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1. Introduction

Early educators are the key ingredient in high-quality early
care and education (ECE) experiences for young children (IOM
& NRC, 2015). Their interactions with children—whether in for-
mal child care centers or in school-based pre-kindergarten (pre-k)
settings—scaffold children’s growth and development and can have
lasting impacts on their learning trajectories and life outcomes
(Hamre, 2014a). In addition, early educators provide the safe and
reliable care necessary for parents to work. Despite their essential
role in the lives of young children and their families, early educa-
tors in the United States face challenging working conditions and
are, on average, paid substantially less than their peers teaching
older children (McLean et al., 2021). They oftentimes face consid-
erable economic as well as emotional hardship, particularly if they
work in child care centers (Phillips et al., 2016; Whitebook et al.,
2014).

These conditions have implications not only for the early ed-
ucators themselves, but for the children they teach. Early educa-
tors’ wellbeing has been linked to the quality of their relationships
with children, the warmth and content of their interactions with
children, and, ultimately, children’s development (e.g., Jeon et al.,
2014, 2019; Johnson et al., 2019; Kwon et al., 2019; Sandilos et al.,
2015; Whitaker et al., 2015). The low wages early educators face
likely also lead to high levels of teacher turnover (Whitebook et al.,
2014), which is problematic for young children who need stable
relationships and families who need stable care. The coronavirus
pandemic (COVID) created serious challenges for child care centers
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and schools, and in turn may have exacerbated the challenges fac-
ing early educators.

Surveys of teachers of young children across varied ECE
settings—that is, in both child care centers and school-based pre-
k settings—conducted during COVID provide compelling evidence
that early educators are struggling, and that emotional and finan-
cial wellbeing are very low (Bassok et al., 2020; Hanno et al., 2020;
Markowitz et al., 2020; Tulsa SEED Study Team, 2020). These sur-
veys have 2 key limitations for informing recovery efforts, however.
First, most surveys provide snapshots of teachers at a single point
in time after COVID began. While they demonstrate early educa-
tors are struggling, it is difficult to assess how much of the pat-
terns documented reflect post-COVID changes, and how much re-
flect long-standing challenges faced by early educators even prior
to the pandemic. Second, much of the data collected during COVID
is drawn from a single setting (e.g. only child care center or only
pre-k teachers), precluding setting-based comparisons that could
inform targeted policy solutions.

The present study gets around these issues using 2 years of
data from Louisiana tracking the same group of early educators
before and during the pandemic. We ask 2 questions. First, what
were early educators’ pre-pandemic (fall 2019) levels of emotional
wellbeing, financial wellbeing, and perceived career stability, and
did these vary across the 2 largest formal settings receiving pub-
lic funding to serve young children: child care centers and school-
based pre-k settings? Second, how did wellbeing and perceived
career stability change from fall 2019 to fall 2020, and did these
changes vary by setting? Understanding how the wellbeing of early
educators changed over the first year of the pandemic, and how
those impacts varied by setting, will allow policymakers to better
target recovery dollars and to build better, more stable care for the
future.
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1.1. The ECE workforce

Early educators’ work—scaffolding young children’s learning
through the design and implementation of activities and expe-
riences in a safe, warm environment—is complex and challeng-
ing (Hamre, 2014b; IOM & NRC, 2015). The promise of early ed-
ucation to improve children’s life trajectories and reduce long-
standing socioeconomic and racial inequities in the United States
(Campbell et al., 2012; Heckman et al., 2010; Phillips et al., 2017;
Pianta & Howes, 2009; Yoshikawa et al., 2013) can only be achieved
through the work of early educators, who are the crux of high-
quality care.

Nonetheless, the ECE workforce in the United States has long
faced low wages and corresponding high stress. Nationwide, early
educators have median wages under $12 per hour, limited access
to medical benefits, and often struggle to meet basic needs, such as
paying for housing, transportation, and medical bills (McLean et al.,
2021; Phillips et al.,, 2016; Whitebook et al., 2014, 2016). The
poverty rate of early educators is 7.7 times higher than their peers
working in K-8 classrooms (McLean et al., 2021) and pre-pandemic
data suggests that about 40% of early educators are food inse-
cure (Bassok et al., 2019; Loh et al., 2020; McLean et al., 2021;
Swindle et al., 2018). Unsurprisingly, then, nearly half of early ed-
ucators make use of means-tested public supports as compared
to about a quarter of the workforce in general (Whitebook et al.,
2014). These financial realities likely have implications for early ed-
ucators’ emotional wellbeing. For example, pre-pandemic several
studies reported high levels of early educator depression, ranging
from 20%-40% (Bassok et al., 2019; Jeon et al., 2018; Loh et al.,
2020; Whitaker et al., 2013). Other studies have identified high
levels of stress in early educators using cortisol data (de Schipper
et al., 2009; Groeneveld et al., 2012).

These high levels of financial stress and depression have nega-
tive implications for children and for ECE more broadly. Teaching
young children requires focus, quick thinking, and patience. Long-
standing bodies of research on depression and caregiving (Baker
& Kuhn, 2018; Goodman & Garber, 2017; Wachs et al., 2009) and
parenting with limited financial resources (Gershoff et al., 2007;
Johnson & Markowitz, 2018; Kalil & Ryan, 2020), show that adults
who are struggling with depression or facing financial stress are
often less able to provide children with responsive, high-quality
care. Previous research has linked caregivers’ depressive symptoms
with the quality of their interactions with children (Buettner et al.,
2016; Hamre & Pianta, 2004; Johnson et al., 2019; Kwon et al.,
2019; Sandilos et al., 2020, 2015), their relationships with children
(Whitaker et al., 2015), children’s active engagement (Ota et al.,
2013), and global ECE quality (Jeon et al., 2014). This, in turn, has
impacts on development. Several studies suggest that having an
early educator who is struggling emotionally or financially is neg-
atively linked to children’s socioemotional development and their
internalizing and externalizing behaviors (Jeon et al., 2014, 2019;
Kwon et al., 2019; Roberts et al., 2016), though some studies find
mixed associations (Johnson et al., 2020).

Early educators struggling with wellbeing are also not likely
to stay in their jobs. High-stress, low-pay jobs often have signif-
icant levels of turnover, and ECE is no exception (Bassok et al.,
2013, 2021; Grant et al.,, 2019; Jeon & Wells, 2018; Wells, 2015;
Whitebook & Sakai, 2003). For example, in Louisiana, the context
for the current study, nearly 40% of early educators turn over each
year (Bassok et al., 2021). This churn is a challenge for children and
families who rely on stable caregivers, and for ECE leaders, who
must expend considerable energy ensuring their site is adequately
staffed with qualified educators (Jeon & Wells, 2018; Sorensen &
Ladd, 2020; Whitebook & Sakai, 2003).
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1.1.1. Child care teachers

Though early educators across settings (e.g., child care cen-
ters, publicly-funded state and local pre-kindergarten) face diffi-
cult working conditions, among teachers working in formal center-
based settings, challenges tend to be more pronounced for teach-
ers in child care centers, who typically receive the lowest wages
and have the least access to benefits and professional supports
(Austin et al., 2019; McLean et al., 2021). For example, 2019 data
from the Bureau of Labor Statistics shows that the average hourly
wage for child care workers in 2019 was $11.65 as compared to
$14.67 for preschool teachers and $32.80 for kindergarten teach-
ers (McLean et al., 2021). Similarly, 2018 data from Louisiana
show that lead teachers in child care centers earn half of what
their counterparts in school-based pre-k settings earn annually
(Bassok et al., 2019). Recent data from Virginia shows that while
38% of center-based child care teachers report household incomes
of $25,000 or less; this is only true for 1% of lead teachers in
schools (Bassok et al., 2020).

Not surprisingly, child care teachers also leave their jobs at
higher rates relative to other early educators. For instance, pre-
pandemic data from Louisiana show that nearly half (46%) of lead
teachers in child care centers left their centers from 1 year to the
next, a rate that was roughly twice as large as among school-based
pre-k teachers (Bassok et al., 2021). These figures imply that chil-
dren attending child care centers are more likely to have their early
learning experiences interrupted by teacher departure, which has
negative impacts on learning and development (Markowitz, 2019;
Ronfeldt et al., 2013; Tran & Winsler, 2011).

Notably these statistics about challenges center-based child care
teachers face come from pre-pandemic data. They highlight the
precarity of child care teachers, which even before COVID started
created major hurdles for providing high-quality ECE in child care
centers—the formal settings that serve the largest number of low-
income children nationally. Understanding how COVID impacted
child care centers is essential for providing effective supports dur-
ing COVID recovery.

1.2. COVID and early education

The coronavirus pandemic created many unique challenges for
early educators across settings (Weiland et al., 2021). For some ed-
ucators, the shuttering of learning sites meant the loss of work or
a reduction in compensation. For others, site closures led to re-
mote teaching and learning, which required not only rapidly de-
veloping familiarity with new platforms and systems, but brought
on new challenges in managing and engaging the behavior and
learning of young children. For early educators who continued
working in-person, COVID regulations also made much of their
typical work more challenging. Many common routines in ECE—
including circle time and choice time—are not well suited to social
distancing, and young children who are learning about emotions
and self-regulation are often reliant on facial cues that are cov-
ered by masks (Austin et al., 2020). Young children’s hand wash-
ing and other routines must be carefully monitored, particularly
during activities such as group meals. Stipulations that limited the
number of children staff could interact with upended routines that
leveraged floating teachers to provide midday breaks for teachers.
Staffing challenges due to the reality of quarantine, sick children, or
loss of staff further added difficulty to educators’ daily work. And,
concerns about health and safety, in particular contacting COVID
from the children of frontline workers, were also paramount.

Data from existing COVID surveys underscores the scope of
these challenges, and hints at impacts on wellbeing. For example,
data from a survey of about 700 early educators in Massachusetts,
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(Hanno et al,, 2020) finds that 47% of educators were concerned
that their work posed a risk to their health. Most caregivers re-
ported substantial concerns about physical and mental wellbeing.
Sixty percent of early educators reported that the pandemic had
affected their mental health, and many reported moderate to high
levels of stress related to finances.

Data from a June 2020 survey of over 1000 early educators in
Nebraska tells a similar story. At least seventy percent of teachers
reported concerns about contracting COVID in the workplace, and
21% said they had anxiety about COVID “most of the time.” Nearly
80% of early educators reported changes in their sleep, and about
half reported trouble concentrating, changes in eating, and feelings
of sadness or depression, all of which are indicators of depression.
Seventy percent reported feeling anxious about the future (Daro &
Gallagher, 2020).

1.2.1. Differences in COVID impacts across settings

The impacts of COVID also varied by ECE setting. At the outset
of the pandemic, school-based pre-k settings closed alongside pub-
lic schools, but continued to pay staff. By the fall of 2020, schools
in Louisiana, the context for the present study, were open in a hy-
brid fashion; many pre-k teachers were teaching both in-person
and remote students and juggling new systems for both safety at
school and for communicating with children and families through
online systems.

In contrast, child care centers—which rely heavily on parent
fees alongside their public funds—faced uncertainty at the start
of COVID, as many children stopped attending care and costs rose
due to COVID safety regulations. Many child care centers struggled
to both stay open and to keep staff and children safe. Many cen-
ters closed down, at least temporarily. Notably, unlike school-based
pre-k, many child care centers were unable to provide teachers
with compensation in the absence of parent fees. In the Louisiana
parishes that are the context for the present study 75% of child
care centers shut down for at least some portion of the pan-
demic, and more than half of teachers reported a decrease in earn-
ings (Markowitz et al., 2020). Nationwide, there had been a no-
table loss of child care centers in the first year of the pandemic
(Bipartisan Policy Center, 2020; Bureau of Labor Statistics Data, n.d.;
NAEYC, 2020), and even in centers that remained open, or that
have re-opened, teachers often experienced reduced hours or lost
their jobs entirely (Bipartisan Policy Center, 2020; Doocy et al.,
2020; NAEYC, 2020).

Data from the present study come from centers that had re-
opened by the fall of 2020. While many center-based child care
teachers were not managing remote instruction like their school-
based pre-k counterparts, they too managed changing routines for
interaction with children and communication with parents.

