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			1. The End of the Before Times

			©2026 Sarah E. Barrett, CC BY-NC 4.0 https://doi.org/10.11647/OBP.0529.01

			After the pandemic seemed under control, the 2021–2022 school year was supposed to be business as usual in elementary and secondary schools, but the experiences of emergency remote teaching and learning (ERTL) had actually changed everything. In the Canadian province of Ontario, the COVID-19 pandemic had disrupted schooling beginning in March 2020, and the provincial government declared a return to normalcy in the 2021–2022 academic year. And yet, as I write this in early 2026, teachers report that they are more exhausted, and that students are more rude, less ready for schooling, and less tolerant of its constraints (Sokal, Sharma, and Eblie Trudel 2025; Spadafora, Al-Jbouri, and Volk 2024). Further, there is an ongoing teacher shortage in Ontario with no easy solutions to mitigate it (Spadafora, Al-Jbouri, and Volk 2024; Council of Ontario Directors of Education 2025). Meanwhile, memories of ERTL continue to haunt schools. Although many, including myself, declared in 2020–2021 that the effects of ERTL would extend into the future, I am not sure that we imagined it would still be so five years on. But here we are, after the Before Times.

			How did we get here, to a place in time so distinct that the time leading up to it earned the colloquial moniker The Before Times? In some ways, it is as if the COVID-19 pandemic with its lockdowns and school closures never happened; that that spring of 2020 and subsequent 18 months of fear, isolation and collective anxiety was something best never spoken of again. However, of late, there does seem to be an appetite to reflect on that time from a multitude of perspectives. After all, when we look back at the past, we see it through the lens of the present but hearing it described in the words of those who lived it, at the time when they were living it, can be truly profound. Knowing that other researchers would explore that historical moment according to their intellectual interest, I decided to do the same. Ontario, Canada’s shift to ERTL in March 2020 was so unprecedented that I was convinced that it had to be documented.

			There is some wonderful scholarship already out there about what is now often referred to as pandemic pedagogy, with a great deal of it devoted to describing skills and techniques used during the pandemic (see, for example, Brooks DeCosta, Goyens Ward, and Cornell 2022; Pathak 2022; Leask and Younie 2021; Winter 2022; Schwartzman 2020). However, describing skills and technique is not the purpose of this book. Instead, my purpose is twofold: (1) to document K-12 classroom teachers’ experiences of ERTL during the COVID-19 pandemic, and (2) to find, in the negative space of ERTL, the elements of a good-quality education. 

			The second purpose requires some explanation. In visual art, there is a concept of negative space, the empty space defined by the subject. For example, the rectangles and parallelograms of empty space defined by a dining room chair. Thus, I mean to examine what was missing during ERTL that prevented teachers from providing a good-quality education to most of their students. 

			In this chapter, I will provide a detailed description of the research project that resulted in this book, including my conceptual framework and methodology, and a brief chapter-by-chapter outline of the narrative. But first, I will provide a little personal context.

			A Disaster in Slow Motion

			I remember the precise moment when After the Before Times began for me. 

			On the evening of 10 March 2020, after an announcement by the university administration warning that, due to the pandemic, the campus would most likely close as of the following evening, I went to my office to gather items I thought I might need at home over the next few weeks—books, policy documents, paper, other stationery. The campus, which was usually like a small city with its 53,000 students and more than 6,000 employees, was already mostly abandoned. The COVID-19 pandemic had been the object of media fascination for weeks, with the recent quarantines in Italy and the Netherlands, and when the first case was detected in Toronto (Nasser and Blum 2020), we knew that what had come to be known as lockdown was a real possibility. I felt lucky because I had already completed my teaching for the academic year and was preparing for an extended sabbatical. 

			For kindergarten to grade 12 students in Ontario, March 11 was a professional development day leading into March break.1 My family had decided to go on a field trip to the museum where we stayed until it closed. Afterwards, as we all sat in a restaurant, all at once, notifications on our mobile phones alerted us to the news that the province was going into lockdown. All schools and nonessential businesses would be closing their physical buildings for the next two weeks. 

