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Abstract
Teachers are returning to schools during the COVID-19 pandemic under the
weight of unprecedented stressors to engage a student body that has also
experienced stress and trauma. In this study, we examined how confident
454 teachers (55% Black) from 41 charter schools in New Orleans,
Louisiana, were in their ability to address students’ social-emotional needs
upon their return to school. Results showed that Black teachers were
more likely to report a greater sense of efficacy in addressing students’
needs. Both Black and White teachers identified the top three resources
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needed to assist students: mental health supports, trainings, and in-class
resources.
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Introduction

The widespread and significant emotional toll of COVID-19-related stressors
on students became clear in the first few months of the pandemic. As early as
May 2020, nearly 30% of U.S. parents reported that their children had expe-
rienced harm to their mental health due to COVID-19 (U.S. Department of
Education, 2021). The impact was even greater for students of color.
Pre-pandemic disparities in educational resources, opportunities, and out-
comes experienced by many students of color, combined with the dispropor-
tionate impacts of COVID-19 on Black and Latinx families, deepened
longstanding inequalities in access to quality education and mental health ser-
vices (U.S. Department of Education, 2021). Before COVID-19, students of
color were more likely than their White peers to attend schools in high
poverty communities that had access to fewer resources, less experienced
teachers, and produced lower standardized test scores (Bettini & Park,
2021; Milner, 2013). During the pandemic, Black students were more
likely to lose a parent or caregiver to COVID-19 (U.S. Department of
Education, 2021) and they, themselves, were far more likely to be hospital-
ized or to die due to COVID-19 than their White peers (Bixler et al.,
2020). Students of color were also more likely to reside in households with
economic insecurity and a lack of technology access that challenged online
learning during the pandemic (U.S. Department of Education, 2021).

As early as the Spring of 2020, principals and teachers were already antic-
ipating the immense student mental health needs that would require attention
before students could resume learning when they returned to school in the Fall
of 2020 (Hamilton et al., 2020). In particular, principals whose student body
was primarily students of color were more likely to identify supports for
student social-emotional learning as a significant need compared to those
leading majority-White schools. In the face of disasters, teachers often
serve as one of those supports.

Teachers can play a crucial role in helping students feel safe, supported,
and connected by creating affirming learning environments and positive
student relationships. For students of color in urban communities, affirming
practices and positive teacher-student relationships can help students cope
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with personal stressors and serve as a buffer against systemic racism and dis-
crimination (Ladson-Billings, 1994; Sosa & Gomez, 2012). Unfortunately,
the unprecedented nature of the COVID-19 pandemic and the resulting per-
sonal and professional challenges faced by teachers in urban schools
(Baker et al., 2021) may challenge their self-efficacy to support students of
color whom the pandemic has most impacted. Teaching self-efficacy is a mul-
tidimensional construct that includes instructional efficacy as well as efficacy
in managing classroom behaviors, providing emotional support, and adapting
to change (Tschannen-Moran & Woolfolk Hoy, 2001). Teacher self-efficacy
is critical to supporting student psychological health and emotional safety as
well as fostering student learning (Sosa & Gomez, 2012).

Teacher self-efficacy, specifically classroom management self-efficacy, is
also vital for teacher functioning and well-being (Jennings & Greenberg,
2009). In the immediate aftermath of pandemic-related school closures,
teacher perceptions of their online classroom management skills were associ-
ated with better coping, more job satisfaction, and lower levels of depression
and anxiety (Herman et al., 2021). The goal of the current study is to under-
stand how teachers think about their classroom management self-efficacy as
they look toward the reopening of schools. In addition, the current study
examines individual and contextual factors associated with teacher self-
efficacy to identify ways to boost their confidence, support their well-being,
and enhance their ability to help their students.

This mixed-methods study was conducted within a high-poverty urban
school district primarily serving Black students to address the following
questions:

1. Do teachers feel efficacious in addressing the social and emotional
needs of students of color stemming from experiences of
pandemic-related stress and trauma?

2. What factors influence teacher self-efficacy? And,
3. What resources do teachers believe they need to support their

students?

Study findings have the potential to contribute critical new insights related to
urban education in the context of disasters. Trends on increased urbanization
show that a greater concentration of educators, students, and their families
reside in smaller spaces, leaving them more exposed to future hazards
(Skidmore & Lim, 2020). As COVID-19 continues to evolve and climate
change continues to disrupt life, urban pedagogy will need to include discus-
sions around disaster mitigation, preparation, and recovery, specifically for
spatially located schools in at-risk areas. Understanding the factors that
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influence teacher self-efficacy in disasters will be essential to helping schools
support the needs of their teachers and their students.

Literature Review Supporting Conceptual Frameworks

The conceptual frameworks of teacher self-efficacy and racial congruence are
integrated into the following literature review to understand what it means for
teachers to be confident in supporting students of color during a pandemic and
how much of that confidence depends on racial congruence with their stu-
dents. Bandura’s (1997) original conceptualization of sources of teacher self-
efficacy included two factors of importance in the current study: physiological
and emotional states and social persuasion (Milner & Woolfolk Hoy, 2003).
However, his original conceptualization did not fully consider how racial con-
gruence between teachers and students might influence their self-efficacy
(Milner & Woolfolk Hoy, 2003; Siwatu et al., 2011). Teacher-student
racial congruence refers to students’ racial and ethnic composition in relation
to the teacher’s own race/ethnicity (McCarthy et al., 2020). Racial congruence
has been associated with teacher perceptions of student behavior and teacher
classroom management self-efficacy (Geerlings et al., 2018; Kunemund et al.,
2020). Each of the factors associated with teacher self-efficacy is considered
in the literature review.

