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BACKGROUND 

 
The School Athletics Equity Act (SAEA or the Act) (CS/HB 432) amended the Public School Code § 
22-31-1 – 22.31.6 and was passed in 2009.  The Act requires each public school that has an 
athletic program, for males or female athletes, for grades seven (7) through twelve (12) to 
annually submit prescribed data and a Title IX Assurance Form document to the Public Education 
Department (PED).  In order to comply with the Act, schools that have an athletic program must 
collect and input male and female athletic data annually for submission to the PED (See also 
6.13.4 New Mexico Administrative Code (NMAC) (Governing Gender Equity in Participation in 
Interscholastic Sports).  This rule can be accessed at the following link: 
http://www.nmcpr.state.nm.us/nmac/parts/title06/06.013.0004.htm. 
 
The SAEA data requirements include that (See Appendix A:  PED Rule 6.13.4 
NMAC:  Governing Gender Equity in Participation in Interscholastic Sports for specific data 
requirements): 
 

1. Beginning on August 31, 2011, the PED is required to collect data from schools 
relating to the total enrollment in athletics; enrollment by gender; number of 
students participating in athletics; athletic participation by gender; number of boys’ 
and girls’ teams by sport and by competition level; and specific information 
pertaining to athletic directors, coaches, and other school personnel. 
 

2. A Title IX Assurance Form, signed every year by the local board of education or 
governing body, is submitted to the PED. 
 

3. Beginning August 31, 2012, the PED is required to collect from schools a detailed 
accounting of the funding sources that are used to support the schools’ athletic 
programs and how those funds are allocated. Schools must include information 
related to benefits and services to each male and female team, including 
information regarding equipment, uniforms and supplies, practice and game 
schedules, facilities access, and scholarship assistance. 

 
The 2012 amendment (HB 161), effective May 16, 2012, eliminated certain reporting 

requirements. Additionally, for school athletics programs in grades seven (7) and eight (8), the 

requirements for accounting of funding sources were eliminated. The SAEA was amended as 

follows: 

 The reporting for total enrollment was changed to reflect an average of the second and 
third reporting dates. 

 “Other school personnel” was eliminated from the reporting requirements and replaced 
with “other athletic program staff.”  

 “Seasonal” coaches was eliminated and replaced with “volunteer” coaches. 

http://www.nmcpr.state.nm.us/nmac/parts/title06/06.013.0004.htm
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 The “other athletic staff-to-athlete ratio” was eliminated. 

 Equipment and supplies were eliminated from the reporting of replacement schedules.  

 “Assistance in obtaining scholarships” was eliminated.  
 

 
The Act, and subsequent amendment, requires two phases of reports from public schools, for 
grades 7 to 12.  The first of the two phases was due August 31, 2011, and the second phase 
has been ongoing. The first of these reports was due August 31, 2012, and subsequent reports 
are due each year thereafter, no later than August 31st. 

 
During the first phase of reporting (2011), the PED entered into a Memorandum of 
Understanding (MOU) with the New Mexico Activities Association (NMAA), for the NMAA to 
develop a format for the collection and submission of the data required from their member 
schools. For the second and subsequent phases (2012, 2013) of the reporting, all submissions 
were sent directly to the PED. 
 
For the 2012–2013 and subsequent submissions, the PED accepted Title IX Assurance Forms 

through the Web-EPSS collection system. The SAEA submissions were submitted electronically 

through a PED-established Athletic Equity database.  Submission templates were modified from 

previous years in order to improve the data entry process. The revised collection database 

prototype was piloted with select sites during the month of July, 2013. Feedback from the pilot 

assisted the PED in ensuring that the new database would be both user-friendly and, ultimately, 

less time-consuming for future submissions. In the month of June, 2017, the SAEA electronic 

submission was further enhanced for ease of use through a modified hyperlink that continued 

to allow the user to enter date for each module (i.e., coaches information, coach to athlete 

ratio, athletic expenses, athletic income, and the uploading of applicable athletic 

documentation).  

A benefit of the PED-established Athletic Equity database was that it was designed to assist 
public schools and local and state charter schools in the required data submission elements of 
the Act by streamlining the electronic submission process. The database also allowed 
designated submitters the ability to download and print copies of their submissions for future 
reference and state auditing purposes.  
 
The PED continues to see an increase in the 2016-2017 school year Title IX submissions, in 
comparison to previous years, due, in part, to targeted technical assistance explaining the 
important of Title IX and SAEA submissions while presenting at the New Mexico Association of 
School Business Officials (NMASBO) Conference in February 2017, the  New Mexico High 
School Coaches Association’s (NMHSCA) Coaches Clinic in June 2017, through established PED 
Secretary of Education bi-weekly calls with superintendents and directors of charter schools 
and through targeted communication to public school superintendents and state charter 
school directors by both the PED’s Safe and Healthy Schools Bureau and the PED’s Charter 
School Division.  
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While Title IX submissions continue to increase for public (non-charter) schools, concern still 
remains regarding the School Athletics Data Act data submissions with numerous non-
submissions by public schools and/or local or state charter schools continuing from year to 
year as evident within this report.   
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An Explanation of Why Assurance Must Be Provided 

The SAEA, Section 22-31-1 to 22-31-6 NMSA 1978, generally applies to schools with an athletics 

program for grades 7–12, although certain provisions apply only to grades 9–12. The Act 

implements state-monitoring and district-data-reporting provisions related to the federal Public 

Law 92-318, Title 9 of the Education Amendments of 1972 which is codified at 20 U.S.C. 1681. 

Title IX provides that “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…” 

New Mexico PED’s rule, 6.13.4 NMAC, Governing Gender Equity in Participation in Interscholastic 

Sports, that reflects the annual assurance requirement of Section 22-31-5, NMSA 1978 of the Act, 

requires public schools, “no later than August 31st of each year, to submit an assurance of 

compliance with Title IX to its local school board or governing body and provide a copy to the 

department.” The PED interprets that this assurance applies to any school that offers instruction 

in any combination of grades 7–12, where athletic programs are offered to student in any 

combination of those grades.  

Districts and state charter schools providing Title IX assurances indicated compliance with the 

following 10 key areas of Title IX: 1.) athletics under Title IX, 2.) access to higher education, 3.) 

career education, 4.) education for pregnant and parenting students, 5.) employment, 6.) learning 

environment, 7.) math and science, 8.) sexual harassment education, 9.) standardized testing, and 

10.) technology. 

Failure to Provide Assurance to the New Mexico PED 

According to Section 22-31-5, NMSA 1978: “The Department shall publish, in a newspaper of 

general circulation in the state or on a publicly accessible web site, a list of public schools that fail 

to submit the assurance of compliance with Title IX.”  The Act does not permit the PED to waive 

this assurance-filing requirement to extend the August 31st deadline. 

Additionally, districts and state charters may be subject to audit findings from the New Mexico 

Office of the State Auditor for failure to provide the Title IX assurance or the accompanying data 

element requirements as prescribed in the Act. 

 

 

TITLE IX DATA SUBMITTED 

http://www.dol.gov/oasam/regs/statutes/titleix.htm
http://www.nmcpr.state.nm.us/NMAC/parts/title06/06.013.0004.htm
http://www.nmcpr.state.nm.us/NMAC/parts/title06/06.013.0004.htm
http://www.conwaygreene.com/nmsu/lpext.dll?f=FifLink&t=document-frame.htm&l=query&iid=6b5281ff.52f15c16.0.0&q=%5BGroup%20%27Ch.%2022,%20Art.%2031%27%5D
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Public School Districts  
Submission of Title IX Assurance Forms by Public School Districts 
 

DISTRICT RECEIVED APPROVED  DISTRICT RECEIVED  APPROVED   DISTRICT RECEIVED APPROVED 

Alamogordo 
Public Schools 

x x  
Clovis 
Municipal 
Schools 

x x  

Gallup-
McKinley 
County 
Schools 

x x 

Albuquerque 
Public Schools 

x x  
Cobre 
Consolidated 
Schools 

x x  
Grady 
Municipal 
Schools 

x x 

Animas Public 
Schools 

x x  
Corona Public 
Schools 

x x  
Grants/Cibola 
County 
Schools 

x x 

Artesia Public 
Schools 

x x  
Cuba 
Independent 
Schools 

x x  
Hagerman 
Municipal 
Schools 

x x 

Aztec Public 
Schools 

x x  
Deming Public 
Schools 

x x  
Hatch Valley 
Public Schools 

x x 

Belen 
Consolidated 
Schools 

x x  
Des Moines 
Municipal 
Schools 

x x  
Hobbs 
Municipal 
Schools 

x x 

Bernalillo 
Public Schools 

x x  
Dexter 
Consolidated 
Schools 

x x  
Hondo Valley 
Public Schools 

x x 

Bloomfield 
Schools 

x x  
Dora 
Consolidated 
Schools 

x x  
Jal Public 
Schools 

x x 

Capitan 
Municipal 
Schools 

x x  
 *Dulce 
Independent 
Schools 

x x  
Jemez 
Mountain 
Public Schools 

x x 

Carlsbad 
Municipal 
Schools 

x x  
 Elida 
Municipal 
Schools 

x x  
Jemez Valley 
Public Schools 

x x 

Carrizozo 
Municipal 
Schools 

x x  
 Española 
Public Schools 

x x  
Lake Arthur 
Municipal 
Schools 

x x 

Central 
Consolidated 
Schools 

x x  
 Estancia 
Municipal 
Schools 

 
x x  

Las Cruces 
Public Schools 

x x 

Chama Valley 
Independent 
Schools 

x x  
Eunice Public 
Schools 

x 
 

x  
Las Vegas City 
Public Schools 

x x 

Cimarron 
Municipal 
Schools 

x x  
Farmington 
Municipal 
Schools 

x 
 

x  
Logan 
Municipal 
Schools 

x x 

Clayton 
Municipal 
Schools 

x x  
Floyd 
Municipal 
Schools 

x x  
Lordsburg 
Municipal 
Schools 

x x 

Cloudcroft 
Municipal 
Schools 

      x x  
Gadsden 
Independent 
Schools 

X x  
 Los Alamos 
Public Schools 

x x 
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DISTRICT RECEIVED APPROVED  DISTRICT  RECEIVED  APPROVED   DISTRICT RECEIVED APPROVED 

Los Lunas 
Public Schools 

x x  
Raton Public 
Schools 

x X  
Tularosa 
Municipal 
Schools 

x x 

Loving 
Municipal 
Schools 

x X  
Reserve 
Independent 
Schools 

x x  
Vaughn 
Municipal 
Schools 

x x 

Lovington 
Municipal 
Schools 

x x  
Rio Rancho 
Public Schools 

x X  
Wagon 
Mound Public 
Schools 

x x 

Magdalena 
Municipal 
Schools 

x x  
Roswell Public 
Schools 

x x  
 West Las 
Vegas Public 
Schools 

x x 

Maxwell 
Municipal 
Schools 

x x  
*Roy Public 
Schools 

x x  
 Zuni Public 
School District 

x x 

Melrose 
Municipal 
Schools 

x x 
 Ruidoso 

Municipal 
Schools 

x x        

Mesa Vista 
Consolidated 
Schools 

x x  
San Jon 
Schools 

x x     

Mora Public 
Schools 

x x  
Santa Fe Public 
Schools 

x x     

*Mosquero 
Municipal 
Schools 

x x  
*Silver 
Consolidated 
Schools 

x x 
 

   

Mountainair 
Public Schools 

x x  
Socorro 
Consolidated 
Schools 

x x     

 Pecos 
Independent 
Schools 

x x  
Springer 
Municipal 
Schools 

x x     

 Peñasco 
Independent 
Schools 

x x  
*Taos  
Municipal 
Schools 

x x     

 Pojoaque 
Valley Public 
Schools 

x x  
Tatum 
Municipal 
Schools 

x x     

 Portales 
Municipal 
Schools 

x x  
Texico 
Municipal 
Schools 

x x 
 

   

Quemado 
Independent 
Schools 

   

Truth or 
Consequences 
Municipal 
Schools 

x x 

 

   

Questa 
Independent 
Schools 

   
Tucumcari 
Public Schools 

x x 
 

   

*denotes submission after the August 31st required deadline                                                    
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Districts Not Submitting Title IX Assurance Form*      
      

District 

Fort Sumner Municipal Schools 

House Municipal Schools 

Santa Rosa Consolidated Schools 

 

 

* Non-submission does not necessarily mean non-compliance with Title IX. 

