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Discovering Differential Impacts of the COVID-19 Pandemic on the Education Workforce  
 

This study responds to a need to identify and describe the impacts of the COVID-19 
pandemic on the education workforce.  This focus is necessary for two reasons: (1) The 
education workforce is a social determinant of schools’ organizational features and 
performances; and (2) Students’ needs and their parents’ priorities have overshadowed 
workforce needs, challenges, and priorities, both in the media and in exploratory research on 
the pandemic’s impacts.    

In this chapter, we present findings derived from a study focused on the education 
workforce during the pandemic.  Alongside interest in educators’ professional roles, 
responsibilities, and perceived challenges, our study focused on their life-work relations and 
perceived well-being, especially educators’ expressed concerns about their own and their 
families’ health and safety.   

An interdisciplinary body of research suggests that it is timely and important to learn 
more about educators’ occupational stress and job satisfaction during disruptive events or even 
crises.  Occupational stress may take two forms: (1) it can be hazardous (distress) and (2) 
beneficial (eustress). Framed by occupational stress theory and research, educators’ secondary 
traumatic stress (STS) is a special priority (Authors, 2019).  STS arises from interactions with 
traumatized students, parents, and other school personnel and, like COVID-19, it can be 
contagious. 

All forms of stress impact educators’ job satisfaction.  Job satisfaction, particularly under 
conditions of rapid, dramatic change, influences educator performance, retention, and turnover 
(Holme et al. 2017; Rangel 2018).  In all such cases, school, district, and community contexts 
matter. In other words, challenging contextual issues are connected to lower job satisfaction, 
which is linked to higher turnover.   

Questions are implicated from these rapidly changing contexts and stressors. What 
effects have COVID-19 related stressors had on the workforce and how have their impacts 
differed by community context? What can we learn about contextual influences—
commonalties, similarities, and differences?  How do these contextual influences impact 
students and overall school operations and outcomes? When complicated, connected problems 
must be addressed, systems frameworks are recommended (e.g., Stroh 2015).   

Guided by systems theory, the current study explores the effects of the COVID-19 
pandemic on the education workforce, extending to their host schools-as-organizations.  It 
builds on a growing body of research that describes and explains how student outcomes and 
overall school performance can be linked to consequential relationships among workforce 
characteristics, school organization, and host community features. Issues of educational equity, 
health equity, and their relations are implicated throughout. 

Background and Related Literature 

The events associated with the COVID-19 pandemic have provided important reminders 
about the nation’s schools.  While their academic missions are of paramount importance, 
schools are custodial institutions charged with acting in loco parentis (U.S. Education Law 2021).  
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Freely translated, schools provide childcare alongside their academic functions.  Parents with 
jobs, particularly single mothers, fundamentally depend on schools for this childcare support 
(Bernstein et al. 2020).  

Many teachers and other school employees are also parents.  Like others, they depend 
on schools for childcare while they serve other people’s children.  When the pandemic forced 
school closures and required a transition to remote teaching and learning technologies, 
educators-as-parents confronted predictable stressors—work-related, home-related, and some 
involving both.  As the pandemic persisted, educators also may have experienced uneven and 
unpredictable transitions back to “normal schooling” as stressful—on the job, at home, and in 
their relations.  Even with vaccinations and health-related precautionary measures in schools, 
educators, especially teachers, confronted health risks in their interactions with children and 
their workplace colleagues.    

Meanwhile, justifiable concerns grew about pediatric health and well-being, particularly 
the mental health challenges caused by the pandemic.  While parents, children, and family 
systems are remarkably resilient, multiple stressors accompanying the pandemic provide just 
cause for concern about adverse childhood experiences (ACEs), including short-term 
manifestations and longer-term effects.  Early research points to the pandemic’s effect on the 
growing incidences and prevalence of trauma-inducing ACEs as children engaged in remote 
learning (e.g., self-harm); it is probable that educators will witness growing numbers of 
untreated victims, including many with mental health challenges and with disproportionate 
effects in higher-poverty communities and communities of color for years to come (FAIR Health 
Inc. 2021; Fox et al. 2021; Kuhfeld et al. 2020).   