The physiological and emotional arousal associated with the emotional
distress brought on by the pandemic could influence whether teachers feel
prepared to provide emotional support to their students. When a teacher’s
mental health is threatened due to personal- or work-related stressors, they
may lack sensitivity to student needs, be more likely to disengage and with-
draw from their students, have difficulty making effective changes to class-
room management practices to address emerging student needs and be
more likely to employ exclusionary discipline practices (Jennings &
Greenberg, 2009). Unfortunately, we know that teachers are returning to
school under the heavy weight of their pandemic-related stressors (Baker
et al., 2021; Cipriano & Brackett, 2020), including separation from family
and friends, increased workloads, and difficulties in the transition to
working from home. Teachers have also experienced indirect exposure to
trauma through their increased awareness of student struggles and through
the learning of deaths in the families of their students. Not surprisingly, the
pandemic-related stressors that teachers have experienced have harmed
their mental health and coping (Baker et al., 2021). As teachers struggle to
manage their pandemic-related challenges to mental health, their sense of effi-
cacy in addressing student needs related to similar experiences is likely to be
negatively impacted (Jennings & Greenberg, 2009).
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There is little work that explores the extent teachers recover from and are
supported through a disaster. Even when looking at the costliest storms, such
as Hurricanes Katrina (2005) and Harvey (2017), few studies followed teach-
ers’ recovery in the aftermath of the event (Davis et al., 2021). In one study,
authors Seyle et al. (2013) created an intervention to support teachers after an
earthquake. Their work found that teachers who did not use the intervention
were more likely to suffer from burnout and exhibit lower self-efficacy levels
than their colleagues who did not use the service.

In addition to the role of emotional arousal discussed above, teacher con-
fidence in system-level supports responsive to their needs is critical for
teacher efficacy. System-level supports can be viewed as one aspect of
social persuasion that influences teacher self-efficacy (Milner & Woolfolk
Hoy, 2003). A lack of sufficient resources, training, and administrative and
peer support can increase demands on teachers and challenge their sense of
efficacy (Hoy et al., 1990). Given the unprecedented demands schools face
with ensuring physical safety and accelerating student learning, teachers
have a legitimate reason to doubt whether their needs will be prioritized
when schools reopen (Modan, 2020). Experts are concerned that schools
will not have the means or motivation to reopen in ways that prioritize
teacher training and preparation for emotional support and mental health
(U.S. Department of Education, 2021). All of these factors may undermine
teacher confidence in their ability to address the extraordinary social and emo-
tional needs of their students.

Another factor that could influence teacher self-efficacy is a lack of racial
congruence between the teachers and students (Bentley-Edwards et al., 2020;
Kunemund et al., 2020; McCarthy et al., 2020). Racial congruence refers to
school contexts where teachers share the same racial identity as most of their stu-
dents (Martinez, 2020). When teachers experience racial congruence with their
students, they may be more likely to adopt culturally sustaining pedagogical
techniques, which Paris and Alim (2017) described as drawing on “dynamic cul-
tural dexterity” to address the evolving social needs of students through asset-
based approaches that value students’ cultural ways of being (p.1).

Scholars have argued that Black teachers have an increased ability to under-
stand the cultural context of Black students’ lives, resulting in greater efficacy
in understanding and responding to their needs (Lindsay & Hart, 2017;
Villegas & Irvine, 2010). As Milner (2006) stated, Black teachers can maintain
“culturally informed relationships” and “cultural connections” with their Black
students that allow for a fruitful classroom environment (p.10). Specifically,
Black women teachers use their intersectional experiences through race,
class, and gender to inform their pedological practices within the classroom
that create inclusive space for all students (Muhammad et al., 2020). Black
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teachers often take on the role of an academic othermother- a term that
describes the identity of a Black female teacher who represents a mother
figure within the school (Greene, 2020). These othermothers inherently focus
on the whole child by meeting their academic, physical, and emotional
needs. Black teachers have related their role of teaching to nurturing their
mother’s gardens by connecting their profession to a spiritual mission of sup-
porting and uplifting children of color (Dixson & Dingus, 2008).

Where Black teachers can connect with Black students around evolving
and challenging situations, White teachers can experience racial stress in
their interactions with Black students due to the lack of a culturally shared
knowledge base (Bentley-Edwards et al., 2020; McCarthy et al., 2020;
Warren, 2015). Teachers’ ability to provide culturally relevant emotional
support may decrease with little shared knowledge (Pollack, 2013).
Evidence of the importance of teacher-student congruence for teacher efficacy
is provided by Geerlings et al. (2018), who found that when there was ethnic
incongruence between teachers and their students, teachers felt less effica-
cious in supporting student engagement and in working with students experi-
encing high internalizing behaviors.

Another example provided by Gilliam et al. (2016) showed that when teach-
ers were provided with information about the familial stressors of students, they
rated child behavior as less severe when there was a teacher-student match in
terms of race and more severe when there was not. When teachers and students
are of the same race, the authors speculated that information about familial
stressors might engender greater empathy and contribute to a greater sense
of efficacy in responding to student needs. When there is no match, information
about familiar stressors may lead teachers to feel a sense of hopelessness in
their ability to respond to student needs, decreasing their sense of efficacy.

The heightened awareness of racial disparities and systemic racism that
teachers have reported experiencing during the pandemic can amplify racial
stress and further deteriorate White teachers’ sense of efficacy to engage and
support Black students (Bentley-Edwards et al., 2020). Taken together, these
findings suggest that teacher-student racial congruence may have a powerful
influence on teachers’ sense of efficacy in addressing the pandemic-related
social and emotional needs of students of color.

Current Study

As with other disasters, teachers will play an essential role in addressing stu-
dents’ social and emotional needs amid the COVID-19 pandemic (Barrett
et al., 2012; Cannon et al., 2020). We examined teachers’ sense of efficacy
to take on this task and asked them what resources they would need to be
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effective. Based on our conceptual frameworks of teacher self-efficacy and
racial congruence, we hypothesized that teachers who reported experiencing
more stressors, worse mental health, and lower confidence in system-level
supports would report lower efficacy ratings. We also hypothesized that
Black teachers in our sample of urban schools serving predominately Black
students would report higher efficacy ratings than White teachers. A qualita-
tive analysis of open-ended responses describes the resources teachers felt
they would need to adequately address the social and emotional needs of
their students.