An additional concern for child care centers in particular was
managing the impact of illness from coronavirus. A much higher
percentage of Black and Brown teachers work in child care centers
as compared to school-based per-k (McLean et al., 2021), and in
the United States their communities often had high rates of infec-
tion and death from COVID. Some data suggest that Black, Latina,
and Native American child care providers were more likely to have
tested positive for COVID between May and June of 2020 than
White teachers working in the same settings (Gilliam et al., 2021).

Existing findings do suggest center-based child care teachers
faced particularly pronounced challenges during the pandemic. For
example, data from a survey of about 300 center-based child care
teachers in Louisiana conducted in May 2020 found that half of
teachers experienced food insecurity in the past 3 months; 75%
reported that it was difficult to live on their incomes; and 40% of
teachers experienced clinically relevant levels of depressive symp-
toms (Markowitz et al., 2020).
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Unfortunately, very few COVID reports have compared out-
comes across settings. One exception is a survey of 1400 early
educators in Virginia collected in the early summer of 2020
(Bassok et al., 2020). It shows that about one-third of center-based
child care teachers were concerned they would run out of money
before they were paid again. About half indicated that they could
not afford unexpected events or emergencies, and 20% indicated
they could not afford housing-related costs (e.g., rent, utilities,
mortgage). Forty percent were food insecure. Across nearly all in-
dicators, center-based child care teachers struggled, on average, at
about double the rate of their school-based pre-k peers.

Aside from this report, however, most existing COVID studies
of early educators do not make direct comparisons across different
types of ECE settings and miss an opportunity to think critically
about the breadth of programs serving young children, and how
investments should be targeted to have the greatest impact. Com-
parisons between teachers in center-based child care and school-
based pre-k settings offer an opportunity to benchmark longstand-
ing setting-based differences in the experiences of early educators,
and provide guidance for targeting future supports.

1.3. Present study

The present study aims to better understand the emotional
wellbeing, financial wellbeing, and perceived career stability of
early educators working in formal ECE settings in the wake of
COVID. We document patterns and cross-setting differences in
these constructs both prior to COVID and about 8 months after
COVID’s arrival. We focus on the 2 largest formal settings receiving
public funding to serve children from families with low incomes:
subsidized child care centers and school-based pre-k.

Relative to existing reports about early educators’ wellbeing
during COVID our study has several notable strengths: (1) it uses
data from 2 time points including a pre-pandemic survey and
therefore can capture COVID-related changes; (2) it allows for di-
rect comparisons across center-based child care and school-based
pre-k settings and; (3) it uses surveys with relatively high re-
sponse rates that may better capture the diverse experiences of
early educators than the more ad-hoc samples commonly used
during COVID. This more precise understanding of the experiences
of early educators across settings both prior to and during the
COVID crisis can inform policymakers and other stakeholders look-
ing to promote stable, high-quality early learning experiences for
all children.

2. Method

Data were drawn from the fall 2019 and 2020 waves of the
Study of Early Education in Louisiana (SEE-LA) Workforce Surveys
which were conducted in Jefferson and Rapides parishes. Jeffer-
son is an urban parish near New Orleans, and is Louisiana’s sec-
ond largest parish with respect to population. Rapides is a rural
parish in the center of the state, and is 11th in population. In both
parishes, about 25% of children lived in poverty prior to the pan-
demic, and at least one-third of families receive means-tested pub-
lic services (US Census Bureau, 2019). In 2018, Jefferson was about
53% White, 28% Black, 15.5% Hispanic, and 4% Asian; Rapides was
about 61% White, 32% Black, 3% Hispanic, and 2% Asian (US Census
Bureau, 2018). Jefferson is more diverse than Louisiana in general,
whereas Rapides matches the statewide racial and/or ethnic break-
down. Both parishes have slightly more children living in house-
holds experiencing poverty than Louisiana as a whole, though the
proportion of families receiving means-tested services matches the
state average. Compared to the United States as a whole, our data
has more families in low-income households, and fewer families
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Table 1
Teacher demographic and work characteristics.
Overall Sample Child Care Schools
2019 2019 2019
M SD M SD M SD
Lead Teacher 0.71 0.81 0.63
Age Group Served
3 to 5 years old 0.69 0.39 0.92
0 to 2 years old 0.25 0.55 0.00
Serves Multiple Ages 0.07 0.06 0.07
Highest Level of Education
High School/GED or Less 0.25 0.42 0.12
AA/ Some College 0.32 0.43 0.23
BA or More 0.43 0.15 0.65
Teacher Race
White 0.62 0.45 0.75
Black 0.29 0.44 0.17
Hispanic Regardless of Race 0.06 0.08 0.05
Multiracial or Other Race 0.03 0.02 0.03
Age 43.01 12.77 38.52 13.30 46.55 11.15
Married or Cohabiting 0.56 0.47 0.64
Household Size 3.15 1.63 3.13 1.65 3.17 1.61
2019 Salary (dollars) 30100 14398 21400 5677 37123 15441
Child Care Center 0.44 1.00 0.00
Rapides Parish 0.32 0.26 0.36
N 367 162 205

Note. Data are drawn from the fall 2019 and fall 2020 waves of the Study of Early Education in Louisiana Workforce
Survey. Sample is limited to participants who had all covariates within waves; “Overall Sample” includes educators in
both child care centers and school-based pre-k; the subsequent columns stratify by setting. The “Multiple Ages Teach-
ers” category also includes teachers who may teach older children as well as infants and/or toddlers or preschoolers.

Salaries are rounded to the nearest 100.

from suburban communities and fewer families from non-White or
non-Black backgrounds.

We invited all teachers working with at least some children
aged 0 to 5 in 2 types of formal ECE settings—child care centers
receiving public funds' and school-based pre-k* programs—to par-
ticipate. This included lead and assistant teachers (e.g., aides, para-
professionals, floaters). In 2020, centers and schools were included
in our sample if they provided any in-person or virtual and/or re-
mote care between August 2020 and December 2020.

Our local community partners provided teacher rosters and
contact information for all teachers. Initial survey invitations were
sent directly to teachers via email with periodic reminders from
both the research team and our community partners. Paper ver-
sions of the surveys were either hand delivered (in 2019) or mailed
(in 2020) to child care centers and school-based pre-k sites. Upon
receipt of completed surveys, teachers received a $25 gift card. Re-
sponse rates were 71% for the first survey (October through De-
cember 2019, N~870) and 68% for the second (October through
December 2020 N~870). These rates are 2 to 3 times as high as
many ECE workforce surveys (Boyd-Swan & Herbst, 2019).

To isolate changes in teacher wellbeing and perceived career
stability, we restricted our analytic sample to teachers with full
data on all outcome variables and covariates (N = 367 unique lead
or assistant teachers seen in both 2019 and 2020, for a total of
734 observations, Table 1). As expected based on the high levels of

1 In Louisiana, 70% of all child care centers are publicly-funded through the
child care subsidy program; all school-based public pre-k sites are publicly-funded.
The amount of funding child care centers receive varies based on the number of
subsidy-receiving families at the site; data do not include information on what
share of a site’s funding comes from subsidies as compared to additional parent
fees.

2 Nearly all school-based pre-k settings were housed in public schools. Across
parishes 3 school-based pre-k sites were housed in private schools which receive
public dollars through Louisiana’s Nonpublic Schools Early Childhood Development
program.

teacher turnover in ECE overall and in child care centers in partic-
ular (e.g., Bassok et al., 2021), the analytic sample which required
participation in both SEE-LA surveys was different from the full
sample of SEE-LA respondents (that is, participated in either SEE-
LA survey). The analytic sample was more likely to work in schools,
and be White, as well as have a higher level of education and earn-
ings than those excluded from the sample. Teachers in the analytic
sample also responded more positively to all 3 perceived career
stability items (see Appendix A, Table A1).

We compared each of our outcomes before and during COVID
both overall and separately for child care centers and school-based
pre-k. We categorized ECE sites using the Louisiana Department
of Education’s funding-based categorization. The sample included
162 teachers in child care centers and 205 in school-based pre-k
(Table 1).

2.1. Measures

The survey data included detailed information on the emotional
wellbeing (depression, self efficacy, and job satisfaction), financial
wellbeing (food insecurity and financial stress), and perceived ca-
reer stability of early educators, as well as a set of demographic
controls.

2.1.1. Depression

We used the 7 item short form of the Center for Epidemio-
logical Studies Depression Scale (CESD-SF, Levine, 2013) to assess
teachers’ depressive symptoms. Teachers responded to questions
assessing how much they experienced each of 7 symptoms in the
past week: “rarely or never,” “some or a little,” “occasionally or
moderately,” or “most or all of the time.” Symptoms included rest-
less sleep, trouble focusing, poor appetite, feelings of sadness and
depression, and teachers’ sense that it is “difficult to get going”
and that “everything is an effort.” Responses were coded from 0
to 3 and summed; respondents had to respond to 5 or more items

” o«
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to be included in the scale. Consistent with previous studies, we
coded teachers who scored 8 or more as experiencing depression
(Levine, 2013).

2.1.2. Self-efficacy

We wused 6 items to measure teacher self efficacy
(Fantuzzo et al., 2012), including “I am satisfied with the progress
of the children in my classroom,” “I can generally deal successfully
with behavior problems,” “I feel I can get through to all children,
even the ones with the most challenges,” “Teaching children in
this age group is very satisfying,” “Most of the parents of the
children in my classroom respect and support the things I do,”
and “I am making a difference in the lives of the children I teach.”
Items were scored on a 5 point Likert from strongly disagree to
strongly agree, and Cronbach’s alpha at each year was 0.90 or
higher. The final score was calculated as the mean of the 6 items;
teachers had to respond to 4 or more items to be included in the
scale.

2.1.3. Job satisfaction

Teachers indicated how much they agreed with 2 items related
to job satisfaction: “I really enjoy my present teaching job” and
“My work with the children at this site is important.” Teachers
responded on a 5 point Likert from strongly disagree to strongly
agree. Items were coded dichotomously with 1 indicating strong
agreement, O otherwise.

2.14. Food insecurity

Food insecurity is defined as the lack of consistent access to
sufficient food needed to fuel a healthy and active life. Teachers
were asked to indicate how true each of the following statements
were for their household over the past 3 months: “We couldn’t af-
ford to eat balanced meals,” “We worried that our food might run
out before we had money to get more,” and “The food we bought
just didn’t last, and we didn’t have the money to get more.” Teach-
ers could indicate that this was “never true,” “sometimes true,” or
“often true.” Teachers were coded as food insecure if they indi-
cated that any of the 3 statements was either sometimes or often
true (Hager et al., 2010). Among those who indicated any food in-
security 84% and 80% responded affirmatively to at least 2 items in
2019 and 2020, respectively.

2.1.5. Financial stress

Teachers were asked “How difficult is it for you to live on your
household income right now?” Response options included, “Not at
all difficult,” “Somewhat difficult,” “Very difficult,” and “Extremely
difficult.” This item was coded into a dichotomous indicator, where
1 indicates “Very difficult” or “Extremely difficult” was selected.

2.1.6. Perceived career stability

Perceived career stability was measured with a set of 3 items
about teachers’ beliefs that they will stay in their current job and
in their career as an early educator. Teachers indicated how likely
it was that they would still be working at their same center or
program in May (i.e., about 6 months after they took the survey)
and how likely it was that they would be working in their same
center or program in 3 years. Items were coded dichotomously to
indicate a teacher responded “very likely.”?

Teachers were also asked to indicate how much they agreed
with the statement “I view being an early childhood educator as
my long-term career.” Teachers could answer on a 5 point Likert

3 Response categories for these 2 items differed slightly across surveys. In 2019,
teachers could respond “not likely,” “somewhat likely,” or “very likely;” in 2020,
teachers could respond “not likely,” “a little bit likely,” “somewhat likely,” or “very
likely.”
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from strongly disagree to strongly agree. This item was recoded
dichotomously to indicate that a teacher “agreed” or “strongly
agreed.”

