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Hello, 

I write to submit GLSEN's written comment, co-led by the American School Counselor Association 

{ASCA), Human Rights Campaign, National Association of School Psychologists {NASP), National PTA, 

National Women's Law Center (NWLC), and PFLAG National, in response to the Department's Public 

Hearing on Title IX of the Education Amendments of 1972 (86 FR 27429). 

An additional eighty-seven civil rights and education organizations signed on in support of our 

recommendations. Also attached are resources cited in the comment letter; a full list of enclosed 

resources is available on the final page of the comment letter. 

Thank you for the opportunity to submit this written comment. Thanks also for the opportunity for 

GLSEN's Interim Executive Director, Melanie Willingham-Jaggers, and two GLSEN National Student 

Council-members, Esmee and Aryn, to provide oral comments on June 10 during the 11 AM -1 PM ET 

session. 

Sincerely, 

Bonnie Washick, PhD 

Public Policy Associate 

Pronouns: She, Her 

M: 813-382-6876 

bonnie.washick@glsen.org 
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® 

June 11, 2021 

Submitted via em.ail to T9PublicHearing@ed.gov 

The Honorable Miguel Cardona Suzanne B. Goldberg 
Secretary Acting Assistant Secretary for Civil Rights 
U.S. Department of Education U.S. Department of Education 
400 Maryland Avenue SW 400 Maryland Avenue SW 
Washington DC, 20202 Washington, DC 20202 

WRITTEN COMMENT TITLE IX PUBLIC HEARING (86 FR 27429): Discrimination 

based on sexual orientation and gender identity in the K-12 educational environment 

iAt a time when lesbian, gay, bisexual, transgender, non-binary, queer, gender non-conformng, and 
intersex (LGBTQ+) young people face extraordinary challenges from the pandemic, strnctural 
racism, and state legislation attempting to undennine their civil rights, we are grateful for President 
Biden 's and the Department's commitment to ensming educational equity for all. President Biden 's 
Executive Orders on racial equity and underserved communities, implementing the landmark 
Bostock ruling, advancing gender equity and equality, collectively call for an "ambitious wbole
of-government equity agenda," including through enforcing Title IX's protections for all students 
"to the fullest extent permissible under law."1 

Ensuring an Educational Environment Free from Discrimination on the Basis of Sexual 

Orientation, Gender Identity, Transgender Status, Sex Stereotypes, or Sex Characteristics 

President Biden 's recent Executive Orders clearly call for including LGBTQ+ students in the 
Department's efforts to eliminate sex discrimination, consistent with the requirements of Title IX 
and the Bostock ruling.2 The Department should revise its Title IX regulations to define "on the 

1 Executive Order 13985 of January 20, 2021 (Advancing Racial Equity and Support for Underserved Communities 
Through the Federal Government). 86 Fed. Reg. §14 (January 25, 2021). https://www.govinfo.gov/contentJpkg/FR-
2021-0l-25/pdf/2021-01753.pdf. 

Executive Order 13988 of January 20, 2021 (Preventing and Combating Discrimination on the Basis of Gender 
Identity or Sexual Orientation). 86 Fed. Reg. § 14 (January 25, 2021 ). hltps://www.govinfo.gov/content/pkg/FR-
2021-0l-25/pdf/2021-01761.pdf. 

Executive Order 14021 of March 8, 2021 (Guaranteeing an Educational Environment Free From Discrimination 
on the Basis of Sex, including Sexual Orientation or Gender Identity). 86 Fed. Reg. §46 (March 11, 202 I). 
https://www.govinfo.gov/contentJpkg/FR-2021-03-II/pdtt202l-05 200.pdf. 
2 Executive Order 13988 of January 20, 2021 (Preventing and Combating Discrimination on the Basis of Gender 
Identity or Sex'l.lal Orientation). 86 Fed. Reg. § 14 (January 25, 2021). https://www.govinfo.gov/contentJpkg/FR-
2021-0l-25/pdf/2021-01761.pdf. 

Executive Order 14021 of March 8, 2021 (Guaranteeing an Educational Environment Free From Discrimination 
on the Basis of Sex, Including Sexual Orientation or Gender Identity). 86 Fed. Reg. §46 (March 11, 202 l). 
https://www.e-ovinfo.gov/content/pkg/FR-?02l-03- l l /pdf/2021-05200.pdf. 

https://www.e-ovinfo.gov/content/pkg/FR-?02
https://www.govinfo.gov/contentJpkg/FR
https://www.govinfo.gov/contentJpkg/FR-2021-03-I
https://www.govinfo.gov/contentJpkg/FR


 

 

 

 

 

 

 

basis ofsex"3  to include "on the basis of sexual orientation, gender identity, transgender status, sex 
stereotypes, or sex characteristics (including intersex traits)." 

GLSEN's 2019 National School Climate Survey found that LGBTQ+ students face unique 
challenges in K-12 education due to hostile school climates, discriminatory practices, and a notable 
absence of supports in the form of school policies and standard practices. LGBTQ+ youth 
experience higher rates of bullying and harassment than their non-LGBTQ+ peers.4  In a 2019 
national survey of LGBTQ+ students, an overwhelming majority (81.0%) were verbally harassed 
because of their sexual orientation, gender expression, or gender identity, and over a third (35.1%) 
reported that they were verbally harassed often or frequently.5  More than one in three (34.2%) 
LGBTQ+ students were physically harassed (e.g., shoved or pushed) because of their sexual 
orientation, gender expression, or gender. 6  One in seven (14.8%) LGBTQ+ students were 
physically assaulted (e.g., punched or kicked) because of their sexual orientation, gender 
expression, or gender.7 

Recent studies suggest that the harm of bias-motivated harassment and bullying is especially 
severe in its effects on student well-being and success.8  This victimization of LGBTQ+ students 
is associated with a range of adverse educational outcomes, including increased absences, lowered 
GPAs, and a decreased likelihood of pursuing post-secondary education. 9  Anti-LGBTQ+ 
harassment, assault, and discrimination are also associated with lower self-esteem and higher 
levels of depression.1°  Students who hold multiple marginalized identities experience starker and 
often unique disparities. LGBTQ+ youth of color who experience both racist and anti-LGBTQ+ 
victimization were most likely to skip school due to feeling unsafe, report the lowest levels of 

3  The Department's Title IX regulations also address discrimination based on pregnancy, childbirth, termination of 
pregnancy or recovery therefrom as forms of sex discrimination. 
4  Earnshaw, V. A., Reisner, S. L., Juvonen, J., Hatzenbuehler, M. L., Perrotti, J., & Schuster, M. A. (2017). LGBTQ 
Bullying: Translating Research to Action in Pediatrics. Pediatrics, 140(4). 
5  Kosciw, J. G., Clark, C. M., Truong, N. L., & Zongrone, A. D. (2020). The 2019 National School Climate Survey: 
The experiences of lesbian, gay, bisexual, transgender, and queer youth in our nation's schools, p. 28. New York: 
GLSEN. https://www.glsen.org/research/2019-national-school-climate-survey. 
6  Kosciw et al. (2020). The 2019 National School Climate Survey, p. 28. https://www.glsen.org/research/2019-
national-school-climate-survey. 
7  Kosciw et al. (2020). The 2019 National School Climate Survey, p. 28. https://www.glsen.org/research/2019-
national-school-climate-survey. 
8  Russell, S.T., Sinclair, K.O., Poteat, V.P., & Koenig, B.W. (2012). Adolescent health and harassment based on 
discriminatory bias. American Journal of Public Health, 102(3): 493-495. 

Birkett, M., Newcomb, M.E., & Mustanslci, B. (2015). Does it get better? A longitudinal analysis of psychological 
distress and victimization in lesbian, gay, bisexual, transgender, and questioning youth. Journal of Adolescent 
Health, 56(3):280-285. 
9  Kosciw et al. (2020). The 2019 National School Climate Survey, p. xviii-xix. https://www.glsen.org/research/2019-
national-school-climate-survey. 
m Kosciw et al. (2020). The 2019 National School Climate Survey, p. xviii-xix. 
https://www.glsen.org/research/2019-national-school-climate-survey. 

The impact of bullying and harassment on mental health is especially alarming. The Trevor Project's recent survey 
found that 42% of LGBTQ+ youth seriously considered attempting suicide in the past year, including more than half 
of transgender and nonbinary youth. See: The Trevor Project. (2021). 2021 National Survey on LGBTQ Youth 
Mental Health. West Hollywood, California: The Trevor Project. https://www.thetrevorproject.org/survey-2021/. 
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school belonging, and experience the highest levels of depression, compared to those who 
experience one or neither form of victimization." 

Currently, many schools fail to respond effectively to the victimization of LGBTQ+ students. 
GLSEN's 2019 National School Climate Survey found that one in five LGBTQ+ students (20.8%) 
who reported harassment or assault were told to change their behavior by, for example, changing 
the way they dressed,12  and 7.3% were disciplined after reporting their victimization to school 
staff.13 

LGBTQ+ youth of color and LGBTQ+ youth with disabilities may be more likely to be disciplined 
for reporting victimization given racial and other disparities in disciplinary action: Black, Native 
American/Alaskan Native, Latinx, Arab American/Middle Eastern/North African, and multiracial 
LGBTQ+ youth experience more school disciplinary action than white LGBTQ+ youth14  and 
LGBTQ+ youth with disabilities are more likely to experience disciplinary action than LGBTQ+ 
youth without disabilities.15 

Discrimination against LGBTQ+ students takes myriad forms. In addition to harassment, violence, 
and unequal discipline, students experience intentional misgendering and misnaming, refusal to 
update names and gender markers on records and school systems, denial of access to single-sex 
spaces and activities, and penalties under dress and grooming codes for failure to conform to sex 
stereotypes. All forms of discrimination are a serious problem that violate students' rights under 
Title lX. 

"Truong, N. L., Zongrone, A. D., & Kosciw, J. G. (2020). Erasure and resilience: The experiences of LGBTQ 
students of color, Asian American and Pacific Islander LGBTQ youth in U.S. Schools. New York: GLSEN. 
https://www.glsen.org/sites/default/files/2020-06/Erasure-and-Resilience-AAPI-2020.pdf. 

Truong, N. L., Zongrone, A. D., & Kosciw, J. G. (2020). Erasure and resilience: The experiences of LGBTQ 
students of color, Black LGBTQ youth in U.S. Schools. New York: GLSEN. 
hftps://www.glsen.org/sites/default/files/2020-06/Erasure-and-ResilienceBlack-2020.pdf. 

Zongrone, A. D., Truong, N. L., & Kosciw, J. G. (2020). Erasure and resilience: The experiences of LGBTQ 
students of color, Latinx LGBTQ youth in U.S. Schools. New York: GLSEN. 
https://www.glsen.org/sites/default/files/2020-06/Erasure-and-ResilienceLatinx-2020.pdf. 

Zongrone, A. D., Truong, N. L., & Kosciw, J. G. (2020). Erasure and resilience: The experiences of LGBTQ 
students of color, Native and Indigenous LGBTQ youth in U.S. Schools. New York: GLSEN. 
https://www.glsen.org/sites/default/files/2020-06/Erasure-andResilience-Native-2020.pdf. 
12  Kosciw et al. (2020). The 2019 National School Climate Survey, p. 35.  https://www.glsen.org/research/2019-
national-school-climate-survey. 
13  Kosciw et al. (2020). The 2019 National School Climate Survey, p. 35.  https://www.glsen.org/research/2019-
national-school-climate-survey. 
14  Kosciw et al. (2020). The 2019 National School Climate Survey, p. 112.  https://www.glsen.org/research/2019-
national-school-climate-survey. 
15  Palmer, N. A., Greytak, E. A., Kosciw, J. G. (2016). Educational exclusion: Drop out, push out, and school-to-
prison pipeline among LGBTQ youth, p. 30. New York: GLSEN.  https://www.glsen.org/sites/default/files/2019-
11/Educational Exclusion 2013.pdf. 
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The Department should define "on the basis o sex" to encompass discrimination based on sexual 
orientation, gender identity, or transgender status 

The Justice Department has rightly adopted the position that because Title IX prohibits sex 
discrimination in language "sufficiently similar to... Title VII as to be considered interchangeable," 
the Bostock ruling applies fully to Title IX. 16  This understanding should be clearly and 
unambiguously codified in Title IX regulations. 

While the Bostock Court framed cases before it as involving "sexual orientation or transgender 
status,"17  the Justice Department's analysis rightly recognizes that Bostock applies equally whether 
a classification is viewed as one based on gender identity or the status of being transgender or 
cisgender.18  This is important because many institutions, including not long ago the federal 
government, seek to justify anti-transgender discrimination by improperly distinguishing these 
concepts.°  While these arguments are meritless, the government's prior reliance on them requires 
that they be openly repudiated. Accordingly, Title IX regulations should not be limited to 
transgender status. 

The Department should define "on the basis of sex" to encompass discrimination based on sex 
stereotypes and sex characteristics, including intersex traits 

While expressly recognized by the Supreme Court for decades2°  and relevant to countless cases of 
educational discrimination,21  Title IX regulations to date have not codified the statute's prohibition 
on discrimination based on sex stereotypes. The Department should correct this oversight. 
Critically, the Department should also define "on the basis of sex" to include discrimination based 
on sex characteristics, including intersex traits. Due to a legacy of stigma and secrecy, intersex 
youth face bullying, harassment, and other barriers in school even as they are coming out in 

16  Memorandum of Principal Deputy Assistant Attorney General Pamela S. Karlan, Civil Rights Division, 
"Application of Bostock v. Clayton County to Title IX of the Education Amendments of 1972" (March 26, 2021). 
17  140 S.Ct. 1731, 1749 (2020). 
18  Memorandum of Principal Deputy Assistant Attorney General Pamela S. Karlan, Civil Rights Division, 
"Application of Bostock v. Clayton County to Title IX of the Education Amendments of 1972" (March 26, 2021). 
("The Bostock Court concluded that Title VII's prohibition of discrimination 'because of' sex includes 
discrimination because of sexual orientation and transgender status. ... [T]he best reading of Title IX's prohibition 
on discrimination 'on the basis of sex' is that it includes discrimination on the basis of gender identity and sexual 
orientation.") 
19  See, e.g., DoD Instruction 1300.28, "Military Service by Transgender Persons and Persons with Gender 
Dysphoria" (Sept. 4, 2020; subsequently revised) (stating no person will be separated or denied accession "solely on 
the basis of his or her gender identity" while effectively prohibiting service by most transgender people); US 
Department of Housing and Urban Development, Making Admission or Placement Determinations Based on Sex in 
Facilities Under Community Planning and Development Housing Programs; Proposed rule, 85 FR 44811 (Jul. 24, 
2020; subsequently withdrawn) (purporting to maintain gender identity nondiscrimination provision while expressly 
permitting shelters to refuse admission based on transgender status). 
20  Price Waterhouse v. Hopkins :: 490 U.S. 228 (1989) 
21  See, e.g., Back v. Hastings on Hudson Union Free Sch. Dist., 365 F.3d 107 (2d Cir. 2004); Kahan v. Slippery 
Rock Univ. of Pa., 50 F. Supp. 3d 667 (W.D. Pa. 2014); Tingley-Kelley v. Trs. of Univ. of Pa., 677 F. Supp. 2d 764 
(E.D. Pa. 2010); Doe v. Brimfield Grade Sch., 552 F. Supp. 2d 816 (C.D. III. 2008); Montgomery v. Independent 
Sch. Dist. No. 709 F.Supp.2d 1081 (D. Minn. 2000); 
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increasing numbers. 22  Political and legislative attacks targeting transgender girls—including 
efforts to impose sex-testing requirements for sports,23  restrict access to restrooms,24  and even 
impose mandated reporting of "gender non-conformity"25—are exacerbating these tensions and 
the potential for anti-intersex discrimination in schools. 

Under the plain statutory language as well as Bostock and other Supreme Court precedents, Title 
IX clearly prohibits discrimination based on sex characteristics, including intersex traits. First, 
discrimination based on intersex traits necessarily involves a contrast between one indicator of sex 
and another. While anti-transgender discrimination focuses on the contrast between "persons with 
one sex identified at birth and another today," anti-intersex bias most typically focuses on contrast 
between either a person's sex as "identified at birth" or "today" and specific sex characteristics.26 

Second, discrimination against intersex persons is necessarily based on anatomical or 
physiological sex traits. While neither the Bostock Court nor the medical community has adopted 
a specific definition of "sex," by any definition "sex" is simply one or more sex characteristics. 
Just as gender identity and sexual orientation are "inextricably bound up with"sex,27  intersex traits 
are as well. 

Third, discrimination based on intersex traits invariably involve sex-stereotyped assumptions that 
all persons do or should have some "standard" male or female body. Like transgender people, "By 
definition, a[n intersex] individual does not conform to the sex-based stereotypes of the sex that 
[they were] assigned at birth," or indeed of either binary sex category.28 

The Department should clarify that provisions permitting single-sex pmgrams or activities are not 
a safe harbor for anti-LGBTQ+ discrimination 

Congress through the Title IX statute, and the Department by regulation, have set forth exceptions 
that permit single-sex or sex-segregated programs or activities in certain narrow contexts.29  Certain 
entities, as well as past actions by the Department and other agencies, have repeatedly sought to 
stretch these exceptions into a kind of safe harbor for anti-LGBTQ+ discrimination. These 
statutory and regulatory provisions have been improperly invoked to defend—and even to 
require—that transgender, non-binary, gender non-conforming, or intersex students be excluded 
from school facilities, sports, or other opportunities, and that schools adopt intrusive sex-testing 

22  Jones, T., The needs of students with intersex variations, 16 SEX EDUC. 602 (2016). 
23  See, e.g., Ala. Acts 285 (2021); Ark. Acts 461 & 953 (2021); Miss. SB 2536 (2021); Tenn. Pub. Ch. 40 (2021); 
W.V. Code §18-2-25d (2021). 

See also: GLSEN. (2021). Gender Affirming and Inclusive Athletics Participation. 
https://www.glsen.org/activity/gender-affirming-inclusive-athletics-participation. 
24  See, e.g., Term. HB 1233 (2021). 
25  See, e.g., North Carolina SB 514 (2021); Iowa IA HF2272 (2020); Ohio HB 658 (2018). 
26  Cf. Bostock, 140 S.Ct. at 1747 ("By discriminating against transgender persons, the employer unavoidably 
discriminates against persons with one sex identified at birth and another today"). 
27  Bostock v. Clayton County, Georgia, 140 S.Ct. 1731, 1742 (2020). 

Whitaker v. Kenosha Unified Sch. Dist. No. 1 Bd. of Educ., 858 F.3d 1034, 1048 (7th Cir. 2017). 
29  20 U.S.C. § 1681(a)(6)-(9); 34 CFR § 106.15, 106.32-106.34, 106.41. 
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regimes.3°  While courts have overwhelmingly rejected such arguments,31  these provisions—some 
created by the Department itself—remain the primary means by which entities attempt to justify 
unlawful sex discrimination against LGBTQ+ students. 

The Department should make clear beyond all doubt that these provisions do not create any safe 
harbor for excluding LGBTQ+ students. The Department can do so by adding a new provision 
clarifying that provisions of Title IX or these rules that authorizes the provision of any program or 
activity separately on the basis of sex, or for members of one sex, shall not be construed to 
authorize or require a recipient to treat an individual in a manner inconsistent with their gender 
identity. 

Ensuring an educational environment free from discrimination in the form of sexual 
harassment and violence 

The Title IX executive order rightly directs the Department to "account for the significant rates at 
which students who identify as lesbian, gay, bisexual, transgender, and queer (LGBTQ+) are 
subject to sexual harassment, which encompasses sexual violence; to ensure that educational 
institutions are providing appropriate support for students who have experienced sex 
discrimination; and to ensure that their school procedures are fair and equitable for all."32  CDC 
data confirm that LGBTQ+ people experience elevated rates of sexual victimization across the 
lifespan, including in K-12 and post-secondary educational settings.33  GLSEN's 2019 National 
School Climate Survey found that a majority (58.3%) of LGBTQ+ students reported sexual 
harassment at school in the prior year,34  and that sexual or other victimization at school was 
associated with LGBTQ+ students reporting lower grades, being less likely to feel safe at school, 
and being less likely to plan for college.35  The 2019 NSCS also found that a majority of LGBTQ+ 
students who faced harassment or assault did not report it, most commonly because they feared it 

' Memorandum of Acting Assistant Attorney General John B. Daukas, Civil Rights Division, "Application of 
Bostock v. Clayton County" (January 17, 2021) (rescinded). 

Memorandum of Acting Assistant Secretary Kimberly M. Richey, Office for Civil Rights, "Re: Bostock v. Clayton 
Cty., 140 S. Ct. 1731(2020)" (January 8, 2021) (archived). 

Statement of Interest of the United States, Soule v. Connecticut Association of Schools, No. 3:20-cv-00201(D. 
Conn. March 24, 2020) (withdrawn). 
31  Parents for Privacy v. Barr, 949 F.3d 1210 (9th Cir. 2020); Doe ex rel. Doe v. Boyertown Area School District, 897 
F.3d 518 (3d Cir. 2018); Cruzan v. Special School District No. 1, 294 F.3d 981 (8th Cir. 2002). 
32  Executive Order 14021 of March 8, 2021 (Guaranteeing an Educational Environment Free From Discrimination 
on the Basis of Sex, Including Sexual Orientation or Gender Identity), § 2(b). 86 Fed. Reg. §46 (March 11, 2021). 
https://www.govinfo.gov/content/pkg/FR-2021-03-11/pdV2021-05200.pdf. 
33  Chen, J., et al. (2020). Sexual Violence, Stalking, and Intimate Partner Violence by Sexual Orientation, United 
States. Psychol. Violence, 10(1): 110-119. 

Johns, M.M., et al. (2019). Transgender Identity and Experiences of Violence Victimization, Substance Use, 
Suicide Risk, and Sexual Risk Behaviors Among High School Students — 19 States and Large Urban School 
Districts, 2017. MMWR Morb. Mortal Wkly. Rep., 68:67-71. 

Kann L., et al. (2016). Sexual Identity, Sex of Sexual Contacts, and Health-Related Behaviors Among Students in 
Grades 9-12 — United States and Selected Sites, 2015. MMWR Surveill. Sunun., 65(SS-9):1-202. 
34  Kosciw et al. (2020). The 2019 National School Climate Survey, p. 30.  https://www.glsen.org/research/2019-
national-school-climate-survey. 
' Kosciw et al. (2020). The 2019 National School Climate Survey, p. xvii-xvx. 
https://www.glsen.org/research/2019-national-school-climate-survey. 
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would not help.36  And in fact, nearly two-thirds of those who did report harassment or assault to 
school staff said that nothing was done about it.37  A recent study by the American Academy of 
Pediatrics also found that transgender and nonbinary students who were banned from using locker 
rooms and restrooms that matched their gender identity were significantly more likely to have been 
sexually assaulted during the previous 12 months.38  This increased risk of sexual assault was 
observed among transgender boys (1.3 times higher), transgender girls (2.5 times higher), and 
nonbinary adolescents who were designated female at birth (1.4 times higher).39 

The Department must restore and strengthen protections for survivors of sexual harassment and 
violence and ensure fair and equitable processes for all students, employees, and members of 
campus communities. This includes rescinding provisions that conflict with the terms and purposes 
of the Title IX statute and codifying appropriate provisions outlining requirements for the 
prevention and response to sexual harassment and violence. 

The Department should correct coverage standards to be as broad as Title IX's terms and ensure 
meritorious complaints are not dismissed out of hand 

Under the 2020 rule, sexual harassment complaints could be dismissed solely because a student 
was harassed or assaulted in the wrong place;4°  because they asked the wrong person for help;41 
because they didn't put it in writing;42  because they managed to stay in school;43  because they 
didn 't manage to stay in school;"' or because their abuser left schoo1.45  Even when a complaint is 
investigated, the 2020 rule dramatically raises the bar for accountability, giving schools a pass 
unless their actions are "clearly" unreasonable or "deliberately indifferent."46  These perverse 
barriers represent major departures from past practice,47  and bear little if any relation to Title 1X's 

36  Kosciw et al. (2020). The 2019 National School Climate Survey, p. 32-33. https://www.glsen.org/research/2019-
national-school-climate-survey. 
' Kosciw et al. (2020). The 2019 National School Climate Survey, p. 34-36. https://www.glsen.org/research/2019-
national-school-climate-survey. 
38  Diane Ehrensaft & Stephen M. Rosenthal, Sexual Assault Risk and School Facility Restrictions in Gender 
Minority Youth, 143 PEDIATRICS 1 (May 6,2019), https://pubmed.ncbi.nlm.nih.gov/31061221. 
39  Id. at 5. 
40 34 CFR § 106.44(a). 
'"34 CFR § 106.30(a) (definition of "Actual knowledge"). 
42  34 CFR § 106.30(a) (definitions of "Actual knowledge" and "Formal complaint"). 
43  34 CFR § 106.30(a) (definition of "Sexual harassment"). 
" 34 CFR § 106.30(a) (definitions of "Actual knowledge" and "Formal complaint"). 
45  34 CFR § 106.45(b)(3)(ii). 
46  34 CFR §§ 106.44(a), 106.45(b). 
47  Revised Sexual Harassment Guidance: Harassment of Students by School Employees, Other Students, or Third 
Parties, 2, 5, 10-13 (Jan. 2001) (rescinded) (schools are responsible for addressing any "unwelcome conduct of a 
sexual nature" if it is "sufficiently serious to deny or limit a student's ability to participate in or benefit from the 
school's program," regardless of where it occurs). 

Questions and Answers on Title IX and Sexual Violence, 29 (Apr. 29, 2014) ("a school must process all complaints 
of sexual violence, regardless of where the conduct occurred"). 

Dear Colleague Letter: Sexual Violence, 4 (Apr. 4, 2011) ("If a student files a complaint with the school, 
regardless of where the conduct occurred, the school must process the complaint in accordance with its established 
procedures.") 
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text or to the case law that applies to ED's enforcement ofTitle IX.48  It is clear that these provisions 
will expose survivors to greater harms and allow patterns of abuse to continue unabated. The 
Department should correct these standards to reflect applicable law and ensure all complaints 
within its jurisdiction are fairly investigated and resolved. 

The Department should require grievance procedures that are fair 

Under the 2020 rule, schools are encouraged—and in some contexts required—to adopt unfair 
procedures that are stacked against survivors and gratuitously re-traumatizing. Unlike other civil 
or administrative proceedings, schools must presume harassment or violence never happened,49 
and must subject survivors in post-secondary cases to direct, live cross-examination without the 
protections in a courtroom.5°  Schools are also permitted to delay investigations indefinitely,51 
subject K-12 students to cross-examination (despite evidence that this can lead to less accurate 
statements),52  adopt an inappropriately stringent "clear and convincing evidence" standard,53  and 
encourage survivors to enter mediation with their abusers.54  Schools with union contracts requiring 
the "clear and convincing" standard for complaints against employees must then apply this 
standard to complaints against students.55  The Department should revise Title IX rules to make 
clear that schools must ensure fairness to both parties, which includes use of a preponderance of 
the evidence rule. 

The Department should make clear that students are entitled to a wide range of protections and 
remedies 

Title IX has long been understood to require a wide range of supportive measures to protect 
complainants from continuing harms or retaliation.56  Under the 2020 rule, schools are directed to 
limit the supportive measures provided for survivors, denying any kind of support that could be 
considered "disciplinary," "punitive," or "unreasonably burdening" a respondents' In contrast to 
past guidance that clearly encouraged reasonable measures such as one-way no-contact orders,58 
the 2020 rule effectively encourages schools to impose "mutual" no-contact orders that put victims 

48 20 U.S.C. 1681(a) ("No person in the United States shall, on the basis of sex, be excluded from participation in, be 
denied the benefits of, or be subjected to discrimination under any education program or activity receiving Federal 
financial assistance") (emphasis added); Gebser v. Lago Vista Ind. Sch. Dist., 524 U.S. 274, 291-92 (1998) 
(distinguishing liability standards for private damages suits from administrative investigations); Revised Sexual 
Harassment Guidance: Harassment of Students by School Employees, Other Students, or Third Parties, i-iv (Jan. 
2001) (rescinded) (discussing case law). 
49  34 CFR § 106.45(b)(1)(iv). 
50  34 CFR § 106.45(b)(6)(i). 
51  34 CFR § 106.45(b)(1)(v). 
52  34 CFR § 106.45(b)(6)(ii). 
53  34 CFR § 106.45(b)(1)(vii). 
54  34 CFR § 106.45(b)(9). 
55  34 CFR § 106.45(b)(1)(vii). 
56  See, e.g., Questions and Answers on Title IX and Sexual Violence, 29 (Apr. 29, 2014); Revised Sexual 
Harassment Guidance: Harassment of Students by School Employees, Other Students, or Third Parties (Jan. 2001) 
(rescinded). 

34 CFR § 106.30(a) (definition of "Supportive measures"). 
58  Dear Colleague Letter: Sexual Violence (Apr. 4, 2011). 
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at risk of discipline, given that abusers often manipulate victims into violating mutual no-contact 
orders.59  Moreover, some schools may now force victims to change their own classes and dorms 
to avoid their rapist or abuser, because they mistakenly believe that any changes to the respondent's 
schedule will be seen as unreasonably burdensome. The Department should make clear that 
complainants are entitled to a wide range ofsupportive measures, remedies, and protections against 
retaliation. 

Ensurinc Appropriate Implementation of Title IX's Relicious Exemption 

In order to implement President's order to review the 2020 rule, and other agency actions, for 
consistency with Title IX and the goal of equal educational opportunity, the Department 
necessarily must reconsider the provisions implementing Title IX's religious exemption. Two 
separate changes made to § 106.12 must be revised consistent with the statute and the President's 
directive. 

First, the 2020 Title IX sexual harassment rule explicitly assures institutions that they need not 
provide advance notice to the Department—and thereby, to students, families, and the public—of 
their intention to rely on the religious exemption from Title IX in particular contexts. Many 
LGBTQ+ people are people of faith, and many seek out a religiously affiliated education.6° 
Because all denominations and traditions have internally varied views on gender and sexuality, 
knowing a school's faith tradition is not adequate notice of a school's intention to discriminate. 
This notice is essential both as a moral and practical matter for students making decisions about 
their futures, and as a legal matter to ensure consistency with the requirement that all students, 
applicants, and employees receive notice of a school's Title IX obligations and policies.61 

The Department can and should require advance notice as an independent procedural requirement. 
This notice requirement imposes negligible burdens compared with the potential for fundamentally 
unfair surprises and harms to students who may be disciplined, expelled, or denied a degree on the 
basis of sex. Moreover, allowing schools to not disclose their religious exemption is inconsistent 
with the Title IX rule that requires recipients to provide notice of its nondiscrimination policies.62 
How could a religious institution publish a statement to its school community that it does not 
discriminate based on sex, without also disclosing that it is claiming an exemption from certain 
provisions of Title IX in order to discriminate based on sex? 

Second, a separate 2020 rulemaking added sweeping new criteria broadening the category of 
institutions eligible for the religious exemption, which expands this already-broad exemption even 
farther beyond the statutory terms and OCR's prior, longstanding interpretation.63  As currently 

59  Joan Zorza, What Is Wrong with Mutual Orders of Protection? 4(5) DOMESTIC VIOLENCE REP. 67 (1999), 
available at https://www.civicresearchinstitute.com/online/article.php?pid=18&iid=1005. 
60 Conron, K. J., Goldberg, S. K., O'Neill K. Religiosity Among LGBT Adults. Williams Institute. UCLA School of 
Law. https://williamsinstitute.law.ucla.edu/publications/Igbt-religiosity-us/. 
61  34 CFR § 106.8. 
62  34 CFR § 106.8(b). 
63  Direct Grant Programs, State-Administered Formula Grant Programs, Non Discrimination on the Basis of Sex in 
Education Programs or Activities Receiving Federal Financial Assistance, Developing Hispanic-Serving Institutions 
Program, Strengthening Institutions Program, Strengthening Historically Black Colleges and Universities Program, 
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written, the rule lists five conditions, any of which are "sufficient" to establish eligibility, but some 
ofwhich bear no relationship to whether an institution is "controlled bya religious organization."64 
For example, a college previously not covered by the exemption can now remove itself from Title 
IX requirements simply by issuing a "doctrinal statement or a statement of religious practices," 
even if those doctrines or religious practices are not derived from any religious organization, and 
the college has no relationship with such an organization.65  Similarly, an educational institution 
can claim a religious exemption simply by amending its mission statement to "refer[] to ... 
religious tenets, beliefs, or teachings," even if the institution has no actual affiliation with a 
controlling religious organization.66  This overbreadth is both inconsistent with the law's plain text 
and incentivizes institutions that wish to evade equal opportunity requirements to do so through 
gaming of the rules. This undue expansion, again, risks imposing substantial harms on students 
who may face discipline, expulsion, denial ofa degree, or a refusal to address harassment or abuse 
on the basis of sex.67  This expansion also flies in the face of the Supreme Court's declaration that, 
"to give Title IX the scope that its origins dictate, we must accord it a sweep as broad as its 
language,"68  which has been echoed by federal courts.69  The "logical corollary" to the principle 
that Title IX must be interpreted expansively "is to construe narrowly any exemption," including 
the religious exemption, consistent with the statute's overall purpose.7°  Thus consistent with the 
purpose of Title IX, the Department must give the exemption a narrow interpretation in order to 
effectuate Title IX's remedial purpose.71 

Updating Other Agencies' Title IX Rules to Reflect Core Title I X Principles 

While the Department is the primary agency responsible for enforcing Title IX, more than twenty 
other agencies also share this responsibility with respect to programs that they fund or administer. 
The current Title IX common rule was adopted by twenty-one of these agencies more than two 
decades ago and has not been updated to reflect core principles reflected by landmark cases such 
as Bostock and by President Biden's recent executive orders.72  While the common rule and other 

and Strengthening Historically Black Graduate Institutions Program; Final rule, 85 FR 59916, 59946-62 (Sept. 23, 
2020). 
64  34 CFR § 106.12(c). 
65  Id. at § 106.12(c)(4). 
66  Id. at § 106.12(c)(5). 
67  See Comment of Know Your IX, FR Doc #2019-26937 (Feb. 18, 2020), 
https://www.regulations.gov/comment/ED-2019-OPE-0080-16937. 
68 N. Haven Bd. of Ed. v. Bell, 456 U.S. 512, 521 (1982). 
69  See Haffer v. Temple Univ. of Corn. System of Higher Ed., 524 F.Supp. 531, 537 (E.D. Pa. 1981), aff'd and 
remanded sub nom. Haffer v. Temple Univ., 688 F.2d 14 (3d Cir. 1982) (stating that 10\41rights statutes such as 
Title IX generally are entitled to broad interpretation to facilitate their remedial purposes." See also Gonyo v. Drake 
Univ., 837 F. Supp. 989, 995 (S.D. Iowa 1993). 
70 United States v. Columbus Country Club, 915 F.2d 877, 883 (3d Cir. 1990) (determining that exemptions to the 
Fair Housing Act must be narrowly interpreted to give effect to a "generous construction" of its protections). 
71  National Women's Law Center. (February 18, 2020). Re: Uniform Administrative Requirements, Cost Principles, 
and Audit Requirements for Federal Awards, Direct Grant Programs, State-Administered Formula Grant Programs, 
Developing Hispanic-Serving Institutions Program, and Strengthening Institutions Program (RIN 1840-AD45). 
https://nwlc.org/wp-content/uploads/2020/03/NWLC-Comment-on-ED-FB0-and-Religious-Exemption-Rule.pdf. 
72  Nuclear Regulatory Commission; Small Business Administration; National Aeronautics and Space 
Administration; Department of Commerce; Tennessee Valley Authority; Department of State; Agency for 
International Development; Department of Housing and Urban Development; Department of Justice; Department of 
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agency Title IX rules need not be as detailed as the Department's rule in all respects, it should 
make clear that the same prohibitions on sexual harassment and violence and anti-LGBTQ+ bias 
apply. The Department should work with the Department of Justice and other agencies to amend 
their Title IX rules to reflect these core principles. 

Ensuring Equal Opportunities through Guidance, Enforcement Reporting, and Best 
Practices 

Rulemaking is essential but must be part of a comprehensive approach to strengthen Title IX 
compliance and enforcement in these areas. In particular, ED should take the following steps: 

• Supplement the final rule with guidance that clarifies particular applications of the rule's 
core principles, and also addresses the protections of the Equal Access Act and the Family 
Educational Rights and Privacy Act (FERPA) for LGBTQ+ students and for survivors of 
sexual harassment and violence. The Department can build on the guidance that addressed 
all three statutes in 2016,73  and on current case law74  and state, local, and model policies.75 

• Annually report disaggregated OCR complaint data, including disaggregated data on 
claims involving discrimination based on sexual orientation, gender identity or transgender 
status, sex characteristics (including intersex traits), or sexual harassment or violence. 

• Prioritize enforcement and publicize key case resolutions for complaints involving anti-
LGBTQ+ discrimination or sexual harassment or violence. 

• Engage and promote visibility for LGBTQ+ students and educators, including through 
targeted outreach and including their voices, stories, and achievements in Department 
events and publications. 

• Work with the Office of Elementary and Secondary Education (OESE) to publish updated 
best practice resources on supporting LGBTQ+ students, building on resources published 

Labor; Department of the Treasury; Department of Defense; National Archives and Records Administration; 
Department of Veterans Affairs; Environmental Protection Agency; General Services Administration; Department of 
the Interior; Federal Emergency Management Agency; National Science Foundation; Corporation for National and 
Community Service; Department of Transportation, Nondiscrimination on the Basis of Sex in Education Programs 
or Activities Receiving Federal Financial Assistance; Final Rule, 65 FR 52857 (Aug. 30, 2000). See also Department 
of Energy, Nondiscrimination on the Basis of Sex in Education Programs or Activities Receiving Federal Financial 
Assistance, 66 FR 4627 (Jan. 18, 2001). 
73  US Departments of Education and Justice. (May 13, 2016). Dear Colleague Letter on Transgender Students 
(rescinded). 
74  See, e.g.,Grimm v. Gloucester County School Board, 972 F.3d 586 (4th Cir. 2020); Adams v. School Board of St. 
Johns County, 968 F.3d 1286 (11th Cir. 2020); Parents for Privacy v. Barr, 949 F.3d 1210 (9th Cir. 2020); Doe ex rel. 
Doe v. Boyertown Area School District, 897 F.3d 518 (3d Cir. 2018); Whitaker v. Kenosha Unified School District, 
858 F.3d 1034 (7th Cir. 2017); Dodds v. U.S. Dept. of Education, 845 F.3d 217 (6th Cir. 2016); Cruzan v. Special 
School District No. 1, 294 F.3d 981 (8th Cir. 2002); A.H. ex rel. Handling v. Minersville Area School District, 408 
F.Supp.3d 536 (M.D. Pa. 2019); J.A.W. v. Evansville Vanderburgh Sch. Corp., 396 F. Supp. 3d 833 (S.D. Ind. 2019). 
73  GLSEN & National Center for Transgender Equality. (2020). Model Local Education Agency Policy on 
Transgender and Nonbinary Students. https://www.glsen.org/activity/model-local-education-agency-policy-on-
transgender-nonbinary-students. 

GLSEN. (2020). State Education Agency Recommendations. https://www.glsen.org/activity/state-education-
agency-recommendations. 
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in 2016 and consulting with relevant stakeholder organizations and those with lived 
experience.76 

• Work with OESE to promote LGBTQ+ equity through the Every Student Succeeds Act 
(ESSA), including through updated guidance, templates, resources, and technical 
assistance, created in consultation with relevant stakeholder organizations and those with 
lived experience.77 

• Strengthen the Civil Rights Data Collection (CRDC) by adding questions about 
respondent demographics, incidents, policies, and overall climate with respect to sexual 
harassment and violence and equal opportunities for LGBTQ+ students. 

• Restore the Clery Act Handbook to ensure timely and accurate data on crime on and 
around campus, and amend it as necessary to reflect any new Title IX rules and guidance. 

Conclusion 

Our organizations applaud the Department's and the President's commitment to guaranteeing safe, 
inclusive, and nondiscriminatory educational environmental for all students, including LGBTQ+ 
and other marginalized students. We look forward to continuing to dialogue and work with the 
Department to fully enforce Title IX and make equity and equality a reality for all students. If you 
would like to discuss these recommendations, please contact Aaron Ridings of GLSEN at 202-
621-5815 oraaron.ridings@glsen.org. Thank you for your consideration. 

Sincerely, 

GLSEN 
American School Counselor Association (ASCA) 
Human Rights Campaign 
National Association of School Psychologists (NASP) 
National PTA 
National Women's Law Center (NWLC) 
PFLAG National 

Joined By: 

ADL (the Anti-Defamation League) 
American Association of Colleges for Teacher Education 
American Association of University Women (AAUW) 
American Atheists 
American Federation of Teachers 
American Psychological Association 
Arizona State PTA 
Athlete Ally 

76  Office of Safe and Healthy Students (Office of Elementary and Secondary Education). (May 2016). Examples of 
Policies and Emerging Practices for Supporting Transgender Students (archived). 
https://www2.ed.gov/about/offices/list/oese/oshs/emergingpractices.pdf. 
77  GLSEN. (2020). State Education Agency Recommendations. https://www.glsen.oreactivity/state-education-
agency-recommendations. 
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Autistic Self Advocacy Network 
California State PTA 
Campus Pride 
Center for American Progress 
Center for LGBTQ Economic Advancement & Research (CLEAR) 
CenterLink: The Community of LGBT Centers 
Chicago Alliance Against Sexual Exploitation (CAASE) 
Clearinghouse on Women's Issues 
COLAGE 
Committee for Children 
Connecticut Women's Education and Legal Fund (CWEALF) 
Council of Parent Attorneys and Advocates 
Delaware PTA 
EDGE Consulting Partners 
EduColor 
Enough is Enough Voter Project 
Equality California 
Equality Federation 
Family Equality 
Family Violence Appellate Project 
Feminist Majority Foundation 
Fenway Health 
FORGE, Inc. 
Freedom for All Americans 
Girls Inc. 
GLMA: Health Professionals Advancing LGBTQ Equality 
Hispanic Federation 
Idaho Coalition Against Sexual & Domestic Violence 
Indiana PTA 
It's On Us 
Jane Doe Inc. 
Japanese American Citizens League 
LatinoJustice PRLDEF 
Legal Aid at Work 
Legal Aid Justice Center 
Legal Clinics at Southwestern Law School 
Legal Momentum, the Women's Legal Defense and Education Fund 
Los Angeles LGBT Center 
Maine Parent Teacher Association 
Massachusetts PTA 
Mazzoni Center 
Michigan PTA 
Michigan Teacher of the Year Network 
Modern Military Association ofAmerica 
Movement Advancement Project 
Movements for Violence Prevention 
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National Black Justice Coalition 
National Center for Lesbian Rights 
National Center for Transgender Equality 
National Center for Youth Law 
National Council of Jewish Women 
National Crittenton 
National Disability Rights Network (NDRN) 
National Equality Action Team (NEAT) 
National Indian Education Association 
National LGBTQ Task Force 
National Organization for Women 
National Women' s Political Caucus 
New Jersey Parents Caucus 
New Jersey PTA 
New Mexico PTA 
Pennsylvania Congress of Parents and Teachers, Inc. (PA PTA) 
Public Advocacy for Kids (PAK) 
Public Justice 
SlECUS: Sex Ed for Social Change 
Silver State Equality-Nevada 
Stop Sexual Assault in Schools (SSAIS) 
The Education Trust 
The Every Voice Coalition 
The Trevor Project 
TransFamily Support Services 
Transgender Legal Defense and Education Fund 
UltraViolet 
Union for Reform Judaism 
University of Hawaii at Manoa LGBTQ Center 
Whitman-Walker Institute 
Wisconsin PTA 
Women of Reform Judaism 
Women's Law Project 
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Enclosed Resources: 
• GLSEN: Civil Rights Principles For Safe, Healthy, & Inclusive School Climates 
• GLSEN: National School Climate Survey 2019, Executive Summary 
• GLSEN Erasure and Resilience reports on LGBTQ+ Students of Color 
• GLSEN: SEA Recommendations 
• GLSEN and NCTE: Model LEA TGNC Policy 
• GLSEN: Gender Affirming and Inclusive Athletics Participation 
• MAP and GLSEN: Separation and Stigma: Transgender Youth & School Facilities 
• NWLC: Facts on Trans Inclusion in Athletics 
• NWLC: Transgender Students' Rights: FAQs 
• NWLC and GGE: 100 School Districts: A Call to Action for School Districts Across the 

Country to Address Sexual Harassment Through Inclusive Policies and Practices 
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Civil Rights Principles For Safe, Healthy, 

& Inclusive School Climates 

lntrod 1ctior 

Schools should be places of liberation where every student can thrive and reach their full potential. Three decades 
of GLSEN research documents the fact that LGBTQ+ students disproportionately experience school climates that 
are hostile to their overall well-being and educational attainment. This is especially true for LGBTQ+ students who are 
Black, Indigenous, people of color (BIPOC), transgender, nonbinary, and students with disabilities. All students deserve 
a K-12 education system that allows them to learn and grow free from harm. In order to achieve that goal, LGBTQ+ 
students must be afforded the equal opportunity to learn in a liberated and liberating school environment. 

As the leading national organization working to guarantee LGBTQ+ students a safe and affirming education and as a 
member of the Leadership Conference on Civil and Human Rights Education Task Force that has convened members 
to create the Civil Rights Principles for Safe, Healthy, and Inclusive School Climates,1 GLSEN calls on K-12 education 
policymakers to enact legislation and promulgate regulations that uphold the following principles: 

" Eliminate the presence of school-based law enforcement, including school resource officers, which contributes 
to the criminalization of LGBTQ+ students 

"Z Ensure LGBTQ+ student's right to be free from discrimination in all of its multiple and intersecting forms 

., Ensure LGBTQ+ students are protected from victimization in schools with enumerated anti-bullying and 
harassment policies 

4. Ensure K-12 learning communities are equipped to address childhood trauma, including traumas more 
frequently experienced by LGBTQ+ students, through evidence-based, trauma-informed care 

S Eliminate threats to LGBTQ+ students' health and safety 

6 Replace punitive discipline, which is disproportionately applied to LGBTQ+ students, with restorative discipline 

7 Invest in school infrastructures that support positive school climates for LGBTQ+ students 

8. Hold all levels of the K-12 education system accountable to each of these school climate principles through accurate 
and comprehensive data collection that includes survey measures that illustrate LGBTQ+ students' experiences 

GLSEN is committed to making sure that LGBTQ+ students are able to learn and thrive in K-12 learning communities 
that are affirming of their identities and are freed from anti-LGBTQ+ based barriers to those students' ability to learn 
and thrive. The Civil Rights Principles for Safe, Healthy, and Inclusive Schools is a call for the federal government and 
all education policymakers to ensure that all students, including LGBTQ+ students, are actually afforded the liberating 
school climates that they deserve. It is for these reasons that GLSEN has endorsed the Civil Rights School Climate 
Principles and calls on policymakers to adopt the following recommendations. 
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 2 ISSUE BRIEF: CIVIL RIGHTS PRINCIPLES FOR SAFE, HEALTHY, & INCLUSIVE SCHOOL CLIMATES I 

Eliminate school-based law enforcement, including school resource officers, which contributes to the 
criminalization of LGBTQ+ students 

The presence of law enforcement in K-12 learning communities is a net negative for school safety and equity. It also 
disproportionately harms LGBTQ+ students, and the disparity is even more pronounced for LGBTQ+ Black and Latinx 
students.2  As of now, there is no empirical foundation for asserting that the presence of school-based law enforcement 
is actually effective at providing the types of protection that they are supposed to be there to provide (e.g. protection 
from school shooters). Instead, school-based law enforcement demonstrably increases the influx of students into the 
school-to-prison pipeline.3  School Resource Officers (SROs) are sworn law enforcement officers,4  subject to the same 
institutional biases and failings that exist in police departments generally.5  While mass school shootings have occurred 
more often in predominately white communities, SROs are overrepresented in schools predominantly attended by students 
of color.6  In schools with SROs on the premises, students are significantly more likely to be referred to law enforcement 
outside of the school, in addition to whatever disciplinary intervention they receive in school.' Black and Latinx students 
are more likely than their white peers to be arrested for minor infractions.8  The Education Week Research Center also 
found that although Black students comprise 15.5% of the overall student population in the U.S., they made up 33.4% 
of students arrested in schools.9  Similarly, although students with disabilities comprise 12% of all students nationwide, 
they make up 28% of all students arrested at school or referred to law enforcement.1° 

There is a long and troubling history of biased policing of LGBTQ+ communities in the U.S., including discriminatory 
profiling and harassmentu and this legacy carries on in LGBTQ+ students' experiences of disparate treatment by law 
enforcement officers in schools. LGBTQ+ students, especially those who are BIPOC and students with disabilities, are 
entering the school-to-prison pipeline at higher rates than their peers, in part because of the increasing presence of 
school-based law enforcement and zero-tolerance policies.12  These students do not have a higher rate of engagement 
in illegal or otherwise prohibited behavior, and yet LGBTQ+ youth channeled into the school-to-prison pipeline make up 
20% of all people in juvenile detention.13  More alarming, among girls in juvenile justice placements, 40% identify as LGBTQ+.14 

In addition to accelerating the school-to-prison pipeline and exacerbating inequities, there is increasing documentation 
of the use of force against students resulting in serious physical harm.15  These incidents of violence against students 
by SROs have included, but are not limited to, the use of chokeholds, body slams, kicks, punches, handcuffs, batons, 
Tasers, pepper spray and other chemical agents.16  In fact, law enforcement are reportedly "more likely to use force in 
interactions with young people than with adults."17 

There is not adequate evidence that stationing police in K-12 schools increases student safety or promotes learning. 
In contrast, there is a growing body of evidence that police presence in schools erodes safe and healthy school 
climates and pushes more students into the school-to-prison pipeline. The impact of these unintended consequences 
cannot be understated for LGBTQ+ students, BIPOC students, students with disabilities, and the students for whom 
these identities intersect. Therefore, GLSEN opposes the presence of law enforcement in schools, including SROs. 

GLSEN's Policy Recommendations 

Congress should pass the  Counseling Not Criminalization in Schools Act,  which would prohibit the use of federal 
funding for police in schools and instead fund evidence-based, trauma-informed and LGBTQ+ inclusive school-
based mental health services and professional development. 

State Education Agencies (SEAs) and Local Education Agencies (LEAs) should adopt the Dignity in Schools 
Campaign's  Model Code  and  Policy Recommendations for transforming K-12 learning communities and 
dismantling the school-to-prison pipeline. 
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 3 ISSUE BRIEF: CIVIL RIGHTS PRINCIPLES FOR SAFE, HEALTHY, & INCLUSIVE SCHOOL CLIMATES I 

Ensure LGBTQ+ students' right to be free from discrimination in all of its multiple and intersecting forms 

All students should be able to thrive and reach their full potential in K-12 learning communities. Yet LGBTQ+ students, 
especially BIPOC, transgender, nonbinary, and students with disabilities, experience disparate treatment due to 
punitive discipline, gender policing, bullying and harassment, and multiple forms of discrimination. Not only does this 
differential treatment contribute to school climates that inhibit students' ability to learn and thrive, but it also leads to 
students being disproportionately criminalized and pushed out of schools when they enter the school to prison pipeline. 

Nearly six in ten LGBTQ+ students report having experienced discriminatory policies at schoo1.18  This discrimination 
includes students being prevented from using their chosen names and correct pronouns, using bathrooms or other 
facilities aligned with their gender identity, discussing or writing about LGBTQ+ topics, and forming peer support 
networks such as GSAs (Gay Straight Alliances or Gender and Sexuality Alliances).19  It also includes being disciplined 
for public displays of affection that are not disciplined among non-LGBTQ+ students. Compared to LGBTQ+ students 
who did not experience LGBTQ+-related discrimination at school, those who experienced discrimination had lower 
GPAs, were almost three times as likely to have missed school due to feeling unsafe, were more likely to have been 
disciplined at school, were less likely to feel a sense of belonging in their school community, and reported lower levels 
of self-esteem and higher levels of depression.2° 

The rates of anti-LGBTQ+ discrimination and the harmful effects experienced as a result are even more pronounced 
among transgender and nonbinary students. More than three-quarters (77.3%) of transgender students and more than 
two-thirds (69.1%) of nonbinary students report encountering discriminatory policies.21  These high numbers may be a 
result of the fact that certain types of disparate treatment, such as being prevented from using the bathroom or playing 
sports on a team consistent with one's gender identity, are far more common to the experiences of transgender and 
nonbinary students.22 

LGBTQ+ students who are BIPOC often experience anti-LGBTQ+ discrimination that is compounded by discrimination on 
the basis of their race. Among LGBTQ+ Native American, Indigenous, and Alaska Native, or Two Spirit students, 73.6% 
experienced discriminatory policies and practices in school based on sexual orientation and gender identity.23  Among 
Latinx LGBTQ+ students 57.4% reported this experience, as did 48.3% of Black LGBTQ+ students and 35.5% of Asian 
American and Pacific Islander (AAPI) LGBTQ+ students.24  Discrimination in K-12 learning communities is associated 
with the likelihood of experiencing school discipline.25 

Research also shows that LGBTQ+ students with disabilities experience both LGBTQ+ related and disability-related 
discrimination at schoo1.28  Among all students, students with disabilities experience comparatively high rates of school 
discipline, and GLSEN's research confirms that this is likewise true for LGBTQ+ students with disabilities compared to 
LGBTQ+ students without disabilities.27  This includes higher rates of both in-school and out of school punishments.28 

No student should ever be subject to discrimination or have less access to educational opportunities in K-12 learning 
environments. Discriminatory treatment of students based on their actual or perceived race, color, national origin, 
sex, disability, sexual orientation, gender identity, or religion creates barriers to students thriving and their success in 
school settings and throughout their lives. 

GLSEN's Policy Recommendations 

Congress should pass the  Equality Act,  which amends the Civil Rights Act of 1964 to extend explicit nondiscrimination 
protections to LGBTQ+ individuals alongside the existing prohibition of discrimination based on race, color, religion, 
sex, and national origin. Among other protections, the Equality Act would ensure a right of civil action by the 
Attorney General should a student be denied equal protection in and access to education. Currently, only 17 states, 

continued > 

Download free resources online at www.glsen.org Engage with @GLSEN on 11 El 0 0 GLS N® 

www.glsen.org
https://punishments.28
https://disabilities.27
https://schoo1.28
https://discipline.25
https://students.24
https://identity.23
https://students.22
https://policies.21
https://Alliances).19
https://schoo1.18


 

ISSUE BRIEF: CIVIL RIGHTS PRINCIPLES FOR SAFE, HEALTHY, & INCLUSIVE SCHOOL CLIMATES I  4 

the District of Columbia, and Puerto Rico have policies that protect students from discrimination based on both 
their sexual orientation and gender identity.29 

The U.S. Department of Education should enforce Title IX pursuant to the Court's ruling in Bostock v. Clayton 
County, GA that discrimination based on sexual orientation and gender identity is constitutionally prohibited sex 
discrimination, and Executive Order 13988 (Preventing and Combating Discrimination on the Basis of Gender 
Identity or Sexual Orientation) by: 

Revising Title IX regulations to codify the Bostock ruling and clarify that provisions permitting sex segregation 
do not authorize excluding transgender students. 

Revising and strengthening the Office for Civil Rights (OCR) Case Processing Manual, including standards 
for opening an investigation in light of Bostock. 

11 Expanding the Civil Rights Data Collection (CRDC) and other surveys to collect key information on the 
experiences of LGBTQ+ students. 

State legislatures should pass nondiscrimination laws that explicitly prohibit discrimination against students 
based on their actual or perceived sexual orientation and gender identity. 

State and Local Education Agencies should take necessary steps to include LGBTQ+ students in all equity 
plans, including plans under the Every Student Succeeds Act, and to implement nondiscrimination protections 
in accordance with the Supreme Court's Bostock decision. 

SEAs should adopt statewide guidelines and regulations that build from  GLSEN's SEA Nondiscrimination 
Guidelines,  address LGBTQ+ equity in all aspects of state equity plans and guidance, and provide training 
and technical assistance to local agencies. 

_ LEAs should adopt GLSEN's  Model Local Education Agency Policy on Transgender and Nonbinary Students. 

LEAs should address LGBTQ+ equity in all aspects of local equity plans, including school climate, curriculum, 
training, and workforce. 

D.  LEAs should ensure that all members of K-12 learning communities are aware of LGBTQ+ students' and 
educators' rights by providing digital and print materials and trainings to students, families, and educators, 
building on GLSEN's resources on  Student Rights  and  Educator Rights. 

SEAs and LEAs should take steps to support GSAs and other LGBTQ+ inclusive and affirming groups and activities 
—including during distance learning. This includes informing students of their rights under the Equal Access Act, 
vocally expressing support, and providing resources to GSAs and faculty sponsors. SEAs should offer guidance, 
templates, and technical assistance on promoting and supporting formation and activities of GSAs. 

Ensure LGBTQ+ students are protected from victimization in schools with enumerated anti-bullying and 
harassment provisions and practices 

A safe, healthy, and inclusive school climate is one in which students are free to reach their full potential and thrive. 
To ensure that this is possible, students must be protected from harassment and bullying, including cyber-bullying, 
from their peers in schools based on a their actual or perceived race, color, national origin, sex, disability, sexual 
orientation, gender identity, or religion. Decades of GLSEN research has demonstrated that when schools are safer 
for LGBTQ+ students, they are safer for all students.3° 
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According to the data collected in GLSEN's 2019 National School Climate Survey ("2019 NSCS"): 

More than eight in ten LGBTQ+ students experienced harassment or assault at school, and in the majority of 
cases the basis for the mistreatment was the student's sexual orientation, gender identity, or gender expression.31 

More than four in five LGBTQ+ students (81%) students reported being verbally harassed, 34.2% were physically 
harassed," and 14.8% were physically assaulted." 

In addition, LGBTQ+ students experienced harassment based on other intersecting identities, including their actual 
or perceived disability status (36.5%), religion (23.1%), and actual or perceived race or ethnicity (21.4%).34  Many BIPOC 
LGBTQ+ students experienced a combination of both racist and anti-LGBTQ+ victimization in school." LGBTQ+ 
students of color who experience both racist and anti-LGBTQ+ victimization report the poorest levels of well-being, 
the lowest levels of school belonging, and were the most likely to report missing school due to feeling unsafe as 
compared to those who experienced only one form or neither form of victimization." The percentages of students 
of color experiencing these multiple forms of victimization were similar across racial/ethnic groups.37 

Bullying and harassment experiences were not limited to brick and mortar settings: 44.9% of LGBTQ+ students 
were cyber-bullied.38 

In addition to students being victimized directly, students who witness or report incidents of bullying and harassment 
also must be protected. Findings from the 2019 NSCS indicate that most LGBTQ+ students (56.6%) did not report 
incidents in which they were victimized to school staff. Students shared several reasons for not reporting, including 
doubts about the effectiveness of the school's response, fears of retaliation from perpetrators, fears of being outed 
to school personnel or their family members, fears of being punished or blamed for their own mistreatment, and 
knowledge that some school staff were themselves homophobic, transphobic, or a part of the harassment.39 

These telling findings indicate that schools need to not only prevent and intervene in instances of anti-LGBTQ+ bullying 
and harassment, but also to proactively create learning communities in which students feel safe to report that they 
have had these experiences. This includes establishing bullying and harassment prevention programs, professional 
development for educators, and training for students. 

GLSEN's Policy Recommendations 

Congress should pass the  Safe Schools Improvement Act,  which requires that all local education agencies adopt 
policies that prohibit bullying and harassment based on a student's actual or perceived race, color, national origin, 
sex, disability, sexual orientation, gender identity, and religion. Currently,  only 21 states and the District of Columbia 
have bullying and harassment protections that explicitly protect LGBTQ+ students."  Students should be safe at 
school, regardless of where they live. 

State legislatures should also pass anti-bullying and harassment legislation with clearly enumerated protected classes 
of students including actual or perceived race, color, national origin, sex, disability, sexual orientation, gender 
identity, or religion. State legislators can refer to  GLSEN's State Model Anti-Bullying and Harassment Legislation. 

SEAs should support implementation of enumerated state laws and create guidance for LEAs to make schools safer 
under state standards.  SEAs can refer to GLSEN's SEA Anti-Bullying and Harassment Implementation Guidelines. 

LEAs should also adopt enumerated anti-bullying and harassment policies, based on  GLSEN's Model LEA 
Anti-Bullying and Harassment Policy.  Students, parents, educators, and community advocates can assess 
their LEA's anti-bullying and harassment policies using the tools provided in  GLSEN's LEA Anti-Bullying and 
Harassment Policy Assessment Project. 
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Ensure K-12 learning communities are equipped to address childhood trauma, including traumas more frequently 

experienced by LGBTQ+ students, through evidence-based, trauma-informed care 

Students may be impacted by traumatic experiences at home as well as at school and LGBTQ+ students experience 
trauma at higher rates than their non-LGBTQ+ peers.'" For some LGBTQ+ students these experiences have been 

compounded by consequences of the COVID-19 pandemic, such as losing access to GSAs or having to shelter-in-place 

in unsupportive or abusive environments." The National Association of School Psychologists has reviewed existing 

research related to the connection between students' mental health and their thriving in K-12 education systems.43 

Children exposed to trauma are more likely to suffer academically, to be retained at a grade level beyond one year, 

and to have an Individualized Education Plan!" 

In addition to the higher rates of adverse childhood experiences overall (e.g. abuse and neglect, witnessing violence, 

experiencing life threatening accidents or victimization)," LGBTQ+ students may face particular forms of childhood 

trauma such as being targeted for bullying and harassment due to their sexual orientation or gender identity, societal 

stigma and biases both in and out of educational settings, rejection by family, peers, and institutions." 

School personnel must be trained and supported to recognize and effectively respond to students impacted by trauma. 

Yet, many school mental health professionals are not receiving adequate training on LGBTQ+ student issues.47  In GLSEN's 

2019 survey of school counselors, social workers, and psychologists, 37% of school mental health professionals reported not 

having received any formal education or training on working with LGBTQ+ student issues and 76% reported receiving little 

to no preparation on working with LGBTQ+ students." This lack of training and support manifests in an inability to meet 

the needs of LGBTQ+ youth who have experienced trauma and runs the risk of inadvertently traumatizing them further." 

GLSEN's Policy Recommendations 

Congress should pass the  Full-Service Community School Expansion Act,  which will provide comprehensive 

wraparound support services for K-12 learning communities that are accessible to LGBTQ+ students, including 

mental and emotional health programs for students and their families. 

SEAs should guide LEAs in providing widespread trauma-informed training for school-based mental health service 

providers to appropriately address the needs of LGBTQ+ students. SEAs can build on the list of staff training and 

development topics in numerous resources that are referenced in GLSEN's  SEA Recommendations on Nondiscrimination 
Protections and Inclusion of LGBTQ+ Students in K-12 Learning Communities. 

LEAs should devote funding to increase the presence of school psychologists, school social workers, and school 

counselors, and ensure that they, along with all school staff, receive high-quality, culturally affirming, accessible 

training that includes: 

Understanding student diversity with respect to sexual orientation, gender identity, gender expression. 

Understanding LGBTQ+ students' experiences in school and their impacts on student safety, wellbeing, and 

academic success. 

Understanding and meeting the specific needs of LGBTQ+ students who are BIPOC, who are people with 

disabilities, or who have other intersecting marginalized identities. 

Understanding students' rights and applicable policies regarding nondiscrimination, harassment and bullying, 

privacy and records, and curriculum. See, for example, GLSEN's  student rights  and  educator rights  resources. 
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Understanding and using students' chosen names and pronouns consistent with their gender identity. 

For reference, see GLSEN's  Model LEA Policy on Transgender and Nonbinary Students. 

Recognizing and responding to bullying, harassment, and other forms of victimization. 

Understanding ways to support LGBTQ+ students and to improve the learning environment. 

Engaging with parents and families and supporting family acceptance, building on best practices identified by 

institutions with expertise on fostering family acceptance, such as  PFLAG.5° 

Implementing positive behavior intervention and supports, which have been positively correlated with increases 

in student achievement and reduction in student discipline issues, in contrast to harsh and exclusionary 

discipline practices.5' 

Eliminate threats to LGBTQ+ students' health and safety 

Overly harsh punishments cause students acute harm as well as persistent trauma which can continue impacting 

students long after such punishments have been employed. Specifically, corporal punishment, restraints, and seclusion 

have long-term mental and behavioral health impacts on students in K-12 learning communities.52  GLSEN opposes 

these punitive discipline practices because they cause pain, injury, health and education losses, and there is no 

reliable evidence that they benefit students.53 

Restraints and seclusion are disproportionately applied to students with disabilities. LGBTQ+ students who are people 

with disabilities report higher rates of school discipline than their LGBTQ+ peers who are not people with disabilities.54 

U.S. Department of Education data for the 2017-2018 school year found that while students with disabilities make up 13% 

of the overall student population, they made up 80% of students who were physically restrained, 41% of those placed 
in mechanical restraints, and 77% of those secluded from others in schoo1.55  In GLSEN's 2019 NSCS, 29.5% of LGBTQ+ 
students with disabilities reported feeling unsafe in school specifically because they are a person with a disability." 

Restraints, seclusion, and corporal punishment are also disproportionately used against Black students.57  U.S. Department 

of Education data for 2017-2018 show that Black students with disabilities made up 18% of all students with disabilities, 

but represented 26% of students with disabilities subjected to physical restraint, 34% of those subjected to mechanical 

restraint, and 22% of those subjected to seclusion. A 2013-2014 study of corporal punishment also found that Black boys 

were nearly twice as likely to be hit as punishment in school as compared to white boys, while Black girls were over 

three times more likely to be hit than white girls.58  Research also suggests that the prevalence of corporal punishment 

in the southern U.S. is linked to the history of lynching in those same locations.59  Corporal punishment is still legally 

permitted in 19 states." 

GLSEN's Policy Recommendations 

Congress should pass the  Protecting our Students in Schools Act  which prohibits the use of corporal punishment 

in schools; requires schools to track incidents and notify parents and disability protection and advocacy systems; 

allows students and the U.S. Department of Education to seek remedies; and funds activities to improve school 

climate and eliminate the use of exclusionary and aversive discipline. 

SEAs should promulgate guidance and LEAs should implement GLSEN's Recommendations on  Replacing Punitive 

Discipline with Restorative Policies and Practices.  Specifically, SEA and LEA policies should: 

A.  Prohibit all corporal punishment in schools. 
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B. Prohibit the use of restraints against students unless in imminent danger. 

C. Prohibit seclusion practices as punishment. 

D. Require immediate notification of parents or guardians if any of these punishments is used. 

• SEAs and LEAs should adopt additional reforms based on the  2019 Model Code on Education and Dignity, 
published by the Dignity  in Schools Campaign, which includes model policy language on school-wide positive 
behavior interventions, restorative justice practices, and eliminating reliance on restraints, seclusion, corporal 
punishment, and other harmful responses to student behavior.61 

Replace punitive discipline, which is disproportionately applied to LGBTQ+ students, with restorative discipline 
policies and practices 

LGBTQ+ students face a greater degree of exclusionary and punitive discipline than their non-LGBTQ+ peers in K-12 
learning communities.62  Many factors contribute to this disparity. Zero-tolerance policies are sometimes applied to 
LGBTQ+ students who were victims of harassment or assault and are then punished for self-defensive actions.63 
In the 2019 NSCS, LGBTQ+ students who reported a higher rate of victimization in school also reported a higher rate 
of school discipline." Further, LGBTQ+ students who reported experiencing any anti-LGBTQ discriminatory policy or 
practice at school (e.g., discriminatory treatment for public displays of affection; restrictions on wearing clothes or 
using facilities that align with their gender identity; restrictions on discussing or writing about LGBTQ+ topics in school 
work; or reprimand for openly identifying as LGBTQ+) reported higher rates of school discipline.65 

Disparities in discipline widen for LGBTQ+ students who are BIPOC. Compared to white LGBTQ+ students, Latinx 
and multiracial LGBTQ+ students experienced more in-school discipline (e.g. going to the principal's office, detention, 
in-school suspension), while Black and multiracial students experienced more out-of-school discipline (e.g. out-of-school 
suspension and expulsion from school).66  Among Asian American and Pacific Islander LGBTQ+ students, 30.7% reported 
experiencing some form of school discipline, and these experiences were correlated with higher rates of peer victimization 
and discriminatory school practices.67  Nearly half (48.5%) of Native and Indigenous LGBTQ+ or Two Spirit students 
experienced school discipline, which was associated with negative impacts on educational outcomes, including lower 
grades and lower likelihood of planning for college." 

Additionally, LGBTQ+ students with disabilities also face higher rates of punitive discipline than their peers.69  Behaviors 
related to a student's disability are sometimes treated as deliberate misbehavior.70  Discipline disparities are also greater 
for transgender (37.3%) and nonbinary students (34.7%), compared to cisgender LGBQ students (28.5%).71  Overall, 
one-third of LGBTQ+ students surveyed (32.7%) reported missing at least one day of school in the last month because 
of feeling unsafe at school, while at least two in five students avoided school bathrooms (45.2%) and locker rooms (43.7%).72 

All students must have access to school environments free from discipline practices that create harms and barriers to their 
learning and wellbeing. LGBTQ+ students must be afforded the opportunity to learn and thrive without being subjected 
to punitive discipline at all, let alone at higher rates than their non-LGBTQ+ peers. GLSEN supports the adoption of 
restorative practices which have been demonstrated to have a greater, positive impact on school climates.73 

GLSEN's Policy Recommendations 

Congress should pass the  Ending PUSH OUT Act,  which would strengthen data collection on exclusionary discipline 
practices in schools which disproportionately impact students of color, particularly girls of color; eliminate the 
discriminatory use and overuse of exclusionary discipline practices based on actual or perceived race, ethnicity, 
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color, national origin, sex (including sexual orientation, gender identity, pregnancy, childbirth, a medical condition 

related to pregnancy or childbirth), or other stereotypes related to sex or disability; and prevent the criminalization 

and pushout of students from school, especially Black and brown girls, as a result of discrimination, punitive 

discipline, and a failure to recognize and support students with mental health needs or experiencing trauma. 

The U.S. Department of Education, as well as SEAs and LEAs, should issue policies on replacing punitive discipline 

with restorative practices, including on which practices are evidence-based, students' right to due process, and the 

timely and effective parental notice of discipline. 

Invest in school infrastructures that support positive school climates for LGBTQ+ students 

All students, including LGBTQ+ students, deserve to learn in K-12 communities that are physically safe, clean, and 

accessible. Schools that do not meet these basic standards are not conducive to students thriving and reaching their 

full potential. Yet while schools are underfunded overall, schools with high percentages of BIPOC students receive far 

fewer resources. LEAs serving the greatest proportion of BIPOC students receive approximately $1,800 less per student 

than majority-white districts.74  This differential funding exposes BIPOC students to more outdated and hazardous 

school infrastructures. Many schools in the U.S. were constructed 50 years ago or more and, as a result, many students 

are forced to contend with hazards and infrastructure decay including poor ventilation, lack of appropriate cooling 

and heating, dust, mold, poor lighting, and contaminated drinking water, all of which adversely affect students' ability 

to learn along with their physical health." As it stands, 53% of public schools report needing funding for at least one 

major infrastructural upgrade or repair." For LGBTQ+ students who are BIPOC, these disparities add yet another layer 

on top of the many barriers to their opportunities to learn and thrive in positive school climates. 

Investments are also needed to shore up technological infrastructure and eliminate the digital divide that exacerbates 

the equity gap in K-12 learning communities. The digital divide is a pre-existing problem whose impact has been 

profoundly exacerbated by COVID-19.77  The digital divide is contributing to significant learning losses for students who 

lack access to adequate internet service or devices, many of whom were already contending with opportunity gaps in 

their education. One in five parents report their children will likely not be able to complete schoolwork because of lack 

of access to a computer." One in five parents report their children will need to use public internet to complete school 

work because they do not have access to reliable internet at home." 

Moreover, the digital divide disproportionately impacts BIPOC students." Even before COVID-19 the digital divide 

put BIPOC students at an educational disadvantage. 25% of all school age children lack access to computers and 

other digital devices and/or lack access to high-speed internet at home, but the numbers for BIPOC students are 

disproportionate: 50% for Native and Indigenous students, 36% for Black students, and 34% for Latinx students.81 

Recently revised learning loss predictions indicate that while white students may lose anywhere from four to eight 

months of learning as a result of the COVID-19 pandemic by the end of the academic year in June 2021, BIPOC 

students may have learning losses ranging from six months up to a full year. 

The digital divide also disproportionately burdens students in low-income families.82  Of parents surveyed from low-

income households, 43% reported that their children have to complete work on a cell phone, and 40% reported that 

their children would need to use public internet to complete schoolwork.83 

Access to technology and high speed internet, especially during the COVID-19 pandemic, facilitates student organizing 

and formation of student clubs such as GSAs, which are among the supports associated with better K-12 experiences 

for LGBTQ+ students." Students with access to GSAs in their schools report a lower frequency of hearing anti-LGBTQ+ 

remarks, less severe levels of LGBTQ+ related victimization, and more frequent staff intervention in response to 

continued 

GIS I116 

https://schoolwork.83
https://families.82
https://students.81
https://COVID-19.77
https://districts.74


ISSUE BRIEF: CIVIL RIGHTS PRINCIPLES FOR SAFE, HEALTHY, & INCLUSIVE SCHOOL CLIMATES 10 

anti-LGBTQ+ remarks, among other positive outcomes." Thus, it is not surprising that a lack of digital access, especially 

during the COVID-19 pandemic, creates a barrier for LGBTQ+ students who may not be able to form a GSA and interact 

remotely with supportive educators. LGBTQ+ students, especially those who are transgender, nonbinary, BIPOC, 

and/or people with disabilities, continue to experience multiple intersecting forms of discrimination during the twin 

pandemics of COVID-19 and systemic racism. Many students are self-isolating with unsupportive families.86  LGBTQ+ 
youth are still more than twice as likely as their non-LGBTQ+ peers to experience homelessness.87  The higher risk 

to LGBTQ+ youth of experiencing depression, anxiety, and other mental health concerns is even greater during this 

unprecedented time of mass disruption and trauma." 

The learning and social support losses that students are experiencing as a result of the digital divide are rapidly widening 

educational and social disparities among students." Closing the digital divide is essential for LGBTQ+ students, BIPOC 

students, and students from low-income families, who are disproportionately impacted by the lack of access to high 

speed internet and technological devices. Likewise, closing the divide in disparate physical school infrastructures, is 

critically important to ensure that these students are learning in safe, healthy, and inclusive school climates. 

GLSEN's Policy Recommendations 

• Congress should significantly increase funding for federal education programs for marginalized students by: 

At least tripling Title I of the Elementary and Secondary Education Act (ESEA). 

Fully funding the Individuals with Disabilities Education Act (IDEA) within five years, so that students in our most 

marginalized schools and students with disabilities have truly equitable and adequate financial resources. 

Congress should significantly increase funding of programs to support broadband internet and digital device access, 

mental health services, supports for students experiencing homelessness and housing insecurity, and professional 

development for educators on identifying and responding to cyberbullying or other forms of harassment. 

Congress should adopt  Maintenance of Equity provisions  in all school funding legislation going forward, which would 

mandate that States accepting federal funds not cut per-pupil spending in high-poverty districts at a rate greater 

than what is cut from low-poverty districts, and that districts receiving funds not adopt disproportionate lay-offs 

and hiring freezes in their highest-need schools." 

Hold all levels of the K-12 education system accountable to these school climate principles through accurate 
and comprehensive data collection that measures LGBTQ+ students' experiences 

Accurate and comprehensive data collection is necessary to address disparities and promote equity for all students 

in K-12 learning communities and to plan for changes in infrastructure, resources, programing, and school personnel 

training. It is important that federal, state, and local K-12 surveys include measures on sexual orientation and gender 

identity. Data about bullying, harassment, discrimination, and discipline incidents, policies, and practices must be 

disaggregated by student demographics, including sexual orientation and gender identity. This disaggregated data 

can give policymakers and education officials important insights into how to better design programs that meet the 

needs and experiences of the most vulnerable and underserved students. Thus, comprehensive collection of data is a 

necessity to ensure safe and inclusive school climates for LGBTQ+ students, and especially for those who experience 

multiple, intersecting forms of marginalization in schools. 
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GLSEN's Policy Recommendations 

Congress should pass the  LGBTQ+ Data Inclusion Act  so that the experiences of all members of K-12 learning 
communities, including LGBTQ+ students and educators, are accurately represented in federal surveys and so that 
the research can inform best practices and federal funding can be used in the most effective and efficient manner. 

The U.S. Department of Education should strengthen the Civil Rights Data Collection and other surveys by including 
validated survey measures about: 

LGBTQ+ students' experiences in K-12 learning communities through disaggregated data collection on school 
climate and student demographics including sexual orientation, gender identity, and gender expression. 

Whether local policies on bullying and harassment, discrimination, and discipline specifically enumerate sexual 
orientation, gender identity, and gender expression as protected categories of students within the scope of 
those policies. 

1- Whether local policies on bullying and harassment, discrimination, and discipline are published on the LEA's website. 

The Centers for Disease Control and Prevention's Youth Risk Behavior System should be strengthened by including 
measures of LGBTQ+ youths' experiences, by including survey items on sexual orientation, gender identity, and 
gender expression in all surveys. 

The Office of Management and Budget should be directed to establish system-wide data collection standards on 
sexual orientation, gender identity, and intersex status based on the recommendations of the National Academies 
of Science.91 

Conclusion 

LGBTQ+ students, like all students, deserve to learn, grow, and thrive in K-12 learning communities that afford them 
dignity and liberation. Education policymakers should adopt the preceding principles to cultivate safe, healthy, and 
inclusive schools for all. GLSEN envisions a world in which every child learns to respect and accept all people, regardless 
of sexual orientation, gender identity and gender expression. For additional questions about GLSEN and how K-12 
education can become safer and more inclusive, contact GLSEN's Public Policy Office at  policy@glsen.org. 
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The 2019 National 
School Climate Survey 

EXECUTIVE SUMMARY 

The Experiences of Lesbian, Gay, Bisexual, 

Transgender, and Queer Youth in Our Nation's Schools 



 

In 1999, GLSEN identified that little was known about the school experiences 

of lesbian, gay, bisexual, transgender, and queer (LGBTQ) youth and that 

LGBTQ youth were nearly absent from national studies of adolescents. We 

responded to this national need for data by launching the first National 

School Climate Survey, and we continue to meet this need for current data by 

conducting the study every two years. Since then, the biennial National 

School Climate Survey has documented the unique challenges LGBTQ 

students face and identified interventions that can improve school climate. 

The study documents the prevalence of indicators of a hostile school climate 

for LGBTQ students, and explores the effects that a hostile school climate 

may have on LGBTQ students' educational outcomes and well-being. The 

study also examines the availability and the utility of LGBTQ-related school 

resources and supports that may offset the negative effects of a hostile school 

climate and promote a positive learning experience. In addition to collecting 

this critical data every two years, we also add and adapt survey questions to 

respond to the changing world for LGBTQ youth. For example, in the 2019 

survey we included questions about the activities of LGBTQ-supportive 

student clubs. The National School Climate Survey remains one of the few 

studies to examine the school experiences of LGBTQ students nationally, and 

its results have been vital to GLSEN's understanding of the issues that LGBTQ 

students face, thereby informing our ongoing work to ensure safe and 

affirming schools for all. 

Quotes throughout are from students' responses 
to open-ended questions in the survey. 

Visit glsen.org/nscs for the full 2019 National School Climate Survey. 

https://glsen.org/nscs
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In our 2019 report, we examine 
the experiences of LGBTQ students 
with regard to indicators of negative 
school climate: 

• Hearing biased remarks, including 
homophobic remarks, in school; 

• Feeling unsafe in school because of 
personal characteristics, such as 
sexual orientation, gender expression, 
or race/ethnicity; 

• Missing classes or days of school 
because of safety reasons; 

• Experiencing harassment and assault 
in school; and 

• Experiencing discriminatory policies 
and practices at school. 

In addition we examine whether students 
report these experiences to school 
officials or their families, and how these 
adults addressed the problem. Further, 
we examine the impact of a hostile 
school climate on LGBTQ students' 
academic achievement, educational 
aspirations, and psychological well-being. 
We also examine how the school 
experiences of LGBTQ students vary by 
personal and community characteristics. 

We also demonstrate the degree to 
which LGBTQ students have access 
to supportive resources in school, and 
we explore the possible benefits of 
these resources: 

• GSAs (Gay-Straight Alliances or Gender 
and Sexuality Alliances) or similar 
clubs; 

• Supportive and inclusive school 
policies, such as anti-bullying/ 
harassment policies and transgender 
and nonbinary student policies; 

• Supportive school staff; and 

• Curricular resources that are inclusive 
of LGBTQ-related topics. 

Given that GLSEN has been conducting 
the survey for two decades, we also 
examine changes over time on indicators 
of negative school climate and levels of 
access to LGBTQ-related resources 
in schools. 

METHODS 

The 2019 National School Climate Survey was conducted online from April through 
August 2019. To obtain a representative national sample of lesbian, gay, bisexual, 
transgender, and queer (LGBTQ) youth, we conducted outreach through national, 
regional, and local organizations that provide services to or advocate on behalf of 
LGBTQ youth, and advertised and promoted on social media sites, such as 
Instagram, Facebook, and Snapchat. To ensure representation of transgender youth, 
youth of color, and youth in rural communities, we made special efforts to notify 
groups and organizations that work predominantly with these populations. 

The final sample consisted of a total of 16,713 students between the ages of 13 
and 21. Students were from all 50 states, the District of Columbia, Puerto Rico, 
American Samoa, and Guam. Just over two-thirds of the sample (69.2%) was White, 
two-fifths (41.6%) was cisgender female, and 40.4% identified as gay or lesbian. 
The average age of students in the sample was 15.5 years and they were in grades 6 
to 12, with the largest numbers in grades 9, 10 and 11. 



HOSTILE SCHOOL CLIMATE 

Schools nationwide are hostile environments for a distressing number of LGBTQ 
students, the overwhelming majority of whom routinely hear anti-LGBTQ language 
and experience victimization and discrimination at school. As a result, many 
LGBTQ students avoid school activities or miss school entirely. 

SCHOOL SAFETY 

• 59.1% of LGBTQ students felt unsafe 
at school because of their sexual 
orientation, 42.5% because of their 
gender expression, and 37.4% 
because of their gender. 

• 32.7% of LGBTQ students missed at 
least one entire day of school in the 
past month because they felt unsafe or 
uncomfortable, 8.6% missed four or 
more days in the past month. 

• Many avoided gender-segregated 
spaces in school because they felt 
unsafe or uncomfortable: 45.2% 
avoided bathrooms and 43.7% avoided 
locker rooms. 

• Most reported avoiding school 
functions (77.6%) and extracurricular 
activities (71.8%) because they felt 
unsafe or uncomfortable. 

• Nearly a fifth of LGBTQ students 
(17.1%) reported having ever changed 
schools due to feeling unsafe or 
uncomfortable at school. 

ANTI-LGBTQ REMARKS 
AT SCHOOL 

• Almost all LGBTQ students (98.8%) 
heard "gay" used in a negative way 
(e.g., "that's so gay") at school; 75.6% 
heard these remarks frequently or 
often, and 91.8% reported that they felt 
distressed because of this language. 

(continued on next page) 

Frequency of Missing Days of School 

in the Past Month Because of Feeling 

Unsafe or Uncomfortable 

1Day 
10.6% 

0 Days 
67.3% 

2 or 3 Days 
13.5% 

4 or 5 Days 
3.6% 

6 or More Days 
5.0% 
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ANTI-LGBTQ REMARKS HARASSMENT AND ASSAULT 
AT SCHOOL (cont.) AT SCHOOL 

• 96.9% of LGBTQ students heard the 
phrase "no homo" at school, and 
60.9% heard this phrase frequently or 
often. 

• 95.2% of LGBTQ students heard other 
types of homophobic remarks (e.g., 
"dyke" or "faggot"); 54.4% heard this 
type of language frequently or often. 

• 91.8% of LGBTQ students heard 
negative remarks about gender 
expression (not acting "masculine 
enough" or "feminine enough"); 
53.2% heard these remarks frequently 
or often. 

• 87.4% of LGBTQ students heard 
negative remarks specifically about 
transgender people, like "tranny" or 
"he/she;" 43.7% heard them 
frequently or often. 

• 52.4% of students reported hearing 
homophobic remarks from their 
teachers or other school staff, and 
66.7% of students reported hearing 
negative remarks about gender 
expression from teachers or other 
school staff. 

• Less than one-fifth of LGBTQ students 
(13.7%) reported that school staff 
intervened most of the time or always 
when overhearing homophobic 
remarks at school, and less than 
one-tenth of LGBTQ students (9.0%) 
reported that school staff intervened 
most of the time or always when 
overhearing negative remarks about 
gender expression. 

The vast majority of LGBTQ students 
(86.3%) experienced harassment or 
assault based on personal 
characteristics, including sexual 
orientation, gender expression, gender, 
actual or perceived religion, actual or 
perceived race and ethnicity, and actual 
or perceived disability. 

• 68.7% of LGBTQ students experienced 
verbal harassment (e.g., called names 
or threatened) at school based on 
sexual orientation, 56.9% based on 
gender expression, and 53.7% based 
on gender. 

• 25.7% of LGBTQ students were 
physically harassed (e.g., pushed or 
shoved) in the past year based on 
sexual orientation, 21.8% based on 
gender expression, and 22.2% based 
on gender. 

• 11.0% of LGBTQ students were 
physically assaulted (e.g., punched, 
kicked, injured with a weapon) in the 
past year based on sexual orientation, 
9.5% based on gender expression, and 
9.3% based on gender. 

• A sizable number of LGBTQ students 
were also bullied or harassed at school 
based on other characteristics — 36.5% 
based on actual or perceived disability, 
23.1% based on actual or perceived 
religion, and 21.4% based on actual or 
perceived race or ethnicity. 

• 44.9% of LGBTQ students experienced 
electronic harassment in the past year 
(via text messages or postings on social 
media), often known as cyberbullying. 

• 58.3% of LGBTQ students were 
sexually harassed (e.g., unwanted 
touching or sexual remarks) in the past 
year at school. 
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STUDENT REPORTING OF 
HARASSMENT AND ASSAULT 
INCIDENTS 

• 56.6% of LGBTQ students who were 
harassed or assaulted in school did not 
report the incident to school staff, most 
commonly because they doubted that 
effective intervention would occur or 
the situation could become worse if 
reported. 

• 60.5% of the students who did report 
an incident said that school staff did 
nothing in response or told the student 
to ignore it. 

DISCRIMINATORY SCHOOL 
POLICIES AND PRACTICES 

Most LGBTQ students (59.1%) reported 
personally experiencing any LGBTQ-
related discriminatory policies or 
practices at school. Specifically, LGBTQ 
students reported being: 

• Prevented from using bathrooms aligned 
with their gender identity: 28.4%. 

• Disciplined for public displays of 
affection that were not similarly 
disciplined among non-LGBTQ 
students: 28.0%. 

• Prevented from using locker rooms 
aligned with their gender identity: 
27.2%. 

• Prevented from using chosen names/ 
pronouns: 22.8%. 

• Prevented from wearing clothes 
considered "inappropriate" based on 
gender: 18.3%. 

• Prohibited from discussing or writing 
about LGBTQ topics in school 
assignments: 16.6%. 

• Prohibited from including LGBTQ 
topics in school extracurricular 
activities: 16.3%. 

• Restricted from forming or promoting a 
GSA: 14.7%. 

• Prevented from wearing clothing or 
items supporting LGBTQ issues: 
10.7%. 

• Prevented or discouraged from 
participating in school sports because 
they were LGBTQ: 10.2%. 

• Prevented from attending a dance or 
function with someone of the same 
gender: 7.6%. 

• Disciplined for simply identifying as 
LGBTQ: 3.0%. 

i1I got rocks thrown at me and was beaten by kids at 

my school. I never told anyone about this. Not a 

parent, school staff member, nor peer. , 
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EFFECTS OF A HOSTILE SCHOOL CLIMATE 

A hostile school climate affects students' academic success and mental health. 
LGBTQ students who experience victimization and discrimination at school have 
worse educational outcomes and poorer psychological well-being. 

EFFECTS OF VICTIMIZATION 

• LGBTQ students who experienced 
higher levels of victimization based on 
their sexual orientation: 

• Were nearly three times as likely to 
have missed school in the past 
month than those who experienced 
lower levels (57.2% vs. 21.7%); 

o Had lower grade point averages 
(GPAs) than students who were less 
often harassed (3.03 vs. 3.34); 

o Were nearly twice as likely to report 
that they did not plan to pursue any 
post-secondary education (e.g., 
college or trade school) than those 
who experienced lower levels (9.9% 
vs. 5.8%); 

o Were nearly twice as likely to have 
been disciplined at school (47.0% 
vs. 26.7%); and 

o Had lower self-esteem and 
school belonging and higher levels 
of depression. 

• LGBTQ students who experienced 
higher levels of victimization based on 
their gender expression: 

• Were almost three times as likely to 
have missed school in the past 
month than those who experienced 
lower levels (59.0% vs. 21.8%); 

o Had lower GPAs than students who 
were less often harassed (2.98 vs. 
3.36); 

o Were twice as likely to report that 
they did not plan to pursue any 
post-secondary education (e.g., 
college or trade school; 11.1% vs. 
5.4%); 

o Were more likely to have been 
disciplined at school (46.8% vs. 
27.2%); and 

o Had lower self-esteem and 
school belonging and higher levels 
of depression. 

• Of the LGBTQ students who indicated 
that they were considering dropping 
out of school, a sizable percentage 
(42.2%) indicated that it was related to 
the harassment they faced at school. 

School Belonging by Experiences of Victimization and Discrimination 

(Percentage of LGBTQ Students Demonstrating Positive School Belonging) 

80%- 72.7% 

62.7% 62.3% 

60%-

37.9%
40%-

28.7% 27.7% 

20% 

0% 
Lower Higher Lower Higher Had Not Had 

Victimization Victimization Victimization Victimization Experienced Experienced 

Victimization Re: Sexual Orientation Victimization Re: Gender Expression Experiences of Discrimination 



6 6  I sincerely hope that queer kids in future generations do 

not have to go through what I have been through and will 

most likely continue to suffer through. 

EFFECTS OF DISCRIMINATION 

• Compared to LGBTQ students who did 
not experience LGBTQ-related 
discrimination at school, those who 
experienced discrimination: 

o Were nearly three times as likely to 
have missed school in the past 
month (44.1% vs. 16.4%); 

o Had lower GPAs (3.14 vs. 3.39); 
o Were more likely to have been 

disciplined at school (40.2% vs. 
22.6%); and 

o Had lower self-esteem and school 
belonging and higher levels of 
depression. 

• Of the LGBTQ students who 
indicated that they were considering 
dropping out of school, a sizable 
percentage (30.1%) indicated that it 
was related to the hostile climate 
created by gendered school policies 
and practices. 
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LGBTQ-RELATED SCHOOL RESOURCES 
AND SUPPORTS 

Students who feel safe and supported at school have better educational outcomes. 
LGBTQ students who have LGBTQ-related school resources report better school 
experiences and academic success. Unfortunately, all too many schools fail to 
provide these critical resources. 

o Were less likely to hear negativeGSAs (GAY-STRAIGHT 
remarks about gender expressionALLIANCES/GENDER AND 
often or frequently (49.3% vs. 59.5%);

SEXUALITY ALLIANCES) o Were less likely to hear negative 
remarks about transgender people

Availability and Participation often or frequently (39.9% vs. 
• Most LGBTQ students (61.6%) said 50.0%); 

that their school had a GSA or similar o Were more likely to report that school 
student club. personnel intervened when hearing 

• Most LGBTQ students with a GSA at homophobic remarks — 16.4% vs. 

school reported participating in the 9.4% reporting that staff intervened 

club at some level, but more than a most of the time or always; 

third (38.2%) had not. o Were less likely to feel unsafe 
regarding their sexual orientation 
(53.6% vs. 67.4%) and gender 

Utility expression (40.2% vs. 46.0%); 
• Compared to LGBTQ students who did o Were less likely to miss school 

not have a GSA in their school, students because of safety concerns (28.4% 
who had a GSA in their school: vs. 39.6%); 

• Experienced lower levels ofo Were less likely to hear "gay" used in 
victimization related to their sexuala negative way often or frequently 
orientation and gender expression;(70.5% to 83.5%); 

o Reported a greater number ofo Were less likely to hear the phrase 
supportive school staff and more"no homo" often or frequently 
accepting peers; and(57.4% vs. 66.4%); 

o Felt greater belonging to theiro Were less likely to hear homophobic 
school community.remarks such as "fag" or "dyke" often 

or frequently (49.4% vs. 62.5%); 

Presence of GSAs and LGBTQ Students' Feelings of Safety and Missing School 

80% - School Does Not Have a GSA 

67.3% 
• School Has a GSA 

60% -
48.2% 

51.7% 
37.7%40% - 41.3% 

28.7% 
20%. 

0% 
Felt Unsafe Because Felt Unsafe Because Missed at Least One Day 
of Sexual Orientation of Gender Expression of School in the Past Month 
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INCLUSIVE CURRICULAR 
RESOURCES 

Availability 

• Only 19.4% of LGBTQ students were 
taught positive representations of 
LGBTQ people, history, or events in 
their schools; 17.0% had been taught 
negative content about LGBTQ topics. 

• Only 8.2% of students reported 
receiving LGBTQ-inclusive sex 
education. 

• Just under half of students (48.9%) 
reported that they could find 
information about LGBTQ-related 
issues in their school library. 

• Just over half of students with 
internet access at school (55.9%) 
reported being able to access 
LGBTQ-related information online 
via school computers. 

Utility 

• Compared to students in school 
without an LGBTQ-inclusive 
curriculum, LGBTQ students in schools 
with an LGBTQ-inclusive curriculum: 

o Were less likely to hear "gay" used in 
a negative way often or frequently 
(59.2% vs. 79.8%); 

o Were less likely to hear homophobic 
remarks such as "fag" or "dyke" 
often or frequently (38.6% vs. 
58.3%); 

o Were less likely to hear negative 
remarks about gender expression 
often or frequently (30.1% vs. 
47.2%); 

o Were less likely to hear negative 
remarks about transgender people 
often or frequently (41.8% vs. 
56.0%); 

o Were less likely to feel unsafe 
because of their sexual orientation 
(44.4% vs. 62.7%) and gender 
expression (33.5% vs. 44.7%); 

o Experienced lower levels of 
victimization related to their sexual 
orientation and gender expression; 

o Were less likely to miss school in the 
past month because they felt unsafe 
or uncomfortable (23.2% vs. 
35.0%); 

o Performed better academically in 
school (3.32 vs. 3.23 average GPA) 
and were more likely to plan on 
pursuing post-secondary education; 

OWere more likely to report that their 
classmates were somewhat or very 
accepting of LGBTQ people (66.9% 
vs. 37.9%); and 

o Felt greater belonging to their 
school community. 

SUPPORTIVE EDUCATORS 

Availability 

• Almost all LGBTQ students (97.7%) 
could identify at least one staff 
member supportive of LGBTQ students 
at their school. 

• Approximately two-thirds of students 
(66.3%) could identify at least six 
supportive school staff. 

• Only 42.3% of students could identify 
11or more supportive staff. 

• Just over two-fifths of students (42.4%) 
reported that their school 
administration was somewhat or very 
supportive of LGBTQ students. 

• Over half of students (62.8%) had 
seen at least one Safe Space sticker or 
poster at their school (these stickers or 
posters often serve to identify 
supportive educators). 

(continued on next page) 



My teachers are usually very kind, and four have open 

defended me/LGBT rights. Two have given me seriou 

emotional help and have made my life feel less terrible. , 

SUPPORTIVE EDUCATORS 
(cont.) 

Utility 

• Compared to LGBTQ students with no 
or few supportive school staff (0 to 5), 
students with many (11 or more) 
supportive staff at their school: 

o Were less likely to feel unsafe 
because of their sexual orientation 
(44.8% vs. 74.2%) and less likely to 
feel unsafe because of their gender 
expression (33.6% vs. 51.3%); 

o Were less likely to miss school 
because they felt unsafe or 
uncomfortable (21.3% vs. 45.9%); 

o Had higher GPAs (3.34 vs. 3.14); 
o Were less likely to say they might not 

graduate high school and more likely 
to plan on pursuing post-secondary 
education; and 

o Felt greater belonging to their 
school community. 

• Students who had seen a Safe Space 
sticker or poster in their school were 
more likely to identify school staff who 
were supportive of LGBTQ students. 

INCLUSIVE AND SUPPORTIVE 
SCHOOL POLICIES 

Availability 

• Although a majority of students 
(79.1%) had an anti-bullying policy at 
their school, only 13.5% of students 
reported that their school had a 
comprehensive policy (i.e., one that 
specifically enumerates both sexual 
orientation and gender identity/ 
expression). 

• Only 10.9% of LGBTQ students 
reported that their school or 
district had official policies or 
guidelines to support transgender or 
nonbinary students. 