			We met the news with a shrug—an extended winter break for the kids did not seem onerous and we adults had jobs where working from home was, from our perspectives, easily done. Therefore, we saw no cause for alarm. What we did not know at the time was that Ontario—Canada’s most populous province—would end up remaining in lockdown not for weeks, but for months, and, when all was said and done, schoolchildren would endure 135 days of ERTL, the longest number of days of school closure in Canada (Gallagher-Mackay et al. 2021). 

			Towards the end of March, I watched the chaotic transition to ERTL. News reports indicated that many students did not have the means to participate in online learning (such as high-speed internet and electronic devices) and efforts to give them what they needed to do so were slow, uncoordinated, and inadequate (Teotonio and Rushowy 2020). Further, it appeared to me that teachers, students, and parents were ill-prepared to teach/learn online. I wondered how I would have coped had I still been a high school teacher. Teaching is a highly contextual endeavor. Having taught high school chemistry for ten years before becoming a teacher educator, I could not imagine translating my highly hands-on cooperative-learning-based unit plans to online. How would I have felt? How would I have seen myself as a teacher? Further, this was a province-wide transition. All 160,000 public school teachers were being asked to engage in ERTL in a highly uncertain, socially fragmented, and health-threatening environment. I wanted to know how they had experienced the initial months of the pandemic during which I believed that the central tension for them would be the ways in which their expertise was suddenly undermined by the change in mode and context. I assumed that this change would result in an identity crisis—especially for more experienced teachers—because I imagined that, as their self-efficacy suffered, so too would their sense of who they were as teachers. Thus, in the spring and summer of 2020, after more than three months of ERTL, I surveyed and interviewed hundreds of teachers. What I found was that it was true that ERTL required new pedagogical skills that challenged many teachers’ self-efficacy. It was also true that most of the teachers who participated in this study were frustrated and exhausted but, interestingly, not for the reasons I had assumed. In fact, the biggest concern expressed by the teachers who participated in the study was the profound effect ERTL had on their professional relationships with students, parents, colleagues, and even the school system. 

			ERTL vs. Online Learning

			Throughout this book I will be using the term emergency remote teaching and learning (ERTL) to describe the mode of teaching and learning enacted during the pandemic. I do this to distinguish it from online learning, which is designed for the online context and, in Ontario, involves students and teachers who have chosen to do it. Thus, students and teachers who choose online learning already have the means and circumstances to participate. In contrast, both in Ontario and globally (Bozkurt et al. 2020), ERTL was compulsory for all, in spite of the fact that not everyone had access to devices, internet, or home circumstances that would allow them to fully participate. Further, teachers had to do it regardless of their comfort level with technology.2 Beyond this, circumstances made it impossible for teachers to engage in the long-term planning necessary to develop content with coherent trajectories.3 For these reasons, I am careful not to make assumptions about online learning based on data collected during ERTL. I also avoid making assumptions about how people other than classroom teachers experienced it. Someone else might do a study concerned with students’ or parents’ perspectives but that is not the focus of this particular study and book.

			My Background

			Since this is a qualitative study, one that focuses on meaning and process rather than counting and calculation, it is important for me to explain my background so that the reader can take it into account when they read my analysis of what teachers said to me during the study. 

			I bring a particular perspective to this work. I immigrated to Canada from Britain and, between my parents’ tales about their schooling in pre-independence Jamaica, my older siblings’ stories about British schools, and my own experience of schooling in Southern Ontario, I became fascinated with the influence of context on teachers’ behaviour, even with respect to subjects that seemed universal on paper (math, science, physical education). Eventually, I became a teacher and taught high school chemistry, general science, and mathematics for ten years in two different high schools, where I also taught students who were ‘at risk’ for various reasons related to learning disabilities, home circumstances, and social class. Both high schools were hyper diverse—ethnically, racially, socioeconomically, and linguistically—and the second high school, because of its size, had multiple special programs and extracurricular activities. I was heavily involved in the teacher union (called ‘teacher federation’ in Ontario) and my extracurricular activities usually involved helping out with the music program, as well. This was a high school very much like the one I had attended as a teenager, with typical issues and challenges (social cliques, bullying, racism, Islamophobia, and a persistent institutional race blindness) which reflected the surrounding community and larger society. I lived in the neighborhood where I taught, which added an extra layer of intimacy to my interactions with my students. 

