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Abstract 

A quality education for all children and youth is required for the continued 
advancement of modern civilization. But this outcome is threatened by a growing 
international teacher shortage. Increased rates of teacher attrition and reduced 
rates of enrollment in teacher education programs are driving this shortage; 
however, research suggests that teacher candidates’ lack of preparation for the 
emotional labour of teaching is another important contributing factor, one which 
can be addressed in teacher education programs. The aim of this paper is to 
explore this problem and surface potential solutions. First, the social historical 
context of teaching is explored as an entry point to inquiry into this topic. Next, 
through discussion of the emotional nature of teaching, the thesis that teacher 
candidates must be prepared to handle the emotional labour of teaching during 
their teacher education program is advanced. Then, a review of the literature 
surfaces three key content areas which if addressed during teacher preparation can 
help prepare teacher candidates to handle the emotional labour of teaching: 
identity development, emotions and teaching, and social-emotional competence. 
Finally, these components are included in a theory of change for a new program 
that could be integrated into existing teacher education programs.  

 
   
The Missing Piece in Teacher Preparation 

 
Around the world, teachers are leaving the profession in droves (Garcia & Weiss, 2019; 
McDonald, 2019; Moon, 2007; Sutcher et al., 2016; Walker, 2019). Worse yet, fewer people are 
choosing to enter the profession at all (The Association of Universities and Colleges of Canada, 
2011; Partelow, 2019). For example, in the United States (US) the number of students enrolling in 
teacher preparation programs dropped by one third between 2010 and 2018 (National Center for 
Education Statistics, 2019). This teacher shortage threatens the bedrock of our collective potential 
to advance as a civilization: a quality education for children and youth. Well-trained, qualified 
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teachers are key for ensuring students get the education that will prepare them to participate fully 
and positively in both local and global contexts (Darling-Hammond, 1999). Typical teacher 
preparation programs focus on the content and pedagogical knowledge required to teach (Darling-
Hammond, 2006), but this approach is missing a critical piece. As with the growing movement in 
education to educate the whole child, teacher preparation programs must seek to educate the whole 
person. They must take into account the human condition and the wholeness of human experience 
evident in a helping profession like teaching, one which demands that teachers exert extensive 
mental, physical, and emotional energy to build and sustain positive relationships with students 
and their families, and with their colleagues; and to design and deliver engaging, relevant learning 
experiences aligned with state educational standards to groups of learners with varying abilities, 
needs, and backgrounds.  

In what follows, I argue that in order to prepare teachers for the emotional labour teaching 
entails, teacher preparation programs must broaden their focus to include opportunities for teacher 
candidates to formulate a teacher identity, to understand how emotions affect teachers and 
teaching, and to develop social-emotional competencies that will help them face the rigours of 
teaching with resilience. As an entry point into this topic, the first section of this paper describes 
the social historical context of teaching; specifically, the nature of the teacher shortage, its causes, 
and the emotional work of teaching are reviewed. This is followed by a review of the literature 
that points to content in three areas that can improve teacher candidates’ ability to handle the 
emotional labour of teaching: identity development, emotions and teaching, and social-emotional 
competence. Key implications for teacher preparation programs are offered for each area. Finally, 
the theory of change for a new program aimed at preparing teacher candidates for the emotional 
labour of teaching is presented. 

 
Social Historical Context of Teaching 

 
An examination of the social historical context of teaching brings into focus the urgent need to 
change how we prepare teachers. Schutz (2014) argues that situating one’s research process within 
its social historical context is a more realistic approach given that it is from within these contexts 
that problems develop, and solutions should be tested. Additionally, it is important to acknowledge 
the many levels nested within the social historical context and that transactions between and within 
these layers also bear investigation. However, a comprehensive examination of all aspects is 
beyond the scope of this paper. The following considers one emergent issue in the social historical 
context of the teaching profession today—the teacher shortage—and its causes including high rates 
of teacher attrition and reduced rates of enrollment in teacher preparation programs. Then, through 
discussion of the emotional nature of teaching, the central thesis that teacher preparation programs 
need to expand their focus to prepare teacher candidates for the emotional labour of teaching is 
introduced. 
 