2.1.7. Covariates

Teachers in child care centers and in school-based pre-k of-
ten differ with respect to key demographic characteristics which
may also be linked to their wellbeing. To understand whether
changes in teacher wellbeing and setting-based differences in these
changes may be explained by these differences we control for a
set of teacher characteristics including: age of children served (a 3
level variable indicating teachers who only serve infants and tod-
dlers, teachers who only serve preschoolers, or teachers who serve
children from multiple age groups (e.g., some combination of in-
fants, toddlers, preschoolers, and school-aged children; preschool
is omitted) in order to account for differences in the work of ECE
by child age; teacher education level (a 3 level variable indicat-
ing a high school diploma, GED, or less; an Associate’s degree (AA)
or some college; or a Bachelor’s degree (BA) or more; some col-
lege is omitted); teacher race (indicating White, Black, Hispanic
regardless of race, or multiracial or other race; White is omit-
ted); teacher age; an indicator for whether a teacher is married
or cohabiting with a partner; a continuous variable indicating how
many additional people live in the teacher’s household; teacher an-
nual salary; and an indicator for working in Rapides parish.*

2.2. Analytic strategy

This study had 2 overarching research questions: (1) what were
the levels of early educators’ emotional wellbeing, financial well-
being and perceived career stability prior to COVID and (2) did
they change after the arrival of COVID. We explored both questions
overall and tested for differences by setting. By comparing survey
responses after the arrival of COVID (fall 2020) with those from
a year prior (fall 2019) for a fixed sample of teachers who were
teaching at both time points, we were better able to understand
the impact of COVID than surveys conducted only in the aftermath
of COVID.

We started by describing our 3 main constructs, emotional
wellbeing (depression, self efficacy, job satisfaction), financial well-
being (food insecurity and financial stress), and perceived career
stability, at both time points and across settings (Table 2). We ran
bivariate regressions with clustered standard errors that account
for both repeated individuals and clustering within sites to es-
timate differences over time, and differences within time across
child care centers and school-based pre-k.> In the following para-
graphs and in the results we use “child care” to refer to child care
centers for brevity.

We then ran 3 regression models to test formally for differ-
ences between child care and school-based pre-k.° In model 1,
each outcome was regressed on a variable for survey year; a vari-
able indicating that the teacher works in a child care center; and
an interaction between these variables. Together, the coefficient on
the year variable (labelled “Change btwn 2019 and 2020” in ta-
bles) tested whether teacher responses on each outcome variable
changed over the 2 time points specifically among school-based
pre-k teachers; the coefficient on the child care variable tested
whether in 2019 child care and school-based pre-k teachers dif-
fered in their responses for each outcome (labelled “CC” in tables);

4 Two teachers switch between child care centers and school-based pre-k be-
tween 2019 and 2020, and 1 switches parishes.

5 Results are not sensitive to the use of logit models for dichotomous outcomes.

6 We use linear models for ease of interpretation, but present models estimated
using logits for dichotomous outcomes in Appendix B. We find no meaningful dif-
ferences.
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Table 2
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Mean teacher emotional wellbeing, financial wellbeing, and perceived career stability 2019 and 2020, overall and by setting.

Overall Sample

Child Care Centers

School-Based Pre-K Setting Differences

2019 2020 2019 2020 2019 2020 2019 2020
Emotional Wellbeing M (SD) M (SD) Diff M (SD) M (SD) Diff M (SD) M (SD) Diff  Diff Diff
Depression (CESD) 0.20 0.29 ** 0.15 0.23 o 0.23 0.33 * + *
Self Efficacy 423 (0.63) 433 (0.56) ** 430 (0.59) 4.24 (0.62) 4.17 (0.66)  4.41 (0.49) ** *
Enjoy Job 0.49 0.48 0.50 0.43 0.49 0.51
Work Important 0.67 0.66 0.67 0.55 o 0.68 0.75 *x
Financial Wellbeing
Food Insecurity 0.48 0.39 * 0.61 0.48 o 0.38 0.31 * o **
Very/Extr Diff to Live on Inc  0.25 0.30 + 0.29 0.37 + 0.22 0.24 *
Perceived Career Stability
Still Here in May 0.90 0.77 ** 0.83 0.67 * 0.96 0.85 o o **
Still Here in 3 Years 0.62 0.55 * 0.55 0.47 * 0.67 0.62 * *
Long-Term Career 0.83 0.76 o 0.75 0.71 0.89 0.80 o o *
N 367 367 162 162 205 205

Note. Data are drawn from the fall 2019 and fall 2020 waves of the Study of Early Education in Louisiana Workforce Survey. Sample is reduced to participants who had
a full set of covariates in either wave of data; “Overall Sample” includes educators in both child care centers and school-based pre-k; the subsequent columns stratify by
setting. Diff columns presents the results bivariate random effects models with clustered standard errors comparing 2019 and 2020 in the full sample, child care sample,
and school-based pre-k sample; Setting Differences columns presents the results bivariate regression models with clustered standard errors comparing child care and
school-based pre-k settings in 2019 and in 2020, respectively. ** P < 0.01, * P < 0.05, + P < 0.10.

and the coefficient on their interaction tested whether the differ-
ence between 2019 and 2020 on each outcome was different for
child care teachers relative to school-based pre-k teachers (labelled
“Change x CC” in tables). In this way model 1 was a formal test of
the bivariate associations presented in Table 2.

In model 2 we added the teacher characteristics described
above, to test whether differences across settings—at either time
point—were eliminated once we accounted for differences in the
characteristics of teachers who worked in child care vs school-
based pre-k. Models 1 and 2 used a random effects estimator to
account for individuals appearing in the dataset twice, and stan-
dard errors are clustered by site. In model 3, we added econo-
metric teacher fixed effects. This model estimated within-teacher
changes in each outcome variable over the 2 year period. Whereas
the first 2 models describe average patterns across the full sam-
ple, the fixed-effects models allowed us to formally test whether
any changes observed in models 1 and 2 were due to individual
changes in wellbeing and perceived career stability in the wake of
COVID. Standard errors were again clustered by site.

3. Results

Table 1 Presents descriptive information about the sample, both
overall and by ECE setting. Our sample included about 70% lead
teachers. About 70% worked with preschool-aged children and
about 25% worked with infants and toddlers. Expected setting dif-
ferences were observed. In the child care sample, most teachers
(about 55%) reported working with infants and toddlers, and just
under 40% reported working with preschool-aged children. In con-
trast, in schools nearly all teachers reported teaching at least some
preschool-aged children.

Overall, about a quarter of the sample had a high school de-
gree and/or GED or less and about 40% of the sample held a BA or
more. As expected based on lead teacher education requirements
for schools, teachers in school-based pre-k were more highly edu-
cated; while 15% of child care teachers held a BA or more in 2020,
65% of school-based pre-k teachers did so.

For the full sample, teacher race and/or ethnicity was similar
to the overall racial breakdown in Louisiana, but again patterns
differed by setting. Teachers in child care were far more likely to
be Black and Hispanic compared to in school-based pre-k. While
about 55% of child care teachers were Black, Hispanic or from an-

other racial group excluding White, this was true for only about a
quarter of teachers in school-based pre-k.

Consistent with national data, early educators made relatively
low wages overall—about $30,000 per year. Disaggregation reveals
substantial differences across setting, however. On average child
care teachers earned about $21,000 a year, an amount that falls be-
low the federal poverty line for a family of 3 in 2019. In contrast,
school-based pre-k teachers earned about $37,000.

Table 2 Presents descriptive information on each of the emo-
tional wellbeing, financial wellbeing, and perceived career stability
variables, both overall and by setting. It also presents the results
of statistical tests assessing the bivariate relationship between each
variable and time, and between each variable and setting type. In
2019, 20% of teachers were categorized as depressed by the CESD;
by 2020 this had risen to 29%. Child care and school-based pre-k
teachers both experienced statistically significant 8 and 10 percent-
age point increases in depression, respectively. Child care teachers
reported, on average, lower levels of depression than school-based
pre-k teachers in both 2019 (P < 0.10) and 2020 (P < 0.05).

Self efficacy increased from 2019 to 2020, but this increase was
only observed among school-based pre-k teachers, who, in 2020
only, had higher self efficacy than child care teachers (P < 0.05).

The percentage of teachers that strongly agreed they enjoyed
their job was about 50% both overall, and across all settings and
time periods. There was no change in enjoyment across time or by
setting.

Changes in the percentage of teachers who strongly agreed
their work is important differed based by setting. While in 2019
teachers in child care and school-based pre-k showed similar lev-
els of agreement that their work was important, there was a
12 percentage point decrease in the number of teachers who
strongly agreed that their work was important between 2019 and
2020 among child care teachers and a 7 percentage point in-
crease among school-based pre-k teachers, resulting in a 20 per-
centage point statistically significant setting difference in 2020
(P < 0.01).

Consistent with differences in earnings, child care teachers, on
average, have higher levels of food insecurity and financial stress
than school-based pre-k teachers. For instance, in 2019, 61% of
child care teachers were food insecure compared to 38% of school-
based pre-k teachers. From 2019 to 2020 food insecurity decreased
overall (from 48% to 39%) and for both settings. In contrast, there
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Table 3
Change in emotional wellbeing from 2019 to 2020, by setting.
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CESD Self Efficacy  Enjoy Job Work Important

Raw Controls  FE Raw Controls  FE Raw Controls FE Raw Controls FE
Change btwn. 2019 & 2020  0.11* 0.11** 011+  0.24** 0.25** 0.24** 0.03 0.04 0.03 0.07 0.08+ 0.07

(0.04) (0.04) (0.06)  (0.05) (0.05) (0.07) (0.04) (0.04) (0.05) (0.04) (0.04) (0.06)
Child Care -0.07+  -0.03 0.12 0.03 0.01 -0.06 -0.01 -0.12+

(0.04) (0.07) (0.08) (0.10) (0.06) (0.08) (0.05) (0.07)
Change x CC -0.03 -0.04 -0.03 -0.30**  -0.32** -0.30**  -0.10+  -0.11+ -0.10 -0.19**  -0.21** -0.19*

(0.05) (0.05) (0.07)  (0.08) (0.08) (0.11) (0.05) (0.06) (0.08) (0.06) (0.06) (0.09)
Constant 0.23** 0.37* 0.20**  4.17** 4,34+ 4.23** 0.48+* 0.52* 0.49**  0.68** 0.80** 0.67*

(0.03) (0.12) (0.02)  (0.05) (0.18) (0.03) (0.04) (0.12) (0.02) (0.03) (0.10) (0.02)
Unique N 367 367 82 367 367 112 367 367 112 367 367 86
Model N 734 734 164 734 734 224 734 734 224 734 734 172

Note. Data are drawn from the fall 2019 and fall 2020 waves of the Study of Early Education in Louisiana Workforce Survey, individual N at each wave= 367. Sample
is reduced to participants who provided full dependent and covariate information across both waves of data. Child Care indicates persons working in child care
centers. Raw models include no other variables; Controls model includes age of children served, role (e.g., lead or assistant teacher), teacher education, race, age,
marital status, household size, average salary, and parish (Rapides vs. Jefferson); FE model includes person fixed effects, which estimate within person change in
each outcome. Because person fixed effects models include only individuals who have variability in each dependent variable across time, effective Ns in these models
are 82, 112, 112, and 86 for CESD, Self Efficacy, Enjoy Job, and Work Important, respectively. All modes include standard errors clustered by site. ** P < 0.01, * P <

0.05, + P < 0.10.

was a 5 percentage point increase in the overall percentage of
teachers that reported that it was “very difficult” or “extremely dif-
ficult” to live on their income from 2019 to 2020, a difference that
was centered in child care teachers (P < 0.10).

Finally, teachers’ perceived career stability decreased between
2019 and 2020 across all 3 measures. For instance, in 2019, 90%
of teachers agreed or strongly agreed that they were likely to still
be at their site 6 months later. In 2020, this figure fell to 77% (P <
0.01). Decreases were observed in both child care and school-based
pre-k (P < 0.01). There were also large setting-based differences in
perceived career stability in both 2019 and 2020 such that school-
based pre-k teachers reported more stability.

