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Summary
The Education Innovation and Research (EIR) program supports some of the U.S. Department of Education’s 
most innovative ideas for addressing challenges in K-12 education. Numerous past and present EIR grantees 
highlight educator well-being in their innovations through diverse approaches, including social-emotional 
frameworks, data-driven practices, and professional learning. Additionally, the conversation around teacher 
wellness and workplace strains is complemented by changes in education policy and increased attention 
to social-emotional learning following the COVID-19 pandemic. The interconnections between student and 
educator well-being (Braun et al., 2019) indicate the importance of supporting educator well-being. This white 
paper is a contribution to understanding the practices and literature around educator wellness. 

Teacher well-being is linked to positive classroom environments that promote students’ academic and non-
academic outcomes (Jennings & Greenberg, 2009; Jennings, 2011; Arens & Morin, 2016; Klusmann et al., 2016; 
Granziera et al., 2023; Sorensen & Ladd, 2020). Teachers with higher levels of well-being are more likely to 
engage in emotionally supportive interactions with students (Braun et al., 2019) and offer social-emotional 
learning instruction (Hamilton & Doss, 2020), which has been shown to positively impact children’s social and 
emotional development and academic achievement (Ashdown & Bernard, 2012). This paper addresses (1) 
definitions of educator well-being and recent changes in the educational setting that may create challenges for 
teacher wellness, (2) organization-wide frameworks to address educator well-being, and (3) an array of practices 
currently in place across schools and districts. 

Understandings of Teacher Well-Being
Research defines teacher well-being in numerous ways, including feelings of satisfaction; fulfillment; and 
healthy psychological functioning, characterized by low stress levels and absence of burnout. Specific measures 
of teacher well-being often include items addressing workload, organizational factors, professional growth, 
engagement, and student interactions (Collie & Martin, 2023). Broadly, work-related well-being is distinct 
from general well-being and pertains to positive evaluations of and healthy functioning within the work 
environment (Van Horn et al., 2004). Having multiple definitions means priorities for addressing well-being can 
vary based on educators’ contexts and experiences, but it also makes systematic assessment challenging (Collie 
et al., 2015; Fox et al., 2023; Hascher & Waber, 2021). 

In this white paper, teacher well-being is understood in terms of both the negative aspects of well-being 
(e.g., burnout, anxiety symptoms) and positive indicators of well-being (e.g., enthusiasm for teaching, career 
optimism) (Fox et al., 2023; Hall-Kenyon et al., 2014; Hascher & Waber, 2021; Weiland, 2021). Figure 1 below offers 
an overview of broad categories used to measure educator well-being. 
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Figure 1. Graphic representation of educator well-being measures
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success and ability in specific aspects of their teaching. Job commitment and meaning refers to teachers’ views on the extent to which they plan to stay 
in their position, find meaning in their work, and feel positively about specific factors at their school.

Source: Adapted from Fox et al., 2023 and Dreer, 2023.

Focus on Wellness for Retention 

The COVID-19 pandemic highlighted already existing workplace strains for teachers, and media 
conversations around teacher wellness have increased (Steiner & Woo, 2021). Recruiting and retaining 
high quality teachers is a longstanding challenge in education (Borman & Dowling, 2008; Garcia et 
al., 2022). Recent data from Washington state following the pandemic indicate small increases in 
teacher attrition and turnover, not outside of existing trends, but enough to create staffing challenges 
(Goldhaber & Theobald, 2022). Teachers face many contextual factors in their day-to-day experiences 
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that may create stress, including a high workload, potential lack of understanding from families or 
leaders, student behavior challenges, and demand for a wide range of differentiation across students 
(Carver-Thomas et al., 2021; García & Weiss, 2020; Goldring et al., 2014). In particular, RAND’s nationally 
representative 2023 State of the American Teacher Survey shows higher rates of job-related stress 
compared to other working adults, and half of teachers reported experiencing two or more negative 
indicators of well-being (Doan et al., 2023). 

Figure 2. Teachers’ experiences of negative well-being, by grade level, 2023
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Source: Doan, S., Steiner, E. D., Pandey, R., & Woo, A. (2023). Teacher Well-Being and Intentions to Leave: Findings from the 2023 State of the 
American Teacher Survey. RAND Corporation. https://www.rand.org/pubs/research_reports/RRA1108-8.html.

Local Complexities for Teacher Attrition, Recruitment, and Supply

The extent to which shortages reflect a low supply of new teachers, higher rates of attrition from 
the field, or the creation of more positions to provide additional support yields a complex picture 
(Alderman, 2023; Guarino et al., 2011). Recent data analyses indicated a decline since 2020 in the 
number of individuals working in K-12 education, though at a rate on par with other local government 
positions (Alderman, 2023). Furthermore, teacher shortages vary based on specific context, making 
the full picture of teacher shortages hard to visualize (McVey & Trinidad, 2019). While the lack of 
national or state-level data hinders the accurate assessment of the magnitude of teacher shortages 
(Saenz-Armstrong, 2022), regional reports suggest there are shortages in many parts of the country 
(Illinois State Board of Education, 2021; Learning Policy Institute, 2019; Nguyen et al., 2022; U.S. 
Department of Education, 2023). 

https://www.rand.org/pubs/research_reports/RRA1108-8.html
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Teacher shortages are often more common in certain subjects and grade levels. Subjects like math, 
science, special education, and bilingual education face a higher prevalence of shortages (Carver-
Thomas et al., 2021; Aragon, 2016). High schools often experience more acute shortages than do 
elementary and middle schools (McVey & Trinidad, 2019; U.S. Department of Education, 2023), despite 
elementary teachers reporting higher rates of job-related stress (Figure 2). 

Teacher shortages are also challenging at schools with a higher percentage of students experiencing 
economic disadvantage (Figure 3) or schools with consistently lower achievement levels (Carver-
Thomas et al., 2021; Aragon, 2016; García & Weiss, 2020; Dee & Goldhaber, 2017; U.S. Department of 
Education, 2023). A school’s location can also influence staffing, with schools in urban and rural areas 
reporting more challenges in recruiting and retaining teachers (Carver-Thomas et al., 2021;  
Aragon, 2016). 

Figure 3. Percentage of schools reporting one or more teaching vacancies, by neighborhood poverty 
level, 2021-2023
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Source: U.S. Department of Education, Institute of Education Sciences, National Center for Education Statistics, School Pulse Panel 
2021–22 and 2022–23.

Rapid Changes in Classroom Teaching

During the spring of 2020, when most schools shifted to remote teaching, teachers faced the 
demands of engaging students, supporting learning, and maintaining daily contact with students 
while outside the school setting (Hodgman et al., 2021; Steiner & Woo, 2021; Steiner et al., 2022).

https://nces.ed.gov/programs/edge/Economic/NeighborhoodPoverty
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Pandemic-related work challenges were evident in the stress levels reported by teachers, who were 
twice as likely as adults in other fields to report experiencing stress and difficulty in coping with stress 
(Steiner & Woo, 2021). While rates of job-related stress, burnout, and lack of resilience among teachers 
decreased between 2021 and 2023, they remain higher than the working adult average (Doan et al., 
2023). The pandemic coincided with or triggered several changes in the classroom, including changes 
in instructional technology, student learning and behavior, and demands on teachers’ time.

Instructional technology

The transition to remote teaching during the pandemic presented new challenges to teachers across the 
nation. The most significant cause of stress reported by teachers was related to changes in instructional mode 
and technical issues associated with the abrupt transition to remote and combined remote/in-person teaching 
(Hodgman et al., 2021; Steiner & Woo, 2021). In one study of almost 6,000 teachers, 50 percent reported their 
sense of success declined in spring 2020 during school closures, with disproportionate effects among teachers 
in schools with high percentages of students facing economic disadvantage (Kraft et al., 2021). Schools that 
were able to offer resources and support for digital remote work mitigated some of the negative effects of 
remote learning (Kraft et al., 2021). However, many teachers lacked support in using new modes of teaching; 
only about half reported receiving training on delivering remote instruction in 2021 (Steiner & Woo, 2021). 
Blended and fully online learning has continued since school districts reopened in the 2020-21 school year. In 
2021, 96 percent of schools provided digital devices to students and 70 percent provided internet access at 
students’ homes (National Forum on Education Statistics, 2022). 

