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EXECUTIVE
SUMMARY
Hope Street Group (HSG) launched the State Teacher Fellows
program in Kentucky in 2013 and has since expanded the
program to Hawaii, North Carolina, Tennessee, and Utah. With
the aim of amplifying teacher voice to inform state and district
policies that impact educators, the program provides training,
tools, resources, and support to cohorts of Teacher Fellows in
each state.
In fall 2018, Utah Teacher Fellows distributed surveys on
equitable access to Utah educators and held 50 focus groups with
221 participants. A total of 5,200 teachers across Utah completed
the survey. Utah Teacher Fellows selected the data collection
topic of equitable access in collaboration with the Utah State
Board of Education (USBE).
This report presents findings from the 12 survey questions and
four focus group questions. An overview of survey and focus
group findings and associated recommendations, organized by
topic area, follows.

i

EQUITABLE ACCESS PREPAREDNESS
FINDINGS:

RECOMMENDATION:

There was variation in teachers’ perceptions of their
preparedness to serve students of different backgrounds
after completing their teacher preparation programs.
Teachers indicated that teacher preparation programs
(81 percent of teachers), districts (80 percent of
teachers), and schools (64 percent of teachers) should
be responsible for training educators on equity issues.



Teachers’ responses suggest that they are more
confident in identifying various student groups—i.e.,
students with disabilities, English learners, students with
low literacy levels, and students who are gifted and
talented—(78–90 percent of teachers, depending on the
student group) than in delivering appropriate instruction
to these groups (63–76 percent of teachers, depending
on the student group).

At the state level, consider ensuring
that teachers know about and can
easily access the equitable access
requirements outlined in Utah’s
ESSA plan. Consider whether it
would be advantageous to provide
teachers with training on what the
access requirements mean for them
as teachers.

Two thirds of teachers are not aware of the equitable
access requirements outlined in Utah’s Every Student
Succeeds Act (ESSA) plan.

EQUITABLE ACCESS PRACTICES
FINDINGS:

RECOMMENDATIONS:

Teachers defined equitable access as equal
opportunities, access, and services across demographic
groups and academic abilities. Fifty-six percent of
teachers reported that their school has a shared vision
of equity, but 35 percent were unsure.



Consider the roles that schools,
teachers, students, principals, and
the state should play in developing
and achieving a shared vision of
equity. Consider the resources and
principal training that would be
necessary to achieve this vision.



Consider whether teachers need
training in how and when equity
should be considered in lesson
planning and assigning homework.
Consider ensuring that teachers
understand the importance of equity
in their instructional practice.



Consider providing professional
development for teachers on
equitable access, implicit bias,
cultural competency, and providing
instruction to several student
subgroups. Consider ensuring that
professional development is high
quality, standards aligned,
collaborative, and job embedded.
Consider offering pre-service teacher
preparation programs that are

Approximately half of teachers intentionally consider
equity issues when creating lesson plans (48 percent of
teachers) and assigning homework (53 percent of
teachers).
Teachers offered several suggestions for meeting
student needs and providing equitable access. These
suggestions pertained to professional development
content and delivery, classroom supports, and teacher
accessibility.
Regarding professional development content,
teachers requested training on (a) equitable access; (b)
implicit bias; (c) cultural competency; and (d) providing
instruction to students with disabilities, students who are
gifted and talented, English learners, and students with
low literacy levels.
For professional development delivery, teachers
requested learning opportunities with direct classroom
applications, including observations, mentoring, and
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collaborative opportunities with other teachers. They
also requested time to plan and implement what they
learn.

focused on diversity, equity, and
inclusion issues.


Consider collecting additional
information to determine why
students with disabilities are not
getting the supports they need.



Consider providing teachers with
training and supports related to
providing instruction to students who
are English learners.

For classroom supports, teachers requested additional
staff to support students and teachers, smaller class
sizes, and greater student access to technology.
Finally, with respect to teacher accessibility, teachers
suggested the importance of educator availability
through multiple communication methods (e.g., phone,
email, in person) and additional time for teacher-student
interaction.
Teachers shared that their school equitably supports
students with disabilities through (a) teacher assistants,
(b) modified assignments, (c) use of Section 504 and
IEP plans, (d) administrator support of teachers, (e)
online teaching methods, (f) separate classes (when
needed), and (g) building accessibility. Some teachers
noted that their school does not provide enough
supports for students with disabilities.
Teachers also described how their school equitably
supports students who are English learners. Many
teachers mentioned that their school provides support
staff, but some teachers commented that their school
lacks equitable supports for English learners or
expressed uncertainty around support availability.
Teachers equitably support English learners by (a)
examining available research on supporting these
students, (b) relying on their previous experiences with
English learners, (c) obtaining state endorsements, and
(d) using various translation services (e.g., other
teachers, students, online systems). Some teachers
suggested that the following would improve supports for
English learners: removal of standards-based grading,
additional training, and support staff.

EQUITABLE ACCESS BELIEFS
FINDINGS:

RECOMMENDATIONS:

Seventy-five percent of teachers agree that teachers
should receive higher compensation for serving in hardto-staff areas. Teachers identified reduced class size (83
percent of teachers), higher compensation (80 percent
of teachers), and location of school (58 percent of
teachers) as attractions. However, teachers were
divided on whether they would transfer to a lowperforming school if given financial compensation.



States and districts undertaking class
size reduction could consider
reducing class size in grades K–3
and focusing such efforts on
disadvantaged students.



States and districts interested in
using pay-based incentives for
teachers to work in low-performing
schools could consider making these
incentives part of a broader strategy
that aims to improve educator
working conditions.
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INTRODUCTION
Hope Street Group (HSG) launched its first
State Teacher Fellows program in Kentucky
in 2013. Since then, the program has
expanded to Hawaii, North Carolina,
Tennessee, and Utah. With the aim of
amplifying teacher voice to inform state and
district policies that impact educators, the
program provides training, tools, resources,
and support to cohorts of Teacher Fellows
in each state.

Fall Data Collection
In fall 2018, Utah Teacher Fellows
(Appendix A) distributed surveys to Utah
educators and collectively held 50 focus
groups on equitable access (Appendix B).
Teacher Fellows hosted focus groups at
their schools and virtually across the state.
A total of 5,200 teachers completed the
survey, and 221 teachers responded to
focus group questions. Respondents
included teachers from all 41 school districts
and several charter schools (Appendix C).

shading for themes noted by a lower
number of respondents.
HSG developed the recommendations. Utah
Teacher Fellows offered feedback on an
initial draft of the recommendations, and
their feedback (Appendix F) was
incorporated into the recommendations that
appear in this report.

Report Layout and Design
HSG is committed to making changes to the
layout and organization of this report to help
the USBE better understand and act on the
data and recommendations. As such, HSG
welcomes feedback on the report from the
USBE. The Utah State Director, along with
national office staff, will promptly attend to
any feedback.

Analysis and Reporting
HSG secured the services of Magnolia
Consulting, located in Charlottesville,
Virginia, to independently analyze survey
and focus group data and to report findings.
HSG and Magnolia Consulting present
figures in the body of the report that pertain
to survey data. These figures highlight
overall survey findings, and Appendix D
presents survey data disaggregated by Title
I status, primary teaching area, and
teaching license route.
In addition to the survey findings, HSG and
Magnolia Consulting developed figures in
the body of the report to highlight the most
common themes referenced by respondents
for each focus group question (Appendix E),
with darker shading for themes noted by a
higher number of respondents and lighter
1
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EQUITABLE ACCESS
PREPAREDNESS

Relevant Survey Findings
Utah teachers reported on their preparedness related to equitable access by rating the extent to
which they felt prepared to serve students of backgrounds different from their own after
completing their teacher preparation program. Using a scale of 1 (not at all prepared) to 5 (very
prepared), 11 percent of teachers chose 5; 27 percent chose 4; 36 percent chose 3; 17 percent
chose 2; and 5 percent chose 1. In addition, 4 percent of teachers noted that they did not attend
a university preparation program, and they therefore did not provide a post-preparation
preparedness rating. In response to a separate question, teachers indicated that teacher
preparation programs (81 percent of teachers), districts (80 percent of teachers), or schools (64
percent of teachers) should be responsible for training educators on equity issues (Survey
Questions 1 and 4).

After completing their teacher
preparation program, teachers
varied in how prepared they felt
to serve students of
backgrounds different from
their own.

I did not attend a university
preparation program.
4%
1- Not at all
prepared
5- Very
5%
prepared
11%
2
17%

%

4
27%

3
36%
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Approximately 80 percent of teachers indicated that teacher preparation
programs or districts should be responsible for training educators on
equity issues.
81%

80%

64%

39%

4%

Teacher preparation programs

Districts

Schools

USBE

Other

In addition, teachers indicated whether they are confident in identifying specific student
subgroups and in delivering appropriate instruction to students in these subgroups. Teacher
ratings varied slightly by subgroup but suggest that teachers are more confident in identifying
these groups of students than in delivering appropriate instruction to them. Specific findings are
as follows: (a) for English learners, 90 percent of teachers are confident in identifying these
students, and 63 percent of teachers are confident in delivering appropriate instruction to them;
(b) for students with disabilities, 90 percent of teachers are confident in identifying these
students, and 73 percent of teachers are confident in delivering appropriate instruction to them;
(c) for students with low literacy levels, 85 percent of teachers are confident in identifying these
students, and 76 percent of teachers are confident in delivering appropriate instruction to them;
and (d) for students who are gifted and talented, 78 percent of teachers are confident in
identifying these students, and 65 percent of teachers are confident in delivering appropriate
instruction to them (Survey Questions 2 and 3).
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Teachers’ responses suggest they are more confident in identifying
various types of students than in delivering appropriate instruction to
them.
I feel confident in identifying the
following types of students in my
classroom

I feel confident I can deliver
appropriate instruction based on
the needs of the following students
English learners
90%

63%
Students with disabilities
90%
73%
Students with low literacy levels
85%
76%
Students who are gifted and talented
78%
65%
I do not feel confident in identifying
these students in my classroom/I do
not feel confident I can deliver
appropriate instruction based on
these students’ needs

2%
6%

Teachers also reported on their awareness of equitable access requirements outlined in Utah’s
Every Student Succeeds Act (ESSA) plan. Specifically, 67 percent of teachers are unaware of
these requirements, and 34 percent are aware (Survey Question 5).

Yes
34%

Two-thirds of teachers are unaware
of the equitable access
requirements outlined in Utah’s
ESSA plan.

