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Abstract

The teacher shortage currently plaguing the United States is exac-
erbated in the urban context. One particular model being adopted in 
urban school districts to address the teacher shortage and issues of 
educational equity is the urban teacher residency (UTR) model. The 
UTR model employs a collaboration between institutions of higher ed-
ucation (IHEs) and local education agencies (LEAs) to recruit, train, 
and retain high-quality teachers in high-needs urban schools. This 
synthesis of the literature highlights themes regarding known best 
practices in teacher residencies, particularly in the urban context, and 
also aims to highlight the UTR as a context-specific way to train new 
teachers. I discuss the implications of cultural mismatching between 
teachers and their students, and highlight components and critiques 
of the UTR model. Finally, I discuss the implications of these best 
practices for policy, practice, and future research. 
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Introduction

 Pervasive teacher shortages across the United States are causing 
school districts to adopt substandard hiring practices to fill a rapidly 
increasing number of vacant positions (Darling-Hammond et al., 2016; 
Carver-Thomas & Darling-Hammond, 2017). In 2017, as many as 75% 
of school districts reported a shortage of qualified teachers, and these 
shortages tend to greatly impact school districts that serve higher 
concentrations of students from low-socioeconomic backgrounds and 
other historically marginalized communities such as English learners 
and students in special education (Carver-Thomas et al., 2020; Dar-
ling-Hammond et al., 2016). The schools most impacted by these short-
ages are often found in urban locales across the United States. One 
example of this disparity was in 2017-2018: that year, approximately 
15% of California school districts that were not classified as low-in-
come did not need to hire teachers on any substandard credentials, yet 
another 15% of districts serving primarily low-income families (with 
at least 72% of the student population being classified as low-income) 
needed to hire more than half of their new teachers on substandard 
credentials (Carver-Thomas et al., 2020). This shortage has clear, neg-
ative impacts on students in these areas such as decreased access to 
inclusive educational practices like Response to Intervention (RTI) or 
Multi-Tiered Support Systems (MTSS), and lack of access to teachers 
who have robust pedagogical knowledge (Darling-Hammond et al., 
2016). This shortage causes students to achieve at significantly lower 
levels, graduate at lower rates, have fewer employment opportunties, 
and have decreased lifelong earnings (Darling-Hammond et al., 2016). 
Teacher turnover is higher in these areas as well; teachers leave the 
profession for many reasons, including a lack of rigorous preparation, 
lack of meaningful mentoring, low salaries, and poor teaching condi-
tions such as lack of administrative support, little access to resources, 
and lack of input into decision-making (Darling-Hammond et al., 2018; 
Carothers et al., 2019). 
 Perpetuating some of the aforementioned issues, teachers of Col-
or leave the profession 24% more often than White teachers (Caroth-
ers et al., 2019). According to Carver-Thomas and Darling-Hammond 
(2017), urban areas—particularly in the southern region of the United 
States—tended to have higher turnover rates than any other area of 
the country. In their analysis of two consecutive years of the nationally 
representative Schools and Staffing Survey, Carver-Thomas and Dar-
ling-Hammond (2017) found that turnover was much higher in Title 
I schools serving higher concentrations of low-income students (50% 
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higher than non Title I schools), schools with the highest concentration 
of students of Color (70% higher than schools with less diverse popula-
tions). In addition, teachers of Color had higher turnover rates overall 
(19%) than White teachers (15%). While there are many potential is-
sues affecting the turnover, the present work explores how the Urban 
Teacher Residency (UTR) model can effectively prepare teachers to 