Of the 89 New Mexico public school districts, there were 86 submissions of the Title IX Assurance Form – a 96% 

response rate. This is a slight increase from the 2015-2016 submissions and the 2014-2015 submissions and a 

marked increase from the 2013-2014 submissions of the Title IX Assurance Form by public school districts as 

reflected in the bar graph below.  
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State Charter Schools (with any population of 7–12 students)  
Submission of Title IX Assurance Forms by State Charter Schools* - yellow need to hit 
submit 

DISTRICT RECEIVED APPROVE

D 
 DISTRICT RECEIVED  APPROVED   DISTRICT RECEIVED APPROVED 

 
Academy of 
Trades and 
Technology 
 

x  x   
La Promesa Early 
Learning 

x  x    
Southwest 
Secondary 
Learning Center 

 x  x 

Albuquerque Sign 
Language 
Academy 

x  x   
La Tierra 
Montessori School  

x   x  

SW Aeronautics 
Mathematics and 
Science Academy 
 

x  x  

Ace Leadership 
High School   

x   x  
Los Montanas 
Charter School 

 x x   

  
 
Taos Academy 
 
 

x  x  

Alma D’Arte 
Charter 

x   x  
Media Arts 
Charter School 

x  x   
 Taos Integrated 
School of Arts 
 

x  x  

Amy Biehl Charter 
High School 

x  x   
Monte Del Sol 
Charter School 

x   x  
Taos Integrated 
School of Arts 

x  x  

Carino de Los 
Ninos 

x   x  
New America  
School 

x   x  
Taos International 
School   

x  x  

Cesar Chavez 
Community 
School 

x  x   
New America 
School – Las 
Cruces 

 x  x  
Technology 
Leadership High 
School    

x   x 

Cottonwood 
Classical Prep 

 x x   
NM School For 
The Arts 

 x  x  The ASK Academy  x  x  

Dzil Ditl'ooi School 
of Empowerment, 
Action and 
Perseverance 
(DEAP)  

x  x   
North Valley 
Academy 

 x x   
The Great 
Academy 

x  x  

Estancia Valley 
Classical Academy 

x   x  
Red River Charter 
School   

x   x  
The MASTERS 
Program   

x   x 

 Explore Academy x  x   
Roots & Wings 
Community 
School    

x   x   Tierra Adentro   x    x 

Gilbert L. Sena 
Charter School 

x  x   
Tierra Encantada 
Charter School 

 x  x  
Walatowa 
Charter School 

x  x  

Health Leadership 
High School 

   
Six Directions 
Indigenous School 

   
Walatowa 
Charter School 

x  x   

La Academia 
Dolores Huerta 

x   x  
School of Dreams 
Academy  
  

x   x   

 
*Grid reflects submission of Title IX assurance and/or state charter notifying the PED that they do not offer athletics in 7th -12th grade. Seven state 

charters identified without any combination of 7-12 students are not reflected within this report.   
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State Charter Schools Not Submitting Title IX Assurance Form*  
 

State Charter School   

Albuquerque Institute of Math & Science Albuquerque School of Excellence 

Aldo Leopold Charter Anthony Charter School 

Cien Aguas International School International School at Mesa Del Sol 

La Resolana Leadership Academy  McCurdy Charter School 

Mission Achievement and Success Charter School    Montessori Elementary School 

Sage Montessori Charter School**  Southwest Intermediate Learning Center 

Uplift Community School**    

 

* Non-submission does not necessarily mean non-compliance with Title IX. Grid reflects state charter schools that did not submit Title IX 

assurance form. State charter schools in above grid also did not indicate whether or not athletics was offered in any student populations in 

grades 7-12. 

** Denotes state charter school closed and ceased operation at end of 16-17 school year. 

Of the 54 identified eligible state charter schools (online/distance learning state charter schools were not included in 

the calculation), 41 complied with the Title IX assurance requirement and/or the PED communication regarding 

submission for a response rate of approximately 76%. This reflects an increase from the response rate in 2015-2016 

(72.5%)  and  is equivalent to the 76% response rate in 2014-2015. It is unclear why school district response rates for 

Title IX submission continue to increase while state charter schools continue to remain under 80% given that both 

public schools and state charter schools receive identical communication and training opportunities regarding the 

requirements of the School Athletics Equity Act.  

 

 

 

24.1% 

75.9% 

State Charter School Title IX Assurance 
Submission Report 

Non-Submission

Submitted
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School Athletics Equity Act Submissions and Non-Submissions 

In compliance with School Athletics Equity Act (SAEA) (§ 22.31-1 to 22-31-6 NMSA 1978),  each 
public school with athletics for grades 7–12 is required to collect and submit prior year data 
on  team enrollment, information on coaches, income and expenditures, and other data  to the 
PED. The PED prepares and submits a report to the Governor’s office and the New Mexico 
Legislative Education Study Committee (LESC), providing data from each school that submitted, 
and a list of schools that did not submit the required information. Additionally, the PED posts this 
information on its website (6.13.4.8 NMAC). 
 
This report includes public schools, local-chartered charter schools and state charter schools that 
did not input any data for school year 16-17. Schools that did not input their data, in some 
instances, may be schools that do not offer athletics in grades 7-12. If a local-chartered charter 
school or a state charter school notified the PED that they did not offer athletics then they were 
not included in the grid of SAEA non-submissions.  
  
The SAEA data is site-specific. The SAEA data submitted can be accessed at:  

http://webed.ped.state.nm.us/sites/saea/default.aspx  

 
 
The following charts indicate which schools (public and charter) did not submit SAEA data to the 
PED. 
 

DISCLAIMER 
Non-inclusion of data by a middle or high school does not necessarily constitute non-compliance 
with the SAEA.  The PED does not collect information as to whether or not a public middle or 
high school has an athletic program. Additionally, the PED does not collect information on 
specific sports offered at a school. Data below on the following pages only reflects non-
submissions. 

 

 
 
 
The following chart indicates which schools did not submit SAEA data to the PED. 
 

DISTRICT/CHARTER SCHOOL 
ABQ SCHOOL OF EXCELLENCE ABQ SCHOOL OF EXCELLENCE 

ABQ SIGN LANGUAGE ACADEMY ABQ SIGN LANGUAGE ACADEMY 

ACE LEADERSHIP HIGH SCHOOL ACE LEADERSHIP HIGH SCHOOL 

ALAMOGORDO PUBLIC SCHOOLS ACADEMY DEL SOL ALT. 

ALBUQUERQUE ALICE KING COMMUNITY SCHOOL 

ALBUQUERQUE CAREER ENRICHMENT 

ALBUQUERQUE CHRISTINE DUNCANS HERITAGE ACADEMY 

ALBUQUERQUE PUBLIC SCHOOLS COLLEGE AND CAREER HIGH SCHOOL 

ALBUQUERQUE PUBLIC SCHOOLS CREATIVE ED PREP #2 

ALBUQUERQUE PUBLIC SCHOOLS DESERT RIDGE MIDDLE 

http://webed.ped.state.nm.us/sites/saea/default.aspx
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ALBUQUERQUE PUBLIC SCHOOLS EARLY COLLEGE ACADEMY 

ALBUQUERQUE PUBLIC SCHOOLS EAST MTN HIGH SCHOOL 

ALBUQUERQUE PUBLIC SCHOOLS EL CAMINO REAL ACADEMY 

ALBUQUERQUE PUBLIC SCHOOLS ERNIE PYLE MIDDLE 

ALBUQUERQUE PUBLIC SCHOOLS GARFIELD MIDDLE 

ALBUQUERQUE PUBLIC SCHOOLS GORDON BERNELL CHARTER 

ALBUQUERQUE PUBLIC SCHOOLS GRANT MIDDLE 

ALBUQUERQUE PUBLIC SCHOOLS HARRISON MIDDLE 

ALBUQUERQUE PUBLIC SCHOOLS HAYES MIDDLE 

ALBUQUERQUE PUBLIC SCHOOLS HIGHLAND AUTISM CENTER 

ALBUQUERQUE PUBLIC SCHOOLS JACKSON MIDDLE 

ALBUQUERQUE PUBLIC SCHOOLS JAMES MONROE MIDDLE 

ALBUQUERQUE PUBLIC SCHOOLS JEFFERSON MIDDLE 

ALBUQUERQUE PUBLIC SCHOOLS JIMMY CARTER MIDDLE 

ALBUQUERQUE PUBLIC SCHOOLS KENNEDY MIDDLE 

ALBUQUERQUE PUBLIC SCHOOLS LA LUZ DEL MONTE CENTER 

ALBUQUERQUE PUBLIC SCHOOLS LOS PUENTES CHARTER 

ALBUQUERQUE PUBLIC SCHOOLS MOUNTAIN MAHOGANY COMMUNITY SCHOOL 

ALBUQUERQUE PUBLIC SCHOOLS NEX GEN ACADEMY 

ALBUQUERQUE PUBLIC SCHOOLS NUESTROS VALORES CHARTER 

ALBUQUERQUE PUBLIC SCHOOLS PUBLIC ACADEMY FOR PERFORMING ARTS 

ALBUQUERQUE PUBLIC SCHOOLS ROBERT F. KENNEDY CHARTER 

ALBUQUERQUE PUBLIC SCHOOLS ROOSEVELT MIDDLE 

ALBUQUERQUE PUBLIC SCHOOLS SIEMBRA LEADERSHIP HIGH SCHOOL 

ALBUQUERQUE PUBLIC SCHOOLS SOUTHWEST PRIMARY LEARNING CENTER 

ALBUQUERQUE PUBLIC SCHOOLS SCHOOL FOR INTEGRATE 

ALBUQUERQUE PUBLIC SCHOOLS SOUTHWEST SECONDARY 

ALBUQUERQUE PUBLIC SCHOOLS TAYLOR MIDDLE 

ALBUQUERQUE PUBLIC SCHOOLS THE ALB TALENT DEVELOPMENT CHARTER 

ALBUQUERQUE PUBLIC SCHOOLS TONY HILLERMAN MIDDLE SCHOOL 

ALBUQUERQUE PUBLIC SCHOOLS WASHINGTON MIDDLE 

ALBUQUERQUE PUBLIC SCHOOLS WEST MESA HIGH 

ALDO LEOPOLD CHARTER ALDO LEOPOLD CHARTER 

ARTESIA PUBLIC SCHOOLS ARTESIA PARK JUNIOR HIGH 

ARTESIA PUBLIC SCHOOLS ARTESIA ZIA INTERMEDIATE 

AZTEC MUNICIPAL SCHOOLS PENASCO ELEMENTARY 

AZTEC MUNICIPAL SCHOOLS VISTA NUEVA HIGH 

CARLSBAD ALTA VISTA MIDDLE 

CARLSBAD CARLSBAD EARLY COLLEGE HIGH 

CARLSBAD MUNICIPAL SCHOOLS CARRIZOZO MIDDLE 

CESAR CHAVEZ COMMUNITY SCHOOL CESAR CHAVEZ COMMUNITY SCHOOL 



School Athletics Equity Act, Summary Report, December 2017      13 

 