			‘Intimacy’ may seem like a strange word to invoke when discussing teaching and learning in a classroom, but it is indeed an intimate space. We are vulnerable when learning something new, especially in front of others, and even more so if we know we are being evaluated. Consequently, teachers must endeavor to make their classrooms safe for students to learn, make mistakes, and contribute. In her book, Teaching to Transgress, bell hooks (1994) described the ideal classroom as one where students feel safe to contribute to the class not only academically, but emotionally. hooks calls this engaged pedagogy, and this vision is what I consider to be a good-quality education. To me:

			engaged pedagogy encourages civic self-awareness and agency both within the classroom and beyond. Within the classroom, students learn to interact with other students and engage with ideas in a way that promotes their ability to be part of a community while still feeling free to disagree with, critique, and take care of each other. Such an approach must be inclusive, flexible, and responsive to students’ needs, moods, and abilities. (Barrett 2021, p. 103)

			This vision of education reflects my values, and I suspect every teacher has their own vision of the ideal that reflects theirs. What I have learned from twenty years of researching teachers is that the values they bring to teaching are influenced by the values already embedded in schooling because teaching practice has a long history that is highly dependent on context. That context includes the characteristics of the students in the classroom, the culture of their school and school board that employs them, the community, and the regulatory and policy environment. It is also the case that teachers derive how they see themselves as professionals from the nature of their work and responsibilities, which means their professional identities are also context dependent.

			My Conceptual Framework

			As noted above, it is important to explain the philosophies that underpin this study so that the path from my findings to conclusions make sense. In line with my Caribbean and African heritage, my research approach is based in the sub-Saharan philosophy of Ubuntu. Joan.Osa Oviawe defines Ubuntu in the following way:

			Ubuntu is a philosophy of being that locates identity and meaning making within a collective approach as opposed to an individualistic one. As a result, the individual is not independent of the collective; rather, the relationship between a person and her/his community is reciprocal, interdependent and mutually beneficial. (Oviawe, 2016, p. 3)

			Ubuntu is deeply embedded in indigenous sub-Saharan African cultures and is known by various names (this being the Xhosa term). As a philosophy, Ubuntu makes the ontological claim that is often expressed as ‘I am because we are.’ The ‘we’ includes not only other people, but animals, plants, and rocks in the past, present, and future (Murove 2009). Its teleology or purpose is that all must thrive, and its epistemology is building knowledge and wisdom together. All of this combines to obligate an ethical stance that, according to Thadeus Metz and Joseph Gaie (2010), does not fit neatly into any one of the Typical Four liberal ethical frameworks (deontology, virtue ethics, consequentialism, and ethic of care).4 For instance, Ubuntu includes virtues but also describes a version of justice that includes caring. Beyond this, it also incorporates tradition as an important consideration in ethical deliberations. 