Alongside needs for mental health services for students, important questions loom 
regarding educators’ readiness, particularly teachers’ readiness, to address student mental 
health needs without experiencing the occupational harm known as secondary traumatic stress 
(STS).  Significantly, STS may be contagious in workplaces and may spill over into educators’ 
homes (Authors, 2022).  Either way, work performances and job satisfaction will be impacted, 
and in some cases talented educators will opt to leave the profession—with sub-optimal 
impacts on schools and the young people they serve (Holme et al. 2017; Rangel 2018).   

A Social-Ecological Framework 
 Public health’s precedence for the use of social-ecological frameworks enhances 
research focused on the education workforce and host schools (e.g., Golden and Earp 2012). 
Social geography is a special priority for education-focused research (e.g., Holme and Rangel 
2012) because it offers a framing mechanism for the characteristics of people, organizations, 
and communities and offers a predictive framework for child and family well-being.  For 
example, postal codes can be predictors of school performance and characteristics, education 
workforce features, and salient community attributes (e.g., housing stress and food insecurity). 

Social ecological frameworks are amenable to systems frameworks.  When these two 
perspectives are joined, they call attention to place-based relations among student 
characteristics, workforce characteristics, salient features of schools-as-organizations, host 
community setting features, and overall performance.  Workforce quality, stability, and 
performances are a special priority—sometimes operationalized as “organizational social 
capital” (Holme and Rangel 2012).   
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All in all, strong organizational capital, fueled by a stable, competent, and healthy 
workforce, improves organizational learning and performance.  In contrast, school systems with 
high workforce turnover, comparatively lower professional and organizational commitments, 
and lower levels of interpersonal trust fueled by strong social networks consistently perform 
below standards (Authors 2015, 2020).  Unsurprisingly, the latter schools experience 
comparatively higher levels of student turnover, some of it predictable because of contextual 
poverty, social exclusion, and social isolation.  The COVID-19 pandemic may exacerbate these 
challenges and lead to others.  

This study promises to contribute to our understanding of the differential impacts of the 
pandemic with regard to educator work stress, job satisfaction, and turnover particularly in 
communities challenged by poverty.  

Methods 

This mixed method study sought to illuminate stress, job satisfaction, and performance 
disparities of educators working in schools serving different subpopulations of students (i.e., 
ethnically, linguistically, and socioeconomically) and in different types of communities (i.e., 
urban, suburban, rural) across New York State. The study sought to collect information from 
educators working in all grade levels and in both classrooms and pupil support positions (e.g., 
counselors, school psychologists, social workers), and with students requiring specialized 
instruction such as students with disabilities and English Language Learners.  

Analyses for this chapter focus specifically on the research question: To what extent do 
educators serving different percentages of economically-disadvantaged children indicate 
changes in job satisfaction since the beginning of the COVID-19 pandemic, and to what do they 
attribute their levels of stress and job satisfaction? 
 
Recruitment Processes and Sample Characteristics 

This study used a two-stage recruitment process that started in March 2021 with a 
statewide school leader association distributing an invitation to its membership to have their 
schools participate in the study. This recruitment effort was supplemented with invitations 
distributed by regional school leader organizations and through the research team’s 
professional networks.  

 The school leader invitation letter described the study as a brief anonymous survey that 
their teachers, teaching assistants, school psychologists, social workers, and counselors could 
complete in 5 to 10 minutes. After receiving school leader consent (and district level consent if 
required), the second stage of recruitment directed principals to forward a Qualtrics survey link 
to their staffs.  Potential educator participants were asked to complete the survey within two 
weeks after receipt of the link and the research staff provided multiple prompts to encourage 
optimal response rates. The survey collection was conducted between March and June of the 
2020-21 school year (approximately one year into pandemic-induced school closures in March 
2020).  
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By the end of June 2021, 904 educator responses had been received from 38 
participating schools with an overall educator response rate of 33.1%. Appendix A provides 
basic personal and professional characteristics of the educators who responded to the survey 
and demographic information about the schools that participated in the study. The responding 
educators were primarily female (83%), almost all white (94%), mostly classroom teachers 
(69%), tended to work with only elementary grade students (54%), and on average they had 14 
years of service in education.  During the spring of 2021, 68% were teaching in a mixed in-
person and remote format and 46% also had childcare responsibilities during the day. 

 The participating schools served a variety of grade-spans and ranged in size from 170 to 
1,525 students.  The rate of economically disadvantaged students in these schools was on 
average 37% and the percentage of non-white students averaged 20%. The schools were 
located in 15 counties and communities ranging from distant rural to small cities in upstate 
New York.  The counties in which these schools are located reached an average of 31% COVID 
positive rate during the 2020-21 year and were at an average 4% COVID positive rate in March 
2021 when surveying began. 

