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Abstract 

 

 

In a study focused on the experiences of inclusive education educators during the COVID-19 

pandemic, six inclusive educators participated in phenomenological interviews. Interview data 

and other research studies provided insight into the lived experiences of participants during the 

COVID-19 pandemic, including social isolation, loneliness, wellness, and resilience. Responses 

were analyzed using a descriptive phenomenological approach, resulting in four meta themes, 

and nine themes. Findings indicate that due to the COVID-19 pandemic, the participants’ 

experiences, roles as educators, and overall resilience have significantly altered alongside the 

support and communication from administrators and community members. Recommendations 

for education administrators by the participants were also discussed. 
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Chapter 1 Introduction 

Uncertainty in the face of the COVID-19 pandemic has been a significant factor 

influencing individual, community, and global resilience (Ferreira et al., 2020). Initially 

discovered in December 2019, the COVID-19 virus was declared a global pandemic by the 

World Health Organization (WHO) on March 11, 2020 (Rosli et al., 2022). As a respiratory RNA 

virus, COVID-19 spreads through respiratory droplets and aerosols (Rosli et al., 2022). 

Consequently, governments across the world implemented lockdown measures, mandatory mask 

or facial coverings, and mass migration to virtual interactions, resulting in social distancing 

measures to reduce transmission rates (Aurini & Davies, 2021; Debata et al., 2020; Pokhrel & 

Chhetri, 2021). As such, across the world, social gatherings were prohibited, stay-at home orders 

were enforced and social events such as sports, religious gatherings, cultural events, and political 

meetings were postponed (Cheng & Chen, 2024; Debata et al., 2020). Businesses closed, travel 

restrictions were implemented, and non-essential activities were halted (Debata et al., 2020).  

The rapid global spread of COVID-19 led countries, including Canada, to react swiftly to 

meet the increased demands of medical professionals and healthcare systems to aid infected 

individuals (Desson et al., 2020). As countries across the world developed testing capabilities, 

the strain on the medical system increased significantly. Elective surgeries were canceled, and 

government funding was reallocated towards COVID-19 efforts (Desson et al., 2020; Kamath et 

al., 2022). As provinces and territories began lifting social distancing and lockdown measures 

during the various pandemic waves, sectors of society struggled to interpret and adapt to these 

new restrictions (Desson et al., 2020; Elmer et al., 2020).  

One sector severely impacted by the ever changing policies and protocols throughout the 

COVID-19 pandemic was the education system (Elmer et al., 2020). At the height of the 
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pandemic, over 190 countries initiated school closures, affecting close to 2 billion children, 

youth, educators, and parents worldwide (Aurini & Davies, 2021). In Canada, provinces and 

territories were responsible for shifting to emergency-response remote learning, distributing 

technology and resources, and developing contingency plans based on evolving COVID-19 

information (Aurini & Davies, 2021; Diebel & Boissonneault, 2021). The swift transition to 

remote learning left educators with limited preparation time, facing unknowns about the new 

ways of education and under immense pressures to maintain pre-pandemic education standards 

(Elmer et al., 2020; Kamath et al., 2020; Pokhrel & Chhetri, 2021). The varying policies and 

protocols across countries resulted in increased stress, anxiety and challenges for those in 

leadership roles, further straining vulnerable populations in times of uncertainty (Kim & 

Ashbury, 2020; Pokhrel & Chhetri, 2021). 

Social isolation emerged as one of the most prominent effects of the COVID-19 

pandemic (Debata et al., 2020). Defined as the lack or absence of social contact or relationships, 

social isolation significantly affected wellness during the pandemic (Lades et al., 2020; Newall & 

Menec, 2019). Wellness, encompassing emotional, intellectual, physical, occupational, social, 

and spiritual dimensions was adversely impacted by increased uncertainty, fear of contagion, 

illness, death, heightened stressors, and limited access to protective factors (Anderson, 2016; 

Ferreira et al., 2020; Manderscheid et al., 2010). These factors, coupled with social isolation, 

negatively affected individuals’ wellness during these uncertain times (Debata et al., 2020; 

Ferreira et al., 2020). 

Resilience is a crucial factor in mitigating the long- and short-term effects of the COVID-

19 pandemic (Ferreira et al., 2020). Resilience, defined as the capacity of an individual to adapt 

successfully to disturbances, is essential for individuals’ wellness during trauma, including the 
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COVID-19 pandemic (Masten, 2019; Zhang et al., 2020). Resilience is vital for maintaining 

wellness and satisfaction during traumatic events and is linked to various stressors in professions 

such as education (Crompton et al., 2023; Masten, 2019; Rekha Francis et al., 2022). Trauma is 

defined as any experience that overwhelms an individual’s ability to cope, leading to long-term 

psychological impact (American Psychological Association, 2015).  

Inclusive education, which refers to creating equitable access and opportunities of 

education and learning for students of differing abilities, is one of many educational practices 

requiring high levels of resilience (Rayner, 2007). Educators in inclusive education, often 

underpaid, undervalued, and overworked, experience lower wellness levels and higher stress, 

necessitating resilience (Baker et al., 2021; Berson & Baggerly, 2009). After a trauma like the 

COVID-19 pandemic, children look to caregivers for stability and support, adding significant 

mental, emotional, and physical demands on these individuals (Berson & Baggerly, 2009). 

Creating structure, routine, and being well-equipped in childcare professions adds immense 

pressure and stress, heavily relying on resilience to increase positive outcomes of overall 

wellbeing. (Berson & Baggerly, 2009; Miller-Karas, 2022; Presnell, 2018). The current study 

takes a descriptive lens to examine how inclusive education educators’ overall wellbeing, and 

resilience has been affected by the trauma of the COVID-19 pandemic.  

 

 

 

 

 

 

 

 

 

 

 



 

 
 

4 

Chapter 2 Literature Review 

Impacts of COVID-19 on Wellness, Social Isolation, and Resilience 

Defining Wellness 

Wellness is commonly understood as a holistic approach to achieving optimal health and 

well-being, integrating the spirit, mind, and body within the human and natural community 

(Meyers et al, 2000). While primarily influenced by the individual, well-being is also socially 

interconnected, where individual satisfaction can positively impact others, fostering a collective 

sense of well-being (Margolis et al., 2014). Therefore, disruptions in any aspect of wellness can 

significantly affect overall balance and fulfilment. For the purposes of this study, wellness is 

defined as the active pursuit of overall health and well-being, encompassing physical health, 

mental well-being, and other dimensions of personal health with a goal of achieving overall 

balance and fulfilment in various aspects of life. 

Components of Wellness 

Wellness and well-being can be further categorized into several dimensions, including 

emotional well-being, psychological well-being, and social well-being (Bohlmeijer & Westerhof, 

2020). Emotional well-being involves the evaluation of life domains and experiences through 

emotional lenses, characterized by the presence of positive emotions and the absence of negative 

ones (Bohlmeijer & Westerhof, 2020). Psychological well-being, as identified by Ryff (1989), 

consists of self-acceptance, purpose in life, autonomy, positive relationships with others, 

environmental mastery, and personal growth. Social well-being, according to Keyes (1998), 

encompasses optimal social functioning through engagement, societal contribution, and 

integration, with dimensions such as social coherence, acceptance, actualization, contribution, 



 

 
 

5 

and integration. Together these dimensions form mental well-being, which signifies not only 

feeling well emotionally but also living in meaningful and socially connected ways of life 

(Bohlmeijer & Westerhof, 2020).   

Defining Social isolation and loneliness 

Social isolation is defined as the absence of meaningful social connections (Hortulanus et 

al., 2006). Further, the term meaningful refers to fulfilling the individual’s social needs, whether 

through a broad network of relationships or a few contacts that provide sufficient comfort and 

support (Hortulanus, 2006). The lack of meaningful connections can significantly impact 

individuals, leading to diminished social support, feelings of discomfort, and limited access to 

social resources (Hortulanus, 2006). Therefore, individuals lacking meaningful social contacts 

may experience reduced quality of life and impaired personal functioning placing them in a state 

of social isolation (Hortulanus, 2006). Social relationships provide a sense of security, self-

esteem, and identity derived from personal interactions within one’s immediate social 

environment (Hortulanus, 2006).  

For the purposes of this study, social isolation is defined objectively based on the quantity 

of relationships, indicating a lack of social contact and limited consistent personal interaction 

(Rumas et al., 2021). Conversely, loneliness refers subjectively to the feeling of disconnection or 

solitude, stemming from a disparity between desired and actual levels of social contact 

(Manderscheid et al., 2010).  

Perlman and Peplau (1981) differentiate between objective and subjective isolation, 

highlighting that feelings of loneliness are central to subjective well-being. Loneliness is the 

unpleasant emotional state arising when a person’s social network lacks essential connections 

(Perlman & Peplau, 1981). The social network perspective on social isolation emphasizes the 
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formal structure of the network and the relationships within it (Hortulanus, 2006). This approach 

focuses on characteristics such as network closeness, diversity, extent, and the multifunctionality 

of relationships, rather than simply the size of the network (Hortulanus, 2006).  

Thus, social isolation and loneliness are critical psychological factors influencing overall 

well-being, as illustrated in models proposed by Bohlmeijer and Westerhof (2020), underscoring 

the importance of further exploration into these dimensions of social and emotional health.  

Defining Resilience 

Resilience can broadly be defined as the capacity of an individual to adapt successfully to 

disturbances that threaten its function, viability, or development (Masten, 2019). In the context of 

individuals, resilience refers to the developmental phenomenon where individuals experience 

severe stress or adversity without being significantly harmed, and often emerge stronger as a 

result (Masten, 2019; Zhang et al., 2020). Resilience manifests in various contexts, including 

global events like the COVOID-19 pandemic, as well as in response to individual or collective 

trauma, stressful work environments, and other challenges such as those faced in professions like 

education. According to researchers, educator resilience specifically pertains to educators’ ability 

to cope with the inherent uncertainties of their profession, driven by their educational goals and 

values (Crompton et al., 2023; Rekha Francis et al., 2022). It enables educators to sustain their 

commitment to teaching and adapt their practices despite difficult conditions and setbacks. 

For the purposes of this study, resilience is defined as the capacity to adapt to challenges 

and stress that threaten function, viability, and development, maintaining purpose and often 

result in individuals emerging stronger (Masten, 2019). 

Mansfield et al. (2012) identified four dimensions of teacher resilience: professional, 

emotional, motivational, and social. These dimensions encompass teachers’ abilities to navigate 
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personal, professional, emotional, social, and environmental stressors, utilizing strategies to 

achieve their professional goals and maintain their dedication to teaching (Mansfield et al., 2012; 

Papazis et al., 2023). In the demanding field of education, characterized by high responsibility, 

daily stressors, emotional demands, and the care of children, resilience is crucial for sustained 

success (Harry et al., 2022).  

Reports of Wellness and Social Isolation During the COVID-19 Pandemic 

The COVID-19 pandemic significantly impacted the daily wellness of individuals 

worldwide (Debata et al., 2020). Moore and James (2021) surveyed 213 participants across 

Australia during the initial phase of social isolation mandated by the Australian government. The 

researchers were investigating a model of individuals’ psychological stress during social 

isolation. The participants, with an average age of 37.8 years, reported heightened levels of 

psychological distress, including increased feelings of loneliness and anxiety. Factors such as 

concerns about personal finances, the health of themselves or their families, and the stability of 

the economy and government exacerbated these distress levels (Moore & James, 2021). The 

study also revealed that activities known to enhance wellbeing, such as social support, healthy 

eating, and exercise, decreased significantly during social isolation, further contributing to 

psychological distress. However, the researchers found that maintaining a positive attitude 

played a crucial role in promoting active coping, self-care, and reducing psychological distress 

among participants (Moore & James, 2021). 

Before the pandemic, loneliness was already recognized as a significant public health 

concern, but its impact has been magnified since the onset of COVID-19 (Bu & Fancourt, 2020; 

Debata et al., 2020). Loneliness has been associated with heightened risks of both mental and 
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physical illness, including declines in cognitive function and increased suicidal tendencies (Bu & 

Fancourt, 2020; Debata et al., 2020). 

Social distancing measures implemented during the pandemic have created an 

environment where negative wellness indicators, loneliness, and social isolation have become 

critical psychological variables requiring further exploration (Bu & Fancourt, 2020; Debata et 

al., 2020). An Irish study by Lades et al. (2020) examined the daily emotional wellbeing of 604 

participants, 191 men and 413 women, from a large market research company during lockdown 

periods. The participants wrote diary entries documenting five sequential, randomly allocated 

sections of their day. The collected positive affects scores from the participant sample exhibited 

that most participants, including many who were caring for young children, reported significant 

disruptions to their daily routines and emotional states. Activities associated with enhancing 

wellbeing, such as spending time outdoors and exercising, were significantly constrained, while 

activities like social media use and childcare responsibilities increased (Lades et al., 2020). The 

study highlighted that a substantial portion of participants spent most of their day at home, often 

in the company of household members, reflecting the impact of isolation measures on daily life 

and emotional wellbeing (Lades et al., 2020). 

In the Canadian context, Cameron-Blake et al. (2023) investigated the relationship 

between the stringency of public health measures and self-reported mental health, physical 

health, stress, and wellbeing among 6,647 survey respondents. The study found that areas with 

stricter public health measures, such as school and business closures, restrictions on gatherings, 

and stay-at-home orders, were associated with increased stress levels and mental health 

outcomes and decreased overall wellbeing (Cameron-Blake et al., 2023). Individuals reporting 

feelings of loneliness, stress, depression, or suicidal thoughts were more likely to reside in 
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regions with stringent public health measures (Cameron-Blake et al., 2023). Particularly 

vulnerable were professionals in high-stress occupations, such as educators in inclusive 

education settings, whose wellbeing has been consistently identified as a concern during the 

pandemic (Gadermann et al., 2023). 

Understanding the psychological impacts of the COVID-19 pandemic, particularly 

among vulnerable populations and professions, is crucial for developing effective support 

strategies and interventions. 

Wellness, Social Isolation, and Resilience of Positions of Childcare during COVID-19 

Defining Positions of Childcare 

Childcare encompasses any service involving the care, supervision, and responsibility of 

children aged two weeks to 18 years (Fothergill, 2013). It includes both parental and non-

parental care settings such as center-based daycare, home-based daycare, in-home/day nanny, au 

pair, care by grandparents or other relatives, and educational institutions ranging from nursery 

schools to secondary schools (Petts et al., 2020). Notably, childcare is recognized as a complex 

form of labour due to its dual focus on children and familial relations (Petts et al., 2020).  

Alongside the heightened responsibility and emotional demands, inadequate pay and 

working conditions are significant deterrents in the childcare workforce, contributing to high 

turnover rates (Fothergill, 2013). Fothergill (2013) identifies feeling undervalued and issues 

surrounding respect and boundaries from parents and administrators as additional challenges 

faced by childcare workers. The treatment they receive from various stakeholders—including 

parents, society at large, and their employers—profoundly impacts educators’ overall wellbeing. 

Administrative and leadership styles, childcare philosophies, and attitudes toward teacher 

training also play critical roles in shaping the experiences of both childcare providers and parents 
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(Fothergill, 2013). Interestingly, guardians exert a significant influence on the experiences of 

educators, highlighting the crucial role of parental support and collaboration in childcare settings. 

Burnout and Resilience in Childcare 

In a study involving 63 participants, Decker et al. (2002) investigated burnout among 

full-time childcare workers in residential treatment centres in rural United States. They found 

statistically significant negative correlations between burnout levels and protective factors such 

as institutional support, supervision, and education. Burnout, characterized by emotional 

exhaustion, depersonalization, and reduced personal accomplishment, is prevalent among those 

in helping professions, notably childcare workers who are deeply committed to their role (Decker 

et al., 2002; Maslach, 1982).  

Decker et al. (2002) emphasize that childcare is among the most emotionally, mentally, 

and physically demanding professions. They attribute challenges in the field to factors such as 

inadequate pay, lack of administrative support, insufficient supervision, and negative attitudes 

toward childcare workers from clinicians, community members and parents alike. Despite these 

challenges, the resilience demonstrated by childcare workers remains a notable factor 

contributing to their success in the field (Decker et al., 2002; Fothergill, 2013; Harry et al., 

2022). Since positions in childcare are inherently mentally and emotionally demanding, requiring 

significant resilience for success, exploring the impacts on wellness, social isolation, and 

resilience within this field warrants further investigation (Harry et al., 2022). 

Reports of Educators Experiencing Negative Wellness and Social Isolation 

In their report on occupational stress, Wagner et al. (2013) highlight a significant gap in 

understanding occupational stress within the field of early childhood education, which includes 

working with children ages zero to 12. Their study, which involved a sample of 69 early 
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childhood workers from various primarily non-unionized agencies, utilized three stress scale 

questionnaires to assess the experiences of childcare providers. The researchers emphasized that 

despite being perceived as undervalued and challenging, early childhood education remains high 

demand work often compensated inadequately relative to its demands. Wagner et al. (2013) 

suggest that early childcare educators are particularly susceptible to occupational stress, which 

can have detrimental effects on their well-being. They noted considerable variability in Canada 

regarding organizational structures, educational requirements, quality of care, and regulatory 

standards, all influencing stress levels among educators. Furthermore, their research identified 

poor wages and benefits as primary contributors to burnout among childcare workers. 

Conversely, strong supervisor relationships characterized by high levels of support and 

encouragement were found to significantly enhance wellness and foster feelings of 

accomplishment among these professionals (Wagner et al., 2013). 

In a recent study from Alberta, Awosoga et al. (2019) conducted a quantitative study 

across 13 licensed daycare centers, surveying 110 childcare workers to explore factors 

influencing their health status. The study highlighted that factors such as control over one's 

health, proactive health management practices, employer awareness of stress effects, and genuine 

interest in employees' wellbeing were pivotal in predicting the overall health and quality of care 

provided by childcare workers. The findings stressed the critical role of supportive workplaces in 

mitigating challenges faced by childcare professionals and optimizing their effectiveness in 

caring for children. Similarly, Mawhinney (2008) examined educator social isolation through a 

mixed methods approach involving observations and interviews with 28 educators. The study 

emphasized the importance of congregational spaces and social support networks in providing 

educators with essential outlets for emotional expression and stress relief. It revealed that 
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collaborative environments and safe physical spaces facilitated by supportive colleagues are 

crucial for buffering the emotional labor associated with the profession. This support 

significantly contributed to educators' well-being by enabling them to manage stress effectively 

and maintain professional satisfaction. 

Social isolation has been seen as a risk factor for a high demanding job such as childcare, 

which is prevalent in the positive results of well-being with the presence of physical and social 

support (Gadermann et al., 2023; Mawhinney, 2008; Wagner et al., 2013). Inclusive education 

childcare workers have been identified as an at-risk group for experiencing social isolation and 

the hardship of a high demanding job (Ansley et al., 2016). This area of research has received 

less focus around social isolation and requires further investigation in the face of a global 

pandemic (Johnson & Coleman, 2024).  

Reports of Inclusive Education Educators Experiencing Negative Wellness and Social 

Isolation During COVID-19 

Inclusive education is an educational practice that encompasses broad notions of 

educational access and recognizes the importance of catering to diverse needs (Rayner, 2007). It 

is viewed not as a fixed destination but as an ongoing journey towards equity within educational 

systems (Florian, 1998; Rayner, 2007). The concept of inclusive education has gained 

widespread acceptance globally, advocating for equitable learning opportunities for students with 

diverse abilities to pursue their educational goals (Cormier et al., 2021; Xu et al., 2023). Cormier 

et al. (2021) conducted a study involving 468 inclusive education educators to examine their 

stress levels, burnout, and mental health during the COVID-19 pandemic. The researchers 

conducted multiple surveys across three waves of the COVID-19 pandemic, utilizing multiple 

scales for their study. Using these various scales measuring burnout, depression, anxiety, and 
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stress, the researchers found significant increases in these negative outcomes among educators 

across the multiple waves of the pandemic. This emphasizes the urgent need for mental health 

support tailored to this vulnerable group, whose well-being is already disproportionately affected 

within the educational profession (Cormier et al., 2021; Rayner, 2007). 