Utility 

• LGBTQ students in schools with a 
comprehensive anti-bullying/ 
harassment policy: 

Were less likely to hear "gay" used in 
a negative way often or frequently 
(63.4% vs. 77.6% of students with a 
generic policy and 79.0% of 
students with no policy); 

o Were less likely to hear the phrase 
"no homo" often or frequently 
(55.3% vs. 61.8% of students with a 
generic policy and 62.5% of 
students with no policy); 
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o Were less likely to hear other 
homophobic remarks such as "fag" 
or "dyke" often or frequently (43.9% 
vs. 55.7% of students with a generic 
policy and 58.8% of students with 
no policy); 

o Were less likely to hear negative 
remarks about gender expression 
often or frequently (42.5% vs. 
54.7% of students with a generic 
policy and 56.5% of students with 
no policy); 

o Were less likely to hear negative 
remarks about transgender people 
often or frequently (35.4% vs. 
44.5% of students with a generic 
policy and 47.5% of students with 
no policy); 

o Were more likely to report that staff 
intervened when hearing anti-LGBTQ 
remarks than those with a generic 
policy or no policy; 

o Experienced less anti-LGBTQ 
victimization than those with a 
generic policy or no policy; and 

o Were more likely to report 
victimization incidents to school staff 
and were more likely to rate school 
staff's responses to such incidents as 
effective than those with a generic 
policy or no policy. 

• Among transgender and nonbinary 
students, those in schools with 
transgender/nonbinary student policies 
or guidelines: 

o Were less likely to experience 
anti-LGBTQ discrimination in their 
school than transgender and 
nonbinary students in schools 
without such policies and guidelines. 
Specifically, they were: 

Less likely to be prevented from 
using their name or pronoun of 
choice in school (18.8% vs. 
44.9%); 
Less likely to be prevented from 
using bathrooms aligned with their 
gender (26.7% vs. 53.6%); 
Less likely to be prevented from 
using locker rooms aligned with 
their gender (25.6% vs. 50.7%); 
and 
Less likely to be prevented from 
wearing clothes thought to be 
"inappropriate" based on gender 
(6.9% vs. 23.9%); 

• Were less likely to miss school 
because they felt unsafe or 
uncomfortable (36.5% vs. 42.4%) 
than transgender and nonbinary 
students in schools without such 
policies and guidelines; and 

o Felt greater belonging to their school 
community than transgender and 
nonbinary students in schools 
without such policies and guidelines. 
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CHANGES IN SCHOOL CLIMATE FOR 
LGBTQ STUDENTS OVER TIME 

Although school climate for LGBTQ students has improved overall since our first 
installment of this survey in 1999, school remains quite hostile for many LGBTQ 
students. In 2019, we saw more positive changes than we had in the 2017 
installment of this survey, but not as much positive change as in prior years. 

• Negative remarks about genderCHANGES IN INDICATORS OF 
expression have decreased from 2017HOSTILE SCHOOL CLIMATE 
to 2019. 

Anti-LGBTQ Remarks • The frequency of hearing negative 
remarks about transgender people• The frequency with which LGBTQ 
decreased between 2017 and 2019,students heard homophobic remarks 
after a steady increase between 2013like "fag" or "dyke" was lower in 2019 
and 2017.than in all prior years, and there was a 

general downward trend in hearing • After a steady decline in homophobic 

homophobic remarks from 2001 to remarks from school staff between 

2015, but these remarks remained 2007 and 2013, there was no change 
from 2013 to 2017. In 2019, however, 
homophobic remarks from staff 

consistent between 2015 and 2017. 

• The expression "that's so gay" remains 
decreased once again.the most common form of anti-LGBTQ 

language heard by LGBTQ students, • There had been an upward trend from 

and its prevalence has been increasing 2013 to 2017 in the frequency of staff 

from 2015 to 2019, after years of making negative remarks about gender 

consistent decline. expression, however these remarks 
decreased in 2019 to levels that are• There was a sizable increase in 
similar to our findings from 2015.the frequency of LGBTQ students 

hearing "no homo" at school in 2019, 
after a consistent pattern of decline 
between 2011 and 2017. 

Frequency of Victimization Based on 

Sexual Orientation and Gender Expression Over Time 

(Percentage of LGBTQ Students Reporting 

Event Frequently, Based on Estimated Marginal Means) 

40% 
Sexual Orientation Gender Expression 

40" Verbal Harassment Verbal Harassment 
Physical Harassment Physical Harassment 

30% -a- Physical Assault Physical Assault 

20% 

10% 

0% 
1999 2001 2003 2005 2007 2009 2011 2013 2015 2017 2019 



Ai This was the most inclusive year at my school so far, 

but there is a tremendous amount of work to be done. 

Harassment and Assault 

• With regard to victimization based on 
sexual orientation: 

o After years of decline, the frequency 
of verbal harassment has not 
changed from 2015 to 2019; and 

o Frequencies of physical harassment 
resumed a pattern of decline in 
2019 after no change occurred in 
2017, and frequencies of physical 
assault resumed a pattern of decline 
in 2019 after no change occurred in 
2015 and 2017. 

• With regard to victimization based on 
gender expression: 

o Frequencies of verbal harassment 
resumed a pattern of decline in 
2019, following an increase between 
2015 and 2017; and 

o Physical harassment and assault 
continued a pattern of modest 
decline, and were lower in 2019 
than all previous years. 

• The frequency of LGBTQ students 
reporting victimization to school staff 
in 2019 was similar to 2017 and 
greater than nearly all other years; 
however, the frequency of students 
rating staff intervention as effective in 
2019 has remained similar from 2013 
to 2017, and is somewhat lower than 
prior years. 

CHANGES IN EXPERIENCES 
OF DISCRIMINATION 

• For all time points since we began asking 
about LGBTQ-related discrimination in 
2013, over half of LGBTQ students 
experienced this type of discrimination at 
school. In 2019, students were less likely 
to experience any type of discrimination 
than in 2013 and 2017. 

• For most specific types of LGBTQ-
related discrimination, incidence was 
greatest in 2013, and for certain 
gender-specific forms of discrimination 
— including being prevented from using 
facilities aligned with one's gender, and 
being prevented from using chosen 
name/pronouns — incidence was 
greatest in 2017. However, incidence 
for most types of discrimination was 
lower in 2019 than in previous years. 

CHANGES IN AVAILABILITY OF 
LGBTQ-RELATED SCHOOL 
RESOURCES AND SUPPORTS 

Supportive Student Clubs (GSAs) 

• The percentage of LGBTQ students 
reporting that they have a GSA has 
continued to increase since 2007, and 
was greater in 2019 than in all prior 
survey years. 

(continued on next page) 
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CHANGES IN AVAILABILITY OF Supportive Educators 

LGBTQ-RELATED SCHOOL • The percentage of students who had at 
least one supportive educator wasRESOURCES AND SUPPORTS 
higher in 2019 than all previous years.

(cont.) 
• The percentage of students who had a 

Curricular Resources high number of supportive educators 
• Overall, there has been little change in (6 or more) was also higher in 2019 

LGBTQ-related curricular resources than all previous years. 
over time. 

Anti-Bullying/Harassment Policies 
o Access to LGBTQ-related internet 

• Overall, there was a sharp increase in resources through school computers 
the number of students reporting anyincreased in 2019 and has steadily 
type of policy after 2009, and the rateincreased since 2007; 
has remained more or less consistento Access to LGBTQ-related books and 
since 2011. After small increases fromlibrary resources increased in 2019 
2011 to 2015, and a small decline inand was higher than all previous 
2017, the number of students with anyyears; and 
type of policy did not change in 2019.o The percentage of LGBTQ students 

who were taught positive LGBTQ- • With regard to enumerated policies, 

related content in class, as well as there was a small but significant 

those with LGBTQ inclusion in increase in the percentage of students 

textbooks and class resources, did reporting comprehensive school policies 

not change in 2019 from 2017. (i.e., policies that enumerate protections 
for both sexual orientation and gender• The percentage being taught negative 
identity/expression) from 2015 to 2017LGBTQ-related content in class 
and this percentage did not change inincreased between 2013 and 2015, 
2019. Further, there has been a steady,and has not changed since 2015. 
modest decline in the percentage 
reporting partially enumerated policies 
from 2015 to 2019, and the rate was 
lower in 2019 than all prior years. 

Availability of LGBTQ-Related School Resources Over Time 

(Percentage of LGBTQ Students Reporting Resource in School, 
Based on Estimated Marginal Means) 

80%-

—•— Positive Inclusion70% -
of LGBTQ Issues 
in Curriculum60% -
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DIFFERENCES IN LGBTQ STUDENTS' 
SCHOOL EXPERIENCES BY PERSONAL 
DEMOGRAPH ICS 

LGBTQ students are a diverse population, and although they share many similar 
experiences, their experiences in school often vary based on their personal 
demographics. We examined differences in LGBTQ student experiences, based on: 

1) Sexual orientation, including differences between gay and lesbian, bisexual, 
pansexual, queer, and questioning students; 

2) Gender identity, including differences between and among transgender, 
nonbinary, cisgender, and questioning students; and 

3) Racial/Ethnic identity, including differences between Arab American/Middle 
Eastern/North African (MENA), Asian American/Pacific Islander/Native Hawaiian 
(AAPI), Black, Latinx, Native American/American Indian/Alaska Native (referred 
to as "Native and Indigenous"), multiracial, and White LGBTQ students. 

SEXUAL ORIENTATION RACE AND ETHNICITY 

• Overall, pansexual students • All students of color experienced 
experienced more hostile climates than similar levels of victimization based on 
gay and lesbian, bisexual, queer, and race/ethnicity, although Black students 
questioning students, including facing were more likely to feel unsafe about 
the highest rates of victimization, their race/ethnicity than AAPI, Latinx, 
school discipline, and missing school Native and Indigenous, multiracial, and 
because of safety reasons. White students. 

• Compared to students of other sexual • Native and Indigenous LGBTQ 
orientations, gay and lesbian students students were generally more likely 
were more likely to be "out" about their than other racial/ethnic groups to 
sexual orientation at school — both to experience anti-LGBTQ victimization 
other students and to school staff. and discrimination. 

• Many LGBTQ students of color 

GENDER experienced victimization based on 
both their race/ethnicity and their 

• Transgender students reported more LGBTQ identities. The percentages of 
hostile school experiences than LGBQ students of color experiencing these 
cisgender students and nonbinary multiple forms of victimization were 
students. similar across racial/ethnic groups. 

• Nonbinary students reported more • White students were less likely than all 
hostile school experiences than other racial/ethnic groups to feel 
cisgender LGBQ students. unsafe or experience victimization 

• Among cisgender LGBQ students, because of their racial/ethnic identity. 
male students experienced a more 
hostile school climate based on their 
gender expression and on sexual 
orientation than cisgender female 
students, whereas cisgender female 
students experienced a more hostile 
school climate based on their gender 
than cisgender male students. 
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DIFFERENCES IN LGBTQ STUDENTS' 
SCHOOL EXPERIENCES BY SCHOOL 
CHARACTERISTICS 

LGBTQ students' experiences in school may often vary based on the kind of school 
they attend and where they live. 

SCHOOL LEVEL 

• LGBTQ students in middle school had 
more hostile school experiences than 
LGBTQ students in high school, 
including experiencing higher rates of 
biased language, victimization, and 
anti-LGBTQ discriminatory school 
policies and practices. 

• LGBTQ middle school students were 
less likely than high school students to 
have access to LGBTQ-related school 
resources, including GSAs, supportive 
school personnel, LGBTQ-inclusive 
curricular resources, and 
inclusive policies. 

SCHOOL TYPE 

• Overall, LGBTQ students in private 
non-religious schools had fewer hostile 
school experiences than those in 
public schools and those in religious 
schools. 

• LGBTQ public school students were 
most likely to hear homophobic 
remarks at school and experienced the 
greatest levels of gender-based 
victimization, whereas those in 
religious schools were most likely to 
hear negative remarks about gender 
expression. 

• Students in religious schools were the 
most likely to report experiencing 
anti-LGBTQ discriminatory school 
policies and practices. 

• Students in private non-religious 
schools had greater access to most 
LGBTQ-related school resources and 
supports than all others, however 
public school students were most likely 
to report having a GSA and most likely 
to report having LGBTQ-inclusive 
school library resources. Students in 
religious schools were least likely to 
have access to LGBTQ-related school 
resources and supports. 

• Among students in public schools, 
those in charter schools were similar to 
those in regular public schools 
regarding anti-LGBTQ experiences and 
many resources and supports, although 
charter school students were more likely 
to have access to: inclusive curricular 
resources, supportive policies for 
transgender and nonbinary students, 
and a supportive administration. 
Students in regular public schools were 
more likely to have LGBTQ-inclusive 
school library resources. 



6  My school has both middle and high school student 

in the same building. The middle schoolers are much mor 

intolerant of LGBTQ people. The high schoolers are much 

more supportive. „ 

SCHOOL LOCALE 

• LGBTQ students in rural schools faced 
more hostile school climates than 
students in urban and suburban 
schools including experiencing higher 
rates of biased language, victimization, 
and anti-LGBTQ discriminatory school 
policies and practices. 

• LGBTQ students in suburban schools 
experienced lower levels of anti-LGBTQ 
victimization than all others. 

• LGBTQ students in rural schools were 
least likely to have LGBTQ-related 
school resources or supports, as 
compared to students in urban and 
suburban schools. 

REGION 

• LGBTQ students in the South had 
more negative school experiences 
overall than students in all other 
regions, including higher rates of 
biased language, victimization, and 
anti-LGBTQ discriminatory school 
policies and practices; those in the 
Midwest had more negative 
experiences overall than those in the 
Northeast and West. 

• Overall, LGBTQ students in the South 
were least likely to have access to 
LGBTQ-related resources at school, 
whereas students in the Northeast 
were most likely to have LGBTQ-related 
school resources. 



CONCLUSIONS AND 
RECOMMENDATIONS 

It is clear that there is an urgent need for action to create safe and affirming 
learning environments for LGBTQ students. Results from the 2019 National 
School Climate Survey demonstrate the ways in which school-based supports — 
such as supportive staff, inclusive and supportive school policies, curricular 
resources inclusive of LGBTQ people, and GSAs — can positively affect LGBTQ 
students' school experiences. Yet findings on school climate over time suggest 
that more efforts are needed to reduce harassment and discrimination and 
increase affirmative supports. Based on these findings, we recommend: 

• Increasing student access to 
appropriate and accurate information 
regarding LGBTQ people, history, and 
events through inclusive curricula, and 
library and internet resources; 

• Supporting student clubs, such as 
GSAs, that provide support for LGBTQ 
students and address LGBTQ issues 
in education; 

• Providing professional development for 
school staff to improve rates of 
intervention and increase the number 
of supportive teachers and other staff 
available to students; 

• Ensuring that school policies and 
practices, such as those related to 
dress codes and school dances, do not 
discriminate against LGBTQ students; 

• Enacting school policies that provide 
transgender and nonbinary students 
equal access to school facilities and 
activities and specify appropriate 
educational practices to support these 
students; and 

• Adopting and implementing 
comprehensive bullying/harassment 
policies that specifically enumerate 
sexual orientation, gender identity, and 
gender expression in individual schools 
and districts, with clear and effective 
systems for reporting and addressing 
incidents that students experience. 

Instituting these measures can move us toward a future in which all students have 
the opportunity to learn and succeed in school, regardless of sexual orientation, 
gender identity, or gender expression. 



  

LEARN MORE 

The full 2019 National School Climate Survey report goes into greater depth on 
the issues highlighted in this Executive Summary and explores a number of other 
topics, including: 

• Experiences of bias and school safety 
based on race/ethnicity, religion, body 
type, citizenship, and disability; 

• Frequency of relational aggression and 
property damage; 

• A deeper examination into GSAs — the 
types of activities that they engage in, 
and the reasons why some LGBTQ 
students do not attend their GSAs; 

• How identities regarding sexual 
orientation and gender identity have 
emerged and changed over time; 

• Experiences of LGBTQ students of 
color regarding racist remarks and 
victimization based on race/ethnicity 
over time; 

• Transgender students' experiences 
with gender-based discrimination at 
school over time; and 

• Foreign-born LGBTQ students' safety 
concerns regarding citizenship status 
over time. 

VISIT GLSEN.ORG/NSCS 
FOR THE FULL 2019 NATIONAL SCHOOL CLIMATE SURVEY. 

https://GLSEN.ORG/NSCS
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Preface 





Twenty years ago, GLSEN began investing in applied research capacity to build the evidence base for action 
on LGBTQ issues in K-12 schools, and to track the impact of efforts to improve the lives and life prospects of 
LGBTQ students. Now conducted under the banner of the GLSEN Research Institute, each new report in this 
body of work seeks to provide clarity, urgency, and renewed inspiration for the education leaders, advocates, 
and organizational partners dedicated to the work. 

Erasure and Resilience: The Experiences of LGBTQ Students of Color is a series of four reports, each 
publication focusing on a different group of LGBTQ students, their lives at school, and the factors that make 
the biggest difference for them. The reports in this series examine the school experiences of Asian American 
and Pacific Islander (AAPI), Black, Latinx, and Native and Indigenous LGBTQ youth. Each report was 
conducted and is released in partnership with organizations specifically dedicated to work with the student 
population in question. We are so grateful for the partnership of the National Queer Asian Pacific Islander 
Alliance, the National Black Justice Coalition, UnidosUS and the Hispanic Federation, and the Center for 
Native American Youth. 

These reports arrive as the United States wrestles with two fundamental challenges to our commitment to 
provide a K-12 education to every child — the depth of the systemic racism undermining true educational 
equity in our K-12 school systems; and the rising tide of racist, anti-LGBTQ, anti-immigrant, and White 
Christian nationalist sentiment being expressed in the mainstream of U.S. society. The students whose lives 
are illuminated in these reports bear the brunt of both of these challenges. Their resilience calls on each of 
us to join the fight. 

(b(6) 

Eliza Byard, Ph.D. 
Executive Director 
GLSEN 
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Dear Readers, 

For almost 30 years, GLSEN has worked to defend the rights of LGBTQ youth. Despite growing awareness 
built by communities like GLSEN and NQAPIA, GLSEN's research shows that youth continue to face 
discrimination and marginalization. As the country grows to understand queer and gender expansive youth, 
we must remember to highlight the unique experiences Asian American and Pacific Islanders (AAPIs) 
face at the intersections of their identities. We must uplift the complex experiences of youth of color and 
recognize a need for a nuanced framework that enhances liberation of all. 

NQAPIA feels deeply honored and proud to support GLSEN's Erasure and Resilience: The Experiences of 
LGBTQ Students of Color, Asian American and Pacific Islander LGBTQ Youth in U.S. Schools and their 
work in creating these nuanced frameworks. With research like this and resources like the, "10 Things To 
Know About LGBTQ AAPI Communities," created by GLSEN, NQAPIA & the NEA, we can begin to provide 
the life-saving and culturally relevant support for our youth that they need. This research will help us 
navigate how to best support our youth in their schools and communities as we continue to strive to build a 
world in which all AAPI LGBTQ individuals are fully accepted as they are. 

We stand with GLSEN in the belief that school is and should be a safe space for all our youth. 
Unfortunately, racism toward youth of color and discrimination against LGBTQ youth are prevalent in 
secondary schools. While research has shown that AAPI students commonly experience racism in school, 
discussions around harassment toward AAPI youth in schools are often missing. As a result, there is a 
lack of visibility around these types of school experiences for AAPI students, and even more so for AAPI 
LGBTQ students. 

This report examines the intersectional, educational experiences of AAPI LGBTQ secondary school 
students, and demonstrates that the majority of AAPI LGBTQ students experience safety concerns and 
harassment in school because of their sexual orientation, gender expression, and race/ethnicity. The report 
also shows that AAPI LGBTQ students who experience both homophobic and racist harassment in school 
have the poorest academic outcomes and psychological well-being. Further, AAPI LGBTQ students who 
experience harassment in school are also more likely to experience school discipline. 

This report is a critical tool for educators, policymakers, safe school advocates and others who want to 
make schools a more inclusive space for marginalized groups of students to continue to work on making 
accessible specific resources that support AAPI LGBTQ students. NQAPIA is proud to work with GLSEN 
to present this important research and we stand alongside GLSEN to do our part in ensuring safe and 
supportive school environments for AAPI LGBTQ students in the U.S. NQAPIA strongly encourages you 
to not only read the report, but translate this information into knowledge and informed care. We hope 
this information will lead to deeper conversations and nuanced work to enhance the lives of AAPI 
LGBTQ students. 

Sincerely, 

(b)(6) 

Khudai Tanveer 
Organizing Director 
National Queer Asian Pacific Islander Alliance 
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Introduction 

Existing research has illustrated that both Asian American and Pacific Islander (AAPI) as well as lesbian, 
gay, bisexual, transgender, and queer (LGBTQ) youth often face unique issues in school related to their 
marginalized identities. For instance, AAPI youth are also challenged with the model minority stereotype 
that all AAPI students are hardworking and excel academically, which can deny, downplay, or erase racism 
and discrimination that AAPI students experience. Yet prior studies have shown that the incidence of 
racism from peers against elementary and secondary AAPI students is common. This may, in part, be 
why AAPI youth are often missing from policy discussions on bullying in schools. With regard to LGBTQ 
youth, they often face unique challenges related to their sexual orientation, gender identity, and gender 
expression. LGBTQ youth often reported experiencing victimization and discrimination, resulting in poorer 
educational outcomes and decreased psychological well-being. Further, they have limited or no access to 
in-school resources that may improve school climate and students' experiences. Although there here has 
been a growing body of research on the experiences of AAPI youth and LGBTQ youth in schools, there 
has been little research examining the intersections of these identities — the experiences of AAPI LGBTQ 
students. Existing studies show that schools nationwide are hostile environments for LGBTQ youth of color, 
where they experience victimization and discrimination based on race, sexual orientation, gender identity, 
or all of these identities. This report is one of a series of reports that focus on LGBTQ students of different 
racial/ethnic identities, including Black, Latinx, and Native and Indigenous LGBTQ youth. 

In this report, we examine the experiences of AAPI LGBTQ students with regard to indicators of negative 
school climate and their impact on academic achievement, educational aspirations, and psychological 
well-being: 

• Feeling unsafe in school because of personal characteristics, such as sexual orientation, gender 
expression and race/ethnicity, and missing school because of safety reasons; 

• Hearing biased remarks, including homophobic and racist remarks, in school; 

• Experiencing victimization in school; and 

• Experiencing school disciplinary practices. 

In addition, we examine whether AAPI LGBTQ students report these experiences to school officials or their 
families, and how these adults address the problem. 

We also examine the degree to which AAPI LGBTQ students have access to supportive resources in school, 
and explore the possible benefits of these resources: 

• GSAs (Gay-Straight Alliances or Gender and Sexuality Alliances) or similar clubs; 

• Ethnic/cultural clubs; 

• Supportive school staff; and 

• Curricular resources that are inclusive of LGBTQ-related topics. 

Methods 

Data for this report came from GLSEN's 2017 National School Climate Survey (NSCS). The full sample 
for the 2017 NSCS was 23,001 LGBTQ middle and high school students between 13 and 21 years old. 
In the NSCS, when asked about their race and ethnicity, participants had the option to choose "Asian," 
and "Pacific Islander," among other racial/ethnic categories. The sample for this report consists of any 
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LGBTQ student in the national sample who identified as "Asian or South Asian" or "Native Hawaiian or 
Other Pacific Islander" (henceforth referred to as Asian American and Pacific Islander or AAPI), including 
those who only identified as AAPI, and those who identified as AAPI and one or more additional race/ 
ethnic identities (multiracial AAPI). It is important to note that the sample size of Pacific Islander LGBTQ 
students was too small to examine their school experiences alone. Therefore, LGBTQ students who 
identified as Pacific Islander were combined with those who identified as Asian. 

The final sample for this report was a total of 1,480 AAPI LGBTQ students. Students were from all states 
except for Wyoming, as well as District of Columbia, Puerto Rico, and the U.S. Virgin Islands. Two-fifths 
(40.0%) identified as gay or lesbian, over half (57.7%) were cisgender, and over half (56.0%) identified 
with one or more racial/ethnic identities in addition to AAPI. The majority of students were born in the 
U.S. and nearly all learned English as their first language, or as one of their first languages. The majority of 
students attended high school and public schools. 

Key Findings 

Safety and Victimization at School 

School Safety 

• Over half of AAPI LGBTQ students (51.8%) felt unsafe at school because of their sexual orientation, 
41.1% because of their gender expression, and 26.4% because of their race or ethnicity. 

• Over a quarter of AAPI LGBTQ students (27.6%) reported missing at least one day of school in the last 
month because they felt unsafe or uncomfortable, and nearly one-tenth (8.4%) missed four or more 
days in the past month. 

Biased Remarks at School 

• 97.8% of AAPI LGBTQ students heard "gay" used in a negative way; almost two-thirds (61%) heard 
this type of language often or frequently. 

• 92.4% of AAPI LGBTQ students heard other homophobic remarks; over half (51.1%) heard this type 
of language often or frequently. 

• 89.3% of AAPI LGBTQ students heard negative gender expression remarks about not acting 
"masculine" enough; half (50.2%) heard these remarks often or frequently. 

• 81.4 % of AAPI LGBTQ students heard remarks about not acting "feminine" enough; a third (33.9%) 
heard these remarks often or frequently. 

• 89.3% of AAPI LGBTQ students heard racist remarks; just over half (52.7%) heard these remarks 
often or frequently. 

• 82.3% of AAPI LGBTQ students heard negative remarks about transgender people; over a third 
(35.5%) heard these remarks often or frequently. 

Harassment and Assault at School 

• Many students experienced harassment or assault at school based on personal characteristics, 
including sexual orientation (60.5%), gender expression (54.7%), and race/ethnicity (53.8%). 

• AAPI LGBTQ students who experienced higher levels of victimization based on sexual orientation at school: 
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- were more than three times as likely to skip school because they felt unsafe (57.5% vs. 16.9%); 

- were somewhat less likely to plan to graduate high school (96.1% vs. 99.3%); and 

- experienced lower levels of school belonging (22% vs 60.9%) and greater levels of depression 
(73.2% vs. 41.2%). 

• AAPI LGBTQ students who experienced higher levels of victimization based on race/ethnicity at school: 

- were almost twice as likely to skip school because they felt unsafe (35.5% vs. 18.4%); and 

- experienced lower levels of school belonging and greater levels of depression. 

• Transgender and gender nonconforming (trans/GNC) AAPI students experienced greater levels of 
victimization based on sexual orientation and gender expression than LGBQ cisgender AAPI students. 

• AAPI LGBTQ students who identified with multiple racial/ethnic identities experienced greater levels 
of victimization based on sexual orientation and gender expression than LGBTQ students who only 
identified as AAPI. 

• Two-fifths of AAPI LGBTQ students (40.0%) experienced harassment or assault at school due to both 
their sexual orientation and their race/ethnicity. Compared to those who experienced one form of 
victimization or neither, AAPI LGBTQ students who experienced both forms of victimization: 

- experienced the lowest levels of school belonging; 

- had the greatest levels of depression; and 

- were the most likely to skip school because they felt unsafe. 

Reporting School-based Harassment and Assault, and Intervention 

A majority of AAPI LGBTQ students (56.5%) who experienced harassment or assault in the past year never 
reported victimization to staff, most commonly because they did not think that staff would do anything 
about it (67.4%). 

• Less than half (42.3%) reported that staff responded effectively when students reported victimization. 

• Less than half (43.5%) of AAPI LGBTQ students had told a family member about the victimization 
they faced at school. 

• Among AAPI LGBTQ students who reported victimization experiences to a family member, half 
(50.5%) indicated that a family member talked to their teacher, principal or other school staff. 

School Practices 

Experiences with School Discipline 

• Nearly a third of AAPI LGBTQ students (30.7%) experienced some form of school discipline, such as 
detention, out-of-school suspension, or expulsion. 

• Multiracial AAPI LGBTQ students experienced greater levels discipline than those who identified only 
as AAPI. 
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• Negative school experiences were related to experiences of school discipline for AAPI LGBTQ students. 
Those who experienced school discipline: 

experienced higher rates of victimization based on sexual orientation, gender expression, and race/ 
ethnicity; 

were more likely to skip school because they felt unsafe; and 

were more likely to experience anti-LGBTQ discriminatory school policies or practices. 

• Experiences with school discipline may also negatively impact educational outcomes for AAPI LGBTQ 
students. Those who experienced school discipline: 

- were less likely to plan on pursuing post-secondary education; and 

- had lower grade point averages (GPAs). 

School-Based Supports and Resources for AAPI LGBTQ Students 

GSAs 

Availability and Participation 

• Almost two-thirds of AAPI LGBTQ students (63.5%) reported having a GSA at their school. 

• AAPI LGBTQ students who attended rural schools, schools in the South, and smaller schools, were less 
likely to have access to a GSA. 

• The majority of AAPI LGBTQ students (57.7%) who had access to a GSA participated in the club, and 
18.9% participated as an officer or a leader. 

Utility 

• Compared to those without a GSA, AAPI LGBTQ students with a GSA: 

- were less likely to miss school due to safety concerns (22.4% vs. 36.9%); 

- were less likely to feel unsafe because of their sexual orientation (45.6% vs. 62.3%) and gender 
expression (38.6% vs. 45.4%); and 

- felt greater belonging to their school community. 

• AAPI LGBTQ students who participated in their GSA felt more comfortable bringing up LGBTQ issues 
in class and were more likely to participate in a GLSEN Day of Action or in a political rally, protest, or 
demonstration. 

Ethnic/Cultural Clubs 

Availability and Participation 

• Three-quarters of AAPI LGBTQ students (74.6%) reported that their school had an ethnic or cultural 
club at their school. 
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• 12.2% of AAPI LGBTQ students with an ethnic/cultural club at school attended meetings, and 2.4% 
participated as an officer or leader. 

Utility 

• AAPI LGBTQ students who had an ethnic/cultural club at their school: 

- felt greater belonging to their school community; and 

- were less likely to feel unsafe due to their race/ethnicity. 

• AAPI LGBTQ students who were born in another country were more likely to participate in ethnic/ 
cultural clubs than those who were born in the U.S. 

Supportive School Personnel 

Availability 

• The vast majority of AAPI LGBTQ students (97.2%) could identify at least one supportive staff 
member at school, but only about half (48.5%) could identify many supportive staff (11 or more). 

• Only about half of AAPI LGBTQ students (49.2%) reported having somewhat or very supportive school 
administration. 

• Multiracial AAPI LGBTQ students reported having fewer supportive staff and less supportive 
administrators than students who identified as AAPI only. 

Utility 

• AAPI LGBTQ students who had more staff who were supportive of LGBTQ students: 

were less likely to miss school due to safety concerns; 

were less likely to feel unsafe because of their sexual orientation, gender expression, and race/ 
ethnicity; 

had higher levels of self-esteem and lower levels of depression; 

had greater feelings of connectedness to their school community; 

had higher GPAs (3.5 vs. 3.2); and 

were more likely to plan to pursue post-secondary education (97.6% vs. 93.8%). 

Inclusive Curriculum 

We also examined the inclusion of LGBTQ topics in school curriculum. We found that just over a quarter of 
AAPI LGBTQ students (27.4%) were taught positive representations of LGBTQ people, history, or events. 
Further, we found that AAPI LGBTQ students who had some positive LGBTQ inclusion in the curriculum at 
school were: 

• less likely to feel unsafe because of their sexual orientation (16.8% vs. 30.2%) and gender expression 
(19.4% vs. 30.1%); 
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• more likely to have peers be accepting of LGBTQ people at school (76.4% vs. 43.7%); and 

• felt more connected to their school community. 

We were unable to examine other important forms of curricular inclusion, such as positive representations 
of people of color and their histories and communities. Nevertheless, we did find that AAPI LGBTQ 
students with an LGBTQ-inclusive curriculum were less likely to feel unsafe at school because of their race 
or ethnicity (22.5% vs. 27.8%). 

Conclusions and Recommendations 

AAPI LGBTQ students' have unique experiences with victimization, discriminatory school practices and 
access to supportive resources. Results from this report show that AAPI LGBTQ students experience 
institutional and interpersonal discrimination. The findings also demonstrate the ways that school supports 
and resources, such as GSAs and supportive school personnel can positively affect AAPI LGBTQ students' 
school experiences. Based on these findings, we recommend that school leaders, education policymakers, 
and other individuals who want to provide safe learning environments for AAPI LGBTQ students to: 

• Support student clubs, such as GSAs and ethnic/cultural clubs. Organizations that work with GSAs 
and ethnic/cultural clubs should also come together to address AAPI LGBTQ students' needs related to 
their multiple marginalized identities, including sexual orientation, gender, and race/ethnicity. 

• Provide professional development for school staff that addresses the intersections of identities and 
experiences of AAPI LGBTQ students. 

• Increase student access to curricular resources that include diverse and positive representations of 
both AAPI and LGBTQ people, history, and events. 

• Establish school policies and guidelines for staff in responding to anti-LGBTQ and racist behavior, 
and develop clear and confidential pathways for students to report victimization that they experience. 
Local, state, and federal education agencies should also hold schools accountable for establishing and 
implementing these practices and procedures. 

• Work to address the inequities in funding at the local, state, and national level to increase access to 
institutional supports and education in general, and to provide more professional development for 
educators and school counselors. 

Taken together, such measures can move us toward a future in which all students have the opportunity to 
learn and succeed in school, regardless of sexual orientation, gender identity, gender expression, race, or 
ethnicity. 
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Gki thiOu 

Nghien cau hien nay de cho they reng ca cac ben tre ngudi M9 g6c A va Quen dao Thai Binh 
Du'dng (AAPI) cOng nhu' cac ben tre d6ng tinh nif, dong tinh nam, ludng tinh, chuyen gidi va 
lech lac gidi tinh (LGBTQ) thudng phai d6i met vai cac yen d cua rieng minh ti trudng lien 
quan den cac ban sec ben le cua minh. Vi dy, cac ben tre AAPI cOng bi thach thifc vai dinh 
kin v nh6m thieu s6 gu'ung mu, bi cho reng tat ca hoc sinh AAPI du cham chi va xuet sac 
trong hoc Cap, c6 the ch6i, xem thudng hoec x6a 136 hanh vi phan biet chOng td*c va ph5n 
biet d6i xif ma hoc sinh AAPI gap phai. Tuy nhien, cac nghien ci:fu trubc day de cho they mCfc 
dc) ph6 bien cua hanh vi ph5n biet chOng t6c cac ben hoc d6i vdi cac hoc sinh AAPI tieu hoc 
va trung hoc. Dieu nay c6 the la mdt phen 19 do 

vi sao cac ben tre AAPI thudng kh6ng c6 met trong cac bu6i thao luen v chinh sach d6i vOi 
nen bet net hoc dudng. V cac ben tre LGBTQ, cac ben thudng phai d6i met vdi nhCfng thach 
thCfc cOa rieng minh lien quan den xu hudng tinh dyc, ban deng gidi tinh va the hien gidi. Cac 
ben tre LGBTQ hay bao viec minh bi nvoc dai va bi ph5n biet d6i an den ket qua hoc tap 
kern hon va sCfc khoe tinh then 131 sa sut. Ngoai ra, cac ben cOng bi hen che hay khong du'dc 
tiep can cac nguon tai nguyen hoc tap tai tru'ong de c6 the cai thien mai trudng hoc dudng va 
nhO'ng trai nghiem cua hoc sinh. Mac du de c6 rti6t t6 chCfc dang phat trien nghien ct:fu v cac 
trai nghiem cCia cac ben tre AAPI va cac ben tre LGBTQ tai cac trudng, nhung An c6 rat it 
nghien cifu xem xet sy' giao thoa cOa nhCfng ban Ong nay - nhang trai nghiem cOa cac ben 
hoc sinh LGBTQ AAPI. Cac nghien cCfu hien nay cho they cac trudng hoc tren toan qu6c la 
m6i trung kh6ng th5n thien d6i vOl cac ben tre LGBTQ da mau, la ndi cac ben bi ngu'dc del 
hay bi ph5n biet d61 xt:f yes chOng t6c, xu hudng tinh dyc, ban Ong giOi tinh hoec tat ca cac ban 
s6c nay. Bao cao nay la m6t trong chuoi cac bao cao tep trung vao cac hoc sinh LGBTQ thu6c 
chOng t6c/ dan t6c khac nhau, bao gm cac ben tre LGBTQ da den, Latinh va ngudi M9 ban 

Trong bao cao nay, chOng toi xem xet cac trai nghiem cua cac ben hoc sinh LGBTQ AAPI khi 
xet v yau t6 vse mai trudng hoc dung tiou cy'c va tac Ong cua chOng den thanh tich hoc tap, 
nguyen v9ng hoc tap va sac khoe tam 19: 

• Cam they khong an toan 0 trudng vi cac dc diem ca nhan, vi dy nhu' xu huting tinh dyc, the' hien gidi 
tinh va chOng t6c/ den tOc, va nghi hoc vi 19 do an toan; 

• Nghe nhen xet thien vi tai trung hoc, bao gm nhen xet (fang tinh va phen biet chOng t6c; 

• Bi ngu'dc del tai trudng; va 

• Bi luet; 

Ngoai ra, chOng toi c6 xet den viec cac hoc sinh LGBTQ AAPI c6 bao cao nhCfng trai nghiem 
nay cho cac can b6 nha trung hoec gia dinh cua minh hay khong va cach thCfc nhang ngudi 
trudng thanh nay giai quyet van de. 

Chung toi cOng xet den mac do hoc sinh LGBTQ AAPI du'dc truy cep vao cac tai nguyen h6 trd 
hoc tap tai trudng, va kham pha nhCing li ich c6 the c6 du'dc tt:f cac tai nguyen nay: 

• Cac ceu lac ID*6 GSAs (Lien minh Ngudi &Ong tinh nam — Ngudi d tinh hay Lien minh Gidi tinh va Xu 
hu'ang tinh dyc) hay cac cau lac IX) tuting ta; 

• Cac cat.] lac b6 den C6c / van h6a; 

• Nhan vien nha tru'ong h6 trd; va 

• Nguon tai nguyen hoc tap ngoei khoa bao g6m cac chu de lien quan den LGBTQ. 



Cac phu'ang phap 

DO' lieu cho bao cao nay clu'dc lay tit bai Khao sat M6i truing Hoc clueing Toan quac 2017 
(NSCS) cOa GLSEN. Toan be) rnAu d6i tu'dng khao sat cho 2017 NSCSla 23.001 hoc sinh 
LGBTQ tai trudng trung hoc c sa va trung hoc ph6 thong tit 13 den 21 tu6i. Trong NSCS, khi 
du'dc hoi ve chi:mg t0c va dan t0c cua minh, nhO'ng ngudi tham gia khao sat c6 guys& ft:1y ch9n 
"Ngudi Chau A", "Ngudi Quan dao Thai Binh Dudng", trong s6 cac chung t0c va dan t0c khac 
Mu d6i tu'ong khao sat cua bao cao nay bao g3m bat ky 

hoc sinh LGBTQ trong mu d6i tu'dng toan qu6c, nhO'ng ngudi da xac dinh la "Ngudi Chau A 
hoac Nam A", hoac "Ngudi Hawaii ban xt:t hay Ngudi Quan dao Thai Binh Dudng khac" (nay 
g9i la Ngudi M9 g6c A va Quan dao Thai Binh Dudng hoac AAPI), bao gôm ca nhO'ng ngudi 
chi xac dinh la ngudi AAPI va nhO'ng ngudi xac dinh nhu' ngudi AAPI va môt hoac nhieu chi:mg 
t6c/ dan t6c khac (AAPI da chUng t6c). Dieu quan trong can lu'u y la kich thu'ac rnAu d6i tu'dng 
hoc sinh LGBTQ Quan dao Thai Binh Du'dng qua nho den n6i kh6ng the xem xet rieng nhO'ng 
trai nghiem côa cac ban tai trudng. Do d6, cac ban hoc sinh LGBTQ, nhO'ng ngudi xac dinh la 
Ngudi Quan dao Thai Binh Dudng da du'dc [(et hdp vai nhO'ng ngudi xac dinh la ngudi chau A. 

Mu dal tuvng cuOi a:mg cua bao cao nay c6 tang c6ng 1.480 hoc sinh LGBTQ AAPI. Hoc sinh 
den tit tat ca cac tieu bang, tit bang Utah, ding Quan Columbia, Puerto Rico va Quan 
ciao Virgin thuOt Hoa Ky. Hai phan nam (40,0%) da xac dinh la dOng tinh nam hoac dong tinh 

hdn m6t nth (57,7%) la ngudi c6 ban clang giài tinh dung vai gidi tinh sinh hoc va hdn mOt 
nt:ta (56,0%) da xac dinh thu0c môt hoac nhieu chung t0c/ dan t6c ngobi AAPI. Phan Idn cac 
hoc sinh du'dc sinh tai 

Hoa Ky va hau hat tat ca hoc sinh du da hoc tieng Anh la ng6n ng& dau tien cua minh, hoac 
la mOt trong nhO'ng ng6n ngit dau tien cOa minh. Phan Ian la cac hoc sinh hoc tru'ong trung hoc 
va c6ng lap. 

Cac nhan dinh chinh 

Su' an toan va nguicfc dal tai taking 

Sy an toan tai truang 

• HIM rnOt nt:fa so hoc sinh LGBTQ AAPI (51,8%) cam thay khong an toan 0 trudng vi xu hudng tinh 
dyc cOa minh, 41,1% vi the hien gidi tinh cOa minh va 26,4% vi chung t0c hoac dan t6c cua minh. 

• HIM m6t phan tu' hoc sinh LGBTQ AAPI (27,6%) da du'dc bao la nghi hoc it nhat môt ngay trong 
thang tit& vi cam thay khong an toan hoac kh6ng thoai mai, va gan m6t phan mudi (8,4%) nghi h9c 
tit b6n ngay trd len trong thang vita qua. 

NW:mg nt4n xet thiOn 14 a tniang 

• 97,8% hoc sinh LGBTQ AAPI da nghe n6i tit "d'Ong tinh nam" m6t cach tieu cyc; gan hai phan ba 
(61%) hay hoac thuting xuyen nghe bpi ngOn tit nay. 

• 92,4% hoc sinh LGBTQ AAPI nghe nhO'ng nhan xet &rig tinh khac; hcin rri0t nita (51,1%) hay hoac 
thu'ong xuyen nghe loai ngon tif nay. 

• 89,3% hoc sinh LGBTQ AAPI da nghe nhan xet tiou cy'c v the hien gidi tinh d6i vai viec Ung xo' 
du rnt:fc "nam tinh"; m6t a /a  (50,2%) hay hoac thudng xuyen nghe nhO'ng nhan xet nay. 
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• 81,4% hoc sinh LGBTQ AAPI d5 nghe nhgn xet tieu cy'c d61v6i vi5c chu'a Ung xf dit mire "nu' tinh"; 
m6t phsan ba (33,9%) hay hogc thudng xuyen nghe nhgn xet nay. 

• 89,3% hoc sinh LGBTQ AAPI da nghe nhang nhgn xet phgn bi5t chung t6c; chi hon m6t nria (52,7%) 
hay hogc thudng xuyen nghe nhlYng nhgn xet nay. 

• 82,3% hoc sinh LGBTQ AAPI era nghe nhirng nhgn xet tieu cy'c v ngudi chuygn gidi; hon me)t phsan 
ba (35,5%) hay hogc thu'ong xuyen nghe nhOng nhgn xet nay. 

Viac ngu'cic dai tai truang 

• Nhiseu hoc sinh d5 bi qugy r61 ho5c bao hanh tai trudng do cac dc digm ca nhan, bao gôm xu hudng 
tinh dyc (60,5%), thg hiOn gidi tinh (54,7%) va chung teic/ dan t6c (53,8%). 

• Hoc sinh LGBTQ AAPI bi ngudc dai nhiseu hon tai trudng do xu hu'ang tinh dyc: 

- c6 nhi5u kha nang be) hoc ggp ba Ian vi cam thy kh6ng an toan (57,5% so vdi 16,9%); 

- it c6 kha nang du' dinh teit nghi5p trung hoc (96,1% so \tali 99,3%); va 

- cam nhgn la thanh vien trudng du'oc ton tr9ng 0 mfc d6 thgp (22% so veil 60,9%) va mCrc d6 trsarn 
cam cao hOn (73,2% so veil 41,2%). 

• Hoc sinh LGBTQ AAPI bi ngu'oc dal nhiseu hon tai tru'ong do chung t6c/ dgn t6c: 

- gn nhu' c6 ggp doi kha n5ng b6 hoc vi cam thgy khong an toan (35,5% so vai 18,4%); va 

- cam nhgn la thanh vien taking du'oc ton tr9ng 6 mac d6 thap va mut de) tr5m cam cao hon. 

• So vdi cac ban hoc sinh AAPI c6 giai tinh phu hop vai gidi tinh sinh hoc LGBQ, cac ban hoc sinh 
AAPI la ngudi chuygn gidi va ngudi khOng theo chugn giOi nao (trans / GNC) bi ngu'oc dal nhi5u hem 
tai trudng do xu hudng tinh dyc va thg hi5n gidi tinh. 

• Cac ban hoc sinh LGBTQ AAPI , nhirng ngudi xac dinh thue)c nhi5u chCing t6c/ clan t6c bi ngu'oc crai 
nhiseu hon do xu hu'ang tinh dyc va thg hiOn gidi tinh so vdi cac ban hoc sinh LGBTQ chi xac dinh la 
AAPI. 

• Hai phsan nam hoc sinh LGBTQ AAPI (40,0%) bi qugy r61 ho5c bao hanh 0 truting do ca xu hudng 
tinh dyc va chiing t6c / dan t6c cua minh. So vdi nhO'ng ban tirng hay chu'a ft:Mg bi ngu'Oc dal, cac 
ban hoc sinh LGBTQ AAPI d5 bi ngu'Oc dal dudi hai hinh thCfc sau: 

- cam nhgn la thanh vien du'oc t6n tr9ng 0 mut d6 thgp; 

- c6 mut d6 trsam cam nhiseu heir); va 

- g5n nhu' c6 ggp doi kha nang bo hoc vi cam thgy khong an toan; 

Bao gag quay r6i %fa bag Will a tru'ang, và Sit can thiap 

Phsan Idn cac ban hoc sinh LGBTQ AAPI (56,5%) tirng bi quay r61 ho5c bao hanh trong n5m 
qua chu'a bao gid bao cho can b6 nha trudng vi5c minh bi ngu'Oc dal, chu ygu vi cac ban khong 
cho rgng can b6 nha truting se lam diseu gi dO dg giai quygt vgn cid (67,4%). 

- Chu'a dgn ni6t nil'a (42,3%) d5 bao rAng can b6 nha trudng d5 giai quygt m6t cach hi5u qua khi cac 
ban h9c sinh bao vi5c ngu'Oc dal. 

- Chu'a dgn mO‘t nth (43,5%) s6 h9c sinh LGBTQ AAPI d5 n6i vOi thanh vien gia dinh \id vrec minh bi 
ngu'Oc dal 0 trudng. 

xli 



- Trong s6 cac ben hoc sinh LGBTQ AAPI dã bao cho thanh vien gia dinh viec minh bi ngutc ai, 
rriQt nita (50,5%) trong s6 cac ben d5 xac nh5n viec thanh vien trong gia dinh dã n6i chuyen vdi 
giao vien, hieu tru'dng ho5c can 13Q khac tai 

Cac quy d'Inh thut hanh t?i tru'ang 

lo) luet tai truting 

• G5n mp‘t ph5n ba cac ben hoc sinh LGBTQ AAPI (30,7%) de bi phet mQt s6 hinh thut kji lue't ti 
truting, nhu' phet 0 lei, dinh chi viec h9c, ho5c cho thoi h9c. 

• Cac ben hoc sinh LGBTQ AAPI da chung tQc bi kjr1u5t n5ng [ion so vai cac ben hoc sinh chi xac dinh 
la AAPI. 

• NhO'ng trai nghiem tieu cy'c ti truting lien quan dgn vigc bi kjilu5t tei trutin d61vdi cac ben hoc sinh 
LGBTQ AAPI Cac ben hoc sinh tifng bi lqrlu5t tai 

- bi ngutc ai nhieu kin do xu huting tinh dyc, thg hien gidi tinh, va chung tQc/ an tpt; 

- c6 nhieu kha nang b6 hoc do cam they khOng an tan; va 

- c6 nhieu kha nang trai nghiem cac chinh sach ho5c thyt tin phan biet d61 xif ch6ng lei c6ng difing 
LGBTQ. 

- Viec bi kjr1u5t tei tru'dng c6 the anh hutng tieu cy'c dgn ket qua h9c tap d61vdi cac ben h9c sinh 
LGBTQ AAPI . Cac ben hoc sinh &frig tei truting: 

• it c6 kha n5ng len kg hoech theo hoc chu'dng trinh giao dyc sau trung h9c; va 

• c6 dim trung binh (DTB) thep hurl (GPAs). 

Sy' ha fro' via Cac nguon tai nguylin hoc Op t* trusemg danh cho cac On hoc sinh 
LGBTQ AAPI 

GSAs (Cac Câu Ic b0 Lien minh Ngu'ai dbng tinh nam — Ngu'di di tinh) 

Tinh trang hoat erOng va ay' tham gia 

• G5n hai ph5n ba cac ben hoc sinh LGBTQ AAPI (63,5%) a bao cao c6 GSA tei trutng cua minh. 

• Cac ben hoc sinh LGBTQ AAPI hoc tei cac truting 0 n6ng th6n, cac truting 6 mien Nam va cac 
truting nho hdri, it c6 kha n5ng tip can vdi GSA 

• Ph5n Ian cac ben hoc sinh LGBTQ AAPI (57,7%) c6 quyen tip can GSA da tham gia cau lecbQ, va 
18,9% a tham gia giCt chfc vy hay lam nguti chi an; 

Lcfi fch 

• So vdi cac ben h9c sinh khong c6 GSA, cac ben hoc sinh LGBTQ AAPI c6 GSA: 

- it c6 kha nang nghi hoc do van de an toan (22,4% so vdi 36,9%); 

- it c6 kha nang cam they kh6ng an toan vi xu huting tinh dyc cOa minh (45,6% so vdi 62,3%) va thg 
hien gidi tinh (38,6% so vdi 45,4%); va 

- cam they la thanh vien du'dc ton tr9ng hdn trong Ong (long hoc dutng. 
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• Cac ban hoc sinh LGBTQ AAPI tham gia GSA cam thay thoai mai h6n khi du'a ra cac vgn dg 
LGBTQ trong lop va c6 nhigu kha nang tham gia Ngay hanh Ong vi Ong ctOng GLSEN hoac bigu 
tinh, bao vg, bigu dutmg chinh 

Cac cau lac lac) Van hoa/ Dan t(ic 

TInh tr@ng ho@t Ong và sif tham gia 

• Ba phgn tu' hoc sinh LGBTQ AAPI (74,6%) bao cao ra'ng truting cita h9 c6 me)t cau lac bQ Van h6a 
hoac Dan tQc tai trubng ciia minh. 

• 12,2% cac ban hoc sinh LGBTQ AAPI vai m6t cau lac be) van h6a / dan tQc tai truting da tham dy' cac 
cu'e)c hop va 2,4% cac ban hoc sinh nay da tham gia giCt vy hay lam ngu'di chi an; 

Lqi ich 

• Cac ban h9c sinh LGBTQ AAPI c6 cau lac bQ van h6a / dan tQc tai trutog cüa minh: 

• cam thy la thanh vien du'pc ton trong h6n trong cQng clang hoc duting; va 

• it c6 kha nang cam thy khong an toan vi chin-1g tQc/dan tQc 

• Cac ban hoc sinh LGBTQ AAPI sinh ra tai m'6t qu6c gia khac c6 nhigu kha nang tham gia cac cau lac 
ID6' van h6a/ dan tQc kin so v6i nhUng ban sinh ra 0 Hoa Ky. 

Bô phan Nhan sy.  H6 trd cUa Nha trufing 

Tinh tr?ng ho?t erOng 

• Dai da cac ban hoc sinh LGBTQ AAPI (97,2%) c6 thg xac dinh it nhgt m6t thanh vien la can b6 h6 trq 
tai truting, nhu'ng chi khoang mQt nu'a (48,5%) trong s6 cac ban c6 thg xac dinh nhigu can b'9 h6 tro 
(11 can bQ h6 trq tra len). 

• Chi c6 khoang m6t nu'a trong s6 cac ban hoc sinh LGBTQ AAPI (49,2%) da bao cao c6 bQ phan 
hanh chinh nha truting da rat h6 trp hay giai quygt phgn nao van dg. 

• Cac ban h9c sinh LGBTQ AAPI thuQc da chi:mg tQc da bao cao viec c6 it can bQ nha truting he) trq va 
it can bQ hanh chinh h6 trp kin so v6i cac ban hoc sinh chi xac dinh la AAPI. 

Lcli ich 

• Cac ban hoc sinh LGBTQ AAPI c6 nhigu can bQ h6 trp hem cho cac ban hoc sinh LGBTQ: 

it c6 kha nang nghi hoc do van ere an toan; 

it c6 kha nang cam thgy khong an toan vi xu hu'Ong tinh dyc, thg hien giai tinh, dan tQc va chung tQc; 

c6 de) ty' tong cao hcn va mut de) tram cam than hcn; 

cam thgy kgt n61 t6t hon vai Ong (long hoc du'dng; 

c6 DTB hoc tap cao hOn (3,5 so v6i 3,2); va 

c6 nhigu kha nang len kg hoach theo hoc chu'ong trinh sau trung hoc hem (97,6% so vai 93,8%). 

Chu'ung trinh giang cLpy davc1?3ng ghop 

Chung toi cOng da xem xet viec long ghep cac chu de' LGBTQ vao chu'ong trinh giang day tai 



tru'ong. Ching t6i thy rang chi hon mOt ph5n tu' cac ban hoc sinh LGBTQ AAPI (27,4%) du'oc 
giang day vi nOi dung trinh bay tich cy'c ve con ngutii, lich sir, hay cac sy' kien LGBTQ. Ngoai 
ra, chimg t6i cOng nhan thay rang cac ban hoc sinh LGBTQ AAPI tham dy' chu'ong trinh giang 
day c6 long ghep tich cyt nOi dyng v LGBTQ: 

• it c6 kha nang cam thy khOng an toan vi xu huting tinh dyc cua minh (16,8% so vai 30,2%) va thg 
hien gidi tinh (19,4% so vi 30,1%); 

• c6 nhieu kha nang du'qc cac ba5n hoc chap nhan la ngudi LGBTQ ti truting (76,4% so vai 43,7%); 
va 

• cam thy kgt n61 nhieu hOn \id Ong dOng h9c duting; 

Chung toi khong thg xem xet cac hinh thitc long ghep nOi dung quan trong khac trong chu'ang 
trinh giang day, nhu' trinh bay nOi dung tich ctic ve ngudi da mau va lich sit cOng nhu' Ong 
dOng côa h9. Tuy nhien, chung t6i da nhan thay rang cac ban hoc sinh LGBTQ AAPI trong 
chuting trinh giang day du'oc rang ghep chu de LGBTQ it c6 kha nang thy kh6ng an toan 6 
trudng vi chung tOc hoac dan tOc cüa minh (22,5% so vai 27,8%). 

Kt 1u4n và Kin nghl 

Cac ban h9c sinh LGBTQ AAPI c6 nhO'ng trai nghiem cüa rieng minh v cac quy dinh thy'c 
hanh tai truting d6i vi viec phan biet dOi xt:t, ngu'ac dãi, va truy cap cac nguon h6 tr. Kt qua 
tit bao cao nay cho thy cac ban hoc sinh LGBTQ AAPI da trai nghiem truting hop phan biet 
d61 xi/ giCta cac ca nhan va Cac phat hien cOng cho thy cach thitc nha truting h6 tro 
va cac nguOn h6 tro, nhu' GSA va 130 phan nhan sti h6 tro cOa nha trudng, c6 thg anh hudng 
tich cyt clan trai nghiem cOa cac ban hoc sinh LGBTQ AAPI tai trudng. Dva ten nhitng phat 
hien nay, chill-1g toi kign nghi cac nOi dung sau clan ban Om hieu nha truting, cac nha hoach 
dinh chinh sach giao dyc va cac ca nhan khac mu6n cung cap m6i try'dng hoc tap an toan cho 
cac ban hoc sinh LGBTQ AAPI : 

• Cac cal lac bO h6 trO hoc sinh, nhu' GSA va cac cau lac !DO van hoa/ dan tOc; Cac t6 chac lam viec 
vai GSA va cac cal lac be) van h6a / clan tOc cOng nen hop tac dg dap Ung nhu eau dm cac ban hoc 
sinh LGBTQ AAPI , lien quan dgn nhieu ban sAc ben l& bao g6m cac ban s6c xu hu'ang tinh dyc, giai 
tinh va chimg tOc/ clan tOc. 

• Mang dgn sct phat trign chuyen mOn cho cac can be) nha truting lien quan Ten cac van de cua hoc 
sinh LGBTQ AAPI. 

• Tang kha nang tip can cOa hoc sinh d6i vai cac ngubn tai nguyen hoc tap bao gbm cac n6i dung 
trinh bay da clang va tich cy'c ve con ngutii, lich va sy' kien AAPI va LGBTQ. 

• Lap cac nOi dung chinh sach va huting dn dm truting danh cho cac can IDO xif hanh vi phan biet 
chung tOc va chOng dOi Ong &rig LGBTQ, dOng thdi phat trign cac quy trinh bao mat r6 rang dg hoc 
sinh bao van de bi ngu'ac dal cOa minh. 

• Cac co quan quan ljr giao dyc tai dia phu'ong, tigu bang va lien bang cOng nen yeu eau nha triRing 
chiu trach nhiem cho viec lap va thy'c hien cac quy dinh thy'c hanh va thu tyc nay. 

• Lam viec dg giai quygt sy' bat binh dAng trong hoat Ong tai trO 6 cap Oa phuting, tigu bang va qu6c 
gia dg tang kha nang tigp can cac hopt dOng giao dyc va h6 tro tit cac t6 chac nOi chung, va mang 
dgn phat trign chuyen nghiep hon cho cac nha giao dyc va can be) tu' van hoc duting. 

Khi du'oc kat hop lai vai nhau, cac ben phap nay c6 thg du'a chimg ta dgn mOt tuting lai ma 
cac ban hoc sinh c6 c hOi hoc tap va dat kat qua tot tai truting, bat kg m9i xu hu'ang tinh dyc, 
ban clang giai tinh, thg hien giai tinh, chung tOc hay dan tOc. 
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Introduction 





 Asian American and Pacific Islander (AAPI)1 
elementary and secondary school students 
represent 5% of the U.S. population, yet they 
are often missing from policy discussions on 
bullying in schools.2  In fact, national data on 
school victimization for AAPI are often missing or 
unavailable.3  It may be that smaller racial/ethnic 
student populations, such as AAPI and Native 
American youth, are often overlooked because of 
population size. However, AAPI students may also 
be left out of school bullying conversations, in part, 
because of the model minority myth that AAPI 
students are innately intelligent and hardworking, 
and excel academically.4  These stereotypes 
perpetuate fallacies, create social pressures for 
high achievement, and deny, downplay, or erase 
the racism and discrimination that AAPI students 
experience, and as a result, can be damaging 
to the student.5  Prior studies, in fact, show that 
the incidence of racism from peers against AAPI 
elementary and secondary school students is 
common.6  Another consequence of the model 
minority myth may be the false assumption that 
all AAPI youth are driven to excel academically 
and, thus, are somehow able to avoid experiences 
of bullying and harassment at school. This may 
lead educators and administrators to believe that, 
by focusing on their studies, AAPI youth are able 
to avoid situations that lead to bullying, and thus, 
they do not experience bullying in school. 

Lesbian, gay, bisexual, transgender, and queer 
(LGBTQ) youth often face unique challenges 
related to their sexual orientation, gender identity, 
and gender expression, challenges which most 
of their non-LGBTQ peers do not face. GLSEN's 
2017 National School Climate Survey found 
that schools are often unsafe places for LGBTQ 
students.' LGBTQ youth often reported experiencing 
harassment, discrimination, and other troubling 
events in school, often specifically related to their 
sexual orientation, gender identity and/or how 
they express their gender,8  including high levels of 
verbal and physical harassment and assault, sexual 
harassment, social exclusion and isolation, and 
other interpersonal problems with peers. In addition, 
many LGBTQ students did not have access to in-
school resources that may improve school climate 
and students' experiences, such as Gender and 
Sexuality Alliances (GSAs), supportive educators, 
and supportive and inclusive school policies. 

Although a growing body of research has focused 
on examining AAPI youth's school experiences 

and LGBTQ youth's school experiences separately 
or uniquely, much less research has examined 
the school experiences of LGBTQ AAPI students. 
Research on LGBTQ youth of color in general 
has shown that schools nationwide are hostile 
environments for LGBTQ youth of color, where they 
experience victimization and discrimination based 
on race, sexual orientation, and gender identity, 
or all of the above simultaneously.9  Because 
LGBTQ youth are not a monolithic population, 
some research has examined racial/ethnic group 
differences in school climate indicating that 
AAPI LGBTQ students tended to fare better than 
other groups, including lower levels anti-LGBTQ 
victimization, and school disciplinary action.i° 
Nevertheless, it was still a common occurrence 
that AAPI LGBTQ students experience a hostile 
school climate. Therefore, it is important to 
highlight the experiences of AAPI LGBTQ students, 
and how school climate is related to their 
educational experiences and psychological well-
being. In this report, we explore more deeply the 
school experiences of AAPI LGBTQ students. 

Given that the majority of research on this 
population has examined AAPI youth and 
LGBTQ youth separately, we approach this 
report with an intersectional framework." Where 
possible, we examine the school experiences 
of AAPI LGBTQ student's multiple intersecting 
marginalized identities (e.g., race, gender, sexual 
orientation) in relation to multiple interlocking 
systems of oppression (e.g., racism, transphobia, 
homophobia). For instance, the homophobic bias 
that an AAPI LGBTQ individual may experience 
is tied to their experiences of racism as an AAPI 
individual. Our focal point is on the school 
experiences of AAPI LGBTQ youth as a whole, with 
attention to also examining differences within AAPI 
LGBTQ youth. This report will not compare AAPI 
LGBTQ youth to other racial/ethnic LGBTQ groups. 

This report is one of a series of reports on LGBTQ 
students of color, including Black, Latinx, and 
Native and Indigenous LGBTQ youth. In this 
report, we examine the experiences of AAPI LGBTQ 
students with regard to indicators of negative 
school climate, as well as supports and resources. 
In Part One: Safety and Victimization at School, 
we begin with examining AAPI LGBTQ students' 
feelings of safety at school due to their personal 
characteristics (race/ethnicity, sexual orientation, 
and gender identity/expression), experiences 
of racist and anti-LGBTQ victimization from 

3 



peers, as well as reporting racist and anti-LGBTQ 
victimization to school staff and staff responses to 
these reports, and family reporting and intervention 
as an additional form that impacts their school 
experiences. In Part Two: School Practices, we 
shift to AAPI LGBTQ students' experiences with 

school staff and practices, including experiences 
of school disciplinary action and its relation to 
anti-LGBTQ discriminatory school policies and 
practices, as well as school resources and supports 
for AAPI LGBTQ students, and club participation 
and leadership. 
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Methods 

Data for this report came from GLSEN's 2017 
National School Climate Survey (NSCS), a 
biennial survey of U.S. secondary school students 
who identify as LGBTQ. Participants completed 
an online survey about their experiences in 
school during the 2016-2017 school year, 
including hearing biased remarks, feelings of 
safety, experiencing harassment and assault, 
feeling comfortable at school, and experiencing 
anti-LGBTQ discriminatory school policies and 
practices. They were also asked about their 
academic achievement, attitudes about school, 
school involvement, and availability and impact 
of supportive school resources. Eligibility for 
participation in the survey included being at least 
13 years of age, attending a K-12 school in the 
United States during the 2016-2017 school year, 
and identifying as lesbian, gay, bisexual, queer, or 
a sexual orientation other than heterosexual (e.g., 
pansexual, questioning) or being transgender or as 
having a gender identity that is not cisgender (e.g., 
genderqueer, non binary). For a full discussion of 
methods, refer to GLSEN's 2017 NSCS report.12 

The full sample for the 2017 NSCS was 23,001 
LGBTQ middle and high school students between 
13 and 21 years old. In the survey, participants 
were asked how they identified their race/ethnicity, 
including "Asian or South Asian" and "Native 
Hawaiian or other Pacific Islander". Participants 
could check all that apply. The sample for this 
report consisted of any LGBTQ student in the 
national sample who identified as "Asian or 
South Asian" or "Native Hawaiian or other Pacific 
Islander" (henceforth referred to as Asian American 
and Pacific Islander), including those who only 
identified as AAPI, and those who identified as 
AAPI and one or more additional racial/ethnic 
identities (multiracial AAPI). It is important to note 
that the sample size of Pacific Islander LGBTQ 

students was too small to examine their school 
experiences alone. Therefore, LGBTQ students who 
identified as Pacific Islander were combined with 
those who identified as Asian. The final sample 
for this report was a total of 1,480 AAPI LGBTQ 
students. 

Sample Description 

As seen in Table S.1, two-fifths (40.0%) of AAPI 
LGBTQ students in the sample identified as 
gay or lesbian, with just over a quarter (28.9%) 
identifying as bisexual and nearly one-fifth (19.8%) 
identifying as pansexual. Just over half (57.7%) 
identified as cisgender, nearly a quarter (22.1%) 
identified as transgender, and the remainder 
identified with another gender identity or were 
unsure of their gender identity. Among students 
who only identified as only AAPI, 91.7% identified 
as Asian or South Asian, and 13.7% identified 
as Pacific Islander or Native Hawaiian (see Table 
S.1). Just over half of the AAPI LGBTQ students 
in this report (56.0%) identified with one or more 
racial/ethnic identities in addition to AAPI, as 
described in Table S.1. For example, nearly half 
of respondents (45.9%) also identified as White. 
The majority of respondents were born in the U.S. 
(86.9%) and nearly all learned English as their 
first language, or as one of their first languages 
(91.1%). Additionally, just over half (54.5%) 
identified with no religion. 

Students attended schools in all 50 states, the 
District of Columbia, Puerto Rico, Guam, American 
Samoa, and the Northern Mariana Islands. As seen 
in Table S.2, the majority of students attended 
high school (67.0%), the vast majority attended 
public school (87.7%), and just over half attended 
majority-White schools (56.5%). 
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Table S.1. Demographic Characteristics of Survey Participants 

Sexual Orientation'3 (n = 1474) Gender19  (n = 1425) 

Gay or Lesbian 40.0% Cisgender 57.7% 

Bisexual 28.9% Female 37.3% 

Pansexual'4 19.8% Male 17.3% 

Queer 4.0% Unspecified 3.1% 

Asexuar 

Another Sexual Orientation 
(e.g., fluid, heterosexual) 

Questioning or Unsure 

Race and Ethnicity'6  (n = 1480) 

Asian or Pacific Islander Only 

Asian or South Asian 

Pacific Islander or Native Hawaiian 

Multiple Racial/Ethnic Identities" 

White 

2.7% 
3.9% 

3.3% 

44.0% 

91.7% 

13.7% 

56.0% 

45.9% 

Transgender 

Female 

Male 

Nonbinary (i.e., not identifying as 
male or female, or identifying 
as both male and female) 

Unspecified 

Genderqueer 

Another Nonbinary Identity 
(e.g., agender, genderfluid) 

Questioning or Unsure 

22.1% 

1.8% 

13.9% 

5.1% 

1.3% 

11.2% 

7.3% 

1.8% 

Native American, American Indian, 
or Alaska Native 

Black or African American 

Hispanic or Latino/Latina/Latinx 

Middle Eastern or Arab American 

7.8% 

8.4% 

12.8% 

2.9% 

Religious Affiliation (n = 1475) 

Christian (non-denominational) 

Catholic 

Protestant 

Jewish 

13.5% 

10.6% 

1.4% 

1.2% 

Immigration Status (n = 1478) Buddhist 6.2% 

U.S. Citizen 96.8% Muslim 1.3% 

Born in the U.S. or a U.S. territory 

Born in another country18 

U.S. Non-citizen 

Documented 

Undocumented 

86.9% 

9.9% 

3.1% 

2.8% 

0.3% 

Another Religion (e.g., Unitarian 
Universalist, Wiccan) 

No Religion, Atheist, or Agnostic 
(and not affiliated with a 
religion listed above) 

11.3% 

54.5% 

English Learned as First Language 
(n = 1462) 

91.1% 
Received Educational 

Accommodations20  (n = 1466) 
23.6% 

Average Age (n = 1480) = 15.5 years 

Grade in School (n = 1449) 

6th 

7th 

1.2% 
7.5% 

8th 14.4% 

9th 20.2% 

10th 23.4% 

11th 21.7% 

12th 11.5% 
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Table S.2. Characteristics of Survey Participants' Schools 

Grade Level (n = 1474) School Type (n = 1453) 

K through 12 School 7.7% Public School 87.7% 

Lower School (elementary and 1.8% Charter 5.3% 
middle grades) Magnet 11.2% 

Middle School 15.3% Religious-Affiliated School 4.6% 
Upper School (middle and high grades) 8.2% Other Independent or Private School 7.7% 
High School 67.0% 

Single-Sex School (n = 1474) 1.9% 
Region21  (n = 1472) 

Northeast 17.1% School Locale (n = 1452) 

South 24.2% Urban 27.7% 

Midwest 15.3% Suburban 54.2% 

West 41.2% Rural or Small Town 18.1% 

U.S. Territories 2.2% 

School Racial Composition (n = 1316) 

Majority AAPI 13.1% 

Majority White 56.5% 

Majority Other Race 18.6% 

No Majority Race 11.8% 
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Part One: 
Safety and 
Victimization 
at School 





                    

For AAPI LGBTQ youth, school can be an unsafe 
place. Our previous research indicates that the 
majority of LGBTQ students regularly hear biased 
language at school, and most experience some 
form of identity-based harassment or assault. 
These experiences may negatively impact students' 
academic outcomes, as well as their psychological 
well-being. Thus, we explored the reasons AAPI 
LGBTQ students feel unsafe at school, the types 
of biased language they hear, and both the extent 
and effects of in-school harassment and assault. 
Because school staff have a responsibility to 
intervene on such incidents of bias, we also 
examined AAPI LGBTQ students' rates of reporting 
their victimization to staff, and how school staff 
responded. 

Safety 

We asked students if they ever felt unsafe at school 
due to any personal characteristics. As shown in 
Figure 1.1, the most common reason for AAPI 
LGBTQ students to feel unsafe was due to their 
actual or perceived sexual orientation (51.8%), 
followed by the way they express their gender, 
or how traditionally "masculine" or "feminine" 
they were in appearance or behavior (41.1%).22 

Additionally, just over a quarter of students 
(26.4%) felt unsafe due to their race or ethnicity. 
For some, feeling unsafe at school may even 
result in avoiding school altogether. When asked 
about absenteeism, over a quarter of AAPI LGBTQ 
students (27.6%) reported missing at least one 
day of school in the last month because they felt 

Figure 1.1 AAPI LGBTQ Students Who Felt Unsafe at School Because of Actual or Perceived Personal Characteristics 

Sexual Orientation 51.8% 

Gender Expression 41.1% 

Body Size/Weight 32.3% 

Gender 30.4% 

Race or Ethnicity 26.4% 

Academic Ability 23.2% 

Family Income 13.9% 

Disability 10.3% "Do you feel unsafe at school because of..." 

Religion 10.1% 

English Proficiency 4.6% 

Citizenship Status 2.2% 

Other (e.g. political views, 
10.9% 

past victimization) 

0% 10% 20% 30% 40% 50% 60% 

13 

https://41.1%).22


 
 

unsafe or uncomfortable, and nearly one-tenth 
(8.4%) missed four or more days in the last month. 

Biased Remarks 

AAPI LGBTQ students may feel unsafe at school, in 
part, because of homophobic, racist, or other types 
of biased language that they hear from their peers 
in classrooms or hallways. We asked students how 
often they heard anti-LGBTQ language from other 
students, including: the word "gay" being used 
in a negative way (such as "that's so gay" being 
used to call something "stupid" or "worthless"), 
other homophobic remarks (such as "faggot" and 
"dyke"), comments about students not acting 
"masculine" enough, comments about students not 
acting "feminine" enough, and negative remarks 
about transgender people (such as "tranny" or "he/ 
she"). We also asked students how often they heard 
racist language from other students at school. 
As shown in Figure 1.2, the most common form 
of biased language was "gay" used in a negative 
way, followed by racist remarks. Nearly two-thirds 
of AAPI LGBTQ students heard "gay" used in a 
negative way often or frequently (61.9%), and just 
over half heard racist remarks often or frequently 
(52.7%). The next most common forms of biased 
remarks heard by AAPI LGBTQ students were other 
homophobic remarks and comments about not 
acting "masculine" enough (see also Figure 1.2).23 

Harassment and Assault 

In addition to hearing biased language in 
hallways or classrooms, many students 

experience victimization at school, including 
verbal harassment (e.g., being called names or 
threatened), physical harassment (e.g., being 
shoved or pushed), and physical assault (e.g., 
being punched, kicked, or injured with a weapon). 
LGBTQ students who experience harassment 
or assault may feel excluded and disconnected 
from their school community, and may respond 
by avoiding school. This victimization may also 
have a negative impact on students' psychological 
well-being and academic success.24  Therefore, 
we examined how often AAPI LGBTQ students 
experienced victimization in the past year based 
on their actual or perceived sexual orientation, the 
way they express their gender, and their actual or 
perceived race/ethnicity. We also examined whether 
victimization based on sexual orientation or based 
on race/ethnicity was associated with academic 
outcomes as well as key indicators of student well-
being, including: educational aspirations, skipping 
school due to feeling unsafe, school belonging, and 
depression. 

Extent and effects of harassment and assault 
based on personal characteristics. As shown in 
Figure 1.3, the majority of AAPI LGBTQ students 
experienced harassment and assault based 
on their race/ethnicity, sexual orientation and 
gender expression. Victimization based on their 
sexual orientation was most common, followed by 
victimization because of gender expression (see 
also Figure 1.3).25 

We examined whether victimization at school 
due to sexual orientation and victimization due 
to race or ethnicity were associated with AAPI 
LGBTQ students' psychological well-being and 

Figure 1.2 Frequency of Hearing Anti-LGBTQ and Racist Remarks in School 

"That's So Gay" 2.2% 12.0% 23.9% 26.9% 35.0% 

Other Homophobic Remarks (e.g., "fag" or "dyke') 10.7% 16.8% 19.8% 18.3% 34.4% 

Racist Remarks 7.6% 19.1% 2.2% 21.8% 29.3% 

Remarks about Students not Acting "Masculine" Enough 10.7% 14.5% 24.6% 23.9% 26.3% 

Remarks about Transgender People (e.g., "tranny," "he/she") 17.7% 20.1% 26.7% 16.9% 18.6% 

Remarks about Students not Acting "Feminine" Enough 18.6% 25.2% 22.3% 15.8% 18.1% 
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educational outcomes. We found that victimization 
based on sexual orientation was related to skipping 
school due to feeling unsafe, lower educational 
aspirations, lower levels of school belonging, and 
greater levels of depression.26  For example, as seen 
in Figure 1.4, students were more than three times 
as likely to skip school because they felt unsafe 
if they experienced higher than average levels of 
victimization based on sexual orientation (57.5% 
vs. 16.9%). Similarly, we found that victimization 
based on race/ethnicity was related to skipping 
school due to feeling unsafe, lower levels of school 
belonging, and greater levels of depression (see 
Figure 1.5).27  We did not, however, observe a 
relationship between victimization based on race/ 
ethnicity and educational aspirations. 

Figure 1.3 Percentage of AAPI LGBTQ Students Who Experienced 
Victimization Based on Personal Characteristics 

80% -

60.5% 
60% - 54.7% 53.8% 

40% -

20% -

0% 
Sexual Orientation Gender Expression Race or Ethnicity 

Differences in victimization by transgender status. 
Previous research, from GLSEN, as well as other 
scholars, has demonstrated that transgender 
and other gender nonconforming (trans/GNC) 
students experience greater levels of anti-LGBTQ 
victimization and harassment than cisgender LGBQ 
students.28  We found this to be true for AAPI 
LGBTQ students as well. Specifically, we found 
that trans/GNC AAPI students experienced greater 
levels of victimization based on sexual orientation 
and gender expression than their cisgender LGBQ 
AAPI peers (see Figure 1.6), but they did not differ 
on victimization based on race/ethnicity (see also 
Figure 1.6).29  Given that the general population 
tends to hold less favorable views of transgender 
people than of gay and lesbian people,3° trans/ 
GNC AAPI students may be greater targets for anti-
LGBTQ victimization. 

Differences in victimization by multiple racial/ 
ethnic identities. For multiracial students, their 
own racial/ethnic identification or how they are 
identified by their peers in terms of their race/ 
ethnicity may vary based on context.31  Because 
they do not belong to any single racial/ethnic 
group, these students may face greater levels 
of social exclusion that may result in increased 
risks for peer victimization.32  Thus, we examined 
whether AAPI LGBTQ students who endorsed 
multiple racial/ethnic identities differed from 
those who identified only as AAPI with regard to 
their experiences of victimization. We found that 
multiracial AAPI LGBTQ students experienced 
greater levels of victimization based on sexual 

Figure 1.4 Victimization Based on Sexual Orientation and AAPI LGBTQ Student Well-Being and Academic Outcomes 

99.3% 
100% 96.1%-

80% - 73.2% 

60.9% 
57.5%60% -

41.2% 
40% -

22.0%
16.9%20% -

0% 
Planning to Graduate Missed School in the School Belonging Depression 

High School Past Month (Above Average Levels) (Above Average Levels) 

Lower than Average Levels of Victimization 1.1 Higher than Average Levels of Victimization 
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orientation and based on gender expression than 
LGBTQ students who identified only as AAPI (see 
Figure 

We did not find that multiracial AAPI LGBTQ 
students, overall, experienced different levels 
of race-based harassment than those who 
only identified as AAPI. However, we did find 
differences when we considered the racial 
composition of the school. In majority AAPI 
schools, multiracial AAPI LGBTQ students 
experienced a higher severity of racist victimization 
than LGBTQ students who only identified as 
AAPI. However in all other school compositions 
— majority White, majority other non-White race, 
and no majority race schools — LGBTQ students 
who only identified as AAPI experienced higher 

severity of racist victimization than multiracial 
AAPI students.34  It is possible that multiracial 
AAPI students are more likely to be targeted for 
victimization in AAPI majority schools because 
of their other racial/ethnic identities, whereas 
students who only identify as AAPI may be more 
targeted for victimization in schools where they are 
not a racial majority. Further research is warranted 
to explore other possible connections between 
multiracial/multiethnic identity and different forms 
of victimization among students of color. 

Experiencing multiple forms of victimization. Thus 
far in this section, we have discussed AAPI LGBTQ 
students' in-school experiences of victimization 
based on sexual orientation, on gender expression, 
and on race/ethnicity independently. However, 

Figure 1.5 Victimization Based on Race/Ethnicity and AAPI LGBTQ Student Well-Being and Academic Outcomes 

100%  - 99.1% 98.0% 

80% -
63.4% 59.4% 

60% -

39.7% 38.5%40% - 35.5% 

18.4% 
20% -

0% 
Planning to Graduate Missed School in the School Belonging Depression 

High School Past Month (Above Average Levels) (Above Average Levels) 

Lower than Average Levels of Victimization •Higher than Average Levels of Victimization 

Figure 1.6 Differences in Level of Victimization by Trans/GNC Status 
(Percentage of AAPI LGBTQ Students Experiencing Higher than Average Levels of Victimization) 

60% -
53.7% 53.3% 

43.0% 

40% - 34.4% 

20.0% 
20% - 14.9% 

0% 
Victimization Based on Victimization Based on Victimization Based on 

Sexual Orientation Gender Expression Race/Ethnicity 

Cisgender LGBQ AAPI Students Trans/GNC AAPI Students 
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many AAPI LGBTQ students experience types of victimization separately were related 
victimization that targets both their LGBTQ and to skipping school due to feeling unsafe, lower 
their racial/ethnic identities. In fact, two-fifths school belonging, and greater levels of depression. 
of AAPI LGBTQ students in our study (40.0%) However, it is important to understand how 
experienced harassment or assault based on both these outcomes are associated with experiencing 
their sexual orientation and their race/ethnicity.35 multiple forms of harassment. Therefore, we 
Previously in this report, we reported that both examined the combined effects of race-based 

Figure 1.7 Differences in Level of Victimization by Multiple Racial/Ethnic Identities 
(Percentage of AAPI LGBTQ Students Experiencing Higher than Average Levels of Victimization) 

60% 
54.5% 53.3% 

40% 

30.9% 29.6% 

23.8% 
20.8% 

20% 

0% 
Victimization Based on Victimization Based on Victimization Based on 

Sexual Orientation Gender Expression Race/Ethnicity 

Identify Only as AAPI •Identify as AAPI and One or More 
Other Racial/Ethnic Identities 

Figure 1.8 AAPI LGBTQ Student Well-Being and Multiple Forms of 
Victimization Based on Sexual Orientation and Race/Ethnicity 

80% - 75.5% 

64.3% 

60% - 55.0% 
51.7%

48.7% 
45.3% 

42.3% 

40% - 34.1% 
28.8% 27.9% 

17.2%20% -

9.7% 

0% 
Missed School School Belonging Depression 

in the Past Month (Above Average Levels) (Above Average Levels) 

Neither Form of Victimization 1.1 Victimization Based on Sexual Orientation Only 

Victimization Based on Race/Ethnicity Only •Both Forms of Victimization• 

17 

https://race/ethnicity.35


 

and homophobic victimization on missing school, 
school belonging, and depression. We found 
that students who experienced both homophobic 
and racist victimization were the most likely to 
skip school due to feeling unsafe,36  experienced 
the lowest levels of school belonging,37  and 
experienced the highest levels of depression,38  as 
compared to those who experienced only one form 
of victimization or neither (see Figure 1.8). 

In that AAPI LGBTQ students likely have a longer 
history with experiencing victimization based on 
their race/ethnicity than their LGBTQ identity, it 
is possible that these experiences of race-based 
victimization may equip AAPI LGBTQ students with 
skills to navigate other types of victimization, such 
as anti-LGBTQ victimization, and provide a buffer 
against the psychological harms of these additional 
forms of victimization.39  Thus, we also examined 
how the experience of racist victimization might 
alter the effect of homophobic victimization on 
school outcomes and well-being. We found that 
the effects of victimization on school belonging 
and depression were more pronounced if students 
only experienced one form of victimization.4° 
For example, the negative effect of homophobic 
victimization on depression was strongest among 
AAPI LGBTQ students who experienced higher 
levels of homophobic victimization and lower levels 
of racist victimization. Thus, the findings suggest 
that an AAPI LGBTQ student who has early and 
possibly ongoing experiences of racist victimization 
may be better equipped to respond to subsequent 
victimization, including harassment based on their 
sexual orientation.41  We did not find this same 
effect with regard to missing school, however. More 
investigation is warranted to further understand 
the impacts of multiple forms of victimization, 
although it remains clear that experiencing 
additional forms of victimization means 
experiencing additional harm, and AAPI LGBTQ 
students who experienced victimization targeting 
both their race/ethnicity and sexual orientation 
experienced the poorest outcomes. 

Reporting School-Based Harassment 

and Assault 

assault in the past school year how often they 
had reported the incidents to school staff, and 
found that the majority of students (56.5%) 
never reported victimization to staff (see Figure 
1.9). Less than 1 in 5 students (17.1%) reported 
victimization to staff "most of time" or "always." 

AAPI LGBTQ students who indicated that they 
had not always told school personnel about their 
experiences with harassment or assault were asked 
why they did not always do so. The most common 
reason for not reporting victimization to staff was 
that they did not think that staff would do anything 
about it (67.4%). 

We asked LGBTQ students who had reported 
incidents to school staff about the actions that 
staff had taken in response to the reported 
incident. The most common staff responses to 
students' reports of harassment and assault was 
talking to the perpetrator/telling the perpetrator 
to stop (42.3%), followed by telling the student 
to ignore it (40.8%), and doing nothing/taking no 
action (34.3%). Thus, AAPI LGBTQ students may 
be justified in thinking that staff may not address 
the victimization they experience. Furthermore, 
nearly half of students (44.9%) reported that 
staff responded ineffectively to their reports of 
victimization. We also found that the only common 
response that could be considered appropriate or 
effective was talking to the perpetrator/telling the 
perpetrator to stop.42 

Figure 1.9 Frequency of AAPI LGBTQ Students 
Reporting Incidents of Harassment and 

Assault to School Staff (n=687) 

Some of the Time 
26.4% 

Most of 
the Time 
10.5% 

Always 
6.6% 

GLSEN advocates for clear guidelines for school 
staff on anti-bullying and harassment incidents, 
and for staff to be trained in effectively responding 
to victimization incidents. We asked AAPI LGBTQ 
students who had experienced harassment or 
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Insight on Family Reporting and Intervention 

Family support has been shown to improve educational opportunities and academic success for 
marginalized groups, such as students with disabilities and students of color.43  However, little is known 
about factors that contribute to family support, particularly for AAPI LGBTQ students. Prior studies have 
focused on AAPI parents' involvement in their children's academic achievement." In part, this may 
be because education research regarding parental involvement in general, regardless of the students' 
race/ethnicity, has typically examined the relationship between parental involvement and academic 
achievement.45  Therefore, relatively less attention has been paid to non-educational outcomes in the 
school lives of AAPI youth, including family support for AAPI students with regard to bullying. In this 
section, we examined family intervention in response to their child's victimization at school, and conditions 
that promote family intervention for AAPI LGBTQ students. 

Reporting Victimization to Family. Given that family members may be able to intervene when incidents 
of victimization occur, we asked students in our survey if they reported harassment or assault to a family 
member. Less than half of AAPI LGBTQ students (43.5%) said that they had ever told a family member 
about the victimization they faced at school. When LGBTQ students experience victimization at school, 
they may be hesitant to tell family members if they are not out to them. We found that students who were 
out as LGBTQ to at least one family member were more likely to tell their families about the victimization 
they were experiencing at school, but it remained only slightly more than half (52.3% of those out to 
family vs. 32.0% of those not out)." 

Frequency of Intervention by AAPI LGBTQ
Students' Family Members (n = 687)

Some of the Time 
28.7% 

Most of the Time 
10.6% 

Always 
11.2% 

Never 
49.5% 

Family Intervention. Among AAPI LGBTQ students who reported 
victimization experiences to a family member, half (50.5%) reported 
that a family member talked to their teacher, principal or other 
school staff about the harassment or assault they experienced (see 
Figure). 

Certain factors may increase the likelihood that family members 
intervene on behalf of the student with the school. Family members 
may be more likely to intervene when the student experiences a 
high severity of victimization. Further, family members of students 
with disabilities or educational accommodations may be more likely 
to be involved in the student's general school life and thus, more 
likely to intervene when that student is victimized in school. In 
fact, we found that family members of AAPI LGBTQ students were 
more likely to talk to staff about victimization when the student 
had experienced higher levels of victimization based on gender 
expression (54.5% vs. 45.2%).47  However, victimization based on 
sexual orientation and victimization based on race/ethnicity were not r
staff about victimization. We also found that AAPI LGBTQ students w

elated to family members talking to 
ho had a disability were more likely 

to report that their family members talked to staff about their victimization, compared to AAPI LGBTQ 
students who did not have a disability (54.4% vs. 44.6%).48  Receiving educational accommodation 
services was not related to family members talking to staff about victimization. 

Conclusions. We found that many AAPI LGBTQ students who experienced victimization in school reported 
victimization to their family members and many family members talked to staff about victimization 
experiences. Certain conditions at school make it more likely for family members of AAPI LGBTQ students 
to intervene, such as when there is a more hostile school climate and when their child has a disability. It 
is interesting to note that family members of AAPI LGBTQ students were more likely to intervene when the 
student experienced higher levels of victimization based on gender expression, but this was not the case 
for victimization based on sexual orientation and victimization based on race/ethnicity. Further research is 
warranted to explore connections between different forms of victimization and family intervention among 
AAPI LGBTQ students. Finally, findings from our data show whether family members intervene, but not 
how effective their interventions are. Thus, it is critical for research to assess the effectiveness of family 
intervention efforts in improving school climate. 
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Conclusions 

The majority of AAPI LGBTQ students experienced 
anti-LGBTQ and racist victimization, and these 
forms of victimization may result in poorer 
academic outcomes and student well-being. In 
fact, those who experienced both of these forms of 
victimization had the most adverse outcomes with 
regard to skipping school due to feeling unsafe, 
school belonging, and depression. Thus, it is 
important that educators be particularly attentive 
to the needs of students who lie at the intersection 
of multiple forms of bias. Unfortunately, we also 
found that the majority of AAPI LGBTQ students 

who experienced victimization at school never 
reported these experiences to staff. Further, for 
those who did report their victimization to staff, the 
second most common staff response was telling the 
student to ignore the incident. Thus, it is critical 
that schools implement clear and confidential 
pathways for students to report incidents of bias 
that they experience, and that educators and other 
school staff receive training to understand how to 
intervene effectively on both anti-LGBTQ and racist 
victimization. 
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Schools have a responsibility to promote positive 
learning for all students, including AAPI LGBTQ 
students. The availability of resources and 
supports in school for AAPI LGBTQ students is 
another important dimension of school climate. 
There are several key resources that may help 
to promote a safer climate and more positive 
school experiences for students: student clubs 
that address issues for LGBTQ students; school 
personnel who are supportive of LGBTQ students; 
and LGBTQ-inclusive curricular materials. However, 
our previous research has found that many LGBTQ 
students do not have such supports available in 
their schools.49  In addition, schools also often 
have disciplinary practices that contribute to a 
hostile school climate. Thus, in this section, we 
examined school practices, and their impact on 
the educational outcomes and well-being of AAPI 
LGBTQ students. Specifically, we examined AAPI 
LGBTQ students' experiences of school disciplinary 
action, as well as the availability and utility of 
specific supports and resources that may uniquely 
impact AAPI LGBTQ students in ways that differ 
from the general LGBTQ student population, 
including student clubs that address LGBTQ and 
ethnic/cultural issues, school personnel, and 
LGBTQ-inclusive curriculum. 

Experiences with School Discipline 

The use of harsh and exclusionary discipline, 
such as zero tolerance policies, has contributed 
to higher dropout rates as well as reliance on 
alternative educational settings, where educational 
supports and opportunities may be less available.50 
Prior research shows that school disciplinary 
policies and practices disproportionately targets 
LGBTQ students,5' and may have serious academic 
consequences for these students. School discipline 
can also be directly connected to greater time out 
of school and even a greater likelihood in juvenile 
justice system involvement. We examined three 
categories of school disciplinary action: in-school 
discipline (including referral to the principal, 
detention, and in-school suspension), out-of-school 
discipline (including out-of-school suspension 
and expulsion), and having had contact with the 
criminal justice or juvenile justice system as a 
result of school discipline, such as being arrested 
and serving time in a detention facility. As shown 
in Figure 2.1, nearly a third of AAPI LGBTQ 
students (30.7%) reported having ever been 
disciplined at school. Students most commonly 
reported in-school discipline, and fewer students 
received out-of-school suspension and expulsion. 

Figure 2.1 Percentage of AAPI LGBTQ Students Who Experienced School Discipline 
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A small percentage of students (1.4%) had had 
contact with the criminal justice or juvenile justice 
system. 

Impact of victimization and safety on school 
discipline. Several factors may be associated 
with LGBTQ students' school disciplinary 
experiences, including those stemming from unsafe 
or discriminatory school environments. As we 
found in GLSEN's 2017 National School Climate 
Survey, LGBTQ students are often disciplined 
when they are, in fact, the victim of harassment or 
assault. We found that AAPI LGBTQ students who 
experienced greater levels of victimization based 
on sexual orientation, gender expression, and race/ 
ethnicity were more likely to experience all three 
forms of school discipline (in-school discipline, 
out-of-school discipline, and contact with law 
enforcement).52 

LGBTQ students who are victimized at school may 
also miss school because they feel unsafe, and 
thus, face potential disciplinary consequences for 
truancy. We found that AAPI LGBTQ students who 
missed more days of school were more likely to 
experience all three forms of discipline (in-school, 
out-of-school, and contact with law enforcement).53 
For instance, as shown in Figure 2.2, just over 
two-fifths of AAPI LGBTQ students (42.8%) who 
missed school in the past month because they 
felt unsafe experienced some form of in-school 
discipline, compared to a quarter of students 
(24.5%) who did not miss school. 

Impact of discriminatory school policies and 
practices on school discipline. Schools often 
employ anti-LGBTQ discriminatory practices, 
which may lead to more disciplinary action against 
LGBTQ students. In our survey, we asked LGBTQ 
students about a number of specific LGBTQ-related 
discriminatory school policies and practices at their 
school that they may have personally experienced, 
such as being disciplined for expressing public 
displays of affection, prevented from starting a 
GSA, and gender-related discrimination (e.g., 
prevented from using the bathroom or locker 
room that aligns with their gender, prevented 
from using their chosen name or pronouns). Half 
of AAPI LGBTQ students (50.0%) experienced 
discriminatory school policies and practices. 

We examined how anti-LGBTQ discriminatory 
school policies and practices were associated with 
school disciplinary action. As illustrated in Figure 
2.3, we found that AAPI LGBTQ students who 
experienced discrimination in school were more 
likely to experience both in-school and out-of-
school-discipline than AAPI LGBTQ students who 
did not experience discrimination, but did not find 
any differences with regard to contact with law 
enforcement.54 

Differences in school discipline by transgender 
status. Previous research from GLSEN has 
demonstrated that, in general, transgender and 
other gender nonconforming (trans/GNC) students 
experience higher rates of in-school discipline and 

Figure 2.2 Experiences of School Discipline by Missing School Because of Feeling Unsafe 
(Percentage of AAPI LGBTQ Students Who Experienced School Discipline) 
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out-of-school discipline, compared to cisgender 
LGBQ students.55  We also found this to be true for 
AAPI LGBTQ students. Trans/GNC AAPI students 
were more likely to experience in-school discipline 
and out-of-school discipline than cisgender 
LGBQ AAPI students.56  However, trans/GNC AAPI 
students did not differ with regard to contact with 
law enforcement. 

Given our previous finding that trans/GNC AAPI 
students experienced greater levels of anti-LGBTQ 
victimization and that they are more likely to 
experience in-school and out-of-school discipline 
than cisgender LGBQ AAPI students, we examined 
whether anti-LGBTQ victimization played a role on 
the relationships between trans/GNC status and in-
school and out-of-school discipline. We found that 
trans/GNC AAPI students experienced greater levels 
of anti-LGBTQ victimization than their cisgender 
LGBQ AAPI peers, and in turn, they were more 
likely to experience in-school and out-of-school 
discipline.57 

Differences in school discipline by multiple racial/ 
ethnic identities. Prior research has found that 
among secondary school students, students who 
identify as two or more racial/ethnic identities are 
at greater risk for school disciplinary action than 
other racial/ethnic groups.58  Thus, we examined 
whether AAPI LGBTQ students who endorsed 
multiple racial/ethnic identities differed from 
those who only identified as AAPI with regard to 
their experiences with school disciplinary action. 
We found that multiracial AAPI LGBTQ students 
were more likely to experience all three forms of 

school discipline, including in-school discipline 
(34.6% vs. 23.0%), out-of-school discipline (5.9% 
vs. 3.1%), and contact with law enforcement 
(2.2% vs. 0.3%), than AAPI LGBTQ students 
who identified only as AAPI.59  Further research 
is warranted to explore the possible connections 
between multiracial/multiethnic identity and school 
discipline among students of color. 

Impact of school discipline on educational 
outcomes. School disciplinary action may impinge 
on a student's educational success. Exclusionary 
school disciplinary practices, those that remove 
students from the classroom, may lead to poorer 
grades and a diminished desire to continue on 
with school. In fact, we found that AAPI LGBTQ 
students' experiences with in-school discipline, 
out-of-school discipline, and contact with law 
enforcement were related to lower likelihood to 
plan on pursuing post-secondary education,6° 
and lower grade point average (GPA)61  than those 
who did not experience in-school discipline, 
out-of-school discipline and contact with law 
enforcement. 