CHAMA VALLEY INDEP. SCHOOLS CHAMA MIDDLE 

CIEN AGUAS INTERNATIONAL SCHOOL CIEN AGUAS INTERNATIONAL 

CIMARRON MUNICIPAL SCHOOLS CIMARRON MIDDLE 

CIMARRON MUNICIPAL SCHOOLS EAGLE NEST MIDDLE 

CIMARRON MUNICIPAL SCHOOLS MORENO VALLEY HIGH 

CLAYTON MUNICIPAL SCHOOLS CLAYTON JUNIOR HIGH 

CORAL COMMUNITY CHARTER CORAL COMMUNITY CHARTER 

DEMING PUBLIC SCHOOLS DEMING CESAR CHAVEZ 

DEMING PUBLIC SCHOOLS RED MOUNTAIN MIDDLE 

DULCE INDEPENDENT SCHOOLS DULCE MIDDLE 

ESPANOLA PUBLIC SCHOOLS CARLOS F. VIGIL MIDDLE 

ESTANCIA MUNICIPAL SCHOOLS ESTANCIA MIDDLE 

FARMINGTON MUNICIPAL SCHOOLS ROCINANTE HIGH 

FARMINGTON MUNICIPAL SCHOOLS SAN JUAN COLLEGE HIGH SCHOOL 

GADSDEN ANTHONY CHARTER SCHOOL 

GADSDEN ALTA VISTA EARLY COLLEGE HIGH SCHOOL 

GADSDEN INDEPENDENT SCHOOLS LOMA LINDA ELEMENTARY 

GALLUP-MCKINLEY CTY SCHOOLS CROWNPOINT HIGH 

GALLUP-MCKINLEY CTY SCHOOLS GALLUP CENTRAL ALTERNATIVE 

GALLUP-MCKINLEY CTY SCHOOLS MIDDLE COLLEGE HIGH 

GALLUP-MCKINLEY CTY SCHOOLS NAVAJO PINE HIGH 

GRANTS-CIBOLA COUNTY SCHOOLS GRANTS HIGH 

GRANTS-CIBOLA COUNTY SCHOOLS LAGUNA-ACOMA HIGH 

GRANTS-CIBOLA COUNTY SCHOOLS LAGUNA-ACOMA MIDDLE 

HOUSE MUNICIPAL SCHOOLS HOUSE HIGH 

HOUSE MUNICIPAL SCHOOLS HOUSE JUNIOR HIGH 

J PAUL TAYLOR ACADEMY J PAUL TAYLOR ACADEMY 

JEMEZ MOUNTAIN PUBLIC SCHOOLS CORONADO HIGH 

JEMEZ MOUNTAIN PUBLIC SCHOOLS CORONADO MIDDLE 

JEMEZ MOUNTAIN PUBLIC SCHOOLS LINDRITH AREA HERITAGE 

JEMEZ MOUNTAIN PUBLIC SCHOOLS LYBROOK ELEMENTARY 

JEMEZ VALLEY PUBLIC SCHOOLS JEMEZ VALLEY MIDDLE 

JEMEZ VALLEY PUBLIC SCHOOLS SAN DIEGO RIVERSIDE 

LA ACADEMIA DOLORES HUERTA LA ACADEMIA DOLORES HUERTA 

LA JICARITA COMMUNITY SCHOOL LA JICARITA COMMUNITY SCHOOL 

LA JICARITA COMMUNITY SCHOOL LA JICARITA COMMUNITY SCHOOL 

LA PROMESA EARLY LEARNING LA PROMESA EARLY LEARNING 

LA RESOLANA LEADERSHIP LA RESOLANA LEADERSHIP 

LAS CRUCES PUBLIC SCHOOLS LA ACADEMIA DOLORES HUERTA 

LAS CRUCES PUBLIC SCHOOLS SAN ANDRES HIGH SCHOOL 

LAS CRUCES PUBLIC SCHOOLS WHITE SANDS SCHOOL 

LAS MONTANAS CHARTER LAS MONTANAS CHARTER 
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LORDSBURG MUNICIPAL SCHOOLS DUGAN-TARANGO MIDDLE 

LORDSBURG MUNICIPAL SCHOOLS LORDSBURG HIGH 

LOS ALAMOS PUBLIC SCHOOLS ASPEN ELEMENTARY 

LOS ALAMOS PUBLIC SCHOOLS TOPPER FRESHMAN ACADEMY 

LOVINGTON MUNICIPAL SCHOOLS LOVINGTON FRESHMAN ACADEMY 

MAXWELL MUNICIPAL SCHOOLS MAXWELL MIDDLE 

MESA VISTA CONSOLIDATED SCHOOLS MESA VISTA HIGH 

MESA VISTA CONSOLIDATED SCHOOLS MESA VISTA MIDDLE 

MISSION ACHIEVEMENT AND SUCCESS MISSION ACHIEVEMENT AND SUCCESS 

MONTESSORI ELEMENTARY SCHOOL MONTESSORI ELEMENTARY SCHOOL 

MORA INDEPENDENT SCHOOLS LAZARO LARRY GARCIA 

MORA INDEPENDENT SCHOOLS MORA HIGH 

MOSQUERO MUNICIPAL SCHOOLS MOSQUERO HIGH 

NEW MEXICO CONNECTIONS ACADEMY NEW MEXICO CONNECTIONS ACADEMY 

PECOS INDEPENDENT SCHOOLS PECOS MIDDLE 

QUESTA INDEPENDENT SCHOOLS QUESTA HIGH 

QUESTA INDEPENDENT SCHOOLS QUESTA JR HIGH 

RATON PUBLIC SCHOOLS RATON MIDDLE 

RESERVE PUBLIC SCHOOLS RESERVE HIGH 

RIO RANCHO PUBLIC SCHOOLS INDEPENDENCE HIGH SCHOOL 

RIO RANCHO PUBLIC SCHOOLS MOUNTAIN VIEW MIDDLE 

RIO RANCHO PUBLIC SCHOOLS RIO RANCHO CYBER ACADEMY 

ROSWELL EARLY COLLEGE HIGH SCHOOL 

ROSWELL INDEPENDENT SCHOOLS SIDNEY GUTIERREZ MIDDLE 

ROSWELL INDEPENDENT SCHOOLS UNIVERSITY HIGH 

ROY MUNICIPAL SCHOOLS ROY HIGH 

SAGE MONTESSORI CHARTER SCHOOL SAGE MONTESSORI CHARTER SCHOOL 

SAN JON MUNICIPAL SCHOOLS SAN JON HIGH 

SAN JON MUNICIPAL SCHOOLS SAN JON MIDDLE SCHOOL 

SANTA FE   ACADEMY AT LARRAGOITE 

SANTA FE    EARLY COLLEGE OPPORTUNITIES 

SANTA FE   MANDELA INTERNATIONAL MAGNET (MIMS) 

SANTA FE   MONTE DEL SOL 

SANTA FE   SANTA FE ENGAGE 

SANTA FE   TIERRA ENCANTADA CHARTER 

SANTA ROSA CONSOLIDATED SCHOOLS ANTON CHICO MIDDLE 

SILVER CONSOLIDATED SCHOOLS SILVER CITY OPPORTUNITY SCHOOL 

SOUTHWEST INTERMEDIATE LEARNING 
CENTER 

SOUTHWEST INTERMEDIATE LEARNING CENTER 

SOUTHWEST SECONDARY LEARNING 
CENTER 

SOUTHWEST SECONDARY LEARNING CENTER 
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SPRINGER MUNICIPAL SCHOOLS SPRINGER HIGH 

SW AERONAUTICS MATHEMATICS AND 
SCIENCE ACADEMY 

SW AERONAUTICS MATHEMATICS AND SCIENCE 
ACADEMY 

T OR C MUNICIPAL SCHOOLS T OR C MIDDLE 

TAOS INTERNATIONAL SCHOOL TAOS INTERNATIONAL SCHOOL 

TAOS PUBLIC SCHOOLS   TAOS MUNICIPAL CHARTER 

TAOS PUBLIC SCHOOLS   VISTA GRANDE HIGH SCHOOL 

TATUM MUNICIPAL SCHOOLS TATUM HIGH 

TATUM MUNICIPAL SCHOOLS TATUM JR HIGH 

TECHNOLOGY LEADERSHIP TECHNOLOGY LEADERSHIP 

TEXICO MUNICIPAL SCHOOLS TEXICO MIDDLE 

TIERRA ENCANTADA CHARTER SCHOOL TIERRA ENCANTADA CHARTER SCHOOL 

UPLIFT COMMUNITY SCHOOL UPLIFT COMMUNITY SCHOOL 

WAGON MOUND PUBLIC SCHOOLS WAGON MOUND HIGH 

WALATOWA CHARTER HIGH WALATOWA CHARTER HIGH 

WEST LAS VEGAS PUBLIC SCHOOLS RIO GALLINAS SCHOOL 

WEST LAS VEGAS PUBLIC SCHOOLS VALLEY MIDDLE 

WEST LAS VEGAS PUBLIC SCHOOLS W LAS VEGAS HIGH 

WEST LAS VEGAS PUBLIC SCHOOLS W LAS VEGAS MIDDLE 

WEST LAS VEGAS PUBLIC SCHOOLS WLV FAMILY PARTNERSHIP 

ZUNI PUBLIC SCHOOLS TWIN BUTTES HIGH 

ZUNI PUBLIC SCHOOLS ZUNI MIDDLE 
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Recommendations on How to Increase Gender Equity in Athletics 

 
DISCLAIMER 

This information is NOT a substitute for legal advice. The school district/charter school is 
strongly encouraged to seek the advice of their legal counsel.   

 

Title IX of the Educational Amendments of 1972 is the landmark legislation that bans sex 
discrimination in schools, whether it be in academics or athletics. Title IX states: 

 
"No person in the U.S. shall, on the basis of sex, be excluded from participation in, or denied the 
benefits of, or be subjected to discrimination under any educational program or activity receiving 
federal aid." 

 
Athletics has created the most controversy regarding Title IX, but its gains in education and 
academics are notable. Before Title IX, many schools refused to admit women or enforced 
strict limits (http://bailiwick.lib.uiowa.edu/ge/aboutRE.html). 

 
The Policy Interpretation:  Title IX and Intercollegiate Athletics (Federal Register, Vol.44, No. 
239—Tuesday, Dec. 11, 1979) articulated three ways compliance with Title IX can be achieved. 
This is known as the “Three-Part Test”.  A recipient of federal funds can demonstrate 
compliance with Title IX by meeting any one of the three tests 
(http://www2.ed.gov/about/offices/list/ocr/letters/colleague-20100420.html).  For a full 
description of the “Three-Part Test” see Appendix D:  United States Department of Education, 
Office of Civil Rights, Dear Colleague Letter, April 20, 2010. 

 
The Kentucky High School Athletic Association 
(http://www.khsaa.org/titleix/titleixcomponents.pdf ) defines the 
“Three Part Tests” as: 

 
TEST ONE—PROPORTIONALITY:  This first test is based on a comparison of the percent of 
school enrollment for a gender to the percent of participation in sports by that gender. 

 
TEST TWO—PROGRAM EXPANSION:  The second test is designed to judge the school’s efforts 
to expand or increase the number of participants for the underrepresented sex—nearly always 
girls. Usually, schools that achieve compliance with test two have added new sports and teams 
(for example, freshman, junior varsity, and varsity teams) for girls, that has resulted in a 
significant increase in the number of female participants. 

 
TEST THREE—FULL ACCOMMODATION:  The third test assesses whether the school’s athletic 
program already offers every team for the underrepresented sex, usually girls, for which there 
is sufficient interest and ability to field a team and sufficient competition for that team in the 
area where the school normally competes. In Kentucky high schools, an Interscholastic 
Athletics Student Survey is administered at least every-other school year to gather and analyze 
responses to determine if increasing athletic offerings should be considered. 

 

http://bailiwick.lib.uiowa.edu/ge/aboutRE.html
http://www2.ed.gov/about/offices/list/ocr/letters/colleague-20100420.html
http://www.khsaa.org/titleix/titleixcomponents.pdf
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Resources 

 
 
For further guidance in compliance with Title IX, schools may wish to review the following 
resources: 

1. New Mexico Public Education Department, Title IX website: 
http://ped.state.nm.us/qab/policy10/index.html  
 

2. New Mexico Activities Association, Title IX resources:  http://www.nmact.org/ 
 

3.  http://titleix.info/10-Key-Areas-of-Title-IX/Access-to-Higher-Education.aspx  
 

4. U.S. Department of Education, Office for Civil Rights, Title IX Resource Guide (Apr. 2015). 
http://www2.ed.gov/about/offices/list/ocr/docs/dcl-title-ix-coordinators-guide-
201504.pdf  

 

5. U.S. Department of Education, Office of Civil Rights, Questions and Answers on Title IX 
and Single-Sex Elementary and Secondary Classes and Extracurricular Activities (Dec. 
2014). http://www2.ed.gov/about/offices/list/ocr/docs/faqs-title-ix-single-sex-
201412.pdf  

 

6. Minnesota State High School League, Providing Equal Athletic Opportunities, A Guide 
to Compliance:  http://www.mshsl.org/mshsl/titleix/Compliance_Guide.pdf 

 

7. Women’s Sports Foundation: https://www.womenssportsfoundation.org/  
 

8. National Women’s Law Center Check it Out: An Athletics Equity Checklist for Students, 
Athletes, Coaches, Parents, Administrators, and Advocates: 
http://www.nwlc.org/sites/default/files/pdfs/Checkitout.pdf 

 

9. Stop Sexual Assaults in Schools IX http://stopsexualassaultinschools.org/ 

http://ped.state.nm.us/qab/policy10/index.html
http://www.nmact.org/
http://titleix.info/10-Key-Areas-of-Title-IX/Access-to-Higher-Education.aspx
http://www2.ed.gov/about/offices/list/ocr/docs/dcl-title-ix-coordinators-guide-201504.pdf
http://www2.ed.gov/about/offices/list/ocr/docs/dcl-title-ix-coordinators-guide-201504.pdf
http://www2.ed.gov/about/offices/list/ocr/docs/faqs-title-ix-single-sex-201412.pdf
http://www2.ed.gov/about/offices/list/ocr/docs/faqs-title-ix-single-sex-201412.pdf
http://www.mshsl.org/mshsl/titleix/Compliance_Guide.pdf
https://www.womenssportsfoundation.org/
http://www.nwlc.org/sites/default/files/pdfs/Checkitout.pdf
http://stopsexualassaultinschools.org/
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Appendices 

 
Appendix A:  New Mexico Statutes, 22-31-1 through 22-31-6 NMSA 1978– School Athletics 
                          Equity Act 

 
Appendix B:     PED Rule—6.13.4 NMAC:  Governing Gender Equity in Participating in 

  Interscholastic Sports 
 

Appendix C:      United States Department of Education, Office of Civil Rights, Dear Colleague 
         Letter, April 1, 2014 (Title VI Considerations) 
 

Appendix D:     United States Department of Education, Office of Civil Rights, Dear Colleague 
Letter, April 24, 2015 (Responsibility of school districts to designate a Title IX 
Coordinator/Overview of the law's requirements) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

https://www.lawserver.com/law/state/new-mexico/nm-statutes/new_mexico_statutes_22-31-1
https://www.lawserver.com/law/state/new-mexico/nm-statutes/new_mexico_statutes_22-31-6
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Appendix A 

New Mexico Statutes, Chapter 22, Article 31 – School Athletics Equity 

 

New Mexico Statutes 22-31-1. Short title 

This act [22-31-1 through 22-31-6 NMSA 1978] may be cited as the “School Athletics Equity Act”. 