Methods

Site of the Study

The study took place in New Orleans, Louisiana. Based on Milner’s (2012)
assessment of urbanicity, New Orleans is classified as a large city or urban
emergent location, not a major city or an urban intensive environment (e.g.,
New York). Urban emergent sites have similar characteristics as urban inten-
sive sites related to limited resources, teacher quality, and student academic
outcomes.

At the start of the pandemic, New Orleans had the fastest growth rate of
COVID-19 cases in the world during the 13 days following the first confirmed
case (Silverman, 2020). All schools in the city were closed by government
mandate on March 13, 2020, and remained closed for six months before
reopening for the 2020–21 school year in mid-September. New Orleans is a
portfolio school district comprised entirely of independent charter schools.
Eighty-four percent of New Orleans public school students live in poverty
and 81.3% are Black (New Orleans Education Equity Index, 2017). The
data utilized in the current study were gathered as part of a needs assessment
conducted in April-May 2020.

Unfortunately, New Orleans’ schools and teachers are no stranger to facing
major environmental disruptions. In August 2005, Hurricane Katrina devas-
tated the city and became the nation’s costliest catastrophe in history, with
an estimated $161 billion in damage (National Oceanic and Atmospheric
Administration, n.d). With the city’s school system in ruins, charter schools
and teacher organizations like Teach for America, New Teacher Project,
and New Leaders for New Orleans moved in to take over schooling
(Lincove et al., 2018). Research showed that during this time, teachers
impacted by Hurricane Katrina expressed having low levels of self-efficacy
in reaching their students’ needs and deemed environmental factors as the
reason for shortcomings in the classroom (Daniel & Harwell, 2010). With a
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repeated and large-scale disaster, teachers are yet again facing their own
trauma and challenges to their efficacy in supporting the academic and emo-
tional needs of students across New Orleans.

Participants

Four hundred and fifty-four teachers from 41 public charter schools in Orleans
Parish completed the survey. Respondents represented about 14.5% of the
total population of teachers and 48% of New Orleans public schools
(Babineau et al., 2020). Teachers from five schools comprised about half of
the sample, teachers from another eight schools included 30% of the
sample, and teachers from the remaining 28 schools comprised 20%. Half
of the sample (51.5%) reported teaching elementary school, 23.6% taught
middle school, 15.4% taught in high school, and 10.5% reported having
roles that crossed grade levels.

The study sample is similar to New Orleans public school teachers
(Table 1). As illustrated in Table 1, there was an insufficient representation
of teachers from racial/ethnic groups other than Black and White groups.
Given that our hypothesis about race’s influence on teacher efficacy is
based largely on studies examining differences between White and Black
teachers, we limited the study sample to the 390 participants who identified
as either Black or White.

Procedure

The current study used data gathered from a local needs assessment con-
ducted by the New Orleans Trauma-Informed Schools Learning
Collaborative. The needs assessment survey was designed to understand
the impact of the COVID-19 pandemic on teachers, their school community,
and their teaching. Additionally, the survey gathered data directly from teach-
ers about their immediate needs to support well-being and remote instruction,
as well as the longer-term needs to prepare for school re-openings. Findings
related to the prevalence and impact of pandemic-related stressors and the
needs of teachers early in the pandemic are reported by Baker et al. (2021).
The current study utilized quantitative survey items most relevant for under-
standing teacher self-efficacy as well as one qualitative item that asked teach-
ers to describe what they would need to meet their students’ social-emotional
needs effectively (e.g., supports for self-efficacy). Two other qualitative items
related to system-level efficacy were not included in the current study due to
space limitations and less direct relevance to the study questions.
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An anonymous online survey using Qualtrics was open to New Orleans
area teachers from April 30 to May 15, 2020. Teachers were invited to com-
plete the survey through direct invitations from school leaders, local listservs
and organizational newsletters, social media, and word of mouth. The
Institutional Review Board determined that using the deidentified needs
assessment data did not qualify as human subjects research (#2020-1416).
Since the needs assessment took place under the high demands of moving
all instruction to virtual formats, the survey was designed to assess essential
domains of experience and functioning in the most efficient way possible.
Single-item indicators and shortened versions of existing surveys were
used to maintain the brevity of the survey, reduce participant burden, and
support survey completion (Donnellan et al., 2006; Hoerger, 2010).
Research in mental health and well-being in the workplace, including
research conducted with teachers (Eddy et al., 2020), has demonstrated
the reliability and validity of single-item measures, which support the appli-
cation of research to practical settings (Ahmad et al., 2014). Quantitative and
qualitative data were gathered simultaneously. The quantitative data collec-
tion aimed to characterize the experiences and perspectives of teachers
during the pandemic, and the qualitative data collection was intended to

Table 1. Sample Comparison to New Orleans Teacher Profile (in Percentages).

Sample Profile New Orleans Teacher Profilea

Raceb

Black 54.5 53.4
White 31.9 39.4
Latinx 2.7 4.6
Other 10.9 2.6

Genderc

Female 81.5 73.5
Male 18.5 26.5

Experience
0 – 5 years 51.2 50.5
6 – 10 years 21.1 21.0
11 – 15 years 11.6 11.6
16+ years 16.2 16.9

a

Based on data provided by the State of Public Education in New Orleans 2019–2020 report
(Babineau et al., 2020).
b

Race categories are limited to those tracked by Babineau et al. (2020).
c

The study sample was similar to the population of New Orleans public school teachers with the
exception of gender; male teachers are somewhat underrepresented in our sample.
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provide a deeper understanding of the quantitative findings (Palinkas et al.,
2011).

Measures

Demographic questionnaire. Participants’ gender, race, and age were self-
reported on the survey. We also gathered employment information, including
grade level taught, primary role (general education vs. special education),
years of experience in the current role, years of experience at the existing
school, and school name.

