precisely establishing the 

boundaries of the study and defining the key concepts and terminology, this chapter seeks to 

eliminate potential ambiguity and provide a coherent theoretical foundation for subsequent 

analysis. 
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Introduction 

This chapter provides an overview of the key challenges that teachers face in the post-

pandemic American educational landscape, including academic, behavioral, technological, and 

systemic difficulties. It also reviewed the existing support systems at the school, district, and 

governmental levels designed to alleviate those pressures. However, while these structures address 

the challenges in theory, the extent to which their goals are achieved in practice remains uncertain. 

This chapter shifts the focus from general and structural description to lived experiences and critical 

analysis. It investigates how teachers genuinely experience those challenges in their daily 

professional lives, drawing upon research and reported testimonies. Furthermore, it identifies 

significant gaps in the current support systems, analyzing how these gaps are insufficient in both 

quality and quantity. By exploring the discrepancy between institutional intentions and the lived 

reality, this chapter seeks to provide a clear understanding of the challenges facing existing support 

measures and emphasize the areas that require improvement. 

2.1 Analysis of Teacher Experiences 

2.1.1 Academic Pressure: The Burden of "Catching Up" 

In the post-pandemic classroom, academic pressure extends beyond an increased workload. 

Rather, it reflects a fundamental imbalance between rising institutional expectations and teachers' 

diminished capacity to meet them. Teachers find themselves trapped between the urgent need to 

address significant learning loss and the rigid demand to "catch up" to standard curriculum 

timelines. Research consistently refers to this phenomenon as a "dual burden"; however, the full 

extent of this pressure is best understood through the lived experiences of teachers. 
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Baker (2024) offers an important systematic perspective. In her study of 13 middle school 

teachers, Baker found that" job demands post pandemic outweigh the resources provided to meet 

them, resulting in teachers feeling the onset of burnout and attrition intentions". (Baker,2024) This 

finding is important because it moves the problem beyond individual feelings of stress to a 

structural imbalance: when expectations continually outweigh available support, emotional 

exhaustion becomes a predictable outcome rather than personal weakness. Teachers reported being 

expected to lead academic recovery without additional planning time, support staff, or adjusted 

performance evaluation criteria, creating an environment where burnout becomes an institutional 

inevitability rather than an individual exception. 

A qualitative study of 34 U.S. K-12 educators published in BMC Public Health explores the 

psychological dimensions of this strain. The study revealed that "the primary stressor mentioned 

by the majority (82%) of teachers in the focus groups was the overwhelming demands posed by 

the school or district".This is further broken down, with 91% of educators citing stressors related 

to "excessive or increased demands". These numbers are stark, but the teachers' own words reveal 

the specific nature of this "overwhelming" pressure. One educator captured the loss of professional 

identity, stating: "I feel like, I'm now like an epidemiologist, I'm a first responder, I'm a detective, 

I'm a social worker, I'm a crisis interventionist and then, at some point, I'm also a teacher, and that's 

actually my main job that I get paid for and I've been trained to do". 

This statement illustrates how the academic demand to "catch up" is deeply entangled   with 

an expansion of non-academic responsibilities. The expectation to deliver the standard curriculum 

becomes unattainable when significant portions of the school day are consumed by non-academic 

crisis management. Furthermore, the pressure is both external and internalized. The study notes 

that "some educators (18%) described the pressure teachers placed on themselves to take on more 
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responsibility and to go above and beyond". This combination of systemic pressure and self-

imposed responsibility creates a constant state of anticipation and anxiety. The study further reports 

that "teachers described feelings of anxiety and overwhelm, and noted they felt as though they were 

waiting for the ‘other shoe to drop”. This permanent state of full alert creates the feeling that any 

moment could bring a new, impossible demand which lead to direct consequences of the untenable 

academic pressure to perform recovery miracles. 

The 2025 EdWeek article, "Teaching in 2025: 'Every Day Is a Crazy Day. It's Fine,'" shows 

that these pressures have not diminished but have instead become normalized. The article notes 

that "Monegan and other teachers continue to feel pressure to help students regain lost academic 

ground, as the number of struggling students has grown—and their needs have deepened". This 

highlights a worsening direction: teachers continue to feel responsible for helping students regain 

lost academic ground, even as the number of struggling students and their needs become 

increasingly complex.  A key quote from math teacher Rachel Griggs-Hopkins reveals a quite 

resignation to ongoing stress that has become normal: "Every day is a crazy day. It's fine". The 

seemingly casual remark "It's fine" indicates that chronic stress has been quietly accepted as part 

of everyday life. It also reflects a state of exhaustion in which the idea for a "good day" has been 

reduced to simply surviving ongoing chaos. This sentiment is repeated in the article's description 

of teachers "running faster and faster to stay in place."  The article employs this metaphor to capture 

the impossible expectation of closing past learning gaps while simultaneously advancing students 

through new material, a task that is inherently unachievable. 

All in all, these three sources present a troubling but coherent picture. Baker (2024) highlights 

the structural inequality between demands and resources. The BMC Public Health study (2024) 

illustrates the psychological consequences of this inequality, showing that teachers feel 
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overwhelmed, anxious, and forced into multiple non-teaching roles. Finally, the EdWeek reporting 

(2025) demonstrates how these conditions and the ongoing crisis have become normalized. The 

analysis reveals that the pressure to "catch up" is not about teachers being required to work harder; 

it is evidence of a systemic failure. Teachers are required to fix learning gaps while managing a 

growing   list of non-academic duties, and without the resources required to succeed. Furthermore, 

teachers' anxiety and fatigue are not signs of personal weakness but are logical, rational responses 

to an unsustainable professional reality. The "crazy day" has become the standard, and the quiet 

acceptance of this as "fine" represents a deeply concerning shift in teacher identity and well-being. 

2.1.2 Emotional Burden 

The pandemic had a significant impact on teachers as it shifted their role from educators to 

mental health experts. Teachers were required to deal with mental health problems, such as traumas 

and students’ emotional problems, in addition to delivering the curriculum. This additional task has 

integrated the psychological aspect in teaching with no professional training or appreciation, yet it 

became expected of them to deal with such problems (Conroy et al., 2024; Cavallari et al., 2024). 

Conroy et al. (2024), in a qualitative study of 12 elementary school teachers in an urban 

Florida district, indicate that teachers are the first point of contact when it comes to dealing with 

students’ mental crises. Their research found that teachers in marginalized communities are 

"serving as first responders". These educators are required to perform additional roles as well as 

their regular job (Conroy et al., 2024). The study highlighted the profound transition in the concept 

of teaching, as teachers have to abide by vague tasks with no proper training in a new reform of 

education (Conroy et al., 2024). 

The measurable consequences of this increased workload are evident. In a separate 

qualitative study of 34 K-12 teachers in Connecticut, Cavallari et al. (2024) identified that 62% of 
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teachers suffer from "emotional exhaustion, anxiety, [and] negative self-evaluation". These effects 

were caused by the school and district, as reported by 94% teachers, with 91% of teachers 

indicating that "excessive or increased demands" being the main factor (Cavallari et al., 2024). 

These findings indicate that the whole system of education was affected, with teachers taking the 

major impact. 

The statistical results are further proven and brought into real focus by teachers’ experiences 

and testimonies. The study of Conroy et al. (2024) in the state of Florida reveals how teachers have 

impossible expectations due to the pandemic. One elementary school teacher expressed how these 

expectations impacted her: "I feel like, I'm now like an epidemiologist, I'm a first responder, I'm a 

detective, I'm a social worker, I'm a crisis interventionist and then, at some point, I'm also a teacher, 

and that's actually my main job that I get paid for and I've been trained to do" (Conroy et al., 2024, 

para 12.). 

This testimony underscores the conflict between teachers’ roles and their contribution to the 

emotional toll affecting them. When instructional duties are neglected in favor of ambiguous tasks 

for which teachers are unprepared, and when higher academic outcomes are still expected, the 

resulting pressure adversely affects teachers’ mental health. Furthermore, it affects their 

professional identity as teachers feel unsure when performing those tasks and do not know what 

they are being assigned. All of these cause teachers to feel burned out and be in a state of continuous 

anxiety. 

The incessant emotional management has a critical impact on teachers as it goes beyond the 

professional environment to their personal one, causing a syndrome known as ''Compassion fatigue 

ʺ.  Research on how technology has a direct link to stress found that there is   a positive correlation 

between digital stress and work-family dynamic, showing that the pressures of managing students’ 
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behavior and communicating with their parents via online platforms ˗ has a direct impact on 

teachers’ ability to operate in their personal lives (Zhang et al., 2023). Cavallari et al. (2024) further 

support this finding, reporting 68% of teachers reported how such job pressures affected their social 

relationships and wellbeing, especially "connections with family or friends" (Cavallari et al., 2024). 

One teacher's profound experience on this linkage was highlighted in the same study: "I'm still 

dealing with taking on everyone else's worries and feeling responsible for them on top of teaching" 

(Cavallari et al., 2024, p. 11). 

This declaration shows the emotional strain experienced by teachers. The teacher is not 

merely performing her job, but also has a sense of responsibility in managing students’ feelings to 

the extent that it affects their personal lives. This results in "emotional, mental, and physical 

exhaustion from feeling too much for others" (Cavallari et al., 2024, p. [page number unavailable]). 