Learning loss and behavioral health challenges

Following school closures in 2020 and 2021, students continue to struggle academically and emotionally. 
Students’ level of achievement is influenced by teachers’ effectiveness, with higher-achieving students 
benefiting more from effective teaching (Aucejo et al., 2022). Changes since COVID-19 are associated with 
decreased student achievement and may limit the impact of effective teaching. Before the pandemic, 
approximately 36 percent of students were behind grade level at the start of the school year, but this number 
increased to 50 percent at the beginning of the 2021-22 school year (NCES, 2023). At the start of the 2023-
24 school year, 44 percent of students performed below grade level, with rates as high as 59 percent in 
some schools, often affecting historically marginalized groups of students disproportionately (NCES, 2023). 
Nearly all public schools nationwide reported that at least some students were behind grade level in English 
or language arts and mathematics (NCES, 2023). In 2021-22, 45 percent of school respondents noted that 
school absenteeism “increased a lot” since before the pandemic (NCES, 2022a). Increased absenteeism makes 
academic recovery after COVID-19 more difficult (Dee, 2024). Teachers may experience additional stress as they 
work to provide additional scaffolding and differentiation to help students close a widening achievement gap. 

Similarly, challenging or disruptive student behaviors can lead to teacher stress and burnout (Embse et al., 
2019), making teachers feel less competent (Collie, 2023) and hindering their ability to effectively manage 
classrooms, teach students, and respond to student needs (Carroll et al., 2021; McCarthy et al., 2022). When 
student-teacher interactions are positive and respectful, teacher well-being increases (Hascher & Waber, 2021; 
Collie, 2023). The pandemic increased challenges around classroom management. About eight in 10 public 
schools reported delays in behavioral and socioemotional development in their students in 2022 because of 
the pandemic, with more classroom disruptions caused by student misconduct (NCES, 2022b). In April 2022, 
more than two thirds of schools (69 percent) reported that more students were seeking mental health services, 
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and 76 percent of public schools reported that staff members voiced concerns about students’ mental health 
(NCES, 2022c). Approximately 43 percent of schools indicated they may not be able to effectively provide 
mental health services1 to all students in need, with 61 percent of those schools citing a shortage of mental 
health professionals as a factor (NCES, 2022c). The lack of adequate mental health services for students may 
increase the demands on teachers to provide mental health support for students. The Office of Safe and 
Supportive Schools recommends policies and administers grant programs aimed at creating safe, supportive, 
and positive school environments to address increasing behavior challenges (U.S. Department of Education, 
2023). 

1 Percentage of respondents reporting strongly disagree, moderately disagree, or neither agree nor disagree.

Continued demands on educator time 

Teaching is a demanding profession (Doan et al., 2023; Brown & Roloff, 2011; Greenberg et al., 2016). One 
recent study indicated that teachers would prefer access to support specialists (e.g., special education experts, 
counselors, nurses) over a 10 percent salary increase (Lovison & Mo, 2024). Teachers are responsible for a wide 
range of tasks – instructing, supporting learning, managing student behavior, and handling administrative 
tasks – often in resource-limited environments. Research notes teachers’ expanding role in the past 20 years, 
with a particular increase in non-teaching-related duties around communication, supervisory responsibilities, 
student clubs/activities, and mentoring as a result of increased expectations from policymakers, families, and 
supervisors (Pacaol, 2021; Van Droogenbroeck et al., 2014). The potential for experienced teachers to exit the 
profession due to burnout associated with increased responsibilities and the declining appeal of a career in 
education can worsen teacher retention issues (Van Droogenbroeck et al., 2014). 

Given rising demands, additions to educators’ workforce development should be approached thoughtfully. 
Professional development that targets self-care and social-emotional skills for teachers can foster their well-
being and help them handle their profession’s evolving challenges (Manian et al., 2021). One way to better align 
organizational and individual needs is self-directed professional development. Online or in-person teacher-
directed professional learning, a focus for several EIR grantees, gives educators increased control over their 
learning, greater diversity of training options, and skills that speak to specific teaching needs (AnLar, 2022; 
Artman et al., 2020). 

Organizational Approaches to Educator Well-Being
Research on well-being in the workplace and specifically at schools emphasizes that an individual approach 
to structural problems will not provide a long-term solution (Santoro & Price, 2021). While researchers are still 
exploring the efficacy of specific intervention frameworks, best practices emphasize an approach that includes 
organization-wide implementation, support from leadership, and teacher and student voices. This section 
highlights two frameworks that include these components, a trauma-informed approach for youth mental 
health and a job demands-resources framework. 

Youth Mental Health and a Trauma-Informed Approach

Since 2020, states have enacted over 100 laws to support youth mental health through school-
based services, addressing topics such as social-emotional learning (SEL), mental health education, 
and suicide prevention (Horton & Slone, 2023). Between 2021 and 2023, bills related to students’ 
mental and behavioral health were introduced in 42 state legislatures (Education Commission of 
the States, n.d.). This approach takes into account how students’ experiences of childhood trauma 

https://oese.ed.gov/files/2022/07/EIR_03-Teacher-Directed-Professional-Learning-Opportunities-Challenges-and-Solutions_07262022.pdf
https://oese.ed.gov/files/2022/07/EIR_03-Teacher-Directed-Professional-Learning-Opportunities-Challenges-and-Solutions_07262022.pdf


7Approaches to Teacher Well-Being

or chronic stress affect their behavior and long-term academic success (Perfect et al., 2016).  A 
trauma-informed approach relies on several components of implementation to support students 
who experience trauma, including individual screenings, educator knowledge of trauma supports 
(workforce development), established policies and procedures for safety and discipline, varied levels 
of intervention resources and supports, and 
an organizational commitment to improving 
students’ sense of safety (Champine et al., 2019; 
Chafouleas et al., 2016; SAMHSA, 2014)2. Trauma-
informed approaches may be implemented in 
individual or group settings, in the classroom, or 
school-wide (Herrenkohl et al., 2019). 

2 Organization-wide trauma-informed approaches that address each of SAMHSA’s recommended components are rare, with a relative 
lack of evidence to support effectiveness (Avery et al., 2021).

Creating Positive Climates
School administrators make an 
intentional effort to build strong 
relational capacity with staff. School 
administrators make judgments based 
on human feelings. They understand 
there is life outside of school and 
respect the use of personal days to 
take care of self and family.

–Teacher, Treadwell Elementary, 
Memphis-Shelby County Schools 
(Holland, 2022)

Broadly, best practices in trauma-informed 
approaches would include dimensions of 
educator well-being. While the focus is on 
student growth and belonging, current wisdom 
emphasizes the importance of educators’ 
emotional knowledge and skills to successful 
SEL and youth mental health implementations 
(Gimbert et al., 2023; Ibarra, 2022). Teacher 
interactions are central to students’ sense of belonging and classroom engagement (Ibarra, 2022). 
Best practices recognize that adults learn differently than children and focus on educators’ SEL 
competencies (e.g., self-awareness, social awareness, self-management, and relationship skills) in ways 
that align with educators’ values and highlight the competencies’ immediate relevance (Gimbert et 
al., 2023). One pilot effort to build educators’ social–emotional competencies found improvements in 
educator self-care, overall well-being, and student-educator conflict (Fitzgerald et al., 2022). 