%
No
67%
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Summary

There was variation in teacher perceptions regarding the extent to which they felt
prepared to serve students of different backgrounds after completing their
teacher preparation program. Teachers indicated that teacher preparation
programs (81 percent of teachers), districts (80 percent of teachers), and schools
(64 percent of teachers) should be responsible for training educators on equity
issues.
Teachers’ responses suggest that they are more confident in identifying various
student groups in their classrooms—i.e., students with disabilities, English
learners, students with low literacy levels, students who are gifted and talented—
(78–90 percent of teachers, depending on the student group) than in delivering
appropriate instruction to these same student groups (63–76 percent of teachers,
depending on the student group).
Utah’s ESSA plan outlines equitable access requirements, but two thirds of
teachers are not aware of them.

RECOMMENDATIONS
 Given that teachers need to be knowledgeable about the equitable access requirements
outlined in Utah’s ESSA plan, and given that two thirds of teachers are unaware of these
requirements, state-level efforts could ensure that teachers know that the requirements exist
and can easily access them. Consideration could be given to whether it would be
advantageous to provide teachers with training on what the access requirements mean for
them as teachers.
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EQUITABLE ACCESS
PRACTICES

2

Relevant Findings
Teachers also reported on equitable access practices within their schools. Fifty-six percent of
teachers indicated that their school has a shared vision of equity, while 35 percent were unsure,
and 8 percent reported that their school does not have a shared vision (Survey Question 6).

Over half of teachers indicated that
their school has a shared vision of
equity, but 35 percent were unsure.
Unsur
e
35%

%

Yes
56%

No
8%

Teachers also reported on whether they intentionally consider equity issues when creating
lesson plans or assigning homework. Approximately half of teachers intentionally consider
equity issues in these instances. Other teachers sometimes consider equity issues when
creating lesson plans (45 percent) or assigning homework (37 percent; Survey Questions 7 and
8).
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Forty-eight percent of teachers
intentionally consider equity
issues when creating lesson
plans.

No
7%

%

Yes
48%

Sometimes
45%

Fifty-three percent of teachers
intentionally consider equity
issues when assigning
homework.

No
10%

%

Yes
53%

Sometimes
37%

Teachers also indicated what they would like to see their school do differently to better meet the
needs of students. Teachers suggested that schools could provide additional staff to support
students and teachers (67 percent) and provide professional development on providing
instruction to students with disabilities, English learners, students who are gifted and talented,
and students with low literacy levels (60 percent; Survey Question 9).
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Sixty-seven percent of teachers suggested that schools provide
additional staff to support students and teachers, and 60 percent
suggested that schools provide professional development on providing
instruction to different student groups.

67%

60%

40%

39%

29%

23%

6%

Provide additional staff to support
students and teachers
Provide professional development on
providing instruction to students with
disabilities, English learners, students
who are gifted and talented, and
students with low literacy levels
Encourage greater parental
involvement
Provide professional development on
understanding and identifying equity
issues in my classroom
Provide professional development on
identifying students with disabilities,
English learners, students who are
gifted and talented, and students with
low literacy levels
Support me in identifying my own
implicit biases as an educator

Other
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Relevant Focus Group Findings
In focus groups, teachers offered various definitions of equitable access. These included references
to equal opportunities, access, and services across demographic groups and academic abilities.
Instead of offering a definition, many teachers recommended ways to provide equitable access.
These teachers suggested that schools could improve equitable access to technology, support
smaller class sizes, or provide additional supports for students who are English learners. Teachers
also requested training on recognizing their own biases and on supporting students who are English
learners or are in special education. Finally, teachers emphasized the importance of having
accessible educators and providing additional time for teacher-student interaction (Focus Group
Question 1).
Higher

Number of Respondents

Lower

Provide support
for English
learners

Support
smaller class
sizes

Provide
teacher
training

Improve
equitable
access to
technology

Equitable
access
Provide
additional
hours for
teacherstudent
interaction
Equal
opportunity,
access, and
services

Educators
should be
accessible

Support
teachers through
administrative
support and peer
collaboration
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Teachers provided a common definition of equitable access.
DEFINITION: EQUAL OPPORTUNITY, ACCESS, AND SERVICES
Teachers responded that equitable access means equal opportunities, access, and
services for every student. Some teachers elaborated that equitable access is
provided regardless of student demographics (e.g., gender, ethnicity, family
background) or academic ability levels.
“I would define it as all children getting the services and the help that they
need.”
“Every child getting what they need in order to access the learning experience
and to be able [to] expand their knowledge and skill set.”

Many teachers did not provide a definition and instead recommended areas for providing or
improving equitable access.
PROVIDE ADDITIONAL HOURS FOR TEACHER-STUDENT INTERACTION
Teachers suggested that students receive additional opportunities to interact with
teachers during and outside of school to support equitable access.
“At our school, a lot of teachers make themselves available before and after
school and let students to come in during their prep hours.”
“One thing that provides the extra time is doing tutoring labs. Every Tuesday
and Thursday I stay an extra hour for students to stay and get help, use
computers, etc. We get paid for it through Trust Lands money.”

IMPROVE EQUITABLE ACCESS TO TECHNOLOGY
Teachers mentioned that equitable access to technology is lacking for various
reasons (e.g., lack of home Internet access).
“As I’ve been studying equitable access, I’ve thought of the kid who doesn’t
have internet access.”
“There is a presupposition that students have access to technology away from
school but that’s not true here. It’s not equitable if you don’t have internet.”

SUPPORT SMALLER CLASS SIZES
Teachers emphasized the importance of having smaller classes to better attend to
students’ educational needs.
“Smaller class sizes have a lot to do with this.”
“If classroom numbers are too high, that is also not equitable. Every student
deserves your time and attention, and that’s not possible if I have too many
students.”
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PROVIDE SUPPORTS FOR ENGLISH LEARNERS
Teachers suggested providing additional supports for students who are English
learners to improve equitable access.
“The ability to communicate with the teacher, if a student doesn’t speak the
same language as the [teacher] it becomes difficult for student to communicate
with the teacher.”
“Students will be able to understand what their teachers are teaching them.
They would have supports and scaffolding they need, have culturally relevant,
multiple viewpoints, not bias in the curriculum.”

PROVIDE TEACHER TRAINING
Teachers requested training on recognizing implicit bias and on better supporting
student groups (e.g., students with disabilities, English learners) to strengthen
equitable access.
“I don’t think that all teachers treat students equitably. We need to be aware of
our own biases. Our biases impact how we treat our students. Sexual
orientation, personality types, all of these impact a student’s access, or lack of
access, to a teacher.”
“It also means that teachers are trained, certified, and endorsed to teach the
students who are in the class. ELLs should have ELL trained teachers, SPED
should have SPED trained teachers.”

EDUCATORS SHOULD BE ACCESSIBLE
Teachers mentioned that educator availability and accessibility to studentsthrough
email, via phone, or in personsupports schools in providing equitable access.
“Parents and guardians have access to educators via email and telephone.”
“Not limited to just their educators, could also include administrators, they
should have equitable access there as well. Educators shouldn’t pick and
choose who they give their access to. Everyone should have an equal ability to
contact, be heard from, get help from their educators or those who they are
seeking help from.”

SUPPORT TEACHERS THROUGH ADMINISTRATIVE SUPPORT AND PEER
COLLABORATION
Teachers requested support from other school staff in providing equitable access to
students, specifically from administration and colleagues.
“As educators to be fair in all settings, admin support is crucial.”
“I think we should have equal access to a mentor. I wasn’t mentored my first
year that was really rough. Trying to put educators on a common ground where
one isn’t considered more important or less important than another.”
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In focus groups, teachers discussed how their school equitably supports students with
disabilities. Teachers mentioned that their school equitably supports these students through
teacher assistants, modified assignments, use of Section 504 and IEP plans, support from
administration, online teaching methods, and separate classes (when needed). Some teachers
noted that their school does not provide enough supports for students with disabilities (Focus
Group Question 2).
Higher

Number of Respondents

Administrators
support teachers

Teachers
follow Section
504 and IEP
plans

Lower

Students with
disabilities need
more supports
than they are
getting

Supporting
students with
disabilities

Teachers
incorporate
online
teaching

Teachers
modify
assignments

Schools provide
teacher
assistants

Schools
provide
separate
classes
(when needed)

SCHOOLS PROVIDE TEACHER ASSISTANTS
Teachers shared that their schools equitably support students with disabilities by
staffing teacher assistants in classrooms to assist teachers and co-teach lessons.
“Some classes offer a co-teaching model where General Educators and Special
Educators collaborate.”
“We have two teachers that go in to the regular classroom to provide support.
We [also] have instructional assistants that attend classes.”
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TEACHERS MODIFY ASSIGNMENTS
Teachers commented that they modify assignments for students with disabilities to
provide equitable support. For example, teachers mentioned providing extra time for
assignments, modifying their teaching style or materials, or providing alternate ways
for students to demonstrate mastery.
“Our courses allow for modified instruction and assignments for students at
different levels or tiers.”
“Teachers modify assignments or homework to try and help students with
disabilities.”

TEACHERS FOLLOW SECTION 504 AND IEP PLANS
Teachers noted that they follow Section 504 and IEP plans to equitably support
students with disabilities.
“Depending what the disability is, if it’s a 504 or IEP, we are given the
accommodations that it covers, and as teachers we are aware of the
accommodation.”
“We work through the IEP and 504 and find as feasible ways as we can to
support the kid.”

ADMINISTRATORS SUPPORT TEACHERS
Teachers noted that receiving administrator support is important in providing
equitable support to students with disabilities.
“The school has done a great job of getting the information into the hands of
teachers.”
“Our school does a good job in making sure we know who the students [with
disabilities] are. This year they sent out information with names and pictures of
the students and that helped us to identify the students more early on. And then
we just make sure that we’re checking in on those students more often.”

STUDENTS WITH DISABILITIES NEED MORE SUPPORTS THAN THEY ARE
GETTING
Some teachers stated that their school does not provide enough supports to students
with disabilities. For example, teachers noted that more support staff are needed for
these students.
“A lot of these students need a lot of support. Teachers can only do so much.”
“Not behavior students. We truly need more help with kids with behavior and
mental health issues. The school tries but there are not enough resources.”

TEACHERS INCORPORATE ONLINE TEACHING
Teachers mentioned that they use online teaching methods to provide differentiated
instruction and equitable support to students with disabilities.
13

“The virtual platform allows for modifications and accommodations to resources
and assignments to be built seamlessly in. Often the students are not even
aware they are doing anything different from their peers. This way, students are
able to get more exposure to general education curriculum and their same age
peers.”
“Students are able to have social interaction in different forms with the use of
technology which allows them to become more involved and feel more
accepted.”

