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Abstract 

Teacher residencies have been an ongoing discussion in the educator preparation world for 
nearly a decade. This paper describes a promising practice in program design at a university 
that offers alternative pathways to licensure to meet the demands of school districts, 
especially in economically disadvantaged communities in one region of the United States. 
The one-year residency model was developed to address the teacher shortage in a state with 
growing teacher attrition. Aligned with recent legislation that created a residency license, a 
traditional educator preparation program examined its strengths and incorporated the most 
critical needs for novice teacher success to offer a one-year teacher residency as an 
alternative pathway. The residency model was co-constructed with school district personnel 
and teacher education faculty to focus on the most critical dimensions of teaching that include 
planning, instruction, and assessment. After one year, the feedback from school district 
personnel included high favor for readiness to teach. Residency candidates reported increased 
self-efficacy. The residency program has implications for future research and potential 
replication at other institutions of higher education. 

Keywords: Teacher turnover, Alternative licensure, Teacher retention, Clinical teaching 
practice, Teacher residency 

1. Introduction 

1.1 Teacher Turnover Dilemma 

Unlike most other professions, teacher turnover rates in the United States are more prevalent 
in education, especially among those who teach in schools with the highest needs (Ingersoll 
& Merrill, 2010; Sutcher et al., 2016). It is also a common national trend that the teaching 
force has a significantly large number of teachers with five years of experience or less (Barth, 
et al., 2016). In response to the teacher shortage and greening of the profession, many states 
have enacted policy that allows for school districts to hire inexperienced college graduates 
from a broad range of fields. In turn, non-traditional routes to licensure have become more 
prevalent and popular in the state. This practice has been encouraged by national policy 
groups that recommend states should be flexible to the needs of non-traditional teacher 
candidates in a growing effort to staff classrooms, especially in historically disadvantaged 
communities (National Council on Teacher Quality, 2018). As of 2018, only 25 states allowed 
for flexibility in hiring non-traditional teacher candidates, accounting for only 50% of the 
country (Whitford et al., 2018). 

1.2 Sustaining the Teacher Workforce 

Teacher education programs in the United States are often scrutinized by organizations that 
support multiple pathways, such as the National Council on Teacher Quality (2018). 
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Additionally, university-based teacher education programs are criticized by policy makers for 
lacking relevance and recency in preparing teachers for the demands of the profession (Guha, 
et al., 2017). Consequently, states have extended invitations to alternative licensure 
competitors to prepare teachers faster and cheaper than traditional teacher education 
programs housed at universities (Whitford et al., 2018).  

Universities have long strategized recruitment efforts to attract potential candidates for 
admission into programs, providing a pipeline for their district partners. The ongoing 
challenge, however, is sustaining the teacher workforce for the benefit of students (Ronfeldt, 
et al., 2013). Teacher longevity continues to be problematic in critical content areas and 
hard-to-staff school communities with ongoing teacher turnover, and traditional teacher 
preparation programs struggle to supply the demand for teachers, especially in challenging 
environments that include rural and urban settings (Barth et al., 2016; Sutcher et al., 2016). 
Teacher preparation programs have embraced stronger clinical practice and experiential 
learning by co-constructing with district partners learning for teacher candidates in diverse 
settings, as a strategy to help candidates face the reality of the classroom (NCATE, 2010). 

1.3 Promising Solution 

This article describes a teacher residency program developed by a traditional university 
educator preparation program. While enrollment in traditional preparation routes at the 
targeted institution has continued to increase, the demand for teachers grows exponentially 
beyond the number produced through traditional routes. The program described is a 
post-baccalaureate teacher residency in elementary education designed to meet the needs of 
alternative licensure. Program development has encouraged thinking beyond the traditional 
scope of teacher education to meet the demands of changing workforce needs. 

1.3 Educator Preparation 

Teacher education scholars recognize the importance of theory in content and methods 
courses and also emphasize frequent and meaningful practice in real-world settings, allowing 
candidates to develop the craft of teaching (Batchelor, 2012; Guha & Darling-Hammond, 
2017; Thorpe, 2014). For nearly a decade, teacher education programs have been charged 
with rethinking the ways that teacher candidates are prepared by centering coursework 
around clinical practice (Chen et al., 2017; NCATE, 2010), leading to potential for stronger 
partnerships between schools and universities. The Council for Accreditation of Educator 
Preparation (CAEP, 2020) recommends that effective partnerships demonstrate evidence of 
co-construction of teaching and learning between schools and universities, where candidates 
are embedded in experiences that resemble more clinical models of practice (Davies et al., 
2015). Residency experiences provide candidates with practice in one setting for longer 
periods of time and with deeper connections with a clinical educator (Dee, 2012; Guha & 
Darling-Hammond, 2017). 

