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Abstract 
There has been a strong interest in teacher retention and attrition which has been studied extensively over the past 
twenty or more years. While some researchers have attributed teacher attrition to low teacher salaries, poor 
working conditions, lack of administrative support and resources, other research focuses on the “emotional” aspect 
of the profession where educators continue to stay because of their love for teaching, for their students, and how 
they imagine possibilities for their students’ futures. A more comprehensive theory of retention and attrition is 
Mason and Matas’ (2015) four capital framework which consists of human capital, social capital, structural capital, 
and positive psychological capital. In our research with teacher residents in a preparation program, we used 
interviews, survey, and focus group to obtain data, and found strong prevalence of the four capitals as competing 
and intersecting phenomenon aiding in understanding the varied and complex factors that contribute to teacher 
retention or attrition. Additionally, we found that one or more of these four capitals may significantly impact 
teacher retention or attrition more than others, at any given time and one type of capital may help to overcome 
limitations in another. Therefore, we found this to be a worthwhile framework to incorporate in teacher 
preparation.  
Keywords: retention, attrition, teachers 
1. Introduction 
Exacerbated during the pandemic, teacher attrition is a significant issue in the education system and has been 
studied extensively by researchers. According to Mason and Matas (2015) teacher attrition is an international issue 
as indicated by publications in this area from several countries including Australia, Japan, the United States, and 
the United Kingdom. According to Ingersoll (2001,2002), who has studied this issue extensively within the United 
States, poor working conditions, lack of administrative support, relatively low salaries, lack of autonomy, and 
changing curriculum are some of the factors that contribute to teacher attrition and turnover. Furthermore, high 
teacher turnover rates in urban and rural schools are associated with low student achievement and substantial 
financial costs for school districts (Carver-Thomas and Darling-Hammond, 2019) 
In this article, we examine the issue of teacher retention and attrition through a broader lens, utilizing the four- 
capital theory developed by Mason and Matas (2015). Initially, we outline the current research on teacher retention 
and attrition, and we identify the shortcomings of this existing research on teacher retention in the context of the 
more comprehensive four capitals framework, which we utilize to comprehend teacher retention and attrition. The 
four capital framework encompasses various factors that impact a teacher’s work and personal life, both within and 
outside the school. These factors play a crucial role in their decisions to stay or leave. 
2. Related Literature and Theoretical Framework 
2.1 Teacher Retention and Attrition 
Retaining good teachers is imperative to student success. Research conducted by the National Commission on 
Teaching and America’s Future (NCTAF) consistently confirms that the expertise of teachers is the most 
significant factor in determining student achievement (2003). While small schools and class sizes can have a 
positive influence on student achievement (Biddle & Berliner, 2002) they are secondary to the critical role of 
knowledgeable and effective teachers. The best student outcomes occur when teachers can work effectively in 
environments that enable them to get to know their students well and foster meaningful relationships. In Sonia 
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Nieto’s book, What Keeps Teachers Going? (2003) Nieto’s research suggests that good teachers stay in 
teaching—even in the most difficult of circumstances and with the most marginalized students—for reasons that 
have more to do with “teaching’s heart” (Cochran Smith, 2004). Nieto discusses the aspect of teaching that 
inspires human connections, engagement and long-term bonds between students and teachers through learning 
situations, where teachers imagine possibilities for their students through the work, they do with them. These 
strong bonds are “life sustaining and hold long-term meaning” (Nieto, 2003). For these reasons, training and 
retaining effective, caring teachers is essential; however, teacher shortages and retention is a persistent problem 
in the United States.  