School-Based Supports and Resources for 

AAPI LGBTQ Students 

In our 2017 National School Climate Survey 
report, we demonstrated the positive impact of 
LGBTQ-related school resources and supports 
on educational outcomes and well-being for 
LGBTQ secondary school students in general. 
Unfortunately, we also found that many LGBTQ 

Figure 2.3 Experiences of School Discipline by Anti LGBTQ Discrimination 
(Percentage of AAPI LGBTQ Students Who Experienced School Discipline) 
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students did not have access to these types of 
resources in school. Thus, in this section, we 
examined the availability and utility of school 
supports, including LGBTQ-related school supports 
as well as student-led ethnic/cultural clubs, for 
AAPI LGBTQ students. It is important to note 
that for institutional supports, including the 
presence of GSAs and ethnic/cultural clubs, school 
characteristics may be related to their availability, 
such as region, locale, school racial composition, 
and school size. Other school supports, such as 
having educators and administrators who are 
supportive of LGBTQ students, may differ based 
on the identities of AAPI LGBTQ students. For 
example, a student's AAPI or LGBTQ identities 
may not be related to whether they have a GSA or 
an ethnic/cultural club, but they may be related to 
how supportive their teachers are. Yet, one's racial/ 
ethnic identities may be related to the types of 
schools one attends or has access to (e.g., school 
racial composition, region, locale), and schools 
then vary in the availability of LGBTQ-related 
institutional supports (see GLSEN's 2017 National 
School Climate Survey report for full discussion 
of school characteristics and the availability of 
supports). Therefore, we also examined how the 
availability of these supports may be related to 
various demographic and school characteristics, 
such as school location and student body racial 
composition. 

GSAs. GSAs, often known as Gay-Straight Alliances 
or Gender and Sexuality Alliances, are student-
led clubs that address LGBTQ student issues and 
can be supportive spaces for LGBTQ students. 

Figure 2.4 Availability of GSAs and Ethnic/Cultural Clubs 
(Percentage of AAPI LGBTQ Students Who Reported 

Having Club at Their School) 
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The presence of GSAs, regardless of participation 
in them, can provide LGBTQ students with a safe 
and affirming space within a school environment 
that may be hostile. Nearly two-thirds of AAPI 
LGBTQ students (63.5%) reported having a 
GSA at their school (see Figure 2.4). While 
our findings show that just over a third of AAPI 
LGBTQ students (36.5%) do not have access to 
a GSA, the percentage of AAPI LGBTQ students 
who have access to a GSA is still higher than the 
national percentage for LGBTQ students, based 
on the 2017 National School Climate Survey.62 
Further research is warranted to explore possible 
school-level characteristics that may contribute 
to differences in access to GSAs for AAPI LGBTQ 
students, compared to LGBTQ students nationally. 

We also examined whether school characteristics, 
including school racial composition, locale (urban, 
suburban, rural), region (Northwest, South, 
Midwest, West), and school size were related to 
the availability of GSAs. With regard to locale, 
AAPI LGBTQ students in suburban schools were 
most likely and rural schools were least likely to 
have a GSA at their schoo1.63  Regarding region, 
AAPI LGBTQ students who attended schools in 
the South were the least likely to have a GSA, and 
those attending schools in the West were more 
likely to have a GSA than those in the Midwest.64 
Finally, regarding size of the school population, 
AAPI LGBTQ students who attended larger schools 
were more likely to have a GSA at their schoo1.66 
School racial composition was not related to GSA 
availability.66 

GSAs and other similar student clubs can provide 
a safe and inclusive school environment for LGBTQ 
students and their allies to meet, socialize, and 
advocate for change in their school communities.67 
Thus, students who have a GSA may feel more 
connected to school and may be less likely to 
miss school because they have supportive groups 
for LGBTQ students. Also, in that GSAs can often 
effect change in schools for a safer environment 
for LGBTQ students, LGBTQ students with a GSA 
may be less likely to feel unsafe at school and 
feel a greater sense of belonging to the school 
community. AAPI LGBTQ students with a GSA at 
their school were less likely to miss school due to 
safety concerns (22.4% vs. 36.9%), and felt more 
connected to their school community than those 
who did not have a GSA.68  AAPI LGBTQ students 
who had a GSA at their school were also less likely 
to feel unsafe because of their sexual orientation 
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(45.6% vs. 62.3%) and gender expression (38.6% 
vs. 45.4%).69  There was, however, no relationship 
with feeling unsafe because of race/ethnicity. 

Ethnic/cultural clubs. Ethnic/cultural clubs that 
bring together students of a particular racial, 
ethnic, and/or cultural background can offer a 
supportive space in school for those students. As 
such, the presence of these clubs, regardless of 
participation in them, may offer AAPI LGBTQ youth 
a network of peer support with other AAPI youth 
that may be more difficult to find in the general 
student population. Three-quarters of AAPI LGBTQ 
students (74.6%) reported that their school had 
an ethnic or cultural club at their school (see 
Figure 2.4). We also found that certain school 
characteristics were related to the availability of 
ethnic/cultural clubs. 

Regarding school racial composition, the 
availability of ethnic/cultural clubs was greater 
in majority-AAPI schools than in majority-White 
schools.7° Given that the AAPI population is 
ethnically and culturally diverse, AAPI LGBTQ 
students in majority-AAPI schools may be more 
likely to have ethnic/cultural clubs than AAPI 
LGBTQ students in majority-White schools because 
majority-AAPI schools have a larger pool of AAPI 
ethnic subgroups. 

Regarding region, AAPI LGBTQ students who 
attended schools in the West were more likely 
to have an ethnic/cultural club than those who 
attended schools in the South and Northeast!' 
This may be, in part, because majority-AAPI 
schools were more likely to be in the West than in 
other regions.72 

Regarding locale, AAPI LGBTQ students who 
attended rural schools were less likely to have 
an ethnic/cultural club than those who attended 
urban and suburban schools.73  Regarding size of 
the school population, AAPI LGBTQ students who 
attended larger schools were more likely to have an 
ethnic/cultural club at their schoo1.74 

Schools with ethnic/cultural clubs may afford AAPI 
LGBTQ students the opportunity to network with 
other AAPI students. Further, similar to GSAs, 
regardless of participation, ethnic/cultural clubs 
may indicate to the LGBTQ AAPI student that 
the school is a welcoming and supportive place 
for them. We, in fact, found that AAPI LGBTQ 
students who had an ethnic/cultural club at their 
school felt safer due to their race/ethnicity, and 
had greater feelings of school belonging.Th 
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Insight on Club Participation and Leadership 

As discussed in this report, having a GSA or ethnic/cultural club at school is associated with several benefits 
for AAPI LGBTQ students, regardless of whether one participates in these clubs. However, it is also important 
to examine participation in these types of clubs and the possible benefits of participating for AAPI LGBTQ 
students. Prior research has demonstrated that participation in GSAs may mitigate some of the harmful 
effects of anti-LGBTQ victimization.76  However, some research on AAPI gay cis male youth indicates that 
these youth may have negative perceptions of GSA participation, including a fear of being targeted for 
discrimination." There is also evidence that ethnic/cultural clubs may provide a means of cultural validation 
for students of color.78  However, there has been little research on the benefits of participation in these 
clubs for LGBTQ students of color. Thus, we examined the effects of participation on student well-being. 
Also, given that GSAs and ethnic/cultural clubs may encourage students to work toward social and political 
change,79  we examined the relationship between club participation and civic engagement. 

GSA Participation. As previously noted, nearly two-thirds of AAPI Participation in GSAs and Ethnic/Cultural Clubs 
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LGBTQ students (63.5%) had a GSA or similar club at their school. 
As shown in the figure, the majority of AAPI LGBTQ students with 
a GSA participated in the club (57.7%). Given the prior research 
indicating that AAPI LGBTQ youth may be hesitant to participate 
in GSAs, it is possible that certain school characteristics may 
be related to their participation in GSAs, such as school racial 
composition. However, no differences in GSA participation were 
found by racial composition of the school that AAPI LGBTQ 
students attend.8° Participation in GSAs may also differ by 
demographic characteristics of AAPI LGBTQ students, specifically 
race/ethnicity (multiracial vs. AAPI only) and immigration status, 
but we found no significant differences in this regard.81 

Given that GSAs may offer AAPI LGBTQ youth a network of support 
at school, we examined whether GSA members felt an increased 
sense of school belonging, but did not observe a significant 
relationship.82  However, we did find that GSAs may offer students 
opportunities and build skills to work towards more LGBTQ-inclusive 
schools and communities. For example, we found that AAPI LGBTQ 
students who led their GSAs and other GSA members felt more 
comfortable bringing up LGBTQ issues in class than those who were not part of their GSA.83  We also found 
that GSA members were more likely than those who did not attend meetings to participate in a GLSEN Day 
of Action (such as Day of Silence)84  or in a rally, protest, or demonstration for a cause, with GSA leaders 
being most likely to take part in either of these activities.85  Moreover, GSA leaders were also more likely 
than those not involved in their GSA, to participate in a boycott against a company, and contact politicians, 
governments, or authorities about issues that are important to them.86  Finally, we found that GSA members 
were more likely than those who did not attend meetings to participate in an event where people express 
their political views (such as a poetry slam or youth forum), volunteer to campaign for a political cause or 
candidate, and express views about politics or social issues on social media, with no differences between 
leader and non-leader GSA members.87 

AAPI LGBTQ students who participate in GSAs may also face challenges at school regarding their LGBTQ 
identity. We found that GSA leaders experienced greater levels of victimization due to sexual orientation 
and gender expression than GSA non-leaders and those not involved in their GSA.88  However, there were no 
differences between GSA non-leader members and those not involved in their GSA. It could be that greater 
levels of anti-LGBTQ harassment compel AAPI LGBTQ students to lead their school's GSA and take action 
toward making school safer for themselves and for other LGBTQ students. It may also be that GSA leaders 
are more visible as LGBTQ and, thus, more likely to be targeted for anti-LGBTQ victimization than GSA 
non-leaders and those not involved in their GSA. 

Ethnic/Cultural Club Participation. As previously noted, a majority of AAPI LGBTQ students (74.8%) had 
an ethnic/cultural club at their school; however, only 16.4% of those with such a club attended meetings, 
with 3.2% who participated as an officer or a leader (see Figure). Although the percentage of those 
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participating in these clubs may seem low, it is important to note that some may have an ethnic/cultural 
club at their school for an ethnic or cultural community with which they do not identify. 

Given that we previously found that AAPI LGBTQ students had more access to ethnic/cultural clubs in 
majority AAPI schools than in majority White schools, the racial composition of the school that AAPI 
LGBTQ students attend may also play a role in their participation in these clubs. However, we did not find 
differences in ethnic/cultural club participation by school racial composition.89 

We did find demographic differences in ethnic/cultural club attendance and leadership, specifically with 
immigration status. AAPI LGBTQ students who were born in another country were more likely to participate 
as leaders in ethnic/cultural clubs than those who were born in the US.9° However, multiracial AAPI 
LGBTQ students and those who only identify as AAPI did not differ on ethnic/cultural club attendance and 
leadership.9 ' 

Ethnic/cultural clubs may create a space for students of a particular racial, ethnic, or cultural background 
to meet, offering a network of peer support with other AAPI LGBTQ youth at school. However, we found 
no differences in sense of school belonging between those who had and had not attended ethnic/cultural 
clubs.92  One possible explanation is that participation in ethnic/cultural clubs may foster a greater sense of 
school belonging for AAPI LGBTQ students when they attend AAPI majority schools compared to non-AAPI 
majority schools. However, we did not find any differences in school belonging by ethnic club participation 
when we considered the racial composition of the schoo1.93 

We found that involvement in the school's ethnic/cultural club was related to engagement in the various 
forms of activism discussed above with regard to GSA involvement. AAPI LGBTQ students who attended 
meetings at their ethnic/cultural club were more likely to participate in all forms of activism than those 
who did not attend meetings, except for a GLSEN Day of Action.94  However, ethnic/cultural club leaders 
did not differ from non-leaders in these activities. This suggest that ethnic/cultural club membership itself 
may be associated with greater civic engagement, regardless of the level of club participation. 

It is possible that AAPI LGBTQ student are more likely to participate in an ethnic/cultural club when they 
experience more racial victimization at school and have a greater need for support. However, we found that 
AAPI LGBTQ students who attended an ethnic/cultural club did not differ from those who did not attend 
meetings on experiencing race-based victimization.98 

Conclusions. GSA and ethnic/cultural club participation were both associated with positive outcomes for 
AAPI LGBTQ students. For instance, participation in GSAs and ethnic/cultural clubs were both associated 
with greater levels of civic engagement. Future research is warranted regarding GSA and ethnic/cultural club 
activities that may promote political action and advocacy efforts among club members. 

Our findings also suggest that having an ethnic/cultural club may be especially important for AAPI LGBTQ 
students who were born in another country, given their higher rates of ethnic/cultural club participation. It 
may be that AAPI LGBTQ students who were born in another country are more interested in participating 
in ethnic/cultural clubs because these students may already feel more connected to their cultural heritage, 
and participating in these clubs may be a way for them to maintain these ties. 

It is interesting to note that GSA and ethnic/cultural club participation were not related to feelings of 
school belonging, but having access to them were, as discussed elsewhere in this report. This suggests that 
for AAPI LGBTQ students in general, it may simply be the presence of a GSA and ethnic/cultural club at 
their school that signals to these students that their school is a supportive place for them. 

Finally, we found that AAPI LGBTQ students who led their GSAs experienced greater levels of anti-LGBTQ 
victimization, although ethnic/cultural club participation was not related to racist victimization. It may be 
that attending a GSA brings visibility to one's actual or perceived LGBTQ status, whereas the same would 
not be true for attending an ethnic/cultural club. However, it is unclear whether heightened visibility among 
students who lead their GSA leads to greater levels of victimization, or whether greater levels of victimization 
lead students to lead their GSAs. Further research is needed to examine the nature of this relationship, the 
reasons that compel LGBTQ students to participate in GSAs, and the impact of GSA leadership. 
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Supportive school personnel. Previous research has 
established that for LGBTQ students in general, 
having supportive teachers, principals, and other 
school staff and administration has benefits for 
educational and psychological outcomes. However, 
educators who are supportive of LGBTQ students 
may vary in their ability to respond to the needs of 
youth of color.96  For AAPI LGBTQ students, having 
such supports may be especially beneficial because 
they may experience victimization or discrimination 
that targets their multiple identities, and because 
they may receive less support in general because of 
both their race/ethnicity and LGBTQ identity. In our 
survey, we asked about how many school staff are 
supportive of LGBTQ students, and how supportive 
administrators are of LGBTQ students. Similar 
to our findings on LGBTQ students in general 
from the 2017 National School Climate Survey 
report, the vast majority of AAPI LGBTQ students 
(97.2%) could identify at least one supportive 
staff member at school. However, only about half 
(48.5%) reported having 11 or more supportive 
staff (see Figure 2.5). Furthermore, only about half 
of AAPI LGBTQ students (49.2%) reported having 
somewhat or very supportive school administration 
(see Figure 2.6). It is possible that multiracial 
AAPI LGBTQ students may be treated differently by 
educators and administrators than those who only 
identify as AAPI. In fact, we found that multiracial 
AAPI LGBTQ students reported having fewer 
supportive staff and a lower level of support from 
administrators than students who identified only as 
AAPI.97  This may be due to differences in educator 
and administrator attitudes toward various racial/ 
ethnic groups. 

Figure 2.5 AAPI LGBTQ Students' Reports on the 
Number of Teachers and Other School Staff 

Who are Supportive of LGBTQ Students 

None 
One2.8% 
4.3% 

11 or More 
48.5% 

Between 
2 and 5 
25.4% 

Between 
6 and 10 
19.0% 

Given that AAPI LGBTQ students often feel unsafe 
and unwelcome in school, as discussed earlier 
in this report, having access to supportive school 
personnel may be critical for creating better 
learning environments for AAPI LGBTQ students. 
Therefore, we examined the relationships between 
the presence of staff who are supportive of LGBTQ 
students and several indicators of school climate, 
including: absenteeism, feeling unsafe because 
of personal characteristics, psychological well-
being, feelings of school belonging, academic 
achievement, and educational aspirations. 

As illustrated in Figure 2.7, AAPI LGBTQ students 
who had more staff who were supportive of LGBTQ 
students: 

• had increased feelings of connectedness to 
their school community; 

• had higher levels of self-esteem; and 

• had lower levels of depression.98 

In addition, AAPI LGBTQ students who had more 
staff who were supportive of LGBTQ students: 

• were less likely to miss school due to safety 
concerns (e.g., 15.3% with 11 or more 
supportive staff reported missing at least one 
day of school in the past month vs. 41.5% 
with no supportive staff); 

• were less likely to feel unsafe because of their 
sexual orientation (e.g., 40.6% with 11 or 
more supportive staff reported feeling unsafe 

Figure 2.6 AAPI LGBTQ Students' Reports on How 
Supportive Their School Administration is of 

LGBTQ Students 

Very Unsupportive 

Very 7.5% Supportive 
23.4% 

Somewhat 
Unsupportive 
12.9% 

Somewhat 
Supportive 
25.8% 

Neutral 
30.3% 
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because of their sexual orientation vs. 70.7% 
with no supportive staff); 

• were less likely to feel unsafe because of their 
gender expression (e.g., 33.9% with 11 or 
more supportive staff reported feeling unsafe 
because of their gender expression vs. 43.9% 
with no supportive staff); 

• were less likely to feel unsafe because of 
their race/ethnicity (e.g., 20.8% with 11 or 
more supportive staff reported feeling unsafe 
because of their race/ethnicity vs. 29.3% with 
no supportive staff); 

• had higher GPAs (e.g., average GPA of 3.5 with 
11 or more supportive staff vs. 3.2 with no 
supportive staff);99  and 

• had greater educational aspirations (e.g., 
97.6% with 11 or more supportive staff 
planning to pursue post-secondary education 
vs. 93.8% with no supportive staff). io0 

Figure 2.7 Supportive School Staff and Well-Being and School Belonging 
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Insight on Inclusive Curriculum 

Findings from GLSEN's 2017 National School Climate Survey show that having an LGBTQ inclusive 
curriculum, such as learning about LGBTQ history and positive roles models, can positively shape the 
school experiences of LGBTQ students in general. With regard to LGBTQ curricular inclusion, we found 
that just over a quarter of AAPI LGBTQ students (27.4%) were taught positive representations of LGBTQ 
people, history, or events, which is similar to the percentage of the full sample of LGBTQ students. 

Teaching students about LGBTQ people, history, and events in a positive manner may help AAPI LGBTQ 
students feel more valued at school, and it may also promote positive feelings toward LGBTQ students 
from peers. Thus, we examined the relationship between having an inclusive curriculum and feeling unsafe 
because of personal characteristics, peer acceptance of LGBTQ people, and school belonging. As shown 
in the figure, compared to AAPI LGBTQ students who did not have an inclusive curriculum at their school, 
those who had an inclusive curriculum: 

• were less likely to feel unsafe because of their sexual orientation and gender expression:10' 

• were more likely to have peers at school be accepting of LGBTQ people:1°2  and 

• felt more connected to their school community.103 

Interestingly, AAPI LGBTQ Inclusive Curriculum and Feelings of Safety, Peer Acceptance, 
and School Belonging among AAPI LGBTQ Students 

80% - 76.4% 74.9%

60% 

43.7% 41.4% 
40% -

30.2% •30.1% 

19.4%
20% 16.8% 

0% 
Felt Unsafe Felt Unsafe Peers Accepting Higher than Average 
Because of Because of Toward Levels of School 

Sexual Orientation Gender Expression LGBTQ People Belonging 

Did Not Have LGBTQ-Inclusive •Had LGBTQ-Inclusive 
Curriculum Curriculum 

students who had an 
LGBTQ inclusive curriculum 
were also less likely to 
feel unsafe because of 
their race/ethnicity than 
those who did not have 
an LGBTQ inclusive 
curriculum (22.5% vs. 
27.8%).104 It may be that 
teaching students positive 
representations of LGBTQ 
people, history, and events 
not only makes peers 
more accepting of LGBTQ 
students, but perhaps also 
more accepting of diversity 
in general, including racial/ 
ethnic diversity. It is also 
possible that schools or 
school districts that include positive representations of LGBTQ topics may also be more likely to have 
positive inclusion about race/ethnicity in their curriculum, policies and practices. 

It is important to note that we did not ask questions about other types of curricular inclusion, such as 
content about AAPI people, history or events. Previous research has shown that for students of color, 
positive representations of people of color, history and events can help to dissolve stereotypical mainstream 
representations.1°5  This would also benefit the learning experience and well-being of AAPI LGBTQ youth, 
and could also work in concert with LGBTQ inclusion to greater benefit this population of students. 

Conclusions. A school curriculum that is inclusive of diverse identities may help to instill beliefs in 
the intrinsic value of all individuals. We found that AAPI LGBTQ students who were taught positive 
representations about LGBTQ people, history, and events at school felt more connected to their school 
community and felt safer at school, not only with regard to their LGBTQ identity, but also with their racial/ 
ethnic identity. Therefore, having an LGBTQ curriculum may mitigate anti-LGBTQ victimization, as well as 
racist victimization for AAPI LGBTQ students. However, such an inclusive curriculum was unavailable for 
the majority of AAPI LGBTQ youth. Thus, it is imperative that educators are provided with both training 
and resources to deliver school lessons and activities that reflect the diverse identities and communities 
present in their classrooms. 



Conclusions 

In this section, we examined AAPI LGBTQ 
students' experiences with school practices, 
particularly school disciplinary action and school 
resources and supports. AAPI LGBTQ students 
experienced somewhat high rates of school 
discipline, with the most common form being 
in-school discipline. We also found that AAPI 
LGBTQ students who experienced institutional 
discrimination were more likely to experience both 
in-school and out-of-school discipline. Research 
and policy initiatives that attempt to address 
school disciplinary action and juvenile justice must 
be inclusive of, and respond to the experiences of 
AAPI LGBTQ youth. In order to ensure that schools 
are welcoming and affirming to all students, 
schools should eliminate policies and practices 
that discriminate against AAPI LGBTQ students. 
Moreover, administrators, policymakers, and 
teachers should advocate for disciplinary policies 
that are restorative instead of punitive. 

Overall, having access to school supports and 
resources helped to improve the school safety and 
educational outcomes for AAPI LGBTQ students. 
We found that having more LGBTQ-supportive 
staff was associated with greater feelings of school 

belonging and school safety, greater educational 
outcomes, and improved psychological well-being. 
Similarly, having an LGBTQ-inclusive curriculum 
was related to greater feelings of school belonging 
and school safety. Further, not only are the 
availability of and participation in GSAs beneficial 
for AAPI LGBTQ students, but ethnic/cultural clubs 
are as well. However, as our findings indicate, 
many AAPI LGBTQ students do not have access 
to these supportive resources. It is important to 
note that we did not explore any other resources 
regarding race/ethnicity, and so we do not have 
information on racial/ethnic specific resources. For 
instance, we do not know whether AAPI LGBTQ 
students are exposed to positive representations 
of AAPI history, people, and events or how such 
representations may be beneficial for their 
educational experience. Further, we were able to 
examine the benefits of having school personnel who 
are supportive of LGBTQ students, but were not able 
to examine school personnel who are supportive of 
AAPI students in general. Given that the experiences 
of AAPI LGBTQ students lie at the intersection 
of multiple forms of bias, future research should 
examine resources that support and affirm these 
students' multiple marginalized identities. 
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Limitations 

The findings presented in this report provide new 
information and valuable insights on the school 
experiences of AAPI LGBTQ students. However, 
there are some limitations to our study. The 
participants in this study were only representative of 
those who self-identified as lesbian, gay, bisexual, 
transgender, or queer, and have some connection 
to the LGBTQ community either through local 
organizations or online, and LGBTQ youth who were 
not comfortable identifying their sexual orientation 
in this manner may not have learned about the 
survey. Therefore, AAPI LGBTQ youth who self-
identified as LGBTQ but had no connection to the 
LGBTQ community may be underrepresented in this 
sample. The participants in this study also did not 
include students who have a sexual attraction to the 
same gender or multiple genders, but do not identify 
themselves as LGBQ. 

In the survey, there were several instances where 
we asked about sexual orientation, gender identity, 
and gender expression as it pertained to the unique 
school experiences of LGBTQ youth of color, but 
we did not ask similar questions regarding race/ 
ethnicity. For instance, we did not ask about peer 
or educator support related to race/ethnicity, 
which would have provided a more comprehensive 
understanding on the school experiences of AAPI 
LGBTQ students. 

In the survey, we only included two ethnic 
categories for AAPI when we asked students 
about their race/ethnicity: "Asian or South Asian" 
(Asian) and "Native Hawaiian or Pacific Islander" 
(Pacific Islander). Therefore, we could not examine 
school experiences within and across Asian LGBTQ 
students (e.g., Southeast Asian, South Asian, East 
Asian). Also, as noted in the Methods section of 
this report, the sample size of Pacific Islander 
LGBTQ students was too small to examine their 
school experiences alone; therefore, students 
who identified as Pacific Islander were combined 
with those who identified as Asian. Examining 
feelings of safety, victimization experiences, school 
discipline, and supports and resources among 
Asian ethnic groups and among Pacific Islanders, 
as well as differences across these ethnic groups, 
could provide more insight into the unique school 
experiences of AAPI LGBTQ students. 

It is also important to note that our survey only 
reflects the experiences of LGBTQ students who 
were in school during the 2016-2017 school year. 
Thus, findings from this survey may not necessarily 
reflect the experiences of AAPI LGBTQ students 
who had already dropped out of school, whose 
experiences may be different from students who 
remained in school. 

Conclusions 

Findings presented in this report highlight the 
unique experiences of AAPI LGBTQ students 
at the intersection of their various identities, 
including race, gender, and sexual orientation. 
The majority of AAPI LGBTQ students experienced 
harassment in school in the past year because 
of their sexual orientation, gender expression, 
and race/ethnicity. Experiences of anti-LGBTQ 
victimization were particularly severe for both 
trans/GNC AAPI students as well as multiracial 
AAPI students, which may be related to greater 
levels of social exclusion faced by these groups 
at school. We also found that racist victimization 
was particularly severe for multiracial AAPI LGBTQ 
students who attended majority AAPI schools. It 
may be that AAPI LGBTQ students who attend 
majority AAPI schools experience greater levels of 
social exclusion based on their multiracial status. 
Further, we also found that AAPI LGBTQ students 
who experienced both homophobic and racist 
victimization experienced the poorest academic 
outcomes and psychological well-being. AAPI 
LGBTQ youth who experienced sexual orientation-
based victimization, gender expression-based 
victimization, or race-based victimization were 
also more likely to experience exclusionary school 
discipline, such as detention, suspension, or 
expulsion. Such disciplinary actions may increase 
their likelihood of involvement with the criminal 
and juvenile justice system. 

The findings in this report help to provide a 
deeper understanding of the experiences of 
AAPI students by examining the school-related 
experiences of AAPI LGBTQ students. Much of the 
general literature on AAPI students has focused 
on achievement, perhaps in order to challenge 
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the model minority myth that all AAPI youth are 
academically successful. The myth may also 
promote the notion that they avoid or are exempt 
from experiencing victimization at school. Further, 
it may also lead educators and administrators to 
believe that focusing on their studies prevents 
AAPI youth from being placed in situations 
that can lead to experiencing victimization. 
Yet our findings clearly demonstrate that many 
AAPI LGBTQ students experience challenges 
in school and need greater support. Trans/ 
GNC and multiracial AAPI LGBTQ students may 
especially need support from school educators and 
administrators — not only do these students face 
greater victimization due to their trans/GNC and 
multiracial status, but they may also be overlooked 
due to their AAPI status. 

We did identify critical resources that were 
beneficial for AAPI LGBTQ youth. For example, 
having an LGBTQ-inclusive curriculum and having 
LGBTQ-supportive educators at school were both 
associated with AAPI LGBTQ students feeling more 
connected to their school community and feeling 
less unsafe regarding their sexual orientation, 
gender expression, and even their race/ethnicity. 
Supportive student clubs such as GSAs and ethnic/ 
cultural clubs were also associated with greater 
feelings of safety, and those who attended these 
clubs were more likely to engage in activism in 
their schools and communities. However, we found 
that many AAPI LGBTQ students did not have 
access to these supportive school resources. We 
also found that LGBTQ students who only identified 
as AAPI had more supportive school educators and 
higher level of support from administrators than 
multiracial AAPI LGBTQ students. This may be due 
to differences in attitudes toward various racial/ 
ethnic groups. In this vein, staff and administrators 
may apply the model minority stereotype to 
students who only identify as AAPI, and less so 
to multiracial AAPI students, and therefore treat 
those who only identify as AAPI more favorably 
than multiracial AAPI LGBTQ students. 

Recommendations 

As educators, advocates, and others concerned 
with issues of educational equity and access 
continue to address the myriad forms of oppression 
found in and out of school, such as racism, 
heterosexism, homophobia and transphobia, 
they must also account for the intersections of 

these forms of oppression. Therefore, addressing 
the concerns of AAPI LGBTQ students requires 
a nuanced approach to combating racism, 
homophobia, and transphobia. Further, it is 
important to have a greater understanding of the 
experiences, needs and concerns of AAPI LGBTQ 
students through specific and focused efforts. 

Given the paucity of data on challenges faced 
by AAPI youth in school and on discussions that 
involve bullying in schools in this population, 
information that is critical in policymaking and 
advocacy for AAPI LGBTQ youth may not always 
be available. Education researchers must work to 
obtain diverse and robust samples so that they 
can explore smaller racial/ethnic populations such 
as AAPI. This report continues to fill this gap in 
knowledge, so that educators, policymakers, safe 
school advocates, and others working to make 
schools a more inclusive space can continue to 
seek to understand the multifaceted experiences 
of AAPI LGBTQ students, particularly with 
regard to how we can render accessible specific 
resources that support these students at school 
and in larger communities outside of school. 
This report demonstrates the ways in which the 
availability of supportive student clubs, supportive 
educators, and other school-based resources for 
AAPI LGBTQ students can positively affect their 
school experiences. We recommend school leaders, 
education policymakers, and other individuals who 
want to provide safe learning environments for 
AAPI LGBTQ students to: 

• Support student clubs, such as GSAs and 
ethnic/cultural clubs. Organizations that work 
with GSAs and ethnic/cultural clubs should 
also come together to address AAPI LGBTQ 
students' needs related to their multiple 
marginalized identities, including sexual 
orientation, gender, and race/ethnicity. 

• Provide professional development for school 
staff that addresses the intersections of 
identities and experiences of AAPI LGBTQ 
students. 

• Increase student access to curricular 
resources that include diverse and positive 
representations of both AAPI and LGBTQ 
people, history, and events. 

• Establish school policies and guidelines for 
staff in responding to anti-LGBTQ and racist 
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behavior, and develop clear and confidential 
pathways for students to report victimization 
that they experience. Local, state, and federal 
education agencies should also hold schools 
accountable for establishing and implementing 
these practices and procedures. 

• Work to address the inequities in funding at 
the local, state, and national level to increase 
access to institutional supports and education 

in general, and to provide more professional 
development for educators and school 
counselors. 

Taken together, such measures can move us toward 
a future in which all students have the opportunity 
to learn and succeed in school, regardless of sexual 
orientation, gender identity, gender expression, 
race, or ethnicity. 
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sexual orientation were categorized as another sexual orientation. 
Additionally, students who indicated that their only sexual 
orientation was asexual and also indicated that they were cisgender 
were not included in the final study sample. Therefore, all 
students included in the Asexual category also are not cisgender 
(i.e., are transgender, genderqueer, another nonbinary identity, or 
questioning their gender). 

16 Race/ethnicity was assessed with a single multi-check question 
item (i.e., African American or Black; Asian or South Asian; Native 
Hawaiian or other Pacific Islander; Native American, American 
Indian, or Alaska Native; White or Caucasian; Hispanic or Latino/a; 
and Middle Eastern or Arab American) with an optional write-in 
item for racetethnicities not listed. All participants included in this 
report identified as "Asian or South Asian" or "Native Hawaiian or 
Other Pacific Islander". Percentages are listed for students who 
selected other racial/ethnic identities in addition to "Asian or South 
Asian" or "Native Hawaiian or Pacific Islander". 

17 The racial/ethnic groups reported here are not mutually exclusive 
categories. Students who identified with more than one racial/ 
ethnic group in addition to identifying as "Asian or South Asian" or 
"Native Hawaiian or Other Pacific Islander" are counted in each of 
the relevant categories. 

18 It is important to note that we do not know the immigration status 
of the parents/guardians of students in our survey. Therefore, it 
is possible that students in the survey who were born outside the 
U.S. and its territories have U.S. citizenship because one of their 
parents/guardians does, and would not technically be immigrants to 
the U.S. Therefore, U.S. citizens born outside the U.S. may include 
both immigrants and non-immigrants. 

19 Gender was assessed via three items: an item assessing sex 
assigned at birth (i.e., male or female), an item assessing 
gender identity (i.e., male, female, nonbinary, and an additional 
write-in option), and a multiple response item assessing sex/ 
gender status (i.e., cisgender, transgender, genderqueer, intersex, 
and an additional write-in option). Based on responses to these 
three items, students' gender was categorized as: Cisgender 
Male, Cisgender Female, Cisgender Unspecified (those who did 
not provide any assigned sex or gender identity information), 
Transgender Male, Transgender Female, Transgender Nonbinary, 
Transgender Unspecified (those who did not provide any gender 
identity information), Genderqueer, Another Nonbinary Identity 
(i.e., those who indicated a nonbinary identity but did not indicate 
that they were transgender or genderqueer, including those who 
wrote in identities such as "gender fluid" or "demi gender"), or 
Questioning/Unsure. 

20 Receiving educational accommodations was assessed with a 
question that asked students if they received any educational 
support services at school, including special education classes, 
extra time on tests, resource classes, or other accommodations. 

21 Students were placed into region based on which state the last 
school they attended was located in — Northeast: Connecticut, 
Delaware, Maine, Maryland, Massachusetts, New Hampshire, 
New Jersey, New York, Pennsylvania, Rhode Island, Vermont, 
Washington, DC; South: Alabama, Arkansas, Florida, Georgia, 
Kentucky, Louisiana, Mississippi, North Carolina, Oklahoma, 
South Carolina, Tennessee, Texas, Virginia, West Virginia; Midwest: 
Illinois, Indiana, Iowa, Kansas, Michigan, Minnesota, Missouri, 
Nebraska, North Dakota, Ohio, South Dakota, Wisconsin; West: 
Alaska, Arizona, California, Colorado, Hawaii, Idaho, Montana, 
Nevada, New Mexico, Oregon, Utah, Washington, Wyoming; U.S. 
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Territories: American Samoa, Guam, Northern Mariana Islands, 
Puerto Rico, U.S. Virgin Islands. 

22 Mean differences in reasons for feeling unsafe were examined using 
a repeated measures multivariate analysis of variance (MANOVA). 
The multivariate effect was significant: Pillai's trace = .57, FI10, 
1470) = 190.87, p<.001. Pairwise comparisons were considered 
at p<.05. Significant differences were found between all reasons 
with the exception of: gender and body size/weight were not 
different from each other, and; actual or perceived disability and 
actual or perceived religion were not different from each other. 
Percentages are shown for illustrative purposes. 

23 Mean differences in rates of hearing biased language were 
examined using a repeated measures multivariate analysis of 
variance (MANOVA). The multivariate effect was significant: Pillars 
trace = .37, F(5, 1467) = 171.07, p<.001. Pairwise comparisons 
were considered at p<.05. Significant differences were found 
between all forms of biased language with the exception of: other 
homophobic remarks and not acting "masculine" enough were not 
different from each other, and; other homophobic remarks and 
racist remarks were not different from each other. Percentages are 
shown for illustrative purposes. 

24 Gruber, J. E. & Fineran, S. (2008). Comparing the impact of 
bullying and sexual harassment victimization on the mental and 
physical health of adolescents. Sex Roles, 59(1-2), 1-13. 

Hammig, B. & Jozkowski, K. (2013). Academic achievement, 
violent victimization, and bullying among U.S. high school 
students. Journal of Interpersonal Violence, 28(7), 1424-1436. 

Hase, C. N., Goldberg, S. B., & Smith, D. (2015). Impacts of 
traditional bullying and cyberbullying on the mental health of 
middle school and high school students. Psychology in Schools, 
52(6), 607-617. 

Holt, M. K., Vivolo-Kantor, A. M., Polanin, J. R., Holland, K. M., 
DeGue, S., Matjasko, J. L., Wolfe, M., & Reid, G. (2015). Bullying 
and suicidal ideation and behaviors: A meta-analysis. Pediatrics, 
135(2), 496-509. 

Strom, I. F., Thoresen, S., Wentzel-Larsen, T., & Dyb, G. (2013). 
Violence, bullying and academic achievement: A study of 15-year-
old adolescents and their school environment. Child Abuse & 
Neglect, 37(4), 243-251. 

25 Mean differences in rates of experiencing different forms 
of victimization were examined using a repeated measures 
multivariate analysis of variance (MANOVA). The multivariate effect 
was significant: Pillai's trace = .06, F(2, 1436) = 41.42, p‹.001. 
Pairwise comparisons were considered at p<.05. Significant 
differences were found between all forms of victimization with 
exception of victimization based on sexual orientation and 
victimization based on gender expression. Percentages are shown 
for illustrative purposes. 

26 The relationships between missing school, school belonging, and 
depression and severity of victimization due to sexual orientation 
were examined through Pearson correlations. Missing school: 
i(1468) = .46, p<.001; school belonging: r(1465) = -.45, p<.001; 
depression: /(1446) = .38, p<.001. 

The relationship between educational aspirations and severity 
of sexual orientation-based victimization was examined using an 
analysis of variance (ANOVA), with victimization based on sexual 
orientation as the dependent variable and educational aspirations 
as the independent variable. The effect was significant: F(5, 1448) 
= 6.21, p‹.001, 12=  .02. Post hoc comparisons were considered 
at p<.05. Those not planning to graduate high school or unsure 
of their high school graduation plans experienced greater levels of 
victimization than all others, except for vocational school. There 
were no other observable differences. Percentages are shown for 
illustrative purposes. 

27 The relationship between missing school, school belonging, and 
depression and severity of victimization due to race/ethnicity was 
examined through Pearson correlations. Missing school: r(1473) 
= .27, p<.001; school belonging: t(1471) = -.32, p<.001; 
depression: i(1452) = .31, p<.001. 

The relationship between educational aspirations and severity 
of race-based victimization was examined using an analysis of 
variance (ANOVA), with victimization based on race/ethnicity as the 
dependent variable and educational aspirations as the independent 
variable. The effect was not significant. There were no observable 
differences. 

28 Toomey, R. B., Ryan, C., Diaz, R. M., Card, N. A., & Russell, 
S. T. (2013). Gender-nonconforming lesbian, gay, bisexual, 
and transgender youth: School victimization and young adult 
psychosocial adjustment. Psychology of Sexual Orientation and 
Gender Diversity, 1(S), 71-80. 

29 To test differences in severity of victimization by trans/GNC 
identity, a series of t-tests were conducted, with trans/GNC identity 
as the independent variable, and severity of victimization as the 
dependent variable. The effect was significant for victimization 
based on sexual orientation and victimization based on gender 
expression. Victimization based on sexual orientation: if984.48) = 
6.13, p<.001; victimization based on gender expression: i(889.00) 
= 10.62, p<.001. Trans/GNC AAPI students and cisgender LGBQ 
AAPI students did not differ on victimization based on race/ 
ethnicity. Percentages are shown for illustrative purposes. 

30 Lewis, D. C., Flores, A. R., Haider-Markel, D. P., Miller, P. R., 
Tadlock, B. L., & Taylor, J. K. (2017). Degrees of acceptance: 
Variation in public attitudes toward segments of the LGBT 
community. Political Research Quarterly, 70(4), 861-875. 

31 Herman, M. (2004). Forced to choose: Some determinants of racial 
identification in multiracial adolescents. Society for Research in 
Child Development, 75(3), 730-748. 

32 Renn, K. A. (2000). Patterns of situational identity among biracial 
and multiracial college students. The Review of Higher Education, 
23(4), 399-420. 

33 To test differences in severity of victimization by multiracial/ 
multiethnic status, a series of t-tests were conducted, with 
multiracial/multiethnic status as the independent variable, and 
severity of victimization as the dependent variable. The effect was 
significant for victimization based on sexual orientation and gender 
expression. Sexual orientation: t(1462.33) = -4.17, p<.001; 
gender expression: it1368.63) = -2.32, p<.05. LGBTQ students 
who only identified as AAPI did not differ from multiracial AAPI 
LGBTQ students on experiences of victimization based on race/ 
ethnicity. Percentages are shown for illustrative purposes. 

34 To examine whether school racial composition moderated the 
relationship between multiracial/multiethnic status and race-
based victimization, a two-way analysis of variance (ANOVA) was 
conducted, with multiracial/multiethnic status and school racial 
composition as the independent variables, multiracial/multiethnic 
status X school racial composition as the interaction term, and 
severity of race-based victimization as the dependent variable. 
The univariate effect was significant: F(7, 1302) = 5.14, p‹.001. 
School racial composition was significantly associated with severity 
of race-based victimization: F(3, 1302) = 3.97, p<.01. Multiracial/ 
multiethnic status X school racial composition interaction was 
significantly associated with severity of race-based victimization: 
F(3, 1302) = 4.68, p<.01. No differences were found between 
multiracial/multiethnic status and race-based victimization. 

A similar analysis was conducted to examine whether school racial 
composition moderated the relationship between multiracial/ 
multiethnic status and anti-LGBTQ victimization. A two-way 
multivariate analysis of variance (MANOVA) was conducted, with 
multiracial/multiethnic status and school racial composition 
as the independent variables, multiracial/multiethnic status X 
school racial composition as the interaction term, and severity of 
victimization based on sexual orientation and based on gender 
expression as the dependent variables. No interaction effects were 
found for both victimization based on sexual orientation and based 
on gender expression. 

35 The full percentage breakdowns are as follows — did not experience 
victimization due to sexual orientation or race/ethnicity: 25.3%; 
experienced victimization due sexual orientation, but not race/ 
ethnicity: 21.0%; experienced victimization due to race/ethnicity, 
but not sexual orientation: 14.2%; experienced victimization due to 
both sexual orientation and race/ethnicity: 39.5%. 

36 To examine differences in number of school days missed, a one-way 
analysis of covariance (ANCOVA) was conducted, with experiences 
of sexual orientation-based victimization, race-based victimization, 
or both as the independent variable, and number of school days 
missed due to feeling unsafe as the dependent variable, while 
controlling for school racial composition and racial identification 
(only AAPI vs. multiracial AAPI). The main effect was significant: 
F(3, 1464) = 43.95, p<.001, ii 2  = .08. Pairwise comparisons 
were considered at p<.05: students who experienced both forms 
of victimization missed more days than all others; students who 
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experienced neither form of victimization missed fewer days 
than those who only experienced victimization based on sexual 
orientation and both forms of victimization. All other comparisons 
were not significant. Percentages are shown for illustrative 
purposes. 

37 To examine differences in levels of school belonging, a one-way 
analysis of covariance (ANCOVA) was conducted, with experiences 
of sexual orientation-based victimization, race-based victimization, 
or both as the independent variable, and school belonging as the 
dependent variable, while controlling for school racial composition 
and racial identification (only AAPI vs. multiracial AAPI). The 
main effect was significant: F(3, 1462) = 70.93, p‹.001, Ap2 = 
.13. Pairwise comparisons were considered at p<.05: students 
who experienced both forms of victimization had lower levels of 
belonging than all others; students who experienced neither form 
of victimization had the highest levels of belonging. All other 
comparisons were not significant. Percentages are shown for 
illustrative purposes. 

38 To examine differences in levels of depression, a one-way analysis 
of covariance (ANCOVA) was conducted, with experiences of sexual 
orientation-based victimization, race-based victimization, or both 
as the independent variable, and depression as the dependent 
variable, while controlling for school racial composition and racial 
identification (only AAPI vs multiracial AAPI). The main effect 
was significant: R3, 1443) = 58.84, p‹.001, rip2 = .11. Pairwise 
comparisons were considered at p<.05: students who experienced 
both forms of victimization had higher levels of depression than 
all others; students who experienced neither form of victimization 
had the lowest levels of depression. All other comparisons were not 
significant. Percentages are shown for illustrative purposes. 

39 Niwa, E. Y., Way, N., Qin, D. B., & Okazaki, S. (2011). Hostile 
hallways: Asian American adolescents' experiences of peer 
discrimination in school. In E T. Leong, L. Juan, D. B. Qin, & H. E. 
Fitzgerald (Eds.), Asian American and Pacific Islander Children and 
Mental Health (pp. 193-217). Santa Barbara, CA: Praeger. 

40 To examine the interaction between victimization based on sexual 
orientation and victimization based on race/ethnicity on level 
of school belonging, a three-step hierarchical regression model 
was conducted. In the first step, level of school belonging was 
regressed onto the independent variable, severity of victimization 
based on sexual orientation. The model accounted for a significant 
portion of the variance (19.8%) and the model was significant: 
F11, 1461) = 361.21, Adj. R2 = .198, p‹.001. Victimization 
based on sexual orientation was a significant predictor:13= -.07, 
p<.001. For step two, the moderator, victimization based on 
race/ethnicity was added. Victimization based on race/ethnicity 
accounted for an additional 3.0% above and beyond the variance 
accounted from victimization based on sexual orientation, and 
the model was significant: F(2, 1460) = 216.73, Adj. R2 = .228, 
p<.001. Victimization based on race/ethnicity was a significant 
predictor:13= -.10, p<.001. For step three, the interaction term 
between the independent and moderator variables was introduced. 
The interaction term accounted for an additional 0.5% above 
and beyond the variance accounted from the independent and 
moderator variables, and the model was significant: R3, 1459) 
= 149.25, p<.001; Adj. AR2 = .233, p<.001. Both forms of 
victimization remained significant predictors. The interaction was 
also significant: 13  .01, p<.001, indicating that the negative 
effect of homophobic victimization on school belonging was 
strongest among AAPI LGBTQ students who experienced higher 
levels of homophobic victimization and lower levels of racist 
victimization. 

To examine the interaction between victimization based on sexual 
orientation and victimization based on race/ethnicity on level 
of depression, a three-step hierarchical regression model was 
conducted. In the first step, level of depression was regressed 
onto the independent variable, severity of victimization based 
on sexual orientation. The model accounted for a significant 
portion of the variance (14.3%) and the model was significant: 
F(1, 1430) = 239.39, Adj. R2 = .143, p<.001. Victimization 
based on sexual orientation was a significant predictor:13..07, 
p<.001. For step two, the moderator, victimization based on 
race/ethnicity was added. Victimization based on race/ethnicity 
accounted for an additional 3.2% above and beyond the variance 
accounted from victimization based on sexual orientation, and 
the model was significant: F(2, 1429) = 152.58, Adj. R2 = .175, 
p<.001. Victimization based on race/ethnicity was a significant 
predictor:13= .13, p<.001. For step three, the interaction term 

between the independent and moderator variables was introduced. 
The interaction term accounted for an additional 0.5% above 
and beyond the variance accounted from the independent and 
moderator variables, and the model was significant: R3, 1428) 
= 105.59, p<.001; Adj. AR2 = .180, p<.001. Both forms of 
victimization remained significant predictors. The interaction was 
also significant:13= -.01, p<.01, indicating that the negative 
effect of homophobic victimization on depression was strongest 
among AAPI LGBTQ students who experienced higher levels of 
homophobic victimization and lower levels of racist victimization. 

A similar three-step hierarchical regression model was conducted 
to examine the interaction between victimization based on sexual 
orientation and victimization based on race/ethnicity on missing 
school due to safety concerns. In the first step, missing school was 
regressed onto the independent variable, severity of victimization 
based on sexual orientation. For step two, the moderator, 
victimization based on race/ethnicity was added. For step three, the 
interaction between the independent and moderator variables was 
introduced. The sexual orientation-based victimization X race-based 
victimization interaction was not related to missing school. 

41 It is also relevant to consider the racial socialization that AAPI 
LGBTQ students may receive from parents, guardians, and other 
family members in the form of explicit and/or implicit messages 
about how to operate as an AAPI individual in the U.S. These 
messages may prepare young people for experiences with racial 
injustice, and could also possibly be helpful in preparing youth 
for experiences with other forms of injustice, such as anti-LGBTQ 
victimization. Read more: 
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After controlling for age and gender, the main effect for outness to 
family was significant: F(1, 809) = 29.82, p<.001. 

47 The relationship between family members talking to school staff 
about the AAPI LGBTQ student's experiences with victimization, 
and experiences of anti-LGBTQ victimization (victimization 
based on sexual orientation, victimization based on gender 
expression), and race-based victimization, while controlling for 
reporting victimization to family members, outness to parents, 
and age were examined through partial correlations. The following 
relationship was significant: gender expression-based victimization: 
t(344) = .17, p<.01. Experiences with sexual orientation-based 
victimization, and race-based victimization were not related to a 
family members talking to school staff. 
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about their AAPI LGBTQ child's experiences with victimization, and 
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controlling for reporting victimization to family members, outness 
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.12, p<.05. Receiving education accommodation services was not 
related to a family members talking to school staff. 
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52 The relationship between experiences with victimization (based 
on sexual orientation, gender expression, and race/ethnicity) and 
school disciplinary action, while controlling for race/ethnicity (AAPI 
only vs. multiracial AAPI), outness to students, and outness to 
staff, were examined through partial correlations. For in-school 
discipline, all correlations were significant: Sexual orientation-
based victimization: g1388) = .26, ix.001; Gender expression-
based victimization: t(1388) = .23, p<.001; Race-based 
victimization: /11388) = .15, p<.001. All correlations were also 
significant for out-of-school victimization: Sexual orientation-based 
victimization: t(1388) = .22, p<.001; Gender expression-based 
victimization: /11388) = .18, p<.001; Race-based victimization: 
r(1388) = .10, p<.001. All correlations were also significant 

for contact with law enforcement: Sexual orientation-based 
victimization: r(1388) = .10, p<.001; Gender expression-based 
victimization: 0388) = .10, p<.001; Race-based victimization: 
r(1388) = .08, p<.01. 

53 The relationship between missing school and school discipline 
(in-school discipline, out-of-school discipline, contact with law 
enforcement), while controlling for race/ethnicity (AAPI only vs. 
multiracial AAPI) was examined through partial correlations - In-
school discipline: :(1456) = .19, p<.001; out-of-school discipline: 
r(1456) = .18, p<.001; contact with law enforcement: t(1456) = 
.07, p<.01. 

54 The relationship between experiencing any anti-LGBTQ 
discriminatory policies and practices, and school discipline 
(in-school discipline, out-of-school discipline, contact with law 
enforcement), while controlling for race/ethnicity (AAPI only vs. 
multiracial AAPI), was examined through partial correlations - In-
school discipline: t(1444) = .17, p<.001; out-of-school discipline: 
r(1444) = .12, p<.001. Experiences with any anti-LGBTQ 
discrimination was not related to contact with law enforcement. 

55 Kosciw, J. G., Greytak, E. A., Zongrone, A. D., Clark, C. M., & 
Truong, N. L. (2018). The 2017 National School Climate Survey: 
The experiences of lesbian, gay, bisexual, transgender, and queer 
youth in our nation's schools. New York: GLSEN. 

56 Chi-square tests were performed looking at experiences with school 
discipline (in-school discipline, out-of-school discipline, and 
contact with law enforcement) by gender (trans/GNC vs. cisgender 
LGBQ). In-school discipline: x2(1) = 6.55, p<.05, 4, = -.07; out-
of-school discipline: x2(1) = 7.36, p<.01, 4, = -.07. There were no 
differences in contact with law enforcement between trans/GNC 
and cisgender LGBQ AAPI students. 

57 latest for whether anti-LGBTQ victimization mediated the 
relationship between trans/gnc status and in-school and out-
of-school discipline, six separate regression analyses were 
conducted, three for in-school discipline and three for out-of-school 
discipline. All three sets regression analyses must be significant 
for mediation to occur for each type of school discipline. For both 
in-school and out-of-school discipline, sexual orientation and 
gender expression based victimization were significant mediators. 
Regression analyses between trans/gnc status and victimization: 
sexual orientation-based victimization: D = -1.38, p<.001; sexual 
orientation-based victimization: 0 =  -2.47, p<.001. Logistic 
regression analyses between victimization and discipline: sexual 
orientation-based victimization and in-school discipline: odds ratio 
(OR) = 1.16, p<.001; gender expression-based victimization and 
in-school discipline: OR = 1.12, p<.001; sexual orientation-based 
victimization and out-of-school discipline: OR = 1.15, p<.001; 
gender expression-based victimization and out-of-school discipline: 
OR = 1.13, p<.001. Regression analyses between trans/gnc status 
and discipline: in-school discipline:13= 0.74, p<.05; out-of-school 
discipline: 13= 0.50, p<.01. The Sobel test for mediation was 
significant for sexual orientation as mediator: in-school discipline: 
z=  -6.53, p<.001; out-of-school discipline:  z=  -4.79, p<.001. 
The Sobel test for mediation was significant for gender expression-
based victimization as mediator: in-school discipline: z= -7.86, 
p<.001; out-of-school discipline:  z=  -5.29, p<.001. 

The Sobel test was calculated using the Sobel test online 
interactive calculation tool: http://quantpsy.org/sobel/sobel.htm 

58 Ksinan, A. J., Vazsonyi, A. T., Jiskrova, G. K., & Peugh, J. L. 
(2019). National ethnic and racial disparities in disciplinary 
practices: A contextual analysis in American secondary schools. 
Journal of School Psychology,  74, 106-125. 

Silverman, T. (2019). School discipline disparities: How we can do 
better. httpsdAvww.iyi.org/school-discipline-disparities-how-we-can-
do-better/ 

59 Chi-square tests were performed looking at experiences with school 
discipline (in-school discipline, out-of-school discipline, and contact 
with law enforcement) by race/ethnicity (AAPI only vs. multiracial 
AAPI). Multiracial AAPI LGBTQ students were more likely to 
experience all three types of school discipline than those who only 
identified as AAPI: In-school discipline: x2(1) = 23.51, p<.001, 4, = 
.13; Out-of-school discipline: x2(1) = 6.03, p<.05,4i= .06; Contact 
with law enforcement: x2(1) = 9.43, p<.01, 4 = .08. 

60 Chi-square tests were performed looking at educational aspirations 
by in-school discipline, out-of-school discipline, and contact with 
law enforcement. Students were less likely to plan on pursuing 
post-secondary education when they experienced: In-school 
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discipline: e(5) = 11.23, p‹.05, Cramer's V = .09; Out-of-school 
discipline: x7(5) = 14.43, p<.05, Cramer's V = .10, and; Contact 
with law enforcement: x2(5) = 36.72, p<.001, Cramer's V = .16. 

61 To test differences in GPA by in-school discipline, out-of-school 
discipline, and contact with law enforcement, while controlling for 
race/ethnicity (AAPI only vs. multiracial AAPI), partial correlations 
were conducted. All three types of school discipline were related 
to lower GPA: In-school discipline: r(1457)=-.22, p<.001; Out-
of-school discipline: 1(1457)=-.16, p<.001; Contact with law 
enforcement: r(1457)=-.16, p<001. 

62 Kosciw, J. G., Greytak, E. A., Zongrone, A. D., Clark, C. M., & 
Truong, N. L. (2018). The 2017 National School Climate Survey: 
The experiences of lesbian, gay, bisexual, transgender, and queer 
youth in our nation's schools. New York: GLSEN. 

63 A chi-square test was performed looking at locale on the availability 
of GSAs at school: x2(2) = 78.50, p<001, Cramer's V = .23. 
Pairwise comparisons were considered at p<.05. AAPI LGBTQ 
students in suburban schools were more likely to have a GSA than 
students in urban and rural schools. Students in urban schools 
were more likely to have a GSA than students in rural schools. 

64 A chi-square test was performed looking at region on the 
availability of GSAs at school: x2(3) = 80.96, p<001, Cramer's V 
= .24. Pairwise comparisons were considered at p<.05. Students 
in the Northeast were more likely to have a GSA than students in 
the South to have a GSA. Students in the West were more likely to 
have a GSA than students in the Midwest and South. Students in 
the Midwest were more likely to have a GSA than students in the 
South. Students in the Northeast did not differ from students in 
the Midwest and West on having a GSA at their school. 

65 The relationship between school size and the availability of a 
GSA was examined through a Pearson correlation: t(1464) = .34, 
p<.001. AAPI LGBTQ students who attended larger schools were 
more likely to have a GSA at their school. 

66 A chi-square test was performed looking at school racial 
composition on the availability of a GSA at their school. No 
differences were found on the availability of a GSA by school racial 
composition. 

67 Porta, C. M., Singer, E., Mehus, C. J., Gower, A. L., Saewyc, E., 
Fredkove, W., & Eisenberg, M. E. (2017). LGBTQ youth's views on 
gay-straight alliances: Building community, providing gateways, and 
representing safety and support. Journal of School Health, 87(7), 
489-497. 

Toomey, R. B. & Russell, S. T. (2013). Gay-straight alliances, 
social justice involvement, and school victimization of lesbian, gay, 
bisexual, and queer youth: Implications for school well-being and 
plans to vote. Youth & Society, 45(4), 500-522. 

68 To test differences in missing school and feelings of school 
belonging by the availability of a GSA at their school, independent 
t-tests were conducted, with GSAs as the independent variable, and 
missing school and feelings of school belonging as the dependent 
variables. Students who had a GSA at their school were less likely 
to miss school in the past month: 1(952.66) = 5.30, p<001. 
Students who had a GSA at their school also felt a greater sense 
of connection to their school community: /0052.47) = -8.81, 
p<.001. 

69 Chi-square tests were performed looking at feelings of safety (due 
to their sexual orientation, gender expression and race/ethnicity) 
and the availability of a GSA at their school. Students who had a 
GSA at their school were: less likely to feel unsafe because of their 
sexual orientation: x2(1) = 38.17, p<.001, = -.16, and; less 
likely to feel unsafe because of their gender expression: x2(1) = 
6.42, p=.01, 0 = -.07. Having a GSA at their school did not affect 
feelings of safety due to their race/ethnicity. 

70 A chi-square test was performed looking at school racial 
composition and the availability of an ethnic/cultural club at 
their school: x2(3) = 14.62, p<.01, Cramer's V = .11. Pairwise 
comparisons were considered at p<.05. Students in majority-
White schools were less likely to have an ethnic/cultural club 
than students in majority-AAPI schools. No other differences were 
observed. 

71 A chi-square test was performed looking at region (Northeast, 
South, Midwest, West) and the availability of an ethnic/cultural 
club at their school: e(3) = 15.94, p<.01, Cramer's V = .11. 
Pairwise comparisons were considered at p<.05. Students who 
attended schools in the West were more likely to have an ethnic/ 

cultural club than students in the Northeast and South. Students in 
the Northeast, Midwest, and South did not differ from each other. 

72 A chi-square test was performed looking at school racial 
composition (majority AAPI, majority White, majority other 
non-White race, no majority race) and region (Northeast, South, 
Midwest, and West): 2e(9) 152.85, p<001, Cramer's V = .20. 
Pairwise comparisons were considered at p<.05. Students who 
attended majority-AAPI schools were more likely to be in the West 
than students in the Northeast, South, and Midwest: Students 
who attended majority-White schools were: more likely to be in the 
Midwest than students in the West and South, more likely to be in 
the Northeast than in the West, and more likely to be in the South 
than in the West. Students who attended majority other non-White 
schools were more likely to be in the South than students in the 
Midwest. No other differences were found. 

73 A chi-square test was performed looking at locale (urban, suburban, 
rural) and the availability of an ethnic/cultural club at their school: 
X2(2) = 48.71, p<001, Cramer's V = .18. Pairwise comparisons 
were considered at p<.05. Students who attended rural schools 
were less likely to have an ethnic/cultural club than students in 
urban and suburban schools. No other differences were found. 

74 The relationship between school size and availability of an ethnic/ 
cultural club was examined through a Pearson correlation. AAPI 
LGBTQ students who attended larger schools were more likely to 
have an ethnic/cultural club: /11454) = .38, p<001. 

75 A chi-square test was performed looking at feelings of safety due to 
race/ethnicity and the availability of an ethnic/cultural club at their 
school. Students who had an ethnic cultural club at their school 
felt safer due to their race/ethnicity: x2(1) = 11.87, p‹.001, = 
-.09 

To test differences in school belonging by presence of an ethnic/ 
cultural club, an independent t-test was conducted, with 
availability of an ethnic/cultural club as the independent variable, 
and feelings of school belonging as the dependent variable. 
Students who had an ethnic/cultural club at their school had 
greater feelings of school belonging: 1(1463) = -4.03, p<001. 

76 Toomey, R. B., Ryan, C., Diaz, R. M., & Russell, S. T. (2011). High 
school Gay-Straight Alliances (GSAs) and young adult well-being: 
An examination of GSA presence, participation, and perceived 
effectiveness. Applied Developmental Science, 15(4), 175-185. 

77 Ocampo, A. C. & Soodjinda, D. (2016). Invisible Asian Americans: 
the intersection of sexuality, race, and education among gay Asian 
Americans. Race Ethnicity and Education, 19(3), 480-499. 

78 Museus, S. (2008). The role of ethnic student organizations in 
fostering African American and Asian American students' cultural 
adjustment and membership at predominantly White institutions. 
Journal of College Student Development, 49(6), 568-586. 

79 Bowman, N. A., Park, J. J., & Denson, N. (2015). Student 
involvement in ethnic student organizations: Examining civic 
outcomes 6 years after graduation. Research in Higher Education, 
56(2), 127-145. 

Poteat, V. R, Calzo, J. P., & Yoshikawa, Y. (2018). Gay-straight 
alliance involvement and youths' participation in civic engagement, 
advocacy, and awareness-raising. Journal of Applied Developmental 
Psychology, 56, 13-20. 

Toomey, R. B. & Russell, S. T. (2013). Gay-straight alliances, 
social justice involvement, and school victimization of lesbian, gay, 
bisexual, and queer youth: Implications for school well-being and 
plans to vote. Youth & Society, 45(4), 500-522. 

80 A chi-square test was performed looking at school racial 
composition and GSA participation. GSA participation was not 
related to school racial composition. 

81 Chi-square tests were performed looking at demographic 
characteristics (multiracial AAPI vs. AAPI only, and immigration 
status) and GSA participation. GSA participation was not related to 
multiracial status and immigration status. 

82 To examine differences in school belonging by GSA participation, 
an analysis of variance (ANOVA) was conducted with level of GSA 
participation as the independent variable, and feelings of school 
belonging as the dependent variable. No significant differences 
were observed. 

83 To examine differences in comfort bringing up LGBTQ issues in 
class by GSA participation, an analysis of variance (ANOVA) was 
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conducted with level of GSA participation as the independent 
variable, and comfort bringing up LGBTQ issues in class as the 
dependent variable. The univariate effect was significant: F(2, 
932) = 12.02, p<.001,1  2  =  .03 . Pairwise comparisons were 
considered at p<.05. StuJents who did not attend GSA meetings 
were less likely to bring up LGBTQ issues in class than those who 
attended GSA meetings as non-leaders and as leaders. GSA leaders 
and non-leaders did not differ on comfort with bringing up LGBTQ 
issues in class. 

84 GLSEN Days of Action (including Ally Week, No Name-Calling 
Week, and Day of Silence) are national student-led events of 
school-based LGBTQ advocacy, coordinated by GLSEN. The Day 
of Silence occurs each year in the spring, and is designed to draw 
attention to anti-LGBTQ name-calling, bullying, and harassment in 
schools. Visit www.dayofsilence.org for more information. 

85 To examine differences in rates of participation by level of GSA 
participation, two chi-square tests were conducted: participating 
in GLSEN Day of Action, and participating in a rally, protest, or 
demonstration for a cause. The effects for both were significant. 
GLSEN Day of Action: x2(2) = 132.02, p<001, Cramer's V = .38; 
rally, protest, or demonstration: x2(2) = 30.43, p‹.001, Cramer's 
V = .18. Pairwise comparisons were considered at p‹.05. For both 
activities, GSA members, both leaders and non-leaders, were more 
likely to participate than students who were not GSA members; and 
GSA leaders were more likely than GSA non-leaders to participate. 

86 To examine differences in rates of participation by level of GSA 
participation, two chi-square tests were conducted: participating 
in a boycott against a company, and contacting politicians, 
governments, or authorities about issues that are important to 
them. The effects for both were significant. Participating in a 
boycott against a company: x2(2) = 132.02, p<.001, Cramer's V 
= .38; contacting politicians, governments, or authorities: x2(2) 
= 132.02, p<001, Cramer's V = .38. Pairwise comparisons were 
considered at p<.05. For both activities, GSA leaders were more 
likely to participate than non-members. No differences were found 
between GSA leaders and GSA non-leaders, and no differences 
were found between GSA non-leaders and non-members. 

87 To examine differences in rates of participation by level of GSA 
participation, three chi-square tests were conducted: participating 
in an event where people express their political views, volunteering 
to campaign for a political cause or candidate, and expressing 
political views about politics or social issues on social media. 
The effects for all three were significant. Events for expressing 
views: x2(2) = 49.83, p‹.001, Cramer's V = .23; volunteering to 
campaign: x2(2) = 20.32, p‹.001, Cramer's V = .15; expressing 
political views: x2(2) = 11.66, p<.001, Cramer's V = .11. Pairwise 
comparisons were considered at p‹.05. For all three activities, 
GSA members, both leaders and non-leaders, were more likely 
to participate than students who were not GSA members; and no 
differences were found between GSA non-leaders and leaders on 
participation. 

88 To examine differences in anti-LGBTQ victimization by GSA 
participation, a multivariate analysis of variance (MANOVA) was 
conducted with level of GSA participation as the independent 
variable, and two dependent variables: severity of victimization due 
to sexual orientation, and severity of victimization due to gender 
expression. The multivariate effect was significant: Pillai's Trace 
= .03, F(4, 1780) = 7.52. The univariate effects for victimization 
due to sexual orientation and gender expression were both 
significant. Sexual orientation: F(2, 890) = 13.67, p<001. Gender 
expression: F(2, 890) = 12.07, p<.001. Pairwise comparisons were 
considered at p<.05. Sexual orientation: students attending as a 
leader/officer experienced greater levels of victimization than those 
who did not attend and those attending as a non-leader; there was 
no difference between those not attending and those attending as 
a non-leader. Gender expression: students attending as a leader/ 
officer experienced greater levels of victimization than those who 
not attending and those attending as a non-leader; there was no 
difference between those not attending and those attending as a 
non-leader. 

89 A chi-square test was conducted looking at school racial 
composition and ethnic/cultural club participation. School racial 
composition was not related to ethnic/cultural club participation. 

90 A chi-square test was conducted looking at immigrant status and 
ethnic/cultural club participation: x2(2) = 7.57, p<.05,4) = .08. 
Comparisons showed the following significant differences at p<.05: 
U.S. born students were less likely to participate than those born 

outside the U.S.; U.S. born students were less likely to participate 
as a leader. U.S. born students did not differ from those born 
outside the U.S. on participating as a non-leader. 

91 A chi-square test was conducted looking at racial identification 
(multiracial AAPI vs. AAPI only) and ethnic/cultural club 
participation. Multiracial AAPI LGBTQ students did not differ 
from those who only identify as AAPI on ethnic/cultural club 
participation. 

92 To examine differences in school belonging by ethnic/cultural club 
participation, an analysis of variance (ANOVA) was conducted 
with level of ethnic/cultural club participation as the independent 
variable, and feelings of school belonging as the dependent 
variable. No significant differences were observed. 

93 To examine whether school belonging was related to ethnic/cultural 
club participation by school racial composition, a two-way analysis 
of variance (ANOVA) was conducted with ethnic/cultural club 
participation as the independent variable, ethnic/cultural club 
participation X school racial composition as the interaction term, 
and school belonging as the dependent variable. The univariate 
effect was not significant. No differences were found between 
participation in ethnic/cultural clubs and school belonging, and no 
differences were found between the participation in ethnic/cultural 
clubs X school racial composition interaction and school belonging. 

94 We examined differences in rates of participation in the following 
activities: participating in an event where people express their 
political views (such as a poetry slam or youth forum); volunteering 
to campaign for a political cause or candidate; participating in 
a boycott against a company; expressing views about politics or 
social issues on social media; participating in a rally, protest, or 
demonstration for a cause; participating in a GLSEN Day of Action; 
and contacting politicians, governments, or authorities about issues 
that are important to the student. 

To examine differences in rates of participation by level of ethnic/ 
cultural club participation, a series of chi-square tests were 
conducted for each form of activism. The effect was significant for 
the following forms of activism: Event to express political views: 
x2(2) = 43.27, p<.001, Cramer's V = .20; volunteering: x2(2) = 
33.74, p<.001, Cramer's V = .18; boycott: x2(2) = 19.35, p<.001, 
Cramer's V = .13; social media: x2(2) = 18.47, p<001, Cramer's V 
= .13; rally: x2(2) = 24.39, ix.001, Cramer's V = .15; contacting 
politicians: x2(2) = 32.77, p<.001, Cramer's V = .17. No 
differences were found for participating in a GLSEN Day of Action. 
Pairwise comparisons were considered at p<.05. For participating 
in a boycott, non-leader club members were more likely to 
participate than students who did not attend club meetings; no 
differences were found between ethnic/cultural club leaders, and 
non-leaders and those who did not attend meetings on participation 
in boycotts. For participating in an event to express political 
views, volunteering to campaign, expressing views on social 
media, participating in a rally, and contacting politicians, club 
leaders were more likely than those who did not attend meetings 
to: club leaders and non-leaders were more likely to participate in 
these activities than those who did not attend club meetings; no 
differences were found between club leaders and non-leaders on 
participating in these activities. 

95 To examine differences in racist victimization by ethnic/cultural 
club participation, an analysis of variance (ANOVA) was conducted, 
with frequency of racist victimization as the dependent variable, 
and level of ethnic/cultural club participation as the independent 
variable. The effect was not significant. A similar analysis of 
covariance (ANCOVA) was conducted, controlling for school racial 
composition. The results did not change. 

96 Shelton, S. A. & Barnes, M. E. (2016). "Racism just isn't an issue 
anymore": Preservice teachers' resistances to the intersections of 
sexuality and race. Teaching and Teacher Education, 55, 165-174. 

97 To test differences in race/ethnicity and supportive school 
personnel, two separate independent t-tests were conducted, with 
race/ethnicity (AAPI only vs. multiracial AAPI) as the independent 
variable, and supportive staff and supportive administrators as 
the dependent variables. LGBTQ students who only identified as 
AAPI were more likely to have supportive staff and administrators 
than multiracial AAPI LGBTQ students: 1(1456) = 2.97, p<.01; 
supportive administrators: 1(1459) = 2.49, p‹.05. 

98 The relationship between number of supportive educators, and 
feelings of school belonging and psychological well-being (self-
esteem, depression) were examined through Pearson correlations. 
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Students who have more supportive staff had greater levels of 102 To test differences in peer acceptance and having an inclusive 
school belonging, higher levels of self-esteem, and lower levels of 
depression: Feelings of school belonging: r(1456) = .49, p<.001; 
Self-esteem: r(1439) = .26, p<.001; Depression: r(1438) = -.28, 
p<.001 

99 The relationship between number of supportive educators and 
missing school, feeling unsafe (due to sexual orientation, gender 
expression, and race/ethnicity), and GPA were examined through 
Pearson correlations. Students who had more supportive staff: 
were less likely to miss school; were less likely to feel unsafe due 
to sexual orientation, gender expression, and race/ethnicity; and 
had higher GPAs. Missing school: r(1457) = -.28, p<.001; feeling 
unsafe due to sexual orientation: r(1458) = -.25, p<.001; feeling 
unsafe due to gender expression: if1458) = -.15, p<.001; feeling 
unsafe due to race/ethnicity: r(1458) = -.13, p<001; GPA: i(1458) 
= .15, p<001. 

100 To examine differences in educational aspirations by number 
of supportive educators, an analysis of variance (ANOVA) was 
conducted with educational aspirations as the independent 
variable, and number of supportive educators as the dependent 
variable. The effect was significant: F(5, 1440) = 43.38, p<001, 
nn2  = .03. Post hoc comparisons were considered at p<.05. 
Students who have more supportive staff were more likely to plan to 
pursue post-secondary education. 

101 Chi-square tests were performed looking at feelings of safety due 
to sexual orientation and gender expression and the availability of 
inclusive curriculum at their school. Students who had an inclusive 
curriculum at their school were less likely to feel unsafe due to 
their sexual orientation: x2(1) = 43.48, p<.001, = -.17, and; less 
likely to feel unsafe because of their gender expression: x2(1) = 
17.84, pc.001, i=-.11. 

curriculum at school, an independent t-test was conducted, 
with inclusive curriculum as the independent variable, and peer 
acceptance as the dependent variable. Students who had an 
inclusive curriculum at their school had greater peer acceptance: 
i(881.74) = -15.13, p<.001. 

103 To test differences in feelings of school belonging and having 
an inclusive curriculum at school, an independent t-test was 
conducted, with inclusive curriculum as the independent variable, 
and school belonging as the dependent variable. Students who 
had an inclusive curriculum at their school had greater feelings of 
school belonging: t(790.61) = -13.84, p<001. 

104 A chi-square test was performed looking at feelings of safety due 
race/ethnicity and the availability of inclusive curriculum at their 
school. Students who had an inclusive curriculum at their school 
were less likely to feel unsafe due to their race/ethnicity: x2(1) = 
4.22, p<.05, i = -.05. 

105 Givens, J. R., Nasir, N., Ross, K, & McKinney de Royston, M. 
(2016). Modeling manhood: Reimagining Black male identities in 
school. Anthropology and Education Quarterly, 47(2), 167-185. 
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Preface 





Twenty years ago, GLSEN began investing in applied research capacity to build the evidence base for action 
on LGBTQ issues in K-12 schools, and to track the impact of efforts to improve the lives and life prospects of 
LGBTQ students. Now conducted under the banner of the GLSEN Research Institute, each new report in this 
body of work seeks to provide clarity, urgency, and renewed inspiration for the education leaders, advocates, 
and organizational partners dedicated to the work. 

Erasure and Resilience: The Experiences of LGBTQ Students of Color is a series of four reports, each 
publication focusing on a different group of LGBTQ students, their lives at school, and the factors that make 
the biggest difference for them. The reports in this series examine the school experiences of Asian American 
and Pacific Islander (AAPI), Black, Latinx, and Native and Indigenous LGBTQ youth. Each report was 
conducted and is released in partnership with organizations specifically dedicated to work with the student 
population in question. We are so grateful for the partnership of the National Queer Asian Pacific Islander 
Alliance, the National Black Justice Coalition, UnidosUS and the Hispanic Federation, and the Center for 
Native American Youth. 

These reports arrive as the United States wrestles with two fundamental challenges to our commitment to 
provide a K-12 education to every child — the depth of the systemic racism undermining true educational 
equity in our K-12 school systems; and the rising tide of racist, anti-LGBTQ, anti-immigrant, and White 
Christian nationalist sentiment being expressed in the mainstream of U.S. society. The students whose lives 
are illuminated in these reports bear the brunt of both of these challenges. Their resilience calls on each of 
us to join the fight. 

(L9)(6) 

Eliza Byard, Ph.D. 
Executive Director 
GLSEN 
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Educators do God's work and parents, caregivers and family members are a child's first and most important 
educator. 

Educators, parents, caregivers and other concerned adults must pay particular attention to the needs of 
students who live at intersections — students who are uniquely impacted by racism and homophobia 
because they are both Black and LGBTQ+ or same gender loving (SGL). As the only national civil rights 
organization working at the intersections of racial justice and LGBTQ/SGL equality, finding ways to ensure 
that all members of our community are safe and supported in fully participating in democracy is a central 
focus of our work. Since 2003 The National Black Justice Coalition (NBJC) has sought to empower 
Black Lesbian, Gay, Bisexual, Transgender, Queer, and Same Gender Loving people. Acknowledging the 
intersections that have always existed within our beautifully diverse community is critically important to 
addressing the pernicious attacks that too many Black people still endure. Ensuring that our babies — as 
I affectionately refer to Black children, youth, and young adults — are supported as they learn and grow is 
the most important way we ensure our legacy of Black excellence endures; however, too many of our babies 
experience challenges, at the schools we force them to attend, which prevent them from being safe, happy, 
healthy or whole. This is a national crisis that concerns us all. 

Schools and families have a responsibility to promote positive learning environments for all students, 
which includes Black students who may not identify as LGBTQ/SGL but may express or experience non-
heterosexual feelings or relationships. My hope is that this report provides fuel to support this important 
work. Erasure and Resilience: The Experiences of LGBTQ Students of Color, Black LGBTQ Youth in U.S. 
Schools provides data that vividly colors the picture that too many Black people can paint well — pictures of 
public schools, throughout the country, that are hostile and unsafe environments for students who are Black 
and are (or are perceived to be) queer. Consistent with similar trends of reported hate crimes based on race/ 
ethnicity and sexual identity, orientation or expression, outside of schools, Black LGBTQ/SGL students are 
disproportionately impacted by school-based victimization from peers and are least likely to feel supported by 
school staff or have access to support programs and resources. One point the report makes alarmingly clear: 
more than their peers, Black students experience multiple forms of discrimination and violence. We all know 
that students who do not feel safe or supported cannot be expected to meaningfully demonstrate what they 
know or have learned. If we expect Black LGBTQ/SGL students to achieve at high levels — in school and in 
life — we must ensure that the schools they attend are safe and supportive. 

The results of the most recent research from GLSEN shows that Black LGBTQ/SGL students experience 
victimization that can lead to adverse effects, that have lasting impact. Educators, advocates, and those 
dedicated to supporting the learning and development of students should read this report and use it's 
findings to improve policies and practices. Better understanding how racism, homophobia, transphobia/ 
transmisogynoir, and heterosexism impact Black students can assist us in developing meaningful 
responses to ensure that all students feel and are safe and supported as they learn and grow. 

Three things that we can focus on to advance this work are: providing supports for students and schools to 
improve competence around issues impacting Black LGBTQ/SGL students; improving curricula to include 
the diverse contributions of Black LGBTQ/SGL people; and ensuring that school policies and practices 
are inclusive and supportive of all students, especially with regard to anti-racism and anti-discrimination 
inclusive of sexual identity, gender, orientation and expression. 

The National Black Justice Coalition looks forward to working with GLSEN and to supporting schools, 
educators, and communities in ensuring that all schools are safe and supportive of all students, especially 
all Black students. 

In love and continued struggle, 

(b)(6) 

David J. Johns 
Executive Director, National Black Justice Coalition 
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Introduction 

Existing research has illustrated that both Black as well as lesbian, gay, bisexual, transgender, and queer 
(LGBTQ) youth often face unique challenges at school related to their marginalized identities. For example, 
previous studies indicate that Black youth experience harassment and discrimination at school related to 
their race, resulting in negative educational outcomes, such as more school discipline, lower academic 
achievement, lower graduation rates, and lower rates of admission into higher education. Similarly, 
LGBTQ youth often face unique challenges related to their sexual orientation, gender identity, and gender 
expression. LGBTQ youth often reported experiencing victimization and discrimination, resulting in poorer 
educational outcomes and decreased psychological well-being. Further, they have limited or no access 
to in-school resources that may improve school climate and students' experiences. Although there has a 
been a robust body of research on the experiences of Black youth and a burgeoning body of research on 
LGBTQ youth in schools, there has been little research examining the intersections of these identities 
— the experiences of Black LGBTQ students. Existing studies show that schools nationwide are hostile 
environments for LGBTQ youth of color, where they experience victimization and discrimination based on 
race, sexual orientation, gender identity, or all of these identities. This report is one of a series of reports 
that focus on LGBTQ students of different racial/ethnic identities, including Asian American and Pacific 
Islander, Latinx, and Native and Indigenous LGBTQ youth. 

In this report, we examine the experiences of Black LGBTQ students with regard to indicators of negative 
school climate and their impact on academic achievement, educational aspirations, and psychological 
well-being: 

• Feeling unsafe in school because of personal characteristics, such as sexual orientation, gender 
expression and race/ethnicity, and missing school because of safety reasons; 

• Hearing biased remarks, including homophobic and racist remarks, in school; 

• Experiencing victimization in school; and 

• Experiencing school disciplinary practices. 

In addition, we examine whether Black LGBTQ students report these experiences to school officials or their 
families, and how these adults address the problem. 

We also examine the degree to which Black LGBTQ students have access to supportive resources in school, 
and explore the possible benefits of these resources: 

• GSAs (Gay-Straight Alliances or Gender and Sexuality Alliances) or similar clubs; 

• Ethnic/cultural clubs; 

• Supportive school staff; and 

• Curricular resources that are inclusive of LGBTQ-related topics. 

Methods 

Data for this report came from GLSEN's 2017 National School Climate Survey (NSCS). The full sample for 
the 2017 NSCS was 23,001 LGBTQ middle and high school students between 13 and 21 years old. In the 
NSCS, when asked about their race and ethnicity, participants had the option to choose "African American 
or Black" among other racial/ethnic categories. The sample for this report consists of any LGBTQ student 
in the national sample who identified as African American or Black (henceforth referred to as Black), 
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including those who identified only as Black as well as those who identified as Black and one or more 
additional racial/ethnic identities (multiracial Black). 

The final sample for this report was a total of 1,534 Black LGBTQ students. Students were from all 
states, except for Wyoming, as well as District of Columbia, Puerto Rico, and the U.S. Virgin Islands. Just 
over two-fifths (43.0%) identified as gay or lesbian, just over half (53.7%) were cisgender, and over half 
(55.9%) identified with one or more racial/ethnic identities in addition to Black. The majority of students 
attended high school and public schools. 

Key Findings 

Safety and Victimization at School 

School Safety 

• Over half of Black LGBTQ students (51.6%) felt unsafe at school because of their sexual orientation, 
40.2% because of their gender expression, and 30.6% because of their race or ethnicity. 

• Nearly a third of Black LGBTQ students (30.4%) reported missing at least one day of school in the 
last month because they felt unsafe or uncomfortable, and 10.3% missed four or more days in the 
past month. 

Biased Remarks at School 

• 97.9% of Black LGBTQ students heard "gay" used in a negative way; nearly three-fourths (71.5%) 
heard this type of language often or frequently. 

• 94.7% of Black LGBTQ students heard other homophobic remarks; over half (58.7%) heard this type 
of language often or frequently. 

• 90.3% of Black LGBTQ students heard negative gender expression remarks about not acting 
"masculine" enough; just over half (54.0%) heard these remarks often or frequently. 

• 84.4% of Black LGBTQ students heard remarks about not acting "feminine" enough; two-fifths 
(39.3%) heard these remarks often or frequently. 

• 89.0% of Black LGBTQ students heard racist remarks; just over half (55.1%) heard these remarks 
often or frequently. 

• 84.3% of Black LGBTQ students heard negative remarks about transgender people; two-fifths (40.5%) 
heard these remarks often or frequently. 

Harassment and Assault at School 

• Many students experienced harassment or assault at school based on personal characteristics, 
including sexual orientation (65.1%), gender expression (57.2%), and race/ethnicity (51.9%). 

• Black LGBTQ students who experienced higher levels of victimization based on sexual orientation 
at school: 

- were more than twice as likely to skip school because they felt unsafe (54.2% vs. 20.3%); 

- were somewhat less likely to plan to graduate high school (96.7% vs. 99.3%); and 
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- experienced lower levels of school belonging (30.5% vs. 61.3%) and greater levels of depression 
(69.8% vs. 43.1%). 

• Black LGBTQ students who experienced higher levels of victimization based on race/ethnicity at 
school: 

- were more than twice as likely to skip school because they felt unsafe (42.2% vs. 17.8%); and 

- experienced lower levels of school belonging (41.8% vs. 62.7%) and greater levels of depression 
(64.7% vs. 36.5%). 

• Transgender and gender nonconforming (trans/GNC) Black students experienced greater levels of 
victimization based on sexual orientation, gender expression, and race/ethnicity than LGBQ cisgender 
Black students. 

• Black LGBTQ students who identified with multiple racial/ethnic identities experienced greater 
levels of victimization based on race/ethnicity and sexual orientation than LGBTQ students who only 
identified as Black. 

• Two-fifths of Black LGBTQ students (40.0%) experienced harassment or assault at school due to 
both their sexual orientation and their race/ethnicity. Compared to those who experienced one form of 
victimization or neither, Black LGBTQ students who experienced both forms of victimization: 

- experienced the lowest levels of school belonging; 

- had the greatest levels of depression; and 

- were the most likely to skip school because they felt unsafe. 

Reporting School-based Harassment and Assault, and Intervention 

• A majority of Black LGBTQ students (52.4%) who experienced harassment or assault in the past year 
never reported victimization to staff, most commonly because they did not think that staff would do 
anything about it (62.9%). 

• Only a third (33.8%) reported that staff responded effectively when students reported victimization. 

• Less than half (47.2%) of Black LGBTQ students had told a family member about the victimization 
they faced at school. 

• Among Black LGBTQ students who reported victimization experiences to a family member, the majority 
(63.2%) indicated that a family member talked to their teacher, principal or other school staff. 

School Practices 

Experiences with School Discipline 

• Nearly half of Black LGBTQ students (44.7%) experienced some form of school discipline, such as 
detention, out-of-school suspension, or expulsion. 

• Multiracial Black LGBTQ students experienced greater levels discipline than those who identified only 
as Black. 
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• Negative school experiences were related to experiences of school discipline for Black LGBTQ 
students. Those who experienced school discipline: 

experienced higher rates of victimization based on sexual orientation, gender expression, and race/ 
ethnicity; 

were more likely to skip school because they felt unsafe; and 

were more likely to experience anti-LGBTQ discriminatory school policies or practices. 

• Experiences with school discipline may also negatively impact educational outcomes for Black LGBTQ 
students. Those who experienced school discipline: 

- were less likely to plan on pursuing post-secondary education; and 

- had lower grade point averages (GPAs). 

School-Based Supports and Resources for Black LGBTQ Students 

GSAs 

Availability and Participation 

• Over half of Black LGBTQ students (52.7%) reported having a GSA at their school. 

• Black LGBTQ students who attended majority Black schools were less likely to have GSAs than those 
in majority White schools, majority other non-White race schools, and no majority race schools (41.9% 
vs. 53.8%, 57.5%, and 61.9% respectively). 

• The majority of those with a GSA participated in the club (61.9%), and 19.9% participated as an 
officer or a leader. 

Utility 

• Compared to those without a GSA, Black LGBTQ students with a GSA: 

- were less likely to miss school due to safety concerns (34.3% vs. 27.0%); 

- were less likely to feel unsafe because of their sexual orientation (47.0% vs. 57.0%); and 

- felt greater belonging to their school community. 

• Black LGBTQ students who participated in their GSA felt more comfortable bringing up LGBTQ issues 
in class and were more likely to participate in a GLSEN Day of Action or an event where people express 
their political views. 

Ethnic/Cultural Clubs 

Availability and Participation 

• Three-quarters of Black LGBTQ students (74.6%) reported that their school had an ethnic or cultural 
club at their school. 
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• 16.7% of Black LGBTQ students with an ethnic/cultural club at school attended meetings, and 3.2% 
participated as an officer or leader. 

• Black LGBTQ students with an ethnic/cultural club at school were more likely to participate if they 
attended a White-majority school. 

Utility 

• Black LGBTQ students who had an ethnic/cultural club at their school: 

- felt greater belonging to their school community; and 

- were less likely to feel unsafe due to their race/ethnicity. 

• Among Black LGBTQ students with an ethnic/cultural club, those who participated felt a greater 
belonging to their school community than those who did not. 

Supportive School Personnel 

Availability 

• The vast majority of Black LGBTQ students (96.1%) could identify at least one supportive staff 
member at school, but only 39.9% could identify many supportive staff (11 or more). 

• Only two-fifths of Black LGBTQ students (40.5%) reported having somewhat or very supportive school 
administration. 

Utility 

• Black LGBTQ students who had more staff who were supportive of LGBTQ students: 

were less likely to miss school due to safety concerns; 

were less likely to feel unsafe because of their sexual orientation, gender expression, and race/ 
ethnicity; 

had higher levels of self-esteem and lower levels of depression; 

had greater feelings of connectedness to their school community; 

had higher GPAs (3.2 vs. 3.0); and 

were more likely to plan to pursue post-secondary education (95.3% vs. 91.2%). 

Inclusive Curriculum 

We also examined the inclusion of LGBTQ topics in school curriculum. We found that less than a quarter of 
Black LGBTQ students (21.4%) were taught positive representations of LGBTQ people, history, or events. 
Further, we found that Black LGBTQ students who had some positive LGBTQ inclusion in the curriculum at 
school were: 

• less likely to feel unsafe because of their sexual orientation (38.5% vs. 55.1%) and gender expression 
(38.6% vs. 62.7%); and 
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• felt more connected to their school community. 

We were unable to examine other important forms of curricular inclusion, such as positive representations 
of people of color and their histories and communities. Nevertheless, we did find that Black LGBTQ 
students with an LGBTQ-inclusive curriculum were less likely to feel unsafe at school because of their race 
or ethnicity (26.0% vs. 32.0%). 

Conclusions and Recommendations 

It is clear that addressing the concerns of Black LGBTQ students requires an intersectional approach that 
takes into account all the aspects of their experiences of oppression to combat racism, homophobia, and 
transphobia. Results from this report show that Black LGBTQ students have unique school experiences, 
at the intersection of their various identities, including race, gender, and sexual orientation. The findings 
also demonstrate the ways that school supports and resources, such as GSAs, ethnic/cultural clubs, and 
supportive school personnel, can positively affect Black LGBTQ students' school experiences. Based on 
these findings, we recommend that school leaders, education policymakers, and other individuals who 
want to provide safe learning environments for Black LGBTQ students to: 

• Support student clubs, such as GSAs and ethnic/cultural clubs. Organizations that work with GSAs and 
ethnic/cultural clubs should also come together to address Black LGBTQ students' needs related to 
their multiple marginalized identities, including sexual orientation, gender, and race/ethnicity. 

• Provide professional development for school staff that addresses the intersections of identities and 
experiences of Black LGBTQ students. 

• Increase student access to curricular resources that include diverse and positive representations of 
both Black and LGBTQ people, history, and events. 

• Establish school policies and guidelines for staff in responding to anti-LGBTQ and racist behavior, 
and develop clear and confidential pathways for students to report victimization that they experience. 
Local, state, and federal education agencies should also hold schools accountable for establishing and 
implementing these practices and procedures. 

• Work to address the inequities in funding at the local, state, and national level to increase access to 
institutional supports and education in general, and to provide more professional development for 
educators and school counselors. 

Taken together, such measures can move us toward a future in which all Black LGBTQ youth have the 
opportunity to learn and succeed in supportive school environments that are free from bias, harassment, 
and discrimination. 
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For Black youth in the U.S., experiences of 
racism and discrimination are both common and 
widespread.' Further, a large body of research 
has demonstrated that these experiences of racial 
bias are prevalent throughout the U.S. education 
system.2  These biases have contributed to Black 
youth continuing to face disproportionate rates of 
school discipline, lower graduation rates, and lower 
academic achievement.3  Further, under-resourced 
schools that fail to adequately serve Black youth 
and other youth of color, as well as enhanced 
police presence and surveillance in majority-Black 
schools, help to funnel Black youth out of public 
schools and into the juvenile and criminal justice 
systems, commonly known as the school-to-prison 
pipeline.4 

Lesbian, gay, bisexual, transgender, and queer 
(LGBTQ) youth often face unique challenges 
related to their sexual orientation, gender identity, 
and gender expression, challenges which most of 
their non-LGBTQ peers do not face. GLSEN's 2017 
National School Climate Survey found that schools 
are often unsafe places for LGBTQ students.5 
LGBTQ youth often reported experiencing 
harassment, discrimination, and other troubling 
events in school, often specifically related to their 
sexual orientation, gender identity and/or how 
they express their gender,6  including high levels 
of verbal and physical harassment and assault, 
sexual harassment, social exclusion and isolation, 
and other interpersonal problems with peers. In 
addition, many LGBTQ students did not have 
access to in-school resources that may improve 
school climate and students' experiences, such as 
Gender and Sexuality Alliances (GSAs), supportive 
educators, and supportive and inclusive school 
policies. 

Although a growing body of research has focused 
on examining Black youth's school experiences 
and LGBTQ youth's school experiences separately 
or uniquely, much less research has examined 
the school experiences of LGBTQ youth of color. 
Research on LGBTQ youth of color in general 
has shown that schools nationwide are hostile 
environments for LGBTQ youth of color, where they 
experience victimization and discrimination based 
on race, sexual orientation, or gender identity, or 
all of the above simultaneously.' Because LGBTQ 
youth of color are not a monolithic population, 
some research has also examined the school 

experiences of Black LGBTQ youth specifically, 
showing prevalent rates of both anti-LGBTQ and 
racist harassment, and their associations to poor 
psychological well-being.8  This report builds on 
these findings and explores more deeply the school 
experiences of Black LGBTQ students, specifically. 

Given that the majority of research on this 
population has examined Black youth and 
LGBTQ youth separately, we approach this 
report with an intersectional framework.9  Where 
possible, we examine the school experiences 
of Black LGBTQ youth's multiple intersecting 
marginalized identities (e.g., race, gender, sexual 
orientation) in relation to multiple interlocking 
systems of oppression (e.g., racism, transphobia, 
homophobia). For instance, the homophobic bias 
that a Black LGBTQ individual may experience 
is tied to their experiences of racism as a 
Black individual. Our focal point is the school 
experiences of Black LGBTQ youth as a whole, with 
attention to also examining differences in identities 
within Black LGBTQ youth. In this report, we do 
not compare Black LGBTQ youth to other racial/ 
ethnic LGBTQ groups. 

This report is one of a series of reports on LGBTQ 
students of color, including Asian American 
and Pacific Islander (AAPI), Latinx, and Native 
and Indigenous LGBTQ youth. In this report, 
we examine the experiences of Black LGBTQ 
students with regard to indicators of negative 
school climate, as well as supports and resources. 
In Part One: Safety and Victimization at School, 
we begin with examining Black LGBTQ students' 
feelings of safety at school due to their personal 
characteristics (race/ethnicity, sexual orientation, 
and gender identity/expression), experiences 
of racist and anti-LGBTQ victimization from 
peers, as well as reporting racist and anti-LGBTQ 
victimization to school staff, staff responses to 
these reports, and family reporting and intervention 
as an additional form that impacts their school 
experiences. In Part Two: School Practices, we 
shift to Black LGBTQ students' experiences with 
school staff and practices, including experiences 
of school disciplinary action and its relation to 
anti-LGBTQ discriminatory school policies and 
practices, as well as school resources and supports 
for Black LGBTQ students, and club participation 
and leadership. 
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Methods 

Data for this report came from GLSEN's 2017 
National School Climate Survey (NSCS), a 
biennial survey of U.S. secondary school students 
who identify as LGBTQ. Participants completed 
an online survey about their experiences in 
school during the 2016-2017 school year, 
including hearing biased remarks, feelings of 
safety, experiencing harassment and assault, 
feeling comfortable at school, and experiencing 
anti-LGBTQ discriminatory school policies and 
practices. They were also asked about their 
academic achievement, attitudes about school, 
school involvement, and availability and impact 
of supportive school resources. Eligibility for 
participation in the survey included being at least 
13 years of age, attending a K-12 school in the 
United States during the 2016-2017 school year, 
and identifying as lesbian, gay, bisexual, queer, or 
a sexual orientation other than heterosexual (e.g., 
pansexual, questioning) or being transgender or as 
having a gender identity that is not cisgender (e.g., 
genderqueer, nonbinary). For a full discussion of 
methods, refer to GLSEN's 2017 NSCS report.1° 

The full sample for the 2017 NSCS was 23,001 
LGBTQ middle and high school students between 
13 and 21 years old. In the survey, participants 
were asked how they identified their race/ethnicity, 
and were given several options, including "Black/ 
African American." Participants could check all 
that apply. The sample for this report consisted 
of any LGBTQ student in the national sample who 
identified as Black/African American, including 
those who only identified as Black/African 
American, and those who identified as 

Black/African American and one or more additional 
race/ethnic identities (multiracial Black). The final 
sample for this report was a total of 1,534 Black 
LGBTQ students. 