A national survey of 1,479 teachers indicates that they feel unmotivated as they are neither 

acknowledged nor compensated for their extra efforts. The RAND Corporation highlighted that 

only 36% teachers required a $16,000 increase in their pay base as fair compensation (Doan et al., 

2024). 

In conclusion, the post-pandemic emotional challenges faced by teachers are not an 

individual responsibility but rather of the whole system. Teachers are managing an overload of 

tasks that they have not received the appropriate training for, and are not being appreciated and 

supported (Conroy et al., 2024; Cavallari et al., 2024). The finding that 62% teachers feeling 

burnout reflects the dramatic expectations that they have to meet without a clear, defined role or 

the required support. The educational system will have to address this challenge by defining the 

role of teaching and providing the needed resources, as the emotional burden remains a significant 

reason for teachers leaving the profession. 
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2.1.3 Classroom Disruptions 

The post-pandemic American classroom faces constant behavioral challenges that were an 

occasional occurrence before. The frequent classroom disruptions have become a problem for 

teachers; they have to manage the continuous students’ misbehavior, which interrupts them from 

providing instruction. Teachers are always in a state of stress, as they are unable to properly 

perform their job and are dealing with disruptions at the same time. Data shows that the behavioral 

challenges are increasing and becoming worse, leaving teachers unprepared for this new 

debilitating occurrence. 

The problem is prevalent and is demonstrated by a survey. In December 2024, EdWeek 

Research Center conducted a national survey of 990 educators, which revealed that 72% of 

teachers, principals, and district leaders stating students’ misbehavior in classrooms, schools, and 

districts. The survey documented the students’ behavioral issues ''a little'' (24 percent) or ''a lot'' (48 

percent), compared to how it was before COVID-19 in the last semester in the fall of 2019. 

Moreover, the misbehavior of students is even more concerning as educators reported an escalation 

of this issue over the years after the pandemic; increasing from 66 percent (2021) to 70 percent 

(2023) to 72 percent (2024). Approximately half of all educators —48 percent— declared that 

students’ misbehavior was significantly worse this fall than it was before and noted a worrying rise 

in comparison with early 2023 (33 percent). This finding shows how this problem is long-lasting 

and exacerbating. 

In December 2024, the George Mason University EdPolicy Forward Center published 

research on classroom challenges after the pandemic the precise characteristics of these difficulties. 

Teachers stated "a lack of respect for authority among students and of receptiveness for redirection, 

increase in behavioral issues such as fighting and swearing in schools". These violations are 
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significant as they affect the regular standards of the classroom that keep it in an appropriate 

atmosphere for learning. Furthermore, the research underscores that "teachers now identify 

managing student behaviors as one of their two largest job-related stressors (in addition to dealing 

with the pandemic learning loss) ". This finding holds an analytical significance as it shows that 

both managing student misbehavior and attending serve as another main stressor for teachers in 

relation to attending to students’ learning loss. 

State-level data support the national surveys as it further highlights the seriousness of this 

critical situation. Research on teacher working conditions in Illinois, examining the responses from 

roughly 123,000 to 130,000 on an annual basis from 2019 to 2023, has shown the worsening 

working conditions even after the pandemic. The notable and escalating classroom disruptions 

served as a concerning change; the study’s authors reinforced that "the pandemic was not a low 

point: teacher working conditions have continued to decline during the post-pandemic period". 

Teachers stated that these critical circumstances extend to various aspects encompassing "the level 

of classroom disruptions, student responsibility, and safety, among others," alongside "declines in 

trust between themselves and principals, parents, and other teachers". This finding challenges the 

prior beliefs of education returning to its normal conditions, as research demonstrates the reality of 

the post-pandemic classroom that is alarmingly precarious. 

Importantly, teachers are not denying that they are not adequately able to address current 

behavioral issues. The George Mason University brief explicitly states that "many teachers feel 

that they do not possess the appropriate skill sets to address their students' new behavioral needs". 

This blunt statement highlights that this difficult situation is a system failure, indicating that 

students’ misbehavior is a problem because the educational system has not provided the appropriate 

training for teachers. Teachers are expected to attend to these new behavioral challenges and be 
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well-informed to deal with them when they have not received the professional training for such 

problems. 

The impact of these disruptions extends beyond teachers’ emotional distress and limits the 

classroom instructional time. Research analyzing the assigned instructional time in the post-

pandemic classrooms has shown that students’ disruptions diminished by seven percent from 

instructional time, in addition to technological issues taking another nine percent. For instance, in 

a regular six-hour school day, managing students’ misbehavior consumes 25 minutes of 

instructional time on a daily basis. The continuous occurrence over a 180-day school year costs 

roughly 75 hours of decrease in learning time, which exceeds two full weeks of instruction. A 

survey of Delaware teachers in 2024 examined this loss directly and found that there was a seven-

hour loss of class time per month because of behavioral problems management. These findings 

serve as concrete evidence of disruptions being a significant issue   since teachers have to deal with 

it and attend to the academic expectations placed upon them. 

The accumulated impact of these disruptions is teachers’ burnout, leading to their exodus 

from the occupation. Research on this correlation before the pandemic had indicated that "the stress 

of dealing with student maladaptive behaviors and heightened disciplinary issues can increase the 

likelihood that a teacher will leave their position". This crisis has reached new levels in the post-

pandemic landscape. The George Mason University research highlights that "working in this 

environment can cause chronic stress, eventually leading to teacher burnout and eventual turnover". 

Additionally, it shows that teachers in Virginia who left the profession precisely "identified 

inadequate support and ineffective leadership as two of the largest contributing factors to their 

decision". 
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The brief's analytical framework directly associates COVID-19-related disruptions, 

encompassing online instruction in the early years, the lack of social interaction, and limited 

opportunities for socioemotional development, with the dysfunctional behaviors, handling 

classroom challenges, burnout, and eventual attrition. 

The evident conclusion of this analysis shows that the post-pandemic classroom disruptions 

represent a new phenomenon, with behavioral challenges exceeding the regular and pre-pandemic 

levels. The continuous increase in students’ misbehavior is alarming because it has significant 

impacts on instructional time, teacher well-being, and the rate of turnover. Teachers are expected 

to manage these misbehaviors without receiving professional training and to attend to the academic 

loss that is being hindered by those disruptions. School systems have to implement strategic 

approaches for these behavioral issues and resource teachers with the required training and support, 

and recognize the different underlying structure of the post-pandemic classroom, which calls for 

distinct resources than the ones required in the pre-pandemic era. Otherwise, escalating behavioral 

challenges, teacher burnout, and attrition rate will persist. 

2.2 Gaps in Support 

2.2.1 Mismatch Between Training and Reality 

In theory, the American education system provides a variety of professional development 

(PD) opportunities and teacher preparation programs to support educators. In the post-post 

pandemic, however, a significant and ongoing gap has emerged between what teachers are trained 

to do and what they actually encounter in their classrooms. Although training opportunities, they 

are often theoretical, generic, detached from daily contexts, and delivered by individuals who have 

been direct teaching for many years. 
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2.2.1.1 Teachers and Leaders Experience Training Differently 

A clear sign of this disconnect appears in the contrast between how teachers and school 

administrators view professional development. Kimberli Stoffel (2024), writing in Kappan Online, 

reflected on her transition from teacher educator to classroom practitioner: "I returned to the public 

school system for eight years and am now once again a faculty member in teacher preparation. I 

can state from my own experience that teachers are correct that public school education is not what 

it was 20 or 30 years ago" (Stoffel, 2024, para. 8). Drawing on her time as an instructional coach, 

Stoffel noted that "teachers have told me they do not want cookie-cutter professional development 

in which they get some handouts and put them in a folder, never to look at them again. Teachers 

want meaningful information that they can take back to the classroom and implement. They want 

solutions to the problems they face every day, presented by professionals with relevant classroom 

experience" (Stoffel, 2024, para. 9). Moreover, "teachers have stated that the 'one and done' 

approach to professional development is less useful than an approach that includes follow-up 

sessions and/or coaching" (Stoffel, 2024, para. 10). 

The difference in perception gap is not merely anecdotal.  Evidence from a large- scale survey 

conducted by the Universities' Council for the Education of Teachers (UCET) in 2025, which 

included over 1,000 teachers and leaders, shows that "nearly 40% of respondents feel that 

continuing professional development (CPD) has not clearly improved their ability to perform their 

role. Classroom teachers, in particular, are more likely than senior leaders to report limited impact 

(46% vs 33%)" (Conyard, 2025, p. 3). The survey also revealed " a significant perception gaps 

between leaders and teachers: 33% of leaders believe teachers' needs are effectively identified, 

compared to just 16% of teachers themselves" (Conyard, 2025, p. 12). This disconnect suggests 

that, despite good intentions and significant investments, professional development initiatives fail 
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to hit their target   because teachers are excluded from decisions regarding their own professional 

growth. 

2.2.1.2 When Training Does Not Match Classroom Needs 

A growing body of evidence shows that professional development often fails to respond to 

the immediate and pressing realities of post-pandemic classrooms. Findings from the Universities 

Council for the Education of Teachers (UCET) survey that "only 24% of teachers believe CPD 

adequately takes the needs of students into account, despite this being the ultimate purpose of 

teacher development" (Conyard, 2025, p. 9). Additionally, "teachers identify SEND (39%), 

technology integration (34%), and leadership (29%) as top development priorities, yet many report 

insufficient opportunities to address these needs" (Conyard, 2025, p. 15). Time remains the critical 

barrier, cited by 67% of respondents, "with many reporting CPD lacks relevance, follow-up 

support, or connection to their specific needs" (Conyard, 2025, p. 11). 