Burn and Mutton (2015) completed a comprehensive review of research surrounding clinical 
practice, where pre-service teachers apply knowledge in skills in supervised school settings, 
and made four major claims: (a) clinical experience positively benefits novice teacher 
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learning, integrating theory and practice, which leads to greater self-efficacy; (b) there is a 
positive relationship between clinical preparation and teacher effectiveness; (c) completers of 
programs that include emphasis on greater quality clinical practice increase teacher 
perception of preparedness; and (d) extended clinical experiences with integrated university 
coursework positively impacts long-term teacher retention, effectiveness, and efficacy. These 
findings from the meta-analysis have implications for educator preparation programs and the 
design of clinical practice. 

With 50% of the nation’s states participating in alternative routes for teacher preparation 
(Whitford et al., 2018), traditional methods of training novice teachers may not be the only 
solution. Traditional programs can strategize ways to diversify their approach in a diverse 
market of those interested in pursuing teaching careers. Sass (2015) found in a longitudinal 
study of archival categorical data that alternative licensure teachers possess stronger content 
knowledge than their peers who were prepared from a traditional pathway. Conversely, 
teachers prepared by the traditional pre-service university-based programs tend to be stronger 
in pedagogical methods than their alternative licensure counterparts (Bastian & Marks, 2017; 
Pritchard, 2017). 

The varied retention rates and effectiveness of teachers prepared via alternative routes are 
reported in the research (Henry et al., 2014; Sass, 2015; Whitford, et al., 2018; Zhang & 
Zeller, 2016). Nonetheless, traditional teacher education programs continue to yield criticism 
across the country, especially in political debate. Colleges of education are often criticized for 
organizing coursework around what professors want to teach, rather than what students need 
to learn (Hargreaves & Fullan, 2012). Further, teacher education faculty members’ 
engagement in design or redesign of programs is critical for gaining their commitment to 
preparing teachers ready for classroom challenges (McDiarmid, 2019). As accountability 
standards in the P-12 arena continue to rise, teacher education programs have become more 
regulated, changing the landscape of university-based teacher training (Bohan, 2016). 

1.4 Teacher Residencies 

The National Center for Teacher Residencies (NCTR-2020) described teacher residents as 
practicing novice teachers who work alongside an effective mentor as they also learn 
pedagogy. While teacher residencies build upon the components of typical clinical 
experiences, such as teacher internships, they are designed to mirror the medical model of 
training, where there is intense content built into and around supervised practice (Dennis, 
2016; NCTR, 2020). Washburn-Moses (2017) declared that teacher residencies are the next 
generation in educator preparation. Dennis (2016) outlined major factors of teacher 
residencies that lead to high quality, including the purpose of clinical experiences, redesigned 
coursework and program entry, and university-school partnerships that yield enhanced 
collaboration. Teacher residencies also affirm that learning to teach is developmental and 
does not stop, providing a teacher candidate with immersed experiences in the classroom with 
coinciding pedagogical training (Goodwin et al., 2018). 

Pike and Carli (2020) recommended that educator preparation programs employ teacher 
residencies as a strategy to enhance clinical experiences for candidates. Garcia and Garza 
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(2019) showcased how a teacher residency program can strengthen the teacher pipeline, 
because of the various components of support that include cohort-based education, intentional 
mentoring from an effective educator, and bridge of theory to practice. The connection 
between theory and practice, with practice as the center of learning, is the essence of an 
effective teacher residency model Dennis (2016). Teacher residencies vary in terms of 
organization and support; however, the link between coursework and field work is critical to 
success (Washburn-Moses, 2017). Teacher residencies have pushed beyond the boundaries of 
educator preparation, because of the increased focus on practice has called for non-traditional 
delivery of teacher education, with more emphasis on in-field practice and less weight on 
classroom-based theory (Dennis, 2016; Goodwin et al., 2018).  

