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Abstract 

The COVID-19 pandemic resulted in an urgent pivot to remote learning, causing many 

challenges for teachers and school administrators. The current study sought to better understand 

the extent to which the perceived negative impacts of COVID-19 on U.S. educators and their 

students varied as a function of staff role (teacher vs. administrator), school level (elementary vs. 

secondary school), and type of school setting (public vs. private), as reported through a national 

survey of educators conducted in June through July of 2020. Using data from 608 educators (n = 

481 teachers and n = 127 administrators; 48% elementary; 85% public school), we examined 

educators’ perceptions of negative impacts on their personal lives, professional lives, and 

students’ lives; major challenges; and stress in various domains. Findings suggested an overall 

high level of concern across domains. Investigation of educator subgroup effects suggested 

elementary educators and administrators were the most and were most concerned about the 

negative impacts on students.  
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Impact Statement: 

Educators, including teachers and administrators alike, experienced significant negative impacts 

of the COVID-19 pandemic on their work-related stress, concern about students, and their own 

well-being. Some subgroups, like elementary educators, those working in public schools, and 

teachers (compared to administrators), may require additional assistance in managing stress, and 

supporting students, both academically and with regard to their social-emotional needs.   
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The sudden onset of COVID-19 pandemic created an unprecedented burden on educators. 

With most U.S. schools fully dependent on in-person instruction until the start of the pandemic 

(Molnar et al., 2019), few educators were prepared to make this rapid transition to remote 

instruction (Irwin et al., 2021; Kohler, Molloy Elreda, Rimm-Kaufman, 2022), adding to stress 

caused by personal health and safety concerns related to the pandemic. Even without a pandemic, 

stress is a major concern among educators, with many reporting high rates of burnout and work-

related stress (Herman, Hickmon-Rosa, & Reinke, 2017). When coupled with new personal and 

professional demands associated with navigating the pandemic, it is reasonable that educators 

would report high levels of concern and uncertainty about their capacity to support their 

students’ social-emotional and academic needs.  

To address these gaps and this timely issue, the current study sought to document some of 

the perceived social-emotional impacts and challenges associated with the pandemic for 

educators following the initial onset of the pandemic. We were particularly interested in 

contrasting differences in perceptions among elementary vs. secondary educators and public vs. 

private school educators to better understand how COVID-19 may have disproportionality 

impacted some educators. In addition, we explored potential differences between teachers and 

administrators in their perceptions of the potential impact of the pandemic on themselves and 

their students. Having additional information about educators’ own well-being and the perceived 

needs of their students can inform the development of resources, tools, and training to support 

educators should the pandemic persist or in the eventuality of other national or local 

emergencies.  

The Impact of the Pandemic on Educators  
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In spring 2020, all Americans, regardless of profession, faced significant and persistent 

disruptions caused by the COVID-19 pandemic. Uncertainty regarding exposure to COVID-19, 

sickness and death of friends and family members, job loss, professional responsibilities that 

required close human contact, lack of health insurance and childcare, and limited basic resources 

including money for rent, food, and other necessities were causes for serious concern (Browning 

et al., 2021; Kujawa et al., 2020; Park et al., 2020). Moreover, many working parents struggled 

to manage home-based care and remote schooling for their own children while working remotely 

during the pandemic (Lee & Parolin, 2021). Thus, the pandemic had widespread effects on 

various aspects of everyday life, which were particular profound for essential workers, such as 

teachers. In fact, the pandemic resulted in unique professional demands for educators as they 

were tasked with quickly pivoting to remote learning and performing their job in this new format 

(Kraft & Simon, 2020). For example, teachers who are parents/caregivers also had to provide 

childcare and support online learning for their own children, while also leading online classes for 

their profession (Lee & Parolin, 2021).  

In the current study, we were interested in assessing general levels of occupational stress 

associated with the pandemic, as well as the perceived impact of the pandemic on educators’ 

relationships at school because of the highly relational nature of education (Nganga et al., 2019). 

Positive relationships at school are known to contribute to teachers’ sense of satisfaction 

(Veldman et al., 2013, 2016). Many impromptu interactions between educators, students, and 

colleagues occur in the school building, but every social interaction had to be planned and 

intentional during remote schooling in the spring of 2020. We anticipated that this shift would 

negatively impact educators’ relationships with their colleagues, students, and the overall school 

climate. Given the critical nature of interaction quality in online learning environments (Borup et 
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al., 2013; Hawkins et al., 2013), educators were expected to continue to provide instructional and 

emotional support to their students in this new format.  

Also of interest were educators’ assessment of the negative impact of the pandemic on 

the lives and needs of their students. With students participating remotely and less opportunity 

for individual teacher-student interactions, teachers have expressed concern about the 

pandemic’s impact on students’ academic, behavioral, and social-emotional development 

(Hamilton & Gross, 2020). There was - and still is - good reason for educators to be concerned 

about students. School closures and the transition to remote learning called into question whether 

students would experience significant learning loss or other social-emotional challenges 

(Hamilton & Gross, 2020). In addition, a series of recent reports have documented significant 

negative impacts for elementary and secondary school students across a range of domains, 

including social-emotional and mental health problems (Hamilton & Gross, 2021; Hopeful 

Futures Campaign, 2022). For example, data from the Centers for Disease Control and 

Prevention documented a significant increase in serious mental health concerns resulting in visits 

to the emergency department (Leeb et al., 2020). There are also increased safety concerns, for 

the rates of child abuse appear to have increased during COVID-19 (Sidpra et al., 2020; Thomas 

et al., 2020) as children spent more time at home and less time in safe supervised spaces like 

schools. These pandemic-related changes suggested that educators might report negative impacts 

of the pandemic on students’ academic learning, social and emotional development, and their 

family lives.  