serve in urban school districts across the United States. 
 One model being adopted in urban districts across the country to 
recruit, prepare, and retain pre-service teachers in partnership with in-
stitutions of higher education (IHEs) across the United States is called 
the Urban Teacher Residency (UTR). A UTR is a collaborative model 
between IHEs and local education agencies (LEAs) in which the teach-
er preparation curriculum and practicum experience prepare teachers 
not only in best practices of pedagogy, but also in context-specific back-
ground and practices in hopes to retain them in those particular ur-
ban areas for longer periods of time (Hammerness et al., 2016; Ricci et 
al., 2019). In a UTR, future teachers learn as residents, practicing the 
instructional methods and pedagogies they learn in their coursework 
with a mentor teacher in front of students for several days per week 
for an entire school year (Berry et al., 2008; Boggess, 2008; Soloman, 
2009). Residents begin the school year as an employee of the district, 
and are paired with skilled mentor teacher alongside whom they work 
for three-to-four days per week, gradually taking on more teaching re-
sponsibilities as the school year progresses. They spend the duration 
of an entire school year placed with one or two mentors in a clinical 
practice scenario until the last day of school. Residents work within 
one specific school district or school, receive a stipend, and take classes 
as a cohort (Hammerness et al., 2016; Soloman, 2009). Residents typ-
ically start at least one week before the school year begins to receive 
district training as an active participant in the preparation for a new 
school year, and they work closely with mentor teachers full-time on 
their clinical practice days (Soloman, 2009). Residents and mentors 
are closely supervised by affiliated staff and faculty employed by the 
residency and receive ongoing school-based supports. 
 The course sequence in most UTRs is designed in an effort to pre-
pare teachers to teach in an urban setting as well link theory and prac-
tice in real time (Hammerness et al., 2016). Coursework at the univer-
sity-level links the content from courses found in traditional teacher 
preparation – such as content-specific methodology and pedagogy, be-
havior and classroom management, and standards-based lesson plan-
ning – and link content with the four specific contexts of the residency: 
the classroom and school context, neighborhood context, school district 
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context, and the federal and state context, all of which have influenc-
es on how students and teachers work (Hammerness & Craig, 2016). 
Upon successful completion of the residency, residents are the first to 
be hired to fill open positions for the following school year.
 Urban school districts who have previously implemented UTRs have 
indicated more success in recruiting and retaining talented candidates 
(Podolsky & Sutcher, 2016). Additional studies have found that UTRs 
address longstanding educational equity issues as well (Hammerness et 
al., 2016; Ricci et al., 2019). When residents are prepared in the context 
of an urban school district, they have been found to be better prepared 
to provide in-class solutions to learning barriers. For example, they are 
less likely to misidentify children of Color, students from low socioeco-
nomic backgrounds, and students for which English is not their first 
language as requiring special education services or as exhibiting prob-
lem behaviors in the classroom (Berry et al., 2008; Chou & Tozer, 2008; 
Hammerness & Craig, 2016; Hammerness et al., 2016; Klein et al., 2013; 
Matsko & Hammerness, 2014; Ricci et al., 2019). 
 The purpose of this synthesis of the literature is to highlight themes 
regarding known best practices in teacher residencies in the urban con-
text. I also aim to highlight the UTR as a context-specific way to train 
new teachers, discussing the implications of cultural mismatching be-
tween teachers and their students and highlighting components and cri-
tiques of the UTR model. I conclude with a discussion about the implica-
tions of these best practices for policy, practice, and future research. 