Similarly, Kim and Ashbury (2020) explored the experiences of 24 inclusive education 

teachers from English elementary and secondary schools during the early stages of the COVID-

19 lockdown. Through interviews, reports on low, high, and turning points identified themes 

such as uncertainty, resilience, and the importance of supportive relationships among educators. 

A strong sense of community and inclusion in policy and programming were two of the most 

significant factors highlighted among participants. The study highlighted how educators both 

negatively and positively coped with abrupt changes, especially in supporting vulnerable 

students and maintaining professional identities amidst uncertainty (Kim & Ashbury, 2020). 

Jakubowski et al. (2021) investigated the impact of the COVID-19 pandemic on 285 

Polish elementary and secondary school teachers across two waves. Their findings indicated a 

significant increase in stress, anxiety, and depressive symptoms during both stages of the 

pandemic, emphasizing the prolonged negative effects of remote teaching and social isolation on 

educators' mental well-being (Jakubowski et al., 2021). Understanding the negative effects on 

well-being during times of social isolation are crucial to evaluate the resilience levels of a 

population such as educators who work with vulnerable populations who were severely affected 

during the COVID-19 pandemic.  

Reports of Educators Experiencing Resilience 

In a study of 224 Chinese inclusive education teachers, Xu et al. (2023) investigated the 

mediation role of resilience between competency and occupational well-being. The authors 
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collected a range of self-reported questionnaires from educators, finding that competence, 

resilience, and occupational well-being were significantly positively correlated. Inclusive 

education educators must balance numerous roles that require them to withstand high levels of 

physical and mental energy over extended periods. These demands can lead to chronic stress, 

adversely affecting their wellness, job performance, and student outcomes. Xu et al. (2023) 

found that interventions for fostering resilience, such as training and positive thinking skills, had 

significant effects on the resilience of inclusive education educators. Additionally, implementing 

these interventions and rational coping strategies, supportive mentoring systems and positive 

school cultures decreased burnout among educators. The authors conclude that involving 

educators in decision making processes by sharing their expectations and experiences promote 

occupational well-being and resilience in the profession.  

In a study by Beltman et al. (2011), the resilience of inclusive educators over a decade 

was investigated, focusing on: (a) methods used to investigate educator resilience, (b) the ways 

resilience has been conceptualized, (c) the understanding of risk and protective factors, and (d) 

the implications for pre-service teacher education programs and employers. The researchers 

found that resilience is a complex, cyclical, and idiosyncratic construct involving dynamic 

processes of interaction over time between people, environments, and events. Teachers' attitudes, 

practices, and views of teaching were influenced by a combination of idiosyncratic and 

contextual factors, such as formal mentor programs and collegial support in the workplace. These 

factors significantly contributed to teacher resilience. Beltman et al. (2011) suggests that the 

relationships between risk and protective factors are complex and vary across different settings 

and individuals. They emphasize the importance of enhancing teacher self-efficacy and 

motivation, noting that these individual factors have the greatest impact on educator resilience. 
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The authors advocate for incorporating these factors into pre-service teacher programs to build 

resilience from the beginning of educators' careers. 

In a profession characterized by great stress, emotional tolls, and burnout, questions arise 

about how educators can build resilience while teaching in challenging school environments (Lo, 

2014; Berson & Baggerly, 2009). Lo (2014) investigated the stress and burnout levels of 

inclusive education educators and their relationships with individual and organizational 

resilience in a mixed-method study. The author used survey questionnaires and semi-structured 

interviews with 146 educators of seven social development schools in Hong Kong, conducting 

interviews with 11 respondents who rated themselves as resilient. Lo (2014) found significant 

correlations between stress, burnout, and resilience in the workplace. Rational coping behaviors 

and positive thinking strategies were identified as personal resources that helped educators 

overcome stress and burnout. Additionally, both individual and organizational resilience played 

significant roles in mitigating the negative effects of educator burnout. Strong support from 

administrators was also a significant factor in supporting educators’ wellbeing and resilience. 

Already at heightened risk for negative wellbeing and low levels of resilience, the COVID-19 

pandemic’s social distancing measures and lockdowns have been hypothesized to further 

exacerbate these issues among inclusive education educators (Cormier et al., 2021).  

Reports of Educators Experiencing Resilience During COVID-19 

As the COVID-19 pandemic prompted mandatory closures of schools worldwide, 

vulnerable populations and already stressful professions faced unprecedented challenges. 

Educators had to quickly adapt to help students receive a typical classroom environment in this 

new context (Baker et al., 2021; Cormier et al., 2021; Papazis et al., 2023). In a study involving 

1,415 inclusive education educators from Greece, Papazis et al. (2023) investigated the level of 
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educator resilience during the pandemic and its association with attitudes toward emergency 

remote teaching and perceived stress. Participants completed three self-reported instruments, 

revealing that educators had neutral attitudes towards emergency remote teaching, moderate 

levels of resilience, and slightly increased levels of stress. The researchers found that teachers' 

perceptions of resilience predicted their attitudes towards emergency remote teaching and stress 

levels during the pandemic. These findings highlight the importance of resilience in coping with 

adverse circumstances. Building and exhibiting resilience during hardships like the COVID-19 

pandemic significantly enhanced educators' stress levels and attitudes toward emergency remote 

teaching. Resilience was essential for sustaining full engagement in the educational process, 

maintaining inner motivation, and continuing professional development. Despite coping with the 

adverse events of the pandemic, educators were concerned with maintaining their students' 

wellbeing and interest, addressing the complex needs of students with learning disabilities, and 

managing dysfunctional relationships with parents and coworkers. These challenges were 

mitigated through strategies to develop mental resilience, adaptive coping strategies, and social 

support. 

Globally, numerous studies have explored the effects of COVID-19 on educator 

resilience. In a US study, Fox and Walter (2022) used a quantitative survey to investigate 

relationships among stress, teacher efficacy, and school connectedness in 146 general and special 

education K-12 educators. They also conducted qualitative interviews with 16 participants to 

explore their perceptions of wellbeing, school or district support, and personal navigation of 

remote teaching challenges. Most participants were female (85%), with many having over 10 

years of experience. The quantitative results showed that higher levels of school connectedness 

and teacher efficacy were associated with lower levels of perceived stress and higher resilience 
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during the pandemic. Qualitatively, the researchers identified three participant groups: growing 

teachers, coping teachers, and discouraged teachers. Growing teachers had high levels of social 

and school-based support and strong individual coping strategies, facilitating professional 

growth. Coping teachers had positive mindsets and good coping mechanisms but felt less 

supported by their school and administrators. Discouraged teachers struggled with remote 

teaching and lacked support from their district and school administrators. Overall, feeling 

connected to the school community served as a protective factor, though special educators faced 

unique challenges and were more likely to feel isolated, frustrated, and less resilient than general 

education teachers (Fox & Walter, 2022). 

In a study of resilience among pre-service inclusive education teachers during the 

COVID-19 pandemic, Fokkens-Bruinsma et al. (2023) investigated which factors most 

influenced resilience. They focused on three factors: (a) personal resources such as motivation, 

efficacy, and emotions; (b) contextual resources such as relationships and support from 

colleagues; and (c) coping strategies such as problem-solving and maintaining a work-life 

balance. Using a questionnaire with both open and closed questions, the authors found that pre-

service teachers showed lower scores on resilience and personal resources compared to previous 

studies, comparable scores on contextual resources, and higher scores on coping strategies. The 

open responses revealed various aspects influenced by the pandemic, including teaching 

conditions, pupil interaction, study progress, and support from supervisors and the teacher 

education institute. The findings illustrate that societal and environmental circumstances affect 

teacher resilience, and joining the childcare workforce during a global pandemic can lower self-

efficacy and resilience foundations in the profession (Fokkens-Bruinsma et al., 2023). 
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Reports of Resilience of Inclusive Education Educators Experiencing Negative Wellness and 

Social Isolation During COVID-19 and the Response of Educational Institutions  

Inclusive education educators are identified as struggling to create and adapt learning 

environments during the COVID-19 pandemic, necessitating significant support from their 

respective educational administration and government agencies (Beckmann & Klein, 2022; 

Lemon & McDonough, 2023; Parveen et al., 2022). Educational administrators and government 

agencies are responsible for providing educators and educational workplaces with sufficient 

support, information, and resources to successfully support their students and organize their 

classrooms, whether online or in-person (McLeod & Dulsky, 2021; Parveen et al., 2022). 

In an Australian context, Lemon and McDonough (2023) conducted an online qualitative 

study to examine questionnaire data from 137 Australian inclusive education teachers, utilizing 

the four dimensions of teacher resilience presented by Mansfield et al. (2012): professional, 

emotional, motivational, and social. The researchers investigated the resilience processes and 

outcomes of inclusive education teachers during the COVID-19 pandemic, highlighting the 

multidimensional approach educators employed to navigate the challenges of teaching remotely. 

The authors found that during the pandemic, educators demonstrated effective personal coping 

strategies and resilience, which significantly contributed to their wellbeing. Educators’ ability to 

articulate their needs and utilize resources was noteworthy, stressing that personal resilience is 

inherently linked to the settings in which educators implement strategies to foster resilient 

outcomes. Focusing on social and pedagogical support helped blend the other dimensions of their 

practice. The COVID-19 pandemic allowed for social support, specifically familial support, to be 

emphasized in ways it had never been before for some educators, highlighting the positive 

contributions to self-care, well-being, and resilience (Lemon & McDonough, 2023).  
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The initial transition to distance learning and remote educational support was prompt and 

left little time for educators, administrators, and governing bodies to plan and implement new 

ways of education (Madalińska-Michalak, 2021). Madalińska-Michalak (2021) sought to explore 

the role of successful school principals in the face of COVID-19. This study, part of the larger 

International Successful Principalship Project, collected both quantitative and qualitative data 

from school principals and inclusive education educators. The researcher sought to understand 

how successful school leadership supports the development of ways in which schools and 

teachers harness personal and contextual resources to sustain teacher well-being, commitment, 

resilience, and job satisfaction. The author found that school principals' leadership had a 

powerful influence on school improvement, including the quality of schools, teachers, teaching, 

and student learning. Successful school leadership was marked by rapid response to the COVID-

19 outbreak, but forward looking planning caused educators to feel lost, reporting stress, anxiety, 

and low levels of resilience. The miscommunication between governing bodies and school 

leadership negatively affected the communication between school leadership and educators. 

Therefore, negatively impacting their thoughts, feelings, stress levels, overall well-being, and 

resilience during the COVID-19 pandemic (Madalińska-Michalak, 2021). 

Wharton-Beck et al. (2024) investigated the preparedness of school administrators of 

inclusive education schools in the United States as they responded to the COVID-19 pandemic, 

examining their perceived opportunities and challenges. The authors reported challenges faced 

by school leaders, including the digital divide, staffing shortages, online instruction practices, 

communication with families, educators, and governments, and staff professional development. 

Understanding school leaders' perceptions helps researchers identify factors leading to the 

successes and failures of school management during COVID-19. Reaching out to vulnerable 
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students, providing culturally relevant digital content, and ensuring full access to hardware and 

software for all students were significant challenges for school leaders. These challenges 

impacted leadership roles, wellness, job satisfaction, and resilience during the COVID-19 

pandemic (Beckmann & Klein, 2022; Lemon & McDonough, 2023; Wharton-Beck et al., 2024). 

As schools were one of the most important societal institutions affected by the COVID-

19 pandemic, educators relied on governing bodies and educational administrators for rapid and 

adequate responses to the pandemic (McLeod & Dulsky, 2021; Parveen et al., 2022). The search 

for answers among the unknown led to declines in educators' wellbeing, stress levels, job 

satisfaction, and resilience (Beckmann & Klein, 2022; Lemon & McDonough, 2023; McLeod & 

Dulsky, 2021). McLeod & Dulsky (2021) sought to understand the effects of school 

administrators' responses on inclusive education educators' wellness and resilience during the 

COVID-19 pandemic. From 43 interviews with school organizations worldwide, the primary 

themes found were vision and values, communication and family community engagement, staff 

care, equitable instructional leadership and practices, organizational capacity-building, and 

recognition of potential future opportunities. Educators reported ambiguous government support, 

with school boards and administrators struggling to maintain expectations while managing crisis 

situations. Lack of organization, leadership resilience, and effective communication were leading 

factors in educators' overall wellbeing and resilience levels during the pandemic (McLeod & 

Dulsky, 2021). Educators were left to their own devices while administrators scrambled to find 

organizational vision and institutional values during uncertain circumstances. McLeod & Dulsky 

(2021) called on educational institutions and governing bodies to attend to inclusive education 

educators' needs and to learn from their experiences to be more responsive and understanding in 

pandemic planning efforts. It is expected that the number of educators dealing with the lingering 
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effects of the pandemic and struggling to gain resilience in subsequent years will increase due to 

the ongoing impact of COVID-19 (Papazis et al., 2023). Educational administrators and 

governing bodies need to make informed planning decisions to adequately support inclusive 

education educators. 

Gaps in the Research and Guiding Framework 

Need for Studies Focusing on Resilience, Wellness, and Social Isolation of Inclusive 

Education Educators 

As evident from the review of current research focused on resilience, wellness, and social 

isolation during the COVID-19 pandemic, several gaps in the literature exist. A significant 

portion of the existing studies on wellness and social isolation and their effects on educator 

resilience focuses on the experiences of general education educators and does not adequately 

address the pre-existing additional pressures inherent in the high-demand role of inclusive 

education educators (Ansley et al., 2016; Kauffman et al., 2022). Furthermore, research on the 

overall well-being and social isolation of inclusive education educators typically centers on 

periods during the pandemic or pre-pandemic, without considering the long-term effects since 

the onset of global lockdowns (Lo, 2014; Zhang et al., 2020).  

Kauffman et al. (2022) note that shortly after the pandemic began, many researchers 

provided recommendations for teachers and outlined problems with potential solutions to 

maintain wellness and resilience during the COVID-19 pandemic. However, these 

recommendations often failed to account for the unique circumstances of inclusive education 

educators and the significant impact the global pandemic had on them, highlighting societal 

tendencies to undervalue inclusive education educators despite their roles as essential workers 

(Fothergill, 2013; Kauffman et al., 2022; O’Brien et al., 2022). The experiences of inclusive 
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education educators need greater amplification, and understanding the resilience of these 

educators, especially those who have encountered trauma, is crucial. 

Need for Studies Focusing on Inclusive Educator Resilience in the Face of Trauma  

A notable gap in the current COVID-19 literature concerns the experiences of well-being, 

social isolation, and resilience of inclusive education educators in the face of trauma. Most of the 

literature on educator resilience addresses trauma occurring within the school setting, often 

neglecting the broader community or societal context (Ortiz et al., 2021). Ortiz et al. (2021) also 

note that this research typically focuses on student trauma, viewing educators negatively if their 

trauma, resilience, and well-being training are deemed insufficient to support students. Olive 

(2023) and colleagues emphasize that research on trauma in education has primarily concentrated 

on students, leaving the prevalence and scope of educator trauma largely unexplored. Their 

research indicates that most educators have experienced primary, or first-hand trauma, and only 

some have experienced secondary trauma due to their students' traumatic experiences. However, 

it fails to call upon educational administrators and governing agencies to consider the effects on 

educators, and only investigates the effects on students.  

Moreover, there is a significant gap in the field of educator resilience, as studies often 

focus on short-term research to understand resilience, overlooking the lasting effects trauma may 

have on resilience levels (Brunzell et al., 2021). Broader perspectives are needed to gain a 

holistic understanding of these experiences and to better inform changes and best practices 

regarding the lasting effects on the resilience of inclusive education educators. Additionally, 

perspectives on the continuation of resilience and the involvement of inclusive education 

educators in the COVID-19 response are essential. 
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Informing Education Institutions Policy and Planning and Maintaining Resilience 

Researchers have hypothesized that the impacts of the COVID-19 pandemic on educators 

and the education system will have lasting effects on how educators develop resilience and how 

education systems respond to crises (Bremer, 2022; Brunzell et al., 2021; Parveen et al., 2022). 

Therefore, it is crucial for administrators and governing bodies in education to adequately plan 

for the needs of inclusive education educators. Parveen et al. (2022) highlights a deficiency in 

education administrators' response to the challenges posed by the COVID-19 crisis. The 

researchers emphasize the need for stronger support from school governance and leadership 

during times when educators require the most assistance. 

In their analysis of leadership and governance in schools during the pandemic, Leask and 

Younie (2021) highlight that education in Canada has historically been divided by provinces and 

territories, and during the COVID-19 pandemic, provincial and territorial governments relied 

heavily on school boards, districts, and administrators to navigate unclear guidelines without 

adequate resources. This resulted in administrators implementing confusing policies without 

sufficient consideration for educators. There is a critical need to include educators' voices in 

planning, policymaking, research, and public awareness to challenge harmful attitudes and 

assumptions about the capabilities and societal value of inclusive educators during the pandemic. 

It is imperative to amplify the voices of educators who assess the response to the 

COVID-19 pandemic by education administrators and governing bodies to inform institutional 

planning, policymaking, and responses. First-person qualitative accounts detailing experiences of 

well-being, social isolation, and resilience levels provide invaluable insights for education 

administrators and governing bodies to better understand and address the current and enduring 

impacts of the pandemic on inclusive education educators. 
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Ann Masten’s Resilience Model  

There are few models as comprehensive as Masten et al. (1990) that can effectively 

explore the intricate principles of resilience. Masten (2019) offers a resilience model from a 

developmental systems perspective, which encompasses a multidisciplinary, multileveled, and 

developmental approach to resilience research. While originally not specific to educator 

resilience, Masten's model aptly represents the complexities of the education profession. This 

model will be instrumental in understanding the lived experiences of resilience among inclusive 

education educators, particularly in terms of wellness and social isolation amidst various levels 

of trauma. 

Masten's (2019) developmental systems perspective aligns with current research, 

highlighting profound implications for defining resilience and translating evidence into practice. 

This perspective integrates dynamic systems theory into developmental science, viewing human 

development as a complex interplay of genetic, neurobiological, cultural, and social interactions. 

Resilience, in this framework, emerges from adaptive systems that develop within individuals 

embedded in larger social contexts. During major disasters or family-level crises, the resilience 

of interconnected systems becomes crucial, illustrating their interdependence when overwhelmed 

simultaneously. 

Central to Masten's (2019) model is the recognition that human resilience is 

fundamentally rooted in relationships and social support. Resilience is not merely an individual's 

capacity but also depends on the supportive environments and networks around them. The model 

identifies various protective factors contributing to positive adaptation across different adverse 

experiences, including effective caregiving, supportive relationships, problem-solving skills, 
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self-regulation, self-efficacy, optimism, and beliefs in life's meaningfulness. Context-specific 

factors like cultural rituals or spiritual practices also play significant roles in resilience outcomes. 

Educators, especially those in inclusive education, continually face the challenge of 

balancing personal and professional demands amidst ongoing adversities. O'Brien et al. (2024) 

suggest that resilience among educators correlates with overall well-being and the impact of 

social isolation, influencing levels of burnout and job satisfaction. As research in educator 

resilience, wellness, and social isolation continues to evolve, frameworks like Masten (2019) 

offer critical insights into understanding and supporting educators facing multiple layers of 

trauma in their professional lives. 

Summary 

During the COVID-19 pandemic, the variables of wellness and social isolation emerged 

as critical factors influencing resilience levels, particularly for individuals in vulnerable, high-

risk, and high-stress professions that underwent significant transformations (Cameron-Blake et 

al., 2023; Lades et al., 2020; Masten, 2019; Rumas et al., 2021). Among these, inclusive 

education educators have been identified as a particularly at-risk subgroup (Baker et al., 2021; 

Cormier et al., 2021; Kim & Ashbury, 2020; Papazis et al., 2023). Facing rapid and often 

inadequate shifts to remote learning, these educators were left to navigate new teaching methods 

while grappling with the persistent expectations of pre-pandemic standards (Bremer, 2022; 

Brunzell et al., 2021; Madalińska-Michalak, 2021; Parveen et al., 2022). 

The literature highlights a significant gap in understanding the experiences of inclusive 

education educators during the pandemic, particularly regarding their own wellness, social 

isolation, and resilience. Most existing research has focused on educators' roles in addressing and 

supporting students' trauma and resilience, neglecting the underlying causes of burnout among 
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educators themselves (Brunzell et al., 2021; Olive, 2023). This gap highlights the need for 

qualitative studies that elevate the voices of inclusive education educators, providing nuanced 

insights into their lived experiences and the contextual factors influencing their resilience. 