Teacher shortage: A worsening crisis 
 

Recent reports and articles have called attention to a teacher shortage that seems to be 
getting worse (Garcia & Weiss, 2019; McDonald, 2019; Moon, 2007; Sutcher et al., 2016; Walker, 
2019). In their seminal report, Sutcher et al. (2016) projected the gap between teacher supply and 
demand in the US to rise to 100,000 public school teacher vacancies by the year 2025. Less is 
known about teacher supply and demand in Canada (Kareseti & Collin, 2013), but provinces like 
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British Columbia and Ontario have recently needed to scramble to keep up with the sharp increases 
in demand prompting efforts to compile a national dataset to help governments and faculties of 
education curtail the growing teacher shortage (McDonald, 2019). A United Nations Educational, 
Scientific, and Cultural Organization (UNESCO) report examined teacher shortages in Europe, 
Sub-Saharan Africa, South and West Asia, and the US and found evidence of rising shortages in 
each region (Moon, 2007). More recently, the UNESCO Institute for Statistics estimated that the 
world would need to recruit 68.8 million teachers in order to reach its goal of “Education for all” 
which aims to provide every child with equal access to a quality education and lifelong learning 
opportunities (UNESCO Institute for Statistics, 2016). This staggering figure highlights the 
urgency to address this crisis because without an adequate supply of qualified teachers, students’ 
ability to learn is jeopardized (Darling-Hammond, 1999). And without a quality education, 
students will not be prepared to join the workforce or contribute to society in other ways. 
Understanding the factors driving the teacher shortage is an important first step. Therefore, the 
following exposes two factors reported to be causing the teacher shortage: increased teacher 
attrition and reduced enrollment in teacher preparation programs.  

Rising teacher attrition. The factor contributing to the teacher shortage cited most widely 
in the literature is teachers leaving the profession early in their careers (e.g., Chang, 2009; Gallant 
& Riley, 2014; Schutz, 2014; Sutcher et al., 2016). In fact, Sutcher et al. (2016) assert: “changing 
attrition would change the projected shortages more than any other single factor,” (p. 2). While 
attrition rates vary, the general rate reported in most countries is a loss of about 40-50% of teachers 
in the first five years of their career. The causes of early leaving are myriad and vary by area and 
subpopulation (Sutcher et al., 2016) which highlights how the socio-ecological context influences 
this issue. There is consensus that the following factors contribute to teachers’ decision to leave 
the profession: working conditions (e.g., lack of administrator support, lack of autonomy, negative 
school culture); excessive stress (burnout, emotional exhaustion), poor teacher preparation, and 
low wages (Borman & Dowling, 2008; Chang, 2009; Grimmett & Echols, 2000; Karsenti & Collin, 
2013; Kyriacou, 2001; Maslach, 1999; Sutcher et al., 2016).  

Another issue affecting teacher supply and demand is concurrent increases in student 
enrolment and teacher retirements when the profession’s low wages and other issues make it a less 
appealing career choice (Grimmett & Echols, 2000). For example, in the early 2000s Ontario 
projected a massive teacher shortage due to the anticipated retirements of an aging workforce; 
however, this was partially averted due to delayed retirements prompted by the 2008-09 economic 
crisis (Sweeney, 2011). Ontario has had some success building its teaching workforce over the last 
decade, despite especially first-generation Canadians choosing higher-paying career paths 
(Sweeney, 2011). However, when put to the test recently with demands brought on by the 
coronavirus epidemic, an inadequate teaching supply was revealed. The Ontario College of 
Teachers recently had to issue a call to retired and non-practising teachers to return to the 
classroom to meet the demand (Rushowy, 2020). Another example of the precarious nature of 
teacher supply and demand is found in British Columbia (BC) where maintaining an adequate 
teaching supply has been an ongoing problem for decades (Uguen-Csenge, 2019). In addition to 
projected increases in retirement, Grimmett and Echols (2000) also cite curriculum change, 
adversarialism, and managerialism as factors contributing to BC teachers leaving the profession, 
or to others choosing not to join the profession at all.       