			My perspective of Ubuntu is decidedly feminist. Olajumoke Akiode (2018) has noted that we must be cautious in upholding traditions that have developed in the presence of colonialism because colonialism—with its objectification of Indigenous people, the land and its resources—influences how Ubuntu is lived. Further, tradition can be weaponized as an excuse to marginalize women. However, she goes on to say that the pre-colonial African worldview (such as that of the Yoruba) did not base social status on gender. This was because Yoruba ontology was based on a belief that everything in existence is both male and female. However, colonization, with its imposition of colonial patriarchal structures, had all but erased this idea. Thus, in post-colonial Africa, patriarchy was adopted as inherently African, ignoring Ubuntu’s notions of complementarity. Pre-colonial Africa was indeed patriarchal but not in the hegemonic ways imposed by colonization. Akiode stated that because pre-colonial Yoruba society was not oppressive to women, this created a blind spot in the African philosophy which developed in Africa in the 20th century in response to colonialism. She said, ‘the marginalization of women or exclusion of women in African philosophy from the early era to the contemporary era is a result of the process of philosophizing from a mind that is not completely free from colonial influence’ (Akiode 2018, p. 69). She concluded by calling 

			
			an African philosophy that excludes women despite its African cultural origin and DNA of complementarity, inclusion, interrelatedness and interconnectedness as highlighted by concepts like ‘Ubuntu’[…] an aberration […]. This African philosophic enterprise is essentially an exhibition of a colonized mentality. (Akiode 2018, p. 70, emphasis added) 

			Akiode went on to declare that since pre-colonial Ubuntu inherently included both genders, this is the ontology that must ground it. 

			I take this perspective seriously and endeavor to embrace an understanding of Ubuntu that reaches back to pre-colonial African philosophies and the notion of complementarity. However, I also include the idea that the social construct of gender is a spectrum rather than a binary (Butler 1990). In other words, it is not my intention to lean on an ancient wisdom without incorporating current understandings that our communities have developed over time. Indeed, I recognize the considerations of tradition as a call to account for community as a non-hegemonic whole, not to impose the will of who holds power on everyone else. 

			What makes Ubuntu especially helpful for this study is that it is a holistic philosophy. It does not treat tradition or society as corrupting forces in the development of ethical individuals. On the contrary, it embraces the messiness of relationships, the supports and restraints of tradition, the necessity of individual actualization, and the contradictions and tensions these priorities collectively entail. 

			While Ubuntu is the philosophy that underpins the study, at various points in this book I will also introduce theories proposed by bell hooks, Etienne Wenger, and Doris Santoro. They each provide important lenses for making sense of teachers’ experiences of ERTL and what that tells us about what constitutes a good-quality education. Their ideas inform the analysis you will read in the next seven chapters. Now that you know the perspective that I bring to this research, I will describe my methodology.

			An Exploratory Design

			Since this is a study that explores an unprecedented situation, and because teaching and learning is context-dependent, my approach needed to create space for context and flexibility during data collection and analysis. With respect to context, LaShawnda Lindsay-Dennis (2015) described an approach to research that takes into account history, culture, race, class, gender, and other forms of oppression that I find to be comprehensive. However, I temper this approach with a reparative reading of participants’ words (Sedgwick, 2003). 

			Eve Kosofsky Sedgwick (2003) has written about two possible critical stances—the paranoid and the reparative. The paranoid stance is the most popular, and it focuses on exposing oppressions and the negative effects of unjust power relations for the purpose of motivating people to change them. However, she argued that a reparative critical stance has a different purpose—to highlight the ways in which selves and communities extract ‘sustenance from the objects of a culture—even of a culture whose avowed desire has often been not to sustain them.’ (p. 150). Thus, my critical stance is a perspective of teachers making do in less-than-ideal circumstances and the type of identities and communities they create. Sedgwick devoted an entire chapter of her book to critiquing the paranoid stance. Here, suffice it to say that although my approach in this study is critical, my purpose is not to search for power relations and oppressions but to develop historically and socially contextualized insights that are (1) true to teachers’ voices without veering into advocacy, and (2) critical without objectifying their experiences. Following Lindsay-Davis, my methodology is based on concrete experience as a criterion of meaning, dialogue to assess knowledge claims, an ethic of caring, and an ethic of responsibility, all of which draws from multiple disciplines. This relational methodology is well aligned with an Ubuntu philosophy that emphasizes existential interconnectedness, responsibility to each other, and respect for community—all of which must be honored by a researcher as they interact with participants, analyze data, and report findings.