Sample Description 

As seen in Table S.1, just over two-fifths of 
Black LGBTQ students in the sample (43.0%) 
identified as gay or lesbian, with just over a quarter 
(28.5%) identifying as bisexual and nearly one-
fifth (18.3%) identifying as pansexual. About half 
(53.7%) identified as cisgender, a quarter (25.2%) 
identified as transgender, and the remainder 
identified with another gender identity or were 
unsure of their gender identity. Just over half of 
the Black LGBTQ students in this report (55.9%) 
identified with one or more racial/ethnic identities 
in addition to Black, as described in Table S.1. For 
example, over a third of respondents (38.3%) also 
identified as White. Nearly all respondents were 
born in the U.S. (97.1%) and nearly all learned 
English as their first language, or as one of their 
first languages (97.5%). Additionally, nearly a third 
of respondents (32.0%) identified as Christian 
(non-denominational), whereas just under half 
(48.2%) identified with no religion. Students 
attended schools in all states, except for Wyoming, 
as well as schools in the District of Columbia, 
Puerto Rico, and the U.S. Virgin Islands. As seen 
in Table S.2, the majority of students attended 
high school (71.1%), the vast majority attended 
public school (88.9%), and nearly half attended 
majority-White schools (45.6%). 
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Table S.1. Demographic Characteristics of Survey Participants 

Sexual Orientation" (n = 1521) Genderu (n = 1441) 

Gay or Lesbian 43.0% Cisgender 53.7% 

Bisexual 28.5% Female 36.4% 

Pansexual12 18.3% Male 19.2% 

Queer 3.7% Unspecified 2.7% 

Asexual13 2.0% Transgender 25.2% 

Another Sexual Orientation 
(e.g., fluid, heterosexual) 

Questioning or Unsure 

Race and Ethnicity" (n = 1534) 

Black or African American Only 

Multiple Racial/Ethnic Identities 

White 

Native American, American Indian, 
or Alaska Native 

Hispanic or Latinx'5 

Asian, South Asian, 
or Pacific Islander 

1.8% 

2.7% 

44.1% 

55.9% 

38.3% 

17.5% 

17.1% 

8.1% 

Female 

Male 

Nonbinary (i.e., not identifying as 
male or female, or identifying 
as both male and female) 

Unspecified 

Genderqueer 

Another Nonbinary Identity 
(e.g., agender, genderfluid) 

Questioning or Unsure 

Average Age (n = 1534) = 15.7 years 

Religious Affiliation (n = 1475) 

1.9% 

13.8% 

4.9% 

1.0% 

11.2% 

2.8% 

1.3% 

Middle Eastern or Arab American 2.7% Christian (non-denominational) 32.0% 

Immigration Status (n = 1534) Catholic 4.1% 

U.S. Citizen 98.7% Protestant 1.6% 

Born in the U.S. or a U.S. territory 97.1% Jewish 1.2% 

Born in another countrym 1.6% Buddhist 1.7% 

U.S. Non-citizen 1.3% Muslim 1.2% 

Documented 

Undocumented 

English Learned as First Language 
(n = 1520) 

Grade in School (n = 1506) 

6th 

7th 

0.8% 

0.5% 

97.5% 

0.9% 

5.9% 

Another Religion (e.g., Unitarian 
Universalist, Wiccan) 

No Religion, Atheist, or Agnostic 
(and not affiliated with a religion 
listed above) 

Receive Educational 

Accommodations18  (n = 1525) 

10.0% 

48.2% 

25.9% 

8th 12.9% 

9th 19.7% 

10th 23.6% 

11th 22.3% 

12th 14.6% 
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Table S.2. Characteristics of Survey Participants' Schools 

Grade Level (n = 1532) School Type (n 1490) 

K through 12 School 6.0% Public School 88.9% 

Lower School (elementary and 1.0% Charter 4.2% 
middle grades) Magnet 12.1% 

Middle School 12.9% Religious-Affiliated School 3.2% 
Upper School (middle and high grades) 8.9% Other Independent or Private School 7.9% 
High School 71.1% 

Single-Sex School (n = 1530) 1.2% 
Regioni9  (n = 1532) 

Northeast 20.6% School Locale (n = 1513) 

South 43.9% Urban 36.7% 

Midwest 21.0% Suburban 41.2% 

West 14.1% Rural or Small Town 22.1% 

U.S. Territories 0.5% 

School Racial Composition (n = 1367) 

Majority Black 26.6% 

Majority White 45.6% 

Majority Other Race 15.5% 

No Majority Race 12.3% 
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Part One: 
Safety and 
Experiences 
with Harassment 
and Assault 
at School 





 

For Black LGBTQ youth, school can be an unsafe 
place. Our previous research indicates that the 
majority of LGBTQ students regularly hear biased 
language at school, and most experience some 
form of identity-based harassment or assault. 
These experiences may negatively impact students' 
academic outcomes, as well as their psychological 
well-being. Thus, we explored the reasons Black 
LGBTQ students feel unsafe at school, the types 
of biased language they hear, and both the extent 
and effects of in-school harassment and assault. 
Because school staff have a responsibility to 
intervene on such incidents of bias, we also 
examined Black LGBTQ students' rates of reporting 
their victimization to staff, and how school staff 
responded. 

Safety 

We asked students if they ever felt unsafe at 
school due to a personal characteristic. As shown 
in Figure 1.1, the most common reason for Black 
LGBTQ students to feel unsafe was due to their 
actual or perceived sexual orientation (51.6%), 
followed by the way they express their gender, 
or how traditionally "masculine" or "feminine" 
they were in appearance or behavior (40.2%).20 
Additionally, nearly a third of students (30.6%) 
felt unsafe due to their race or ethnicity. For some, 
feeling unsafe at school may even result in avoiding 
school altogether. When asked about absenteeism, 
nearly a third of Black LGBTQ students (30.4%) 
reported missing at least one day of school 

Figure 1.1 Black LGBTQ Students Who Felt Unsafe at School Because of Actual or Perceived Personal Characteristics 

Sexual Orientation 51.6% 

Gender Expression 40.2% 

Body Size/Weight 35.9% 

Race or Ethnicity 30.6% 

Gender 26.6% 

Academic Ability 21.8% 

Family Income 15.5% 

Disability 9.9% "Do you feel unsafe at school because of..." 

Religion 8.5% 

English Proficiency 1.2% 

Citizenship Status 1.2% 

Other (e.g. political views, 
8.3% 

past victimization) 

0% 10% 20% 30% 40% 50% 60% 
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Harassment and Assaultin the last month because they felt unsafe or 
uncomfortable, and over one-tenth (10.3%) missed 
four or more days in the last month. In addition to hearing biased language in 

hallways or classrooms, many students 
experience victimization at school, including

Biased Remarks verbal harassment (e.g., being called names or 
threatened), physical harassment (e.g., being 

Black LGBTQ students may feel unsafe at school, shoved or pushed), and physical assault (e.g., 
in part, because of homophobic, racist, or other being punched, kicked, or injured with a weapon). 
types of biased language that they may hear LGBTQ students who experience harassment 
from their peers in classrooms or hallways. We or assault may feel excluded and disconnected 
asked students how often they heard anti-LGBTQ from their school community, and may respond 
language from other students, including: the word by avoiding school. This victimization may also 
"gay" being used in a negative way (such as "that's have a negative impact on students' psychological 
so gay" being used to call something "stupid" or well-being and academic success.22  Therefore, 
"worthless"), other homophobic remarks (such as we examined how often Black LGBTQ students 
"faggot" and "dyke"), comments about students experienced victimization in the past year based 
not acting "masculine" enough, comments on their actual or perceived sexual orientation, the 
about students not acting "feminine" enough, way they express their gender, and their actual or 
and negative remarks about transgender people perceived race/ethnicity. We also examined whether 
(such as "tranny" or "he/she"). We also asked victimization based on sexual orientation or based 
students how often they heard racist language on race/ethnicity was associated with academic 
from other students at school. As shown in Figure outcomes as well as key indicators of student well-
1.2, the most common form of biased language being, including: educational aspirations, school 
was "gay" used in a negative way, followed by belonging, depression, and skipping school due to 
other homophobic remarks. Over two-thirds of feeling unsafe. 
Black LGBTQ students heard "gay" used in a 
negative way often or frequently (71.5%), and Extent and effects of harassment and assault 
over half heard other homophobic remarks often or based on personal characteristics. As shown 
frequently (58.7%). The next most common forms in Figure 1.3, the majority of Black LGBTQ 
of biased remarks heard by Black LGBTQ students students experienced harassment or assault 
were racist remarks and comments about not based on their race/ethnicity, sexual orientation 
acting "masculine" enough (see also Figure 1.2).2 ' or gender expression. Victimization based on 

Figure 1.2 Frequency of Hearing Anti-LGBTQ and Racist Remarks in School 

"That's So Gay" 2.1% 111  18.3% 27.4% 44.1% 

Other Homophobic Remarks (e.g., "fag" or "dyke') 5.3% 15.3% 20.6% 20.5% 38.2% 

Racist Remarks 11.0% 15.1% 18.7% 16.7% 38.4% 

Remarks about Students not Acting "Masculine" Enough 9.7% 13.1% 23.2% 25.1% 28.9% 

Remarks about Transgender People (e.g., "tranny," "he/she") 15.7% 20.8% 23.1% 20.1% 20.4% 

Remarks about Students not Acting "Feminine" Enough 15.6% 23.0% 22.1% 19.6% 19.7% 
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sexual orientation was most common, followed by 
victimization based on gender expression (see also 
Figure 1.3).23 

We examined whether victimization at school based 
on sexual orientation and victimization based 
on race or ethnicity were associated with Black 
LGBTQ students' psychological well-being and 
educational outcomes. We found that experiencing 
victimization based on sexual orientation was 
related to skipping school due to feeling unsafe, 
lower levels of school belonging, lower educational 
aspirations, and greater levels of depression.24 
For example, as seen in Figure 1.4, students were 
more than twice as likely to skip school because 
they felt unsafe if they experienced higher than 
average levels of victimization due to sexual 
orientation (54.2% vs. 20.3%). Similarly, we 

Figure 1.3 Percentage of Black LGBTQ Students Who Experienced 
Victimization Based on Personal Characteristics 

80% -

65.1% 

57.2% 60% -
51.9% 

40% -

20% -

0% 
Sexual Orientation Gender Expression Race or Ethnicity 

found that victimization based on race/ethnicity 
was related to skipping school due to feeling 
unsafe, lower levels of school belonging, and 
greater levels of depression (see Figure 1.5).25 
We did not, however, observe a relationship 
between victimization based on race/ethnicity and 
educational aspirations. 

Differences in victimization by transgender status. 
Previous research, from GLSEN, as well as other 
scholars, has demonstrated that transgender 
and other gender nonconforming (trans/GNC) 
students experience greater levels of anti-LGBTQ 
victimization and harassment than cisgender LGBQ 
students.26  We found that this was similarly true 
for Black LGBTQ students. Specifically, we found 
that trans/GNC Black students experienced greater 
levels of victimization based on sexual orientation 
and gender expression than their cisgender LGBQ 
Black peers (see Figure 1.6). Further, we also 
found that trans/GNC Black students experienced 
slightly greater levels of victimization based on 
race/ethnicity (see also Figure 1.6).2' Given that 
the general population tends to hold less favorable 
views of transgender people than of gay and lesbian 
people,28  trans/GNC Black students may be greater 
targets for victimization in general, including 
victimization based on their race or ethnicity. 

Differences in victimization by multiple racial/ 
ethnic identities. For multiracial students, their 
own racial identification or how they are identified 
by their peers in terms of their race/ethnicity 
may vary based on context.29  Because they do 
not belong to any single racial/ethnic group, 

Figure 1.4 Victimization Based on Sexual Orientation and Black LGBTQ Student Well-Being and Academic Outcomes 

99.3% 96.7%100% -

80% -
69.8% 

61.3% 

60% - 54.2% 

43.1% 

40% - 30.5% 

20.3% 
20% -

0%  
Planning to Graduate Missed School in the School Belonging Depression 

High School Past Month (Above Average Levels) (Above Average Levels) 

Lower than Average Levels of Victimization 111 Higher than Average Levels of Victimization 
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these students may face greater levels of social 
exclusion that may result in increased risks for peer 
victimization.30  Thus, we examined whether Black 
LGBTQ students who endorsed multiple racial/ 
ethnic identities differed from those who identified 
only as Black with regard to their experiences of 
victimization. We found that multiracial Black 
LGBTQ students experienced greater levels of 
victimization based on sexual orientation, based 
on gender expression, and based on race/ethnicity 
than Black LGBTQ students who identified only 
as Black (see Figure 1.7).3' Further research is 
warranted to explore the possible connections 
between multiracial/multiethnic identity and 
different forms of victimization among students 
of color. 

Experiencing multiple forms of victimization. Thus 
far in this section, we have discussed Black LGBTQ 
students' in-school experiences of victimization 
based on sexual orientation, on gender expression, 
and on race/ethnicity independently. However, 
many Black LGBTQ students experience 
victimization that targets both their LGBTQ and 
racial/ethnic identities. In fact, approximately 
two-fifths of Black LGBTQ students in our study 
(40.0%) experienced harassment or assault at 
school based on both their sexual orientation and 
their race/ethnicity.32 

Previously in this report, we reported that both 
types of victimization were related to skipping 
school due to feeling unsafe, lower school 

Figure 1.5 Victimization Based on Race/Ethnicity and Black LGBTQ Student Well-Being and Academic Outcomes 

100%  - 98.8% 98.4% 

80% -

64.7% 62.7% 
60% -

42.2% 41.8% 
40% - 36.5%

17.8%20% -

0%  
Planning to Graduate Missed School in the School Belonging Depression 

High School Past Month (Above Average Levels) (Above Average Levels) 

Lower than Average Levels of Victimization •Higher than Average Levels of Victimization 

Figure 1.6 Differences in Level of Victimization by Trans/GNC Status 
(Percentage of Black LGBTQ Students Experiencing Higher than Average Levels of Victimization) 

60% - 56.6% 

50.3% 
45.7% 

40% - 36.0% 

24.7% 

18.4% 
20% 

0% 

Victimization Based on Victimization Based on Victimization Based on 
Sexual Orientation Gender Expression Race/Ethnicity 

Cisgender LGBQ Black Students MI Trans/GNC Black Students 
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belonging, and greater levels of depression. that students who experienced both homophobic 
However, it is important to understand how and racist victimization were the most likely to 
these outcomes are associated with experiencing skip school due to feeling unsafe,33  experienced 
multiple forms of harassment. Therefore, we the lowest levels of school belonging,34  and 
examined the combined effects of race-based and experienced the highest levels of depression,35  as 
homophobic victimization on skipping school, compared to those who experienced only one form 
school belonging, and depression. We found of victimization or neither (see Figure 1.8). 

Figure 1.7 Differences in Level of Victimization by Multiple Racial/Ethnic Identities 
(Percentage of Black LGBTQ Students Experiencing Higher than Average Levels of Victimization) 

60% - 57.8% 

44.5% 

40% -
33.6% 32.4% 

27.2%25.6% 

20% -

0% 
Victimization Based on Victimization Based on Victimization Based on 

Sexual Orientation Gender Expression Race/Ethnicity 

Identify Only as Black •Identify as Black and One or More 
Other Racial/Ethnic Identities 

Figure 1.8 Black LGBTQ Student Well-Being and Multiple Forms of 
Victimization, Based on Sexual Orientation and Race/Ethnicity 

80% -
72.7% 

68.5% 

60% - 56.0% 
53.3% 51.4% 

48.5% 

42.3% 
37.7% 40% -

30.4% 
26.1% 

21.4% 
20% -

8.9% 

0% 
Missed School in 

• 
the Past Month School Belonging Depression 

(Above Average Levels) (Above Average Levels) 

Neither Form of Victimization Victimization Based on Sexual Orientation Only• 

Victimization Based on Race/Ethnicity Only Both Forms of Victimization • • 
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In that Black LGBTQ students likely have a longer 
history with experiencing victimization based on 
their race/ethnicity than on their LGBTQ status, 
it is possible that Black LGBTQ students who 
experience higher levels of victimization based 
on race/ethnicity are better at navigating other 
types of victimization, such as anti-LGBTQ 
victimization.36  It may be that students who 
experience racist victimization at school develop 
coping skills that may provide a buffer against 
the psychological harms of additional forms of 
victimization. Thus, we also examined how the 
experience of racist victimization might alter the 
effect of homophobic victimization on school 
outcomes and well-being. We found that the 
effects of victimization on school belonging and 
depression were more pronounced if students 
only experienced one form of victimization.37 
For example, the negative effect of homophobic 
victimization on depression was strongest among 
Black LGBTQ students who experienced higher 
levels of homophobic victimization and lower levels 
of racist victimization. Thus, the findings suggest 
that a Black LGBTQ student who has early and 
possibly ongoing experiences of racist victimization 
may be better equipped to respond to subsequent 
victimization, including harassment based on their 
sexual orientation.38  We did not find this same 
effect with regard to missing school, however. More 
investigation is warranted to further understand the 
impact of multiple forms of victimization, although 
it remains clear that experiencing additional forms 
of victimization means experiencing additional 
harm, and Black LGBTQ students who experienced 
victimization targeting both their race/ethnicity 
and sexual orientation experienced the poorest 
outcomes. 

Reporting School-Based Harassment 

and Assault 

GLSEN advocates for clear guidelines for school 
staff on anti-bullying and harassment incidents, 
and for staff to be trained in effectively responding 
to victimization incidents. We asked Black LGBTQ 
students who had experienced harassment or 
assault in the past school year how often they 

had reported the incidents to school staff, and 
found that the majority of students (52.4%) never 
reported victimization to staff (see Figure 1.9). 
Only 1 in 5 students reported victimization to staff 
"most of time" or "always" (19.5%). 

Black LGBTQ students who indicated that they 
had not always told school personnel about their 
experiences with harassment or assault were asked 
why they did not always do so. The most common 
reason for not reporting victimization to staff was 
that they did not think that staff would do anything 
about it (62.9%). Furthermore, among those 
students who said that they reported incidents of 
harassment and assault to school staff, only a third 
of students (33.8%) reported that staff responded 
effectively to their reports of victimization. 

We also asked LGBTQ students who had reported 
incidents to school staff about the actions that 
staff had taken in response to the reported 
incident. The most common staff response to 
students' reports of harassment and assault was 
telling the student to ignore it (43.6%), followed 
by talking to the perpetrator/telling the perpetrator 
to stop (41.5%), and doing nothing/taking no 
action (36.7%). We found that the only common 
response that could be considered appropriate or 
effective was talking to the perpetrator/telling the 
perpetrator to stop.39 

Figure 1.9 Frequency of Black LGBTQ Students 
Reporting Incidents of Harassment and 

Assault to School Staff (n=981) 

Some of the Time 
28.1% 

Most of 
the Time 
10.9% 

Always 
8.6% 

Never 
52.4% 
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Insight on Family Reporting and Intervention 

Family support has been shown to improve educational opportunities and academic success for 
marginalized groups, such as students with disabilities and students of color.40  However, little is known 
about factors that contribute to family support, particularly for Black LGBTQ students. In this section, 
we examined family intervention in response to their child's victimization at school, and conditions that 
promote family intervention for Black LGBTQ students. 

Reporting victimization to family. Given that family members may be able to intervene when incidents 
of victimization occur, we asked students in our survey if they reported harassment or assault to a family 
member. Less than half of Black LGBTQ students (47.2%) said that they had ever told a family member 
about the victimization they faced at school. When LGBTQ students experience victimization at school, 
they may be hesitant to tell family members if they are not out to them. We found that students who were 
out as LGBTQ to at least one family member were more likely to tell their families about the victimization 
they were experiencing at school, but it was only slightly more than half (54.0% of those out to family vs. 
37.1% of those not out).41 

Family intervention. Among Black LGBTQ students Frequency of Intervention by Black LGBTQ 
Students' Family Members (n = 988)

Most of the Time 
12.7% 

Some of
the Time
28.6% 

Always
21.9%

Never
36.8%

who reported victimization experiences to a family 
member, the majority (63.2%) reported that a 
family member talked to their teacher, principal or 
other school staff about the harassment or assault 
they experienced (see Figure). 

Certain factors may increase the likelihood that 
family members intervene on behalf of the student 
with the school. Family members may be more 
likely to intervene when the student experiences 
a high severity of victimization. Further, family 
members of students with disabilities or 
educational accommodations may be more likely to 
be involved in the student's general school life and, 
thus, more likely to intervene when that student is 
victimized at school. In fact, we found that family 
members of Black LGBTQ students were more 
likely to talk to staff about victimization if the student experienced greater levels of sexual orientation-
based victimization (71.6% vs. 57.0%) or greater levels of gender expression-based victimization (70.4% 
vs. 58.1%).42  We also found that family members were more likely to talk to staff about victimization 
if the student had a disability (65.1% vs. 61.1% of those without a disability) or received educational 
accommodations (68.1% vs. 61.1% of those without educational accommodations).43 

Conclusions. We found that many Black LGBTQ students who experienced victimization in school 
report victimization to their family members, and the majority of family members talked to staff about 
victimization experiences. Family members may be particularly compelled to intervene on behalf of 
students with disabilities, students who need educational accommodations, or in response to more severe 
levels of anti-LGBTQ victimization, though this does not appear to be the case for race-based victimization. 
However, we only know about how frequently family members intervened, and we do not know how 
effective their interventions are. Thus, it is critical for future research to assess the effectiveness of family 
intervention efforts in improving school climate. 

https://accommodations).43
https://58.1%).42
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Conclusions 

The majority of Black LGBTQ students experienced 
anti-LGBTQ and racist victimization, and these 
forms of victimization may result in poorer 
academic outcomes and student well-being. 
In fact, those who experienced both of these 
forms of victimization experienced the worst 
educational outcomes and poorest psychological 
well-being. Thus, it is important that educators be 
particularly attentive to the needs of students who 
lie at the intersection of multiple forms of bias. 
Unfortunately, we also found that the majority of 

Black LGBTQ students who experienced 
victimization at school never reported these 
experiences to staff. Further, for those who did 
report their victimization to staff, the most common 
staff response was telling the student to ignore the 
incident. Thus, it is critical that schools implement 
clear and confidential pathways for students to 
report incidents of bias that they experience, 
and that educators and other school staff receive 
training to understand how to intervene effectively 
on both anti-LGBTQ and racist victimization. 
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Figure 2.1 Percentage of Black LGBTQ Students Who Experienced School Discipline 

50% 

44.7% 

40% 

28.6%30% 
26.8% 

20% 
16.7% 

10.5% 
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2.4%1.9% 

0% -+---------------�--------�----�----� 
Prlnclpal's Detention In-School Out-of-School Expelled Contact Any Form of 

Office Suspension Suspension from School with Law School 

Enforcement Discipline 

In-School Discipline Out-of-School Discipline 

Schools have a responsibility to promote positive 
learning for all students, including Black LGBTQ 
students. The availabi I ity of resources and supports 
in school for Black LGBTQ students is another 
important dimension of school climate. There are 
several key resources that may help to promote a 
safer climate and more positive school experiences 
for students, including student clubs that address 
issues for LGBTQ students and students of 
color, supportive school personnel, and inclusive 
curricular materials. However, our previous 
research has found that many LGBTQ students do 
not have such supports available in their schools. 
In addition, schools also often have disciplinary 
practices that contribute to a hostile school 
climate. This can be particularly challenging for 
Black students, who are regularly punished more 
harshly than their peers for similar i nfractions.44 

Thus, in this section, we examined school 
practices, and their impact on the educational 
outcomes and well-being of Black LGBTQ students. 
Specifically, we examined Black LGBTQ students' 
experiences of school disciplinary action, as well as 
the availability and utility of specific supports and 
resources that may uniquely impact Black LGBTQ 
students in ways that differ from the general 
LGBTQ student population, including student clubs 
that address LGBTQ and ethnic/cultural issues, 
school personnel, and LGBTQ-inclusive curriculum. 

Experiences with School Discipline 

The use of harsh and exclusionary discipline, such 
as zero tolerance policies, has contributed to higher 
dropout rates as well as reliance on alternative 
educational settings, where educational supports 
and opportunities may be less available.45 There is 
a preponderance of research evidence that shows 
Black students in general are disproportionately 
targeted for disciplinary action in school.46 

Furthermore, prior findings indicate that LGBTQ 
students are disproportionately targeted for school 
disciplinary action.47 Thus, Black LGBTQ students 
are at even greater risk of being disciplined 
inappropriately or disproportionately, which may 
have academic consequences. School discipline 
can also be directly connected to greater time out 
of school and even a greater likelihood in juvenile 
justice system involvement. We examined three 
categories of school disciplinary action: in-school 
discipline (including referral to the principal, 
detention, and in-school suspension), out-of-school 
discipline (including out-of-school suspension 
and expulsion), and having had contact with the 
criminal justice or juvenile justice system as a 
result of school discipline (including being arrested 
and serving time in a detention facility). As shown 
in Figure 2.1, nearly half of Black LGBTQ students 
(44. 7%) reported having ever been disciplined at 
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school, most commonly in-school discipline. A small 
percentage of students had had contact with law 
enforcement as a result of school discipline (2.4%). 

Differences in school discipline by transgender 
status. Previous research from GLSEN has 
demonstrated that, in general, transgender and 
other gender nonconforming (trans/GNC) students 
experience higher rates of in-school discipline 
and out-of-school discipline than cisgender LGBQ 
students.48  However, we found that for Black 
LGBTQ students, trans/GNC students did not differ 
from cisgender LGBQ students on any category 
of school discipline that we examined (in-school 
discipline, out-of-school discipline, and contact 
with law enforcement).49 

Differences in discipline by multiple racial/ 
ethnic identities. Prior research has found that 
among secondary school students, students who 
identify as two or more racial/ethnic identities 
also experience disproportionate risks for school 
disciplinary action.5° Thus, we examined whether 
Black LGBTQ students who endorsed multiple 
racial/ethnic identities differed from those who only 
identified as Black with regard to their experiences 
with school disciplinary action. We found that 
multiracial Black LGBTQ students were more 
likely to experience in-school discipline (46.9% 
vs. 37.8%) and contact with law enforcement 
(3.1% vs. 1.5%) than Black LGBTQ students who 
identified only as Black.51  However, there were no 
differences between those who only identified as 
Black and multiracial Black LGBTQ students on 
experiences with out-of-school discipline. Further 

research is warranted to explore the possible 
connections between multiracial/multiethnic identity 
and school discipline among students of color. 

Differences in school discipline by school racial 
composition. Some research indicates that 
compared to majority White schools, majority 
Black schools are more likely to have security 
personne1,52  which may result in disproportionate 
levels of disciplinary action. Thus, we examined 
whether the disciplinary action that Black LGBTQ 
students experienced was related to the racial 
make-up of the schools they attended. We found 
that Black LGBTQ students who attended majority 
Black schools were more likely to experience 
out-of-school discipline (15.9%) than those 
in majority White schools (8.9%) or schools 
where the majority was another non-White race/ 
ethnicity or had no majority race/ethnicity (8.7%). 
We did not, however, find any differences with 
regard to in-school discipline or contact with law 
enforcement.53 

Impact of victimization and safety on school 
discipline. Several factors may be associated with 
LGBTQ students' school disciplinary experiences, 
including factors stemming from unsafe school 
environments. As we found in GLSEN's 2017 
National School Climate Survey, LGBTQ students 
in general are often disciplined when they are, 
in fact, the victim of harassment or assault. 
Thus, we wanted to examine whether this held 
true specifically for Black LGBTQ students, and 
whether higher rates of victimization were related 
to higher rates of school discipline. For all three 

Figure 2.2 Experiences of School Discipline by Missing School Because of Feeling Unsafe 
(Percentage of Black LGBTQ Students Who Experienced School Discipline) 
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forms of school discipline (in-school discipline, 
out-of-school discipline, and contact with law 
enforcement) a higher severity of victimization 
based on sexual orientation, gender expression, 
or race/ethnicity was related to increased reports 
of disciplinary experiences for Black LGBTQ 
students.54 

LGBTQ students who are victimized at school may 
also miss school because they feel unsafe and 
thus face potential disciplinary consequences for 
truancy. We found that Black LGBTQ students 
who missed more days of school were more 
likely to experience all three forms of discipline 
(in-school, out-of-school, and contact with law 
enforcement).55.56  For instance, as shown in Figure 
2.2, over half of Black LGBTQ students who 
missed school in the past month because they felt 
unsafe (55.1%) experienced some form of in-
school discipline, compared with just over a third 
of students who did not miss school (37.5%). 

Impact of discriminatory school policies and 
practices on school discipline. Schools often 
employ discriminatory practices which may lead 
to more disciplinary action against students. In 
our survey, we asked LGBTQ students about a 
number of specific LGBTQ-related discriminatory 
school policies and practices at their school that 
they may have personally experienced, such as 
being disciplined for expressing public displays 
of affection, prevented from starting a GSA, and 
gender-related discrimination (e.g., prevented 

from using the bathroom that aligns with their 
gender, prevented from using the locker room that 
aligns with their gender, prevented from using 
their preferred name or pronouns). Over half of 
Black LGBTQ students (53.8%) experienced 
discriminatory school policies and practices, and 
these experiences were associated with school 
disciplinary action. As illustrated in Figure 2.3 we 
found that Black LGBTQ students who experienced 
discrimination in school were more likely to 
experience both in-school and out-of-school-
discipline than Black LGBTQ students who did 
not experience discrimination in schoo1.57,58  Black 
LGBTQ students who experienced discrimination 
in school did not differ from those who did not 
experience discrimination on contact with law 
enforcement. 

Impact of school discipline on educational 
outcomes. School disciplinary action may impinge 
on a student's educational success. Exclusionary 
school disciplinary practices, those that remove 
students from the classroom, may lead to poorer 
grades and a diminished desire to continue on 
with school. In fact, we found that Black LGBTQ 
students' experiences with all three forms of 
discipline (in-school discipline, out-of-school 
discipline, and contact with law enforcement) were 
related to a lower likelihood to plan on pursuing 
post-secondary education, and a lower grade point 
average (GPA) than those who did not experience 
disciplinary action.59 

Figure 2.3 Experiences of School Discipline by Anti-LGBTQ Discrimination 
(Percentage of Black LGBTQ Students Who Experienced School Discipline) 
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School-Based Supports and Resources for 
Black LGBTQ Students 

In our 2017 National School Climate Survey 
report, we demonstrated the positive impact of 
LGBTQ-related school resources and supports 
on LGBTQ students' educational outcomes and 
well-being for LGBTQ secondary school students 
in general. Unfortunately, we also found that 
many LGBTQ students did not have access to 
these types of resources in school. Thus, in this 
section, we examined the availability and utility of 
school supports, including LGBTQ-related school 
supports as well as student-led ethnic/cultural 
clubs, for Black LGBTQ students. It is important to 
note that for institutional supports, including the 
presence of GSAs and ethnic/cultural clubs, school 
characteristics may be related to their availability, 
such as region, locale, school racial composition, 
and school size. Other school supports, such as 
having educators and administrators who are 
supportive of LGBTQ students, may differ based 
on the identities of Black LGBTQ students. For 
example, a student's Black or LGBTQ identities 
may not be related to whether they have a GSA 
or an ethnic/cultural club, but it may be related 
to how supportive their teachers are of them. Yet 
one's racial composition may be related to the 
types of schools one attends or has access to (e.g., 
school racial composition, region, locale), and 
schools then vary in the availability of LGBTQ-
related institutional supports. (See GLSEN's 
2017 National School Climate Survey report 
for full discussion of school characteristics and 
the availability of supports.) Therefore, we also 
examined how the availability of these supports 
may be related to various demographic and school 
characteristics, such as school location and 
student body racial composition. 

GSAs. GSAs, often known as Gay-Straight Alliances 
or Gender and Sexuality Alliances, are student-led 
clubs that address LGBTQ student issues and can 
be supportive spaces for LGBTQ students. The 
presence of GSAs, regardless of participation in 
them, can provide LGBTQ students with a safe and 
affirming space within a school environment that 
may be hostile. Similar to the national percentage 
of LGBTQ students from the 2017 National School 
Climate Survey, over half of Black LGBTQ students 
(52.7%) reported having a GSA at their school (see 
Figure 2.4). 

Some research suggests that LGBTQ youth 
who attend schools in non-White communities 
experience difficulty in accessing GSAs.6° 
Therefore, we examined whether the availability 
of GSAs for Black LGBTQ youth was related 
to whether their school's student body was 
predominantly Black, White, another non-White 
race, or had no racial/ethnic majority. As shown in 
Figure 2.5, Black LGBTQ students who attended 
majority-Black schools were less likely to have 
GSAs than all others.6' It may be that GSAs 
are seen as less of a priority in majority-Black 
communities. GSAs may be perceived in these 
communities as clubs for White students, which 
may impact student club formation. 

We also examined whether other school 
characteristics, including locale (urban, suburban, 
rural), region (Northwest, South, Midwest, West), 
and size of school were related to the availability 
of GSAs. Black LGBTQ students in urban and 
suburban schools were more likely to have a 
GSA at their school than those in rural schools.62 
Regarding region, Black LGBTQ students who 
attended schools in the Northeast and West were 
the most likely to have a GSA, and students who 
attended school in the South were least likely to 
have a GSA. Finally, regarding size of the school 
population, Black LGBTQ students who attended 
larger schools were more likely to have a GSA.63 

GSAs and other similar student clubs can provide 
a safe and inclusive school environment for LGBTQ 
students and their allies to meet, socialize, and 

Figure 2.4 Availability of GSAs and Ethnic/Cultural Clubs 
(Percentage of Black LGBTQ Students Who Reported 

Having Club at Their School) 
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advocate for change in their school communities.64 
Thus, students who have a GSA may feel more 
connected to school and may be less likely to miss 
school because they have a safe and affirming 
space in a school environment that may otherwise 
by hostile. Also, in that GSAs can often effect 
change in the school for a safer environment for 
LGBTQ students, LGBTQ students with a GSA may 
be less likely to feel unsafe at school, and may 
feel a greater sense of belonging to the school 
community. In fact, we found that Black LGBTQ 
students with a GSA at their school were less likely 
to miss school due to safety concerns (27.0% vs. 
34.3%), and felt more connected to their school 
community than those who did not have a GSA.65 
Black LGBTQ students who had a GSA at their 
school were also less likely to feel unsafe because 
of their sexual orientation (47.0% vs. 57.0%).66 
There was, however, no relationship regarding 
feeling unsafe because of gender expression. 

We also examined whether GSA availability was 
related to feeling unsafe regarding race/ethnicity. 
However, we found that Black LGBTQ students 
who had a GSA at school were more likely to feel 
unsafe because of their race/ethnicity (33.0% vs. 
28.1%).67  This may, in part, be because GSAs were 
less commonly found in Black majority schools, 
which is also where Black students feel the least 
unsafe because of their race/ethnicity.68  In fact, 
after accounting for racial composition of their 
school, Black LGBTQ students with a GSA at their 
school no longer differed from those without a GSA 
on feeling unsafe due to their race/ethnicity.69 

Ethnic/cultural clubs. Ethnic/cultural clubs that 
bring together students of a particular racial, 

ethnic, and/or cultural background can offer a 
supportive space in school for those students. 
As such, the presence of these clubs, regardless 
of participation in them, may offer Black LGBTQ 
youth a network of peer support with other Black 
youth that may be more difficult to find in the 
general student population. We found that three-
quarters of Black LGBTQ students (74.6%) 
reported that their school had an ethnic or cultural 
club at their school (see Figure 2.4). We also 
examined whether certain school characteristics 
were related to the availability of ethnic/cultural 
clubs, including racial composition, region, locale, 
and school size. The availability of ethnic/cultural 
clubs did not vary based on most of the school 
characteristics, except for locale and school size. 
Regarding locale, Black LGBTQ students who 
attended suburban schools were more likely to have 
an ethnic/cultural club than those who attended 
rural schools, but those who attended urban 
schools did not differ from those who attended 
suburban and rural schools.7° Regarding size of 
the school population, Black LGBTQ students who 
attended larger schools were more likely to have an 
ethnic/cultural club!' 

Schools with ethnic/cultural clubs may afford 
Black LGBTQ students the opportunity to network 
with other Black students. Further, similar to 
GSAs, regardless of participation, ethnic/cultural 
clubs may indicate to Black LGBTQ students that 
the school is a welcoming and supportive place 
for them. We, in fact, found that Black LGBTQ 
students who had an ethnic/cultural club at their 
school had greater feelings of school belonging, 
and felt safer due to their race/ethnicity.72 

Figure 2.5 Presence of GSA and School Racial Composition 
(Percentage of Black LGBTQ Students Who Have a GSA) 
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Insight on Club Participation and Leadership 

As discussed previously, having a GSA or ethnic/cultural club at school is associated with several benefits 
for Black LGBTQ students, regardless of whether one participates in these clubs. However, it is also 
important to examine participation in these types of clubs and the possible benefits of participating for 
Black LGBTQ students. Prior research has demonstrated that participation in GSAs may mitigate some of 
the harmful effects of anti-LGBTQ victimization." There is also evidence that ethnic/cultural clubs may 
provide a means of cultural validation for students of color." However, there has been little research on 
the benefits of participation in these clubs for LGBTQ students of color. Thus, we examined the effects 
of participation on student well-being. Also, given that GSAs and ethnic/cultural clubs may encourage 
students to work toward social and political change," we examined the relationship between club 
participation and civic engagement. 

Club Participation and Student Body Racial Majority

(Percentage of Black LGBTQ Students Participating in
Club, Among Those with Club Available at School)
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GSA participation. As previously 
noted, only about half of Black LGBTQ 
students (52.7%) had a GSA at their 
school, though the majority of those 
with a GSA participated in the club 
(61.9%), and about one-fifth (19.9%) 
participated as an officer or a leader.  
We also examined whether rates of club 
participation were related to the racial 
cornposition of the student body, but 
did not observe a significant relationship 
(see Figure)." 

Given that GSAs may offer Black LGBTQ 
youth a network of support at school, we 
examined whether GSA members felt 
an increased sense of school belonging. 
However, we did not observe a 
relationship between GSA participation 
and school belonging.77  

We did find that GSAs may offer students o
inclusive schools and communities. For exa

pportunities and instill skills to work towards more LGBTQ-
mple, we found that Black LGBTQ students who led their GSAs 

felt more comfortable bringing up LGBTQ issues in class than those who were not part of their GSA, as 
well as those who attended meetings but were not GSA leaders." We also found that GSA members were 
more likely than those who did not attend meetings to participate in a GLSEN Day of Action (such as Day 
of Silencer or an event where people express their political views (such as a poetry slam or youth forum), 
with GSA leaders being the most likely to take part in either of these activities.80 

GSA leaders were also more likely than those not involved in their GSA to engage in other forms of 
activism, specifically: volunteering to campaign for a political cause or candidate; participating in a 
boycott; expressing views about politics or social issues on social media; participating in a rally, protest, or 
demonstration for a cause; and contacting politicians, governments, or authorities about issues important 
to them.8' However, we did not find that non-leader GSA members were more likely to participate in these 
activities than those not participating in their GSA. It may be that some GSAs function more as a source of 
social and emotional support than a means of civic engagement for students who choose not to take on a 
club leadership role. 

Black LGBTQ students who participate in GSAs may also face challenges at school regarding their 
LGBTQ identity. We found that both GSA leaders and other GSA members experienced greater levels 
of victimization due to sexual orientation and due to gender expression than those who did not attend 
meetings.82  It could be that greater levels of anti-LGBTQ harassment compel Black LGBTQ students to join 
their school's GSA, as a source of support or a means of taking action. It may also be that students who 
participate in their GSA are more visible as LGBTQ and, thus, more likely to be targeted for anti-LGBTQ 
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victimization than their peers. Further research is warranted regarding the reasons that compel LGBTQ 
students to participate in GSAs, and the impacts of GSA leadership. 

Ethnic/cultural club participation. As previously noted, the majority of Black LGBTQ students (74.6%) had 
an ethnic/cultural club at their school; however, only 16.7% of those with such a club attended meetings, 
with 3.2% who participated as an officer or a leader. Although the percentage of those participating in 
these clubs may seem low, it is important to note that some may have an ethnic/cultural club at their 
school for an ethnic or cultural community with which they do not identify. 

Ethnic/cultural clubs may create a space for students of a particular racial, ethnic, or cultural background 
to meet, offering a network of peer support with other Black youth at school. We found that students were 
more likely to participate in an ethnic/cultural club if they attended a White-majority school (see Figure).83 
Furthermore, Black LGBTQ youth who participated in an ethnic/cultural club, in fact, had a greater sense 
of school belonging than those who did not participate.84 

We found that involvement in the school's ethnic/cultural club was also related to engagement in the 
various forms of activism discussed above with regard to GSA involvement, including participation in a 
GLSEN Day of Action." However, in contrast to our findings regarding GSAs, we did not find that club 
leaders were generally more likely to participate in these activities than other club members. This suggests 
that ethnic/cultural club membership itself may be associated with greater civic engagement, regardless of 
the level of club participation. 

It is possible that Black LGBTQ students are more likely to participate in an ethnic/cultural club when they 
experience more racial victimization at school and have a greater need for support. We found that Black 
LGBTQ students who attended an ethnic/cultural club experienced greater levels of victimization due to 
race/ethnicity than those who did not attend meetings.86  We examined whether this relationship may be 
due to school racial composition, given that Black LGBTQ students are especially likely to participate in 
their ethnic/cultural club if they attend a White-majority school, where they are greater risk for race-based 
victimization.87  However, after controlling for school racial composition, the relationship between club 
participation and victimization remained significant.88 

Conclusions. GSA and ethnic/cultural club participation were both associated with positive outcomes for 
Black LGBTQ students, although these benefits differed by club type. Ethnic/cultural club participation, 
for example, was associated with greater levels of school belonging, perhaps because of the opportunity 
they can offer for students of similar backgrounds, experiences, and interests to meet and socialize. Having 
such a space may be especially important for Black youth who attend a White-majority school, given the 
higher rates of club participation at these schools among those in our sample. 

Participation in GSAs and ethnic/cultural clubs were both associated with greater levels of civic 
engagement. However, for GSAs, this relationship was generally only significant for Black LGBTQ students 
who participated as leaders. It may be that GSAs are more likely than ethnic/cultural clubs to function 
as sources of support for members who choose not to take on a leadership role. Regardless, each club is 
associated with some degree of civic engagement, and future research is warranted regarding GSA and 
ethnic/cultural club activities that may promote political action and advocacy efforts among club members. 

Finally, we also found that Black LGBTQ students who participated in their GSA experienced greater levels 
of anti-LGBTQ victimization. It is unclear whether greater levels of victimization lead students to attend 
GSA meetings, or whether greater visibility among GSA members leads to greater levels of victimization. 
Further research is needed to examine the nature of this relationship. However, given that prior findings 
indicate that GSAs may mitigate some of the harmful impacts of victimization, more research is also 
warranted regarding the types of GSA activities that best support LGBTQ students, including Black LGBTQ 
students, who are experiencing harassment at school. 
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Supportive school personnel. Previous research has 
established that for LGBTQ students in general, 
having supportive teachers, principals, and other 
school staff and administration has benefits for 
education and psychological outcomes. For Black 
LGBTQ students, having such supports may be 
especially beneficial because they may experience 
victimization or discrimination that targets their 
multiple identities, and because they may receive 
less support in general because of both their race/ 
ethnicity and LGBTQ identity. In our survey, we 
asked about how many school staff are supportive of 
LGBTQ students, and how supportive administrators 
are of LGBTQ students. Similar to our findings on 
LGBTQ students in general from the 2017 National 
School Climate Survey report, the vast majority 
of Black LGBTQ students (96.1%) could identify 
at least one supportive staff member at school 
and only two-fifths (39.9%) reported having many 
supportive staff (11 or more) (see Figure 2.6). Also 
similar to the general LGBTQ student population, 
only two-fifths (40.5%) reported having somewhat 
or very supportive school administration (see Figure 
2.7). It is possible that multiracial Black LGBTQ 
students may be treated differently by educators 
and administrators than those who only identify as 
Black; however, there were no differences between 
those who only identified as Black and multiracial 
Black LGBTQ students on availability of supportive 
educators and level of support from administrators.89 

Given that Black LGBTQ students often feel unsafe 
and unwelcome in school, as discussed earlier 
in this report, having access to school personnel 
who provide support for LGBTQ students may be 
critical for creating better learning environments 
for Black LGBTQ students. Therefore, we examined 
the relationships between the presence of staff 
who are supportive of LGBTQ students and 
several indicators of school climate, including 
absenteeism, feelings of safety because of personal 
characteristics, psychological well-being, feelings 
of school belonging, achievement and aspirations. 

As illustrated in Figure 2.8, Black LGBTQ students 
who had more staff who were supportive of LGBTQ 
students: 

• were less likely to miss school due to safety 
concerns; and 

• were less likely to feel unsafe because of their 
sexual orientation, gender expression, and 
race/ethnicity. 90 

In addition, Black LGBTQ students who had more 
staff who were supportive of LGBTQ students: 

• had higher levels of self-esteem (e.g., 54.8% 
with 11 or more supportive staff reporting 
higher self-esteem vs. 41.3% with no 
supportive staff) 

• had lower levels of depression (e.g., 40.1% 
with 11 or more supportive staff reporting 
higher depression vs. 58.3% with no 
supportive staff); 

• had increased feelings of connectedness to 
their school community (e.g., 72.8% with 
11 or more supportive staff reporting higher 
feelings of connectedness to their school 
community vs. 37.8% with no supportive 
staff); 

Figure 2.6 Black LGBTQ Students' Reports on 
the Number of Teachers and Other School Staff 
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• had higher GPAs (e.g., average GPA of 3.2 with • had greater educational aspirations (e.g., 
11 or more supportive staff vs. 3.0 with no 95.7% with 11 or more supportive staff 
supportive staff), and planning to pursue post-secondary education 

vs. 92.5% with no supportive staff).9' 

Figure 2.8 Supportive School Staff and Feelings of Safety and Missing School 
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Insight on Inclusive Curriculum 

Findings from GLSEN's 2017 National School Climate Survey show that having an LGBTQ inclusive 
curriculum, such as learning about LGBTQ history and positive roles models, can positively shape the 
school experiences of LGBTQ students in general. With regard to LGBTQ curricular inclusion, we found 
that less than a quarter of Black LGBTQ students (21.4%) were taught positive representations of LGBTQ 
people, history, or events, which is similar to the percentage of the full sample of LGBTQ students. 

Teaching students about LGBTQ history, people, and events in a positive manner may help Black LGBTQ 
students feel more valued at school, and it may also promote positive feelings toward LGBTQ students 
from peers. Thus, we examined the relationship between having an inclusive curriculum and feeling unsafe 
because of personal characteristics, peer acceptance of LGBTQ people, and school belonging. As shown in 
the figure, compared to Black LGBTQ students who did not have an inclusive curriculum at their school, 
those who had an inclusive curriculum: 

• were less likely to feel unsafe because of their sexual orientation and gender expression:92 

• were more likely to have peers be accepting of LGBTQ people at school:93  and 

• felt more connected to their school community." 

Interestingly, Black LGBTQ 
students who had an LGBTQ 
inclusive curriculum were also less 
likely to feel unsafe because of 
their race/ethnicity than those who 
did not have an LGBTQ inclusive 
curriculum (26% vs. 32%).95  It 
may be that teaching students 
positive representations of LGBTQ 
history, people, and events not 
only makes peers more accepting 
of LGBTQ students, but perhaps 
also more accepting of diversity 
in general, including racial/ethnic 
diversity. It is also possible that 
schools or school districts that 
include positive representations of 
LGBTQ topics may also be likely 
to have positive inclusion about 
race/ethnicity in their curriculum, 
policies and practices. 

It is important to note that we did not ask questions about other types of curricular inclusion, such as 
content about Black people, history or events. Previous research has shown that for Black students in 
general, positive representations of Black people, history and events can help to dissolve stereotypical 
mainstream representations about this population.96  This would also benefit the learning experience and 
well-being of Black LGBTQ youth, and could also work in concert with LGBTQ inclusion to greater benefit 
this population of students. Further research is needed to understand the benefits of combining Black and 
LGBTQ curricular inclusion for Black LGBTQ youth. 

Conclusions. A school curriculum that is inclusive of diverse identities may help to instill beliefs in 
the intrinsic value of all individuals. We found that Black LGBTQ students who were taught positive 
representations about LGBTQ people, history, or events at school felt more connected to their school 
community, and felt safer at school not only with regard to their LGBTQ identity, but also with their racial/ 
ethnic identity. Therefore, having an LGBTQ curriculum may mitigate anti-LGBTQ victimization, as well as 
racist victimization for Black LGBTQ students. However, such an inclusive curriculum was unavailable for 
the majority of Black LGBTQ youth. Thus, it is imperative that educators are provided with both training 
and resources to deliver school lessons and activities that reflect the diverse identities and communities 
present in their classrooms. 

Inclusive Curriculum and Feelings of Safety, Peer Acceptance,
and School Belonging among Black LGBTQ Students 
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Conclusions 

In this section, we examined Black LGBTQ 
students' experiences with school practices, 
particularly school disciplinary action and school 
resources and supports. Black LGBTQ students 
experienced high rates of school discipline. We also 
found that Black LGBTQ students who experienced 
institutional discrimination were more likely 
to experience both in-school and out-of-school 
discipline. Research and policy initiatives that 
attempt to address school disciplinary action and 
juvenile justice must be inclusive of, and respond 
to, the experiences of Black LGBTQ youth. In order 
to ensure that schools are welcoming and affirming 
of all its students, schools should eliminate 
policies and practices that discriminate against 
Black LGBTQ students. Moreover, administrators, 
policymakers, and teachers should advocate for 
disciplinary policies that are restorative instead 
of punitive. 

Overall, having access to school supports and 
resources helps to improve the school safety and 
educational outcomes for Black LGBTQ students. 
We found that having more LGBTQ-supportive 
staff was associated with greater feelings of school 
belonging and school safety, greater educational 

outcomes, and improved psychological well-
being. Similarly, having an LGBTQ-inclusive 
curriculum was related to greater feelings of 
school belonging and school safety. Further, not 
only are the availability of and participation in 
GSAs beneficial for Black LGBTQ students, but 
ethnic/cultural clubs are as well. However, as our 
findings indicate, many Black LGBTQ students do 
not have access to these supportive resources. It 
is important to note that we did not explore any 
other resources regarding race/ethnicity, and so we 
do not have information on racial/ethnic specific 
resources. For instance, we do not know whether 
Black LGBTQ students are exposed to positive 
representations of Black history, people, and events 
and how such representations may be beneficial for 
their educational experience. Further, we are able 
to know the benefits of having school personnel 
who are supportive of LGBTQ students, but are 
not able to know about school personnel who are 
supportive of Black students in general. Given that 
the experiences of Black LGBTQ students lie at 
the intersection of multiple forms of bias, future 
research should examine resources that support 
and affirm these students' multiple marginalized 
identities. 
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Discussion 





Limitations 

The findings presented in this report provide new 
information and valuable insight on the school 
experiences of Black LGBTQ students. However, 
there are some limitations to our study. The 
participants in this study were only representative 
of those who self-identified as lesbian, gay, 
bisexual, transgender, or queer, and have some 
connection to the LGBTQ community either 
through local organizations or online, and LGBTQ 
youth who were not comfortable identifying their 
sexual orientation in this manner may not have 
learned about the survey. Therefore, participants in 
this study did not include those who self-identified 
as LGBTQ but had no connection to the LGBTQ 
community. The participants in this study also did 
not include students who have a sexual attraction 
to the same gender or multiple genders, but do not 
identify themselves as LGBQ. 

In the survey, there were several instances 
where we did not ask about race/ethnicity as it 
pertained to their unique school experiences of 
LGBTQ youth of color. For instance, we did not 
ask peer support related to race/ethnicity, which 
would have provided a more comprehensive 
understanding on peer support for Black LGBTQ 
students. We also did not ask in the survey about 
whether participants had racial/ethnic inclusive 
curriculum at their school. Having a curriculum 
that is inclusive of diverse LGBTQ and racial/ 
ethnic identities could have added benefits for 
Black LGBTQ students than an LGBTQ-inclusive 
curriculum alone. 

It is also important to note that our survey only 
reflects the experiences of LGBTQ students who 
were in school during the 2016-2017 school year. 
Thus, findings from this survey may not necessarily 
reflect the experiences of Black LGBTQ students 
who had already dropped out of school, whose 
experiences may be different from students who 
remained in school. 

Conclusions 

Findings presented in this report highlight the 
unique experiences of Black LGBTQ students 
at the intersections of their various identities, 
including race, gender, and sexual orientation. 
The majority of Black LGBTQ students experienced 
harassment in school in the past year because 

of their sexual orientation, gender expression, or 
race/ethnicity. This victimization was particularly 
severe for both trans/GNC Black students as well as 
multiracial Black LGBTQ students, which may be 
related to greater levels of social exclusion faced by 
these groups at school. Further, we also found that 
those who experienced both homophobic and racist 
victimization experienced the poorest academic 
outcomes and psychological well-being. 

Although victimization experiences were common, 
the majority of Black LGBTQ students never 
reported the victimization that they experienced 
to school staff, most often because they did not 
think staff would do anything about it. This may 
be linked to a mistrust for educational institutions 
and authority figures that have historically 
disenfranchised both Black youth in general, as 
well as LGBTQ youth in general. In fact, Black 
LGBTQ youth who did report their victimization 
indicated that two of the most common responses 
from staff were doing nothing and telling the 
student to ignore it, which may exacerbate these 
feelings of mistrust. Further, we also found that 
Black LGBTQ youth who experienced victimization 
were also more likely to experience exclusionary 
school discipline, such as detention, suspension, 
or expulsion. Such disciplinary actions may leave 
Black LGBTQ students feeling targeted by both 
peers and staff, and may increase their likelihood 
of involvement with the criminal and juvenile 
justice system. 

We did identify critical resources that were 
beneficial for Black LGBTQ youth. For example, 
having an LGBTQ-inclusive curriculum and having 
LGBTQ-supportive educators at school were both 
associated with Black LGBTQ students feeling 
more connected to their school community 
and feeling less unsafe regarding their sexual 
orientation, gender expression, and even their race/ 
ethnicity. Supportive student clubs such as GSAs 
and ethnic/cultural clubs were also associated 
with greater feelings of safety and greater school 
belonging. Further, those who attended these clubs 
were more likely to engage in activism in their 
schools and communities. However, attending 
GSA meetings did not increase school belonging 
for Black LGBTQ students, which may indicate 
a greater need for GSAs to be inclusive and 
supportive of their Black LGBTQ members. We 
also found that many Black LGBTQ students did 
not have access to supportive school resources. 
For example, nearly half did not have a GSA at 
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their school, and Black LGBTQ students were 
even less likely to have access to GSAs when they 
attended majority Black schools. Prior research 
indicates that schools that primarily serve students 
of color have disproportionately low levels of 
funding.97  More efforts need to be made to reduce 
inequities in funding to provide more professional 
development to school personnel, and more 
LGBTQ-inclusive curricular materials. 

Recommendations 

As educators, advocates, and others concerned 
with issues of educational equity and access 
continue to address the myriad forms of oppression 
found in and out of school, such as racism, 
heterosexism, homophobia and transphobia, 
they must also account for the intersections of 
these forms of oppression. Therefore, addressing 
the concerns of Black LGBTQ students requires 
a nuanced approach to combating racism, 
homophobia, and transphobia. Further, it is 
important to have a greater understanding of the 
experiences, needs and concerns of Black LGBTQ 
students through specific and focused efforts. 

Educators, policymakers, safe school advocates, 
and others working to make schools a more 
inclusive space, must continue to seek to 
understand the multifaceted experiences of Black 
LGBTQ students, particularly with regard to how 
we can render accessible specific resources that 
support these students at school and in larger 
communities outside of school. This report 
demonstrates the ways in which the availability of 
supportive student clubs, supportive educators, 
and other school-based resources for Black 
LGBTQ students can positively affect their school 
experiences. We recommend school leaders, 
education policymakers, and other individuals who 
want to provide safe learning environments for 
Black LGBTQ students to: 

• Support student clubs, such as GSAs and 
ethnic/cultural clubs. Organizations that work 
with GSAs and ethnic/cultural clubs should 
also come together to address Black LGBTQ 
students' needs related to their multiple 
marginalized identities, including sexual 
orientation, gender, and race/ethnicity. 

• Provide professional development for school 
staff that addresses the intersections of 
identities and experiences of Black LGBTQ 
students. 

• Increase student access to curricular 
resources that include diverse and positive 
representations of both Black and LGBTQ 
people, history, and events. 

• Establish school policies and guidelines for 
staff in responding to anti-LGBTQ and racist 
behavior, and develop clear and confidential 
pathways for students to report victimization 
that they experience. Local, state, and federal 
education agencies should also hold schools 
accountable for establishing and implementing 
these practices and procedures. 

• Work to address the inequities in funding at 
the local, state, and national level to increase 
access to institutional supports and education 
in general, and to provide more professional 
development for educators and school 
counselors. 

Taken together, such measures can move us 
towards a future in which all students have the 
opportunity to learn and succeed in school, 
regardless of sexual orientation, gender identity, 
gender expression, race, or ethnicity. 
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for each form of activism. Event to express political views: x2(2) 
= 45.62, p<.001, Cramer's V = .20. Volunteering: x2(2) = 31.50, 
p<.001, Cramer's V = .17. Boycott: x2(2) = 23.73, p<.001, 
Cramer's V = .15. Social media: x2(2) = 21.80, p<.001, Cramer's 
V = .14. Rally: x2(2) = 37.23, p<.001, Cramer's V = .18. Day 
of Action: x2(2) = 13.74, p<.01, Cramer's V = .11. Contacting 
politicians: x2(2) = 28.09, p‹.001, Cramer's V = .16. Pairwise 
comparisons were considered at p‹.05. For all activities, non-
leader club members were more likely to participate than students 
who did not attend club meetings. Club leaders were also more 
likely than those who did not attend meetings to: participate in 
an event to express political views, volunteer for a campaign, 
participate in a boycott, participate in a rally, and contact 
politicians. Club leaders were also more likely than non-leader club 
members to participate in an event to express political views. No 
other significant differences were observed. 
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= .01. Post hoc comparisons were considered at p<.05. 
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to pursue post-secondary education. 
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Preface 





Twenty years ago, GLSEN began investing in applied research capacity to build the evidence base for action 
on LGBTQ issues in K-12 schools, and to track the impact of efforts to improve the lives and life prospects of 
LGBTQ students. Now conducted under the banner of the GLSEN Research Institute, each new report in this 
body of work seeks to provide clarity, urgency, and renewed inspiration for the education leaders, advocates, 
and organizational partners dedicated to the work. 

Erasure and Resilience: The Experiences of LGBTQ Students of Color is a series of four reports, each 
publication focusing on a different group of LGBTQ students, their lives at school, and the factors that make 
the biggest difference for them. The reports in this series examine the school experiences of Asian American 
and Pacific Islander (AAPI), Black, Latinx, and Native and Indigenous LGBTQ youth. Each report was 
conducted and is released in partnership with organizations specifically dedicated to work with the student 
population in question. We are so grateful for the partnership of the National Queer Asian Pacific Islander 
Alliance, the National Black Justice Coalition, UnidosUS and the Hispanic Federation, and the Center for 
Native American Youth. 

These reports arrive as the United States wrestles with two fundamental challenges to our commitment to 
provide a K-12 education to every child — the depth of the systemic racism undermining true educational 
equity in our K-12 school systems; and the rising tide of racist, anti-LGBTQ, anti-immigrant, and White 
Christian nationalist sentiment being expressed in the mainstream of U.S. society. The students whose lives 
are illuminated in these reports bear the brunt of both of these challenges. Their resilience calls on each of 
us to join the fight. 

090) 

Eliza Byard, Ph.D. 
Executive Director 
GLSEN 
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Since time immemorial, Native American, American Indian and Alaska Native peoples have overcome 
barriers for the betterment of their people and future generations. Our ancestors have shown us that we are 
a warrior people and have taught us that no matter the battles or systems that impact us: we fight; we must 
keep moving forward. Though our battles today are different, we still fight for a better future. This report is a 
reminder of the resiliency of our native youth in modern school systems. 

Despite the impacts of colonization, attempts at erasure of cultural identity, the devastating effects of inter-
generational trauma from boarding schools, lack of culturally competent curriculum, visibility, and the lack 
of support for Native American, American Indian and Alaska Native students, we will continue to persevere, 
as our ancestors did. At the Center for Native American Youth, we have seen youth create the change they 
desire to see within the systems that impact us all; writing policies and recommendations for their states and 
schools; creating their own culture club with their peers; inviting elders into history classes; and more. 

I ask that you join Center for Native American Youth and GLSEN to commit to our LGBTQ+ native youth 
relatives. Let us use this report as a guide to drive positive change in fixing the systemic issues impacting 
native youth. Let us leverage this data to ask for targeted investments aimed at supporting the most 
vulnerable youth in our communities. Join us to be part of the creation of inclusive, visible, culturally 
competent spaces where all youth can thrive and be fearless. We are grateful to our partners at GLSEN, who 
for the past three decades, have fought tirelessly for the rights of all LGBTQ youth. The time to act is now. 
Our ancestors and future generations are depending on us. 

Respectfully, 

(b)(6) 

Nikki Pitre 
Coeur d'Alene Tribe 
Acting Executive Director, Center for Native American Youth at the Aspen Institute 

NATIVE AMERICAN, AMERICAN INDIAN, AND ALASKA NATIVE LGBTQ YOUTH IN U.S. SCHOOLS 



Acknowledgements 

The authors first wish to thank the students who participated in our 2017 National School Climate Survey, 
the data source for this report. We also wish to acknowledge the LGBTQ Students of Color Research Project 
Advisory Committee for their invaluable feedback throughout the process of this report. We offer particular 
thanks to the Native report subcommittee: Erik Stegman, Mattee Jim, and Amber Ebarb. We also thank our 
Research Assistant Alicia Menard-Livingston for their assistance in helping with the creation of this report. 
We are indebted to former GLSEN Director of Research, Emily Greytak, for her guidance and support from 
the study's inception. Finally, much gratitude goes to Eliza Byard, GLSEN's Executive Director, for her 
comments and her deep commitment to GLSEN Research. 

xi 





Executive 
Summary 





Introduction 

Existing research has illustrated that Native American, American Indian, and Alaska Native youth (referred 
to, henceforth, as Native and Indigenous youth in this report) as well as lesbian, gay, bisexual, transgender, 
and queer (LGBTQ) youth often face unique challenges at school related to their marginalized identities. 
A long history of violence and cultural erasure targeting indigenous communities has contributed to Native 
and Indigenous youths' experiences of discrimination and harassment at school from both peers and 
school personnel. These experiences may contribute to disparities in high school completion as well as 
troubling rates of substance use and suicide among Native and Indigenous youth. Similarly, LGBTQ youth 
often face unique challenges related to their sexual orientation, gender identity, and gender expression. 
LGBTQ youth often report experiencing victimization and discrimination, and have limited access to in-
school resources that may improve school climate. Although there has been a growing body of research 
on the experiences of Native and Indigenous youth and LGBTQ youth in schools, very few studies have 
examined the intersections of these identities — the experiences of Native and Indigenous LGBTQ students. 
Existing findings show that schools nationwide are hostile environments for LGBTQ youth of color, where 
they experience victimization and discrimination based on race, sexual orientation, gender identity, or all of 
these identities. This report is one of a series of reports that focus on LGBTQ students of different racial/ 
ethnic identities, including Asian American and Pacific Islander, Black, and Latinx LGBTQ youth. 

In this report, we examine the experiences of Native and Indigenous LGBTQ students with regard to 
indicators of negative school climate and their impact on academic achievement, educational aspirations, 
and psychological well-being: 

• Feeling unsafe in school because of personal characteristics, such as sexual orientation, gender 
expression and race/ethnicity, and missing school because of safety reasons; 

• Hearing biased remarks, including homophobic and racist remarks, in school; 

• Experiencing victimization in school; and 

• Experiencing school disciplinary practices at school. 

In addition, we examine whether Native and Indigenous LGBTQ students report these experiences to 
school officials or their families, and how these adults addressed the problem. 

We also examine the degree to which Native and Indigenous LGBTQ students have access to supportive 
resources in school, and explore the possible benefits of these resources: 

• GSAs (Gay-Straight Alliances or Gender and Sexuality Alliances) or similar clubs; 

• Ethnic/cultural clubs; 

• Supportive school staff; and 

• Curricular resources that are inclusive of LGBTQ-related topics. 

Methods 

Data for this report came from GLSEN's 2017 National School Climate Survey (NSCS). The full sample 
for the 2017 NSCS was 23,001 LGBTQ middle and high school students between 13 and 21 years old. 
In the NSCS, when asked about their race and ethnicity, participants had the option to choose "Native 
American, American Indian, or Alaska Native" among other racial/ethnic categories. The sample for this 
report consists of any LGBTQ student in the national sample who identified as Native American, American 
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Indian, or Alaska Native, including those who identified only as Native and those who identified as Native 
and another racial/ethnic identity. 

The final sample for this report was a total of 1,350 Native and Indigenous LGBTQ students. Students 
were from all 50 states and the District of Columbia as well as Puerto Rico and Guam. About one-fifth 
(39.0%) identified as gay or lesbian, just under half (46.2%) were cisgender, and 89.0% identified with 
one or more racial/ethnic identities in addition to Native. The majority of students attended high school 
and public schools. 

Key Findings 

Part One: Safety and Victimization at School 

School Safety 

• Nearly two-thirds of Native and Indigenous LGBTQ students (65.0%) felt unsafe at school because of 
their sexual orientation, 51.0% because of their gender expression, and 19.7% because of their race 
or ethnicity. 

• Over two-fifths of Native and Indigenous LGBTQ students (43.6%) reported missing at least one day 
of school in the last month because they felt unsafe or uncomfortable, and over one-tenth (14.0%) 
missed four or more days in the past month. 

Biased Remarks at School 

• 98.3% of Native and Indigenous LGBTQ students heard "gay" used in a negative way; about three-
fourths (74.4%) heard this type of language often or frequently. 

• 96.3% of Native and Indigenous LGBTQ students heard other homophobic remarks; over two-thirds 
(67.5%) heard this type of language often or frequently. 

• The vast majority of Native and Indigenous LGBTQ students heard negative remarks about gender 
expression. 

- 93.2% of Native and Indigenous LGBTQ students heard remarks about not acting "masculine" 
enough; the majority (61.6%) heard these remarks often or frequently. 

- 89.7% of Native and Indigenous LGBTQ students heard remarks about not acting "feminine" 
enough; just under half (47.8%) heard these remarks often or frequently. 

• 93.2% of Native and Indigenous LGBTQ students heard racist remarks; 62.5% heard these remarks 
often or frequently. 

• 89.5% of Native and Indigenous LGBTQ students heard negative remarks about transgender people; 
just over half (51.7%) heard them often or frequently. 

Harassment and Assault at School 

• Many Native and Indigenous LGBTQ students experienced harassment or assault at school based on 
personal characteristics, including sexual orientation (78.4%), gender expression (70.4%), and race/ 
ethnicity (46.1%). 

• Native and Indigenous LGBTQ students who experienced higher levels of victimization based on sexual 
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orientation at school: 

- were about twice as likely to skip school because they felt unsafe (66.4% vs. 33.1%); 

- experienced lower levels of school belonging; and 

- had greater levels of depression. 

• Native and Indigenous LGBTQ students who experienced higher levels of victimization based on race/ 
ethnicity at school: 

- were more likely to skip school because they felt unsafe (54.5% vs. 34.3%); 

- experienced lower levels of school belonging; and 

- had greater levels of depression. 

• LGBTQ students who identified only as Native experienced greater levels of race-based victimization 
than biracial Native and White LGBTQ students, and other multiracial Native LGBTQ students 
experienced the greatest levels of race-based victimization. 

• Transgender and gender nonconforming (trans/GNC) Native and Indigenous students experienced 
greater levels of victimization based on sexual orientation and gender expression than LGBQ cisgender 
Native and Indigenous students. 

• Around two-fifths of Native and Indigenous LGBTQ students (41.2%) experienced harassment or 
assault at school due to both their sexual orientation and their race/ethnicity. Compared to those 
who experienced one form of victimization or neither, Native and Indigenous LGBTQ students who 
experienced both forms of victimization: 

- experienced the lowest levels of school belonging; 

- had the greatest levels of depression; and 

- were the most likely to skip school because they felt unsafe. 

Reporting School-based Harassment and Assault, and Intervention 

• A majority of Native and Indigenous LGBTQ students (51.2%) who experienced harassment or assault 
in the past year never reported victimization to staff, most commonly because they did not think that 
staff would do anything about it (73.9%). 

• Only a quarter (24.4%) reported that staff responded effectively when students reported victimization. 

• About half of Native and Indigenous LGBTQ students (49.3%) had told a family member about the 
victimization they faced at school. 

• Among Native and Indigenous LGBTQ students who reported victimization experiences to a family 
member, just over half (55.0%) reported that a family member talked to their teacher, principal or 
other school staff. 
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Part Two: School Practices 

Experiences with School Discipline 

• Nearly half of Native and Indigenous LGBTQ students (48.5%) experienced some form of school 
discipline, such as detention, out-of-school suspension, or expulsion. 

• Negative school experiences were related to experiences of school discipline for Native and Indigenous 
LGBTQ students. Those who experienced school discipline: 

experienced higher rates of victimization based on sexual orientation, gender expression, and race/ 
ethnicity; 

were more likely to skip school because they felt unsafe; and 

were more likely to experience anti-LGBTQ discriminatory school policies or practices. 

• Experiences with school discipline may also negatively impact educational outcomes for Native and 
Indigenous LGBTQ students. Those who experienced school discipline: 

- were less likely to plan on pursuing post-secondary education; and 

- had lower grade point averages (GPAs). 

School-Based Supports and Resources for Native and Indigenous LGBTQ Students 

GSAs 

Availability and Participation 

• Less than half of Native and Indigenous LGBTQ students (46.5%) reported having a GSA at their 
school. 

• Native and Indigenous LGBTQ students who attended rural schools and/or schools in the South were 
less likely to have access to a GSA. 

• The majority of those with a GSA participated in the club (67.4%), and one-fifth (21.2%) participated 
as an officer or a leader. 

Utility 

• Compared to those without a GSA, Native and Indigenous LGBTQ students with a GSA: 

- were less likely to miss school due to safety concerns (39.3% vs. 47.6%); 

- were less likely to feel unsafe because of their sexual orientation (56.6% vs. 72.5%); and 

- felt greater belonging to their school community. 

• Native and Indigenous LGBTQ students who participated in their GSA as a leader felt more 
comfortable bringing up LGBTQ issues in class and were more likely to participate in community 
activism. 
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Ethnic/Cultural Clubs 

Availability and Participation 

• Over two-thirds of Native and Indigenous LGBTQ students (68.5%) reported that their school had an 
ethnic or cultural club at their school. 

• Native and Indigenous LGBTQ students who attended rural schools were less likely to have an ethnic/ 
cultural club, and those who attended schools where the student body was predominantly youth of 
color were more likely to have an ethnic/cultural club. 

• Among Native and Indigenous LGBTQ students with an ethnic/cultural club at school, 8.5% attended 
meetings and 1.9% participated as an officer or leader 

Utility 

• Among Native and Indigenous LGBTQ students with an ethnic/cultural club, those who participated 
had a greater sense of school belonging and were more likely to engage in activism. 

Supportive School Personnel 

Availability 

• The vast majority of Native and Indigenous LGBTQ students (96.5%) could identify at least one 
supportive staff member at school, but only 31.7% could identify many supportive staff (11 or more). 

• Only one-third of Native and Indigenous LGBTQ students (33.6%) reported having somewhat or very 
supportive school administration. 

Utility 

• Native and Indigenous LGBTQ students who had more staff who were supportive of LGBTQ students: 

were less likely to miss school due to safety concerns; 

were less likely to feel unsafe because of their sexual orientation, gender expression, and race/ 
ethnicity; 

had higher levels of self-esteem and lower levels of depression; 

had greater feelings of connectedness to their school community; 

had slightly higher GPAs; and 

had greater educational aspirations. 

Inclusive Curriculum 

We also examined the inclusion of LGBTQ topics in school curriculum, although we did not examine 
other important forms of curricular inclusion, such as positive representations of people of color and their 
histories and communities. Nevertheless, we found that only 16.3% of Native and Indigenous LGBTQ 
students were taught positive representations of LGBTQ people, history, or events. Further, we found that 
Native and Indigenous LGBTQ students who had some positive LGBTQ inclusion in the curriculum at 
school were: 
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• less likely to feel unsafe because of their sexual orientation (18.8% vs. 35.0%) and gender expression 
(22.7% vs. 34.8%); and 

• felt more connected to their school community. 

Conclusions and Recommendations 

It is clear that addressing the concerns of Native and Indigenous LGBTQ students requires an 
intersectional approach that takes into account all the aspects of their experiences of oppression to combat 
racism, homophobia, and transphobia. Results from this report show that Native and Indigenous LGBTQ 
students have unique school experiences, at the intersection of their various identities, including race, 
gender, and sexual orientation. The findings also demonstrate the ways that school supports and resources, 
such as GSAs, ethnic/cultural clubs, and supportive school personnel can positively affect Native and 
Indigenous LGBTQ students' school experiences. Based on these findings, we recommend that school 
leaders, education policymakers, and other individuals who want to provide safe learning environments for 
Native and Indigenous LGBTQ students to: 

• Support student clubs, such as ethnic/cultural clubs that serve Native and Indigenous student 
populations and GSAs. Organizations that work with GSAs and ethnic/cultural clubs should also 
come together to address Native and Indigenous LGBTQ students' needs related to their multiple 
marginalized identities, including sexual orientation, gender, and race/ethnicity. 

• Provide professional development for school staff that addresses the intersections of identities and 
experiences of Native and Indigenous LGBTQ students. 

• Increase student access to curricular resources that include diverse and positive representations of 
Native and Indigenous and LGBTQ people, history, and events. 

• Establish school policies and guidelines for how staff should respond to anti-LGBTQ and racist 
behavior, and develop clear and confidential pathways for students to report victimization that they 
experience. Local, state, and federal education agencies should also hold schools accountable for 
establishing and implementing these practices and procedures. 

• Work to address the inequities in funding at the local, state, and national level to increase access to 
institutional supports and education in general, and to provide more professional development for 
educators and school counselors. 

Taken together, such measures can move us toward a future in which all Native and Indigenous LGBTQ 
youth have the opportunity to learn and succeed in supportive school environments that are free from bias, 
harassment, and discrimination. 
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Since Europeans arrived in the Americas, settler 
colonialism has generated many of the injustices 
experienced by Native American, American 
Indian, and Alaska Native people (referred to, 
henceforth, as Native and Indigenous people 
throughout this report)) Settler colonialism can 
be broadly defined as the ongoing process of 
forcibly removing a population in order to make 
way for new permanent residents, or settlers.2 
Today, as a means of resisting this colonialism 
and reclaiming cultural heritage, many Native 
and Indigenous activists refer to North America 
as Turtle Island.3  Yet, the erasure and genocide 
of people and nations indigenous to this land 
continues to impact Native and Indigenous people 
through continued occupation of their territories 
as well as contemporary campaigns of violence 
against tribal communities.4  Within the realm of 
education specifically, there is a long legacy of the 
U.S. government forcibly relocating Native and 
Indigenous youth from tribal lands to boarding 
schools, where violence and intimidation were 
once used to assimilate students into dominant 
colonial culture and eradicate indigenous cultural 
practices.' Although the last of these boarding 
schools closed in the late twentieth century, 
intergenerational trauma from these institutions 
persists,' and this trauma may be exacerbated 
by racism and discrimination that Native and 
Indigenous youth continue to face in schools, 
from both peers and staff.' These biases have 
contributed to academic achievement gaps 
and disproportionately low rates of high school 
completion, as well as poor mental health 
outcomes and troubling rates of substance use and 
suicide among Native and Indigenous youth.8 

In the wake of the cultural erasure that Native and 
Indigenous individuals across the country have 
experienced, the implications of claiming a Native 
identity have become fraught with complications. 
Historically, the U.S. government defined Native 
identity through restrictive ancestry requirements, 
and membership criteria for different tribal nations 
vary considerably.9  Prior research has found 
that, today, Native and Indigenous individuals 
are more likely than other racial/ethnic groups 
to racially self-identify differently across Census 
years)° Native and Indigenous individuals also 
make up the largest share of multiracial adults in 
the U.S., although many do not report having a 
strong connection to their Native background.11 
Thus, Native and Indigenous individuals with 
multiple racial/ethnic identities may be especially 

likely to operate primarily as their non-Native 
identity. These factors suggest that among the 
U.S. population of individuals who identify as 
Native, including Native and Indigenous students, 
experiences of race and racism likely vary in 
meaningful ways. 

Lesbian, gay, bisexual, transgender, and queer 
(LGBTQ) youth also face unique challenges at 
school, often related to their sexual orientation, 
gender identity, and gender expression. GLSEN's 
2017 National School Climate Survey found 
that schools are often unsafe places for LGBTQ 
students, where many face hostile school 
experiences that often target their sexual 
orientation, gender identity and/or how they 
express their gender.12  These experiences include 
high levels of verbal and physical harassment 
and assault, discriminatory school policies and 
practices, sexual harassment, and social exclusion 
and isolation. Further, many LGBTQ students do 
not have access to in-school resources that could 
improve school climate and student experiences, 
such as Gender and Sexuality Alliances (GSAs), 
supportive educators, and supportive and inclusive 
school policies. 

Despite a growing body of research examining 
Native and Indigenous youth's school experiences 
and LGBTQ youth's school experiences separately, 
very little research has examined the school 
experiences of Native and Indigenous LGBTQ 
youth. Prior findings show that schools nationwide 
are hostile environments for LGBTQ youth of 
color broadly, where they experience victimization 
and discrimination based on their race/ethnicity 
and/or their LGBTQ identity)3  Studies that have 
specifically examined the school experiences of 
Native and Indigenous LGBTQ youth demonstrate 
prevalent rates of both anti-LGBTQ and racist 
harassment, and their associations with poor 
psychological wellbeing.14  This report builds on 
these findings and explores more deeply the school 
experiences of Native and Indigenous LGBTQ 
students. 

This report is one of a series of reports on 
LGBTQ students of color, including Black, Asian 
American and Pacific Islander (AAPI), and 
Latinx LGBTQ youth. Given that the majority 
of research on this population has examined 
Native and Indigenous youth and LGBTQ youth 
separately, we have approached this report with 
an intersectional framework)5  Where possible, we 

3 
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examine Native and Indigenous LGBTQ students' 
multiple intersecting marginalized identities (e.g., 
race, gender, sexual orientation) in relation to 
multiple interlocking systems of oppression (e.g., 
racism, transphobia, homophobia). For instance, 
the homophobic bias that a Native LGBTQ 
student may experience at school is tied to their 
experiences of racism as a Native individual. Our 
focal point is on the school experiences of Native 
and Indigenous LGBTQ youth, with attention to 
examining differences in identities within Native 
and I ndigenous LGBTQ youth. This report will not 
compare Native and I ndigenous LGBTQ youth to 
other racial/ethnic LGBTQ groups. 

I n this report, we examine the experiences of 
Native and Indigenous LGBTQ students with 
regard to indicators of negative school climate, 
as well as supports and resources. In Part One: 

Safety and Victimization at School, we begin 
with examining Native and Indigenous LGBTQ 
students' feelings of safety at school due to their 
personal characteristics (race/ethnicity, sexual 
orientation, and gender identity/expression), 
experiences of racist and anti-LGBTQ victimization 
from peers, as well as reporting racist and 
anti-LGBTQ victimization to school staff, staff 
responses to these reports, and family reporting 
and intervention. In Part Two: School Practices, we 
shift to Native and I ndigenous LGBTQ students' 
experiences with school staff and practices, 
including experiences of school disciplinary action 
and its relation to anti-LGBTQ discriminatory 
school policies and practices, as well as school 
resources and supports for Native and Indigenous 
LGBTQ students, and club participation and 
leadership. 
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Methods 

Data for this report came from GLSEN's 2017 
National School Climate Survey (NSCS), a 
biennial survey of U.S. secondary school students 
who identify as LGBTQ. Participants completed 
an online survey about their experiences in 
school during the 2016-2017 school year, 
including hearing biased remarks, feelings of 
safety, experiencing harassment and assault, 
feeling comfortable at school, and experiencing 
anti-LGBTQ discriminatory school policies and 
practices. They were also asked about their 
academic achievement, attitudes about school, 
school involvement, and the availability and impact 
of supportive school resources. Eligibility for 
participation in the survey included being at least 
13 years of age, attending a K-12 school in the 
United States during the 2016-2017 school year, 
and identifying as lesbian, gay, bisexual, queer, or 
a sexual orientation other than heterosexual (e.g., 
pansexual, questioning) or being transgender or 
as having a gender identity that is not cisgender 
(e.g., genderqueer, nonbinary). For more details 
regarding the research methods of GLSEN's 2017 
National School Climate Survey, you may view the 
full report at glsen.org/NSCS. 

The sample for the 2017 National School Climate 
Survey was 23,001 LGBTQ middle and high school 
students between 13 and 21 years old. In the 
survey, participants were asked how they identified 
their race or ethnicity. They were given several 
options, including "Native American, American 
Indian, or Alaska Native" and could check all 
that apply. The sample for this report consisted 
of any LGBTQ student in the national sample who 
identified as Native, including those who only 
identified as Native as well as those who identified 
as Native and one or more additional racial/ethnic 
identities.i6  The final sample for this report was a 
total of 1,350 Native LGBTQ students. 

It is important to note that the notion of race for 
Native and Indigenous individuals in the U.S. 
is complex. As discussed in the Introduction, 
multiracial Native individuals may often not be 
perceived as Native American by others, and also 
may not personally identify as strongly with their 
Native racial/ethnic identity as they do with their 
non-Native identity or identities. As a result, many 

biracial Native and White students may primarily 
operate as White students, whereas other Native 
multiracial students, as well as those who identify 
only as Native, may be more likely to identify as 
and be perceived as students of color.17  Thus, in 
many of the analyses throughout this report, we 
take into account the differences between students 
who identify only as Native, those who identify 
only as Native and White, and other multiracial 
Native students (i.e., those who identify as Native 
and another non-White racial/ethnic identity 
or identities). We also explore how the school 
experiences of these three groups of students 
differ, where appropriate. 

Sample Description 

As seen in Table S.1, about two-fifths of Native 
and Indigenous LGBTQ students in the sample 
(39.0%) identified as gay or lesbian, with just 
over a quarter (27.0%) identifying as bisexual 
and 24.9% identifying as pansexual. Nearly half 
(46.2%) identified as cisgender, 28.8% identified 
as transgender, and the remainder identified with 
another gender identity or were unsure of their 
gender identity. A small number of respondents 
(0.2%) identified as two-spirit, an umbrella term 
that is commonly used to encompass the many 
gender expansive traditions of indigenous cultures, 
and which may refer to an individual's sexual 
orientation and/or gender identity.'8  The vast 
majority of Native and Indigenous LGBTQ students 
in this report (89.0%) identified with one or more 
racial/ethnic identities in addition to Native, as 
described in Table S.1. For example, about three-
quarters of respondents (73.9%) identified as 
Native and White. Nearly all respondents were 
born in the U.S. (97.1%) and nearly all learned 
English as their first language, or as one of their 
first languages (97.6%). Additionally, just over half 
(52.7%) identified with no religion. 

Students attended schools in all 50 states as 
well as the District of Columbia, Puerto Rico, 
and Guam. As seen in Table S.2, the majority of 
students attended high school (64.5%), the vast 
majority attended public school (90.2%), and 
59.4% attended majority-White schools. 

7 

https://color.17
https://identities.i6
https://glsen.org/NSCS


  

 

    

 

                         

 

                               

Table S.1. Demographic Characteristics of Survey Participants 

Sexual Orientation19 (n = 1340) Gender26 (n = 1304) 

Gay or Lesbian 39.0% Cisgender 46.2% 

Bisexual 27.0% Female 29.8% 

Pansexual 2° 24.9% Male 12.5% 

Queer 3.1% Unspecified 3.9% 

Asexual2 ' 2.4% Transgender 28.8% 

Another Sexual Orientation 1.3% Female 1.5% 
(e.g., fluid, heterosexual) Male 19.6% 

Questioning or Unsure 

Race and Ethnicity22  (n = 1350) 

Native Only 

2.3% 

11.0% 

Nonbinary 
(i.e., not identifying as 
male or female, or identifying 
as both male and female 

5.6% 

Multiple Racial/Ethnic Identities 89.0% Unspecified 2.1% 

White 73.9% Genderqueer 10.2% 

Hispanic or Latinx23 

African American or Black 

Asian, South Asian, or 
Pacific Islander 

Middle Eastern or Arab American 

24.4% 

19.9% 

8.5% 

3.9% 

Another Nonbinary Identity 
(e.g., agender, genderfluid) 

Questioning or Unsure 

Average Age (n = 1350) = 15.5 years 

5.4% 

2.1% 

Immigration Status (n = 1350) 

U.S. Citizen 

Born in the U.S. or a U.S. territory 

Born in another country24 

U.S. Non-citizen 

Documented 

Undocumented 

98.3% 

97.1% 

1.6% 

0.1% 

0.1% 

0.0% 

Religious Affiliation (n = 1340) 

Christian (non-denominational) 

Catholic 

Protestant 

Jewish 

Buddhist 

Muslim 

Another Religion (e.g., Unitarian 

17.1% 

5.7% 

1.3% 

1.8% 

3.1% 

0.5% 

17.8% 

English Learned as First Language 
(n = 1334) 

Grade in School (n = 1324) 

97.6% Universalist, Wiccan) 

No Religion, Atheist, or Agnostic 
(and not affiliated with a religion 
listed above) 

52.7% 

6th 

7th 

8th 

1.0% 

6.8% 

16.8% 

Receive Educational 

Accommodations26 (n = 1341) 

25.4% 

9th 21.4% 

10th 23.3% 

11th 19.9% 

12th 10.7% 
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Table S.2. Characteristics of Survey Participants' Schools 

Grade Level (n = 1349) School Type (n = 1319) 

K through 12 School 9.6% Public School 90.2% 

Lower School (elementary and 1.5% Charter 4.2% 
middle grades) Magnet 8.2% 

Middle School 15.5% Religious-Affiliated School 3.1% 
Upper School (middle and 

high grades) 
9.0% Other Independent or Private School 6.5% 

High School 64.5% Single-Sex School (n = 1348) 1.0% 

Region27 (n = 1347) School Locale (n = 1333) 

Northeast 12.9% Urban 29.6% 

South 37.1% Suburban 34.6% 

Midwest 20.0% Rural or Small Town 35.9% 

West 29.8% 

U.S. Territories 0.2% 

School Racial Composition (n = 1191) 

Majority Native 2.2% 

Majority White 59.4% 

Majority Other Race 25.4% 

No Racial Majority 13.0% 
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Part One: Safety 
and Victimization 
at School 





   

   

For Native and Indigenous LGBTQ youth, school 
can be an unsafe place. Our previous research 
indicates that the majority of LGBTQ students in 
general regularly hear biased language at school, 
that most experience some form of identity-based 
harassment or assault, and that these experiences 
can negatively impact students' academic 
outcomes, as well as their psychological well-
being.28  Thus, we explored the reasons Native and 
Indigenous LGBTQ students feel unsafe at school, 
the types of biased language they hear, and both 
the extent and effects of in-school harassment and 
assault. Because school staff have a responsibility 
to intervene on such incidents of bias, we also 
examined Native and Indigenous LGBTQ students' 
rates of reporting their victimization to staff, and 
how school staff responded. 

Safety 

We asked students if they ever felt unsafe at school 
due to a personal characteristic. As shown in 
Figure 1.1, the most common reason that Native 
and Indigenous LGBTQ students felt unsafe was 
due to their actual or perceived sexual orientation 
(65.0%), followed by their body size or weight 
(51.1%) and the way they express their gender, or 
how traditionally "masculine" or "feminine" they 
were in appearance or behavior (51.0%).29  Nearly 
a fifth of Native and Indigenous students (19.7%) 
also felt unsafe due to their race or ethnicity. 
Feelings of safety regarding race or ethnicity 
differed significantly for multiracial students: 
LGBTQ students who identified as Native and 
White were least likely to feel unsafe about their 

Figure 1.1 Native and Indigenous LGBTQ Students Who Felt Unsafe at School 
Because of Actual or Perceived Personal Characteristics 

Sexual Orientation 65.0% 

Body Size/Weight 51.1% 

Gender Expression 51.0% 

Gender 42.2% 

Academic Ability 30.8% 

Family Income 25.9% 

19.7% Race or Ethnicity 

Disability 17.0% "Do you feel unsafe at school because of..." 

Religion 16.8% 

English Proficiency 2.5% 

Citizenship Status I 2.2% 

Other (e.g. political views, 
13.6% 

past victimization) 

0% 10% 20% 30% 40% 50% 60% 70% 
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race/ethnicity, followed by those who identified and negative remarks about transgender people 
only as Native, and other Native multiracial (such as "tranny" or "he/she"). We also asked 
students were most likely to feel unsafe regarding students how often they heard racist language 
their race/ethnicity (5.9% vs. 18.9% vs. 34.4%, from other students at school. As shown in Figure 
respectively).30  It is possible that biracial Native 1.2, the most common form of biased language 
and White students, and perhaps Native-only was "gay" used in a negative way, followed by 
students to a lesser degree, may be less likely to other homophobic remarks. Nearly three-quarters 
be perceived as students of color, as previously of Native and Indigenous LGBTQ students heard 
discussed. Thus, these students may be less likely "gay" used in a negative way often or frequently 
to feel that their race/ethnicity puts them at risk for (74.4%), and just over two-thirds heard other 
personal experiences of bias. homophobic remarks often or frequently (67.5%). 

The next most common forms of biased remarks 
For some, feeling unsafe at school may result in heard by Native and Indigenous LGBTQ students 
avoiding school altogether. When asked about were racist remarks and comments about not 
absenteeism, over two-fifths of Native and acting "masculine" enough (see also Figure 1.2).32 
Indigenous LGBTQ students (43.6%) reported 
missing at least one day of school in the last month 

Victimizationbecause they felt unsafe or uncomfortable, and 
over one-tenth (14.0%) missed four or more days 
in the last month. The frequency of missing school In addition to hearing biased language in 
for safety reasons did not differ across multiracial hallways or classrooms, many students 
groups.31 experience victimization at school, including 

verbal harassment (e.g., being called names or 
threatened), physical harassment (e.g., being

Biased Remarks shoved or pushed), and physical assault (e.g., 
being punched, kicked, or injured with a weapon). 

Native and Indigenous LGBTQ students may feel LGBTQ students who experience harassment 
unsafe at school, in part, because of homophobic, or assault may feel excluded and disconnected 
racist, or other types of biased language that they from their school community, and may respond 
hear from their peers in classrooms or hallways. We by avoiding school. This victimization may also 
asked students how often they heard anti-LGBTQ have a negative impact on students' psychological 
language from other students, including: the word well-being and academic success.33  Therefore, 
"gay" being used in a negative way (such as "that's we examined how often Native and Indigenous 
so gay" being used to call something "stupid" or LGBTQ students experienced victimization in the 
"worthless"), other homophobic remarks (such as past year based on their actual or perceived sexual 
"faggot" and "dyke"), comments about students orientation, the way they express their gender, 
not acting "masculine" enough, comments and their actual or perceived race/ethnicity. We 
about students not acting "feminine" enough, also examined whether victimization based on 

Figure 1.2 Frequency of Hearing Anti-LGBTQ and Racist Remarks in School 

"That's So Gay" 1.7% 7.0% 24.5% 49.9%    

Other Homophobic Remarks (e.g., "fag" or "dyke') 3.7 A 11.1% 23.7% 43.8% 

Racist Remarks 6.8% 12.7% 19.4% 43.1% 

Remarks about Students not Acting "Masculine" Enough 6 9.9% 25.9% 35.7% 

Remarks about Transgender People (e.g., "tranny," "he/she") 10.5% 14.6% 23.2% 21.1% 30.6% 

Remarks about Students not Acting "Feminine" Enough 1 c '1`- 20.3% 21.6% 20.4% 27.4% 
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sexual orientation or based on race/ethnicity was 
associated with academic outcomes as well as 
key indicators of student well-being, including: 
educational aspirations, school belonging, 
depression, and skipping school due to feeling 
unsafe. 

Extent and effects of harassment and assault 
due to personal characteristics. As shown in 
Figure 1.3, many Native and Indigenous LGBTQ 
students experienced harassment or assault due 
to their race/ethnicity, sexual orientation and 
gender expression. Victimization based on their 
sexual orientation was most common, followed by 
victimization because of gender expression (see 
also Figure 

Figure 1.3 Percentage of Native and Indigenous LGBTQ Students 
Who Experienced Victimization Based on Personal Characteristics 

78.4%80% -
70.4% 

60% -

46.1% 

40% -

20% -

0% 
Sexual Orientation Gender Expression Race or Ethnicity 

We examined whether victimization at school 
due to sexual orientation and victimization due 
to race/ethnicity were associated with Native 
and Indigenous LGBTQ students' psychological 
well-being and educational outcomes. We found 
that experiencing victimization based on sexual 
orientation was related to skipping school due to 
feeling unsafe, lower levels of school belonging, 
and greater levels of depression.35  For example, 
as seen in Figure 1.4, students were twice as 
likely to skip school because they felt unsafe if 
they experienced higher than average levels of 
victimization due to sexual orientation (66.4% 
vs. 33.1%). Similarly, we found that victimization 
based on race/ethnicity was related to skipping 
school due to feeling unsafe, lower levels of school 
belonging, and greater levels of depression (see 
Figure 1.5).36  Experiences of victimization based 
on sexual orientation and based on race/ethnicity 
were not related to educational aspirations.37 
Given the disparities in high school completion 
experienced by Native and Indigenous students 
in general, further research is warranted exploring 
how a hostile school climate may impact Native 
LGBTQ students' educational outcomes. 

Differences in victimization by multiracial/ 
multiethnic status. As previously discussed in 
the introduction, experiences regarding race 
and racism may vary among Native-identifying 
individuals depending on whether they have 
additional racial/ethnic identities. Further, because 
multiracial students do not belong to any single 
racial/ethnic group, they may face greater levels 

Figure 1.4 Victimization Based on Sexual Orientation and Student Well-Being and 
Academic Outcomes for Native and Indigenous LGBTQ Students 

99.2% 97.4%
100% -

80% -
69.5%

66.4% 
58.9% 

60% -

43.4% 

40% - 33.1% 

24.9% 

20% -

0% 
Planning to Graduate Missed School in the School Belonging Depression 

High School Past Month (Above Average Levels) (Above Average Levels) 

Lower than Average Levels of Victimization •Higher than Average Levels of Victimization• 
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of social exclusion which could result in increased 
risks for peer victimization in genera1.38  Thus, we 
examined whether experiences with victimization 
were related to Native students' multiracial identity 
(Native only vs. Native and White vs. other Native 
multiracial). We found that Native and White 
LGBTQ students were the least likely to experience 
victimization based on race/ethnicity, followed by 
Native-only students, with other multiracial Native 
students experiencing the greatest levels of race-
based victimization (see Figure 

With regard to anti-LGBTQ victimization, we 
found that students who identified only as 
Native experienced somewhat greater levels of 
victimization based on sexual orientation than 
other multiracial Native students (see also Figure 
1.6), but did not observe any differences regarding 

victimization based on gender expression.4° 
It remains unclear why Native-only students 
experienced greater levels of victimization based 
on sexual orientation. This difference remained 
significant even after accounting for other possible 
contributing factors, including degree of outness, 
LGBTQ identity, school location, and school racial 
majority. Given the smaller size of the Native and 
Indigenous population in the U.S., as well as the 
small number of Native and Indigenous LGBTQ 
students in majority-Native schools, Native-only 
LGBTQ students may have a smaller peer network 
at school, which may leave them more vulnerable 
to homophobic victimization. Further research is 
warranted regarding the relationships between 
multiracial identity and anti-LGBTQ harassment 
among Native and Indigenous LGBTQ students. 

Figure 1.5 Victimization Based on Race/Ethnicity and Well-Being and 
Academic Outcomes for Native and Indigenous LGBTQ Students 

98.6% 98.5%100% -

80% -

60.4% 
60% - 54.5% 53.2% 

42.3% 44.4% 
40% - 34.3% 

20% -

0% 
Planning to Graduate Missed School in the School Belonging Depression 

High School Past Month (Above Average Levels) (Above Average Levels) 

Lower than Average Levels of Victimization •Higher than Average Levels of Victimization• 

Figure 1.6 Differences in Level of Victimization by Multiple Racial/Ethnic Identities 
(Percentage of Native and Indigenous LGBTQ Students Experiencing 

Higher than Average Levels of Victimization) 

80% -

61.7% 
60% 

45.9% 
41.5% 40.3% 

40% 33.9% 31.2% 
28.5% 

20% 

0% 
Victimization Based on Victimization Based on Victimization Based on 

Sexual Orientation Gender Expression Race/Ethnicity 

I  Identify Only •Identify as Native •Identify as Native and One or More Other 
as Native and White Non-White Racial/Ethnic Identities 
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Differences in victimization by transgender status. gender expression than their cisgender LGBQ 
Previous research, from GLSEN, as well as other Native and Indigenous peers (see Figure 1.7). 
scholars, has demonstrated that transgender However, we did not find that trans/GNC students 
and other gender nonconforming (trans/GNC) experienced different levels of victimization based 
students experience greater levels of anti-LGBTQ on race/ethnicity (see also Figure 1.7).42 
victimization and harassment than cisgender 
LGBQ students.41  We found that this was similarly Experiencing multiple forms of victimization. Thus 
true for Native and Indigenous LGBTQ students. far in this section, we have discussed Native and 
Specifically, we found that trans/GNC Native and Indigenous LGBTQ students' in-school experiences 
Indigenous students experienced greater levels of victimization based on sexual orientation, gender 
of victimization based on sexual orientation and expression, and race/ethnicity independently. 