The current study aims to address these gaps by employing a qualitative approach 

focused on inclusive education educators. By exploring their experiences with wellness, social 

isolation, and resilience during the COVID-19 pandemic, this research seeks to uncover the 

multifaceted challenges they faced and the strategies they employed to navigate unprecedented 

circumstances. This approach not only fills a critical void in the literature but also aims to inform 

policy and practice by advocating for more inclusive and supportive environments for educators 

in times of crisis. 

Present Study and Research Questions 

This research project was undertaken as part of the larger project titled, “Living with 

COVID-19: Mental Health Experiences.” The study aimed to address three primary purposes: 1) 

to gain a deeper understanding of the lived experiences of inclusive education educators during 

the COVID-19 pandemic; 2) to explore how personal resilience may or may not be affected by 

wellness and social isolation following trauma; and 3) to provide recommendations on how to 

better support inclusive education educators during times of trauma, global health crises, and 

social isolation. Conducted through a qualitative phenomenological approach, this study sought 

to fill gaps in the existing research by amplifying the voices of inclusive education educators, 

capturing their vital perspectives (Emery & Anderman, 2020). 

Describing phenomena from a lived experience perspective allows for a profound 

understanding of how individuals perceive and navigate their world (Cerbone, 2006). Employing 

a transcendental phenomenological lens, this study recognized and validated the first-person 
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accounts of individuals who experienced similar phenomena under comparable circumstances 

(Cerbone, 2006; Creswell & Poth, 2018). Through this approach, the unique experiences of 

inclusive education educators during the pandemic could be meaningfully shared and 

understood. 

The present study aimed to address the following research questions:  

(a) What are the lived experiences of inclusive education educators during the COVID-19 

pandemic? 

(b) What measures can education administrators implement to support inclusive education 

educators in managing the effects of global health crises and social isolation? 

Collecting qualitative data concerning significant changes in individuals' social environments 

enabled the researchers to comprehend the potential impacts of these changes on participants 

wellness, social isolation, and resilience. Understanding how inclusive education educators 

perceived the responses of education administrators during the COVID-19 pandemic is crucial 

for informing educational institutions on how best to support educators’ wellness and resilience 

after profound changes in their social environments. 
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Chapter 3 Methodology 

This section of the study provides a foundation for the research approach used to explore 

the research questions. The research design, entering assumptions of the author, participants, 

participant recruitment, data collection and data analysis procedures are investigated. Issues 

surrounding rigor and ethical considerations are also discussed.  

Research Approach 

A qualitative research method approach was taken to explore the research questions 

proposed in this study. Qualitative research is a method of inquiry that focuses on understanding 

human experiences, behaviours, and social phenomena by gathering in-depth insights into 

individuals’ thoughts, feeling, and motivations (Creswell & Poth, 2018). Qualitative research 

methods are used to study things in their natural settings, attempting to interpret a phenomenon 

in terms of the meanings people bring to them (Denzin & Lincoln, 2011). As qualitative research 

refers to a large family of methods, to answer the research questions of the current study, a 

descriptive phenomenological approach was taken (Creswell & Poth, 2018 Jackson et al., 2007).  

Research Design 

The goal of selecting research methods is to meticulously align them with the research 

questions at hand to ensure that the data collected is both relevant and comprehensive 

(Groenewald, 2004). This research project aligned with Groenewald (2004), of that the 

researcher takes a position in which important data can be gathered from the perspectives of the 

target population. Further, the aim of the research is to describe as accurately as possible the 

phenomenon experienced, which in this case were inclusive education educators and their 

experiences during the COVID-19 pandemic. Due to the ideologies of the methodology based on 
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the research questions at hand, the author collected the necessary data by engaging with inclusive 

education educators. The specific qualitative approach that best fits the aims of this study and 

beliefs of the researcher is a phenomenological approach. Phenomenology is a philosophical 

research method that focuses on describing what all participants have in common as they have 

experienced a phenomenon (Creswell & Poth, 2018). Research based in phenomenological 

ideologies focuses on describing phenomena as they are experienced by individuals, without 

preconceived theories or explanations rather than on developing theories or extensive literature 

(Emery & Anderman, 2020). A phenomenological approach allows for the experiences of a given 

population to be acknowledged and revealed (Groenewald, 2004), which aligned with the first 

research question of the study: (a) What are the lived experiences of inclusive education 

educators during the COVID-19 pandemic? Phenomenology also allows the researcher to 

interpret the benchmark in each area of a study (Creswell & Poth, 2018), aligning with the 

second research question: (b) What measures can education administrators implement to support 

inclusive education educators in managing the effects of global health crises and social isolation? 

Phenomenology is categorized into two schools of thought: interpretive and descriptive 

(Lopez & Willis, 2004; Patton, 2020). The primary differences between the two approaches are 

in how the findings are generated and used to strengthen professional knowledge (Lopez & 

Willis, 2004). Interpretive phenomenology founded by Heidegger (1962), is introduced through 

hermeneutics, or the methodology of interpretation (Patton, 2020). This school of 

phenomenology sees the value in foreknowledge to interpret research data, suggesting that the 

understanding of what is real, in terms of the phenomenon, in part comes through interpretation 

through the lens of foreknowledge. This is seen as necessary and inevitable. Descriptive 

phenomenology is associated with Husserl (1970), which emphasizes that it is essential for the 
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researcher to shed all prior personal knowledge to understand the crucial lived experiences of 

those being studied (Groenewald, 2004; Lopez & Willis, 2004). The goal of descriptive 

phenomenology is for the researcher to achieve transcendental subjectivity, or the neutralization 

of researcher biases and preconceptions through constant assessment to remove any influence on 

the object of study (Lopez & Willis, 2004). This stream of phenomenological philosophy also 

assumes that aspects of the lived experiences of a subpopulation will be common to all persons 

who have that given experience, known as universal essences. When the research question 

pertains to purely describing the shared experiences of a phenomenon at hand, a descriptive 

phenomenological approach is best (Lopez & Willis, 2004; Patton, 2020). As both the research 

questions of the current study relate to describing the lived experiences of elementary inclusive 

education educators during the COVID-19 pandemic, a descriptive phenomenological approach 

was taken. As such, the researcher needed to suspend any preconceptions of the phenomenon, 

their biases and initial assumptions of the research questions, as well as throughout the duration 

of the study to try to gather the sincerest reports of the phenomena.  

Entering Assumptions of the Author 

To adhere to a descriptive phenomenological approach, the researcher must recognize 

their initial biases and personal knowledge about the phenomenon to concentrate on the genuine 

lived experiences of the participants (Reiners, 2012). This process ensures that all evaluations of 

what is genuine and what is occurring originate from the population being studied, which is vital 

for grasping another’s phenomena (Chan et al., 2015; Reiners, 2012). In conformity with this 

ideology, association of the researcher’s own initial assumptions before commencing the 

research study were as follows:  

• Participants will be honest with their answers.  
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• Participants will truthfully carry out instructions provided by the researcher.  

• Educators’ wellbeing suffered throughout the COVID-19 pandemic.  

• Educators are often overworked and took on additional responsibilities during the 

COVID-19 pandemic.  

• Educators encountered and displayed significant levels of resilience through the 

hardships of the COVID-19 pandemic.  

• Educators lack the knowledge on how to educate and support children during a global 

health crisis and social isolation.  

• Based on the current literature, educators of an inclusive education classroom during 

the COVID-19 pandemic have experienced unusual circumstances which has caused 

an array of experiences that must be examined to optimize the experience of future 

educators and students.  

Alongside initial assumptions, it is essential for researchers to articulate their 

positionality before commencing the research study. As the only researcher on this study, I am a 

white, able bodied cis female with an educational background in educational psychology and 

special education. I have engaged in academic study, research, and practical experience related to 

education; however, little of the practical experience was conducted during the COVID-19 

pandemic. I firmly believe in inclusive education and value empathy and compassion. In 

conformity with the ideologies set by Chan et al. (2015), the personal assumptions based on the 

positionality of the researcher were as follows:  

• Participants will view the researcher as trustworthy and credible.  

• Participants will understand the positionality of the researcher as someone who is 

interested and passionate about the subject matter.  
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• Participants will find comfort in the researchers experience in the subject matter and 

in inclusive education.  

According to Cerbone (2006), no individual can be entirely unbiased; however, in 

accordance with descriptive phenomenology, a reflexive journal was kept for the purposes of 

acknowledging the researcher’s biases exhaustively (Chan et al., 2015; Ortlipp, 2008). According 

to Primeau (2003), reflexivity enhances the quality of research though its ability to encompass 

our understanding of how our positions and curiosities as researchers affect all stages of the 

research process. Thus, reflexivity is the process by which the researcher reflects on their own 

experiences, values, and motivations in an honest manner relevant to the phenomena being 

studied. This, therefore, enables the researcher to recognize any potential biases, including 

distinguishing thoughts and feelings from those of the participants (Primeau, 2003). A reflexive 

journal was kept for the duration of this study for this purpose.  

Participants 

Within the current phenomenological study, purposeful sampling was used to develop a 

thorough understanding of the lived experiences of elementary inclusive education educators 

regarding resilience due to wellness, social isolation, and loneliness during the COVID-19 

pandemic. Purposeful sampling is consistent with the philosophical school of thought selected 

for this research project, as it is widely used in qualitative research to identify and select 

information-rich cases related to the phenomenon of interest (Creswell & Guetterman, 2019; 

Patton, 2020). Purposeful sampling is best used when research questions require the 

identification and selection of individuals, or groups of individuals, that are knowledgeable about 

or have experienced the phenomenon of interest (Creswell et al., 2011; Creswell & Guetterman, 

2019). As this research was focused on the specific experiences of inclusive education educators, 
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purposeful sampling was appropriate for the current study. Participants were included based on 

the following two criteria: 

• Participants are current educators at the Willowcrest Academy in Victoria, British 

Columbia, Canada, who taught during the 2019/2020, 2020/2021, and/or 2021/2022 

school year(s).  

• Participants who have taught in an inclusive education classroom during the 

2019/2020, 2020/2021, and/or 2021/2022 school year(s).  

The school of employment of the participants of the current study is a school where a 

great tragedy took place. The name of the school used in this study has been changed for 

confidentiality purposes. A randomly generated pseudonym has been used. This study defines an 

inclusive classroom as one in which there are one or more students with an IEP, designation, or 

equivalent. For the purposes of this study, an educator is defined as a person in a position of 

childcare within a classroom. This includes teachers, educational assistants, and early childhood 

educators. The participants of the current study are teachers and early childhood educators.  

As the research is seeking to investigate subgroup populations with defining 

characteristics, a homogeneous sampling measure will be taken (Creswell & Guetterman, 2019). 

Homogeneous sampling aims to use smaller sample sizes, with identified shared characteristics 

among the population to allow for a thorough, in-depth investigation and description of a 

particular subgroup, in which in this study allowed for the identification and sampling of 

inclusive education educators (Creswell & Guetterman, 2019). Qualitative research methods 

often rely on pre-set standards for determining the number of participants based on the type of 

analysis suggested (Creswell, 2003). According to Boyd (2001), between two to 10 participants 

is sufficient for saturation of the research at hand. Sampling an appropriate number of 
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participants is essential for phenomenological research, ensuring that the collection of data from 

participants occurs until no new information from the perspectives of the participants can be 

gained (Creswell & Poth, 2018; Lopez & Willis, 2004). The current study initially proposed 

comprising six to eight participants, resulting in six participants being interviewed and included 

in the study.  

Participant Recruitment 

Participate recruitment for the current study occurred via study advertising through email 

by the Head of School at Willowcrest Academy from April 2023 to June 2023. A description of 

the study’s purpose and the criteria for participation (see Appendix B) as well as the consent 

form (see Appendix E) were included in the advertisement. Interviews took place from May 

2023 to June 2023, and intake for participants of the current study ended by May 31, 2023. If the 

number of eligible participants, meeting the criteria, exceeded eight by the deadline, a random 

selection process would have been used, involving assigning numbers to participants and 

selecting them with a random number generator (Brooks & Normore, 2015). However, this did 

not occur, as six participants had expressed interest in the study by May 31, 2023. The researcher 

received emails from each potential participant with a signed consent form and interest in the 

study. The researcher then contacted all potential participants via email to introduce themselves 

along with the research purpose and an introduction to the informed consent process. Then, the 

researcher organized a convenient in-person interview time that was held at various locations of 

Willowcrest Academy for each participant.  

Data Collection 

Consistent with a phenomenological approach, the chosen method of data collection for 

the current study is one-on-one, face-to-face, semi-structured interviews. Interviews are used to 
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understand experiences and interpretations of social life, including the examination of bodily and 

personal experiences (Dowling et al, 2016). According to Wilson (2014), language and the 

meaning that can be gathered from its collection as a primary data source can be used to discover 

the perspectives of participants, in which interviews are commonly relied on in qualitative 

research as the concluding discourse. This research project aligned with McIntosh and Morse 

(2015), by conducting semi-structured interviews, which are designed to ascertain subjective 

responses from persons concerning a particular phenomenon they have experienced. The current 

study used this method to document the experiences of inclusive education educators’ wellness 

and resilience surrounding loneliness and social isolation during the COVID-19 pandemic. The 

aim of semi-structured interviews is to ensure flexibility in how and in what order questions are 

asked; including how particular areas might be followed up and established with different 

participants (Brooks & Normore, 2015). Semi-structured interviews make use of both open-

ended and close-ended pre-planned questions that allow for structure while simultaneously 

supporting participants’ elaboration of their experiences, beliefs, and feelings for each question 

surrounding a particular phenomenon (Brooks & Normore, 2015; Groenewald, 2004; McIntosh 

& Morse, 2015). The use of semi-structured interviews is to allow participants to explore their 

experiences in greater detail than a structured interview, as the researcher can make use of 

follow-up questions and probes based on the context of each participant’s response (Brooks & 

Normore, 2015; Groenewald, 2004; McIntosh & Morse, 2015). While conducting semi-

structured interviews, the researcher is expected to probe beyond participants’ initial responses, 

demonstrating the flexible nature of the unstructured interview process, resulting in rich data 

collection (Brooks & Normore, 2015). The current study aligned with McIntosh and Morse 

(2015) semi-structured interview and probes ideologies and made use of probes such as “Can 
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you give me an example…?”, “Can you expand on…?”, “In what way…?”, and “How did 

this…?”. According to McIntosh and Morse (2015), semi-structured interviews allow for 

participants to explore their experiences through a pre-determined interview schedule, 

contributing to the study’s replicability and is best used when specific aspects of a participants’ 

experience are the aim of further investigation for the study.  

According to Emery and Anderman (2020), semi-structured interview protocol allows for 

flexibility in conversation with individuals, which allows for researchers to establish rapport, 

learn from participants expertise, and make room for the degree to which a participant may want 

to share about a given phenomenon. In accordance with Emery and Anderman (2020), this study 

allowed each participant as much time as desired to freely describe their experiences. Interview 

questions allowed for a complete open discussion to encase the unique situation of this study and 

allowed for each semi-structured interviews to be as participant driven as possible. The 

objectives of the current study best aligned with the interview epistemology of a descriptive 

semi-structured interview (McIntosh & Morse, 2015). This subtype of semi-structured interview 

emphasizes the importance of the participant being viewed as the knower, with the topic of 

interest being discovered through their unique experiences in the world (McIntosh & Morse, 

2015). McIntosh and Morse (2015) stress the purpose to expand the limited knowledge of the 

phenomenon through extensive exploration of different participants’ perspectives, resulting in 

new themes and theories being discovered. This description of the intension and implementation 

of semi-structured interviews aligns well with the phenomena explored in the current study. The 

pre-determined interview schedule was used to focus participants on their experiences as they 

related to resilience, wellness and social isolation during the COVID-19 pandemic, as well as 

their experiences with remote learning and support provided by their educational intuitions and 
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government. Before starting the interview schedule, background and criteria questions were 

posed to participants to confirm eligibility for participating in the study, as well as to gather 

important demographic information for each participant (see Appendix B). The interview 

schedule included nine questions in total (See Appendix C). 

Informed Consent 

Obtaining informed consent was mandatory for including each participant’s data in this 

study. Informed consent is a crucial component of adhering to research ethics standards 

(Groenewald, 2004). To participate in the interviews and have their data included, participants 

underwent an informed consent process, which involved signing a written consent form (see 

Appendix E), providing verbal consent during the interview (see Appendix F), and receiving 

follow-up care after each interview (see Appendix G). It was explicitly stated that participants 

could withdraw their consent at any time during the research, in which case all their data would 

be erased and destroyed. The informed consent procedures used in this study were based on the 

protocol developed by Groenewald (2004), and participants were informed of the following 

guidelines for their participation: 

• That they (the participants) are participating in research.  

• The purpose of the research 

• The procedures of the research.  

• The potential risks and advantages of the research.  

• The optional nature of participating in the research.  

• The methods employed to ensure confidentiality.  

In accordance with Groenewald (2004), participants were required to independently read 

the informed consent agreement and sign it, indicating their understanding and agreement to the 
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conditions of the research interview and process. This was done either through electronic copies 

with e-signatures or physical signatures on scanned consent forms, which were sent to each 

participant via email (see Appendix E). The informed consent agreement was then summarized 

and reviewed at the beginning of each individual interview to obtain verbal consent, giving 

participants the opportunity to ask questions or raise concerns (see Appendix F). Only those who 

agreed to the contents of the consent agreement by signing the consent form and providing 

verbal consent during the interview had their data included in the study, which encompassed all 

six participants. The consent form covered issues related to participant confidentiality, 

anonymity, and the option to withdraw from the study. During the consent discussion, interviews 

began with a statement of the study’s purpose: to explore the experiences of inclusive education 

educators during the COVID-19 pandemic. 