1.5 Non-traditional Education 

In a study of college-level faculty who worked with nontraditional students, the faculty held 
very positive beliefs about their students; however, they did very little to make 
accommodations for them, manifesting the public criticism of traditional university education 
(Brinthaupt & Eady, 2014). Kurts et al. (2007) identified the removal of typical college 
obstacles as an important strategy for working with non-traditional teacher education 
candidates who pursued alternative licensure, including sensitivity to their life schedules and 
design around what is relevant to their professional context. Non-traditional adult learners 
benefit more from experiential learning, where they apply theory in practice (Kenner & 
Weinerman, 2019). 

2. Context 

Across the United States, working conditions continue to pose challenges in the recruitment 
and retention of high-quality teachers, especially in historically disadvantaged communities 
that mostly employ the least experienced teachers (Barth et al., 2016). While teacher 
preparation programs have seen a steady increase in enrollment, the demand for teachers, 
specifically in low-wealth schools, continues to rise (University of North Carolina System, 
2020). In a state that eliminated teachers earning financial compensation for completing a 
master’s degree, there is more of a need for quick pathways to licensure to keep up with the 
number of vacancies and attrition. 

2.1 The Teacher Workforce 

The setting for this program is in North Carolina, where more than 10,000 teachers have 
retired since 2010 (North Carolina Department of Public Instruction, 2018). These data 
continue to show the pressing need for teacher recruitment, especially in schools with already 
high teacher turnover. The number of highly-skilled, prepared, and competent teachers 
continues to decrease, leaving students in underserved areas with less access to the quality 
education they deserve. State-level school performance data continue to show that schools 
with the highest percentage of turnover and the highest levels of poverty tend to have the 
teachers with the least amount of experience (North Carolina Department of Public 
Instruction, 2020a). In historically distressed communities, this has posed a dilemma in 
preparing P-12 students to be college and career ready. 
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In 2017, the state’s General Assembly passed Senate Bill 599 (North Carolina General 
Assembly, 2017) to expand providers of educator preparation programs and to change the 
landscape for licensure pathways. This was an attempt to provide additional access for school 
districts to hire teachers without compromising quality preparation. Senate Bill 599 created a 
new category of licensure named as the residency license. The licensure pathway requires 
that educator preparation programs require training and field experiences prior to entering the 
classroom. This article uses clinical practice and field experiences interchangeably. 
Components of the bill include the following: 

 residency license is a one-year license, renewable twice, designed to meet alternative 
licensure; 

 residency lasts for a minimum of one year; 

 candidate must possess a bachelor’s degree; 

 ongoing support must be provided to the candidate throughout the entire residency. 

The bill also stated that educator preparation programs do not have to be housed at 
institutions of higher education; therefore, any provider, public, for-profit, or out-of-state, 
could offer a pathway to licensure. The state’s department of education further defined the 
residency license with criteria for issuance (North Carolina Department of Public Instruction, 
2020b): 

 earned bachelor’s degree; 

 earned 2.7 GPA on the degree; 

 completion of 24 semester hours of coursework in the licensure area or passed a 
content area examination; 

 enrolled in a recognized educator preparation program; 

 offered employment by a Local Education Agency. 

Regardless of pathway, all providers must ensure the same criteria to maintain state program 
approval for licensure of its completers. Whether public, for-profit, or out-of-state, all 
providers must submit plans and outcome data to receive approval from the state to award 
educator licenses. 

2.2 The Targeted Institution 

The residency program described in this paper was developed at one higher education 
institution that partners with nearly 40% of school districts in the state. College-wide 
enrollment is near 29,000 students, 20% of whom are in graduate programs. The university is 
classified as a Carnegie-designated higher research activity institution (Indiana University 
School of Education, 2017). While it resides in a metropolitan area of more than 150,000 
people, the institution serves mostly rural areas of the state. The university is the largest 
producer of teachers in the state’s public higher education system (United States Department 
of Education, 2017). The College of Education employs nearly 200 faculty and staff, serving 
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more than 3,000 students annually. 

The targeted institution offers undergraduate and graduate level degrees in education that 
include elementary, early childhood, middle grades, and secondary education. Students may 
also complete licensure-only programs, which are non-degree seeking. While the targeted 
institution remains the largest producer of traditionally-prepared teachers in the state, its 42 
partnership school districts continue to struggle with staffing the ongoing vacancies due to 
factors that influence rural settings. These include teacher pay, remote geographical areas, 
limited resources, and lack of support. Teacher turnover is higher in this region of the state; 
therefore, the targeted institution is committed to helping the partnership districts meet the 
demand for teachers by offering the residency program as an alternative route for teachers 
seeking licensure. 