Figure 1.7 Differences in Level of Victimization by Trans/GNC Status 
(Percentage of Native LGBTQ Students Experiencing Higher than Average Levels of Victimization) 

60% -

47.4%45.9% 45.2% 

40% - 36.3% 

27.4% 

17.4%20% -

0% 
Victimization Based on Victimization Based on Victimization Based on 

Sexual Orientation Gender Expression Race/Ethnicity 

Cisgender LGBQ Native Students in  Trans/GNC Native Students• 

Figure 1.8 Native and Indigenous LGBTQ Student Well-Being and Multiple Forms of 
Victimization, Based on Sexual Orientation and Race/Ethnicity 

80% -
73.2% 

62.3% 
57.6%60% 56.3% 

49.2% 

43.1% 44.0% 44.3% 
40.2% 

40% -
32.8% 33.8% 

20% - 15.6% 

0% 
Missed School School Belonging Depression 

in the Past Month (Above Average Levels) (Above Average Levels) 

Neither Form of Victimization In Victimization Based on Sexual Orientation Only• 
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However, many Native and Indigenous LGBTQ 
students experience victimization that targets both 
their LGBTQ and their racial/ethnic identities. 
In fact, approximately two-fifths of Native and 
Indigenous LGBTQ students in our study (41.2%) 
experienced harassment or assault at school 
due to both their sexual orientation and their 
race/ethnicity." Previously in this section, we 
reported that both of these forms of victimization 
separately were related to skipping school due to 
feeling unsafe, lower levels of school belonging, 
and greater levels of depression. However, it is 
important to understand how these outcomes 
are associated with experiencing multiple forms 
of harassment. Therefore, we examined the 
combined effects of race-based and homophobic 
victimization on skipping school, school belonging, 
and depression. We found that students who 
experienced both homophobic and racist 
victimization were the most likely to skip school 
due to feeling unsafe," experienced the lowest 
levels of school belonging," and experienced 
the highest levels of depression," as compared 
to those who experienced only one form of 
victimization or neither (see Figure 1.8). 

In that Native and Indigenous LGBTQ students 
likely have a longer history with experiencing 
victimization based on their race/ethnicity than 
their LGBTQ identity, it is possible that these 
experiences of race-based victimization may equip 
Native and Indigenous LGBTQ students with skills 
to navigate other forms of victimization, such as 
anti-LGBTQ victimization, and provide a buffer 
against the psychological harms of these additional 
forms of victimization.47  Thus, we also examined 
how the experience of racist victimization might 
alter the effect of homophobic victimization on 
school outcomes and well-being. We found that for 
school belonging" and depression," the effects of 
homophobic victimization were more pronounced if 
students experienced lower levels of victimization 
based on race/ethnicity. For example, the harmful, 
negative effect of homophobic victimization 
on depression was strongest among Native and 
Indigenous LGBTQ students who experienced higher 
levels of homophobic victimization and lower levels 
of racist victimization. Thus, the findings suggest 
that Native and Indigenous LGBTQ students who 
have early and possibly ongoing experiences of racist 
victimization may be better equipped to respond 
to subsequent victimization, including harassment 
based on their sexual orientation.50  However, 
regarding missing school for safety reasons, we 

did not find this same interactive effect.51  More 
investigation is warranted to further understand the 
impacts of multiple forms of victimization. However, 
it remains clear that for all three outcomes that we 
investigated (missing school, school belonging, and 
level of depression) experiencing additional forms of 
victimization means experiencing additional harm, 
and Native and Indigenous LGBTQ students who 
experienced victimization targeting both their race/ 
ethnicity and sexual orientation experienced the 
poorest outcomes. 

Reporting School-Based Harassment and 

Assault 

GLSEN advocates for clear guidelines for school 
staff on anti-bullying and harassment incidents, 
and for staff to be trained in effectively responding 
to victimization incidents. We asked Native and 
Indigenous LGBTQ students who had experienced 
harassment or assault in the past school year how 
often they had reported the incidents to school 
staff, and found that the majority of students 
(51.2%) never reported victimization to staff (see 
Figure 1.9). Only 1 in 5 students (20.6%) reported 
victimization to staff "most of time" or "always." 
Of the students who had ever reported victimization 
to staff, only about a quarter (24.4%) reported 
that staff responded effectively to their reports of 
victimization. 

Native and Indigenous LGBTQ students who 
indicated that they had not always told school 
personnel about their experiences with harassment 
or assault were asked why they did not always do 
so. The most common reason for not reporting 
victimization to staff was that they did not think 

Figure 1.9 Frequency of Native and Indigenous LGBTQ 
Students Reporting Incidents of Harassment 

and Assault to School Staff (n=1074) 

Some of the Time 
28.2% 

Most of 
the Time 
12.0% 

Always 
8.6% 
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that staff would do anything about it (73.9%). We 
asked those who had reported incidents to school 
staff about staff responses to victimization. The 
most common staff responses to students' reports 
of harassment and assault were telling the student 
to ignore it (55.4%), followed by doing nothing/ 
taking no action (47.1%) and talking to the 
perpetrator/telling the perpetrator to stop (37.4%). 
It is important to note that two of the most 

common staff responses (telling the student to 
ignore it, doing nothing) were ineffective.52  These 
actions may exacerbate Native and Indigenous 
students' feelings of mistrust in educational 
institutions that have historically caused damage to 
Indigenous communities and further feelings that 
it is futile to report their victimization because staff 
will not address it. 
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Insight on Family Reporting and Intervention 

Family support has been shown to improve educational opportunities and academic success for 
marginalized groups, such as students with disabilities, and youth of color.53  However, little is known 
about factors that contribute to family support for Native and Indigenous LGBTQ students. In this section, 
we examined family intervention in response to the student's victimization at school, and conditions that 
promote family intervention for Native and Indigenous LGBTQ students. 

Reporting victimization to family. Given that family members may be able advocate on behalf of the 
student when incidents of victimization occur, we asked students in our survey if they reported harassment 
or assault to a family member. About half of Native and Indigenous LGBTQ students (49.3%) said that 
they had ever told a family member about the victimization they faced at school. LGBTQ students who 
face school victimization may be hesitant to tell family members if they are not out to them. We found that 
students who were out as LGBTQ to at least one family member were more likely to tell their families about 
the victimization they experienced at school (57.2% vs. 34.3% of those not out).54  We also examined 
whether students who experienced more severe levels of victimization were more likely to report their 
victimization experiences to their family, but did not observe a relationship.55 

Family intervention. Among Native and Indigenous LGBTQ students who reported victimization experiences 
to a family member, over half (55.0%) reported that a family member talked to their teacher, principal or 
other school staff about the harassment or assault they experienced (see Figure). 

Frequency of Intervention by Native and Indigenous
LGBTQ Students' Family Members (n=1074)

Some of the Time 
26.1% 

Most of the Time 
14.0% 

Always 
14.9% 

Never 
45.0% 

Certain factors may increase the likelihood that family members 
intervene on behalf of the student with the school. Family members 
of students with educational accommodations may be more likely 
to be involved in the student's general school life and, thus, more 
likely to intervene when that student is victimized at school. In 
fact, we found that Native and Indigenous LGBTQ students who 
received educational accommodations were more likely to have 
family members talk to staff about their victimization (70.0% vs. 
50.4%).56  

Family members may also be more likely to intervene when the 
student experiences more severe victimization. However, we did 
not find that the likelihood of family intervention with staff was 
related to level of victimization (based on sexual orientation, gender 
expression, or race/ethnicity).57  It may be that students talk to 
family members about the victimization they experience for other 
types of support outside school, and not necessarily for their family 
member to intervene at school on their behalf. It may also be that, rather than talk to parents or guardians, 
Native and Indigenous LGBTQ students could be more likely to talk about their victimization experiences 
with siblings or extended family, who could be less likely to intervene at school on the student's behalf. 

Conclusions. We found that about half of Native and Indigenous LGBTQ students who experienced school 
victimization reported it to their family members, and for the majority of those that did, family members 
subsequently intervened and talked to school staff. However, it is interesting to note that more severe 
levels of victimization did not lead to increased rates of reporting or intervention. This could be related to 
how Native and Indigenous LGBTQ students report their victimization to family, with whom in their family 
they choose to speak, or whether they choose to seek support from other community members. Further 
research is warranted to explore the help-seeking behaviors of Native and Indigenous LGBTQ youth, as well 
as how their families and communities respond to in-school victimization experiences. 

https://relationship.55
https://color.53


Conclusions 

The majority of Native and Indigenous LGBTQ 
students experienced anti-LGBTQ victimization and 
many experienced racist victimization at school. 
Our findings also revealed important differences 
in victimization experiences by multiracial identity 
and transgender status. With regard to multiracial 
identity, Native students who also identified with 
another non-White identity reported more racist 
victimization, perhaps because they are more 
likely than other Native peers to be perceived 
as students of color. However, students who 
only identified as Native or Indigenous reported 
more anti-LGBTQ victimization, which could be 
related to greater levels of social isolation due to a 
smaller peer group of other Native and Indigenous 
students. With regard to gender, trans/GNC Native 
and Indigenous students experienced similar 
levels of racist victimization as their cisgender 
LGBQ peers, but reported greater levels of anti-
LGBTQ victimization. This disparity in anti-LGBTQ 
victimization experiences supports prior findings 
among the general LGBTQ student population, 
which indicate that trans/GNC students generally 
face more hostile school climates with regard to 
their LGBTQ identity. 

For all Native and Indigenous LGBTQ students, 
both anti-LGBTQ and racist victimization may 
result in poorer student well-being and greater 
time out of school due to feeling unsafe. In fact, 
those who experienced both of these forms of 
victimization experienced the poorest outcomes. 
Thus, it is important that educators be particularly 
attentive to the needs of students who lie at the 
intersections of multiple forms of bias. 

Unfortunately, we also found that the majority 
of Native and Indigenous LGBTQ students who 
experienced victimization at school never reported 
these experiences to staff. Further, for those who 
had reported their victimization to staff, the most 
common staff responses included telling the 
student to ignore the incident or doing nothing. 
Similarly, many Native and Indigenous LGBTQ 
students had not reported their victimization 
experiences to family, particularly if they were 
not out to family. However, of those who had, 
most indicated that family members subsequently 
intervened at school on their behalf. It is 
interesting to note that more severe levels of 
victimization were not related to greater levels 
of reporting victimization to family or family 
intervention at school. Given the staff inaction 
in response to student victimization, as well as 
a historical mistrust of educational institutions 
among indigenous communities, some family 
and community members of victimized students 
may elect to offer support outside of school 
in ways that we did not capture in our survey. 
However, it remains critical that schools develop 
and implement clear and confidential pathways 
for students to report incidents of bias that they 
experience to staff, and that educators and other 
school staff receive training to understand how to 
intervene effectively on both anti-LGBTQ and racist 
victimization in school. 
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Schools have a responsibility to promote positive 
learning environments for all students, including 
Native and Indigenous LGBTQ students, and the 
availability of resources and supports in school is 
another important dimension of school climate. 
There are several key resources that may help 
to promote a safer climate and more positive 
school experiences for Native and Indigenous 
LGBTQ students, including student clubs that 
address issues for LGBTQ students and students 
of color, school personnel who are supportive of 
LGBTQ students, and LGBTQ-inclusive curricular 
materials. However, our previous research has 
found that many LGBTQ students do not have such 
supports available in their schools. In addition, 
schools also often have disciplinary practices that 
may contribute to a hostile school climate. Thus, 
in this section, we examined school practices, and 
their impact on the educational outcomes and well-
being of Native and Indigenous LGBTQ students. 
Specifically, we examined Native and Indigenous 
LGBTQ students' experiences of school disciplinary 
action, as well as the availability and utility of 
specific supports and resources that may uniquely 
impact Native and Indigenous LGBTQ students 
in ways that may differ from the general LGBTQ 
student population, including student clubs that 
address LGBTQ and ethnic/cultural issues, school 
personnel, and LGBTQ-inclusive curriculum. 

Experiences with School Discipline 

The use of harsh and exclusionary discipline, 
such as zero tolerance policies, has contributed 
to higher dropout rates as well as reliance on 
alternative educational settings where educational 
supports and opportunities may be less available.58 
Discipline can be directly connected to greater 
time out of school and even a greater likelihood 
of juvenile justice system involvement. Evidence 
suggests that Native and Indigenous students, 
in general, may experience harsher disciplinary 
action in school than White youth, for similar 
infractions.59  Evidence also suggests that LGBTQ 
students are disproportionately targeted for school 
disciplinary action.° Thus, Native and Indigenous 
LGBTQ students are at even greater risk of being 
disciplined inappropriately or disproportionately. 
We examined three categories of school disciplinary 
action: in-school discipline (including referral to 
the principal, detention, and in-school suspension), 
out-of-school discipline (including out-of-school 
suspension and expulsion), and having had contact 
with the criminal justice or juvenile justice system 
as a result of school discipline, such as being 
arrested and serving time in a detention facility. 
As shown in Figure 2.1, approximately two-fifths 
of students (48.5%) reported having ever been 
disciplined at school, most commonly in-school 

Figure 2.1 Percentage of Native and Indigenous LGBTQ Students Who Experienced School Discipline 
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discipline. A small percentage of students had had 
contact with law enforcement as a result of school 
discipline (2.8%). 

Impact of victimization and safety on school 
discipline. Several factors may be associated with 
LGBTQ students' school disciplinary experiences, 
including factors stemming from unsafe school 
environments and anti-LGBTQ discriminatory 
school policies and practices. As we found in 
GLSEN's 2017 National School Climate Survey, 
LGBTQ students in general are often disciplined 
when they are, in fact, the victim of harassment 
or assault. Thus, we examined whether this held 
true specifically for Native and Indigenous LGBTQ 
students, and whether higher rates of victimization 
were related to higher rates of school discipline. 
For all three forms of school discipline (in-school 
discipline, out-of-school discipline, and contact 
with law enforcement), increased victimization 
based on sexual orientation, gender expression, 
and race/ethnicity were each related to increased 
reports of disciplinary experiences for Native and 
Indigenous LGBTQ students.61 

LGBTQ students who are victimized at school may 
also miss school because they feel unsafe, and 
thus, face potential disciplinary consequences 
for truancy. We found that Native and Indigenous 
LGBTQ students who missed more days of school 
were more likely to experience all three forms of 
discipline (in-school, out-of-school, and contact 
with law enforcement).62. For instance, as shown 
in Figure 2.2, over half of Native and Indigenous 
LGBTQ students (56.1%) who missed at least 

one day of school in the last month because they 
felt unsafe experienced some form of in-school 
discipline, compared to 41.1% students who did 
not miss school. 

Impact of discriminatory school policies and 
practices on school discipline. Schools often 
employ discriminatory practices that, in turn, 
create more opportunities for schools to take 
disciplinary action toward LGBTQ students. In our 
survey, we asked LGBTQ students about a number 
of specific LGBTQ-related discriminatory school 
policies and practices at their school that they 
may have personally experienced, such as being 
disciplined for public displays of affection, being 
prevented from starting a GSA, and other forms 
of gender-related discrimination (e.g., prevented 
from using the bathrooms or locker rooms that 
align with their gender, prevented from using 
their chosen name or pronouns). We found that 
over two-thirds of Native and Indigenous LGBTQ 
students (70.4%) experienced anti-LGBTQ 
discriminatory school policies or practices, and 
that these experiences were related to school 
disciplinary action. As illustrated in Figure 2.3, 
Native and Indigenous LGBTQ students who 
experienced anti-LGBTQ discrimination in school 
were more likely to experience both in-school and 
out-of-school-discipline than those who did not 
experience discrimination.63  However, anti-LGBTQ 
discrimination was not related to having contact 
with law enforcement, possibly due to the small 
number of students who reported contact with law 
enforcement. It is important to note that we did not 
ask students about differential or discriminatory 

Figure 2.2 Experiences of School Discipline by Missing School due to Feeling Unsafe 

(Percentage of Native and Indigenous LGBTQ Students Who Experienced School Discipline) 
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treatment related to race or ethnicity. Further 
research is warranted that explores the impact of 
additional forms of discrimination on Native and 
Indigenous LGBTQ students' experiences with 
school discipline. 

Differences in discipline by transgender status. 
Previous research from GLSEN has demonstrated 
that transgender and other gender nonconforming 
(trans/GNC) students experience higher rates of 
in-school discipline and out-of-school discipline, 
compared to cisgender LGBQ students.64  Among 
the Native and Indigenous LGBTQ students in 
our sample, we found that trans/GNC students 
experienced greater levels of in-school discipline 
(51.9% vs. 42.8%), but observed no differences 
with regard to out-of-school discipline or contact 
with law enforcement.65  Trans/GNC Native students 
may be at increased risk for discipline because 
they are also at increased risk for anti-LGBTQ 
victimization, as previously discussed in this 
report. In fact, after controlling for anti-LGBTQ 
victimization, we no longer observed a relationship 
between trans/GNC identity and disciplinary 
action.66 

Differences in discipline by multiple racial/ 
ethnic identities. Prior research has found that 
among secondary school students, multiracial 
students are at greater risk for school disciplinary 
action than many of their peers.67  Among Native 
and Indigenous LGBTQ students, we found that 
biracial Native and White students were less 
likely to experience out-of-school discipline 

than other multiracial Native students (7.9% vs. 
12.3%).68  It may be that biracial Native and White 
students are less likely to experience out-of-school 
discipline because they experience lower levels 
of race-based victimization than other multiracial 
Native students, as we discussed earlier in this 
report. In fact, we found that after controlling for 
victimization based on race/ethnicity, we no longer 
observed the relationship.69  We did not find that 
experiences of in-school discipline or contact with 
law enforcement differed by multiracial identity. 

Differences in discipline by school racial 
composition. Some research indicates that the 
number of security measures in place at a school 
(such as security guards and metal detectors) may 
be related to the racial composition of the student 
body.70 Given that more security measures could 
result in disproportionate levels of disciplinary 
action, we examined whether experiences of school 
discipline for Native and Indigenous LGBTQ youth 
were related to the racial composition of the 
school they attended. In fact, we found that those 
who attended majority-Black schools were more 
likely to experience out-of-school discipline than 
those attending schools with another racial/ethnic 
majority. For example, Native and Indigenous 
LGBTQ students were over twice as likely to 
experience out-of-school discipline in a majority-
Black school than in a majority-White school 
(21.3% vs. 8.1%).7' However, we did not find that 
school racial composition was related to in-school 
discipline or contact with law enforcement. 

Figure 2.3 Experiences of School Discipline by Anti LGBTQ Discrimination 
(Percentage of Native and Indigenous LGBTQ Students 

Who Experienced School Discipline) 
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Impact of school discipline on educational 

outcomes. School disciplinary action may impinge 
on a student's educational success. Exclusionary 
school disciplinary practices, those that remove 
students from the classroom, may lead to poorer 
grades and a diminished desire to continue on 
with school. In fact, we found that Native and 
I ndigenous LGBTQ students' experiences with 
all three forms of discipline (in-school discipline, 
out-of-school discipline, and contact with law 
enforcement) were related to a lower grade 
point average (GPA).72  We also found that in-
school discipline, out-of-school discipline, and 
contact with law enforcement were each related 
to diminished educational aspirations, and 
that the relationship was strongest for contact 
with law enforcement:3  This may indicate that 
justice system involvement has an especially 
damaging impact on high school completion for 
this population of students. We did not observe a 
relationship between out-of-school discipline and 
educational aspirations. 

Native and Indigenous LGBTQ Students 

I n our 2017 National School Climate Survey 
report, we demonstrated the positive impact of 
LGBTQ-related school resources and supports on 
the educational outcomes and well-being of LGBTQ 
students overall. Unfortunately, we also found 
that many LGBTQ students did not have access to 
these types of resources in school. Thus, in this 
section, we examine Native and Indigenous LGBTQ 
students' access to school supports, including 

Figure 2.4 Availability of GSAs and Ethnic/Cultural Clubs 
(Percentage of Native and Indigenous LGBTQ Students 

Who Reported Having Club at Their School) 
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supportive educators, inclusive curriculum, and 
supportive student clubs (including GSAs and 
ethnic/cultural clubs), as well as the impact of 
these school supports on students' educational 
experiences. Because GSAs and ethnic/cultural 
clubs may provide unique benefits to club 
members, we also examine the experiences of 
Native and Indigenous LGBTQ students who 
participate in these school clubs. Finally, we also 
examine how access to these supports, as well as 
participation in student clubs, may be related to 
various demographic and school characteristics, 
such as school location and student body racial 
composition. 

GSAs. GSAs, often known as Gay-Straight Alliances 
or Gender and Sexuality Alliances, are student-
led clubs that address LGBTQ student issues and 
can be supportive spaces for LGBTQ students. 
GSAs may provide LGBTQ students with a safe 
and affirming space within a school environment 
that may be hostile. Just under half of Native and 
Indigenous LGBTQ students (46.5%) reported 
having a GSA at their school (see Figure 2.4), and 
the majority of those with a GSA attended meetings 
(67.4%), with 21.2% participating as a leader or 
officer (see Figure 2.5). 

We examined whether certain characteristics of 
the schools that Native and Indigenous LGBTQ 
students attended were related to GSA availability. 
With regard to location, we found that Native and 
Indigenous LGBTQ students who attended school 
in an urban or suburban area were more likely to 
have a GSA than those attending rural schools:4 

Figure 2.5 Native and Indigenous 
LGBTQ Student Participation 
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We also found that those attending schools in the 
Northeast and West were most likely to have a 
GSA, followed by those in the Midwest, with those 
in the South being least likely to have a GSA at 
schoo1.75 

Some literature suggests that some GSAs may be 
less likely to effectively meet the needs of LGBTQ 
youth of color than the needs of White LGBTQ 
youth,76  which could indicate that schools with 
greater populations of youth of color may be less 
likely to have a GSA. However, we did not find that 
GSA availability or participation differed based 
on school racial composition (i.e., whether Native 
LGBTQ youths' schools were predominantly youth 
of color, predominantly White, or had no racial/ 
ethnic majority)." 

GSAs and other similar student clubs can provide 
a safe and affirming school environment for LGBTQ 
students and their allies to meet, socialize, and 
advocate for change in their school communities.78 
Even for students who do not attend GSA 
meetings, having such a club may signal that 
an LGBTQ-supportive community exists in their 
school. Thus, students who have a GSA may feel 
more connected to school and be less likely to 
miss school. Also, in that GSAs can often effect 
change in the school by helping to create a safer 
environment for LGBTQ students, LGBTQ students 
with a GSA may be less likely to feel unsafe at 
school, and may feel a greater sense of belonging 
to the school community. We found that Native 
and Indigenous LGBTQ students with a GSA at 
their school were less likely to miss school due to 
safety concerns79  (39.3% vs. 47.6%) and felt more 
connected to their school community than those 
who did not have a GSA.8° Native and Indigenous 
LGBTQ students who had a GSA at their school 
were also less likely to feel unsafe because of 
their sexual orientation (56.6% vs. 72.5%). There 
was, however, no relationship with feeling unsafe 
because of gender expression or race/ethnicity.8' 

We also examined whether GSA participation 
among those with such a club at their school was 
associated with greater levels of school belonging, 
but did not observe a significant relationship.82 
However, we did find that GSAs may offer Native 
and Indigenous LGBTQ students opportunities and 
build skills to work towards more LGBTQ-inclusive 
schools and communities. Those who participated 
in their GSA as a leader felt more comfortable 
bringing up LGBTQ issues in class83  and were more 

likely to participate in several forms of community 
activism, as compared to students who did not 
participate in their school's GSA.84 

Native and Indigenous LGBTQ students who 
participate in GSAs may also face challenges at 
school regarding their LGBTQ identity. We found 
that GSA leaders experienced greater levels of anti-
LGBTQ victimization than other club members, as 
well as those who were not GSA members.85  It may 
be that GSA leaders are more likely to be targeted 
for victimization because they are more visible at 
school as LGBTQ, or it may be that Native and 
Indigenous LGBTQ students who experience greater 
levels of anti-LGBTQ victimization are more likely 
to lead their school's GSA as a means of taking 
action. Further research is warranted regarding 
the relationship between GSA participation and 
anti-LGBTQ victimization, as well as how GSAs 
can best support Native and Indigenous LGBTQ 
student club members who experience anti-LGBTQ 
victimization. 

Ethnic/cultural clubs. Ethnic/cultural clubs that 
bring together students of a particular racial, 
ethnic, and/or cultural background can offer a 
supportive space in school for those students. 
We found that just over two-thirds of Native and 
Indigenous LGBTQ students (68.5%) reported that 
their school had an ethnic or cultural club (see 
Figure 2.4). However, of those with such a club at 
school, less than one in ten (8.5%) participated 
in the club, with only 1.9% participating as a 
leader or officer (see Figure 2.5). These low rates 
of participation could indicate that for Native and 
Indigenous LGBTQ students, the ethnic/cultural 
clubs available at school may typically serve ethnic 
or cultural communities with which they do not 
identify. 

We also examined whether certain school 
characteristics were related to the availability of 
ethnic/cultural clubs, including region, locale, and 
student body racial composition. The availability of 
ethnic/cultural clubs was not related to the region 
of the country in which Native and Indigenous 
LGBTQ students attended school, but was related 
to locale and racial composition of the school. With 
regard to locale, Native and Indigenous LGBTQ 
students who attended urban and suburban schools 
were more likely to have an ethnic/cultural club 
than those in rural schools.86  With regard to racial 
composition of the school, Native and Indigenous 
LGBTQ students who attended schools in which 
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the student body was predominantly youth of color 
were more likely to have an ethnic/cultural club 
than those at majority-White schools.87 

Even for those who do not attend ethnic/cultural 
club meetings, having such a club may signal the 
existence of a supportive community of peers, as 
we found with GSAs. However, we did not find 
that having an ethnic/cultural club was related to 
greater feelings of belonging at schoo1,88  nor did 
we find that it was related to skipping school due 
to feeling unsafe89  or feelings of safety regarding 
race/ethnicity or LGBTQ identity.9° This remained 
true, even after accounting for the diversity of 
multiracial identities in our sample. Having an 
ethnic/cultural club could be more beneficial for 
Native and Indigenous LGBTQ students if the 
club were specifically for or about Native and 
I ndigenous students, but many of the ethnic/ 
cultural clubs that are available to this population 
of students may primarily serve other ethnic or 
cultural communities. 

Although we did not find that the mere presence 
of an ethnic/club was related to feelings of safety 
or belonging for Native and Indigenous LGBTQ 
students, we did find that participation in these 
clubs may beneficial. Native and Indigenous 
LGBTQ students who participated in their school's 
ethnic/cultural club had a greater sense of school 
belonging than those who did not participate.91 
Further, as with GSAs, we found that participating 
in ethnic/cultural clubs may offer Native and 
I ndigenous LGBTQ students opportunities for 
greater civic engagement as ethnic/cultural club 
members were more likely than those who did 

Figure 2.6 Native and Indigenous LGBTQ Students' Reports 
on the Number of Teachers and Other School Staff 

Who are Supportive of LGBTQ Students 
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not attend club meetings to participate in several 
forms of community activism.92  Further research 
is warranted regarding ethnic/cultural clubs that 
primarily serve Native and Indigenous students and 
their potential benefits for Native and Indigenous 
LGBTQ students, specifically. 

Supportive school personnel. Previous research has 
established that for LGBTQ students in general, 
having supportive teachers, principals, and other 
school staff and administration has benefits for 
both educational and psychological outcomes.93 
However, educators who are supportive of LGBTQ 
students may vary in their ability to respond to 
the needs of youth of color.94  Thus, the benefits 
of such staff may be different for Native and 
Indigenous LGBTQ students. In our survey, we 
asked students how many school staff they could 
identify that are supportive of LGBTQ students, 
and how supportive their school administration is 
of LGBTQ students. The vast majority of Native and 
Indigenous LGBTQ students (96.5%) could identify 
at least one supportive staff member at school and 
just under one-third (31.7%) reported having many 
supportive staff (11 or more), as shown in Figure 
2.6. We also found that approximately one-third of 
Native and Indigenous LGBTQ students (33.6%) 
reported having a somewhat or very supportive 
school administration (see Figure 2.7). 

We examined whether there were demographic 
differences among Native and I ndigenous LGBTQ 
youth with regard to identifying supportive staff. 
We found that trans/GNC Native and Indigenous 
students could identify fewer supportive staff, and 
reported lower level of support from administrators, 

Figure 2.7 Native and Indigenous LGBTQ Students' 
Reports on How Supportive Their School 
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than their cisgender LGBQ Native and Indigenous 
peers.95  This could indicate a need for greater 
cultural competency regarding gender identity and 
expression for all educators and administrators, 
including those who demonstrate supportive 
practices with respect to sexual orientation. We 
also examined whether there was a relationship 
between having LGBTQ-supportive staff or 
administration and multiracial/multiethnic identity 
for Native and Indigenous LGBTQ students, but did 
not observe a significant relationship.96 

Given that Native and Indigenous LGBTQ students 
often feel unsafe and unwelcome in school, as 
discussed earlier in this report, having access to 
school personnel who provide support for LGBTQ 
students may be critical for creating better learning 
environments for Native and Indigenous LGBTQ 
students. Therefore, we examined the relationships 
between the presence of staff who are supportive 
of LGBTQ students and several indicators of school 
climate, including: absenteeism, feelings of safety 
regarding LGBTQ identity, psychological well-being, 
feelings of school belonging, and educational 
achievement and aspirations. Further, it is possible 
that Native and Indigenous LGBTQ students with 
staff who are supportive about LGBTQ issues 

may also be supportive regarding other issues of 
diversity, including race and ethnicity. Thus, we 
also examined the relationship between presence 
of LGBTQ-supportive staff and feelings of safety 
regarding race/ethnicity. 

We found that Native and Indigenous LGBTQ 
students who had more staff who were supportive 
of LGBTQ students: 

• were less likely to miss school due to safety 
concerns (see Figure 2.8); 

• were less likely to feel unsafe because of their 
sexual orientation, gender expression, and 
race/ethnicity (see also Figure 2.8); 

• had greater levels of self-esteem and lower 
levels of depression; 

• had increased feelings of connectedness to 
their school community; 

• had slightly higher GPAs;97  and 

• had greater educational aspirations.98 

Figure 2.8 Supportive School Staff and Feelings of Safety and Missing School 
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Insight on Inclusive Curriculum 

Findings from GLSEN's 2017 National School Climate Survey show that having an LGBTQ inclusive 
curriculum, such as learning about LGBTQ history and positive roles models, can positively shape the 
school experiences of LGBTQ students in general. With regard to LGBTQ curricular inclusion, we found 
that only 16.3% of Native and Indigenous LGBTQ students were taught positive representations of LGBTQ 
people, history, or events. 

Teaching students about LGBTQ history, people, and events in a positive manner may help Native and 
Indigenous LGBTQ students to feel more valued at school, and it may also promote positive feelings toward 
LGBTQ students from peers. Thus, we examined the relationship between having an inclusive curriculum 
and feeling unsafe because of personal characteristics, peer acceptance of LGBTQ people, and school 
belonging. As shown in the figure, compared to Native and Indigenous LGBTQ students who did not have 
an LGBTQ-inclusive curriculum at their school, those who had an inclusive curriculum: 

• were less likely to feel unsafe because of their sexual orientation and gender expression; 

• had peers at school that were more accepting of LGBTQ people; and 

• felt more connected to their school community.99 

Although we found elsewhere in this 
Inclusive Curriculum and Feelings of Safety, Peer Acceptance, and 
School Belonging among Native and Indigenous LGBTQ Students 
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report that Native and Indigenous 
LGBTQ students with LGBTQ-
supportive educators were less 
likely to feel unsafe about their 
race/ethnicity, we did not observe 
a similar benefit regarding LGBTQ-
inclusive curriculum.m 

It is important to note that we did not 
ask questions about other types of 
curricular inclusion, such as content 
about Native or Indigenous people, 
history or events. A large body of 
research has illustrated that providing 
students of color with a curriculum 
that highlights the knowledge, 
experiences, and perspectives of a 
variety of racial/ethnic groups can 
improve academic outcomes and 
promote a stronger, more positive 
sense of ethnic identity.10 ' This curriculum could work in concert with LGBTQ inclusion to greater benefit 
Native and Indigenous LGBTQ students. Unfortunately, prior evidence indicates that classroom education 
about indigenous communities is lacking in many parts of the country.1°2  Further research is needed to 
understand the benefits of school curriculum that addresses both Native and LGBTQ topics for Native and 
Indigenous LGBTQ youth. 

Conclusions. A school curriculum that is inclusive of diverse identities may help to instill beliefs in the 
intrinsic value of all individuals. We found that Native and Indigenous LGBTQ students who were taught 
positive representations about LGBTQ people, history, or events at school felt more connected to their 
school community, and felt safer at school with regard to their LGBTQ identity. Thus, it may be that having 
an LGBTQ curriculum could foster a more supportive and affirming learning environment. However, such 
an inclusive curriculum was not available for the majority of Native and Indigenous LGBTQ students. 
Further, prior research indicates that Native and Indigenous LGBTQ students may also lack curriculum that 
addresses their Native identity. It may be that including positive representations of Native and Indigenous 
LGBTQ people, history, and events in classroom instruction would result in even greater benefits than 
curricular inclusion that addresses LGBTQ topics and/or Native topics separately. Thus, it is imperative 
that educators are provided with both training and resources to deliver school lessons and activities that 
reflect the diverse identities and communities present in their classrooms. 

https://identity.10
https://community.99


Conclusions 

In this section, we examined Native and 
Indigenous LGBTQ students' experiences with 
school practices, particularly school disciplinary 
action and school resources and supports. Native 
and Indigenous LGBTQ students experienced 
high rates of school discipline, and these 
experiences differed by demographic and school 
characteristics. It is interesting to note that both 
multiracial identity and school racial composition 
were related to greater levels of out-of-school 
discipline, whereas trans/GNC identity was related 
to greater levels of in-school discipline. It may 
be that for Native and Indigenous LGBTQ youth, 
race-related biases from school staff are more 
likely to result in students being removed from 
the school, whereas anti-LGBTQ biases may be 
more strongly connected with less severe forms of 
discipline. Regardless, we found that both anti-
LGBTQ and racist forms of peer victimization, as 
well as institutional anti-LGBTQ discrimination, 
were each linked to a greater risk for both in-school 
and out-of-school disciplinary action, and that 
peer victimization was also associated with having 
contact with law enforcement. Thus, research and 
policy initiatives that attempt to address school 
disciplinary action and conflict resolution must be 
inclusive of, and respond to, the experiences of 
Native and Indigenous LGBTQ youth. In order to 
ensure that schools are welcoming and affirming 
of all students, schools should eliminate policies 
and practices that discriminate against Native 
and Indigenous students as well as those that 
discriminate against LGBTQ students. Moreover, 
administrators, policymakers, and teachers 
should advocate for disciplinary policies that are 
restorative, rather than punitive. 

Overall, having access to school supports and 
resources helps to improve school safety and 
educational outcomes for Native and Indigenous 
LGBTQ students. However, as our findings indicate, 
many Native and Indigenous LGBTQ students do 
not have access to these supportive resources. 
For example, many Native and Indigenous LGBTQ 
students do not have a GSA at their school, and 
they are even less likely to have a GSA in rural 
areas, where many indigenous communities 
and tribal lands are located. Further, although 
participation in an ethnic/cultural school club may 
benefit Native and Indigenous LGBTQ students, 

the presence of such a club alone did not. Native 
and Indigenous LGBTQ students may benefit more 
when their school has an ethnic/cultural club that 
is specifically for Native and Indigenous students, 
and having such a club may also be an indication 
of other efforts toward inclusion and affirmation for 
Native students in the school community. However, 
it may be that there are fewer ethnic/cultural 
clubs that specifically serve Native and Indigenous 
students. 

We found that GSAs, ethnic/cultural clubs, and 
supportive school staff are all critical supports 
that improve the psychological well-being and 
academic outcomes of Native and Indigenous 
LGBTQ students. It is important that educators, 
administrators, policymakers, and safe schools 
advocates work to promote both supportive student 
clubs as well as training for current and future 
school staff to respond to the needs of Native 
and Indigenous LGBTQ students. Given the 
inequities in funding that have been identified 
between majority-White schools and those that 
primarily serve students of color,iO3  it is particularly 
important to invest in professional development for 
educators that serve students of color. 

It is important to note that ethnic/cultural clubs 
were the only school resource we were able to 
examine that directly address race or ethnicity, and 
thus, we have little data on school supports that 
explicitly address the needs of youth of color. For 
instance, we do not know the impact of curriculum 
that includes positive representations of Native 
and Indigenous people, history, and events for 
Native and Indigenous LGBTQ students, and how 
such representations could possibly strengthen 
the benefits of an LGBTQ-inclusive curriculum. 
Further, we were able to examine the benefits of 
having school personnel who are supportive of 
LGBTQ students, but were not able to examine 
school personnel who are supportive of Native and 
Indigenous students in general. Nevertheless, we 
did find that LGBTQ-supportive staff were related 
to greater feelings of safety regarding race/ethnicity 
among Native and Indigenous LGBTQ youth. Given 
that Native and Indigenous LGBTQ students lie at 
the intersection of multiple forms of bias, future 
research should examine supports that holistically 
address these collective biases. 
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Limitations 

The findings presented in this report provide new 
information and valuable insight on the school 
experiences of Native and Indigenous LGBTQ 
students. However, there are some limitations 
to our study. The participants in this study were 
only representative of those who self-identified as 
lesbian, gay, bisexual, transgender, or queer, and 
have some connection to the LGBTQ community 
either through local organizations or online, 
and LGBTQ youth who were not comfortable 
identifying their sexual orientation in this manner 
may not have learned about the survey. Therefore, 
participants in this study did not include those who 
self-identified as LGBTQ but had no connection 
to the LGBTQ community. The participants in this 
study also did not include students who have a 
sexual attraction to the same gender or multiple 
genders, but do not identify themselves as LGBQ. 

It is important to note that we did not provide 
two-spirit as an option for students to select 
when indicating their sexual orientation or gender 
identity in the survey, and only a very small number 
of students in this study identified as two-spirit. It 
may be that more Native and Indigenous LGBTQ 
students would have identified as two-spirit if this 
were an option to select in the survey. It may also 
be that our survey did not reach a large number 
of Native and Indigenous students who identify as 
two-spirit. Given the cultural significance of two-
spirit identity for many Indigenous communities, 
as discussed previously in the Sample Description, 
there may be meaningful differences between 
youth who identify as two-spirit and other Native 
and I ndigenous LGBTQ students. However, we were 
unable to explore these differences. 

I n our survey, we did not ask students about their 
connection to Native and Indigenous communities, 
whether they lived on tribal lands, or whether they 
attended school operated by the Bureau of Indian 
Education. Thus, we were unable to examine 
how school experiences may differ for Native and 
I ndigenous LGBTQ students who live or attend 
schools on sovereign tribal lands, or in majority-
Native communities. 

There were several instances where we asked 
students about school experiences regarding sexual 
orientation, gender identity, and gender expression, 
but did not ask similar or parallel questions 
regarding race/ethnicity. For instance, we did not 

ask about discriminatory policies or practices 
regarding race/ethnicity, which would have 
provided a more comprehensive understanding 
of the discrimination that Native and Indigenous 
LGBTQ students experience in school. We also 
did not ask whether staff or administration were 
supportive of Native and Indigenous students. 
Thus, we were unable to explore the prevalence 
of these race-related resources, nor were we able 
to examine their potential benefits for Native and 
Indigenous LGBTQ students. 

It is also important to note that our survey only 
reflects the experiences of LGBTQ students who 
were in school during the 2016-2017 school year. 
Thus, findings from this survey may not necessarily 
reflect the experiences of Native and Indigenous 
LGBTQ students who had already dropped out of 
school, whose experiences may be different from 
students who remained in school. 

Conclusions 

Findings presented in this report highlight the 
unique experiences of Native and Indigenous 
LGBTQ students at the intersection of their 
various identities. We found that many Native and 
Indigenous LGBTQ youth faced victimization at 
school regarding their LGBTQ and racial/ethnic 
identities, and those who experienced victimization 
targeting both identities experienced the poorest 
academic outcomes and psychological well-being. 

We also found that experiences of victimization 
varied among Native and Indigenous LGBTQ 
students. Trans/GNC Native students faced 
particularly severe levels of anti-LGBTQ 
victimization relative to their cisgender peers. 
This is similar to prior findings among the general 
LGBTQ student population, which indicate that 
trans/GNC students generally face greater levels of 
anti-LGBTQ bias in schools. Further, experiences 
of race-based victimization among Native and 
Indigenous LGBTQ students varied by multiracial 
identity. Specifically, biracial Native and White 
LGBTQ students faced the lowest levels of race-
based victimization, followed by those who 
identified only as Native, and other multiracial 
Native LGBTQ students experienced the highest 
levels. This may be because multiracial Native 
students with another non-White identity are the 
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most likely to be perceived as youth of color and 
are thus most likely to have direct experiences 
with racism. However, we also found that Native-
only LGBTQ students faced more severe levels 
of homophobic victimization than some of their 
multiracial peers. Thus, despite facing lower 
levels of race-based victimization, Native-only 
students appear to experience higher levels of 
homophobic victimization. Given the small number 
of students in this study who attended Native-
majority schools, Native-only LGBTQ students may 
be less likely to have a racial/ethnic peer group 
and thus face greater amounts of social isolation 
that could lead to greater levels of homophobic 
victimization. Given the large segment of the 
multiracial population in the U.S. that identifies in 
some way as Native, future research is needed that 
further explores the differences among Native and 
I ndigenous LGBTQ youth across their multiracial 
identities. Further research is also warranted 
that explores how anti-LGBTQ bias may manifest 
for Native and Indigenous students attending 
schools on tribal lands or majority-Native schools. 
The group differences we found among those 
in our sample also underscore the importance 
of recognizing students' multiple marginalized 
identities, and how various biases may work to 
reinforce one another. 

Although victimization experiences were common, 
the majority of Native and Indigenous LGBTQ 
students never reported the victimization they 
experienced to school staff, most often because 
they did not think staff would do anything. 
This may be linked to a mistrust of educational 
institutions and authority figures that has been 
passed down through historical trauma from 
boarding schools that have a long legacy of 
disempowering Native and I ndigenous youth and 
communities. Further, Native and Indigenous 
LGBTQ youth who did report their victimization 
indicated that two of the most common responses 
from staff were doing nothing and telling the 
student to ignore it, which may further these 
feelings of mistrust. We also found that Native 
and I ndigenous LGBTQ youth who experienced 
victimization were more likely to experience 
exclusionary school discipline, such as detention, 
suspension, or expulsion. Such disciplinary actions 
may leave Native and Indigenous LGBTQ students 
feeling targeted by both peers and staff, and may 
work to exacerbate Native and Indigenous students' 
disproportionately low rates of high school 
graduation. 

We did identify critical school resources that 
were beneficial to Native and Indigenous LGBTQ 
students. We found that having a GSA was 
associated with greater feelings of safety and 
school belonging. We also found that GSA leaders 
were more likely to participate in activism, 
suggesting that GSA club activities could promote 
greater civic engagement. Although we did not find 
that GSA club participation increased students' 
feelings of school belonging, we did find that 
that Native and Indigenous students with more 
severe victimization experiences were more likely 
to attend GSA meetings, perhaps as a means of 
seeking support. Thus, these findings may reflect 
a need for GSA leaders and organizers to ensure 
that their clubs are inclusive and supportive of all 
LGBTQ students, including Native and Indigenous 
LGBTQ students. Further research is warranted that 
explores motivating factors that lead Native and 
Indigenous LGBTQ students to participate in GSAs. 
Future research should also examine GSA activities 
that best support and affirm Native and Indigenous 
LGBTQ student club members. 

We did not find that Native and Indigenous LGBTQ 
youth benefitted from the presence of an ethnic/ 
cultural club at school. However, it may be that 
many ethnic/cultural clubs do not directly serve 
Native and Indigenous youth. We did, however, find 
that those students in our sample who participated 
in their school's ethnic/cultural club had greater 
levels of school belonging, as well as greater levels 
of civic engagement. Future research should 
explore the benefits of ethnic/cultural clubs that 
serve Native and Indigenous students, including 
how Native and Indigenous LGBTQ students 
specifically may potentially benefit from having 
such a club at their school and/or participating 
in one. 

LGBTQ-supportive staff and LGBTQ-inclusive 
curriculum were each associated with greater 
feelings of school belonging, greater educational 
outcomes, and improved psychological well-being. 
However, many Native and Indigenous LGBTQ 
students were unable to identify a large number of 
LGBTQ-supportive staff at their school, and trans/ 
GNC Native students were even less likely. More 
efforts must be made to train future teachers, and 
invest in professional development for current 
teachers, to respond to the needs and experiences 
of the diverse population of Native and Indigenous 
LGBTQ students. As part of this investment, 
policymakers and safe schools advocates must 
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address inequities in educational funding that 
disproportionately impact schools that primarily 
serve students of color. 

Recommendations 

As educators, advocates, and others concerned 
with issues of educational equity and access 
continue to address the myriad forms of oppression 
found in and out of school, such as racism, 
heterosexism, homophobia and transphobia, they 
must also account for the intersections of these 
forms of oppression. Therefore, addressing the 
concerns of Native and Indigenous LGBTQ students 
requires a nuanced approach to combating 
homophobia, transphobia, and racism. Further, it 
is important to have a greater understanding of the 
experiences, needs and concerns of Native and 
Indigenous LGBTQ students through specific and 
focused efforts. 

Educators, policymakers, safe school advocates, 
and others working to make schools a more 
inclusive space, must continue to seek to 
understand the multifaceted experiences of Native 
and Indigenous LGBTQ students, particularly with 
regard to how we can render accessible specific 
resources that support these students at school and 
in larger communities outside of school. This report 
demonstrates the ways in which the availability of 
supportive student clubs, supportive educators, 
and other school-based resources for Native 
and Indigenous LGBTQ students can positively 
affect their school experiences. We recommend 
school leaders, education policymakers, and other 
individuals who want to provide safe learning 
environments for Native and Indigenous LGBTQ 
students to: 

• Support student clubs, such as ethnic/cultural 
clubs that serve Native and Indigenous student 
populations and GSAs. Organizations that work 
with GSAs and ethnic/cultural clubs should 

also come together to address Native and 
Indigenous LGBTQ students' needs related 
to their multiple marginalized identities, 
including sexual orientation, gender, and race/ 
ethnicity, and work to ensure that GSAs are 
available across both U.S. public schools as 
well as schools operated by the Bureau of 
Indian Education. 

• Provide professional development for school 
staff that addresses the intersections of 
identities and experiences of Native and 
Indigenous LGBTQ students. 

• Increase student access to curricular 
resources that include diverse and positive 
representations of both Native and LGBTQ 
people, history, and events. 

• Establish school policies and guidelines for 
how staff should respond to anti-LGBTQ 
and racist behavior, and develop clear and 
confidential pathways for students to report 
victimization that they experience. Local, state, 
and federal education agencies should also 
hold schools accountable for establishing and 
implementing these practices and procedures. 

• Work to address the inequities in funding at 
the local, state, and national level to increase 
access to institutional supports and education 
in general, and to provide more professional 
development for educators and school 
counselors. 

Taken together, such measures can move us 
towards a future in which all students have the 
opportunity to learn and succeed in school, 
regardless of sexual orientation, gender identity, 
gender expression, race, or ethnicity. 
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unsafe as the dependent variable. The independent variable 
was multiracial/multiethnic status, and locale was included as a 
covariate. The main effect was not significant. 

32 Mean differences in rates of hearing biased language were 
examined using a repeated measures multivariate analysis of 
variance (MANOVA). The multivariate effect was significant: Pillars 
trace = .28, F(5, 1337) = 105.88, p<001. Pairwise comparisons 
were considered at p<.05. Significant differences were found 
between all forms of biased language with the exception of: racist 
remarks and comments about not acting "masculine" enough were 
not different from each other. Percentages are shown for illustrative 
purposes. 

33 Kosciw, J. G., Greytak, E. A., Zongrone, A. D., Clark, C. M., & 
Truong, N. L. (2018). The 2017 National School Climate Survey: 
The experiences of lesbian, gay, bisexual, transgender, and queer 
youth in our nation's schools. New York: GLSEN. 

34 Mean differences in rates of experiencing different forms 
of victimization were examined using a repeated measures 
multivariate analysis of variance (MANOVA). The multivariate effect 
was significant: Pillars trace = .34, R2, 1321) = 332.60, p<.001. 
Pairwise comparisons were considered at p<.05. Significant 
differences were found between all forms of victimization. 
Percentages are shown for illustrative purposes. 

35 The relationships between missing school, school belonging, and 
depression and severity of victimization due to sexual orientation, 
while controlling for multiracial/multiethnic status (Native only 
vs. Native and White vs. other Native multiracial) were examined 
through partial correlations. Missing school: r(1309) = .42, 
p<.001; school belonging: t(1309) = -.41, p<.001; depression: 
r(1309) = .36, p‹.001. 

36 The relationship between missing school, school belonging, and 
depression and severity of victimization due to race/ethnicity, while 
controlling for multiracial/multiethnic status (Native only vs. Native 
and White vs. other Native multiracial) were examined through 
partial correlations. Missing school: r(1309) = .26, p<.001; school 
belonging: t(1309) = -.28, p<.001; depression: r(1309) = .28, 
p<.001. 

37 The relationship between educational aspirations and victimization 
(based on sexual orientation and race/ethnicity), while controlling 
for multiracial/multiethnic status (Native only vs. Native and White 
vs. other Native multiracial) was examined using a multivariate 
analysis of covariance (MANCOVA), with victimization as the 
dependent variables, educational aspirations as the independent 
variable, and multiracial/multiethnic status as the covariate. The 
multivariate effect was not significant. 

38 Renn, K. A. (2000). Patterns of situational identity among biracial 
and multiracial college students. The Review of Higher Education, 
23(4), 399-420. 

39 To examine differences in severity of victimization based on race/ 
ethnicity by multiracial/multiethnic status (Native only vs. Native 
and White vs. other Native multiracial), while controlling for 
outness to peers, outness to staff, locale (rural, urban, suburban), 
region, sexual orientation, gender identity and student body racial 
majority, a multivariate analysis of covariance (MANCOVA) was 
conducted, with severity of three types of victimization (based 
on race/ethnicity, sexual orientation, and gender expression) as 
the dependent variables, multiracial/multiethnic status as the 
independent variable, and outness to peers, outness to staff, 
locale, region, sexual orientation, gender, and racial majority as 
covariates. The multivariate effect was significant: Pillai's Trace 
= .15, R6, 2148) = 28.30, p<.001, i n2  = .07. The univariate 
effect for victimization based on race/ethnicity was significant: F(2, 
1075) = 68.68, p‹.001, Ap2 = .11. Post hoc comparisons were 
considered at p<.05. Multiracial students with another non-White 
identity had the greatest levels of victimization, followed by Native-
only students, and biracial Native/White students experienced the 
lowest levels. Percentages are shown for illustrative purposes. 

40 To examine differences in severity of victimization (based on sexual 
orientation and gender expression) by multiracial/multiethnic status 
(Native only vs. Native and White vs. other Native multiracial), 
while controlling for outness to peers, outness to staff, locale 
(rural, urban, suburban), region, sexual orientation, gender identity 
and student body racial majority, we conducted the MANCOVA 
described in the previous endnote. The univariate effect for 
victimization based on sexual orientation was significant: F(2, 
1075) = 4.93, p‹.01, rip2 = .01. Post hoc comparisons were 
considered at p<.05. Native-only students experienced the greatest 
levels of victimization, and there was no difference between Native/ 
White biracial and other multiracial students. The univariate effect 
for victimization based on gender expression was not significant. 
Percentages are shown for illustrative purposes. 

41 Kosciw, J. G., Greytak, E. A., Zongrone, A. D., Clark, C. M., & 
Truong, N. L. (2018). The 2017 National School Climate Survey: 
The experiences of lesbian, gay, bisexual, transgender, and queer 
youth in our nation's schools. New York: GLSEN. 

42 To examine differences in severity of victimization (based on sexual 
orientation, gender expression, and race/ethnicity) by transgender 
status, while controlling for multiracial/multiethnic status 
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(Native only vs. Native and White vs. other Native multiracial), a 
multivariate analyses of covariance (MANCOVA) was conducted, 
with victimization as the dependent variable. The independent 
variable was whether students identified as cisgender or as trans/ 
GNC, and multiracial/multiethnic status was the covariate. The 
multivariate effect was significant: Pillai's Trace = .13, F(3, 
1247) = 64.24, p<.001, rip2 = .13. The univariate effects for 
victimization due to sexual orientation and gender expression were 
both significant. Sexual orientation: F11, 1249) = 16.27, p<.001, 
1 p2 = .01; gender expression: Ftl, 1249) = 134.40, p<.001,102 
= .10. Trans/GNC students did not differ from cisgender LGBQ 
students on experiences with victimization based on race/ethnicity. 
Percentages are shown for illustrative purposes. 

43 The full percentage breakdowns are as follows — did not experience 
victimization due to sexual orientation or race/ethnicity: 16.8%; 
experienced victimization due sexual orientation, but not race/ 
ethnicity: 37.2%; experienced victimization due to race/ethnicity, 
but not sexual orientation: 4.8%; experienced victimization due to 
both sexual orientation and race/ethnicity: 41.2%. 

44 To examine differences in number of school days missed by 
multiple forms of victimization experiences, while controlling for 
multiracial/multiethnic status (Native only vs. Native and White vs. 
other Native multiracial), outness to peers, outness to staff, and 
locale (rural, urban, suburban), a one-way analysis of covariance 
(ANCOVA) was conducted, with number of school days missed 
due to feeling unsafe as the dependent variable. The independent 
variable was whether students experienced victimization based 
on sexual orientation, based on race/ethnicity, or both, and the 
covariates were multiracial/multiethnic status, outness to peers, 
outness to staff, and locale. The main effect was significant: F(3, 
1308) = 36.05, p<.001,102 = .08. Pairwise comparisons were 
considered at p<.05: students who experienced both forms of 
victimization missed more days than all others; students who only 
experienced victimization based on sexual orientation missed more 
days than those who experienced neither. There was no difference 
between students who only experienced victimization based on 
sexual orientation and those who only experienced victimization 
based on race/ethnicity; there was also no difference between 
students who experienced only victimization based on race/ 
ethnicity and those who experienced neither form of victimization. 
Percentages are shown for illustrative purposes. 

45 To examine differences in levels of school belonging by 
multiple forms of victimization experiences, while controlling 
for multiracial/multiethnic status (Native only vs. Native and 
White vs. other Native multiracial), outness to peers, outness 
to staff, and locale (rural, urban, suburban), a one-way analysis 
of covariance (ANCOVA) was conducted, with school belonging 
as the dependent variable. The independent variable was 
whether students experienced victimization based on sexual 
orientation, based on race/ethnicity, or both, and the covariates 
were multiracial/multiethnic status, outness to peers, outness to 
staff, and locale. The main effect was significant: F(3, 1309) = 
55.84, p‹.001, rip2 = .11. Pairwise comparisons were considered 
at p<.05: students who experienced both forms of victimization 
had lower levels of belonging than all others; students who only 
experienced victimization based on sexual orientation had lower 
levels of belonging those who experienced neither; students who 
only experienced victimization based on sexual orientation also 
had lower levels of belonging than those who only experienced 
victimization based on race/ethnicity. There was no difference 
between students who only experienced victimization based 
on race/ethnicity and those who experienced neither on school 
belonging. Percentages are shown for illustrative purposes. 

46 To examine differences in levels of depression by multiple forms 
of victimization experiences, while controlling for multiracial/ 
multiethnic status (Native only vs. Native and White vs. other 
Native multiracial), outness to peers, outness to staff, and 
locale (rural, urban, suburban), a one-way analysis of covariance 
(ANCOVA) was conducted, with depression as the dependent 
variable. The independent variable was whether students 
experienced victimization based on sexual orientation, based 
on race/ethnicity, or both, and the covariates were multiracial/ 
multiethnic status, outness to peers, outness to staff, and locale. 
The main effect was significant: F(3, 1298) = 46.10, p‹.001, n1,2 
= .10. Pairwise comparisons were considered at p<.05: students 
who experienced both forms of victimization had higher levels 
of depression than all others; students who only experienced 
victimization based on sexual orientation had higher levels of 
depression than those who experienced neither. There was no 

difference between students who only experienced victimization 
based on race/ethnicity and those who experienced neither; there 
was also no difference between students who only experienced 
victimization based on sexual orientation and students who only 
experienced victimization based on race/ethnicity. Percentages are 
shown for illustrative purposes. 

47 Kumpfer, K. L. (1999). Factors and processes contributing to 
resilience: The resilience framework. In M. D. Glantz & J. L. 
Johnson (Eds.), Longitudinal research in the social and behavioral 
sciences. Resilience development: Positive life adaptations (pp. 
179-224). Dordrecht, Netherlands: Kluwer Academic Publishers. 

Bowleg, L., Huang, J., Brooks, K., Black, A., & Burkholder, G. 
(2008). Triple jeopardy and beyond: Multiple minority stress and 
resilience among Black lesbians. Journal of Lesbian Studies, 7(4), 
87-108. 

48 To examine the interaction between victimization based on 
sexual orientation and victimization based on race/ethnicity on 
school belonging, while controlling for multiracial/multiethnic 
status (Native only vs. Native and White vs. other Native 
multiracial), outness to peers, outness to staff, and locale (rural, 
urban, suburban), a two-step hierarchical regression model was 
conducted. In the first step, school belonging was regressed onto 
two independent variables (severity of victimization based on sexual 
orientation and severity of victimization based on race/ethnicity) 
while controlling for multiracial/multiethnic status, outness to 
peers, outness to staff, and locale. The model accounted for a 
significant portion of the variance: F(6, 1303) = 63.33, Adj. IF 
= .222, p<.001. Both forms of victimization were significant 
predictors. Sexual orientation:13= -.369, p<.001; Race/ethnicity: 
13= -.122, p<.001. For step two, an interaction term between 
the two independent variables was introduced. The model was 
significant, and the change in R2  was significant: F(7, 1302) 
= 265.64, p<.001; Adj.  AR2 = .008, p<.001. Both forms of 
victimization remained significant predictors. The interaction was 
also significant:13= .103, p<.001. 

49 A similar regression model, as described in the previous endnote, 
was conducted to examine the same interaction on level of 
depression. In the first step, the model accounted for a significant 
portion of the variance: F(6, 1292) = 42.51, Adj. R2 = .161, 
p<.001. Both forms of victimization were significant predictors. 
Sexual orientation: 13  .309, p<.001; Race/ethnicity: J3 = .151, 
p<.001. For step two, the model was significant, and the change in 
R2  was significant: F(7, 1291) = 37.41, p<.001; Adj. AR2 = .004, 
p<.05. Both forms of victimization remained significant predictors. 
The interaction was also significant:13= -.069, p<.05. 

50 It is also relevant to consider the racial socialization that Native 
LGBTQ students may receive from parents, guardians, and other 
family members in the form of explicit and/or implicit messages 
about how to operate as a Native individual in the U.S.. These 
messages may prepare young people for experiences with racial 
injustice, and could also possibly be helpful in preparing youth 
for experiences with other forms of injustice, such as anti-LGBTQ 
victimization. Read more: 

Neblett, E. W. J., White, R. L., Ford, K. R., Philip, C. L., Nguyen, 
H. X., & Sellers, R. M. (2008). Patterns of racial socialization and 
psychological adjustment: Can parental communications about race 
reduce the impact of racial discrimination? Journal of Research on 
Adolescence, 18(3), 477-515. 

51 A similar regression model, as described in the previous endnotes, 
was conducted to examine the same interaction on number 
of school days missed due to feeling unsafe. In the first step, 
the model accounted for a significant portion of the variance: 
FI6, 1302) = 51.69, Adj. R2 = .189, p<.001. Both forms of 
victimization were significant predictors. Sexual orientation: 13 = 
.376, p<.001; Race/ethnicity: 13 = .128, p<.001. For step two, 
the model remained significant, but the change in R2  was not 
significant, and the interaction was not significant. 

52 Chi-square tests were performed examining the common types of 
school staff response by whether it was perceived to be effective 
(rated as either "somewhat effective" or "very effective") or 
ineffective (rated as either "somewhat ineffective" or "not at all 
effective"). The only common response perceived to be effective 
was telling the perpetrator to stop: x2(1) = 58.82, p<.001, ç = 
-.336. The other two common responses were both perceived to be 
ineffective: telling the student to ignore it: x2(1) = 43.48, p<.001, 

= .289; doing nothing/taking no action: x2(1) = 89.66, p<.001, 
p= .415. 
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53 Bacon, J. K., & Causton-Theoharis, J. (2012). 'It should be 
teamwork': A critical investigation of school practices and parent 
advocacy in special education. International Journal of Inclusive 
Education, 17(7), 682-699. 

Behnke, A. 0., & Kelly, C. (2011). Creating programs to help Latino 
youth thrive at school: The influence of Latino parent involvement 
programs. Journal of Extension, 49(1), 1-11. 

Jeynes, W. H. (2005). The effects of parental involvement on the 
academic achievement of African American youth. The Journal of 
Negro Education, 74(3), 260-274. 

Nguyen, J. T., You, S., & Ho, H. Z. (2009). The process of Asian 
American parental involvement and its relationship to students' 
academic achievement. In C. C. Park, R. Endo, & X. L. Rong 
(Eds.), New Perspectives on Asian American Parents, Students, 
and Teacher Recruitment (pp. 25-49), Information Age Publishing: 
Charlotte, NC. 

54 To test differences in frequency of reporting victimization to 
family members by outness to family members while controlling 
for respondent's age, gender (cisgender vs. trans/GNC), and 
multiracial/multiethnic status (Native only vs. Native and White vs. 
other Native multiracial), we conducted an analysis of covariance 
(ANCOVA), where reporting to family was the dependent variable, 
outness to family members was the independent variable, and age, 
gender, and multiracial/multiethnic status were covariates. The 
effect was significant: F(1, 1033) = 38.49, p<.001, = .04. 

55 To examine the relationship between reporting victimization to 
family and level of victimization (based on sexual orientation, 
gender expression, and race/ethnicity), we conducted partial 
correlations, controlling for how often students reported 
victimization to family, outness to parents or guardians, age, and 
multiracial/multiethnic status (Native only vs. Native and White vs. 
other Native multiracial). Level of victimization was not related to 
frequency of reporting victimization to family. 

56 To examine the relationship between family intervention and 
educational accommodation services, we conducted partial 
correlations, controlling for how often students reported 
victimization to family, outness to parents or guardians, age, and 
multiracial/multiethnic status (Native only vs. Native and White vs. 
other Native multiracial). The effect was significant: /(519) = .10, 
p<.05. 

57 To examine the relationship between family intervention and level 
of victimization (based on sexual orientation, gender expression, 
and race/ethnicity), we conducted partial correlations, controlling 
for how often students reported victimization to family, outness 
to parents or guardians, age, and multiracial/multiethnic status 
(Native only vs. Native and White vs. other Native multiracial). 
Level of victimization was not related to frequency of family 
intervention. 

58 Cholewa, B., Hull, M. F., Babcock, C. R., & Smith, A. D. (2018). 
Predictors and academic outcomes associated with in-school 
suspension. School Psychology Quarterly, 33(2), 191-199. 

Johnson, M. & Naughton, J. (2019). Just another school?: The 
need to strengthen legal protections for students facing disciplinary 
transfers. Notre Dame Journal of Law, Ethics and Public Policy, 
33(1), 1-40. 

59 Executive Office of the President. (Dec 2014). 2014 Native Youth 
Report. https://obamawhitehouse.archives.gov/sites/default/files/ 
docs/20141129nativeyouthreport_finalpdf 

60 Greytak, E. A., Kosciw, J. G., Villenas, C., & Giga, N. M. (2016). 
From Teasing to Torment: School climate revisited, a survey of U.S. 
secondary students and teachers. New York: GLSEN. 

Poteat, V. P., Scheer, J. R., & Chong, E. S. K. (2015). Sexual 
orientation-based disparities in school and juvenile discipline: 
A multiple group comparison of contributing factors. Journal of 
Educational Psychology, 108(2). 

Snapp, S., Hoenig, J., Fields, A., & Russell, S. T. (2015). Messy, 
butch, and queer: LGBTQ youth and the school-to-prison pipeline. 
Journal of Adolescent Research, 30, 57-82. 

61 The relationships between experiences with victimization (based 
on sexual orientation, gender expression, and race/ethnicity) and 
in-school disciplinary action, while controlling for multiracial/ 
multiethnic status (Native only vs. Native and White vs. other 
Native multiracial) and gender (cisgender vs. trans/GNC) 
were examined through a multivariate analysis of covariance 

(MANCOVA), where victimization was the dependent variable, 
disciplinary action was the independent variable, and both gender 
and multiracial/multiethnic status were covariates. The multivariate 
effect was significant: Pillars trace = .05, F(3, 1237) = 22.36, 
p<.001. The univariate effects for all three forms of victimization 
were significant. Sexual orientation: F11, 1239) = 61.33, p<.001, 

2  = .05. Gender expression: F(1, 1239) = 49.05, p‹.001, qp2 = 
.64. Race/ethnicity: F(1, 1239) = 19.79, p<.001, qp2 = .02. 

The relationships between experiences with victimization (based 
on sexual orientation, gender expression, and race/ethnicity) and 
out-of-school school disciplinary action, while controlling for 
multiracial/multiethnic status (Native only vs. Native and White 
vs. other Native multiracial) and gender (cisgender vs. trans/GNC) 
were examined through a similar MANCOVA. The multivariate effect 
was significant: Pillars trace = .04, R3, 1237) = 14.74, p<001. 
The univariate effects for all three forms of victimization were 
significant. Sexual orientation: F(1, 1239) = 33.65, p<.001, q.2  = 
.03. Gender expression: F(1, 1239) = 15.37, p‹.001, TV= .01. 
Race/ethnicity: F11, 1239) = 24.15, p<001, /1,2 = .02. 

The relationships between experiences with victimization (based 
on sexual orientation, gender expression, and race/ethnicity) and 
contact with law enforcement, while controlling for multiracial/ 
multiethnic status (Native only vs. Native and White vs. other 
Native multiracial) and gender (cisgender vs. trans/GNC) were 
examined through a similar MANCOVA. The multivariate effect 
was significant: Pillars trace = .02, F(3, 1237) = 9.48, p<.001. 
The univariate effects for all three forms of victimization were 
significant. Sexual orientation: F(1, 1239) = 7.87, p‹.01, qp2 = 
.01. Gender expression: F(1, 1239) = 13.05, p<.001, = .01. 
Race/ethnicity: R1, 1239) = 22.89, p‹.001, qp2  = .02. 

62 The relationship between number of school days missed due to 
feeling unsafe and in-school disciplinary action, while controlling 
for multiracial/multiethnic status (Native only vs. Native and 
White vs. other Native multiracial) and gender (cisgender vs. trans/ 
GNC) was examined through an analysis of covariance (ANCOVA), 
where number of days missed was the dependent variable, 
disciplinary action was the independent variable, and both gender 
and multiracial/multiethnic status were covariates. The effect was 
significant: F(1, 1287) = 57.53, p<.001, qp2 = .03. 

We conducted a similar ANCOVA to examine the relationship 
between number of school days missed and out-of-school 
discipline. The effect was significant: F(1, 1287) = 21.76, 
p<001, qp2 = .02. 

We conducted a similar ANCOVA to examine the relationship 
between number of school days missed and contact with law 
enforcement as a result of school discipline. The effect was 
significant: F(1, 1287) = 8.45, p<.01, qp2 = .01. 

63 The relationships between experiences with anti-LGBTQ 
discriminatory policies/practices and school disciplinary action, 
while controlling for multiracial/multiethnic status (Native only vs. 
Native and White vs. other Native multiracial) and gender (cisgender 
vs. trans/GNC), were examined through a multivariate analysis of 
covariance (MANCOVA), where discipline (in-school, out-of-school, 
and law enforcement) were the dependent variables, discrimination 
was the independent variable, and both gender and multiracial/ 
multiethnic status were covariates. The multivariate effect was 
significant: Pillai's trace = .05, F(3, 1278) = 8.37, p<001. The 
univariate effects for in-school and out-of-school discipline were 
significant. In-school: F(1, 1280) = 24.56, p‹.001, rin2  = .02. 
Out-of-school: F11, 1280) = 4.58, p<.05, rip2  = .004.The univariate 
effect for contact with law enforcement was not significant. 

64 Kosciw, J. G., Greytak, E. A., Zongrone, A. D., Clark, C. M., & 
Truong, N. L. (2018). The 2017 National School Climate Survey: 
The experiences of lesbian, gay, bisexual, transgender, and queer 
youth in our nation's schools. New York: GLSEN. 

65 The relationships between trans/GNC status and school disciplinary 
action, while controlling for multiracial/multiethnic status 
(Native only vs. Native and White vs. other Native multiracial), 
were examined through a multivariate analysis of covariance 
(MANCOVA), where discipline (in-school, out-of-school, and law 
enforcement) were the dependent variables, trans/GNC status was 
the independent variable, and multiracial/multiethnic status was 
the covariate. The multivariate effect was significant: Pillars trace 
= .009, F(3, 1290) = 3.91, p<.01. The univariate effect for in-
school discipline was significant: F(1, 1292) = 10.95, p<.01, qp2 = 
.01. The univariate effects for out-of-school discipline and contact 
with law enforcement were not significant. 
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66 In order to examine the relationship between trans/GNC status and 
school discipline, while controlling for anti-LGBTQ victimization, 
we performed a MANCOVA similar to the one described in the 
previous endnote, with victimization (due to sexual orientation and 
due to gender expression) included as two additional covariates. 
The multivariate effect was no longer significant. 

67 Ksinan, A. J., Vazsonyi, A. T., Jiskrova, G. K., Peugh, J. L. (2019). 
National ethnic and racial disparities in disciplinary practices: 
A contextual analysis in American secondary schools. Journal of 
School Psychology, 74, 106-125. 

Silverman, T. (2019). School discipline disparities: How we can do 
better. https://wwmiyi.org/school-discipline-disparities-how-we-can-
do-better/ 

68 Chi-square tests were performed looking at experiences with school 
discipline (in-school discipline, out-of-school discipline, and 
contact with law enforcement) by multiracial/multiethnic status 
(Native only vs. Native and White vs. other Native multiracial). The 
effect was significant for out-of-school discipline: x2(1) = 7.81, 
p<.05, i = .08. Pairwise comparisons were considered at p‹.05. 
Biracial Native/White students were less likely to experience out-of-
school discipline than other multiracial Native students. No other 
differences were observed. The effects for in-school discipline and 
contact with law enforcement were not significant. 

69 The relationships between multiracial/multiethnic status (Native 
only vs. Native and White vs. other Native multiracial) and 
school disciplinary action (in-school, out-of-school, contact 
with law enforcement), while controlling for racial harassment, 
were examined through a multivariate analysis of covariance 
(MANCOVA), where the three different forms of discipline were 
the dependent variables, multiracial/multiethnic status was the 
independent variable, and racial harassment was the covariate. The 
multivariate effect was not significant. 

70 Mowen, T. J. & Parker, K. F. (2014). Minority threat and school 
security: Assessing the impact of Black and Hispanic student 
representation on school security measures. Security Journal, 
30(2), 504-522. 

71 We conducted a series of three logistic regressions to determine 
whether experiences with school discipline (in-school, out-of-
school, and contact with law enforcement) were predicted by 
school racial majority (majority-White, majority-Black, majority-
Latinx, other racial majority, and no racial majority), while 
controlling for multiracial/multiethnic status (Native only vs. Native 
and White vs. other Native multiracial) and race-based harassment, 
where the three different forms of discipline were the dependent 
variables, school racial majority was the independent variable, 
and multiracial/multiethnic status and race-based harassment 
were the covariates. School racial majority was a significant factor 
predicting out-of-school discipline. Compared to majority-Black 
schools, Native LGBTQ students had lower odds of experiencing 
out-of-school discipline in majority-White schools, majority-Latinx 
schools, and schools with another racial/ethnic majority. Majority-
White: odds ratio (OR) = 0.36, p<.001; majority-Latinx: OR = 
0.41, p<.05; other majority: OR = 0.35, p<.05. School racial 
composition was not a significant predictor for in-school discipline 
and for contact with law enforcement. 

72 To test differences in grade point average (GPA) by experiencing 
school disciplinary action (in-school, out-of-school, law 
enforcement), while controlling for multiracial/multiethnic status 
(Native only vs. Native and White vs. other Native multiracial) 
and gender (cisgender vs. trans/GNC), we conducted a series of 
partial correlations. In-school discipline: :0.290) = -.25, fx.001; 
out-of-school discipline: 1(1290) = -.11, p<.001; law enforcement: 
111290) = -.12, p<.001. 

73 We conducted a series of three logistic regressions to determine 
with the relationship between school discipline (in-school, out-
of-school, and contact with law enforcement) and educational 
aspirations, where discipline was the dependent variable in each 
regression, educational aspirations was the independent variable, 
and multiracial/multiethnic status (Native only vs. Native and 
White vs. other Native multiracial), race-based harassment, 
and student body racial majority were included as covariates. 
In-school discipline, out-of-school discipline, and contact with 
law enforcement were each related to educational aspirations. 
In-school discipline: Compared to those only planning to graduate 
high school, students planning to obtain a Bachelor's degree (odds 
ratio (OR) = 0.52, p<.05) and those planning to obtain a graduate 
degree (OR = 0.43, p<.01) each had lower odds of experiencing 

in-school discipline. Out-of-school discipline: Compared to those 
only planning to graduate high school, students planning to 
obtain a graduate degree (OR = 0.42, p<.05) had lower odds of 
experiencing out-of-school discipline. Law enforcement: Compared 
to those not planning to graduate high school, students planning 
to complete vocational school (OR = 0.07, p<05), obtain an 
Associate's degree (OR = 0.14, p‹.05), obtain a Bachelor's 
degree (OR = 0.09, p<.01), or obtain a graduate degree (OR = 
0.07, p<.01) all had lower odds of experiencing contact with law 
enforcement. 

74 A chi-square test was performed looking at the relationship 
between GSA availability and school locale. The effect was 
significant: x2(2) = 78.75, p<001, Cramer's V = .24. Pairwise 
comparisons were considered at p<.05. Students in rural schools 
were least likely to have a GSA; there was no difference between 
those in urban schools and those in suburban schools. 

75 A chi-square test was performed looking at the relationship 
between GSA availability and school region. The effect was 
significant: x2(3) = 107.79, p‹.001, Cramer's V = .28. Pairwise 
comparisons were considered at p<.05. Students attending school 
in the South were least likely to have a GSA; students attending 
schools in the Midwest were less likely to have a GSA than those in 
the Northeast or West; there was no difference between schools in 
the Northeast and those in the West. 

76 McCready, L. T. (2004). Some challenges facing queer youth 
programs in urban high schools. Journal of Gay and Lesbian Issues 
in Education, 1(3), 37-51. 

77 To test differences in GSA availability by school racial composition 
(majority White, majority students of color, no majority), while 
controlling for region and locale (urban, suburban, rural) we 
conducted an analysis of covariance (ANCOVA), where GSA 
presence was the dependent variable, school racial composition 
was the independent variable, and region and locale were 
covariates. The effect was not significant. 

To test differences in GSA participation (did not attend, attended 
but not as leader, attended as leader/officer) by school racial 
composition (majority White, majority students of color, no 
majority), while controlling for multiracial/multiethnic status 
(Native only vs. Native and White vs. other multiracial Native), 
region, and locale (urban, suburban, rural) we conducted a 
multinomial logistic regression among those with a GSA at their 
school, where GSA participation was the dependent variable, school 
racial composition was the independent variable, and multiracial/ 
multiethnic status, region, and locale were covariates. The model 
was not significant. 

78 Porta, C. M., Singer, E., Mehus, C. J., Gower, A. L., Saewyc, E., 
Fredkove, W., & Eisenberg, M. E. (2017). LGBTQ youth's views on 
gay-straight alliances: Building community, providing gateways, and 
representing safety and support. Journal of School Health, 87(7), 
489-497. 

Toomey, R. B. & Russell, S. T. (2013). Gay-straight alliances, 
social justice involvement, and school victimization of lesbian, gay, 
bisexual, and queer youth: Implications for school well-being and 
plans to vote. Youth & Society, 45(4), 500-522. 

79 To test differences in missing school by GSA availability, while 
controlling for multiracial/multiethnic status (Native only vs. Native 
and White vs. other Native multiracial), region, and locale (urban, 
suburban, rural) we conducted an analysis of covariance (ANCOVA), 
where number of school days missed was the dependent variable, 
GSA presence was the independent variable, and multiracial/ 
multiethnic status, region, and locale were covariates. The effect 
was significant: F(1, 1313) = 14.53, p<.001, qp2 = .01. 

80 To test differences in school belonging by GSA availability, while 
controlling for multiracial/multiethnic status (Native only vs. Native 
and White vs. other Native multiracial), region, and locale (urban, 
suburban, rural) we conducted an analysis of covariance (ANCOVA), 
where level of school belonging was the dependent variable, 
GSA presence was the independent variable, and multiracial/ 
multiethnic status, region, and locale were covariates. The effect 
was significant: F(1, 1314) = 50.19, p<001, np2 = .04. 

81 In order to examine differences in feeling unsafe by GSA 
availability we conducted a multivariate analysis of covariance 
(MANCOVA), with three dependent variables (feeling unsafe due 
to sexual orientation, gender expression, and race/ethnicity), 
presence of GSA as the independent variable, and multiracial/ 
multiethnic status (Native only vs. Native and White vs. other 
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Native multiracial), region, and locale (urban, suburban, rural) 
as the covariates. The multivariate effect was significant: Pillai's 
trace = .02, F(3, 1315) = 9.84, p<.001. The univariate effect 
was significant for feeling unsafe regarding sexual orientation: 
F(1, 1317) = 27.50, p<.001, 1 2  = .02. The univariate effects for 
feeling unsafe regarding gender expression and race/ethnicity were 
not significant. 

82 To examine differences in school belonging by GSA participation, 
an analysis of covariance (ANCOVA) was conducted among those 
with a GSA at school, with school belonging as the dependent 
variable, level of GSA participation as the independent variable, 
and multiracial/multiethnic status (Native only vs. Native and White 
vs. other Native multiracial), gender (trans/GNC vs. cisgender), 
severity of victimization based on sexual orientation, and severity 
of victimization based on gender expression as the covariates. The 
multivariate effect was not significant. 

83 To examine differences in comfort level by GSA participation, an 
analysis of covariance (ANCOVA) was conducted among those with 
a GSA at school, with comfort level bringing up LGBTQ issues 
in class as the dependent variable, level of GSA participation 
as the independent variable, and multiracial/multiethnic status 
(Native only vs. Native and White vs. other Native multiracial) and 
gender (trans/GNC vs. cisgender) as the covariates. The effect 
was significant: F(2, 600) = 12.20, p<.001, qp2 = .04. Post hoc 
comparisons were considered at p‹.05. GSA leaders felt more 
comfortable than other GSA participants, as well as those who did 
not participate in their GSA. No other differences were observed. 

84 In the survey, we asked about whether students participated in 
several forms of activism, including: participating in an event 
where people express their political views (such as a poetry slam 
or youth forum); volunteering to campaign for a political cause or 
candidate; participating in a boycott against a company; expressing 
views about politics or social issues on social media; contacting 
politicians, governments, or authorities about issues important to 
the student; participating in a rally, protest, or demonstration; or, 
participating in a GLSEN Day of Action, such as Day of Silence or 
Ally Week. 

To examine differences in rates of activism by level of GSA 
participation, a series of chi-square tests were conducted for 
each form of activism. The effect was significant for each form of 
activism. Day of Action: x2(2) = 57.30, p<.001, Cramer's V = .30; 
event to express political views: x2(2) = 29.85, p<.001, Cramer's 
V = .22; volunteering: x2(2) = 10.82, p<.01, Cramer's V = .13; 
boycott: x2(2) = 7.72, p<.05, Cramer's V = .11; social media: 
x2(2) = 8.48, p<.05, Cramer's V = .12; rally: x2(2) = 14.13, 
p<.01, Cramer's V = .15; contacting politicians: x2(2) = 8.49, 
p<.05, Cramer's V = .12. Pairwise comparisons were considered 
at p<.05. For nearly all activities, with the exception of contacting 
politicians, GSA leaders were more likely to participate than 
students who did not attend GSA meetings. For nearly all activities, 
with the exception of participating in a boycott, GSA leaders were 
also more likely than non-leader GSA members to participate. 
Non-leader GSA members were more likely than those who did not 
attend meetings to participate in a GLSEN Day of Action. No other 
significant differences were observed. 

85 To examine differences in anti-LGBTQ victimization, a multivariate 
analysis of variance (MANOVA) was conducted with level of GSA 
participation as the independent variable, and two dependent 
variables: severity of victimization due to sexual orientation, 
and severity of victimization due to gender expression. The 
multivariate effect was significant: Pillai's Trace = .04, F(4, 
1198) = 5.69, p<.001, qp2 = .02. The univariate effects for 
victimization due to sexual orientation and gender expression were 
both significant. Sexual orientation: F12, 599) = 8.68, p‹.001, 
qp2 = .03. Gender expression: R2, 599) = 11.27, p<.001, 
=.04. Pairwise comparisons were considered at p<.05. For both 
forms of victimization, GSA leaders experienced greater levels of 
victimization than all others. No differences were observed between 
non-leader GSA members and those who were not GSA members. 

86 Chi-square tests were performed looking at the relationship 
between ethnic/cultural club availability and school region and 
locale. The effect for locale was significant: x2(2) = 28.10, pe.001, 
Cramer's V = .15. Pairwise comparisons were considered at p<.05. 
Students in rural schools were least likely to have an ethnic/cultural 
club; there was no difference between urban and suburban schools. 
The effect for region was not significant. 

87 To examine differences in ethnic/cultural club availability by school 
racial composition (majority White vs. majority students of color 
vs. no racial majority), an analysis of covariance (ANCOVA), with 
club availability as the dependent variable, racial composition as 
the independent variable, and region and locale (urban, suburban, 
rural) as the covariates. The effect was significant: F(2, 1155) = 
4.39, p<.05, rip2 = .01. Post hoc comparisons were considered at 
p<.05. Students in majority-White schools were less likely to have 
an ethnic/cultural club than those where the majority of students 
were youth of color. No other differences were observed. 

88 To test differences in school belonging by ethnic/cultural club 
availability, while controlling for multiracial/multiethnic status 
(Native only vs. Native and White vs. other Native multiracial), 
school racial majority, region, and locale (urban, suburban, rural) 
we conducted an analysis of covariance (ANCOVA), where level 
of school belonging was the dependent variable, club presence 
was the independent variable, and multiracial/multiethnic status, 
school racial majority, region, and locale were covariates. The effect 
was not significant. 

89 To test differences in skipping school due to feeling unsafe by 
ethnic/cultural club availability, while controlling for multiracial/ 
multiethnic status (Native only vs. Native and White vs. other 
Native multiracial), school racial majority, region, and locale 
(urban, suburban, rural) we conducted an analysis of covariance 
(ANCOVA), where number of school days missed was the dependent 
variable, club presence was the independent variable, and 
multiracial/multiethnic status, school racial majority, region, and 
locale were covariates. The effect was not significant. 

90 To test differences in feeling unsafe (due to race/ethnicity, sexual 
orientation, and gender expression) by ethnic/cultural club 
availability, while controlling for multiracial/multiethnic status 
(Native only vs. Native and White vs. other Native multiracial), 
school racial majority, region, and locale (urban, suburban, rural) 
we conducted a multivariate analysis of covariance (MANCOVA), 
where the reasons for feeling unsafe were the dependent variables, 
club presence was the independent variable, and multiracial/ 
multiethnic status, school racial majority, region, and locale were 
covariates. The effect was not significant. 

91 To test differences in school belonging by ethnic/cultural club 
membership, while controlling for multiracial/multiethnic status 
(Native only vs. Native and White vs. other Native multiracial), 
school racial majority, and race-based harassment, we conducted 
an analysis of covariance (ANCOVA), where level of school 
belonging was the dependent variable, club participation was the 
independent variable, and multiracial/multiethnic status, school 
racial majority, and race-based harassment were covariates. The 
effect was significant: F(2, 785) = 6.78, p<.01, N2 = .02. Native 
LGBTQ students who participated in their ethnic/cultural club were 
had a greater sense of school belonging than those who did not 
participate. 

92 In the survey, we asked about whether students participated in 
several forms of activism, including: participating in an event 
where people express their political views (such as a poetry slam 
or youth forum); volunteering to campaign for a political cause or 
candidate; participating in a boycott against a company; expressing 
views about politics or social issues on social media; contacting 
politicians, governments, or authorities about issues important to 
the student; participating in a rally, protest, or demonstration; or, 
participating in a GLSEN Day of Action, such as Day of Silence or 
Ally Week. 

To examine differences in rates of activism by ethnic/cultural club 
participation, a series of chi-square tests were conducted for each 
form of activism. The effect was significant for nearly all forms of 
activism, with the exception of expressing views on social media. 
Day of Action: x2(1) = 6.43, p<.05, Cramer's V = .08; event to 
express political views: x2(1) = 23.54, p<.001, Cramer's V = .16; 
volunteering: x2(1) = 22.41, p<.001, Cramer's V = .16; boycott: 
X2(1) = 9.69, p<.01, Cramer's V = .10; rally: x2(1) = 11.92, p<.01, 
Cramer's V = .12; contacting politicians: x2(1) = 10.16, p<.01, 
Cramer's V = .11. 

93 Kosciw, J. G., Greytak, E. A., Zongrone, A. D., Clark, C. M., & 
Truong, N. L. (2018). The 2017 National School Climate Survey: 
The experiences of lesbian, gay, bisexual, transgender, and queer 
youth in our nation's schools. New York: GLSEN. 

94 Shelton, S. A. & Barnes, M. E. (2016). "Racism just isn't an issue 
anymore": Preservice teachers' resistances to the intersections of 
sexuality and race. Teaching and Teacher Education, 55, 165-174. 
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95 To examine differences in supportive staff and administration 
by gender, a multivariate analysis of variance (MANOVA) 
was conducted with gender (trans/GNC vs. cisgender) as the 
independent variable, and two dependent variables: number of 
LGBTQ-supportive staff and level of support from administration 
regarding LGBTQ issues. The multivariate effect was significant: 
Pillai's Trace = .01, F12, 1277) = 5.57, p‹.01, i 2  =  .01. The 
univariate effects for supportive staff and administration were 
both significant. Staff: F(1, 1278) = 11.10, p<.01,11,2 = .01; 
Administration: F(1, 1278) = 4.34, p<.05, i 2  =003. 

96 To examine differences in supportive staff and administration by 
multiracial/multiethnic status (Native only vs. Native and White 
vs. other multiracial Native), a multivariate analysis of covariance 
(MANCOVA) was conducted with multiracial/multiethnic status 
as the independent variable, two dependent variables (number of 
LGBTQ-supportive staff and level of support from administration 
regarding LGBTQ issues), and with locale (urban, suburban, rural), 
region, and school racial majority as covariates. The multivariate 
effect was not significant. 

97 We conducted a series of partial correlations to examine, while 
controlling for multiracial/multiethnic status (Native only vs. 
Native and White vs. other multiracial Native) the relationships 
between number of supportive educators and: missing school 
due to feeling unsafe, feeling unsafe (due to sexual orientation, 
gender expression, and race/ethnicity), psychological well-being 
(self-esteem and depression), school belonging, and GPA. Missing 
school: r(1300) = -.24, p<.001; feeling unsafe due to sexual 
orientation: /11300) = -.24, p<.001; feeling unsafe due to gender 
expression: r(1300) = -.14, p<.001; feeling unsafe due to race/ 
ethnicity: /(1300) = -.10, p<001. Self-esteem: r(1300) = .27, 
p<.001; depression: i1300)  = -.31, p<.001; feelings of school 
belonging: r(1300) = .52, p<.001; GPA: i(1300) = .10, p<001. 

98 To test differences in educational aspirations by number of 
LGBTQ-supportive educators, while controlling for multiracial/ 
multiethnic status (Native only vs. Native and White vs. other 
Native multiracial), we conducted an analysis of covariance 

(ANCOVA), where level of supportive educators was the dependent 
variable, educational aspirations was the independent variable, and 
multiracial/multiethnic status was the covariate. The effect was 
significant: F(5, 1313) = 5.94, rx.001, Tip2  =  .02. Native LGBTQ 
students who did not plan to graduate high school had fewer 
supportive educators than those who planned to get a Bachelor's 
degree as well as those planning to go to graduate school. Those 
planning to get an Associate's degree had fewer supportive 
educators than those planning to get a Bachelor's degree. No other 
significant differences were observed. 

99 We conducted a series of partial correlations to examine, while 
controlling for multiracial/multiethnic status (Native only vs. Native 
and White vs. other multiracial Native) the relationships between 
having an LGBTQ-inclusive curriculum at school and: feeling 
unsafe (due to sexual orientation, gender expression, and race/ 
ethnicity), perception of how accepting the student body is of 
LGBTQ people, and feelings of school belonging. Feeling unsafe 
due to sexual orientation: /11336) = -.21, p<.001; feeling unsafe 
due to gender expression: r(1336) = -.12, p<.001; Student body 
acceptance: r(1336) = .31, p<.001; feelings of school belonging: 
r(1336) = .32, p‹.001. 

100 In order to examine the relationship between LGBTQ-inclusive 
curriculum and feeling unsafe due to race/ethnicity, while 
controlling for multiracial/multiethnic identity, we conducted the 
partial correlation described in the previous endnote. The effect 
was not significant. 
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Preface 





Twenty years ago, GLSEN began investing in applied research capacity to build the evidence base for action 
on LGBTQ issues in K-12 schools, and to track the impact of efforts to improve the lives and life prospects of 
LGBTQ students. Now conducted under the banner of the GLSEN Research Institute, each new report in this 
body of work seeks to provide clarity, urgency, and renewed inspiration for the education leaders, advocates, 
and organizational partners dedicated to the work. 

Erasure and Resilience: The Experiences of LGBTQ Students of Color is a series of four reports, each 
publication focusing on a different group of LGBTQ students, their lives at school, and the factors that make 
the biggest difference for them. The reports in this series examine the school experiences of Asian American 
and Pacific Islander (AAPI), Black, Latinx, and Native and Indigenous LGBTQ youth. Each report was 
conducted and is released in partnership with organizations specifically dedicated to work with the student 
population in question. We are so grateful for the partnership of the National Queer Asian Pacific Islander 
Alliance, the National Black Justice Coalition, UnidosUS and the Hispanic Federation, and the Center for 
Native American Youth. 

These reports arrive as the United States wrestles with two fundamental challenges to our commitment to 
provide a K-12 education to every child — the depth of the systemic racism undermining true educational 
equity in our K-12 school systems; and the rising tide of racist, anti-LGBTQ, anti-immigrant, and White 
Christian nationalist sentiment being expressed in the mainstream of U.S. society. The students whose lives 
are illuminated in these reports bear the brunt of both of these challenges. Their resilience calls on each of 
us to join the fight. 

(b)(6) 

Eliza Byard, Ph.D. 
Executive Director 
GLSEN 
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Dear Readers, 

Among our bedrock values as a nation, is our guarantee for all children in the U.S. to have equal 
educational opportunity, regardless of race, ethnicity, religion, country of origin, immigration status, 
income, or gender. Fortunately, there are now laws that protect against discrimination in education on the 
basis of sexual orientation or disability. Unfortunately, students who already experience discrimination and 
harassment at school because of their intersectional identities as Hispanic/Latino/Latina/Latinx youth and 
lesbian, gay, bisexual, transgender, and queer (LGBTQ) identities, are facing even more challenges in an 
increasingly divisive era with racism and anti-immigrant sentiment on the rise. 

The challenges facing these students and proposed remedies for creating a safe and supportive school 
climate for LGBTQ Latinx youth to succeed academically, socially, and personally are outlined in 
this important report, "Erasure and Resilience: The Experiences of LGBTQ Students of Color, Latinx 
LGBTQ Youth in U.S. Schools." Hispanic Federation (HF), which seeks to empower and advance Latino 
communities, support Hispanic families, and strengthen Latino institutions through work in social and 
economic justice in areas such as education, is proud to partner with GLSEN and others on this important 
research and accompanying recommendations. 

Hispanic Federation believes that a quality education is the single most important investment we can make 
in Latino communities. HF's educational programs support students and their families at every stage of 
the academic system in partnership with our 120 Latino-serving non-profit member agencies. This new 
report calls attention to the layers of discrimination LGBTQ Latinx students face and the critical need to 
ensure school personnel and policies provide culturally competent, safe, and supportive spaces at the 
intersections of race, ethnicity, sexual orientation, and gender identity. 

More research is needed to better understand the complexity of issues faced by our students and the 
supports needed to be successful. In the meantime, we invite students, faculty, academics, social workers, 
parents, policymakers, and the general public to review this important research and take action to create 
a more inclusive learning and social experience on school campuses, so that all students can succeed 
academically and in life. 

Sincerely, 

(b)(6)

11 
Frankie Miranda 
President 
Hispanic Federation 
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UnidosUS (formerly National Council of La Raza) is the largest national Latino civil rights and advocacy 
organization in the United States. The UnidosUS Education leadership portfolio, also known as Lideres, 
is guided by a vision to reimagine and shape the future of Latinx youth in the United States by enhancing 
their visibility, voice, talents, stories and opportunities. We believe that LGBTQIA+ Latinx youth are an 
important part of that future, and UnidosUS is proud to partner with GLSEN in releasing a new report on 
their experiences, Erasure and Resilience: The Experiences of LGBTQ Students of Color, Latinx LGBTQ 
Youth in U.S. Schools. 

Despite recent positive social changes for lesbian, gay, bisexual, transgender, and queer people, many still 
experience discrimination in their lives and within their communities. For Latinx youth, anti-immigrant 
and xenophobic sentiment from the U.S. government can exacerbate experiences of racism. Erasure and 
Resilience: The Experiences of LGBTQ Students of Color, Latinx LGBTQ Youth in U.S. Schools examines 
the experiences of LGBTQIA+ youth in schools. It considers the intersections of their identities, including 
their race, sexual orientation, gender identity/expression, and immigration status. 

The data tells a harsh story of safety concerns and identity-based harassment. It shows that students 
who are targeted for harassment across multiple marginalized identities suffer serious consequences — 
including the poorest academic outcomes and worst psychological well-being. This data is a collective 
call to action for educators and community members to support LGBTQIA+ Latinx youth and create 
safer schools. 

This report is a critical tool for educators, policymakers, safe school advocates and others concerned with 
creating more inclusive educational spaces, particularly for Latinx LGBTQ youth. You can find data around 
the benefits of supportive educators and student clubs (GSAs and ethnic/cultural clubs). While this data 
shows that Latinx LGBTQ youth that can identify supportive educators at school are more likely to plan on 
completing high school, many don't have access to these educators. This lack of access means more kids 
drop out — one factor contributing to low high school completion rates for Latinx youth. In order to shape a 
future in which LGBTQIA+ Latinx youth have access to opportunities, we have a collective and individual 
responsibility to create safer and more inclusive schools in which they can thrive. 

UnidosUS is proud to work with GLSEN to present this important research. We are confident that it will 
contribute to positively shaping and creating safer schools and welcoming learning environments for 
Latinx LGBTQIA+ youth. 

iAdelante! 

(bX6) •
Margaret McLeod, Ed.D. Washington Navarrete 
Vice President of Education, Education Leadership Program Manager 
Workforce Development, and Evalua Un idosUS 
UnidosUS 
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Introduction 

Existing research has illustrated that Hispanic and Latino/Latina/Latinx youth (in this report, inclusively 
referred to as Latinx) as well as lesbian, gay, bisexual, transgender, and queer (LGBTQ) youth often 
face unique challenges at school related to their marginalized identities. In addition to anti-immigrant 
rhetoric that is often directed at people of Latin American descent, many Latinx youth face racial/ethnic 
discrimination and harassment at school from both peers and school personnel. These experiences may 
have a detrimental impact on students' psychological well-being and educational outcomes, including 
particularly low rates of high school completion. Similarly, LGBTQ youth often face unique challenges 
related to their sexual orientation, gender identity, and gender expression. LGBTQ youth often report 
experiencing victimization and discrimination, and have limited access to in-school resources that may 
improve school climate. Although there has been a growing body of research on the experiences of Latinx 
youth and LGBTQ youth in schools, very few studies have examined the intersections of these identities 
— the experiences of Latinx LGBTQ students. Existing findings show that schools nationwide are hostile 
environments for LGBTQ youth of color, where they experience victimization and discrimination based on 
race, sexual orientation, gender identity, or all of these identities. This report is one of a series of reports 
that focus on LGBTQ students of different racial/ethnic identities, including Asian American and Pacific 
Islander, Black, and Native and Indigenous LGBTQ youth. 

In this report, we examine the experiences of Latinx LGBTQ students with regard to indicators of negative 
school climate and their impact on academic achievement, educational aspirations, and psychological 
well-being: 

• Feeling unsafe in school because of personal characteristics, such as sexual orientation, gender 
expression and race/ethnicity, and missing school because of safety reasons; 

• Hearing biased remarks, including homophobic and racist remarks, in school; 

• Experiencing victimization in school; and 

• Experiencing school disciplinary practices at school. 

In addition, we examine whether Latinx LGBTQ students report experiences of victimization to school 
officials or their families, and how these adults address the problem. 

We also examine the degree to which Latinx LGBTQ students have access to supportive resources in 
school, and explore the possible benefits of these resources: 

• GSAs (Gay-Straight Alliances or Gender and Sexuality Alliances) or similar clubs; 

• Ethnic/cultural clubs; 

• Supportive school staff; and 

• Curricular resources that are inclusive of LGBTQ-related topics. 