Methodology

 This study follows a systematic literature review (SLR) method-
ology, using more qualitative analysis methods than a meta-analysis 
employs. The SLR defines inclusion criteria before the onset of any 
data collection and analysis, utilizes multiple databases and gray liter-
ature, and focuses on a specific question or topic; in this case the known 
best practices of the UTR model (Gough et al., 2012). The inclusion 
criteria identified for this study are: 

1. Study pertains to teacher residencies found in urban, metropolitan 
areas and is available via the California State University, Bakersfield 
(CSUB) database system, studies with open access utilizing Google 
Scholar, and gray literature. One study used was requested directly 
through the author when access was not open or available through my 
university’s database system. 

2. Study highlights the recruitment or retention efforts as it relates 
to the diversity of the workforce, the mismatch of student and teacher 
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demographics, and the teacher shortage in the urban setting of one or 
more UTRs. 

3. Study highlights an outcome or outcomes related to equity as they 
relate to diversification of the teacher workforce or servicing students 
from low socioeconomic, culturally diverse, or special education back-
grounds. 

4. Study is empirical in nature, utilizing a quantitative, qualitative, or 
mixed-methods research approach.

 Any studies located that did not focus on teacher residencies in a 
specific urban context (e.g., studies that focused on rural residencies 
or traditional teacher preparation programs) and studies that did not 
identify any outcomes related to equitable practices, diversification 
of the workforce, recruitment of teachers, or retention were excluded 
from the present analysis. 
 To conduct the present study, I first utilized the CSUB OneSearch 
database system and Google Scholar searching for the terms “urban 
teacher residency” and “teacher residency.” In addition, I looked for 
gray literature using Google Scholar and Google search to identify 
state or policy reports pertaining to teacher residencies found in urban 
locales. After identifying several salient articles, I narrowed the search 
to residencies that are located in locales that meet the U.S. Census 
Bureau’s definition of urban or metropolitan areas, even if they did 
not include the word urban in the name, as well as residencies that 
included a form of UTR in the residency named. From these identified 
articles, I conducted a forward search for articles citing these identi-
fied articles, focusing on the areas of equity, teacher preparation, and 
teacher shortages in the UTR context. In total, this review includes 13 
qualitative and three quantitative peer-reviewed articles, nine pieces 
of gray literature, and three publicly-available data sets. 
 Once I identified the articles, I utilized a thematic analysis ap-
proach similar to Braun and Clarke’s (2013) reflexive thematic anal-
ysis. I first read the articles to familiarize myself with the data and 
interpretation of the topic, then re-read articles searching for and 
identifying themes surrounding equity, diversification of the work-
force, the teacher shortage, historic inequities in urban school districts, 
and curricula. Finally, I organized this synthesis targeting four main 
themes: the curriculum of the UTR as a context-specific training, the 
challenges of racial and ethnic demographic mismatches in the urban 
setting, components of UTRs, and critiques of the UTR model. From 
those themes, I postulated some potential implications for future poli-
cy, practice, and future research. 
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Urban Teacher Residencies as Context-Specific Training

 Urban classrooms are by definition found in urban locales, so it is 
important to first acknowledge the conflict with the term “urban” itself 
because of hidden and explicit biases that exist and affect the way future 
teachers, particularly White teachers, perceive urban classrooms. The 
term urban has historically been used as a “code for cultural conflict that 
is grounded in racism and economic oppression” (Chou & Touzer, 2008, 
p.1). In dominant American culture, “urban” tends to be used as a short-
hand for high-population-density metropolitan areas, which often have 
more diverse demographics than lower-population-density regions. The 
U.S. Census Bureau (2022) defines an urban area as a “densely devel-
oped territory… defined using measures based on population counts and 
residential population density,” and the National Center for Education 
Statistics (2022) defines large cities as “territory inside an urbanized 
area with a population greater than 250,000”. This history is important 
to note in the conversation about UTRs because of the implications of 
the mismatch between student and teacher demographics, particularly 
in urban school settings. Studies have found that White teachers sub-
consciously tend to perceive students of Color unfavorably, leading to 
inequitable practices in schools such as higher rates of suspension and 
expulsion of students of Color, increased referrals to special education 
for students of Color, and the adoption of more exclusive practices for 
these students once they are placed in a special education setting (Bates 
& Glick, 2013; Boveda et al., 2019; Cormier, 2022; Egalite et al., 2015; 
Gershenson et al., 2021; Voulgarides et al., 2017).
 Kavita and Hammerness (2014) claimed that generic teacher ed-
ucation does not adequately prepare teachers for the urban context. 
Hammerness and Craig (2016) developed a framework highlighting 
the four contextual aspects that matter the most in urban teacher 
preparation. They posit that teacher preparation programs in urban 
areas should include instruction and exposure to (a) the federal and 
state context, referring to relevant policies and legislation, political, 
geographical, and historical factors influencing the immediate commu-
nity; (b) the school district context, or the district-specific regulations, 
mandates, and history; (c) the neighborhood and community context, 
referring to the history, demographics, and culture of the surrounding 
communities; and (d) the school and classroom context, referring to 
the particular teachers and students found in the classroom or school 
community (Hammerness & Craig; 2016).
 Traditional teacher preparation programs prepare candidates to 
work in generic settings that may not be representative of all settings 
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and because of this, they tend to struggle to bridge the gap between 
theory and practice in urban settings that have needs different from 
those introduced in traditional teacher preparation programs (Haber-
man, 1996). The UTR model works to address this gap by viewing all 
affiliated faculty and staff, including course instructors, mentors, site 
directors, and program staff, as teacher educators working together 
toward a common vision of effective teaching (Soloman, 2009). Adding 
to the difficulties of moving from theory to practice, urban communities 
are known to have perceptions of education that are in direct conflict 
with mainstream assumptions and attitudes about schooling, further in-
creasing the need for a change in pedagogical design to prepare teachers 
to serve in this setting (Kavita & Hammerness, 2014; Cormier, 2022). 
Soloman (2009) notes that the UTR has a “responsibility to not only pro-
mote diverse viewpopints and perspectives to residents, but also to pro-
vide mechanisms for the resident to make sense of the viewpoints held 
by the many teacher educators he or she encounters” (p. 482). UTRs 
are designed to pair coursework and professional preparation, embed-
ding extensive clinical practice for an entire school year (Berry et al., 
2008; Solomon, 2009) and provide teacher candidates with a minimum 
of one-year, guided clinical practice and contextual training in the urban 
context. Guided clinical practice occurs with a trained mentor teacher 
inside the specific context of the urban setting where they will likely be 
employed, leading to increased recruitment and retention of teachers of 
Color in urban, high-needs schools (Solomon, 2009).