This study is designed to gain deeper insight into the lived experiences of teacher residents and the motivating 
factors that influence teacher resident retention and attrition in high-needs schools. As a result, it is essential to 
define teacher retention and attrition. Simply put, teacher retention refers to the decision made by a teacher to 
remain in the profession and teacher attrition refers to their decision to leave (Boylan & McSwan, 1998). Drawing 
on Richard Ingersoll’s (2001, 2002) analyses of retention and attrition patterns in K-12 schools and other 
analyses of large-scale state and national data sets, the NCTAF (2003) report concluded that the teacher shortage 
was caused primarily by early attrition of those in the teaching pool rather than by insufficient numbers of people 
preparing to teach. This phenomenon occurs more frequently in high-needs schools and STEM teachers leave 
high-needs schools at even higher rates than teachers of other disciplines (Podolsky et al., 2017; Carver-Thomas & 
Darling-Hammond, 2019; Marshall et al., 2022). As a result, school districts experiencing high teacher turnover 
rates typically struggle with low student achievement (Ronfeldt et al., 2013; Watlington et al., 2010). In addition, 
high teacher turnover rates often lead to substantial and unnecessary financial costs for school districts (Azar & 
Grossman, 2021). For these academic and financial reasons, successful STEM teacher recruitment, preparation, 
and retention should be one of the most important goals in education (Hill, 2022). Teacher preparation and 
development can affect teacher attrition. According to Ingersoll (2001, 2002) teachers who receive mentoring and 
induction are known to stay in teaching longer than those who have not received these supports, indicating that 
supports provided to teachers in their preparation programs and within the school is beneficial to their work and 
relationships, which leads to better outcomes in retention and student academic achievement.  
2.2 Teacher Residency Programs 
Teaching in a high-needs district is complex and difficult and many districts struggle to retain good teachers over 
time (Mascarenhas et al., 2010). As a result, many teacher education programs have adopted the teacher residency 
model. Teacher residency programs have the potential to address teacher shortages and deliver highly qualified 
teachers to the classrooms where they are needed the most (Washburn-Moses, 2017). Thus, teacher residency 
programs are designed to harness and boost the human capital of teacher residents. Most teacher residency 
programs are developed to resemble medical residency programs; therefore, they possess the potential to 
“professionalize” teaching in the same way medical residencies did for the medical profession (Thorpe, 2014). 
However, many education leaders have stated that teacher residency programs need further study to best support 
teacher residents in high-needs schools to elevate their odds of retention over time (Marshall et al., 2021; Mourlam 
et al., 2019; Pike & Carli, 2020). This qualitative methods study of the University’s Noyce teacher residents aims 
to identify the strengths and weaknesses of the program as well as the motivating factors influencing teacher 
resident persistence and retention in high-needs schools.  
2.3 Theoretical Framework 
This study adopts a framework that allows us to recognize the many factors that positively and negatively affect 
teacher resident persistence and, therefore, teacher resident longevity and retention. In informal conversations and 
formal interviews with teachers, we found teacher retention and attrition to be influenced by more than one aspect 
of the job. We found that Mason and Matas’ (2015) work captures the complexity entailed in teacher retention not 
addressed before, indicating that teacher retention is complicated and is influenced by more than a single factor 
that is embedded in the teacher’s work. Based on an extensive thematic review of the literature reporting factors 
attributed to teacher attrition, Mason and Matas (2015) propose the Four-Capital Framework for Teacher 
Retention. This provides a comprehensive theoretical framework for understanding teacher resident retention 
since it addresses more than one aspect of a teacher’s lived experience. The four intersecting components within 
this framework—human capital, social capital, structural capital, and positive psychological capital—aid in 
understanding “the varied and complex factors that contribute to teacher attrition or retention” (p. 54). One or more 
of these four capitals may significantly impact teacher retention or attrition more than others at any given time. 
Also, one type of capital may help to overcome limitations in another, thus making retention and attrition a 
complex issue based on competing factors.  
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2.7 Positive Psychological Capital 
Positive Psychological Capital is defined as personality features that psychologists believe contribute to an 
individual’s productivity (Goldsmith et al., 1997). Some notable personality features include grit (Duckworth, 
2014), commitment (Day, Elliott & Kingdon, 2005), and resilience (Pearce & Morrison, 2011). These factors 
may be developed, but it has been shown that they do have a positive impact on teacher retention.  
3. Research Questions 
The research questions of this study align with the goals of the Robert Noyce Teacher Scholarship program 
(RNTSP) and the Teacher Residence Program (TRP) and aim to explore the following questions: 
1) What are the motivating factors influencing teacher retention and teacher persistence in high-needs schools?  