SCHOOLS PROVIDE SEPARATE CLASSES (WHEN NEEDED)
Teachers commented that their school provides separate classroom instruction for
students with disabilities, when needed, as a means of providing equitable support.
“There are also AC classes that students with disabilities attend separately from
regular ed classes to help them develop skills they need to work on most[,] like
reading and writing, basic math and to help them catch up with their peers.”
“My school has a directed studies class specifically for IEP students who need
extra time with a specialist.”
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Teachers described how their school equitably supports English learners (Focus Group
Question 3). Many teachers mentioned that schools provide support staff for English learners,
but some teachers commented that their school lacks equitable supports for English learners or
expressed uncertainty around the availability of these supports. Teachers also support English
learners by examining available research on supporting these students, relying on their previous
experiences with English learners, obtaining state endorsements, and using various translation
services (e.g., other teachers, students, online systems). Finally, a separate group of teachers
offered recommendations for improving equitable supports for English learners.
Higher

Number of Respondents

Lower

Teachers support
English learners
Districts
and schools
could
improve
supports
for English
learners

Schools
offer
limited
support to
English
learners

Supporting
English
learners

Teachers
use translators
or translating
systems
Schools provide
support staff

SCHOOLS PROVIDE SUPPORT STAFF
Teachers mentioned that schools provide support staff for English learnerssuch as
English learner representatives or liaisons, social workers, a team of English learner–
endorsed teachers, or classroom aidesto assist with equitably supporting English
learners.
“I think we have an awesome [EL] program. The program lead knows the
students, who they are and their levels. He interacts with me and I assume other
teachers really well. He offers support and invites contact. He bends over
backwards to help students be successful. I don’t speak Spanish, but I can find
someone to translate student work into English if students aren’t comfortable in
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English yet. I know what to look for and that helps me even though I don’t speak
Spanish.”
“I have an aide that comes in and works with an ELL student.”

SCHOOLS OFFER LIMITED SUPPORT TO ENGLISH LEARNERS
Some teachers noted that their school does not support English learners or that they
were unaware of supports provided by their school. Some of these teachers described
receiving limited or no support for English learners and requested more supports for
these students. Other teachers were unaware of supports for English learners, often
due to having few or no students requiring these services.
“I actually think we’re lacking. And the reason I say that is I’ve had two students
that were sisters. neither one of them had a bit of English except maybe, hi,
hello, goodbye. But they sat in my class, I didn’t know what to do. I was given the
permission to just give them a grade and have them sit in the class and try to
absorb English by sitting there.”
“We don’t have enough [ELL students] at our school to get the extra support.”

TEACHERS SUPPORT ENGLISH LEARNERS
Teachers described various equitable-support strategies and techniques they use to
support English learners. For example, teachers shared that they educate themselves
with research-based pedagogy for working with English learners, learn and improve
from past experiences in working with English learners, and obtain endorsements to
better serve English learners in their classroom.
“I do some things that are good for [English learners]. Like one of the vocabulary
techniques I learned from my ELL endorsement classes is making study guides
to learn the definitions of words and it involves drawing pictures and such. And
so there are certain things that I’ll still do. I’m actually bringing that back into my
lessons. I kind of went away from it.”
“I don’t have any [ELL students] this year, but in the past it was rough getting
support. There was some support from the district and a little internal support,
but I had to research and use my own expertise.”

DISTRICTS AND SCHOOLS COULD IMPROVE SUPPORTS FOR ENGLISH
LEARNERS
Teachers shared several suggestions to expand and improve equitable supports for
English learners. For example, many teachers mentioned increased trainings for
teachers, additional support staff (e.g., aides, bilingual staff), and the removal of
standards-based grading.
“I wonder if teachers are being provided training and support to help these
students be successful? I don’t have evidence if this is taking place.”
“I really worry about the standards-based grading. I have students who come in
and work their little hearts out and so no matter how hard they work the highest
they will ever get is a two.”
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TEACHERS USE TRANSLATORS OR TRANSLATING SYSTEMS
Teachers shared that they use translators or translating systems to equitably support
English learners. For example, teachers shared that they use bilingual teachers or
students within the school to translate materials for English learners. Some teachers
added that they use in-person or online translator services (e.g., translators for parentteacher conferences, Google Translate).
“We try to accommodate those students with translated text and other students
who can serve as translators—those are the kindest kids who help and support
for no recognition or reward.”
“Two years ago, a student of mine spoke Portuguese, and what I would do, I
would go onto Google Translate and I would simplify my questions and then
have them translated into Portuguese. I mean, it wasn’t a perfect system, but
that was one way that I helped her with some of our lesson materials.”
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During focus groups, teachers shared the types of professional learning experiences they would
like to participate in related to equitable access. Specifically, teachers requested additional
professional learning opportunities on providing accommodations, on equitable access and
implicit bias, and on cultural competency. Teachers also offered suggestions for professional
learning formats and supports. Specifically, teachers noted that professional learning
experiences could be provided through observations, mentoring, and collaborative opportunities
with other teachers. For supports, teachers requested that districts and schools provide
professional learning and equitable access resources with direct applications to the classroom
environment, as well as additional planning and implementation time in the schedule (Focus
Group Question 4).
Higher

Number of Respondents
Provide training
on equitable
access and
implicit bias
Offer
opportunities
for observation
and
mentorship

Provide
more applied
training
opportunities
and
resources

Professional
learning
suggestions

Offer professional
learning on providing
accommodations

Lower

Provide
additional
time in the
schedule

Offer
additional
opportunities
for teachers
to learn from
each other

Provide
cultural
competency
training

OFFER PROFESSIONAL LEARNING ON PROVIDING ACCOMMODATIONS
Teachers commented that they would benefit from equitable access training on
student accommodations. For example, teachers commented that they have multiple
student groups (e.g., gifted students, students with disabilities, English learners) and
requested support in effectively accommodating their varied needs.
“I’m not sure that general teachers need to know all the ins and outs of
disability and ELL groups…but I need to know how to make my classroom
welcome to those students.”
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“How to adapt a lesson and teaching that lesson to many different needs in one
class at the same time.”

PROVIDE MORE APPLIED TRAINING OPPORTUNITIES AND RESOURCES
Teachers requested better training and resources, with a greater focus on classroom
application. These teachers commented that professional development can be too
conceptual, with limited application to their immediate classroom needs.
“I need hands on things that I can use in my classroom. I need concrete, not
just conceptual. It needs to be ongoing, not just a one-shot training… yes,
definitely the whole child, but practical hands on training.”
“There are so many of these professional developments that I have a hard time
applying to my job. It needs to be applicable and be given by someone who
knows what they are talking about.”

OFFER OPPORTUNITIES FOR OBSERVATION AND MENTORSHIP
Teachers requested classroom observation and one-on-one mentorship opportunities
with expert teachers to support their learning around equitable access.
“I want to see something more like mentorship. Someone comes into my
classroom and observes, then can help me with good resources to revise what
I do so I can actually improve my practice.”
“I think some of the best learning experiences in this job is just going and
watching other people do it—hands down. It’s nice to be able to watch people
and ask questions.”

PROVIDE TRAINING ON EQUITABLE ACCESS AND IMPLICIT BIAS
Teachers expressed concerns about their implicit bias or lack of understanding
around equity issues and requested additional professional learning in these areas.
“I would like more help around becoming more aware of implicit bias and what I
need to be aware of to be more open and accepting to all of my students.”
“Learning more about what we might be missing or not aware of, related to
bias, and what we can do to circumvent potentially not being equitable to our
students would be really helpful.”

PROVIDE ADDITIONAL TIME IN THE SCHEDULE
Teachers commented that finding time is challenging. For example, some teachers
expressed a desire to accommodate all students with varied needs but noted that
they do not have enough time for planning or implementation of their professional
learning experiences.
“Learning experiences need to be attached to time to implement. We need time
to build plans.”
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“The biggest concern is always time—even with good training the problem is
time to implement.”

OFFER ADDITIONAL OPPORTUNITIES FOR TEACHERS TO LEARN FROM
EACH OTHER
Teachers requested additional opportunities to discuss issues with and gain insight
from fellow teachers. Some teachers added that the knowledge gained from fellow
teachers is an untapped resource.
“I would like more networking with other teachers to see what they are doing for
group lessons or [what] curriculum and resources they are using to meet the
needs of diverse students.”
“We have a problem with teachers not being viewed as professionals. If you
turn PD on its head like EdCamp does, we can share what we know with each
other. I found a lot of value in that.”

PROVIDE CULTURAL COMPETENCY TRAINING
Teachers suggested that districts and schools could provide cultural competency
training. Some teachers suggested that this training could be specifically tailored to
their school communities.
“I think it is a really good idea to have ALP leads train faculty with multi-cultural
training, not every culture is the same and you need to be aware of these
differences when disciplining students.”
“If we don’t have education and training on what they are experiencing and how
we can provide equitable access, we are inadvertently supporting barriers to
access. We need greater exposure to diversity to understand and provide
support and equity to all students.”
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Summary

In focus groups, teachers defined equitable access as equal opportunities,
access, and services across demographic groups and academic abilities. Fiftysix percent of teachers reported that their school has a shared vision of equity,
but 35 percent were unsure.
Approximately half of teachers intentionally consider equity issues when creating
lesson plans (48 percent of teachers) and assigning homework (53 percent of
teachers).
Teachers offered several suggestions for meeting the needs of students and
providing equitable access, such as professional development content,
professional development delivery, classroom supports, and teacher
accessibility. Regarding professional development content, teachers
requested training on:





equitable access;
implicit bias;
cultural competency; and
providing instruction to students with disabilities, students who are gifted
and talented, English learners, and students with low literacy levels.

For professional development delivery, teachers requested learning
opportunities with direct classroom applications, including observations,
mentoring, and collaborative opportunities with other teachers. They also
requested time to plan and implement what they learn. For classroom supports,
teachers requested additional staff to support students and teachers, smaller
class sizes, and greater student access to technology. Finally, with respect to
teacher accessibility, teachers noted the importance of having educators who
are available through multiple communication methods (e.g., phone, email, in
person) and providing additional time for teacher-student interaction.
Teachers also shared how their school equitably supports students with
disabilities. Teachers mentioned that their school equitably supports these
students through:








in-classroom teacher assistants,
modified assignments,
use of Section 504 and IEP plans,
administrator support of teachers,
online teaching methods,
the provision of separate classes (when needed), and
school building accessibility.
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Some teachers noted that their schools do not provide enough supports for
students with disabilities.
Finally, teachers described how their school equitably supports English learners.
Many teachers mentioned that their school provides support staff, but some
teachers commented that their school lacks equitable supports for English
learners or indicated that they were unaware of support availability. Teachers
mentioned that they support these students by (a) examining available research
on supporting English learners, (b) relying on their previous experiences with
English learners, (c) obtaining state English Learner endorsements, and (d) using
various translation services (e.g., other teachers, other students, online systems).
Teachers suggested that the removal of standards-based grading, additional
training, and additional support staff would improve supports for English learners.