2.2 Departmental Action 

The faculty in the Department of Elementary Education and Middle Grades Education 
(ELMID) took the lead for the college to develop a residency program that would align with 
its traditional preparation pathway. The described residency is a post-baccalaureate program 
in elementary education, which continues to surface as a shortage area in the targeted region 
of the state. Completers of residency do not earn a degree; however, they fulfill the 
requirements of licensure. The faculty met with school district representatives to co-construct 
courses that included high-leverage skills teachers need to be successful, in the areas of 
planning, instruction, and assessment, all critical dimensions of edTPA (Pearson, n.d.; 
Stanford Center for Assessment, Learning, and Equity-SCALE, 2017). The purpose for 
edTPA as a required component is because of a comprehensive, statewide study that 
determined predictive validity of candidate performance on edTPA and teacher effectiveness 
during the first years of teaching (Bastian et al., 2018). This predictive validity study drove 
policy in North Carolina that fulfilled the expectations for candidates to demonstrate impact 
on student learning in the settings where they complete their clinical experiences.  

edTPA is a teacher performance assessment, developed by Stanford University, used to assess 
a teacher candidate’s strengths in planning, instruction, and assessment (SCALE, 2016). The 
critical dimensions of teaching include rubric constructs that assess candidate performance in 
planning, instruction, and assessment. The constructs provide a frame by which teacher 
candidates demonstrate evidence along a continuum of proficiency. The constructs, while 
separated by domain, are meant to be intertwined in practice.  

As part of the edTPA portfolio submitted by a candidate, he or she provides applicable 
evidence for an external, nationally-trained evaluator to review, and includes reflective 
commentary to triangulate the critical dimension of teaching. Therefore, a teacher candidate 
may demonstrate knowledge of students in the planning domain, but may also connect that 
with practices in instruction and assessment. Results from edTPA can be used as a mentoring 
tool to guide candidates in identifying strengths and areas for improvement based on aligned 
rubrics, which can carry on into practice after several years of program completion.  

edTPA requires a candidate to submit video evidence, lesson plans, student work, reflective 
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commentary, which is all scored by trained national experts. Successful completion of edTPA 
is a required component of the traditional teacher preparation pathway at the targeted 
institution and also included as a completion requirement for the residency program. Table 1 
showcases the specific rubric constructs aligned with planning, instruction, and assessment. 

 

Table 1. Critical dimensions of teaching and rubric constructs 

Dimension Rubric Constructs Assessed 

Planning 

Planning for content understanding 

Planning for varied student learning needs 

Knowledge of students 

Identifying and supporting language demands 

Planning assessments 

Instruction 

Learning environment 

Engaging students in learning 

Deepening student learning 

Subject-specific pedagogy 

Analyzing teaching effectiveness 

Assessment 

Analysis of student learning 

Providing feedback to students 

Student use of feedback 

Assessing students’ language use 

Using assessment to inform instruction 

 

3. The Residency Program 

The ELMID department subscribes to the idea that effective teachers must be able to 
successfully perform a multitude of teacher performance indicators rather than just knowing 
about content and minimal teaching skills and dispositions (Darling-Hammond & Oakes, 
2019). Although traditional educator preparation programs are challenged to look at the 
number of required credit hours, alternative pathways are even more condensed. Therefore, 
developing the residency program pushed the department to examine how it could maximize 
what teachers needed for immediate application in practice. This would result in a condensed 
offering of courses that focused solely on the highest leverage skills teachers need in planning, 
instruction, and assessment, while providing the structure for them to augment their 
already-demonstrated content knowledge with strong pedagogical training. Individualized 
coaching and mentoring by the residency instructors supplement the need to address the 
contextual considerations of each candidate’s unique setting. 
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An ad hoc, volunteer faculty group in the ELMID department were identified by the 
Department Chair to work on developing the residency curriculum. To begin, it was 
necessary to identify the pedagogical content required to meet licensure and to provide depth 
in the understanding and application of planning, instruction, and assessment. In a traditional 
program, candidates would enroll in methods courses aligned with applicable content areas; 
however, the residency program, due to the time constraints required by Senate Bill 599, 
created a stipulation and limit in the number of courses that could be offered. Candidates 
admitted into the residency program still must meet the content required by the Senate Bill, 
including 24 hours of content or passing the content area licensure exam, to demonstrate 
knowledge of the content in the teaching area. 