			A paradox of qualitative research is that I must go into it with an open mind but know what I expect to find so that my methods are designed to create space to find it. Given the unprecedented nature of the pandemic, however, this was challenging. Thus, while my past research indicated that it was highly likely that teachers’ self-efficacy would have suffered during ERTL, I had to create space for teachers to express issues that I had not anticipated. Therefore, I adopted a sequential mixed-method approach. First, I conducted a province-wide survey of classroom teachers who had transitioned from in-person to online teaching. The purpose of the survey was to determine the general attitudes, circumstances, and concerns of teachers to inform the interview questions. This survey focused on teachers’ experiences with technology (both before and during ERTL), supports provided by the school board (including equipment and professional development, and accommodations for disabilities and caregiving responsibilities), and demographics. Each question used checkboxes and Likert scales but also provided space for participants to elaborate on their responses if they wished to do so. More than 750 teachers across the province did the survey and 100 provided anecdotal responses. Analysis revealed that teachers’ primary concern was not their skills or lack thereof but relationships with colleagues, the school system, parents, and students. It was also clear from the tone of the anecdotal responses that emotions were running high. 

			At the end of the survey, I asked for volunteers for interviews that would take place over the summer break. Three hundred teachers volunteered. I chose fifty interviewees, matching proportions of gender, age, and panel (elementary/secondary) to the survey participants and having a variety of subject expertise and geographic locations.5 Interviews focused on the transition to ERTL, assessment of students, professional relationships, and teachers’ values. My experience as an educator and former high school teacher informs my analysis and aided me in developing rapport with the fifty teachers I interviewed, and this is the core data set informing this book.

			Finally, we should establish how and why I am confident in the data collected and the subsequent analysis of it. The technical term for this is validity. First, since this study is based solely on how teachers experience their practice, I am not especially concerned with whether or not each teacher’s description of circumstances is objectively accurate. For example, a teacher may say that they had a lovely collaborative class before the pandemic and yet if I had been there observing that class, I might disagree. However, since my concern is how the teacher experienced the class, it is not actually relevant what was happening objectively. Indeed, instead of basing the validity of my analysis of the interview data on an impossible-to-achieve objectivity, I used other methods common to qualitative research (Creswell 2013). Surveying or interviewing a large number of individuals is one way to increase validity. Another is to counteract confirmation bias. To do this, I provided space for teachers to comment on each survey question (to allow them to elaborate on their answers and/or critique the questions themselves) and looked for counter examples of emerging themes from both the surveys and the interviews. For the latter, this meant that whenever I thought I was seeing some sort of pattern of responses, I would deliberately search for evidence of its opposite. 

			For the interviews, I employed several strategies, including:

			
					multiple interviews about each topic with different individuals;

					purposeful sampling—aiming to interview teachers working in a variety of contexts (locations, grade levels, subjects) and matching the demographics of the survey participants; and

					sharing my preliminary analysis with interviewees for feedback.

			

			Data analysis began with identifying themes. I then searched for contextual factors to put those themes into perspective. The contextual factors include both the history of the profession and the historical and current policies that govern and influence it. From a teacher’s point of view, government policy is usually represented by the mandated curriculum. Thus, for the most part, that is the basis of my description of the policy context. Finally, I looked for theories that seemed most likely to explain these contextualized themes. 

			Narrative Structures

			Since the focus of the interviews was relationships and interconnectedness, I have organized the chapters of this book in those terms. The book is divided into two sections—Context and Classroom. The Context section is concerned with teachers’ relationships with those outside of their classrooms (government, school board, colleagues, parents) and the Classroom section is concerned with relationships within the classroom community and with individual students and themselves. Each chapter in the Context section has a similar format—beginning with a spotlight on a particular teacher, a description of the relevant historical and current context, presentation of teachers’ stories, and then an interpretation through the lens of an appropriate theory. Chapters in the Classroom section are similar but with less emphasis on theory.