RECOMMENDATIONS
 Given that only 56 percent of teachers reported that their school has a shared vision of
equity, the following questions should be considered:
1. Should schools be required to develop—ideally in conjunction with teachers—a
shared vision of equity? It should be noted that when providing feedback on the
draft recommendations, Teacher Fellows suggested that the state or districts
should develop a shared vision for equity. Fellows also mentioned that including
students in this process might be advantageous.
2. What role do teachers and principals play in ensuring that a shared vision of equity
is being achieved in their school?
3. What resources are necessary for principals and teachers to ensure that a shared
vision of equity is achieved in their school? What role does the state play in
providing those resources or directing school districts to provide them?
Given the role that principals play in developing and advancing a school’s vision, it is
also important to consider whether principals need training in developing and leading
school staff to achieve a shared vision for equity (Rimmer, 2016).
 Given that approximately half of teachers intentionally consider equity issues when creating
lesson plans and assigning homework, it is worth considering whether teachers need
training in how (and when) equity should be considered in lesson planning and assigning
homework. Additionally, teachers should understand the importance of equity in their
instructional practice. The following strategies for ensuring equity in instructional practice
are recommended for teachers:





Acknowledge students and their cultural heritage.
Connect curriculum to what students already know.
Accommodate diverse learning styles; and
Set clear expectations for student learning and behavior (Darling-Hammond &
Friedlaender, 2008; Krasnoff, 2016).
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 It is important to note that teachers requested professional development training on
equitable access; implicit bias; cultural competency; and providing instruction to students
with disabilities, gifted and talented students, English learners, and those with low literacy
levels. Teachers also requested professional development that includes:



learning opportunities with direct classroom applications (including observations,
mentoring, and collaborative opportunities with other teachers) and
time to prepare and implement what they learn.

Ensuring that teachers receive high-quality, standards-aligned professional development is
more likely to yield shifts in student outcomes. Collaborative, job-embedded, standardsdriven professional learning is “the most accessible means educators have to develop the
new knowledge, skills, and practices necessary to better meet the needs of diverse
learners” (Resources for Learning, 2017).
While ensuring that teachers have the training and support they need in this area is
important, there are also implications for teacher candidates, as research indicates that preservice teachers might benefit from preparation that is focused on diversity, equity, and
inclusion issues (Peters, Fragnolia, & Bloom, 2016). Eighty-one percent of survey
respondents support the idea that educator preparation programs should be responsible for
training educators on equity issues. It might be valuable to consider initial licensure
requirements as an opportunity to require that education preparation providers focus on
issues of equity in their preparation of teachers and principals as an additional step toward
ensuring that students benefit from educators who are focused on and working toward
achieving equity for all students. The state could also consider how such requirements could
be included in the program approval process for education preparation providers.
 Findings suggest the need to collect additional information to determine why students with
disabilities are not getting the supports they need. A recent study by the Utah Foundation
found that Utah has the lowest per-pupil federal funding in the country (Utah Foundation,
2018). It also found that “in light of Utah’s low overall per-pupil spending, the challenge of
reaching adequate funding for targeted groups may be more acute” (Utah Foundation,
2018). In their feedback on the draft recommendations, Teacher Fellows also suggested
surveying students to assess their impressions of the supports they receive.
 Teachers would likely benefit from training on providing instruction to English learners.
Educators provided feedback on the kinds of professional development they felt would be
most beneficial:





direct classroom applications (including observations),
mentoring,
collaborative opportunities with other teachers, and
time to prepare and implement what they learn.

In their feedback on the draft recommendations, Teacher Fellows noted that they need
support in this area as well, and respondents provided insight as to the kinds of supports
that they would prefer: (a) additional staff to support students and teachers, (b) smaller class
sizes, and (c) greater student access to technology.
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EQUITABLE ACCESS

3

BELIEFS

Relevant Survey Findings
Teachers shared their perceptions on equitable access in hard-to-staff areas. Seventy-seven
percent of teachers agreed that teachers should receive higher compensation for serving in
hard-to-staff areas, and 23 percent disagreed. However, teachers were divided on whether they
would transfer to a low-performing school if given financial compensation: 53 percent agreed
and 47 percent disagreed with this statement (Survey Questions 10 and 11).

Strongly
disagree
12%
Disagree
11%

%

Strongly
agree
29%

Seventy-seven percent of teachers
agreed that teachers should receive
higher compensation for serving in
hard-to-staff areas.

Agree
48%

.
Strongly
disagree
10%

Disagree
37%

Strongly
agree
15%

Teachers were divided about
whether they would or would not
transfer to a low-performing school
if given financial compensation.

%
Agree
38%
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Finally, teachers indicated which factors would attract them to work at a hard-to-staff school.
The three top responses were reduced class size (83 percent), higher compensation (80
percent), and location of the school (58 percent; Survey Question 12).

Teachers indicated that reduced class size (83 percent) and higher
compensation (80 percent) would attract them to work at a hard-to-staff
school.
83%

80%

58%

41%

32%

25%

12%

Reduced class size

Higher compensation

Location of school
Additional instructional
support via an instructional
coach
Additional professional
development
Opportunities to assume
leadership roles

Other
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Summary

Seventy-seven percent of teachers agreed that teachers should receive
higher compensation for serving in hard-to-staff areas. Teachers identified
reduced class size (83 percent), higher compensation (80 percent), and
location of school (58 percent) as attractions for working in these schools.
However, teachers were divided on whether they would transfer to a lowperforming school if given financial compensation.

RECOMMENDATIONS
 Survey and focus group respondents mentioned smaller class sizes. Reducing class size
has been an approach taken in many contexts over the course over several decades, with
mixed results. Given the mixed results and conflicting findings regarding large-scale class
size reduction efforts, the knowledge base is not there to recommend adopting policies
that aim to reduce class size (Chingos, 2011). Despite the lack of empirical data on the
effectiveness of this strategy, reducing class size is something most educators and
parents support. If the state or a district undertakes class size reduction, it would be
worthwhile to keep in mind that research indicates that reducing class size in grades K–3,
and focusing such efforts on disadvantaged students, is probably more likely to yield
positive results that focusing efforts elsewhere (Chingos, 2011).
 Paying teachers more to teach in low-performing schools is a strategy that has been used
in several contexts, with mixed results. After years of examining different compensationbased programs designed to attract and retain teachers in low-performing schools,
researchers have concluded that rarely is monetary compensation alone enough of an
incentive to encourage teachers to work in a school where performance has been
historically low (Kowal, Hassel, & Ayscue Hassel, 2008). While this approach has worked
in limited instances (and to varying degrees), states and districts interested in using paybased incentives might want to consider making them part of a broader strategy that aims
to improve working conditions for educators (Wheeler & Glennie, 2007).
Educator surveys of working conditions consistently indicate that the factors that most
influence a teacher’s decision to stay or leave a school are:






a trusting atmosphere;
principal leadership;
collaborative colleagues;
facilities; and
resources.
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This is the case even when student and school characteristics are controlled (Johnson,
Kraft, & Papay, 2011). In fact, one study found that teaching and learning conditions are
better predictors of whether a teacher leaves a school than school demographics (Ladd,
2009).
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Appendix A
This appendix lists the Utah Teacher Fellows and their respective
schools and affiliations.

Teacher Fellows
Benjamin Alvord
Clarke N. Johnsen Junior High
School
Marrianne Asay
Highland Elementary School
Bridgette Barrowes
Pacific Heritage Academy
Jacquelyn Eckert
Cedar Ridge Elementary School
Amberlee Ellett
Mountain Heights Academy
Megan Fairbourn
Syracuse Junior High School
Deborah Gatrell
Hunter High School
Kelly Gill
Willow Springs Elementary School

David Horan
Alpine School District

Bridget Varner
Deerfield Elementary School

Michele Jones
Cyprus High School

Denise Wilmore
Valley View Elementary School

Deborah Morgan
South Sevier High School

Amy Merritt Wood
Jordan District Office

Steven Phelps
Lakeview Junior High School

Lynette Yorgason
East High School

Brian Preece
Provo High School
Machelle Rogers
Rosamond Elementary School
Wendy Rush
Utah Virtual Academy
Kristin van Brunt
Viewmont High School
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Appendix B
This appendix provides the Utah survey, focus group, and
demographic questions.
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UT Fall 2018 Survey
Hope Street Group, as an independent nonprofit, is facilitating the collection of data from
teachers in Utah to inform a number of decisions the Utah State Board of Education will make
over the next six to 12 months. All responses are collected anonymously. Your willingness to
respond to these questions is appreciated.
For the purposes of this survey, Equity in education means that personal or social
circumstances such as gender, ethnic origin or family background, are not obstacles to
achieving educational potential and that all individuals reach at least a basic minimum level of
skills.
1) After completing your teacher preparation program, how prepared were you to serve students
of backgrounds different than your own?
( ) 5- Very prepared
()4
()3
()2
( ) 1- Not at all prepared
( ) I did not attend a university preparation program.
2) I feel confident in identifying the following types of students in my classroom: (You may select
more than one response.)
[ ] Students with disabilities
[ ] English learners
[ ] Students who are gifted and talented
[ ] Students with low literacy levels
[ ] I do not feel confident in identifying these students in my classroom.1
3) I feel confident I can deliver appropriate instruction based on the needs of the following
students: (You may select more than one response.)
[ ] Students with disabilities
[ ] English learners
[ ] Students who are gifted and talented
[ ] Students with low literacy levels
[ ] I do not feel confident I can deliver appropriate instruction based on these students’ needs.2
4) Who should be responsible for training educators on equity issues? You may select more
than one response.
[ ] Teacher preparation programs
[ ] Districts
[ ] Schools
[ ] USBE
[ ] Other
5) Are you aware of the equitable access requirements outlined in Utah’s State ESSA plan?
1 This

response option was added after the survey was distributed and was therefore not available to all
respondents.
2 This response option was added after the survey was distributed and was therefore not available to all
respondents.
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( ) Yes
( ) No
6) Is there a shared vision of equity in your school?
( ) Yes
( ) No
( ) Unsure
7) Do you intentionally consider equity issues when creating lesson plans?
( ) Yes
( ) Sometimes
( ) No
8) Do you intentionally consider equity issues when assigning homework?
( ) Yes
( ) Sometimes
( ) No
9) What would you like to see your school do differently to better meet the needs of students in
your buildings? My school could: (You may select more than one response.)
[ ] Provide professional development on identifying students with disabilities, English learners,
students who are gifted and talented, and students with low literacy levels
[ ] Provide professional development on providing instruction to students with disabilities,
English learners, students who are gifted and talented, and students with low literacy levels
[ ] Support me in identifying my own implicit biases as an educator
[ ] Encourage greater parental involvement
[ ] Provide professional development on understanding and identifying equity issues in my
classroom
[ ] Provide additional staff to support students and teachers
[ ] Other
10) I believe teachers should receive higher compensation for serving in hard-to-staff areas.
( ) Strongly disagree
( ) Disagree
( ) Agree
( ) Strongly agree
11) I would transfer to a low-performing school if given financial compensation.
( ) Strongly disagree
( ) Disagree
( ) Agree
( ) Strongly agree
12) What would attract you to work at a hard-to-staff school? You may select more than one
response.
[ ] Higher compensation
[ ] Location of school
[ ] Opportunities to assume leadership roles
[ ] Reduced class size
[ ] Additional instructional support via an instructional coach
[ ] Additional professional development
A4