Job Demands-Resources Framework

One example of an organizational approach is the job demands-resources framework (Figure 4), 
which has been used to predict well-being across a number of occupations (Lesener et al., 2019). 
Used in education, this approach considers both workplace demands on educators (e.g., disruptive 
behaviors) and resources available to support educators (e.g., mental health professionals, professional 
learning) (Bottiani et al., 2019; Granziera et al., 2021; Kwon et al., 2021; Skaalvik & Skaalvik, 2018). 
Research notes that resources and demands may occur at both an individual or organizational level, 
and the effects may vary based on which demands and resources are present at each level and 
how often an individual experiences them at work (Niks, 2015). Broadly, teachers experience stress 
when daily demands exceed a teacher’s coping resources (McCarthy, 2019). Job demands predicting 
decreased educator satisfaction may include working conditions discussed above, as well as workload, 
time pressure, conflict, or low student motivation (Skaalvik & Skaalvik, 2018; Stang-Rabrig et al., 2022). 
The job demands-resources framework acknowledges that teachers will encounter challenging 
professional moments and ensures that resources are available to support resilience and growth. 
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In some cases, teacher well-being is more strongly affected by job demands, with only moderate 
buffering effects from additional resources (Skaalvik & Skaalvik, 2018). The selection of specific 
resources relies on the challenges and opportunities for a specific school or district. The intent is to 
help educators have more positive experiences than negative ones (Skaalvik & Skaalvik, 2018), with 
the knowledge that negative interactions will occur. 

Figure 4.Teacher outcomes, job demands, and resource opportunities
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Source: Adapted from Granziera et al., 2021.

One effective school or district resource is a climate of support for educators that focuses on collaboration, 
communication, and positive relationships (McLean et al., 2017). Approaches that foster a climate of support 
could include several initiatives that emphasize establishing a distributive leadership model. These models 
involve teachers working alongside school leaders, such as through teacher-led instructional improvement 
initiatives, opportunities for teachers to guide school policies, and intentional efforts by school administrators 
to establish relationships with staff by modeling social-emotional skills (Holland, 2022; U.S. Department of 
Education, 2022).

Finally, education is a highly meaning-oriented field, which affects teacher well-being (Hascher & Waber, 2021). 
Many educators enter the field with the aim to improve children’s lives (Guarino et al., 2006; Watt & Richardson, 
2008), and the extent to which teachers feel they belong in the school community moderates the relationship 
between meaning-making and well-being. A culture of support builds belonging; such a culture could be 
measured through positive relationships between teachers and students or families, between colleagues, or 
through access to quality professional learning opportunities. 
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Efforts from the Field
The following section outlines a sample of current efforts to foster teacher well-being, ranging from 
organization-wide approaches to specific school or classroom initiatives. Understanding projects that work to 
improve teacher well-being can shed light on the current landscape and help generate ideas for strategies that 
can be replicated and adapted. Some of these approaches are implemented or supported through current 
EIR grants and provide a snapshot of recent grants related to enhanced teacher well-being. While many of the 
efforts below are based on promising evidence, not all examples provide quantitative evidence of effectiveness 
in improving teacher well-being.

Organization-Wide Approaches

The primary goal of many organization-wide initiatives is to improve student outcomes. However, 
comprehensive approaches take into account the importance of educator well-being in achieving 
those goals. 

Student Well-Being Model

Transcend’s Student Well-Being Model (SWBM), implemented using a whole child approach at 20 
elementary schools, recognizes that teachers play a central role in creating a supportive learning environment. 
Through EIR funding, the SWBM uses a community-driven and integrated approach to improve the classroom 
learning environment across the school. The model is a personalized approach for students and teachers, with 
flexible implementation to ensure it is not a “one size fits all” approach. The SWBM includes three research-based 
components: CARE (Compassion-Assertiveness-Relationships-Environment) (Tier 1), Boost (Tier 2 and 3), and 
Family Circle. The SWBM emphasizes ongoing professional development and coaching for educators. Transcend 
provides coaching, resources, and frameworks that are adapted for local context. 

Initial training starts with school-based design teams of five to seven individuals, including representation from 
teachers. The selection of the design team is intentional, focusing on members who can lead advocacy and 
spread of the model. The design team then supports the larger school community’s learning, using resources 
and methods Transcend designed. Before implementing student-facing practices, teams focus on adult culture 
and well-being. Educators engage in professional learning that is grounded in the science of adult learning, 
prompts reflection on their current beliefs, and enables them to practice strategies like empathy that support a 
strong adult community. The teams conduct surveys and interviews to understand the state of adult well-being 
and are supported by Transcend to set goals and prioritize strategies that are most aligned to their staff needs. 
The teams work to make the surveys short (typically just a few questions) and open-ended to make it easier for 
teachers to respond. The teams use survey results when creating annual implementation plans. By involving 
teachers in the decision-making process, the SWBM’s community-driven approach aims to foster a sense of 
ownership in the changes taking place.

Project Transform

A 2022 EIR grant, Project Transform, is designed to facilitate the adoption of a trauma-engaged school (TES) 
approach. The project’s overarching goals include building schools’ capacity for TES implementation, enhancing 
educators’ understanding of trauma and their role supporting a TES, promoting trauma-engaged practices, and 
addressing disparities in student outcomes. Project Transform’s approach is multifaceted and acknowledges 
the crucial role of educators. Equipping teachers with strategies for trauma-engaged practices enhances 

https://oese.ed.gov/files/2021/12/S411C210073_Narrative.pdf
https://transcendeducation.org/community-profiles/#van-ness
https://oese.ed.gov/files/2022/12/S411C220010_AASB_Narrative.pdf
https://education.alaska.gov/apps/traumawebtoolkit/new-framework-page.html
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their ability to create supportive and empathetic learning environments, potentially reducing stress related to 
challenging student interactions. Lastly, the community-driven approach ensures active teacher engagement 
in decision-making to promote a sense of ownership and investment in the project’s success. 

Project Transform is implemented at the state level by the Association of Alaska School Boards (AASB) and the 
State of Alaska Department of Education and Early Development (DEED) in collaboration with five rural districts. 
These districts often face staffing struggles, and AASB and DEED project leaders and coaches are working 
with over 20 educators to provide a full day of professional learning followed by additional coaching sessions. 
Alaskan educators learn to manage stress thoughtfully and productively, strengthen their classroom practices, 
and expand their understanding of childhood experiences. The project team also acknowledges teachers’ 
diverse backgrounds, aiming to foster a more inclusive work environment. Educators participate in professional 
learning communities and regularly complete a reflexive practice piece to consider positive outcomes from 
new efforts and opportunities for learning. In addition to student academic outcomes, the grant will measure 
school climate and connectedness among students, staff, and family members. Evaluators will also conduct 
focus groups with teachers to better understand what is working with students. 

Workforce Development

Another strategy for enhancing teacher efficacy, reducing stress, and increasing well-being is to 
provide targeted coaching and support to teachers to improve interactions with students. Research 
recognizes the challenges of designing successful professional development programs and measuring 
effects of teacher learning (Darling-Hammond et al., 2017; Desimone, 2009). This section highlights 
three implementation efforts that show positive outcomes, not only in terms of teachers’ learning, but 
also their well-being.

MyTeachingPartner-Secondary (MTP-S)

MyTeachingPartner-Secondary (MTP-S) is a professional development program focused on enhancing teachers’ 
daily interactions with students. The program received funding from EIR between 2017 and 2022, in addition to 
other grant awards. After two years (2021-23), the program showed positive effects on teachers’ enthusiasm 
about teaching. At the end of the program, the teachers who participated were more likely than teachers in the 
control group to report being glad they selected teaching as a career and looking forward to teaching in the 
future. Similarly, teachers in the program were less likely than teachers in the control group to report that they 
lack enthusiasm about teaching or that the stress involved in teaching wasn’t worth it (Wayne et al., 2023). 