Methods 

Data for this report came from GLSEN's 2017 National School Climate Survey (NSCS). The full sample for 
the 2017 NSCS was 23,001 LGBTQ middle and high school students between 13 and 21 years old. In 
the NSCS, when asked about their race and ethnicity, participants had the option to choose "Hispanic or 
Latino/a" among other racial/ethnic categories. The sample for this report consists of any LGBTQ student 
in the national sample who identified as Latinx, including those who identified only as Latinx and those 
who identified as Latinx and another racial/ethnic identity. 
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The final sample for this report was a total of 3,352 Latinx LGBTQ students. Students were from all 50 
states and the District of Columbia as well as Puerto Rico, Guam, and the U.S. Virgin Islands. Just under 
half (45.6%) identified as gay or lesbian, over half (56.8%) were cisgender, and 49.6% identified with one 
or more racial/ethnic identities in addition to Latinx. The majority of students attended high school and 
public schools. 

Key Findings 

Safety and Victimization at School 

School Safety 

• Over half of Latinx LGBTQ students (54.9%) felt unsafe at school because of their sexual orientation, 
44.2% because of their gender expression, and 22.3% because of their race or ethnicity. 

• Latinx LGBTQ students born outside the U.S. were more likely to feel unsafe about their race/ethnicity 
than those born in the U.S. (29.1% vs. 21.8%). 

• Over a third of Latinx LGBTQ students (35.0%) reported missing at least one day of school in the last 
month because they felt unsafe or uncomfortable, and over one-tenth (10.8%) missed four or more 
days in the past month. 

Biased Remarks at School 

• 98.5% of Latinx LGBTQ students heard "gay" used in a negative way; over two-thirds (70.3%) heard 
this type of language often or frequently. 

• 94.7% of Latinx LGBTQ students heard other homophobic remarks; over half (59.3%) heard this type 
of language often or frequently. 

• The vast majority of Latinx LGBTQ students heard negative remarks about gender expression. 

- 91.1% heard remarks about not acting "masculine" enough; just over half (54.4%) heard these 
remarks often or frequently. 

- 86.2% heard remarks about not acting "feminine" enough; two-fifths (40.2%) heard these remarks 
often or frequently. 

• 83.7% of Latinx LGBTQ students heard negative remarks about transgender people; two-fifths (40.5%) 
heard these remarks often or frequently. 

• 90.6% of Latinx LGBTQ students heard racist remarks; just over half (56.9%) heard these remarks 
often or frequently. 

Harassment and Assault at School 

• Many students experienced harassment or assault at school based on personal characteristics, 
including sexual orientation (69.2%), gender expression (60.2%), and race/ethnicity (49.5%). 

• Compared to those who experienced lower than average levels of victimization, Latinx LGBTQ students 
who experienced higher levels of victimization based on sexual orientation at school: 

- were more than twice as likely to skip school because they felt unsafe (61.0% vs. 24.6%); 

- were less likely to plan to obtain a four-year degree (78.4% vs. 85.7%); and 
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- experienced lower levels of school belonging and greater levels of depression. 

• Compared to those who experienced lower than average levels of victimization, Latinx LGBTQ students 
who experienced higher levels of victimization based on race/ethnicity at school: 

- were more than twice as likely to skip school because they felt unsafe (47.6% vs. 22.6%); and 

- experienced lower levels of school belonging and greater levels of depression. 

• Transgender and gender nonconforming (trans/GNC) Latinx students experienced greater levels of 
victimization based on sexual orientation, gender expression, and race/ethnicity than cisgender LGBQ 
Latinx students. 

• Latinx LGBTQ students who identified with multiple racial/ethnic identities experienced somewhat 
greater levels of victimization based on race/ethnicity, sexual orientation, and gender expression than 
LGBTQ students who only identified as Latinx. 

• Latinx LGBTQ students who did not learn English as a first language experienced greater levels of 
victimization based on race/ethnicity than those who did learn English as a first language. 

• Around two-fifths of Latinx LGBTQ students (41.6%) experienced harassment or assault at school due 
to both their sexual orientation and their race/ethnicity. Compared to those who experienced one form 
of victimization or neither, Latinx LGBTQ students who experienced both forms of victimization: 

- experienced the lowest levels of school belonging; 

- had the greatest levels of depression; and 

- were the most likely to skip school because they felt unsafe. 

Reporting School-based Harassment and Assault, and Intervention 

• A majority of Latinx LGBTQ students (57.7%) who experienced harassment or assault in the past year 
never reported victimization to staff, most commonly because they did not think that staff would do 
anything about it (63.5%). 

• Only a third (34.9%) reported that staff responded effectively when students reported victimization. 

• Less than half of Latinx LGBTQ students (41.0%) had told a family member about the victimization 
they faced at school. 

• Among Latinx LGBTQ students who reported victimization experiences to a family member, just over 
half (56.3%) indicated that a family member talked to their teacher, principal or other school staff. 

School Practices 

Experiences with School Discipline 

• Nearly two-fifths of Latinx LGBTQ students (39.5%) experienced some form of school discipline, such 
as detention, out-of-school suspension, or expulsion. 

• Latinx LGBTQ students with multiple racial/ethnic identities experienced greater levels of discipline 
than those who identified only as Latinx. 

• Negative school experiences were related to experiences of school discipline for Latinx LGBTQ 
students. Those who experienced school discipline: 
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- experienced higher rates of victimization based on sexual orientation, gender expression, and race/ 
ethnicity; 

- were more likely to skip school because they felt unsafe; and 

- were more likely to experience anti-LGBTQ discriminatory school policies or practices. 

• Experiences with school discipline may also negatively impact educational outcomes for Latinx LGBTQ 
students. Those who experienced school discipline: 

- were less likely to plan on pursuing post-secondary education; and 

- had lower grade point averages (GPAs). 

School-Based Supports and Resources for Latinx LGBTQ Students 

GSAs 

Availability and Participation 

• Just over half of Latinx LGBTQ students (52.7%) reported having a GSA at their school. 

• Latinx LGBTQ students who attended majority-White schools were more likely to have a GSA than 
those in majority-Latinx schools. 

• Latinx LGBTQ students who attended rural schools and/or schools in the South were less likely to have 
access to a GSA. 

• The majority of those with a GSA participated in the club (62.4%), and one-fifth (22.3%) participated 
as an officer or a leader. 

Utility 

• Compared to those without a GSA, Latinx LGBTQ students with a GSA: 

- were less likely to miss school due to safety concerns (29.6% vs. 41.0%); 

- were less likely to feel unsafe because of their sexual orientation (48.0% vs. 62.7%); and 

- felt greater belonging to their school community. 

• Latinx LGBTQ students who participated in their GSA felt more comfortable bringing up LGBTQ issues 
in class and were more likely to participate in several forms of activism. 

Ethnic/Cultural Clubs 

Availability and Participation 

• Nearly three-quarters of Latinx LGBTQ students (73.8%) reported that their school had an ethnic or 
cultural club. 

• One in ten Latinx LGBTQ students (10.7%) with an ethnic/cultural club at school attended meetings, 
and 1.5% participated as an officer or leader. 

• Latinx LGBTQ students with an ethnic/cultural club at school were more likely to participate if they 
attended a majority-White school (12.7% vs. 8.8% of those at majority-Latinx schools) or if they were 
born outside the U.S. (17.1% vs. 10.2% of those born in the U.S.). 
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Utility 

• Latinx LGBTQ students who had an ethnic/cultural club at their school: 

- felt greater belonging to their school community; and 

- were somewhat less likely to feel unsafe due to their race/ethnicity. 

• Among Latinx LGBTQ students with an ethnic/cultural club, those who participated had a greater sense 
of school belonging and were more likely to engage in activism. 

Supportive School Personnel 

Availability 

• The vast majority of Latinx LGBTQ students (97.3%) could identify at least one supportive staff 
member at school, but only 40.4% could identify many supportive staff (11 or more). 

• Only two-fifths of Latinx LGBTQ students (40.9%) reported having somewhat or very supportive school 
administration. 

Utility 

• Latinx LGBTQ students who had more staff who were supportive of LGBTQ students: 

- were less likely to miss school due to safety concerns; 

- were less likely to feel unsafe because of their sexual orientation, gender expression, and race/ 
ethnicity; 

- had higher levels of self-esteem and lower levels of depression; 

- had greater feelings of connectedness to their school community; 

- had slightly higher GPAs; and 

- had greater educational aspirations. 

Inclusive Curriculum 

We also examined the inclusion of LGBTQ topics in school curriculum. We found that less than a quarter of 
Latinx LGBTQ students (22.5%) were taught positive representations of LGBTQ people, history, or events. 
Further, we found that Latinx LGBTQ students who had some positive LGBTQ inclusion in the curriculum 
at school were: 

• less likely to feel unsafe because of their sexual orientation (38.7% vs. 59.7%) and gender expression 
(35.5% vs. 46.9%); and 

• felt more connected to their school community (73.8% vs. 45.1%). 

We were unable to examine other important forms of curricular inclusion, such as positive representations 
of people of color and their histories and communities. Nevertheless, we did find that Latinx LGBTQ 
students with an LGBTQ-inclusive curriculum were less likely to feel unsafe at school because of their race 
or ethnicity (15.5% vs. 24.3%). 
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Conclusions and Recommendations 

It is clear that addressing the concerns of Latinx LGBTQ students requires an intersectional approach 
that takes into account all the aspects of their experiences of oppression to combat racism, homophobia, 
and transphobia, as well as xenophobia and anti-immigrant sentiment. Results from this report show that 
Latinx LGBTQ students have unique school experiences, at the intersection of their various identities, 
including actual or perceived immigrant status, race, gender, and sexual orientation. The findings also 
demonstrate the ways that school supports and resources, such as GSAs, ethnic/cultural clubs, and 
supportive school personnel can positively affect Latinx LGBTQ students' school experiences. Based on 
these findings, we recommend for school leaders, education policymakers, and other individuals who want 
to provide safe learning environments for Latinx LGBTQ students to: 

• Support student clubs, such as GSAs and ethnic/cultural clubs. Organizations that work with GSAs 
and ethnic/cultural clubs should come together to address Latinx LGBTQ students' needs related 
to their multiple marginalized identities, including sexual orientation, gender, race/ethnicity, and 
immigration status. 

• Provide professional development for school staff that addresses the intersections of identities and 
experiences of Latinx LGBTQ students. 

• Increase student access to curricular resources that include diverse and positive representations of 
both Latinx and LGBTQ people, history, and events. 

• Establish school policies and guidelines for how staff should respond to anti-LGBTQ and racist 
behavior, and develop clear and confidential pathways for students to report victimization that they 
experience. Local, state, and federal education agencies should also hold schools accountable for 
establishing and implementing these practices and procedures. 

• Work to address the inequities in funding at the local, state, and national level to increase access to 
institutional supports and education in general, and to provide more professional development for 
educators and school counselors. 

Taken together, such measures can move us toward a future in which all Latinx LGBTQ youth have the 
opportunity to learn and succeed in supportive school environments that are free from bias, harassment, 
and discrimination. 
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I ntroduccion 

La investigacian existente ilustra que la juventud hispanica y latina/latinx (a la que este informe se 
refiere de forma inclusiva como latinx), al igual que la juventud lesbiana, gay, bisexual, transgenero y 
queer (LGBTQ), a menudo enfrenta retos singulares en la escuela, relacionados con sus identidades 
marginalizadas. Adernas de la ret6rica antiinmigraci6n, que a menudo se dirige contra personas de 
ascendencia latinoamericana, muchos/as jovenes latinxs enfrentan discriminacian y acoso racial/etnico en 
la escuela, tanto por parte de sus iguales como del personal escolar. Estas experiencias pueden tener un 
impacto perjudicial en el bienestar psicologico de los/las estudiantes, ademas de en sus logros educativos, 
incluyendo tasas especialmente bajas de culminacion de la escuela secundaria. De manera parecida, la 
juventud LGBTQ enfrenta retos singulares relacionados con su orientaci6n sexual, identidad de genero 
y expresi6n de genera: a menudo reporta victimizacian y discriminaci6n, y tiene un acceso limitado a 
recursos dentro de la escuela que podrian mejorar el clima escolar. Aunque el corpus de investigacion 
sobre las experiencias de las juventudes latinx y LGBTQ en las escuelas ha crecido, muy pocos estudios 
han examinado las intersecciones de estas identidades: las experiencias de estudiantes latinxs LGBTQ. Los 
resultados existentes muestran que en todo el pals las escuelas son ambientes hostiles para la juventud 
LGBTQ de color, en los que experimenta victimizacion y discriminacian basada en raza, orientacian sexual, 
identidad de genero, o en todas estas identidades. Este informe es parte de una serie que se enfoca en 
los/las estudiantes LGBTQ de distintas identidades raciales/etnicas, incluyendo la asiatica-americana y de 
islerios del pacifico, de color, y de nativos americanos. 

En este informe, examinamos las experiencias de los/las estudiantes latinxs LGBTQ con respecto a los 
indicadores de un ambiente escolar negativo y su impacto en los logros academicos, las aspiraciones 
educativas, y el bienestar psicologico: 

• No sentirse seguro/a en la escuela por causa de caracteristicas personales como la orientaci6n sexual, 
la expresi6n de genero y la raza/identidad etnica, y faltar a la escuela por razones de seguridad. 

• Oir comentarios prejuiciosos en la escuela, incluyendo comentarios homof6bicos y racistas. 

• Sufrir victimizacion en la escuela. 

• Ser objeto de practicas disciplinarias escolares. 

Adernas, examinamos silos/las estudiantes latinxs LGBTQ denuncian las experiencias de victimizacion 
a los/as funcionarios/as escolares o a sus propias familias, y la forma en que estos adultos abordan el 
problema. 

Tambien examinamos el grado en el que los/las estudiantes latinxs LGBTQ tienen acceso a recursos de 
apoyo en la escuela, y exploramos sus posibles beneficios: 

• Alianzas Gay-Hetero o Al ianzas de Genero y Sexualidad (GSA, por sus siglas en ingles) o clubes 
similares. 

• Clubes etnicos/culturales. 

• Personal escolar que brinda apoyo. 

• Recursos curriculares que incluyen temas relacionados con LGBTQ. 



Metodologia 

Los datos para este informe provienen de la encuesta nacional sobre clima escolar para el ano 2017 — 
publicada en ingles coma 2017 National School Climate Survey (NSCS)— de GLSEN. La muestra total 
para el NSCS 2017 fue de 23 001 estudiantes LGBTQ de escuela secundaria entre los 13 y los 21 
anos. En la NSCS, a la pregunta sobre su raza e identidad etnica los/as participantes podian responder 
«Hispanico/a o Latino/a>> entre otras categorfas raciales/etnicas. La muestra para el presente informe esta 
conformada por todos/as los/as estudiantes LGBTQ de la muestra nacional que se identificaron como 
latinx, incluyendo a quienes solo se identificaron coma latinx y a quienes se identificaron como latinx 
ademas de con otra identidad racial/etnica. 

Asi, la muestra final para este informe fue de 3 352 estudiantes latinxs LGBTQ. Los/as estudiantes eran 
de todos los 50 estados y del Distrito de Columbia, asi coma de Puerto Rico, Guam, y las Islas Virgenes de 
los Estados Unidos. Paco menos de la mitad (45.6%) se identific6 como gay o lesbiana, mas de la mitad 
(56.8%) como cisgenero, y el 49.6% se identific6 con una o mas identidades raciales/etnicas ademas de 
coma latinx. 

Resultados cave 

Seguridad y victimizaciOn en la escuela 

Seguridad escolar 

• Mas de la mitad de los/as estudiantes latinxs LGBTQ (54.9%) no se sinti6 seguro en la escuela par 
causa de su orientacion sexual, 44.2% par su expresion de genera, y 22.3% par su raza e identidad 
etnica. 

• Los/as estudiantes latinxs LGBTQ nacidos/as fuera de los Estados Unidos tuvieron mayor probabilidad 
de no sentirse seguros/as par causa de su raza/identidad etnica que los/as nacidos/as en los Estados 
Unidos (29.1% vs. 21.8%). 

• Mas de una tercera parte de los/as estudiantes latinxs LGBTQ (35.0%) respondi6 que se ausent6 de 
la escuela al menos un dia durante el mes pasado porque no se sentia seguro/a o comodo/a, y mas de 
una decima parte (10.8%) se ausent6 cuatro o mas dias en ese mismo mes. 

Comentarios prejuiciosos en la escuela 

• El 98.5% de los/as estudiantes latinxs LGBTQ oy6 un uso negativo de la palabra «gayo; mas de dos 
terceras partes (70.3%) oyeron este tipo de lenguaje a menudo o con frecuencia. 

• El 94.7% de los/as estudiantes latinxs LGBTQ oy6 otros comentarios homof6bicos; mas de la mitad 
(59.3%) oy6 este tipo de lenguaje a menudo o con frecuencia. 

• La gran mayoria de estudiantes latinxs LGBTQ oy6 comentarios negativos sobre la expresi6n de genera: 

- El 91.1% oy6 comentarios sobre no comportarse de manera suficientemente «masculina»; poco mas 
de la mitad (54.4%) oy6 estos comentarios a menudo o con frecuencia. 

- El 86.2% oy6 comentarios sobre no comportarse de manera suficientemente «femeninao; dos 
quintas partes (40.2%) oyeron estos comentarios a menudo o con frecuencia. 

• El 83.7% de los/as estudiantes latinxs LGBTQ oy6 comentarios negativos sobre las personas 
transgenero; dos quintas partes (40.5%) oyeron estos comentarios a menudo o con frecuencia. 
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• El 90.6% de los/as estudiantes latinxs LGBTQ oyo comentarios racistas; poco mas de la mitad 
(56.9%) oy6 estos comentarios a menudo o con frecuencia. 

Victimizaci6n en la escuela 

• Muchos/as estudiantes sufren acoso o ataques en la escuela por causa de caracteristicas personales, 
incluyendo la orientaci6n sexual (69.2%), la expresi6n de genero (60.2%), y la raza/identidad etnica 
(49.5%). 

• Comparados/as con quienes sufrieron niveles de victimizacion mas bajos que el promedio, los/as 
estudiantes latinxs LGBTQ que en la escuela sufrieron niveles mas altos de victimizacion basada en la 
orientaci6n sexual: 

- Tuvieron mas del doble de probabilidad de ausentarse de la escuela por no sentirse seguros/as 
(61.0% vs. 24.6%). 

- Tuvieron menos probabilidad de pensar en obtener un titulo de cuatro anos (78.4% vs. 85.7%). 

- Experimentaron niveles mas bajos de pertenencia escolar y niveles mas altos de depresi6n. 

• Comparados/as con quienes sufrieron niveles mas bajos de victimizacian que el promedio, los/as 
estudiantes latinxs LGBTQ que sufrieron en la escuela niveles mas altos de victimizacion por causa de 
la raza/identidad etnica: 

- Tuvieron mas del doble de probabilidad de ausentarse de la escuela por no sentirse seguros/as 
(47.6% vs. 22.6%). 

- Experimentaron niveles mas bajos de pertenencia escolar y niveles mas altos de depresi6n. 

• Los/as estudiantes latinxs transgenero y de genera no-conformista (GNC) sufrieron niveles mas altos 
de victimizacian basada en orientaci6n sexual, expresi6n de genera, y raza/identidad etnica que los/as 
estudiantes latinxs LGBQ cisgenero. 

• Los/as estudiantes latinxs LGBTQ que se identificaron con multiples identidades raciales/etnicas 
sufrieron niveles un tanto mas altos de victimizacion basada en raza/identidad etnica, orientaci6n 
sexual, y expresi6n de genera que los/as estudiantes LGBTQ que solo se identificaron como latinxs. 

• Los/as estudiantes latinxs LGBTQ que no aprendieron ingles como primera lengua sufrieron niveles 
mas altos de victimizacian basada en raza/identidad etnica que quienes aprendieron ingles como 
primera lengua. 

• Cerca de dos quintas partes de los/as estudiantes latinxs LGBTQ (41.6%) sufrieron acoso o ataques 
en la escuela por causa tanto de su orientaci6n sexual como de su raza/identidad etnica. Comparados/ 
as con quienes sufrieron una forma de victimizacian o ninguna, los/as estudiantes latinxs LGBTQ que 
sufrieron ambas formas de victimizacion: 

- Experimentaron los niveles mas bajos de pertenencia escolar. 

- Tuvieron los niveles mas altos de depresi6n. 

- Tuvieron la mas alta probabilidad de ausentarse de la escuela por no sentirse seguros/as. 
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La denuncia del acoso y los ataques en la escuela, e intervene& escolar y familiar 

• La mayoria de los/las estudiantes latinxs LGBTQ (57.7%) que sufri6 acoso o ataques durante el pasado 
ario nunca denunci6 la victimizacion al personal escolar, muy comunmente porque no crey6 que el 
personal haria algo al respecto (63.5%). 

• Solo una tercera parte (34.9%) respondi6 que el personal escolar reaccion6 con eficacia una vez los/ 
las estudiantes denunciaron la victimizacion. 

• Menos de la mitad de los/las estudiantes latinxs LGBTQ (41.0%) habia contado a un familiar sobre la 
victimizacion que enfrentaba en la escuela. 

• Entre los/las estudiantes latinxs LGBTQ que denunciaron casos de victimizacian a un familiar, solo 
poco mas de la mitad (56.3%) senalo que un familiar habl6 con su profesor/a, director/a u otro 
miembro/a del personal escolar. 

Practicas escolares 

Experiencias con la disciplina escolar 

• Casi las dos quintas partes de los/las estudiantes latinxs LGBTQ (39.5%) fueron objeto de alguna 
forma de disciplina escolar, como el castigo (detention, en los Estados Unidos), la suspension o la 
expulsion de la escuela. 

• Los/las estudiantes latinxs LGBTQ con varias identidades raciales/etnicas fueron objeto de niveles mas 
altos de disciplina que quienes solo se identificaron como latinxs. 

• Para los/las estudiantes latinxs LGBTQ, las experiencias escolares negativas estuvieron relacionadas 
con la disciplina escolar. Quienes fueron objeto de la disciplina escolar: 

- Sufrieron niveles mas altos de victimizacion por causa de orientacion sexual, expresion de &len), y 
raza/identidad etnica. 

- Tuvieron mayor probabilidad de ausentarse de la escuela por no sentirse seguros/as. 

- Tuvieron mayor probabilidad de sufrir politicas o practicas escolares discriminatorias anti-LGBTQ. 

• Las experiencias con la disciplina escolar tambien pueden impactar negativamente los logros 
educativos de los/las estudiantes latinxs LGBTQ. Quienes fueron objeto de la disciplina escolar: 

- Tuvieron menos probabilidad de pensar en proseguir con la educaci6n superior. 

- Tuvieron notas medias (GPA, por sus siglas en ingles) mas bajas. 

Apoyos y recursos basados en la escuela para los/las estudiantes latinxs LGBTQ 

Alianzas Gay-Hetero o de Genera y Sexualidad (GSA, por sus siglas en ingles) 

Disponibilidad y participaci6n 

• Poco mas de la mitad de los/las estudiantes latinxs LGBTQ (52.7%) respondi6 contar en su escuela 
con una GSA. 
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• Los/las estudiantes latinxs LGBTQ que asistieron a escuelas de mayoria blanca tuvieron mayor 
probabilidad de contar con una GSA que aquellos/as en escuelas de mayoria latinx. 

• Los/las estudiantes latinxs LGBTQ que asistieron a escuelas rurales y/o escuelas en los estados del sur 
tuvieron menor probabilidad de contar con una GSA. 

• La mayoria de quienes contaban con una GSA particip6 en ella (62.4%), y una quinta parte (22.3%) 
lo hizo coma directivo/a o lider. 

Beneficios 

• Comparados/as con quienes no cuentan con una GSA, los/las estudiantes latinxs LGBTQ que si lo 
hacen: 

- Tuvieron menos probabilidad de ausentarse de la escuela par razones de seguridad (29.6% vs. 
41.0%). 

- Tuvieron menos probabilidad de no sentirse seguros/as par causa de su orientaci6n sexual (48.0% 
vs. 62.7%). 

- Sintieron mayor pertenencia a su comunidad escolar. 

• Los/las estudiantes latinxs LGBTQ que participaron en su GSA se sintieron mas comodos/as al sacar 
temas LGBTQ en clase y tuvieron mayor probabilidad de participar en varias formas de activismo. 

Clubes etnicoskulturales 

Disponibilidad y participacion 

• Casi tres cuartas partes de los/las estudiantes latinxs LGBTQ (73.8%) respondieron que su escuela 
contaba con un club etnico o cultural. 

• Uno de cada diez estudiantes latinxs LGBTQ (10.7%) con un club etnico/cultural en su escuela asisti6 
a sus encuentros, y el 1.5% participo coma directivo/a o lider. 

• Los/las estudiantes latinxs LGBTQ con un club etnico/cultural en su escuela tuvieron mayor 
probabilidad de participar si asistieron a una escuela de mayoria blanca (12.7% vs. 8.8% para 
escuelas de mayoria latinx) o si nacieron fuera de los Estados Unidos (17.1% vs. 10.2% para nacidos/ 
as en los Estados Unidos). 

Beneficios 

• Los/las estudiantes latinxs LGBTQ que contaban en su escuela con un club etnico/cultural: 

- Sintieron mayor pertenencia a su comunidad escolar. 

- Tuvieron una probabilidad algo mas baja de no sentirse seguros par causa de su raza/identidad 
etnica. 

• Entre los/las estudiantes latinxs LGBTQ que contaban con un club etnico/cultural, quienes participaron 
en el tuvieron una mayor sensaci6n de pertenencia escolar y mayor probabilidad de involucrarse en 
activismo. 
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Personal escolar que brinda apoyo 

Disponibilidad 

• La gran mayoria de los/las estudiantes latinxs LGBT (97.3%) pudo identificar al menos algim miembro 
del personal escolar que brindara apoyo, pero solo el 40.4% pudo identificar muchos (11 o mas). 

• Solo dos quintas partes de los/las estudiantes latinxs LGBT (40.9%) respondieron que contaban con 
una administraci6n escolar que brindara alga de apoyo o mucho apoyo. 

Beneficios 

• Los/las estudiantes latinxs LGBT que contaban con mas personal que brindara apoyo a los/las 
estudiantes LGBTQ: 

- Tuvieron menos probabilidad de ausentarse de la escuela por razones de seguridad. 

- Tuvieron menos probabilidad de no sentirse seguros/as por causa de su orientaci6n sexual, expresi6n 
de genera, y raza/identidad etnica. 

- Tuvieron niveles mas altos de autoestima y niveles mas bajos de depresi6n. 

- Tuvieron sentimientos mas fuertes de conexi6n con su comunidad escolar. 

- Tuvieron GPA un poco mas altos. 

- Tuvieron aspiraciones educativas mas altas. 

Curriculo inclusivo 

Tambien examinamos la inclusion de temas LGBTQ en el curricula escolar. Encontramos que a menos 
de una cuarta parte de los/las estudiantes latinxs LGBTQ (22.5%) se le enseriaron conceptualizaciones 
positivas de personas, historia o eventos LGBTQ. Mas aun, encontramos que los/las estudiantes latinxs 
LGBTQ que tuvieron alguna inclusion positiva de temas LGBTQ en el curricula escolar: 

• Tuvieron menos probabilidad de no sentirse seguros por causa de su orientaci6n sexual (38.7% vs. 
59.7%) y expresi6n de genera (35.5% vs. 46.9%). 

• Se sintieron mas conectados/as con su comunidad escolar (73.8% vs. 45.1%). 

No pudimos examinar otras formas importantes de inclusion curricular, como las conceptualizaciones 
positivas de personas de color, de sus historias y comunidades. No obstante, si que encontramos que los/ 
las estudiantes latinxs LGBTQ con un curricula inclusivo de temas LGBTQ tuvieron menos probabilidad de 
no sentirse seguros/as en la escuela por causa de su raza o identidad etnica (15.5% vs. 24.3%). 

Conclusiones y recomendaciones 

Para combatir el racismo, la homofobia y la transfobia, asi como la xenofobia y el sentimiento 
antiinmigrante es claro que abordar las inquietudes de los/las estudiantes latinxs LGBT exige una 
aproximaci6n interseccional que tome en cuenta todos los aspectos de sus experiencias de opresi6n. Los 
resultados de este informe muestran que los/las estudiantes latinxs LGBTQ tienen experiencias escolares 
unicas que se dan en la intersecci6n de sus varias identidades, ya sean reales o percibidas, incluyendo 
el estatus de inmigrante, la raza, el genera y la orientaci6n sexual. Los resultados tambien muestran que 
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las maneras en que las escuelas brindan apoyo y recursos, como las GSA, los clubes etnicos/culturales, y 
el personal escolar que brinda apoyo, pueden afectar positivamente las experiencias escolares de los/las 
estudiantes latinxs LGBTQ. Basados en estos resultados, recomendamos a los lideres y lideresas escolares, 
a quienes elaboran politicas educativas, y a otros/as individuos/as que quieran ofrecer ambientes seguros 
de aprendizaje para los/las estudiantes latinxs LGBTQ: 

• Apoyar los clubes estudiantiles, como las GSA y los clubes etnicos/culturales. Las organizaciones que 
trabajan con GSA y clubes etnicos/culturales han de aunar esfuerzos para abordar las necesidades 
de los/las estudiantes latinxs LGBT relativas a sus varias identidades marginalizadas, incluyendo la 
orientacion sexual, el genero, la raza/identidad etnica, y el estatus migratorio. 

• Ofrecer al personal escolar un desarrollo profesional que aborde las interseccionalidades de las 
identidades y experiencias de los/las estudiantes latinxs LGBT. 

• Aumentar el acceso de los/las estudiantes a recursos curriculares que incluyan conceptualizaciones 
diversas y positivas de personas, historia y eventos tanto latinxs como LGBTQ. 

• Establecer politicas y lineamientos escolares sobre la forma en que ha de responder el personal 
escolar ante el comportamiento anti-LGBTQ y racista, y desarrollar vias claras y confidenciales para 
que los/las estudiantes denuncien la victimizacion que sufren. Las agencias educativas locales, 
estatales y federales tambien han de responsabilizar a las escuelas por establecer e implementar estos 
procedimientos y practicas. 

• Trabajar para abordar las inequidades en el financiamiento a nivel local, estatal, y nacional para 
aumentar el acceso al apoyo institucional y a la educaci6n en general, y proveer mas desarrollo 
profesional para los/las educadores/as y los/las consejeros/as escolares. 

Tomadas en conjunto, estas medidas pueden hacernos avanzar hacia un futuro en el que toda la juventud 
latinx LGBTQ tenga la oportunidad de aprender y triunfar en ambientes escolares que les brinden apoyo y 
que esten libres de prejuicios, acoso y discriminaci6n. 
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I ntrodKa() 

Pesquisas existentes ilustraram que jovens Hispanicos e Latinos (neste relatario, tambern chamados de 
Latinxs), assim como jovens lesbicas, gays, bissexuais, transgeneros e queer (LGBTQ) enfrentam desafios 
tnicos na escola relacionados as suas identidades marginalizadas. Alern da ret6rica anti-imigrante, muitas 
vezes dirigida a pessoas de ascendencia latino-americana, muitos jovens Latinxs enfrentam discriminacao 
racial/etnica e assedio na escola par parte de colegas e funcionarios da instituicao. Essas experiencias 
podem ter urn impacto negativo no bem-estar psicologico e nos resultados educacionais dos/as alunos/as, 
incluindo taxas particularmente baixas de conclusao do ensino medio. Da mesma forma, jovens LGBTQ 
frequentemente enfrentam desafios unicos relacionados a sua orientacao sexual, identidade e expressao 
de genero. Jovens LGBTQ muitas vezes relatam sofrer vitimizacao e discriminacao e tern acesso limitado 
aos recursos da escola que podem melhorar o clima escolar. Embora tenha havido um corpo crescente de 
pesquisas sabre as experiencias de jovens Latinxs e LGBTQ nas escolas, muito poucos estudos examinaram 
as intersecoes dessas identidades - as experiencias de alunos/as Latinxs LGBTQ. Os resultados existentes 
mostram que as escolas em todo o pals sao ambientes hostis para jovens de cor LGBTQ, onde sofrem 
vitimizacao e discriminagao corn base em raca, orientacao sexual, identidade de genera ou todas essas 
identidades. Este relatorio integra uma serie de relatorios focados ern estudantes LGBTQ de diferentes 
identidades raciais / etnicas, incluindo jovens asiaticos/as americanos/as e das ilhas do Pacifico, negros/as 
e nativos/as americanos/as LGBTQ. 

Neste relatario, examinamos as experiencias de alunos/as Latinxs LGBTQ em relagao a indicadores de 
clima escolar negativo e seu impacto no desempenho academico, aspiracties educacionais e bem-estar 
psicologico: 

• Sentir-se inseguro/a na escola por causa de caracteristicas pessoais, coma orientagao sexual, expressao 
de genera e raca / etnia, e faltar a escola par motivos de seguranca; 

• Ouvir comentarios tendenciosos, incluindo comentarios homofobicos e racistas, na escola; 

• Vivenciar vitimizacao na escola; e 

• Experimentar praticas disciplinares na escola. 

Alern disso, examinamos se alunos/as Latinxs LGBTQ relatam experiencias de vitimizageo a funcionarios 
da escola ou suas familias e coma esses adultos lidam cam o problema. 

Tambern examinamos o grau em que alunos/as Latinxs LGBTQ tern acesso a recursos de apoio na escola e 
exploramos as possiveis beneficios desses recursos: 

• GSA (Aliancas Homo/Hetereossexuais ou Aliangas de Genera e Sexualidade) ou clubes similares; 

• Clubes etnicos/culturais; 

• Funcionarios solidarios da escola; e 

• Recursos curriculares que incluem t6picos relacionados a tematica LGBTQ. 

Metodos 

Os dados deste relatario vieram da Pesquisa Nacional de Cl/ma Escolar (PNCE)da GLSEN de 2017. A 
amostra completa para a PNCE de 2017 foi de 23.001 alunos/as LGBTQ do ensino fundamental e media 
entre 13 e 21 anos. Na PNCE, quando perguntados sabre sua raca e etnia, os/as participantes tiveram 
a °Ka° de escolher "Hispanico/a ou Latino/a" entre outras categorias raciais/etnicas. A amostra deste 



relatorio consiste em qualquer estudante LGBTQ da amostra nacional que se identificou coma Latinx, 
incluindo aqueles/as que se identificaram apenas coma Latinx e aqueles que se identificaram coma Latinx 
e outra identidade racial/etnica. 

A amostra final deste relatorio foi de urn total de 3.352 alunos/as Latinxs LGBTQ. Os/as estudantes 
eram de todos as 50 estados e do Distrito de Columbia, alem de Porto Rico, Guam e Ilhas Virgens dos 
EUA. Pouco menos da metade (45,6%) identificou-se coma gay ou lesbica, mais da metade (56,8%) era 
cisgenero e 49,6% identificou-se corn uma ou mais identidades raciais/etnicas, alem de Latinx. A maioria 
dos estudantes frequentou escolas secundarias e publicas. 

Principais Achados 

Seguranca e Vitimizacao na Escola 

Seguranga Escolar 

• Mais da metade dos/as estudantes Latinxs LGBTQ (54,9%) se sentiram inseguros/as na escola par 
causa de sua orientacao sexual, 44,2% par causa de sua expressao de genera e 22,3% par causa de 
sua raca ou etnia. 

• Estudantes Latinxs LGBTQ nascidos fora dos EUA tinham maior probabilidade de se sentir inseguros/ 
as sabre sua raca/etnia do que aqueles/as nascidos/as nos EUA (29,1% vs. 21,8%). 

• Mais de um terco dos/as estudantes Latinxs LGBTQ (35,0%) relataram faltar ao menos um dia de aula 
no Oltimo mes porque se sentiram inseguros/as ou desconfortaveis, e mais de urn decimo (10,8%) 
perdeu quatro ou mais dias no me's passado. 

Comentarios preconceituosos na escola 

• 98,5% dos/as alunos/as Latinxs LGBTQ ouviram falar a palavra "gay" de maneira negativa; mais de 
dais tercos (70,3%) ouviram esse tipo de linguagem corn frequencia. 

• 94,7% dos/as estudantes Latinxs LGBTQ ouviram outras observacoes homofobicas; mais da metade 
(59,3%) ouvia esse tipo de linguagem corn frequ8ncia. 

• A grande maioria dos/as estudantes Latinxs LGBTQ ouviu comentarios negativos sabre a expressao de 
genera. 

- 91,1% ouviram comentarios sabre nao agirem de maneira suficientemente "masculina"; pouco mais 
da metade (54,4%) ouviu essas observacOes com frequencia. 

- 86,2% ouviram comentarios sabre nao agirem de maneira suficientemente "feminina"; dais quintos 
(40,2%) ouviram essas observagoes cam frequencia. 

- 83,7% dos/as alunos/as Latinxs LGBTQ ouviram comentarios negativos sabre pessoas trans; dais 
quintos (40,5%) ouviram essas observacoes corn frequencia. 

• 90,6% dos/as alunos/as Latinxs LGBTQ ouviram comentarios racistas; pouco mais da metade (56,9%) 
ouviu essas observagOes cam frequ8ncia. 
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Vitimizacao na escola 

• Um grande numero de estudantes sofreram assedio ou agressao na escola corn base ern caracteristicas 
pessoais, incluindo orientagao sexual (69,2%), expressao de genera (60,2%) e raga/etnia (49,5%). 

• Em comparagao corn aqueles/as que tiveram niveis de vitimizagao abaixo da media, estudantes Latinxs 
LGBTQ que tiveram niveis mais altos de vitimizagao corn base na orientagao sexual na escola: 

eram duas vezes mais propensos/as a faltar aula porque se sentiam inseguros (61,0% vs. 24,6%); 

eram menos propensos/as a planejar obter urn diploma ern quatro anos (78,4% vs. 85,7%); e 

experimentaram niveis mais baixos de pertencimento a escola e maiores niveis de depressao. 

• Em comparagao corn os/as que tiveram niveis de vitimizagao abaixo da media, estudantes Latinxs 
LGBTQ que tiveram niveis mais altos de vitimizagao corn base na raga/etnia na escola: 

- eram duas vezes mais propensos/as a faltar aula porque se sentiam inseguros(as) (47,6% vs. 
22,6%); e 

- experimentaram niveis mais baixos de pertencimento a escola e maiores niveis de depressao. 

• Estudantes Latinxs transgeneros e fora dos padroes de g8nero experimentaram maiores niveis de 
vitimizagao corn base na orientagao sexual, expressao de genero e raga/etnia que os estudantes Latinxs 
cisg8neros LGBQ. 

• Estudantes Latinxs LGBTQ que se identificaram corn varias identidades raciais/etnicas experimentaram 
niveis um pouco maiores de vitimizagao corn base na raga/etnia, orientagao sexual e expressao de 
genero do que estudantes LGBTQ que se identificaram apenas como Latinxs. 

• Estudantes Latinxs LGBTQ que nao aprenderam ingles como primeira lingua experimentaram maiores 
niveis de vitimizagao corn base na raga/etnia do que aqueles/as que aprenderam ingl8s como primeira 
lingua. 

• Cerca de dois quintos dos/as estudantes Latinxs LGBTQ (41,6%) sofreram assedio ou agressao na 
escola devido a orientagao sexual e raga/etnia. Comparados corn os/as que sofreram uma forma de 
vitimizagao ou nenhuma, estudantes Latinxs LGBTQ que sofreram as duas formas de vitimizagao: 

- experimentaram os mais baixos niveis de pertencimento escolar; 

- tiveram os maiores niveis de depressao; e 

- eram os mais propensos a faltar aula porque se sentiam inseguros/as. 

Denncia de assedio e agressao nas escolas e intervenao 

• A maioria dos/as estudantes Latinxs LGBTQ (57,7%) que sofreram assedio ou agressao no ano passado 
nunca relatou vitimizagao aos funcionarios, mais comumente porque nao achavam que os funcionarios 
fariam algo a respeito (63,5%). 

• Apenas um tergo (34,9%) relatou que a equipe respondeu efetivamente quando alunos/as relataram 
vitimizagao. 

• Menos da metade dos/as estudantes Latinxs LGBTQ (41,0%) havia contado a um membro da familia 



sabre a vitimizacao que enfrentaram na escola. 

• Entre estudantes Latinxs LGBTQ que relataram experiencias de vitimizacao a urn membro da familia, 
pouco mais da metade (56,3%) indicou que um membro da familia conversou corn seu professor, 
diretor ou outro funcionario da escola. 

Praticas escolares 

Experiencias corn Medidas Disciplinares na Escola 

• Quase dois quintos dos/as estudantes Latinxs LGBTQ (39,5%) experimentaram alguma forma de 
medida disciplinar escolar, coma detencao, suspensao da escola ou expulsao. 

• Estudantes Latinxs LGBTQ corn mCiltiplas identidades raciais/etnicas experimentaram maiores niveis 
de medidas disciplinares do que aqueles/as que se identificaram apenas coma Latinxs. 

• As experiencias negativas da escola foram relacionadas a experiencias de medida disciplinar escolar 
para estudantes Latinxs LGBTQ. Agueles/as que experimentaram a medida disciplinar escolar: 

- experimentaram taxas mais altas de vitimizacao corn base na orientacao sexual, expressao de g8nero 
e raga/etnia; 

- eram mais propensos/as a faltar aula porque se sentiam inseguros/as; e 

- eram mais propensos/as a experimentar politicas ou praticas escolares discriminat6rias anti-LGBTQ. 

• Experiencias corn medidas disciplinares na escola tambern podem impactar negativamente as 
resultados educacionais para estudantes Latinxs LGBTQ. Agueles que experimentaram a medida 
disciplinar escolar: 

- eram menos propensos/as a planejar a educagao pos-secundaria; e 

- apresentaram medias mais baixas de notas. 

Recursos e apoios escolares para estudantes Latinxs LGBTQ 

Grernio Estudantil de Genero e Sexualidade (GSA) 

Disponibilidade e participacao 

• Pouco mais da metade dos/as estudantes Latinxs LGBTQ (52,7%) relatou ter urn GSA na escola. 

• Estudantes Latinxs LGBTQ que frequentaram escolas majoritariamente brancas tinham mais 
probabilidade de ter um GSA do que aqueles/as nas escolas majoritariamente Latinxs. 

• Estudantes Latinxs LGBTQ que frequentaram escolas rurais e/ou escolas no Sul tiveram menor 
probabilidade de ter acesso a urn GSA. 

• A maioria das pessoas corn GSA participou do grernio (62,4%) e um quinto (22,3%) participou coma 
dirigente ou lider. 

Utilitario 

• Em comparagao corn aqueles sem um GSA, estudantes Latinxs LGBTQ corn um GSA: 
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- eram menos propensos/as a faltar a escola devido a questoes de seguranga (29,6% vs. 41,0%); 

- eram menos propensos/as a se sentir inseguros/as por causa de sua orientagao sexual (48,0% vs. 
62,7%); e 

- sentiram major pertencimento a comunidade escolar. 

• Estudantes Latinxs LGBTQ que participaram do GSA se sentiram mais a vontade para abordar 
questoes LGBTQ nas aulas e eram mais propensos/as a participar de varias formas de ativismo. 

Clubes etnicos/culturais 

Disponibilidade e participacao 

• Quase tres quartos dos estudantes Latinxs LGBTQ (73,8%) relataram que sua escola tin ha um clube 
etnico ou cultural. 

• Um(a) em cada dez estudantes Latinxs LGBTQ (10,7%) corn um clube etnico/cultural na escola 
participou de reuni6es e 1,5% participou como oficial ou lider. 

• Estudantes Latinxs LGBTQ corn um clube etnico/cultural na escola eram mais propensos/as a 
participar se frequentassem uma escola majoritariamente branca (12,7% vs. 8,8% daqueles na 
maioria das escolas Latinxs) ou se tivessem nascido fora dos EUA (17,1 % vs. 10,2% dos nascidos 
nos EUA). 

Utifitario 

• Estudantes Latinx LGBTQ que tinham um clube etnico/cultural em sua escola: 

- sentiram maior pertencimento a comunidade escolar; e 

- eram um pouco menos propensos/as a se sentirem inseguros/as devido a sua raga/etnia. 

• Entre os estudantes Latinx LGBTQ coal um clube etnico/cultural, aqueles/as que participaram tiveram 
um major senso de pertencimento a escola e eram mais propensos/as a se envolver em ativismo. 

Pessoal de apoio da escola 

Disponibilidade 

• A grande maioria de estudantes Latinxs LGBTQ (97,3%) conseguiu identificar pelo menos urn membro 
da equipe de apoio na escola, mas apenas 40,4% conseguiu identificar muitos funcionarios de apoio 
(11 ou mais). 

• Apenas dois quintos dos/as estudantes Latinxs LGBTQ (40,9%) relataram ter uma administragao 
escolar de certa forma ou muito favoravel. 

Utifitario 

• Estudantes Latinxs LGBTQ que tinham mais funcionarios que apoiavam estudantes LGBTQ: 

- eram menos propensos/as a faltar a escola devido a questoes de seguranga; 

- eram menos propensos/as a se sentir inseguros/as por causa de sua orientagao sexual, expressao de 
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genera e raga/etnia; 

- apresentavam niveis mais altos de auto estima e niveis mais baixos de depressao; 

- tinham maiores sentimentos de conexao corn a comunidade escolar; 

- tiveram medias escolares ligeiramente mais altas; e 

- tinham maiores aspiragOes educacionais. 

Curriculo Inclusivo 

Tambern examinamos a inclusao de t6picos LGBTQ no curricula escolar. Descobrimos que menos de urn 
quarto dos/as estudantes Latinxs LGBTQ (22,5%) recebeu representagOes positivas de pessoas, hist6ria 
ou eventos LGBTQ. Alem disso, descobrimos que alunos/as Latinxs LGBTQ que tiveram alguma inclusao 
positiva LGBTQ no curricula escolar: 

• tinham menor probabilidade de se sentirem inseguros(as) por causa de sua orientagao sexual (38,7% 
vs. 59,7%) e expressao de genera (35,5% vs. 46,9%); e 

• sentiram-se mais conectados(as) a comunidade escolar (73,8% vs. 45,1%). 

Nao foi passivel examinar outras formas importantes de inclusao curricular, como representagoes positivas 
de pessoas de car e suas hist6rias e comunidades. No entanto, descobrimos que alunos/as Latinxs LGBTQ 
corn um curricula LGBTQ inclusivo eram menos propensos/as a se sentirem inseguros/as na escola par 
causa de sua raga ou etnia (15,5% vs. 24,3%). 

Conclusoes e Recomendacoes 

E evidente que abordar as preocupagoes de estudantes Latinxs LGBTQ requer uma abordagem intersetorial 
que leve em consideragao todos as aspectos de suas experiencias de opressao para combater o racismo, 
a homofobia e a transfobia, bem como a xenofobia e o sentimento anti-imigrante. Os resultados deste 
relatario mostram que estudantes Latinxs LGBTQ tern experiencias escolares Onicas, no cruzamento de 
suas varias identidades, incluindo status de imigrante real ou percebido, raga, genera e orientagao sexual. 
As descobertas tambern demonstram as maneiras pelas quais as recursos e o apoio da escola, coma 
GSAs, clubes etnicos/culturais e pessoal da escola de apoio, podem afetar positivamente as experiencias 
escolares de alunos/as Latinxs LGBTQ. Corn base nessas descobertas, recomendamos aos lideres das 
escolas, formuladores de politicas educacionais e outras pessoas que desejam proporcionar ambientes de 
aprendizado seguros para estudantes Latinxs LGBTQ: 

• Apoiar clubes de estudantes, coma GSAs e clubes etnicos/culturais. As organizagoes que trabalham 
cam GSAs e clubes etnicos / culturais devem se reunir para atender as necessidades de estudantes 
Latinxs LGBTQ relacionadas as suas multiplas identidades marginalizadas, incluindo orientagao 
sexual, genera, raga/etnia e status de imigragao. 

• Proporcionar desenvolvimento profissional para as funcionarios da escola, que abordam as intersegoes 
de identidades e experiencias de estudantes Latinxs LGBTQ. 

• Aumentar o acesso de estudantes a recursos curriculares que incluem representagOes diversas e 
positivas de pessoas, historia e eventos Latinxs e LGBTQ. 

• Estabelecer politicas e diretrizes escolares sobre como as funcionarios devem responder ao 
comportamento anti-LGBTQ e racista, e desenvolver caminhos claros e confidenciais para os/as 
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alunos/as denunciarem as vitimizacoes sofridas. As ag8ncias educacionais locais, estaduais e federais 
tambem devem responsabilizar as escolas pelo estabelecimento e implementagao dessas praticas e 
procedimentos. 

• Trabalhar para resolver as desigualdades de financiamento nos niveis local, estadual e nacional, 
para aumentar o acesso aos apoios institucionais e a educagao em geral, e para proporcionar mais 
desenvolvimento profissional aos educadores e orientadores escolares. 

Tomadas em conjunto, essas medidas podem nos levar a um futuro em que todos os/as jovens Latinxs 
LGBTQ tenham a oportunidade de aprender e ter sucesso em ambientes escolares de apoio, livres de 
preconceitos, assedio e discriminagao. 





Introduction 





 

In recent years, the U.S. federal government, 
through public policy and government action, has 
fueled anti-immigrant rhetoric that has largely been 
directed at people of Latin American descent, as 
well as those perceived to be of Latin American 
descent.' These attitudes and actions may be 
seen as part of a larger pattern of racism and 
bias against Hispanic and Latino/Latina/Latinx 
communities2  (in this report, inclusively referred 
to as Latinx3). Within the realm of education 
specifically, many Latinx students face racial/ 
ethnic discrimination and harassment from both 
peers and school personne1,4  which may have 
detrimental effects on their psychological well-
being and academic achievement.5  These and 
other systemic factors may contribute to academic 
achievement gaps as well as disproportionately 
high rates of school discipline and low rates of 
high school completion for Latinx youth.6  Further, 
although there has been some progress in closing 
the academic achievement gaps between White 
and Latinx students in general, disparities have 
either remained stagnant or worsened for Latinx 
students of lower socioeconomic backgrounds and 
for English language learners.' Thus, in examining 
the academic experiences of Latinx students, 
it is imperative to acknowledge the potential 
intersecting forms of bias that Latinx students 
face, with regard to their other identities and 
demographic characteristics. 

Lesbian, gay, bisexual, transgender, and queer 
(LGBTQ) youth also face unique challenges at 
school, often related to their sexual orientation, 
gender identity, and gender expression. GLSEN's 
2017 National School Climate Survey found 
that schools are often unsafe places for LGBTQ 
students, where many face hostile school 
experiences that often target their sexual 
orientation, gender identity and/or how they 
express their gender.8  These experiences include 
high levels of verbal and physical harassment 
and assault, discriminatory school policies and 
practices, sexual harassment, and social exclusion 
and isolation. Further, many LGBTQ students do 
not have access to in-school resources that could 
improve school climate and student experiences, 
such as Gender and Sexuality Alliances (GSAs), 
supportive educators, and supportive and inclusive 
school policies. 

Despite a growing body of research examining 
Latinx youth's school experiences and LGBTQ 
youth's school experiences separately, less research 

has examined the school experiences of Latinx 
LGBTQ youth. Prior findings show that schools 
nationwide are hostile environments for LGBTQ 
youth of color broadly, where they experience 
victimization and discrimination based on their 
race/ethnicity and/or their LGBTQ identity.9 
Studies that have specifically examined the school 
experiences of Latinx LGBTQ youth demonstrate 
prevalent rates of both anti-LGBTQ and racist 
harassment, and their associations with poor 
psychological wellbeing.1° This report builds on 
these findings and explores more deeply the school 
experiences of Latinx LGBTQ students. 

This report is one of a series of reports on LGBTQ 
students of color, including Black, Asian American 
and Pacific Islander (AAPI), and Native and 
Indigenous LGBTQ youth. Given that the majority 
of research on this population has examined 
Latinx youth and LGBTQ youth separately, we 
have approached this report with an intersectional 
framework." Where possible, we examine 
Latinx LGBTQ students' multiple intersecting 
marginalized identities (e.g., race, gender, sexual 
orientation) in relation to multiple interlocking 
systems of oppression (e.g., racism, transphobia, 
homophobia). For instance, the homophobic bias 
that a Latinx LGBTQ student may experience at 
school is tied to their experiences of racism as a 
Latinx individual. Our focal point is on the school 
experiences of Latinx LGBTQ youth, with attention 
to examining differences in identities within Latinx 
LGBTQ youth. This report will not compare Latinx 
LGBTQ youth to other racial/ethnic LGBTQ groups. 

In this report, we examine the experiences of 
Latinx LGBTQ students with regard to indicators 
of negative school climate, as well as supports and 
resources. In Part One: Safety and Victimization 
at School, we begin with examining Latinx LGBTQ 
students' feelings of safety at school due to their 
personal characteristics (race/ethnicity, sexual 
orientation, and gender identity/expression), 
experiences of racist and anti-LGBTQ victimization 
from peers, as well as reporting racist and 
anti-LGBTQ victimization to school staff, staff 
responses to these reports, and family reporting and 
intervention. In Part Two: School Practices, we shift 
to Latinx LGBTQ students' experiences with school 
staff and practices, including experiences of school 
disciplinary action and its relation to anti-LGBTQ 
discriminatory school policies and practices, as well 
as school resources and supports for Latinx LGBTQ 
students, and club participation and leadership. 
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Methods 

Data for this report came from GLSEN's 2017 
National School Climate Survey (NSCS). The 
NSCS is a biennial survey of U.S. secondary school 
students who identify as LGBTQ. Participants 
completed an online survey about their experiences 
in school during the 2016-2017 school year, 
including hearing biased remarks, feelings of 
safety, experiencing harassment and assault, 
feeling comfortable at school, and experiencing 
anti-LGBTQ discriminatory school policies and 
practices. They were also asked about their 
academic achievement, attitudes about school, 
school involvement, and availability and impact 
of supportive school resources. Eligibility for 
participation in the survey included being at least 
13 years of age, attending a K-12 school in the 
United States during the 2016-2017 school year, 
and identifying as lesbian, gay, bisexual, queer, 
or a sexual orientation other than heterosexual 
(e.g., pansexual, questioning) or being transgender 
or having a gender identity that is not cisgender 
(e.g., genderqueer, nonbinary). For more details 
regarding the research methods of GLSEN's 2017 
National School Climate Survey, you may view the 
full report at glsen.orgiNSCS. 

The full sample for the 2017 National School 
Climate Survey was 23,001 LGBTQ middle and 
high school students between 13 and 21 years 
old. In the survey, participants were asked how 
they identified their race or ethnicity. They were 
given several options, including "Hispanic or 
Latino/a" and could check all that apply. The 
sample for this report consisted of any LGBTQ 
student in the national sample who identified as 
Latinx. Surveys in the U.S. commonly assess Latinx 
ethnic background (e.g., "Are you of Hispanic, 
Latino, or Spanish origin?") separately from racial 
background (e.g., White, Black, AAPI, Native).12  In 
the NSCS, however, we asked about race and 

ethnicity in a single question. Thus, some students 
in this report selected Latinx and another racial/ 
ethnic identity, and others selected Latinx as their 
only racial/ethnic identity. Throughout this report, 
we make distinctions, where appropriate, between 
the experiences of these two groups of students. 
The final sample for this report was a total of 
3,352 Latinx LGBTQ students. 

Sample Description 

As seen in Table S.1, just under half of Latinx 
LGBTQ students in the sample (45.6%) identified 
as gay or lesbian, with just over a quarter 
(27.5%) identifying as bisexual and nearly one-
fifth (18.9%) identifying as pansexual. Over half 
(56.8%) identified as cisgender, 23.0% identified 
as transgender, and the remainder identified with 
another gender identity or were unsure of their 
gender identity. Approximately half of the Latinx 
LGBTQ students in this report (49.6%) identified 
with one or more racial/ethnic identities in addition 
to Latinx, as described in Table S.1. For example, 
two-fifths of respondents (40.1%) identified as 
Latinx and White. The vast majority of respondents 
was born in the U.S. (93.7%) and most learned 
English as their first language or as one of their 
first languages (85.9%). Additionally, just under a 
fifth (18.5%) identified as Catholic, whereas over 
half (54.0%) identified with no religion. 

Students attended schools in all 50 states and the 
District of Columbia as well as Puerto Rico, Guam, 
and the U.S. Virgin Islands. As seen in Table 
S.2, two-thirds of students attended high school 
(67.9%), the vast majority attended public school 
(89.5%), and 41.8% attended majority-White 
schools. 

7 

https://Native).12


  

Table S.1 Demographic Characteristics of Survey Participants 

Sexual Orientation'3  (n = 3331) Genderl° (n = 3144) 

Gay or Lesbian 45.6% Cisgender 56.8% 

Bisexual 27.5% Female 32.2% 

 Pansexuall4 18.9% Male 21.2% 

Queer 3.2% Unspecified 3.4% 

 Asexual'5 1.5% Transgender 23.0% 

Another Sexual Orientation 1.1% Female 1.4% 
(e.g., fluid, heterosexual) Male 16.0% 

Questioning or Unsure 2.1% Nonbinary (i.e., not identifying as 4.3% 

Race and Ethnicity'6  (n = 3352) 
male or female, or identifying 
as both male and female) 

Latinx Only 50.4% Unspecified 1.3% 

Multiple Racial/Ethnic Identities 49.6% Genderqueer 11.1% 

White 40.1% Another Nonbinary Identity 3.2% 

Native American, American Indian, 9.8% (e.g., agender, genderfluid) 

or Alaska Native' 7  Questioning or Unsure 1.6% 

African American or Black 7.8% 

Asian, South Asian, Religious Affiliation (n = 3316) 

or Pacific Islander 5.6% Christian (non-denominational) 13.9% 

Middle Eastern or Arab American 1.5% Catholic 18.5% 

Immigration Status (n = 3341) 

U.S. Citizen 

Born in the U.S. or a U.S. territory 

 Born in another country18 

U.S. Non-citizen 

96.3% 

93.7% 

2.5% 

3.7% 

Protestant 

Jewish 

Buddhist 

Muslim 

Another Religion (e.g., Unitarian 
Universalist, Wiccan) 

0.8% 

1.3% 

1.7% 

0.3% 

9.5% 

Documented 2.3% No Religion, Atheist, or Agnostic 54.0% 

Undocumented 1.4% (and not affiliated with a 
religion listed above) 

English Learned as 
(n = 3328) 

First Language 85.9% 
Receive Educational 

Accommodations2° (n = 3330) 
25.1% 

Grade in School (n 

6th 

= 3283) 

0.9% 
Average Age (n = 3352) = 15.6 years 

7th 6.9% 

8th 13.7% 

9th 20.3% 

10th 21.0% 

11th 22.4% 

12th 14.9% 
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Table S.2 Characteristics of Survey Participants' Schools 

Grade Level (n = 3348) School Type (n = 3275) 

K through 12 School 6.7% Public School 89.5% 

Lower School 1.5% Charter 4.1% 
(elementary and middle grades) 

Middle School 

Upper School (middle and high grades) 

High School 

Region21 (n = 3344) 

Northeast 

15.7% 

8.3% 

67.9% 

12.3% 

Magnet 

Religious-Affiliated School 

Other Independent or Private School 

Single-Sex School (n = 3346) 

School Locale (n = 3300) 

10.2% 

3.7% 

6.8% 

1.10/0 

South 32.4% Urban 37.1% 

Midwest 12.9% Suburban 38.1% 

West 38.3% Rural or Small Town 24.8% 

U.S. Territories 4.1% 

School Racial Composition (n = 2991) 

Majority Latinx 34.6% 

Majority White 41.8% 

Majority Black 7.1% 

Majority AAPI 2.6% 

Other Racial Majority 3.0% 

No Racial Majority 10.8% 
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Part One: 
Safety and 
Experiences with 
Harassment 
and Assault 
at School 





   

   

For Latinx LGBTQ youth, school can be an unsafe 
place. Our previous research indicates that the 
majority of LGBTQ students regularly hear biased 
language at school, and most experience some 
form of identity-based harassment or assault. 
These experiences may negatively impact students' 
academic outcomes, as well as their psychological 
well-being. Thus, we explored the reasons Latinx 
LGBTQ students feel unsafe at school, the types 
of biased language they hear, and both the extent 
and effects of in-school harassment and assault. 
Because school staff have a responsibility to 
intervene on such incidents of bias, we also 
examined Latinx LGBTQ students' rates of 
reporting their victimization to staff, and how 
school staff responded. 

Safety 

We asked students if they ever felt unsafe at school 
due to a personal characteristic. As shown in Figure 
1.1, Latinx LGBTQ students were most likely to say 
that they felt unsafe due to their actual or perceived 
sexual orientation (54.9%), followed by the way 
they express their gender, or how traditionally 
"masculine" or "feminine" they were in appearance 
or behavior (44.2%).22  Nearly a quarter of students 
(22.3%) felt unsafe due to their race or ethnicity. 
Latinx LGBTQ students born outside the U.S. 
were especially likely to feel unsafe regarding their 
race/ethnicity (29.1% vs. 21.8% of those born in 
the U.S.).23  This may be, in part, because anti-
immigrant sentiment in the U.S. is often closely tied 
to racism against particular ethnic groups, including 
people of Latin American descent. 

Figure 1.1 Latinx LGBTQ Students Who Felt Unsafe at School Because of Actual or Perceived Personal Characteristics 

Sexual Orientation 54.9% 

Gender Expression 44.2% 

Body Size/Weight 41.6% 

Gender 29.4% 

Academic Ability 25.6% 

Race or Ethnicity 22.3% 

Family Income 18.6% 

Disability 10.1% "Do you feel unsafe at school because of..." 

Religion 9.3% 

English Proficiency 4.6% 

Citizenship Status 4.5% 

Other (e.g. political views, 9.7% 
past victimization) 

0% 10% 20% 30% 40% 50% 60% 
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Harassment and AssaultFor some, feeling unsafe at school may result in 
avoiding school altogether. When asked about 
absenteeism, over a third of Latinx LGBTQ students In addition to hearing biased language in hallways or 
(35.0%) reported missing at least one day of classrooms, many students experience victimization 
school in the last month because they felt unsafe or at school, including verbal harassment (e.g., being 
uncomfortable, and over one-tenth (10.8%) missed called names or threatened), physical harassment 
four or more days in the last month. (e.g., being shoved or pushed), and physical 

assault (e.g., being punched, kicked, or injured 
with a weapon). LGBTQ students who experience

Biased Remarks harassment or assault may feel excluded and 
disconnected from their school community, and 

Latinx LGBTQ students may feel unsafe at school, may respond by avoiding school. This victimization 
in part, because of homophobic, racist, or other may also have a negative impact on students' 
types of biased language that they hear from their psychological well-being and academic success.25 
peers in classrooms or hallways. We asked students Therefore, we examined how often Latinx LGBTQ 
how often they heard anti-LGBTQ language students experienced victimization in the past 
from other students, including: the word "gay" year based on their actual or perceived sexual 
being used in a negative way (such as "that's so orientation, the way they express their gender, and 
gay" being used to call something "stupid" or their actual or perceived race/ethnicity. We also 
"worthless"), other homophobic remarks (such as examined whether victimization based on sexual 
"faggot" and "dyke"), comments about students orientation or based on race/ethnicity was associated 
not acting "masculine" enough, comments with academic outcomes as well as key indicators 
about students not acting "feminine" enough, of student well-being, including: educational 
and negative remarks about transgender people aspirations, school belonging, depression, and 
(such as "tranny" or "he/she"). We also asked skipping school due to feeling unsafe. 
students how often they heard racist language 
from other students at school. As shown in Figure Extent and effects of harassment and assault based 
1.2, the most common form of biased language on personal characteristics. As shown in Figure 
was "gay" used in a negative way, followed by 1.3, many Latinx LGBTQ students experienced 
other homophobic remarks. Over two-thirds of harassment or assault based on their race/ 
Latinx LGBTQ students heard "gay" used in a ethnicity, sexual orientation and gender expression. 
negative way often or frequently (70.3%), and Victimization based on their sexual orientation was 
over half heard other homophobic remarks often or most common, followed by victimization based on 
frequently (59.3%). The next most common forms gender expression (see also Figure 1.3).26 
of biased remarks heard by Latinx LGBTQ students 
were racist remarks and comments about not We examined whether victimization at school 
acting "masculine" enough (see also Figure 1.2).24 based on sexual orientation and victimization 

Figure 1.2 Frequency of Hearing Anti-LGBTQ and Racist Remarks in School 

"That's So Gay" 1.5% 9.2% 18.9% 27.9% 42.4% 

Other Homophobic Remarks (e.g., "fag" or "dyke') 5.3% 14.8% 20.6% 23.5% 35.8% 

Racist Remarks 9.4% 14.4% 19.2% 19.7% 37.2% 

Remarks about Students not Acting "Masculine" Enough 8.9% 13.1% 23.6% 25.4% 29.0% 

Remarks about Transgender People (e.g., "tranny," "he/she") 16.3% 19.9% 23.2% 18.9% 21.6% 

Remarks about Students not Acting "Feminine" Enough 13.8% 23.4% 22.6% 19.2% 21.0% 
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based on race/ethnicity were associated with Latinx 
LGBTQ students' psychological well-being andFigure 1.3 Percentage of Latinx LGBTQ Students Who Experienced 

Victimization Based on Personal Characteristics 

80% -

69.2% 

•60.2% 
60% -

49.5% 

40% -

20% -

0% 
Sexual Orientation Gender Expression Race or Ethnicity 

educational outcomes. We found that experiencing
victimization based on sexual orientation was 
related to skipping school based on feeling unsafe 
as well as lower levels of school belonging, lower 
educational aspirations, and greater levels of 
depression.27  For example, as seen in Figure 1.4,
students were more than twice as likely to skip 
school because they felt unsafe if they experienced
higher than average levels of victimization based on 
sexual orientation (61.0% vs. 24.6%). Similarly, 
we found that victimization based on race/ethnicity 
was related to skipping school due to feeling 
unsafe, lower levels of school belonging, greater 
levels of depression, and slightly lower educational 
aspirations (see Figure 1.5).28 

Figure 1.4 Victimization Based on Sexual Orientation and Latinx LGBTQ Student Well-Being and Academic Outcomes 

100% -
85.7% 

78.4% 
80% - 71.9% 

61.0% 61.0% 
60% -

44.3% 

40% -
28.7%

24.6% 

20% -

0% 
Planning to Obtain Missed School in School Belonging Depression 
a Four-Year Degree the Past Month (Above Average Levels) (Above Average Levels) 

Lower than Average Levels of Victimization •Higher than Average Levels of Victimization 

Figure 1.5 Victimization Based on Race/Ethnicity and Latinx LGBTQ Student Well-Being and Academic Outcomes 

100% 
84.5% 82.7% 

80% -

62.8% 60.5% 
60% -

47.6% 43.8%40.1% 
40% -

22.6% 
20% -

0% 
Planning to Obtain a Missed School in School Belonging Depression 

Four-Year Degree the Past Month (Above Average Levels) (Above Average Levels) 

Lower than Average Levels of Victimization •Higher than Average Levels of Victimization 
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Differences in victimization by transgender status. 
Previous research, from GLSEN, as well as other 
scholars, has demonstrated that transgender 
and other gender nonconforming (trans/GNC) 
students experience greater levels of anti-LGBTQ 
victimization and harassment than cisgender LGBQ 
students.29  We found that this was similarly true 
for Latinx LGBTQ students. Specifically, we found 
that trans/GNC Latinx students experienced greater 
levels of victimization based on sexual orientation 
and gender expression than their cisgender LGBQ 
Latinx peers (see Figure 1.6). Further, we also 
found that trans/GNC Latinx students experienced 
slightly greater levels of victimization based on 
race/ethnicity (see also Figure 1.6).3° Given that 
the general population tends to hold less favorable 
views of transgender people than of gay and lesbian 
people,31  trans/GNC Latinx students may be greater 
targets for victimization in general, including 
victimization based on their race/ethnicity. 

Differences in victimization by multiple racial/ 
ethnic identities. For multiracial students, their 
own racial/ethnic identification or how they are 
identified by their peers regarding their race/ 
ethnicity may vary based on context.32  Because 
they do not belong to any single racial/ethnic 
group, these students may face greater levels 
of social exclusion that may result in increased 
risks for peer victimization.33  Thus, we examined 
whether Latinx LGBTQ students who endorsed 
multiple racial/ethnic identities differed from 
those who identified only as Latinx with regard 
to their experiences of victimization. We found 
that Latinx LGBTQ students with multiple racial/ 
ethnic identities experienced somewhat greater 

levels of victimization based on race/ethnicity, 
sexual orientation, and gender expression, as 
compared to those who identified only as Latinx 
(see Figure 1.7).34  This relationship was stronger 
for victimization based on sexual orientation and 
gender expression than for victimization based on 
race/ethnicity. This may be because most of the 
Latinx LGBTQ students in our sample with multiple 
racial/ethnic identities identified as Latinx and 
White. Because some Latinx individuals who also 
identify as White may not be perceived as people 
of color by others,35  some Latinx LGBTQ students 
who also identify as White may face a lower risk 
for race-based victimization. Further research is 
warranted to explore the possible connections 
between multiracial/multiethnic identity and 
different forms of victimization among students 
of color. 

Differences in victimization by immigration status 
and English language acquisition. Prior findings 
indicate that immigrant youth may face heightened 
levels of victimization at school, as compared 
with their peers born in the U.S..36  Further, Latinx 
students who did not learn English as one of 
their first languages may be perceived as foreign 
by their peers, regardless of where they were 
born.37  Given that these students may experience 
victimization fueled by both racism as well as 
anti-immigrant sentiment, we examined whether 
Latinx LGBTQ students born outside the U.S., as 
well as those who did not learn English as one of 
their first languages, were differentially targeted for 
harassment at school by their peers. We found that 
Latinx LGBTQ students who did not learn English 
as one of their first languages experienced greater 

Figure 1.6 Differences in Level of Victimization by Trans/GNC Status 
(Percentage of Latinx LGBTQ Students Experiencing Higher than Average Levels of Victimization) 

60% -
52.8% 

48.2% 47.9% 

40% - 34.6% 

23.5% 
19.1% 

20% -

0% 
Victimization Based on Victimization Based on Victimization Based on 

Sexual Orientation Gender Expression Race/Ethnicity 

Cisgender LGBQ Latinx Students Trans/GNC Latinx Students 
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levels of victimization based on race/ethnicity than expression, and race/ethnicity independently. 
those who did learn English as a first language.38 However, many Latinx LGBTQ students experience 
We did not observe any differences in victimization victimization that targets both their LGBTQ and 
with regard to immigration status, which may be their racial/ethnic identities. In fact, approximately 
because a student's birthplace is not an easily two-fifths of Latinx LGBTQ students in our study 
identifiable trait. (41.6%) experienced harassment or assault at 

school based on both their sexual orientation and 
Experiencing multiple forms of victimization. their race/ethnicity.39  Previously in this section, we 
Thus far in this section, we have discussed reported that both of these forms of victimization 
Latinx LGBTQ students' in-school experiences of separately were related to skipping school due to 
victimization based on sexual orientation, gender feeling unsafe, lower levels of school belonging, 

Figure 1.7 Differences in Level of Victimization by Multiple Racial/Ethnic Identities 
(Percentage of Latinx LGBTQ Students Experiencing Higher than Average Levels of Victimization) 

60% -

50.5% 
48.6% 

40% -
34.3% 

30.0% 29.1% 
27.4%  

20% 

0% 
Victimization Based on Victimization Based on Victimization Based on 

Sexual Orientation Gender Expression Race/Ethnicity 

Identify Only as Latinx •Identify as Latinx and One or More 
Other Racial/Ethnic Identities 

Figure 1.8 Latinx LGBTQ Student Well-Being and Multiple Forms of 
Victimization, Based on Sexual Orientation and Race/Ethnicity 
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53.1% 54.2% 52.1% 
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37.2%40% - 33.9%32.8% 
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10.3% 
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and greater levels of depression. However, it is 
important to understand how these outcomes 
are associated with experiencing multiple forms 
of harassment. Therefore, we examined the 
combined effects of race-based and homophobic 
victimization on skipping school, school belonging, 
and depression. We found that students who 
experienced both homophobic and racist 
victimization were the most likely to skip school 
due to feeling unsafe,4° experienced the lowest 
levels of school belonging,41  and experienced 
the highest levels of depression,42  as compared 
to those who experienced only one form of 
victimization or neither (see Figure 1.8). 

In that Latinx LGBTQ students likely have a longer 
history with experiencing victimization based on 
their race/ethnicity than their LGBTQ identity, it 
is possible that these experiences of race-based 
victimization may equip Latinx LGBTQ students 
with skills to navigate other forms of victimization, 
such as anti-LGBTQ victimization, and provide 
a buffer against the psychological harms of 
these additional forms of victimization.43  Thus, 
we also examined how the experience of racist 
victimization might alter the effect of homophobic 
victimization on school outcomes and well-being. 
In examining missing school, school belonging, and 
depression, specifically, we found that the effects 
of homophobic victimization were more pronounced 
if students experienced lower levels of victimization 
based on race/ethnicity." For example, the 
harmful, negative effect of homophobic 
victimization on depression was strongest among 
Latinx LGBTQ students who experienced higher 
levels of homophobic victimization and lower levels 
of racist victimization. It may be that Latinx LGBTQ 
students with more experiences of racism are more 
likely to receive messages from parents, guardians, 
and other family members about how to operate as 
a Latinx individual in the U.S. These messages may 
prepare young people for experiences with racial 
injustice,45  and could also serve to help youth 
better cope with other forms of injustice, such 
as anti-LGBTQ victimization. More investigation 
is warranted to further understand the impacts 
of multiple forms of victimization. However, it 
remains clear that experiencing additional forms 
of victimization means experiencing additional 
harm, and Latinx LGBTQ students who experienced 
victimization targeting both their race/ethnicity 
and sexual orientation experienced the poorest 
outcomes. 

Reporting School-Based Harassment 

and Assault 

GLSEN advocates for clear guidelines for school 
staff on anti-bullying and harassment incidents, 
and for staff to be trained in effectively responding 
to victimization incidents. We asked Latinx LGBTQ 
students who had experienced harassment or 
assault in the past school year how often they 
had reported the incidents to school staff, and 
found that the majority of students (57.7%) never 
reported victimization to staff (see Figure 1.9). 
Only 16.8% of students reported victimization to 
staff "most of time" or "always." 

Latinx LGBTQ students who indicated that they 
had not always told school personnel about their 
experiences with harassment or assault were 
asked why they did not always do so. The most 
common reason for not reporting victimization to 
staff was that they did not think that staff would 
do anything about it (63.5%). We asked those 
who had reported incidents to school staff about 
staff responses to victimization. The most common 
staff responses to students' reports of harassment 
and assault were telling the student to ignore it 
(46.1%), talking to the perpetrator/telling the 
perpetrator to stop (39.7%), and doing nothing/ 
taking no action (37.2%). Thus, Latinx LGBTQ 
students may be justified in their belief that staff 
would not intervene on their behalf. Furthermore, 
only about a third of students (34.9%) reported 
that staff responded effectively to their reports of 
victimization. We also found that the only common 
response that could be considered appropriate or 
effective was talking to the perpetrator/telling the 
perpetrator to stop." 

Figure 1.9 Frequency of Latinx LGBTQ Students 
Reporting Incidents of Harassment and 

Assault to School Staff (n=2210) 
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Insight on Family Reporting and Intervention 

Family support has been shown to improve educational opportunities and academic success for 
marginalized groups, such as students with disabilities and students of color.47  However, little is known 
about factors that contribute to family support for Latinx LGBTQ students. In this section, we examined 
family intervention in response to their child's victimization at school, and conditions that promote family 
intervention for Latinx LGBTQ students. 

Reporting victimization to family. Given that family members may be able advocate on behalf of the 
student when incidents of victimization occur, we asked students in our survey if they reported 
harassment or assault to a family member. Only about two-fifths of Latinx LGBTQ students (41.0%) 
said that they had ever told a family member about the victimization they faced at school. LGBTQ 
students who face school victimization may be hesitant to tell family members if they are not out to them. 
We found that students who were out as LGBTQ to at least one family member were more likely to tell 
their families about the victimization they experienced at school (47.7% vs. 30.3% of those not out).48 
However, regardless of whether the student was out to family members or not, the majority did not report 
victimization to their families. 

Family intervention. Among Latinx LGBTQ students who reported 
victimization experiences to a family member, over half (56.3%) 
reported that a family member talked to their teacher, principal 
or other school staff about the harassment or assault they 
experienced (see Figure). 

Certain factors may increase the likelihood that family members 
intervene on behalf of the student with the school. Family 
members may be more likely to intervene when the student 
experiences more severe victimization. Further, family members 
of students with disabilities or educational accommodations 
may be more likely to be involved in the student's general school 
life, and thus, more likely to intervene when that student is 
victimized at school. In fact, we found that family members of 
Latinx LGBTQ students were somewhat more likely to talk to staff 
about victimization if the student experienced greater levels of 
victimization based on sexual orientation (62.3% vs. 52.3%) or 
gender expression (59.8% vs. 53.9%).49  However, this was not 
the case for race-based victimization. We also found that Latinx 
LGBTQ students who received educational accommodations were more likely to have family members talk 
to staff about their victimization (70.0% vs. 50.4%).5° We did not find that family members of Latinx 
LGBTQ students were more likely to intervene if the student had been diagnosed with a disability. 

Immigration status and English language proficiency could also inhibit the likelihood of family 
intervention for Latinx LGBTQ students. Family members who were not born in the U.S. may be less 
familiar with the U.S. educational system or may have different cultural norms with regard to engaging 
with school personnel, and it may be challenging for those who have lower English language proficiency 
to communicate with school staff. However, we did not find that family intervention was related to 
immigration status, or whether the student learned English as one of their first languages.5' 

Conclusions. We found most Latinx LGBTQ students who experienced school victimization did not report 
it to their family members. However, of those that had, the majority of students indicated that family 
members subsequently intervened and talked to school staff. Family members may be particularly 
compelled to intervene in response to more severe levels of anti-LGBTQ victimization, although this does 
not appear to be the case for race-based victimization. This could, in part, be because of anti-bullying and 
harassment policies. Previous research has found that LGBTQ students in general were less likely to report 
victimization to staff when there was not a policy that included protections for sexual orientation, gender 
identity, and gender expression in their schoo1.52  Thus, Latinx LGBTQ students may be more likely to enlist 
family support regarding anti-LGBTQ victimization than regarding racist victimization. Further research is 
warranted to examine additional factors associated with intervention, including potential barriers, as well 
as to assess the effectiveness of family intervention efforts in improving school climate. 

Frequency of Intervention by Latinx LGBTQ
Students' Family Members (n = 910) 

Most of the Time 
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Conclusions 

The majority of Latinx LGBTQ students experienced 
anti-LGBTQ and racist victimization, and these 
forms of victimization may result in poorer 
academic outcomes and student well-being. In 
fact, those who experienced both of these forms 
of victimization experienced the worst educational 
outcomes and poorest psychological well-being. 
Our findings also suggest that xenophobia and anti-
immigrant sentiment may further impact the school 
experiences of some Latinx LGBTQ students, given 
that those born outside the U.S. felt less safe 
about their race/ethnicity and those who did not 
learn English as a first language faced more race-
based victimization than their peers. Thus, it is 
important that educators be particularly attentive 

to the needs of students who lie at the 
intersections of multiple forms of bias. 
Unfortunately, we also found that the majority 
of Latinx LGBTQ students who experienced 
victimization at school never reported these 
experiences to staff. Further, for those who 
did report their victimization to staff, the most 
common staff responses included telling the 
student to ignore the incident or doing nothing. 
Thus, it is critical that schools implement clear 
and confidential pathways for students to report 
incidents of bias that they experience, and that 
educators and other school staff receive training 
to understand how to intervene effectively on both 
anti-LGBTQ and racist victimization. 
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Part Two: 
School Practices 





Schools have a responsibility to promote positive 
learning environments for all students, including 
Latinx LGBTQ students. The availability of 
resources and supports in school for Latinx 
LGBTQ students is another important dimension 
of school climate. There are several key resources 
that may help to promote a safer climate and 
more positive school experiences for students, 
including student clubs that address issues for 
LGBTQ students and students of color, school 
personnel who are supportive of LGBTQ students, 
and LGBTQ-inclusive curricular materials. However, 
our previous research has found that many LGBTQ 
students do not have such supports available in 
their schools. In addition, schools also often have 
disciplinary practices that may contribute to a 
hostile school climate. Thus, in this section, we 
examined school practices, and their impact on 
the educational outcomes and well-being of Latinx 
LGBTQ students. Specifically, we examined Latinx 
LGBTQ students' experiences of school disciplinary 
action, as well as the availability and utility of 
specific supports and resources that may uniquely 
impact Latinx LGBTQ students in ways that may 
differ from the general LGBTQ student population, 
including student clubs that address LGBTQ and 
ethnic/cultural issues, school personnel, and 
LGBTQ-inclusive curriculum. 

Experiences with School Discipline 

The use of harsh and exclusionary discipline, 
such as zero tolerance policies, has contributed 
to higher dropout rates, a greater likelihood of 
placement in alternative educational settings where 
educational supports and opportunities may be 
less available,53  and a greater likelihood of juvenile 
justice system involvement. Evidence suggests that 
Latinx boys, in general, may be disproportionately 
targeted for disciplinary action in schools, 
compared to their White peers,54  and that LGBTQ 
students are also disproportionately targeted for 
school disciplinary action.55  Thus, Latinx LGBTQ 
students are likely at even greater risk of being 
disciplined inappropriately or disproportionately. 
We examined three categories of school disciplinary 
action: in-school discipline (including referral to 
the principal, detention, and in-school suspension), 
out-of-school discipline (including out-of-school 
suspension and expulsion), and having had contact 
with the criminal justice or juvenile justice system 
as a result of school discipline, such as being 
arrested and serving time in a detention facility. 
As shown in Figure 2.1, approximately two-fifths 
of students (39.5%) reported having ever been 
disciplined at school, most commonly in-school 
discipline. A small percentage of students had had 
contact with law enforcement as a result of school 
discipline (1.9%). 

Figure 2.1 Percentage of Latinx LGBTQ Students Who Experienced School Discipline 
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Differences in discipline by school racial 
composition. Some research indicates that the 
number of security measures in place at a school 
(such as security guards and metal detectors) 
may be greater for schools with a larger number 
of Black and Latinx students,56 which may result 
in disproportionate levels of disciplinary action. 
Thus, we examined whether experiences of school 
discipline for Latinx LGBTQ youth were related 
to the racial composition of the school they 
attended. We found that Latinx LGBTQ youth in 
majority-Black schools were nearly twice as likely 
to experience out-of-school discipline than those 
attending majority-Latinx schools (10.9% vs. 
4.6%), but did not observe any differences with 
other forms of discipline.57  In part, the difference 
we found regarding out-of-school discipline may 
be related to the racial/ethnic identities of Latinx 
students in majority-Black schools. Further 
analysis indicates that Latinx LGBTQ students in 
majority-Black schools are more likely than those 
in majority-Latinx schools to identify as both 
Latinx and Black.58  Given the preponderance of 
evidence that Black students are disproportionately 
targeted for disciplinary action in schoo1,59  it may 
be that Latinx LGBTQ students who also identify as 
Black are more likely to experience out-of-school 
discipline than their Latinx LGBTQ peers who do 
not also identify as Black. In fact, after controlling 
for whether Latinx LGBTQ students identified as 
Black, the relationship was no longer observed.60 
Additional research is warranted to explore the 
influence of school racial composition on the 
disciplinary experiences of Latinx LGBTQ students. 

Impact of victimization and safety on school 
discipline. Several factors may be associated with 
LGBTQ students' school disciplinary experiences, 
including factors stemming from unsafe school 
environments. As we found in GLSEN's 2017 
National School Climate Survey, LGBTQ students 
in general are often disciplined when they are, in 
fact, the victim of harassment or assault. Thus, 
we examined whether higher rates of victimization 
were related to higher rates of school discipline 
among Latinx LGBTQ students specifically. For 
all three forms of school discipline (in-school 
discipline, out-of-school discipline, and contact 
with law enforcement), increased victimization 
based on sexual orientation, gender expression, 
and race/ethnicity were each related to increased 
reports of disciplinary experiences for Latinx 
LGBTQ students.6' 

LGBTQ students who are victimized at school may 
also miss school because they feel unsafe, and 
thus, face potential disciplinary consequences for 
truancy. We found that Latinx LGBTQ students who 
missed more days of school were more likely to 
experience all three forms of discipline (in-school, 
out-of-school, and contact with law enforcement).62 
For instance, as shown in Figure 2.2, just under 
half of Latinx LGBTQ students (47.8%) who 
missed at least one day of school in the last month 
because they felt unsafe experienced some form 
of in-school discipline, compared to a third of 
students (33.3%) who did not miss any school 
for safety reasons. 

Figure 2.2 Experiences of School Discipline by Missing School due to Feeling Unsafe 
(Percentage of Latinx LGBTQ Students Who Experienced School Discipline) 
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Impact of discriminatory school policies and 
practices on school discipline. Schools often 
employ discriminatory practices that, in turn, 
create more opportunities for disciplinary action 
taken against LGBTQ students. In our survey, 
we asked LGBTQ students about a number of 
specific LGBTQ-related discriminatory school 
policies and practices that they may have 
personally experienced, such as being disciplined 
for public displays of affection, prevented from 
starting a GSA, and other forms of gender-related 
discrimination (e.g., prevented from using the 
bathrooms or locker rooms that align with their 
gender, prevented from using their chosen name 
or pronouns). We found that over half of Latinx 
LGBTQ students (57.7%) experienced anti-LGBTQ 
discriminatory school policies and practices, and 
that these experiences were related to school 
disciplinary action. As illustrated in Figure 
2.3, we found that Latinx LGBTQ students who 
experienced anti-LGBTQ discrimination in school 
were more likely to experience both in-school 
and out-of-school-discipline than those who did 
not experience discrimination.63  We did not find, 
however, that anti-LGBTQ discrimination was 
related to having contact with law enforcement. 

Differences in discipline by transgender status. 
Previous research from GLSEN has demonstrated 
that transgender and other gender nonconforming 
(trans/GNC) students experience higher rates of 
in-school discipline and out-of-school discipline, 
compared to cisgender LGBQ students.64  Among 
Latinx LGBTQ students, we similarly found that 
trans/GNC students experienced greater levels 

of in-school discipline (42.1% vs. 35.3%) and 
out-of-school discipline (7.6% vs. 5.1%), but 
observed no differences regarding contact with law 
enforcement.65  Given the relationship we found 
between victimization and school discipline, it 
may be that trans/GNC Latinx students' increased 
risk for anti-LGBTQ victimization (as previously 
discussed in this report) results in their increased 
risk for school discipline. In fact, after controlling 
for anti-LGBTQ victimization, we no longer 
observed a relationship between trans/GNC identity 
and disciplinary action.66 

Differences in discipline by multiple racial/ 
ethnic identities. Prior research has found that 
among secondary school students, students who 
identify with two or more racial/ethnic identities 
are at greater risk for school disciplinary action 
than many of their peers.67  Similarly, we found 
that, as compared with those who only identify 
as Latinx, Latinx LGBTQ students who endorsed 
multiple racial/ethnic identities were more likely 
to experience both in-school disciplinary action 
(41.3% vs. 35.6%) and out-of-school disciplinary 
action (8.2% vs. 4.3%), although we did not 
observe differences regarding contact with law 
enforcement.68 

Impact of school discipline on educational 
outcomes. School disciplinary action may impinge 
on a student's educational success. Exclusionary 
school disciplinary practices, those that remove 
students from the classroom, may lead to poorer 
grades and a diminished desire to continue on 
with school. In fact, we found that Latinx LGBTQ 

Figure 2.3 Experiences of School Discipline by Anti LGBTQ Discrimination 
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students' experiences with all three forms of 
discipline (in-school discipline, out-of-school 
discipline, and contact with law enforcement) were 
related to diminished educational aspirations69  and 
lower grade point averages (GPA).7° 

School-Based Supports and Resources for 

Latinx LGBTQ Students 

In our 2017 National School Climate Survey 
report, we demonstrated the positive impact of 
LGBTQ-related school resources and supports on 
the educational outcomes and well-being of LGBTQ 
students overall. Unfortunately, we also found that 
many LGBTQ students did not have access to these 
types of resources in school. Thus, in this section, 
we examine the availability and utility of school 
supports, including LGBTQ-related school supports 
as well as student-led ethnic/cultural clubs, for 
Latinx LGBTQ students. We also examine how the 
availability of these supports may be related to 
various demographic and school characteristics, 
such as school location and student body racial 
composition. 

GSAs. GSAs, often known as Gay-Straight Alliances 
or Gender and Sexuality Alliances, are student-
led clubs that address LGBTQ student issues and 
can be supportive spaces for LGBTQ students. 
GSAs may provide LGBTQ students with a safe 
and affirming space within a school environment 
that may be hostile. Similar to LGBTQ students in 
general, just over half of Latinx LGBTQ students 
(52.7%) reported having a GSA at their school (see 
Figure 2.4). 

Some literature suggests that some GSAs may 
be less likely to respond to the needs of LGBTQ 
youth of color than the needs of White LGBTQ 
youth," which could indicate that schools with 
greater populations of youth of color may be less 
likely to have a GSA. Thus, we examined whether 
school racial composition (i.e., whether the student 
body was predominantly Latinx, White, another 
non-White race/ethnicity, or had no racial/ethnic 
majority) was related to the presence of GSAs 
for Latinx LGBTQ students. We found that Latinx 
LGBTQ students in majority-White schools were 
more likely to have a GSA than those in majority-
Latinx schools (55.8% vs. 48.8%), but did not 
observe any other differences.72  Further research is 
warranted regarding how school racial composition 
impacts GSA formation. 

We also found that the location of Latinx LGBTQ 
students' schools, including the schools' region 
(Northwest, South, Midwest, West) and locale 
(urban, suburban, rural) were related to the 
availability of GSAs.73  Latinx LGBTQ students in 
suburban schools were most likely to have a GSA 
at their school, followed by those in urban schools, 
with students in rural schools being least likely 
to have a GSA. Regarding region, Latinx LGBTQ 
students who attended schools in the Northeast 
and West were most likely to have a GSA, and 
those in the South were least likely. 

GSAs and other similar student clubs can provide 
a safe and affirming school environment for LGBTQ 
students and their allies to meet, socialize, and 
advocate for change in their school communities.74 
Even for LGBTQ students who do not attend GSA 
meetings, having such a club may signal that 
an LGBTQ-supportive community exists in their 
school. Thus, students who have a GSA may feel 
more connected to school and be less likely to 
miss school. Also, in that GSAs can often effect 
change in the school by helping to create a 
safer environment for LGBTQ students, LGBTQ 
students with a GSA may be less likely to feel 
unsafe at school, and may feel a greater sense of 
belonging to the school community. In fact, we 
found that Latinx LGBTQ students with a GSA at 
their school were less likely to miss school due 
to safety concerns (29.6% vs. 41.0%) and felt 
more connected to their school community than 
those who did not have a GSA.76  Latinx LGBTQ 
students who had a GSA at their school were also 
less likely to feel unsafe because of their sexual 

Figure 2.4 Availability of GSAs and Ethnic/Cultural Clubs 
(Percentage of Latinx LGBTQ Students Who Reported 

Having Club at Their School) 
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orientation (48.0% vs. 62.7%) and were slightly 
less likely to feel unsafe regarding their gender 
expression (41.1% vs. 47.8%). We also found that 
Latinx LGBTQ students with a GSA were somewhat 
less likely to feel unsafe regarding their race/ 
ethnicity (20.4% vs. 24.4%).76  Further research 
is warranted regarding the possible connections 
between the presence of GSAs and feelings of 
safety for students of color. 

Ethnic/cultural clubs. Ethnic/cultural clubs that 
bring together students of a particular racial, 
ethnic, and/or cultural background can offer a 
supportive space in school for those students. 
We found that the majority of Latinx LGBTQ 
students (73.8%) reported that their school had an 
ethnic or cultural club at their school (see Figure 
2.4). We also examined whether certain school 
characteristics were related to the availability of 
ethnic/cultural clubs, including racial composition, 
region, and locale. Ethnic/cultural club presence 
was not related to school racial composition. 
However, we did find that Latinx LGBTQ students 
who attended school in the West were more likely 
than those in the Northeast or South to have an 
ethnic/cultural club at school. We also found that 
students in suburban schools were most likely to 
have an ethnic/cultural club, followed by those in 
urban schools, with those in rural schools being 
least likely to have an ethnic/cultural club!' 

Even for those that do not attend ethnic/cultural 
club meetings, having such a club may signal the 
existence of a supportive community of peers at 
school or a more supportive school environment in 
general, as we have found with GSAs. We, in fact, 
found that Latinx LGBTQ youth with an ethnic/ 
cultural club at their school felt more connected to 
their school community and were less likely to feel 
unsafe regarding their race/ethnicity (21.0% vs. 
26.0% of those without a club). We also found that 
Latinx LGBTQ students with ethnic/cultural clubs 
were somewhat less likely to feel unsafe regarding 
their sexual orientation (53.9% vs. 58.4%).78 

It is interesting to note that the presence of GSAs 
and ethnic/cultural clubs were both related to 
decreased likelihood in feeling unsafe at school 
regarding both sexual orientation and race/ 
ethnicity. It could be that having any type of 
diversity-related club may help to promote feelings 
of safety for Latinx LGBTQ youth. Such clubs may 
indicate a network of supportive peers at school as 
well as signal that the school may be responsive 
to and supportive of the diversity of its student 
population. Further research is warranted, exploring 
the potential benefits of supportive student clubs 
for students with multiple marginalized identities. 
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Insight on Club Participation and Leadership 

As discussed previously, having a GSA or ethnic/cultural club at school is associated with several benefits 
for Latinx LGBTQ students. However, it is also important to understand the possible benefits for Latinx 
LGBTQ students from participating in these clubs. Prior research has demonstrated that participation in 
GSAs may mitigate some of the harmful effects of anti-LGBTQ victimization.79  There is also evidence that 
ethnic/cultural clubs may provide a means of cultural validation for students of color.80  However, there 
has been little research on the benefits of participation in these clubs for LGBTQ students of color. Thus, 
we examined Latinx LGBTQ students' rates of participation in these clubs, and whether participation 
was related to the school's racial composition. We also examined the effects of participation on school 
belonging. Finally, given that such clubs may encourage students to work toward social and political 
change,8' we also examined the relationship between club participation and civic engagement. 

GSA participation. As previously noted, only about half of Latinx LGBTQ students (52.7%) had a GSA at 
their school, although the majority of those with a GSA participated in the club (62.4%), and about one-
fifth (22.3%) participated as an officer or a leader. We also examined whether rates of club participation 
were related to demographic and school characteristics, including school racial composition as well as 
whether the student was born outside the U.S. or identified with multiple racial/ethnic identities, but did 
not observe the relationships to be significant.82  

Given our finding elsewhere in this report that Latinx LGBTQ students with a GSA felt more connected to 
their school community, we examined whether participating in a GSA furthered that relationship. However, 
we did not observe a significant relationship between GSA participation and school belonging.83  

We found that GSAs may offer students 
opportunities and instill skills to work 
towards more inclusive schools and 
communities. For example, Latinx LGBTQ 
GSA leaders felt more comfortable bringing 
up LGBTQ issues in class than both GSA 
members and those who did not attend 
GSA meetings.84  As seen in the figure,
we also found that GSA leaders and
members were both more likely than GSA 
non-members to engage in some form of 
activism (91.0% vs. 83.8% vs. 74.0%, 
respectively). Specifically, we found that 
GSA members were more likely than those 
who did not attend meetings to participate 
in several forms of activism, including: 
a GLSEN Day of Action (such as Day of 
Silence)85; an event where people express 
their political views (such as a poetry slam 
or youth forum); a boycott; and, a rally,
protest, or demonstration for a cause. 
Further, we also found that GSA leaders 
were more likely than those who did not 
attend GSA meetings to: volunteer to 
campaign for a cause; contact government 

officials about issues important to them; and express their views on social media.86  

Latinx LGBTQ students who participate in GSAs may also face challenges at school regarding their LGBTQ 
identity. We found that both GSA leaders and GSA members experienced greater levels of victimization due 
to sexual orientation and due to gender expression than those who did not attend meetings, with leaders 
facing the greatest levels of victimization.87  It could be that greater levels of anti-LGBTQ harassment 
compel Latinx LGBTQ students to participate in their school's GSA, as a source of support or a means of 
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taking action. It may also be that students who participate in their GSA are more visible as LGBTQ and, 
thus, more likely to be targeted for anti-LGBTQ victimization than their peers, particularly if they lead their 
GSA. Further research is warranted regarding the reasons that compel LGBTQ students to participate in 
GSAs, and the impacts of GSA leadership. 

Ethnic/cultural club participation. As previously noted, the majority of Latinx LGBTQ students (73.8%) had 
an ethnic/cultural club at their school; however, only 10.7% of those with such a club attended meetings, 
with 1.5% who participated as an officer or a leader. Although the percentage of those participating in 
these clubs may seem low, it is important to note that some may have an ethnic/cultural club at their 
school for an ethnic or cultural community with which they do not identify. 