Challenges of Racial and Ethnic Demographic Mismatch

 A crucial factor impacting urban areas is the mismatch of teacher 
and student racial and ethnic demographics in the United States; in 
short, students tend not to have teachers that look like them (Corm-
ier, 2022; Egalite et al., 2015; Gershenson et al., 2021; Hines et al., 
2021). The racial and ethnic diversity represented in school teachers 
and administrators does not match the diversity found among student 
populations and some first-year teachers report that they do not feel 
prepared to work with diverse student populations in urban schools 
(Carothers et al., 2019; Leavell, 2009). According to the California 
Department of Education (2022), only 21.7% of students in California 
public schools identified as White, whereas 61.2% of teachers identified 
as White, (see Table 1). Additionally, 55.3% of students identified as 
Hispanic or Latino and 5.2% identified as Black or African American, 
while only 21.2% and 3.9% of teachers, respectively, identified as such. 
 When teachers come from different racial and ethnic backgrounds 
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than their students, they tend to perceive students of Color unfavor-
ably in the classroom, leading to increased referrals for unwanted 
behavior, decreased expectations for educational achievement, and a 
disproportionate representation of Black and Brown students in spe-
cial education (Bates & Glick, 2013; Boveda et al., 2019; Egalite et al., 
2015; Gershenson et al., 2021). This has the potential to have signif-
icant impacts on students of Color for several reasons, one of which 
being that student self-efficacy for learning is impacted directly by the 
way teachers interact with them (Gershenson et al., 2021). Teacher 
biases towards students of Color have been found to directly affect a 
student’s level of academic achievement through their grading practic-
es, by imparting their biased expectations into their classroom culture 
and affecting student self-efficacy, and lead to an ultimate underin-
vestment in a student’s education, particularly in communities with 
fewer college graduates (Burgess & Greaves, 2013; Cornwell et al., 
2013; Dee, 2015; Gershenson et al., 2021; Hanna & Linden, 2012; Lavy, 
2008; Mechtenberg, 2009). Gershenson et al. (2021) also indicated that 
“teachers’ stigmatization of information-poor racial minority students 
could create a feedback loop that functions like a self-fulfilling proph-
ecy” (p. 211) and “teachers who stigmatize certain types of students 
may modify how they teach, evaluate, and advise them, again leading 
to poor educational outcomes for stigmatized students.” (p. 212). When 
testing for systematic bias in White teacher expectations of their stu-
dents of Color, Gershenson et al. (2021) found that hidden biases do 
underlie lower expectations for Black and Latino students. Partelow et 

Table 1
Ethnic Distribution of Public School Teachers and Students in California 

Ethnicity    Percentage Percentage
      of Students of Teachers

African American, not Hispanic  5.2  3.9
American Indian or Alaska Native  0.5  0.5
Asian     9.5  5.8
Filipino     2.4  1.5
Hispanic or Latino   55.3  21.1
Pacific Islander    0.4  0.3
White, Not Hispanic   21.7  61.2
Two or more Races, Not Hispanic  4.1  0.9
None Reported    0.9  4.6
Note: These data were compiled from California Department of Education (2022) Eth-
nic Distribution of Public School Students: 2020-2021 data set and California Depart-
ment of Education (2022) Ethnic Distribution of Public School Teachers: 2018-2019.
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al. (2014), however, found that teachers of Color had more positive per-
ceptions of the academic and behavioral performances of their students 
of Color, which higlights differences in how students of Color are per-
ceived differently by White teachers and teachers of Color. This issue 
is exacerbated because teachers of Color leave the teaching profession 
at higher rates than White teachers, (Ingersoll, 2005). 
 In their review of the literature, Voulgarides et al. (2017) found 
several documented instances of the overrepresentation of Black and 
Brown students in special education. Additionally, several recent stud-
ies suggest that the cultural differences between teachers and students 
from differing ethnic groups are to blame for an overrepresentation 
of Black and Brown children identified for special education services 
(Cormier, 2022; Hines et al., 2021; Miles, 2016). One of the identified 
aims of the UTR model is to address educational inequities, such as 
those aforementioned, by diversifying the workforce. 