Data Analysis Procedures 

The purpose of analyzing phenomenological interviews is to produce detailed and accurate 

summaries that reflect the participants’ perspectives (McIntosh & Morse, 2015). The current 

study adopted a thematic analysis of the word-for-word transcriptions of each face-to-face 

recorded interview (McIntosh & Morse, 2015). Written transcriptions were obtained by both the 

researcher and a third-party professional transcription service from the audio recordings of each 

interview. The researcher transcribed the first and second interviews, while the third-party 

service conducted written transcriptions of the remaining interviews. To comply with the 

informed consent process and confidentiality agreement, any identifying information about the 

participants was removed from the transcriptions. (McIntosh & Morse, 2015). The current 

study’s analytical approach aligns with Colaizzi (1978) phenomenological method. Once the 
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transcripts were obtained, data analysis followed the 10-step procedure below, condensed into a 

diagram format in Appendix I:  

a) The researcher read through each transcript once while listening to the corresponding 

audio recording to ensure transcription accuracy. 

b) Each transcription was read a second time to fully understand the meaning of each 

interview. This approach, used by Hasse and Myers (1988) for thematic analysis of 

phenomenological interviews, helps the researcher become familiar with the data. This 

step aligns with Colaizzi’s (1978) concept of Familiarization. 

c) The transcripts were read a third time to identify and extract significant statements, 

following Colaizzi’s (1978) method of Extracting Significant Statements. This 

preliminary analysis involved highlighting all key expressions related to the phenomena 

under investigation (Haase & Myers, 1988; Braun & Clarke, 2006). 

d) Relevant expressions from each interview were labeled in the transcript margins with 

short descriptors or codes summarizing the lived experiences described (Braun & Clarke, 

2006). This step follows Colaizzi’s (1978) method of Formulating Meaning. Bracketing, 

or separating the researcher’s own experiences and biases, is essential in this process 

(Creswell, 2003; Colaizzi, 1978). Reflexive journaling during thematic labeling helped 

reflect on potential biases to stay true to the participants’ descriptions.  

e) Significant statements directly related to the targeted phenomena were extracted from 

each transcript, with unrelated statements removed (Hasse & Myers, 1988; Sundler et al., 

2019). Each participant’s text was assigned a random color for identification, printed, and 

then manually cut and sorted into thematic piles for each interview (Braun & Clarke, 

2006). 
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f) These statements and their margin descriptors formed thematic clusters for each 

participant (Colaizzi, 1978). This process, known as Clusters of Themes (Colaizzi, 1978), 

created core meanings by grouping related expressions and meanings through 

phenomenological reduction (Creswell, 2003; Sundler et al., 2019). Statements within 

each cluster were compared to identify consistent similarities and relationships, forming 

clear data patterns within each interview (Braun & Clarke, 2006). 

g) Patterns of meaning were identified by examining thematic clusters across participant 

interviews, accumulating the data (Sanders, 2003; Colaizzi, 1978). Similar meanings 

across interviews were grouped to form these patterns (Colaizzi, 1978). Repeating 

patterns were organized into themes and given descriptive names reflecting the shared 

experiences of the participants (Braun & Clarke, 2006; Sanders, 2003). An exhaustive 

description of each theme relevant to each participant was created at this analysis stage 

(Colaizzi, 1978). 

h) A document of thematically analyzed transcriptions for each participant was created, 

including a description of each theme and important quotes from the interviews to 

support each theme. These documents were shared with participants during an initial 

member-check via Zoom Video Communications (Version 5.16.10) to validate the 

analysis (Bradbury-Jones et al., 2010). This step follows Colaizzi’s (1978) method of 

Validate. 

i) Themes were then clustered and organized into meta-themes, classifying them to convey 

a consistent story about the data (Sanders, 2003). 

j) The Fundamental Structure (Colaizzi, 1978) was produced by condensing the 

descriptions of each theme into a single, concise statement essential to the participants’ 
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Rigor  

To encompass qualitative research thoroughly, one must address rigor to ensure an 

impactful study that is free of misrepresentations and biases (Embry & Anderman, 2020). Rigor 

is a measurement of validity in phenomenological research and is addressed through 

methodological processes (Creswell & Miller, 2000). To ensure validity in a study, means to 

return to the philosophical underpinnings and purpose of the research, and can be defined as how 

accurate the research represents the participants’ subjective experiences and the principle of the 

phenomena being explored (Creswell & Miller, 2000; Embry & Anderman, 2020). According to 

Cypress (2017), rigor is the strength of the research design and the appropriateness of the method 

allowing for research to meaningfully contribute to the literature and create knowledge about a 

specific phenomenon. If a study ensures that well established methodology is followed, current 

literature states the research also has legitimacy, which is a judgment of how legitimate the 

knowledge developed from the study is deemed to be, and therefore, related to both validity and 

rigor (Lincoln & Guba, 1985). Lincoln and Guba (1985) emphasize that long standing methods 

of ensuring a study is rigorous includes maintaining a reflexive research journal and member 

checking. Both methods were employed in the present study. Maintaining a journal provides the 

researcher with a means of bracketing their own values, attitudes, opinions, and biases, leading 

them back to the origins of the phenomenon, located within the perceptions of the participants 

(Chan et al., 2015; Ortlipp, 2008). According to Creswell and Miller (2000), it is essential for a 

researcher to describe their entering beliefs and biases early in the research process to allow for 

the audience to understand their positions, to then bracket those researcher biases as the study 

proceeds. Therefore, the validity procedure is one that is taken from the lens of the researcher 

and significantly benefits the reader. A research reflexive journal establishes the credibility of the 
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study through self-disclosure of the researcher’s predisposed assumptions and attitudes of the 

external phenomenon, which in turn shape their interpretations (Creswell & Miller, 2000). This 

allows for the audience of the study to identify any author biases (Creswell & Miller, 2000). 

Member checking allows the validity procedure to shift from the researcher to participants of the 

study, which is an essential aspect of participant feedback that is crucial to ensuring rigor in a 

phenomenological study (Creswell & Miller, 2000). Participant feedback was gathered to 

validate themes, the use of quotations, descriptions, and conclusions to ensure that appropriate 

evidence was provided for each theme (Creswell & Miller, 2000; Embry & Anderman, 2020). 

According to Lincoln and Guba (1985), member checking is the most essential technique for 

establishing credibility in a study (as cited in Creswell & Miller, 2000). Member checks include 

taking the data and interpretations back to the participants in the study so they can confirm the 

credibility of the information and narrative account (Creswell & Miller, 2000). According to 

Anney (2014), conducing member checks establishes rigor in a study through: (a) eliminating 

researcher bias when analyzing and interpreting the results; (b) allowing participants to evaluate 

the interpretation made and to suggest changes; (c) allowing participants to reject an 

interpretation made by the researcher; and (d) testing the analysis and interpretation against the 

documents used during data collection before producing the final document. Five of the member 

checks for the current study were conducted over Zoom Video Communications (Version 

5.16.10), while one was conducted over telephone as the preferred method of the participant. 

Creswell and Miller (2000) note that another point of credibility in a study is by the researcher 

providing the participants with the raw transcriptions with the themes attached to ensure the 

participants agree with themes and categories and to ensure they are developed with sufficient 

evidence, are realistic and accurate. In turn, the researcher incorporates the participants’ 



 

 
 

43 

comments into the final narrative, adding participant credibility to the qualitative study by having 

a chance to react to both the data and the final narrative (Creswell & Miller, 2000). This lens of 

credibility was adopted into the current research project.  

Research Reflexive Journaling 

It is essential to note that the author maintained a research reflexive journal throughout 

the current study. In alignment with Chan et al. (2015), to bracket the researcher’s own attitudes, 

assumptions and values that may bias the data and influence the results at any stage of the 

research process, the researcher must maintain a reflexive journal over the entirety of the study. 

This journaling is significant during the data collection and analysis stages of the current study as 

sensitive conversations that occurred, and the themes uncovered should be free from researcher 

bias and be exemplars of the participants’ insights and experiences (Chan et al., 2015; Colaizzi, 

1987). Entries were spontaneously written when the researcher had any critical reflections 

concerning their assumptions, opinions, decision making, and experiences (Ortlipp, 2008). By 

openly acknowledging biases and pre-existing knowledge related to the phenomenon, the 

researcher can better focus on capturing the authentic lived experiences of the participants (Chan 

et al., 2015; Reiners, 2012). This is particularly useful when conducing semi-structured 

interviews with multiple participants who experienced the same phenomenon, however, have 

individual and unique experiences (Brooks & Normore, 2015; Lincoln & Guba, 1985). Samples 

from the reflexive journal from this study are included in this thesis (see Appendix H) to ensure 

transparency of the research outcomes to the audience (Ortlipp, 2008). 

Ethical Considerations  

This research project was undertaken as part of the larger project titled, “Living with 

COVID-19: Mental Health Experiences”, a comprehensive study consisting of various research 
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projects examining the impacts of COVID-19 on diverse populations. The current study was 

approved by the Human Research Ethics Committee at the University of Victoria. All 

participants were informed of their rights as participants during the informed consent process, 

including their right to withdraw from participation at any point during the study, and for all data 

collected to be erased and destroyed. This informed consent process included the participant’s 

signature on a written consent document, and verbal confirmation and review of the consent 

agreement before commencing each interview to ensure further clarity (Groenewald, 2004). 

Participants were assured that their participation in this study would be kept confidential, and 

that their identities and/or any identifying information will not be included in the study. 

Confidentiality and identification were protected and maintained by using pseudonyms of 

randomly assigned numbers as identifiers for all storage of data such as recordings, transcriptions 

of interviews, and journal entries. The researcher informed participants that their data was not 

stored on a personal computing device or telephone device and was stored using the researcher’s 

cloud-based platform to ensure security and confidentiality. This information was included on 

both the written consent document as well as explained verbally before commencing each 

individual interview to ensure clarity. Due to the subject matter of the interview schedule, 

answering the interview questions may have been emotionally or mentally distressing for 

participants. Mental Health hotline numbers along with contact information for counselling 

services offered by Dr. Jillian Roberts as a psychologist, not as a part of this study, were provided 

on the consent forms as well as reviewed verbally at the beginning and end of each interview as 

part of a debriefing procedure to minimize the harm of participating in the study (see Appendix E 

and Appendix F).  
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Chapter 4 Results 

Six individual in-person one-on-one interviews were conducted with each interview 

lasting an average of 1 hour, 2 minutes, and 54 seconds. Each of the study participants were 

educators at Willowcrest Academy during the COVID-19 pandemic during the 2019/2020, 

2020/2021, and/or 2021/2022 school year(s). To maintain participant confidentiality, 

pseudonyms were assigned to each of the six participants using a random name generator. These 

pseudonyms allow for the current research analysis to be communicated and discussed while 

safeguarding the privacy of the participants. The demographic information for each of the six 

participants is summarized below.  

Participant Background Information 

Josephine has been an educator for 15 years, working with infants, toddlers, and young 

children aged 0 to 5. After working with infants and toddlers for many years, she states her 

favourite age to work with is 2 to 3 years old. Josephine worked for most of the school years 

during the COVID-19 pandemic, working in an inclusive education classroom full-time while 

her position includes working with children in the classroom, and administrative work. She 

defines an inclusive education classroom as one that is willing to work with children and families 

to meet the needs and goals of the child no matter a diagnosis.  

Sophie’s teaching career of 10 years has led for her to work in childcare with many age 

groups, ranging from toddler, young children, and teenagers from 3 to 14 years old. She has 

worked as a substitute teacher, in specific subjects, and across multiple schools throughout her 

career in childcare. Sophie’s favourite age to teach are six year olds, or first grade students. She 

worked in childcare full-time during the COVID-19 pandemic in inclusive education classrooms. 
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Sophie defines an inclusive education classroom as one with students with a variety of abilities, 

ranging from having an IEP or students who need extra support in a range of areas.  

Max has been an educator for 16 years, working with infants, toddlers, young children, 

and teenagers, including children with brain injuries, in early intervention work, and with 

troubled teens. His favourite age to work with is the toddler age- ages 3 to 5, because in his view 

they are curious, open, and to them everything is new and amazing. Max worked in childcare 

throughout the entirety of the COVID-19 pandemic, working in an inclusive classroom full-time. 

He defines an inclusive classroom as openness, an anti-discrimination lens to education, focusing 

on including all children in one classroom.  

Isabelle has been an educator for 11 years, working with toddlers and young children 

aged 2 to 5. She expressed she loves working with all ages of children for different reasons, as 

older children grasp different concepts that are being taught, while she likes teaching younger 

children new tasks and watching them succeed. Isabelle worked in childcare full-time during the 

COVID-19 pandemic in an inclusive education classroom. She defines an inclusive education 

classroom as one with all children, no matter their background, in one classroom together.  

Lily’s teaching career of the past 7 years has led her to work in childcare with toddlers 

and young children both inside and outside of Canada. She noted that she cannot pick a favourite 

age to work with, because in her view she loves all children as they are all so different. Lily 

worked full-time in an inclusive classroom throughout the entirety of the COVID-19 pandemic. 

She defines an inclusive classroom as one in which all children attend.  

Eva has been an educator for 23 years but has worked in childcare since she was a young 

child herself. She has worked as a specialist teacher with toddlers, young children, and teenagers 

in general education classrooms, inclusive education classrooms, and special education 
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classrooms throughout her career. Eva expressed she has a hard time picking one age she favours 

working with, as she has liked working with so many different grades. Eva worked in childcare 

full-time during the COVID-19 pandemic, working as a specialist educator in inclusive 

classrooms. Eva describes inclusive education classrooms as ones that are justice orientated, that 

focus on what real humanity is like.  

Meta Themes and Themes 

From these six interviews, nine themes emerged through the data analysis procedure 

categorized into four different meta themes (see Table 1). One of the meta themes include three 

themes and three of the meta themes consist of two themes. Under redefining the role of 

educator, the themes analyzed were shifts in the expectations and duty of educators and 

educators as essential workers. Under a new standard to educator wellness, the themes of the 

impacts of COVID-19 on educators’ well-being, feelings of being blindsided, and changes in 

classroom dynamics emerged. Under shifts in external support, the themes uncovered were 

employer support and communication during the COVID-19 pandemic and the response of the 

community. The final meta theme of seeking resources and balancing new educational norms 

during the COVID-19 pandemic included the themes of following COVID-19 guidelines and 

available resources. 

Essential Structure of the Experience  

Teaching during the COVID-19 pandemic altered the role of inclusive educators 

immensely. Rather than solely guiding learning, educators were compelled to master new 

educational methods while adhering to constantly evolving community, provincial or territorial, 

and national medical protocols. They also faced the personal stress and toll of living through a 

global health crisis and social isolation. With expectations from employers and community 
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members at an all-time high, educators redefined their roles and confronted the indefinite 

unknown head-on. 

This expansion of an inclusive educator’s role has numerous implications. Educators 

needed to quickly learn and implement online tools and social distancing measures to keep their 

classrooms functional. They had to stay updated with the expectations of running an inclusive 

classroom under unprecedented circumstances, support students and families through online and 

socially distanced learning and manage the daily demands of their job. Inclusive educators' 

responsibilities extended beyond students’ academics, social involvement, and safety to include 

monitoring the health status of their students, their loved ones, and themselves during a global 

pandemic and times of heightened social isolation. 

The evolving role significantly impacts inclusive educator wellness and resilience. While 

actively participating in a child's life can be fulfilling, the additional stress from the pandemic, 

social isolation, and past trauma can be overwhelming. Many educators feel unprepared for these 

expanded responsibilities, citing a lack of information, support, time, and resources. The 

pandemic exacerbated the challenge of maintaining personal wellbeing and resilience. 

Participants in the study described the pandemic as a period of significant disruption and change, 

with social distancing restrictions, public safety measures, and new role demands affecting their 

daily lives and their ability to support students effectively. 

Moreover, the emotional labor required to adapt to these changes has been substantial. 

Educators not only had to be flexible and innovative in their teaching approaches but also 

empathetic and supportive towards students and families facing their own challenges. This dual 

burden of professional and emotional responsibilities has led to increased burnout and stress 



 

 
 

49 

among inclusive educators. The need for professional development, mental health support, and 

adequate resources has never been more critical.  

In conclusion, the COVID-19 pandemic has fundamentally reshaped the role of inclusive 

educators, demanding a multifaceted approach to teaching that balances academic, social, and 

health-related responsibilities. The resilience and wellness of these educators are crucial for 

sustaining their ability to support and nurture students in an era marked by uncertainty and 

change. 

Table 1. Findings presented by meta themes and themes  

Meta Themes 

Redefining the role 

of educator 

A new standard to 

educator wellness 

Shifts in external 

supports 

Seeking resources 

and balancing new 

educational norms 

during the COVID-

19 pandemic 

Themes 

Shifts in the 

expectations and 

duty of educators 

 

The impacts of 

COVID-19 on 

educators’ well-

being 

 

Employer support 

and communication 

during the COVID-

19 pandemic 

Following COVID-

19 guidelines 

Educators as 

essential workers 

Feelings of being 

blindsided 

 

Response of the 

community 

Available resources 

 

 Changes in 

classroom 

dynamics  

  

Redefining the Role of Educator 

Throughout the interviews, many participants vividly described their lived experiences of 

teaching inclusive classrooms during the COVID-19 pandemic, highlighting the profound impact 

on their roles as educators. Numerous participants discussed the significant and multifaceted 
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demands placed on educators during this period. They expressed heightened frustration due to 

the stress of assuming additional roles while also personally navigating the challenges of the 

pandemic.  

Many educators found themselves overwhelmed by the dual burden of professional 

responsibilities and personal health concerns. The pressure to adapt to new teaching methods, 

such as online and hybrid learning, was compounded by the need to stay informed about 

constantly changing health protocols and safety measures. Educators had to juggle these 

professional demands while also managing their own and their families’ health and well-being, 

creating an intense and often exhausting workload. 

While some educators successfully integrated these new expectations into their daily 

routines, many struggled with the pressures of these expanded roles. The constant flux of 

guidelines and directives from employers, governments, and communities often led to confusion 

and stress. Participants reported mixed responses to these directives, with some finding ways to 

adapt and others feeling overwhelmed by the lack of consistent and clear communication. 

In addition to the technical challenges of implementing new educational tools and 

methods, educators faced significant emotional and psychological burdens. The need to provide 

emotional support to students, who were also dealing with the anxieties and uncertainties of the 

pandemic, added another layer of complexity to their roles. This emotional labor was especially 

taxing for educators who were themselves coping with similar fears and stresses. 

Participants also highlighted the lack of adequate support and resources to meet these new 

demands. Many felt unprepared and under-supported, citing an insufficiency of professional 

development opportunities, mental health resources, and practical tools to effectively manage 
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their expanded roles. The inadequacy of these supports exacerbated feelings of frustration and 

burnout. 

A New Standard to Educator Wellness 

Educator wellness experienced a significant transformation during the pandemic. Some 

participants highlighted the silver linings found in lockdown and maintaining in-person 

classrooms, such as a greater appreciation for flexibility in teaching and the opportunities to 

innovate with technology. These educators found ways to adapt and thrive, embracing the 

challenge as a chance to develop new skills and strengthen connections with their students in 

creative ways. 

However, many other participants reported experiencing intense anxiety and pressures 

due to the unfamiliar circumstances brought on by the COVID-19 pandemic. The abrupt shift to 

remote learning, coupled with the constant threat of illness and the need to adapt to ever-

changing guidelines, created a highly stressful environment. Educators faced increased 

workloads, frequent technological issues, and the challenge of engaging students through virtual 

platforms, all while managing their own health and safety concerns. 

Participants also described significant shifts within the classroom environment. Students, 

educators, and the overall dynamics of classroom interactions were all affected. Many educators 

noted changes in student behavior, engagement levels, and learning outcomes, with some 

students thriving in the new format while others struggled with the lack of structure and personal 

interaction. The need to support students' mental and emotional well-being became a central 

focus, adding another layer of responsibility for educators. 

Furthermore, the pandemic has emphasized the importance of supporting educator 

wellness. Participants emphasized the need for more robust mental health resources, professional 
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development opportunities, and a supportive community to help educators navigate the 

complexities of their roles. The experiences of the pandemic have highlighted the necessity of 

creating a sustainable work-life balance and ensuring that educators have the tools and support 

they need to maintain their well-being. The lessons learned during this period are likely to 

influence the future of education, with a focus on integrating new technologies, supporting 

mental health, and creating flexible, resilient learning environments. 

Shifts in External Supports 

The participants experienced significant changes in the assistance, expectations, and 

communication with external supports during the COVID-19 pandemic. Many felt that this shift 

placed undue emphasis on supporting families and community members, often at the expense of 

their own wellbeing. These educators expressed feelings of being ignored or having their needs 

placed on the backburner during this challenging time. 

While all participants acknowledged the importance of supporting families and 

community members, many reported feeling underappreciated by external supports. The 

increased expectations placed on educators to provide not only academic instruction but also 

emotional and logistical support to students and their families were often met with insufficient 

assistance. This imbalance led to feelings of frustration and burnout, as educators struggled to 

meet these heightened demands with lower levels of support. 

The pandemic brought about a new dynamic in the relationship between educators and 

external supports. Communication channels became more strained, and the flow of information 

was often inconsistent or unclear. Educators found themselves navigating a labyrinth of changing 

guidelines and protocols, often without the necessary guidance or resources. This lack of clear, 

consistent communication exacerbated the stress and uncertainty they faced daily. 
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Participants also noted the increased pressure to be the primary point of contact and 

support for families navigating the challenges of remote learning and the broader impacts of the 

pandemic. While they were committed to helping their students and their families, many 

educators felt overwhelmed by the additional responsibilities. They described a sense of being 

"lost" as they tried to balance these new expectations with the diminished support from external 

agencies, administrations, and community resources. 

Moreover, the shift in focus towards family and community support sometimes led to 

educators feeling that their professional contributions were undervalued. The lack of recognition 

for their efforts, combined with the overwhelming demands of their expanded roles, contributed 

to a sense of underappreciation. This, in turn, affected their morale and job satisfaction, further 

highlighting the need for better support systems and recognition of educators' critical role during 

the pandemic. 

Seeking Resources and Balancing New Educational Norms During the COVID-19 Pandemic 

During the COVID-19 pandemic, many participants actively sought resources and 

guidelines to adapt to the rapidly changing educational landscape. They spent months trying to 

balance the new demands of education, navigating the complexities of remote and hybrid 

learning environments. While some participants felt well-supported during this period, others 

struggled with unrealistic expectations and insufficient resources. 