History: Laws 2009, ch. 178 , § 1. 

New Mexico Statutes 22-31-2. Applicability; nondiscrimination 

Except as provided in Subsections C, D and E of Section 22-31-3 NMSA 1978, the School Athletics 

Equity Act applies to each public school that has an athletics program for grades seven through 

twelve.  Each public school shall operate its program in a manner that does not discriminate 

against students or staff on the basis of gender. 

History: Laws 2009, ch. 178, § 2; 2012, ch. 24, § 1. 

New Mexico Statutes 22-31-3. Data reporting 

The department shall collect annual data from public schools on their athletics programs.  Each 

public school shall collect and submit the prior-year data required in this section in a format 

required by the department.  The data submitted shall include:  

A.   by August 31, 2011, the following information pertaining to enrollment:  

(1)   the total enrollment in each public school as an average of enrollment at the second and third 

reporting dates;  

(2)   student enrollment by gender;  

(3)   total number of students participating in athletics;  

(4)   athletics participation by gender; and  

(5)   the number of boys’ teams and girls’ teams by sport and by competition level;  

B.   by August 31, 2011, the following information pertaining to athletic directors and coaches:  

(1)   the names and genders of each public school’s athletic director and other athletic program 

staff;  

(2)   the names of each team’s coaches, with their gender, job title and employment status, such 

as full-time, part-time, contract or volunteer, specified;  

(3)   the coach-to-athlete ratio for each team; and  

(4)   the stipend or other compensation for coaching paid to coaches of boys’ teams and to 

coaches of girls’ teams for each public school;  

C.   by August 31, 2012, an accounting of the funding sources that are used to support the school’s 

athletics programs in grades nine through twelve and to which programs those funds are 

allocated; funding sources include state funding, federal funding, fundraising or booster clubs, 

game and concession receipts, gate receipts, cash or in-kind donations, grants and any other 

source;  

https://www.lawserver.com/law/state/new-mexico/nm-statutes/new_mexico_statutes_22-31-1
https://www.lawserver.com/law/state/new-mexico/nm-statutes/new_mexico_statutes_22-31-6
https://www.lawserver.com/law/state/new-mexico/nm-statutes/new_mexico_statutes_22-31-3
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D.   by August 31, 2012, the following information regarding expenses for athletics programs in 

grades nine through twelve, including:  

(1)   any capital outlay expenditures for each public school’s athletics programs; and  

(2)   the expenditures for each public school’s athletics programs, including travel expenses such as 

transportation, meal allowances and overnight accommodations; equipment; uniforms; facilities; 

facilities improvements; publicity expenses; awards; banquets; insurance; and any other expenses 

incurred by each athletic program; and  

E.   by August 31, 2012, a statement of benefits and services to each athletic program in grades 

nine through twelve, including:  

(1)   replacement schedules for uniforms;  

(2)   practice and game schedules; and  

(3)   locker rooms, weight rooms and practice, competitive and training facilities. 

History: Laws 2009, ch. 178, § 3; 2012, ch. 24, § 2. 

New Mexico Statutes 22-31-4. Disclosure to students and public 

A.   Each public school shall make its data available to the public, including all materials relied upon 

to compile the data.  Each public school shall inform all students at the public school of their right 

to review the data. 

B.   The department shall publish the following information: 

(1)   each public school’s data; and 

(2)   a list of public schools that did not submit fully completed data. 

C.   Each public school shall maintain its data and all materials relied upon to complete the data for 

at least three years.  Each public school shall publish its data in a newspaper of general circulation 

in the state or make the data available on a publicly accessible web site. 

History: Laws 2009, ch. 178, § 4. 

New Mexico Statutes 22-31-5. Assurance of compliance 

Each public school shall submit an assurance of compliance with Title 9 to its local school board or 

governing body and provide a copy to the department no later than August 31 of each year.  The 

assurance shall be signed by the superintendent of the district or the head assets of the estate, 

pay debts, and distribute residue to those entitled to it.”>administrator of the charter school.  The 

department shall publish, in a newspaper of general circulation in the state or on a publicly 

accessible web site, a list of public schools that fail to submit the assurance of compliance with 

Title 9. 

 

As used in this section, “Title 9” means federal Public Law 92-318, Title 9, of the Education 

Amendments of 1972, which is codified at 20 U.S.C. 1681, et seq., and the regulations 

promulgated pursuant to that act. 

History: Laws 2009, ch. 178, § 5. 
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New Mexico Statutes 22-31-6. Report to governor and legislature 

Beginning December 1, 2011, the department shall submit annually a report on the School 

Athletics Equity Act to the governor and the legislature, including a summary of the data received 

from the public schools.  The report shall include recommendations on how to increase gender 

equity in athletics in public schools.  The department shall post the report on its web site. 

History: Laws 2009, ch. 178, § 6. 

 
 

 
 



   

 Appendix B 
 

 

TITLE 6 PRIMARY AND SECONDARY EDUCATION 
CHAPTER 13  PUBLIC SCHOOL ADMINISTRATION— INTERSCHOLASTIC ACTIVITIES PART 4
 GOVERNING GENDER EQUITY IN PARTICIPATION IN INTERSCHOLASTIC 

SPORTS 
 

6.13.4.1 ISSUING AGENCY:  Public Education Department 
[01-29-99, 07-30-99; 6.13.4.1 NMAC - Rn, 6 NMAC 1.2.3.1, 12-29-00; A, 11-13-09] 

 
6.13.4.2 SCOPE:  This rule applies to school districts and charter schools. 
[01-29-99; 6.13.4.2 NMAC - Rn, 6 NMAC 1.2.3.2, 12-29-00; A, 11-13-09] 

 
6.13.4.3 STATUTORY AUTHORITY: This rule is adopted pursuant to Sections 22-2-1, 22-2-2 NMSA 
1978, the School Athletics Equity Act [22-31-1 to 22-31-6 NMSA 1978], and 20 U.S. Code 1681, et seq. 
[01-29-99; 6.13.4.3 NMAC - Rn, 6 NMAC 1.2.3.3, 12-29-00; A, 11-13-09] 

 
6.13.4.4 DURATION:  Permanent 
[01-29-99; 6.13.4.4 NMAC - Rn, 6 NMAC 1.2.3.4, 12-29-00] 

 
6.13.4.5 EFFECTIVE DATE:  January 29, 1999, unless a later date is cited at the end of a section [01-
29-99; 6.13.4.5 NMAC - Rn, 6 NMAC 1.2.3.5, 12-29-00]. 

 
6.13.4.6 OBJECTIVE:  The purpose of this rule is to prohibit discrimination on the basis of gender in 
interscholastic sports. 
[01-29-99; 6.13.4.6 NMAC - Rn, 6 NMAC 1.2.3.6, 12-29-00; A, 11-13-09] 

 
6.13.4.7 DEFINITIONS: 

A. “Department” means the public education department. 
B. “School Athletics Equity Act” means a state law enacted to require annual data collection and 

reporting to ensure that any public school operating an athletics program for grades seven through twelve shall do 
so in a manner that does not discriminate against students or staff on the basis of gender. 

C. “Title 9” means federal Public Law 92-318, Title 9 of the Education Amendments of 1972 which 
is codified at 20 U.S. Code 1681, et seq. 
[01-29-99; 6.13.4.7 NMAC - Rn, 6 NMAC 1.2.3.7, 12-29-00; A, 11-13-09] 

 
6.13.4.8 REQUIREMENTS: 

A. No officer, agent or employee of any local school board, school district or charter school shall 
subject any person to discrimination based on gender in any interscholastic sport. Nor shall any public school 
operate its interscholastic program in a manner that discriminates against students or staff on the basis of gender. 

B. School districts and charter schools shall provide comparable athletic opportunity in 
interscholastic sports for both genders. Each school district and charter school has the option of prohibiting 
participation by both genders on the same team, where comparable or separate athletic opportunity exists for 
both genders. Comparable athletic opportunity exists only where a good faith effort is made so that teams are 
provided with comparable facilities, equipment, supplies, game and practice schedules, travel and per diem 
allowances, coaching (including assignment and compensation of coaches), academic tutoring, housing, dining 
facilities and publicity. 

C. All school districts and charter schools shall designate at least one Title 9 coordinator whose 
name, title, school address and telephone number shall be prominently displayed on the district’s or charter 
school’s website and in school publications and handbooks. A Title 9 coordinator shall, at a minimum, have the 
following responsibilities: 

(1) to receive and process complaints and inquiries related to Title 9; 
(2) to make recommendations to the school administration on best practices for avoiding 

and correcting sex discrimination in school athletics programs; 
(3) to carry out the local school’s athletic non-discrimination policy; and 
(4) to enforce corrective measures to comply with Title 9 after an adjudication or determination 

of non-compliance. 



   

D. In determining comparable athletic opportunity, each public school that has an athletics program 
for grades seven through twelve shall undertake self-evaluation and continuing reappraisal of student needs as 
determined by the total educational program.  To assist in the self-evaluation, each public school that has an 
athletics program for grades seven through twelve shall report the following data to the department; 

(1) Beginning August 31, 2011 and each year thereafter no later than August 31st, the following 
data shall be submitted to the department in a format required by the department: 

(a) the following information pertaining to enrollment: 
(i) the total enrollment in each public school as an average of enrollment at the 

eightieth and one hundred twentieth days of the school year; 
(ii) student enrollment by gender; 
(iii) total number of students participating in athletics; 
(iv) athletics participation by gender; and 
(v) the number of boys’ teams and girls’ teams by sport and by competition level;  

 (b) the following information pertaining to athletic directors, coaches and other school 
personnel:  

(i) the name and gender of each public school’s athletic director; 
(ii) the name of each team’s coaches and other team personnel, with their gender, job 

title and employment status, such as full-time, part-time, contract or seasonal, specified; 
(iii) the coach-to-athlete and staff-to-athlete ratio for each team; and 
(iv) the stipend or other compensation for coaching paid to coaches of boys’ teams and 

to coaches of girls’ teams for each public school. 
(2) Beginning August 31, 2012 and each year thereafter no later than August 31st, the following 

data shall be submitted to the department in a format required by the department: 
(a) an accounting of the funding sources that are used to support the school’s athletics 

programs and to which teams those funds are allocated funding sources include; 
(i) state funding; 
(ii) federal funding; 
(iii)  fund raising or booster clubs; 
(iv)  game and concession receipts; 
(v) gate receipts; 
(vi) cash or in-kind donations; 
(vii)  grants; and 
(viii) any other sources; 

(b) the following information regarding expenditures; 
(i) any capital outlay expenditures for each public school’s athletics programs; 
(ii) the expenditures for each public school’s athletics programs; and 
(iii)    the expenditures of individual teams, including travel expenses such as 

transportation, meal allowances and overnight accommodations; equipment; uniforms; facilities; facilities 
improvements; publicity expenses; awards; banquets; insurance; and other  expenses incurred by each 
team; 

(c) a statement of benefits and services to each team. 
E. Each public school shall: 

(1) make the above referenced data available to the public including all materials relied upon 
to compile the data; 

(2) at least annually inform all students attending their school of their right to review the data; 
(3) maintain in a retrievable form its data and all materials relied upon to complete the data for 

at least three years; 
(4) annually publish its data in a newspaper of general circulation in the state or make the 

data available on its publicly accessible website; and 
(5) no later than August 31st of each year, submit an assurance of compliance with Title 9 to its local 

school board or governing body and provide a copy to the department. 
F. The department shall publish and submit an annual report to the governor and legislature 

including the following information: 
(1) each public school’s data; 
(2) a list of public schools that did not submit fully completed data; 
(3) a list of public school that fail to submit the assurance of compliance with Title 9; and 
(4) recommendations on how to increase gender equity in athletics in public schools 



   

 

[01-29-99; 6.134.8 NMAC- Rn, 6 NMAC 1.2.3.8, 12-29-00; A, 11-13-09] 

HISTORY  OF 6.13.4 NMAC: 
PRE-NMAC HISTORY:   The material in this regulation is derived from that previously filed with the State 

Records Center and Archives under: State Board of Education Regulation No. 76–6, Governing 

Participation in Interscholastic Sports, filed May 14, 1976.