Components of an Effective UTR

 UTRs integrate teacher preparation coursework with intensive, 
full-year clinical practice with a trained mentor. This type of residency 
program is distinguished from traditional preparation programs be-
cause residents are grouped into cohorts, which allows for the forma-
tion of collaborative learning communities, and their clinical practice 
is more expansive and immersive, allowing for teacher residents get to 
experience the beginning and end of the school year and build relation-
ships within the school community over the course of the year (Ham-
merness et al., 2016). Strong UTRs have ongoing collaboration between 
the IHE and LEAs to train teachers, closely aligning the coursework 
preparation with the strengths and needs of the schools and school 
districts in which they will serve as future educators (Boggess, 2010; 
Solomon, 2009). Berry et al. (2008) identified seven main components 
of an effective UTR: they (a) weave education theory and classroom 
practice together; (b) focus on the resident learning from an experi-
enced mentor teacher; (c) organize teacher candidates into cohorts; (d) 
build effective partnerships between community organizations, LEAs, 
and IHEs; (e) serve the immediate community and school needs; (f) 
continue to support residents after they are hired; and (g) establish ad-
ditional opportunities for the professional growth of veteran teachers.
 Several authors have written about emergent findings from their 
investigations of UTRs. Hammerness et al. (2016) noted that teacher 
candidates who participated in a UTR saw their students as individu-
als, instead of generalizing students based on race or background, and 
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were able to provide individualized support for students. Residents 
in Hammerness et al. (2016)’s study also had exposure to contextu-
al training when they learned about the developmental and histori-
cal contexts of the city and felt prepared to balance the federal and 
state context of their UTR, while simultaneously recognizing its im-
permanence. UTRs have shown promise in retaining graduates in the 
teaching profession as well. Hammerness et al. (2016) found that the 
first cohort of the New York City UTR retained 24 of 31 graduates in 
full-time teaching positions and the second retained 22 of 37 gradu-
ates over two years. DiNapoli (2022) found that 80% of teachers who 
completed their preparation in the San Francisco Teacher Residency 
Program remained in the district 5 years later, compared to only 38% 
retained in other teacher preparation programs. Importantly, when 
teacher candidates are engaged in UTRs, they have been found to be 
less likely to misidentify children of Color, low socioeconomic status, 
and students for whom English is not their first language as needing 
special education services and are more prepared to provide in-class 
solutions to learning barriers (Pugach et al., 2020).

Critiques of UTRs

 The scholarship surrounding UTRs remains general, however, 
some notable critiques exist. Because of the context-specific nature of 
the training in UTRs, some critics question whether programs such 
as this may limit a teacher’s ability to work across different contexts 
(Berry et al., 2008). Additionally, a challenge noted by Hammerness 
and Craig (2016) is the increasing options for public education alterna-
tives in urban areas, such as charter schools and districts. These types 
of programs often have their own approaches to education but serve 
the same context as the public schools, so critics indicate a challenge in 
preparing teacher candidates for all of the educational programs that 
teachers may encounter in their specific urban context. Increasing the 
contextual preparation for teacher candidates implies that mentors, 
program faculty, and program leadership have a robust understanding 
of the four contexts as well and intend to integrate these contextual 
discussions into their curricula. Finally, and most notably, a potential 
barrier to completely understanding the impact of the UTR model is 
the implicit bias that may exist simply by coining a residency program 
as an urban residency program because of the racist and oppressive 
undertones of that word (Chou & Touzer, 2008).
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Implications for Future Policy, Practice, and Research