3.1 Course Exploration 

Through the college leadership team and department leadership, it was determined that new 
courses were needed to explicitly address the unique needs of residency. While existing 
courses in the ELMID department addressed planning, instruction, and assessment, they were 
ultimately designed for students in the traditional pathway. Creating new courses for the 
residency program not only ensured specific focus on the critical dimensions of teaching 
needed for residency candidates, but also would create a platform for cohorts of teachers and 
the alignment of faculty who would develop and facilitate the delivery of the residency. 
Various strategies were brainstormed to determine if courses would follow the traditional 
university calendar. There was some thought given to a modified schedule, such as shorter 
semesters; however, the ELMID department’s first effort was to align the residency program 
within the traditional semesters to allow time for appropriate teacher development. 

In reviewing Senate Bill 599 and the needs for beginning teachers, the ELMID department 
agreed that, in order to accomplish the residency model in a one-year time frame, five courses 
were needed. This would allow for non-traditional students, who would be working as 
full-time teachers, to undertake the coursework needed and would provide a schedule that 
would match the needs of teachers in the partnership school districts. Four courses would be 
developed and overseen by the ELMID department. Two additional pedagogical courses 
would be developed and provided by the college’s other departments to ensure that residency 
teachers learned how to work with students with disabilities and received appropriate 
instruction in foundations of literacy. The four ELMID courses that addressed planning, 
instruction, and assessment were named:  

1. TCHR 4001, Curriculum, Instruction, and Assessment 

2. TCHR 4003, Classroom Management and Child/Adolescent Development  

3. TCHR 4491, Residency I 

4. TCHR 4992, Residency II 
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3.2 Alignment of Course Objectives 

Faculty members worked to identify existing courses in the traditional program that 
addressed the critical dimensions of planning, instruction, and assessment, and determined 
where holes might need to be filled. A list of existing course objectives mapped what existed 
and to determine where new objectives were needed based on overarching purpose and 
desired content.  

TCHR 4001 includes how to design lesson plans using the format commonly used throughout 
North Carolina. The lesson plan is the basis for how teachers are expected to develop and 
deliver lessons aligned with backward design (Wiggins & McTighe, 2012); this process 
ensures a thorough mapping of how a candidate will elicit higher-order thinking, effective 
questioning, and designing assessments aligned with the goal of the lesson. Table 2 shows the 
alignment of existing objectives and where one new objective was needed to ensure that the 
content and purpose of the residency were addressed for curriculum and standards, but also in 
the area of assessment. 

 

Table 2. TCHR 4001 objectives 

Objective Originating Course 

To understand, analyze, assess, and evaluate teaching-learning 

process through reflection 
Introduction to Education 

Categorize, analyze, and interpret the major goals and objectives of 

the state standards 
Curriculum & Standards 

Identify, explain, and critique different types of state, district, and 

classroom assessments and they inform/drive instructional practice 
Curriculum & Standards 

Design, plan, and evaluate lesson plans based on goals and 

objectives in state standards using the 6-step process 
Learning Theory/Instruction

Create curriculum content, instructional activities, and evaluation 

strategies based on developmental appropriateness, differentiating 

to accommodate diverse individual, family, and sociocultural needs 

Learning Theory/Instruction

Use appropriate technology in planning and implementing 

instruction 
Learning Theory/Instruction

Analyze examples of student work and sets of student data New Objective 

 

TCHR 4003 includes classroom management, intertwined with child and adolescent 
development, where theories are learned and applied in practice. Table 3 shows the alignment 
of existing objectives and the originating course where those objectives are housed needed to 
create TCHR 4003. No new objectives were needed, since existing courses fulfilled the 
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desired outcomes for classroom management as well as child and adolescent development.  

 

Table 3. TCHR 4003 objectives 

Objective Originating Course 

Understand the nature of elementary children and their 

relationship with the teacher, instructional program, and school 

environment 

Introduction to Education 

Apply and utilize theories and principles of learning, 

development and motivation and analyze their implications for 

the planning of individual lessons/activities 

Learning Theory/Instruction 

Apply knowledge of classroom management theories/techniques Classroom Management 

Synthesize classroom management and instructional skills into 

strategies that can be used in classroom situations 
Classroom Management 

 

TCHR 4991 is the Residency I course, the first in the sequence of field work, where the 
candidate plans and delivers lessons to address the unique learning needs of his or her 
classroom. TCHR 4992 is the Residency II course. During Residency II, candidates 
demonstrate a culminating, summative experience of the program. Tables 4 and 5 show the 
alignment of existing objectives and the need for new objectives to meet the purpose and 
content of TCHR 4991 and TCHR 4992. For TCHR 4992, all new objectives were needed to 
fulfill the desired outcomes for the Residency II course. 