			Chapter 2 provides a brief history of the relationship Ontario teachers have with the school system. The relationship between Ontario teachers and the government and school boards has, at times, been fraught by labor unrest and, at others, been characterized by the uneventful implementation of curriculum mandates. This chapter explores how that history affected teachers’ experience of the early days of the pandemic and the transition from in-person to ERTL. Chapter 3 explores teachers’ relationships with each other. This chapter uses Wenger’s (1998) theory of communities of practice and also incorporates a history of the roles of teacher education and provincial curriculum policies in order to provide context for those collegial relationships. Chapter 4 explores teachers’ relationships with the parents of their students. Here, Wenger’s theory with respect to professional identity within communities of practice is brought to bear on understanding teachers’ experiences. Chapter 5 begins the Classroom section with an oral history of the day-to-day work of ERTL. In this chapter, I present teachers’ narratives with little comment save the introduction and conclusion. Chapter 6 uses ideas from bell hooks (1994), Drysdale et al. (2016) and Rovai (2002) to explore the role of classroom community in teaching and learning and how it was affected by the implementation of ERTL. Chapter 7 describes teachers’ relationships with the students as individuals. That is, it engages the question of one-on-one connection between teachers and students and begins to consider it in terms of professional integrity. The work of Doris Santoro (2018), which highlights teachers who choose to leave the profession on ethical grounds is relevant here. Chapter 8 focuses on teachers’ self-regard in terms of integrity and continues to use Santoro’s work to understand that experience. Chapter 9, the concluding chapter, summarizes the findings described in Chapters 2 to 8, reviews the theories introduced throughout the book, summarizes how teachers experienced the relationships highlighted, and brings Ubuntu back into the picture to examine this matrix of relationships in order to both understand teachers’ experiences and determine the characteristics of a good-quality education. 

			I want to emphasize here, once more, that ERTL and normal online teaching and learning are not the same. The latter is usually voluntary, with teachers and students having the resources to participate. It is planned specifically for the online context and involves the usual long-term planning characteristic of any course along with assessment practices appropriate to online contexts. ERTL was mandatory for all, regardless of the readiness and willingness of teachers and students and, due to the fact that its ending could not be predicted, long-term planning was quite difficult to do. Further, given the labor conflict that was ongoing when ERTL began in Ontario—with one of the issues being the imposition of mandatory online learning—not only did most of the teachers I interviewed conflate ERTL and online learning, but their worst fears were realized in socially isolated circumstances. Thus, although I am not conflating online learning and ERTL, it is important to understand that many of the teachers who participated in this study did just that. 

			Finally, although this book focuses on teachers’ experiences at a particular time and place, the negative spaces their stories outline within ERTL are relevant to anyone interested in what matters most in providing good-quality education to all. 

			References

			Akiode, O. (2018). African philosophy, its questions, the place and the role of women and its disconnect from its world. In J. O. Chimakonam & L. Du Toit (eds), African Philosophy and the Epistemic Marginalization of Women. Routledge.

			Barrett, S. E. (2021). Maintaining equitable and inclusive classroom communities online during the COVID-19 pandemic. Journal of Teaching and Learning, 15(2), 102–116, https://doi.org/10.22329/jtl.v15i2.6683

			Brooks DeCosta, D., Goyens Ward, D., & Cornell, M. (2022). Reimagining education: Restore, rebuild, curate, uplift, and celebrate. Current Issues in Comparative Education, 24(2), https://doi.org/10.52214/cice.v24i2.9399

			Butler, J. (1990). Gender Trouble: Feminism and the Subversion of Identity. Routledge.

			Council of Ontario Directors of Education. (2025). Ontario Education Staffing Crisis: A Call for Immediate Action, https://ontariodirectors.ca/application/files/4417/4647/3537/CODE_ON_Education_Staffing_Crisis_April_2025.pdf

			
			Creswell, J. W. (2013). Qualitative Inquiry and Research Design: Choosing Among Five Approaches (3rd ed.). SAGE Publications. 