Data Analysis 

This analysis explored differences in educators’ recollection of how they perceived their 
job in March 2020 prior to the COVID-19 pandemic and a year later in 2021, and highlights 
differences by economic disadvantage of the student populations served by their schools.  New 
York State’s school report cards include the percentage of students classified as “economically 
disadvantaged,” which indicates that the student’s family receives some form of public 
assistance (NYSED 2021).  

The analysis suggested a curvilinear relationship between “percent economically 
disadvantaged” and the indicators of job satisfaction on the survey.  Hence, for ease of 
presentation for this chapter, a categorical version of this variable was developed that 
preserves the relative distribution of schools and educators in low, medium, and high 
economic-disadvantage categories with break points selected based on gaps in the distribution.  
Supplementary analyses exploring different cut points and numbers of groups produced similar 
results.  The three groups used for the analysis in this chapter are: lower = less than 25% of 
students identified as economically disadvantaged, middle = 25-43% of students identified as 
economically disadvantaged, and higher = greater than 43% of students identified as 
economically disadvantaged.  Figure 1 shows the classification rates of participating schools and 
educators. 

<INSERT FIGURE 1 NEAR HERE> 

This chapter focuses on variation in the impact of COVID-19 on educators’ likelihood of 
leaving their jobs drawing upon previously validated survey instruments and research on 
employee turnover (Bothma and Roodt 2013). Two survey questions (with five sub-questions) 
were used to capture factors related to how likely an educator is to leave their current job (see 
Appendix B for survey questions related to job satisfaction).  A key component of the “intent to 
leave” index is whether employees report “I consider leaving my job.”  However, two 
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employees giving the same response (e.g., “once a month”) may still differ in their likelihood of 
leaving due to differences in their feelings about their job.  Additional items used for this index 
capture educators’ intrinsic motivation to stay and extrinsic motivation to leave.  For the 
purposes of this study, we used the average response for a given year as an indicator of 
educators’ job dissatisfaction (Cronbach’s α = .742 and .797 for before March 2020 and in 
March-June 2021 respectively).  Higher values on this index indicate greater job dissatisfaction 
and likelihood educators will leave their jobs if provided opportunities to do so. 

In our survey, educators were first asked to recall the frequency of thoughts and feelings 
about their job prior to COVID-19 (i.e., about a year earlier in Spring 2020) and then at the 
moment of taking the survey (i.e., in spring 2021).  While responses to the first question are 
likely subject to recall errors, whether the frequency is over or under reported cannot be easily 
determined.  We expect, however, that these recall errors are most likely under-reports (i.e., 
telescoping) of the frequency of negative thoughts, especially because respondents were 
reflecting on a less stressful time prior to the pandemic (Clark et al. 2008).  For these analyses, 
we are most interested in relative differences in educators’ perceived stress. 

To adjust for the cluster sample design, standard errors generated for this analysis use 
clustering options to compute the variance-covariance matrix. This procedure takes into 
account that educators were not independently sampled, resulting in potential correlation of 
errors related to the school. For this reason, our analysis adjusted for clustering at the school 
level to capture heterogeneity across schools.1 

Educators’ responses to the open-ended survey question complement the quantitative 
analysis. The open-ended question asked: “Please provide any comments you would like to 
about stress, your job satisfaction, or your perceptions of the effects of the pandemic on your 
life and work as an educator.”  The open-ended survey responses were analyzed using 
computer-assisted qualitative data analysis software (NVivo 12). Coders used an inductive 
constant-comparison approach (each interpretation of data is compared with existing 
interpretations as they emerge) (Charmaz 2006) to develop a codebook that in the end 
included eight “parent codes” (academic progress; adaptations; collaboration; community; job 
satisfaction; leadership; social-emotional well-being; stress) and another 29 related child codes. 
The research team then used methods of code comparison across two focal schools (e.g., axial 
coding) (Saldaña 2021) and used recommended strategies to reduce credibility threats inherent 
in qualitative studies (see Miles, Huberman, and Saldaña 2014) including triangulation across 
data sources and interpretive memoing (i.e., reflecting on interpretations with intent to 
account for any over- or under-weighting of evidence).  