Differential Impacts by Educators’ Role and Context 

Several recent studies have concluded that educators struggled personally and 

professionally following this crisis (e.g., Baker et al., 2021; Chan et al., 2021; Pressley et al., 
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2021; Steiner & Woo, 2021; Yang, 2021). However, this research has largely focused on 

educators as a homogenous group, whereas experiences may have differed according to 

educators’ role (teacher vs. administrator) and context (elementary vs. secondary; public vs. 

private school). There is reason to believe that the level of stress and associated impacts of the 

pandemic may vary as a function of role, due to the unique demands and resources afforded by 

educators’ specific role and context. Indeed, the Job Demands-Resources model posits that job 

demands and job resources constitute job-specific risk factors associated with job stress (Bakker 

& Demerouti, 2007; Bakker & Schaufeli, 2000). Job demands are aspects of the job that are 

associated with physiological and psychological costs whereas job resources are aspects which 

are functional in achieving work goals and/or reduce job demands. The differing demands and 

resources afforded by educators’ role and context are likely related to their assessment of the 

impact of the pandemic on their personal, professional, and students’ lives, as well as their own 

experience of stress in response to the pandemic (Bauer et al., 2006).  

Teachers vs. Administrators. For example, exceptionally high levels of stress have long 

been documented in teachers (Herman et al., 2017), Although less studied, school administrators 

are also a group of concern because of the unique demands and responsibilities of their role. 

They encounter additional strain due to the managerial and financial components of their work, 

along with the responsibility of ensuring the school complies with state and federal mandates 

(Mahfouz, 2020; DeMatthews et al., 2021).  In the context of the COVID-19 pandemic, teachers 

were on the front lines making programmatic and curricular changes in real time to 

accommodate the quick shift to online learning. In contrast, administrators were responsible for 

making school and district-wide decisions, and marshalling resources to facilitate the online 

learning process. The distinct primary foci of these positions reflect differential demands and 
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likely resulted in different areas of concern and stress for teachers and administrators.  

Specifically, we anticipated that teachers would perceive a more negative impact of the 

pandemic on their relationships with students, whereas administrators may be more concerned 

with the larger school climate.  

Elementary vs. Secondary Educators. With regards to school level, teachers employ 

teaching practices and modalities according to the developmental capacities of their students, 

with more complex, technology-based practices reserved for older students (Liao et al., 2021). 

Indeed, a higher percentage of secondary schools offered online programing prior to the 

pandemic; this prior knowledge may have served as a helpful resource in navigating the 

transition to remote learning. Thus, secondary educators may have been more prepared to pivot 

to online learning compared to elementary teachers (Irwin et al., 2021), which makes sense why 

elementary educators may have been more concerned about their students’ learning than 

secondary teachers.  

Public vs. Private School Educators. Finally, students attending private schools are 

more likely to come from two-parent, and more affluent households than students attending 

public schools (U.S. Department of Education; National Center for Education Statistics, 2016, 

Table 206.30). At a time when parents suddenly assumed the responsibility for overseeing their 

children’s learning at home, households with more resources (e.g., computing, supervision, quiet 

places for online learning) to support students as they engaged with remote instruction may have 

been able to provide more positive remote learning experiences for those students. Indeed, 

private schools saw increased enrollment in fall 2020, with evidence suggesting this was due to 

private schools’ flexibility in meeting local parents’ desire for in-person or virtual schooling 

(Musaddiq, Stange, Bacher-Hicks, & Goodman, 2021; Scafidi, Tutterow, & Kavanagh, 2021). 
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Thus, the resources afforded in these contexts may have resulted in private schools’ ability to 

meet parents’ needs, resulting in fewer perceived negative impacts. Understanding how the 

pandemic impacts these subgroups is essential so that targeted efforts to support educators may 

be appropriately administered.  

Overview of the Current Study 

To address these gaps, our team fielded an online survey which included 788 teachers 

and administrators from across the U.S. between June and July of 2020 to assess the near-term 

perceived impacts of the pandemic and pivot to online learning on educators’ personal lives, 

professional lives, and students’ lives. The current study reports findings from this group of 

educators to better understand their perceptions of COVID in relation to the perceived a) 

negative impacts, b) major challenges, and c) stress across domains (personal lives, professional 

lives, and students’ lives), and to explore whether these perceptions varied as a function of their 

role and context.  

Specifically, we compared the perceptions of stress and concern of teachers vs. 

administrators, elementary vs. secondary educators, and educators working in public vs. private 

school settings. Teachers and administrators were both faced with making major shifts to their 

practice, yet differences in their roles, demands, and resources, may have resulted in teachers 

reporting more concern with their students’ lives, whereas administrators may have been more 

concerned with the larger school climate. With regards to school level, we anticipated that 

secondary educators and students may have more competency with online learning tools and the 

use of technology, as compared to educators of elementary school students and thus may have 

experienced less stress associated with the shift to remote learning compared to their elementary 

colleagues. Finally, we anticipated that educators in private schools may have experienced fewer 
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impacts than public school educators because these schools have more resources to provide a 

smooth transition to remote learning and may have been able to draw upon family resources to 

facilitate the home-based learning process. This line of research has the potential to influence 

future planning and professional development efforts related to the pivot to remote learning, with 

a particular focus on educators’ own experiences of concern and perceived stress in relation to 

meeting their students’ social-emotional and academic needs. 

Method 

Study Design and Procedure  

 Data were collected through the Qualtrics panel aggregation service, which was 

contracted to survey an anonymous, national sample of educators from opt-in standing research 

panels. Qualtrics recruits and maintains research panels with a wide variety of characteristics, 

and participants are randomly selected and invited to participate if they meet the identified 

characteristics (e.g., PreK-12 educator). We used this panel service to rapidly collect time-

sensitive data because access to teachers was incredibly limited at the start of the pandemic 

through traditional district- or school-based recruitment channels. In addition, it was not possible 

to field this type of study using traditional school-based recruitment during the pandemic or 

obtain the necessary district approvals to recruit participants through schools during the rapid 

shift to remote leaning. A clear benefit of using the Qualtrics panel is the national reach and the 

ability to purposefully sample registered participants with certain characteristic (e.g., teachers, 

administrators). Although this approach to data collection is a bit novel in education, there is a 

growing body of educational studies leveraging online panel data collected by Qualtrics (e.g., 

Schatz et al., 2021; Troia & Graham, 2016; Walden et al., 2021). Moreover, analyses comparing 

online panel data and conventional data samples support the credibility of online panel data 
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(Walter et al., 2019), highlighting their potential utility for exploratory research when 

conventional samples are not available.  