2) How can capital theory be utilized to explain the persistence of teacher residents in high-needs schools? 
3) Which of the four capitals is most influential in teacher retention?  
4) Which of the four capitals is most influential in teacher attrition?  
4. Methodology 
This study of teacher residents in a Teacher Residency Program is a three-phase co-constructivist, exploratory 
qualitative study. Below, we describe the sources of our data and the methods of data collection to obtain data in 
three phases, each phase providing us with information used to focus in-depth during surveys and focus groups and 
providing corroboration through triangulation.  
4.1 Study Context 
The eight participants (Patricia, Janice, Michelle, Nisha, Kimberly, Alissa, Skylar, Jim, and Tara—all pseudonyms 
for protection) in this study are members of the Teacher Residency Program (TRP) that was established through a 
partnership between our major urban university and a local school district. The main goal of the TRP is to recruit 
post-baccalaureate STEM professionals to obtain certification in Mathematics or Science. Teacher candidates in 
the TRP co-enroll in a teacher certification program and are supervised by a mentor teacher for one academic year 
while receiving a salary, benefits, and tuition reimbursement. They can also earn up to $20,000 in scholarships 
from their respective higher education institutions. In exchange, scholarship recipients must commit to serving as a 
STEM teacher in a high-needs school in the district with mentorship for at least two additional years. The partner 
University provides coursework for teacher residents in the program, many of whom are funded by the Robert 
Noyce Teacher Scholarship Program (RNTSP), which is supported by the National Science Foundation. The 
RNTSP offers funding to institutions of higher education to provide scholarships, stipends, and programmatic 
support to recruit and prepare STEM majors and professionals to become K-12 teachers. Overall, the TRP and the 
RNTSP help support the district and the university’s mission to increase the district’s STEM teacher candidate 
pool. 
4.2 Participants, Data Sources, and Phases of Study 
Phase one of this study began in the fall of 2022. The sample population of the first phase of this study was selected 
using volunteer sampling (Cohen et al., 2007). This phase was the semi-structured pilot interview phase, designed 
to broadly understand the experiences of Noyce scholars in the TRP. This provided a window to teachers’ work and 
the issues they encounter daily. The pilot interviews were modeled after Steinar Kvale’s (2007) research on 
semi-structured interviews. The interview questions were developed to mine for “nuggets of essential meaning” 
and create a new experience for both the interviewer and interviewee (p. 3). Interview questions were jointly 
created by the research team and focused on critical aspects of teacher residency programs, student experience, the 
program’s strengths and weaknesses, and the importance of teaching in high-needs schools (Table 1). For this 
phase, the research team sent out an email to the Noyce scholars in our university’s TRP and asked if they were 
interested in participating in a 60-minute interview. The first three teacher residents that responded were selected. 
Each respondent was a Caucasian female between 22-25 years of age. Once the interviews were scheduled, the 
research team met with each participant via Zoom and engaged in the semi-structured interviews. The researcher 
engaged in these online interviews from the university’s School of Education, while the three teacher residents 
engaged in the interviews from their classrooms in their respective schools, at the end of their school day. The 
researchers ensured that each participant consented to be interviewed and recorded, with the knowledge that the 
findings may be published. Each interview was recorded and transcribed. The data that emerged from the 
interviews showed that the experiences of the teacher residents could be explained through Mason and Matas’ four 
capital framework (2015), which will be explained in the following section.  
Phase two of this study consisted of the creation and electronic dissemination of a Qualtrics survey sent to all the 
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Noyce scholars in the university’s TRP via email. The statements and questions in the survey emerged from the 
pilot interview data analysis and were influenced by Mason and Matas’ four capital framework (2015). These 
prompts tapped into features consisting of teachers’ credentials and academic preparation (human capital), the 
school administration and teaching environment (structural capital) opportunities for forming relationships with 
colleagues and others (social capital) and determining the developmental state of an individual as characterized by 
high self-efficacy, optimism, hope, and resilience (Positive Psychological capital). It consisted of questions in a 
statement form like “I am proud of my teaching credentials” to which response had to be given on a five- point 
Likert scale indicating degree of agreement or disagreement. Other items were “My teaching colleagues are 
available to me if I run into a problem”.  