Several participants noted that the expectations for in-person classrooms were often 

unattainable given the circumstances. They explained that the inherent limitations of the 

pandemic environment made it impossible to deliver education effectively in the traditional 

sense, yet they were still expected to succeed. This disconnect between expectations and reality 

led to significant frustration and stress among educators. 
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A common theme among participants was the continuous shift in guidelines set by 

governments and employers. These frequently changing directives added to the complexity of 

their roles, as educators were not only required to implement new protocols but also to enforce 

them. Many participants expressed frustration at being positioned as the enforcers of these 

guidelines, feeling like mere messengers without sufficient authority or support. This additional 

responsibility often came without the necessary resources to carry out these tasks effectively, 

further exacerbating the challenges they faced. 

While some educators found the resources available to be scarce, others managed to find 

silver linings in the new ways society adapted to the pandemic. For instance, some educators 

appreciated the increased flexibility and the opportunity to incorporate innovative teaching 

methods and technology into their classrooms. These participants viewed the pandemic as a 

catalyst for positive change, driving the adoption of new practices that could benefit education in 

the long run. 

To ensure the credibility of the research findings, direct quotes from participant 

interviews were included in the analysis of each meta-theme and theme (Creswell & Miller, 

2000). Incorporating these direct quotes allows the voices of the participants to become an 

integral part of the narrative, enriching the description of the phenomena presented and providing 

a deeper understanding of their experiences (Creswell & Miller, 2000; Emery & Anderman, 

2020).  

These direct quotes serve to humanize the data, offering vivid illustrations of the 

challenges and triumphs educators faced during the pandemic. By grounding the analysis in the 

participants' own words, the research captures the nuanced realities of their experiences, 
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highlighting both the struggles and the resilience displayed by educators in this unprecedented 

time. 

In conclusion, the COVID-19 pandemic posed significant challenges for educators as 

they sought resources and adapted to new educational norms. While some found adequate 

support and saw potential benefits in the changes, many struggled with unrealistic expectations, 

shifting guidelines, and insufficient resources. The inclusion of direct participant quotes in the 

research highlights the importance of their voices in understanding the full impact of the 

pandemic on education, providing valuable insights into the lived experiences of educators 

during this transformative period. 

Redefining the Role of Educator 

Shifts in the Expectations and Duty of Educators 

During the COVID-19 pandemic, participants highlighted the significant hardships 

associated with the abrupt shift to remote learning and the implementation of social distancing 

measures in physical classrooms. These changes presented numerous challenges that affected 

both their professional and personal lives. 

Participants worked in diverse educational settings during the pandemic. Some educators 

transitioned entirely to online teaching, grappling with the challenges of engaging students 

through virtual platforms. Others found themselves in hybrid environments, balancing the 

demands of both in-person and remote learners. Still, others continued to teach full-time in 

physical classrooms, managing the health and safety protocols alongside their regular teaching 

duties. This range of teaching formats added layers of complexity to their roles and contributed 

to a pervasive sense of confusion and uncertainty. 
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It was really hard to balance. Like my students would be like “oh so and so on the board 

wants your attention” because I’d forget that I had another person there and they wanted 

the same level of interaction as my in classrooms did. But I would meet with the parents 

for 2 hours after school. So, it started I believe at 3:30 and went for 2 hours. Which is 

past my paid time, and where [the student] would show me all of the work that she did 

throughout the week that I couldn't really engage with. I feel like it was the hardest time 

of my teaching here so far, which is insane.  – Sophie  

This fragmented approach to education during the pandemic made it difficult for educators to 

find their footing. They felt caught in a liminal space, essential to the functioning of society but 

often without the necessary tools, recognition, or support to perform their roles effectively. The 

lack of clear guidance and consistent policies from educational institutions and government 

bodies only compounded these challenges, leaving many educators feeling adrift. 

But we had a choice. And if that was the choice you made, that you're going to teach and 

you're going to stay because you're needed, then that's what you do, right? So, that's what 

you do regardless. You just have to sort of take the... take as many precautions as you 

can. But realize that, hey, it's... it is what it is. If this is what you do, then this is what you 

do. It was stressful. - Max 

Moreover, the emotional toll of this period was significant. Educators were not only managing 

their own fears and uncertainties but also providing crucial emotional support to their students. 

The pressure to meet academic goals, enforce health protocols, and support students' mental 

health without adequate support systems led to heightened stress and burnout. 

If I can be super, super nice about it, of course, I get much more stressed than before 

COVID. Because as I said, it feels like you gotta do much more than before. Because 
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these kids are not there when they're supposed to be. I believe my feelings affect the 

children and then their feelings affect me. If they are happy, it makes me happy. If I’m 

happy, they can see my happy face, and then they laugh as well. So, facial expression was 

super important but hard. - Lily 

Despite the considerable impact of the COVID-19 pandemic, some participants found a silver 

lining in the transformation of their roles. Even after all restrictions were lifted, the adaptations 

they made in their teaching methods continued to yield positive effects for both educators and 

students. 

That was out of sheer necessity for us because to this day, we still actually do drop off at 

the door. Strictly, actually because we found it was significantly easier to help in most 

cases with separating the parent from the child. If we say drop off is at the door, hugs, 

kisses, you’re in, shut the door, parent leaves. It’s better for everyone. – Josephine  

Amidst their own demanding lives, educators dedicated additional effort to support their students 

during the pandemic. This commitment not only provided hope to participants but also 

encouraged creative approaches to student engagement, illuminating both their students’ lives 

and their own. 

But I bought like a roll of 50 stamps, and I literally mailed activities to students. And so, 

I'd like Amazon order, like it was like I had 21 students that year, like puzzle things that 

they had to build. And so, then I would like get the whole pack and like take them apart 

and write little notes with jokes on them and like mail them individually to all my 

students. And that was super fun. It’s something to like, I don't know, make your day 

exciting, because they, a lot of them, almost all of them, were in these like ruts. – Sophie  
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The participants' experiences during the COVID-19 pandemic highlight the significant 

challenges posed by the shift to remote and hybrid learning and the implementation of social 

distancing in classrooms. The dual demands of managing both remote and in-person learners, 

coupled with the emotional and psychological toll, created a highly stressful environment for 

educators. These challenges were further compounded by inequities in access to resources, 

highlighting the need for comprehensive support systems and more equitable solutions in 

education.  

Educators as Essential Workers 

Participants experienced a complex and often contradictory reality of being perceived 

essential workers by governing bodies during the COVID-19 pandemic, as this status was 

officially recognized but inadequately supported. This period was marked by a sense of being 

caught between two worlds: the essential nature of their work was clear, but the treatment and 

support they received often did not reflect this critical role. 

Many participants articulated that this time felt like a paradox. On one hand, they were 

hailed as essential for ensuring the continuity of education and supporting the development and 

well-being of their students. On the other hand, the lack of consistent recognition and support 

made them feel undervalued and overlooked. This dichotomy was especially pronounced in the 

varying modes of instruction they were required to navigate. 

Like if you saw other people, like nurses, “oh essential workers, nurse’s dah, dah, dah” 

but with us, the difference with us was the like compared to other educators. With other 

educators, kids went home and did schooling online. And that just. . . I don’t think there 

was that recognition of what you did and what that meant and the things that. . . realizing 

that we have families too. Being called essential, you were like the essential worker. But 
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essential means “we need you”, but not being treated like you’re needed. The average 

person didn’t have to really deal with that. That wasn’t a reality. . . that was my reality 

every freaking day for like 3 years. – Max  

This fragmented approach to education during the pandemic made it difficult for educators to 

find their footing. They felt caught in a liminal space, essential to the functioning of society but 

often without the necessary tools, recognition, or support to perform their roles effectively. The 

lack of clear guidance and consistent policies from educational institutions and government 

bodies only compounded these challenges, leaving many educators feeling adrift. 

It's the outside of the box part that I feel like we're all trying to explore because we're 

seeing so many different things being affected through the last few years. And it definitely 

rolls on to teachers, for sure, especially those that even have children. Like we've got 

parents asking flat out for us to potty train their kids because they don’t have time at 

home. And it's like, again, not our responsibility. We will assist you, but that's your 

responsibility. I feel like we should just be an added bonus. . . I mean, I understand at that 

age you are somewhat raising them. Like, I'm not delusional to that. But at some point, it 

would be nice if some of the onus was taken off us and always expecting us to fix the 

problem and find a solution. – Isabelle  

Moreover, the emotional toll of this period was significant. Educators were not only managing 

their own fears and uncertainties but also providing crucial emotional support to their students. 

The pressure to meet academic goals, enforce health protocols, and support students' mental 

health without adequate support systems led to heightened stress and burnout. 

Like, you’re telling us that we are the workforce behind the workforce because this is also 

when other areas of work were getting shut down, or you’re working from home, or it’s 
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not essential. So, if you’re not an essential worker, you’re to be at home. Like, a lot of 

that was still in play. But it was like no, childcare centers have to stay open. But then also 

schools shut down or went online at that point. So, we had some kids who were here, 

some kids who weren’t, we had some staff that ended up having to go off work to be with 

their kids. It was stressful. – Josephine 

The participants' experiences during the COVID-19 pandemic illustrate the complexities of being 

deemed essential workers in education. The lack of consistent recognition and support, combined 

with the varying modes of instruction and unclear roles, created significant challenges and 

confusion. Educators navigated these difficulties with resilience, but their experiences highlight 

the urgent need for systemic changes to better support them in their essential roles. Ensuring 

clear guidelines, adequate resources, and consistent recognition of their critical contributions is 

vital for the future of education, especially in times of crisis. 

A New Standard to Educator Wellness 

The Impacts of COVID-19 on Educators’ Well-being 

As the pandemic persisted with no clear end in sight, many participants conveyed the 

profound impact COVID-19 had on their overall wellbeing. Despite being labeled as essential 

workers and continuing to work during the pandemic, the stress of balancing professional 

responsibilities, family obligations, and the broader strain of living through a global health crisis 

took a significant toll. 

We had kids at home. We had stuff going on in our lives that we couldn't put on hold. We 

still had to be out and doing things, regardless of our own welfare and like the stress that 

came along with every sniffle you got or every time you saw somebody sneeze or cough. 

And then you work with kids that. . . they don't wear mask. Kids can't wear masks. And 
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they've touched their faces and they cough without covering their mouths. And they are 

around you and in your bubble. And as much as you disinfect and you’re spraying all the 

time and getting kids to wash their hands and everything, they're kids. . . Like, you love 

them, but they're disgusting. They're little germ beasts and you had to just cross your 

fingers. – Max  

The emotional toll of the pandemic was also significant. Educators faced the challenge of 

supporting their students' mental and emotional health while dealing with their own fears and 

uncertainties. Many students experienced heightened anxiety, isolation, and disengagement, 

requiring educators to provide additional emotional support and guidance. This role as both 

educator and emotional caregiver was draining, particularly without adequate mental health 

resources and support for the educators themselves. 

You can definitely lose sleep over days, for sure, because you can go home exhausted. 

Like there's days I've gone home and literally done nothing for hours on end just because 

I'm like, “Oh, the quiet,” right? It's like over stimuli, for sure. . . and then I smile when I 

tell stories about them. So. It's kind of like they drive me nuts, but I love them. . . And you 

give them your all, but then you have nothing left for yourself either because they needed 

so much. – Isabelle  

While being labeled as essential workers highlighted the critical importance of their roles, many 

participants felt this designation was paradoxical. They were essential to the continuity of 

education and the stability of students' lives, yet they often felt undervalued and unsupported. 

The recognition of their essential status did not always translate into tangible support, such as 

increased resources, better working conditions, or enhanced mental health services. This 
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disconnect between their essential status and their lived experience contributed to feelings of 

frustration and neglect.  

And then so I really... I felt like I started the year with a lot of resentment, and I started 

the year not liking what I do, which made me sit and like question everything. It's like 

that slippery slope of, like, “Oh, well, now's a good time to switch jobs because 

everything's going online” . . .  But it felt like the pandemic was the hardest because it 

was like there's no end. It was this we as like a whole society don't know. – Sophie  

Numerous participants discussed the positive aspects that aided them during the pandemic. 

Additionally, some acknowledged their privilege, recognizing that despite the stress associated 

with their positions and the uncertainty of COVID-19, they found comfort in their professional 

roles and relationships with colleagues. 

I did find that the teams relied on me, but honestly, we relied on each other because. . . 

especially in the beginning when it was no one was allowed to go anywhere or do 

anything. Like, at least we in a sense because we had to stay open, well we were allowed 

to see each other. Whereas lots of people were stuck working from home and didn’t get to 

see adults. So, at least for us we were allowed to see adults, which was really helpful. – 

Josephine  

Certain participants attributed their positive experiences during this period to their privilege. 

Despite facing an exceptionally distressing and unsettling time, many acknowledged the safety 

of their positions and communities. Additionally, several participants expressed gratitude for 

their specific roles in education, which provided support throughout the pandemic.  

Yeah, I think a lot of my experience is, and I’ve probably said it a hundred times already, 

contextual. You know, the fact that I was in a place where I didn’t need to worry about 
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housing, I didn’t need to worry about food. What I had to do was to slow down. I think 

that was actually good timing for me personally. . . So, because I was able to take on that 

role, it really helped me and helped me to process that and to look for positive outcomes. 

– Eva  

Feeling Blindsided 

The rapid spread of COVID-19 led to significantly negative consequences, particularly in 

the early stages. During a substantial portion of the pandemic, schools operated independently, 

and educators were left to their own devices, leaving many participants coping with the profound 

impact of uncertainty.  

And in that first beginning that there really was a lot of uncertainty, because we didn’t 

have guidelines or recommendations or anything from the government. It’s like we don’t 

know what to do and we don’t know how to answer questions from parents and the school 

but everyone is looking towards us. – Josephine  

Several participants described their experience during the pandemic as feeling blindsided. The 

sudden onset of COVID-19 and the subsequent effects left them grappling with a multitude of 

uncertainties. These unknowns significantly amplified stress levels and contributed to feelings of 

insecurity. The lack of clear information and the rapidly changing landscape created a sense of 

vulnerability, impacting both mental well-being and overall resilience. 

Admin said “well you can stay away. You have to be symptom free” but how long can you 

actually? You only get paid to a certain point. . . then what happens? So, we had that 

stress too. I don't mean to be bitter. It's not bitter thing. Our school is actually really 

good. But at the same time, I think everybody was sort of blindsided by it, and nobody 

really knew what it meant to be in this situation, right? Not knowing. The not knowing 
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was the scary part. . . not knowing what the outcome of all this crap was going to be. – 

Max  

During the pandemic, participants who worked in childcare roles, characterized by their 

profound empathy for others, frequently experienced feelings of exhaustion. The emotional 

demands of caring for children, coupled with the heightened stress and uncertainty brought about 

by the pandemic, negatively exacerbating their overall well-being. The draining effects of their 

work emphasized the immense challenges faced by childcare professionals during this 

unprecedented time. 

It was literally a fear of social contacts, which was legitimate because of the virus. And 

so, I think there was like an underlying fear that people had of being with actual people. 

And I also think there was a lack of ability to sit physically. . .  this transition time when 

some kids were in the classroom and some kids weren’t was like dealing with a trauma. – 

Eva 

Changes in Classroom Dynamics 

Hybrid learning fundamentally altered classroom dynamics, making it difficult for 

educators to maintain the cohesive, interactive environment that is essential for effective teaching 

and learning. Participants noted that the simultaneous management of in-person and remote 

students created a fragmented experience. Educators struggled to engage both groups equally, 

often finding that one group received more attention at the expense of the other. This imbalance 

affected the overall learning experience and made it challenging to foster a unified classroom 

community. 

And it worked out that in the morning, every single day, I would turn on the Zoom 

camera, have the student that's at home learning on the smart board while my kids are 
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doing their morning work so they can see her. And she was doing morning work, but 

they're not necessarily having conversations back and forth, or me engaging with her, 

right? But it was that she was part of the group. Which, in theory, worked really well. In 

practice, it was painful. Because then I had that whole family sitting down at the dining 

room table, sitting on Zoom with their kid in the middle and parents on either side. I think 

the effort and the intentions were good, but the expectation to have online students do as 

much as what the kids in the class were doing was really unrealistic.  – Sophie  

Amid the ongoing pandemic, participants settled into a familiar routine, yet encountered 

mounting challenges in managing classroom dynamics. The ever-changing landscape of child 

behavior, influenced by the impact of COVID-19, posed significant difficulties. The need to 

adapt teaching strategies and address behavioral shifts became a central concern for educators 

during this period. 

I feel like we spend the first couple of hours just reacquainting them with the safety of the 

center and how we play with toys and how we play with books, and “we don't hit our 

friends with those toys” and “those don't belong up on the ceiling,” type stuff. Where it's 

just like, “how is this okay?” – Isabelle  

Particularly among those with extensive experience in education, some participants conveyed a 

sense of being adrift as they sought answers and solutions. Their quest to comprehend the 

profound shifts—both within the educational landscape and their own well-being—left them 

grappling with uncertainty and a desire for clarity. The complexities of adapting to new 

paradigms during the pandemic highlighted the challenges faced by seasoned educators. 

It’s hard to say 100% yes or no if this is a specific kind of ramification of something that’s 

happened from COVID. But in my experience and in the 15 years that I’ve been working 
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in childcare, specifically with children birth to five years, it’s what I’ve seen in the last 

three years that has been the most challenging. And these extreme kinds of behaviors are 

happening more frequently since the beginning. – Josephine  

Within the context of inclusive education, participants experienced a pronounced transformation 

in the concept of inclusivity itself. This shift significantly impacted their roles within the 

classroom. As the definition of inclusivity evolved, educators grappled with redefining their 

practices, adapting pedagogical approaches, and navigating the complexities of fostering an 

inclusive learning environment. The profound implications of this shift reverberated throughout 

their professional responsibilities and interactions with students. 

That was hard because inclusivity sort of came to a new level. I mean, the first part of 

that experience was all about the tech. And I laugh now because my job relies on tech. 

And so, I was the first one. I really wanted to make sure that I just kept that routine 

because I felt like, well, routine is so important. And so consequently, I fell flat on my face 

in front of everybody. For the pandemic, because we were trying to figure out the new 

technologies. . . so in terms of inclusivity at that time, it was about whether or not people 

had access to technology, and how they were able to use technology and what the 

supports were like at home. – Eva  

Significant changes resulting from the pandemic also influenced participants’ perceptions of their 

professional roles in relation to their overall well-being. As the educational landscape evolved, 

educators grappled with the impact of these shifts on their job satisfaction, emotional resilience, 

and sense of purpose. The intersection between their roles within the educational system and 

their personal well-being became a focal point of reflection and adaptation during this 

transformative period. 
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Again, it was all about... because I also understand like when the coworkers or like other 

staff are taking day off, they didn't even care if it's unpaid or paid, they just do not want 

to get sick. So, I totally understand because they have family. They have little children at 

their place. – Lily  

As the pandemic persisted, participants experienced a notable transformation in their values and 

perceptions of their roles. The ongoing shifts within the educational landscape prompted re-

evaluation of their professional identities, priorities, and the intrinsic meaning they attached to 

their work. The evolving context challenged educators to adapt their perspectives, leading to a 

nuanced understanding of their roles and responsibilities during this prolonged crisis. 

So many different values outside of the norm on what you do and how you do things, and 

the rules that go beyond like your usual purview of like anything that you would do, 

right? So, it was stressful and tiring. – Max  

The shift to hybrid learning during the COVID-19 pandemic presented significant challenges for 

educators. The disruption of classroom dynamics, increased stress levels, and a sense of loss of 

control over their teaching environments were common themes among participants. These 

challenges were compounded by communication difficulties and the emotional and 

psychological impact of managing dual formats. Despite these obstacles, educators demonstrated 

resilience and adaptability, developing strategies to cope with the demands of hybrid learning.  

Shifts in External Supports 

Employer Support and Communication During the COVID-19 Pandemic 

Many participants noted a noticeable shift in the support they received from their 

employers regarding the classroom environment, the transition to online learning, and the overall 

effects on educators during the pandemic. This shift in support and communication was a 
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prominent theme in several interviews, highlighting its impact on educators' experiences and 

perceptions. 