Reduced enrollment in teacher preparation programs. Alongside people leaving the 
profession of teaching, that fewer are choosing to pursue this career is another significant 
contributor to the teacher shortage. A recent report from the Center for American Progress found 
that enrollment in teacher preparation programs in the US decreased by a third from 2010 to 2018 
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(Partelow, 2019). The Association of Universities and Colleges of Canada (AUCC; 2011) reports 
a similar trend in Canada noting a 50% decrease in students enrolling in part-time undergraduate 
studies in education between 1992 and 2007. Among those who do enter teacher preparation 
programs, far fewer are completing them (Partelow, 2019). Troublingly, this same period of 
decreased enrollment in teacher preparation programs in institutions of higher education has also 
been marked by increased enrollment in alternative routes to teacher certification (Partelow, 2019). 
These programs provide truncated training to ensure swift certification, but the result is poorly 
prepared teachers who are more likely to leave the profession in their first few years (Darling-
Hammond, 2006).  

Given current public perception of the teaching profession this downward trend in teacher 
preparation program enrollment will likely continue. In a recent survey in the US, 54% of 
respondents indicated they would not want their children to pursue a career in teaching (Langer 
Research Associates, 2019). Similarly, in a survey administered in the UK, only 50% of 
respondents viewed teaching as an attractive career, and young people responded negatively more 
often than older people (Everton et al., 2007). Contributing to this public perception is the changing 
nature of teacher professionalism. In an age of educational reform, teachers are being held 
accountable for students’ performance on high-stakes tests while simultaneously being limited in 
their ability to exercise their educational expertise (Osmond-Johnson, 2018). Indeed, when asked 
to give reasons for viewing teaching negatively, UK survey respondents cited lack of authority in 
addition to pay, workload, and status (Everton et al., 2007).   Aside from the factors reviewed thus 
far, what else about the nature of teaching or the teaching environment makes it a difficult 
profession to stay in or an undesirable one to even enter? Gallant and Riley (2014) suggest 
investigating factors related to the human condition such as teachers’ identity and emotional 
experience to answer this question.  
 
The emotional nature of teaching 
 

In his collection of essays on teaching, learning, and learning to teach, Schulman (2004) 
writes, “After some 30 years of doing such work, I have concluded that classroom teaching…is 
perhaps the most complex, most challenging, and most demanding, subtle, nuanced and 
frightening activity that our species ever invented,” (p. 504). Indeed, research shows that teaching 
is one of the most stressful occupations there is even surpassing stress levels found in the nursing 
profession (Greenberg, Brown, & Abenavoli, 2016). Periods of prolonged stress can lead to 
burnout (Maslach et al., 2001), cited above as a factor contributing to teacher attrition, and teaching 
is a profession known for this phenomenon (Chang, 2009). Maslach et al. (2001), who with other 
colleagues created a scale to measure teacher burnout, classify emotional exhaustion as the “central 
quality of burnout and the most obvious manifestation of this complex syndrome,” (p. 402). 
Therefore, the role of emotions in teaching and teachers presents as an area warranting 
investigation. 