Tables 3-5 Present results from models that formally tested
whether changes over time differed across settings, and examined
whether the patterns documented above hold when accounting for
differences in teacher characteristics across settings (model 2) or
looking at within-teacher differences (model 3). As noted above,
coefficients presented in Tables 3-5 represent the average change
in each outcome from 2019 to 2020 for school-based pre-k teach-
ers (“Change btwn 2019 and 2020"), the average difference in each
outcome for child care teachers as compared to school-based pre-k
teachers in 2019 (“Child Care”), and the interaction between these
terms (“Change x CC”), which represents the average difference in
the change from 2019 to 2020 for teachers in child care as com-
pared to school-based pre-k.

Table 3 Presents results for teachers’ emotional wellbeing. Con-
sistent with Table 2, teacher depression increased by 11 percentage
points from 2019 to 2020 across both regression adjusted (models
1 and 2, P < 0.05) and fixed effects models (model 3, P < 0.10).
This relationship did not differ by setting; that is, estimated in-
crease in depression were the same for child care and school-based
pre-k teachers. For teacher self efficacy, the change from 2019 to
2020 was positive across all 3 models (b~ 0.24, P < 0.01), but the
statistically significant interaction coefficient indicates that this in-
crease occurred only among school-based pre-k teachers. For child
care teachers, self efficacy ultimately decreased from 2019 to 2020
(b= -0.30, P < 0.01 on the interaction coefficient, resulting in an
overall decrease of about -0.06 across models).

Teachers’ enjoyment of their job did not show strong evidence
of change across time for teachers in child care or school-based
pre-k. Point estimates for interaction between child care and 2020
were negative and significant at the 0.10 level in the OLS models;
in the fixed effects model the point estimate remained the same
but was no longer marginally significant (model 3). In contrast,
models predicting teachers’ belief that their work is important sug-

gested a decrease between 2019 and 2020 among child care teach-
ers only (b= - 0.19, P < 0.05 in the fixed effects model).

Table 4 Presents estimates from regression analyses exploring
financial wellbeing. We find that in uncontrolled models, there
was a decrease in food insecurity between 2019 and 2020 (P <
0.05); this decrease retained its size but statistical significance was
marginal once teacher covariates were added and in fixed effects
models (P < 0.10). There was no evidence that teachers in either
child care or school-based pre-k experienced a change in financial
stress.

Table 5 Presents estimates from regression analyses exploring
perceived career stability. Consistent with Table 2, there was a de-
crease in teachers’ report that they would remain in their site by
May that persisted in models that included sociodemographic con-
trols (b= -0.11, P < 0.01) and teacher fixed effects (b= -0.12, P <
0.01). Additionally, child care teachers reported that they were less
likely to remain in their site in May, including in models that in-
cluded covariates (b= -0.12, P < 0.05). Although child care teach-
ers, on average, were less likely to report they intended to remain
in their site until May in 2019, there was no difference across set-
tings in the size of the decrease from 2019 to 2020.

While there was no clear pattern of findings across models pre-
dicting teachers’ report that they would remain at their site for
3 years, consistent with Table 2, teachers reported less agreement
that ECE was their long-term career from 2019 to 2020 across all
3 models (b= -0.08, P < 0.05 in fixed effects model). Child care
teachers were less likely to agree ECE was their long-term career
in both uncontrolled (b= -0.13, P < 0.01) and controlled models,
(b= -0.12, P < 0.10). Notably, although child care teachers, on av-
erage, reported lower perceived career stability across outcomes,
declines in perceived career stability did not differ by setting.

4. Discussion

Early educators are the key ingredient in high quality ECE ex-
periences, and their ability to do this work is related to their own
wellbeing. The arrival of the coronavirus pandemic and its chal-
lenges to early educators in both child care centers and school-
based pre-k gave rise to real concerns about educator wellbeing.
To best understand how COVID may have impacted ECE teachers,
this study documented early educators’ pre-COVID emotional well-
being, financial wellbeing, and perceived career stability, assessed
the extent to which these measures differed across center-based
child care settings and schools, and explored whether changes in
wellbeing in the wake of COVID differed across settings.



A.J. Markowitz and D. Bassok

Table 4

Change in financial wellbeing from 2019 to 2020, by setting.
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Food Insecurity

Very/Extr Diff Live on Inc

Raw Controls FE Raw Controls FE
Change btwn 2019 & 2020 -0.07* -0.06+ -0.07+ 0.02 0.02 0.02

(0.03) (0.03) (0.04) (0.03) (0.03) (0.05)
Child Care 0.23** 0.13 0.07 -0.11

(0.06) (0.09) (0.05) (0.07)
Change x CC -0.06 -0.06 -0.04 0.06 0.05 0.06

(0.05) (0.05) (0.07) (0.05) (0.05) (0.08)
Constant 0.38** 0.77** 0.48** 0.22%* 0.85** 0.25%*

(0.03) (0.14) (0.02) (0.03) (0.12) (0.02)
Unique N 367 367 86 367 367 77
Model N 734 734 172 734 734 154

Note. Data are drawn from the fall 2019 and fall 2020 waves of the Study of Early Education in Louisiana Workforce
Survey, individual N at each wave= 367. Sample is reduced to participants who provided full dependent and covariate
information across both waves of data. Child Care indicates persons working in child care centers. Raw models include
no other variables; Controls model includes age of children served, role (e.g., lead or assistant teacher), teacher edu-
cation, race, age, marital status, household size, average salary, and parish (Rapides vs Jefferson); FE model includes
person fixed effects, which estimate within person change in each outcome. Because person fixed effects models in-
clude only individuals who have variability in each dependent variable across time, effective Ns in these models are 86
and 77 for Food Insecurity and Difficulty Living on Income, respectively. All modes include standard errors clustered by

site. ** P < 0.01, * P < 0.05, + P < 0.10.

Table 5

Change in perceived career stability from 2019 to 2020, by setting.

Stay Here Until May

Stay Here 3 Years Long-Term Career

Raw Controls  FE Raw Controls FE Raw Controls FE
Change btwn 2019 & 2020  -0.11**  -0.11** -0.12**  -0.05 -0.06 -0.05 -0.08**  -0.09** -0.08*

(0.03) (0.03) (0.04) (0.04)  (0.04) (0.05) (0.02) (0.03) (0.03)
Child Care -0.13**  -0.12* -0.12*  -0.12 -0.13**  -0.12+

(0.03) (0.06) (0.06)  (0.09) (0.04) (0.07)
Change x CC -0.04 -0.04 -0.04 -0.03 -0.03 -0.03 0.04 0.04 0.04

(0.05) (0.05) (0.08) (0.05)  (0.06) (0.07) (0.04) (0.04) (0.06)
Constant 0.96** 0.75** 0.90%* 0.67**  0.36* 0.62**  0.89** 0.81** 0.83**

(0.01) (0.08) (0.02) (0.04) (0.13) (0.02) (0.02) (0.12) (0.01)
Unique N 367 367 88 367 367 97 367 367 70
Model N 734 734 176 734 734 194 734 734 140

Note. Data are drawn from the fall 2019 and fall 2020 waves of the Study of Early Education in Louisiana Workforce Survey, indi-
vidual N at each wave= 367. Sample is reduced to participants who provided full dependent and covariate information across both
waves of data. Child Care indicates persons working in child care centers. Raw models include no other variables; Controls model
includes age of children served, role (e.g., lead or assistant teacher), teacher education, race, age, marital status, household size,
average salary, and parish (Rapides vs. Jefferson); FE model includes person fixed effects, which estimate within person change in
each outcome. Because person fixed effects models include only individuals who have variability in each dependent variable across
time, effective Ns in these models are 88, 97, and 70 for Stay Here Until May, Stay Here 3 Years, and Long-Term Career, respectively.
All modes include standard errors clustered by site. ** P < 0.01, * P < 0.05, + P < 0.10.

Consistent with other pre-pandemic data (Bassok et al., 2019;
Phillips et al., 2016; Whitebook et al., 2014), we found that many
early educators struggled prior to the arrival of COVID. About 1
in 4 early educators were depressed, and about 1 in 2 were food
insecure. A quarter reported it was very or extremely difficult to
live on their income. These rates of emotional and financial dis-
tress are consistent with other research on the ECE workforce
(e.g., Loh et al,, 2020; McLean et al,, 2021; Swindle et al.,, 2018;
Whitebook et al., 2014), though may be somewhat higher than the
United States average because of Louisiana’s economic context.

Financial wellbeing and perceived career stability were of-
ten lower for teachers working in child care centers relative to
those in school-based pre-k. Consistent with the observed wage
differential—child care teachers earned just over half of what their
peers in school-based pre-k earned in this sample—rates of food
insecurity and financial distress were much higher among child
care teachers. For example, over 60% of child care teachers were
food insecure in 2019 as compared to 38% of school-based pre-
k teachers. These data highlight the disparity between the work-
ing conditions faced by ECE teachers doing very similar work but

in different settings. Given these disparities, it is perhaps not sur-
prising that center-based child care teachers were less likely to
agree they would remain at their position, either in the short or
medium-term. Center-based child care teachers were also about
fifteen percentage points less likely to say that ECE was their long-
term career than school-based pre-k teachers. In contrast, rates of
depression, though high in both ECE settings, were higher among
school-based pre-k teachers.

Our data also provide evidence that COVID compounded these
challenges. The 2 most striking changes we document relate to
rates of depression and perceived career stability, and are evident
for teachers in both child care centers and school-based pre-k.
First, rates of depression in 2020 were 23% for child care teachers
and 33% for school-based pre-k teachers—more than a 40% increase
from the already high 2019 base rates in both settings. Though
there were large increases in depression in the United States and
globally during COVID (Center for Disease Control CDC, 2020),
these rates of depression remain high relative to those of Amer-
icans more broadly. The high rates of depression among school-
based pre-k teachers in particular may indicate the specific chal-
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lenges they had supporting development in online and hybrid
classroom settings, and warrants future research (Markowitz et al.,
2021).

These changes in emotional wellbeing are important for chil-
dren currently enrolled in ECE programs. Previous research has
linked early educators’ wellbeing to their ability create high-quality
environments where children feel safe and cared for as well as en-
gaged and challenged academically (Buettner et al., 2016; Hamre &
Pianta, 2004; Johnson et al., 2019; Kwon et al., 2019; Sandilos et al.,
2020; Sandilos et al., 2015). Data suggest that children’s develop-
ment is negatively impacted in classrooms where educators are
struggling with stress and depression (Jeon et al., 2014, 2019;
Kwon et al., 2019; Roberts et al., 2016). The changes in wellbe-
ing observed in our data suggest that at a time when young chil-
dren are in greater need of stable, safe, and high-quality caregiving
(Bartlett et al., 2020; Benner & Mistry, 2020; Prime et al., 2020),
their educators may be less able to meet their needs.

Second, we observed a universal decrease in perceived career
stability between 2019 and 2020. For example, in 2019, 90% of
teachers agreed they would remain at their site over the next 6
months; this dropped 13 percentage points in 2020. These pat-
terns were evident across both settings. That center-based child
care teachers had a lower base rate of perceived career stability
is meaningful, however. Ultimately, in 2020 only about two-thirds
of center-based child care teachers thought it was very likely that
they’d still be working at their site in 6 months compared to 85
percent of school-based pre-k teachers. Less than half thought it
very likely that they would be there in 3 years. Teachers’ agree-
ment that working in ECE was their long-term career decreased by
7 percentage points over a 1 year period.