Teacher efficacy. Teachers were asked to rate how confident they were in
being adequately prepared to address the stress and trauma students likely
experienced during the pandemic once schools reopened. Responses were
provided on a 4-point scale (1= not at all confident to 4= very confident).
Psychometric information is not available as this item was created for the
needs assessment survey. In a study of single-item measures examining well-
being in the workplace, Williams (2012) found that a single-item measure of
self-efficacy (I am confident in my ability to solve problems that I might face
in life) was significantly correlated with the multi-item General Self-Efficacy
Scale. In addition, Williams and Smith (2016) found that the same single-item
measure of self-efficacy was significantly negatively associated with depres-
sion, anxiety, and negative affect.

Conceptually, the item used in the current study is most closely related to
the teacher efficacy domain of emotional support developed by Zee and col-
leagues (Zee et al., 2016). Emotional support efficacy refers to how well
teachers believe they can establish caring relationships with students and
create settings in which students feel free to explore and learn, as indicated
by the sample item, “How well can you establish a safe and secure environ-
ment for this student?”

Stressors. The Epidemic-Pandemic Impacts Inventory (EPII; Grasso et al.,
2020) was adapted to evaluate the negative impact of the COVID-19 pan-
demic. The original scale includes 73 items within nine stressor domains
related to work, education, and economics; home life and social activities;
emotional and physical health; and quarantine and infection experiences.
We selected 13 items that spanned the original domains (e.g., increased work-
load or work responsibilities, separation from family or close friends, death of
a close friend or family member from this disease) in the interest of brevity.
We adapted three infection-related items to assess experiences with
COVID-19 within the school community (e.g., death within the families of
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students from this disease), one item to reflect a work-related stressor local
teachers had been reporting (e.g., more acute awareness of stressors students
face at home), and one item related to emotional and physical health (e.g., felt
unsafe).

Participants indicated whether they had experienced a change in each of 18
stressors since the pandemic began (no= 0, yes= 1). Example stressors
included “an increase in workload or work responsibilities” and “medical
treatment due to severe symptoms of this disease.” Items were summed,
with a possible range of 0 to 18 and an observed range of 0 to 15. Detailed
information on the frequency of COVID-19 stressors within the current
sample is provided by Baker and colleagues (Baker et al., 2021).

Mental health. Teachers responded to a single-item indicator of their mental
health: “How would you rate your overall mental health since the coronavirus
disease pandemic?” on a 5-point scale (1= poor; 5= excellent). Single-item
indicators of self-rated mental health correlate with longer measures of
mental health and meaningfully predict a host of indicators of stress,
health, and well-being (Ahmad et al., 2014). In a longitudinal study using a
community sample, Hoff et al. (1997) found that individuals who rated
their mental health as poor on a single-item indicator were 4.5 and 9.97
times more likely to experience a major depressive episode in the next year
than those who rated their mental health as fair or excellent, respectively.
Finally, in a study utilizing the current sample, Baker et al. (2021) found
that teacher ratings on the single-item indicator of mental health were associ-
ated in the expected, negative direction with COVID-19-related stressors and
difficulty coping.

Teacher confidence in system-level supports. Teachers were asked to rate how
confident they were that their school would address the stress and trauma
teachers likely experienced during the pandemic once schools reopened.
Responses were provided on a 4-point scale (1= not at all confident; 4=
very confident); higher scores indicated greater confidence.

Qualitative items. After completing the item assessing self-efficacy, teachers
were asked to respond to the question: “What resources/supports would
you need to be adequately prepared to address the stress and trauma of
your students?”
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Analytic Approach

Quantitative. Univariate and bivariate statistics were used to characterize
demographic and study variables and the simple relationships between
them (see Table 2). Mann-Whitney U tests were used to evaluate differ-
ences between Black and White teachers on self-efficacy. Bivariate rela-
tionships were calculated using Spearman’s rho rank correlations for
analyses with self-efficacy, mental health, and confidence in system-level
supports and Pearson product-moment correlations for stressors (Xu
et al., 2013). An ordinal regression analysis was fit, predicting teacher
efficacy from age, race, stressors, mental health, and teacher confidence
in system-level supports. All analyses were completed using SPSS
Version 26.

Qualitative open-ended responses. Open-ended responses were coded in
Microsoft Excel and were organized by race (Black respondents= 238;
White respondents= 138) and efficacy. Efficacy was determined using the
same strategy indicated in the quantitative analysis, where teachers selected
their confidence level in their ability to address the stress and trauma students
likely experienced during the pandemic. The first author then exercised open-
coding separately for Black andWhite teachers, but not by efficacy level. This
form of coding allowed the qualitative researcher to examine the data, identify
concepts, and categorize topics into related ideas (Strauss & Corbin, 1990).
Complex responses were broken down into distinct text segments, and
those text segments were individually coded. Thus, the sum of total codes
is greater than the total number of responses. Coded segments were
grouped into themes based on commonality and tallied to determine the fre-
quency of each theme. Through this process, we assessed the most common
themes by race and efficacy level.

The researchers used a codebook and inter-rater reliability checks to main-
tain the reliability of qualitative responses. A codebook is a document that
holds the agreed-upon definitions of codes and themes on a given project.
Researchers refer to their codebook to ensure they are coding content consis-
tently. The codebook housed nine themes that represented content across 33
codes within this study.

Once the first author identified codes and themes, 25% of responses from
Black and White participants were reviewed by the corresponding author to
formalize the operational definitions of the themes and codes. The corre-
sponding authored reviewed text to ensure that all themes and codes were rel-
evant and that additional items were not needed. Inter-rater reliability was
calculated for percent agreement for the total number of text segments
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within each response and percent agreement for theme assignment for those
segments identified by both coding team members.

The initial agreement rate for the total number of text segments within each
response was 68.1% for responses provided by Black participants and 62.8%
for responses provided by White participants. The initial rate of agreement for
the assignment of text segments to themes was 87.5% for responses provided
by Black participants and 81.1% for responses provided by White partici-
pants. Discrepancies were discussed and resolved at a rate of agreement of
100% for both coding elements. The codebook was revised as necessary to
reflect the resolution of discrepancies. After these changes, inter-rater reliabil-
ity was calculated on a second set of 20 responses from Black and White par-
ticipants. Inter-rater reliability was acceptable (Miles & Huberman, 1994).
Agreement for the total number of text segments within each response was
85.0% within the Black sample and 75.0% within the White sample; agree-
ment for assignment of text segments to themes was 89.9% within the
Black sample and 87.5% within the White sample. Discrepancies were dis-
cussed and resolved at a rate of 100% agreement.