The emotional nature of teaching has garnered some attention in the literature (e.g., Schutz 
& Zembylas, 2009). In a complex interplay with thoughts and decisions, emotions drive behavior 
and social functioning (Immordino-Yang & Damasio, 2007). How we feel affects what and how 
well we learn, making emotions both an inevitable and important part of learning (Immordino-
Yang et al., 2018; Zembylas, 2005). Schutz and colleagues (2009) provide insight into the role the 
teacher plays in this emotional learning process: 
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In essence, schooling, in whatever forms it takes, at its core involves processes of 
enculturalization where what is believed in and valued within and among cultures is acted 
and reenacted in ritualized activity settings. It is during these social historical 
contextualized events that teachers experience, display, and/or create affective experiences. 
As such affective experiences are intricately woven into the fabrics of classroom 
experiences.” (p. 195) 

 
These shared affective experiences reflect the relational nature of teaching, and the student-

teacher relationship is built on a foundation of caring in which the teacher is the carer and the 
students are cared for (Noddings, 1992; 2012). Caring and its association with good teaching is 
recognized in the literature (Collinson et al., 1999; Noddings, 1992; 2012), but fostering and 
nurturing the caring relationship requires that teachers perform emotional labour (Isenbarger & 
Zembylas, 2006). Emotional labour is understood as the effort teachers must employ to control 
their emotion display and to regulate emotions that may compromise their teaching goals (Schutz, 
2014). Isenbarger and Zembylas (2006) locate it in the caring relationship teaching entails: 
“[E]motional labour is what teachers perform when they engage in caring relationships but they 
have to induce, neutralize or inhibit their emotions so as to render them appropriate to situations,” 
(p. 123). 

The costs of teachers’ emotional labour can be great, especially for beginning teachers 
(Gallant & Riley, 2014; Nichols et al., 2017; Phillip & Schüpbach, 2010). The intense emotional 
control emotional labour entails can affect teachers’ well-being and lead to increased stress and 
burnout (Grandey & Gabriel, 2015; Hülsheger & Schewe, 2011; Isenbarger & Zembylas, 2006). 
Some researchers have suggested that emotional labour explains why so many teachers are fleeing 
the profession (Schutz & Zembylas, 2006). Early career teachers are particularly vulnerable to the 
harmful effects of the emotional labour of teaching because they are rarely prepared for it (Bahia 
et al., 2013) and are still forming their teacher identities (Nichols et al., 2017). That teachers are 
not prepared to handle the emotional labour of teaching during their vulnerable first years points 
to a clear need to address this in teacher education programs. 

Teachers perform emotional labour is a variety of ways. Emotional labour strategies 
include surface acting (e.g., hiding or faking emotions), deep acting (e.g., reappraising emotions), 
and genuine expression (Grandey & Gabriel, 2015). Importantly, only surface acting has been 
positively associated with job burnout (Hülsheger & Schewe, 2011). For example, in a recent study 
with PE teachers, Lee (2019) found surface acting to be positively associated with all aspects of 
teacher burnout. Interestingly, when exploring the relation between emotional labour strategies, 
teacher enthusiasm, and class outcomes (e.g., intrinsic motivation, positive affect, deep learning 
strategy), Burić (2019) divided surface acting into two strategies—faking feelings and hiding 
feelings—and found that only hiding feelings was negatively correlated with teacher enthusiasm 
and class positive affect. Taken together, these findings suggest that teacher candidates may benefit 
from explicit instruction in the nature of emotional labour and its strategies to develop their self-
awareness and prepare them to cope effectively in the classroom    
 
Implications for Teacher Education 

 
There is a mass exodus from teaching underway, and fewer people choosing it as a career path. 
Instead of simply lamenting this sad state of affairs, teacher educators and teacher education 
programs need to take swift and decisive measures to change how teacher candidates are prepared. 
Sufficient inoculation against the potentially harmful effects of the emotional labour of teaching 
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could help prevent the burnout that is driving teachers from their classrooms. A review of the 
literature reveals three key content areas that may help prepare teacher candidates to deal with the 
emotional labour of teaching: 1) teacher identity; 2) emotions and teaching; and 3) social-
emotional competence. Each of these content areas is addressed in more detail below.  
 