This misalignment is further supported by research from the EdWeek Research Center, which 

confirms that the issue persists at the state level. A nationally representative survey of 5,802 

teachers conducted in 2025 found that "slightly less than a quarter of respondents nationally may 

say they need no PD at all at the moment - the top answer on the survey" (Caffrey, 2026, p. 18). 

This finding suggests that a significant portion of teachers perceive available professional 

development as irrelevant to their immediate challenges. Stoffel (2024) argued that this irrelevance 

stems from a fundamental disconnect: "One of the most common complaints I heard from teachers 

was that the professional development they were receiving was coming from people who hadn't 

spent time in classrooms in years - maybe even decades" (Stoffel, 2024, para. 3). When trainers 

lack recent classroom experience, the strategies they present often appear abstract rather than 

applicable. 
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2.2.1.3 The Classroom Management Gap: A Crisis of Unpreparedness 

A particularly significant disconnect between teacher preparation and classroom practice is 

evident in the area of classroom management. Despite increasing behavioral challenges in post-

pandemic classrooms, training remains insufficient, as "only about a third of teachers are 

effectively trained to manage challenging behaviors" and "39% of K-12 educators say they never 

received explicit classroom-management instruction… and 68%… said their preparation programs 

should have spent more time" (Whalen, 2025). Many programs emphasize basic routines while 

neglecting more complex issues, with "only about half… address[ing] ways… to respond to serious 

misbehavior, and only a quarter… discuss[ing] positive reinforcement" (Sparks, 2026). 

As a consequence, many novice teachers enter the profession feeling unprepared and 

unsupported, often describing their training as inadequate or superficial. They are left to 

navigate   complex classrooms independently. This gap has significant consequences, contributing 

to teacher attrition, as "pre-service teacher preparation programs are often ineffective… [which] 

contributes to high teacher-turnover rates" (Golubtchik, 2024). 

The COVID-19 pandemic exposed and intensified these weaknesses. Importantly, research 

suggests that teachers’ primary needs are not financial but professional: "number one for them was 

respect and time" and greater autonomy in decision-making (Pressley, as cited in CNU, 2024). 

Moreover, teachers consistently emphasize the importance of having their perspectives 

acknowledged, highlighting how current systems frequently overlook teacher viewpoints. 

Overall, the section concludes that the problem is not in the quantity of training provided but 

in the way it is designed. Professional development remains overly theoretical, generic, and 

detached from classroom realities. Effective reform requires practical, context-specific, and 
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teacher-driven training that acknowledges teachers’ expertise and directly addresses post-pandemic 

challenges. 

2.2.2 Mental Health Support Gap 

Despite the presence of counseling services and Employee Assistance Programs (EAPs) in 

school systems, post pandemic educators face a significant gap between the theoretical availability 

and the practical accessibility. This systemic shortcoming leaves teachers coping with a high level 

of stress without sufficient support from these resources. A 2024 study found that 76% of school 

employees reported moderate to severe stress, and nearly half showed clinically significant anxiety 

or depression (Cavallari et al., 2025). Nationally, 59% of teachers report that their work is often or 

always stressful, which is twice the rate observed among other working adults, while earning about 

$30,000 less (Stratford, 2024; RAND, 2025). 

The ongoing crisis in post-pandemic American education is driven by a critical shortage of 

mental health professionals. While the recommended psychologist-to-student ratio is 1:500, the 

national average stands at 1:1,400 (Chu&Fitzpatrick, 2025). Some states meet only 57% of 

counselor staffing needs (Managed Healthcare Executive, 2025). Consequently, teachers become 

default first responders to students, a role for which they are neither trained nor prepared. 

Furthermore, current safety nets, such as Employee Assistance programs (EAPs), are failing to 

bridge this gap: despite 97% of employers offering mental health services, utilization rate remains 

at only 3-5% due to stigma, limited sessions (3-6), and rigid hours (EBRI–Path Forward, 2025; 

Hub Southwest Advisors, 2025). As one teacher attested: “I’m primarily playing the role of a 

therapist … the effects of that are not sustainable for anyone” (Gloster, 2025, 7:03:36). 

Administrative support is equally inadequate. Only 11% of teachers report that principals 

provide substantial mental health support, while one in three receive none (Scholastic, 2024). As 
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one teacher expressed, “I feel completely alone in managing it” (DSEA, 2024, para. 10). Another 

teacher added, “Teaching has become mentally, emotionally, and physically exhausting… we 

cannot afford to lose more teachers” (NEA, 2024, p. 5). The evidence points to a system in crisis 

until schools invest in licensed professionals and forward -thinking administrative support. 

2.2.3 Structural Limitations 

In addition to the inadequacies of teacher support systems, teachers are met with significant 

structural constraints that cannot be fixed merely through professional training. Bureaucracy, slow 

system changes, and escalating political pressures serve as the most critical limitations in the post-

pandemic support. These issues not only represent the lack of efforts to resolve them; rather, they 

reflect a broader failure of the educational system to acknowledge and align with teachers’ needs. 

Teachers in the post-pandemic era face an overload of administrative tasks, including data 

entry, compliance, and extensive documentation requirements. In October 2025, the RAND survey 

revealed that 46% of teachers expressed concerns about their draining job and how it affected their 

personal life in comparison with only 13% of other working adults. Additionally, 42% stated that 

they worry about work even after leaving school, while similar working adults reported the same 

(K12 Dive, 2025). 72% of teachers said that adapting their work schedule for private life concerns 

is difficult compared to 22% of other adults (K12 Dive, 2025). Fewer than half of teachers reported 

the help of their district in adjusting to the dynamic of work and life (K12 Dive, 2025). 

Bureaucracy-related matters, such as paperwork, rigid schedules, and expectations of continuous 

accessibility, negatively affect teachers’ well-being, yet these issues are largely overlooked. 

The expiry of Elementary and Secondary School Emergency Relief (ESSER) funds 

contributes to the system’s lack of stability. The Congress assigned an allocation of around $190 

billion between 2020 and 2022, which was spent on hiring counselors, increasing teacher pay, and 
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supporting mental health by the districts (EdSurge, 2025). The depletion of these funds has resulted 

in the elimination of significant positions. Brian Ingram of Memphis-Shelby County Schools 

stated: “As quickly as we bring new hires in, they're going back out… if we can't afford them, how 

do we sustain them?”  (New Leaders, 2025, para. 6). The effect is more devastating in low-income 

communities. Sasha Pudelski explained: “Those districts disproportionately felt the impact of the 

expiration of ESSER” (EdSurge, 2025, para. 45-50). 

Political pressures and legal constraints have led teachers to fear teaching topics that can be 

deemed divisive and prevent them from teaching freely, so that they do not lose their careers. Drew 

Gitomer noted: “COVID exacerbated things, and teachers are caught in the middle of political 

battles … It's not a healthy work environment” (The Seattle Times, 2025, para. 9). Oklahoma’s HB 

1775 “has contributed to widespread fear and self-censorship among educators” (ACLU, 2025, 

para. 2). West Virginia’s SB 277 “could lead to a reduction in comprehensive discussions of race 

and equity… educators may opt to avoid these topics to prevent potential job losses” (LegiPlex, 

2025, para. 3). Dawn Sibby, a teacher from California, reported that a censorship policy “drove 

teachers… to stop teaching ‘Roll of Thunder, Hear My Cry’” (Public Counsel, 2025, para. 15). The 

ACLU of Mississippi warned that a state law “could prevent classroom discussions on slavery, the 

Civil War, the civil rights movement” (ACLU of Mississippi, 2025, para. 12). Katie Adams claimed 

that teachers face “a broad and vague category of things that may be in violation, and a rigorous 

system of reporting and punishment” (The Lion, 2026, para. 8). 

These challenges have resulted in a significant teacher shortage: “1 in 8 teaching positions 

[are] either vacant or filled by an underqualified educator” (The Seattle Times, 2025, para. 1). As 

one veteran teacher stated, “I have never worked so hard… yet never felt like such a big failure. 

That carries a lot of emotional weight” (DSEA, 2024, para. 12). Professional training and 
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counseling alone do not address structural limitations such as bureaucracy, expiring funds, and 

political pressures. These challenges call for maintaining investment, legal security, and reframing 

the system. Martin Gloster declares, “the effects of that are not sustainable for anyone” (Gloster, 

2025, 7:03:38). 

2.3 Discussion 

At the onset of the COVID-19 pandemic, the American public education system already had 

formal structures in place intended to support teachers. These included professional development 

programs, counseling services, administrative policies, and federal funding mechanisms designed 

to support teachers. Chapter One reviewed how these supports functioned in policy and practice 

before and during the early pandemic years. On paper, teachers had access to training in digital 

pedagogy and trauma-informed instruction, mental health resources through Employee Assistance 

Programs, and district policies aimed at managing workload. The evidence presented in this chapter 

demonstrates that these supports consistently fail to meet the needs of post-pandemic classrooms. 

The gap between institutional provisions and teachers’ actual experience is not accidental; rather, 

it points to deeper problems in how these systems are designed and aligned with real classroom 

demands. 