The sample consisted of 23 females and 12 males. Regarding race, there are 27 Caucasian participants, 6 African 
American participants, and 1 Asian participant. The age range of the participants is 22-48.  
In the third phase, a focus group was conducted with six teachers. The interviews and the survey data helped 
determine areas that needed further study. The focus group process emphasized these areas for further 
understanding. Four of the focus group teachers were in the first year of their residency program, while two of 
these teachers had just completed their residency program and were in their regular teaching positions. After 
analyzing the survey responses and identifying themes, the research team created a set of 15 questions for the focus 
group. Data from the three interviews, the survey and the focus-group indicated areas that were important for 
tapping into the four capitals delineated in the theory.  
4.3 Data Analysis of Phase One 
The pilot interviews of the three teacher residents were initially designed to broadly understand the experiences of 
Janice, Patricia, and Michelle. However, the data that emerged from the interviews showed that the experiences of 
these teacher residents could be explained through Mason and Matas (2015) Four-Capital Framework for Teacher 
Retention. Information from these interviews are categorized by “capital type” and described below: 
4.3.1 Structural Capital 
The working conditions present in a school can determine whether a teacher remains there for his or her career. 
High-needs schools typically have difficult working conditions, such as a lack of resources and large class sizes. 
The working conditions present at their schools have resulted in low levels of structural capital for Patricia, Janice, 
and Michelle. However, despite these challenges, Patricia and Janice showed high levels of persistence. In the 
interviews, the teachers reflected on their most significant teaching challenges. For example, Patricia did not feel 
like she could meet the needs of her students when her class sizes are so large. She speculated that this is a result of 
low teacher recruitment and retention within the district. Unfortunately, according to Patricia, the teacher turnover 
the district experiences may be due to the lack of resources and inadequate staff support. As a result, teacher 
turnover negatively affects the teachers who choose to stay. Patricia often must use an outside funding source 
called “Donors Choose” to get supplies and shared that the district does not allocate her enough resources to teach 
science adequately. Janice reflected on how difficult it is for teachers to support students in high-needs schools 
from low-income areas. She wished she and the district could do more to support her students’ needs, like 
well-funded districts outside of the city. The large class sizes and lack of resources within the school result in low 
structural capital for its staff, causing teacher turnover. Based on Janice, Patricia, and Michelle’s responses, it is 
apparent that the working conditions of the school district are taxing for them, which can threaten their likelihood 
to persist in the profession.  
4.3.2 Human Capital 
The more human capital a teacher possesses, the more likely the teacher will remain in the profession. The 
professionalized and immersive nature of the teacher residency model cultivates the human capital of teacher 
residents by combining their previous professional experiences with content and pedagogical-based coursework 
and practice. The pilot interviews revealed that Patricia, Janice, and Michelle consistently used their STEM 
knowledge in the classroom. However, the interviews also showed that while Drexel and the PTRP successfully 
shared essential pedagogical and content knowledge with teacher residents, more should be done to connect the 
theory learned in their coursework to their practice in the classroom. 
Patricia shared that she wanted to create middle school science lessons based on her understanding of climate 
change and climate justice. Patricia studied environmental science as an undergraduate, so it is likely that she has a 
deeper understanding of the concept than a novice science teacher that went through a traditional teacher 
preparation program. Patricia noticed that working hands-on with science made it more exciting for her, which she 
hopes to share with her students. Janice also explained that her love of doing math was a reason why she studied it, 
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and she hoped she could impart that love of math to her students. While Michelle did not necessarily think her 
biology degree was particularly usual in her role as a teacher, she did explain that she translates skills she acquired 
in her previous career to help her with documentation and communication as a teacher. The teacher residents’ 
professional skills and their appreciation and knowledge of STEM inform their practices in the classroom. They 
have a strong understanding of STEM subjects; they take pride in their ability to address student needs and develop 
curriculum. 
4.3.3 Social Capital 
The more relationships a person has, the more social capital one possesses. The teacher residency model harnesses 
the power of social capital to support teacher residents by providing teacher residents with a multitude of mentors 
and supports. In the case the teacher residents who participated in the pilot interviews, each felt supported by their 
TRP coordinator, their cohort, the Noyce program, university faculty, and their mentor teacher. 