[ ] Other
13) Which school district do you work in?
( ) Iron
( ) Charter Schools
( ) Alpine
( ) Jordan
( ) Beaver
( ) Juab
( ) Box Elder
( ) Kane
( ) Cache
( ) Logan
( ) Canyons
( ) Millard
( ) Carbon
( ) Morgan
( ) Daggett
( ) Murray
( ) Davis
( ) Nebo
( ) Duchesne
( ) N Sanpete
( ) Emery
( ) N Summit
( ) Garfield
( ) Ogden
( ) Grand
( ) Park City
( ) Granite
( ) Piute

( ) Provo
( ) Rich
( ) Salt Lake
( ) San Juan
( ) Sevier
( ) S Sanpete
( ) S Summit
( ) Tintic
( ) Tooele
( ) Uintah
( ) Wasatch
( ) Washington
( ) Wayne
( ) Weber

14) Are you in a Title I school?
( ) Yes
( ) No
15) What do you primarily teach?
( ) General education grades K-6
( ) General education grades 7-8
( ) General education grades 9-12

( ) Special education grades K-6
( ) Special education grades 7-8
( ) Special education grades 9-12

16) How many years have you been teaching?
( ) Less than 4 years
( ) 4-9 years

( ) 10-14 years
( ) 15 or more years

17) What is your age range?
( ) Less than 30
( ) 30-49

( ) 50-54
( ) 55 or older

18) What is the highest degree you earned?
( ) Bachelor’s Degree
( ) Master’s Degree
( ) Higher than a Master’s Degree
19) How did you obtain a teaching license?
( ) Traditional college/university teacher preparation program
( ) Alternative route
Thank you for completing this survey. Your input is valued. If you have questions or would like
additional information about the State Teacher Fellowship, please
contact: tabithap@hopestreetgroup.org.
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UT Fall 2018 Focus Group Questions
1. How would you define equitable access to educators?
2. How does your school equitably support students with disabilities?
3. How does your school equitably support students who are English Language Learners?
4. What sort of professional learning experiences around equitable access would you like
to participate in?
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Appendix C
This appendix provides demographic data on the Utah survey
respondents, including school Title I status, primary teaching area,
years of teaching experience, age range, highest degree earned,
teaching license route, and school district.
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Are you in a Title I school? (n = 5,200)
Yes
38%

No
62%

What do you primarily teach? (n = 5,200)
General education grades K–6

Special education grades K–6

General education grades 7–8

Special education grades 7–8

General education grades 9–12

Special education grades 9–12

41%

16%

5%

30%

5%
2%

How many years have you been teaching? (n = 5,200)
Less
than 4
years
16%

4–9 years
25%

10–14 years
19%

15 or more
years
40%

What is the highest degree you earned? (n = 5,200)
Higher than a Master's Degree
9%
Bachelor's
Degree
50%

Master's
Degree
41%

What is your age range? (n = 5,200)
Less
than 30
13%

30–49
54%

50–54
13%

55 or older
21%

How did you obtain a teaching license? (n = 5,200)
Traditional
college/university teacher
preparation program
87%

Alternative
route
13%
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Which school district do you work in? (n = 5,200)

Source: https://stem.utah.gov/utah-legislator-cards/

Charter schools
754 ▪ 14.5%
Alpine
386 ▪ 7.4%
Beaver
21 ▪ 0.4%
Box Elder
144 ▪ 2.8%
Cache
99 ▪ 1.9%
Canyons
66 ▪ 1.3%
Carbon
68 ▪ 1.3%
Daggett
8 ▪ 0.2%
Davis
464 ▪ 8.9%

Duchesne
36 ▪ 0.7%
Emery
18 ▪ 0.3%
Garfield
7 ▪ 0.1%
Grand
18 ▪ 0.3%
Granite
502 ▪ 9.7%
Iron
178 ▪ 3.4%
Jordan
453 ▪ 8.7%
Juab
37 ▪ 0.7%
Kane
17 ▪ 0.3%

Logan
19 ▪ 0.4%
Millard
19 ▪ 0.4%
Morgan
33 ▪ 0.6%
Murray
157 ▪ 3.0%
Nebo
151 ▪ 2.9%
N Sanpete
8 ▪ 0.2%
N Summit
20 ▪ 0.4%
Ogden
20 ▪ 0.4%
Park City
25 ▪ 0.5%

Piute
13 ▪ 0.3%
Provo
204 ▪ 3.9%
Rich
11 ▪ 0.2%
Salt Lake
131 ▪ 2.5%
San Juan
37 ▪ 0.7%
Sevier
153 ▪ 2.9%
S Sanpete
60 ▪ 1.2%
S Summit
25 ▪ 0.5%
Tintic
11 ▪ 0.2%

Tooele
38 ▪ 0.7%
Uintah
25 ▪ 0.5%
Wasatch
29 ▪ 0.6%
Washington
578 ▪ 11.1%
Wayne
10 ▪ 0.2%
Weber
147 ▪ 2.8%
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Appendix D
This appendix provides the survey findings, disaggregated by Title
I status, primary teaching area, and teaching license route.
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Q1

After completing your teacher preparation
program, how prepared were you to serve
students of backgrounds different than your own?

5 - Very prepared
4
3

5%4%

2

11%

1 - Not at all prepared

17%

I did not attend a
university preparation
program.

%

27%

36%

Aggregated (n = 5,200)

4%

4%

6%

13%

16%

3%
11%

17%

%
34%

Title I school (n = 2,000)

29%

%

26%

37%

Non-Title I school (n = 3,200)
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Q1

After completing your teacher preparation
program, how prepared were you to serve
students of backgrounds different than your own?

5 - Very prepared
4

5% 4%
11%

3

17%

%

2
1 - Not at all prepared
I did not attend a
university preparation
program.

27%

36%

Aggregated (n = 5,200)
3%
5%

4%
5%

10%

16%

4%
5%

12%

11%

17%

19%

%
37%

36%

34%

General education grades
K–6 (n = 2,106)
4%

General education grades
7–8 (n = 852)

4%

4%
4%

13%

17%
13%

14%

12%

22%

%

General education grades
9–12 (n = 1,582)

3%

2%

26%

%

%

26%

32%

34%

33%
34%

Special education grades K–
6 (n = 266)

Special education grades 7–
8 (n = 125)

Special education grades 9–
12 (n = 269)
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Q1

After completing your teacher preparation
program, how prepared were you to serve
students of backgrounds different than your own?

5 - Very prepared
4

5%4%

3
2

11%

17%

1 - Not at all prepared

%

I did not attend a
university preparation
program.

27%

36%

Aggregated (n = 5,200)

1%
5%
11%

14%

21%

18%

3%

%

28%

37%

Traditional college/university teacher
preparation program (n = 4,537)

11%

%

24%

26%

Alternative route (n = 663)
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Q2

I feel confident in identifying the following types
of students in my classroom: (You may select
more than one response.)

Students with
disabilities
92%

English learners
87%

Students who are
gifted and talented

77%
83%

Students with low
literacy levels

2%

I do not feel confident
in identifying these
students in my
classroom.

Aggregated (n = 5,200)

90%

91%

89%

90%

79%

78%

87%
2%

Title I school (n = 2,000)

84%
1%

Non-Title I school (n = 3,200)
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Q2

I feel confident in identifying the following types
of students in my classroom: (You may select
more than one response.)

Students with
disabilities
92%

English learners

87%

Students who are
gifted and talented

77%

Students with low
literacy levels

83%
2%

I do not feel confident
in identifying these
students in my
classroom.

Aggregated (n = 5,200)

90%

90%

92%

79%

95%

77%
2%

General education grades
K–6 (n = 2,106)

89%

88%

82%

1%

88%

80%
74%
2%

General education grades
7–8 (n = 852)

98%

General education grades
9–12 (n = 1,582)

98%

86%

96%

90%

58%

58%
90%

85%
59%

97%

85%

1%

Special education grades K–
6 (n = 266)

Special education grades 7–
8 (n = 125)

Special education grades 9–
12 (n = 269)

A15

Q2

I feel confident in identifying the following types
of students in my classroom: (You may select
more than one response.)

Students with
disabilities
English learners
Students who are
gifted and talented

92%
87%

Students with low
literacy levels

77%
83%

I do not feel confident
in identifying these
students in my
classroom.

2%

Aggregated (n = 5,200)

90%

92%

90%

87%

78%

77%

86%
1%

Traditional college/university teacher
preparation program (n = 4,537)

83%
2%

Alternative route (n = 663)
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Q3

I feel confident I can deliver appropriate instruction
based on the needs of the following students: (You
may select more than one response.)

Students with
disabilities

73%

English learners

58%

Students who are
gifted and talented

63%
70%

Students with low
literacy levels

7%

I do not feel confident
I can deliver
appropriate
instruction based on
these students’
needs.

Aggregated (n = 5,200)

72%

74%

65%

61%

64%

65%
78%

5%

Title I school (n = 2,000)

74%
5%

Non-Title I school (n = 3,200)
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Q3

I feel confident I can deliver appropriate instruction
based on the needs of the following students: (You
may select more than one response.)

Students with
disabilities

73%

English learners

58%

Students who are
gifted and talented

63%
70%

Students with low
literacy levels

7%

I do not feel confident
I can deliver
appropriate
instruction based on
these students’
needs.

Aggregated (n = 5,200)

64%

73%

73%
55%

66%
86%
4%

69%

69%

67%

67%

6%

General education grades
K–6 (n = 2,106)

6%

General education grades
7–8 (n = 852)

93%

General education grades
9–12 (n = 1,582)

94%

61%

91%

61%

36%

61%

34%
82%

2%

Special education grades K–
6 (n = 266)

45%
87%

3%

Special education grades 7–
8 (n = 125)

78%
3%

Special education grades 9–
12 (n = 269)
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Q3

I feel confident I can deliver appropriate instruction
based on the needs of the following students: (You
may select more than one response.)

Students with
disabilities
73%

English learners
58%

Students who are
gifted and talented

63%

Students with low
literacy levels

70%
7%

I do not feel confident
I can deliver
appropriate
instruction based on
these students’
needs.

Aggregated (n = 5,200)
73%

73%

64%

58%

65%

63%
76%

4%

Traditional college/university teacher
preparation program (n = 4,537)

70%
7%

Alternative route (n = 663)
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Q4

Who should be responsible for training
educators on equity issues? You may select
more than one response.