The literature reviewed in Chapter One confirms that school districts offer numerous training 

opportunities, particularly in technology integration and behavioral management. However, teacher 

testimonies and surveys analyzed in Section 2.2.1 show that nearly half of educators find this 

training irrelevant to their daily work. Only about one-third feel adequately prepared to manage the 

severe behavioral challenges now common in post-pandemic classrooms. Teachers entering the 

profession through alternative certification paths, often recruited to address shortages, report 

feeling especially unprepared for essential instructional tasks. The problem is not the absence of 
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training, but rather its conception and delivery. Professional development is frequently designed 

without meaningful teacher input and is often led by individuals who have not recently worked in 

a classroom. As a result, teachers leave these sessions with strategies perceived as theoretical rather 

than practical. In other words, the existence of professional development does not ensure its 

effectiveness. Teachers consistently express a need for time to collaborate with colleagues, observe 

peers, and engage in sustained coaching on problems they identify as priorities. 

Chapter One noted that many schools offer counseling services and Employee Assistance 

Programs as resources for teacher wellbeing. Yet Section 2.2.2 showed that utilization of EAPs is 

abysmally low - typically 3 5% - despite 76% of school employees reporting moderate to severe 

stress and nearly one third showing clinically significant anxiety or depression. Barriers include 

stigma, confidentiality concerns, a very limited number of sessions (often three to six), and 

appointment hours that conflict with teaching schedules. Even more troubling, only 11% of 

teachers say their principals provide substantial mental health support, and one in three receive no 

support at all. The availability of a counseling program on a district website does not mean that 

teachers can access it easily or find it helpful. When teachers are told to “use the EAP,” they 

encounter a system designed for generic workplace stress, not for the specific, compounded trauma 

associated with post-pandemic education. The gap in this context is not one of presence, but of 

accessibility and relevance. 

While the administrative policies discussed in chapter one was intended to reduce workload 

and improve their working conditions. The data from Section 2.2.3 documented that teachers work 

53 hours per week—nine hours more than their peers in other professions—while facing significant 

pay inequities. The psychologist-to-student ratio stands at 1:1,400 against a recommended 1:500, 

meaning that teachers are effectively being forced into the role of primary   mental health providers. 
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Federal ESSER funds, which have left high poverty districts in a fiscal crisis, and by paid for 

additional counselors and interventionists. Meanwhile, state-level political legislation restricting 

discussions of race, gender, and history is forcing many educators into self-censorship, adding 

immense psychological weight to an already exhausted workforce. It has become clear that the 

amount of administrative empathy or individual wellness training can solve these structural 

failures. Therefore, they require systemic solutions including sustained funding, legislative 

protection, and systemic redesign. 

The American education system does claim to invest in teacher support, but that investment 

is misaligned with the realities of the post-pandemic classroom. Moreover, professional 

development remains too theoretical, mental health services are out of reach, and working 

conditions are too resistant to piecemeal fixes. Teachers are not failing because they are not   using 

the support provided, rather the supports systems themselves are failing to meet the actual needs 

of teachers. This disconnect drives the burnout, attrition, and morale crisis documented throughout 

this chapter. Closing the gap will require not more of the same - not another wellness webinar or 

resilience workshop. Instead, we need a fundamental shift in the delivery of support, the provision 

of mental health care, and the development of policies that address the root causes of educator 

stress. 

2.4 Recommendations 

The evidence discussed in this chapter reveals that post-pandemic American teachers are 

carrying far more than academic pressure; they are navigating emotional burdens, classroom 

disruptions, and technological stress. Although support systems such as professional development, 

counseling services, and administrative policies exist, they systematically fail in practice. The 
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following recommendations arise directly from teachers’ testimonies and research findings, and are 

grouped into pedagogical, institutional, and policy categories. 

2.4.1 Pedagogical Recommendations 

Teachers frequently report that much of the training they receive is overly   theoretical, 

generic, and different from the realities of daily classroom practice. Professional development 

needs to move beyond isolated workshops to include sustained, job-embedded coaching. This 

involves replacing "one and done" sessions with ongoing support, such as classroom observation 

with feedback, peer mentoring, and structured reflection over months. Training should be designed 

with teachers rather than imposed on them, and facilitated by educators with recent classroom 

experience. As one teacher noted, "Teachers want meaningful information that they can take back 

to the classroom and implement" (Stoffel, 2024, para. 9). 

Only about one-third of teachers receive effective training for handling challenging student 

behaviors (Whalen, 2025). Both teacher preparation programs and in-service professional 

development should intentionally focus on evidence-based behavior management, including de-

escalation techniques, trauma-informed responses, and positive reinforcement systems. The 

National Council on Teacher Quality emphasizes that future teachers must understand both their 

own and students’ behaviors, emotions, and cultural backgrounds, set clear expectations, and view 

misbehavior as a skill gap rather than a character flaw" (Sparks, 2026, para. 60–64). Schools should 

also provide ongoing training in trauma-informed practices, recognizing that many post-pandemic 

students’ behaviors arise from distress rather than defiance. 

Teachers often experience technostress not because they cannot learn new tools, but because 

they are expected to navigate numerous platforms without guidance on how to integrate them 

instructionally (Edutopia, 2026). Schools should simplify their technology ecosystems by 
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removing redundant or rarely used applications and providing training focused on pedagogical 

integration rather than technical navigation. Additionally, training should address digital fatigue 

and work-life boundary management. 

2.4.2 Institutional Recommendations 

Teachers work 53 hours per week on average - nine hours more than comparable working 

adults - yet earn $18,000 less (Doan et al., 2024). These challenges are not an individual time-

management problem, but a structural design problem. Schools and districts should conduct 

workload audits, eliminate duplicative data entry and paperwork, provide clerical assistance for 

non-instructional tasks, protect planning time from meetings and coverage duties, and reconsider 

whether every compliance requirement remains necessary. As Dr. Tim Pressley's nationwide 

research found, teachers' number one request was time - time to plan, collaborate, and recover 

(CNU, 2024). Reducing workload should be understood as a retention strategy rather than an 

optional benefit. 

Only 11% of teachers report strong mental health support from principals, and one in three 

receives no support at all (Scholastic, 2024). Administrators should establish safe, confidential 

mechanisms for teachers to voice concerns without fear of consequences. This includes regular 

well-being surveys with published results and action plans, teacher representation in decision 

making bodies, and clear grievance processes for when support fails. Most importantly, 

administrators must recognize that "teachers are very knowledgeable about what's going on in the 

classroom. Their voices should be listened to" (Pressley, as cited in CNU, 2024, para. 43–45). This 

means involving teachers in decisions about professional development, scheduling, and discipline 

policies. 
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Despite 97% of employers offering mental health services, EAP utilization languishes at 3–

5% due to stigma, limited sessions, and rigid hours (EBRI–Path Forward, 2025; Hub Southwest 

Advisors, 2025). Schools should offer confidential, easily accessible mental health services during 

non-teaching hours (e.g., immediately after school or during planning periods with coverage), and 

delivered by providers with expertise in educator stress. Services should be located in schools or 

near buildings to reduce access barriers. Most importantly, seeking support must carry no 

professional risk and should be normalized as part of responsible professional practice. 

2.4.3 Policy Recommendations 

The allocation of $190 billion in ESSER funds enabled districts to hire counselors, 

interventionists, and behavior specialists. The states and federal government are required to supply 

consistent and adaptable funding to support the school staffing beyond the expiry of ESSER funds. 

The absence of such support leads to the setback of the achieved improvements in the post-

pandemic will be undermined, particularly in districts with lower property tax bases and higher 

student needs (EdSurge, 2025). Funding must be directed at increasing the number of mental health 

professionals as the National Association of School Psychologists' recommended ratio of one 

psychologist per 500 students from the current 1:1,400 (Chu&Fitzpatrick, 2025). Moreover, it 

should aid in raising competitive teacher salaries, reaching the $18,000 pay gap with similar 

professionals (Doan et al., 2024). 

Policymakers should take into account providing teachers with mental health support, as was 

the case with states mandating counselor-to-student ratios. This support could be implemented as 

an EAP access with maximum wait times, such as a first appointment within one week, in addition 

to devoting mental health positions at school for the staff’ well-being, or investing in state funding 
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wellness programs, cost-free for teachers. Mandates allow clear and consistent support, which 

research indicates is currently insufficient. 

Political and legal constraints made teacher fear discussions of sensitive topics such as race, 

gender, and American history, which added another psychological strain to their existing stress 

(ACLU, 2025). Policymakers should reject ambiguous "divisive concepts" laws that restrict 

legitimate instruction and establish complaint procedures that risk teachers’ professional security. 

Alternatively, there should be policies that encourage and trust teachers to deliver state-mandated 

curriculum without fear of punitive measures. Teachers will not be able to support students 

effectively if they fear losing their careers for doing their professional responsibilities. 

The time teachers spend on additional and administrative tasks, such as paperwork, data 

entry, or compliance documentation, detracts from both instructional and personal time. State and 

federal education departments should set goals for eliminating unnecessary paperwork, 

systematically review the requirements of reporting, and remove tasks that do not contribute to 

enhancing students’ achievements. Teacher time should be respected and protected as a valuable 

finite resource and not be endlessly available to be used. 