Patricia shared that she was able to be successful at the start of her second year through the support of her family, 
school, and university community. Patricia also shared that she loved her cohort. Janice also mentioned that she 
often spoke with others in her cohort to discuss their experiences and lean on each other. Janice also enjoyed 
working with her mentor teacher; however, she also shared that her professors at her university will look over her 
lesson plans, and her PTRP coordinator has observed her in the classroom to give her feedback. Michelle shared 
that collaborating with her “teaching team” is a major motivator for her to continue working at her school. Janice, 
Patricia, and Michelle receive positive encouragement and constructive feedback from their support systems, thus 
providing them with the social capital to succeed in the classroom, even when facing difficulties. This boost in 
social capital can help teachers remain in high-needs schools. 
4.3.4 Positive Psychological Capital 
Although teacher residency programs cannot impart personality traits like grit, resilience, and commitment to their 
residents, the model has the potential to provide the support needed to protect and enhance the psychological 
capital needed for retention. The pilot interviews revealed that the teacher residents had high amounts of 
psychological capital that helped them persist through challenges. However, there was also evidence that 
challenges strain their psychological capital.  
For example, at the start of her interview Patricia discusses the difficult week she experienced with student fights at 
her school. While her tone sounded exhausted, it was encouraging to see that she could move past the fight and see 
that the following day was a “better” day, displaying her resilience. Despite this, she discussed throughout the 
interview how she psychologically struggled with teaching during COVID-19 and teaching in a high-needs 
district. She discussed starting at her new school in North Philadelphia, and lamented that teaching in high-needs 
schools is challenging, however, Patricia’s positive psychological capital has helped her stay in the TRP. 
Janice’s positive psychological capital has helped her find success in her planning; however, her psychological 
capital is strained by troubles with classroom management. When she was asked how she was doing at the 
beginning of the interview, she shared that she had been staying up late to lesson plan, and while she felt she was a 
slow planner, she felt like she was getting better at the task each day. While her tone expressed exhaustion, she 
displayed grit and optimism by communicating that she was getting “better” at it. However, she appeared 
exasperated when discussing classroom management strategies. While behavior issues in her classroom appear to 
strain her psychological capital, Janice expressed that she was working on finding different ways to overcome 
those issues, which displays grit. Finally, Janice shared that her students help her maintain her resiliency. 
Michelle displayed varying levels of psychological capital. While physically pulling her hair out from stress 
throughout the interview, she admitted that she has considered quitting. Despite this, she consistently tells herself 
to go in and see what tomorrow brings, thus displaying great resiliency. She also shared that seeing a student smile 
or receiving a hug from a student reminds her of why she decided to apply to the TRP and become a teacher.  
Most teachers state that their love for their students helps them persist and maintain longevity in their careers. 
These findings support the findings of Sonia Nieto (2003) and Cochran-Smith (2004). Patricia shared that she 
loved her students, too. While it is evident that Janice and Patricia display high levels of positive psychological 
capital, it is apparent that there are many aspects of their jobs, such as the working conditions of their district, that 
threaten their psychological capital. This should help teacher residents like Patricia and Janice maintain 
persistence and remain in the field longer. 
4.4 Data Analysis of Phase Two 
The survey results showed a clear pattern of low structural and social capital emerging from teacher experiences 
consisting of large class size, difficulties in classroom management, lack of administrative support and the lack of 
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resources to address any of the described problems. On the other hand, high human and positive psychological 
capital were indicated through a high sense of self-efficacy and confidence in peer support as well as confidence in 
teaching challenging concepts and pride in one’s preparation as a teacher.  
The scale range was from 5 (highest score) and 1 (lowest). Average scores were computed for each statement 
referring to the four capitals. The average scores ranged from 4.77 for areas of Psychological capital on survey 
items like “I believe that all students are capable of learning” and 4.54 for a survey item addressing human capital 
“I can teach a concept in multiple ways to address learning differences” and 4.69 on social capital items such as 
“My teaching colleagues are available to me if I run into a problem”; the lower scores were 2.85, 3.15 and 3.50 on 
structural capital survey items “The school district provides me with the resources I need for my teaching.” The 
school policies are supportive of student learning and staff progress”.  