   

 

Appendix C 
 

UNITED STATES DEPARTMENT OF EDUCATION 

OFFICE FOR CIVIL RIGHTS 

 

THE ASSISTANT SECRETARY 

October 1, 2014 

Dear Colleague: 

 

Sixty years ago the Supreme Court famously declared in Brown v. Board of Education that 

education “is a right which must be made available to all on equal terms.”
1 

Today, I write to call 

your attention to disparities that persist in access to educational resources, and to help you 

address those disparities and comply with the legal obligation to provide students with equal 

access to these resources without regard to race, color, or national origin.
* 

This letter builds on 

the prior work shared by the U.S. Department of Education on this critical topic.
2

 

Across the country, teachers, administrators, and local and State
† 

officials are working tirelessly 

to improve our schools through exciting innovations in teacher recruitment, hiring, assignment, 

evaluation, support, development, and retention. They are also upgrading school facilities, 

expanding access to advanced courses, increasing the availability of technology in the classroom, 

and employing more well-prepared staff to support the work of excellent teachers. The 

Department applauds these efforts and will make every effort to support them while ensuring that 

the provision and allocation of educational resources afford equal educational opportunity for all 

students.
3
 

 

* 
This letter addresses legal obligations under Title VI of the Civil Rights Act of 1964 (Title VI), which prohibits 

discrimination on the basis of race, color, or national origin, in programs and activities receiving Federal financial 

assistance. 42 U.S.C. § 2000d, et seq. See also 34 C.F.R. Part 100 (implementing regulations). The Office for Civil 

Rights (OCR) also enforces statutes that prohibit discrimination on the basis of sex and disability, and under which 

recipients of Federal financial assistance have similar responsibilities regarding the obligation to provide comparable 

educational resources to all students without regard to their sex or disability. 20 U.S.C. § 1681 et seq. (sex), 34 

C.F.R. Part 106 (implementing regulations); 29 U.S.C. § 794 (disability), 34 C.F.R. Part 104 (implementing 

regulations). 

† 
Although this letter focuses on the resource equity obligations of school districts, States and individual schools that 

receive Federal funds must likewise comply with Title VI’s nondiscrimination requirements, including 

nondiscrimination in their provision and allocation of educational resources. Accordingly, OCR strongly encourages 

State education officials and school administrators to closely review this letter and to take proactive steps to ensure 

that the educational resources they provide are distributed in a manner that does not discriminate against students on 

the basis of race, color, or national origin. In particular, State education officials should examine policies and 

practices for resource allocation among districts to ensure that differences among districts do not have the  

unjustified effect of discriminating on the basis of race. 

400 MARYLAND AVE. S.W., WASHINGTON, DC 20202-1100 



  

 
 

 

 

 

I. The Problem of Unequal Access to Educational Resources 

Many States, school districts, and schools across the Nation have faced shrinking budgets that 

have made it increasingly difficult to provide the resources necessary to ensure a quality 

education for every student. Chronic and widespread racial disparities in access to rigorous 

courses, academic programs, and extracurricular activities; stable workforces of effective 

teachers, leaders, and support staff; safe and appropriate school buildings and facilities; and 

modern technology and high-quality instructional materials further hinder the education of 

students of color today.
* 

Below I highlight the negative effects these inequalities can have on 

student learning and encourage school officials to assess regularly disparities in educational 

resources in order to identify potential — and where it exists to end — unlawful discrimination, 

particularly in districts with schools where the racial compositions vary widely.
†
 

Research confirms what we know intuitively — high-quality schools can make a dramatic 

difference in children’s lives, closing achievement gaps and providing students with the 

opportunity to succeed in college and their chosen careers.
4 

The allocation of school resources, 

however, too often exacerbates rather than remedies achievement and opportunity gaps. 
 

 

 

 

 

 

*
This letter uses the term “students of color” rather than the term “minority students” to refer to students who identify 

as black, Latino, Asian, Native Hawaiian/Pacific Islander, American Indian/Alaska Native, and students of two or 

more races. Using “students of color” to refer to these students reflects the fact that in many school districts white 

students are in the minority. This letter also typically uses “Latino” to refer to people who identify as Hispanic or 

Latino and uses “black” to refer to people who identify as African-American or black. In addition, the terms “race” 

or “racial” includes race, color, and national origin; “policy” or “policies” includes policies, practices, and 

procedures; and “school” or “schools” includes an elementary or secondary school as well as a charter or 

“alternative” school that is a recipient of Federal financial assistance. 

† 
This letter cites to leading scholarship in the field of education in the endnotes to demonstrate the importance of the 

resources discussed to the quality of education that students receive and to document the disparities in access to these 

resources across the Nation. These citations, however, are intended to illustrate the problems we face rather than      

to provide an exhaustive account of the state of the research. OCR weighed information gleaned from research 

alongside the experience of decades of OCR enforcement of civil rights protections in our schools to determine 

which resources to prioritize in this letter. As with all investigations, OCR retains discretion to investigate complaints 

of discrimination in access to resources not discussed in this letter and will consider the fact-specific contexts          

of all complaints in evaluating allegations of discrimination, including evidence that in a particular school                

or district, the relationship between resources, the quality of education, and student outcomes may not follow typical 

patterns. 



  

 
 

 

 

Many school districts offer academic and co-curricular
* 

programs that are differentiated based on 

academic rigor (e.g., gifted and talented or college preparatory programs) or content (e.g., 

business, health care, music, art, or career and technical education programs). These programs 

can improve student achievement and build specialized skills that help students move along a 

variety of pathways toward college- and career-readiness.
5 

For example, participation in high- 

quality arts programs, including music and visual arts, is valuable to all students.
6 

Students in 

more advanced courses tend to put in significantly more effort, and student effort is in turn 

correlated with higher achievement, regardless of the student’s entering level of achievement and 

regardless of which courses the student takes.
7 

Additionally, extracurricular opportunities such as 

academic clubs, athletics, and other organizations continue to build students’ academic and 

social skills outside of class. These extracurricular programs have benefits such as increasing 

physical fitness and building skills in disciplines like music, technology, and debate. And 

researchers have found that participation in organized, school-based, extracurricular activities is 

strongly related to improved student achievement.
8
 

But schools serving more students of color are less likely to offer advanced courses and gifted 

and talented programs than schools serving mostly white populations, and students of color are 

less likely than their white peers to be enrolled in those courses and programs within schools that 

have those offerings.
9 

For example, almost one in five black high school students attend a high 

school that does not offer Advanced Placement (AP) courses, a higher proportion than any other 

racial group.
10 

Students with limited English proficiency (English language learners) are also 

underrepresented in AP courses according to data from the 2011-12 school year. In that year, 

English language learners represented five percent of high school students, but only two percent 

of the students enrolled in an AP course.
11 

Similarly, of the high schools serving the most black 

and Latino students in the 2011-12 school year, only 74 percent offered Algebra II and only 66 

percent offered chemistry. Comparable high-level opportunities were provided much more often 

in schools serving the fewest black and Latino students, where 83 percent offered Algebra II 

courses and 78 percent offered chemistry. Moreover, the percentages of black and Latino 

students enrolled in calculus courses did not closely match the percentages of black and Latino 

students enrolled in high schools. While black and Latino students represented 16 percent and 21 

percent, respectively, of high school enrollment in 2011-12, they were only 8 percent and 12 

percent, respectively, of the students enrolled in calculus.
12 

Black and Latino students were also 

 

 

 

* 
Co-curricular refers to programs that have components occurring during classroom time as well as outside-of-class 

requirements such as music courses with required concerts that happen outside of the normal school day. This term is 

meant to distinguish those out-of-class requirements from extracurricular activities that are not typically tied to a 

specific course. Many researchers include co-curricular activities in their investigations of the effects of 

extracurricular involvement on student achievement because the activities happen outside of normal classroom time. 

However, because these programs are fundamentally part of a student’s school day, OCR considers co-curricular 

programs alongside other academic programs in evaluating the comparable provision of programs across the schools 

in a school district. 



  

 
 

 

 

underrepresented in gifted and talented programs during the 2011-12 school year. In particular, 

schools offering such programs had an aggregate enrollment that was 15 percent black and 25 

percent Latino, but their gifted and talented enrollment was only 9 percent black and 17 percent 

Latino.
13 

Further, the percentage of non-English language learners participating in gifted and 

talented programs was three-and-a-half times greater than the percentage of English language 

learners participating in these programs.
14

 

The teachers, leaders, and support staff in a school are foundational to student learning and 

development. But disparities in the opportunity for students to benefit from strong teachers, 

leaders, and support staff — ones who, generally speaking, are qualified, experienced and 

accomplished — exist among and within districts, as well as among classes in the same school.
15 

Schools serving the most black and Latino students are 1.5 times more likely to employ teachers 

who are newest to the profession (who are on average less effective than their more experienced 

colleagues
16

) as compared to schools serving the fewest of those students.
17 

The unequal 

provision of strong teachers and stable teacher workforces too often disadvantages the schools 

with the most at-risk students as well as schools with the highest enrollments of students of 

color.
18

 

The physical spaces where our children are educated are also important resources that influence 

the learning and development of all students, yet many of our Nation’s schools have fallen into 

disrepair. Too often, school districts with higher enrollments of students of color invest 

thousands of dollars less per student in their facilities than those districts with predominantly 

white enrollments.
19 

While conditions have improved in some districts, older buildings with 

inadequate or poorly maintained heating, ventilation, and air conditioning (HVAC) systems still 

are more likely to house schools attended mostly by students of color, who in many instances are 

also low-income students.
20 

Schools with the most students of color are more likely to have 

temporary, portable buildings and permanent buildings with poorer building conditions, 

including poorly maintained exterior features such as lighting and walls.
21 

Students of color must 

not be consigned to dilapidated, overcrowded school buildings that lack essential educational 

facilities, such as science laboratories, auditoriums, and athletic fields, and that may not be able 

to support the increasing infrastructure demands of rapidly expanding educational technologies 

while providing better facilities for other students. 

In addition to facilities, access to instructional materials and technology for students and teachers 

can impact the quality of education as well as students’ ability to engage with digital resources 

outside the classroom.
22 

Technology and other instructional tools and materials support teachers 

in properly delivering, enhancing and personalizing the curriculum. Access to these important 

instructional resources varies between high-poverty schools that are heavily populated with 

students of color and more affluent schools serving fewer students of color.
23 

While gaps by race 

and income in student access to technology are narrowing at a national level, disparities persist 

regarding the number and quality of computers or mobile devices in the classroom, speed of 

internet access, and the extent to which teachers and staff are adequately prepared to teach 



  

 
 

 

 

students using these technologies.
24 

High-quality instructional materials for students and 

teachers, including digital learning materials, textbooks, library resources, and other materials, 

promote rigorous engagement with the curriculum, and so when school districts provide these 

resources they must ensure that students have comparable access to them without regard to race, 

color, or national origin. 

Adequate funding is necessary to provide the programmatic, human, and physical resources 

described above.
25 

Allocation of funding should be designed to ensure the availability of equal 

educational opportunities for students, which may require more or less funding depending upon 

the needs at a particular school. Intradistrict and interdistrict funding disparities often mirror 

differences in the racial and socioeconomic demographics of schools, particularly when adjusted 

to take into consideration regional wage variations and extra costs often associated with 

educating low-income children, English language learners, and students with disabilities. These 

disparities are often a result of funding systems that allocate less State and local funds to high- 

poverty schools that frequently have more students of color,
26 

which can often be traced to a 

reliance on property tax revenue for school funding. Federal funds provided through Title I of the 

Elementary and Secondary Education Act of 1965, as amended (ESEA), are designed to provide 

additional resources on top of state and local funds.
27 

As a result, OCR typically will not  

consider Title I funds in a resource equity analysis. OCR also notes that even counting Title I 

funds, many districts still allocate resources among schools inequitably.
28

 

Such disparities may be indicative of broader discriminatory policies or practices that, even if 

facially neutral, disadvantage students of color.
29 

For example, teachers in high schools serving 

the highest percentage of black and Latino students during the 2011-12 school year were paid on 

average $1,913 less per year than their colleagues in other schools within the same district that 

serve the lowest percentage of black and Latino students.
30

 

As discussed above, challenging and creative courses, programs, and extracurricular activities; 

effective and qualified teachers, leaders, and support staff; adequate facilities; updated 

technology; quality education materials; and sufficient funding — are critical to the success of 

students.
31 

Yet, disparities in the level of access to these resources often reflect the racial 

demographics of schools, with schools serving the most students of color having lower quality or 

fewer resources than schools serving largely white populations even within the same district. 