Given high base rates of teacher turnover prior to the pan-
demic (e.g., Bassok et al., 2021), these numbers are concerning
for the long-term viability of the ECE sector. Data suggest that
pandemic-related challenges have resulted in the closure of many
child care centers as they struggled with decreased revenue due to
distancing requirements and enrollment drops, and increased costs
due to new cleaning and personal protective equipment needs
(Bipartisan Policy Center, 2020; Doocy et al., 2020; Jessen-Howard
& Workman, 2020; Maryland Family Network, 2020; NAEYC, 2020;
Workman & Jessen-Howard, 2020). For teachers these changes
have resulted in changes in work hours and compensation along-
side the challenges and frustrations of teaching during a pandemic.
Teachers in both child care centers and school-based pre-k have
also struggled with balancing remote components and in-person
teaching, helping children with new safety routines, and the stress
of providing ECE during a global health crisis. The roughly 20% re-
duction in short-term perceived career stability among child care
centers and an 11% reduction among school-based pre-k teach-
ers in our data raises concerns about immediate teacher turnover
and the negative implications for young children currently enrolled
(Markowitz, 2019; Ronfeldt et al., 2013; Tran & Winsler, 2011); the
8% reduction in long-term career intentions raises concerns about
retaining a stable, experienced workforce able to provide high-
quality early learning experiences in the future. Data from the Bu-
reau of Labor Statistics shows that more than 165,000 fewer people
reported working in child care in December of 2020 than in De-
cember 2019 (Bureau of Labor Statistics Data, n.d.); early educators
who left during COVID may not return to the field.

Notably, we did not find evidence that financial wellbeing de-
creased since the advent of COVID. Fewer teachers were food in-
secure, though these differences were not consistently statistically
significant at conventional levels. This is a somewhat surprising
pattern given the understood impact of COVID on financial well-
being. One possible explanation for this is that by design, we fixed
our sample to those teachers we could observe at both time points.
What this means is that those teachers who lost their jobs or quit
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their jobs due to caregiving responsibilities or other concerns were
not in our sample. Our sample may include the most economically
stable ECE workers (e.g., Appendix Table A1). If this is the case
we may somewhat overestimate financial wellbeing, and underes-
timate changes. Beyond this issue, it may be due to additional pub-
lic financial supports or other factors, for example teachers’ house-
holds receiving COVID unemployment supplements or other gov-
ernment support payments, though our data cannot speak to this
possibility.

We did not find strong evidence that changes during the COVID
period were systematically larger among teachers working in child
care relative to schools. However, it does appear the school-based
pre-k teachers had more positive feelings about their jobs during
COVID. We document increases in self-efficacy among school-based
pre-k teachers only, and decreases in the percentage of teachers
who viewed their work as important among child care teachers
only. We cannot say why school-based pre-k teachers seemed to
have more positive feelings than child care teachers in the wake of
COVID, though public support for school teachers and messaging
about their work as essential may play a role. Understanding why
some teachers viewed their work more positively during a crisis
while others did not could be helpful in designing interventions
that support teachers in challenging times, and warrants further
study.

4.1. Implications

This study has 2 key insights. First, the overall levels of well-
being and disparities across ECE settings in our pre-COVID demon-
strate that efforts to return ECE to its pre-pandemic stasis are not
likely to create a stable, supportive ECE system, particularly in child
care centers. Second, we see clear decreases in emotional wellbe-
ing and perceived career stability in the wake of the COVID crisis.
The challenges facing early educators have been exacerbated, and
policies that address the new challenges the pandemic created are
indeed needed. However, prior studies and the data presented here
make it clear that the challenges early educators face are not a
pandemic-specific phenomenon.

The Build Back Better Plan, designed to address challenges cre-
ated or revealed by the COVID pandemic, proposed dramatic in-
vestments in both child care centers and school-based state pre-k.
The plan proposed 2 years of federally supported public pre-k, and
requires that teachers be paid equivalently to elementary school
teachers with matching credentials. BBB also proposed an overhaul
of the child care subsidy system that would base public funding for
sites based on the actual cost of providing care—with a living wage
for teachers and a salary ladder included as essential components.
It also proposed expanding subsidies to a much higher proportion
of the population to help ease uncertainties around enrollment. Re-
quired engagement with quality systems and other technical assis-
tance for improvement offered further supports for teacher devel-
opment. Though not funded, BBB provides a menu of investments
likely to make meaningful change for all early educators. Its sys-
tematic approach is likely essential for addressing the longstanding
staffing challenges which have been so salient in ECE.

Finally, such efforts should be designed with equity in mind;
Black early educators currently make 78 cents for every dollar their
White peers earn and are more likely to work in child care than in
school-based pre-k (Austin et al.,, 2019). These teachers contribute
much-needed diversity to our ECE workforce. Many parents value
having a teacher who shares their racial or ethnic identity when
searching for care for their very young children (Fuller et al., 1996).
And, data are starting to suggest that there are tangible benefits
for teacher-child racial ethnic match even among very young chil-
dren, including increases in parental engagement (Markowitz et al.,
2020), teacher ratings of children’s skills and competencies (Bates
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& Glick, 2013; Downey & Pribesh, 2004), and children’s academic
performance (Dee, 2004; Downer et al., 2016; Wright et al., 2017).
Policymakers designing supports for ECE in the wake of COVID
have an opportunity to support the diversity of the ECE workforce
in part by targeting center-based child care settings.

4.2. Limitations

A key strength of our analysis is that we focused on a fixed
sample that allowed us to explore changes in teacher outcomes
following the start of the COVID pandemic. This decision also leads
to limitations in generalizability however. The teachers in our data
were more likely to be White, work in schools, and hold a BA, and
they earned more than their counterparts who we did not observe
at both time points (Appendix Table A1). Our focus on these teach-
ers means almost understate the average wellbeing of this work-
force, and may also understate COVID changes.

Thinking of generalizability more broadly, we also note that our
comparison focused exclusively on teachers in formal ECE settings
receiving some public funds. We did not survey teachers working
in family child care or home-based settings, or those not receiving
public dollars. These sites are an essential part of the ECE ecosys-
tem, and will likely be even more so as families continue to navi-
gate return to work without vaccines for children under 5. Efforts
to build a more stable ECE system, will need to target all settings,
and future research should document the specific challenges and
needs of these providers.

Additionally, our data are specific to the Louisiana context, and
likely underrepresent suburban centers, non-White and non-Black
teachers, and teachers who live in families with moderate to high
incomes. Moreover, COVID’s impacts were highly localized. More
research documenting changes in workforce training, compensa-
tion, and wellbeing across the United States will be necessary in
the coming years. Particularly as states rollout policies designed to
support early educators in the wake of COVID, targeted data collec-
tion could generate a large new body of evidence on how to best
support early educators in their essential work.

Finally, our Perceived Career Stability items are used to under-
stand whether the challenges early educators faced during COVID
will have long-term implications for the stability of the workforce.
It is essential to understand whether COVID difficulties will lead to
educators seeking other career opportunities. It is likely, however,
that educators answering questions about staying at their specific
sites (e.g., How likely is it that you will stay at your site through
May; for the next 3 years) more heavily weighted issues around
site stability in 2020 than 2019. That is, their answers in 2020 may
be more reflective of the general upheaval in ECE rather than their
particular intention to remain in their role. This is less likely to
be the case for the item which asks teachers about ECE as a long-
term career. Nonetheless, both tracking teacher turnover over time
in the coming years, and identifying factors that may change teach-
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ers’ commitment to the ECE profession are key areas for future re-
search.

4.3. Conclusion

The coronavirus pandemic has highlighted the essential na-
ture of early care and education for children’s development, fam-
ily wellbeing, and economic functioning. Calls to bailout ECE have
come from both parents’ experiences during the pandemic and
employers’ realization that the availability of ECE is foundational
for maintaining their workforce. Data from our survey provide
some of the first evidence about the extent to which COVID
changed early educators’ wellbeing and their perceptions of career
stability. In addition, they highlight both the precarity of early ed-
ucators overall and the stark differences between how early edu-
cators working in child care centers are supported and compen-
sated as compared to their peers in school-based pre-k. COVID has
put ECE in crisis in part because it has long been under-supported,
and this is particularly true for center-based child care, which still
serves the largest number of children from birth to age 5. The
working conditions of early educators are not sustainable. A bailout
to pre-pandemic conditions will not create the kind of stable, high-
quality care that children and families need; instead, policymakers
should consider bold investments, like those in the BBB plan, that
create sustainable supports for living wages, adequate benefits, and
professional experiences for the early educators who keep the sys-
tem afloat.

Credit suthor statement

The first author led all analyses, drafting, and revision. The sec-
ond author assisted in conceptualization, supported analyses and
drafting, and provided edits and feedback on writing.
Acknowledgments

This report was made possible by Grant Number 90YE0216 from
the Office of Planning, Research and Evaluation, Administration for
Children and Families, U.S. Department of Health and Human Ser-
vices. Its contents are solely the responsibility of the authors and
do not necessarily represent the official views of the Office of Plan-
ning, Research and Evaluation, the Administration for Children and
Families, or the U.S. Department of Health and Human Services.
Appendix A

Table Al

Appendix B. Main models estimated using logit models

Tables B1-B3



AJ. Markowitz and D. Bassok Early Childhood Research Quarterly 61 (2022) 1-14

Table A1
Mean teacher emotional wellbeing, financial wellbeing, and perceived career stability 2019 and 2020, full sample com-
pared to analytic sample.

Full Sample Analytic Sample
2019 Teacher Job Characteristics Mean SD Mean SD Diff
Lead Teacher 0.67 0.71
Pre-k Teacher 0.48 0.69 o
Infant/Toddler Teacher 0.39 0.25 o
Multiple Ages Teacher 0.13 0.07 **
Teacher Education 2019
HS/GED or less 0.35 0.25 *
Some College 0.36 0.32
BA or More 0.28 0.43 **
Teacher Race 2019
White 0.50 0.62 o
Black 0.40 0.29 o
Hispanic 0.07 0.06
Other Race 0.03 0.03
Age 41.28 14.81 43.01 12.77 +
Married or Cohabiting 0.50 0.56 +
Household Size 3.02 1.54 3.15 1.63
Annual Salary 25461 11094 30139 14398 o
Worked in Child Care Center 0.63 0.44 o
Rapides Parish 0.37 0.32
2020 Teacher Job Characteristics
Lead Teacher 0.67 0.74 +
Pre-k Teacher 0.37 0.63 o
Infant/Toddler Teacher 0.41 0.26 **
Multiple Ages Teacher 0.23 0.11 o
Teacher Education 2020
HS/GED or less 0.36 0.25 **
Some College 0.36 0.31
BA or More 0.28 0.44 o
Teacher Race 2020
White 0.49 0.62 o
Black 0.39 0.29 **
Hispanic 0.06 0.06
Other Race 0.05 0.03 +
Age 39.08 14.21 43.91 12.73 **
Married or Cohabiting 0.48 0.56 *
Household Size 2.88 1.49 3.04 1.60
Annual Salary 25533 11108 31196 13816 o
Worked in Child Care Center 0.66 0.44 o
Rapides Parish 0.30 0.32
2019 Dependent Variables
CESD Depression 0.23 0.20
Self Efficacy 4.20 0.60 4.23 0.63
Enjoy Job 0.44 0.49
Work Important 0.56 0.67 *
Food Insecurity 0.50 0.48
Very/Extr Difficult 0.30 0.25
Stay Until May 0.79 0.90 o
Stay 3 Years 0.48 0.62 **
Long Term Career 0.75 0.83 *x
2020 Dependent Variables
CESD Depression 0.28 0.29
Self Efficacy 4.25 0.72 4.33 0.56 +
Enjoy Job 0.51 0.48
Work Important 0.61 0.66
Food Insecurity 0.49 0.39 **
Very/Extr Difficult 0.31 0.30
Stay Until May 0.67 0.77 >
Stay 3 Years 0.45 0.55 *x
Long Term Career 0.70 0.76 +