Developing teacher candidates’ teacher identity  
 

Teacher candidates begin their teacher education program with educational beliefs based 
on their prior experiences in school (Pajares, 1992), but their teacher identity is still emerging 
which can lead to greater emotional labour when their incoming beliefs are questioned during early 
classroom experiences (Nichols et al., 2017; Zhu, 2017). For example, if they experience strong, 
negative emotions in early classroom encounters, this may signal a threat to their emerging 
identities or beliefs about teaching whereas more positive emotional experiences can confirm their 
beliefs (Nichols et al., 2017). Through interviews of seven Chinese student teachers following their 
practicums, Zhu (2017) identified a range of negative emotional experiences and attributed this to 
a lack of identity formation work prior to their student teaching experiences. Therefore, one way 
to potentially reduce the risk of excessive emotional labour for early career teachers is to integrate 
professional teacher identity development work into teacher education programs (Beauchamp & 
Thomas, 2010). This can be accomplished through exploration of educational beliefs and reflection 
on practicum experiences.  

Beliefs are defined simply as “an individual’s judgment of the truth or falsity of a 
proposition,” (Pajares, 1992, p. 316). For teachers, they can include implicit or explicit beliefs 
about the self, knowledge, pedagogy, and students (Buehl & Beck, 2015; Fives & Buehl, 2012). 
Teachers’ beliefs significantly influence their practice and are difficult to change (Buehl & Beck, 
2015). Fives and Buehl (2012) identify three functions of teachers’ beliefs: 1) filters for 
interpreting experiences and content; 2) frames to conceptualize or define a problem or task; and, 
3) guides for action. The filtering function of preservice teachers’ beliefs is salient to the 
development of their professional teacher identity as they integrate the new knowledge and 
experiences encountered in preservice education into their emerging identity (Fives & Buehl, 
2012). Teacher identity can also include goals, standards, and how teachers perceive themselves 
(Schutz et al., 2007). Schutz et al. (2009) recommend incorporating two activities into teacher 
preparation to aid in identity formation: 1) writing teaching philosophies, and, 2) engaging in 
reflective journaling. These activities are currently part of most teacher education programs, but 
they can be strengthened with explicit instruction regarding the function of education beliefs and 
their influence on teaching (Fairbanks et al., 2010). Then when composing their teaching 
philosophies, teacher candidates can identify educational beliefs that are congruent with their 
emerging teacher identity. Reflective journaling throughout their program, in particular in 
conjunction with practicum experiences, can help teacher candidates refine their beliefs as they 
incorporate new knowledge and understandings gained during their program. Further, teacher 
candidates can develop the practice of continually revisiting their educational beliefs as they shift 
and evolve throughout their career. Figure 1 depicts how these activities can be accomplished in, 
for example, a year-long post-baccalaureate teacher education program by inserting them at 
different points before, during, and after teacher candidates’ practicum experiences. 
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Figure 1: Teaching identity development process implemented in one-year post-baccalaureate 
teacher education program. 
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Increasing teacher candidates’ understanding of emotions and teaching  
 

As demonstrated above, teachers’ beliefs inform how they identify as teachers which in 
turn influences their practice. Emotions also play a role in these transactions perhaps carrying even 
more weight in how they influence teaching and learning (Gill & Hardin, 2015; Schutz et al., 
2009). However, most teachers report feeling unprepared to create and maintain a positive 
emotional climate in their classroom (Bahia et al., 2013; Schutz et al., 2009) despite agreement 
among researchers of emotion in education that this responsibility lies with the teacher (Gill & 
Hardin, 2015). To address this gap, several researchers argue that specific instruction regarding 
the emotional nature of the classroom needs to be included in teacher education programs (Chang, 
2009; Fairbanks et al., 2010; Nichols et al., 2017; Schutz et al., 2006, 2009). A useful starting point 
for determining course content is found in Hargreaves’ (1998) conceptual framework of emotions 
in teachers’ work and professional development. Based on research in teaching and the sociology 
of emotions, the conceptual framework includes seven topics of inquiry into emotions and teaching 
as embedded in the socio-cultural context of school: 
 