This letter, therefore, highlights the importance of protecting students from discrimination in the 

allocation of any of these educational resources. This letter also serves to support and inform 

education officials by clarifying their legal obligations, and by identifying resources that can 

guide proactive district and State efforts to assess relevant data and to examine policies and 

practices on resource allocation to ensure compliance with Title VI. 



  

 
 

 

 

 

II. Legal Framework for Office for Civil Rights Enforcement Efforts 

The Department’s Office for Civil Rights (OCR) enforces Title VI of the Civil Rights Act of 

1964,
32 

which prohibits discrimination on the basis of race, color, or national origin, in programs 

and activities receiving Federal financial assistance.
* 

School districts that receive Federal funds 

must not intentionally discriminate on the basis of race, color, or national origin, and must not 

implement facially neutral policies that have the unjustified effect of discriminating against 

students on the basis of race, color, or national origin.
33 

In assessing the allocation of educational 

resources, OCR will investigate and analyze the evidence found under both theories of 

discrimination — intentional discrimination and disparate impact — to ensure that students are 

not subjected to unlawful discrimination.
34 

Each theory is summarized in turn below. 

 

A. Intentional Discrimination 

Under Title VI, intentional discrimination in allocating educational resources on the basis of 

race, color, or national origin is unlawful. Such discrimination can include acting on a racially 

discriminatory motive, providing educational resources only to members of select races, 

adopting facially neutral policies with an invidious intent to target students of certain races, or 

applying a facially neutral policy in a discriminatory manner. Evidence of discriminatory intent 

can be proven through direct evidence or circumstantial evidence. For example, such evidence 

may include the existence of racial disparities that could not otherwise be explained, a history of 

discriminatory conduct towards members of a certain race, or the inconsistent application of 

resource allocation policies to schools with different racial demographics.
35

 

OCR applies the following analysis to determine whether a school district intentionally 

discriminated in the allocation of resources: 

1) Did the school district treat a student, or group of students, differently with respect to 

providing access to educational resources as compared to another similarly situated 

student, or group of students, of a different race, color, or national origin (a prima 

facie case of discrimination)? 
 

 

 

* 
This letter focuses on the comparable allocation and provision of educational resources regardless of students’ 

race, color, or national origin, but school districts should also be mindful of their obligation to take “affirmative 

steps” to help English language learners (ELLs) overcome language barriers so they can meaningfully participate in 

their schools’ educational programs. See Lau v. Nichols, 414 U.S. 563, 566 (1974). The obligation to take such 

affirmative steps does not diminish a district’s obligation to otherwise ensure equitable access to comparable 

educational resources for ELL students. OCR’s policies governing the treatment of English-language learners are 

available at www.ed.gov/ocr/ellresources.html. 

http://www.ed.gov/ocr/ellresources.html


  

 
 

 

 

2) Can the school district articulate a legitimate, nondiscriminatory, educational reason 

for the different treatment? If not, OCR could find that the district has intentionally 

discriminated on the basis of race. If yes, then 

3) Is the allegedly nondiscriminatory reason a pretext for discrimination?
36 

If so, OCR 

would find the district has intentionally discriminated on the basis of race. 

In the context of a resource comparability investigation, this analysis for intentional 

discrimination may in practice take the following form, particularly in cases where there is no 

direct evidence of invidious purpose. 

First, OCR would examine evidence regarding the quality, quantity, and availability of critical 

educational resources (as discussed in more detail below) to determine whether there are 

disparities among schools serving similarly situated students or among similarly situated students 

within the same school. Similarity of schools would be primarily judged by the size and grade 

level of the schools, whereas differences of student needs, programs, and other like factors would 

be relevant to the second prong of this analysis. Students would typically be considered similar if 

they are in the same grade and have generally comparable educational or academic needs. A 

prima facie case of intentional discrimination is demonstrated when the school district treats 

schools that are otherwise similar, but that have demonstrably different student populations with 

regard to race, color, or national origin, differently in terms of resource allocation, or when the 

school district gives similarly situated groups of students of different races within schools 

demonstrably different access to critical resources. 

Second, school districts would then be given an opportunity to explain the different treatment, 

and OCR would assess whether there existed any legitimate, nondiscriminatory, educational 

explanation from the school district. OCR anticipates that in some school-level resource equity 

investigations, school districts may be able to explain differing resource allocations as arising 

from educational strategies such as the operation of themed programs at particular schools that 

may justify, for example, specialized training, courses, or technology supports at one school 

versus another. As another example, different resource allocations may also arise from 

appropriate targeting of capital improvement expenditures at the most dilapidated buildings in a 

district. A district might also explain that an alleged disparity among schools with regard to the 

allocation of a particular resource (such as laptops in the classroom) is part of a plan for 

allocating a broader category of resources (such as classroom-based technology) and present 

evidence that the broader plan leads to an equitable allocation overall. 

However, if the school district cannot articulate a legitimate, nondiscriminatory, educational 

reason for different treatment, OCR could find that the district has intentionally discriminated 

based on race. If the school district provides an explanation, OCR would then assess whether the 

explanation is a pretext for unlawful discrimination — in other words, not the true reason for the 

different treatment but rather a mere cover for racial discrimination. Evidence that an explanation 



  

 
 

 

 

is pretextual may include, but is not limited to, that the explanation does not conform to overall 

district or State policies regarding the provision of resources or that witnesses or documents 

credibly offer evidence that contradicts the explanation offered. For example, the actual purpose 

or explanation for the different treatment could be a stereotype about a particular race not opting 

for or valuing advanced coursework. If OCR finds that the reason for the different treatment is 

pretextual, then the recipient would be found in violation of Title VI. 

 

B. Disparate Impact 

School districts also violate Title VI if they adopt facially neutral policies that are not intended to 

discriminate based on race, color, or national origin, but do have an unjustified, adverse disparate 

impact on students based on race, color, or national origin.
37 

In determining whether a facially 

neutral policy or practice has an unjustified, adverse disparate impact in allocating educational 

resources that violates Title VI, OCR applies the following analysis: 

1) Does the school district have a facially neutral policy or practice that produces an 

adverse impact on students of a particular race, color, or national origin when compared 

to other students? 

2) Can the school district demonstrate that the policy or practice is necessary to meet an 

important educational goal?38 In conducting the second step of this inquiry OCR will 

consider both the importance of the educational goal and the tightness of the fit between 

the goal and the policy or practice employed to achieve it. If the policy or practice is not 

necessary to serve an important educational goal, OCR would find that the school district 

has engaged in discrimination. If the policy or practice is necessary to serve an important 

educational goal, then OCR would ask 

3) Are there comparably effective alternative policies or practices that would meet the 

school district’s stated educational goal with less of a discriminatory effect on the 

disproportionately affected racial group; or, is the identified justification a pretext for 

discrimination?39 If the answer to either question is yes, then OCR would find that the 

school district had engaged in discrimination. If no, then OCR would likely not find 

sufficient evidence to determine that the school district had engaged in discrimination. 

Applying this disparate impact framework, OCR would not find unlawful discrimination based 

solely upon the existence of a quantitative or qualitative racial disparity resulting from a facially 

neutral policy. Nevertheless, OCR will investigate and ascertain whether such disparities are the 

result of unlawful discrimination under Title VI. 

The first prong of this analysis requires OCR to identify a policy or practice that creates racial 

disparities in access to educational resources that are important to the quality of education a 

student receives, such that the disparity has an adverse impact on a racially defined group of 

students. Relying in part on research, OCR generally considers each of the educational resources 



  

 
 

 

 

discussed in this letter to provide a benefit and that its inequitable allocation tends to be adverse 

to students who are under-resourced. Additionally, OCR would also consider the school district’s 

decision to provide a particular resource to students, such as technology or a gifted and talented 

program, as evidence that the district believes the resource is important. OCR would expect these 

resources to be equitably provided without regard to students’ race, color, or national origin. 

Furthermore, OCR may consider indicia of the quality of education when determining adverse 

impact including, but not limited to, student achievement outcomes, graduation and retention-in- 

grade rates, and student and parent surveys. Finally, OCR would consider evidence offered by 

the school district that, in the specific factual context of its schools, a difference in certain 

resources does not adversely impact the quality of education. 

If OCR identifies a policy or practice that creates adverse racial disparities, OCR looks to the 

school district for a substantial, legitimate, educational justification for the policy or practice. A 

district may offer a justification such as a policy of offering a diverse range of educational 

programs, of targeting resources to underperforming schools, or of piloting programs in one 

school before expanding them to more schools. As another example, school-based budgeting 

may allow for different choices at the school level regarding budgeting for resources such as 

instructional materials and staff positions, so that different combinations of resources at different 

schools would not necessarily represent resource inequity among those schools; in such a 

situation, OCR would investigate, among other things, whether the district’s overall system for 

allocating funds to schools was equitable. OCR will assess the explanation identified, giving 

some deference to the expertise of the educators making those decisions. If OCR accepts the 

justification, OCR will work with the school district to identify whether the district could 

implement a workable alternative with a less racially disparate impact. 

 

III. Office for Civil Rights Investigations   

Again, Title VI prohibits discrimination in the allocation and provision of educational 

resources.
40 

Therefore, OCR investigates complaints and conducts proactive investigations to 

determine whether school districts are discriminating against students based on race, color, or 

national origin in their allocation of educational resources. Such investigations may include, but 

are not limited to, analyses of any or all of the resources discussed in this letter, depending on the 

fact-specific context in a particular case. Sound educational judgments made by State and local 

education officials, as well as budgetary constraints, may lead school districts to prioritize certain 

resources or the needs of certain schools, but such decisions cannot reflect unlawful race 

discrimination, in purpose or effect. OCR’s legal determinations will necessarily be context- 

specific and will require a holistic analysis of both quantitative and qualitative factual findings, 

including an evaluation of evidence presented that the quality of education students receive in a 

particular school or district is equitable despite apparent resource inequities in some areas. 

OCR’s investigations recognize that States, districts, and schools have a significant amount of 

flexibility and variation in how they operate and that compliance with Title VI does not require a 

specific approach to ensuring equitable access to comparable resources. 



  

 
 

 

 

In its investigations, OCR focuses on the scope and severity of resource disparities, and on a 

district’s processes for allocating resources to determine the extent to which the district is 

exacerbating or eliminating such disparities. OCR may compare a school’s resources against 

district averages and against district schools serving the most and the fewest students of a 

particular race or national origin to assess whether alleged resource disparities are, in fact, 

correlated with the race, color, or national origin of students. OCR also recognizes that resources 

may appropriately be allocated differently to meet schools’ differing needs. For example, an 

engineering-themed magnet school may invest more in computers than an arts-themed magnet 

school that invests more in musical instruments. Accordingly, OCR investigations are more 

likely to find school districts in violation of Title VI when it uncovers significant racial 

disparities in access to a particular education resource or patterns of racial inequality across a 

range of different types of resources. 

Finally, OCR encourages districts to proactively identify and address racial disparities in 

resource allocation. School districts that take proactive, concrete, and effective steps to address 

the root causes of such disparities and to ensure that students are equitably served are more likely 

to be in compliance with Title VI. Further, the effectiveness of such efforts may reflect favorably 

on districts and inform any remedies OCR requires so that the district can build upon its efforts. 

Note on School Funding 

Although comparative funding levels are pertinent to the issue of educational resource 

comparability, they may not be conclusive evidence of compliance or non-compliance. The 

comparison of resources, including funds, allocated among schools is ultimately designed to 

measure the relative allocation of equal educational opportunities for students. The provision of 

equal opportunities may require more or less funding depending on the location of the school, the 

condition of existing facilities, and the particular needs of students such as English language 

learners and students with disabilities.
* 

For example, older facilities generally require more 

money for annual maintenance than do newer facilities. Similarly, greater annual per-pupil 

library expenditures for one school may reflect an effort to correct years of underfunding of a 

library collection. Funding disparities that benefit students of a particular race, color, or national 

origin may also permissibly occur when districts are attempting to remedy past discrimination. 

Much of the Federal funding provided to districts and schools comes from sources specified for a 

particular use such as special education, alternative language, or gifted programs. OCR may 

exclude these categorical resources from data used to determine comparability of regular 

education programs if those resources distort the comparisons for such programs. 
 

 

 

* 
For example, students in special education may be served by more teachers and support staff than other students, 

and therefore districts may spend more on those students, but that does not mean that those students are inequitably 

receiving a disproportionate share of resources. 



  

 
 

 

 

Lack of funds does not preclude the duty to act under Title VI. OCR may consider how States, 

districts, and schools distribute whatever funds and resources are available, as well as how they 

act to provide additional or sufficient funds, to ensure equal educational opportunities. 