 

Table 4. TCHR 4991 objectives 

Objective Originating Course 

Understand the roles of the teacher, including those of 

decision-maker and reflective thinker 
Introduction to Education 

Understand the various components and requirements of the 

program at the university 
Introduction to Education 

Research and identify effective strategies that can be used to reach 

diverse students and their families based on individual classroom 

context 

Classroom Management 

Implement lesson plans based on goals and objectives in the state 

standards using the 6-step lesson plan process 
Learning Theory/Instruction 

Identify assessments within a lesson plan and evaluate their 

effectiveness 
New Objective 
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Table 5. TCHR 4992 objectives 

Objective Originating Course 

Use assessment data to differentiate instruction New Objective 

Modify lessons using assessment data New Objective 

Understand program completion and licensure requirements New Objective 

Design, plan and evaluate lessons based on goals and objectives in 

the state standards, using the 6-step process and peer review 
New Objective 

 

At the conclusion of the formulation of the course objectives mapping, the ELMID faculty 
voted to approve the courses as aligned with existing and newly-created objectives. A team of 
six faculty within the department, as well as a school district representative, volunteered to 
work collaboratively to design the new courses. The task pushed the faculty to think beyond 
the traditional scope of instructional design and delivery. It was necessary to use the mapped 
course objectives to determine how residency candidates would be assessed in a realistic 
manner, while not compromising quality. 

4. Program Design 

While legislation mandated what residency programs should include, the ELMID faculty was 
determined to ensure that quality and rigor superseded compliance. While every teaching 
concept was viewed important, the faculty were committed to focusing on practices that were 
applicable immediately. Since residency was centered around practice, individualized 
coaching and mentoring around strategies were necessary to provide real-time instruction 
based on each candidate’s unique classroom and school context.  

Rather than having one member of the faculty group simply charged with the responsibility 
of creating a course, the seven-member workgroup operated as a think tank to make decisions 
about the scope and sequence of the program. In the traditional program, teacher education 
candidates learn backward design, a concept in planning that starts with the end in mind, 
focused on desired outcomes or objectives that would be met as a result of the planning to get 
there (Wiggins & McTighe, 2012). Given that the course objectives showed alignment with 
existing courses, the workgroup dove deep into the content of the courses where the 
objectives resided. It made practical sense at first to align existing modules with course 
objectives. Staying true to the backward design concept, however, was not that easy. In the 
spirit of backward design, the program described here is presented in reverse sequence, with 
the ultimate goal of successful candidate completion and readiness to teach on without 
clinical supervision upon finishing the program. 

The courses were designed to be offered completely online using the university’s learning 
management system. Courses were structured asynchronously and synchronously to provide 
self-pacing and opportunities for interaction with the instructors and peers. The courses were 
offered during the traditional university semesters, including fall and spring, which were 15 
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weeks long, and two summer sessions, which were each five weeks. The residency program 
was delivered completely online through the university’s learning management system. 
Modules were created by the workgroup to ensure that every course followed the same feel, 
look, and structure. This was to address the non-traditional student’s need to feel successful in 
an online environment. 

4.1 TCHR 4992, Residency II 

Residency II is the culminating course, where candidates complete a summative assessment 
in planning, instruction, and assessment. In order to satisfy completion for Residency II, 
candidates are required to successfully complete edTPA. Therefore, the candidates must be 
able to plan and deliver lessons, submit the delivery of the lessons via video, and reflect upon 
the feedback provided by their Residency II instructor. Feedback provided on lessons 
includes all points of the 6-step process (e.g., Table 2). The Residency II instructor provides 
feedback on lessons with indicators that include student engagement, deepening student 
thinking, student and teacher use of assessment, and supports provided for building academic 
language. This practice mirrors what is required for edTPA, where candidates plan and 
deliver three lesson segments and write commentary that addresses their decision-making and 
reflective skills in planning, instruction, and assessment. 

TCHR 4992 is a heavily-scaffolded course where the candidate applies all of the pedagogical 
knowledge learned throughout the residency in the applicable setting. While each course is 
centered around his or her classroom context, TCHR 4992 provides the opportunity for the 
candidate to put everything together in a complex manner to address all components of 
planning, instruction, and assessment. A key assessment in this course is a peer review of the 
video lesson, where candidates watch each other’s videos and provide feedback based on the 
indicators addressed by the Residency II instructor. This assessment not only helps 
triangulate the feedback provided by the instructor, but it helps to enhance the candidate’s 
understanding of the critical dimensions. 