			Drysdale, J., Graham, C., & Borup, J. (2016). Teacher and student perspectives on facilitating a sense of community through an online high school’s “Shepherding” program. International Journal on E-Learning, 15(2), 149–177. 

			Gallagher-Mackay, K., Srivastava, P., Underwood, K., & al. (2021). COVID-19 and Education Disruption in Ontario: Emerging Evidence on Impacts, https://doi.org/10.47326/ocsat.2021.02.34.1.0

			hooks, b. (1994). Teaching to Transgress: Education as the Practice of Freedom. Routledge.

			Leask, M., & Younie, S. (2021). Education for All in Times of Crisis: Lessons from COVID-19. Routledge, https://doi.org/10.4324/9781003155591

			Lindsay-Dennis, L. (2015). Black feminist-womanist research paradigm: Toward a culturally relevant research model focused on African American girls. Journal of Black Studies, 46(5), 506–520.

			Metz, T., & Gaie, J. B. R. (2010). The African ethic of ubuntu/botho: Implications for research on morality. Journal of Moral Education, 39(3), 273–290, https://doi.org/10.1080/03057240.2010.497609

			Murove, M. F. (2009). Beyond the savage evidence ethic: A vindication of African ethics. In M. F. Murove (ed.), African Ethics: An Anthology of Comparative and Applied Ethics (pp. 14–32). University of KwaZulu-Natal Press, https://doi.org/10.1002/9781444367072.wbiee229.pub2 

			Nasser, S., & Blum, B. (2020). Canada’s 1st ‘Presumptive’ Case of Coronavirus found in Toronto. CBC. 

			Pathak, D. N. (2022). Idea of pandemic-pedagogy: Reflexive rumination on teaching and learning practices. Higher Education for the Future, 9(1), 62–74, https://doi.org/10.1177/23476311211046184

			Rovai, A. P. (2002). Building sense of community at a distance. International Review of Research in Open and Distance Learning, 3(1), 1–16, https://doi.org/10.19173/irrodl.v3i1.79

			Santoro, D. A. (2018). Demoralized: Why Teachers Leave the Profession They Love and How They Can Stay. Harvard Education Press.

			Schwartzman, R. (2020). Performing pandemic pedagogy. Wicked problems forum: Pandemic pedagogy. Communication Education, 69(4), 502, https://doi.org/10.1080/03634523.2020.1804602

			Sedgwick, E. K. (2003). Touching Feeling: Affect, Pedagogy, Performativity. Duke University Press, https://doi.org/10.2307/j.ctv11smq37 

			Sokal, L., Sharma, U., & Eblie Trudel, L. (2025). Canadian educators’ post-pandemic recovery and students’ unmet needs: Who is left behind? Teaching and Teacher Education, 154, 104873, https://doi.org/10.1016/j.tate.2024.104873

			
			Spadafora, N., Al-Jbouri, E., & Volk, A. A. (2024). Are child and adolescent students more uncivil after COVID-19? School Psychology, https://doi.org/10.1037/spq0000672

			Teotonio, I., & Rushowy, K. (2020, April 17). School boards work around clock to get laptops, iPads, devices to students. Toronto Star.

			Wenger, E. (1998). Communities of Practice: Learning, Meaning, and Identity. Cambridge University Press.

			Winter, M. (2022). Teaching and learning during the COVID-19 pandemic: Challenges and opportunities amidst educational inequalities. Current Issues in Comparative Education, 24(2), https://doi.org/10.52214/cice.v24i2.9943

			

			
				
						1	In the province of Ontario, the school year has several days set aside for teachers to engage in professional development activities. On these days, students do not attend school.


						2	Australia adjusted more easily to the change due to its long history of distance learning in K-12 (Bozkurt et al. 2020)


						3	Because ERTL had no defined end date, teachers could not plan their courses with context (online vs. in-person) in mind. Given the significant differences between in-person
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