Results

Eighteen participants had at least one instance of missing data, represent-
ing.02% of the total possible number of item responses. Missing data were
determined to be missing completely at random, as chi-square tests of inde-
pendence indicated that missingness was not related to gender, race, age,
grade level taught, time at the school, or time in their teaching role.
Missing data were handled using pairwise deletion.

Research Question 1: Do Teachers Feel Efficacious in Addressing the
Social and Emotional Needs of Students of Color Stemming from
Experiences of Pandemic-Related Stress and Trauma?

As previous literature shows, teacher self-efficacy is vital to supporting stu-
dents’ overall emotional and psychological well-being and promoting
healthy student learning environments (Sosa & Gomez, 2012). Our results
showed that on average, teachers were somewhat to most confident (M=
2.33, SD= 0.94) in their efficacy to address the pandemic-related stress and
trauma of their students. More specifically, 14% of teachers felt very confi-
dent, 23% mostly confident, 45% somewhat confident, and 18% not at all
confident to support the social and emotional needs of their students.
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Research Question 2: What Factors Influence Teacher Self-Efficacy?

Given our use of the frameworks around self-efficacy and racial congruency,
we hypothesized that White teachers – those less likely to be racially congru-
ent to their students – and teachers who reported experiencing more stressors,
worse mental health, and lower confidence in system-level supports would
report lower efficacy ratings. As expected, Black teachers reported a greater
sense of efficacy (M= 2.56, SD= 0.99) than White teachers (M= 1.94, SD
= 0.68; U= 10672.00, p < .001). Among Black teachers, 48.6% were
mostly to very confident in their ability to address the social-emotional
needs of their students compared to just 17.6% of White teachers.

The remaining three factors examined for their influence on self-efficacy
were correlated with each other. The experience of COVID-19-related stress-
ors was associated with poorer mental health and less confidence in the school
to address teacher needs; poorer mental health was also related to less confi-
dence in the school to address teacher needs. As hypothesized, fewer stress-
ors, more positive mental health, and a greater sense of confidence that
schools would address teachers’ needs related to their experiences with
pandemic-related stress and trauma were significantly associated with a
greater sense of efficacy (see Table 2 for correlations between variables).

An ordinal regression analysis was conducted to examine the relative contri-
bution of teacher race, stressors, mental health, and system-level supports in pre-
dicting teacher efficacy (see Table 3). Although teachers’ age was significantly
associated with several study variables, when age was used as a covariate in the
regression analysis, it did not emerge as a significant predictor of teacher

Table 3. Predicting Teacher Efficacy from Stressors, Mental Health, Race and
Confidence in System-Level Supports.

Teacher Efficacy

b Wald X2

Covariate
Teacher Age .10 1.10

Predictors
Stressors −.03 .86
Mental Health .43** 13.90
Race (Black= 1, White= 2) −.78** 11.53
Confidence in System-Level Supports 1.27** 97.22

Note. Model was fit using ordinal regression with robust standard errors for the teacher efficacy
outcome variable. *p < .05, **p < .01.
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efficacy. Results provided support for the hypothesis that Black teachers would
report a greater sense of efficacy in their ability to address the needs of their stu-
dents related to their experiences with stress and trauma. Black teachers rated
their self-efficacy almost a full standard deviation higher than White teachers
(b=−.78, p < .01). In addition, teachers who reported more positive mental
health reported a greater sense of efficacy (b= .43, p < .01), such that every
1-point increase on the mental health rating scale was associated with about a
half a standard deviation increase in self-efficacy. Greater confidence in system-
level supports for their own needs was the strongest predictor of self-efficacy to
address student needs (b= 1.27, p < .01); every 1-point increase in teacher con-
fidence in system supports was associated with about a 1.3 standard deviation
increase in the self-efficacy scale. When considered simultaneously with
teacher race, mental health, and system-level supports, pandemic-related stress-
ors were not associated with teacher self-efficacy.

Research Question 3: What Resources do Teachers Believe They
Need to Support Their Students?

Our findings also revealed that teachers identified various forms of support to
engage students further and improve self-efficacy. About 82.4% (n= 310) of
the sample responded to what resources they would need to address the stress
and trauma of their students. These responses were coded into nine themes
(Figure 1). A description of each theme can be found in Appendix A. The

Figure 1. Qualitative themes by teacher’s race on the resources needed to support
students upon school reopening.
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findings revealed that Black and White teachers expressed similar ideals of the
best ways to support students, with their responses falling into the following top
three themes, (1) mental health support, (2) professional development, and (3)
in-class resources.

Surveyed respondents indicated that the best way to assist students in tran-
sitioning to school was through mental health supports, with a quarter
(24.8%) of Black teachers and 31.2% of White teachers agreeing.
Respondents defined mental health supports as the act of hiring or improving
the presence of mental health professionals within their schools. These indi-
viduals represented psychologists, social workers, and counselors, according
to teachers. One teacher suggested the role of a health professional would be
to work with students’ transition to the new academic year. They stated,
“Support for students may be needed like having a counseling time for
them. [And] having a time for them to close out their last school year in a
proper way.” Another teacher articulated that assistance with students’
mental health would need to come from all professionals within the school,
“I would need support from our school counselor, social worker, my principal
and co-workers.”

When teachers were asked to describe the types of support that would aid
students to transition back to school, 24 respondents agreed that they or other
teachers needed mental health support. Both White (25.6%) and Black
respondents (22.0%) expressed a need to support teachers within the
mental health theme. One sugested that their peers needed “to have counsel-
ing sessions to cope also.”