Note. Data are drawn from the fall 2019 and fall 2020 waves of the Study of Early Education in Louisiana Workforce
Survey. The Full Sample includes all educators who responded to either SEELA survey (e.g., 2019 or 2020); the Analytic
Sample was used for our main analyses, and includes educators who responded to both SEELA surveys (e.g., 2019 and
2020). Diff columns presents the results of bivariate tests comparing the full set of respondents to those included in
the analytic sample. ** P < 0.01, * P < 0.05, + P < 0.10.
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Table B1
Change in emotional wellbeing from 2019 to 2020, by setting, dichotomous outcomes estimated using logit models.
CESD (OR) Self Efficacy Enjoy Job (OR) Work Important (OR)
Raw Controls  FE Raw Controls  FE Raw Controls  FE Raw Controls  FE
Change btwn 2019 & 2020  2.52**  2.65** 238 0.24** 0.25** 0.24** 1.24 1.30 1.25 1.63+ 1.74* 1.61+
(0.77)  (0.82) (0.71)  (0.05) (0.05) (0.07) (0.32)  (0.33) (0.32) (0.44) (0.46) (0.42)
Child Care 043+  0.69 0.12 0.03 1.04 0.71 0.93 0.52
(0.20)  (0.48) (0.08) (0.10) (0.36)  (0.38) (0.31)  (0.25)
Change x CC 0.90 0.87 1.05 -0.30**  -0.32** -0.30**  0.52+  0.50+ 051+  0.28**  0.26** 0.28**

(0.43)  (0.42) (0.54)  (0.08)  (0.08) (0.11)  (020)  (0.19) (020) (0.11)  (0.10) (0.11)

Unique N 367 367 82 367 367 112 367 367 112 367 367 86
Model N 734 734 164 734 734 224 734 734 224 734 734 172

Note. Data are drawn from the fall 2019 and fall 2020 waves of the Study of Early Education in Louisiana Workforce Survey, individual N at each wave= 367.
Sample is reduced to participants who provided full dependent and covariate information across both waves of data. Child Care indicates persons working in child
care centers. Raw models include no other variables; Controls model includes age of children served, role (e.g., lead or assistant teacher), teacher education, race,
age, marital status, household size, average salary, and parish (Rapides vs. Jefferson); FE model includes person fixed effects, which estimate within person change
in each outcome. Because person fixed effects models include only individuals who have variability in each dependent variable across time, effective Ns in these
models are 82, 112, 112, and 86 for CESD, Self Efficacy, Enjoy Job, and Work Important, respectively. Self-efficacy is continuous and estimated with linear random
and econometric fixed effects models; CESD, Enjoy Job, and Work Important are estimated using random and econometric fixed effects logit models; coefficients
are presented as odds ratios. ** P < 0.01, * P < 0.05, + P < 0.10.

Table B2
Change in financial wellbeing from 2019 to 2020, by setting, dichotomous outcomes estimated using logit models.
Food Insecurity (OR) Very/Extr Diff Live on Inc (OR)
Raw Controls FE Raw Controls FE
Change btwn 2019 & 2020 0.51* 0.55+ 0.46* 1.23 1.32 1.27
(0.16) (0.17) (0.16) (0.40) (0.44) (0.44)
Child Care 7.69%* 3.86+ 2.11 0.40
(3.83) (2.75) (0.97) (0.27)
Change x CC 0.69 0.67 0.88 1.63 1.46 1.47
(0.31) (0.31) (0.41) (0.76) (0.69) (0.69)
Unique N 367 367 86 367 367 77
Model N 734 734 172 734 734 154

Note. Data are drawn from the fall 2019 and fall 2020 waves of the Study of Early Education in Louisiana Workforce
Survey, individual N at each wave= 367. Sample is reduced to participants who provided full dependent and covariate
information across both waves of data. Child Care indicates persons working in child care centers. Raw models include
no other variables; Controls model includes age of children served, role (e.g., lead or assistant teacher), teacher edu-
cation, race, age, marital status, household size, average salary, and parish (Rapides vs. Jefferson); FE model includes
person fixed effects, which estimate within person change in each outcome. Because person fixed effects models in-
clude only individuals who have variability in each dependent variable across time, effective Ns in these models are 86
and 77 for Food Insecurity and Very/Extr Difficult to Live on Income, respectively. Models are estimated using random
and econometric fixed effects logit models; coefficients are presented as odds ratios. ** P < 0.01, * P < 0.05, + P < 0.10.

Table B3
Change in perceived career stability from 2019 to 2020, by setting, dichotomous outcomes estimated using logit models.
Stay Here Until May Stay Here 3 Years Long-Term Career
Raw Controls  FE Raw Controls  FE Raw Controls  FE
Change btwn 2019 & 2020  0.19**  0.20** 0.15**  0.64 0.60+ 0.65 0.33**  0.29** 0.32%*
(0.09) (0.09) (0.08) (0.18) (0.17) (0.19) (0.13)  (0.11) (0.13)
Child Care 0.16**  0.18** 0.37* 0.36 0.19**  0.24+
(0.08) (0.10) (0.15)  (0.22) (0.09) (0.18)
Change x CC 1.88 1.84 2.63 0.82 0.85 0.83 2.09 2.14 213

(0.98)  (0.96) (161)  (0.34) (0.36) (035)  (1.06)  (1.10) (1.12)

Unique N 367 367 88 367 367 97 367 367 70
Model N 734 734 176 734 734 194 734 734 140

Note. Data are drawn from the fall 2019 and fall 2020 waves of the Study of Early Education in Louisiana Workforce Survey,
individual N at each wave= 367. Sample is reduced to participants who provided full dependent and covariate information
across both waves of data. Child Care indicates persons working in child care centers. Raw models include no other variables;
Controls model includes age of children served, role (e.g., lead or assistant teacher), teacher education, race, age, marital status,
household size, average salary, and parish (Rapides vs. Jefferson); FE model includes person fixed effects, which estimate within
person change in each outcome. Because person fixed effects models include only individuals who have variability in each
dependent variable across time, effective Ns in these models are 88, 97, and 70 for Stay Here Until May, Stay Here 3 Years, and
Long-Term Career, respectively. Models are estimated using random and econometric fixed effects logit models and coefficients
are presented as odds ratios. ** P < 0.01, * P < 0.05, + P < 0.10.

12



AJ. Markowitz and D. Bassok

References

Austin, L. J. E., Edwards, B., Chavez, R., & Whitebook, M. (2019). Racial Wage Gaps
in Early Education Employment. Racial wage gaps in early education employment.
Berkeley, CA: Center for the Study of Child Care Employment.

Austin, L. J. E., Whitebook, M., & Williams, A. (2020). Babies don’t do social
distancing. The Hill. Available at: https://thehill.com/opinion/finance/488690-
babies-dont-do-social-distancing.

Baker, C., & Kuhn, L. (2018). Mediated pathways from maternal depression and early
parenting to children’s executive function and externalizing behaviour prob-
lems. Infant and Child Development, 27(1), e2052. https://doi.org/10.1002/icd.
2052.

Bartlett, J., Griffin, ], & Thomson, D. (2020). Resources for supporting children’s
emotional well-being during the COVID-19 pandemic. Washington, D.C.: Child
Trends. Available at: https://www.childtrends.org/publications/resources-for-
supporting-childrens-emotional-well-being-during-the-covid-19-pandemic.

Bassok, D., Fitzpatrick, M., Loeb, S., & Paglayan, A. S. (2013). The early childhood
care and education workforce from 1990 through 2010: Changing dynamics and
persistent concerns. Education Finance and Policy, 8(4), 581-601. https://doi.org/
10.1162/EDFP_a_00114.

Bassok, D., Markowitz, A. J., Bellows, L., & Sadowski, K. (2021). New evidence on
teacher turnover in early childhood. Educational Evaluation and Policy Analysis,
43(1), 172-180. https://doi.org/10.3102/0162373720985340.

Bassok, D., Markowitz, A. ], Smith, A. E, & Oleson, L. (2019). The early
childhood education workforce in Louisiana: Findings from the 2018 early
childhood workforce survey in Jefferson and Rapides parishes. Washington,
D.C.: SEE-Partnerships. Available at: https://files.elfsight.com/storage/022b8cb9-
839c-4bc2-992e- cefcchb8e877e/04eeed59-a02c-4c21-ac36-ae0964c26062.pdf.

Bassok, D., Michie, M., Cubides-Mateus, D. M., Doromal, ]., & Kiscaden, S. (2020). The
divergent experiences of early educators in schools and child care centers during
COVID-19: Findings from Virginia. Charlottesville, VA: SEE-Partnerships. Available
at:  https://files.elfsight.com/storage/022b8cb9-839c-4bc2-992e- cefcch8e877e/
710c4e38-4f63-41d0-b6d8-a93d766a094c.pdf.

Bates, L. A., & Glick, J. E. (2013). Does it matter if teachers and schools match the
student? Racial and ethnic disparities in problem behaviors. Social Science Re-
search, 42(5), 1180-1190. https://doi.org/10.1016/j.ssresearch.2013.04.005.

Benner, A. D., & Mistry, R. S. (2020). Child development during the COVID-19 pan-
demic through a life course theory lens. Child Development Perspectives, 14(4),
236-243. https://doi.org/10.1111/cdep.12387.

Bipartisan Policy Center. (2020). Nationwide Survey: Child Care in the Time of
Coronavirus. Nationwide Survey: Child Care in the Time of Coronavirus. Washing-
ton, D.C: Bipartisan Policy Center. Available at: https://bipartisanpolicy.org/blog/
nationwide-survey-child- care-in-the-time-of-coronavirus.

Boyd-Swan, C., & Herbst, C. (2019). Racial and ethnic discrimination in the labor
market for child care teachers. Educational Researcher, 48(7), 394-406. https://
doi.org/10.3102/0013189X19867941.

Buettner, C. K, Jeon, L., Hur, E., & Garcia, R. E. (2016). Teachers’ social-emotional ca-
pacity: Factors associated with teachers’ responsiveness and professional com-
mitment. Early Education and Development, 27(7), 1018-1039. https://doi.org/10.
1080/10409289.2016.1168227.

Campbell, F. A, Pungello, E. P, Burchinal, M., Kainz, K., Pan, Y., Wasik, B. H., &
Ramey, C. T. (2012). Adult outcomes as a function of an early childhood edu-
cational program: An abecedarian project follow-up. Developmental Psychology,
48(4), 1033-1043. https://doi.org/10.1037/a0026644.

Daro, A., & Gallagher, K. (2020). The nebraska COVID-19 early care and educa-
tion provider survey Il. Lincoln, NE: Buffett Early Childhood Institute. Avail-
able at: https://issuu.com/buffettearlychildhoodinstitute/docs/provider_survey_
2_080420_final.

de Schipper, E. J., Riksen-Walraven, J. M., Geurts, S. A. E., & de Weerth, C. (2009).
Cortisol levels of caregivers in child care centers as related to the quality of
their caregiving. Early Childhood Research Quarterly, 24(1), 55-63. https://doi.org/
10.1016/j.ecresq.2008.10.004.

Dee, T. S. (2004). Teachers, race, and student achievement in a randomized experi-
ment. The Review of Economics and Statistics, 86(1), 195-210. https://doi.org/10.
1162/003465304323023750.

Doocy, S., Kim, Y., & Montoya, E.Center for the Study of Child Care Employ-
ment. (2020). Center for the Study of Child Care Employment. California child
care in crisis: COVID-19 impacts escalate as California Reopens. Berkeley, CA:
Center for the Study of Child Care Employment. Available at: https://cscce.
berkeley.edu/wp-content/uploads/2020/07/CSCCE_California-Child-Care-in-Crisis_
COVID-19.pdf.

Downer, ]. T., Goble, P., Myers, S. S., & Pianta, R. C. (2016). Teacher-child racial/ethnic
match within pre-kindergarten classrooms and children’s early school adjust-
ment. Early Childhood Research Quarterly, 37(Supplement C), 26-38. https://doi.
org/10.1016/j.ecresq.2016.02.007.

Downey, D. B., & Pribesh, S. (2004). When Race Matters: Teachers’ Evaluations of
Students’ Classroom Behavior. Sociology of Education, 77(4), 267-282. https://doi.
0rg/10.1177/003804070407700401.

Fantuzzo, ]., Perlman, S., Sproul, F, Minney, A., Perry, M. A, & Li, F. (2012). Mak-
ing visible teacher reports of their teaching experiences: The early childhood
teacher experiences scale. Psychology in the Schools, 49(2), 194-205. https://doi.
org/10.1002/pits.20623.

Fuller, B., Holloway, S. D., & Liang, X. (1996). Family selection of child-care centers:
The influence of household support, ethnicity, and parental practices. Child De-
velopment, 67(6), 3320-3337. https://doi.org/10.1111/j.1467-8624.1996.th01916.x.