The interview data and the survey results provided an understanding of the significant issues to be tapped further in 
focus groups. Thus, further evidence of the presence of the four capitals through the survey data further suggested 
the importance of four capitals. This data led us to find deeper-level data through focus groups. 
4.5 Data Analysis of Phase 3 
Based on the survey and interview results, a follow-up focus group protocol was developed consisting of the 
questions that helped probe further into issues such as low structural and social capital versus high human and 
positive psychological capital. Focus group questions such as, “What helps you stay motivated?”; “Does the 
School District provide you with professional development opportunities to learn how to manage and cope with 
difficult situations?”; “What are the challenges faced by teachers and how do they overcome these challenges?”. 
The focus groups consisted of a mix of teacher residents and first year teachers who completed their first year of 
the residency program. The first focus group consisted of Kimberly and Alissa. The second focus group consisted 
of Nisha, Skylar, Jim, and Tara.  
The research team completed a thematic analysis of the focus-group responses using Taguette to analyze repeated 
patterns (Braun & Clarke, 2006). The goal was to identify common or shared meanings (Kiger & Varipo, 2020) 
relating to the capital theories, persistence, and retention. Two cycles of coding were applied to the data set. In 
Cycle one, we identified emerging codes. Cycle two consisted of pattern coding to organize the codes into themes 
and subthemes. 
The themes that emerged were significant and recurring and allowed us to view the themes and patterns in terms of 
the four capitals. The analysis of the focus groups will be discussed below and are sectioned by “capital type:” 
4.5.1 Structural Capital 
The most salient of the capitals for school functioning is the structural capital defining teachers’ adjustment and 
happiness in the job. We found most teachers to be demoralized by the poor classroom physical space lacking 
functioning conditions and equipment, lack of inadequate teaching resources, shortage of basic supplies like paper 
and unsupportive administration. In some instances, low structural capital can be offset to some degree by 
experiences construing high structural capital which overlaps with social capital, such as support from a grade 
partner, administrator, or curriculum specialist or the availability of good teaching resources such as chrome books 
which enhance instruction or the availability of supplies for equipment.  
The working conditions present in a school can determine whether a teacher remains there for his or her career. 
High-needs schools typically have difficult working conditions, such as a lack of resources and large class sizes. 
Working conditions in some schools are unsafe, which is demoralizing. There is a disconnect between the teachers 
and the principals. Inadequate teaching resources including significant shortage of the simplest materials like 
paper. Furthermore, the curriculum does not account for the missing resources. There is persistent lack of 
communication as indicated by one teacher, “If the district addressed what we need instead of what they think we 
need, it would be great”. 
According to Kimberly, “the teacher turnover the school district experiences may be due to the lack of structural 
capital and poor support experienced by the staff. As a result, teacher turnover negatively affects the teachers who 
choose to stay.” The large class sizes and lack of resources within the school district result in low structural capital 
for its staff, causing teacher turnover. If teacher residency programs are to address teacher turnover successfully, 
they must work in conjunction with their partner districts to ensure that low structural capital does not threaten 
longevity in the workplace. 
4.5.2 Human Capital 
To be empowered as teachers with a strong sense of self and self-efficacy, teachers must feel a sense of pride about 
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their preparation and credentials. As Alissa emphasized, “our preparation in the Residency program is much better 
because we have a full year of student teaching in the regular classroom”. However, lack of appreciation or 
acknowledgement from administrators in high-needs schools where teaching is the hardest, wears away at the 
human capital that a teacher may have earned through sincere effort and hard work. The teachers in our focus 
group expressed “poor communication” as a hurtful feature of their experience in the school system. They further 
elaborated that there was “dissonance in expectations”, there was no consideration given to time needed to work on 
prerequisite skills which would be needed with the assigned curriculum. Teachers with content knowledge 
credentials in the subjects they teach expressed the desire to create unique projects that would engage students. 