MTP-S uses the Classroom Assessment Scoring System-Secondary (CLASS-S) domains to describe, assess, 
and intervene in classroom interactions. The CLASS-S domains focus on the extent to which teacher-student 
interactions provide a positive emotional climate, are sensitive to student needs, and play an active role in 
student learning. Teachers in the MTP-S program send their coaches video recordings of their classrooms 
during the school year. Trained coaches review the recordings, maintaining a strong focus on positive teaching 
interactions that teachers can build on to benefit the classroom environment. Coaches spotlight successes 
in the classroom and use positive reinforcement to call attention to factors highlighted in the CLASS-S 
domains. For each video segment, the coach writes a customized prompt that highlights the connection 
between teacher behavior and student responses. The teacher observes their behavior and subsequent 
student reactions and responds to the coach’s prompts. This is followed by a 20- to 30-minute phone or video 
conference where the coach and teacher discuss the video segment and plan ways to enhance interactions 
using the CLASS-S system. This cycle is repeated approximately once every three weeks over the school year. In 
the project impact study, teachers were asked to complete six to 10 cycles each year.

https://www.air.org/project/scaling-evidence-based-instructional-coaching-program-teachers
https://www.air.org/sites/default/files/2023-09/MTP-S-Final-Report-508.pdf
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Teacher-Directed Professional Learning

Charleston County School District received an EIR grant in 2020 to implement C3 (Choice in Cultural 
Competency), a program that supports teacher-directed professional learning with a focus on growing 
teachers’ cultural competencies. Teachers receive an annual stipend to choose learning opportunities from 
a curated inventory that supports program goals and educators’ priorities. Educators who participate in the 
program complete an assessment on their cultural competencies and then select professional learning in 
the form of conferences, online training, and workshops that support areas for growth. The program also 
offers professional learning support from the EIR team and coaching sessions with experts outside the school 
district. These external coaches are trained in adult learning approaches and help educators make sense of 
their assessments through reflection and professional learning; coaches work closely with teachers as they 
pursue areas where they will find value personally and in the classroom. Educators develop a plan with the 
EIR Professional Learning Specialists to align learning opportunities based on their goals, district priorities, and 
student needs. As the grant continues, additional assessment measures will include surveys of teacher practices 
and knowledge growth, how the stipend was used, and measures of student ELA and mathematics proficiency. 
C3 offers professional development where teachers take an active role in shaping their learning experiences to 
enhance their ability to serve all students. 

Resilience in Schools & Educators 

Since 2017, schools in Boulder, Colorado have offered educators at 15 schools an adult-centered trauma-
responsive prevention program to build educators’ social-emotional skills. In collaboration with the University 
of Colorado at Boulder’s Center for Resilience and Well-Being, Resilience in Schools & Educators (RISE) 
creates positive school environments by establishing initiatives with school leadership, implementing 
professional development programs, and fostering educators’ skills through coaching and professional learning 
communities. Pilot results for the program show improvements in teachers’ pre- and post-reports of social-
emotional competencies, self-care, and well-being (Fitzgerald et al., 2022). 

Improvements to Working Conditions

Although changes to a specific classroom or school will not necessarily create long-term gains in 
educator and student outcomes, improving educators’ working conditions can create momentum for 
small steps in a larger plan to improve teacher and student well-being. This section offers strategies 
that can help schools and districts improve teachers’ working conditions.

Conduct needs assessments

Gaining input from teachers through valid and reliable scales, focus groups, and meetings can provide valuable 
information on which specific improvements teachers seek, larger problems shared across staff members, or 
ideas for accessible supports that can be put in place quickly. The Institute of Education Sciences and Regional 
Education Laboratories offer suggestions for teacher outreach. The Colorado School of Public Health’s Center 
for Health, Work & Environment developed the Workplace Mental Health Module, which assesses current 
workplace offerings to promote staff mental health and is available to all U.S. employers, including schools. Five 
Colorado school districts are currently using the module to expand their strategies to improve teacher well-
being. North Carolina fields a Teacher Working Conditions Survey to all teachers and principals in the state 
every two years to collect data on professional development, climate, policy priorities, and equity. 

https://oese.ed.gov/files/2020/12/S411C200014-Charleston-County-School-District-Narrative.pdf
https://resources.finalsite.net/images/v1715714298/ccsdschoolscom/xhwsnv4ds8edaaarbyxg/ccsdawardedmilliongrantforculturalcompetencytraining.pdf
https://ibsweb.colorado.edu/crw/wp-content/uploads/sites/7/2020/05/RISE-Overview-05-06-2020.pdf
https://ies.ed.gov/ncee/edlabs/infographics/pdf/REL_PA_How_To_Grow_Teacher_Wellbeing_in_Your_Schools.pdf
https://www.healthlinkscertified.org/what-we-do/modules/mental-health
https://adincsurvey.azurewebsites.net/#/nctwcs/2022_NCTWCS
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Establish and promote district priorities for educator well-being

North Carolina’s Department of Public Instruction and Department of Health andHuman Services received 
a SAMHSA Project AWARE Grant in 2018 and 2021 to support the state’s Project ACTIVATE (Advancing 
Coordinated and Timely InterVentions, Awareness, Training, and Education), currently implemented across 
five school districts. The implementation approach includes customized evidence-based practices to support 
student mental health based on each district’s needs. Each district also addresses educator well-being using 
diverse approaches suited to its current infrastructure and needs. 

One district, Sampson County Schools, fielded a staff survey on well-being to collect feedback; the survey 
indicated moderate stress levels for staff as an ongoing concern. The district then hosted a retreat for teachers 
featuring wellness activities, resilience talks, and community speakers. The district also provided wellness 
and resilience training for nutrition staff. In the upcoming year, the Sampson County team is planning three 
designated spaces within an elementary, middle, and high school where staff have a dedicated space that 
offers resources for teachers’ to explore mindfulness and calming activities aimed at building resilience.

Another district, Nash County Schools, surveyed staff members using the Panorama Teacher and Staff Survey 
focusing on belonging and school climate. The district prioritized coaching for administrators and teachers to 
embed SEL strategies and competencies into classroom instruction; these efforts included a wellness program 
for staff, including Mindful Mondays (listening circles, mindfulness activities, yoga), Talk About It Tuesdays 
(information shared about wellness), Walking Wednesdays (physical activities offered live), Thirsty Thursdays 
(focus on hydration), and Feel Good Fridays (affirmations, relationship support). The district also created 
microgrants for schools to pursue SEL opportunities for staff and students. 

Provide targeted initiatives for teachers and administrators

The Office of Effective Educator Development Programs (EEDP) provides discretionary grants to support 
teachers and school administrators. These grants can span a range of activities, including support for teachers 
in high-need subjects and schools, professional development, and non-traditional certification pathways. 
Examples of current grants include professional development on mathematics, SEL, and equity; support to 
help school leaders provide resources for educator well-being; and funding to postsecondary institutions to 
improve teacher preparation.

Offer convenient access to well-being tools and resources 

The Delaware Department of Education offers various resources to promote teacher well-being. In particular, 
the state supports mindfulness tools; for example, Delaware school staff have access to Pure Edge, which 
provides mindfulness-based stress reduction strategies, in addition to Headspace, an online resource providing 
resilience strategies for educators. 