1. teaching is an emotional practice; 
2. teaching and learning involve emotional understanding; 
3. teaching is a form of emotional labour; 
4. teachers’ emotions are inseparable from their moral purposes and their ability 

to achieve those purposes; 
5. teachers’ emotions are rooted in and affect their selves, identities and 

relationships with others; 
6. teachers’ emotions are shaped by experiences of power and powerlessness; 
7. teachers’ emotions vary with culture and context. (p. 319, emphasis in original) 

 
Similar to the process for exploring educational beliefs and how they shape teachers’ 

identity, teacher candidates can explore topics related to emotions and teaching before, during, and 
after their practicums, thus engendering a practice of reflecting on emotions and teaching they can 
apply throughout their careers. Given the role of emotional labour in teacher stress and burnout, 
this topic warrants explicit and thorough coverage in preservice teacher education. Incorporating 
these lines of inquiry into teacher preparation programs can help raise teacher candidates’ 
awareness regarding the role emotions play in teaching and help prepare them to create a positive 
emotional climate and handle emotional experiences in their classrooms. Figure 2 shows how these 
topics can be explored in, for example, a year-long post-baccalaureate teacher education program 
by inserting them at different points before, during, and after teacher candidates’ practicum 
experiences. 
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Figure 2: Emotions and teaching course content and flow in one-year post-baccalaureate teacher 
education program. 
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Building teacher candidates’ social-emotional competence  
 

In addition to understanding the emotional nature of teaching, emotion in education 
researchers also assert that teacher preparation should include skill development in emotion 
knowledge, understanding, and regulation (Chang, 2009; Schutz et al., 2006; Zembylas & Schutz, 
2009). These skills are associated with the broader construct of social-emotional competence 
(SEC) which includes competencies in five areas: self-awareness, self-management, social 
awareness, relationship skills, and responsible decision-making (CASEL, 2019). People with high 
social-emotional competence can effectively recognize and manage emotions, feel and show care 
and concern for others, establish and maintain positive relationships, make responsible decisions, 
and set and achieve positive goals. In the student-focused literature, the process of developing SEC 
is known as social-emotional learning (SEL) (e.g., Hymel et al., 2017). SEL is described as the 
missing piece in education for children and youth (Civic Enterprises, Bridgeland, Bruce, & 
Hariharan, 2013); however, it may also be the missing piece in teacher education, especially given 
the effects of the emotional labour teaching entails discussed previously. The following briefly 
reviews the importance of teachers’ SEC then discusses two programs which could be used in 
teacher preparation to help teacher candidates develop it. 

Importance of teachers’ social-emotional competence. Teachers’ social-emotional 
competence (SEC) as a positive force in the classroom is clearly evident in Jennings and 
Greenberg’s (2009) Prosocial Classroom Model. Based on an extensive review of the literature, 
their model suggests that teachers with greater SEC experience lower rates of stress and burnout, 
have more positive relationships with students, and demonstrate more effective classroom 
management (Jennings & Greenberg, 2009). This can yield a more positive, emotionally 
supportive classroom environment and improved student outcomes. Importantly, as significant 
emotion socializers (Garner, 2010), teachers who are better able to model social-emotional 
competence can also provide better support for students’ social-emotional development (Garner, 
2010; Schonert-Reichl et al., 2015). Moreover, given the evidence positioning SEL as key for 
students’ healthy development and well-being (e.g., Durlak et al., 2011), having socially-
emotionally competent teachers in the classroom is clearly an asset. Although some teacher 
education programs do address aspects of SEL (Schonert-Reichl et al., 2017), specific attention to 
developing teacher candidates’ SEC is missing despite its being an identified need for practicing 
teachers (Collie, 2017, 2019; Collie & Perry, 2019; Jennings & Greenberg, 2009). 