Self- Study of Educational Context

 First and foremost, in the planning and development process of a 
UTR, LEAs and IHEs should conduct a self-study to identify and eval-
uate areas of need and communicate those with core instructional fac-
ulty to develop strong, relevant goals before implementing a residency. 
They should consider the demographics of their student populations 
and their teacher population to identify racial and ethnic populations 
that are underrepresented in their teaching staff and faculty. They 
should consider adopting a “grow your own” philosophy, providing 
incentives to recruit teacher candidates from within the district and 
community. Candidates such as paraprofessionals, aides, and teach-
ing assistants who already work within the district already have some 
contextual knowledge and/or training and should be viewed as an asset 
to the program. Likewise, parents or other community members that 
have a strong motivation to be involved in the teaching should be con-
sidered as potential recruits for participation in residencies. Addition-
ally, in the development process, IHEs should evaluate their existing 
teacher preparation curricula to uncover any areas of implicit bias and 
to ensure the needs of the LEA are addressed. 

Evaluate the Cultural Relevance of the Curriculum

 Once program goals based on the LEA’s needs have been estab-
lished, program leadership should collaborate to ensure the curriculum 
includes training relevant to all four contexts outlined by Hammer-
ness and Craig (2016): (a) the federal and state context; (b) the school 
district context; (c) the neighborhood and community context; and (d) 
the school and classroom context. Discussion surrounding federal and 
state educational policies should occur in the university-level prepara-
tory coursework, as it typically already is. However, UTRs can specifi-
cally support teacher candidates in understanding the implications of 
these policies at the district- and school-level by including professional 
development and discourse about the meaning and specific execution 
of the implementation of such policies their particular setting. This 
may include, for example, a discussion about student-to-teacher ratios, 
free and reduced lunch policies and rates, the Individuals with Dis-
abilities Education Act (IDEA), or state standardized assessments and 
school- and district- level assessment data, among others. The process 
of contextual training regarding the surrounding neighborhood and 
community context requires extensive historical and cultural knowl-
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edge. UTRs should consider integrating community representatives to 
be guest speakers or consultants for the program. Community repre-
sentatives may include leaders from the local YMCA, spiritual leaders, 
community organizers, local politicians, behavioral service providers, 
and any other available community representatives. School and class-
room contextual training should not only be offered to teacher resi-
dents by their university faculty, but also from their mentor teachers 
and any other district affiliates of the residency. University faculty 
should collaborate with mentor teachers and district affiliates during 
the planning of their courses to include relevant discussions surround-
ing school and district policy. For example, many schools have school- 
or district-wide Positive Behavior Intervention and Support (PBIS) 
programs with unique implementations. This type of contextual train-
ing can include both theoretical instruction from university faculty and 
practical instruction and actual implementation guidelines from men-
tor teachers and district and community leaders. 