We also examined whether rates of ethnic/cultural club participation were related to demographic and 
school characteristics. We found that Latinx LGBTQ students were more likely to participate in their ethnic/ 
cultural club if they attended a majority-White school (12.7% vs. 8.8% of those at majority-Latinx schools) 
or if they were born outside the U.S. (17.1% vs. 10.2% of those born in the U.S.). However, having 
multiple racial/ethnic identities was not associated with different rates of club participation.88 

Ethnic/cultural clubs may create a space for students of a particular racial, ethnic, or cultural background 
to meet, offering a network of peer support with other Latinx youth at school. In fact, we found that Latinx 
LGBTQ ethnic/cultural club members had a greater sense of school belonging than non-members.89 

As with GSA participation, we also found that Latinx LGBTQ students' involvement in their school's ethnic/ 
cultural club was related to engagement in activism. As seen in the figure, club leaders and members were 
both more likely to engage in activism than non-members (95.9% vs. 88.1% vs. 73.4%, respectively). 
Specifically, ethnic/cultural club members and leaders were more likely than non-members to participate 
all of the forms of activism discussed previously, including a GLSEN Day of Action.9° 

We also found that ethnic/cultural club participants experienced slightly greater levels of race-based 
harassment than non-members.91  In part, this may be because Latinx LGBTQ students were more likely to 
participate in their ethnic/cultural club if they attended a majority-White school, where they may have a 
greater risk for race-based victimization. In fact, we found that Latinx LGBTQ students in majority-White 
schools reported the highest levels of race-based victimization,92  and that after controlling for school racial 
composition, the relationship between club participation and victimization was no longer observed.93 

Conclusions. GSA and ethnic/cultural club participation were both associated with positive outcomes for 
Latinx LGBTQ students. Both types of clubs may help to promote civic engagement among club members. 
However, given that this relationship differed based on type of civic engagement and level of club 
participation, future research is warranted regarding specific GSA and ethnic/cultural club activities that 
may promote political action and advocacy efforts among club members. 

Although previous findings in this report indicate that having a GSA is related to greater feeling of safety 
and belonging for Latinx LGBTQ students, GSA participation was associated with greater levels of anti-
LGBTQ victimization. GSA members may be targeted more for victimization because of increased visibility 
as being LGBTQ. However, it may also be that students who experience greater levels of victimization 
attend GSA meetings as a support-seeking measure, as prior research has suggested.94  Further research is 
needed, examining Latinx LGBTQ student GSA members and non-members over time, and exploring the 
causal relationships between GSA presence and participation, peer victimization, and student well-being. 

Finally, we found that ethnic/cultural clubs may promote stronger connections to the school community 
for Latinx LGBTQ students. Given the higher rates of race-based harassment and increased levels of 
club participation at majority-White schools, these clubs may be especially important for Latinx youth at 
majority-White schools. We also found that Latinx LGBTQ students born outside the U.S. were particularly 
likely to participate in ethnic/cultural clubs. Given our previous finding that immigrant Latinx LGBTQ 
youth are more likely to feel unsafe about their race/ethnicity, the increased school belonging associated 
with ethnic/cultural clubs may be especially important for this population of students as well. Thus, it is 
important for those that lead Latinx-serving ethnic/cultural student clubs to be attentive to the needs of 
immigrant students, as well those facing race-based harassment. 
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Supportive school personnel. Previous research has 
established that for LGBTQ students in general, 
having supportive teachers, principals, and other 
school staff and administration has benefits for 
both educational and psychological outcomes. 
However, educators who are supportive of LGBTQ 
students may vary in their ability to respond to the 
needs of youth of color.95  Thus, the benefits of such 
staff may be different for Latinx LGBTQ students. 
In our survey, we asked students how many school 
staff they could identify who are supportive of 
LGBTQ students, and how supportive their school 
administration is of LGBTQ students. Similar to our 
findings on LGBTQ students in general from the 
2017 National School Climate Survey report, the 
vast majority of Latinx LGBTQ students (97.3%) 
could identify at least one supportive staff member 
at school and approximately two-fifths (40.4%) 
reported having many supportive staff (11 or 
more), as shown in Figure 2.5. Also similar to the 
general LGBTQ student population, two-fifths of 
Latinx LGBTQ students (40.9%) reported having a 
somewhat or very supportive school administration 
(see Figure 2.6). 

We examined whether there were demographic 
differences among Latinx LGBTQ youth with 
regard to identifying supportive staff. We found 
that trans/GNC Latinx students could identify 
fewer supportive staff, and were less likely to 
report a supportive administration, than their 
cisgender LGBQ Latinx peers.96  This could indicate 
a need for greater cultural competency regarding 
gender identity and expression for educators and 
administrators in general, including those who 
demonstrate supportive practices with respect 
to sexual orientation. We also examined whether 
there was a relationship between having supportive 
staff or administration and whether a student 
had multiple racial/ethnic identities, but did not 
observe a significant relationship.97 

Given that Latinx LGBTQ students often feel unsafe 
and unwelcome in school, as discussed earlier 
in this report, having access to school personnel 
who provide support for LGBTQ students may be 
critical for creating better learning environments 
for Latinx LGBTQ students. Therefore, we 
examined the relationships between the presence 
of staff who are supportive of LGBTQ students and 
several indicators of school climate, including: 
absenteeism, feelings of safety regarding LGBTQ 
identity, psychological well-being, feelings of 
school belonging, and educational achievement 
and aspirations. Further, Latinx LGBTQ students 
with staff who are supportive regarding LGBTQ 
issues may generally feel safer regarding their 
other marginalized identities as well. Thus, we also 
examined the relationship between the presence 
of LGBTQ-supportive school staff and feelings of 
safety regarding race/ethnicity. 

We found that Latinx LGBTQ students who had 
more staff who were supportive of LGBTQ students: 

• were less likely to miss school due to safety 
concerns (see Figure 2.7); 

• were less likely to feel unsafe because of their 
sexual orientation, gender expression, and 
race/ethnicity (see also Figure 2.7); 

• had greater levels of self-esteem and lower 
levels of depression; 

• had increased feelings of connectedness to 
their school community; 

• had slightly higher GPAs;98  and 

• had greater educational aspirations.99 
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Figure 2.5 Latinx LGBTQ Students' Reports on 
the Number of Teachers and Other School Staff 

Who are Supportive of LGBTQ Students 

None 
23% One 

4.8%11 or More 
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Figure 2.6 Latinx LGBTQ Students' Reports on How 
Supportive Their School Administration is of LGBTQ Students 
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Figure 2.7 Supportive School Staff and Feelings of Safety and Missing School 
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Insight on Inclusive Curriculum 

Findings from GLSEN's 2017 National School Climate Survey show that having an LGBTQ-inclusive 
curriculum, such as learning positive information about LGBTQ people, history and events, can positively 
shape the school experiences of LGBTQ students in general. With regard to LGBTQ curricular inclusion, we 
found that less than a quarter of Latinx LGBTQ students (22.5%) were taught positive representations of 
LGBTQ people, history, or events, which is similar to the percentage of the full sample of LGBTQ students. 

Teaching students about LGBTQ history, people, and events in a positive manner may help Latinx LGBTQ 
students to feel more valued at school, and it may also promote positive feelings toward LGBTQ students 
from peers. Thus, we examined the relationship between having an inclusive curriculum and feeling unsafe 
because of personal characteristics, peer acceptance of LGBTQ people, and school belonging. As shown in 
the figure, compared to Latinx LGBTQ students who did not have an inclusive curriculum at their school, 
those who had an inclusive curriculum: 

• were less likely to feel unsafe because of their sexual orientation and gender expression:10° 

• had peers at school that were more accepting of LGBTQ people:'°' and 

• felt more connected to their school community.102 

Interestingly, Latinx LGBTQ 
students who had an inclusive 
curriculum were also less likely to 
feel unsafe because of their race/ 
ethnicity (15.5% vs. 24.3%).103 
It may be that teaching students 
positive LGBTQ-related content 
not only makes peers more 
accepting of LGBTQ students, 
but perhaps also more accepting 
of diversity in general, including 
racial/ethnic diversity. It is also 
possible that schools or school 
districts that include positive 
representations of LGBTQ topics 
may also be better with regard to 
positive racial/ethnic inclusion 
in their curriculum, policies and 
practices. 

It is important to note that we 
did not ask questions about 
other types of curricular inclusion, such as content about Latinx people, history or events. A large body of 
research has illustrated that providing students of color with a curriculum that highlights the knowledge, 
experiences, and perspectives of a variety of racial/ethnic groups, can improve academic outcomes and 
promote a stronger, more positive sense of ethnic identity.104  This curriculum could work in concert with 
LGBTQ inclusion to greater benefit Latinx LGBTQ students. Further research is needed to understand the 
benefits of combining Latinx and LGBTQ curricular inclusion for Latinx LGBTQ youth. 

Conclusions. A school curriculum that is inclusive of diverse identities may help to instill beliefs in 
the intrinsic value of all individuals. We found that Latinx LGBTQ students who were taught positive 
representations about LGBTQ people, history, or events at school felt more connected to their school 
community, and felt safer at school not only with regard to their LGBTQ identity, but also their racial/ 
ethnic identity. Therefore, having an LGBTQ curriculum may mitigate anti-LGBTQ victimization, as well as 
racist victimization for Latinx LGBTQ students. However, such an inclusive curriculum was unavailable for 
the majority of Latinx LGBTQ youth. Thus, it is imperative that educators are provided with both training 
and resources to deliver school lessons and activities that reflect the diverse identities and communities 
present in their classrooms. 

Inclusive Curriculum and Feelings of Safety, Peer Acceptance,
and School Belonging among Latinx LGBTQ Students 
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Conclusions 

In this section, we examined Latinx LGBTQ 
students' experiences with school practices, 
particularly school disciplinary action, and school 
resources and supports. Latinx LGBTQ students 
experienced high rates of school discipline, and 
several factors, including both peer victimization 
and institutional discrimination, were associated 
with an increased risk for disciplinary action. The 
connections between disciplinary action and both 
anti-LGBTQ and race-based bias may also drive 
demographic disparities in school discipline that 
we found among Latinx LGBTQ youth. Research 
and policy initiatives that attempt to address 
school disciplinary action and conflict resolution 
must be inclusive of, and respond to, the diverse 
experiences of Latinx LGBTQ youth. Moreover, 
administrators, policymakers, and teachers should 
eliminate policies and practices that discriminate 
against Latinx LGBTQ students and advocate for 
disciplinary policies that are restorative, rather than 
punitive. Although we did not observe many factors 
related to Latinx LGBTQ youth's experiences 
with law enforcement, this may be due to the 
very low number of Latinx LGBTQ youth who had 
contact with law enforcement as a result of school 
discipline. 

Overall, having access to school supports and 
resources helps to improve school safety and 
educational outcomes for Latinx LGBTQ students. 
However, as our findings indicate, many Latinx 
LGBTQ students do not have access to these 
supportive resources. For example, many Latinx 

LGBTQ students do not have a GSA at their school, 
and they are even less likely to have a GSA in a 
majority-Latinx school, as compared to a majority-
White school. We found that GSAs, ethnic/cultural 
clubs, and supportive school staff are all critical 
supports that improve the psychological well-being 
and academic outcomes of Latinx LGBTQ students. 
It is important that educators, administrators, 
policymakers, and safe schools advocates work 
to promote both supportive student clubs as well 
as trainings for current and future school staff to 
respond to the needs of Latinx LGBTQ students. 
Given the inequities in funding that have been 
identified between majority-White schools and 
those that primarily serve students of color,105  it 
is particularly important to invest in professional 
development for educators that serve students 
of color. 

It is important to note that ethnic/cultural clubs 
were the only school resource we were able to 
examine that directly address race or ethnicity and 
thus, we have little data on school supports that 
explicitly address the needs of youth of color. For 
instance, we do not know whether Latinx LGBTQ 
students are exposed to positive representations 
of Latinx people, history, and events and how 
such representations may be beneficial for their 
educational experience or well-being. Given that 
Latinx LGBTQ students lie at the intersection of 
multiple forms of bias, future research should 
examine supports that holistically address these 
collective biases. 
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Limitations 

The findings presented in this report provide new 
information and valuable insight on the school 
experiences of Latinx LGBTQ students. However, 
there are some limitations to our study. The 
participants in this study were only representative 
of those who self-identified as lesbian, gay, 
bisexual, transgender, or queer, and have some 
connection to the LGBTQ community either 
through local organizations or online, and LGBTQ 
youth who were not comfortable identifying their 
sexual orientation in this manner may not have 
learned about the survey. Therefore, participants in 
this study did not include those who self-identified 
as LGBTQ but had no connection to the LGBTQ 
community. The participants in this study also did 
not include students who have a sexual attraction 
to the same gender or multiple genders, but do not 
identify themselves as LGBQ. 

In the survey, there were several instances where 
we asked about school experiences regarding 
sexual orientation, gender identity, and gender 
expression, but did not ask similar or parallel 
questions regarding race/ethnicity. For instance, 
we did not ask about discriminatory policies 
or practices regarding race/ethnicity, which 
would have provided a more comprehensive 
understanding of the discrimination that Latinx 
LGBTQ students experience in school. We also 
did not ask in the survey about whether staff or 
administration are supportive of Latinx students, 
or about exposure to positive representations of 
Latinx people, history, or events. Given that the 
biases Latinx LGBTQ students experience at 
school may be related to both their racial/ethnic 
and their LGBTQ identities, it is important to also 
know about the support staff and administration 
can offer with regard to both racism and anti-
LGBTQ bias. 

In our survey, respondents could indicate that 
they identified as Latinx, but were not given an 
opportunity to indicate their family's country of 
origin. Thus, we were unable to examine how 
school experiences among Latinx LGBTQ youth 
may differ by ethnicity. For example, LGBTQ 
students of Mexican descent may differ from those 
of Dominican descent or Brazilian descent in 
their feelings of safety at school, experiences with 
victimization and disciplinary action, as well as 
their access to supports and resources. Given the 
large, culturally diverse nature of the Latinx 

community in the U.S., examining the experiences 
of such sub-groups, as well as the differences 
between them, could provide more insight into the 
school experiences of Latinx LGBTQ youth at the 
intersections of their diverse identities. 

It is also important to note that our survey only 
reflects the experiences of LGBTQ students who 
were in school during the 2016-2017 school year. 
Thus, findings from this survey may not necessarily 
reflect the experiences of Latinx LGBTQ students 
who had already dropped out of school, whose 
experiences may be different from students who 
remained in school. 

Conclusions 

Findings presented in this report highlight the 
unique experiences of Latinx LGBTQ students 
at the intersection of their various identities. 
We found that many Latinx LGBTQ youth faced 
victimization at school regarding their LGBTQ and 
racial/ethnic identities, and those who experienced 
victimization targeting both identities experienced 
the poorest academic outcomes and psychological 
well-being. Further, xenophobia and anti-immigrant 
sentiment may work to magnify the racism 
experienced by Latinx LGBTQ students who were 
born outside the U.S. or who did not learn English 
as a first language. Experiences of victimization 
were also particularly severe for both trans/GNC 
Latinx students as well as those who identified with 
additional racial/ethnic identities. These variations 
in school experiences within the population of 
Latinx LGBTQ students underscore the importance 
of recognizing students' multiple marginalized 
identities, and how various biases may work to 
reinforce one another. 

Although victimization experiences were common, 
the majority of Latinx LGBTQ students never 
reported the victimization they experienced to 
school staff, most often because they did not 
think staff would do anything. In fact, Latinx 
LGBTQ youth who did report their victimization 
indicated that two of the most common responses 
from staff were doing nothing and telling the 
student to ignore it. Further, we found that Latinx 
LGBTQ students who were victimized by their 
peers were more likely to experience exclusionary 
school discipline, such as detention, suspension, 
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or expulsion. Thus, Latinx LGBTQ students who 
experience anti-LGBTQ or race-based victimization 
may feel either abandoned or, worse, targeted by 
school staff. This may work to push Latinx LGBTQ 
students out of educational spaces, exacerbate 
Latinx students' disproportionately low rates of 
high school graduation, and heighten general 
feelings of mistrust for institutions and authority 
figures that have historically oppressed both Latinx 
and LGBTQ youth. 

We did identify critical school resources that 
were beneficial to Latinx LGBTQ students. For 
example, GSAs and ethnic/cultural clubs were each 
associated with greater feelings of safety at school, 
in general, as well as greater civic engagement 
among club members. Ethnic/cultural clubs 
may be especially important for Latinx LGBTQ 
immigrant students, given their higher rates of club 
attendance as well as their decreased feelings of 
safety regarding race/ethnicity. Although we found 
benefits associated with GSAs, club participation 
did not increase school belonging for Latinx LGBTQ 
students and GSAs were especially uncommon in 
majority-Latinx schools. This may be indicative 
of a need for those that work with GSAs to better 
ensure that such clubs are inclusive and supportive 
of Latinx LGBTQ students. 

LGBTQ-supportive staff and LGBTQ-inclusive 
curriculum were each associated with greater 
feelings of school belonging, greater educational 
outcomes, and improved psychological well-being. 
However, many Latinx LGBTQ students were unable 
to identify a large number LGBTQ-supportive staff 
at their school, and trans/GNC Latinx students 
were even less likely. More efforts must be made 
to train future teachers, and invest in professional 
development for current teachers, to respond to the 
needs and experiences of the diverse population of 
Latinx LGBTQ students. As part of this investment, 
policymakers and safe schools advocates must 
address inequities in educational funding that 
disproportionately impact schools that primarily 
serve students of color. 

A small but significant number of students in our 
sample attended school in Puerto Rico. Given the 
political and cultural differences between Puerto 
Rico and the rest of the U.S. (including a heavily 
Latinx population, and most school instruction 
being in Spanish), it is important to note the 
barriers to safe and inclusive schools for Latinx 
LGBTQ students in Puerto Rico. Findings from 

The Puerto Rico School Climate Survey indicate 
that, similar to LGBTQ students in general, many 
LGBTQ students in Puerto Rico face unsafe 
learning environments, that they lack access to 
important, beneficial school resources, and that 
GSAs are virtually non-existent on the island.106 
The recent political landscape in Puerto Rico 
has been complex for LGBTQ students. Although 
Puerto Rico's government has issued an executive 
order prohibiting acts of bullying in school based 
on sexual orientation or gender identity, they 
have also recently rescinded guidance that would 
have promoted LGBTQ curricular inclusion and 
would have allowed transgender students to wear 
the school uniform and use the school bathroom 
aligned with their gender identity.107  Further, 
Puerto Rico's long-standing financial crisis, recent 
natural disasters on the island, and a general 
divestment from public education have all resulted 
in hundreds of school closures across the island 
in the past few years, accompanied by a shrinking 
population of students and teachers.1°8  Thus, as 
education officials work to fortify Puerto Rico's 
school system, they must do so with an eye toward 
ensuring educational spaces across the island are 
safe and inclusive of LGBTQ students. Further, 
as Puerto Rican students and families relocate, 
it is important that schools elsewhere in the U.S. 
admitting new students from Puerto Rico provide 
staff with cultural competency training to respond 
to the needs of Puerto Rican LGBTQ students, 
including those with limited English proficiency. 

Recommendations 

As educators, advocates, and others concerned 
with issues of educational equity and access 
continue to address the myriad forms of oppression 
found in and out of school, such as racism, 
heterosexism, homophobia and transphobia, they 
must also account for the intersections of these 
forms of oppression.Therefore, addressing the 
concerns of Latinx LGBTQ students requires a 
nuanced approach to combating homophobia, 
transphobia, racism, and xenophobia. Further, it is 
important to have a greater understanding of the 
experiences, needs and concerns of Latinx LGBTQ 
students through specific and focused efforts. 

Educators, policymakers, safe school advocates, 
and others working to make schools a more 
inclusive space, must continue to seek to 
understand the multifaceted experiences of Latinx 
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LGBTQ students, particularly with regard to how 
we can render accessible specific resources that 
support these students at school and in larger 
communities outside of school. This report 
demonstrates the ways in which the availability of 
supportive student clubs, supportive educators, 
and other school-based resources for Latinx 
LGBTQ students can positively affect their school 
experiences. We recommend school leaders, 
education policymakers, and other individuals who 
want to provide safe learning environments for 
Latinx LGBTQ students to: 

• Support student clubs, such as GSAs and 
ethnic/cultural clubs. Organizations that 
work with GSAs and ethnic/cultural clubs 
should also come together to address Latinx 
LGBTQ students' needs related to their 
multiple marginalized identities, including 
sexual orientation, gender, race/ethnicity, and 
immigration status. 

• Provide professional development for school 
staff that addresses the intersections of 
identities and experiences of Latinx LGBTQ 
students. 

• Increase student access to curricular 
resources that include diverse and positive 
representations of both Latinx and LGBTQ 
people, history, and events. 

• Establish school policies and guidelines for 
how staff should respond to anti-LGBTQ 
and racist behavior, and develop clear and 
confidential pathways for students to report 
victimization that they experience. Local, state, 
and federal education agencies should also 
hold schools accountable for establishing and 
implementing these practices and procedures. 

• Work to address the inequities in funding at 
the local, state, and national level to increase 
access to institutional supports and education 
in general, and to provide more professional 
development for educators and school 
counselors. 

Taken together, such measures can move us 
towards a future in which all students have the 
opportunity to learn and succeed in school, 
regardless of sexual orientation, gender identity, 
gender expression, race, or ethnicity. 
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school was located — Northeast: Connecticut, Delaware, Maine, 
Maryland, Massachusetts, New Hampshire, New Jersey, New 
York, Pennsylvania, Rhode Island, Vermont, Washington, DC; 
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= .27, p<.001; school belonging: 1(3339) = -.31, p<.001; 
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p<001, np2 = .003. Painvise comparisons were considered at 
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independent variable, and two covariates (severity of victimization 
due to sexual orientation and gender expression). The multivariate 
effect was not significant. 

67 Ksinan, A. J., Vazsonyi, A. T., Jiskrova, G. K., Peugh, J. L. (2019). 
National ethnic and racial disparities in disciplinary practices: 
A contextual analysis in American secondary schools. Journal of 
School Psychology, 74, 106-125. 

Silverman, T. (2019). School discipline disparities: How we can do 
better. httpsdAvww.iyi.org/school-discipline-disparities-how-we-can-
do-better/ 

68 Chi-square tests were performed looking at experiences with school 
discipline (in-school discipline, out-of-school discipline, and 
contact with law enforcement) by race/ethnicity (Latinx only vs. 
Latinx and other identities). In-school discipline: x2(1) = 11.36, 
p<.01, f= .06; out-of-school discipline: x2(1) = 21.14, p<001, • 
= .08. There were no differences in contact with law enforcement 
between students who only identify as Latinx and those who 
identify with multiple racial/ethnic identities. 

69 The relationship between educational aspirations and experiencing 
school disciplinary action, while controlling for race/ethnicity 
(Latinx only vs. Latinx and other identities) and gender (cisgender 
vs. trans/GNC), were examined through a multivariate analysis of 
covariance (MANCOVA) with each form of discipline (in-school, 
out-of-school, law enforcement) as the dependent variables 
and educational aspirations as the independent variable. The 
multivariate effect was significant: Pillai's trace = .03, F(15, 9222) 
= 5.40, p<001. The univariate effects for all 3 forms of discipline 
were significant. In-school discipline: F(5, 3074) = 8.59, p<001, 
np2  = .01. Out-of-school discipline: F(5, 3074) = 6.76, p<001, 
11,2  = .01. Contact with law enforcement: F(5, 3074) = 4.61, 
p<001, rip2 = .01. 

70 To test differences in grade point average (GPA) by experiencing 
school disciplinary action (in-school, out-of-school, law 
enforcement), while controlling for race/ethnicity (Latinx only vs. 
Latinx and other identities) and gender (cisgender vs. trans/GNC), 
we conducted a series of partial correlations. In-school discipline: 
r(3113) = -.23, p<.001; out-of-school discipline: t(3113) = -.14, 
p<.001; law enforcement: r(3113) = -.09, p<.001. 

71 McCready, L. T. (2004). Some challenges facing queer youth 
programs in urban high schools. Journal of Gay and Lesbian Issues 
in Education, 1(3), 37-51. 

Poteat, V. R & Scheer, J. R. (2016). GSA advisors' self-efficacy 
related to LGBT youth of color and transgender youth. Journal of 
LGBT Youth, /3(4), 311-325. 

72 A chi-square test was performed looking at school racial composition 
and the availability of a GSA at school: x2(3) = 12.00, p<.01, 
Cramer's V = .06. Latinx LGBTQ students who attended majority-
White schools were less likely to have a GSA at their school than 
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those who attended majority-Latinx schools. No other differences 
were observed. Percentages are shown for illustrative purposes. 

73 Chi-square tests were performed looking at the relationship 
between GSA availability and school region as well as school locale. 
Region: x2(3) = 160.90, p<001, Cramer's V = .22; locale: x2(2) 
= 140.14, p<.001, Cramer's V = .21. Pairwise comparisons were 
considered at p<.05. Region: Students in the Northeast and West 
were most likely to have a GSA, followed by those in the Midwest, 
and those in the South were least likely to have a GSA. Locale: 
Students at suburban schools were most likely to have a GSA, 
followed by those in urban schools, and those in rural schools were 
least likely to have a GSA. 

74 Porta, C. M., Singer, E., Mehus, C. J., Gower, A. L., Saewyc, E., 
Fredkove, W., & Eisenberg, M. E. (2017). LGBTQ youth's views on 
gay-straight alliances: Building community, providing gateways, and 
representing safety and support. Journal of School Health, 87(7), 
489-497. 

Toomey, R. B. & Russell, S. T. (2013). Gay-straight alliances, 
social justice involvement, and school victimization of lesbian, gay, 
bisexual, and queer youth: Implications for school well-being and 
plans to vote. Youth & Society, 45(4), 500-522. 

75 To test differences in missing school, and feelings of school 
belonging by the availability of a GSA at their school, independent 
t-tests were conducted, with GSAs as the independent variable, and 
missing school and feelings of school belonging as the dependent 
variables. Students who had a GSA at their school were less likely 
to miss school in the past month: 1(3331) = 6.45, p‹.001, and felt 
greater belonging to their school community: 1(3293.72) = -10.79, 
p<.001. 

76 In order to examine differences in feeling unsafe by GSA 
availability we conducted a multivariate analysis of covariance 
(MANCOVA), with three dependent variables (feeling unsafe due to 
sexual orientation, gender expression, and race/ethnicity), presence 
of GSA as the independent variable, and two covariates (whether 
a student had multiple racial/ethnic identities, and school racial 
composition). The multivariate effect was significant: Pillars trace 
= .02, F(3, 3337) = 25.46, p<001. The univariate effects for all 
3 reasons for feeling unsafe were significant. Sexual orientation: 
F11, 3339) = 75.39, p<.001, /1,2 = .02. Gender expression: F(1, 
3339) = 15.68, p<001, rip2 = .01. Race/ethnicity: F(1, 3339) = 
8.15, p<.001, 11p2 = .002. 

77 Chi-square tests were performed looking at the relationship 
between ethnic/cultural club availability and school region, locale, 
and racial majority. Region: x2(3) = 19.99, p<.001, Cramer's V 
= .08; locale: x2(2) = 40.81, p<.001 Cramer's V = .11. Pairwise 
comparisons were considered at p<.05. Region: Students in the 
West were more likely to have an ethnic/cultural club than those 
in the Northeast or South; no other significant differences were 
observed. Locale: Students at suburban schools were most likely to 
have an ethnic/cultural club, followed by those in urban schools, 
and those in rural schools were least likely to have an ethnic/ 
cultural club. We did not observe a significant relationship between 
GSA availability and school racial/ethnic majority. 

78 To test differences in school belonging by the availability of an 
ethnic/cultural club, an independent t-tests was conducted, with 
the availability of ethnic/cultural clubs as the independent variable, 
and school belonging as dependent variable. Students who had an 
ethnic/cultural club at their school: had greater feelings of school 
belonging 1(1571.86) = -2.70, p<.01. 

Chi-square tests were performed looking at feeling unsafe due to 
race/ethnicity, sexual orientation, and gender expression by the 
availability of an ethnic/cultural club. Race/ethnicity: x2(1) = 9.01, 
p<.01, i = -.05; sexual orientation: x2(1) = 5.18, p<.05, 4)= -.04. 
The effect for feeling unsafe due to gender expression was not 
significant. 

79 Toomey, R. B., Ryan, C., Diaz, R. M., & Russell, S. T. (2011). High 
school Gay-Straight Alliances (GSAs) and young adult well-being: 
An examination of GSA presence, participation, and perceived 
effectiveness. Applied Developmental Science, /5(4), 175-185. 

80 Museus, S. (2008). The role of ethnic student organizations in 
fostering African American and Asian American students' cultural 
adjustment and membership at predominantly White institutions. 
Journal of College Student Development, 49(6), 568-586. 

81 Bowman, N. A., Park, J. J., & Denson, N. (2015). Student 
involvement in ethnic student organizations: Examining civic 

outcomes 6 years after graduation. Research in Higher Education, 
56(2), 127-145. 

Poteat, V. P., Calzo, J. P., & Yoshikawa, Y. (2018). Gay-straight 
alliance involvement and youths' participation in civic engagement, 
advocacy, and awareness-raising. Journal of Applied Developmental 
Psychology, 56, 13-20. 

Toomey, R. B. & Russell, S. T. (2013). Gay-straight alliances, 
social justice involvement, and school victimization of lesbian, gay, 
bisexual, and queer youth: Implications for school well-being and 
plans to vote. Youth & Society, 45(4), 500-522. 

82 A series of chi-square tests were conducted to examine whether 
school racial composition, student immigrant status, and student 
multiracial/multiethnic status were related to GSA participation. 
For all tests, the effects were not significant at p<.05. 

83 To examine differences in school belonging by GSA participation, 
an analysis of variance (ANOVA) was conducted with school 
belonging as the dependent variable, and level of GSA participation 
as the independent variable. The effect was not significant: 
F(2, 1753) = 1.92, p>.05. With the understanding that GSA 
participants experience greater levels of anti-LGBTQ victimization 
than their peers, which is associated with lower levels of school 
belonging, we repeated this analysis, while controlling for level of 
victimization due to sexual orientation and level of victimization 
due to gender expression. Even after controlling for these two 
factors, we observed similar results. 

84 To examine differences in comfort level bringing up LGBTQ 
issues in class, an analysis of variance (ANOVA) was conducted 
with comfort level as the dependent variable, and level of 
GSA participation as the independent variable. The effect was 
significant: F(2, 1755) = 23.01, p<001, nn2 = .03. Pairwise 
comparisons were considered at p<.05: students attending as a 
leader/officer had a greater comfort level than all others; those 
attending not as a leader had greater comfort level than those not 
attending meetings. 

85 GLSEN Days of Action (including Ally Week, No Name-Calling 
Week, and Day of Silence) are national student-led events of 
school-based LGBTQ advocacy, coordinated by GLSEN. The Day 
of Silence occurs each year in the spring, and is designed to draw 
attention to anti-LGBTQ name-calling, bullying, and harassment in 
schools. Visit wwv.dayofsilence.org for more information. 

86 To examine differences in rates of participation by level of GSA 
participation, a series of chi-square tests were conducted for 
each form of activism. The effect was significant for each form of 
activism. Day of Action: x2(2) = 201.99, p<001, Cramer's V = .34; 
event to express political views: x2(2) = 37.66, p<001, Cramer's 
V = .15; volunteering: x2(2) = 16.08, p<001, Cramer's V = .10; 
boycott: x2(2) = 28.02, p<001, Cramer's V = .13; social media: 
X2(2) = 12.60, p<.01, Cramer's V = .09; rally: x2(2) = 58.14, 
p‹.001, Cramer's V = .18; contacting politicians: x2(2) = 17.24, 
p<001, Cramer's V = .10. Pairwise comparisons were considered at 
p<.05. For all activities, GSA leaders were more likely to participate 
than students who did not attend GSA meetings. For nearly all 
activities, with the exception of social media and events to express 
political views, GSA leaders were also more likely than non-leader 
GSA participants to participate. Non-leader GSA participants were 
more likely than those who did not attend meetings to participate in 
the following: GLSEN Day of Action, event to express political views, 
boycott, and rally. No other significant differences were observed. 
Percentages are shown for illustrative purposes. 

87 To examine differences in anti-LGBTQ victimization, a multivariate 
analysis of variance (MANOVA) was conducted with level of GSA 
participation as the independent variable, and 2 dependent 
variables: severity of victimization due to sexual orientation, and 
severity of victimization due to gender expression. The multivariate 
effect was significant: Pillars Trace = .02, F(4, 3370) = 9.65, 
p<001, n p2  = .01. The univariate effects for victimization due to 
sexual orientation and gender expression were both significant. 
Sexual orientation: F(2, 1685) = 9.00, p‹.001, Tin2  =  .01. Gender 
expression: F(2, 1685) = 19.08, p<001, n p2 =.02. Pairwise 
comparisons were considered at p<.05. Sexual orientation: GSA 
leaders experienced greater levels of victimization than all others; 
there was no difference between those not attending GSA meetings 
and those attending, but not as a leader/officer. Gender expression: 
students attending as a leader/officer experienced greater levels 
of victimization than all others; students attending, but not as a 
leader/officer, experienced greater levels of victimization than those 
who did not attend. 
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88 A series of chi-square tests were conducted to examine whether 
school racial composition (majority-Latinx schools vs. majority-
White schools vs. other schools), student immigrant status, and 
student multiracial/multiethnic status were related to ethnic/ 
cultural club participation. The effects were significant for racial 
composition and immigration status. Racial composition: x2(2) 
= 6.87, p<.05; Cramer's V = .05; immigration status: x 2(1) = 
7.46, p<.01, Cramer's V = .06. For racial composition, pairwise 
comparisons were considered at p<.05. Students at majority-White 
schools were more likely to participate than those at majority-Latinx 
schools. No other significant differences were observed. The effect 
for multiple racial/ethnic identities was not significant. 

89 To examine differences in school belonging by ethnic/cultural club 
participation, an analysis of variance (ANOVA) was conducted 
with level of club participation as the independent variable, and 
belonging as the dependent variable. The effect was significant: 
F(2, 2422) = 14.29, p<.001, tip2 = .01. Painvise comparisons 
were considered at p<.05. Students who participated, but not as 
a leader, had greater levels of belonging than those who did not 
participate. There were no other observable differences. 

90 To examine differences in rates of participation by level of ethnic/ 
cultural club participation, a series of chi-square tests were 
conducted for each form of activism. The effect was significant 
for each form of activism. Day of Action: x2(2) = 15.46, p<.001, 
Cramer's V = .08; event to express political views: x 2(2) = 66.29, 
p<.001, Cramer's V = .17; volunteering: x 2(2) = 71.53, p<001, 
Cramer's V = .17; boycott: x2(2) = 20.35, p<001, Cramer's V 
= .09; social media: x 2(2) = 13.31, p‹.01, Cramer's V = .07; 
rally: x2(2) = 34.82, p<.001, Cramer's V = .12; contacting 
politicians: x2(2) = 48.88, p<001, Cramer's V = .14. Painvise 
comparisons were considered at p‹.05. For nearly all activities, 
with the exception of social media, club leaders were more likely 
to participate than students who did not attend club meetings. 
For nearly all activities, with the exception of boycott, non-leader 
club members were more likely than those who did not attend 
meetings to participate. Club leaders were also more likely than 
non-leader club members to volunteer for a political cause. No 
other significant differences were observed. Percentages are shown 
for illustrative purposes. 

91 To examine differences in racial harassment by ethnic/cultural club 
participation, an analysis of variance (ANOVA) was conducted with 
whether or not a student participated in the club as the independent 
variable, and racial harassment as the dependent variable. The effect 
was significant: F(1, 2423) = 6.15, p<.05, rip2 = .003. 

92 To examine differences in racial harassment by school racial 
majority, an analysis of variance (ANOVA) was conducted with 
school racial majority as the independent variable, and racial 
harassment as the dependent variable. The effect was significant: 
F13, 2982) = 21.18, p<001, 1,2 = .02. Post hoc comparisons 
were considered at p<.05. Latinx LGBTQ students at majority-
White school experienced greater levels of race-based harassment 
than those at majority-Latinx schools and schools with no racial 
majority. Students at schools with another non-White racial majority 
also experienced greater levels of race-based harassment than 
those at majority-Latinx schools. No other significant differences 
were observed. 

93 To examine differences in racial harassment by ethnic/cultural 
club participation, while controlling for the school's racial majority, 
we conducted an analysis of covariance (ANCOVA) similar to 
the previous endnote. The results were no longer observed to be 
significant. 

94 Toomey, R. B., Ryan, C., Diaz, R. M., & Russell, S. T. (2011). High 
school Gay-Straight Alliances (GSAs) and young adult well-being: 
An examination of GSA presence, participation, and perceived 
effectiveness. Applied Developmental Science, /5(4), 175-185. 

95 Shelton, S. A. & Barnes, M. E. (2016). "Racism just isn't an issue 
anymore": Preservice teachers' resistances to the intersections of 
sexuality and race. Teaching and Teacher Education, 55, 165-174. 

96 To test differences in the availability of supportive teachers and 
administration by gender (trans/GNC vs. cisgender), independent 
t-tests were conducted, with gender as the independent variable 
and the availability of supportive teachers and administration as 
the dependent variables. Educators: 1(3104) = -5.65, p<.001; 
administration: 1(2864.50) = -3.12, p<.01. 

97 To test differences in the availability of supportive teachers and 
administration by multiple racial/ethnic identities, independent 

t-tests were conducted. The independent variable was whether a 
student identified with multiple racial/ethnic identities, and the 
availability of supportive teachers and administration were the 
dependent variables. Neither test was observed to be significant. 

98 We conducted a series of Pearson correlations to examine the 
relationships between number of supportive educators and: 
missing school due to feeling unsafe, feeling unsafe (due to sexual 
orientation, gender expression, and race/ethnicity), psychological 
well-being (self-esteem and depression), school belonging, and 
GPA. Missing school: r(3297) = -.27, p<.001; feeling unsafe due 
to sexual orientation: /(3306) = -.23, p<.001; feeling unsafe due 
to gender expression: r(3306) = -.15, p<.001; feeling unsafe due 
to race/ethnicity: r(3306) = -.13, p<001. Self-esteem: r(3272) 
= .24, p<.001; depression: r(3266) = -.28, p<.001; feelings of 
school belonging: r(3301) = .47, p<.001; GPA: r(3298) = .07, 
p<001. 

99 To examine differences in educational aspirations by number 
of supportive educators, an analysis of variance (ANOVA) was 
conducted with educational aspirations as the independent 
variable, and number of supportive educators as the dependent 
variable. The effect was significant: F(5, 3260) = 11.39, p<.001, 
IV= .02. Post hoc comparisons were considered at p‹.05. 
Those not planning to complete high school had fewer supportive 
educators than all others. Those only planning to complete high 
school as well as those planning to obtain an Associate's degree 
both had fewer supportive educators than those planning to obtain 
a Bachelor's degree and those planning to obtain a graduate 
degree. No other significant differences were observed. 

100 Chi-square tests were performed looking at feelings of safety due 
to sexual orientation and gender expression and the availability of 
inclusive curriculum at their school. Students who had an inclusive 
curriculum at their school were less likely to feel unsafe due to 
their sexual orientation: x2(1) = 103.70, p<001, 4, = -.176; less 
likely to feel unsafe because of their gender expression: x2(1) = 
30.56, p<001, 4,= -.096. 

101 To test differences in peer acceptance of LGBTQ people and 
having an inclusive curriculum at school, an independent t-test 
was conducted, with availability of an inclusive curriculum as 
the independent variable, and peer acceptance as the dependent 
variable. Students who had an inclusive curriculum at their school 
had greater peer acceptance at their school of LGBTQ people: 
1(3336) = -17.66, p<.001. 

102 To test differences in feelings of school belonging and having 
an inclusive curriculum at school, an independent t-test was 
conducted, with inclusive curriculum as the independent variable, 
and school belonging as the dependent variable. Students who 
had an inclusive curriculum at their school had greater feelings of 
school belonging: 1(1248.73) = -19.47, p<.001. 

103 A chi-square test was performed looking at feelings of safety due 
race/ethnicity and the availability of inclusive curriculum at their 
school. Students who had an inclusive curriculum at their school 
were less likely to feel unsafe due to their race/ethnicity: x2(1) = 
26.25, p<.001, 4,. -.089. 

104 Sleeter, C. E. (2011). The academic and social value of ethnic 
studies: A research review. Washington, DC: National Education 
Association. 

105 Morgan, I. (Feb 26, 2018). Students of color face steep school 
funding gaps. https://edtrust.org/the-equity-line/students-color-face-
steep-school-funding-gaps/ 

106 Giga, N. M., Danischewski, D. J., Greytak, E. A., Kosciw, J. G., & 
Ocasio-Dominguez, S. (2017). The Puerto Rico School Climate 
Survey: The experiences of lesbian, gay, bisexual, transgender, and 
queer youth in Puerto Rico's schools. New York: GLSEN 

107 Exec. Order No. 0E-2015-012, (2015). Retrieved from: https:// 
www.estado.pr.gov/en/executive-orders/ 

Jackson, J. (Jul 26, 2019). For Puerto Rico's community, fight 
doesn't end with Rosse116. NBC News. https://www.nbcnews.com/ 
feature/nbc-out/puerto-rico-s-Igbtq-community-fight-doesn-t-end-
rossell-n1035011 

108 Katz, J. M. & Alhindawi, D. Z. (Sep 12, 2019). The disappearing 
schools of Puerto Rico. The New York Times. https://wvomnytimes. 
com/interactive/2019/09/12/magazine/puerto-rico-schools-
hurricane-maria.html 
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Recommendations for State Education Agencies 

NONDISCRIMINATION PROTECTIONS AND 

INCLUSION OF LGBTQ+ STUDENTS IN K-12 

LEARNING COMMUNITIES: 
RECOMMENDATIONS FOR STATE EDUCATION 

AGENCIES 

It is estimated that over 2 million youth in the United States are LGBTQ+,' and also estimated that nearly 

200,000 youth are transgender.2  LGBTQ+ students, have the same innate potential to thrive as all other youth, 

but many are not meeting this potential due to discrimination and hostile climates. These disparities are 

particularly stark for LGBTQ+ students who are transgender and nonbinary, Black, brown, Latinx, Indigenous, 

and/or people with disabilities.3  Schools are responsible not only for intervening in peer bullying, harassment, 

and violence, but for ensuring their own policies and practices do not discriminate, and taking proactive steps 

to address these educational inequities. 

Unequal School Policies and Practices Harm LGBTQ+ Students' Well-Being and Success 

In the 2017 National School Climate Survey (NSCS), a majority of LGBTQ+ students (62%) reported 

experiencing LGBTQ+ related discriminatory policies or practices at school. Students reported being disciplined 

for public displays of affection when straight and cisgender students were not (31%), forbidden from wearing 

clothes deemed "inappropriate" based on their gender assigned at birth (23%), and prohibited from 

addressing LGBTQ+-related topics in school assignments (18%) and extracurricular activities (18%).4  Another 

nationally representative survey found that LGBTQ+ students were more likely to face school discipline than 

their non-LGBTQ+ peers.3 

Transgender and nonbinary students often face additional forms of unequal treatment at school. In the 2017 

NSCS, transgender students reported being prevented from using their chosen name and using pronouns 

consistent with their gender identity (42%), and being required to use restrooms (47%) or locker rooms (44%) 

inconsistent with their gender identity.6 

1 Green, A.E., Price-Feeney, M. & Dorison, S.H. (2019). National Estimate of LGBTQ Youth Seriously Considering Suicide. New 

York, New York: The Trevor Project. 

2 Herman, J.L., Flores, A.R., Brown, T.N.T., Wilson, B.D.M., & Conron, K.J. (2017). Age of Individuals Who Identify as 

Transgender in the United States. Los Angeles, CA: The Williams Institute. 

3 Kosciw, J. G., Greytak, E. A., Zongrone, A. D., Clark, C. M., & Truong, N. L. (2018). The 2017 National School Climate Survey: 

The experiences of lesbian, gay, bisexual, transgender, and queer youth in our nation's schools, 85-109. New York: GLSEN 

[hereinafter The 2017 National School Climate Survey] 

4 Ibid., 38-39. 

5 Greytak, E.A., Kosciw, J.G., Villenas, C. & Giga, N.M. (2016). From Teasing to Torment: School Climate Revisited, A Survey of 

U.S. Secondary School Students and Teachers. New York: GLSEN. 

6 Kosciw, J. G. et al., The 2017 National School Climate Survey, 38-39. 
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Unequal treatment at school takes a harmful toll on students' well-being and academic success. The 2017 

NSCS found that LGBTQ+ students who had experienced discrimination at school were nearly three times 

more likely than their peers to have missed school in the past three months (45% vs. 16%), nearly twice as 

likely to have been disciplined at school (44% vs. 27%), and had lower GPAs, self-esteem, sense of belonging at 

school, and higher levels of depression. Unequal treatment also contributes to school dropout, with more than 

one in three LGBTQ+ students who have considered dropping out reporting they did so because of the hostile 

climate created by unequal school policies and practices.' 

Inclusive School Policies and Practices Help Students Thrive and Succeed A 
Fortunately, we know what works. Experience in states and communities across the country demonstrates 

that inclusive and equitable policies and practices help LGBTQ+ students thrive and succeed in schools. For 

example, transgender students in schools with clear guidelines on supporting them are less likely to report 

facing the kinds of discriminatory treatment described above. They were also less likely to report victimization 

by peers, less likely to miss school because of feeling unsafe, and reported feeling greater belonging at 

schoo1.8  Recent studies also show that transgender youth who are affirmed in their community—including 

through respecting their chosen name and correct pronouns—are measurably healthier and more successful, 

virtually erasing disparities with their peers.9 

Inclusive school policies and practices make a difference for all LGBTQ+ students. Students in schools with 

explicitly LGBTQ+ inclusive bullying and harassment policies are less likely to hear slurs or other anti-LGBTQ+ 

remarks, more likely to report that teachers intervene in harassment and hostile language, and less likely to be 

victimized by peers. LGBTQ+ student in schools with LGBTQ+ inclusive curriculum also report less hostile 

language and victimization, are less likely to miss school due to feeling unsafe, feel greater belonging at 

school, perform better academically, and are more likely to plan for higher education.i°  Other studies also find 

that inclusive school policies are associated with less truancy and more positive experiences of school climate 

for LGBTQ+ students.11  Having a recognized, LGBTQ+ affirming student group is also associated with better 

safety, well-being, and academic outcomes for LGBTQ+ students.12 

7 Ibid., 44-51. 

8 Ibid., 79-81. 

9 See, e.g., Pollitt AM, loverno S, Russell ST, Li G, Grossman AH, Predictors and Mental Health Benefits of Chosen Name Use 

Among Transgender Youth. Youth & Society (2019); Stephen T. Russel et al., Chosen Name Use Is Linked to Reduced Depressive 

Symptoms, Suicidal Ideation, and Suicidal Behaviors Among Transgender Youth, 64 J. ADOLESCENT HEALTH 503 (2018); Lily 

Durwood, Katie A. McLaughlin, & Kristina R. Olson, Mental Health and Self-Worth in Socially Transitioned Transgender Youth, 56 J. 

AM. ACAD. CHILD ADOLESC. PSYCHIATRY 116 (2017); Kristina R. Olson et al., Mental Health of Transgender Children Who Are 

Supported in Their Identities, 137 PEDIATRICS (2016). See also Scheim, Ayden I et al., Gender-concordant identity documents and 

mental health among transgender adults in the USA: a cross-sectional study, The Lancet Public Health, Volume 5, Issue 4, e196 — 

e203 (2020). 

Kosciw, J. G. et al., The 2017 National School Climate Survey, 68-79. 

11 See, e.g., Day JK, loverno S, Russell ST, Safe and supportive schools for LGBT youth: Addressing educational inequities 

through inclusive policies and practices, J. School Psychology 74:29-43 (2019). 

12 Kosciw, J. G. et al., The 2017 National School Climate Survey, 66-68; 
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Recommendations for State Education Agencies 

This report outlines the policies and practice that work, and what state education agencies (SEAs), often 

named Departments of Education, can do to ensure equity and support local education agencies (LEAs), often 

named school districts, with implementation. 

IMP 'MPMI Federal and state laws on Equal Educational Opportunity and student privacy 

Title IX and the U.S. Constitution Prohibit Discrimination against LGBTQ+ Students 

Title IX of the Education Amendments of 1972 prohibits discrimination based on sex in federally-assisted 

schools and education programs. In June 2020, the U.S. Supreme Court ruled in Bostock v. Clayton County, 

Georgia  that discrimination on the basis of sex "inherently" includes discrimination on the basis of sexual 

orientation, transgender status, or gender identity. The Equal Protection Clause of the U.S. and most state 

constitutions also generally prohibit such discrimination in public schools. In addition, some courts have held 

that the First Amendment protects a student's expression of gender identity, including through dressing in a 

manner that otherwise complies with school rules. 

Title IX violations can include: 

• Failing to take steps to prevent harassment or bullying of LGBTQ+ students, whether in online or in-

person learning, 

• Failing to investigate complaints of harassment or discrimination, or to provide accommodations to 

students who report discrimination to stop ongoing harms. 

• Disproportionate discipline of LGBTQ+ students, whether in online or in-person learning. 

• Application of sex-based rules or practices that are not substantially related to an important 

educational interest. 

• Intentional, persistent use of a name or pronouns inconsistent with a student's gender identity 

(including a chosen but non-legal name in contexts where use of the legal name is not required by any 

law). 

• Excluding transgender students from facilities or activities consistent with their gender identity. 

The Family Education Rights and Privacy Act (FERPA) and the U.S. Constitution Protect LGBTQ+ Students' 

Privacy 

FERPA protects information contained in student records from disclosure without a student or parent or 

guardian's consent in most circumstances. This includes information about a student's sexual orientation, 

transgender status, gender identity, gender transition, gender assigned at birth, related medical history, or 

current or former legal name. Parents or eligible students may request to receive, or correct, any information 

in school records—though schools are not required to disclose personal information not contained in official 

school records to parents. 
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FERPA violations may include: 

• Disclosing whether a student is transgender or a student's gender assigned at birth to other students, 

parents, or media without the parent/guardian's consent (or, if 18 or older, the student's consent). 

• Using a student's legal name in school directories, yearbooks, or other publications where a parent or 

eligible student has requested otherwise. 

Students have the right to choose to discuss or disclose protected information in any way they wish. 

In addition, the U.S. and many state constitutions prohibit schools from disclosing sensitive information such 

as a student's sexual orientation or gender identity to anyone—including parents—without a compelling 

interest in doing so (such as where the circumstances make it necessary in order to discuss an immediate 

threat to the student's health or safety), or the student's consent. 

Some Transgender Students May Have Additional Rights under Federal Disability Laws 

Some, though not all, transgender students may have additional rights under Individuals with Disabilities 

Education Act (IDEA) and Section 504 of the Rehabilitation Act, based on a diagnosis of gender dysphoria or 

related conditions such as anxiety or depressive disorders. These students may be entitled to Individualized 

Education Plans (IEPs) that address their gender-related needs. 

The Equal Access Act requires treating student organizations equally 

As explained in guidance from the U.S. Department of Education, the Equal Access Act "requires public 

secondary schools to treat all student-initiated groups equally, regardless of the religious, political, 

philosophical, or other subject matters discussed at their meetings. Its protections apply to groups that 

address issues relating to LGBT students and matters involving sexual orientation and gender identity, just as 

they apply to religious and other student groups."13  Under the Act, schools must treat student groups equally, 

and may not single out a group such as GSAs (Gay Straight Alliances or Gender and Sexuality Alliances) for 

limitations not imposed on other student groups. 

State Laws May Provide Additional Protections 

While federal laws broadly prohibit discrimination and protect students' privacy, some state laws provide 

more specific protections. For example, Nevada, New Jersey, Virginia, and Washington State have all passed 

legislation requiring the establishment of statewide regulations, guidelines, or model policies with specific 

protections for transgender students, which LEAs must follow. California and New Jersey also have specific 

legislation outlining students' right to use school facilities consistent with their gender identity.14 

13 Dear Colleague Letter from Secretary of Education Arne Duncan on LGBT student groups (Jun. 14, 2011). 

14 Cal. Education Code § 221.5; Nevada Rev. Stat. 388.133; N.J. Stat. 18A:36-41; Va. Code § 22.1-23.3; RCW 28A.642.080. 
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Plumbing and Building Codes Increasingly Permit or Require All-Gender Facilities 

Making restrooms available for all students, without regard to gender, benefits everyone by increasing 

convenience and decreasing waiting, while also eliminating a potential source of fear, anxiety, and harassment 

for transgender students. Most states and localities follow established international plumbing and building 

codes established by the International Code Council. As of the 2021 edition, the International Plumbing Code 

requires restrooms be designated for all persons if they are single-user, and permits multi-user restrooms to 

be designated as all-gender.15 

State guidelines for supporting LGBTQ+ students and ensuring equal opportunities 

Why and how SEAs should issue statewide guidelines 

One of the most important steps State Education Agencies (SEAs), often named Departments of Education, 

can take to support students in this area is to publish statewide guidelines for LEAs on supporting LGBTQ+ 

students and ensuring equal opportunities. These guidelines should outline key legal protections as well as 

best practices, address common situations and questions, and point to additional resources for local policy, 

curriculum, professional development for educators, supporting students, and engaging K-12 learning 

communities. 

Generally, SEAs have authority to issue guidelines for LEAs that both clarify relevant state and federal laws and 

their application to common situations, and help to identify recommended best practices and additional 

resource. In some cases, SEAs may also adopt binding regulations in accordance with applicable state laws, or 

may publish model LEA policies and procedures. In some states, SEAs have coordinated with other state 

agencies, such as the state human rights agency or state attorney general, to publish appropriate guidance or 

regulations, which may be tailored specifically to schools or may cover the application of general state laws 

(such as state public accommodations laws) to schools and other entities. A growing number of states have 

passed legislation directing SEAs to develop statewide guidelines or regulations, and requiring LEAs to follow 

them. 

Key elements of statewide guidelines 

We recommend that, at minimum, SEAs issue statewide guidelines that outline key legal requirements under 

Title IX, FERPA, and relevant state and local laws, as well as recommended best practices and resources. We 

recommend that statewide LGBTQ+ student guidelines include at least the elements described below. 

In addition to the topics outlined here, SEAs should publish statewide guidelines and model policies on 

bullying and harassment, based on the detailed recommendations and model language in GLSEN's  Model 

State Anti-Bullying & Harassment Legislation  and  State Education Agency Implementation Resources. 

International Code Council, 2021 International Plumbing Code, Section 403.2 Separate facilities (2020). 
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These resources outline key elements of effective bullying and harassment policies, including key definitions, 

specifically enumerating protected characteristics (including actual or perceived race, color, ethnicity, national 

origin, disability, sex, sexual orientation, gender identity or expression, and religion), addressing cyberbullying, 

requiring effective complaint processes and data collection, and addressing specific harassment concerns for 

transgender students such as intentional misgendering and protection of private information. 

Student Privacy and Records 

Students may choose whether, how, and to whom to disclose personal information such as their gender 

identity, transgender status, enrolled gender or gender assigned at birth (if different from their gender 

asserted at school), any former name, any medical history related to gender transition, or their sexual 

orientation. As discussed above, this information is protected by various laws, including federal and state 

constitutional privacy rights. To the extent such information is contained in student records, this information is 

also protected by FERPA and applicable state public records and student privacy laws. 

Private information regarding a student should be disclosed only to those staff who need to know, to parents 

based on an important educational need or a proper records request, or when specifically required by law. 

While schools may discuss their policies and efforts to meet the needs of all students with the school 

community or with press, this kind of personal information should not be disclosed publicly. 

If a student's current or former legal name is different from the name the student currently uses, unnecessary 

disclosure of this information may effectively disclose the student's transgender status and may violate 

privacy and nondiscrimination laws. The same is true for the student's enrolled gender, if it differs from the 

student's gender asserted at school. Refusal to permit records updates for transgender students may in some 

circumstances also violate privacy and nondiscrimination laws.16 

As discussed above, some students may not yet feel comfortable or safe coming out to everyone in their lives. 

Some students may be out as transgender with their friends, within their GSA, and come out to certain staff, 

but not yet ready to do so in the classroom. Other students will be completely out at school but request staff 

to use a different name or pronouns in certain contexts, such as at a parent-teacher conference or graduation 

ceremony. Staff should work with students to help protect their right to privacy. 

See, e.g., Complainant v. Dept of Veterans Affairs, Equal Employment Opportunity Commission Appeal No. 0120133123, 

2014 WL 1653484 (Apr. 16, 2014) (an allegation involving the failure to revise agency records pursuant to gender transition stated a 

valid sex discrimination claim). 
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State Guidelines should direct LEAs to: 

• Treat as confidential and protected by law information regarding a student's gender identity, 

transgender status, enrolled gender or gender assigned at birth (if different from their gender asserted 

at school), any former name, any medical history related to gender transition, or their sexual 

orientation. 

• Follow the requirements of FERPA and any applicable state public records laws with respect to such 

information in student records. Such information should not be disclosed absent a valid exemption 

under these laws, such as to prevent harm to the student or to comply with a parent's request for 

student records. 

• Where a student has requested to use a new name that aligns with their gender identity, but has not 

currently obtained a legal name change order: 

. Make the new name the primary name for all student records. 

. Record the legal name in a separate field or record. 

. Use the legal name only when required by law for reporting or other purposes. 

. Use the chosen name exclusively for all other purposes, including for class rosters, transcripts, 

school directories, yearbooks, other publications. 

Upon request, issue or re-issue a student transcript or diploma using the student's chosen name. 

• Collect and use information about a student's gender only where needed. For example: 

Confidentially recording gender in enrollment records may be required by federal or state laws. 

Confidential, voluntary gender questions in student surveys may be important to measure school 

climate. Surveys should ask separately about gender identity and gender assigned at birth. 

Listing gender on other forms or documents, such as routine permission forms or student ID cards, 

may be unnecessary. 

• Update the gender listed in any student record upon request to male, female, or undesignated. 

• Take additional steps to prevent accidental disclosure of a student's current or former legal name and 

enrolled gender—if different from the student's gender identity and chosen name—in electronic and 

physical files (such as limited administrative permissions for electronic files, or a separate file and 

locked filing cabinet for physical files). 

States should also provide schools with clear technical guidance on how to enter information related to 

current and legal name (if different), and gender identity and enrolled gender (if different), in student 

information systems and for purposes of federal and state reporting. 
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...11 11MNames  and Pronouns  j illa 

Respecting and supporting transgender students begins with basic issues that come up throughout every 

school day. As noted above, a growing body of research finds that using the name and pronouns consistent 

with a student's gender identity has a measurable, positive impact on their health and well-being. While 

mistakes can happen, especially when a gender transition or name change is recent, intentionally and 

persistently misgendering a student through the use of a former name or incorrect pronouns can amount of 

discriminatory harassment.17 

As discussed further below, students have the right to decide when, how, and with whom to come out as 
transgender or to disclose their gender identity or gender assigned at birth, which may mean letting certain 

staff know to use a different name and pronouns in certain contexts. 

State Guidelines should direct schools to: 

• Ensure staff model use of a student's chosen name and pronouns consistent with their gender identity 

(including gender-neutral pronouns such as "they" and their") in the classroom, on class rosters, and in 
all other places. The only exception should be use of a different legal name where this is explicitly 

required by law, or when a student has requested use of a different name or context in specific 

contexts or with specific people. 

• Ensure staff address intentional misgendering as a form of harassment. 

Restrooms and Changing Roo 

Using restrooms and changing rooms is another routine part of school life where no student should be singled 

out. Every student should have access to convenient, private, and sanitary facilities. If restrooms or changing 
rooms are divided by gender, students should be able to use facilities consistent with their gender identity. 

Following recent amendments to the International Plumbing Code, schools should also consider universal-

design approaches for new or remodeled facilities that provide enhanced privacy and can open to all students. 

For example, schools may consider an approach recognized by the American Institute of Architects' 2018 
Innovation Award, involving an open restroom plan with fully enclosed stalls.18 

17 See, e.g., Jameson v. U.S. Postal Service, Equal Employment Opportunity Commission Appeal No. 0120130992, 2013 WL 

2368729 (May 21, 2013) (intentional misuse of the employee's new name and pronoun may cause harm to the employee, and may 

constitute sex based discrimination). 

18 See Sanders, J. Stalled!: Transforming Public Restrooms. Footprint, Autumn/Winter 2017, 109-118. See also 

https://www.stalled.online. 
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State Guidelines should direct LEAs to: 

• Ensure all students can use facilities consistent with their gender identity, without limitation. 

• Enable students whose gender identity is not male or female to designate whether existing girls' or 

boys' facilities are most appropriate for them. 

• Designate existing single-user facilities as available to all students. 

• Provide more private restroom or changing options to students upon request. 

• Consider low-cost retrofits such as curtains or partitions to increase privacy in changing rooms. 

• For new construction or remodeling, consider universal-design approaches for all-gender facilities with 

enhanced privacy. 

School Activities 

Title IX, the U.S. constitution, and most state laws and constitutions limit the separation of students by gender 

in the classroom and for extracurricular activities. Generally, any gender-separated activity must be 

substantially related to an important educational purpose, which must be periodically evaluated, and must 

provide equal opportunities to all students.19  Many instances of gender separation—such as dividing up boys 

and girls for classroom activities as a matter of convenience, or based on gender stereotypes about learning 

styles—will not meet this standard. 

In any activity for which students are separated by gender, students should be able to participate in 

accordance with their gender identity. Thus, if a school maintains separate intramural sports teams, or 

separate overnight trip accommodations, a transgender boy should be able to participate in the same manner 

as other boys, and a nonbinary student should be able to determine which option is the best fit for them. 

State Guidelines should direct LEAs to: 

• Make classroom activities gender-neutral and avoid dividing students by gender, absent an important, 

evidence-based educational purpose. 

• Conduct an evaluation of all gender-separated activities at least every two years to ensure it complies 

with Title IX and other state and federal laws. 

• Ensure all students can fully participate in all school activities consistent in a manner consistent with 

their gender identity—including physical education, intramural sports, and overnight trip 

accommodations. 

• Where school activities or accommodations are gender-separated, enable students whose gender 

identity is not male or female to designate whether participating with boys or girls is most appropriate 

for them. 

For an overview, see U.S. Dept. of Education, Office for Civil Rights, Questions and Answers on Title IX and Single-Sex 
Elementary and Secondary Classes and Extracurricular Activities (Dec. 1, 2014). 
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Interscholastic Athletic 

Title IX and other laws and constitutional standards permit gender-separated sports in some instances, but 

prohibit excluding or otherwise discriminating against transgender students in the opportunity to play sports. 

Guidelines for interscholastic sports are often set by state interscholastic athletics associations, rather than 

directly by state education agencies. In this case, state education agencies should engage with athletic 

associations to encourage them to adopt policies that enable all students to participate, in a manner 

consistent with their gender identity. Additional reference on the benefits of inclusive athletics association 

guidance are included in  Gender Affirming and Inclusive Athletics Participation. 

State Guidelines should direct LEAs to: 

• Consult and follow applicable state interscholastic athletic association policies. 

• Notify their state interscholastic athletic association and state education agencies of any barriers for 

their students under current policies. 

Dress and Appearance Rules 

Schools may set basic standards for appropriate dress and appearance, but these rules should be written and 

enforced in a manner that does not discriminate on the basis of race, color, national origin, disability, or sex, 

including on the basis of sexual orientation, transgender status, or gender identity. 

To ensure clarity, equal application, and equal educational opportunities, the best approach is to ensure any 

dress or appearance rules are gender-neutral. 

State Guidelines should direct LEAs to: 

• Ensure dress and appearance rules for students are gender-neutral and evenly enforced, including any 

rules for graduation gowns or other special occasions. 
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=11 Supporting Student Organizations 

As discussed above, the federal Equal Access Act requires that all student organizations be treated equally. 

This means that a GSA (Gay Straight Alliance or Gender and Sexuality Alliance) must be recognized and 

provided access to the same resources as other student groups. 

State guidelines should direct LEAs to: 

• Ensure all non-curricular student groups are treated equally (including groups focusing on issues of 

gender, sexual orientation, or supporting LGBTQ+ students) and that no student group is singled out 

for any limitation based on subject matter or viewpoint. 

• Promote and support the formation and activities of student groups that provide support to LGBTQ+ 

students, including during distance learning. 

Informing and Engaging Students, Parents, and Families 

All students and their families should be aware of students' rights and of the LEA's policies and commitment to 

a supportive school climate for all students, including LGBTQ+ students. School should not wait for questions 

or issues to arise, but should proactively inform students and families and foster an inclusive school 

community. 

State Guidelines should direct LEAs to: 

• Ensure students, parents/guardians, and families are notified at least annually of nondiscrimination, 

bullying, and harassment policies, including each student's right to be treated in accordance with their 

gender identity. 

• Include this information in student handbooks, back-to-school messages, and other appropriate 

materials. 

• Publish their comprehensive enumerated nondiscrimination policies on their websites. 

Staff Training and Development 

All school staff, as well as any parent or community volunteers, should be informed of student rights and staff 

responsibilities for protecting equal opportunity and student privacy and wellbeing. This includes ensuring all 

staff have access to high-quality, culturally affirming, accessible professional development opportunities 

Wherever possible, SEAs should support LEAs by providing professional development opportunities directly to 

schools on supporting LGBTQ+ students, and by publishing and disseminating professional development 

materials and resources. SEAs and LEAs may also consider utilizing GLSEN's Chapter-based professional 

development program, which provides educator training workshops, tools, and resources on supporting 

safety, well-being, and achievement for LGBTQ+ students. 
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State guidelines should direct LEAs to: 

• Ensure all school staff (including teachers, coaches, health and counseling staff, bus drivers, cafeteria 

workers, custodians, administrators, and support staff) and parent and community volunteers have 

access to high-quality, culturally affirming, accessible professional development opportunities, 

covering the following topics: 

Understanding student diversity with respect to sexual orientation, gender identity, and gender 

expression. 

Understanding LGBTQ+ students' experiences in school and their impacts on student safety, 

wellbeing, and academic success. 

Understanding students' rights and applicable policies regarding nondiscrimination, harassment 

and bullying, privacy and records, and curriculum. 

Understanding and using students' chosen names and pronouns consistent with their gender 

identity. 

Avoiding unnecessary gender-specific language or gender separation in classes and extracurricular 

activities. 

. Recognizing and responding to bullying, and harassment, and other forms of victimization. 

. Ways to support LGBTQ+ students and to improve the learning environment. 

. Engaging with parents and families and supporting family acceptance. 

. LGBTQ+ employees' right to be free from workplace bias and discrimination. 

Data collection and reporting standards 

Enrollment data 

Students' enrollment data should be maintained in a manner that respects and affirms student's gender 

identity and privacy, using their chosen name and self-identified gender where requested except to the extent 

required for specific reporting purposes. 

With regard to reporting student name, some reporting requirements do not include student names, and 

those that do rarely provide specific guidance regarding chosen or legal names. When reporting student 

names is required and no explicit guidance is given from the relevant law or agency, SEAs and LEAs may 

choose to err on the side of reporting the student's current legal name for this specific purpose. 

With regard to reporting gender data, the U.S. Department of Education requires that a student's gender be 

reported for its Civil Rights Data Collection (CRDC) and EDFacts data system as "male" or "female." The 

National Center for Education Statistics changed the definition of "sex" as a category in the EDFacts system to 

mean "an indication that students are either female or male."2°  In contrast, the Department has proposed to 

define sex for the upcoming CRDC (now delayed to 2020-21) as "the biological traits that distinguish the males 

20 U.S. Department of Education, EDFacts Submission System; F5052 - Membership; File Specifications: SY 2019-20 V. 16.1, at 

5 (Dec. 2019), https://www2.ed.gov/about/inits/ed/edfacts/edeninon-xmlifs052-16-1.docx 
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and females of a species."21  The U.S. Department of Education does not define those traits or whether they 

include gender identity. Since SEAs and LEAs are not in a position to assess biological traits—which may or 

may not correspond to current or original enrollment records or vital records—SEAs and LEAs should simply 

report the current gender data in school records. 

The federal Every Student Succeeds Act requires SEAs and LEAs to ensure that statistical data on certain topics 

(such as academic achievement and bullying and harassment) can be disaggregated "by gender,"22  which is 

not defined by the law or by the U.S. Department of Education's State Plan template. Here, too, we 

recommend that SEAs and LEAs simply report the current gender data in school records. 

State reporting requirements vary; SEAs should review their own state laws, rules, and procedures. 

SEAs should ensure any statewide student information systems: 

• Include separate data fields for a student's chosen name (to be used for all routine school purposes) 

and legal name (to be used where explicitly required for reporting or other purposes). 

• Permit a student's gender to be updated to male, female, or undesignated. 

As noted above, SEAs should provide schools with clear technical guidance on how to enter information 

related to current and legal name (if different), and gender identity and enrolled gender (if different), in 

student information systems and for purposes of federal and state reporting. 

Civil rights data 

LEAs and schools are also required to participate in the U.S. Department of Education's biennial Civil Rights 

Data Collection, including data on student complaints of bullying, harassment, and other forms of 

discrimination, contents of LEA policies on these topics, and information regarding each SEA and LEA's Title IX 

coordinator. The CRDC was deferred for the 2019-2020 school year and is currently expected to be collected 

during the 2020-2021 school year. 

21 US Department of Education, Paperwork Reduction Act Supporting Statement, Attachment A-3: Data Categories for Civil Rights 

Data Collection for School Year 2019-20 (2020). 

22 20 U.S.C. § 6311(b)(2)(B)(xi)(V) and (g)(2)(N). 
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SEAs should support robust collection of data on bullying and harassment incidents, local policies, and other 

civil rights topics, including by: 

• Reminding and encouraging LEAs and schools to complete the CRDC survey during CRDC collection 

years. 

• Reminding and encouraging LEAs and schools to report any additional data required by state law and 

regulations. 

• Disseminating guidance to LEAs on collecting and reporting data on student demographics, bullying 

and harassment incidents, characteristics of local policies, Title IX coordinators, and other civil rights 

topics, including by providing information about tools such as online reporting portals and sample 

reporting forms. 

• Collecting, analyzing, and reporting statewide data, including bullying and harassment data 

disaggregated by race, sexual orientation, gender identity, disability, and other demographics. 

School climate surveys 

We recommend that state and local education agencies also conduct school climate surveys to assess the 

safety and overall environment of their local schools or communities using surveys of students. This local 

school climate data—especially when disaggregated by student demographics—can help educators to develop 

evidence based best practices to strengthen programs and services to make schools safer for all students, 

regardless of sexual orientation, gender identity, or gender expression. 

We recommend that SEAs encourage schools to conduct periodic local school climate surveys using GLSEN's 

Local School Climate Survey  tool. SEAs interested in adapting this tool for a statewide survey should contact 

the GLSEN Research Institute at research@glsen.org. 
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State LGBTQ+ youth task forces and community engagement 

Ensuring equitable educational opportunities for all students requires proactive planning that considers every 

aspect of education. States education agencies should engage a broad range of communities to inform COVID-

19 and other K-12 planning efforts, including through a statewide task force or commission on supporting 

marginalized students and youth, including LGBTQ+ youth and particularly those who are also transgender and 

nonbinary, Black, brown, Latinx, Indigenous, and/or people with disabilities. A state task force may be 

convened by the SEA, or by the Governor or another state agency in collaboration with the SEA. For example, 

the Oregon Department of Education established an advisory group that produced an LGBTQ2SIA+ Student 

Success Plan in June 2020.23  The Massachusetts Commission on LGBTQ Youth is a standing, independent state 

agency that regularly meets with state agencies and community stakeholders, produces annual 

recommendations, and administers the state's Safe Schools Program in collaboration with the Department of 

Elementary and Secondary Education.24 SEAs, in coordination with other state agencies and governors, should 

assess the best approach for their state. 

We recommend that SEAs prioritize conducting such task force-based assessments during the COVID-19 

pandemic and recovery, with an initial focus on marginalized students' needs during this time. 

Task force members should include students and educators. They should represent diverse communities, 

students, stakeholders, and relevant expertise, and should be empowered to meet with or survey key 

informants such as LGBTQ+ and other marginalized students, their families, educators and health staff, 

community-based service providers, state and local officials, and researchers. Task forces should provide input 

and recommendations addressing all aspects of education and support for students. To be most effective, the 

task force should be standing body that meets with and provides recommendations to the Chief State School 

Officer (and other agencies, as appropriate) on a regular basis. 

LGBTQ+ inclusion in equity planning 

In addition to any statewide plans and guidelines focused on LGBTQ+ students, this population should be 

proactively addressed in other equity-related plans—including plans for distance learning and school 

reopening in light of the COVID-19 pandemic. Wherever state plans set goals, priorities, and requirements to 

ensure equity (including in plans required by state or federal laws, such as the Every Student Succeeds Act), 

the needs of LGBTQ+ students should be addressed along with other marginalized student populations. 

23 Oregon Department of Education, LGBTQ2SIA+ Student Success Plan (2020). Available at: 

https://www.oregon.goviode/students-and-family/equity/Documents/LGBTQ2SIA+%20Student%20Success%20Plan.pdf. 

24 Massachusetts Commission on LGBTQ Youth, Homepage (accessed Aug. 28, 2020). Available at: 

https://www.mass.goviorgs/massachusetts-commission-on-Igbtq-youth. 
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COVID-19 distance-learning and school-reopening plans 

States and school communities have faced unprecedented challenges during the COVID-19 pandemic in 

seeking to prevent widespread transmission among students, families, staff, and communities, while 

continuing to provide students with learning and support services. Many SEAs and LEAs have made 

extraordinary efforts in the face of inadequate funding, guidance, and supports for schools in navigating this 

ongoing crisis. Unfortunately, students who were already marginalized due to poverty, race, ethnicity, 

language, disability, immigration status, LGBTQ+ identity, homelessness, or foster or juvenile justice system 

involvement have often faced the greatest hardships. 

State and local plans for distance learning and in-person learning during this pandemic should include 

consideration of marginalized student populations and proactive efforts to address barriers they face with 

respect to learning, health, wellness, and safety. 

SEAs and LEAs should consider dedicating portions of their Elementary and Secondary School Emergency 

Relief funds, and any emergency funds, to specifically address marginalized student populations, including 

LGBTQ+ students. State education agencies should consider using emergency funds to: 

• Provide equitable access to technology (directly or through LEAs, including devices and high-speed 

internet), with a primary focus on students from low-income and rural communities. 

• Provide high-quality, culturally affirming, and accessible professional development opportunities, 

materials, and resources for educators and mental health providers to address heightened traumas 

that students, including LGBTQ+ and other marginalized students, may be facing because of the 

pandemic, and barriers they may face in distance learning and returning to school buildings. This 

should include how educators can ensure positive, culturally affirming experiences for young people; 

how educators can identify signs of abuse, cyberbullying, and mental health needs of students; how to 

identify currently available resources to support students; and how to connect students to resource 

providers during distance learning. 

• Coordinate the sharing of high-quality resources and practices across LEAs, especially those practices 

and resources related to social, emotional, and academic development of students, addressing 

cyberbullying, and maintaining connectivity to students. 
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State education agencies should also ensure that their policies on nondiscrimination, bullying, harassment, 

suicide prevention, school health and counseling services, supporting students experiencing homelessness, 

and other key topics, are updated to: 

• Address situations that may arise during the pandemic, such as Zoom bombing and other forms of 

cyberbullying, and ensuring adequate follow-up and supports for students who have been bullied, 

harassed, or who may be isolated from social support or at risk of harm. 

• Encourage LEAs to do update their own policies and to incorporate this information into updates and 

training for students, parents, and staff. 

States should encourage LEAs to use emergency funds to: 

• Ensure focused outreach and follow-up to address the unique needs of LGBTQ+ students who are also 

low-income, students with disabilities, English language learners, experience homelessness, or who 

have been placed in foster care. 

• Conduct adequate follow-up to ensure marginalized students have and can use technology for distance 

learning and afterschool programs. 

• Retain, hire, and contract as needed with additional school counselors and psychologists to address the 

heightened level of mental and behavioral health needs of students. 

• Provide high-quality, culturally affirming, and accessible professional development for educators and 

mental health providers to address heightened traumas that students, including LGBTQ+ and other 

marginalized students, may be facing because of the pandemic, and barriers they may face in distance 

learning and returning to school buildings. 

• Support and encourage the virtual continuation of afterschool programs, including GSAs (Gay Straight 

Alliances or Gender and Sexuality Alliances), during distance learning. 

LGBTQ+ inclusion in other state and local plans and equity efforts 
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This LGBTO+ inclusive approach should also be applied to state plans, guidelines, and initiatives in other key 

areas, including: 

• Supporting students experiencing homelessness 

• Supporting students in foster care 

• Supporting neglected, delinquent, and at-risk students 

• Supporting low-achieving students and preventing school dropout 

• Dating violence prevention and response 

• Sexual harassment and violence 

• Suicide prevention and response 

• Improving school climate and safety 

• Promoting gender equity 

• Promoting inclusive and supportive school discipline25 

• Safe, Healthy, and Inclusive School Climates (2020), Promoting student health and wellness 

• Promoting physical fitness and sports participation 

Gathering more data about LGBTQ+ students, engaging stakeholders, and gathering recommendations 

through a statewide LGBTQ+ youth task force, as discussed above, will all help SEAs and LEAs develop and 

implement these plans most effectively. 

Inclusive state curricular standards 

GLSEN's research indicates that LGBTQ+ inclusive curriculum has profound positive impacts for LGBTQ+ 

students. The 2017 National School Climate Survey found that, compared to students in school without 

LGBTQ+-inclusive curriculum, LGBTQ+ students in schools with inclusive curriculum were less likely to hear 

"gay" used in a negative way or to hear negative remarks about gender expression, performed better 

academically in school, and were more likely to plan for post-secondary education.26  These findings parallel 

researching finding that inclusive curriculum is linked to improved outcomes for students of color.27 

A growing number of states' curricular standards include addressing LGBTQ+ populations in one or more key 

areas. LGBTQ+ inclusion in curricular standards may be addressed specifically in legislation, or by SEAs in 

publishing detailed standards. In at least five states to date, LGBTQ+ inclusion in curricular standards is 

required by state law. An additional five states still have so-called "No Promo Homo" laws that prohibit 

25 See Leadership Conference on Civil and Human Rights et al., Civil Rights Principles for Safe, Healthy, and Inclusive School 

Climates (2020), http://civilrightsdocs.info/pdf/education/School-Climate-Principles.pdf. 

26 Kosciw, Joseph G. et al. (2018). "2017 National School Climate Survey: The Experiences of Lesbian, Gay, Bisexual, 

Transgender, and Queer Youth in Our Nation's Schools" (New York: GLSEN). Available at https://www.glsen.org/research/school-

climate-survey. 

27 See, e.g. Dee, T. S., & Penner, E. K. (2017). The Causal Effects of Cultural Relevance: Evidence from an Ethnic Studies 

Curriculum. American Educational Research Journal, 54(1), 127-166. 
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Recommendations for State Education AgenciesGLS N 
positive and affirming representation of LGBTQ+ identities in K-12 schools. (Similar laws in several other states 

have been repealed or overturned by courts.) In most other states, state education agencies have the 

authority to adopt LGBTQ+ inclusive curricular standards. Some states, such as Illinois, include additional 

curriculum recommendations in their statewide guidelines for supporting LGBTQ+ students. 

Inclusive curricular standards should ensure that curriculum addresses the following areas: 

• History, geography, economics, and civics: Address the histories, contributions, and perspectives of 

diverse communities, including LGBTQ+ people. 

• Science and health: Address human development, sexual health and wellness; personal boundaries 

and safe and healthy relationships; and gender identity and sexual orientation in an inclusive and 

scientifically accurate manner. 

In addition, states should encourage LEAs to consider diversity and inclusion throughout all lesson plans, 

including in the choice of topics, problems, events, and primary source materials. 

1 Supporting GSAs and fostering inclusive learning communities 

SEAs can take additional steps to foster an inclusive school community, including: 

• Offering training, technical assistance, and reference materials for LEAs, educators, and GSAs on 

activities and best practices to foster an inclusive school climate and community. 

• Establishing a dedicated office or staff position to provide such training and technical assistance, such 

as the Massachusetts Safe Schools Program for LGBTQ Students. 

• Supporting and encouraging the virtual continuation of afterschool programs, including GSAs and 

during distance learning. 

• Supporting and encouraging school libraries in identifying and acquiring appropriate LGBTQ+ inclusive 

materials focusing on LGBTQ+ related topics. 

• Working with LEAs and community groups to establish state and/or regional GSA Councils, such as the 

Massachusetts GSA Leadership Council. 
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Appendix: 

Sample excerpts from state guidelines for supporting LGBTQ+ students 

Establishing a Student's Gender Identity 

Connecticut State Department of Education 

Do transgender students need to provide documentation of their gender identity? No. Students are not 

required to produce documents that reflect their gender identity in order to have the right to be treated 

consistent with their gender identity. Under the relevant laws, schools are expected to treat students 

consistent with the student's stated gender identity even if the education records or identification documents 

indicate a different sex. Similarly, the school's obligation to treat a student consistent with the student's 

gender identity or expression does not require notice from the parent or guardian. 

District of Columbia Public Schools 

Since students are likely to be more comfortable in some areas of school than others, their transition, 

particularly in the early phases, may be "site-specific," meaning they choose to go by one name or have one 

pronoun used in one place and another name or pronoun used in another. For example, a student may feel 

more comfortable expressing their gender identity in a student club or small group, but not to the larger 

school community or at home. Whatever the student prefers should be acknowledged and respected. Be 

aware of the preference of the student and always use their preferred reference when you are speaking to the 

student and about the student to another person. Being sensitive about where the student is open about their 

identity is crucial to being an effective ally. 

im  Names and PronounsMM 1:MIMI 
Maine Human Rights Commission 

If a student so chooses, the educational institution's employees should be required to address the student by 

the student's chosen name and use pronouns consistent with the student's gender identity. The educational 

institution should also, at the request of any student, instruct its students to address the student by the 

student's chosen name and use pronouns consistent with the student's gender identity. Inadvertent slips and 

honest mistakes will not be considered a violation of the Act, but a pattern of refusal to acknowledge a 

student's gender identity by using their chosen name and pronouns may be considered to constitute such a 

violation. 
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Hawaii Department of Education 

Teachers and other school staff should be informed of the student's preferred name on student rosters and of 

the preferred pronouns to use when addressing the student. When the DOE's student information system 

(e.g., SIS) accommodates a "preferred name," the student's preferred name should be noted. Teachers and 

other school staff should take care to ensure that a transgender student's legal name, if different from the 

student's preferred name, is kept confidential. 

Restrooms and Changing Rooms 

New York State Division of Human Rights 

Example 4 

Jordan is a high school student who is non-binary. Jordan would feel safest using the single sex bathroom 

assigned to girls. The school administration tells Jordan to use single-occupancy restrooms only. The school 

must allow Jordan to access the facilities consistent with Jordan's gender identity or expression. No one can be 

limited to using single-occupancy 

New Jersey Department of Education 

All students are entitled to have access to restrooms, locker rooms and changing facilities in accordance with 

their gender identity to allow for involvement in various school programs and activities. 

In all cases, the school principal must work with the student and staff so all parties are aware of facility policies 

and understand that the student may access the restroom, locker room, and changing facility that corresponds 

to the student's gender identity. While some transgender students will want that arrangement, others may be 

uncomfortable with it. Transgender students who are uncomfortable using a sex-segregated restroom should 

be provided with a safe and adequate alternative, such as a single "unisex" restroom or the nurse's restroom. 

Similarly, some transgender students may be uncomfortable using the changing facilities that correspond to 

the student's gender identity. Non-transgender students should also be afforded the option to use a private 

facility, such as a unisex facility or the nurse's restroom, should they feel uncomfortable. 

• LEAs shall allow a transgender student to use a restroom or locker room based on the student's gender 

identity. 

• Reasonable alternative arrangements shall be made if needed to ensure a student's safety and 

comfort. This direction for accommodations should come from the student. 
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School Activities 

Maryland State Department of Education 

When developing transgender policy or procedure, school systems and administrators may want to consider 

the following: 

• Eliminate gender based sorting of students 

Old Practice: boys line up over here. 

New Practice: birthdays between January and June; everybody who is wearing something green, 

etc. 

Massachusetts Department of Elementary and Secondary Education 

As a general matter, schools should evaluate all gender-based policies, rules, and practices and maintain only 

those that have a clear and sound pedagogical purpose. Gender-based policies, rules, and practices can have 

the effect of marginalizing, stigmatizing, and excluding students, whether they are gender nonconforming or 

not. In some circumstances, these policies, rules, and practices may violate federal and state law. For these 

reasons, schools should consider alternatives to them. 

Whenever students are separated by gender in school activities or are subject to an otherwise lawful gender-

specific rule, policy, or practice, students must be permitted to participate in such activities or conform to such 

rule, policy, or practice consistent with their gender identity. 

Minnesota Department of Education 

Under the Minnesota Human Rights Law, schools must allow transgender and gender-nonconforming students 

to participate fully in all school activities, including traditions that incorporate gender roles categorized as 

"male" and "female." For example, one tradition of many schools is to have a male homecoming king and a 

female homecoming queen. In these situations, the school should allow a student to participate according to 

their gender identity. In an effort for inclusivity, schools may wish to consider revisiting existing traditions or 

establishing new traditions. 

For example, instead of electing a homecoming king and homecoming queen, some schools have chosen to 

nominate "prom ambassadors," "homecoming court" or "homecoming royalty." At the University of 

Minnesota, for example, the titles of homecoming king and queen have been replaced with the title 

"Homecoming Royalty" and students selected as royalty will now be called "royals." 
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Dress and Appearance Rules 

Michi an State Board of Education 

Students should have the right to express their gender at school, within the parameters of the school's dress 

code, without discrimination or harassment. The school's dress code should be gender-neutral. In the event 

that the dress code has differing expectations or practices based on gender, students should be permitted to 

dress in accordance with their gender identity. 

Hawaii Department of Education 

All students should be permitted to wear the clothing of their choice, regardless of whether it conforms to 

traditional gender stereotypes, provided that such clothing does not violate the school's dress code. Dress 

codes should be gender neutral. Students may dress in accordance with their gender identity and gender 

expression. School personnel should not enforce a school's dress code more strictly against transgender and 

gender nonconforming students. This applies to dress at school as well as at a school's co- and extra-curricular 

activities. 

School Records 

California Department of Education 

A school district is required to maintain a mandatory permanent student record which includes the legal name 

of the student and the student's gender. If and when a school district receives documentation that such legal 

name or gender has been changed, the district must update the student's official record accordingly. 

If the school district has not received documentation supporting a legal name or gender change, the school 

should nonetheless update all unofficial school records (e.g. attendance sheets, school IDs, report cards) to 

reflect the student's name and gender marker that is consistent with the student's gender identity. This is 

critical in order to avoid unintentionally revealing the student's transgender status to others in violation of the 

student's privacy rights.... 

To prevent accidental disclosure of a student's transgender status, it is strongly recommended that schools 

keep records that reflect a transgender student's birth name and assigned sex (e.g., copy of the birth 

certificate) apart from the student's school records. Schools should consider placing physical documents in a 

locked file cabinet in the principal's or nurse's office. Alternatively, schools could indicate in the student's 

records that the necessary identity documents have been reviewed and accepted without retaining the 

documents themselves. Furthermore, schools should implement similar safeguards to protect against 

disclosure of information contained in electronic records. 
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Kentucky Department of Education 

Protected Identity Information 
Legal Last Name, Legal First Name, Legal Middle Name, Legal Suffix, and Legal Gender: 

These fields are not available when using the Student Locator tool; but can be accessed on the Identities tab 

(Census > People > Identities) with proper tool rights. These fields should only be entered in the rare case 

where it is necessary to track a name or gender that is not the same as what is listed on their birth certificate 

or other legal document. Do not enter nicknames here or in the required name fields. These fields should be 

used if the student's health or safety would be in jeopardy if their legal name were visible in Infinite Campus. 

These fields should be used for transgender students who want to be identified with a name and gender that 

has not yet been officially changed on their birth certificate or other legal document. The student's preferred 

name and gender should be entered in the required name and gender fields and the name and gender from 

the birth certificate or other legal document entered in the legal name and gender fields. 

Massachusetts Department of Education 

Schools are advised to collect or maintain information about students' gender only when necessary. 

One school reviewed the documentation requests it sent out to families and noticed that field trip 

permission forms included a line to fill in indicating the student's gender. Upon consideration, the 

school determined that the requested information was irrelevant to the field trip activities and deleted 

the line with the gender marker request. 

In addition, transgender students who transition after having completed high school, may ask their previous 

schools to amend school records or a diploma or transcript that include the student's birth name and gender. 

When requested, and when satisfied with the gender identity information provided, schools should amend the 

student's record, including reissuing a high school diploma or transcript, to reflect the student's current name 

and gender. 

Washington Office of the Superintendent of Public Instruction 

School districts may change a student's gender designation upon parent/student request, by using a process 

similar to the one they use to change a student's ethnicity. The change should be recorded in the district's 

Student Information System and sent as the new value in the next CEDARS submission. The new value will 

replace the value previously sent for the student. 

Beginning in the 2018-2019 school year CEDARS will begin collecting non-binary gender. CEDARS District 

Student File (B), Element B12 — Gender is a required data element and may submitted with the valid values of 

M — male, F — female, or X —gender not exclusively male or female. 
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Student Privacy 

New York State Division of Human Rights 
Example 10 

Ben is a college student who identifies as a transgender man. He has not legally changed the name on his birth 

certificate but uses the name Ben as well as the pronouns he/him/his. 

The college produces a student directory with photographs and contact information. In the student directory 

Ben's picture appears with the name given to him at birth, which appears on all formal records. 

A covered entity may not deliberately disclose a person's transgender, gender non-conforming or intersex 

status without consent. Although Ben has not legally changed his name and student records still contain his 

former name, Ben has a right to be called by the name and pronoun he uses. The college has also improperly 

disclosed Ben's transgender status by using the name assigned to him at birth. 

Louisiana Department of Education (Model Policy for Suicide Prevention) 

School staff should not make assumptions about a student's sexual orientation or gender identity and affirm 

students who do decide to disclose this information. Information about a student's sexual orientation or 

gender identity should be treated as confidential and not disclosed to parents, guardians, or third parties 

without the student's permission. Additionally, when referring students to out-of-school resources, it is 

important to connect LGBTQ students with LGBTQ-affirming local health and mental health service providers. 

Curricular Standards 

California Education Code Section 51204.5 

Instruction in social sciences shall include the early history of California and a study of the role and 

contributions of both men and women, Native Americans, African Americans, Mexican Americans, Asian 

Americans, Pacific Islanders, European Americans, lesbian, gay, bisexual, and transgender Americans, persons 

with disabilities, and members of other ethnic and cultural groups, to the economic, political, and social 

development of California and the United States of America, with particular emphasis on portraying the role of 

these groups in contemporary society. 
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Illinois State Board of Education 

Adopting a gender- and LGBTQ+-inclusive curriculum is essential to fostering a safe and supportive learning 

environment. An inclusive curriculum benefits all students by promoting diversity, acceptance, and respect. 

Districts should promote inclusive curriculum and instruction across subject areas. 

Regularly review curriculum to ensure inclusivity. Using a gender-affirming approach in the classroom requires 

examination of the existing curriculum and teaching to identify where gendered practices show up and where 

there is room to be more gender inclusive. Inclusive curriculum should be incorporated into lessons such as 

scenarios, word problems, and classroom examples. Historical figures and events that recognize different 

identities should be highlighted. GLSEN, Gender Spectrum, Welcoming Schools, and Teaching Tolerance have 

examples of curriculum and lesson plans that address gender diversity. Schools should also have procedures in 

place to address challenges to books or curricula. 

Never teach "appropriate" gender behavior. Classes and behavior lessons should never teach or promote 

gender-specific rules or behavior. When staff do need to comment and model appropriate classroom 

behavior, they should use gender-neutral phrases. For example, "Hitting isn't safe, it can really hurt people, 

instead of "boys don't hit girls." 

Have a robust health education program. The district's health and sex education curriculum shall be inclusive 

of diverse gender identities, gender expressions, and sexual orientations. Healthy romantic relationships 

should be taught no matter the gender identity or sexual orientation of students. 
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2020 New Jersey Student Learning Standards - Comprehensive Health and Physical Education 

2.1 Personal and Mental Health by the End of Grade 5 

Core Idea: 

All individuals should feel welcome and included regardless of their gender, gender expression, or sexual 

orientation. 

Performance Expectations: 

• 2.1.5.SSH.1: Describe gender-role stereotypes and their potential impact on self and others. 

• 2.1.5.SSH.2: Differentiate between sexual orientation and gender identity. 

• 2.1.5.SSH.3: Demonstrate ways to promote dignity and respect for all people (e.g. sexual orientation, 

gender identity and expression, race, ethnicity, socio-economic status, differing ability, immigration 

status, family configuration). 

2.1 Personal and Mental Health by the End of Grade 8 

Core Idea: 

Inclusive schools and communities are accepting of all people and make them feel welcome and included. 

Performance Expectations: 

• 2.1.8.SSH.1: Differentiate between gender identity, gender expression and sexual orientation. 

• 2.1.8.SSH.2: Develop a plan for the school to promote dignity and respect for people of all genders, 

gender 

2.1 Personal and Mental Health by the End of Grade 12 

Core Idea: 

How individuals feel about themselves, their identity, and sexual orientation can be positively or negatively 

impacted by a wide variety of factors. 

Performance Expectations: 

• 2.1.12.SSH.1: Analyze the influences of peers, family, media, social norms and culture on the 

expression of gender, sexual orientation, and identity. 

• 2.1.12.SSH.2: Advocate for school and community policies and programs that promote dignity and 

respect for people of all genders, gender expressions, gender identities, and sexual orientations. 

• 2.1.12.SSH.3: Analyze current social issues affecting perceptions of sexuality, culture, ethnicity, 

disability status and make recommendations to address those issues. 

Rhode Island Department of Education 

In order to further a safe and supportive school environment for all students, schools should incorporate 

education and training about transgender and gender non-conforming students into their anti-bullying 

curriculum, health education curriculum, student leadership trainings, and staff professional development. 
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Supporting Student Organizations 

Michigan State Board of Education 

In accordance with the Equal Access Act, support the formation of extracurricular student-led clubs, such as 

Gay-Straight Alliances or Gender and Sexuality Alliances (GSAs) in middle and high schools. The GSA should be 

afforded the same rights and privileges as other student-led extracurricular clubs in all areas, such as 

appointment of advisors, publicity for events, and inclusion on school websites. These groups have been 

shown to improve school climate for all students, regardless of sexual orientation, gender identity, or gender 

expression, and are protective for all students, both members and non-members. They can serve different 

functions, including supporting potentially isolated and at-risk LGBTQ students and their allies, educating the 

larger school community, and advocating for a more inclusive school climate. 

New Jersey Department of Education 

School districts shall: 

• Permit and support the formation of student clubs or programs regarding issues related to lesbian, gay, 

bisexual, transgender, and queer/questioning (LGBTQ) youth; and 

• Offer support in the creation of peer led educational groups. 
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Informing Students and the School Community 

Hawaii Department of Education 

Starting with the 2016-17 school year, schools should do the following: 

1. Send out an annual notice to all students, including their parents/guardians, informing them of the 

rights of transgender students to request supports. The notice should also include language directing 

any student with privacy concerns to contact the school. This annual notice will serve as notice to (a) 

transgender students and their families of their rights and how to initiate such supports; and (b) 

nontransgender students and their families that such supports will be in place for transgender 

students. The annual notice should be sent at the beginning of each school year. Waiting to send out 

the notice only when a transgender student initiates a request for support will have the effect of 

inadvertently identifying such student, resulting in possible privacy violations for the transgender 

student. See Attachment B for sample language for the annual notice. 

2. Include the following statement in their handbooks to inform the school community: Transgender 

students should talk with their counselor if they have questions or concerns about supports for their 

own gender identity, including name, pronouns, gender expression, use of facilities, or participation in 

sex-segregated activities. 

As schools begin to develop and employ supports for transgender students, there will be a period of 

adjustment for faculty, staff, students, and parents. Schools should make counselors and administrators 

available to discuss any concerns that a student may have and should work as a school community toward 

education and raising awareness of the reasons for these guidelines while protecting the privacy and 

confidentiality of each individual transgender student. 

Washington Office of the Superintendent of Public Instruction 

Provide Annual Notification of Gender-Inclusive Schools Policy and Procedure. School districts must share 

this policy and procedure with parents or guardians, students, volunteers, and school employees in 

accordance with rules adopted by OSPI. To do so, OSPI recommends school districts use the same method 

used to provide annual notice of the district's discrimination complaint procedure, as outlined in WAC 392-

190-060(2). 
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Engaging Parents and Families 

California Department of Education 

The first and best option is always to engage in an open dialogue with the student and the student's parent or 

parents if applicable.... A transgender or gender nonconforming student may not express their gender identity 

openly in all contexts, including at home. Revealing a student's gender identity or expression to others may 

compromise the student's safety. Thus, preserving a student's privacy is of the utmost importance. The right 

of transgender students to keep their transgender status private is grounded in California's antidiscrimination 

laws as well as federal and state laws. Disclosing that a student is transgender without the student's 

permission may violate California's antidiscrimination law by increasing the student's vulnerability to 

harassment and may violate the student's right to privacy. 