13

Early Childhood Research Quarterly 61 (2022) 1-14

Gershoff, E. T.,, Aber, J. L, Raver, C. C, & Lennon, M. C. (2007). Income is not
enough: Incorporating material hardship into models of income associations
with parenting and child development. Child Development, 78(1), 70-95. https:
//doi.org/10.1111/j.1467-8624.2007.00986.x.

Gilliam, W. S., Malik, A. A., Shafig, M., Klotz, M., Reyes, C., Humphries, J. E., &
Omer, S. B. (2021). COVID-19 transmission in US child care programs. Pediatrics,
147(1). https://doi.org/10.1542/peds.2020-031971.

Goodman, S. H., & Garber, ]. (2017). Evidence-based interventions for depressed
mothers and their young children. Child Development, 88(2), 368-377. https:
//doi.org/10.1111/cdev.12732.

Grant, A. A, Jeon, L., & Buettner, C. K. (2019). Relating early childhood teachers’
working conditions and well-being to their turnover intentions. Educational Psy-
chology, 39(3), 294-312. https://doi.org/10.1080/01443410.2018.1543856.

Groeneveld, M. G., Vermeer, H. ]., van [Jzendoorn, M. H., & Linting, M. (2012). Care-
givers’ cortisol levels and perceived stress in home-based and center-based
childcare. Early Childhood Research Quarterly, 27(1), 166-175. https://doi.org/10.
1016/j.ecresq.2011.05.003.

Hager, E. R., Quigg, A. M., Black, M. M., Coleman, S. M., Heeren, T., Rose-Jacobs, R.,
& Frank, D. A. (2010). Development and validity of a 2-item screen to identify
families at risk for food insecurity. Pediatrics, 126(1), e26-e32. https://doi.org/
10.1542/peds.2009-3146.

Hamre, B. K. (2014a). Teachers’ daily interactions with children: an essential ingre-
dient in effective early childhood programs. Child Development Perspectives, 8(4),
187-267.

Hamre, B. K. (2014b). Teachers’ daily interactions with children: an essential ingre-
dient in effective early childhood programs. Child Development Perspectives, 8(4),
223-230. https://doi.org/10.1111/cdep.12090.

Hamre, B. K., & Pianta, R. C. (2004). Self-reported depression in nonfamilial care-
givers: Prevalence and associations with caregiver behavior in child-care set-
tings. Early Childhood Research Quarterly, 19(2), 297-318. https://doi.org/10.1016/
j.ecresq.2004.04.006.

Hanno, E., Gonzalez, K. E., Gardener, M., Jones, S. M., Lesaux, N. K., Hofer, K,, &
Goodson, B. (2020). Pandemic meets preschool: Impacts of the COVID-19 outbreak
on early education and care in Massachusetts. Cambridge, MA: Saul Zaentz Early
Education Initiative. Available at: https://zaentz.gse.harvard.edu/wp-content/
uploads/2020/08/ELS@H-COVID-Report_-ECE-Providers_Final_2.pdf.

Heckman, J. J., Moon, S. H., Pinto, R., Savelyev, P. A, & Yavitz, A. (2010). The rate of
return to the High Scope Perry Preschool Program. Journal of Public Economics,
94(1), 114-128. https://doi.org/10.1016/j.jpubeco.2009.11.001.

IOM, & NRC (2015). Transforming the workforce for children birth through age 8: A
unifying foundation. Washington, D.C.: The National Academies Press.

Jeon, L., Buettner, C. K., & Grant, A. A. (2018). Early childhood teachers’ psychological
well-being: Exploring potential predictors of depression, stress, and emotional
exhaustion. Early Education and Development, 29(1), 53-69. https://doi.org/10.
1080/10409289.2017.1341806.

Jeon, L., Buettner, C. K., Grant, A. A, & Lang, S. N. (2019). Early childhood teach-
ers’ stress and children’s social, emotional, and behavioral functioning. Journal
of Applied Developmental Psychology, 61, 21-32. https://doi.org/10.1016/j.appdev.
2018.02.002.

Jeon, L., Buettner, C. K., & Snyder, A. R. (2014). Pathways from teacher depression
and child-care quality to child behavioral problems. Journal of Consulting and
Clinical Psychology, 82(2), 225-235. https://doi.org/10.1037/a0035720.

Jeon, L, & Wells, M. B. (2018). An organizational-level analysis of early childhood
teachers’ job attitudes: Workplace satisfaction affects early head start and head
start teacher turnover. Child & Youth Care Forum, 47(4), 563-581. https://doi.org/
10.1007/s10566-018-9444-3.

Jessen-Howard, S., & Workman, S. (2020). Coronavirus pandemic could lead to
permanent loss of nearly 4.5 million child care slots. Washington, D.C.: Cen-
ter for American Progress. Available at: https://www.americanprogress.org/
issues/early-childhood/news/2020/04/24/483817 [coronavirus- pandemic-lead-
permanent-loss-nearly-4-5-million-child- care-slots.

Johnson, A. D., & Markowitz, A. J. (2018). Food insecurity and family well-being out-
comes among households with young children. The Journal of Pediatrics, 196,
275-282. https://doi.org/10.1016/j.jpeds.2018.01.026.

Johnson, A. D., Partika, A., Schochet, O., & Castle, S. (2019). Associations between
early care and education teacher characteristics and observed classroom processes.
Washington, D.C.: Urban Institute. Available at: https://files.eric.ed.gov/fulltext/
ED601780.pdf.

Johnson, A. D., Phillips, D. A., Partika, A., Team, T. T. S. S., & Castle, S. (2020). Every-
day heroes: The personal and economic stressors of early care and education
teachers serving low-income children. Early Education and Development, 31(7),
973-993. https://doi.org/10.1080/10409289.2020.1785266.

Kalil, A., & Ryan, R. (2020). Parenting practices and socioeconomic gaps in childhood
outcomes. The Future of Children, 30(2020), 29-54. https://doi.org/10.1353/foc.
2020.0004.

Kwon, K. A, Jeon, S, Jeon, L, & Castle, S. (2019). The role of teachers’ depres-
sive symptoms in classroom quality and child developmental outcomes in Early
Head Start programs. Learning and Individual Differences, 74, Article 101748.
https://doi.org/10.1016/j.1indif.2019.06.002.

Levine, S. Z. (2013). Evaluating the seven-item Center for Epidemiologic Studies
Depression Scale short-form: A longitudinal US community study. Social Psy-
chiatry and Psychiatric Epidemiology: The International Journal for Research in
Social and Genetic Epidemiology and Mental Health Services, 48(9), 1519-1526.
https://doi.org/10.1007/s00127-012-0650-2.

Loh, I. H., Oddo, V. M., & Otten, J. (2020). Food Insecurity Is Associated with De-
pression among a Vulnerable Workforce: Early Care and Education Workers.


http://refhub.elsevier.com/S0885-2006(22)00036-9/sbref0002
https://thehill.com/opinion/finance/488690-babies-dont-do-social-distancing
https://doi.org/10.1002/icd.2052
https://www.childtrends.org/publications/resources-for-supporting-childrens-emotional-well-being-during-the-covid-19-pandemic
https://doi.org/10.1162/EDFP_a_00114
https://doi.org/10.3102/0162373720985340
https://files.elfsight.com/storage/022b8cb9-839c-4bc2-992e-cefccb8e877e/04eeed59-a02c-4c21-ac36-ae0964c26062.pdf
https://files.elfsight.com/storage/022b8cb9-839c-4bc2-992e-cefccb8e877e/710c4e38-4f63-41d0-b6d8-a93d766a094c.pdf
https://doi.org/10.1016/j.ssresearch.2013.04.005
https://doi.org/10.1111/cdep.12387
https://bipartisanpolicy.org/blog/nationwide-survey-child-care-in-the-time-of-coronavirus
https://doi.org/10.3102/0013189X19867941
https://doi.org/10.1080/10409289.2016.1168227
https://doi.org/10.1037/a0026644
https://issuu.com/buffettearlychildhoodinstitute/docs/provider_survey_2_080420_final
https://doi.org/10.1016/j.ecresq.2008.10.004
https://doi.org/10.1162/003465304323023750
https://cscce.berkeley.edu/wp-content/uploads/2020/07/CSCCE_California-Child-Care-in-Crisis_COVID-19.pdf
https://doi.org/10.1016/j.ecresq.2016.02.007
https://doi.org/10.1177/003804070407700401
https://doi.org/10.1002/pits.20623
https://doi.org/10.1111/j.1467-8624.1996.tb01916.x
https://doi.org/10.1111/j.1467-8624.2007.00986.x
https://doi.org/10.1542/peds.2020-031971
https://doi.org/10.1111/cdev.12732
https://doi.org/10.1080/01443410.2018.1543856
https://doi.org/10.1016/j.ecresq.2011.05.003
https://doi.org/10.1542/peds.2009-3146
http://refhub.elsevier.com/S0885-2006(22)00036-9/sbref0032
https://doi.org/10.1111/cdep.12090
https://doi.org/10.1016/j.ecresq.2004.04.006
https://zaentz.gse.harvard.edu/wp-content/uploads/2020/08/ELS@H-COVID-Report_-ECE-Providers_Final_2.pdf
https://doi.org/10.1016/j.jpubeco.2009.11.001
http://refhub.elsevier.com/S0885-2006(22)00036-9/sbref0037
https://doi.org/10.1080/10409289.2017.1341806
https://doi.org/10.1016/j.appdev.2018.02.002
https://doi.org/10.1037/a0035720
https://doi.org/10.1007/s10566-018-9444-3
https://www.americanprogress.org/issues/early-childhood/news/2020/04/24/483817/coronavirus-pandemic-lead-permanent-loss-nearly-4-5-million-child-care-slots
https://doi.org/10.1016/j.jpeds.2018.01.026
https://files.eric.ed.gov/fulltext/ED601780.pdf
https://doi.org/10.1080/10409289.2020.1785266
https://doi.org/10.1353/foc.2020.0004
https://doi.org/10.1016/j.lindif.2019.06.002
https://doi.org/10.1007/s00127-012-0650-2

AJ. Markowitz and D. Bassok

International Journal of Environmental Research and Public Health, 18(1). https:
//doi.org/10.3390/ijerph18010170.

Markowitz, A. ]. (2019). Within year teacher turnover in Head Start and chil-
dren’s school readiness. Charlottesville, VA: EdPolicyWorks Working Paper Series.
University of Virginia. Available at: https://curry.virginia.edu/sites/default/files/
uploads/epw/70_Teacher_Turnover_in_Head_Start.pdf.

Markowitz, A. ]., Bassok, D., & Grissom, J. A. (2020). Teacher-child racial/ethnic
match and parental engagement with head start. American Educational Research
Journal, 57(5), 2132-2174. https://doi.org/10.3102/0002831219899356.

Markowitz, A. ]J., Bassok, D., Smith, A. E, & Kiscaden, S. (2020). Child care
teachers’ experiences with COVID-19: Findings from the Study of Early Educa-
tion in Louisiana. Study of Early Education in Louisiana COVID-19 Survey, Re-
port No. 2. Available at: https://files.elfsight.com/storage/022b8cb9-839c-4bc2-
992e-cefccb8e877e/a9f96482-73b5-4daa-afbd-dcec0741670b.pdf.

Markowitz, A. ]., Cubides-Mateus, D. M., & Bassok, D. (2021). Spikes in teacher
depression during the pandemic: Evidence from Virginia early educators.
Charlottesville, VA: SEE-Partnerships. Available at: https://files.elfsight.com/
storage/022b8cb9-839c-4bc2-992e-cefcch8e877e/a2417e02-9ed9-4e1e-8f0f-
63b61c1ee8b4.pdf.

Maryland Family Network. (2020). Care during COVID: The impact of the pan-
demic on Maryland child care providers. College Park, MD: Maryland Family
Network. Available at: https://www.marylandfamilynetwork.org/sites/default/
files/2020-06/2020%20MFN%20Caring%20During%20Covid%20%28bg%29%201.3%
20Pages%5B1%5D.pdf.