For this qualitative analysis, 31 open-ended responses from two elementary schools 
were examined.  School 6 was chosen as a focal school as it is a positive outlier (indicating 

 
1 We conducted the regressions in SPSS software using the CSGLM command (for General Linear Modeling) that 
implements a method providing results similar to Huber-White correction. We set a sample plan following the 
steps described on the IBM support website (IBM, 2020) where: i) each school is a cluster, and ii) a variable equal 
to one for each observation is used as weight. Our dependent variable is the job dissatisfaction index, and the 
independent variables are dummies for each economically disadvantage student group – low, middle, and high-we 
excluded the intercept in the regression. 
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significantly better stress and job satisfaction outcomes as measured in the survey) and in the 
middle economic disadvantage category. School 1 was chosen as a focal school as it is a 
negative outlier (indicating significantly more negative stress and job satisfaction outcomes as 
measured in the survey) and in the higher economic disadvantage group (see Table 1).  

<INSERT TABLE 1 NEAR HERE> 

Findings 

This analysis reports on the differences across schools in educators’ recollection of how 
they perceived their job in March 2020 prior to the COVID-19 pandemic and a year later in 
2021. In what follows we highlight differences by economic disadvantage in an effort to assess 
any disparities by student population served. Next, we discuss the two themes related to stress 
and job satisfaction which were evident in the open-ended survey responses. 

Differences in Educators’ Perceptions of Job Satisfaction  

Prior to COVID-19, educators’ feelings about their jobs appear to have been similar 
across the three economic disadvantage categories. The top panel of Figure 2 shows that 
educators’ responses indicated that they recalled considering leaving their job the equivalent of 
“every couple of months” (i.e., a mean response for the entire sample of just under 2.0) prior to 
March 2020.  A comparison of mean responses across the school categories suggests a slight 
(i.e., 1.90, 1.97, 1.99 respectively) but not statistically significant trend of greater job 
dissatisfaction in schools serving greater percentages of economically disadvantaged children 
prior to the pandemic.  These results suggest that, as they reflected back to before COVID-19, 
these educators tended to recall similar positive feelings about their jobs regardless of the 
percentage of economically disadvantaged children in their school.     

<INSERT FIGURE 2 NEAR HERE> 

In contrast, educators’ feelings about their jobs one year or more into the COVID-19 
pandemic appeared to be less positive.  The middle panel of Figure 2 indicates that, in the 
spring of 2021, educators tended to consider leaving their job the equivalent of “once a month” 
(i.e., a mean response for the entire sample of close to 3.0).  This approximately one-level 
difference in job dissatisfaction from what they recalled feeling prior to the pandemic was 
statistically significant (p < .000) (see the bottom panel of Figure 2).  These results suggest that 
regardless of school context, educators’ reported thinking more frequently about leaving their 
jobs than they recalled doing so a year before.  

However, these experiences were not the same for all educators. Instead, differences in 
job dissatisfaction varied by the level of economic disadvantage in their host schools.  In other 
words, school and community contexts mattered in relation to job satisfaction. Educators in 
schools falling in the middle economic disadvantage category had the lowest mean job 
dissatisfaction in the spring of 2021 and on average the least difference from their recollection 
of prior to the pandemic (March 2020) (i.e., 2.68 and .71 respectively).  In contrast, educators in 
schools falling in the higher economic disadvantage category had the highest mean job 
dissatisfaction in the spring of 2021 and the greatest difference from their recollection of prior 
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to the pandemic (March 2020) (i.e., 3.12 and 1.13 respectively).  These differences between the 
educators’ responses in schools falling in the middle and higher economic disadvantage 
categories were statistically significant (p < .01).  The mean responses from the educators in 
schools falling in the lower economic disadvantage category fell between the middle and higher 
category schools and were not statistically significantly different from the middle and higher 
category schools.   

Because dissatisfaction is a strong indicator of the likelihood of leaving a job (Bothma 
and Roodt 2013, Holme et al., 2017, Rangel 2018), these results suggest that educator turnover 
in schools serving more economically disadvantaged children may be higher than for other 
schools in the future.  

Educators’ Perspectives on Stress and Job Satisfaction 

The next set of analyses draw upon the open-ended survey responses. Two themes 
related to stress and job satisfaction were evident in this component of the survey: emotional 
and/or physical exhaustion and emotional connection and support.  