Some states and districts streamline educators’ access to mental health services and employee assistance 
programs. California offers assessment and counseling services for teachers and staff in a number of their school 
districts through the Employee Assistance Service for Education (EASE) and Care Solace programs. Likewise, 
the Georgia Department of Education has partnered with Kepro (a national quality of care organization) to 
create Georgia’s Public Education Employee Assistance Program. This program supports teachers’ and 
public education employees’ well-being through various free services, including confidential counseling and 
legal and financial consultations. Similarly, Telemynd provides virtual mental health support for K-12 teachers 
in New Jersey. Telemynd curates a network of licensed mental health providers who accept all New Jersey 
teachers’ health insurance, providing educators in the state access to ongoing mental health treatment. 

https://www.dpi.nc.gov/districts-schools/districts-schools-support/nc-social-emotional-learning/nc-project-awareactivate
https://oese.ed.gov/offices/office-of-discretionary-grants-support-services/effective-educator-development-programs/
https://oese.ed.gov/files/2022/10/S423A220084_UniversityofTexas_Narrative_Redacted_508.pdf
https://oese.ed.gov/files/2022/10/S423A220034_Narrative_Redacted_508.pdf
https://oese.ed.gov/offices/office-of-discretionary-grants-support-services/effective-educator-development-programs/teacher-quality-partnership/
https://www.doe.k12.de.us/Page/4352
https://pureedgeinc.org/
https://www.headspace.com/educators
https://www.lacoe.edu/services/staff-support/ease
https://www.caresolace.org/services/k12-education
https://www.gadoe.org/External-Affairs-and-Policy/Educator-Support-Services/Pages/Employee-Assistance-Program.aspx
https://www.telemynd.com/teachers
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A number of states offer various online classes and instruction to support educators’ mental health and well-
being. For example, in 2021 and 2022, the Alaska Healthy Schools Learning Collaborative hosted over 30 
sessions related to school health and wellness. These sessions were recorded and remain available for Alaska 
school staff to view on YouTube and Vimeo. The California Department of Education provides various 
webinars and online resources on staff wellness.

Thriving Teachers, Thriving Students

Teacher turnover is a driving factor for teacher shortages nationwide (Carver-Thomas & Darling-Hammond, 
2017; Sutcher et al., 2019), and employment rates in public education have been slower to recover compared 
to the private sector post COVID-19 (Aldeman, 2023). About one in four teachers expressed intentions to leave 
their jobs by the end of the 2022-23 school year, with higher rates among teachers of color (Doan et al., 2023), 
although intention to leave does not always translate into teachers actually leaving (Harbatkin et al., 2023). 
Enhancing teacher well-being could increase teachers’ job satisfaction, reduce burnout, and reduce turnover 
rates (Greenberg et al., 2016; Skaalvik & Skaalvik, 2017). Moreover, educator well-being is linked to positive 
classroom environments that promote positive academic and non-academic outcomes for students (Jennings 
& Greenberg, 2009; Jennings, 2011; Arens & Morin, 2016; Klusmann et al., 2016; Granziera et al., 2023; Sorensen & 
Ladd, 2020). 

Several EIR grantees and other trailblazers offer examples of how they have prioritized educator well-being 
in states, schools, or districts. Efforts range from smaller one-off resources and opportunities to broader 
organizational initiatives. These efforts show that the first steps taken vary widely, with promising outcomes 
associated with broad organizational initiatives; targeted, uplifting professional development programs to 
support teachers’ personal and professional priorities; and a keen focus on changes that will make even a small 
difference in educators’ daily working conditions and show they are a priority. At the same time, some factors 
associated with teachers’ well-being have less clear implementation trajectories. For example, while workload 
poses a challenge for teachers, there is less information on how best to provide teachers with appropriate 
support staff, improve physical resources, and reduce demands on teachers’ time. Effective solutions are also 
likely to vary based on the specific gaps and challenges teachers face in their own local context, making 
open dialogue and integrated leadership a key component to all implementation efforts. This paper provides 
one more exchange in the conversations about educator well-being and, ultimately, student success in the 
classroom environment. As innovators continue to think about roads to teacher well-being, the Department 
of Education offers EIR grant options to support new projects with rigorous impact evaluation, EEDP 
discretionary grants aimed directly at educators and school leaders, and toolkits and dissemination tools to 
replicate prior implementation.

https://education.alaska.gov/safeschools/alaska-healthy-schools-learning-collaborative
https://www.cde.ca.gov/ls/mh/
https://oese.ed.gov/offices/office-of-discretionary-grants-support-services/innovation-early-learning/education-innovation-and-research-eir/
https://oese.ed.gov/offices/office-of-discretionary-grants-support-services/effective-educator-development-programs/


14Approaches to Teacher Well-Being

References

Aldeman, C. (2023). New employment data: 5 things to know about the state of the education workforce. 
The74million. https://www.the74million.org/article/new-employment-data-5-things-to-know-about-
the-state-of-the-education-workforce/ 

AnLar. (2022). Teacher-directed professional learning: Opportunities, challenges, and solutions.  
https://oese.ed.gov/files/2022/07/EIR_03-Teacher-Directed-Professional-Learning-Opportunities-
Challenges-and-Solutions_07262022.pdf

Aragon, S. (2016). Teacher shortages: What we know (Teacher Shortage Series). Education Commission of the 
States. https://www.ecs.org/wp-content/uploads/Teacher-Shortages-What-We-Know.pdf  

Arens, A. K., & Morin, A. J. S. (2016). Relations between teachers’ emotional exhaustion and students’ educational 
outcomes. Journal of Educational Psychology, 108(6), 800–813. https://doi.org/10.1037/edu0000105 

Artman, B., Danner, N., & Crow, S. R. (2020). Teacher-directed professional development: An alternative to 
conventional professional development. International Journal of Self-Directed Learning, 17(1), 39-50.

Ashdown, D. M., & Bernard, M. E. (2012). Can explicit instruction in social and emotional learning skills benefit 
the social-emotional development, well-being, and academic achievement of young children? Early Childhood 
Education Journal, 39(6), 397–405. https://doi.org/10.1007/s10643-011-0481-x

Aucejo, E., Coate, P., Fruehwirth, J. C., Kelly, S., & Mozenter, Z. (2022). Teacher effectiveness and classroom 
composition: Understanding match effects in education production. The Economic Journal, 132(648), 3047-
3064.

Avery, J. C., Morris, H., Galvin, E., Misso, M., Savaglio, M., & Skouteris, H. (2021). Systematic review of school-wide 
trauma-informed approaches. Journal of Child & Adolescent Trauma, 14, 381-397.

Borman, G. D., & Dowling, N. M. (2008). Teacher attrition and retention: A meta-analytic and narrative review of 
the research. Review of Educational Research, 78(3), 367-409.

Bottiani, J. H., Duran, C. A., Pas, E. T., & Bradshaw, C. P. (2019). Teacher stress and burnout in urban middle schools: 
Associations with job demands, resources, and effective classroom practices. Journal of School Psychology, 77, 
36-51.

Braun, S. S., Roeser, R. W., Mashburn, A. J., & Skinner, E. (2019). Middle school teachers’ mindfulness, occupational 
health and well-being, and the quality of teacher-student interactions. Mindfulness, 10(2), 245–255. https://doi.
org/10.1007/s12671-018-0968-2 

Brown, L. A., & Roloff, M. E. (2011). Extra-role time, burnout, and commitment: The power of promises kept. 
Business Communication Quarterly, 74(4), 450–474.  
https://doi.org/10.1177/1080569911424202

Carroll, A., York, A., Fynes-Clinton, S., Sanders-O’Connor, E., Flynn, L., Bower, J. M., Forrest, K., & Ziaei, M. (2021). The 
downstream effects of teacher well-being programs: Improvements in teachers’ stress, cognition and well-being 
benefit their students. Frontiers in Psychology, 12, 689628–689628.  
https://doi.org/10.3389/fpsyg.2021.689628 

https://www.the74million.org/article/new-employment-data-5-things-to-know-about-the-state-of-the-education-workforce/
https://www.the74million.org/article/new-employment-data-5-things-to-know-about-the-state-of-the-education-workforce/
https://oese.ed.gov/files/2022/07/EIR_03-Teacher-Directed-Professional-Learning-Opportunities-Challenges-and-Solutions_07262022.pdf
https://oese.ed.gov/files/2022/07/EIR_03-Teacher-Directed-Professional-Learning-Opportunities-Challenges-and-Solutions_07262022.pdf
https://www.ecs.org/wp-content/uploads/Teacher-Shortages-What-We-Know.pdf
https://doi.org/10.1037/edu0000105
https://doi.org/10.1007/s10643-011-0481-x
https://doi.org/10.1007/s12671-018-0968-2
https://doi.org/10.1007/s12671-018-0968-2
https://doi.org/10.1177/1080569911424202
https://doi.org/10.3389/fpsyg.2021.689628


15Approaches to Teacher Well-Being

Carver-Thomas, D., Leung-Gagné, M., & Burns, D. (2021). California teachers and COVID-19: How the pandemic is 
impacting the teacher workforce. Learning Policy Institute.  
https://learningpolicyinstitute.org/media/489/download?inline&file=California_COVID_Teacher_
Workforce_REPORT.pdf 

Carver-Thomas, D., & Darling-Hammond, L. (2017). Teacher turnover: Why it matters and what we can do about 
it. Learning Policy Institute.