Sampling. Participants in the standing Qualtrics research panels who self-identified as 

educators received an email inviting them to participate in the project and provided a link to the 

Institutional Review Board-approved consent form and anonymous self-report survey. We 

contracted with Qualtrics to fill a subquota, which in turn stratified the sample by educators’ 

region, position, and school level. Specifically, we based the educators’ regions on the U.S. 

Census designations of West (23%), Midwest (22%), South (37%), and Northeast (18%), 

matching respondent percentages to each region’s respective educator populations. Educators 

self-reported their position as either teacher or administrator. We specifically stratified the 

sample to include 60% teachers and 40% administrators. Administrators included leaders at both 

the school (e.g., instructional coach; principal) and the district level (e.g., superintendent). 

Finally, educators reported the school level where they worked as primarily elementary (Pre-K to 

5th grade, 54.4%) or secondary (6th-12th grade, 45.6%). The first four survey questions collected 

stratification demographic data. As per the Qualtrics panel aggregation service sampling 

strategy, once a specific subgroup’s quota was reached (e.g., Midwestern elementary teachers), 

data from that subgroup was no longer collected. To count towards the quota, respondents 

needed to complete at least 60% of the questions, although missing data was rare (see details on 

missingness below). 

Procedures to Ensure Data Integrity. Qualtrics uses a number of procedures to ensure 

high quality data (see Waters et al., 2019). For example, in addition to inviting only educators 

(i.e., teachers and administrators) into the survey, an additional question asking about their 

occupation, with “PK-12 educational services” embedded in a long list industries, was used to 
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further screen out ineligible participants. As noted above, participants completed the screening 

questions for the sampling (e.g., school type, role) before being told what would qualify them for 

participation; as such, they did not know that a particular quota was filled when they identified as 

a teacher instead of a leader, for example. During data collection, Qualtrics tracked IP addresses 

to ensure that each participant only completed the survey one time. Qualtrics continuously 

monitored the quality of data (i.e., insufficient effort responding), including protocols for 

deleting any participants who provided nonsense or clearly not legitimate responses for open-

ended questions and straight-line responses. We therefore conducted analyses to identify poor 

quality survey responses and removed 36 cases with suspicious open-ended responses (e.g., 

nonsensical text), 7 cases with straight-line responses, 25 cases with contradictory demographic 

data (e.g., number of years in district greater than year in education), and 1 case located outside 

of the U.S. The final sample included responses from 788 educators.  

Timeline. The survey was open from mid-June to mid-July 2020, with 82% of responses 

being collected in June 2020. We selected this window for the data collection because it was 

shortly after the conclusion of the 2019-2020 school year, but well before schools announced 

their fall plans for school reopening. Participants received a nominal financial incentive for 

completing the online survey. 

Participants   

 To address our comparisons of interest, we restricted our analysis sample to teachers and 

principals/assistant principals only. Positions such as district employees were excluded because 

we were most interested in school-based educators who were most proximal to the student 

experience; also excluded were instructional coaches and technology specialist, given their role 

differed from typical teachers and administrators, and the relatively small number of participants 
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in these roles. This resulted in an analytic sample of N = 608 (n = 481 teachers and n = 127 

administrators). Approximately 48% of respondents (n = 292) worked in elementary schools and 

52% (n = 315) worked in secondary schools. With regard to the administrators, 66 participants 

reported being principals and 61 assistant or vice principals at their school; however, they were 

analyzed jointly as a single grouping, in contrast to teachers. As would be expected, regarding 

years of experience in education, administrators had more experience (M = 18.6, SD = 9.4) on 

average than teachers (M = 15.7, SD = 10.2). Finally, approximately 85% of respondents (n = 

506) reported working at a public school, whereas 15% (n = 92) worked at a private school (see 

Table 1).  

Measures 

 The COVID-19 Educator Survey (EdTech Evidence Exchange, 2020) was developed to 

rapidly investigate educators’ perceptions of and experiences with the COVID-19-related pivot 

to remote instruction; the full survey included a series of questions regarding instructional 

formats, new material covered, professional learning, technological challenges, and behavioral 

and mental health issues (e.g., stress). In the current study, we focused exclusively on a subset of 

items that focused on the negative impacts of COVID-19, challenges faced as a result of 

COVID-19, and stress due to COVID-19.  This set of items was based on theories of stress and 

work demands (e.g., Van Horn et al., 2004) and extant COVID specific measures (i.e., Grasso et 

al., 2020; Herman et al., 2021).  Given that there was not an existing measure to assess these 

constructs of interest, we adapted items from two existing measures (i.e., Grasso et al., 2020; 

Herman et al., 2021), and created a few novel items. We describe each domain in more detail 

below, which were largely conceptualized as single item indicators on an index, rather than 

scales reflecting a single latent construct. For additional information on other findings from the 
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full survey, see Kohler, Molloy Elreda, and Rimm-Kaufman (2022) and Technology as a 

Pandemic Recovery Resource for Educators (EdTech Evidence Exchange, 2020). 