Conclusion 

This chapter critically examined teachers’ experiences and the deficiencies within the 

institutional support system. It showed the built and added pressures on teachers, including 

academic recovery, the emotional burden of managing student behavioral needs, and the increasing 

demands of technological implementation and administrative tasks while dealing with political and 

legislative constraints.  The chapter also highlighted important gaps in support systems, indicating 

that training programs, mental health counseling, and policy initiatives are impractical, 

inaccessible, insufficient, and do not match the classroom realities. Moreover, it adds more than it 
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alleviates stress on teachers. By connecting these findings to the literature reviewed in Chapter 

One, the chapter highlights the mismatch between institutional intentions and teachers’ needs, and 

illustrates how current support systems are more reactive than transformative. It is essential to 

implement a practical, targeted, and accessible support system to overcome the current limitations 

and sustain teachers in their professional roles so that they thrive rather than survive. 

 

 

 

 

 

 

 

General Conclusion 

This research investigates the key challenges facing teachers in the post-pandemic American 

education. It provides insights into the required support, and it is divided into three specific 

objectives. First, it identifies the most significant post-pandemic challenges for teachers, including 

academic, social, and emotional pressures. Second, it examines how these challenges impact 

teacher well-being, job satisfaction, and their decision to stay in the profession. Third, it 

investigates the current support systems available to teachers and determine where they are falling 

short as well as how these can be translated into effective institutional policies. 
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This dissertation consists of two chapters; the first reviews the literature and identifies the 

main challenges that face teachers in the post-pandemic educational landscape in different 

categories, and the current support measures. The Second chapter analyzes teachers’ lived 

experiences and identifies the gaps in the support system, both in quality and quantity, and provides 

recommendations for strengthening the support system and policy improvement. 

This study answers one main research question on the most critical challenges facing teachers 

in the post-pandemic American public school system, and the impact of these challenges on the 

teaching profession. To provide a comprehensive answer to this question, three sub-questions were 

addressed: (a) what are the specific academic, behavioral, and well-being-related challenges that 

teachers reported as their most significant post-pandemic obstacles? (b) In what ways do these 

challenges affect teachers’ morale, burnout rates, and career decisions? (c) How can policymakers 

translate teachers’ lived experience into sustainable support systems that enhance retention, morale, 

and instructional quality? In order to answer these questions. This study adopts a mixed-method 

approach combining qualitative analysis of teachers’ testimonies with quantitative data from 

educational reports and surveys. 

By identifying the main challenges and exploring the support system in the first chapter and 

analyzing the teachers’ testimonies and reports in the second one, it can be said that this research 

reaches its objectives and answers its questions. The results obtained are as follows: 

The challenges that teachers face after COVID-19 include: Academic, behavioral, and well-

being pressures. Adapting to the implementation of technology and the new way of providing 

instructions without prior professional training, in addition to dealing with students' learning loss, 

were the main obstacles that teachers have dealt with academically. As for the behavioral aspect, 

teachers had to manage students’ mental health problems and act as professionals in addition to 
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dealing with the increase in classroom disruptions and students' misbehavior. Teachers also had to 

handle an overload of tasks, including administrative work such as paperwork and documentation. 

All of these challenges affected teachers’ well-being.  

Those challenges had a significant impact on teachers’ morale, burnout rates, and career 

decisions. They added more workload and pressure than teachers can handle. Having to adapt to 

digital learning and achieve better academic outcomes while dealing with students’ learning loss 

increased teachers’ stress levels. Teachers had unintentionally gained a new role acting as mental 

health experts and managing students’ behavioral issues in addition to providing instruction, which 

made it impossible to achieve better outcomes and lowered their morale. Moreover, dealing with 

thiswork overload left them no time for their social and personal matters and caused them to burn 

out as they are always working. All these obstacles added strain on teachers' well-being and caused 

them high levels of stress and burnout in addition to low morale, and as a result, feeling the need 

to leave the profession. 

To manage these challenges, policymakers have to take teachers' lived experiences into 

consideration by implementing support systems and improving policies. Creating professional 

development programs for teachers can help them adapt to the integration of digital learning, in 

addition to preparing them to deal with students’ behavior. Moreover, schools and districts should 

be mindful of teachers’ time and reduce administrative tasks, as well as involve teachers in decision 

making. Furthermore, policymakers should allocate continuous and stable funding for support 

systems on-site and outside schools for students and teachers, mandate mental health support for 

teachers to cope with these challenges, and protect teachers’ autonomy when they do their job from 

political pressure so they can perform freely and stay in the profession. 

Recommendations 
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This research investigates the challenges and the support systems for managing them. It may 

be extended in future research by focusing more on examining how learning loss differs across 

grade levels and subject areas, particularly in mathematics and reading, in order to better 

understand which students were most affected academically. Additionally, researchers are 

encouraged to explore the effectiveness of intervention programs designed to reduce learning gaps 

among students after the pandemic. Furthermore, future research can focus on the relationship 

between teacher workload and job satisfaction in the post-pandemic educational environment. 

 

 

 

 

 

References 

ACLU of Mississippi. (2025, June 10). Coalitions file lawsuit challenging constitutionality of new 

Mississippi law. WAPT News. 

ACLU. (2025). Oklahoma students and educators ask appeals court to block classroom censorship 

law [Press release]. American Civil Liberties Union. 

Allegretto, S., García, E.,&Weiss, E. (2022). Public Education Funding in the U.S. Needs an 

Overhaul: How a Larger Federal Role Would Boost Equity and Shield Children from 



 

59 

 

Disinvestment during Downturns. In ERIC. Economic Policy Institute. 

https://eric.ed.gov/?id=ED622919 

Arghand, A., Woo, D. S.,&Ni, Y. (2025). Hybrid, Online, or In-Person Teaching: Exploring 

Teacher Satisfaction Across Instructional Modalities During the COVID-19 Pandemic. 

Education Sciences, 16(1), 32. https://doi.org/10.3390/educsci16010032 

Ballesteros, E. (2023). Effects of COVID-19 on Classroom Behavior of Elementary School 

Students. Digital Commons @ CSUMB. 

https://digitalcommons.csumb.edu/caps_thes_all/1538/ 

Barone, A. (2024). Student Behavior&Teacher Turnover in Post-pandemic Classrooms - ERA-

NOVA. Gmu.edu. https://era.cehd.gmu.edu/resources/student-behavior-and-teacher-

turnover-in-post-pandemic-classrooms 

Barone, A. (2024, December). Student behavior and teacher turnover in post-pandemic 

classrooms (Best-Practices Brief). EdPolicyForward, George Mason 

University. https://cehd.gmu.edu/assets/edpolicy/docs/Student%20Behavior%20and%20Te

acher%20Turnover.pdf 

Barton, J. (2020, November 14). Creating a Culture of Support for Teachers Is Vital to Student 

Success. TASB. https://www.tasb.org/news-insights/creating-a-culture-of-support-for-

teachers 

Batista, E. (2025). [Testimony on educator shortage]. In National Education Association, The 

survey says: 'We're at a crisis point'. https://www.nea.org/nea-today/all-news-

articles/survey-says-were-crisis-point 

https://cehd.gmu.edu/assets/edpolicy/docs/Student%2520Behavior%2520and%2520Teacher%2520Turnover.pdf
https://cehd.gmu.edu/assets/edpolicy/docs/Student%2520Behavior%2520and%2520Teacher%2520Turnover.pdf
https://www.nea.org/nea-today/all-news-articles/survey-says-were-crisis-point
https://www.nea.org/nea-today/all-news-articles/survey-says-were-crisis-point


 

60 

 

Becker, T. B., Fenton, J. I., Nikolai, M., Comstock, S. S., Swada, J. G., Weatherspoon, L. 

J.,&Tucker, R. M. (2022). The impact of COVID-19 on student learning during the 

transition from remote to in-person learning: using mind mapping to identify and address 

faculty concerns. Advances in Physiology Education, 46(4), 742–751. 

https://doi.org/10.1152/advan.00079.2022 

Bishop, J. P.,&Howard, T. C. (2025). The COVID Effect: Unlocking the Education Potential for a 

Generation of Learners. Teachers College Record the Voice of Scholarship in Education. 

https://doi.org/10.1177/01614681251368325 

Caffrey, M. (2026, April 24). What PD do teachers need right now? A state-by-state breakdown. 

EdWeek Market Brief. https://marketbrief.edweek.org/meeting-district-needs/what-pd-do-

teachers-need-right-now-a-state-by-state-breakdown/2026/04 

Callen, I., Goldhaber, D., J. Kane, T., McDonald, A., McEachin, A., & Morton, E. (2024, February 

9). Pandemic Learning Loss by Student Baseline Achievement: Extent and Sources of 

Heterogeneity | CALDER Center. Caldercenter.org. 

https://caldercenter.org/publications/pandemic-learning-loss-student-baseline-

achievement-extent-and-sources-heterogeneity 

Cavallari, J. M., et al. (2024). Educator perspectives on stressors and health. PMC, Article 

11460010. https://pmc.ncbi.nlm.nih.gov/articles/PMC11460010/ 

Cavallari, J. M., et al. (2025). Psychological well-being of US educators remains a post-pandemic 

concern: Findings from a cross-sectional study. American Journal of Industrial Medicine, 

68(7), 642–650. 

https://marketbrief.edweek.org/meeting-district-needs/what-pd-do-teachers-need-right-now-a-state-by-state-breakdown/2026/04
https://marketbrief.edweek.org/meeting-district-needs/what-pd-do-teachers-need-right-now-a-state-by-state-breakdown/2026/04
https://pmc.ncbi.nlm.nih.gov/articles/PMC11460010/


 

61 

 

Christopher Newport University. (2024, January 10). COVID proves to be 'great disruptor' of 

education. CNU News. https://cnu.edu/news/2024/01/10-psych-f-pressley/ 

Chu, J., & Fitzpatrick, B. (2025, November 19). Reps. Chu, Fitzpatrick introduce bipartisan 

legislation to increase access to mental health in schools [Press release]. U.S. House of 

Representatives. 