Programs to develop teacher candidates’ social-emotional competence. Programs 
targeting teachers’ SEC are a relatively new phenomenon therefore few have been developed and 
tested (Jones et al., 2013). Fewer still have been developed and tested with teacher candidates. In 
fact, a search of the literature surfaced merely one such program (Beltman et al., 2018). Those that 
have been evaluated with teachers have demonstrated significant positive effects on teachers’ well-
being, efficacy, and stress (e.g., Jennings et al., 2013) and teacher candidates’ capacity for 
resilience, efficacy, and coping (Beltman et al., 2018). These findings suggest that programs aimed 
at developing preservice and in-service teachers’ SEC are fertile ground for development and 
research. Two such programs are briefly described below as promising candidates for developing 
teacher candidates’ SEC. 

Cultivating Awareness and Resilience in Education (CARE) is a model of teacher 
professional development grounded in Jennings and Greenberg’s (2009) prosocial classroom 
theoretical model (Jennings et al., 2013). Through mindfulness-based approaches, compassion 
practices, and emotion skills training, the intervention targets improvement in three areas: 1) 
teacher well-being, efficacy, and mindfulness; 2) classroom organization, instructional support, 
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and emotional support; and, 3) student academic achievement, behavior, and student/teacher 
relationships (Jennings et al., 2013). CARE is a 30-hour program consisting of four day-long 
sessions delivered over the course of 4-6 weeks with interleaving phone coaching sessions 
followed by a booster session taking place a couple of months later (Jennings et al., 2013). In a 
recent randomized controlled trial of CARE, the intervention resulted in significant improvements 
to teacher well-being, efficacy, stress, and mindfulness when compared with controls, and these 
improvements were associated with improvements in both classroom and student outcomes 
(Jennings et al., 2013). 87% of the teachers participating agreed that a program like CARE should 
be included in teacher preparation and inservice training (Jennings et al., 2013) which alongside 
its positive outcomes make CARE a promising candidate for inclusion in a teacher education 
program. 

Based on the conceptualization of resilience as a capacity, process, and outcome, the 
Building Resilience in Teacher Education (BRiTE) program features a collection of online 
modules designed to increase teacher candidates’ capacity for resilience in the teaching profession 
(Beltman et al., 2018). Module content is organized around five themes: 1) understanding and 
building resilience (what it is and why it is important); 2) relationships (support networks, effective 
communication); 3) well-being (stress management, work-life balance); 4) emotions (emotion 
management, positive thinking); and, 5) motivation (self-efficacy, help-seeking) (Beltman et al., 
2018), all of which are related to social-emotional competence (Collie & Perry, 2019). Through 
self-paced, online activities about each of these themes, BRiTE targets the development of the 
personal (e.g., social-emotional competence, motivation, efficacy) and contextual resources (e.g., 
relationships, support networks, school culture), and resilience strategies (e.g., time management, 
work-life balance, problem solving) that can contribute to teacher candidates’ capacity for 
resilience (Beltman et al., 2018). In an evaluation of the program’s effectiveness, researchers found 
that teacher candidates who completed BRiTE modules and applied the strategies in their final 
practicum scored higher on measures of resilience than participants who did not report using the 
strategies (Beltman et al., 2018). Significant increases in teaching efficacy and coping strategies 
(appraisal and social) were also found (Beltman et al., 2018). The flexibility of implementation 
the online modules allow together with the positive outcomes make BRiTE a potentially beneficial 
program to integrate into teacher preparation. 
 
Preparing Teacher Candidates for Emotional Labour with the HELP Program 
 

Teacher education programs typically focus on imbuing teacher candidates with the content and 
pedagogical knowledge they need to be effective teachers (Darling-Hammond, 2006). However, 
given the emotional labour the job entails and its potential impact on teachers’ likelihood to remain 
in the profession, teacher education programs must also prepare teacher candidates to cope 
effectively. Three promising ways to achieve this end were outlined above. In what follows, these 
components are presented in a theory of change, here named the Hybrid Emotional Labour 
Preparation (HELP) program. The theory of change also includes a summary of the targeted 
learning outcomes and potential proximal and distal outcomes as informed by the literature.  
 