Educators at both focal schools reported additional stress and challenges throughout 
the pandemic. Despite being a positive outlier based on the scaled item survey responses, 
School 6 educators described feeling “exhausted” due to pandemic-induced changes in both 
their work and home lives as they transitioned to remote teaching. One School 6 teacher 
explained that she had to work harder to engage students in learning: “I have found that I need 
to do even more than usual to keep my children engaged. It’s exhausting...but I do it because I 
know that for now, these safety precautions are necessary.”  A School 6 colleague described 
similar challenges connecting with students, albeit framing them positively as a learning 
opportunity for educators: “If we can learn from this pandemic, we should learn that reaching 
kids matters... No matter what the reach is, virtual, small classrooms, giving them wi-fi...we 
need to reach. Kids need relationships with teachers, and we need relationships with students in 
order to be effective!”  

Like their counterparts in School 6, educators at School 1 described stress related to 
challenges engaging with students while being socially distanced. School 1 educators, however, 
were almost universally negative about their experiences teaching during the pandemic. One 
educator described interactions with their students around wearing masks: “It has been very 
difficult to work closely with small children.  While they are eating, they remove their mask, 
have difficultly putting it back on, and often forget”.  Another educator’s description of the 
pandemic’s impacts reflected a common refrain: “It's been exhausting and unhealthy most days 
mentally and physically.” 

Leadership and community relationship (related to the emotional connection and 
support theme) contrasts during the pandemic were associated with workforce orientations 
and effects, both desirable and undesirable, and these contrasts extended to the host schools-
as-organizations. School 6, for instance, was characterized by comparatively better working 
relationships among leaders representing district office, the sample school workforce, and local 
community leaders.  While educators in School 6 reported occupational stress, its effects 
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apparently were buffered in part by perceived supports attributable to this school leader’s clear 
communications and uses of community resources.  As one teacher put it, “I feel fortunate that 
my building level supervisor and district level supervisors have been supportive and willing to 
listen to the concerns of their staff and make adjustments as appropriate.”  

In contrast, School 1 staff expressed wide-spread concern about insufficient supports in 
an environment of conflict and insecurity.  Reflecting these issues, open-ended responses from 
School 1 educators were dominated by criticisms that school leaders and community members 
did not support them, which increased risks to their physical safety, job security, and overall 
well-being during the pandemic. One educator, for example, described frustration arising from 
inconsistent messaging from the school leadership: “Teachers need help... we are suffering 
silently every day! .... admin says the right things... your mental health is important ... but their 
actions DO NOT speak to them.”   

Overall, School 6 educators tended to report a balance of positive and negative 
experiences that reflected relatively stable job dissatisfaction from the beginning of the 
pandemic through the spring of 2021, indicating a lower likelihood of educator turnover than 
other schools participating in this study. School 1 responses, in contrast, indicate generally 
higher levels of stress and job dissatisfaction predicting that this school is more likely to 
experience greater educator turnover than School 6. 

Limitations 

Several important limitations to this study must be mentioned. First, as discussed above, 
the survey asks respondents about their frequency of thoughts and feelings prior to the start of 
the pandemic, which was approximately a year before the study began. Hence, responses to 
this set of items were likely subject to an undetermined amount of recall bias.  However, given 
that there is little consensus on “optimal recall windows” in survey studies and the comparison 
time-point is fixed by the start of the pandemic, this recall window was appropriate to this 
study (Clark et. al 2008, p. 1284).  

In addition, though this research draws on survey data from 38 schools across New York 
State, generalizations of the findings to all educators should be made cautiously for several 
reasons.  First, the overall response rate of 33% is typical of anonymous surveys, although the 
rate varied from around 7% to over 80% between schools.  We have no way to gauge whether 
the likelihood of responding to the survey was related to educators’ feelings about their jobs 
but expect that the relationship would have varied by school.  Hence, our use of the cluster 
analysis procedure was to adjust for such school-related errors.   