Similar to providing mental health support, 83 teachers also requested pro-
fessional development trainings to provide relevant information on how to
support students. Respondents believed trainings would help provide
context around the pandemic, strategies on how to address the needs of
their students, and lessons on identifying trauma amongst students. In some
instances, teachers recognized the unique needs of their students living in
under-resourced communities and called for trainings that represented the
populations they served. A respondent stated, “[It is vital to have] professional
developments (PD) with people that have worked with children and that are
equal to the demographics of children we teach on the day to day. Having a
PD from someone who doesn’t know the demographics is pointless.”
Furthermore, another teacher requested ongoing training to support the
student population they serve.

The third most common theme highlighted by survey respondents related
to in-class resources. Overall, respondents requested informational packets to
distribute to students. One teacher stated, “[We will need] age-appropriate
resources teachers can use with their students (e.g., pamphlets, videos, etc.)
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about the Coronavirus, or any other pandemic.” Both White (20.6%) and
Black (18.1%) teachers described the need for COVID-19 related items to
assist them when students returned in the fall. Teachers requested plans that
addressed the cleanliness procedures and sterilization process for classrooms
and insisted on enough antibacterial solution and Personal Protective
Equipment (PPE) to keep all healthy. One teacher stated, “Cleaning supplies
and materials to demonstrate precautions [on] not spreading viruses. For
example, [we need] wipes and time dedicated to washing hands, wiping key-
boards, and at the same time not wasting materials and creating more
garbage.”

In addition to COVID-19 related items, teachers appealed for technology,
curriculum, and tangible content. Another teacher specified, “More socially
emotional resources!!! Books, games, lessons…I’d love to have something
that is more tailored to this specific situation.”

Differences Between Groups

The literature shows a connection between teacher self-efficacy and the racial
congruency of students and educators. So far, our findings show that Black
teachers are more likely to be confident as they return to the classroom com-
pared to their White peers. We also found differences in how Black andWhite
teachers identified necessary supports for their students. The greatest gap
between teachers emerged in the rate at which teachers spoke about the
theme time. We found that White teachers (21.7%) were more likely to
address time and transitions as a mechanism to support students as compared
to their Black peers (8.0%). Based on respondents’ interpretations, we defined
time as modified schedules and transitional periods for students to recover
from COVID-19. Teachers wanted time to acknowledge the pandemic and
the extent to which it affected students and their families. Without this
initial step, respondents believed that students would be unable to return to
their coursework. One White teacher stated, “[We should] not simply act as
though nothing has happened and be sensitive to the differing transition pro-
cesses of students, but how to also jumpstart a healthy academic routine and
procedures.” A Black teacher reflected similar thoughts, “I would like to have
social workers available to address these needs [emotional support for stu-
dents]. I would also like time to build into the schedule to meet these partic-
ular concerns.”

Another striking difference emerged in the rate of responses between
Black and White teachers around the topic of academics. Black teachers
(3.8%) were less likely to address academics than their White peers
(14.5%). Based on teachers’ responses, we defined academics as the
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pedagogical activity within the classroom. Results showed that respondents
expressed concern about pushing ahead in the curriculum. Specifically,
topics of concern included academic content, learning strategies, and class-
room size, which could exacerbate learning disruptions. One White teacher
expressed, “We need a major focus on wellness, and I am worried that we
will immediately focus on lost academic time, to the detriment of people’s
well-being.” Similarly, one Black teacher stated,

I believe that being realistic about where students are academically after this
extended break is going to be key in meeting the needs of students next
school year. Mentally, students may have checked out as well. How to
balance where students are academically and mentally in August will be the
biggest struggle.

Assessing Differences by Self-Efficacy

The authors were interested in exploring the ways teachers responded to ques-
tions given their different levels of self-efficacy to address the needs of their
students. To assess, the authors compared qualitative responses between
teachers who were least and most self-efficacious in addressing stress and
trauma in students. The data showed that only Black teachers had enough
respondents for comparison, with 35 indicating they felt least efficacious
and 52 most efficacious. Only 34White teachers identified as having low self-
efficacy compared to only one person who expressed high self-efficacy.
Given this difference, the authors only included differences in self-efficacy
for Black teachers.

We found that Black teachers who felt least efficacious were more likely to
request professional development trainings and less likely to request support
from personnel (excluding mental health personnel) than their more confident
Black peers. Roughly 20.0% of Black respondents who had the lowest self-
efficacy levels requested professional development trainings compared to
3.8% of those who had the highest levels. In contrast, 21.2% of Black respon-
dents who felt most confident suggested receiving support from school and
county personnel. At the same time, not one teacher who identified as
being the least efficacious requested support from these individuals.

Discussion

Knowing that both teachers and students have returned to school under the
weight of unprecedented COVID-19-related stressors, the current study
aimed to understand teachers’ sense of self-efficacy to address the social
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and emotional needs of their students. Drawing from the literature examining
important influences on teacher self-efficacy and racial congruency, we uti-
lized data from a needs assessment of New Orleans public school teachers
to identify personal and school factors associated with emotional support effi-
cacy. Specifically, we examined the influence of teacher race, COVID-19
stressors, mental health, and confidence in system-level supports on teacher
self-efficacy.

Although COVID-19-related stressors were negatively correlated with
teacher self-efficacy, they were not a significant predictor of self-efficacy
when all other factors were taken into account. The experience of stressors
may be less critical for teacher self-efficacy than the impact those stressors
have on teacher mental health (Jennings & Greenberg, 2009). In the current
sample, COVID-19 related stressors were negatively correlated with
teacher mental health, which did emerge as a significant predictor of
teacher self-efficacy when all other factors were taken into account.
Frequent emotional distress can reduce feelings of self-efficacy, particularly
in teachers’ ability to connect with their students and provide social-emotional
support (Jennings & Greenberg, 2009).