COE - Discipline Problems Reported by Public Schools. (2022). Nces.ed.gov. 

https://nces.ed.gov/programs/coe/indicator/a07 

Conroy, K., et al. (2024). Teachers as first 

responders. ScienceDirect. https://www.sciencedirect.com/science/article/abs/pii/S0190740

924005334 

Conyard, G. (2025, October 21). Teacher development: The CPD landscape in 2025. Universities' 

Council for the Education of Teachers. https://www.ucet.ac.uk/17050/ 

Conyard, G. (2025, October 21). Teacher development: The CPD landscape in 2025. Universities' 

Council for the Education of Teachers. https://www.ucet.ac.uk/17050/ 

Darling-Hammond, L., DiNapoli, Jr., M.,&Kini, T. (2023). The Federal Role in Ending Teacher 

Shortages. Learning Policy Institute. https://doi.org/10.54300/649.892 

Darling-Hammond, L., Hyler, M., & Gardner, M. (2017). Effective teacher professional 

development. In Learning Policy Institute. Learning Policy Institute. 

https://learningpolicyinstitute.org/sites/default/files/product-

files/Effective_Teacher_Professional_Development_REPORT.pdf 

https://cnu.edu/news/2024/01/10-psych-f-pressley/
https://www.sciencedirect.com/science/article/abs/pii/S0190740924005334
https://www.sciencedirect.com/science/article/abs/pii/S0190740924005334
https://www.ucet.ac.uk/17050/
https://www.ucet.ac.uk/17050/


 

62 

 

Delaware State Education Association. (2024, September 16). Educator survey reveals widespread 

dissatisfaction over unaddressed student behavioral challenges [Press 

release]. https://www.dsea.org/about-dsea/media-center/press-releases/educator-survey-

reveals-widespread-dissatisfaction-over 

Devdiscourse. (2026, March 12). Tech boom in education comes with hidden cost: Teacher 

technostress. https://www.devdiscourse.com/article/technology/123456-tech-boom-in-education-

comes-with-hidden-cost-teacher-technostress 

Digest of Education Statistics, 2019. (2021, February). Nces.ed.gov; National Center for Education 

Statistics. https://nces.ed.gov/programs/digest/d19/index.asp 

Doan, S., Greer, L., Schwartz, H. L., Steiner, E. D., & Woo, A. (2022, June 15). State of the 

American Teacher and State of the American Principal Surveys: 2022 Technical 

Documentation and Survey Results. Www.rand.org. 

https://www.rand.org/pubs/research_reports/RRA1108-3.html 

Doan, S., Steiner, E. D., & Pandey, R. (2024). *Teacher well-being and intentions to leave in 2024: 

Findings from the 2024 State of the American Teacher survey*. RAND 

Corporation. https://www.rand.org/pubs/research_reports/RRA1108-12.html 

Donnelly, R., & Patrinos, H. A. (2021). Learning loss during COVID-19: An early systematic 

review. Prospects, 51(4), 601–609. https://doi.org/10.1007/s11125-021-09582-6 

EBRI–Path Forward. (2025, October 16). Employers are covering mental healthcare now more 

than ever. So why can't employees access it? Path Forward Coalition. 

https://www.dsea.org/about-dsea/media-center/press-releases/educator-survey-reveals-widespread-dissatisfaction-over
https://www.dsea.org/about-dsea/media-center/press-releases/educator-survey-reveals-widespread-dissatisfaction-over
https://www.devdiscourse.com/article/technology/123456-tech-boom-in-education-comes-with-hidden-cost-teacher-technostress
https://www.devdiscourse.com/article/technology/123456-tech-boom-in-education-comes-with-hidden-cost-teacher-technostress
https://www.rand.org/pubs/research_reports/RRA1108-12.html
https://doi.org/10.1007/s11125-021-09582-6


 

63 

 

Edsby. (2025, March 11). *New report finds educational app overload in K-

12. https://www.edsby.com/educational-app-overload-report 

EdSurge. (2025, May 13). Three districts took the long view with federal relief funds. Their bets 

are paying off. EdSurge. 

Edutopia. (2026, February 6). Have teachers reached app 

overload? https://www.edutopia.org/article/technology-integration 

EdWeek Research Center. (2025). Survey finds teachers, students diverge on cellphone 

distractions. GovTech. https://www.govtech.com/education/k-12/survey-finds-teachers-

students-diverge-on-cellphone-distractions 

EdWeek Research Center. (2025, January 8). Is student behavior getting any better? What a new 

survey says. Education Week. https://www.edweek.org/leadership/is-student-behavior-

getting-any-better-what-a-new-survey-says/2025/01 

Fordham Institute. (2026, April 16). Teachers aren't worse—the job is harder than 

ever. https://fordhaminstitute.org/ 

Gallup. (2025). Gallup Teacher Professional Development and Mentorship Survey, Winter 2025. 

Gallup, Inc. 

Garcia, E., & Weiss, E. (2020, October 15). Examining the factors that play a role in the teacher 

shortage crisis: Key findings from EPI’s “Perfect Storm in the Teacher Labor Market” 

series. Economic Policy Institute. https://www.epi.org/publication/key-findings-from-the-

perfect-storm-in-the-teacher-labor-market-series/ 

https://www.edsby.com/educational-app-overload-report
https://www.edutopia.org/article/technology-integration
https://www.govtech.com/education/k-12/survey-finds-teachers-students-diverge-on-cellphone-distractions
https://www.govtech.com/education/k-12/survey-finds-teachers-students-diverge-on-cellphone-distractions
https://www.edweek.org/leadership/is-student-behavior-getting-any-better-what-a-new-survey-says/2025/01
https://www.edweek.org/leadership/is-student-behavior-getting-any-better-what-a-new-survey-says/2025/01
https://fordhaminstitute.org/


 

64 

 

Gloster, M. (2025, March 13). Testimony by Martin Gloster, Social Studies/History Teacher at 

Global Learning Collaborative [Public testimony]. New York City Council Committee on 

Education. 

Goldhaber, D., Grout, C., Lindsay, C. A., Mykerezi, E., Sojourner, A., & Dachille, L. (2025). 

Exploring the Landscape of Teacher Applications. Upjohn Institute Working Papers. 

https://doi.org/10.17848/wp25-421 

Golubtchik, L. (2024). Increasing teacher retention by improving self-efficacy and classroom 

management skills in pre-service teachers. Journal of Education and Learning, 13(4), 1–17. 

Hanushek, E. A., & Strauss, B. (2024). United States: The Size and Variation of the Pandemic 

Learning Losses | Eric A. Hanushek. Stanford.edu. 

https://hanushek.stanford.edu/publications/united-states-size-and-variation-pandemic-

learning-losses 

Hargreaves, A., & Fullan, M. (2012). Professional capital: transforming teaching in every school. 

In Internet Archive. New York; London: Teachers College Press. 

https://archive.org/details/professionalcapi0000harg 

Harris, J. (2020). Prognosis. JAMA, 323(10), 1003. https://doi.org/10.1001/jama.2019.21997 

Harwin, A. (2025, May 1). There's a racial divide in what teachers think of their PD. 

Why? Education Week. https://www.edweek.org/teaching-learning/theres-a-racial-divide-

in-what-teachers-think-of-their-pd-why/2025/05 

https://www.edweek.org/teaching-learning/theres-a-racial-divide-in-what-teachers-think-of-their-pd-why/2025/05
https://www.edweek.org/teaching-learning/theres-a-racial-divide-in-what-teachers-think-of-their-pd-why/2025/05


 

65 

 

Healey, M. (2025, November 26). Benefits and Strategies for Teacher Collaboration |Discovery 

Education Blog. Discovery Education. 

https://www.discoveryeducation.com/blog/educational-leadership/teacher-collaboration/ 

Hub Southwest Advisors. (2025, May 17). Why EAPs are underutilized—and better mental health 

options employers should consider. Hub Southwest. 

Huseth-Zosel, A., Crary, S., & Orr, M. (2024). Long-term impacts of COVID-19 on stress and 

depression among teachers: Differences by gender. Journal of Teaching and Learning, 

18(1), 19–37. https://doi.org/10.22329/jtl.v18i1.7424 

Jones, S. E., Ethier, K. A., Hertz, M., DeGue, S., Le, V. D., Thornton, J., Lim, C., Dittus, P. J., & 

Geda, S. (2022). Mental Health, Suicidality, and Connectedness Among High School 

Students During the COVID-19 Pandemic — Adolescent Behaviors and Experiences 

Survey, United States, January–June 2021. MMWR Supplements, 71(3). 

https://doi.org/10.15585/mmwr.su7103a3 

K12 Dive. (2025, October 15). Teachers are struggling with work-life balance, but there are ways 

to help. Industry Dive. 