Also, we note that only 25% of the participating schools served populations with more 
than 50% of students classified as economically disadvantaged and the highest rate was 73%.  If 
more higher poverty schools (i.e., with rates of 70% or more economically- disadvantaged 
students) had participated in this study, the weak correlation between pre-COVID job 
satisfaction and the rates of economic disadvantage might have been statistically significant as 
found in other studies (e.g., Holme et al. 2017).  Finally, the participants in this study were 
overwhelmingly White (97%), which is more homogeneous than the racial demography of New 
York’s teaching force statewide (of which 80% are White) and these educators worked in rural, 
suburban, and small city schools, not larger urban schools.  
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Additional research is needed to better understand the experiences of educators of 
color and those working in larger urban schools or those serving higher percentages of 
economically-disadvantaged students (e.g., Baker et al. 2020; Authors this volume). In addition, 
since the majority of respondents were elementary school educators and were experienced 
educators, more research on other educator populations is needed.  

 
Conclusions 

Prior to the COVID-19 pandemic, educators' attitudes about their jobs, especially their 
plans for their own job retention, tended to be similar across this sample of schools categorized 
by percentages of economically-disadvantaged students served.  However, the similar pre-
COVID-19 trends are in stark contrast with reported feelings a year or more into the pandemic. 
The research reported here lays a foundation for future research, leadership development, and 
organizational practice.   

 As we found in our analysis, the pandemic, with its multiple disruptions and sources of 
stress, apparently decreased educators’ satisfaction with their jobs, and this effect was 
especially evident in schools serving more economically-disadvantaged students like those in 
focal School 1.  After more than a year of pandemic-induced disruptions, educators in schools 
serving higher percentages of economically-disadvantaged students had the highest levels of 
dissatisfaction and workplace stress.  As has been described in other studies (Fox et al., 2021), 
economically-disadvantaged students faced challenges of educational inequities and health 
disparities prior to the pandemic, and it is likely that the pandemic exacerbated these 
challenges that, in turn, increased workforce stressors.  

Schools’ social ecologies, in relation to educators’ experiences of stress and job 
satisfaction, seem to matter as well.  School, district office, and community leaders are an 
important social determinant and can serve as critical buffers for stress-inducing elements of a 
crisis.  The student population also too matters.  Educators in schools that serve comparatively 
fewer economically-disadvantaged students reported less stress and comparatively higher job 
satisfaction.  The least "stressed" and least dissatisfied sample sub-group tended to be those 
serving the middle-range of economically disadvantaged children (24-41%) like those in focal 
School 6. 

Educators’ perceptions of organizational and community supports, alone and together, 
are potentially consequential to their occupational health and well-being, and career plans.  
Perceived supports during times of crisis should be a special priority for educational leaders, 
particularly when crises are sudden and shocking. Critical leadership skills that build trust 
through frequent, targeted, and timely communications within a culture of caring and support 
can potentially mitigate stress and increase job satisfaction of educators within their 
organization even during crises (Authors, in review; Weick and Sutcliff 2015).  

Emergent frameworks for crisis management have import for schools-as-organizations 
(e.g., Grissom and Condon 2021), especially those serving comparatively higher percentages of 
economically-disadvantaged students. This research contributes to our understandings of the 
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potential connections between work stress, job satisfaction, and educator turnover and the 
relationships of all three to contextual differences with regard to economic disadvantage. 

Additionally, the pandemic, and the study of its impacts, have highlighted important 
relationships between public health and education. These relationships remain under-
developed due to a potent combination of public policy silos, specialized professions, and 
separate research and development agendas. This situation is unfortunate because the health 
status of students, families, and educators is a social determinant of educational outcomes.  
Reciprocally, educational outcomes, manifested during adulthood as a potent combination of 
employment and socioeconomic status, are a social determinant of individual and family health 
(National Academies of Sciences, Engineering, and Medicine  2019).  Critical policy and research 
implications emerging from this study relate to how health disparities and education-related 
disparities are intertwined calling for research focused on their relationships and policies.  It 
promises guidance for education officials, health officials, and public policy leaders as they 
wrestle, alone and together, with the complicated challenges including student and educator 
health posed by the COVID-19 pandemic.    

Finally, with regard to practice implications: leaders in all types of schools and 
communities have derived practice exemplars and have lessons learned to offer colleagues 
across New York State and beyond.  Networked learning and improvement communities, 
perhaps facilitated by the State Education Department, Boards of Cooperative Educational 
Services, and higher education institutions, offer capacity-building opportunities for the future 
in service of early intervention and prevention of undesirable workforce impacts and outcomes 
as we emerge from the COVID-19 pandemic. These, as this study shows, require adaptations to 
the unique needs of youth and families in demographically different communities.  