 Negative Impacts of COVID-19. Educators responded to 12 questions adapted from or 

inspired by prior measures including Grasso et al. (2020) and Herman et al. (2021) regarding the 

negative impacts of COVID-19 across the following three general areas: 1) personal life (e.g., 

social relationships, physical health; 4 items  = 0.78), 2) professional life (e.g., job/work related 

stress; 3 items  = 0.77), and 3) students’ lives (e.g., students’ academic learning; 5 items  = 

0.86; see Table 2). All items shared the same stem: To what extent has COVID-19 had negative 

impacts in the following areas? Educators responded to each question on a 6-point Likert scale, 

in which 1 = Not at all, 2 = A little, 3 =Somewhat, 4 = A fair amount, 5 = A lot, and 6 = 

Extremely. For each general area (i.e., personal life, professional life, and students’ lives), sum 

scores were created using all available items.  

 Challenges Faced. Next, teachers and administrators ranked their “top three challenges 

to date” from the same 12 questions regarding negative impacts listed above (see Table 3). For 

each of the three general areas (i.e., personal life, professional life, and students’ lives), a binary 

variable indicating whether or not a respondent ranked their most difficult challenge in that 

particular area was created. Thus, a score of 1 indicated a given area was their top challenge, 

whereas a score of 0 indicated the area was not their top challenge.  

 Stress, Coping, and Worry. Six items were adapted from Herman et al. (2021) and 

focused on educators’ perceptions of stress, coping, and worry (Table 4), and were rated on a 6-

point Likert scale. Specifically, three items asked educators to compare their perceptions of 

stress since the beginning of the COVID-19 pandemic in March 2020 to their stress in prior years 

(1 = Disagree Strongly to 6 = Strongly Agree;  = 0.69). Two items asked respondents to rate 
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how well they were coping with professional and personal challenges related to COVID-19 (1 = 

Not at all to 6 = Extremely;  = 0.79). A final question asked, “How worried are you about your 

students right now related to the COVID-19 pandemic?” (1 = Not at all to 6 = Extremely). 

Again, for each general area, sum scores were created using all available items. 

Demographics. The survey also captured select educator and school demographic 

information regarding the type of school where they were employed and their role (see Table 1).  

Analyses 

To estimate the relationship between our three focal predictors of interest (teacher vs. 

administrator, elementary vs. secondary school, and public vs. private school) and each outcome 

domain, we conducted a series of regression analyses. Regarding the negative impacts of 

COVID-19 domain, three linear regression models were fit separately for the three sum scores; 

each sum score was standardized such that estimates were interpreted as Cohen’s d values. 

Regarding the challenges faced domain, three logistic regression models were fit separately for 

the three binary items; log-coefficients were then exponentiated so they could be interpreted as 

odds ratios (ORs), where ORs greater than 1.00 indicate increased odds for a particular group in 

comparison to another, while ORs less than 1.00 indicate decreased odds (Hosmer & Lameshow, 

2000). Regarding the stress, coping, and worry domain, three linear regression models were fit 

separately for the three sum scores; each sum score was standardized such that estimates were 

interpreted as Cohen’s d values. For each model, we included a set of five covariates. 

Specifically, two categorical geographic variables were included as covariates: locale (i.e., rural, 

small town, urban, suburban), as evidence suggested that responses to the pandemic varied by 

this indicator (Hamilton et al., 2020), and region (i.e., Northeast, Midwest, South, West), as the 

pandemic differently impacted regions of the country, particularly at its onset in spring 2020 
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(Udalova, 2021). We also controlled for gender (0 = female, 1 = male) race (0 = non-White, 1 = 

White).  

Missing data was extremely minimal, with only three (0.5%) respondents missing on any 

item. Little’s (1988) multivariate test of missing completely at random (MCAR; Rubin, 1976) 

indicated that the data did meet the assumptions of MCAR (𝜒2(45) = 53.2, p = 0.188). As a result, 

listwise deletion was used to remove these three cases from the analyses. All analyses were 

conducted using Stata software (14.2; StataCorp, 2015).  

Results 

 Descriptive data in the form of percent of respondents indicating the negative effects of 

COVID-19 for each domain are reported in Tables 2, 3, and 4. Each table contrasts educators’ 

responses by position (teacher vs. administrator), school level (elementary vs. secondary), and 

school setting (public vs. private). Table 2 reports educators’ perceptions of the negative impacts 

of the COVID-19 pandemic on their personal life, professional life, and students’ lives. For 

example, data in Table 2 indicate that 62.7% of teachers in public elementary schools reported 

that COVID-19 had a negative impact on students’ academic learning, whereas only 10% of 

administrators in private secondary schools reported such negative impacts. Similarly, Table 3 

reports educators’ perceptions of their top three challenges faced across those same impact areas. 

Finally, Table 4 reports educators’ perceptions of stress due to COVID-19. As anticipated, 

inspection of the overall trends across the responses in Tables 2-4 suggested a relatively high 

level of concern about the perceived negative impacts of the pandemic on multiple aspects of 

their personal and professionally lives. Similarly, they also displayed a relatively high level of 

concern regarding the social and behavioral wellbeing and academic performance of their 
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students. However, the regression analyses provided evidence that some of those perceptions 

varied as a function of the key covariates of role, school type, and school level.  

Overall Pattern of Responses 

Taken together, the findings suggested a relatively high level of stress and concern about 

the pandemic’s impacts on educators and students among respondents, regardless of the role. For 

example, when compared to prior years, 50.0% to 71.4% of respondents indicated that they were 

more stressed by teaching since the beginning of the COVID-19 pandemic in March 2020 (see 

Table 4). Similarly, 55.6% to 80.0% of respondents indicated that their students were also more 

stressed that school year due to COVID, compared to the prior year. There also seemed to be a 

recognition (57.9% to 90.0%) that students’ well-being during COVID varied as a function of 

their home environment. The most frequently identified top challenges (i.e., top three) were in 

relation to their students’ academic learning, their own job/work related stress, their students’ 

social-emotional well-being and development, as well as their own mental health; in fact, the 

respondents were generally more concerned about their own mental health than their physical 

health (details in Table 3). The vast majority of respondents reported that they were struggling 

professionally (60.3% to 100.0%) as well as personally (67.2% to 90.0%) due to the pandemic 

(Table 4). Furthermore, relatively few respondents (4.5% to 21.4%) thought that things had 

improved since the onset of the pandemic (see Table 2). Despite a relatively high level of 

concern expressed by all respondents, there were some significant differences by role and school 

context. In the sections that follow, we summarize the regression results regarding our primary 

study questions related to variations by educator roles.   