Katz, J., Sokal, L., & Wu, A. (2019). Academic achievement of diverse K-12 students in inclusive 

three-block model classrooms. International Journal of Inclusive Education, 25(12), 1–19. 

https://doi.org/10.1080/13603116.2019.1613450 

Klein, A. (2022, March 8). Tech fatigue is real for teachers and students. Here's how to ease the 

burden. Education Week. https://www.edweek.org/technology/tech-fatigue-is-real-for-teachers-and-

students-heres-how-to-ease-the-burden/2022/03 

https://www.edweek.org/technology/tech-fatigue-is-real-for-teachers-and-students-heres-how-to-ease-the-burden/2022/03
https://www.edweek.org/technology/tech-fatigue-is-real-for-teachers-and-students-heres-how-to-ease-the-burden/2022/03


 

66 

 

Kraft, M. A., & Lyon, M. A. (2024). The Rise and Fall of the Teaching Profession: Prestige, 

Interest, Preparation, and Satisfaction Over the Last Half Century. American Educational 

Research Journal, 61(6). https://doi.org/10.3102/00028312241276856 

Kurtz, H. (2022, April 14). A profession in crisis: Findings from a national teacher survey. 

Education Week. https://www.edweek.org/research-center/reports/teaching-profession-in-

crisis-national-teacher-survey 

Lander, B. (2025, December 9). New York City faces record high youth mental health 

crisis [Report]. Office of the New York City Comptroller. 

LaTronica-Herb, A.,&Tiffany Karalis Noel. (2023). Understanding the effects of COVID-19 on P-

12 teachers: a review of scholarly research and media coverage. Frontiers in Education, 8. 

https://doi.org/10.3389/feduc.2023.1185547 

LegiPlex. (2025). West Virginia Senate Bill SB277: Prohibiting teaching of divisive acts and 

critical race theory in public schools [Bill summary]. LegiPlex. 

Managed Healthcare Executive. (2025, November 18). Report reveals the widening gaps in student 

mental health support across the U.S. Managed Healthcare Executive. 

Marshall, D. T., & Pressley, T. (2024, April). Is technology the solution to teacher burnout—or part 

of the problem? The Conversation. https://theconversation.com/technology-is-supposed-to-decrease-

teacher-burnout-but-we-found-it-can-sometimes-make-it-worse-243683 

Marshall, D. T., Smith, N. E., Love, S. M., Neugebauer, N. M., & Shannon, D. (2023). “At Some 

Point We’re Going to Reach Our Limit”: Understanding COVID‐19’s impact on teacher 

https://www.edweek.org/research-center/reports/teaching-profession-in-crisis-national-teacher-survey
https://www.edweek.org/research-center/reports/teaching-profession-in-crisis-national-teacher-survey
https://theconversation.com/technology-is-supposed-to-decrease-teacher-burnout-but-we-found-it-can-sometimes-make-it-worse-243683
https://theconversation.com/technology-is-supposed-to-decrease-teacher-burnout-but-we-found-it-can-sometimes-make-it-worse-243683


 

67 

 

burnout and subjective mental health. Psychology in the Schools, 61(3). 

https://doi.org/10.1002/pits.23084 

McGrath, J. (2025, October 23). 'Breaking point': Teachers beg for help as post-pandemic 

classroom violence spirals. Daily Caller. [Interview quote]. 

McKenna, S. (2024). The resilience of rankings in the neoliberal academy. Transformation in 

Higher Education, 9(0), 8. 

https://thejournal.org.za/index.php/thejournal/article/view/415/726 

Milner, R. (2020). Start where you are, but don’t stay there: understanding diversity, opportunity 

gaps, and teaching in today’s classrooms (second edition). Harvard Education Press. 

(Original work published 2010) 

Muck Rack. (n.d.). 3 things principals can do to make teacher PD 

better. https://muckrack.com/link/eCY2Kz/3-things-principals-can-do-to-make-teacher-pd-

better 

Mullins, L. (n.d.). Student behavior survey results [Unpublished raw data]. 

PressDisplay. http://www.pressdisplay.com/pressdisplay/iphone/dhn.aspx 

National Education Association. (2024, August 6). Breaking the cycle of bad behavior. NEA 

Today. https://www.nea.org/nea-today/all-news-articles/breaking-cycle-bad-behavior 

National Education Association. (2024, August 6). The time crunch. https://www.nea.org/nea-today/all-

news-articles/teaching-time-crunch 

National Education Association. (2025, August 8). The survey says: 'We're at a crisis point'. NEA 

Today. https://www.nea.org/nea-today/all-news-articles/survey-says-were-crisis-point 

https://muckrack.com/link/eCY2Kz/3-things-principals-can-do-to-make-teacher-pd-better
https://muckrack.com/link/eCY2Kz/3-things-principals-can-do-to-make-teacher-pd-better
http://www.pressdisplay.com/pressdisplay/iphone/dhn.aspx
https://www.nea.org/nea-today/all-news-articles/breaking-cycle-bad-behavior
https://www.nea.org/nea-today/all-news-articles/teaching-time-crunch
https://www.nea.org/nea-today/all-news-articles/teaching-time-crunch
https://www.nea.org/nea-today/all-news-articles/survey-says-were-crisis-point


 

68 

 

National Education Association. (2025, August 8). The survey says: ‘We’re at a crisis point’. NEA 

Today. https://www.nea.org/nea-today/all-news-articles/survey-says-were-crisis-point 

National Education Association. (2025, August 8). The survey says: 'We're at a crisis point'. NEA 

Today. https://www.nea.org/nea-today/all-news-articles/survey-says-were-crisis-point 

New Leaders. (2025, August 19). How to rethink retention beyond ESSER. New Leaders Blog. 

Nguyen, T. D., Lam, C. B., & Bruno, P. (2022, August 15). Is there a national teacher shortage? A 

systematic examination of reports of teacher shortages in the United States. 

Edworkingpapers.com. https://edworkingpapers.com/ai22-631 

Nygaard, M. A., Ormiston, H. E., Heck, O. C., Apgar, S., & Wood, M. (2022). Educator 

Perspectives on Mental Health Supports at the Primary Level. Early Childhood Education 

Journal, 51. https://doi.org/10.1007/s10643-022-01346-x 

Oregon State University College of Education. (2025, May 27). *K-12 mental health in jeopardy*. 

Oregon State University. 

Otus. (2023). Is your district using too many edtech tools? https://otus.com/resources/blog/is-your-

district-using-too-many-edtech-tools 

Ozamiz-Etxebarria, N., Legorburu Fernnadez, I., Lipnicki, D. M., Idoiaga Mondragon, 

N.,&Santabárbara, J. (2023). Prevalence of Burnout among Teachers during the COVID-

19 Pandemic: A Meta-Analysis. International Journal of Environmental Research and 

Public Health, 20(6), 4866. https://doi.org/10.3390/ijerph20064866 

Paguia, R., Amante, M. R., Arambola, J., Araneta, C. F., Bautista, R., & Santo, D. (2025). Social-

Emotional Learning (SEL) Amidst Post-Pandemic: Its Influence to Students’ Well-Being 

https://www.nea.org/nea-today/all-news-articles/survey-says-were-crisis-point
https://www.nea.org/nea-today/all-news-articles/survey-says-were-crisis-point
https://otus.com/resources/blog/is-your-district-using-too-many-edtech-tools
https://otus.com/resources/blog/is-your-district-using-too-many-edtech-tools


 

69 

 

and Progress at Northern Iloilo State University, Ajuy Campus. Psychology and Education: 

A Multidisciplinary Journal, 45(9), 1121–1128. https://doi.org/10.70838/pemj.450905 

Perry, A. H., Martinez, A., Reddy, L. A., McMahon, S. D., Anderman, E. M., Ron Avi Astor, 

Espelage, D. L., & Worrell, F. C. (2023). Addressing violence against educators: What do 

teachers say works? School Psychology. https://doi.org/10.1037/spq0000576 

Pressley, T., Marshall, D. T., & Walter, H. L. (2025). The Development of Brief Measures of 

Teacher Well-Being: Emotional Exhaustion, Workload, Administrative Support, and 

Colleague Support. The Teacher Educator, 1–31. 

https://doi.org/10.1080/08878730.2025.2515610 

Prothero, A. (2025, February 24). Are today's students less independent? Depends on who you ask. 

Education Week. https://www.edweek.org/leadership/are-todays-students-less-independent-

depends-on-who-you-ask/2025/02 

ProxLearn. (2025, July 25). How schools are adapting after ESSER with virtual teaching. 

ProxLearn. 

Public Counsel. (2025, May 20). California appeals court blocks Temecula school board's 

curriculum censorship [Press release]. Public Counsel. 

R. Lennon Audrain, & Basile, C. G. (2023). Leaning into the Leapfrog Moment: Redesigning 

American Schools in a Post-Pandemic World. In F. M. Reimers (Ed.), schools and Society 

During the COVID-19 Pandemic (pp. 251–262). Springer, Cham. 

https://doi.org/10.1007/978-3-031-42671-1_13 

https://www.edweek.org/leadership/are-todays-students-less-independent-depends-on-who-you-ask/2025/02
https://www.edweek.org/leadership/are-todays-students-less-independent-depends-on-who-you-ask/2025/02


 

70 

 

RAND Corporation. (2025, June 26). Fewer teachers looking to quit, but job stress, lower pay 

remain problems. RAND. 

Rankin, K. R. L.,&Brinkmann, J. L. (2024). Alternative teacher certification programs: Post 

COVID-19 pandemic — Do graduates feel prepared to teach in Virginia? Teacher Educators' 

Journal, 17, 205–228. 