HELP Program Theory of Change 
 

The Hybrid Emotional Labour Preparation (HELP) program (see Figure 3) is proposed 
here with an emphasis on three components that, in combination, can prepare teacher candidates 
to handle the emotional labour of teaching: 1) identity development work; 2) emotions and 
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teaching course content; 3) SEC development. The components target increases in teacher 
candidates’ self-awareness; emotion knowledge and understanding; knowledge about emotions 
and teaching; and ability to regulate difficult emotions. Improvements in these targeted areas are 
related to hypothesized proximal outcomes that include increased early career teacher social-
emotional competence and student engagement, and more positive early career teacher-student 
relationships and classroom climate. The hypothesized distal outcomes include increased student 
academic achievement and teacher retention; improved teacher life satisfaction; and decreased 
rates of teacher burnout. Potential moderators of these hypothesized outcomes include level of 
administrator support, school culture and climate, specific teaching assignment (e.g., high-needs 
population), perceived teaching efficacy, and educational beliefs, all of which have been shown in 
the research to influence teachers’ stress and job satisfaction (Jennings & Greenberg, 2009; 
Kyriacou, 2001; Schonert-Reichl, 2017). 
 

 
Figure 3: Proposed HELP theory of change 
 

 
 

 

 

Components 

• Identity 
development 
(See Figure 
1) 

• Emotions 
and teaching 
course 
content (See 
Figure 2) 

• SEC 
development 
program 
(e.g., CARE, 
BRiTE) 

 

Targets 

• Increased self-
awareness (e.g., 
teacher identify, 
beliefs, values) 

• Increased 
knowledge and 
understanding 
of emotions, 
and emotions in 
the classroom 

• Increased 
ability to 
recognize and 
regulate 
difficult 
emotions 

 

Proximal 

Outcomes 

• Increased 
early career 
teacher 
social-
emotional 
competence 

• More 
positive 
classroom 
climate 

• Increased 
student 
engagement 

• More 
positive 
relationships 

 

Distal 

Outcomes 

• Increased 
academic 
achievement 

• Improved 
life 
satisfaction 

• Increased 
teacher 
retention 

• Decreased 
rates of 
burnout 

 

Moderators: Administrator support, 
school culture and climate, teaching 
assignment, perceived teaching efficacy, 
educational beliefs 
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Teachers and Teaching: Towards a Brighter Future 
 

McDonald’s (as cited in Goodwin, 2011) declaration that “teaching is in fact, the mother of all 
professions” (p. 44) is a compelling reason to prepare teacher candidates for all that teaching entails 
so they can provide their students with a quality education, thus enabling them to fulfill their 
potential in the profession or vocation of their choosing. However, students’ ability to receive this 
education from well-trained professionals is at risk due to increased rates of teacher attrition, 
reduced enrollment in teacher preparation programs, and the resultant worldwide teacher shortage. 
The lack of preparation for the emotional labour of teaching is one factor contributing to these 
problems that can be addressed through changes to teacher education programs. This involves 
moving beyond content and pedagogical knowledge and educating the whole teacher candidate by 
providing them with the time and space to develop a teacher identity, to understand the emotional 
work of teaching, and to gain the social-emotional competence needed to handle the stress and 
challenges of teaching. The HELP program outlined above has the potential to address this gap 
and to create a new generation of teachers trained for both the pedagogical and emotional 
dimensions of teaching. Education researchers can help improve teacher preparation, reduce 
teacher attrition, and end the teacher shortage crisis by developing and testing programs like HELP 
thus creating a brighter future for all.  
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