OCR generally focuses on funding via its impact on the other categories of educational resources 

discussed below. Simplistic comparisons of per-pupil expenditure levels are often a poor 

measure of resource comparability, and there are many factual circumstances that can create 

varying funding needs that justify differential spending patterns among schools. The ultimate 

issue is whether funding is provided to each school in the district so as to provide equal 

educational opportunities for all students. 

 
A.  Courses, Academic Programs, and Extracurricular Activities 

Equal educational opportunity requires that all students, regardless of race, color, or national 

origin, have comparable access to the diverse range of courses, programs, and extracurricular 

activities offered in our Nation’s schools. Students who have access to, and enroll in, rigorous 

courses are more likely to go on to complete postsecondary education.
41 

Further, completing 

college or other postsecondary education such as a technical certification is increasingly 

necessary for students to enter careers that will enable them to join the middle class.
42 

Therefore, 

OCR assesses the types, quantity, and quality of programs available to students across a school 

district to determine whether students of all races have equal access to comparable programs 

both among schools and among students within the same school. OCR generally considers a 

range of specialized programs, such as early childhood programs including preschool and Head 

Start, Advanced Placement and International Baccalaureate courses, gifted and talented 

programs, career and technical education programs, language immersion programs, online and 

distance learning opportunities, performing and visual arts, athletics, and extracurricular 

activities such as college-preparatory programs, clubs, and honor societies. These programs help 

students distinguish themselves and develop skills that will help them in college and in their 

careers. 

OCR also examines the relative availability of the full panoply of high school courses that 

prepare students to graduate ready for college and careers, including the range of science, 

technology, engineering, and mathematics (STEM) courses, as well as middle and elementary 

school courses that prepare students for college- and career-preparatory high school courses. 

Further, OCR may consider the overall quality and adequacy of special education programs at 

the school level, including identification, evaluation, and placement procedures as well as the 

quality and appropriateness of services and supports provided to students with disabilities to 

determine whether schools serving more students of color have comparable supports and services 

in place for students with disabilities. 

While differentiation among schools in a district may serve important educational goals, OCR 

evaluates whether students of different races in a district are able to equally access and 



  

 
 

 

 

participate in a comparable variety of specialized programs — whether curricular, co-curricular, 

or extracurricular.
* 

The selection of schools to offer particular programs and the resources made 

available for the success of those programs may not disproportionately deny access to students of 

a particular race or national origin. Also, the policies for recruitment and admission to particular 

schools or programs, both within and across schools, should not deny students equal access on 

the basis of their race.
43

 

Extracurricular activities, especially those that have been shown to support college and career 

readiness and high academic rigor, must be offered on a nondiscriminatory basis. OCR considers 

whether students of different races have equal access to extracurricular programs of similar 

quality across the district, including activities sponsored by the district but provided by outside 

organizations since school districts continue to have an obligation to provide equal educational 

opportunities for their students when working with third parties. OCR considers quantitative and 

qualitative factors including the number of extracurricular activities as well as their intensity and 

content; the types and relative quality of academic and co-curricular programs; the expertise of 

the teachers, coaches, and advisors who are implementing the programs; and the availability of 

the necessary materials such as books, uniforms, technology, and spaces. Where relevant, OCR 

also inquires into the district’s policies and procedures for allowing students to gain access to 

programs offered at another school in the district. 

 

B. Strong Teaching, Leadership, and Support   

 

OCR examines a broad range of information sources when assessing whether a district 

discriminates based on race in providing access to strong teaching and instruction to its students 

including a variety of data related to the teachers, leaders, and staff in a district’s schools. These 

sources can include data on teacher and leader effectiveness produced by teacher and leader 

evaluations and data on the relative stability of the teacher workforce across a district, including 

teacher turnover, absenteeism, use of substitutes, and vacancies. These sources can also include 

data on the following characteristics and qualifications of teachers: teachers’ licensure and 

certification status, whether teachers have completed appropriate training and professional 

development, whether teachers are inexperienced, whether they are teaching out of their field, 

and other indicators of disparities in access to strong teachers.
44 

Finally, strong school leadership 

and support staff play a critical role in recruiting and retaining teachers, as well as in ensuring 

that teachers are able to be effective in the classroom. These criteria are discussed in more detail 

below. A particular OCR investigation may focus on a small subset of these criteria where 

 

 

 

 

* 
OCR recognizes that student or parent demand for specific programs and courses may differ among the schools in 

a district, so participation rates will reasonably differ. However, OCR considers whether students have been given 

reasonable notice of the availability of programs and whether districts accommodate interested students in low- 

demand schools. 



  

 
 

 

 

appropriate, such as when the complainant’s allegations are quite specific or where the adverse 

impact of the disparity in a particular area is clearly identifiable. But other investigations will 

rely upon a holistic analysis of these criteria to better gauge the totality of teacher and staff 

characteristics and the quality of instruction that students receive. 

 

1. Teacher Effectiveness Data     

Many States and school districts are in the process of developing evaluation systems that use 

multiple measures, including student growth, to provide important information about the 

effectiveness of teachers and principals. The Department considers these systems essential for a 

number of reasons, such as informing professional development and improving instructional 

practices, and has made development of these systems a key part of its equity-focused policies, 

including the principles for granting waivers from provisions of the Elementary and Secondary 

Education Act (ESEA), also known as ESEA flexibility. While there are many possible sources 

of information about student access to effective teaching, OCR may consider whether States and 

districts are developing high-quality evaluation systems. The data from these systems can enable 

States and districts to proactively help ensure that students of color are not being taught by 

ineffective teachers at higher rates than other students. For this reason, OCR recognizes that 

progress in the development and use of these systems may help demonstrate a commitment to the 

equitable allocation of resources. For example, evidence that States are including data on the 

allocation of effective teachers and strategies to address any inequitable allocation in their 

educator equity plans under Title I of the ESEA,
45 

or evidence that school districts are 

implementing those strategies, would reflect favorably on a State or district in an OCR 

investigation. 

 

2. Stability of Teacher Workforce 

OCR may investigate a range of factors to determine whether students of color are more or less 

likely to attend schools with a stable teacher workforce. OCR may assess relative rates of teacher 

absenteeism
46 

and the number and duration of teacher vacancies as part of investigating 

discrimination in student access to quality teaching. Because instruction by substitute teachers 

can disrupt the continuity of the classroom, OCR’s Title VI nondiscrimination analysis includes 

comparisons of the number of school days, classes, and students taught by substitutes as well as 

assessments of whether schools make use of long-term substitutes where possible for planned 

teacher absences.
*
 

 

 

 

 

 

* 
OCR investigations will of course consider a school district’s explanations about causes of unusually high teacher 

absenteeism: for example, whether high teacher absenteeism rates at a school can be explained by a small number of 

teachers being absent for long periods of time because of pregnancy or long-term illness. 



  

 
 

 

 

OCR may also consider teacher turnover rates when investigating discrimination in access to 

strong teaching.
* 

While some forms of turnover may be desirable, such as incentivizing and 

encouraging highly effective teachers to move to struggling schools or to become school leaders, 

the instability for students caused by teachers leaving year after year, particularly when teachers 

leave mid-year, disrupts student learning and destabilizes school environments. In addition, 

schools with high turnover rates must repeatedly expend scarce resources for recruitment and 

professional support for new teachers. Excessive turnover at a specific school may also lead to 

the overrepresentation of inexperienced teachers, and it may suggest a lack of district oversight 

of deeper problems with the school environment (e.g., lack of necessary teacher support and 

development, poor school leadership, school safety issues) that may impair the effectiveness of 

teachers. OCR also considers whether there are disparities among schools in the speed with 

which vacancies are filled in assessing student access to a stable teacher workforce. 

 

3. Teacher Qualifications and Experience  

The qualifications and credentials of teachers, amount of teacher experience, and frequency of 

teachers teaching in their area of expertise and certification may, upon further investigation, 

relate to equitable access to strong teachers.
47 

Typically new teachers gain skill and effectiveness 

each year in their early careers until they become proficient educators. OCR recognizes that 

teacher experience is neither a direct measure of nor a perfect proxy for teacher effectiveness, 

and OCR acknowledges that some inexperienced teachers may be more effective than those who 

have more experience. Furthermore, developing high-quality pipelines of new teachers in high- 

need and rural schools can be an effective strategy for districts or schools seeking to improve 

outcomes, and OCR will take that into consideration as part of its investigations. In general, 

however, inexperienced teachers perform less well on average than their more experienced 

colleagues.
48 

Therefore, OCR may consider the distribution of inexperienced teachers across a 

district as part of its overall evaluation of potential discrimination in access to strong teaching. 
 

Other relevant qualifications that OCR may consider in investigations include whether teachers 

with emergency licenses or advanced certifications such as National Board Certification are 

more or less likely to teach in schools with more students of color. OCR considers whether, in a 

particular district, disparities in types of teacher certifications augment and reinforce patterns 

found in the totality of evidence that students are experiencing discrimination in access to strong 

teaching. Additionally, OCR considers whether teachers are teaching in or outside of their 

subject matter expertise, particularly in math, science, and foreign languages at the high-school 

 

 

 

 

* 
OCR considers all relevant contextual factors in analyzing teacher turnover rates, including whether turnover in a 

particular year or specific position is an anomaly, and all investigations would consider any nondiscriminatory, 

educational justifications presented by a district for factual circumstances which, if unexplained, might constitute 

unlawful discrimination. 



  

 
 

 

 

level.
* 

Similarly, OCR examines whether teachers of English language learners, or of students 

who receive special education and related services, have the appropriate training to be effective 

in delivering language assistance or special education and related services, respectively. 

OCR may also examine whether a district provides equitable resources to improve teacher 

quality and retention. Factors that OCR may evaluate include teacher orientation, mentoring, 

peer support, opportunities and time for professional collaboration, and professional- 

development programs, including participation in teacher learning communities, teacher 

retention programs including incentives for teachers in high-need schools, and any good faith 

efforts to use student performance data, teacher observation data, or other appropriate assessment 

data to improve instruction. 

 

4. School Leadership 

OCR recognizes the critical role school principals and other school leaders play in recruiting and 

retaining teachers and in fostering teacher effectiveness and overall school success. A growing 

body of research, including surveys of teachers, shows that principals and other school leaders 

play an important role in attracting strong teachers to a school, helping teachers become more 

effective, and retaining effective teachers.
49 

Effective school leaders can create climates of high 

expectations and a sense of community. 

OCR will consider whether there are racial disparities in student access to effective, well- 

prepared, and stable school leadership, and this will include both leaders in schools and district- 

level leaders who support groups of schools. As mentioned previously, OCR will take favorable 

notice of States and districts that have reliable leader evaluation systems and are implementing 

strategic plans to improve the allocation of effective leaders. OCR may also consider the stability 

of principals and other school leaders in schools across a district, including data about turnover, 

absenteeism, use of substitutes, and vacancies. OCR may also consider the following 

characteristics and qualifications of principals and other school leaders: their levels of 

experience, their credentials and certification, whether they have completed appropriate training 

and professional development, and other relevant characteristics. 

 

5. Support Staff 

In conjunction with its assessment of access to strong teachers and leaders, OCR may analyze 

access to high-quality non-instructional and other support staff in schools. These support staff 

strengthen teaching and learning by providing services to students and implementing 
 

 

 

* 
To assess whether teachers are teaching in or outside of their subject matter expertise, OCR will determine whether 

the teacher has a major or minor in the subject, has demonstrated subject matter mastery by passing a valid test, or 

has satisfied an applicable State standard. At the elementary level, OCR would also consider whether teachers have 

certification, training, and/or education in elementary education. 



  

 
 

 

 

individualized programs based on students’ needs. OCR considers the staff-to-student ratios, 

training, certification, and years of experience of the support staff to determine whether these 

critical personnel are supporting students across a district on a nondiscriminatory basis. 

For example, paraprofessionals
* 

support teachers and students.
† 

When prepared, deployed, and 

supervised appropriately, paraprofessionals help teachers to implement effective instructional 

practices such as smaller group and individualized instruction.
50 

Paraprofessionals may also help 

lessen teachers’ administrative burdens, giving teachers more time to plan and to directly educate 

students. These critical staff may also provide services and supports as part of IEPs for students 

with disabilities such as serving as readers, aides, or transportation personnel. OCR considers the 

ratio of pupils to paraprofessionals and the qualifications of those paraprofessionals (e.g., high 

school or college diploma, paraprofessional certification). OCR also evaluates the amount of 

training, professional development, and supervision given to paraprofessionals and the roles that 

they play in the classroom. OCR’s investigations then holistically evaluate whether a school 

district is providing equitable access to comparably qualified paraprofessionals to all students 

without regard to race. 