4.2 TCHR 4991, Residency I 

Residency I was designed as the initial field experience, where candidates apply initial 
understanding of lesson plan development and delivery, submit video-recorded lessons, and 
reflect upon feedback provided by their residency instructor. During Residency I, candidates 
must also apply depth of understanding in the state standards, backward design, and 
developing a lesson plan (e.g., Table 2 outlines components of the lesson plan). Major 
emphasis on the development of the plan is focused on the edTPA rubrics aligned with 
knowledge of students, student engagement, and deepening thinking. The Residency I 
instructor provides feedback to the candidate on these indicators and how they performed 
during their lessons. The candidate works with the Residency I instructor to set goals for 
professional growth, specifically in planning, instruction, and assessment, and the specific 
indicators within those dimensions, such as improving questioning to deepen thinking or 
enhancing the use of visuals to improve student engagement.  

A key assessment in TCHR 4991 is the diversity project. The candidate chooses an academic 
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subgroup, within the context of his or her classroom, to study through a literature review. The 
first component of this assessment is the development of an annotated bibliography that 
highlights key research findings about the chosen academic subgroup. The second component 
is a plan to highlight key instructional strategies, supported by the literature review, that 
would be of benefit for the chosen subgroup. The candidate indicates in the lesson plan, that 
aligns with the video lesson, the strategies he or she incorporated that were supported by the 
literature review. This key assessment is to ensure connection of research to practice and 
understanding how to plan for varied student understanding. 

4.3 TCHR 4003, Classroom Management and Child/Adolescent Development 

The TCHR 4003 course is designed for candidates to examine evidence-based practices in 
effective classroom management, linked with theories and behavioral models. Candidates 
learn how to apply various classroom management techniques based on theories (Snowman 
& McCown, 2012), such as the behaviorist model (Skinner & Watson), assertive discipline 
(Canter), positive discipline (Jones), clear procedures (Wong), and choice theory (Glasser). 
Residency candidates reflect upon models that work best with their students’ stage of 
development and with their style of teaching. They are expected to reflect upon how these 
self-chosen models work and where they need to improve, based upon their classroom 
teaching experience. A key assessment in the TCHR 4003 class is the development of a 
classroom management plan, grounded in theory, that addresses the unique needs of the 
candidate’s students. This requires the candidate to develop a plan based on what he or she 
knows about the students using an assets-oriented approach to the learning environment that 
set the candidate and the students up for success. 

4.4 TCHR 4001, Curriculum, Instruction, and Assessment 

The TCHR 4001 course provides opportunities for candidates to learn about the state 
standards, applicable to the grade level they teach, but also expanding understanding across 
the continuum of the content to ensure knowledge of pre-requisite skills and how building 
content knowledge happens throughout the learning process. Candidates also learn about 
assessment strategies that teachers use, develop assessments that match learning objectives, 
and apply critical analysis of assessments created by others. The TCHR 4001 course 
facilitates a process for the candidate to analyze district- or school-mandated curricula and to 
determine the extent to which those materials align with, or not, the 6-step lesson plan 
process, and backward design. Residency candidates explore and design strategies that elicit 
student engagement and learn about effective questioning, especially questions that yield 
higher-order thinking. 

The TCHR 4001 course also addressed student diverse needs from the candidate’s vantage 
point. For example, a key assessment in the course was for the candidate to map the context 
for learning using the student profiles in his or her classroom. This map included the district 
and school context, community assets, and the cultural interests of the students with whom 
the candidate worked. The assessment facilitates the candidate’s thinking about his or her 
students and how the knowledge of students is a key factor in lesson planning, instruction, 
and assessment.  
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4.5 Residency Supports 

While the coursework described was co-constructed with school district representatives, the 
workgroup believed it was important for the school district representatives to also be the 
instructors for TCHR 4991 and TCHR 4992. Residency instructors had an earned doctoral 
degree, current educator license, and demonstrated impact on student achievement in 
historically disadvantaged schools; the instructors were also practicing district employees. 
The TCHR 4991 and 4992 instructors served as an instructional coach to support the 
candidates in their experiences, while also understanding the scope of the coursework the 
candidates would take. 