They shared concerns about English language learners and IEP students who do not receive enough support.  
Teacher candidates typically struggle with understanding the connection between the theories they learn in their 
coursework to their practice in the K-12 classroom (Labaree, 2006). Although the teacher residency model is more 
immersive than traditional models, teacher educators should be mindful of displaying the purpose and application 
of coursework and assignments. While the TRP appears to experience success in preparing and cultivating human 
capital in the teacher residents, more can be done to help them internalize the objectives of their courses. However, 
the sense of high human capital stemming from the love of one’s subject is well indicated in a Kimberly’s 
comment:  
At the end of the day, I try to remind myself why I wanted to be a teacher and that was because I wanted to share 
my enjoyment of math with other people to be a positive person in their life. At the end of the day if one or two kids 
leave this class and feel like they learned something- they grew and learned, they feel I cared about them- that is 
enough. 
4.5.3 Social Capital 
A sense of high social capital is of huge advantage to a teacher’s well-being and is found to compensate for areas of 
teacher’s work life that are lacking. Positive relationships and work collaborations are job highlights that bring out 
the shared joy of working with young children. Teachers think of students as their own. Despite the job difficulties, 
Nisha shared that “she experiences joy in the job,” the greatest joy being her work with her kids. Having some 
social capital compensates for other low areas of capital such as a sense of loneliness expressed by one teacher: “I 
am the only adult in their lives that the kids rely on for certain things”.  
Relationships with colleagues are also incredibly important. Kimberly shared that she loved her cohort. She also 
mentioned that she often spoke with others in her cohort to discuss their experiences and lean on each other. She 
also enjoys working with her mentor teacher: “I feel like it’s a really good relationship. And I feel very comfortable 
asking her questions. We were supposed to have a designated time for me ask questions, but I just asked her 
questions, like, whenever, and she’ll just tell me whatever I want to know, or whatever question I have.” 
Their relationships with school leadership is also important: when their school principals ask for their opinions on 
how to build intrinsic motivation among students, they share that such situations leave them with a sense of 
appreciation and a sense of importance. However, overly critical administrators can have a negative impact. Skyler 
shares that when the administration is imparts her with negativity when they visit her class, resulting in low social 
capital: “I feel a sense of loneliness.” 
4.5.4 Positive Psychological Capital 
Personal initiative and personal strength help develop high psychological capital, which may positively influence 
other capitals. Nisha described her own initiative and capital as consisting of engaging in yoga, pilates and 
meditation to build mental and physical strength for her teaching job. She described her philosophy as “learning to 
accept reality” and making it work in the best way possible. She adds “I have been intentional about practicing goal 
setting and working on transcending a difficult job situation by practices of building inner strength, self-awareness, 
mental focus, and concentration” adding I have kind of just like, thrown my hands up in the air a little bit, and said, 
“if I’m in a situation that is so difficult, like this, I’m just gonna make it work with what I can do and I’m not going 
to worry about the rest.” 
A sense of low psychological capital is experienced by Alissa since two other teacher residents have left. One of 
them left because a student brought a gun to the class, which Alissa found disturbing. The students in her class 
have food security issues and Alissa also expressed a feeling of demoralization and low morale about the students 
in her class who are at the third-grade level but must be taught eighth grade curriculum.  
Both Alissa and Nisha indicate that a sense of hopelessness is experienced, but also hope, wishing the kids would 
overcome some of what they are experiencing – a hope that some of them will. Frustration is experienced because 
of a sense of “complacency” that exists in their district. But at the same time, “we have high expectation of where 
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we need to be.”  
5. Findings 
Based on our analyses, we summarize our findings below: 
1) Teacher retention and attrition are influenced by complex phenomena that go beyond the working conditions 

and salaries. 
2) Teachers have a strong sense of mission and believe that good teaching and learning impact student lives and 

make a difference. 
3) Teacher retention is influenced by how positively they feel about their preparation and knowledge (human 

capital) 
4) Teachers thrive when there is opportunity to participate in a school community and when there is support 

from peers and others in the school (social capital) 
5) Low salaries, poor working conditions, lack of administrative recognition and support, lack of the simplest 

teaching resources affect a teacher’s well-being and job performance (structural capital) 
6) Hope, efficacy, resilience, and optimism are essential characteristics in teachers and likely threatened when 

the teaching environment is negative.  