Perceived Negative Impacts of the COVID-19 Pandemic 
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Table 5 reports results for the regression models predicting items in the negative impacts 

domain. The analyses indicated that teachers and administrators did not differ in their ratings of 

the negative impacts of COVID-19 with regard to their personal life, professional life, or 

students’ lives. However, educators in elementary schools had significantly larger negative 

effects on their professional life than those in secondary schools (d = 0.17, p = .048). 

Additionally, those in public schools perceived significantly larger negative effects in their 

students’ lives than those in private schools (d = 0.27, p = .026).   

Challenges Faced  

Results regarding educators’ top challenges are presented in Table 5. Results 

demonstrated that teachers were significantly less likely to perceive their students’ lives as being 

the top challenge than administrators (OR = 0.63, p = .038). Regarding personal life and 

professional life as being rated the greatest challenge due to the pandemic, there were no 

differences among teachers and administrators, elementary and secondary schools, and public 

and private schools. 

Stress, Coping, and Worry 

Results regarding teachers’ stress, coping, and worry are presented in Table 5. Results 

indicated there were no differences among the three focal predictors of interest in relation to 

stress in personal and professional life. However, there were significant differences in worries 

regarding students’ lives: teachers were significantly less worried about students’ lives than 

administrators (d = -0.24, p = .023). Additionally, educators in elementary schools were 

significantly more worried about students’ lives than those in secondary schools (d = 0.24, p = 

.005). 

Discussion 



18 

 The current study sought to address many gaps in our understanding of the impact of the 

pandemic on educators and students with regard to their work/school related performance, as 

well as their personal adjustment. These issues were of particular concern following the rapid 

shift to remote learning as a consequence of the COVID-19 pandemic, which is why we focused 

on this particular window of time. In the sections that follow, we first consider general patterns 

of response across all participant types, then consider in greater detail variation in perceptions by 

participant roles.  

Differences by Educators’ Role and Context  

The regression analyses did identify several significant differences in experiences by 

school level, teacher vs. administrator, and by public vs. private. As posited by the Job-Demands 

Resources model (Bakker & Demerouti, 2007), we posit that such effects likely reflect the 

differential demands and resources provided by these different roles and contexts.  

Elementary vs. Secondary Educators. Elementary educators generally tended to 

experience more negative impacts as a result of COVID-19 than secondary educators with regard 

to their professional lives (i.e., relationships with students and students’ academic learning). 

Elementary educators also reported greater teaching-related stress and worry about students’ 

lives than secondary educators. These results are consistent with previous research demonstrating 

that elementary educators experience greater levels of stress than secondary educators (Antoniou 

et al., 2013) due to the unique demands and resources experienced in this role (Bakker & 

Demerouti, 2007), demands which may have been exacerbated by the pandemic. For example, 

prior research has documented that teacher-student relationships are strongest in elementary 

school, but decline as students matriculate into secondary school (Hajovsky et al., 2017). Thus, it 

is likely that elementary teachers generally feel more connection with and responsibility for their 
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students’ learning than secondary school teachers. Due to this developmentally-specific 

relational demand of teaching young students, the pandemic and rapid transition to online 

learning may have caused greater strain on their relationships and worry about students’ learning 

than secondary school teachers, where such demands and felt responsibilities are less salient.  

Further, elementary teachers may have also been concerned that their teaching skills and 

curriculum were more dependent upon in-person experiences, which did not translate as well to 

an online learning environment, as compared secondary educators. Indeed, recent research on 

contemporary responses to emergency situations in education has demonstrated a significant 

increase in the use of technology. Many of these technologies are complex, novel to the 

educational sphere (i.e., irrelevant to in-person instruction), and the uptake of which can require 

a steep learning curve for students and teachers (Crompton et al., 2021). It is possible that 

elementary educators were more concerned about their students’ developmental capacity to 

engage through an online platform, as compared to secondary students, who may have greater 

fluency and experience with online platforms and could work better independently. In addition, 

secondary teachers may have had greater existing resources related to the use of technology than 

elementary teachers, as these methods of teaching are more developmentally-relevant to teaching 

older students.  Elementary educators in the present study indicated more perceived negative 

impact on their professional life and worried more about students than secondary educators, 

likely the result of the unique combination of job demands specific to teaching elementary 

students, and resources provided by previous experience teaching secondary students (Bakker & 

Demerouti, 2007).   

Public vs. Private School Educators. Another finding in this study was that educators in 

public schools reported more perceived negative effects in their students’ lives than those in 



20 

private schools. These effects may stem from differential resources afforded in these 

populations: public school families are less likely to have financial and personal resources or 

time available to support remote learning (National Center for Education Statistics, 2016, Table 

206.30). These results suggest that, relative to private school educators, those in public school 

may have had more trouble connecting with students virtually and more concern about their 

students’ academic learning, social-emotional well-being, and family life while attempting to 

learn from home. In addition, private institutions themselves have more financial resources to 

invest in student learning and development than public schools. The fall 2020 increase in private 

school enrollment (Musaddiq et al., 2021; Scafidi et al., 2021) may reflect the parents’ 

recognition that private schools have more resources than public schools to invest in the 

development of their students.  

Teachers vs. Administrators. Finally, although there were relatively few differences in 

the negative impacts reported by teachers and administrators, they did differ on their perceptions 

of the biggest challenges. For example, teachers were more likely than administrators to report 

that concerns about their students’ lives was a top challenge. Perhaps the limited contact with 

students during this time amplified administrators’ concerns, whereas teachers’ connections, 

albeit in a more limited fashion, reduced their worry. In addition, administrators may be more 

worried about student-level outcomes because initiatives to address these broader systemic issues 

generally fall under their jurisdiction and authority (Mahfouz, 2020). In this way, administrators’ 

concern about students may stem from demands from upper administration to be accountable for 

student performance.   