The residency instructors were provided with clinical educator training, edTPA training, and 
the use of video to provide feedback to novice teachers. The clinical educator training 
focused on how mentors identify evidence in the classroom, such as lesson plans, student 
behaviors, and teacher behaviors, to serve as coaching conversations for growth. The training 
included cultural competence, adult learning, and stages of teacher development. 

The residency instructors used the GoReact platform to assess candidate delivery of a lesson. 
A 45-minute video of the candidate teaching his or her students was submitted into the 
platform, where the instructor provided time-stamped feedback aligned with the indicators 
associated with planning, instruction, and assessment. Candidates used this platform to watch 
their video and reflect on their performance using the same indicators the faculty used to 
provide feedback. The TCHR 4991 and 4992 instructors used this commentary to assess the 
growth in personal and professional reflection. 

5. Discussion 

5.1 Lessons Learned 

The residency program provided opportunities for the ELMID department to examine its 
traditional coursework more closely. The workgroup recommended to the ELMID department 
that key assessments in existing courses be revised to reflect a more applicable bridge of 
theory to practice. For example, the diversity project assessed in TCHR 4991 was originally 
part of the Curriculum and Standards Course. In the traditional program, teacher candidates 
would choose a diversity interest, study it in the literature, and provide a reflection paper on 
strategies that could address the diversity group. Since TCHR 4991 provided that opportunity 
for candidates to choose a subgroup in a real class where he or she worked and to plan for 
how it would be addressed through lesson plans developed and taught, there was a need to 
shift that assessment in the traditional program. The Learning Theory and Instruction course 
is a place where that could occur, since traditional students complete a practicum experience, 
develop and deliver three lessons, and receive feedback from the university instructor. 

Another lesson learned from the residency program development is that peer review of 
lessons is not only valuable to the candidate to receive feedback from a peer, but valuable to 
the peer providing the feedback. It was noted in evaluating candidates’ peer feedback that 
growth in learning through application was evident. This yielded a higher commitment to 
reflecting upon video evidence, aligned with critical dimensions of teaching, and synthesizing 
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to make meaning of the associated rubric constructs. This was also implemented in the 
Curriculum and Standards course, one of the first courses taken by candidates in the 
traditional pathway. While the video lesson is not a part of the course, reviewing a peer’s 
lesson plan helped candidates in the traditional pathway develop a deeper understanding of 
the 6-step lesson plan process. 

Finally, the residency program provided ELMID faculty with enhanced understanding of 
non-traditional students’ needs. Candidates in the residency program are working 
professionals learning how to teach while also completing college coursework in an online 
environment. Faculty accessibility and immediate, just-in-time feedback is necessary to help 
residency candidates understand what they need to improve their practice. This requires 
faculty to think beyond the scope of office hours, adjusting their availability to meet the 
realistic needs of students. ELMID faculty understand that residency candidates, in particular, 
must be offered flexibility without compromising rigor. This means that, in residency, 
focusing on high-leverage teaching skills, coupled with real-time mentoring, is crucial for 
meaningful understanding of pedagogy and how it applies in real-world settings. School 
district feedback indicated preparedness to teach, and candidate feedback pointed to increased 
self-efficacy. 

5.2 Future Work 

There is a need to study the effectiveness of this one-year residency model using empirical 
measures. Because edTPA scores were not available at the time of this report, a follow-up 
study is needed. Short-term outcomes could be studied to determine the extent to which 
candidates successfully complete edTPA, the extent to which candidates yield satisfactory 
ratings on their teacher evaluations, and the extent to which candidates yield growth in 
student achievement. Long-term outcomes could be studied to determine the retention rates 
of the residency candidates, aligned with research on greater self-efficacy and teacher 
satisfaction. Faculty engagement in data examination from the program is critical for program 
change (McDiarmid, 2019). Therefore, there is a need for program faculty to closely examine 
longitudinal data to study the extent to which the residency program has impact on teacher 
retention, effectiveness, and impact on student achievement, in their respective school or 
district settings. 

5.3 Conclusion 

The residency program is one of several pathways to licensure. While colleges of education 
are often criticized for too much theory and not enough practice, this residency program 
proves potential in designing teacher preparation around meaningful experiences that connect 
theory and practice. This program development also ensured alignment of coursework with 
district needs to meet the unique needs of a diverse workforce. Course work and application 
in practice were supplemented by coaching and mentoring that addressed each candidate’s 
unique needs. Providing alternative pathways, especially in historically disadvantaged 
communities with high turnover, is an effort to strengthen the educator pipeline in 
non-traditional ways. 
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