Teacher race was also associated with self-efficacy; Black teachers
reported greater efficacy in addressing their students’ social and emotional
needs than White teachers. Whereas Black teachers may derive a greater
sense of efficacy due to their increased understanding of the cultural
context of Black students’ lives (Lindsay & Hart, 2017; Milner, 2006), the
efficacy of White teachers may be challenged by the lack of a culturally
shared knowledge base (Bentley-Edwards et al., 2020). Interestingly, the
heightened awareness brought on by the pandemic of the stressors their stu-
dents typically face at home (Baker et al., 2021; Gewertz, 2020) could also
have a differential impact on the efficacy of Black and White teachers.
Similar findings were noted in the Gilliam et al. (2016) study that highlighted
that teachers who have a greater sense of empathy were racially congruent to
their students.

In addition to personal factors, teacher perceptions of the school context
are critical for teacher self-efficacy (Hoy & Woolfolk, 1993). Contextual
resources that ease job demands and help teachers achieve success
promote teacher self-efficacy and mental health (Hoy & Woolfolk,
1993). We found that one type of contextual resource, perceived school
responsiveness in addressing teachers’ own needs stemming from
pandemic-related stress and trauma, was related to teacher self-efficacy
in providing emotional support to their students. Our qualitative analyses
provided insights into specific types of resources they viewed as respon-
sive to their needs.
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Overall, both Black and White teachers agreed that the top three resources
needed to support students and teachers once they return to school are mental
health supports, professional development, and in-class resources. White
teachers spoke of time and creating a space where students could successfully
transition from home to school. Qualitatively, we found the greatest differ-
ences in strategies to support students and teachers based on self-efficacy
among Black teachers. Black respondents with low self-efficacy were more
likely to request professional development and less likely to ask for support
from the administration than their high self-efficacious Black peers.

In general, teachers need to feel confident in educating students upon return-
ing to school, regardless of race. In addition, the researchers find that having
high self-efficacy as a teacher is vital, especially during a pandemic. In this
case, Black andWhite teachers described similar tools to promote self-efficacy.
Our greatest difference among Black teachers by confidence level shows that
those with high confidence were more likely to request support from their
peers and leaders than their colleagues who exhibited low confidence.
Additionally, those teachers with low self-efficacy may be more willing to
use trainings to address their students’ emotional needs. These findings show
the importance of assessing and addressing teachers’ self-confidence before
classes begin. A clear finding that aligns with previous work (Hoy et al.,
1990) is that an efficacious teacher is more likely to depend on their peers
and administrator’s support than one who is less confident.

Limitations and Future Directions

The current study used data gathered as part of a district-wide needs assess-
ment. The benefits of utilizing real-time data during a pandemic come with
methodological limitations. First, because the survey was designed to
assess teacher experiences in the most efficient way possible, single-item indi-
cators were used to measure teacher self-efficacy, mental health, and confi-
dence in system-level supports. Furthermore, the measurement of
COVID-19-related stressors relied on items from a newly established
measure. Although research in the fields of general health and well-being
in the workplace have demonstrated the reliability and validity of single-item
measures (Fisher et al., 2016), this work is still emerging as it relates to single-
item indicators of global mental health, particularly among teachers (Baker
et al., 2021; Eddy et al., 2020). Therefore, the current findings should be inter-
preted with caution, and future research is needed to establish the psychomet-
ric properties of the measures used in the current study.

A second limitation related to measurement in the current study is the oper-
ationalization of racial congruence between teachers and students. School
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racial composition has been used in prior research to define teacher-student
racial congruence; studies have determined majority representation using
cutoffs ranging from 40% to 75% of a single racial demographic comprising
the school population (Martinez, 2020; McCarthy et al., 2020). The New
Orleans public charter school population exceeds previously used cutoffs,
as 81% of the student body is Black. However, unlike previous studies, we
applied that cutoff at a district level, not at the level of individual schools.
Although the vast majority of public schools in New Orleans enroll Black stu-
dents at rates at or above 75% of the student population, about 5% of public
schools enroll Black students at rates at or above 40% (New Orleans
Education Equity Index, 2017). Therefore, our operationalization of racial
congruence based on student racial demographics is consistent with previous
research even as applied at the district level. Future research could ask teach-
ers to explicitly or objectively document racial congruence between them and
their students to determine self-efficacy based on classroom demographics.
Furthermore, future research should examine racial congruence across a
broader spectrum of racial and ethnic identities of teachers and the student
bodies they serve. Aside from the racial categories of Black and White, no
other racial or ethnic group comprised more than 5% of the sample, limiting
our ability to examine how racial congruence relates to teacher self-efficacy in
non-Black teachers of color.

Future research could also move beyond a focus on racial congruence to
include discussions around teachers’ use of culturally sustaining pedagogy
in racially congruent and noncongruent classrooms. Paris (2012) and
Ladson-Billings (2014) have described the transition from culturally relevant
pedagogy to culturally sustaining pedagogy, where teachers are called to
engage multi-ethnic students in upholding cultural competence and providing
access to dominant norms. Their work encourages teachers to not depend on a
“static conception of what it means to be culturally relevant”
(Ladson-Billings, 2014, p.77) but to “meet both demands [culturally sustain-
ing pedagogies and student-driven learning] without diminishing either”
(p.84). Future studies should assess the teachers’ use of culturally sustaining
pedagogies in racially congruent and incongruent contexts to determine
whether such pedagogies serve as a mechanism through which racial congru-
ence influences teacher self-efficacy.

Our sample composition represents a third study limitation. The sample is
drawn exclusively from public charter schools within a single district, and not
all schools are equally represented in the sample. Given that few studies have
investigated challenges to teachers’ professional functioning during the pan-
demic, we aimed to provide a timely and descriptive first look at an essential
phenomenon in teachers. However, school-level variability may contribute
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meaningfully to the study findings and should be investigated in future work.
Similarly, although our findings aligned well with the results of other teacher
surveys during the pandemic (Cipriano & Brackett, 2020) and prior research
on teacher self-efficacy, they are most representative of charter school teach-
ers in a low-resource, high-poverty urban district. Caution should be used
when generalizing these findings to dissimilar schools, such as those in tradi-
tional or rural districts. Our relatively small sample of teachers represents
New Orleans teachers but not the overall teacher population; thus, generaliza-
tions about the differences in self-efficacy for Black and White teachers are
not recommended.