I feel like as much as my administration was saying, “take care of yourself. Here's 

resources if you need to talk to someone. Just do your best. We're all going through this. 

It's all really hard and challenging. Like, take it slow,” like, they were saying all those 

things, but then our school, the expectation was much higher than I felt my friends in the 

public sector. Our school at that time also had this weird clause in our contracts, that if 

we lost enrollment, you as the teacher could get negative fall back. So, you could lose 

part of your salary if we lost students. And I feel like it was interesting because admin 

was telling us like, “Enjoy the pandemic. You get all this time off.” And it didn't feel that 

way.  – Sophie  

Participants discussed varying levels of support from their employers regarding the classroom 

environment during the pandemic. Some educators received clear guidance and resources to help 

them adapt to new health and safety protocols in physical classrooms. This support was crucial in 

ensuring educators could implement necessary measures to protect themselves and their students 

while maintaining effective teaching practices. 

I look at it as companies will say, or administration will say “oh yeah, we’re here for you, 

blah, blah, blah” . . . but really? What are they going to do? The bottom line is they want 

to keep the school functioning and open. And they do as much as they have to do or that 

they choose to do that would make it. And then after that it’s like, “well we’ve done this 

and this and this. If you guys aren’t doing well, then there’s not much more we can do.” 

You know what I mean? So, it’s. . . it is what it is. – Max  
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Inconsistent or insufficient communication left many educators feeling isolated and uncertain 

about their roles and responsibilities. Mixed messages from employers about health guidelines, 

instructional expectations, and support resources added to the confusion and stress experienced 

by educators. Participants emphasized the need for transparent and frequent communication to 

foster trust, mitigate uncertainty, and promote a sense of collective effort in addressing 

challenges posed by the pandemic. 

Like if I talk to the school, they just have to come and see what our environment is like, 

how the kids are doing here. And it shouldn’t be only a day or short period of time. . . 

because they gotta see what they’re losing or what they have is super limited. I don’t even 

know how to display because I don’t know how much they know about here. And I’m not 

only talking about this place, but like each childcare place. – Lily  

The quality of employer support and communication significantly impacted the emotional 

wellbeing of educators. Participants who felt supported and informed by their employers 

reported higher levels of job satisfaction and resilience in navigating the pandemic. Conversely, 

those who perceived a lack of support or ineffective communication experienced heightened 

stress, burnout, and dissatisfaction with their professional environment. 

And especially when what we're taught doesn't always work with particular children. So, 

goes back to that, “well, maybe it's me. Maybe I'm the failure. Maybe...” where it's not 

the case, but it certainly feels like it especially when you're so invested in the children and 

trying to make things good for them. No, just definitely that I just. . . I see the struggles 

and I see the challenges in all areas. I think it'd just be nice if eyes were open and there 

was just support seen on both sides. – Isabelle  
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Several participants commented on the communication they received from their employers 

regarding the potential negative effects of COVID-19 and how to navigate the new educational 

landscape. Clear and transparent communication from leadership about health risks, policy 

changes, and expectations helped educators make informed decisions and adapt their teaching 

practices accordingly. 

I’m really happy with this administration. I think they have a hard job. I really think they 

did an amazing job. – Eva  

The experiences of educators during the COVID-19 pandemic emphasize the critical role of 

employer support and communication in shaping their experiences and wellbeing. Clear 

guidance, adequate resources, and proactive measures from employers were essential in helping 

educators navigate the challenges of classroom environments and transitions to online learning. 

Effective communication about COVID-19 effects and educational changes fostered a sense of 

security and empowerment among educators, enabling them to fulfill their roles effectively 

amidst unprecedented challenges.  

Response of the Community 

Many participants emphasized the significant role of community support during the 

COVID-19 pandemic, highlighting how they relied on their communities for cooperation, respect 

for guidelines, and emotional sustenance during uncertain times. This reliance on community 

support was a central theme in their reflections on navigating the challenges brought about by the 

pandemic. 

No, I think the... you felt appreciated by mostly parents. I think some parents take it for... 

just take it for granted. They’re just like, “This is your job”, right? But others showed 

appreciation. – Max  



 

 
 

71 

Participants also noted that community support was not always consistent or universally 

observed. Instances of resistance to guidelines or misinformation within the community 

occasionally posed challenges and added to the complexity of managing pandemic-related 

protocols in educational contexts. Despite these challenges, educators acknowledged and 

appreciated the majority of community members who supported their efforts to maintain safe 

learning environments. 

There was a lot more like. . . a lot more rigidness in the parents. Like a lot more like they 

were mad at us because of things we were implementing from Ms. Bonnie Henry and 

everybody, right? So, it was like, listen, we are not the enemy here. And I feel like we're 

seeing a lot more parents asking us to fix things, as opposed to stuff being done at home. 

It's like, “Oh, well, we were seeing this at home, what do you suggest?” And in our 

heads, it's like, “You know what you've got to do some of your own research here. You're 

the parent. We're here to assist you. But we're not here to raise your child.” – Isabelle  

Numerous participants voiced their resistance to adhering to COVID-19 guidelines and the 

challenges they faced in balancing their professional responsibilities with stringent 

protocols. The tension between community expectations and the practical realities of 

implementing rigid guidelines significantly impacted their ability to effectively perform their 

jobs. Navigating this delicate balance required educators to grapple with competing demands, 

adapt their practices, and find innovative solutions to ensure both safety and educational efficacy. 

And parents, it's also some parents understand, but not all of them. And then that was 

pretty hard part as I understand them, but there's nothing I can do about it. Because your 

child has runny nose. Yeah. So, it was very frustrating between parents and I and the 

other staff too. – Lily  
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While community support was a source of strength for many participants, they also 

acknowledged the challenges and complexities involved. Educators faced varying levels of 

community engagement and encountered instances where community support was overshadowed 

by conflicting opinions or misinformation. Navigating these dynamics required resilience and 

adaptability, as educators worked to maintain trust, communication, and collaboration with their 

communities while upholding educational standards and safety protocols. 

Because parents would basically demand these types of answers from me where I’m like, 

I am not the public health authority. Like, I don’t get to make these rules. I’m just the 

person that has to then enforce them. Thankfully that was like a very select few families 

that I feel like there’s always going to be those select few wherever you go or what you’re 

doing. But even with those families, we got through that. – Josephine  

The experiences of educators during the COVID-19 pandemic stress the vital role of community 

support in fostering resilience and navigating unprecedented challenges. While not without its 

complexities, community cooperation, respect for guidelines, and emotional solidarity provided 

educators with crucial support systems. Acknowledging and nurturing the reciprocal 

relationships between educators and their communities will continue to be pivotal in maintaining 

safe and supportive learning environments for all. 

Seeking Resources and Balancing New Educational Norms During the COVID-19 

Pandemic 

Following COVID-19 Guidelines 

Participants frequently voiced frustration over the challenges they faced in accessing and 

interpreting guidelines from government authorities and their employers during the COVID-19 

pandemic. The evolving nature of these guidelines and the inconsistencies in communication 
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created uncertainty and confusion among educators, impacting their ability to effectively plan 

and execute their roles. 

Schools had guidelines put away right away from the government and you know all these 

different kinds of branches of areas of guidelines and everything and childcare didn’t 

have anything until like quite later on. And it took childcare providers across BC to 

basically scream at the government. Like, you’re telling us that we are the workforce 

behind the workforce. . . so, if you’re not an essential worker, you’re to be like at home. . . 

but it was like no, childcare centers have to stay open. There was no rule book on how to 

do this from the government. . . And so that was really hard because it took forever to get 

guidelines for childcare. And then when we got them, so many of those guidelines just 

seemed so contradictory to literally everything that is taught about how important the 

first six years of life is for children. – Josephine  

Many participants described a sense of frustration and confusion due to the continuous shifts in 

access to supportive guidelines. Initially, educators received varying levels of clarity and detail 

regarding health protocols and safety measures from government agencies. Some participants 

noted that guidelines were frequently updated or revised without clear explanations, making it 

difficult to keep up with the latest recommendations. 

I feel like among staff, things shifted because everybody's different perspective of 

cleanliness and what people's... what they thought their roles were type thing. . . so, 

trying to figure out how we in the field are trying to also follow the guidelines, trying to 

encourage the families to follow said guidelines. . . but everybody with their own beliefs 

and whatnot, right? And I don't think there was so much for the teachers in the field, 

aside from what things should look like and how we should play with kids now type thing. 
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Like, there was things like that like, “Oh, we shouldn't play with sand. We shouldn't play 

with rice. We shouldn't play with Play Doh. We shouldn't play with this.” It was that kind 

of stuff, and be like “okay, well what can we do?” there was some of that. But I feel like 

as far as the educators go, we had to look out for ourselves. I don’t feel like there was a 

lot put in place. – Isabelle  

Participants also expressed frustration over encountering contradictory information from 

multiple outlets during the pandemic. Conflicting messages from government agencies, 

educational authorities, and media sources contributed to confusion and uncertainty about the 

appropriate course of action. Educators found themselves navigating conflicting advice on topics 

such as mask mandates, social distancing protocols, and the implementation of online, hybrid, 

and socially distant learning models. 

And then the regulation was kept changing, the... what do you say, the list of symptoms, 

or...? So, it was very confusing period. Nothing... there's only rumors going around. So, 

and people just don't want to get sick from each other. So, it's tightened and tightened. 

And but it turned out that nothing was really official. So, that part was partly really. . . 

confusing. There was another thing during pandemic, you have to wear mask all the time 

inside. There's a period, right? It was pretty... it wasn't... like it was good for us. But as an 

educator to children, it just causes a lot of confusion. Because they also need to recognize 

people’s feelings. They need to learn that like your face expressions express your feeling. 

– Lily  

The challenges in accessing and interpreting guidelines had practical implications for educators' 

planning and execution of their roles. Uncertainty about health protocols and safety measures 

made it challenging to implement consistent practices in classrooms and educational settings. 
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Educators struggled to adapt teaching strategies, manage student interactions, and address health 

concerns effectively without clear and reliable guidance. 

Furthermore, the frustration stemming from inconsistent guidelines affected educators' morale 

and job satisfaction. Participants expressed feelings of anxiety, stress, and overwhelm as they 

grappled with the uncertainty surrounding their professional responsibilities amidst changing 

guidelines. The lack of stability in regulatory frameworks exacerbated existing challenges and 

heightened educators' concerns about their ability to maintain safe and supportive learning 

environments. 

And I think it depends on your... because of COVID with so many different things. I'm in 

that older person category then they're like, “yeah, well, if you're over 45 this and you 

have complications...” and I'm like, “Oh my God. Like really? Am I being stupid? Like, 

should I really be doing this or...?” . . . and should I be risking myself, right? Like I said 

though, it’s the thinking that you had that. . . just like there was a point. I don’t know if 

that was like that for everybody but there was a point for me where I was like, what do I 

do. . . like do I continue or do I take a break or do I do something else. And then you have 

to think of all the things, right. You think about, this is my passion. This is what I do, this 

is my job. I’ll miss the kids, the kids need me, you know? There’s enough weird things 

going on as is. But I’m fine. I made it out okay. – Max  

In response to these challenges, participants advocated for greater transparency, clarity, and 

support in accessing and interpreting guidelines from government and employer sources. They 

emphasized the need for proactive communication, regular updates, and accessible resources to 

facilitate informed decision-making and enhance confidence in the measures implemented. 
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I don't really check the government statement or what they're offering. So, to be fair, I 

have no idea. Like, even though I might get benefit from it, but like personally, I didn't 

feel I got help from them. Like, they just clear... they just clear the symptoms that we 

cannot have here, that helped. That helped that I can show this to the parents so there 

will be no more argument over it. But other than that, . . . yeah. – Lily  

The frustration expressed by participants regarding the access to and interpretation of guidelines 

during the COVID-19 pandemic emphasizes the importance of clear, consistent communication 

from government and employer authorities. Addressing these challenges requires collaborative 

efforts to streamline information dissemination, provide timely updates, and prioritize the well-

being and safety of educators and students alike.  

Available Resources 

Throughout the course of the pandemic, many participants turned to mental health 

services and other resources provided by their employers and government agencies. Their 

experiences highlighted the importance of accessible and supportive mental health resources 

during times of heightened stress and uncertainty. However, participants also expressed 

frustration and disappointment with the perceived inadequacies and limitations of available 

support systems. 

So, the government, definitely, I don't feel has done their part. Like, I mean, yes, they've 

supported businesses and sense of providing funding for all of that, but as far as the 

mental health of the educators in the field, I don't feel like there's been enough there for 

us, right? Like there's been all this show for the frontline workers in this, that and the 

other. And that's wonderful because they are hands on. But they forget that, not just us, I 

mean, everybody that teaches in the school systems, like the things that teachers had to 
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do from home. Yeah, it definitely threw a new light on things, for sure. And even my 

thought process in so many ways, because you are seeing things in such a different level. 

– Isabelle  

During the COVID-19 pandemic, participants universally acknowledged the importance of 

guidelines and mental health resources. However, a significant number of them also voiced 

frustration regarding the absence of effective conflict resolution mechanisms related to mental 

health services. Despite recognizing the value of available resources, they encountered 

challenges in accessing timely and responsive support. The lack of clear pathways for addressing 

conflicts or discrepancies in mental health services exacerbated their frustration and hindered 

effective resolution. 

So, I think there was good intentions to provide us with all the supports that we needed, 

but I almost feel like it didn't work the way they expected it to, because the expectations 

they were putting on us were so high. But there was nothing concrete that I would say 

was helpful. I mean, when I was getting that much communication from parents, staff and 

like everything was bombarding me, the last thing I want to do is call up someone and 

talk to them on the phone, right? Or have another Zoom meeting. – Sophie  

During the implementation of social distancing measures, participants exhibited gratitude toward 

both their employers and the government. They appreciated the resources provided, which 

facilitated the transition to remote services. Additionally, another group of participants expressed 

gratitude toward the broader society. This collective spirit fostered resilience and contributed to a 

more cohesive response to the pandemic. 

But in the same way, conflict resolution skills would have been, I think, really helpful. But 

then there was like, it was naturally embedded in the experience because strangely that 
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whole, like banging on pots, which is so funny to think of now. . . banging on pots was 

kind of like an interesting creative conflict management. . . so there were these weird 

things that, like we came up with. And I love that, these weird rituals. And again, that was 

like looking at bereavement, you know, and this idea of grieving, and we were grieving 

something. Whatever it was we were grieving, we found this like, really interesting little 

ritual to kind of help us grieve. – Eva  

As educators contemplate the post-COVID-19 landscape and anticipate the ongoing impact on 

the education system, a significant number of participants have voiced their frustration regarding 

the dearth of resources available to navigate the uncertainties ahead. 

I mean, there's definitely been the workshops, but as far as altering them to current day, I 

feel like that's not necessarily been the case. There may be attempts, but I don't feel like 

even what we're learning necessarily reflects COVID and the times. Because the behavior 

is different than it was 3 years ago, 4 years ago. Yeah, there's more scattered, I think it's 

just a little bit more chaos in the environment more than anything. So, I think for us. . . it’s 

not always the assorting of what we need or it just seems like it focuses on different things 

that aren’t necessarily as important right now. – Isabelle  

The experiences shared by participants highlight the critical importance of accessible and 

supportive resources during times of crisis such as the COVID-19 pandemic. While many 

benefited from employer-provided services and government initiatives, systemic challenges and 

perceived inadequacies in mental health support highlighted areas for improvement. Addressing 

these challenges requires collaborative efforts to enhance accessibility, reduce barriers, and 

prioritize mental health as a fundamental aspect of supporting the wellbeing and resilience of 

educators and frontline workers. 
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Chapter 5 Discussion 

This study investigated the experiences of a diverse group of inclusive education educators with 

respect to social isolation, loneliness, and personal resilience during the COVID-19 pandemic. It 

also examined the implications of these experiences for educational administrators and school 

districts. The study aimed to address two key research questions: 

(a) What are the lived experiences of inclusive education educators during the COVID-19 

pandemic? 

(b) What measures could education administrators implement to support inclusive education 

educators in managing the effects of global health crises and social isolation? 

The findings of the study highlight a broad spectrum of experiences among inclusive education 

educators, driven by the significant disruptions caused by the COVID-19 pandemic. Adopting a 

descriptive phenomenological approach, the study categorized participants' experiences into 

several meta themes and themes. Four primary meta themes emerged from the analysis: 

1. Redefining the role of educator:  This theme explores how the pandemic has transformed 

educators' roles, including shifts in their professional responsibilities and interactions 

with students. 

2. A new standard for educator wellness: This meta theme examines how the pandemic has 

raised awareness about educator wellness and introduced new benchmarks for 

maintaining mental and emotional health. 

3. Shifts in external supports: This theme looks at changes in the support systems available 

to educators, including alterations in institutional and community resources. 
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4. Seeking resources and balancing new educational norms during the COVID-19 

pandemic: This meta theme focuses on the challenges and strategies related to accessing 

support systems and resources during the pandemic. 

The initial discussion will explore these meta themes and related themes to address the first 

research question, providing a comprehensive understanding of the lived experiences of inclusive 

education educators during the COVID-19 pandemic. Following this, the study will offer 

recommendations for educational administrators and accessible support systems, based on the 

findings and existing literature, to address the second research question. These recommendations 

aim to enhance support mechanisms for educators and improve their resilience and well-being in 

the face of future global health crises and social isolation. 

Discussion of Meta Themes and Themes 

Alignment with the Current Research 

Participants' experiences with loneliness and social isolation during the COVID-19 

pandemic can be contextualized within the developmental trajectory of childcare positions, as 

well as the mental health and well-being factors outlined in Bohlmeijer and Westerhof's (2020) 

model for sustainable mental health. This model emphasizes the importance of a supportive 

environment and personal coping mechanisms in maintaining mental health. Additionally, 

participants' experiences in building resilience can be analyzed through the professional 

trajectory of childcare roles and the resilience models proposed by Mansfield et al. (2012), which 

highlight various dimensions of educator resilience. 

Inclusive educators are known to be a particularly vulnerable and high-risk group, often 

facing low job satisfaction, heightened stress, reduced self-efficacy, and increased burnout 

(Emery & Vandenberg, 2010). This vulnerability contributes to a heightened risk of experiencing 
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loneliness, social isolation, and diminished resilience (Karakose et al., 2022). The COVID-19 

pandemic’s social distancing measures and the shift to socially distant, hybrid, and remote 

learning environments had a profound impact on childcare workers. Their classroom dynamics, 

social interactions, and educational experiences were drastically altered (Pokhrel & Chetri, 

2021). 

Prior to the pandemic, inclusive educators were already identified as a vulnerable group 

struggling with adaptation to life course changes, experiencing higher levels of loneliness, social 

isolation, and lower resilience (Kush et al., 2022). The onset of the COVID-19 pandemic 

intensified these issues. The social distancing restrictions and the shift to remote learning 

environments introduced additional challenges for inclusive educators, affecting their social 

lives, mental health, community support, and access to external resources (Sokal et al., 2020).  

The present study reveals that participants' social isolation and loneliness were 

significantly influenced by how they adapted to the pandemic's impacts on their social 

interactions, psychological well-being, support systems, and access to resources. The findings 

highlight that the COVID-19 pandemic substantially affected participants' resilience, 

highlighting the need for targeted support and interventions to address the compounded 

challenges faced by inclusive educators. This research provides valuable insights into the specific 

ways the pandemic has altered the landscape of support and resilience for this vulnerable group, 

suggesting a need for continued focus on enhancing support structures and resilience building 

strategies in the education sector. 

Impacts to the Educator Role 

In the model for educator resilience, significant disruptions to the educator role are 

associated with changes in motivational and professional factors. These disruptions often lead to 
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decreased self-efficacy, increased burnout, and challenges in seeking help. Previous research 

highlights that inclusive education educators are particularly vulnerable to low job satisfaction, 

heightened stress, and social isolation, and the added burden of social distancing measures 

during the pandemic exacerbates these issues (Kim et al., 2022).  

Resilience in educators is often built through preparedness and maintaining a sense of 

normalcy, attributes that are crucial during times of trauma and crises, such as pandemics 

(Pressley, 2021). This study found that many participants experienced a significant decline in 

self-efficacy due to the heightened pressures and expectations imposed by the pandemic. 