Coda: Research Funding and Researcher Positionality Statement 

Our interdisciplinary research team included the staff of the research-practice 
partnership and university-school improvement hub called NYKids and other specialist scholars 
(all authors on this paper). NYKids is funded by the State of New York and housed in the 
University at Albany’s School of Education. NYKids is guided by the mission to inform, inspire, 
and improve schools in New York state through a combination of positive outlier studies, an 
interactive continually updated state-wide database of student performance measures, and 
direct support to school-based improvement teams in using research and continuous school 
improvement strategies. A central goal of NYKids’ work is to focus attention on equity gaps and 
ways to address those gaps in different types of communities across the state. 
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Figure 1. Share of schools and educators by level of economically disadvantaged students. 
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Figure 2. Educators job dissatisfaction before and during the Pandemic by level of economically 
disadvantaged students. The blue and black lines represent the mean and 95% confidence 
interval using the clustered-robust standard error at the school level, respectively. 
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Table 1. Purposively sampled schools for analysis of open-ended questions. 

  School 6   School 1 

Grade Levels* K-4  PK-5 
Enrollment* 350  450 
Economic Disadvantage Category* Middle 

 
Higher 

Community Type* Suburban  Rural 

   
 

  

Response rate (n)** 49% (17)  64% (51) 

Job Dissatisfaction Index** Mean St.D.  Mean St.D. 

In 2020 1.783 0.818  1.853 0.665 

In 2021 1.850 0.944  3.484 1.388 

* Source: NYState School Report Card 2019; https://data.nysed.gov/ 
** Current study. 
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Appendix A. Descriptive Statistics 

Educator level 

 Descriptive Statistics 

Personal Characteristics Mean/% 

Gender   
Male 15% 
Female 83% 
Other 2% 

Race/Ethnicity   
White only 94% 
African American Only 1% 
Other race/ethnicity 6% 

Child care responsibilities 46% 

   
Professional Characteristics     

Mode of Instruction in March 2021 Mean/% 
Standard 
Deviation 

      In-person only 32%  
     Remote only 7%  
     Mixed 68%  

Years of Service 14.19 6.31 

   
Grade levels   

Elementary (PK-5 or 6) 54%  
Middle (6 or 7 to 8) 8%  
Combined Elementary + Middle 6%  
High School (9 to 12) 22%  
Combined Middle + High 6%  
PK-12 5%  

Primary Role   
Classroom teacher 69%  
Other 31%   

School level 

  Descriptive Statistics 

School Characteristics Mean/% 
Standard 
Deviation 

Grade levels   
Elementary (PK-5 or 6) 50%  
Middle (6 or 7 to 8) 21%  
Combined Elementary + Middle 16%  
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High School (9 to 12) 21%  
Combined Middle + High 8%  

Enrollment 506.32 299.40 
% Economically disadvantaged students 37%  
% English Language Learners 3%  
% Non-white students 20%  
Number of educators 71.97 45.07 
Response rate 42%  

   
County Characteristics     

Region of the State   
Capital Region 47%  
North Country 16%  
Central New York 11%  

   
Median income 8,183.47 11,223.10 
COVID Positive rates   

Highest March 2020-2021 30.78 21.30 
Rate in March 2021 3.88 2.31 

Highest COVID Death rate March 2020-
2021 5.28 5.31 

Notes: COVID information was taken from COVID Data Tracker and income (in 2019 dollars) 
data from U.S. Census Bureau QuickFacts. 
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Appendix B. COVID-19 Educator Survey Job Satisfaction Questions 

Q4. Prior to the pandemic (before March 2020), how often did you feel the following? 

Every day (1)  Every week (2)  Every couple of weeks (3)  Once a month (4)  Every couple of 
months (5)  Never (6) 

 I found my job personally fulfilling. (1) 

 I dreamt about a better paying job. (2) 

 I looked forward to another day at work. (3) 

 I had considered leaving my job. (4) 

 I worried about losing my job due to budget cuts. (5) 

 

Q5. Thinking about changes in your job due to the pandemic (since March 2020), how often 
have you felt the following? 

Every day (1)  Every week (2)  Every couple of weeks (3)  Once a month (4)  Every couple of 
months (5)  Never (6) 

 I find my job personally fulfilling. (1) 

 I dream about a better paying job. (2) 

 I look forward to another day at work. (3) 

 I have considered leaving my job. (4) 

 I worry about losing my job due to budget cuts. (5) 

 