Teacher preparation
programs

81%

Districts

80%

Schools

64%

USBE

39%

Other

4%

Aggregated (n = 5,200)

82%

81%

79%

81%

66%

62%

40%
5%

Title I school (n = 2,000)

38%
4%

Non-Title I school (n = 3,200)
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Q4

Who should be responsible for training
educators on equity issues? You may select
more than one response.

Teacher preparation
programs

81%

Districts

80%

Schools

64%
39%

USBE
4%

Other

Aggregated (n = 5,200)

81%

83%

80%

82%

79%

78%

62%

66%

39%

66%

39%

4%

35%

4%

General education grades
K–6 (n = 2,106)

5%

General education grades
7–8 (n = 852)

General education grades
–12 (n = 1,582)

84%

82%

83%

84%

82%

80%

57%

54%

42%
1%

Special education grades K–
6 (n = 266)

64%

47%
2%

Special education grades 7–
8 (n = 125)

43%
3%

pecial education grades 9–
2 (n = 269)
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Q4

Who should be responsible for training
educators on equity issues? You may select
more than one response.

Teacher preparation
programs
81%

Districts

80%

Schools
64%

USBE
39%

Other
4%

Aggregated (n = 5,200)

83%

73%

81%

75%

63%

68%

38%
4%

Traditional college/university teacher
preparation program (n = 4,537)

42%
6%

Alternative route (n = 663)
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Q5

Are you aware of the equitable access
requirements outlined in Utah’s State ESSA plan?

Yes
No

34%

%
67%

Aggregated (n = 5,200)

33%

34%

%
67%

Title I school (n = 2,000)

%
66%

Non-Title I school (n = 3,200)
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Q5

Are you aware of the equitable access
requirements outlined in Utah’s State ESSA plan?

Yes
No
34%

67%

%

Aggregated (n = 5,200)

32%

68%

%

65%

General education grades
K–6 (n = 2,106)

%

%

General education grades
9–12 (n = 1,582)

32%

34%

%
Special education grades K–
6 (n = 266)

65%

General education grades
7–8 (n = 852)

27%

73%

35%

35%

%
68%

Special education grades 7–
8 (n = 125)

66%

%

Special education grades 9–
12 (n = 269)

A24

Q5

Are you aware of the equitable access
requirements outlined in Utah’s State ESSA plan?

Yes
No

34%

%
67%

Aggregated (n = 5,200)

33%

36%

%
67%

Traditional college/university teacher
preparation program (n = 4,537)

%
64%

Alternative route (n = 663)
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Q6

Is there a shared vision of equity in your
school?

Yes
No
Unsure

35%

%

56%

8%

Aggregated (n = 5,200)

31%
38%

%

%

60%

54%

9%
8%

Title I school (n = 2,000)

Non-Title I school (n = 3,200)
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Q6

Is there a shared vision of equity in your
school?

Yes
No
Unsure

35%

%

56%

8%

Aggregated (n = 5,200)

35%

38%
54%

8%

General education grades
K–6 (n = 2,106)

7%

General education grades
7–8 (n = 852)

58%
8%

Special education grades K–
6 (n = 266)

%
9%

General education grades
9–12 (n = 1,582)

26%

34%

%

30%

58%

%

15%

Special education grades 7–
8 (n = 125)

37%

12%

Special education grades 9–
12 (n = 269)
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Q6

Is there a shared vision of equity in your
school?

Yes
No
Unsure

35%

%

56%

8%

Aggregated (n = 5,200)

32%

36%
56%

%

60%

%
8%

8%

Traditional college/university teacher
preparation program (n = 4,537)

Alternative route (n = 663)
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Q7

Do you intentionally consider equity issues
when creating lesson plans?

Yes
Sometimes

7%

No

45%

%

48%

Aggregated (n = 5,200)

6%

42%

%

Title I school (n = 2,000)

7%

52%
48%

%

45%

Non-Title I school (n = 3,200)
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Q7

Do you intentionally consider equity issues
when creating lesson plans?

Yes
Sometimes

7%

No
45%

%

48%

Aggregated (n = 5,200)

6%

45%

%

7%

%

49%

General education grades
K–6 (n = 2,106)

%

42%

General education grades
7–8 (n = 852)

%

7%

34%
36%
59%

Special education grades K–
6 (n = 266)

44%

General education grades
9–12 (n = 1,582)

2%

8%

33%

8%

64%

Special education grades 7–
8 (n = 125)

%

57%

Special education grades 9–
12 (n = 269)
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Q7

Do you intentionally consider equity issues
when creating lesson plans?

Yes
Sometimes

7%

No

45%

%

48%

Aggregated (n = 5,200)

7%

46%

%

8%

47%

Traditional college/university teacher
preparation program (n = 4,537)

37%

%

55%

Alternative route (n = 663)
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Q8

Do you intentionally consider equity issues
when assigning homework?

Yes
Sometimes

10%

No

37%

%

53%

Aggregated (n = 5,200)

10%

35%

%

Title I school (n = 2,000)

10%

55%

39%

%

51%

Non-Title I school (n = 3,200)
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Q8

Do you intentionally consider equity issues
when assigning homework?

Yes
Sometimes
10%
No

37%

%

53%

Aggregated (n = 5,200)

9%

10%

36%

%

54%

General education grades
K–6 (n = 2,106)

38%

%

%

53%

General education grades
7–8 (n = 852)

35%
61%

Special education grades K–
6 (n = 266)

%

48%

General education grades
9–12 (n = 1,582)

7%

16%

23%

%

11%

12%

58%

Special education grades 7–
8 (n = 125)

35%

%

53%

Special education grades 9–
12 (n = 269)
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Q8

Do you intentionally consider equity issues
when assigning homework?

Yes

10%

Sometimes
No

37%

%

53%

Aggregated (n = 5,200)

8%

10%

38%

%

52%

Traditional college/university teacher
preparation program (n = 4,537)

37%

%

55%

Alternative route (n = 663)
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Q9

What would you like to see your school do
differently to better meet the needs of students
in your buildings? My school could: (You may
select more than one response.)

Provide professional
development on
identifying children with
disabilities, English
learners, students who
are gifted and talented,
and students with low
literacy levels

29%
60%
23%
40%

Provide professional
development on
providing instruction to
children with disabilities,
English learners,
students who are gifted
and talented, and
students with low
literacy levels

39%
67%
6%

Aggregated (n = 5,200)

Support me in identifying
my own implicit biases
as an educator
30%

29%

Encourage greater
parental involvement

59%

61%

25%

Provide professional
development on
understanding and
identifying equity issues
in my classroom

22%
43%

38%

38%

40%
67%

Provide additional staff
to support students and
teachers

6%

67%
5%

Other

Title I school (n = 2,000)

Non-Title I school (n = 3,200)
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Q9

What would you like to see your school do
differently to better meet the needs of students
in your buildings? My school could: (You may
select more than one response.)

Provide professional
development on
identifying children with
disabilities, English
learners, students who
are gifted and talented,
and students with low
literacy levels

29%
60%
23%
40%
39%

Provide professional
development on
providing instruction to
children with disabilities,
English learners,
students who are gifted
and talented, and
students with low
literacy levels

67%
6%

Aggregated (n = 5,200)

25%

Support me in identifying
my own implicit biases
as an educator

Provide additional staff
to support students and
teachers

32%

57%

65%

20%

26%

40%

34%

42%

43%
72%

6%

44%
65%

5%

General education grades
K–6 (n = 2,106)

Other

61%

30%
39%

Encourage greater
parental involvement
Provide professional
development on
understanding and
identifying equity issues
in my classroom

29%

62%
5%

General education grades
–8 (n = 852)

39%

General education grades
9–12 (n = 1,582)

29%
59%

36%
69%

21%

63%

14%
36%

20%
37%

42%

41%

34%
65%

4%

Special education grades K–
6 (n = 266)

44%
63%

5%

pecial education grades 7–
(n = 125)

63%
9%

Special education grades 9–
12 (n = 269)
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Q9

What would you like to see your school do
differently to better meet the needs of students
in your buildings? My school could: (You may
select more than one response.)

Provide professional
development on
identifying children with
disabilities, English
learners, students who
are gifted and talented,
and students with low
literacy levels

29%
60%
23%
40%

Provide professional
development on
providing instruction to
children with disabilities,
English learners,
students who are gifted
and talented, and
students with low
literacy levels

39%
67%
6%

Aggregated (n = 5,200)

Support me in identifying
my own implicit biases
as an educator
29%

Encourage greater
parental involvement

31%
61%

59%

23%

Provide professional
development on
understanding and
identifying equity issues
in my classroom

23%
40%

39%

40%

38%
68%

Provide additional staff
to support students and
teachers

5%

62%
7%

Other

Traditional college/university teacher
preparation program (n = 4,537)

Alternative route (n = 663)
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Q10

I believe teachers should receive higher
compensation for serving in hard-to-staff areas.

Strongly agree
Agree

12%

Disagree

29%

11%

Strongly disagree

%
48%

Aggregated (n = 5,200)

12%

13%

25%
7%

35%

%
44%

Title I school (n = 2,000)

13%

%
50%

Non-Title I school (n = 3,200)

A38

Q10

I believe teachers should receive higher
compensation for serving in hard-to-staff areas.

Strongly agree
Agree
12%
Disagree

29%

11%

%

Strongly disagree

48%

Aggregated (n = 5,200)

13%
11%

11%

12%
28%

27%
12%

27%

12%

%
49%

General education grades
K–6 (n = 2,106)

12%
4%

%

50%

49%

General education grades
7–8 (n = 852)

General education grades
9–12 (n = 1,582)

14%
6%

16%
4%

38%

45%

39%

34%
41%

Special education grades K–
6 (n = 266)

Special education grades 7–
8 (n = 125)

Special education grades 9–
12 (n = 269)
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Q10

I believe teachers should receive higher
compensation for serving in hard-to-staff areas.

Strongly agree
Agree

12%

Disagree
Strongly disagree

29%

11%

%
48%

Aggregated (n = 5,200)

12%

14%
28%

11%

7%

36%

%
49%

Traditional college/university teacher
preparation program (n = 4,537)

%
43%

Alternative route (n = 663)

A40

Q11

I would transfer to a low-performing school if
given financial compensation.

Strongly agree
Agree

10%

Disagree

15%

Strongly disagree

37%

%
38%

Aggregated (n = 5,200)

8%

29%

11%

21%

%

11%

%
42%

36%

42%

Title I school (n = 2,000)

Non-Title I school (n = 3,200)
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Q11

I would transfer to a low-performing school if
given financial compensation.

Strongly agree
Agree

10%

15%

Disagree
Strongly disagree
37%

%
38%

Aggregated (n = 5,200)

10%

37%

10% 12%

11% 13%

15%

%

%

40%

%
38%

38%

General education grades
K–6 (n = 2,106)

General education grades
7–8 (n = 852)

General education grades
9–12 (n = 1,582)

3%

8%

10%
25%

26%

%
47%

Special education grades K–
6 (n = 266)

35%

%

32%

18%

%
41%

37%

Special education grades 7–
8 (n = 125)

Special education grades 9–
12 (n = 269)
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Q11

I would transfer to a low-performing school if
given financial compensation.