McLean, C., Austin, L. ]. E., Whitebook, M., & Olsen, K. (2021). Early childhood work-
force index 2020. Berkeley, CA: Center for the Study of Child Care Employment.
Available at: https://cscce.berkeley.edu/workforce-index-2020/report-pdf].

NAEYC. (2020). Am I next? Sacrificing to stay open, child care providers face
a bleak future without relief. Washington, D.C.: National Association for
the Education of Young Children. Available at: https://www.naeyc.org/sites/
default/files/globally-shared/downloads/PDFs/our-work/public- policy-advocacy/
naeyc_policy_crisis_coronavirus_december_survey_data.pdf.

Ota, C. L, Baumgartner, J. J., & Austin, A. M. B. (2013). Provider stress and chil-
dren’s active engagement. Journal of Research in Childhood Education, 27(1), 61—
73. https://doi.org/10.1080/02568543.2012.739588.

Phillips, D., Austin, L. ]. E., & Whitebook, M. (2016). The Early Care and Education
Workforce. The Future of Children, 26(2), 139-158.

Phillips, D., Lipsey, M., Dodge, K., Haskins, R., Bassok, D., Burchinal, M., & Wei-
land, C. (2017). Puzzling it out: The current state of scientific knowledge of
pre-kindergarten effects. A consensus statement. Brookings Institution.

Pianta, R. C., & Howes, C. (Eds.). (2009). The Promise of Pre-K. Brookes Publishing
Company.

Prime, H., Wade, M., & Browne, D. T. (2020). Risk and resilience in family well-
being during the COVID-19 pandemic. American Psychologist, 75(5), 631. https:
//doi.org/10.1037/amp0000660.

Roberts, A., LoCasale-Crouch, J., Hamre, B., & DeCoster, ]. (2016). Exploring teach-
ers’ depressive symptoms, interaction quality, and children’s social-emotional
development in head start. Early Education and Development, 27(5), 642-654.
https://doi.org/10.1080/10409289.2016.1127088.

Ronfeldt, M., Loeb, S., & Wyckoff, ]J. (2013). How teacher turnover harms student
achievement. American Educational Research Journal, 50(1), 4-36. https://doi.org/
10.3102/0002831212463813.

Sandilos, L., Cycyk, L. M., Hammer, C. S., Sawyer, B. E., Lépez, L., & Blair, C. (2015).
Depression, control, and climate: An examination of factors impacting teaching
quality in preschool classrooms. Early Education and Development, 26(8), 1111-
1127. https://doi.org/10.1080/10409289.2015.1027624.

Sandilos, L., Goble, P,, & Schwartz, S. (2020). Burnout and teacher-child interactions:
The moderating influence of sel interventions in head start classrooms. Early
Education and Development, 31(7), 1169-1185. https://doi.org/10.1080/10409289.
2020.1788331.

Sorensen, L. C., & Ladd, H. F. (2020). The hidden costs of teacher turnover.
AERA  Open, 6(1), Article 2332858420905812. https://doi.org/10.1177/
2332858420905812.

Swindle, T. M., Ward, W. L., Bokony, P, & Whiteside-Mansell, L. (2018). A cross-
sectional study of early childhood educators’ childhood and current food in-

14

Early Childhood Research Quarterly 61 (2022) 1-14

security and dietary intake. Journal of Hunger & Environmental Nutrition, 13(1),
40-54. https://doi.org/10.1080/19320248.2016.1227752.

Tran, H., & Winsler, A. (2011). Teacher and center stability and school readiness
among low-income, ethnically diverse children in subsidized, center-based child
care. Children and Youth Services Review, 33(11), 2241-2252. https://doi.org/10.
1016/j.childyouth.2011.07.008.

Tulsa SEED Study Team. (2020). Parents, teachers, and distance learning dur-
ing the COVID-19 pandemic: A snapshot from Tulsa. Washington, D.C:
Tulsa SEED Study Team. Available at: https://staticl.squarespace.com/static/
5ec6d9f9144482661ecd735a/t/5f3e7f8d5bbd1934e03165f8/1597931409407/
Tulsa+SEED+Study_COVID-19+Survey+Findings_FINAL1.pdf.

Wachs, T. D., Black, M. M., & Engle, P. L. (2009). Maternal depression: A global
threat to children’s health, development, and behavior and to human rights.
Child Development Perspectives, 3(1), 51-59. https://doi.org/10.1111/j.1750-8606.
2008.00077.x.

Weiland, C., Greenberg, E., Bassok, D., Markowitz, A., Rosada, P. G., Luetmer, G., &
Snow, C. (2021). Historic crisis, historic opportunity: Using evidence to mitigate
the effects of the COVID-19 crisis on young children and early care and education
programs (p. 41). Washington D.C. and Ann Arbor, MI: Urban Institute and
the Ford School. Available at: https://www.urban.org/policy-centers/center-
education-data-and- policy/projects/historic- crisis- historic-opportunity-using-
evidence-mitigate-effects-covid- 19-crisis-young-children-and-
early-care-and-education-programs.

Wells, M. B. (2015). Predicting preschool teacher retention and turnover in newly
hired Head Start teachers across the first half of the school year. Early Childhood
Research Quarterly, 30, 152-159. https://doi.org/10.1016/j.ecresq.2014.10.003.

Whitaker, R. C., Becker, B. D., Herman, A. N., & Gooze, R. A. (2013). The physical and
mental health of Head Start staff: The Pennsylvania Head Start staff wellness
survey, 2012. Preventing Chronic Disease, 10, E181. https://doi.org/10.5888/pcd10.
130171.

Whitaker, R. C,, Dearth-Wesley, T., & Gooze, R. A. (2015). Workplace stress and the
quality of teacher-Children relationships in Head Start. Early Childhood Research
Quarterly, 30, 57-69. https://doi.org/10.1016/j.ecresq.2014.08.008.

Whitebook, M., McLean, C., & Austin, L. (2016). Early childhood workforce index.
Berkeley, CA: Center for the Study of Child Care Employment, University of Cal-
ifornia, Berkeley.

Whitebook, M., Phillips, D., & Howes, C. (2014). Worthy work, STILL unlivable wages:
The early childhood workforce 25 years after the National Child Care Staffing Study.
Berkeley, CA: Center for the Study of Child Care Employment, University of Cal-
ifornia, Berkeley.

Whitebook, M., & Sakai, L. (2003). Turnover begets turnover: An examination of
job and occupational instability among child care center staff. Early Child-
hood Research Quarterly, 18(3), 273-293. https://doi.org/10.1016/S0885-2006(03)
00040-1.

Workman, S., & Jessen-Howard, S. (2020). The true cost of providing safe child care
during the coronavirus pandemic. Washington, D.C.: Center for American
Progress.  Available at: https://www.americanprogress.org/issues/early-
childhood/reports/2020/09/03/489900/true- cost- providing-safe-child-care-
coronavirus-pandemic.

Wright, A., Gottfried, M. A, & Le, V.-N. (2017). A kindergarten teacher like me:
The role of student-teacher race in social-emotional development. Ameri-
can Educational Research Journal, 54(1_suppl), 785-101S. https://doi.org/10.3102/
0002831216635733.

Yoshikawa, H., Weiland, C., Brooks-Gunn, J., Burchinal, M. R, Espinosa, L. M., Gorm-
ley, W. T,, & Zaslow, M. ]. (2013). Investing in Our Future: The Evidence Base on
Preschool Education. Available at: https://eric.ed.gov/?id=ED579818.

US Census Bureau. (2019). US Census American Fact Finder. Retrieved from US Cen-
sus Bureau website: https://factfinder.census.gov/faces/tableservices/jsf/pages/.

US Census Bureau. (2018). U.S. Census Bureau QuickFacts: Jefferson Parish,
Louisiana. Retrieved June 9, 2019 from https://www.census.gov/quickfacts/fact/
table/jeffersionparishlouisiana/PST045218.

Center for Disease Control (CDC). (2020). Anxiety and depression: Household Pulse
Survey. Retrieved from: https://www.cdc.gov/nchs/covid19/pulse/mental-health.
htm.


https://doi.org/10.3390/ijerph18010170
https://curry.virginia.edu/sites/default/files/uploads/epw/70_Teacher_Turnover_in_Head_Start.pdf
https://doi.org/10.3102/0002831219899356
https://files.elfsight.com/storage/022b8cb9-839c-4bc2-992e-cefccb8e877e/a9f96482-73b5-4daa-afbd-dcec0741670b.pdf
https://files.elfsight.com/storage/022b8cb9-839c-4bc2-992e-cefccb8e877e/a2417e02-9ed9-4e1e-8f0f-63b61c1ee8b4.pdf
https://www.marylandfamilynetwork.org/sites/default/files/2020-06/2020%20MFN%20Caring%20During%20Covid%20%28bg%29%201.3%20Pages%5B1%5D.pdf
https://cscce.berkeley.edu/workforce-index-2020/report-pdf/
https://www.naeyc.org/sites/default/files/globally-shared/downloads/PDFs/our-work/public-policy-advocacy/naeyc_policy_crisis_coronavirus_december_survey_data.pdf
https://doi.org/10.1080/02568543.2012.739588
http://refhub.elsevier.com/S0885-2006(22)00036-9/sbref0058
http://refhub.elsevier.com/S0885-2006(22)00036-9/sbref0059
http://refhub.elsevier.com/S0885-2006(22)00036-9/sbref0060
https://doi.org/10.1037/amp0000660
https://doi.org/10.1080/10409289.2016.1127088
https://doi.org/10.3102/0002831212463813
https://doi.org/10.1080/10409289.2015.1027624
https://doi.org/10.1080/10409289.2020.1788331
https://doi.org/10.1177/2332858420905812
https://doi.org/10.1080/19320248.2016.1227752
https://doi.org/10.1016/j.childyouth.2011.07.008
https://static1.squarespace.com/static/5ec6d9f9144482661ecd735a/t/5f3e7f8d5bbd1934e03165f8/1597931409407/Tulsa+SEED+Study_COVID-19+Survey+Findings_FINAL1.pdf
https://doi.org/10.1111/j.1750-8606.2008.00077.x
https://www.urban.org/policy-centers/center-education-data-and-policy/projects/historic-crisis-historic-opportunity-using-evidence-mitigate-effects-covid-19-crisis-young-children-and-early-care-and-education-programs
https://doi.org/10.1016/j.ecresq.2014.10.003
https://doi.org/10.5888/pcd10.130171
https://doi.org/10.1016/j.ecresq.2014.08.008
http://refhub.elsevier.com/S0885-2006(22)00036-9/sbref0076
http://refhub.elsevier.com/S0885-2006(22)00036-9/sbref0077
https://doi.org/10.1016/S0885-2006(03)00040-1
https://www.americanprogress.org/issues/early-childhood/reports/2020/09/03/489900/true-cost-providing-safe-child-care-coronavirus-pandemic
https://doi.org/10.3102/0002831216635733
https://eric.ed.gov/?id=ED579818
https://factfinder.census.gov/faces/tableservices/jsf/pages/
https://www.census.gov/quickfacts/fact/table/jeffersionparishlouisiana/PST045218
https://www.cdc.gov/nchs/covid19/pulse/mental-health.htm

	Understanding the wellbeing of early educators in the wake of the coronavirus pandemic: Lessons from Louisiana
	1 Introduction
	1.1 The ECE workforce
	1.1.1 Child care teachers

	1.2 COVID and early education
	1.2.1 Differences in COVID impacts across settings

	1.3 Present study

	2 Method
	2.1 Measures
	2.1.1 Depression
	2.1.2 Self-efficacy
	2.1.3 Job satisfaction
	2.1.4 Food insecurity
	2.1.5 Financial stress
	2.1.6 Perceived career stability
	2.1.7 Covariates

	2.2 Analytic strategy

	3 Results
	4 Discussion
	4.1 Implications
	4.2 Limitations
	4.3 Conclusion

	Credit suthor statement
	Acknowledgments
	Appendix A
	Appendix B. Main models estimated using logit models
	References