Participants reported that instability in communication and fluctuating demands were among the 

most detrimental changes to their roles, further contributing to their stress and burnout. 

Inclusive educators operate in a field where changes to daily routines are closely linked to 

feelings of exhaustion, diminished accomplishment, and cynicism, all of which contribute to 

high levels of burnout and reduced resilience (Sokal et al., 2020). Workload manageability 

remains a significant challenge throughout all stages of an educator's career. As noted by Hester 

et al. (2020), inadequate preparation, insufficient information, and increased expectations can 

decrease educator retention and resilience while elevating stress and burnout. The pandemic 

intensified these challenges, leading to a pronounced impact on the participants' well-being. 

Participants in this study reported that miscommunication and feeling undermined 

severely affected their resilience throughout the pandemic. Additionally, the extra duties and 

unpaid hours spent on their classrooms and students—without adequate recognition—further 

contributed to their sense of frustration and reduced resilience. While some participants were 

able to adapt and find ways to manage the new demands of their roles, others struggled to adjust 

to the changes. 
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Overall, the findings emphasize the importance of addressing the specific needs of 

inclusive educators, particularly in times of crisis, to enhance their resilience and well-being. 

This involves improving communication, managing expectations, and ensuring that educators 

receive appropriate recognition and support for their efforts. 

Impacts to Overall Well-Being 

Participants’ experiences during the COVID-19 pandemic highlighted significant impacts 

across all dimensions of well-being—psychological, physical, emotional, and social. The shift to 

socially distant, hybrid, and remote learning environments, coupled with the broader disruptions 

of the pandemic, led to notable changes in participants' overall psyche. Inclusive educators, in 

particular, have been identified as experiencing heightened emotional exhaustion, 

depersonalization, and a diminished sense of personal accomplishment. These issues contribute 

to burnout, reduced occupational retention, and lower resilience throughout their careers, 

especially when navigating trauma and uncertainty (Emery & Vandenberg, 2010; Brunzell et al., 

2021). 

The study revealed that adapting to the new reality of the pandemic was a substantial 

challenge, impacting various aspects of participants' well-being. Many educators struggled to 

balance their work, family responsibilities, and the demands of a global health crisis, which 

created significant stress and insecurity. Participants reported difficulty in anticipating future 

developments, managing their classrooms, and maintaining a sense of stability, which 

exacerbated feelings of stress, isolation, and diminished self-efficacy. 

Despite these challenges, some participants found positive aspects amid the pandemic's 

difficulties. They expressed gratitude for the sense of community and the meaningful interactions 

they experienced, which helped counteract feelings of isolation. These educators appreciated the 
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opportunity to connect with others and felt that their roles provided them with a sense of purpose 

and belonging during an otherwise challenging time. 

Research on inclusive educators during the pandemic has consistently shown high levels 

of psychological distress, leading to reports of deteriorating mental health, reduced resilience, 

and increased disassociation from their roles (Orbach et al., 2023; Weissenfels et al., 2021). The 

ongoing effects of the pandemic have left lasting marks on classroom dynamics and educator 

interactions, contributing to ongoing strain and challenges to overall well-being. 

Participants in this study echoed these concerns, noting the enduring impacts of the 

pandemic on their professional and personal lives. The pervasive sense of being underprepared 

and the continuous dread of uncertainty align with broader findings about the long-term effects 

on inclusive educators' well-being (Karakose et al., 2022). These insights underline the critical 

need for targeted support systems and interventions to address the specific challenges faced by 

educators during and beyond such global crises. 

Importance of Administrative & Community Supports 

The study highlights the pivotal role of administrative and community support in the 

well-being of participants, especially in the educational setting. Researchers have identified that 

strong supportive relationships with parents, colleagues, and school administration can 

significantly boost the self-efficacy and resilience of childcare workers (Mansfield et al., 2016). 

Similarly, in inclusive education literature, educators are more inclined to seek additional support 

from community members and administrators, leading to reduced levels of stress, emotional 

exhaustion, and burnout (Zee & Koomen, 2016). 

Notably, during the challenges of the COVID-19 pandemic, the feelings of support varied 

among participants, with some experiencing feelings of isolation, self-doubt, frustration, and a 
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sense of unattainable expectations, while others found comfort in the encouragement received 

from administrators and community members.  

In the context of the COVID-19 pandemic, regular communication with school 

administrators and community members emerged as a critical factor in supporting educators' 

mental health, stress management, and resilience (Baker et al., 2021; Schneider et al., 2021). 

Expressing gratitude for the continuous support provided by the community and administrators, 

some participants emphasized its significant contribution to their overall well-being and sense of 

belonging within their professional roles. 

Nevertheless, the study also sheds light on the complexity of administrative and 

community support experiences, as some participants reported negative shifts in communication 

and backing from their support networks. The anxiety stemming from interactions with parents 

and administrators was identified as a key factor contributing to inclusive educator burnout post-

pandemic (Pressley, 2021). Participants highlighted the immense challenges of navigating a 

global crisis while shouldering the responsibility of communicating restrictions and guidelines, 

often feeling overwhelmed by the expectations placed upon them. 

Educator’s Experience and the Emphasis on Available Resources  

Feeling well-informed and supported by available resources was a critical aspect for 

many participants during the challenging times of the COVID-19 pandemic, as highlighted in 

this study. Research suggests that the best outcomes in school work, culture, and achievements 

are accomplished when educators articulate educational needs and shared values through 

personalized strategies that consider the current context and timing (Day et al., 2016). 

Inclusive educators' motivation and personal accomplishments have been significantly 

impacted by various external barriers such as districts, administrators, lack of resource access, 
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and interactions with colleagues during the pandemic (Mullin et al., 2024). Participants in the 

study expressed stress and uncertainty when facing these barriers that hindered their successful 

access to necessary resources. 

The abrupt shift from traditional in-person teaching to remote learning posed significant 

challenges for educators. Some participants had to quickly adapt to the use of technology to 

deliver everyday classroom activities in a remote setting. Others found themselves in a different 

scenario where childcare centers remained open throughout the pandemic, without the shift to 

remote teaching. Additionally, a hybrid approach was adopted by some, with students learning 

remotely and others attending socially distanced classes in compliance with regulations set by 

governing bodies and administrators. 

Access to resources and information emerged as a crucial factor for the success and well-

being of inclusive educators during the pandemic (Beltman et al., 2020; Blaydes et al., 2024; 

Hester et al., 2020). While some participants appreciated the support and guidance received from 

governments, districts, and administrators, others struggled with the new teaching format and 

heightened expectations, leading to feelings of frustration and resentment towards the governing 

bodies and community resources. 

Continuous education and access to valuable resources are vital for the development and 

success of childcare workers in the inclusive education field (Biglan et al., 2013). Participants 

emphasized the ongoing need for support and resources as they navigate the lasting effects of the 

pandemic, especially concerning the well-being of children and the challenges that may arise in 

the upcoming academic years. 
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Recommendations 

This comprehensive study was initiated to investigate deeply into the multifaceted 

experiences of educators in the field of inclusive education. More specifically, the research 

explored the nuanced variables of wellness, social isolation, loneliness, and resilience amid the 

challenges posed by the COVID-19 pandemic. The primary objective was to provide valuable 

insights to education administrators, enabling them to enhance the overall well-being and 

resilience of these dedicated educators. 

The findings of the study not only shed light on the complex interplay of these key 

variables but also pinpoint specific areas of focus for administrators and school districts seeking 

to provide optimal support to inclusive educators. By identifying the challenges faced by 

educators and understanding their needs during times of crisis, education leaders can tailor 

strategies and initiatives to better address the well-being and resilience of their staff. 

Moreover, the recommendations outlined in Table 2 present a robust framework of 

practical steps and potential safeguards that hold significant promise for this vital population of 

educators as they navigate the uncertainties of the future. These actionable recommendations 

serve as guiding principles for education stakeholders, offering concrete ways to bolster support 

systems, foster a culture of resilience, and prioritize the mental health and overall well-being of 

inclusive educators moving forward. 

By using the insights and recommendations developed from this study, education 

administrators and policymakers can proactively implement targeted interventions and support 

mechanisms that not only alleviate the immediate challenges faced by educators but also lay the 

foundation for sustained well-being, enhanced resilience, and a thriving inclusive education 

environment. 
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Table 2. Recommendations to improve the response of education administrators 

Recommendations 

Feeling Supported Being Valued Access to Resources & 

Supports 

Themes 

Receiving high quality, 

meaningful communication 

from administrators was a 

significant factor to feeling 

supported. 

Educators expressed wanting 

to be included in 

communications, decision 

making, and planning 

concerning the transition and 

implementation of socially 

distant, hybrid, and remote 

learning. 

 

As a vulnerable population, 

the access of resources and 

supports for inclusive 

education educators’ mental 

health and wellbeing is 

emphasized (Zhang et al., 

2020). 

Receiving patience and high 

quality communication from 

community members about 

the best practices during the 

COVID-19 pandemic was 

emphasized. 

Inclusive education 

educators’ voices are essential 

to provide feedback on 

changes to education in times 

of a pandemic as they are at 

the forefront of 

communications with 

community members. 

Education administrators and 

governing bodies should 

provide more accessible, 

appropriately catered and 

available resources allows 

inclusive educators to build 

the tools necessary to educate 

in educational environments 

post COVID-19. 

 

Engaging in high quality 

communication and 

informing about expectations 

set for implementing and 

carrying out socially distant, 

hybrid, and remote learning 

including communications 

surrounding COVID-19 

guidelines. 

 

Inclusive education 

educators’ opinions and 

decision makings are 

especially important to 

provide insight and feedback 

on the changes made to 

educational settings and 

curriculum during pandemic 

situations as they hold the 

most knowledge of best 

educational practices. 

 

The insights collected from the participants in this study stressed the utmost importance 

of feeling supported by both administrators and the community among inclusive education 

educators. The establishment of consistent, supportive, and informative guidance from 
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administrators regarding best practices for transitioning to online, hybrid, and socially distant 

learning environments in a professional and educational manner greatly contributed to educators 

feeling a sense of security and support. Similarly, educators highly valued open communication, 

patience, and empathy from community members, further emphasizing the critical role of 

interconnected support systems during challenging times like the COVID-19 pandemic. 

This study reaffirms the crucial need for enhanced and sustained communication and 

support networks between educators, administrators, and community members to strengthen 

educator resilience, a concept highlighted by Beltman et al. (2020). Encouraging open dialogues 

with inclusive educators about their experiences with various service delivery models, including 

socially distant, hybrid, and remote learning, emerged as a highly impactful strategy valued by 

study participants. This echoes the growing consensus among researchers, educators, and 

advocates advocating for the inclusion of educators in decision-making processes and planning, 

both during and beyond crisis situations (Brunzell et al., 2021; Hester et al., 2020). 

Moreover, the participants emphasized the significance of feeling heard, valued, and 

actively involved in decision-making processes and planning, particularly when navigating 

transitions to new learning environments. Ensuring that educators' voices are recognized, and 

their expertise is leveraged in shaping educational practices during crises is essential, given their 

crucial roles as front-line communicators (Madalińska-Michalak (2021). Inclusive educators 

possess invaluable insights into classroom dynamics and effective educational approaches, 

making their inclusion in decision-making processes vital, (Emery & Vandenberg, 2010). 

Many participants highlighted challenges in accessing essential mental health resources 

and professional support, underscoring the urgent need for more accessible mental health 

services tailored to the specific needs of inclusive education educators, who are considered a 
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vulnerable demographic (Cameron-Blake et al., 2023; Zhang et al., 2020). Equally critical is the 

provision of tailored resources, such as workshops, communication channels, and personnel 

services, to assist educators grappling with the evolving demands of post-pandemic education. 

There is an indispensable requirement for educators to be equipped with the necessary resources 

to effectively facilitate their students' success in the classroom (Biglan et al., 2013).  

Conclusion 

This study explores the nuanced experiences of inclusive education educators, focusing 

particularly on social isolation, loneliness, well-being, and resilience, and seeks to understand 

how education administrators can effectively support this specific group of educators. By 

providing a platform for inclusive educators, a demographic often overlooked and deemed 

vulnerable, to share their encounters with social isolation, loneliness, well-being, and resilience 

amidst the backdrop of the COVID-19 pandemic, this research aims to fill a critical gap in the 

existing literature (Kim et al., 2022). 

Both individual and institutional resilience were noted as essential for the overall 

wellbeing of inclusive education educators (Beckmann & Klein, 2022; Fox & Walter, 2022; 

Parveen et al., 2022). The current study presents a vital contribution to the literature, noting that 

both individual and institutional resilience were built during times of trauma of the COVID-19 

pandemic. However, during these times of social isolation and negative wellness, with a lack of 

institutional resilience, participants found difficulty in maintaining job satisfaction and overall 

positive wellbeing (Cormier et al., 2021; Fokkens-Bruinsma et al., 2023).  

The participants of the study emphasized the significantly negative shifts in self-efficacy 

and resilience in their professions linked to the lack of adequate support and resources provided 

by administrators, governing bodies and community members (Fokkens-Bruinsma et al., 2023). 
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The current study presents vital contributions to the current literature, as the participants noted 

the significance of building both individual and institutional resilience as the foundation of 

wellness and positive relationships with administrators (Papazis et al., 2023). Participants of the 

current study noted negative communication and expectations as the reason they found it difficult 

to build individual resilience (Madalińska-Michalak, 2021). Therefore, negatively affecting their 

overall wellbeing, and relationship with their administrators, students and community.  

The multifaceted nature of resilience, social isolation, loneliness, and well-being 

experienced by inclusive educators was profoundly impacted by the myriad changes magnified 

by the challenges presented during the COVID-19 era (Karakose et al., 2022). This study 

presents a vital contribution to the scarce research centering on the lived experiences and 

resilience of inclusive education educators during the pandemic, building on the existing 

qualitative literature (Olive, 2023; Ortiz et al., 2021). Creating a platform for marginalized 

populations like inclusive education educators to share their narratives authentically is 

paramount during unprecedented periods of turmoil, such as a global pandemic, as it amplifies 

voices that may otherwise remain unheard (Kauffman et al., 2022; Rayner, 2007).  

Possible Limitations 

The limitations of this study, notably the small participant size of only six individuals, 

restrict the generalizability of the findings to a broader population of inclusive education 

educators. The study was conducted at a specific institution, a small religious independent school 

in Victoria, British Columbia, characterized by unique resource allocations and community 

dynamics that may not align with those of the larger provincial or national educational 

framework. This contextual specificity raises concerns about the extent to which the experiences 

and insights of participants can be extrapolated to settings with varying demographics and 
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resources. Furthermore, larger schools present a different character, in which communication 

among a larger staff may present challenges that differ from a small staff.  

Additionally, the gender imbalance within the participant cohort, with only one out of the 

six identifying as male, does not accurately reflect the gender distribution of educators within the 

broader British Columbia education system. The skewed representation could potentially impact 

the comprehensiveness and diversity of perspectives shared within the study, limiting the kinds 

of insights that could have been derived from a more gender-balanced sample. 

Moreover, the retrospective and reflective nature of the participants' accounts may 

introduce elements of bias, affecting the reliability and validity of the reported experiences. 

Relying on memory recall and ongoing post-pandemic experiences to narrate their encounters 

during the COVID-19 crisis could introduce nuances of interpretation and recollection, 

potentially influencing the accuracy and consistency of the shared experiences. 

Considering these limitations, future research endeavors would benefit from expanding 

the participant pool to encompass a more diverse and representative sample of inclusive 

education educators, including special educators, spanning across various institutional settings 

and demographic profiles. By broadening the participant inclusivity and considering a range of 

educational contexts, researchers can attain a more comprehensive and robust understanding of 

the challenges and resilience factors experienced by educators in diverse settings, enhancing the 

applicability and relevance of the study findings on a broader scale. 

Recommendations for Future Research 

There are many directions for further research that emerged from this investigation. By 

exploring the essences of inclusive educators’ experiences during the COVID-19 pandemic, this 

study revealed three key areas of concern: feeling supported, being valued, and access to 
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resources and various supports. Additional research investigating these concerns using a broader 

sample size would enable educators to apply results reliably. It would be beneficial for further 

research to include mixed method measures. These three areas can be explored more specifically 

in the following ways:  

1. Expanding participant pool for diversity 

2. Consideration of different participant occupational profiles 

3. Inclusivity of various institutional size settings 

4. Increasing methodological rigor and validity checks 

This study offers several recommendations for advancing research in the field. By expanding 

the participant pool to encompass diverse demographics, considering different participant 

occupational profiles, considering institutional contexts, and rigorously validating 

methodologies, future studies can build upon the current findings. These directions collectively 

contribute to a more comprehensive understanding of the phenomena under investigation and 

pave the way for impactful scholarly contributions. 
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Appendices 

Appendix A. Participant Recruitment Advertisement 

The recruitment for this study was conducted by the then Head of School, at Willowcrest 

Academy at the time in which this research was launched. 

 

Hello,  

 

My name is Katie Stewart, and I am a master's student at the University of Victoria. From Jillian 

Roberts' previous email, I am working with Jillian on my thesis research looking into the 

experiences of educators during COVID-19. I am looking for around 6-8 inclusive educators, 

who have at least one student in their class on an IEP, who are willing to volunteer to be a part of 

my study. I have attached the consent form to this email for distribution to those who volunteer 

and ask that signed copies be emailed to me at the address: catrionastewart@uvic.ca.  

 

If you have any questions or concerns, please don't hesitate to reach out.  
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Appendix B. Criteria Inclusion Questions 

1. Are you a current educator at Willowcrest Academy? 

2. With the 2019/2020 school year being the first of the COVID-19 pandemic, how many 

years have you taught during the COVID-19 pandemic?  

3. How many of those years did you teach an inclusive classroom? 

4. How many of those years did you teach an inclusive classroom at Willowcrest Academy? 
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Appendix C. Semi-Structured Interview Guide 

Demographic Information 

1. How many years have you been an educator? 

2. What grades have you taught? 

3. What is your favourite grade to teach and why? 

4. With the 2019/2020 school year being the first of the COVID-19 pandemic, how many 

years have you taught during the COVID-19 pandemic?  

5. How many of those years did you teach an inclusive classroom? 

a. Prompt: how do you define inclusive classroom? 

 

Semi-Structured Interview Questions 

1. Tell me about your experiences being an educator of an inclusive education classroom 

during the COVID-19 pandemic.  

2. Tell me about your well-being during the pandemic.  

a. Prompt: please tell me about your psychological well-being, your emotional well-

being, and your mental well-being.  

3. In your experience, what services or help, if any, did your school district or 

administrators offer to decrease the social and mental health strains brough on by remote 

learning and the COVID-19 pandemic?  

a. Prompt: if services were provided, did you use them? Were they beneficial to 

you? If not, what might have been of assistance to you during remote learning and 

the COVID-19 pandemic? 

4. Is there anything else you would like to add to your experience as an educator of an 

inclusive classroom during the COVID-19 pandemic that you feel we have not discussed, 

or you would like to go into further detail about?  
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Appendix D. Certificate of Ethical Approval 
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Appendix E. Participant Signed Consent Form 

CONSENT FORM 

A study through the Faculty of Educational Psychology and Leadership Studies 

 

Thank you for indicating an interest in participating in an exploration of the effects of social 

isolation during the COVID-19 pandemic and how it impacts educator’s lives and mental health. 

This study is being conducted by Jillian Roberts Ph.D., and Catriona Stewart, MA, University of 

Victoria.  

 

Department of Educational Psychology and Leadership Studies  

PO Box 1700 STN CSC, Victoria, British Columbia 

V8W 2Y2 Canada 

Tel: 250-721-7799, Fax: 250-721-6190 

PARTICIPANT CONSENT FORM 

Principal Investigator: 

Jillian Roberts PhD 

 

Research Team: 

Catriona Stewart, MA, Educational Psychology 

Email: catrionastewart@uvic.ca  

 

Purpose and Objectives of the Research 

The objective of this research study is the exploration of educator’s personal experiences, 

specifically how social isolation during the COVID-19 pandemic impacted their lives and mental 

health. It is of focus to foster an increased understanding of students and education 

administrators’ responses to this unique context for educator. By asking for educator’s 

recommendations, education organizations can learn to better understand how this pandemic has 

affected educator’s mental health and seek advice from educators as they proceed with policy 

formation and response to COVID-19.  