Chafouleas, S. M., Johnson, A. H., Overstreet, S., & Santos, N. M. (2016). Toward a blueprint for trauma-informed 
service delivery in schools. School Mental Health, 8, 144-162.

Champine, R. B., Lang, J. M., Nelson, A. M., Hanson, R. F., & Tebes, J. K. (2019). Systems measures of a trauma‐
informed approach: A systematic review. American Journal of Community Psychology, 64(3-4), 418-437.

Collie, R. J. (2023). Teacher well‐being and turnover intentions: Investigating the roles of job resources and job 
demands. British Journal of Educational Psychology, 93(3), 712–726. https://doi.org/10.1111/bjep.12587 

Collie, R. J., & Martin, A. J. (2023). Teacher well-being and sense of relatedness with students: Examining 
associations over one school term. Teaching and Teacher Education, 132, 104233.

Collie, R. J., Shapka, J. D., Perry, N. E., & Martin, A. J. (2015). Teacher well-being : Exploring its components 
and a practice-oriented scale. Journal of Psychoeducational Assessment, 33(8), 744–756. https://doi.
org/10.1177/0734282915587990 

Darling-Hammond, L., Hyler, M. E., & Gardner, M. (2017). Effective teacher professional development. Learning 
Policy Institute. 

Dee, T. S. (2024). Higher chronic absenteeism threatens academic recovery from the COVID-19 pandemic. 
Proceedings of the National Academy of Sciences - PNAS, 121(3), e2312249121.  
https://doi.org/10.1073/pnas.2312249121

Dee, T. S., & Goldhaber, D. (2017). Understanding and addressing teacher shortages in the United States. The 
Hamilton Project, 5, 1-28.

Desimone, L. M. (2009). Improving impact studies of teachers’ professional development: Toward better 
conceptualizations and measures. Educational Researcher, 38(3), 181-199.

Doan, S., Steiner, E. D., Pandey, R., & Woo, A. (2023). Teacher well-being and intentions to leave: Findings from the 
2023 state of the American teacher survey. RAND Corporation. 

Dreer, B. (2023). On the outcomes of teacher wellbeing: A systematic review of research. Frontiers in Psychology, 
14. https://doi.org/10.3389/fpsyg.2023.1205179 

Education Commission of the States. (n.d.) State education policy tracking. https://www.ecs.org/state-
education-policy-tracking/ 

Embse, N., Ryan, S. V., Gibbs, T., & Mankin, A. (2019). Teacher stress interventions: A systematic review. Psychology 
in the Schools, 56(8), 1328–1343. https://doi.org/10.1002/pits.22279 

https://learningpolicyinstitute.org/media/489/download?inline&file=California_COVID_Teacher_Workforce_REPORT.pdf
https://learningpolicyinstitute.org/media/489/download?inline&file=California_COVID_Teacher_Workforce_REPORT.pdf
https://doi.org/10.1111/bjep.12587
https://doi.org/10.1177/0734282915587990
https://doi.org/10.1177/0734282915587990
https://doi.org/10.1073/pnas.2312249121
https://doi.org/10.3389/fpsyg.2023.1205179
https://www.ecs.org/state-education-policy-tracking/
https://www.ecs.org/state-education-policy-tracking/
https://doi.org/10.1002/pits.22279


16Approaches to Teacher Well-Being

Fitzgerald, M. M., Shipman, K., Pauletic, M., Ellesworth, K., & Dymnicki, A. (2022). Promoting educator social 
emotional competence, well-being, and student–educator relationships: A pilot study. Mental Health & 
Prevention, 26, 200234.

Fox, H., Hester, W. T., & Wasil, A. (2023). Can educators thrive?: Pilot study of a multi-component educator well-
being professional development intervention. Journal of Interdisciplinary Studies in Education, 12(1), 62-84.

García, E., Han, E., & Weiss, E. (2022). Determinants of teacher attrition: Evidence from district-teacher matched 
data. Education Policy Analysis Archives, 30(25), n25.

García, E., & Weiss, E. (2020). 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://epi.org/177726

Gimbert, B. G., Miller, D., Herman, E., Breedlove, M., & Molina, C. E. (2023). Social emotional learning in schools: 
The importance of educator competence. Journal of Research on Leadership Education, 18(1), 3-39.

Goldhaber, D., & Theobald, R. (2023). Teacher attrition and mobility in the pandemic. Educational Evaluation and 
Policy Analysis, 45(4), 682-687.

Goldring, R., Taie, S., & Riddles, M. (2014). Teacher attrition and mobility: Results from the 2012–13 teacher 
follow-up survey (NCES 2014-077). U.S. Department of Education, Institute of Education Sciences, National 
Center for Education Statistics. http://nces.ed.gov/pubs2014/2014077.pdf 

Granziera, H., Collie, R., & Martin, A. (2021). Understanding teacher wellbeing through job demands-resources 
theory. Cultivating Teacher Resilience, 229-244.

Granziera, H., Martin, A. J., & Collie, R. J. (2023). Teacher well-being and student achievement: A multilevel 
analysis. Social Psychology of Education, 26(2), 279–291. https://doi.org/10.1007/s11218-022-09751-1 

Greenberg, M. T.,  Brown, J. L., & Abenavoli, R. M. (2016). Teacher stress and health: Effects on teachers, students, 
and schools. Edna Bennett Pierce Prevention Research Center, Pennsylvania State University, 1-12.

Guarino, C. M., Brown, A. B., & Wyse, A. E. (2011). Can districts keep good teachers in the schools that need them 
most? Economics of Education Review, 30(5), 962-979.

Guarino, C. M., Santibañez, L., & Daley, G. A. (2006). Teacher recruitment and retention: A review of the recent 
empirical literature. Review of Educational Research, 76, 173–208.  
https://doi.org/10.3102/00346543076002173.

Hall-Kenyon, K. M., Bullough, R. V., MacKay, K. L., & Marshall, E. E. (2014). Preschool teacher well-being: A review of 
the literature. Early Childhood Education Journal, 42(3), 153–162.  
https://doi.org/10.1007/s10643-013-0595-4

Hamilton, L. S., & Doss, C. J. (2020). Supports for social and emotional learning in American schools and 
classrooms: Findings from the American teacher panel. RAND Corporation.