Limitations 
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 The data were collected using the Qualtrics panel service; although this approach has 

been shown to generate valid and reliable data (Walter et al., 2019), it is a relatively novel 

methodology which is being used with increasing frequency in education research (for other 

recent education examples, see Schatz et al., 2021; Troia & Gram, 2016; Walden et al., 2021). It 

was uniquely suited for this type of time-sensitive study, which required a quick window for data 

collection and a large national reach. Due to other pandemic related constraints on recruitment, 

we could not identify another methodology that would allow for such a large, robust, and diverse 

sample of educators to address these timely research questions. 

We relied on self-report data from a single time point at the end of the first spring 

semester, following the initial onset of the pandemic. Because the data are cross-sectional, no 

inferences of causality can be made. In addition, the acute stress at this point in the pandemic 

may have biased some responding. Further, although this study provides a snapshot of educators’ 

experience at this point, perceptions may change over time. We are uncertain whether these 

findings generalize to later phases of the pandemic, such as in fall 2020 when teachers returned 

to school and had more time to prepare for remote learning or in spring 2021 as restrictions may 

have laxed with the release of vaccines. Longitudinal research will help to understand educators’ 

experiences across the pandemic. The generalizability of these findings to other stressful 

experiences or natural disasters (e.g., hurricanes, floods, etc.) is unknown. Although these 

findings provide insight on educators’ concerns, we have no data on how these concerns may 

translate to behaviors or actions in response to these challenges. It will be important to 

investigate how teachers and administrators coped with these concerns, what supports were most 

helpful to them, and whether their efforts were successful in meeting students’ needs upon return 
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to in-person instruction. Data from students would further inform our understanding of the 

impacts of the pandemic on educational experiences.  

This study focused primarily on the perceived impacts of COVID-19 on educators’ 

personal and professional lives. Data regarding the direct impact of COVID-19 on educators 

(e.g., whether they contracted the virus, lost family members due to the pandemic) were not 

collected and thus could not be controlled for in analyses; however, these unmeasured factors 

likely impacted their level of stress or pattern of responding. Several geographic characteristics 

were included as control variables, and results were robust over and above any geographic 

effects, which were generally not significant. We did not sample teachers and administrators 

from the same schools; as such, within school comparisons are not possible and should not be 

inferred. We also analyzed data on all administrator roles jointly, as we lacked a sufficient 

sample of individual roles to analyze them separately with confidence; however, there may be 

some differences based on these roles.  

Finally, at the time when we fielded the survey in 2020, we were unable to locate any 

published studies or measures of the impact of pandemics on educators’ perceptions of negative 

impacts in their personal lives, professional lives, and students’ lives, major challenges, and 

stress across various domains. As such, we were limited to the available measures of other types 

of stressors educators face, and thus drew upon literature of occupational health and stress (e.g., 

Bakker & Demerouti, 2007; Van Horn et al., 2005) and the expertise of our team in adapting 

measures for use in this study. Moreover, we were particularly interested in educators’ responses 

to the pandemic specifically, rather than a focus more generally on stress and coping. We 

recognize the limitations of developing new measures, however, given the unprecedented 
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circumstances of the pandemic, we had a limited range of options and limited timeframe to 

develop and validate the measure.  

Implications for School Psychologists 

When the pandemic began in spring of 2020, educators operated with limited guidance 

given the unprecedented situation, as approximately one quarter of educators reported no training 

in online instruction (Kohler et al., 2022; Hamilton et al., 2020). In the summer of 2020, largely 

following the end of the spring 2020 semester, professional organizations and federal agencies 

released multiple reports, many of which aimed to provide guidance to educators for the 

reopening of school in the fall of 2020. While some of these reports focused on recommended 

safety practices for in-person learning (National Academies of Sciences, Engineering, and 

Medicine, 2020; CDC, 2020), others provided guidance for online learning (e.g., Ferdig et al., 

2020; USC Rossier School of Education, 2020) and meeting students’ social-emotional needs 

(CASEL, 2020). Many of these reports are potentially useful for practitioners and educators and 

highlighted the stress and burden on educators as a factor to consider (e.g., CASEL, 2020), but 

there was limited empirical data upon which to base recommendations and guide practice. Thus, 

many were based on best practice recommendations and expert advice rather than informed by 

empirical data of teachers’ challenges during this period. Moreover, many educators were 

focused on managing the logistics of deploying technology (Baker et al., 2021), so the emotional 

stress on teachers and administrators was often overlooked or considered secondary. Few 

supports were available to address these and other workforce-related concerns experienced by 

educators.  

Although schools have reopened, there continue to be persistent fears of additional 

mutations and related upsurges in the number of cases locally, nationally, and globally. As these 
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concerns loom heavy for many educators and school leaders, there is a need to better support 

educators and address their personal well-being and occupational health. To help prepare 

educators to manage the negative impact, challenges, and stress of pandemic-related remote 

learning shifts, this paper aimed to understand the areas in which educators are struggling most. 