Rankin, K. R. L.,&Brinkmann, J. L. (2024). Alternative teacher certification programs: Post 

COVID-19 pandemic -- Do graduates feel prepared to teach in Virginia? Teacher Educators' 

Journal, 17, 205-228. 

Reimers, F. (2022). Primary and Secondary Education during Covid-19 (F. M. Reimers, Ed.). 

Springer International Publishing. https://doi.org/10.1007/978-3-030-81500-4 

Revelle, C., Roby, W., Slay, L., Childs, K., & Araujo, J. (2024). Differences that Make a 

Difference: Adapting a Professional Development Program for the Post-COVID-New-

Normal. International Journal on Social and Education Sciences, 6(4), 692–714. 

https://doi.org/10.46328/ijonses.692 

Scholastic. (2024). Teacher & principal school report: 2024. Scholastic Inc. 

Sparks, S. D. (2026, April 14). Aspiring teachers aren't being prepared to handle student behavior 

problems. Education Week. 

Sparks, S. D. (2026, April 14). Aspiring teachers aren't being prepared to handle student behavior 

problems. Education Week. https://www.edweek.org/teaching-learning/aspiring-teachers-

arent-being-prepared-to-handle-student-behavior-problems/2026/04 

https://www.edweek.org/teaching-learning/aspiring-teachers-arent-being-prepared-to-handle-student-behavior-problems/2026/04
https://www.edweek.org/teaching-learning/aspiring-teachers-arent-being-prepared-to-handle-student-behavior-problems/2026/04


 

71 

 

Steiner, E. D., Woo, A., Aarya Suryavanshi, & Redding, C. (2023, June). Working Conditions 

Related to Positive Teacher Well-Being Vary Across States: Findings from the 2022 Learn 

Together Survey. Rand.org; RAND Corporation. 

https://www.rand.org/pubs/research_reports/RRA827-15.html 

Stoffel, K. (2024, September 30). Let's get real about out-of-touch professional development. 

Kappan Online. https://kappanonline.org/lets-get-real-about-out-of-touch-professional-

development/ 

Teacher Development Trust. (2025). Teacher development: The landscape in 2025 – National 

survey. https://tdtrust.org/research/teacher-development-the-landscape-in-2025/ 

Teachers of Tomorrow. (2024, April 8). Teacher Shortages in the U.S: Challenges, Solutions & 

Initiatives in 2024 | Teachers of Tomorrow. Www.teachersoftomorrow.org. 

https://www.teachersoftomorrow.org/blog/insights/teacher-shortages-in-the-us/ 

The Annie E. Casey Foundation. (2024, June 10). Pandemic Learning Loss and COVID-19: 

Education Impacts. The Annie E. Casey Foundation. https://www.aecf.org/blog/pandemic-

learning-loss-impacting-young-peoples-futures 

The Lion. (2026, March 20). New Hampshire bill proposes removing CRT, LGBTQ ideologies from 

school curriculum. The Lion. 

The Seattle Times. (2025, June 11). As teacher burnout deepens, states scramble to fill job 

vacancies. The Seattle Times. 

https://kappanonline.org/lets-get-real-about-out-of-touch-professional-development/
https://kappanonline.org/lets-get-real-about-out-of-touch-professional-development/
https://tdtrust.org/research/teacher-development-the-landscape-in-2025/


 

72 

 

Thomas, E. B. K., & Carlson, A. S. (2025). The Time is Now: Prioritizing Educator Mental Health. 

Disaster Medicine and Public Health Preparedness, 19. 

https://doi.org/10.1017/dmp.2025.10131 

Thomsen, E., Henderson, M., Velez, E. D., & Wine, J. (2024, May). Exploring Teachers’ 

Experiences During the COVID-19 Pandemic. Rti.org; RTI International. P.O. Box 12194, 

Research Triangle Park, NC 27709-2194. Tel: 919-541-6000; e-mail: publications@rti.org; 

Web site: http://www.rti.org. https://www.rti.org/publication/exploring-teachers-

experiences-covid-19-pandemic 

Thorkelson, T. (2024). The Post Pandemic Student and Education: Challenges and Implications. 

MEXTESOL, 48(3), 1–8. https://doi.org/10.61871/mj.v48n3-14 

Trust, T.,&Whalen, J. (2020). Should Teachers be Trained in Emergency Remote Teaching? 

Lessons Learned from the COVID-19 Pandemic. Journal of Technology and Teacher 

Education, 28(2), 189–199. https://www.learntechlib.org/primary/p/215995/ 

Tutt, P. (2026, January 30). The Research on Protecting Teacher Well-Being. Edutopia; George 

Lucas Educational Foundation. https://www.edutopia.org/article/laurie-santos-small-

shifts-teacher-well-being 

Whalen, C. (2025, May 29). Running on empty: Teachers not prepared for increasing challenging 

behaviors. RethinkEd. https://www.rethinked.com/resources/teachers-not-prepared-

increasing-challenging-behaviors/ 

Whalen, C. (2025, May 29). Running on empty: Teachers not prepared for increasing challenging 

behaviors. RethinkEd. https://www.rethinked.com/resources/teachers-not-prepared-

increasing-challenging-behaviors/ 

https://www.rethinked.com/resources/teachers-not-prepared-increasing-challenging-behaviors/
https://www.rethinked.com/resources/teachers-not-prepared-increasing-challenging-behaviors/
https://www.rethinked.com/resources/teachers-not-prepared-increasing-challenging-behaviors/
https://www.rethinked.com/resources/teachers-not-prepared-increasing-challenging-behaviors/


 

73 

 

Willett, L. J. (2018). Phenomenology of practice: An orientation for classroom learning 

labs (Doctoral dissertation). Central Michigan University. https://scholarly.cmich.edu/ 

WJTV. (2025, August 4). Mississippi with 2nd largest youth mental health desert in US. WJTV. 

Young, T., Shaheen, J., & Cramer, K. (2025, May 27). Young, colleagues reintroduce legislation 

to address shortage of mental health providers in schools [Press release]. United States 

Senate. 

Yu, J., Geierstanger, S.,&Soleimanpour, S. (2025). Supporting Those Who Support: Teacher Job 

Satisfaction in the Context of School Mental Health Supports. Leadership and Policy in 

Schools, 1–17. https://doi.org/10.1080/15700763.2025.2581587 

Zamarro, G., Camp, A., Fuchsman, D.,&McGee, J. B. (2021, September 8). How the pandemic has 

changed teachers’ commitment to remaining in the classroom. Brookings. 

https://www.brookings.edu/articles/how-the-pandemic-has-changed-teachers-

commitment-to-remaining-in-the-classroom/ 

Zbanca, A. D., Nut, A. R., Boncut, M., Matei, L., & Grosu, V. T. (2024). A literature review of 

burnout in the post-pandemic era among teachers (2020–2023). Bulletin of the Transilvania 

University of Braşov. Series IX: Sciences of Human Kinetics, 17(2), 235–246. 

https://doi.org/10.31926/but.shk.2024.17.65.2.26 

Zhang, X., et al. (2023). Navigating technostress in primary schools: A study on teacher 

experiences, school support, and health. Frontiers in Psychology, 14, Article 

1267767. https://doi.org/10.3389/fpsyg.2023.1267767 

https://scholarly.cmich.edu/
https://doi.org/10.31926/but.shk.2024.17.65.2.26
https://doi.org/10.3389/fpsyg.2023.1267767


 

74 

 

Zhang, X., Wang, Y., & Li, J. (2023). Navigating Technostress in primary schools: A study on 

teacher experiences, school support, and health. Frontiers in Psychology, 14, Article 

1267767. 

 

 

 

 

 

 

 

 

 

 

 

 الملخص

تشكيل الواقع اليومي للمعلمين في النظام التعليمي الأمريكي. فعند إعادة فتح الفصول    19-أعادت جائحة كوفيد

أنفسهم في بيئة تبدو مألوفة في   المعلمون  لكنها متغيرة في حقيقتها. تستكشف هذه الدراسية، وجد  ظاهرها، 

الدراسة التحديات الأساسية التي يواجهها المعلمون في مرحلة ما بعد الجائحة في النظام التعليمي الأمريكي،  

وتنطلق من الحاجة إلى فهم كيف لا تزال الضغوط ما بعد الجائحة تؤثر على مهنتهم كمعلمين. كما يهدف هذا  
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البحث إلى تحديد أهم التحديات التي يواجهها المعلمون ودراسة تأثيرها على أدائهم التدريسي، وتسليط الضوء  

على أنواع الدعم التي يحتاجها المعلمون للتكيف مع هذا الواقع التعليمي الجديد. وتكمن أهمية هذا البحث في  

أعمق لطبيعة الدعم الذي يحتاجونه في مرحلة ما  أنه يمنح صوتاً لتجارب المعلمين الواقعية، ويساهم في فهم  

تم اعتماد منهجية جمع البيانات من معلمين داخل النظام التعليمي الأمريكي من خلال الجمع بين   .بعد الجائحة 

الدراسية، وفجوات   الفصول  داخل  الاضطرابات  في  النتائج عن زيادة  والنوعية. وقد كشفت  الكمية  الرؤية 

ملح ونفسية  ارتفاع  تعليمية  النتائج  أظهرت  كما  التقليدية.  التدريس  أساليب  على  تحديات  يفرض  مما  وظة، 

مستويات الضغط والإرهاق لدى المعلمين، والحاجة الملحة إلى دعم مؤسسي وتدريب وموارد نفسية تساعدهم 
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