Strongly agree
Agree

12%

Disagree

29%

11%

Strongly disagree

%
48%

Aggregated (n = 5,200)

10%

38%

10%

14%

%

29%

18%

%

38%
43%

Traditional college/university teacher
preparation program (n = 4,537)

Alternative route (n = 663)
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Q12

What would attract you to work at a hard-tostaff school? You may select more than one
response.

Higher compensation
Location of school
80%

Opportunities to
assume leadership
roles

58%
25%

Reduced class size

83%
41%

Additional
instructional support
via an instructional
coach

32%
12%

Additional
professional
development

Aggregated (n = 5,200)

Other
83%

77%

58%

59%

29%

23%
83%

83%

44%

40%

36%
11%

Title I school (n = 2,000)

30%
12%

Non-Title I school (n = 3,200)
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Q12

What would attract you to work at a hard-tostaff school? You may select more than one
response.

Higher compensation
Location of school

80%
58%

Opportunities to
assume leadership
roles

25%
83%
41%

Reduced class size

32%

Additional
instructional support
via an instructional
coach

12%

Aggregated (n = 5,200)
Additional
professional
development
79%

Other

80%

56%

78%

60%

25%

60%

24%

25%

88%

81%

46%

80%

40%

33%

35%

30%

12%

29%

13%

General education grades
K–6 (n = 2,106)

12%

General education grades
7–8 (n = 852)

87%

General education grades
9–12 (n = 1,582)

85%

55%

83%

58%

26%

61%

34%
80%
46%

Special education grades K–
6 (n = 266)

74%

39%

39%
9%

30%
85%
34%

39%
7%

Special education grades 7–
8 (n = 125)

33%
11%

Special education grades 9–
12 (n = 269)
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Q12

What would attract you to work at a hard-tostaff school? You may select more than one
response.

Higher compensation
Location of school

80%

Opportunities to
assume leadership
roles

58%
25%
83%

Reduced class size
41%

Additional
instructional support
via an instructional
coach

32%
12%

Additional
professional
development

Aggregated (n = 5,200)

Other
79%

81%

59%

56%

25%

29%
84%

80%

41%

42%

31%
12%

Traditional college/university teacher
preparation program (n = 4,537)

36%
12%

Alternative route (n = 663)
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1) After completing your teacher preparation program, how prepared were you to serve students
of backgrounds different than your own?
Table D1
5 - Very prepared
4
3
2
1 - Not at all prepared
I did not attend a university
preparation program.
Total

n
590
1,418
1,862
874
267

%
11%
27%
36%
17%
5%

189

4%

5,200

100%

2) I feel confident in identifying the following types of students in my classroom: (You may select
more than one response.)
Table D2

Students with disabilities
English learners
Students who are gifted and
talented
Students with low literacy levels
I do not feel confident in
identifying these students in my
classroom.3

Unchecked
%
n
507
10%

Checked
%
n
4,693
90%

541

10%

4,659

90%

1,147

22%

4,053

78%

770

15%

4,430

85%

4,456

98%

77

2%

3) I feel confident I can deliver appropriate instruction based on the needs of the following
students: (You may select more than one response.)
Table D3

Students with disabilities
English learners
Students who are gifted and
talented
Students with low literacy levels
I do not feel confident I can
deliver appropriate instruction
based on these students’ needs.4

Unchecked
%
n
1,415
27%

Checked
%
n
3,785
73%

1,932

37%

3,268

63%

1,825

35%

3,375

65%

1,269

24%

3,931

76%

4,280

94%

253

6%

3 This

response option was added after the survey was distributed. The totals and percentages reflect the
number of teachers who saw this response option (n = 4,533).
4 This response option was added after the survey was distributed. The totals and percentages reflect the
number of teachers who saw this response option (n = 4,533).
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4) Who should be responsible for training educators on equity issues? You may select more
than one response.
Table D4

Teacher preparation programs
Districts
Schools
USBE
Other

Unchecked
n
%
969
19%
1,024
20%
1,890
36%
3,197
62%
4,970
96%

Checked
n
%
4,231
81%
4,176
80%
3,310
64%
2,003
39%
230
4%

5) Are you aware of the equitable access requirements outlined in Utah’s State ESSA plan?
Table D5
Yes
No
Total

n
1,742
3,458
5,200

%
34%
67%
100%

6) Is there a shared vision of equity in your school?
Table D6
Yes
No
Unsure
Total

n
2,921
435
1,844
5,200

%
56%
8%
35%
100%

7) Do you intentionally consider equity issues when creating lesson plans?
Table D7
Yes
Sometimes
No
Total

n
2,489
2,354
357
5,200

%
48%
45%
7%
100%

8) Do you intentionally consider equity issues when assigning homework?
Table D8
Yes
Sometimes
No
Total

n
2,732
1,924
544
5,200

%
53%
37%
10%
100%
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9) What would you like to see your school do differently to better meet the needs of students in
your buildings? My school could: (You may select more than one response.)
Table D9

Provide professional development on
identifying students with disabilities, English
learners, students who are gifted and talented,
and students with low literacy levels
Provide professional development on
providing instruction to students with
disabilities, English learners, students who are
gifted and talented, and students with low
literacy levels
Support me in identifying my own implicit
biases as an educator
Encourage greater parental involvement
Provide professional development on
understanding and identifying equity issues in
my classroom
Provide additional staff to support students
and teachers
Other

Unchecked
n
%

Checked
n
%

3,685

71%

1,515

29%

2,059

40%

3,141

60%

3,984

77%

1,216

23%

3,116

60%

2,084

40%

3,151

61%

2,049

39%

1,723

33%

3,477

67%

4,913

95%

287

6%

10) I believe teachers should receive higher compensation for serving in hard-to-staff areas.
Table D10
Strongly disagree
Disagree
Agree
Strongly agree
Total

n
636
556
2,498
1,510
5,200

%
12%
11%
48%
29%
100%

11) I would transfer to a low-performing school if given financial compensation.
Table D11
Strongly disagree
Disagree
Agree
Strongly agree
Total

n
504
1,926
1,995
775
5,200

%
10%
37%
38%
15%
100%

A49

12) What would attract you to work at a hard-to-staff school? You may select more than one
response.
Table D12

Higher compensation
Location of school
Opportunities to assume leadership roles
Reduced class size
Additional instructional support via an
instructional coach
Additional professional development
Other

Unchecked
n
%
1,065 20%
2,173 42%
3,880 75%
874
17%

Checked
n
%
4,135 80%
3,027 58%
1,320 25%
4,326 83%

3,057

59%

2,143

41%

3,536
4,589

68%
88%

1,664
611

32%
12%
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Appendix E
Hope Street Group and the Utah State Board of Education
collected responses to the focus group questions through inperson focus groups. HSG then sent the results to Magnolia
Consulting for analysis. After receiving the focus group data,
Magnolia Consulting cleaned and prepared them for coding in
ATLAS.ti, a qualitative data analysis software. ATLAS.ti allows
users to divide data into segments, attach codes to the segments,
and find and display all instances of similarly coded segments for
analysis.5 This enables efficient data organization and analysis.
Next, Magnolia Consulting conducted a content analysis of the
data, which involved identifying, organizing, and categorizing
recurring themes.6 Magnolia Consulting staff regularly met to
review codes and establish raters’ agreement on recurring
themes. The total number of participants who referenced each
theme is presented in Tables E1–E4.

5

Miles, M. B., & Huberman, A. M. (1994). Qualitative data analysis (2nd ed.). Thousand Oaks, CA: Sage Publications.

6

Patton, M. C. (2015). Qualitative research and evaluation methods (4th ed.). Thousand Oaks, CA: Sage Publications.
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Focus Group

FG

Questions

FG1. How would you define equitable access to educators?
Table E1
Theme
Definition: equal opportunity, access, and services
Provide additional hours for teacher-student interaction
Improve equitable access to technology
Support smaller class sizes
Provide support for English learners
Provide teacher training (SPED, English learners)
Educators should be accessible
Support teachers through administrative support and peer
collaboration

Count
76
27
22
16
16
16
15
15

FG2. How does your school equitably support students with disabilities?
Table E2
Theme
Schools provide teacher assistants
Teachers modify assignments
Teachers follow Section 504 and IEP plans
Administrators support teachers
Students with disabilities need more supports than they are getting
Teachers incorporate online teaching
Schools provide separate classes (when needed)

Count
60
34
32
23
21
18
17

FG3. How does your school equitably support students who are English
Language Learners?
Table E3
Theme
Schools provide support staff
Schools offer limited support to English learners
Teachers support English learners
Districts and schools could improve supports for English learners
Teachers use translators or translating systems

Count
41
29
27
27
21
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FG4. What sort of professional learning experiences around equitable
access would you like to participate in?
Table E4
Theme
Offer professional learning on providing accommodations
Provide more applied training opportunities and resources
Offer opportunities for observation and mentorship
Provide training on equitable access and implicit bias
Provide additional time in the schedule
Offer additional opportunities for teachers to learn from each other
Provide cultural competency training

Count
44
20
19
19
17
15
12
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Appendix F
This appendix provides Utah Teacher Fellows’ responses to an
initial draft of report recommendations.
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EQUITABLE ACCESS PREPAREDNESS
Recommendation 1


Two-thirds of teachers are not aware of the equitable access requirements outlined in
Utah’s State ESSA plan (Survey Question 5).
Recommendation: To the extent that teachers need to know this information and given
that one-third of teachers were unaware of it, effort should be made at the state level to
ensure that teachers know the requirements exist and can easily access them.
Consideration should be given to whether or not it would be advantageous to provide
training to teachers as it relates to what the access requirements mean for them in their
role as a teacher.

Do you agree with this recommendation?

%
Yes
100%

What, if any changes would you make to the recommendation?





Generally, I agree with the recommendation; however, the statement says 2/3 of teachers are
unaware, but the recommendation says 1/3 are unaware. They need to be consistent.
It is too wordy. Recommend the following: Effort should be made at the state level to ensure that
teachers know ESSA Equity requirements exist and can easily access them. - one-third of
teachers were unaware of the ESSA Equity requirement - it may be advantageous to provide
training to teachers as it relates to what the access requirements mean for them in their role as a
teacher
In the question it is 2/3 but 8n the recommendation it says 1/3.