Taken together, the current findings suggested a somewhat universal experience of stress, worry, 

and concern across all educator groups. The findings of the current study provide strong and 

compelling evidence of personal and professional distress educators were experiencing, likely 

stemming from the additional job demands and limited resources available to educators during 

the pandemic. Promoting personal well-being and occupational health are topics should not go 

unaddressed in future professional development efforts, and promising evidence shows that 

intervention programs for teachers can have positive effects (e.g., Braun et al., 2019; Jennings, 

2015; Jennings & Greenberg, 2009). Aligned with the Job-Demands Resources model, 

interventions may aim to bolster educators’ resources or reduce demands (Bakker & Demerouti, 

2007). On the former, there is growing evidence of the positive effects of mindfulness-based 

interventions for educators (Lomas et al., 2017; Jennings, 2015), which aim to bolster teachers’ 

personal resources by teaching them skills to help cope with the stressors of profession. Schools 

may want to consider employing such evidence-based wellness programs or providing other 

school-level resources (e.g., in-service technology workshops, etc.) as they recover from the 

pandemic. Alternatively, schools may also consider structural changes by reflecting on the 

systems that exist that place demands on educators, and whether these systems could be shifted 

to lessen such demands (e.g., removing teachers from superfluous roles or activities, relaxing 

lesson plan requirements, etc.). This study is particularly timely given recent reports highlighting 

the increasing rates of mental, behavioral, and academic/work-related concerns and problems 
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both educators and students have been experiencing since the start of the pandemic (Hamilton & 

Gross, 2021; Hopeful Futures Campaign, February, 2022; Leeb et al., 2020). 

More specifically, there did appear to be some subgroups of educators who experienced 

more distress and concern than others which may help school psychologists and others plan 

supports for these more vulnerable groups. For example, with regard to elementary and 

secondary school educators, our results indicate that elementary educators experienced greater 

concerns about their professional life than secondary educators. In the event of another pandemic 

or shift to remote learning, elementary educators may specifically benefit from opportunities to 

bolster their skills in the use of technology, as we expect that a lack of familiarity with 

technology was likely at the root of some of these findings. In this way, technology fluency may 

act as a resource that teachers could draw upon to meet the demands caused by the pandemic. 

Further, as elementary educators were more worried about students than secondary educators, 

school psychologists could also provide training in how teachers of young children can continue 

to support students in virtual format and/or times of crisis, whereas such training may not be as 

necessary for secondary educators. Finally, with regard to public and private school educators, 

results showed that educators in private schools reported fewer negative effects of the pandemic 

on their students’ lives than public school educators, likely due to the differences in resources 

available to the students, teachers, and parents across the two school types. These findings 

highlight the structural inequality and resource gaps that persist in education and suggest that 

income-related education gaps could persist after the pandemic ends. With reference to 

interventions, these findings are particularly relevant to school psychologists situated in public 

school settings, as they indicate that students in these schools may be struggling, and that 

teachers in these settings may benefit from training in creative ways to support their students. 
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From a workforce perspective, these results highlight potential points of intervention to support 

teachers and administrators, elementary and secondary educators, and educators in public 

schools in times of crisis.  

Conclusion 

The findings of this study add to a growing body of research detailing the negative 

impacts of the pandemic in education (e.g., Baker et al., 2021; Chan et al., 2021; Herman et al., 

2021; Yang, 2021). Yet, it is among the first to investigate educators’ perceptions of the 

pandemic’s impact for a wide range of student and educator outcomes across their personal and 

school lives and whether educators’ perceptions of these outcomes differed by role or setting. 

The results provide important insights which may inform future responses to such events and 

shed light on the types of supports specific educators may need as they transition back to in-

person learning. The large-scale national reach of the survey and the nimbleness of the Qualtrics 

panel approach helped us to field a survey with considerable utility, provided a unique 

opportunity to gain these insights, and also enabled us to examine areas of divergence and 

convergence in perspectives among teachers vs. administrators in elementary vs. secondary, as 

well as public vs. private schools. 
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Table 1 

Sample Demographics 

  N % 

Profession   

 Teacher 481 79.1 

 Administrator 127 20.9 

School-level   

 Elementary 354 45.6 

 Secondary 423 54.4 

School-type   

 Public 676 85.8 

 Private 112 14.2 

Locale   

 Rural 102 12.9 

 Small town 87 11.0 

 Suburban 415 52.7 

 Urban 184 23.4 

Region   

 Northeast 161 20.4 

 South 292 37.0 

 Midwest 185 23.5 

 West 150 19.0 

Note: Years in education (M = 16.8, SD = 10.0) 

and years at current school (M = 10.4, SD = 8.5) 

were also collected.  
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Table 2 

Perceptions of Negative Impact of COVID-19, Percentage of Teachers and Administrators by School Type 

 Teachers % Administrators % 

 Elementary Secondary Elementary Secondary 

Item Public Private Public Private Public Private Public Private 

Personal Life         

Your social relationships 33.0 40.0 20.1 22.7 26.7 50.0 46.6 10.0 

Your family life 20.6 26.7 13.1 18.2 17.8 28.6 27.6 20.0 

Your physical health 17.7 11.1 12.1 9.1 13.3 14.3 27.6 30.0 

Your mental health 29.7 20.0 23.1 13.6 31.1 42.9 24.1 20.0 

Professional Life         

Your job/work related stress 41.6 33.3 34.7 31.8 44.4 35.7 37.9 10.0 

Your relationships with your 

students 
51.2 33.3 38.7 36.4 51.1 35.7 43.1 20.0 

Your relationships with your 

colleagues and administrators 
30.6 24.4 21.6 9.1 24.4 7.1 32.8 20.0 

Your school’s climate 37.3 31.1 36.2 27.3 33.3 35.7 43.1 10.0 

Students’ Lives         

Your students’ academic learning 62.7 35.6 53.8 31.8 64.4 14.3 56.9 10.0 

Your students’ classroom behavior 28.2 24.4 26.6 13.6 20.0 21.4 19.0 10.0 

Your students’ social-emotional  

well-being/development 
47.8 46.7 44.7 31.8 62.2 28.6 50.0 10.0 

Your students’ family life 35.4 31.1 36.2 18.2 44.4 35.7 51.7 10.0 

How, if at all, are these areas 

improving since the beginning of the 

COVID-19 crisis in March 2020? 

11.5 4.4 12.1 4.5 17.8 21.4 19.0 20.0 

Note: All items on the Negative Impacts domain were originally rated on a 6-point Likert scale from 1 = Not at all to 6 = Extremely. 