Harbatkin, E., Nguyen, T. D., Strunk, K. O., Burns, J., & Moran, A. (2023). Should I stay or should I go (later)? Teacher 
intentions and turnover in low-performing schools and districts before and during the COVID-19 pandemic. 
EdWorkingPaper, 23-815. https://doi.org/10.26300/d7dh-kq82

https://epi.org/177726
http://nces.ed.gov/pubs2014/2014077.pdf
https://doi.org/10.1007/s11218-022-09751-1
https://doi.org/10.3102/00346543076002173
https://doi.org/10.1007/s10643-013-0595-4
https://doi.org/10.26300/d7dh-kq82


17Approaches to Teacher Well-Being

Hascher, T., & Waber, J. (2021). Teacher well-being: A systematic review of the research literature from the year 
2000–2019. Educational Research Review, 34, 100411. https://doi.org/10.1016/j.edurev.2021.100411

Herrenkohl, T. I., Hong, S., & Verbrugge, B. (2019). Trauma‐informed programs based in schools: Linking concepts 
to practices and assessing the evidence. American Journal of Community Psychology, 64(3-4), 373-388.

Hodgman, S., Sabatini, A., & Carminucci, J. (2021). Teacher interactions with students and families during 
COVID-19. American Institution for Research. https://www.air.org/sites/default/files/Teacher-Interactions-
with-Students-and-Families-COVID-19-Survey-Feb-2021rev.pdf 

Holland, N. (2022). The power moves to retain teachers amid the pandemic. Homeroom: The Official Blog of the 
U.S. Department of Education. https://blog.ed.gov/2022/05/the-power-moves-to-retain-teachers-amid-
the-pandemic/

Horton, J., & Slone, S. (2023). Mental health among top policy priorities for the states. Council of State 
Governments. https://www.csg.org/2023/03/08/mental-health-among-top-policy-priorities-for-the-states/

Ibarra, B. (2022). Understanding SEL to create a sense of belonging: The role teachers play in addressing 
students’ social and emotional well-being. Current Issues in Education, 23(2). https://doi.org/10.14507/cie. 
vol23iss2.2049

Illinois State Board of Education. (2021). Education licensure. 2021 Unfilled positions. Illinois State Board of 
Education. https://www.isbe.net/Pages/Unfilled-Positions-Archive.aspx 

Jennings, P. A. (2011). Promoting teachers’ social and emotional competencies to support performance and 
reduce burnout. In A. Cohen & A. Honigsfeld (Eds.), Breaking the mold of pre-service and inservice teacher 
education: Innovative and successful practices for the 21st century (pp. 133–143). Rowman & Littlefield.

Jennings, P. A., & Greenberg, M. T. (2009). The prosocial classroom: Teacher social and emotional competence in 
relation to student and classroom outcomes. Review of Educational Research, 79(1), 491–525. https://journals. 
sagepub.com/doi/pdf/10.3102/0034654308325693

Klusmann, U., Aldrup, K., Roloff-Bruchmann, J., Carstensen, B., Wartenberg, G., Hansen, J., & Hanewinkel, R. (2023). 
Teachers’ emotional exhaustion during the COVID-19 pandemic: Levels, changes, and relations to pandemic-
specific demands. Teaching and Teacher Education, 121, 103908.

Klusmann, U., Richter, D., & Lüdtke, O. (2016). Teachers’ emotional exhaustion is negatively related to students’ 
achievement: Evidence from a large-scale assessment study. Journal of Educational Psychology, 108(8), 1193–
1203. https://doi.org/10.1037/edu0000125 

Kraft, M. A., Simon, N. S., & Lyon, M. A. (2021). Sustaining a sense of success: The protective role of teacher 
working conditions during the COVID-19 pandemic. Journal of Research on Educational Effectiveness, 14(4), 
727-769.

Kwon, K. A., Ford, T. G., Jeon, L., Malek-Lasater, A., Ellis, N., Randall, K., Kile, M., & Salvatore, A. L. (2021). Testing a 
holistic conceptual framework for early childhood teacher well-being. Journal of School Psychology, 86, 178-
197.

Learning Policy Institute. (2019). Interactive map: Understanding teacher shortages in California. Learning Policy 
Institute. https://learningpolicyinstitute.org/product/interactive-map-understanding-teacher-
shortages-california 

https://doi.org/10.1016/j.edurev.2021.100411
https://www.air.org/sites/default/files/Teacher-Interactions-with-Students-and-Families-COVID-19-Survey-Feb-2021rev.pdf
https://www.air.org/sites/default/files/Teacher-Interactions-with-Students-and-Families-COVID-19-Survey-Feb-2021rev.pdf
https://blog.ed.gov/2022/05/the-power-moves-to-retain-teachers-amid-the-pandemic/
https://blog.ed.gov/2022/05/the-power-moves-to-retain-teachers-amid-the-pandemic/
https://www.csg.org/2023/03/08/mental-health-among-top-policy-priorities-for-the-states/
https://doi.org/10.14507/cie.vol23iss2.2049
https://doi.org/10.14507/cie.vol23iss2.2049
https://www.isbe.net/Pages/Unfilled-Positions-Archive.aspx
https://journals.sagepub.com/doi/pdf/10.3102/0034654308325693
https://journals.sagepub.com/doi/pdf/10.3102/0034654308325693
https://doi.org/10.1037/edu0000125
https://learningpolicyinstitute.org/product/interactive-map-understanding-teacher-shortages-california
https://learningpolicyinstitute.org/product/interactive-map-understanding-teacher-shortages-california


18Approaches to Teacher Well-Being

Lesener, T., Gusy, B., & Wolter, C. (2019). The job demands-resources model: A meta-analytic review of 
longitudinal studies. Work & Stress, 33(1), 76-103.

Lovison, V. S., & Mo, H. C. (2024). Investing in the teacher workforce: Experimental evidence on teachers’ 
preferences. American Educational Research Journal, 61(1), 108-144. https://doi.org/10.26300/fygj-e132

Manian, N., Belfield, W., & Berger, C. (2021). Prioritizing teachers: Importance of self-care and adult social and 
emotional competencies. National Comprehensive Center at Westat.

McCarthy, C. J. (2019). Teacher stress: Balancing demands and resources. Phi Delta Kappan, 101(3), 8-14.

McCarthy, C. J., Mosley, K. C., & Dillard, J. B. (2022). Teacher Stress and Classroom Management. In E. J. 
Sabornie & D. L. Espelage (Eds.), Handbook of classroom management (pp. 189-210). Routledge. https://doi.
org/10.4324/9781003275312-14 

McLean, L., Abry, T., Taylor, M., Jimenez, M., & Granger, K. (2017). Teachers’ mental health and perceptions of 
school climate across the transition from training to teaching. Teaching and Teacher Education, 65, 230-240.

McVey. K. and Trinidad, J. (2019). Nuance in the noise: The complex reality of teacher shortages (ED596444). 
ERIC. https://files.eric.ed.gov/fulltext/ED596444.pdf 

National Center for Education Statistics (NCES). (2022a). “Absenteeism” in May 2022 School Pulse Panel Data 
Collection. U.S. Department of Education, Institute of Education Sciences. https://ies.ed.gov/schoolsurvey/spp/ 

National Center for Education Statistics (NCES). (2022b). “Student Behavior” in May 2022 School Pulse Panel Data 
Collection. U.S. Department of Education, Institute of Education Sciences. https://nces.ed.gov/surveys/spp/
results.asp 

National Center for Education Statistics (NCES). (2022c). Roughly half of public schools report that they can 
effectively provide mental health services to all students in need. U.S. Department of Education, Institute of 
Education Sciences. https://nces.ed.gov/whatsnew/press_releases/05_31_2022_2.asp 

National Center for Education Statistics (NCES). (2023). “Learning Recovery” in October 2023 School Pulse Panel 
Data Collection. U.S. Department of Education, Institute of Education Sciences. https://nces.ed.gov/surveys/
spp/results.asp 

National Forum on Education Statistics. (2022). Forum Guide to Digital Equity (NFES 2022098). U.S. Department 
of Education, National Center for Education Statistics.