A final limitation is that the data were collected at a single time point towards
the beginning of the pandemic. Teachers were asked to look toward the future
when schools reopened and rate their sense of efficacy in addressing the
pandemic-related social-emotional needs of their students. Although their
ratings were anticipatory, research has shown that ratings of teacher self-efficacy
are based in part on an assessment of past performance (Tschannen-Moran &
Woolfolk Hoy, 2007) and are stable over time (Lazarides et al., 2020), even
for novice teachers. However, the extent to which teachers’ self-efficacy alters
through a pandemic is unclear. Given that the survey was administered at the
onset of the pandemic, it is possible that their confidence improves or regresses
as the pandemic continues. The pattern of results observed in the current study
may change once teachers return to the classroom, where other sources of self-
efficacy beliefs can come into play, including feedback from others regarding
their performance in managing student social-emotional needs and psychologi-
cal and emotional arousal experienced back on the job (Tschannen-Moran &
Woolfolk Hoy, 2007).

Implications

Our results suggest that for schools to support an effective transition from
remote to face-to-face learning, teachers need mental health supports for stu-
dents and themselves. Administrators should consider creating spaces within
the school building for teachers to solicit emotional support for professional
or personal needs. Although not mentioned as frequently, teachers also
requested that school administrators strengthen the professional role of teach-
ers by providing relevant professional development, in-class resources such
as technology and PPE, as well as effective plans to modify the curriculum
to meet the emotional needs of students. However, building up the profession-
alism of teachers is not enough.

We also found that Black teachers expressed higher confidence in support-
ing their students than their White peers. Our results showed that Black
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respondents were more likely to address emotional support and were open
about supporting the whole child during this pandemic. Researchers and
teachers address the “invisible tax” teachers of color pay as they exert addi-
tional duties and mental health services to support students of color (Albert
Shanker Institute, 2015). This tax can also be seen in Pabon’s (2016) work
on her analysis of Black male teachers’ narratives on their experiences teach-
ing in urban school settings. Her findings revealed that the teachers were
deemed saviors of such environments but were not compensated for their
efforts. Ultimately, the authors recommend creating spaces that uplift,
honor, and draw from Black teachers and other teachers of color as experts.

Next, efforts are needed to increase the efficacy of White teachers in
working with racially and culturally diverse students, which is consistent
with the requests of a few White teachers that addressed cultural competence
around formal training. School administrators could create additional spaces
where teachers could 1) share their thoughts about the transition and provide
emotional support to each other and 2) attend trainings that dive deep into
anti-racism, cultural competence, and justice pedagogy. Siwatu et al. (2011)
offered several self-efficacy-building activities that can be used to prepare
teachers for racial and cultural incongruencies in the classroom. Another
study by Tucker et al. (2005) to review, showed positive outcomes of a
teacher training program that increased efficacy in working with culturally
diverse students.

Lastly, teachers must be supported through significant disruptions, espe-
cially with an unknown end date for the pandemic and future growing
numbers of natural disasters. Unfortunately, research on disasters and
schools shows that teachers are often the first responders and responsible
for supporting the mental health of their students and communities (Davis
et al., 2021). Schools must transition from solely relying on teachers’ emo-
tional labor to properly equip pedogeological spaces with professionals
who can meet the needs of traumatized students and teachers. With mental
health professionals, teachers can focus on meeting the academic needs of
their students and help with resuming schooling to normal.

Conclusion

As indicated earlier, Hurricane Katrina created a massive overhaul of school-
ing for the students and teachers in New Orleans. Since that disaster, teachers
across the city had to rethink education for its most socially and historically
marginalized students. Over a decade later, the city is faced with a new dis-
aster that affects how teachers shape schooling. This study shows that teach-
ers are coming to their classrooms already acknowledging the pain and trauma
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of COVID-19 and are prepared to identify the resources needed to meet
mental health needs. Their preemptive responses will likely improve the self-
efficacy of struggling teachers and ultimately care for students who are amidst
a pandemic.

To date, little work investigates the impact of a pandemic on teachers’ self-
efficacy. Unfortunately, schools are functioning in a prolonged pandemic
alongside repeated natural disasters. Educational institutions must adapt to
the changing landscape and learn to maintain or improve the self-efficacy
of teachers, especially during major educational disruptions. This paper
adds to the existing body of work on self-efficacy by shedding light on the
extent teachers feel efficacious in their ability to address the whole child,
the factors that influence their self-confidence, and the types of resources
that will support students’ recovery, all during a worldwide pandemic.
Similar to prior work, our results show that it is imperative for teachers to
feel confident in their ability to help students survive and thrive in tumultuous
times.
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Appendix A

Definitions of the Nine Qualitative Themes

1. Mental Health Support – Details about receiving support geared
toward mental health, including who receives it and what support
resembles.

2. Professional Development – Access to professional development
trainings and webinars which addressed topics like schooling,
mental health, or the COVID-19 pandemic.

3. In-class Resources – Respondents described resources or referenced
who should receive the resource. Resources were items related to tech-
nology, human resources (e.g., hiring extra school personnel, exclud-
ing mental health personnel), and PPE. Respondents identified
individuals such as students, their families, teachers, and themselves,
as possible recipients of the resources.

4. Time – the transition from virtual to face-to-face instruction.
5. Sources of Support – Individuals that support students and teachers in

school. Individuals represented the school nurse, students’ families,
educators, and administrators.

6. Classroom – All things that occur in the classroom with a focus on the
academic success of the child. This includes curriculum development.

7. Emotional Support – An emotional response to students transitioning
to school. Responses represented codes such as compassion, patience,
positive attitude, trust, faith, love, peace, doubt, and safety.

8. Strategies & Techniques – A strategy or plan for when students
returned to school.

9. Don’t Know – Respondents were unsure of how to answer the
question.
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