All items were recoded such that original values of 5 and 6 were scored as 1, while values of 1 through 4 were scored as 0. Thus, 

values in the table represent the percentage indicating impact as 5 = A lot or 6 = Extremely.     



38 

Table 3 

Perceptions of Top Challenges due to COVID-19, Percentage of Teachers and Administrators by School Type 

 Teachers % Administrators % 

 Elementary Secondary Elementary Secondary 

Item Public Private Public Private Public Private Public Private 

Personal Life         

Your social relationships  22.0 46.7 22.6 22.7 22.2 35.7 36.2 20.0 

Your family life 17.2 22.2 13.1 27.3 11.1 14.3 22.4 10.0 

Your physical health  23.0 15.6 15.6 18.2 11.1 28.6 31.0 40.0 

Your mental health  41.6 35.6 44.2 31.8 28.9 57.1 31.0 30.0 

Professional Life         

Your job/work related stress 43.1 51.1 45.7 50.0 53.3 50.0 37.9 60.0 

Your relationship with your 

students 
33.0 24.4 37.2 27.3 13.3 7.1 22.4 10.0 

Your relationships with colleagues 

and administrators 
6.2 6.7 7.5 13.6 4.4 7.1 17.2 10.0 

Students’ Lives         

Your students’ academic learning 58.9 42.2 58.8 63.6 64.4 35.7 50.0 40.0 

Your students’ classroom behavior 5.7 8.9 8.0 4.5 2.2 14.3 1.7 10.0 

Your students’ social-emotional/ 

well-being development 
34.0 28.9 30.2 22.7 55.6 35.7 32.8 50.0 

Your students’ family life 11.0 11.1 10.1 9.1 17.8 0.0 8.6 10.0 

Your school’s climate 3.8 6.7 7.0 9.1 15.6 14.3 8.6 10.0 

Note: All items on the Challenges Faced domain that were originally ranked as top-3 challenge (i.e., the respondent ranked as either 1, 

2, or 3) were recoded as 1, while unranked responses (i.e., item is not a top-3 challenge) were recoded as 0. Thus, values in the table 

represent the percentage indicating it was a top-3 challenge. 
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 Table 4 

 Perceptions of Stress, Coping and Worry related to COVID-19, Percentage of Teachers and Administrators by School Type 

  Teachers % Administrators % 

  Elementary Secondary Elementary Secondary 

Item Public Private Public Private Public Private Public Private 

Personal Life 

 Compared to prior years, I’m more stressed by 

teaching since the beginning of the COVID-19 

crisis in March 2020. 

67.9 64.4 53.3 50.0 60.0 71.4 70.7 70.0 

 Compared to prior years, my students are more 

stressed since 2020. 
64.1 55.6 63.3 59.1 68.9 71.4 62.1 80.0 

 My students’ stress varies due to their home 

environment since March 2020. 
71.8 57.8 70.4 68.2 91.1 71.4 75.9 90.0 

Professional Life 

 I am struggling to cope with professional 

challenges related to the COVID-19 pandemic. 
77.5 77.8 69.8 77.3 73.3 71.4 60.3 100.0 

 I am struggling to cope with personal 

challenges related to the COVID-19 pandemic. 
71.8 75.6 66.3 72.7 71.1 85.7 67.2 90.0 

Students’ Lives 

 I am worried about my students right now 

related to the COVID-19 pandemic.  
43.5 33.3 38.2 31.8 66.7 42.9 44.8 20.0 

Note: All items were originally rated on either a 6-point Likert scale ranging from 1 = Disagree strongly to 6 = Strongly agree or a 6-

point Likert scale ranging from 1 = Not at all to 6 = Extremely and were recoded such that values of 5 and 6 were scored as 1, while 

values of 1 through 4 were scored as 0. Items in the Coping domain were reverse coded to reflect problems or a struggle with coping. 

Thus, values in the table represent the percentage of respondents who expressed concern about stress, coping, and worry across 

various domains.   

 

 



40 

 

Table 5  

Contrasts across Respondent Types 

Teacher and Administrator Perceptions of Negative Impact of COVID-19 

 Teacher  

(vs. Administrator) 

Elementary School 

(vs. Secondary) 

Public School  

(vs. Private) 

Item Area d  SE d  SE d  SE 

Personal Life -0.157 0.011 0.147 0.087 -0.026 0.117 

Professional Life -0.027 0.106 0.174* 0.088 0.196 0.118 

Students’ Lives  -0.045 0.107 0.113 0.088 0.265* 0.119 

 

Teacher and Administrator Perceptions of Top Challenges due to COVID-19 

 Teacher  

(vs. Administrator) 

Elementary School  

(vs. Secondary) 

Public School  

(vs. Private) 

Item Area OR 95% CI OR 95% CI OR 95% CI 

Personal Life 1.286 [0.833, 1.985] 0.919 [0.644, 1.311] 0.669 [0.418, 1.071] 

Professional Life 1.254 [0.770, 2.042] 0.885 [0.597, 1.311] 0.992 [0.584, 1.683] 

Students’ Lives  0.627* [0.404, 0.974] 1.231 [0.841, 1.803] 1.656 [0.957, 2.866] 

 

Teacher and Administrator Perceptions of Stress due to COVID-19 

 Teacher  

(vs. Administrator) 

Elementary School  

(vs. Secondary) 

Public School  

(vs. Private) 

Item Area d SE d  SE d  SE 

Personal Life -0.148 0.106 0.044 0.088 0.192 0.117 

Professional Life -0.041 0.106 -0.024 0.783 0.161 0.174 

Student’s Lives -0.238* 0.105 0.244** 0.087 0.223 0.116 

Note: *p < .05, **p < .01, ***p < .001. d = Cohen’s d. Other covariates included in the model were locale (i.e., rural, small town, 

suburban, urban), region (i.e., Northeast, Midwest, South, West), gender (i.e., male female), and race (i.e., White and non-White). 

 