 

 

This includes individuals who: 

Inclusion: 

• An educator at Willowcrest Academy 

• Taught an inclusive classroom during the school years of 2019/2020, 2020/2021, and/or 

2021/2022 

mailto:catrionastewart@uvic.ca
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This Research is Important Because 

We are living in an unfamiliar world.  

 

The importance of this study is that these narratives in times of a pandemic or novel to research, 

and educator’s voices are currently unheard but valuable in the process to create safeguards for 

this population in the future. Educator’s well-being are an ethical responsibility of education 

organizations and the community at large.  

 

Asking for educator’s recommendations, education organizations can learn to better understand 

how this pandemic has affected teacher’s mental health and seek advice from educators as they 

proceed with policy formation in response to COVID-19.  

 

Including these voices and experiences will provide direct feedback on the impacts of the 

COVID-19 pandemic on educators’ lives and mental wellness. Educator’s recent experiences can 

then directly assist in finding adequate support for navigating mental health concerns at their 

education organization and community.  

 

Inclusion for Participation 

You are being invited to participate in this study because: 

• You responded to the information concerning this study and freely volunteered to share 

your story for this study.  

 

• You are an educator at Willowcrest Academy in Victoria, BC, Canada. 

 

• You have been affected by the social isolation in effect due to the COVID-19 pandemic.  

 

What is Involved in Participation 

• Your participation will consist of one digital audio recorded face-to-face interview of 

approximately 60-120 minutes in duration. You will be asked to respond to two basic 

questions: “Tell me about your experiences teaching during the COVIC-19 pandemic 

and how your education administrators supported you through this experience?”  

 

• The location of the interview will be at Willowcrest Academy in your convenient place of 

choice.  

 

• You will also be contacted by email a few weeks after your interview to schedule a virtual 

feedback session to ensure that the data analysis accurately represents your experience. 

The time commitment for this feedback session will take between 60-120 minutes.  
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Please initial the appropriate box below to indicate permission for follow-up contact to 

review the findings:   

 

Yes - I consent to receive follow up emails or text messages to review the findings associated 

with my data.  

 

No - I do not consent to receive follow up emails or text messages to review the findings 

associated with my data.   

 

Inconvenience   

Involvement in this research will not involve any substantial inconvenience for you other than 

the time to participate in the interview, and the time to validate findings during a feedback 

session. The interview will take approximately 60-120 minutes and the review of findings is 

expected to take, as well as 60-120 minutes.   

 

Benefits 

• This study will provide participants with the opportunity to share their experiences, 

concerns and need for support regarding the effects of social isolation. This opportunity 

provided educators to make their voices heard and may lead to improvements in 

education organizations understanding of how this pandemic has affected teachers’ 

mental health as they proceed with policy formation in response to COVID-19. This 

encounter may prove to be affirming and validating experience.  

 

• Educator’s voices can contribute to a better understanding of educator experiences, 

unique perspectives, concerns, and needs. This could provide and generate new and 

comprehensive information to better understand the causes and key characteristics of 

issues that pertain to concerns regarding the effects of social isolation on teachers.  

 

• Your participation in this study will contribute to the body of knowledge on students’ 

experiences regarding social isolation. There is limited available published research that 

has addressed the specific issue of teacher’s experiences with social isolation during a 

pandemic. This study will generate new knowledge and hopes to fill a gap in the 

literature.  

 

 

Risks   

• Possible but unlikely, there is a chance that participation in this study may lead to 

emotional or psychological discomfort. If your experience with social isolation took place 

in the context of difficult circumstances, sharing your experience may result in bringing 

up difficult memories or emotions, and possibly including a sense of embarrassment or 

feeling demeaned. In the interview, I will ask you to respond to the two questions 
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specified above. It is important to consider what your emotional responses might be to 

determine your level of comfort while discussing these experiences.   

 

• Before the interview process begins, the previously signed and sent back consent and 

confidentiality form including the duty to report and potential risk factors will be 

discussed. The participant will have the opportunity to ask questions before beginning the 

interview process regarding risk factors and the duty to report.  

 

• Should you experience distress at any time during the interviews, you can take a break, 

end the interview and resume the interview another time, or withdraw from the study at 

any point. Any of these choices may be done without any risk of consequence or need for 

explanation.   

 

• If you feel stressed in any way as a result of the study, Dr. Roberts who is a registered 

psychologist will follow up with you in person, not as part of the research study, but to 

ensure your well-being. A referral to counselling services will be made as well.  

 

• If you express any wariness or discomfort regarding discussing your mental health for a 

research study, you will be encouraged to withdraw participation and a referral to 

counselling service will be offered as necessary instead.  

 

Voluntary Participation 

• Your participation in this research must be completely voluntary. You may withdraw at 

any time without consequence or explanation. If you feel coerced, manipulated, or 

influenced to participate in this study I ask that you not volunteer to participate or 

withdraw from the study.   

 

• You have the right to refuse to discuss any aspect of your experience. If you decide to 

withdraw from the study during the interview, the audio recording of the interview will 

be erased and all notes will be shredded, unless you give consent to use the material 

already obtained, and as long as you notify us of your decision prior to the completion of 

the transcription and development of themes, at which point your identity cannot be 

verified anymore.   

 

• Educators will be screened and that only those who are eligible will be contacted.  

 

Researcher’s Relationship with Participant 

In most cases, the research team will not have any known relationship with individuals 

participating in this study. Your participation is fully independent of and will have no 

consequence or bearing on any pre-existing relationship.   

 

Withdrawal of Participation 
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• All aspects of your participation in this study are strictly voluntary. You may withdraw at 

any time without any obligation, explanation, or consequence. You may also choose not 

to answer certain questions in the interview.  

 

• In the event that you choose to withdraw from the study, you will be asked if you want 

the data you have contributed to be included in the final analysis. If you agree, your data 

will remain in the study. If not, the audio recording of your interview will be erased, and 

all data associated will be destroyed.   

 

• Withdrawal from the study can occur at any time prior to the final write-up of the study.   

 

Anonymity and Confidentiality 

• The research team will be conducting the face-to-face interviews and therefore your 

identity and your individual responses will be known to the team; a pseudonym of your 

choice will be used throughout the interview and on all other records.   

• Because of the initial distribution of the recruitment through your education institution, 

your intent, and interest in potentially participating won’t be known by others; therefore, 

knowledge of your participation in this study should be protected.   

• All records (e.g., audio-tapes, transcripts) will be labelled with participants’ pseudonyms 

and kept in secure password-protected computers, and digital audio recorders, which will 

be kept in a secure locked cabinet.  The research team will use their own password-

protected computers (which will be on their person) and all identifiable data will be 

stored on the hardware of the password protected computers, to which only the research 

team will have access to. Any personally identifying information will also be removed 

from the transcripts and formal documents. 

• When describing events and/or other people in the interview please refrain from using 

names; additionally, the researcher will make sure that names are not included in the 

transcriptions; and may alter details of people and events if there is a chance that others 

reading the research could recognize the participants and possibly the events and people 

being described.   

• Participants can protect their identity and increase the protection of their personal 

information by not using their actual name in Zoom. This is important for our research 

that is sensitive and confidential.   

• Participants can do the above by: i) using only a nickname or a substitute name; ii) they 

can turn off their camera   

• All information collected will be securely stored when not in use.  

• Word file transcripts without identifiers will be kept for 5 years and will be destroyed 

upon completion of the study.   

• Zoom servers are located outside of Canada, and Zoom stores users’ names and usage 

data outside of Canada. No other information is stored outside of Canada, and recordings 

of Zoom meetings are not stored on Zoom servers.   

 

Exceptions to Confidentiality   
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• Confidentiality is limited in situations when there is sufficient reason to believe that a 

child or vulnerable adult is being abused or neglected. Should anyone reveal information 

to suggest this is the case, it is a legal obligation to file a report. In any such instance, the 

research team will follow the legislated duty to report guidelines for the province in 

which the respective participant is located.   

 

• Dr. Roberts, who is a registered psychologist, will follow up in person--not as part of the 

research study, but to ensure participants well-being. A referral to counselling services 

will be made as well.  

 

Dissemination of Findings 

• The findings and final report will be presented in publications and academic conferences.   

 

• The findings may be presented in a published book chapter.  

 

• The final report will be made available to participants, upon request.   

 

Questions or Concerns 

• Contact the research team under: catrionastewart@uvic.ca  

 

• Contact the UVIC Human Research Ethics Office - 250 472-4545 or ethics@uvic.ca.   

 

Withdraw from Participation 

In the event that you choose to withdraw from the research, please indicate whether you consent 

to have your data remain in the study. (Indicate with your initials in the appropriate box below.)  

If you decide to withdraw, please contact the research team under catrionastewart@uvic.ca 

immediately. It may not be possible to remove your data if the analysis has progressed to a later 

phase and if the final draft of the thesis is almost completed. Face-to-face interview sessions are 

planned for April/ May/ June 2023, while the analysis will begin in June 2023.  

 

Yes - I consent to keep my data in the study in the event that I withdraw from the 

research.   

 

No - I do not consent to keep my data in the study in the event that I withdraw from 

the research.   

 

Consent  

Your signature below indicates that you understand the above conditions of participation in this 

study and that you have had the opportunity to have your questions answered by the researchers, 

and that you freely agree to participate in this research project.   

 

mailto:catrionastewart@uvic.ca
mailto:catrionastewart@uvic.ca
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Signature               Name           Date      

 

 

Please sign the document and e-mail or scan it back to catrionastewart@uvic.ca  

 

Thank you so much!   

 

Resources 

Crisis line at 1-888-494-3888     

http://www.vicrisis.ca/crisis-lines/   

 

Here to talk: https://here2talk.ca  

 

The Crisis Centre at 1-800-784-2433  

https://crisiscentre.bc.ca   

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

mailto:catrionastewart@uvic.ca
http://www.vicrisis.ca/crisis-lines/
https://here2talk.ca/
https://crisiscentre.bc.ca/
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Appendix F. Verbal Informed Consent Process in Participant Interviews 

My name is Catriona Stewart, but you may call me Katie, and I am a first year master’s student 

in the Educational Psychology and Leadership program at UVic specializing in Special 

Education. I have a strong passion for inclusive education, and the wellbeing of educators in the 

field, which is why I am conducting my research for my master’s thesis under the supervision of 

Dr. Jillian Roberts in this area.  

 

This project is in conjunction with a larger project conducted by Dr. Jillian Roberts titled, 

“Living with COVID-19: Mental Health Experiences”. The project I am conducting will be titled 

“Educator Wellness Experiences of Inclusive Educators During the COVID-19 Pandemic”. This 

interview along with others will be used to explore the social isolation, loneliness, and overall 

wellbeing of inclusive educators during the COVID-19 pandemic, including the reports on 

administrators and governments during this time. Participating in this research will allow for 

your voice and experience to be heard by sharing your experiences during the COVID-19 

pandemic.  

 

This interview will be recorded, by both Zoom and a secured device. Only the audio of both 

recordings will be used for analysis as there will be no video recording of this interview. The 

Zoom recording will be saved on the cloud server on Zoom, while the secured device recording 

will be kept in a locked file on the researcher’s personal device in a cloud-based platform. Do I 

have your permission to start the recording on both devices?  

 

Only the recorded audio of this interview will be used and transcribed into words. Themes from 

the interviews will be analyzed and identified for the common essence of the experiences among 

interview participants. Following this analysis, I will follow up with you to get your feedback on 

the analysis to ensure that it is accurate and fair to your experiences that you discuss with me 

today. Do I have your consent to contact you via email after this conversation we have today for 

the purposes of a follow up? 

 

Your identity will always be kept confidential, and your anonymity will be maintained in the 

written research report as well as in all files, recordings, and documents related to this research. I 

would also like to state that participation in this interview and research overall is completely 

voluntary. This means that if you feel uncomfortable and wish to discontinue participating in this 

interview or at any point during the study following the interview, that is completely your choice, 

and you have the right to discontinue the interview and/or participation in the research all 

together at any time. In this event, all recordings and documentation of your participation will be 

demolished. You also have the right to skip over or not answer any question during the interview 

that makes you feel uncomfortable or that you do not wish to answer.  

 

Since the COVID-19 pandemic, the ethics committee and the University of Victoria has taken 

any symptoms or positive results of COVID-19 seriously. If you have or may have encounter an 

individual who has tested positive for COVID-19 to please let the researcher know as soon as 

possible. In this event, your contact information will be stored in a separate file from research 

data if a follow up is needed. This also applies if I, the researcher, have or may have also 
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encounter an individual who has tested positive for COVID-19 in the coming days and weeks 

following this interview.  

 

Do you have any questions for me concerning your participation in today’s interview? 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

 
 

124 

Appendix G. Verbal Follow-Up Care and Debriefing 

I would like to thank you so much again for your participation in this study. I really appreciate 

the time you gave me to speak about your experiences being an educator in an inclusive 

classroom during the Covid-19 pandemic. As I spoke about in the interview, your interview 

number is __ if you ever wish to refer to yourself without personal information to any member of 

the research team. 

 

As mentioned, you will be receiving a follow-up email to set up a Zoom meeting for a feedback 

session on the first interview. This will take anywhere between 1-2 hours.  

 

If you have any questions, comments, or concerns regarding this study or your participation 

please do not hesitate to reach out. Thank you so much again for your time and participation. It 

was a pleasure meeting with you and hearing about your experiences!  
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Appendix H. Reflexive Journal Entry Samples 

 

Tuesday January 17, 2023 

I have just had my first meeting with my supervisor after switching into the MA of my 

field in which I will now be doing a thesis instead of a project. I am so excited. She asked me to 

come up with a few ideas for what I would like to do my research on, and one of the most 

pressing things that I keep circling back to is research into educators. I don’t know what I would 

choose exactly, but I feel that there are certain gaps in the research of educators, and I would like 

to be one of the researchers to help fill that gap.  

 

Wednesday April 12, 2023 

I haven’t received too many participants so far, which is making me anxious. After a 

discussion with my supervisor, we’ll be expanding the pool from teachers to all educators, as I 

have received many emails from potential participants who are ECE’s. Expanding the participant 

pool like this will help me get a grasp of different roles in education during the pandemic. As the 

participants are from a small, religious, independent school I also have some potential 

participants who are specialized in specific subjects, or only teach certain classes on certain days 

of the week- I’m very intrigued to learn about their experiences during the pandemic and see 

how much as possibly changed for them. I also hope expanding this criterion will allow more 

voices to be heard and a different perspective of education to be highlighted.  

I have also received an email today from educators who are eager to participate, but they 

no longer work at the school. As it’s one of my criteria I have to thank them for their interest but 

sadly I can’t have them be a part of my study. I’ve never done research before, and I’m assuming 

most if not all studies have had to turn potential participants away. It seems so simple when you 

read about it in someone else’s work, but I honestly feel bad, and would love for them to be a 

part of my study, but sadly they can’t. Turning participants away also makes the finish line of 

getting my minimum of six participants so much further away. It feels like every participant I 

have to say “thank you, but I’m sorry you can’t be a part of this” feels like a step backwards in 

completing my participant requirements. I know I will get there, I’m just anxious to get going.  

 

Tuesday May 23, 2023 

I have now completed four interviews and on top of other commonalities between several 

interviewees, there is one statement that they all share: they felt like they were left to their own 

devices, while not receiving any support other than from their coworkers, but they were held to 

the same expectations as before the pandemic. I have noticed many participants have stated that 

during socially distant learning, there were numerous rules and regulations that were impossible 

to do, and they were expected to implement them, but they weren’t told how to or received any 

guidance or support. Many have expressed thoughts of doubting their professions simply due to 

the lack of guidance and support yet high expectations during this time.  

 

Sunday June 11, 2023 

After finishing my sixth interview just the other day, I have been reading through 

transcripts and reflecting on the experiences so far. I am frustrated to say the least. It breaks my 

heart to know that not only the educators that I am speaking with, but I can only assume around 

the world felt immense pressures, distress, expectations, and frustration during this time and 



 

 
 

126 

most felt like they were left to their own devices. It’s difficult to hear the experiences of the 

participants and not feel upset, or disheartened by what they have experiences thus far. Using the 

reflexive journal has been helpful to understand and express my position and biases in terms of 

the treatment of educators during COVID-19 and education administrators and governing bodies. 

I can only hope this pandemic was a learning curve to assist educators and provide them with the 

tools necessary to succeed while amplifying their voices.  

 

Friday September 22, 2023 

It has been a few months since my sixth interview, and I have completed several steps of 

the data analysis. I have listened to each individual tape twice, while reading the transcripts to 

ensure they match up. I have also re-read over the transcripts again separately to make sure 

everything is captured. I’ve begun to identify significant statements in each of the interviews that 

correlate with a) Educators’ wellbeing during the pandemic, b) Educators’ perceptions of support 

and resources during the pandemic, and c) Educators’ resilience during this time. I do believe 

these concepts to be strongly interlaced with one another. When information, guidelines, and 

communications are limited and educators are unable to appropriately access resources and 

support as well as mental health and other services offered by either their administrators or 

governing bodies, I believe their overall wellbeing is jeopardized. Further, I believe that if 

educators are having trouble with their overall wellbeing it will cause a significant decline in 

their overall resilience. I also believe that if educators are struggling with their overall wellbeing 

and their resilience, they are more likely to rely on services offered by administrators and 

governing bodies. Therefore, I believe that these three factors are reciprocal and correlated with 

one another which is why they should be investigated alongside one another.  

Using Colaizzi’s method of descriptive analysis has been both difficult to me for certain 

interviews, while others are more straight forward. In this method as one must look at each 

individual interview as a separate entity unrelated to any of the previous research as well as 

keeping each participants experience separate from one another until the themes can be looked at 

collectively has been difficult for those interviews that share a lot of commonalities between 

them. However, there are some interviews in which the results are almost opposite to the others 

which has been one of the most interesting aspects to this analysis. These opposing voices are 

significant to the research as they hold a special role not only in their school, in their community, 

but they also hold shared values with what can only be assumed as many other educators across 

our world during this pandemic. As I have recorded in this journal many participants had 

experiences that overlap with one another, and I have found many commonalities between them. 

It is important to keep all experiences separate for now to not skew the meaning of a participants 

described experience to fit with a narrative of and others. 

 

Monday February 26, 2024 

As I continue with my analysis using Colaizzi’s method of descriptive analysis, I have 

met with all participants again for the review and feedback sessions and I'm reviewing each 

thematic cluster and each pattern of meaning to find commonalities and to begin the writing 

process of these findings. This process is one that I feel immense gratitude for. I feel honored to 

have been let into the participants lives, hear about their experiences, and I'm now contributing to 

research in the field highlighting the need of listening to educators’ voices, especially during 

times of trauma. 
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Appendix I. Phenomenological Thematic Analysis Procedure 

 

Familiarization
Each transcript is read multiple 

times while listening to the audio 
recordings. This includes steps 1 

and 2 of Colaizzi's method.

Extracting Significant 
Statments

The transcripts are read through a 
third time, identifying, and 

extracting significant quotes.

Formulating Meaning
All relevant expressions of each 

interview were labeled in the 
margins of each transcript. The 
use of reflexive journaling was 

used extensively.

Extracting Isolated 
Thematic 

Statements
Statements deemed directly 

related to the targeted 
phenomena were extracted 
fromeach original interview 

transcript.

Clusters of Themes
The statements, as well as their 

accompanying descriptors noted 
in the margins, formed thematic 

clusters for each individual 
participant. This includes 

comparing the statemnets within 
each cluster for each individual.

Exhaustive 
Description

Patterns of meaning were 
recognized, and similar meanings 
across individual interviews were 
clustered together. These themes 

were analyzed extensively. 

Validate
Documents of the thematically 
analyzed transcriptions of each 

individual participant was created 
with a decsription of each theme. 

This was shared with each 
participant to validate the fairness 

of the analysis.

Fundamental 
Structure

Condensing the descriptions for 
each theme into a single 

shortened descriptive statement 
deemed essential.
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