7) (Psychological capital).  
8) Positive psychological capital is an essential component in managing challenging situations in the work 

environment. Most of the teachers in our study brought positive psychological capital to the job situation.  
9) Teachers compensate for difficult situations by using personal techniques such as exercise, meditation and 

reaching out to colleagues, thus increasing social capital to some extent, and strengthening psychological 
capital. As one teacher shared, “I like being a teacher- but what makes me come back every day is that I have 
made a commitment to the school and to the students.” 

6. Practice and Policy Considerations 
The findings of this study show that the working conditions of high-needs school districts negatively impact the 
structural capital of their faculty and teacher residents. These high stress working conditions should be addressed 
through the reconceptualization of public-school funding. While recruiting high quality teacher candidates is 
important, finding methods to help them remain in the classroom is even more important; as teachers continue to 
develop over time, they make a greater impact in their work with students and the curriculum. It appears that 
education leaders should begin conceptualizing solutions to attrition relating to structural capital. While the 
interviews demonstrate that some of the teachers in our study have enough social and human capital to overcome 
the challenges associated with low structural capital, it does appear that the pressures associated with teaching in 
high-needs schools seriously threaten their positive psychological capital. Some of the teachers display 
persistence, but this persistence could wane over time without proper support and quality education. The teachers 
in our study could be better equipped to cope with the stresses of teaching in a high-needs school if their 
coursework preparation refocuses on building more human and positive psychological capital. Therefore, 
university faculty should continue to discuss best practices for demonstrating the purpose and application of 
teacher residency coursework. 
Finally, the teacher residency model was conceived to address high teacher turnover levels by recruiting 
high-quality teacher candidates. Therefore, more empirical studies should be done to more adequately understand 
how the model can be operationalized to increase levels of teacher retention. Based on the findings of this study, 
teacher turnover in high-needs schools is likely higher because of the tension teachers face when their capital is 
diminished. However, when delivered correctly, teacher residency programs are poised to increase their teacher 
residents’ human, social, and positive psychological capital compared to teacher education programs that follow 
more traditional preparation models. Thus, teacher residency programs may help boost teacher longevity, resulting 
in positive financial, climate, and student outcomes and traditional teacher education programs should begin to 
embrace and implement the teacher residency model. This model will more adequately help teacher residents 
connect theory to practice, understand classroom pedagogies, utilize their previously acquired skillsets, create 
meaningful relationships, cope with stress, and discover a latent love for teaching. 
7. Recommendations 
We have four recommendations for practice and policy: 
1) In a recent court ruling on equitable school funding in Pennsylvania, the presiding judge ruled in favor of the 
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plaintiff stating that the school funding based on property taxes was hurting the children who lived in 
low-income neighborhoods and paid lower taxes (Fitzpatrick, 2023). This inequality in education funding 
was hurting the children in the low-income neighborhoods, thus advocating a redistribution of the property 
taxes in a more equitable way. Such policies are necessary to make a difference in the structural capital aspect 
of high need schools. Equitable distribution of funding would transform high needs schools. 

2) Teacher preparation programs that focus on pedagogy and content-based pedagogy should also include 
studies on psychological capital development. Teachers come to teaching with a love of learning and love for 
a subject that they want to teach. A focus on developing psychological capital and energy is an essential 
aspect of most jobs, but perhaps more important for teachers who regularly deal with varying issues in 
addition to the classroom work with students.  

3) An important issue concerning human capital is how to build self-efficacy. Bandura (1977, 2008) argues that 
the most effective way to build self-efficacy is through mastery. There is no better way to believe in one’s 
ability to succeed than to set a goal, persist through challenges and experience the outcomes. Teacher 
Preparation programs would do well to emphasize mastery for teacher candidates. 

4) Open discourse between the Teacher residency program, the university and the school district on how to best 
support teachers, address teacher shortage and financially support teacher residency programs.  
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