Nguyen, T. D., Lam, C. B., & Bruno, P. (2022). Is there a national teacher shortage? A systematic examination of 
reports of teacher shortages in the United States. Annenberg Institute at Brown University:  
https://doi.org/10.26300/76eq-hj32 

Niks, I. M. W. (2015). Balance at work: Discovering dynamics in the Demand-Induced Strain Compensation 
Recovery (DISC-R) model. Technische Universiteit Eindhoven.

Pacaol, N. (2021). Teacher’s workload intensification: A qualitative case study of its implications on teaching 
quality. International Online Journal of Education and Teaching, 8(1), 43-60.

Perfect, M. M., Turley, M. R., Carlson, J. S., Yohanna, J., & Saint Gilles, M. P. (2016). School-related outcomes of 
traumatic event exposure and traumatic stress symptoms in students: A systematic review of research from 
1990 to 2015. School Mental Health, 8, 7-43.

https://doi.org/10.26300/fygj-e132
https://doi.org/10.4324/9781003275312-14 
https://doi.org/10.4324/9781003275312-14 
https://files.eric.ed.gov/fulltext/ED596444.pdf
https://ies.ed.gov/schoolsurvey/spp/
https://nces.ed.gov/surveys/spp/results.asp
https://nces.ed.gov/surveys/spp/results.asp
https://nces.ed.gov/whatsnew/press_releases/05_31_2022_2.asp
https://nces.ed.gov/surveys/spp/results.asp
https://nces.ed.gov/surveys/spp/results.asp
https://doi.org/10.26300/76eq-hj32


19Approaches to Teacher Well-Being

Saenz-Armstrong, P. (2022). Do states have the data they need to answer important questions about 
their teacher workforce? State Policy Brief. National Council on Teacher Quality. https://www.nctq.org/
publications/Do-States-Have-the-Data-they-Need-to-Answer-Important-Questions-about-their-
Teacher-Workforce

Santoro, D. A., & Price, O. A. (2021). Structural supports to promote teacher well-being. EdResearch for Recovery, 
Brief No. 19. EdResearch for Recovery Project. https://annenberg.brown.edu/sites/default/files/
EdResearch_for_Recovery_Brief_19.pdf 

Skaalvik, E. M., & Skaalvik, S. (2017). Still motivated to teach? A study of school context variables, stress and 
job satisfaction among teachers in senior high school. Social Psychology of Education, 20, 15-37. https://doi. 
org/10.1007/s11218-016-9363-9 

Skaalvik, E. M., & Skaalvik, S. (2018). Job demands and job resources as predictors of teacher motivation and 
well-being. Social Psychology of Education, 21(5), 1251-1275.

Sorensen, L. C., & Ladd, H. F. (2020). The hidden costs of teacher turnover. AERA Open, 6(1), 2332858420905812. 
https://doi.org/10.1177/2332858420905812 

Stang-Rabrig, J., Brüggemann, T., Lorenz, R., & McElvany, N. (2022). Teachers’ occupational well-being during the 
COVID-19 pandemic: The role of resources and demands. Teaching and Teacher Education, 117, 103803.

Steiner, E. D., Doan, S., Woo, A., Gittens, A. D., Lawrence, R. A., Berdie, L., Wolfe, R. L., Greer, L., & Schwartz, H. L. 
(2022). Restoring teacher and principal well-being is an essential step for rebuilding schools. RAND Corporation, 
RR-A1108-4. https://www.rand.org/pubs/research_reports/RRA1108-4.html 

Steiner, E. D., & Woo, A. (2021). Job-related stress threatens the teacher supply. RAND Corporation, RR-A1108-1. 
https://www.rand.org/pubs/research_reports/RRA1108-1.html 

Substance Abuse and Mental Health Services Administration. (2014). SAMHSA’s concept of trauma and 
guidance for a trauma-informed approach. HHS Publication No. (SMA) 14-4884. U.S. Department of Health and 
Human Services, Substance Abuse and Mental Health Services Administration, Office of Policy, Planning, and 
Innovation. https://store.samhsa.gov/sites/default/files/sma14-4884.pdf 

Sutcher, L., Darling-Hammond, L., & Carver-Thomas, D. (2019). Understanding teacher shortages: An analysis of 
teacher supply and demand in the United States. Education Policy Analysis Archives, 27(35).  
http://dx.doi.org/10.14507/epaa.27.3696 

U.S. Department of Education. (2022). Raise the Bar: Eliminate the Educator Shortage. https://www.ed.gov/
raisethebar/educators 

U.S. Department of Education. (2023). Safe & Supportive Schools. https://oese.ed.gov/offices/office-of-
formula-grants/safe-supportive-schools/ 

Van Droogenbroeck, F., Spruyt, B., & Vanroelen, C. (2014). Burnout among senior teachers: Investigating the role 
of workload and interpersonal relationships at work. Teaching and Teacher Education, 43, 99-109.

Van Horn, J. E., Taris, T. W., Schaufeli, W. B., & Schreurs, P. J. G. (2004). The structure of occupational well-being: A 
study among Dutch teachers. Journal of Occupational and Organizational Psychology, 77, 365-375

https://www.nctq.org/publications/Do-States-Have-the-Data-they-Need-to-Answer-Important-Questions-about-their-Teacher-Workforce
https://www.nctq.org/publications/Do-States-Have-the-Data-they-Need-to-Answer-Important-Questions-about-their-Teacher-Workforce
https://www.nctq.org/publications/Do-States-Have-the-Data-they-Need-to-Answer-Important-Questions-about-their-Teacher-Workforce
https://annenberg.brown.edu/sites/default/files/EdResearch_for_Recovery_Brief_19.pdf
https://annenberg.brown.edu/sites/default/files/EdResearch_for_Recovery_Brief_19.pdf
https://doi.org/10.1177/2332858420905812
https://www.rand.org/pubs/research_reports/RRA1108-4.html
https://www.rand.org/pubs/research_reports/RRA1108-1.html
https://store.samhsa.gov/sites/default/files/sma14-4884.pdf
http://dx.doi.org/10.14507/epaa.27.3696
https://www.ed.gov/raisethebar/educators
https://www.ed.gov/raisethebar/educators
https://oese.ed.gov/offices/office-of-formula-grants/safe-supportive-schools/
https://oese.ed.gov/offices/office-of-formula-grants/safe-supportive-schools/
https://doi.org/10.1007/s11218-016-9363-9
https://doi.org/10.1007/s11218-016-9363-9


20Approaches to Teacher Well-Being

Watt, H. M. G., & Richardson, P. W. (2008). Motivations, perceptions, and aspirations concerning teaching as a 
career for different types of beginning teachers. Learning and Instruction, 18, 408–428.  
https://doi.org/10.1016/j.learninstruc.2008.06.002

Wayne, A. J., Song, M., Bishop, A., Graczewski, C., Kitmitto, S., & Lally, H. (2023). Evaluation of MyTeachingPartner-
Secondary delivered using local coaches during the COVID-19 pandemic: Evidence from a randomized 
experiment. American Institutes for Research.

Weiland, A. (2021). Teacher well-being: Voices in the field. Teaching and Teacher Education, 99, 103250.  
https://doi.org/10.1016/j.tate.2020.103250

https://doi.org/10.1016/j.learninstruc.2008.06.002
https://doi.org/10.1016/j.tate.2020.103250

	Approaches to  Teacher Well-Being
	Acknowledgments
	Suggested Citation

	Summary
	Understandings of Teacher Well-Being
	Focus on Wellness for Retention 
	Local Complexities for Teacher Attrition, Recruitment, and Supply
	Rapid Changes in Classroom Teaching

	Organizational Approaches to Educator Well-Being
	Youth Mental Health and a Trauma-Informed Approach
	Job Demands-Resources Framework

	Efforts from the Field
	Organization-Wide Approaches
	Workforce Development
	Improvements to Working Conditions
	Thriving Teachers, Thriving Students

	References