Use Culturally Responsive Pedagogy in Teacher Preparation

 To address racial and ethnic inequities and hidden biases, cultur-
ally responsive pedagogy (CRP) should be central to the curriculum de-
velopment and training of teacher candidates. Training future teach-
ers in CRP is one potential way to address inequities and increase 
longevity in the profession; the use of CRP has been shown to reduce 
the chance of othering students from different racial and ethnic back-
grounds and instead considers students’ cultural backgrounds in the 
educational setting (Connor, 2017; Cormier, 2022). In its nature, CRP 
is not a step-by-step approach, and instead is a framework to guide in-
structional practices to facilitate meaningful connections for students 
that go beyond the classroom to a students’ own reality outside of the 
school setting. Ladson-Billings outlined three main criteria defining 
CRP: “(a) students must experience academic success, (b) students 
must develop and/or maintain cultural competency, and (c) students 
must develop a critical consciousness through which they challenge 
the status quo of the current social order,” (Ladson-Billings, 1995, p. 
160). This approach to instruction bridges the cultural norms and so-
cial barriers that influence learning (Gay, 2000). Powell et al. (2016) 
found that CRP positively impacts the academic achievement of cultur-
ally and linguistically diverse students. 
 In 2005, Siwatu established culturally responsive teaching stan-
dards to help guide teachers in developing instruction following the 
CRP framework. These standards fell into four categories: curriculum 
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and instruction, classroom management, student assessment, and 
cultural enrichment (Siwatu, 2005). The curriculum and instruction 
standard requires teachers to make connections between classroom ac-
tivities and a students’ own cultural identity through the development 
of culturally relevant materials and activities which are accommodat-
ed to maximize achievement. Additionally, the standard requires that 
instruction addresses the diverse learning styles and cognition rep-
resented in the student population being served (Siwatu, 2005). The 
classroom management standard requires that teachers create a class-
room climate that is welcoming to all students’ cultural backgrounds 
by creating a sense of belonging, community, and fosters communica-
tion (Siwatu, 2005). The assessment standard requires that any type of 
assessment related to student learning is differentiated and any anal-
ysis of results is evaluated with a lens that acknowledges one’s own 
biases (Siwatu, 2005). 
 Finally, the cultural enrichment standard requires that teachers 
promote a student’s cultural identity while intentionally fostering a 
student’s success (Siwatu, 2005). The standards of CRP lead well into 
the inclusion and differentiation required in a special education set-
ting and increases the equity of access and outcomes for students of 
historically marginalized and often overrepresented groups in special 
education. Chu (2016) utilized a scale to investigate how special edu-
cation teachers perceive their own efficacy in utilizing CRP to teach 
students with disabilities who come from culturally and linguistically 
diverse (CLD) backgrounds. Teachers with high efficacy in CRP were 
more willing to utilize different teaching strategies, share responsi-
bilities for student achievement, and persevere through challenges, 
create meaningful and responsive learning environments, believe that 
all students can learn, hold students to rigorous standards, request 
professional development to respond to needs, and are more willing to 
collaborate with colleagues (Ford et al., 2014; Knoblauch & Hoy, 2008; 
Tschannen-Moran & Hoy, 2001; Ross & Gray, 2006).
 In addition, residents should be trained in the analysis of their own 
implicit biases. Frameworks such as Milner’s (2007) Race, Culture, 
and Researcher Positionality: Working Through Dangers Seen, Unseen, 
and Unforeseen were developed to guide researchers to process racial 
and cultural awareness, consciousness, and positionality and could be 
adapted for teachers and included in the UTR curriculum to support 
the self-analysis of future teachers regarding any biaseses they may 
bring to the table. This may allow for more of an in-depth implementa-
tion of CRP for future teachers engaged in a UTR. Additionally, there 
is a great need for further studies to evaluate how the context-specif-



Katherine Herman 69

Volume 32, Number 1, Spring 2023

ic training in the UTR model may impact a teacher’s self-efficacy for 
implementing inclusive practices, particularly in urban areas, which 
would be insightful for understanding how the UTR addresses mis-
identification for and overrepresentation of Black and Brown students 
in special education.
 Central to all of these recommendations is a strong collaborative 
relationship and contextual goal-setting within residency leadership 
between LEAs and IHEs. The contextual needs of a particular district 
should be used as a roadmap for the development of a strong residency 
in which teachers enter the profession with a toolkit of knowledge and 
skills that will help them begin their careers with adequate prepara-
tion to handle their classroom context. 

Conclusion

 This review synthesizes information from the literature base sur-
rounding how the UTR model leverages context-specific training and 
collaboration between LEAs and IHEs to build a stronger workforce in 
high-needs urban areas throughout the United States. The UTR model 
has the potential to impact student achievement by diversityfing the 
workforce and introducing novice teachers into urban settings that are 
well-versed in CRP and other best practices to reduce inequities of-
ten found in the urban school setting. As described, well-implemented 
UTRs have the potential to weave practical and contextual experience 
with traditional theory-based teacher education while focusing on resi-
dents learning from experienced mentors in a specific context (Berry et 
al., 2008). UTRs support both the new teacher workforce and the vet-
eran teacher workforce and have shown promise positively impacting 
students in high-needs urban areas (Podolsky & Sutcher, 2016). While 
some critics may argue that the UTR model fails to prepare teachers 
for non-urban settings, this has not yet been evaluated with significant 
evidence for further consideration (Berry et al., 2008). For now, the 
benefits of this model far overstep any potential risks: the literature 
clearly suggests that new teachers trained in the UTR model are stron-
ger teachers in the inclusive instructional setting because they are 
more prepared to address learning barriers in the general education 
classroom and less likely to misidentify historically marginalized stu-
dents as needing special education (Berry et al., 2008; Chou & Tozer, 
2008; Hammerness & Craig, 2016; Hammerness et al., 2016; Klein et 
al., 2013; Matsko & Hammerness, 2014; Ricci et al., 2019). The lasting 
impact of using the UTR model to train teachers to work in high-needs 
and culturally diverse urban school so far shows serious promise. 
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