EQUITABLE ACCESS PRACTICES
Recommendation 2


In focus groups, teachers defined equitable access to educators as equal opportunities,
access, and services across demographic groups and academic abilities. Fifty-six
A55

percent of teachers reported their school has a shared vision of equity, but 35 percent
were unsure (Focus Group Question 1, Survey Question 6).
Given that only 56 percent of teachers reported that their school has a shared vision of
equity, some consideration should be given to the following:
1. Should schools be required to develop, ideally in conjunction with teachers, a
shared vision of equity?
2. What role do teachers and principals play in ensuring that the vision is being
achieved in their schools?
3. What resources are necessary for principals and teachers to ensure that the vision
is being achieved in their school and what role does the state play in providing
those resources or directing school districts to provide them?
Given the role principals play in developing and advancing the vision of a school, it might
also be important to consider whether or not principals need training in the area of
developing and leading a school staff to achieve a shared vision for equity.
In a study of four elementary schools that were tasked with closing the achievement gap,
the practices, structures, and policies necessary to do so were identified as was the
value of a “clarity of vision” and “purposeful, consistent action to create supports” that
ultimately close the achievement gap.
Do you agree with this recommendation?

No
9%

%
Yes
91%

What, if any changes would make to this recommendation?



What study of four elementary schools is being referenced? Will the title of this study be included
in the appendix?
I think the equity plan should be developed by districts or state, not individual schools. Schools
would be held accountable to comply with the district policies. (I think the last recommendation is
very wordy and hard to understand.)
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It doesn’t mention any involvement from students. I would like to see a recommendation
encouraging students to also be involved in what the shared vision of equity looks like in their
schools.
The last paragraph seems very strange and unconnected. It almost seems like it fits but isn’t
explained well enough for me to see what the purpose of it is.
I think that different types of equity need to be individually addressed as well. Equity in terms of
race, physical ability/disability, mental ability/disability, economic class, language, etc are all very
different and need to be differentiated in terms of supports and understanding.
It is too wordy. Change recommendation to active voice: Consideration should be given to
developing and achieving a shared vision of equity in schools - only 56 percent of teachers
reported that their school has a shared vision of equity - it is also be important to consider
whether principals need training in the area of developing and leading a school staff to achieve a
shared vision for equity ..... The study is confusing - did this come up in the Focus Group or is this
separate information? Is it a Utah study? It definitely needs to be cited. In a study of four
elementary schools tasked with closing the achievement gap, the practices, structures, and
policies necessary to do so were identified (what does this even mean?) as was the value of a
"clarity of vision" and "purposeful, consistent action to create supports" that ultimately closeD the
achievement gap. [Was the achievement gap closed? Key information is missing to make this
relevant and give it context.]
I don’t think schools should be required to develop a shared vision of equity. With proper training,
principals would see the importance of creating a shared vision of equity with their teachers.

Recommendation 3


Given that less than half of teachers consider equity issues when creating lesson plans
and assigning homework (slightly more than half intentionally do the latter), it is worth
considering whether or not teachers need training in how (and when) equity should be
considered in lesson planning and assigning homework. Equally important is ensuring
that teachers understand the importance of equity in their instructional practice. The
following strategies for ensuring equity in instructional practice are recommended for
teachers:
1. Acknowledge students and their cultural heritage;
2. Connect curriculum to what students already know;
3. Accommodate diverse learning styles; and
4. Set clear expectations for student learning and behavior.
It is important to note that teachers requested professional development training on
equitable access, implicit bias, cultural competency, and providing instruction to students
with disabilities, the gifted and talented, ELLs, and those with low literacy levels. It
should also be noted that they requested professional development that includes
learning opportunities with direct classroom applications, including observations,
mentoring, and collaborative opportunities with other teachers. They also requested time
to prepare and implement what they learn. Ensuring that teachers get high-quality,
standards-aligned professional development is not only important, but more likely to
yield shifts in students outcomes. Furthermore, collaborative, job-embedded, standardsdriven professional learning is “the most accessible means educators have to develop
the new knowledge, skills, and practices necessary to better meet the needs of diverse
learners.”
While ensuring that teachers have the training and support they need in this area is
important, there are implications for teacher candidates as there is research that
indicates that pre-service teachers might benefit from preparation that is focused on
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diversity, equity, and inclusion issues. It might be valuable to consider initial licensure
requirements as an opportunity to require that education preparation providers (EPPs)
focus on issues of equity in their preparation of teachers and principals as an additional
step toward ensuring that students benefit from educators who are focused on and
working toward achieving equity for all students.
Do you agree with this recommendation?

%
Yes
100%

What, if any changes would you make to this recommendation?






Where do those 4 recommendations for ensuring equity come from? Research? What source?
I don’t love that they give that list of recommendations for teachers before explaining what
teachers requested. It feels like they are putting the onus on the teachers to do more in their
classroom, but then mention that what the teachers actually need is professional learning and
time to implement it. If those teacher strategies are included, I think they need to be included as
part of the request that teachers have for better professional development. If they are swapped it
feels less like a lack on the part of the teacher’s effort, and more a lack of time and opportunity which is what it is in reality.
This is ENTIRELY TOO WORDY. Put PD requests into bullet list format
Remove accommodate diverse learning

Recommendation 4


In focus groups, teachers shared how their school equitably supports students with
disabilities. Teachers mentioned that their school equitably supports these students
through:
o in-classroom teacher assistants,
o modified assignments,
o use of Section 504 and IEP plans,
o administrator support of teachers,
o online teaching methods,
o the provision of separate classes (when needed),
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o

and school building accessibility.

Some teachers noted that their schools do not provide enough supports for students with
disabilities (Focus Group Question 2).
This finding signals the need for collecting additional data to determine where this is
occurring (which districts, and possibly which schools) and why students with disabilities
are not getting the supports they need.
Do you agree with this recommendation?

No
9%

%
Yes
91%

What changes, if any would you make to this recommendation?





So is this a current area of strength? Are we collecting data to share best practices, or to
investigate the finding that some teachers don’t feel their school provides supports?
I think a similar question should be asked for students who come from high risk communities,
especially given the report recently published by the Utah Foundation detailing the extreme
underfunding of low-income/high risk students.
Teachers mentioned that their schoolS equitably supports these students through
Teachers may also need inservice on how to access these additional supports at the school and
district level.

Recommendation 5


During focus groups, teachers described how their school equitably supports students
who are English Language Learners (ELL). Many teachers mentioned that their schools
provide ELL support staff, but some teachers commented that their school lacks
equitable supports for ELL students or expressed uncertainty around the availability of
these supports. In preparation for offering equitable supports, teachers (a) examine
available research on supporting these students, (b) refer to their previous experiences,
(c) obtain state ELL endorsements, and (d) refer to various translation services (e.g.,
other teachers, students, online systems). Some teachers suggested that the removal of
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standards-based grading, additional training, and support staff would improve supports
for ELL students (Focus Group Question 1 and 3).
These findings are consistent with many of the others in the data that teachers need
additional training to address a myriad of needs that students of color and those with
disabilities and limited English proficiency have as it relates to their achievement. Efforts
should be made to provide them with that training and do so in the ways in which
respondents felt they would most benefit (direct classroom applications, including
observations, mentoring, and collaborative opportunities with other teachers).
Do you agree with this recommendation?

%
Yes
100%

What, if anything would you change about this recommendation?




Stop using inconsistent number: Their (plural) = schools (plural) teachers described how their
schoolS equitably support students Use list format for alphabetical items to improve readability.
[These findings are consistent with many of the others in the data...] "Others" what? Other
findings? If so, say so. Otherwise it is confusing. [Efforts should be made to provide them with
that training and do so in the ways in which respondents felt they would most benefit (direct
classroom applications, including observations, mentoring, and collaborative opportunities with
other teachers).] Them = unclear antecedent. Change to teachers for clarity.
I think the recommendation should include additional support as well as the additional training.

EQUITABLE ACCESS BELIEFS
Recommendation 6


Seventy-seven percent of teachers agree that teachers should receive higher
compensation for serving in hard-to-staff areas. Teachers identified reduced class size
(83 percent), higher compensation (80 percent), and location of school (58 percent) as
attractions for working in these schools. However, teachers were divided on whether
they would transfer to a low-performing school if given financial compensation (Survey
Questions 10, 11, and 12).
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Paying teachers more to teach in low-performing schools is a strategy that has been
employed in several contexts and the results are mixed. After years of different
compensation-based programs designed to attract and retain teachers in low-performing
schools, researchers have concluded that rarely is money alone enough of an incentive
to work in a school where performance has been historically low. While they have
worked in limited instances (and to varying degrees), states and districts interested in
using pay-based incentives should consider making them part of a broader strategy that
aims to improve working conditions for educators
Do you agree with this recommendation?

No
18%

%
Yes
82%

What, if anything would you change about this recommendation?







The number one incentive teachers listed is reduced class sizes- what do studies find on this?
The recommendation only addresses the compensation issue.
School climate and support structure for teachers is generally more of a factor in job satisfaction,
when directly compared to financial compensation.
Mostly I feel like this recommendation has very little weight. While it is something teachers want,
they then discuss how research doesn’t show it being a strong factor. I wonder how it can be
worded so that the strength of the feelings of teachers can still be voiced, while also giving validity
to current research. Right now it feels very hot-cold and then mostly confused.
In order for teachers to feel supported and able to effectively educate students in hard to staff
areas, increased and targeted supports need to be put in place. These supports include
dramatically decreasing class size, mental and physical health services for students, etc.
It is unclear because it does not identify which teachers would not move because they are
ALREADY teaching in low-performing or struggling schools. The question did not parse this out,
so it may also call for further research. Be sure to provide citations for these effectiveness claims
as well.
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Appendix G
This appendix provides information on the representativeness of
survey respondents, based on National Center for Education
Statistics data.
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SAMPLE REPRESENTATIVENESS
In an effort to determine how representative the respondents to this survey are, demographic
information was collected (Questions 13–19). This demographic information was then compared
to demographic data collected by the National Center for Education Statistics (NCES). The
comparisons appear below.
Years of Experience
Less than 4 years
4–9 years
10–14 years
15 or more years

Survey Respondents
15.9
24.8
19.1
40.3

NCES
16.1
34.6
12.8
36.5

NCES data can be found at http://nces.ed.gov/surveys/sass/tables/sass1112_2013314_t1s_003.asp

Highest Degree Completed
Bachelor’s Degree
Master’s Degree
Higher than a Master’s

Survey Respondents
49.7
40.9
9.4

NCES
56.8
27.3
11.7

NCES data can be found at http://nces.ed.gov/surveys/sass/tables/sass1112_2013314_t1s_004.asp

Age Range
Less than 30
30–49
50–54
55 or older

Survey Respondents
12.9
53.6
12.6
20.9

NCES
24.5
41.0
16.0
18.6

NCES data can be found at http://nces.ed.gov/surveys/sass/tables/sass1112_2013314_t1s_002.asp

Given that the NCES data (which represent the entire teaching population in Utah) are similar to
the demographic data collected from respondents, the respondents to the survey are
representative of the teaching population in Utah. However, there are limitations to the ability to
generalize the survey findings.
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