Pursuant to [FERPA and California's antidiscrimination and privacy laws], schools must consult with a 

transgender student to determine who can or will be informed of the student's transgender status, if anyone, 

including the student's family. With rare exceptions [such as to protect a student from harm, or in disclosing 

official school records requested by parents], schools are required to respect the limitations that a student 

places on the disclosure of their transgender status, including not sharing that information with the student's 

parents. In those very rare circumstances where a school believes there is a specific and compelling "need to 

know," the school should inform the student that the school intends to disclose the student's transgender 

status, giving the student the opportunity to make that disclosure her or himself. Additionally, schools must 

take measures to ensure that any disclosure is made in a way that reduces or eliminates the risk of re-

disclosure and protects the transgender student from harassment and discrimination. Those measures could 

include providing counseling to the student and the student's family to facilitate the family's acceptance and 

support of the student's transgender status. Schools are not permitted to disclose private student information 

to other students or the parents of those students. 

Michigan State Board of Education 

Provide appropriate and meaningful family engagement and support. Parental and family support are key 

determinants of LGBTQ student health; therefore, student support teams, staff, and community partners 

should provide resources to help families and students locate information, affirming counseling, and support 

services. School mental health professionals (school counselors, school social workers, and school 

psychologists) play an important role in helping students evaluate their academic and family situations, 

support systems, and resources, and have the necessary training to conduct mental health and substance use 

assessments, as needed. Schools should provide a welcoming environment for diverse families, including 

those that are headed by LGBTQ parents, and are encouraged to educate all families in their community about 
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this SBE Statement and Guidance. 

Professional Development and Training for Educators 

Massachusetts Department of Elementary and Secondary Education 

In order to further a safe and supportive school environment for all students, schools should incorporate 

education and training about transgender and gender nonconforming students into their anti-bullying 

curriculum, student leadership trainings, and staff professional development. 

As with other efforts to promote a positive school culture, it is important that student leaders and school 

personnel, particularly school administrators, become familiar with the gender identity law, regulations, 

guidance, and related resources, and that they communicate and model respect for the gender identity of all 

students. 

Professional development for school staff could include topics on gender identity and gender nonconformity 

such as: the Massachusetts Student Anti-discrimination Law and Regulations; the DESE Guidance on Notifying 
Parents When a Student Has Been Bullied Based on Sexual Orientation or Gender Identity/Expression; key 

terms related to gender identity and expression; the development of gender identity; the experiences of 

transgender and other gender nonconforming students; risk and resilience data regarding transgender and 

gender nonconforming students; ways to support transgender students and to improve the school climate for 

gender nonconforming students; gender-neutral language and practices; and this guidance. 

Michigan State Board of Education 

Provide professional development opportunities on issues affecting LGBTQ students to district staff and board 

members. These opportunities should extend beyond teachers, administrators, and school mental health staff, 

to include anyone who interacts with students (e.g., coaches, bus drivers, cafeteria workers, custodians, and 

administrative support staff). The MDE conducts introductory and advanced workshops to help educators and 

other school personnel understand, assess, and improve school safety and climate for all students, including 

those who are LGBTQ. Districts should encourage and support staff attendance at these and other role-

appropriate professional development opportunities. 
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Introduction 

Transgender and nonbinary students have been a part of our schools and education system for decades. 

However, for many educators and administrators, awareness of the unique needs of these students 

represents new and sometimes confusing issues to consider. Together through this document, GLSEN and 

NCTE, are here to assist, to ensure that all students have a safe and welcoming educational environment. 

This model local education agency (LEA), often named school districts, policy is intended to serve as a resource 

to LEAs on how best to meet the needs of transgender and nonbinary students. This set of recommendations 

was developed by examining LEA policies from around the country. These recommendations were also 

informed by examining federal and state policy frameworks. 

While this document provides a starting place to create policies on the treatment of transgender and 

nonbinary students, the strongest policies are developed in consultation with communities that can best 

inform local needs and priorities. Convening a task force of internal and external stakeholders is one strategy 

that can yield this type of important information that will ultimately make schools safer, affirming, and more 

inclusive for transgender and nonbinary students, particularly those who are also Black, brown, Latinx, 

Indigenous, and/or people with disabilities, who should have the same access to a quality education as their 

peers. 

GLSEN is a national education non-profit organization, leading the movement to create safe and inclusive K-12 

schools for all since 1990. We work tirelessly to ensure that all children can have a high quality education 

where they feel safe and affirmed. We envision a world in which every child learns to respect and accept all 

people, regardless of sexual orientation, gender identity, and/or gender expression, and in turn is respected 

and accepted themselves. 

The National Center for Transgender Equality (NCTE) is a national social justice organization devoted to 

ending discrimination and violence against transgender people through education and advocacy on national 

issues of importance to transgender people. By empowering transgender people and our allies to educate and 

influence policymakers and others, NCTE facilitates a strong and clear voice for transgender equality in our 

nation's capital and around the country. 
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Model LEA School Board Policies 

A. Nondiscrimination Policies 

POLICY: 

CONSIDERATIONS UNDER FEDERAL AND STATE LAWS 

FEDERAL LAW 

Title IX is the federal education law that protects students from discrimination based on sex. In June 2020, the 

Supreme Court ruled (in Bostock v. Clayton County, Georgia) that discrimination on the basis of sex 

"inherently" includes discrimination based on sexual orientation or transgender status. Numerous courts have 

also held that, under this ruling, transgender students are protected from discrimination under Title IX and the 

Equal Protection Clause of the U.S. Constitution. 

Some, though not all, transgender students may have additional rights under Individuals with Disabilities 

Education Act (IDEA) and Section 504 of the Rehabilitation Act, based on a diagnosis of gender dysphoria or 

related conditions such as anxiety or depressive disorders. These students may be entitled to Individualized 

Education Plans (IEPs) that address their gender-related needs. 

As explained in guidance from the U.S. Department of Education, the Equal Access Act "requires public 

secondary schools to treat all student-initiated groups equally, regardless of the religious, political, 

philosophical, or other subject matters discussed at their meetings. Its protections apply to groups that 

address issues relating to LGBT students and matters involving sexual orientation and gender identity, just as 

they apply to religious and other student groups." Under the Act, schools must treat student groups equally, 

and may not single out a group such as GSAs (Gay Straight Alliances or Gender and Sexuality Alliances) for 

limitations not imposed on other student groups. 

STATE LAW 

Many states, territories, and the District of Columbia have laws that explicitly prohibit discrimination in 

education on the basis of gender identity and expression. In these states, many elements of this model policy 

may be explicitly incorporated in policies or regulations implementing these state laws. Consistent with these 

laws, a number of states have developed guidance documents for school districts pertaining to transgender 

and nonbinary students. Regardless of whether state laws explicitly address gender identity and expression, 

transgender and nonbinary students are protected under Title IX and state sex discrimination laws and may 

also be protected under state laws regarding disability discrimination. School districts should adopt explicit 

nondiscrimination and anti-bullying policies to help ensure acceptance, respect, and safety for all students and 

compliance with all federal and state laws. The policy language included here regarding bullying, harassment, 
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and discrimination is not comprehensive, and districts are encouraged to consult GLSEN's Model District Anti-

Bullying and Harassment Policy for more comprehensive recommended policy language. 

IMPLEMENTATION AND NOTES: 

This landmark Bostock decision is a powerful tool for changing education environments, both at K-12 schools 

and in higher education, for the better by removing those barriers that are impeding LGBTQ+ students and 

educators from being safe and affirmed in schools and college campuses across the country. Historically, 

federal, state, and local policies have allowed for or even required discrimination against LGBTQ+ students, 

educators, faculty, and staff, and created environments where they are not safe to learn or safe to work. 

When students are not safe at school, they are denied an education; and when educators do not feel safe at 

school, they cannot do their jobs. Learning environments should be places of liberation, where every educator 

can teach and every student can thrive and reach their full potential, regardless of their sexual orientation, 

gender identity, race, sex, religion, language, disability, immigration, or economic status. 

1,1-,(0)1iniirl I',0, 

POLICY: 

The Family Education Rights Privacy Act (FERPA) is a federal law which applies to all aspects of a student's 

identity, including their gender identity and transgender status (20 U.S.C. § 1232g; 34 CFR Part 99). Under 

FERPA, only those school employees with a "legitimate educational interest," the student, or their parent or 

guardian, may have access to a student's records, including the records of transgender and nonbinary 

students. 

[The local education agency] shall ensure that all personally identifiable and medical information relating to 

transgender and nonbinary students is kept confidential in accordance with applicable state, local, and federal 

privacy laws. Staff or educators shall not disclose any information that may reveal a student's gender identity 

to others, including parents or guardians and other staff, unless the student has authorized such disclosure, 

the information is contained in school records requested by a parent or guardian, or there is another 

compelling need. This disclosure must be discussed with the student, prior to any action. 

Prior to disclosing any such information about a transgender or nonbinary student, educators and staff should 

work with the student to discuss the manner, time, and message of this disclosure. This should include 

providing the student with any support services they may need to make the disclosure in a safe and supportive 

environment. 

Transgender and nonbinary students have the right to discuss and express their gender identity openly and to 

decide when, with whom, and how much to share private information. The fact that a student chooses to use 

a different name, to transition at school, or to disclose their gender identity to staff, educators, or other 

students does not authorize school staff to disclose a student's personally identifiable or medical information 

to anyone. 
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IMPLEMENTATION AND NOTES: 

Whether or not information is in a student's official records, courts have held that students have a 

constitutional right to privacy concerning their sexual orientation, transgender status, or gender identity. The 

process of coming out and transitioning is highly personal, and thus, disclosure and privacy are important 

considerations. For example, a student may come out to only one educator, but ask that they not yet change 

how they are addressed in the classroom (e.g., name or pronouns). Others may come to an administrator and 

ask for this information to be shared with teachers and peers. In addition, for some students, this may 

represent a matter of safety and wellbeing at home. Students may not be ready for their parents or guardians 

to know about their gender identity or expression, or that they are expressing their affirmed gender in school. 

Before contacting the parent or guardian of a transgender or nonbinary student, school staff should clarify 

with the student whether to use their gender affirming name and the pronouns that correspond to their 

gender identity, or whether to use their legal name when corresponding with a parent/guardian. See Nguon v. 

Wolf, 517 F.Supp 2d 1177 (C.D. Cal. 2007) (finding that a student has a constitutional right to privacy with 

regards to a school disclosing information about that student's identity to their parent or guardian). Therefore, 

disclosure should be driven by the needs and safety of the transgender or nonbinary student, with an 

emphasis on privacy. 

Administrators should consider creating a private and confidential support plan, in collaboration with the 

transgender or nonbinary student. This teamwork is essential to building trust and clear expectations of needs 

for the student. Questions to consider when developing this plan: 

• Who is the student out to already? Family, guardians, friends, others? 

• Does the student feel safe at school? At home? 

• What needs does the student have for support? 

• With whom does the student feel most comfortable discussing these matters? 

• Does the student want to be out to others in the school? 

• How and when would the student like to come out to their peers, teachers, and/or family? 

The student support plan should address when and how to share information with family members and 

others, recognizing that students' situations differ and some students may fear negative consequences from 

being outed before they are ready. 
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C. Media and Public Communications 

POLICY: 

Inter-District Communications (staff, students, and families) 

When communicating to the media or community about issues related to gender identity or expression, the 

school or LEA shall have a single spokesperson to address the issue. Rather than directly commenting on the 

issue, other LEA and school staff shall direct parents/guardians and the media to the designated 

spokesperson. Protecting the privacy of all students, including transgender and nonbinary students, must be a 

top priority for the spokesperson and all staff, and all personally identifiable and medical information shall be 

kept strictly confidential, in accordance with state and federal privacy laws that include public records laws. 

Outside District Communications (media) 

Schools and districts may receive requests for information about transgender students or policies. These types 

of inquiries can occur when local media learns about a student transitioning or adoption of a policy regarding 

transgender and nonbinary students. In such cases, it is important that school and district staff respond 

appropriately in order to avoid undue and potentially harmful attention to individual students. 

IMPLEMENTATION AND NOTES: 

Organizations such as GLSEN and NCTE can provide assistance to advocates and school staff dealing with this 

type of media scrutiny. In general, if the school or LEA chooses to respond to press inquiries regarding how the 

LEA supports transgender and nonbinary students, a designated spokesperson should provide information and 

talking points regarding the issue for use with the media. Schools and LEAs should not disclose the identity or 

personal information of individual students publicly. To ensure the privacy of all students, the school or LEA 

should avoid raising issues relating to specific students through public hearings or communication to the 

media or community. Schools and LEAs should take care to never make a statement that causes harm, but 

allow for students and supportive families to drive what the communications plan, if any, should be. 

D. Names, Parent/Guardian Notification, School Records, and Pronouns 

POLICY: 

All students have the right to be addressed by a name, pronouns, and other terms that correspond to their 

gender identity. This foundational respect should not rely on whether a student has access to a legal name 

change or gender marker change on official documents. Educators, staff, and peers, should always use the 

pronoun and name with which a student identifies or requests. 

Educators, staff, and peers are expected to respect a student's name and pronouns, once they have been 

made aware of said student's correct information. 
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Medical information, recognition, or documentation are not required to change a student's gender marker or 

name in the student database/information system. 

When requested by the student and their parent/guardian, a transgender or nonbinary student's name should 

be changed in the Student Database/Information System to reflect their affirmed gender. 

If a student has not disclosed their gender identity to a parent/guardian, and as a result the 

database/information system information cannot be changed, their affirmed name shall be noted as a 

"preferred name" in the system. This affirmed name should be used by staff and peers, according to the 

transgender or nonbinary student's wishes. Attendance rosters and ID cards should reflect the student's 

wishes with regards to name and/or gender marker/pronouns, regardless of the database/information 

system. The legal name should be used only where specifically required. Districts and schools should 

determine which uses require the legal name, including whether it is required for specific testing or reporting 

purposes. 

Students may, upon request, have a diploma and course records reissued with a name change after 

graduation. 

A student's gender should not be listed on school ID cards, permission forms, program application forms, or 

other forms, publications, or documents except where necessary due to state or federal law, regulation, or 

other requirements. 

IMPLEMENTATION AND NOTES: 

CONSIDERATIONS FOR NAMES 

Misgendering (referring to a transgender or nonbinary person using a word, especially a pronoun, that does 

not correctly reflect their gender identity) and "deadnaming" (using a student's prior name that does not 

reflect their identity) in school is a major fear and concern for transgender and nonbinary students. Having a 

policy that clearly affirms a student's right to use the name and pronouns that are consistent with their gender 

identity is essential for the health and safety of the student. While mistakes happen, it is important for staff, 

faculty, and peers to make every effort to correct mistakes, ensure they are not repeated, and address any 

intentional misuse of a student's name or pronouns. 

The process and cost by which a student changes their legal name and the gender on official documents 

marker varies by state. Some states have fees and processes which make it difficult, if not impossible, to 

change these documents. Thus, requiring such documentation creates an unnecessary and prohibitive barrier 

for transgender and nonbinary students. Schools and LEAs should make affirming changes to names and 

gender markers when requested, regardless of documentation. 

CONSIDERATIONS FOR PARENT/GUARDIAN NOTIFICATION 

Some transgender and nonbinary students may not yet be out to their parents or guardians. As previously 

stated, it is essential to have open communication and plans established with the student to go over potential 

circumstances. For instance, mail may be sent home with a student's prior and/or legal name, which may not 

be their affirmed name. If a student is not yet out to their parent(s)/guardian(s), using their prior name in 
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correspondence may be the desirable course of action, although they use a different name amongst peers and 

educators in school. Educators and staff should work closely with the student to determine what changes are 

necessary, and where, to ensure their safety and well being. 

CONSIDERATIONS FOR SCHOOL RECORDS 

In some circumstances, school administrators may be specifically required by law to record a student's name 

or gender as it appears on documents such as a birth certificate. In those instances, school staff and 

administrators should record this information in a separate, confidential file to avoid the inadvertent 

disclosure of the information. 

All records that are not specifically required by law to match government-issued documents should be 

updated when requested by the student. Where there is no state law governing specific types of records, 

schools should work alongside the student and parent/guardian to ensure documentation is correct and 

affirming. 

School administrators should also assess which records, forms, or documents are and are not required to list 

gender, and avoid listing gender in cases where it is not needed. For example, some state laws require gender 

be listed on student transcripts, while others do not. Commercial vendors of student information systems, 

career and college readiness tools, or other software systems may also require gender to be listed on a few 

key forms. Confidential and voluntary questions about gender and other demographics may be critical for 

student surveys, such as school climate surveys. Other forms and documents, such as student ID cards, 

permission or consent forms (such as for field trips, counseling, medication, or release of records), free or 

reduced lunch application forms, application or wait list forms for various school programs, medical or 

counseling consent forms, typically need not and should not list a student's gender. 

CONSIDERATIONS FOR PRONOUNS 

Pronouns should never be assumed for any student. Educators and staff should ask all students what 

pronouns they use, and have a place to document that information in class rosters, databases, etc. 

Educators and administrators should be aware of gendered language utilized in schools. Phrases like "ladies 

and gentlemen," "boys and girls," or circumstances where classes are divided by binary genders are all places 

that can cause unnecessary stress and anxiety for transgender and nonbinary students. Consider other ways to 

address or group students including (but not limited to): 

• Everyone, folks, friends, or colleagues to address groups of students. 

• Grouping students based on their birthdate, their favorite colors, or random numbering, rather than by 

binary genders. 
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E. School Facilities 

POLICY: 

With respect to all restrooms, locker rooms, or changing facilities, students shall have access to facilities that 

correspond to their gender identity. Schools may maintain separate restrooms, locker rooms or changing 

facilities for male and female students, provided that they allow all students equal access to facilities that are 

consistent with their gender identity. Transgender and nonbinary students should determine which facilities 

they feel safest and most comfortable using. 

Any student who is uncomfortable using a shared gender-segregated facility, regardless of the reason, shall, 

upon the student's request, be provided with a safe and non-stigmatizing alternative. This may include, for 

example, addition of a privacy partition or curtain, provision to use a nearby private restroom or office, or a 

separate changing schedule. However, such alternatives shall only be provided to a student upon that 

student's request. Requiring a transgender or nonbinary student to use a separate space against their wishes 

threatens to stigmatize the student and disclose their transgender status to others. Under no circumstances 

may students be required to use gender segregated facilities that are inconsistent with their gender identity. 

Schools shall designate any existing facilities that are designed to be used by only one person at a time as 

accessible to all students regardless of gender. However, under no circumstances shall a student be required 

to use a single-user facility because they are transgender or nonbinary. Schools are encouraged to assess ways 

to increase privacy for all students in existing facilities, and to incorporate universal-design approaches for all-

gender facilities with enhanced privacy in new construction or renovation. 

IMPLEMENTATION AND NOTES: 

CONSIDERATIONS FOR RESTROOMS, LOCKER ROOMS, OR CHANGING FACILITIES 

The model policy ensures equal access to all school facilities by making clear that all students have the right to 

be treated according to their gender identity. At the same time, the model policy also acknowledges that 

some students, for a variety of reasons, may feel uncomfortable using shared facilities. This may include 

transgender students, students with disabilities or physical differences, students who are reluctant to use 

facilities alongside a transgender student, or other students. The model policy provides for accommodating 

students upon request by providing a safe and non-stigmatizing alternative. 

The model policy also encourages schools to consider universal-design approaches to provide all-gender 

facilities with increased privacy in new construction or renovations. These approaches, which may include an 

open restroom plan with fully enclosed stalls, have been recognized for their potential to improve flow, 

maximize privacy and use of space, and improve accessibility for people with disabilities, transgender and 

nonbinary individuals, and others. 
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F. Physical Education, Sports, and Extracurricular Activities 

POLICY: 

Students shall be permitted to participate in all physical education, athletics, and other extracurricular 

activities according to their gender identity. Participation shall not be conditioned by requiring legal or medical 

documentation. 

Participation in interscholastic sports is governed by the [State Student Athletic Association]. If the Association 

has policies regarding transgender and nonbinary athletic participation, the school will implement and utilize 

those policies accordingly. 

[If there is no state athletic association policy, see GLSEN's recommendations for athletic policies.] 

For overnight school trips: Students shall be allowed use of an overnight facility that corresponds with their 

gender identity. Transgender and nonbinary students will be consulted in the planning process, to address any 

potential concerns and needs for privacy. If applicable, a student's parent/guardian should also be consulted, 

unless there are privacy concerns in doing so. 

Under no circumstances should a transgender or nonbinary student be denied the opportunity to participate 

in any overnight trips or or other opportunities based on overnight accommodations. No student should be 

required to be housed separately or in a manner that does not reflect their gender during any school 

sponsored trip or event. The school shall make all efforts to accommodate any student who desires greater 

privacy in overnight trips. 

IMPLEMENTATION AND NOTES: 

Generally, athletics participation at the interscholastic level is governed by state athletic associations. In states 

where there is no state-wide policy, schools and LEAs should reference GLSEN's athletic-specific guidance 

document. 

Overnight trips can be awkward and difficult for many youth, not just transgender and nonbinary youth. 

Schools and LEAs should be prepared to offer reasonable accommodations for all youth with privacy concerns. 

Educators and/or staff should have open conversations with youth about overnight accommodations well in 

advance of the trip, and provide all students with the opportunity to make reasonable requests. Preparation 

should include upfront communication about rooming, facilities, and expectations for the event. 
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G. Dress Code 

POLICY: 

Schools may enforce dress codes, but any dress code must be gender-neutral. Students must have the right to 

dress in accordance with their gender identity, within the constraints of the dress codes adopted by the 

school. School staff must not enforce a school's dress code more strictly against any group of students, 

including transgender and gender-nonconforming students. 

IMPLEMENTATION AND NOTES: 

LEAs are more often adopting dress codes that do not have separate rules based on gender. Under these 

policies, all students have access to the same clothing options regardless of gender, and students cannot be 

disciplined for wearing clothes associated with a particular gender if those clothes otherwise comply with the 

dress codes. For example, a school's dress code might say, "Skirts or shorts may not end more than two inches 

above the knee" rather than "Girls may not wear skirts that end more than two inches above the knee." This 

approach minimizes the risk of liability under the First Amendment and laws prohibiting discrimination based 

on actual or perceived race, color, national origin, sex, disability, sexual orientation, gender identity, class, or 

religion. 
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F. Training and Professional Development 

POLICY: 

As an institution built on the foundation of knowledge and education, [school/LEA] is dedicated to ensuring all 

educators, staff, and administrators are prepared with the information necessary to create a safe, welcoming, 

and inclusive learning environment. To foster this environment of learning and inclusively, all staff and 

educators will participate in annual professional development and training specific to the needs of 

transgender and nonbinary students and colleagues. The material covered in this training shall include, but not 

be limited to: 

• Terms, definitions, concepts, and understandings relevant to gender identity and gender expression in 

youth; 

• Using appropriate names, pronouns, and other terms for students; 

• Strategies for communication with students and parents/guardians about issues related to gender 

identity and gender expression; 

• Classroom management practices, curriculum, and resources that educators can integrate into their 

classrooms to help build a more gender-inclusive environment for all students; 

• Current policies related to gender identity, gender expression, privacy, and bullying prevention in the 

school/district; 

• Provide a space to listen, provide feedback, and help address any questions or concerns staff and 

educators may have related to transgender and nonbinary student inclusion. 

This professional development and training will be held annually, to ensure that newly hired staff and 

educators are equally informed and any changes are clearly communicated in a timely manner. If applicable, 

this training may coincide with other previously scheduled training, onboarding, or professional development 

days, so long as the relevant information is conveyed. 

IMPLEMENTATION AND NOTES: 

In order to ensure this policy is implemented and utilized correctly, it is critical for schools and LEAs to provide 

annual mandatory training and professional development on the material. Schools and agencies may consider 

bringing in an outside facilitator to convey the information. Ideally, schools and/or agencies should hire a 

facilitator with lived experience, such as a transgender or nonbinary educator, young person, or health 

expert. 
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Training and professional development concerning transgender or nonbinary students should not wait until a 

student comes out in school. Schools and LEAs should be proactive in providing this information, rather than 

react when a student comes out. This proactive approach will help LEAs and schools avoid missteps, mistakes, 

and potentially emotionally, physically, or even legally damaging circumstances for everyone involved. 

I. Notify and Engage K-12 Learning Communities on Policies to Support 

Transgender and Nonbinary Students 

POLICY: 

Students, parents/guardians, and families will be notified at least annually of nondiscrimination policies, 

including each student's right to be treated in accordance with their gender identity. 

• Schools shall include this information in student handbooks, back-to-school messages, and other 

appropriate materials. 

• Schools shall publish their policies on their websites. 

IMPLEMENTATION AND NOTES: 

All students and their families should be aware of students' rights and LEA policies and commitment to create 

supportive learning communities for all students, including transgender and nonbinary students. Schools 

should not wait for questions or issues to arise, but should proactively inform students and families. 

Download free resources online at www.glsen.org I Engage with @GLSEN on 0 E] D 13 

www.glsen.org


 

MODEL LOCAL EDUCATION AGENCY POLICY ON TRANSGENDER AND NONBINARY STUDENTS 

Terms and Definitions 

Transgender and nonbinary students may use different terms to describe their lives and experiences of 

gender. Terminology and language differ and evolve based on region, language, race or ethnicity, age, culture, 

and many other factors. Some examples of terms used by some youth include: trans, trans girl, trans boy, 

nonbinary, genderqueer, gender fluid, demi girl, demi boy, Two Spirit (amongst Native American, American 

Indian/Alaska Native, First Nation, or Indigenous communities only), and many more. Some trans youth prefer 

simply to be referred to as boys or girls except when their trans status is specifically relevant. These terms 

often mean different things or refer to different experiences of gender. Staff and educators should reflect and 

use the terms that students use to describe themselves, and avoid terms that make these students 

uncomfortable. 

These definitions are provided not for the purpose of imposing labels, but rather to assist in understanding 

this policy and the obligations of school and agency personnel. Students may or may not use these terms to 

describe themselves or their experiences. 

GENDER IDENTITY: A person's deeply held knowledge of their own gender, which can include being a man, 

woman, another gender, or no gender. Gender identity is an innate part of a person's identity. One's gender 

identity may or may not align with society's expectations with the sex they were assigned at birth (male, 

female, or intersex). 

GENDER EXPRESSION: Expression of gender, whether through hair styles, makeup, or personal fashion, 

changes over the course of a person's lifetime. 

TRANSGENDER/TRANS: An adjective describing a person whose gender identity differs from the sex they were 

assigned at birth. A trans woman is a woman whose sex was assigned male when she was born. A trans man is 

a man whose sex was assigned female when he was born. Some transgender people are not male or female, 

and may use terms like nonbinary to describe their gender (see below). 

GENDER NONCONFORMING: A term sometimes used to describe people whose gender expression differs from 

social expectations, such as "feminine boys," "masculine girls," and people who are perceived as androgynous 

in some way. Being gender nonconforming is distinct from being transgender, though some trans people may 

consider themselves to be gender nonconforming. For example, a cisgender woman who has short hair and 

likes sports might consider herself gender nonconforming, but may not identify as transgender. 

NONBINARY: A term used to refer to people whose gender identity is not exclusively male or female, including 

those who identify with a different gender, a combination or genders, or no gender. Nonbinary may be 

considered a subset of transgender or a distinct identity. Other similar or more specific terms may include 

genderqueer, gender fluid, agender, or Two-Spirit (for Native American students). 

CISGENDER: An adjective describing a person whose gender identity corresponds with the gender society 

typically associates with the sex they were assigned at birth. The majority of people are cisgender, while a 

minority are transgender. For example, a cisgender woman was assigned female at birth and identifies as 

female her gender as a woman. 
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MODEL LOCAL EDUCATION AGENCY POLICY ON TRANSGENDER AND NONBINARY STUDENTS 

SEXUAL ORIENTATION: A person's romantic and/or sexual attraction to other people. This includes being 

straight, gay, bisexual, queer, asexual, or many other terms used to describe sexual orientation. This is 

different and distinct from gender identity. Transgender and nonbinary people may be straight, gay, lesbian, 

asexual, or any other sexual orientation. 

TRANSITION: The process in which a person begins to live according to their gender identity. Transition is a 

process that is different for everyone, and it may or may not involve specific medical treatments or changes to 

official documents. There is no one step or set of steps that an individual must undergo in order to have their 

gender identity affirmed and respected. 

QTBIPOC: This is an acronym for Queer/Trans, Black, Indigenous, and People of Color. 

For additional information and resources on this model policy contact GLSEN's Public Policy Office at 

policy@glsen.org and the National Center for Transgender Equality at ncte@transequality.org. 11 
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ISSUE BRIEFGLSEN® 

Gender Affirming and Inclusive 
Athletics Participation 
For all students, having the opportunity to participate in sports results in positive outcomes, including physical 

development,' social skills,' and psychological well-being. The psychological benefits of sports specifically include 

improved emotional regulation,3  decreased hopelessness and suicidality,4  fewer depressive symptoms,5  and higher 

self-esteem.6  Research has also found that sports participation is related to greater feelings of school belonging and 

pro-school behaviors.' Among LGBTQ youth specifically, research has found psychological well-being and school 

belonging benefits of sports participation.' GLSEN's research has shown that on a 4.0 scale, LGBTQ+ student athletes 
have a GPA that is 0.2 points higher than students who did not participate in athletics.' LGTBQ+ team leaders have 

a GPA that is 0.4 points higher than their peers who did not participate in athletics. Further, 56% of LGBTQ+ team 

members and 66% of LGBTQ+ team leaders competing in high school sports report feeling a positive sense of 

belonging at school.'° 

Every student should have equal opportunity in education where they can thrive and reach their full potential. Transgender 

(trans) and nonbinary students should have the same access to athletic participation as their classmates. Unfortunately, 

many trans and nonbinary students face barriers to participating in sports. In a 2019 survey, only 12.5% of trans and 

nonbinary students reported that their school had policies or guidelines to support trans and nonbinary students.11 

Among trans and nonbinary students who reported their school had policies or guidelines to support trans and nonbinary 

students, only 41.7% reported that their school policy addressed inclusive participation in athletics.12  In some instances, 

students had to use a locker room that was inconsistent with their gender identity that did not reflect their gender.13 

Additionally, 44.5% of transgender students and 36.3% of nonbinary students reported being prevented from using 

their chosen name and pronouns.14  These discriminatory practices prevent trans and nonbinary students from 

participating in K-12 learning communities as fully as their cisgender peers.15 

State Athletic Association Guidance and Trans Athletic Ban Legislation 

State athletic association guidance is often the mechanism by which states establish standards for trans and nonbinary 

student participation in athletics. These standards vary significantly from state to state, with some state policies 

encouraging full participation and others creating discriminatory barriers. In addition, state legislators across the 

country have decided to champion and pass discriminatory legislation barring gender-affirming participation of 

transgender student athletes, and only allow students to compete on teams based on their sex assigned at birth as 
indicated on a student's original birth certificate or by an invasive medical examination from a healthcare provider. 

This began with HB 500 in Idaho in 2020, and since then a rash of similar bills have been introduced in more than 

30 states, with legislation being enacted in Arkansas, Mississippi, Alabama, Tennessee, and West Virginia thus far 

during the 2021 legislative cycle. Furthermore, the governor of South Dakota has issued a state ban via executive 

order. The Idaho law is currently being challenged in federal court in  Hecox v. Little. 

In other states with discriminatory state athletic association guidance, such as Utah and South Dakota, athletic 

associations require undue and invasive "proof" that consists of confidential medical information that must be provided 

before a school allows a student to participate. Some of these standards list requirements such as documentation of 

surgery, hormone reports, or other sensitive medical information. 
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ISSUE BRIEFOLSEN® 
Conversely, in states with affirmative and inclusive guidance, students are given the opportunity to participate in ways 

that affirm their gender identity, even when that may not be consistent with a gender marker on their birth certificate 

or listed in school records. If their participation is questioned, some state guidance outlines procedures on how to 

address concerns, while maintaining the safety and privacy of the student in question. Lastly, some states, such as 

Alaska and Kansas, lack statewide guidance, which leaves decisions about inclusion of trans and nonbinary students 

to individual schools. 

Friendly state guidance 

Guidance bans 
transgender and 
nonbinary students 
based on birth 
certificate or sex 
assigned at birth 

• Guidance requires 
surgery for participation 

• Guidance places 
discriminatory 
restrictions on 
participation 

• No state guidance 

C Enacted athlete ban 
legislation/executive 
orders 

As of May 3, 2021 

TRANSATHLETE.COM 
POWIRLD I-1V Ir kit C1141,1,0,314 

GLSEN has partnered with TransAthlete to create a visual representation of the type of athletic association guidance 

on inclusion of transgender and nonbinary student athletes that each state has in place. This policy map shows that 

there are there are 16 states (including D.C) that have friendly policies that help facilitate full inclusion of trans and 

nonbinary students in high school athletics. There are 6 states with guidance that excludes trans and nonbinary 

students by requiring students to participate in athletics based on their birth certificate or their sex assigned at birth. 

Another 3 states bar trans and nonbinary students from participation unless they have undergone surgery. Discriminatory 

restriction policies that create additional barriers to inclusion of trans and nonbinary students are in place in 16 states. 

Finally, there are 10 states that have not issued any statewide guidance. 
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ISSUE BRIEFGLSEN® 
State Highlight: Oregon 

The Oregon School Activities Association (OSAA) issued guidance on the inclusion of trans and nonbinary student 
inclusion in K-12 athletics that affirms and supports their participation. These guidelines were developed in alignment 
with Oregon state nondiscrimination laws in public education (ORS 174.100). The OSAA Handbook16  policy states that 
students may participate in athletics that align with their gender identity, regardless of the gender marker listed on 
their birth certificate. The policy further clarifies and provides guidelines for participation of nonbinary students. 
Oregon's policy prioritizes privacy and communication with trans and nonbinary students and ensures there is clear 
guidance for local education agencies and schools. 

Recommendations for Inclusive Athletics Guidance 

To ensure fairness and equality in athletic participation for all students, state athletic associations should develop 
guidance for local education agencies and schools that affirms and supports the right of trans and nonbinary students 
to participate in interscholastic and intramural sports. State athletic association guidance should include the following 
components that were adopted from existing guidance and resources: 

A student has the right to participate in athletics in a manner consistent with their gender identity, even if that 
identity differs from the sex listed on a student's registration records or birth certificate. 

Where a student athlete has a transgender or nonbinary identity, [the association or school] will work in partnership 
with them to ensure participation and facility usage that is affirming and safe. 

Transgender and nonbinary student athletes can use the locker room, shower, and restroom facilities in accordance 
with their gender identity, or where they feel safest. Locker rooms and shower facilities will include private enclosed 
changing areas for use by any student who desires such privacy. 

Transgender and nonbinary student athletes may use a common name or gender pronouns that are inconsistent 
with school records or identity documents. Coaches, administrators, and officials will make every reasonable effort 
to honor a student's common use name and gender pronouns, and ensure that those are honored by teammates, 
opponents, fans, volunteers, announcers, etc. 

If there is a petition challenging a student's participation in a gender-segregated activity consistent with their 
gender identity, [the school or athletic association] will assemble an eligibility committee, which will include school 
administrators, staff members, experts in health, including transgender health and wellness, and/or gender-affirming 
advocates familiar with the issues affecting LGBTQ+ youth. 

In the case of an appeal, an athletic association or eligibility committee can review, but not require documentation 
of a student's consistent gender identity, including written statements from the student, parent/guardian, and/or 
health care provider. 

A student's gender identity, gender affirming health related documentation, and other highly personal information, 
if consensually disclosed, will be kept confidential to [the school administrators or associations] in question. 
Where students or teams are competing against other schools, staff, athletic directors, and/or coaches should 
communicate with their counterparts, without violating the student's confidentiality. Athletic staff and/or coaches 
should clearly communicate with the student athlete in question, and seek their feedback about what information 
can be presented in communication with other schools/teams. These discussions can include expectations for 
treatment including the use of locker/shower facilities, names, pronouns, etc. 
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ISSUE BRIEFGLSEN® 
Additiona! Resources 

TransAthlete:  www.transathlete.com 

o Athlete Ally:  www.athleteally.org 

Fair Play: The Importance of Sports Participation for Transgender Youth (Center for American Progress): 

https://www.americanprogress.org/issues/Ightd-rights/reports/2021/02/08/495502/fair-play/ 

Play to Win: Improving the Lives of LGBTQ Youth in Sports (Human Rights Campaign): 

https://assets2.hrc.org/files/assets/resources/PlayToWin-FINAL.pdf 
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OVER 150,000 
TRANSGENDER YOUTH 
THERE ARE APPROXIMATELY 130,000 SCHOOLS IN THE U.S. 

SCHOOLS MUST BE READY TO SUPPORT ALL STUDENTS, 

INCLUDING TRANSGENDER STUDENTS. t 
1 MANY TRANSGENDER STUDENTS EXPERIENCE DISCRIMINATION AND FEEL UNSAFE IN SCHOOLS 

75%  OF TRANSGENDER STUDENTS FELT 70%  OF TRANSGENDER STUDENTS SAID 60%  OF TRANSGENDER STUDENTS HAD BEEN REQUIRED TO 
UNSAFE AT SCHOOL BECAUSE OF THEIR THEY'D AVOIDED BATHROOMS BECAUSE THEY USE A BATHROOM OR LOCKER ROOM THAT DID NOT MATCH 

GENDER EXPRESSION FELT UNSAFE OR UNCOMFORTABLE THE GENDER THEY LIVE EVERY DAY 

SOME STATE AND FEDERAL LAWS PROTECT TRANSGENDER STUDENTS 

ONLY 13 STATES AND DC HAVE EDUCATION 

NON-DISCRIMINATION LAWS EXPLICITLY PROTECTING 

TRANSGENDER STUDENTS 

EXISTING FEDERAL LAW PROTECTS ALL STUDENTS 

FROM BULLYING AND DISCRIMINATION 
But implementation of these federal protections varies across the country and 

federal courts are currently hearing arguments about these protections. 

Estimates of transgender youth batmen the ages of 13-17 are frorn the VViliams Mistitute, "Age of kidiyiduals VVno Identify as Transgender in tie United States,"  January 2017. Estimate of the ntrrber of U.S. schoos s fiGUI 010 NalriI CCIItUf for Education Statistics at the Department of 
Education, "fast Earls  " Data about the experiencesof trartsgender students at schcol are from GLSEN. "The 7015 National School Climate Sirvey,"  December 2016 Information about state lawsand policies can he found at the Mcmment Adancement Project 1MT FatialitvWk. 



INTRODUCTION 

Every student deserves a fair chance to succeed in 

school and to be protected from discrimination and 

bullying. Yet this is not the experience of far too many of 

the estimated 150,000 transgender students aged 13-

17 in the United States.' As adults argue about whether 

to allow transgender students to use restrooms that 

match the gender they live every day,a it is transgender 

students who pay a heavy personal price. 

On the surface, the argument is about bathrooms, 

but at a deeper level, it is about the recognition of 

transgender students as worthy of being included in our 

public education system. America has long recognized 

that "separate but equal" is separate, not equal. And 

yet, when it comes to transgender students, "separate 

but equal" is often exactly the proposed solution. 

Singling out transgender students and telling 

them they must use separate restrooms is humiliating 

and discriminatory, adding to the bullying and 

mistreatment so many transgender youth already face. 

The separate, single-stall restrooms some transgender 

students are required to use are often too far away 

to access during breaks, making them accessible in 

theory but inaccessible in practice. On the other hand, 

forcing transgender students into restrooms that 
don't match the gender they live every day puts their 

safety at even greater risk.2  All students deserve a safe 

school environment and school policies should protect 

students from bullying. But, for example, forcing a 

transgender girl—who lives every day as a girl—to 

use the boy's restroom puts her at significant risk for 

harassment and assault. 

For many transgender students, being banned 

from using the restroom that matches how they live 

everyday means they are unable to use the restroom 

at school. The result? Many transgender students face 

health problems related to lack of fluid intake and 

"holding it," while others simply stop going to school 

altogether because of the challenges of spending a full 

day in school activities without restroom access.' 

Although schools throughout the country have 

successfully implemented policies that meet the needs 

of all students, the restroom debate has been taken up 

by policymakers, parents, school districts, courts, and 

state legislatures across the country. Most recently, the 

U.S. Departments of Justice and Education rescinded 

legal guidance that clarified that Title IX of the Civil 

Rights Act protects transgender students' access to 

facilities that match their gender identity!' As a result, 

the U.S. Supreme Court refused to hear the case of 

Gloucester County School Board v. G.G, commonly 

referred to as the Gavin Grimm Case.' Instead, the 

Supreme Court remanded the case back to the Fourth 

Circuit Court of Appeals to re-hear the case given the 

change in position from the Departments of Justice 

and Education. While the withdrawal of this guidance 

does not change the protections transgender students 

continue to have under Title IX, it sends the message 

that the government is not willing to fully enforce 

those protections. 

To make sense of the legal arguments and the 

broader national context for transgender students 

and facilities access at school, this report outlines 

how excluding transgender students from the 

school facilities that match their gender is not only 

unnecessary, but profoundly harmful. The report 

also examines the existing federal, state, and local 

landscape for transgender students and their ability to 

access facilities at school across the country. 

TRANSGENDER STUDENTS FACE 
HOSTILITY, DISCRIMINATION, AND 
BULLYING 

There are an estimated 150,000 transgender youth 

between the ages of 13 and 17.6  These transgender 

students, as well as those who are younger, are part 

of school communities throughout the country, and 

like other students, they're there to learn, graduate 

and prepare for their future. When schools fail to 

protect transgender students from discrimination and 

bullying—or when they deny transgender students 

access to restrooms that match the gender they 

live every day—it becomes extremely difficult for 

transgender students to succeed in school and prepare 

for their future. In many ways, barring transgender 

students from using the restroom is the functional 

' Transgender. The term transgender describes individuals whose sex assigned at birth is 
different from the gender they know they are on the inside. At some point in their lives, 
many transgender people decide they must live their lives as the gender they have always 
known themselves to be, and transition to living as that gender. Gender identity and 
gender expression. Gender identity is a person's deeply felt inner sense of being male, 
female, or a gender other than male or female. Gender expression refers to a person's 
characteristics and behaviors such as appearance, dress, mannerisms, and speech patterns 
that can be described as masculine, feminine, or something else. Note that gender identity 
and expression are different than sexual orientation, and transgender people may identify 
as heterosexual, gay, lesbian, bisexual, or otherwise. 



     

      

equivalent of barring them from school. The following 

pages outline the profound harms of hostile school 

environments for transgender students. 

• Transgender students experience pervasive 
hostility, discrimination and bullying at school. 
The 2015 National School Climate Survey by GLSEN 

found that three-quarters (75%) of transgender 

students felt unsafe at school because of their 

gender expression and they were more likely to 

experience verbal harassment, physical harassment, 

and physical assault than their peers/ Eighty-six 

percent of lesbian, gay, bisexual, transgender, and 

queer (LGBTQ) students in the same survey reported 

hearing anti-transgender comments at school, with 

over forty percent hearing them often or frequently!' 

75%  OF TRANSGENDER STUDENTS FELT 
UNSAFE AT SCHOOL BECAUSE OF THEIR 

GENDER EXPRESSION 

1St
Source: Kosciw, et al. "The 2015 National School Climate Survey: The experiences of lesbian, gay, 
bisexual, transgender, and queer youth in our nation's schools:'2016. GLSEN. 

• The majority of transgender students face 
discriminatory school policies limiting their 
access to facilities. According to the 2015 National 

School Climate Survey conducted by GLSEN, 60% of 

transgender students were forced to use a bathroom 

or locker room that did not match the gender they 

live every day.9  When transgender students are 

forced to use bathrooms that do not match their 

gender, or when they are barred from communal 

facilities altogether and told to use a separate 

facility, they are singled out for discrimination and 

harassment. Seven out of ten (70%) transgender 

students surveyed in the 2015 National School 

Climate Survey said they'd avoided bathrooms 

because they felt unsafe or uncomfortable. 

60%  OF TRANSGENDER STUDENTS WERE 
FORCED TO USE A BATHROOM OR LOCKER 
ROOM THAT DID NOT MATCH THE GENDER 

THEY LIVE EVERY DAY 
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Source: Kosciw, et al."The 2015 National School Climate Survey: The experiences of lesbian, gay, 
bisexual, transgender, and queer youth in our nation's schools:'2016. GLSEN. 

• Transgender students are targeted by school 
officials. Half (50%) of transgender students in the 

2015 National School Climate Survey were unable to 

use the name or pronoun in accordance with their 

gender, and 28% had been prevented from wearing 

clothing that reflected their gender identity.1° 

50%  OF TRANSGENDER STUDENTS WERE 
UNABLE TO USE THE NAME OR PRONOUN THAT 

MATCHED THEIR GENDER 

Source: Kosciw, et al."The 2015 National School Climate Survey: The experiences of lesbian, gay, 
bisexual, transgender, and queer youth in our nation's schoo1s."2016. GLSEN. 



 

• Many transgender students report serious physical 
and emotional health consequences. Seven out 

of ten (70%) transgender students report avoiding 

bathrooms," which can lead to significant health 

problems and interfere with their ability to learn and 

focus in class. In the largest survey of transgender 

adults, 32% of adults reported that they avoided 
eating or drinking in the last year so they wouldn't 

need to use the restroom, and 8% reported having 

a urinary tract infection or kidney-related medical 

issue in the last year resulting from avoiding the 

restroom." Research shows that transgender 

students who are subjected to discrimination 

in schools also experience increased levels of 

depression." Conversely, transgender students who 

are supported in their transition (e.g. are addressed 

with correct names and pronouns and able to use 

the appropriate communal restroom) report mental 

health outcomes that are similar to those of their 

non-transgender peers." 

70%  OF TRANSGENDER STUDENTS SAID THEY'D 
AVOIDED BATHROOMS BECAUSE THEY FELT 

UNSAFE OR UNCOMFORTABLE 

Source: Kosciw, et al."The 2015 National School Climate Survey: The experiences of lesbian, gay, 
bisexual, transgender, and queer youth in our nation's schools."2016. GLSEN. 

• Exclusion and discrimination makes it more 

difficult for transgender students to succeed at 
school. Experiencing high levels of victimization and 

discrimination at school puts transgender students 

at greater risk for lower educational outcomes." In 

fact, transgender youth are more likely than others 

to experience school discipline, such as detention 

or suspension, and more likely to be tunneled into 

the criminal or juvenile justice systems as a result." 

In addition, transgender students are more likely to 

miss school and less likely to plan to graduate high 

school." And, according to the U.S. Transgender 

Survey, a survey of nearly 28,000 transgender adults, 

transgender people who faced mistreatment, 

violence, or discrimination because of their 

transgender status while in school were more likely 

to be currently experiencing serious psychological 

distress or to have experienced homelessness.18 

LGBT STUDENTS WHO EXPERIENCE HIGHER 
LEVELS OF VICTIMIZATION BECAUSE OF THEIR 
GENDER EXPRESSION ARE 3X MORE LIKELY 

TO HAVE MISSED SCHOOL IN THE PAST MONTH 
THAN OTHER STUDENTS 

it
Source: Kosciw, et al. The 2015 National School Climate Survey: The experiences of lesbian, gay, 
bisexual, transgender, and queer youth in our nation's schoo1s:'2016. GLSEN. 

All students deserve a safe school environment, and 

protecting transgender students helps ensure that they 

have the same opportunity as their classmates to fully 

participate in school. 

SCHOOLS ACROSS THE COUNTRY 
HAVE SUCCESSFULLY SUPPORTED 
TRANSGENDER STUDENTS WHILE 
PROTECTING THE SAFETY AND 
PRIVACY OF ALL STUDENTS 

School administrators have long worked to 

accommodate the needs of their students without 

banning transgender students from common spaces. 

Hundreds of school districts across the country have 

successfully worked to ensure that transgender students 

have access to facilities that match their gender identity 

while still protecting the privacy and safety of all students.' 

Additionally, 13 states and the District of Columbia have 

https://homelessness.18


 

Figure 1: Safe Schools Non-Discrimination Laws 

Law prohibits discrimination in schools on the basis of gender identity 
(13 states + D.C.) 

CI State agency issued explicit guidelines for transgender inclusion in 
school facilities (4 states) 

o No law protecting transgender students (37 states) 

Source: Movement Advancement Project, Equality Maps, current as of April 1, 2017. For updates 
see http://Ightmap.org/equality-maps/safe school laws. 

explicit laws prohibiting discrimination in education 

based on gender identity and sexual orientation. 

These state laws protect transgender students from 

discrimination by staff, faculty, and students, including 

being unfairly denied access to facilities. More than 18 

million students attend public K-12 schools within the 

13 states and District of Columbia that have LGBT non-

discrimination statutes.2° Additionally, there are four 

states wherein relevant state agencies have issued 

guidances for educators and school officials regarding 

the treatment of transgender students. The guidelines 

explicitly state that transgender students are to be able 

to access the restroom and locker room that correspond 

to the student's gender identity. 

Despite the successful experiences of schools 

nationwide, opponents of transgender-inclusive school 

policies continue to argue that allowing transgender 

students to access bathrooms compromises the 

safety and privacy of other students. Of course, safety 

and privacy in restrooms and locker rooms are an 

important concern, which is why having inclusive 

school policies doesn't affect schools' legal obligation 

to ensure safe facilities and to act if a student engages 

in inappropriate behavior or tries to invade someone's 

privacy. In short, a school's responsibility and ability to 

keep all students safe is not compromised by allowing 

a transgender student to use the facilities consistent 

with their gender identity. Similarly, a student cannot 

simply abuse policies protecting transgender students 

and "pretend to be transgender for a day" to enter the 

bathroom or locker room of the opposite sex. And if 

someone abuses any school policy to harm another 

student or invade their privacy, schools can and will 

stop such behavior as part of their legal obligation to 

provide a safe learning environment for all students. 

However, such interventions simply haven't been 

necessary because, as schools with inclusive policies 

know from first-hand experience, these inclusive 

policies simply do not cause an increase in student 

misconduct. Contrary to fears raised by some, inclusive 

policies are working. Recognizing that all students, 

including transgender students, care about safety 

and privacy in restrooms and locker rooms, there is 
generally much more privacy afforded students today 

than even 10 years ago and certainly more than decades 

ago. This makes it easier to ensure that all students' 

needs are met without banning transgender students 

from bathrooms and locker rooms. And schools across 

the country have successfully worked to ensure that 

transgender students have access to facilities that 

match their gender identity while still protecting the 

safety and privacy of all students. 

Schools have worked to provide additional privacy for 

studentswho want it, while also ensuring that transgender 

students are not singled out and forced to use segregated 

facilities. For example, Atherton High School, in Jefferson 

County, Kentucky, issued a policy that offers examples 

of accommodations to address any student's request for 

increased privacy:"use of a private area within the public 

area of the locker room facility (e.g. nearby restroom stall 

with a door or an area separated by a curtain); use of a 

nearby private area (e.g. nearby restroom); or a separate 

changing schedule." Also, guidelines in Washington State 

maintain that any student who wants increased privacy 

"[has] the option to make use of a separate restroom and 

have their concerns addressed without stigmatizing any 

individual student."21  These policies make clear that no 

student is forced to use a separate space and that special 

accommodations can be made available for any student, 

regardless of the reason for the request. 

But these aren't the only schools who have 

successfully implemented inclusive policies. School 

administrators representing schools and districts from 

31 states and the District of Columbia submitted an 

amicus brief in the Gavin Grimm case stating that their 

collective real-world experience shows fears around 

http://Ightmap.org/equality-maps/safe


 

 

inclusive policies are baseless. The administrators 

informing the brief are collectively responsible for 

educating approximately 2.1 million students annually 

and submitted the following argument: 

"[The administrators'] collective experiences refute 

the hypothetical concerns raised here by Petitioner 

Gloucester County School Board: that allowing 

all students to access sex-specific facilities and 

amenities that match their gender identity will 

lead to general disruption; will violate the privacy 

or "comfort" of other students; or will lead to 

the abolition of gender-segregated facilities and 

activities for all students. [They] have addressed and 

in some cases personally grappled with many of the 

same fears and concerns in their own schools and 

districts. However, in [their] professional experience, 

none of those fears and concerns has materialized 

in the form of actual problems in their schools. 

Instead, inclusive policies not only fully support the 

reality of transgender students' circumstances, but 

also foster a safer and more welcoming learning 

environment for all students."" 

Ultimately, transgender-inclusive policies ensure 

that all students, including transgender students, 

are able to learn and thrive as equal members of the 

school community. For transgender students, having 

a supportive policy was related to a lower likelihood 

of gender-related discrimination — specifically, being 

prevented from using bathrooms/locker rooms of 

their gender identity, wearing clothes not deemed 

appropriate for their legal sex, and using their preferred 

name and pronoun.23 

LACK OF EXPLICIT FEDERAL 
PROTECTIONS LEAVES 
TRANSGENDER STUDENTS AT RISK 

Federal law currently ensures access to education 

regardless of numerous characteristics, including 

race and sex. It does not, however, explicitly prohibit 

discrimination in education based on gender identity. 

A majority of courts to have considered the issue 

have recognized that discrimination based on gender 

identity against transgender people is discrimination 

based on sex. However, not all courts agree and law in 

this area is not yet settled. 

In 2014, under the Obama Administration, the 

Departments of Justice and Education issued official 

guidance clarifying that transgender students are 

protected from discrimination in education based on 

Title IX's prohibition on sex discrimination.24  Relying 

on this interpretation, the Department of Education 

sent a letter to school districts in 2016 indicating that 

as a result of Title IX's prohibition on discrimination in 

education based on sex, transgender students must 
be treated with respect and, among other things, 

be able to access sex-segregated facilities such as 

restrooms and locker rooms in accordance with their 

gender identity.' 

However, in early 2017 under the Trump 

Administration, the Departments of Justice and 

Education rescinded that guidance. The practical 

effect of rescinding the guidance is that the federal 
government is no longer instructing schools that they 

have an obligation to treat transgender students with 

the same dignity as any other students, including 

when it comes to restroom access, and that the 

government has signaled that it may not fully enforce 

Title IX's protections. 

Rescinding the guidance did not undo existing legal 

protections for transgender students that were affirmed 
by numerous federal courts. It did however lead the 

U.S. Supreme Court to withdraw its decision to hear 

arguments in the case of Gavin Grimm. In this case, the 

Supreme Court was set to consider, in part, arguments 

as to whether Title IX's prohibition on sex discrimination 

does, in fact, include discrimination based on gender 

identity. However, the lower court relied heavily on the 

prior guidance from the federal government in finding 

that transgender students are protected under Title 

IX. With the original guidance being withdrawn, the 

Supreme Court sent the decision back to the Fourth 

Circuit of Appeals to reconsider the case.26 

Of course, the ongoing federal court cases do 

not directly impact transgender students who have 

protections under their state's law, and for the 

most part, also do not impact students who live 

in a supportive local school district. Yet for many 

transgender students, the lack of clarity regarding 

federal law and the current legal challenges call into 

question whether they can safely attend school. It 

also sends a signal that transgender students cannot 

count on the support of the federal government, 

despite the positive real-world experiences of 

schools with inclusive policies covering millions of 

students across the nation. 

https://discrimination.24
https://pronoun.23


 

Deep Dive:Title IX, Public Schools, and the 
Courts 

While the Gavin Grimm case (Gloucester County 

School District v. GG) has received a lot of attention, 

and the U.S. Supreme Court recently remanded the 

case back to the lower courts, it is not the only case 
seeking to affirm transgender students' safety and 

dignity in schools through the protections in Title 

IX of the Education Amendments of 1972. Title IX 

protects students against bullying and discrimination 

in schools that receive federal funding, including all 

public elementary, middle, and high schools. The law 

specifically prohibits discrimination based on sex, 

including discrimination like excluding a student from 

sports or access to facilities. Title IX makes sure that 

male and female students have the same access to 

sports teams and that they can attend school without 

fear of sexual harassment, among other protections. 

Most courts to have considered this issue under 

Title IX have found in favor of transgender students. 

In a case in Wisconsin, Whitaker v. Kenosha Unified 

School District, a transgender boy was denied 

access to the boy's restroom at his high school and 

threatened with disciplinary action for using the boy's 

restroom.22  A federal court ruled that, while the case 

is heard, the school must permit the student to use 

the boy's restroom. The 7th Circuit declined to hear 

the case until the lower court has ruled on the merits. 

In Evancho v. Pine-Richland School District, an early 

2017 federal ruling stated that a Pennsylvania school 

must ensure that transgender students have access to 

restrooms that correspond to their gender identity.28 

Rather than relying on Title IX, the judge found that 

denying the students access to the appropriate 

restroom violated the Equal Protection Clause of the 

14th Amendment to the U.S. Constitution. 

When the Department of Education rescinded 

guidance in early 2017 about how best to protect 

transgender students from discrimination in schools, 

the protections for students did not disappear. The 

Department of Education still interprets "sex" to 

include gender identity under Title IX, and students 

may still look to the Department for protection. As 

these cases move forward, hopefully federal courts 

will continue to agree with the Department. 

Without Clear Federal Guidance, States Seek 
to Fill the Void with Discriminatory Laws 

In this rapidly changing federal context, some states 

and many school districts have proactively sought to 

ensure educational access for transgender students. As 

noted above, 13 states and the District of Columbia have 

laws that ensure transgender students can attend school 

without discrimination. 

Unfortunately, other states have sought to limit 

school districts' ability to address students' needs by 

attempting to pass legislation barring transgender 

students from restrooms consistent with the gender they 

live every day. To date, just in 2017, seventeen states, 

including Missouri, Texas, and New York, have introduced 

bills targeting transgender students' restroom access. 

Although the text of the bills varies from state to 

state, they each include many of the same essential 

specifications. These include definitions of "sex" or 
"biological sex" ranging from "the physical condition of 

being male or female, which is stated on a person's birth 

certificate" (in New York)" to "the physical condition of 

being male or female, which is determined by a person's 

chromosomes and is identified at birth by a person's 

anatomy" (in Minnesota)."These definitions of sex are all 

designed to have the same result: relegate transgender 

students to facilities that do not align with the gender 

they live every day. 

Figure 2: Bills Introduced in 2017 to Limit Transgender 
Students'Access to School Facilities 

e State proposed legislation to ban transgender students from using the 
school facilities that match the gender they live every day (17 states) 

0 No proposed legislation to limit access to school facilities (33 states + D.C.) 

Source: Equality Federation, Legislative Action Center - Anti-Transgender Bills, current as of April 
1,2017. For updates see htto://www.equalityfederation.org/lac/antitrans.  

https://htto://www.equalityfederation.org/lac/antitrans
https://identity.28
https://restroom.22


Additionally, many of these bills are particularly 

harmful as they effectively override transgender-

inclusive policies at the school district level. They also 

tie the hands of local school administrators to find 

solutions that meet the needs of their students. Instead, 

school administrators would no longer be allowed to 

support transgender students in their schools, and 

these students would have little legal recourse or 

administrative support should they experience restroom 

discrimination. Worse still is that this could amount to 

a complete policy reversal at the school—this would 

essentially pull the carpet out from under transgender 

students who "came out" in a presumably supportive 

environment who then suddenly find themselves in a 

hostile environment, unable to go back in the closet. 

Further, some bills, like that proposed in Kentucky, 

include clauses that leave administrators and teachers 

open to legal charges brought by parents if they are 

supportive of a transgender student who accesses a 

restroom that aligns with the gender they live every day. 

CONCLUSION 

Schools across the country have a legal obligation to 

enforce policies that protect students from harassment 

and discrimination—and that obligation includes 

protecting transgender students from discrimination, 

harassment, and violence. Unfortunately, too many 

transgender students experience school to be a place 

where they are unsafe and unsupported—a place where 

they can't even safely use the restroom. A school's 

responsibility and ability to keep all students safe is not 

compromised by allowing a transgender student to use 

the facilities consistent with their gender identity. When 

schools deny transgender students access to these 

facilities, they are inflicting profound harm on these 

students, and making it impossible or unsafe for some 

transgender students to attend school at all. 

Many school districts and states know that 

ensuring safety for transgender students does not 

compromise, but rather expands, their commitment 

to all their students. In the absence of explicit federal 

protections and in the face of an onslaught of anti-

transgender state legislation, school administrators 

and teachers have the obligation to create a safe 
and inclusive school environment for all students, 

including transgender students. 



Transgender Students are Affected by Numerous School Policies 

This report focuses on transgender students and school facilities, but there are a number of laws and policies that impact 

transgender students at school.These policies generally fall into three areas: Curriculum, Health & Safety, and Equal Access. 

Curriculum 

All students, including transgender students, deserve access to academic content that is accurate, 

fair, and does not stigmatize them. Some states and school district have proactively integrated 

LGBT-specific content into their subject requirements through LGBT-inclusive curriculum policies 

to protect transgender students from stigmatization in the classroom. In California, for example, 

the Fair, Accurate, Inclusive and Respectful (FAIR) Education Act requires better representation of 

the LGBT community in academic content. 

However, seven states have policies that restrict the discussion of LGBT people and issues (including 

sexual health and HIV/AIDS awareness) in a positive light.These policies, known as"Don't Say Gay" 

laws, are generally written to regulate sexual health education, but are often misapplied by schools 

to exclude LGBT topics from other parts of the curriculum, school events and programs, and even 
extracurricular activities including GSAs (Gay-Straight Alliances or Gender and Sexual Alliances). 

Health & Safety 

Students spend upwards of seven hours of each day in school and school administrators and 

teachers have a responsibility to provide all students, including transgender students, with a safe 

and affirming place to learn during those hours. Some general policies are meant to provide an 

environment that affirms transgender students' identities, including when it comes to how they can 
dress, how they're addressed, and what school records they can change. These policies ensure that 

transgender students can live and go to school in a way that is consistent with their gender identity. 

Two state and local policies designed to protect transgender students from harm are anti-bullying laws 

and conversion therapy bans. Anti-bullying laws protecting transgender students prohibit bullying and 

harassment based on gender identity and often require anti-bullying training for students, staff, and 

faculty. Nineteen states and D.C., as well as hundreds of school districts across the country, have such 

anti-bullying policies in place. 

Conversion therapy banssafeguard transgender studentsfrom harmful practicesaimed arcorrecting" 

their gender identity or expression. In the five states and D.C. and handful of cities with conversion 

therapy bans, school guidance counselors and other mental health professionals are prohibited from 

subjecting transgender minors to conversion therapy. In other states, like Tennessee, laws explicitly 

protect therapists'and guidance counselors'ability to engage in conversion therapy. 

Equal Access 

Schools also provide students with opportunities for enrichment and personal development through 

intramural sports, clubs, and extracurricular activities and all students should be able to access 

these opportunities equally. Students should not be excluded from these integral components of 

school life just because they are transgender. As discussed in the report, non-discrimination policies 

protect transgender students from separation and isolation in school facilities, but they also protect 

transgender students from being unfairly excluded from participating in activities after school and 

during school hours. These policies also protect LGBT clubs like GSAs from being treated differently 

than other student clubs. 

A number of states have taken steps to unfairly limit access to school sports and clubs for 

transgender students, for example, by requiring them to compete on sports teams that correspond 

to the sex listed on their birth certificate rather than the gender they live everyday. 
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Facts on Trans InclusioninAthletics 

FACT: TITLE IX AND MANY STATE LAWS PROTECT TRANSGENDER STUDENTS' RIGHTS TO PLAY SPORTS 

ON THE TEAM THAT MATCHES THEIR GENDER IDENTITY. 

The purpose of Title IX is to ensure that all students have equal access to educational opportunities, 

regardless of gender.' This includes protecting the right of transgender students to access school 

programs, facilities and athletic opportunities consistent with their gender identity. 

In addition, 15 states—California, Colorado, Connecticut, Hawaii, Illinois, Iowa, Maine, Massachusetts, 

Minnesota, Nevada, New Jersey, New York, Oregon, Vermont, and Washington—and the District of 

Columbia have passed laws that protect transgender students' rights to pursue an education free from 

discrimination.2  These rights extend to equal opportunities to participate in school sports. 

FACT: VARIATIONS AMONG ATHLETES' BODIES AND BIOLOGY ARE NORMAL AND POLICING THESE 

DIFFERENCES CAN LEAD TO MORE GENDER STEREOTYPING AND DISCRIMINATION. 

Athletes come in all shapes, sizes and biological makeups. These differences may be advantageous 

or disadvantageous based on the scenario. For example, at 4 feet, 8 inches tall, professional gymnast 

Simone Biles is significantly smaller than the average American woman.3  Meanwhile, at 6 feet, 9 inches 

tall, professional basketball player Brittney Griner towers over her opponents on the court.4  Both women's 

statures are seen as a positive factor in their athletic success—which, for both, has included winning an 

Olympic Gold Medal.s 

Transgender athletes, like cisgender athletes, have a range of shapes, sizes, and athletic skills.8  The 

assumption that transgender girls and women have categorical athletic advantages over cisgender 

girls and women is inaccurate. Reliance on this overbroad assumption leads to discrimination against 

transgender women and girls, who may be denied opportunities to play sports at all.' Transgender women 

and girls of color may be especially likely to experience such discrimination.8 

FACT: ALLOWING TRANSGENDER GIRLS AND WOMEN INTO WOMEN'S AND GIRLS' LOCKER ROOMS 

DOES NOT PLACE CISGENDER GIRLS AND WOMEN AT RISK. 

States with trans-friendly policies have not seen upticks in attacks on women in restrooms or locker 

rooms.8  In reality, transgender individuals—especially girls and women—are significantly more likely to be 

victims of violence than their cisgender peers.'° 
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FACT: DISCRIMINATING AGAINST TRANSGENDER GIRLS AND WOMEN THREATENS EQUAL ATHLETIC 

OPPORTUNITIES FOR ALL GIRLS AND WOMEN. 

When any girl or woman is denied an opportunity, the rights of all girls and women are at risk. 

Policing who is or isn't "female" is dangerous; it not only erects barriers for transgender athletes who 

want to compete consistent with their gender identity, but also cisgender women who may fall outside 

stereotypical notions of femininity." Tall women, very muscular women, or women who choose to present 

in more masculine ways could be forced to undergo medical testing or be prevented from playing sports 

entirely. And Black and brown women and girls would be especially vulnerable to this sort of scrutiny given 

racist and sexist stereotypes that consider their bodies less "feminine." 

What's more—inclusion of transgender girls in girls' sports is already happening, and these sports 

programs continue to thrive. Athletics associations in 19 states—Arizona, California, Colorado, 

Connecticut, Florida, Maryland, Massachusetts, Minnesota, Nevada, New Hampshire, New Jersey, Oregon, 

Rhode Island, South Dakota Utah, Vermont, Virginia, Washington, and Wyoming—as well as the District of 

Columbia have inclusive policies that allow all athletes from kindergarten through twelfth grade to play for 

the team that reflects their gender identity." 

1 Title IX and Sex Discrimination, U.S. DEPT OF EDuc. https://www2.ed.gov/about/offices/list/ocr/docs/tix_dis.html (last visited July 16, 2019). 

2 State Laws, HUMAN RIGHTS CAMPAIGN, https://www.hrc.org/state-maps/pdf-all (last visited July 16, 2019). 

3 Simone Byles, U.S. OLYMPIC COMM., https://www.teamusa.org/usa-gymnastics/athletes/Simone-Biles (last visited July 16, 2019). 

4 Brittney Griner, WOMEN'S NAIL BASKETBALL ASS'N, https://www.wnba.com/player/brittney-griner/ (last visited July 16, 2019). 

5 Supra note 4; note 5. 

6 Shayna Medley & Galen Sherwin, Banning Trans Girls from School Sports is Neither Feminist Nor Legal, Am BLoo (Mar. 12, 2019) https://www.aclu.org/blog/ 
Igbt-rights/transgender-rights/banning-trans-girls-school-sports-neither-feminist-nor-legal. 

7 See generally Sandy E. James Et Al., THE REPORT OF THE 2015 U.S. TRANSGENDER SURVEY, NAIL  CIT. FOR TRANSGENDER EQUALITY  (2016), available at https://www. 
transequality.org/sites/default/files/docs/USTS-Full-Report-FINAL.PDF. 

8 See generally id.; see also NAT'L  WOMEN'S L. CTR.  AND POVERTY & RACE RES. ACTION COUNCIL, FINISHING LAST: GIRLS  OF  COLOR AND SCHOOL SPORTS OPPORTUNITIES  (2015), 
available at https://nwlc-ciw49tixgw5lbab.stackpathdns.com/wp-content/uploads/2015/08/final_nwlc_girlsfinishinglast_report.pdf. 

9 Stephanie Ebert, Study Finds No Link Between Transgender Rights Law and Bathroom Crimes and Transgender Access,  THE  BOSTON GLOBE  (Sept 12, 2018) 
https://www.bostonglobe.com/news/politics/2018/09/12/study-refutes-link-between-restroom-crime-and-transgender-access/5am4LM111HecGvJTW4MBqN/ 
story.html. 

10 Violence Against Trans and Non-Binary People, VAWNET, https://vawnet.org/sc/serving-trans-and-non-binary-survivors-domestic-and-sexual-violence/ 
violence-against-trans-and 

11 Trans Inclusion in High School Athletics, GAT, LESBIAN, & STRAIGHT EDuc. NETWORK, https://www.glsen.org/article/transgender-inclusion-high-school-athletics (last 
visited July 16, 2019). 

12 Fight for Our Girls: Applying and Intersectional Lens to Girls of Color Facing Status Offenses, 5 (Ctr. for the Stud. of Social Pol'y, ed., 2018). http://cssp.org/ 
wp-content/uploads/2018/08/fight-for-our-girls-intersectionality.pdf 

13 Sixteen states—Alaska, Delaware, Georgia, Illinois, Iowa, Kansas, Maine, Michigan, Missouri, New Mexico, New York, North Dakota, Oklahoma, Ohio, 
Pennsylvania, and Wisconsin—have policies that give transgender athletes more access but still need modification to ensure all athletes have a fair chance to 
play. These policies generally require transgender athletes to complete a period of hormone therapy. Some of the policies in these states review transgender 
athletes' eligibility on a case by case basis. These policies keep transgender athletes off the field or the court for extended periods of time and prevent 
many from playing at all. Six states—Hawaii, Mississippi, Montana, South Carolina, Tennessee, and West Virginia—do not have a policy about participation of 
transgender athletes at all. Chris Mosier, K-12 Policies, TRANSATHLETE, https://www.transathlete.com/k-12 (last visited July 16, 2019). 
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EDUCATION & TITLE IX 

TRANSGENDER STUDENTS' 
RIGHTS: FAQs 

In May 2016, the U.S. Department of Education and the U.S. 

Department of Justice released guidance explaining schools' 

Title IX obligations regarding transgender students.' 

How does Title IX apply to transgender students? 

Title IX protects all students in federally funded education 

programs from sex discrimination—this includes transgender 

students. Schools must treat transgender students consistent 

with their gender identity. 

This is not only the law but also makes good policy sense 

because any other policy would involve "gender policing" of 

school facilities and resources based on stereotypes about 

what a female or male student is "supposed to look or act like" 

(e.g., girls shouldn't have short hair or boys shouldn't wear 

pink). 

How does Title IX apply to transgender students? 

Staff should ensure that they use transgender students' 

preferred names and gender pronouns (e.g., s/he, her/him). 

When a program or resource in school is limited to only boys 

or girls, transgender students must be allowed to take part in 

the program or resource that matches their gender identity. 

• Restrooms and Locker Rooms: A school must allow 

transgender students to use facilities that match their gender 

identity. A school may offer individual-user options if a 

student wants additional privacy. 

• Athletics: A school may have requirements based on age 

and physical safety for students who take part in sports. 

However, a school cannot adopt requirements that rely 

on stereotypes of transgender students or other students' 

discomfort when deciding if transgender students can be on 

a team that matches their gender identity. 

• Single-Sex Classes: A school must allow transgender 

students to enroll in single-sex classes that match their 

gender identity. 

• Housing and Overnight Accommodation: A school must 

allow transgender students to access housing that matches 

their gender identity. If a transgender student asks for single-

occupancy accommodations, the school must honor the 

request. 

How will a school know about a transgender student's 

status? 

A parent or guardian can tell school officials that a student's 

gender identity is different from his or her sex on record. 

Students age 18 and up can declare their gender identity to 

school officials on their own. 

Does a transgender student have to give 

documentation to the school? 

No. 

A school cannot make a student submit a medical diagnosis 

or undergo medical treatment before it recognizes his or her 

gender identity. 

Requiring a student or parent to produce an ID or record 

reflecting the student's gender identity may violate Title IX if 

it has the practical effect of limiting or denying the student 

equal access to a school program or resource. 

What about harassment based on gender identity or 

gender nonconformity? 

Title IX protects all students from sex-based harassment. If a 

student is harassed, he or she should tell a teacher, counselor, 

or principal. The school has a duty to stop the harassment, 

put in place measures to prevent it from happening again, and 

help students cope with the effects of the harassment. 
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What about privacy rights? 

A school must take reasonable steps to protect a student's 

privacy about his or her transgender status. This includes 

respecting the student's right to keep private the sex and 

name assigned at birth. If a school tells teachers or students 

a student's private information without consent, the school 

may be breaking federal law. 

What if students or parents object to accommodating 

transgender students? 

Our nation's civil rights laws are designed to protect 

historically vulnerable children. A school may not 

discriminate against certain students just because others 

are uncomfortable. Accommodating transgender students 

protects all students by ensuring that no one is discriminated 

against based on sex stereotypes or gender nonconformity 

(e.g., a belief that girls shouldn't have short hair or boys 

shouldn't wear pink). A federally funded school is obligated 

under Title IX to ensure that all students receive equal access 

to education and activities. 

U.S. DEPT OF EDUCATION, OFFICE FOR CIVIL RIGHTS, DEAR COLLEAGUE LETTER ON TRANSGENDER STUDENTS 1 (May 13, 2016), 

available at http://www2.ed.gov/about/offices/listiocr/letters/colleague-201605-title-ix-transgender.pdf. 
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A CALL TO ACTION 

OR SCHOOL DISTRICTS 

CROSS THE COUNTRY 

TO ADDRESS SEXUAL 

ARASSMENT THROUGH 

INCLUSIVE POLICIES 

AND PRACTICES. 

t.NATIONAL 
WOMEN'S 

LAW CENTER 
GIRLS FOt EQUITY 

BACKGROUND 
TOO MANY STUDENTS SUFFER 
SEXUAL HARASSMENT. 
Schools are often the first places where people experience 

sexual harassment. Sexual harassment includes a wide variety 

of conduct—e.g., sexual slurs, sexual "jokes," "catcalling," 

sexual rumors, sending or requesting sexual images or 

videos, forced kissing, groping, rape or other forms of sexual 

violence. In PK-12 schools, sexual harassment of students 

can occur during class, in the hallways, during school trips, 

in private homes, or online. 

In any given school year, 56 percent of girls in grades 7-12, 

40 percent of boys in grades 7-12,1  and 58 percent of LGBTQ 

youth ages 13-21 are sexually harassed.2  Among girls ages 

14 to 18, one in five have been kissed or touched without 

their consent,3  including more than one in three LGBTQ 

girls^ and more than half of all pregnant or parenting girls5 

and girls with disabilities.6  Further, one in 16 girls ages14-18 

have been raped, including one in 10 Black and Native girls 

and one in seven LGBTQUPDATED APRIL 2021 
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Unfortunately, most students who experience sexual 

harassment never report it.8  For example, fewer than one 

in four students in grades 7-12 who are sexually harassed 

report the incident to a teacher, guidance counselor, 

or other school employee.° A minuscule two percent 

of girls ages 14-18 who are kissed or touched without 

their consent report it to their schools.1° Many students 

choose not to report because of shame or self-blame, 

fear that no one will help them, fear of retaliation, fear 

of being disciplined by their school, or fear of police or 

immigration officials. Other students do not report sexual 

harassment because they simply do not know that their 

schools can help them. 

When students do summon the courage to report sexual 

harassment, they are often ignored, disbelieved, or even 

punished by their schools, based on administrators' 

conclusions that they engaged in "consensual" sexual 

activity or premarital sex or that they made a false 

accusation. Other students who experience sexual 

harassment are punished for physically defending 

themselves against their harassers, for acting out in 

age-appropriate ways after the harassment due to trauma, 

for missing school in order to avoid their harasser, or 

for merely talking about their harassment with other 

students. Schools are more likely to disbelieve and punish 

girls of color (especially Black girls), LGBTQIA students, 

pregnant and parenting students, and students with 

disabilities due to stereotypes that label these students 

as more "promiscuous," more "aggressive," less credible, 

and/or less deserving of protection. 

When students do summon the 

courage to report sexual harassment, 

they are often ignored, disbelieved, 

or even punished by their schools. 

SCHOOLS CAN BE SITES OF 
TRANSFORMATIVE CHANGE. 

The100 School Districts project is based on the principle 

that schools have a critical role to play in responding to 

and preventing sexual harassment and can be sites of 

transformative change. 

This call to action is rooted in Tarana Burke's "me too" 

movement, which was created in 2006 in Selma, Alabama, 

for Black women and girls to build community around 

their shared experiences of surviving sexual violence. 

In October 2018, a year after the #MeToo hashtag went 

viral online, Girls for Gender Equity, the National Women's 

Law Center, and other key partners were joined by nearly 

300 organizations working to end gender-based violence 

to publish a full-page letter in the New York Times, "To 

Those Who Seek A Better World in the #MeToo Era."" 

In this letter, we called for policy reform, funding, and 

community organizing to address and prevent sexual 

harassment in schools, at work, in homes, and in our 

communities, with care to avoid policy responses that 

further criminalize people of color and other marginalized 

communities. 

As a part of this call, we urged 100 school districts across 

the country to demonstrate their leadership by: 

• Providing comprehensive sexual health education 

for all students; 

• Creating protections for all students, including 

LGBTQIA students, against sexual harassment 

above and beyond the requirements of Title IX; 

and 

• Offering survivor-centered and trauma-informed 

restorative approaches to sexual harm rather 

than defaulting to punitive discipline. 

We now offer this document as a resource for school 

districts to heed this call. 
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PROMISING 
PRACTICES FOR 
SCHOOLS TO ADDRESS 
SEXUAL HARASSMENT 
PREVENTING SEXUAL 
HARASSMENT 

1. PROVIDE SEXUAL HEALTH 
EDUCATION FOR ALL STUDENTS. 

Sexual health education is one of the most effective 

tools in preventing sexual harassment: research has 

shown that providing sexual health education for K-12 

students decreases the likelihood that a student will be 

a victim and/or perpetrator of sexual harassment, sexual 

violence, or dating violence.12  K-12 students in every 

grade level should receive sexual health education that 

is comprehensive, evidence-based, medically accurate, 

age and developmentally appropriate, culturally and 

linguistically responsive, trauma-informed, and affirming 

of LGBTQIA individuals.13  Sexual health education should 

address a wide range of topics, including consent, healthy 

relationships, dating violence, child sexual abuse, and 

reproductive rights, health, and justice. 

2. TRAIN ALL STAFF ON SEXUAL 
HARASSMENT. 

School districts should provide ongoing training to all 

staff on sexual harassment, including teachers, teacher 

aides, bus drivers, cafeteria workers, custodial staff, 

administrative and clerical staff, school medical staff, 

security guards, school police, school board members, 

and contractors. Staff training should include how to 

recognize sexual harassment (including indicators of 

grooming and child sexual abuse), how to respond in the 

moment when it is reported or witnessed, how to notify 

the district's Title IX coordinator of sexual harassment, 

where to find the school's grievance procedure(s) for 

sexual harassment, the difference between staff's Title IX 

obligationsand state law mandatory reporting obligations, 

and how to provide effective academic, mental health, 

and safety accommodations for students who report 

sexual harassment.14  Staff should also be trained on the 

prevalence, dynamics, and underreporting of sexual 

harassment; the impact of trauma on sexual harassment 

victims and how to respond to sexual harassment in 

a trauma-informed way; and how to recognize and 

avoid relying on rape myths and other stereotypes that 

label girls of color, pregnant or parenting students, 

LGBTQIA students, and students with disabilities as 
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more "promiscuous," more "aggressive," less credible, 

and/or less deserving of protection. Trainings for staff 

should be conducted in person rather than online (when 

possible to do so safely); should be culturally responsive 

and consider the impact of race, ethnicity, religion, class, 

sexual orientation, gender identity, and disability on sexual 

harassment; and should include best practices, open 

discussions, and specific examples in the school setting. 

School districts should also provide additional and 

ongoing training to all Title IX personnel (i.e., Title 

IX coordinators, investigators, decision-makers, and 

informal facilitators) on how to conduct a trauma-

informed investigation, a lethality assessment, or an 

informal process, and how to comply with the school's 

grievance procedure(s) for sexual harassment. Because 

Title IX personnel should not have any actual or perceived 

conflicts of interest or bias, they should be a different 

person from the school district's superintendent, general 

counsel, athletics director, or human resources director. 

3. REMOVE POLICE FROM SCHOOLS. 

Police do not make schools safer. Research shows that 

school shootings result in nearly three times more deaths 

in schools where armed police are present's Moreover, 

there is a long history of antagonism by police and 

immigration officials toward students and communities 

of color. In school districts across the country, students 

of color, especially Black and Indigenous students, are 

disproportionately arrested in schools.16  In other instances, 

girls experience sexual violence and other forms of sexual 

harassment at the hands of school police and police 

within their communities," with no effective mechanism 

for accountability. Police power within schools prevents 

students from being able to make mistakes, challenge 

authority, or engage in developmentally appropriate 

risk-taking without risking lifelong criminalization or 

deportation. 

Safety is created through building trust between adults 

and students, meeting the mental health and emotional 

needs of students and their families, and creating schools 

that are inclusive, affirming, and healing. Safety requires 

teaching students about consent, bodily autonomy, and 

healthy relationships. Investments in creating positive 

school climates and trust-building between students, their 

peers, and adults are often considered to be unaffordable, 

when in fact those financial resources could be available 

if school districts were to remove police from schools 

and reinvest money that had been previously allocated 

for policing, toward healing, restorative, and preventative 

tools. For example, many school districts do not have 

full-time staff to provide trainings to staff or adults about 

how to support sexual abuse survivors, or how to create 

school environments where sexual violence is not the 

norm. The resources needed for hiring these staff could 

be made available if funding for policing was reinvested. 

Many school districts across the country have already 

taken steps to remove police from schools.'s 

4. INVEST IN SOCIAL WORKERS 
AND NON-LAW ENFORCEMENT 
ADULT HELPERS IN SCHOOLS. 

School-based social workers and trained adult helpers can 

be crucial lifelines in building positive school climate and 

providing support for survivors of sexual assault and other 

forms of sexual harassment.19  These adults can focus their 

time and skills specifically on the social and emotional 

wellness of students. The roles of social workers and 

adult helpers within schools must be restructured to 

focus on well-being and positive school climate and 

invested in meaningfully. 

Preventing school-based sexual harassment and 

assault requires that students have access to social 

and emotional wellness, information about healthy 

relationships, and the building blocks for consent culture. 

Across the United States, many school districts have 

never invested meaningfully in hiring adults to support 

the social, emotional, and academic needs of students. 

For example, in New York City, the largest district in the 

country, a student body of over 1 million students is 
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served by only 1,456 school social workers and 2,892 

counselors. School districts should ensure that there are 

many qualified adults in schools—including teachers, 

counselors, and social workers—who are able to address 

students' emotional needs, respond to the social and 

emotional dynamics students navigate, and to help 

ensure young people understand healthy relationships 

and consent. 

While the "counselors not cops" framing appropriately 

highlights the need to divest from funding school police 

who criminalize young people, and to invest in supportive 

adults within schools, it is important to note that this 

frame has often ignored the ways in which counselors 

in some cases push students into the same criminalizing 

systems as police. 

Creating a positive school climate and cultures of consent 

necessitates the decriminalization of schools. This 

includes ensuring that non-police school staff—including 

counselors, social workers, teachers, and principals— 

do not serve as police proxies. For example, school-

based social workers make frequent referrals to police 

and child welfare agencies, which can be particularly 

harmful for youth and families of color and a deterrent for 

students seeking support navigating sexual harassment 

or dating violence. Further, in many communities, social 

workers are predominately white, which can lead to 

the reinforcement of classist, racist ideologies about 

student behavior. In order to ensure students of color 

can feel supported, schools should also make space for 

a range of qualified adult helpers, including those who 

are not traditionally credentialed, with connections to 

student communities and who can support anti-racist 

conflict resolution, peacekeeping, and in some cases, 

counseling and therapy. As much as possible, non-police 

adults in schools should look like the students they are 

there to help. 

5. ABOLISH DRESS CODES. 
Dress codes promote rape culture and deprive students 

of equal opportunities to learn. Not only do dress codes 

frequently reflect sex and race stereotypes, but they are 

also often enforced in a manner that discriminates on 

the basis of gender, transgender status, race or color, 

and size.2° When schools remove students—usually 

girls—from the classroom over a dress code violation, 

they send dangerous messages to all students that 

what girls look like is more important than what they 

think, that girls are responsible for ensuring boys are not 

"distracted," and that girls provoke sexual harassment. 

These harmful messages are exacerbated for girls of 

color—especially Black girls—who are more likely to be 

viewed as "promiscuous," are more likely to be ignored 

or punished when they report sexual harassment, and are 

more likely to be disciplined for a dress code violation. 

For all of these reasons, school districts should eliminate 

dress codes. (Or, at the very least, school districts should 

implement a universal, inclusive, and gender-neutral 

dress code that does not perpetuate discriminatory 

stereotypes.21) 

6. RESPECT TRANSGENDER AND 
NONBINARY STUDENTS. 

Research shows that trans and nonbinary students 

who are restricted from using restrooms and other 

sex-separated facilities matching their gender identity 

are more likely to face verbal and physical harassment, 

including sexual assault, and to avoid school altogether." 

Excluding students from appropriate facilities can 

promote harassment by singling them out and reinforcing 

harmful stereotypes and preoccupation with trans and 

nonbinary students' bodies. Schools should ensure that 

trans and nonbinary students have full and equal access 

to sex-separate facilities and programs that match their 

gender identity, including restrooms, locker rooms, 

athletics programs, single-sex classes, and single-sex 

housing." Single-occupancy facilities should also be 

made available as an option—but never a requirement-
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for any student who wants additional privacy.24  These 

inclusive policies can benefit all students. 

Schools should also address and refer to trans and 

nonbinary students by the names and pronouns that 

correspond with their gender identity, regardless of 

whether a student has changed their name or gender 

marker in legal documents or official school records.28 

Schools should not disclose a student's transgender 

or nonbinary status (including their name and gender 

assigned at birth) to other students, school staff, or 

even family members (who often may be unaware or 

unsupportive of the student's gender identity) without 

the student's consent.26  These and other steps can help 

create an inclusive learning environment free from sexual 

harassment for trans and nonbinary students, consistent 

with Title IX, the Supreme Court's decision in Bostock, 

and President Biden's January 2021 executive order.27 

7. COLLECT CLIMATE SURVEY DATA. 

School climate surveys are an important tool for 

understanding whether students feel supported and safe in 

their school community.28  Effective school climate surveys 

include questions about the prevalence of different types 

of harassment, the impact of different typesof harassment, 

student attitudes toward harassment, student and staff 

perceptions of the effectiveness of school responses to 

harassment, and awareness of reporting and supportive 

measures for student survivors. Surveys should include 

voluntary demographic questions for students and staff, 

including race, ethnicity, gender, transgender status, 

sexual orientation, disability, and religion, and should 

ask specifically about sexual harassment and harassment 

on each of these bases. School districts should ensure 

that their school climate surveys are confidential, fair, 

unbiased, scientifically valid, reliable, and implemented 

every one to two years among all students and school 

staff. Afterward, school districts should make the survey 

data available online in an accessible and usable format 

for all students, families, and school staff. The survey 

data should inform school districts' programs, policies, 

and practices for preventing and responding to sexual 

harassment. 

Girls experience sexual violence and other forms of sexual harassment 

at the hands of school police and police within their communities, 

with no effective mechanism for accountability. 
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RESPONDING TO SEXUAL 
HARASSMENT 

8. MAKE IT EASY TO REPORT 
SEXUAL HARASSMENT. 

School districts should ensure that their sexual harassment 

policies are written in plain language, available in multiple 

languages and accessible formats, and distributed widely 

among students, families, and school staff.29  There 

should be at least one Title IX coordinator in the school 

district to oversee prevention of and responses to sexual 

harassment (as required by Title IX),3°as well as one Title 

IX coordinator or "liaison" in each school building so that 

students can report sexual harassment directly to an adult 

onsite at their school. School districts should create a 

mechanism for anonymous reporting, so that students 

can report sexual harassment without disclosing their 

identity to the school, and so that schools can identify and 

address patterns of sexual harassment. School districts 

should also create a mechanism for confidential reporting 

to an adult who is not a mandatory reporter, so that 

students can receive supportive measures, including 

mental health counseling, without disclosing their identity 

to their harasser, initiating a Title IX investigation against 

their harasser,31  or initiating a mandatory report by the 

school to local police.32 

Annual training should be provided to all students, 

families, and school staff on how to recognize and report 

sexual harrassment to school officials, what anonymous 

and confidential reporting options are available, and 

what supportive measures are available to victims. 

Schools should also inform local community groups, 

such as local youth centers and cultural, religious, and 

LGBTQIA organizations, on how students can report 

sexual harassment to their schools, so that community 

leaders can be effective partners in addressing sexual 

harassment when students turn to them for guidance. 

9. PROVIDE SUPPORTIVE MEASURES 
TO STUDENTS WHO REPORT 
SEXUAL HARASSMENT. 

Sexual harassment can make it harder for students 

to study, maintain their grades, participate in school 

activities, or even attend school. When a student reports 

sexual harassment, they have a right to supportive 

measures that ensure their equal access to education-
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even if there is an ongoing school investigation or police 

investigation, even if the incident happened off campus 

or online, and even if the harasser is a student or adult at 

another school district. For example, if a student does not 

feel safe at school, the school district should prohibit the 

reported harasser from contacting the victim33  and should 

make reasonable schedule changes so that the victim and 

reported harasser do not share classes, hallway routes, 

lunch, school activities, or transportation routes. Similarly, 

if sexual harassment has made it harder for a student to 

learn, the school district should offer free counseling, 

tutoring, excused absences, extra time for homework 

or tests, and/or opportunities to resubmit homework or 

retake a test. Students who have a preexisting disability 

or develop a new disability because of sexual harassment 

(e.g., anxiety, depression, post-traumatic stress disorder) 

are also entitled to disability accommodations.34  All 

school staff who are involved in providing or enforcing 

these supportive measures should be informed of the 

measures in writing. 

Note that many students who experience sexual 

harassment may be afraid to request the supportive 

measures they need to stay in school because they are 

afraid of triggering their school's mandatory reporting 

obligations to notify the police. Fear of interacting with 

police can be especially pronounced for students who 

are Black, Latinx, Muslim, and/or immigrants.35  School 

districts should designate staff who can authorize 

supportive measures without requiring students to share 

information that could trigger a mandatory report to 

police. 

10. PROTECT-DON'T PUNISH-
STUDENTS WHO REPORT SEXUAL 
HARASSMENT. 

School districts should refrain from disciplining students 

whose reports of sexual harassment indicate that they 

had at some point engaged in consensual sex acts with 

their harasser or used drugs or alcohol in violation of 

school rules when they were harassed. Similarly, students 

should not be punished for making a "false accusation" 

or "defaming" their harasser (except in extraordinary 

circumstances),36  for engaging in reasonable self-defense 

against their harasser, for acting out in age-appropriate 

ways due to trauma, for publicly talking about being 

sexually harassed, or for missing class in the aftermath 

of sexual harassment. Nor should students who report be 

pressured or forced to take time off, transfer to another 

school, or enroll in an inferior or "alternative" education 

program that isolates them from their teachers and 

friends. Finally, school districts should inform students 

who report sexual harassment that they are protected 

from retaliation by other students or school staff and must 

check in with them to ensure retaliation is not occurring. 

11. ENSURE PROMPT AND EQUITABLE 
INVESTIGATIONS. 

If a student reports sexual harassment and asks for an 

investigation, the school must conduct a prompt and 

equitable investigation, separate from any current or 

future criminal investigation.37  Except in limited and rare 

circumstances, investigations should take no more than 

60 days from the filing of a complaint to ensure that 

neither the complainant nor respondent are wrongly 

denied access to their education. 

During an investigation, both sides should have equal 

rights to be interviewed, identify witnesses, submit and 

review evidence, be assisted by an advisor or support 

person, and appeal the school district's decision. 

Complainants should not be blamed for their own 

harassment based on their clothing or appearance, 

alcohol or drug use, prior sexual history, or stereotypes 

about "promiscuity." Nor should they be disbelieved 

merely because they did not "act like a victim"—e.g., 

because they did not fight back, did not come forward 

immediately, continued dating or being friends with 

their harasser, or continued to do well in school. To 
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avoid retraumatizing victims, a school district should 

not use mediation to address sexual assault and should 

require students to submit any questions for the other 

side to a neutral school official rather than using live 

cross-examination in any harassment investigation. To 

balance student rights to speech and privacy, a school 

district should require students to keep confidential 

any information they learn about each other during an 

investigation, without restricting their ability to discuss 

the allegations with others when seeking legal advice, 

counseling or other emotional support, or witnesses 

and other evidence. 

At the end of an investigation, school districts should 

apply a preponderance of the evidence standard to 

determine whether it is more likely than not that the sexual 

harassment happened. Both sides should be informed 

in writing at the same time about the decision and how 

to appeal. If the school district decides that there was 

sexual harassment, the victim should be informed of 

available supportive measures and any punishment of 

the harasser that directly affects the victim, such as a 

no-contact order, suspension, transfer, or expulsion. Even 

if the school district decides that there was no sexual 

harassment, it should still continue providing supportive 

measures to the complainant. Respondents should not 

be informed of supportive measures that are offered to 

complainants. 

12. OFFER A RESTORATIVE PROCESS 
AS AN OPTION. 

Restorative justice is a non-punitive framework with 

roots in different Indigenous cultures around the world 

that brings together the victim and wrongdoer to 

acknowledge the harm that occurred, center the victim's 

needs, and create a plan for the wrongdoer to repair the 

harm they caused. A restorative process is not a space 

for the parties to contest the facts; nor is it a mediation 

or conflict resolution that requires the parties to reach a 

compromise. Rather, a restorative process first requires 

the wrongdoer to admit that they caused harm and 

then allows them to make amends to the victim and to 

eventually reenter their shared community. The process 

is driven by the victim's needs and desired outcomes— 

including what constitutes an adequate apology, changed 

behavior, restitution, and accountability. The victim is 

not required to forgive the wrongdoer. 

When non-sexual harm is addressed using a restorative 

process, victims are more likely to receive sincere 

apologies and suffer less PTSD, and wrongdoers are 

less likely to harm again.38  While less research is available 

on sexual harm, studies have found that sexual harm 

victims who undergo a well-implemented restorative 

process feel safe and respected and would recommend 

the process to others, and that students who cause 

sexual harm achieve better learning outcomes through 

a well-implemented restorative process than through a 

traditional disciplinary process.39 

Sexual harm victims who undergo a well-implemented restorative process feel 

safe and respected and would recommend the process to others. 
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Schools should allow (but not require or pressure) 

students to address sexual harassment through a 

restorative process. Before beginning such a process, 

all parties should give voluntary, informed, and written 

consent.4° Importantly, a respondent cannot consent to 

a restorative process without admitting that they caused 

sexual harm to the complainant. The parties should 

also agree not to disclose any information they learn 

about each other during the restorative process without 

the other party's consent, although the school should 

not restrict their ability to discuss the allegations with 

others when seeking legal advice, counseling or other 

emotional support, or restorative process participants. 

Schools should also ensure that the facilitator is well-

trained on restorative justice, sexual harassment, and 

trauma-informed practices. At any point before resolution, 

schools should allow any party to withdraw from a 

restorative process to begin a traditional disciplinary 

process or to withdraw from a traditional disciplinary 

process to begin a restorative process. 

When schools remove students— 

usually girls—from the classroom over 

a dress code violation, they send 

dangerous messages to all students 

that what girls look like is more 

important than what they think, that 

girls are responsible for ensuring boys 

are not "distracted,"and that girls 

provoke sexual harassment. 
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TO LEARN MORE ABOUT HOW 
TO CREATE BETTER POLICIES IN 
YOUR SCHOOL DISTRICT THAT 
INCORPORATE THESE BEST 
PRACTICES,  please contact National 

Women's Law Center and Girls for Gender Equity 

at  info@nwic.org  and  media@ggenyc.org. 

By working together to ensure that schools 

prevent and respond to sexual harassment 

effectively, we can create a better world for 

all students. 
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