Other non-instructional employees whom OCR may consider include school guidance 

counselors, school psychologists, librarians, specialized therapy providers for students with 

disabilities (e.g., speech, physical, and occupational therapists), and social workers. The services 

these employees provide in academic development, social and emotional skill development, and 

college and career planning contribute to positive student outcomes.
51 

Yet low-income students 

and students of color are less likely to have access to counselors, and in turn to the information 

and tools necessary to make decisions about pursuing college or a career.
52 

OCR evaluates staff- 

to-student ratios for these positions and their training and professional qualifications. In addition, 

OCR looks at other staff members who help students enter the classroom ready to learn, such as 

social workers or other health professionals, and those who otherwise support the school 

environment. 

 

 

 

 

 

* 
Paraprofessionals include a variety of instructional support positions that do not require a teaching credential or 

license. Their titles may vary and could include teacher’s aide, assistant teacher, classroom aide, classroom assistant, 

instructional aide, etc. 

† 
In a district-wide, comprehensive resource comparability investigation, OCR would take into account 

paraprofessionals and other non-instructional staff used for the support of special student populations, such as 

students with disabilities, English language learners, or gifted students. These investigations certainly consider 

relevant contextual factors that may affect quantitative comparisons such as higher salaries because of additional 

certification requirements or smaller staff-to-student ratios that may be required, for example, to implement 

individualized education programs (IEPs) of particular students with disabilities under the Individuals with 

Disabilities Education Act (IDEA). However, in some instances, OCR assessments will consider regular education 

staff separately from these specialized staff, in order to properly analyze potential discrimination in the provision of 

non-specialized, regular education programs. 



  

 
 

 

 

C. School Facilities 

OCR’s investigations may examine those aspects of facilities that affect student achievement and 

educational outcomes to determine whether the distribution of facilities resources has the 

purpose or effect of discriminating on the basis of race, color, or national origin. 

 

1. Physical Environment 

Research has shown that the quality and condition of the physical spaces of a school are tied to 

student achievement and teacher retention.
53 

Structurally sound and well-maintained schools can 

help students feel supported and valued. Students are generally better able to learn and remain 

engaged in instruction, and teachers are better able to do their jobs, in well-maintained 

classrooms that are well-lit, clean, spacious, and heated and air-conditioned as needed.
54 

In 

contrast, when classrooms are too hot, too cold, overcrowded, dust-filled, or poorly ventilated, 

students and teachers suffer.
55 

For example, asthma and other chronic health problems, which a 

facility’s poor condition or surrounding environment may exacerbate, have been tied to increased 

absenteeism among students and teachers. The overall physical condition of the school, including 

features such as paint, maintenance of carpet and lockers, and the absence of vandalism, has also 

been linked to improved student achievement.
56

 

When investigating whether all students have equal access to comparable facilities, OCR 

therefore evaluates the overall physical condition of a district’s facilities and the availability of 

sufficient maintenance staff. OCR also considers the location and surrounding environment of 

school buildings and facilities, as well as the availability and quality of transportation services 

provided to students.
* 

OCR generally investigates a range of indicators regarding the general 

upkeep and quality of buildings to judge whether students of color are disproportionately 

attending schools that are in inferior physical condition or that are physically inaccessible to 

students with disabilities. OCR would also investigate whether language acquisition programs 

for English language learners are disproportionately placed or provided in lesser quality 

facilities. 

 

2. Types and Design of Facilities 

The relative quantity and quality of specialized spaces such as laboratories, auditoriums, and 

athletic facilities are also key considerations in investigating the equitable provision of 

facilities.
57 

Students need proper laboratory facilities — with sufficient equipment, space, and 

ventilation — for safe and effective instruction in critical classes such as chemistry and biology. 
 

 

 

* 
Even where transportation is provided to all students, comparable transportation services are not being provided if, 

for example, students of color, disproportionately, are burdened by unnecessarily longer rides or must ride in older 

buses that more frequently break down. 



  

 
 

 

 

Performing-arts programs require practice and performing spaces. Athletic programs, including 

physical education courses, require proper facilities for practice and competition. 

OCR does not mandate that schools have specific types of facilities or that every school in a 

district have exactly the same type and array of facilities. Instead, OCR investigates whether 

districts are providing equal access to comparable facilities. Different schools will have different 

programs and different facility needs, but the diverse needs of a district cannot justify 

distributing facilities resources in a way that has the purpose or effect of discriminating on the 

basis of race, color, or national origin. 

 

D. Technology and Instructional Materials 

When investigating resource comparability, OCR may evaluate the availability of digital and 

other instructional materials that enhance instruction, including library resources, computer 

programs, mobile applications, and textbooks. As discussed below, OCR considers how 

instructional materials vary between schools in number, quality, and accessibility and whether 

they are equally available to students without regard to race, color, or national origin. 

 

1. Technology   

Technology, when aligned with the curriculum and used appropriately, contributes to improved 

educational outcomes
58 

and promotes technological literacy. OCR evaluates whether all students, 

regardless of race, have comparable access to the technological tools given to teachers and 

students, along with how those tools are supported and implemented.
59 

OCR generally considers 

the number, type, and age of educational technology devices available in a school, such as 

laptops, tablets, and audio-visual equipment, among other resources. This assessment includes 

the availability and speed of internet access. 

Additional important factors when considering comparable access to technology include its use 

to support the school’s curriculum, its availability for teachers and students, the use of 

appropriate technology to support the accessibility of instruction for students with disabilities, 

and the provision of professional development for teachers on how to use technology to increase 

student engagement and achievement.
60 

OCR may consider the amount and type of professional 

development available to teachers, in addition to other services for teachers such as technical 

support. Key considerations in evaluating whether districts provide comparable access to 

technology include whether the technology is located within the classroom and how many hours 

a week students have access to the technology during and after school. For those districts or 

schools where access to the internet or to other technology outside of school hours is a necessary 

or presumed aspect of what is expected from students, OCR also examines the extent to which 

students have access to necessary technology outside of school and how school districts support 



  

 
 

 

 

students who do not have internet access at home, such as through providing wireless access via 

a Wi-Fi hotspot at school that is available outside of school hours.
*
 

 

2. Other Instructional Materials   

OCR may also evaluate whether students have comparable access to other materials schools use 

to instruct students. For example, adequately resourced school libraries (or library media centers) 

provide teachers and students with up-to-date resource collections and tools to access and 

navigate those resources.
61 

OCR considers the size, content, and age of a school’s library 

collection, including print, video, and digital resources. Student learning from library resources is 

maximized when the content of the collection is aligned with the curriculum. The availability of 

information through online databases and internet access is also important in modern school 

libraries. OCR also considers how often students and teachers have the opportunity to use a 

library. 

A range of other materials can support instruction, such as textbooks, graphing calculators, 

digital materials and simulations, and hands-on science and math materials. Diverse instructional 

materials are necessary to deliver certain curricula and can help teachers reach students with 

different learning needs. OCR may consider the quantity of learning materials available per 

pupil, the quality of those materials in terms of their age and alignment with the curriculum, and 

the availability of those materials during and outside of the school day. 

 

IV. Steps to Prevent and Remedy Discrimination in the Provision of Education Resources 

 

A. Self-Assessment and Monitoring of Title VI Compliance 

OCR strongly recommends that school districts proactively assess their policies and practices to 

ensure that students are receiving educational resources without regard to their race, color, or 

national origin, including the resources discussed in this letter, as Title VI requires. Periodic self- 

evaluation enables districts to identify barriers to equal educational opportunity and avoid 

unnecessary delay in taking corrective action. An effective assessment should incorporate the 

principles that are outlined in this letter. OCR’s Civil Rights Data Collection (CRDC) can help 

inform a district’s self-assessment of resource comparability.
* 

In addition, a district’s self- 

assessment of resource comparability may also be informed by any data and analysis considered 

or strategies undertaken by a State or district in connection with the statutory obligations under 

the ESEA to ensure that “poor and minority children are not taught at higher rates than other 

children by inexperienced, unqualified, or out-of-field teachers.”
62

 inform a district’s self-

assessment of resource comparability.
*

 

 

 

* 
Disparities in such support, or inattention to the disparities in internet access at home, may be cause for concern if 

students need internet access outside of school hours to be successful in the classroom. 



  

 
 

 

 

In addition, a district’s self- assessment of resource comparability may also be informed by any 

data and analysis considered or strategies undertaken by a State or district in connection with 

the statutory obligations under the ESEA to ensure that “poor and minority children are not 

taught at higher rates than other children by inexperienced, unqualified, or out-of-field 

teachers.”
62

 

Self-assessment may include notice to the school community of rights and responsibilities under 

Title VI and the procedure by which students, parents, and employees may report concerns. 

Ideally, the district would designate one or more employees to coordinate the district’s 

compliance with Title VI, including self-assessments of resource comparability. Designating one 

person responsible for overseeing compliance may aid in identifying and addressing any patterns 

or systemic problems that arise during the assessment and review of any complaints of 

discrimination. The self-evaluation and monitoring process provides a good opportunity to assess 

compliance with other aspects of Title VI as well as obligations under other civil rights laws. 

School districts that choose to conduct a comprehensive resource equity self-assessment should 

use reliable methods. (A list of some available materials that school districts may wish to consult 

in conjunction with such an assessment is available on OCR’s website at  

www.ed.gov/ocr/resourcecomparability.html.) Districts need to ensure that their methods 

accurately measure and compare the relevant populations’ access to and benefit from educational 

resources. For example, when examining teacher equity, districts should examine the full range 

of teacher characteristics using multiple measures. They should also consider barriers to students 

receiving effective teaching, efforts to improve the quality of teachers, and use and quality of 

teacher retention programs. 

Also, districts conducting such a self-assessment should review the policies that govern how 

resources are distributed to schools and within schools. As one specific example, many districts 

have policies for determining when and where to build or renovate facilities. Such policies must 

be nondiscriminatory, and may also be used to remedy inequalities in existing facilities. One 

policy that may help districts reach comparability is prioritizing the improvement of resources 

for the schools that need it most rather than simply ensuring that funding and other resources are 

equally distributed moving forward. Finally, school districts should look at Title VI compliance 

 

 

 

* 
The CRDC is available at http://ocrdata.ed.gov. A sample of nearly 7,000 districts was part of the 2009-10 CRDC, 

and the 2011-12 collection is a universal collection from all school districts and charter schools. The 2013-14 CRDC 

will also be a universal collection. Of particular interest with respect to resource comparability, it contains data at the 

district and school levels on student demographics, enrollment in selected academic programs and courses, the 

number of teachers in their first and second years of teaching, the number of teachers with State certification, teacher 

absenteeism, teacher salaries, and both personnel and non-personnel expenditures per student. While thus     

capturing critical data points, the CRDC is limited in scope by OCR’s recognition of the cumulative burden of a 

recurring, universal data collection, and thus the CRDC cannot purport to cover the full range of information that 

would potentially be relevant to a district’s self-assessment of resource comparability. 

http://www.ed.gov/ocr/resourcecomparability.html
http://ocrdata.ed.gov/


  

 
 

 

 

not only across schools, but also within schools to ensure that students have comparable access 

regardless of race to the educational resources available in the school such as rigorous academic 

programs and innovative technology. 

The measures described in this letter should be used to compare how educational benefits and 

burdens are allotted based on the race, color, or national origin of students. If a district’s self- 

assessment identifies significant inequities, districts should take steps calculated to eliminate the 

inequities and remedy their effects in accordance with the remedial principles discussed below. 

Such proactive efforts may help a school district avoid a Title VI violation or give the district an 

opportunity to remedy a violation on its own. 

 

B. Principles Guiding OCR Enforcement and Remedies 
 

If OCR finds that a school district’s allocation of educational resources violates Title VI, OCR, 

as it does in all of its cases, will work with the school district to attempt to resolve the matter in a 

cooperative fashion. A range of remedies may resolve non-compliance, depending on the facts of 

each case. In attempting to reach such resolutions, OCR is guided by the following principles: 

 Remedies must effectively end the discrimination and eliminate its effects. 
 

 Remedies must be implemented in a timeframe that is prompt and appropriate given the 

nature and difficulty of the corrective actions at issue. 

 OCR encourages school districts to work cooperatively with leaders, teachers, and 

support staff (and their unions and associations). 

 

C. Course, Academic Programs, and Extracurricular Activities 
 

When a school district is not providing comparable access to high-quality programs to all 

students, a variety of approaches can be used to remedy the discrimination. Those remedies 

could include: 

 Developing additional programs for schools where those programs were previously 

lacking. 

 Providing additional training for teachers so they can teach or lead missing courses or 

programs, allowing the district to expand offerings without having to hire new staff. 

 Locating specialized academic programs so they are centrally located or equitably 

available. 

 Ensuring that financial resources are available to support the success of established 

programs. 



  

 
 

 

 

 Simplifying requirements for participation in programs at schools other than the school 

where a student is primarily enrolled and providing assistance with transportation and 

scheduling. 

 Enhancing, through training, the capacity of school personnel and the school community 

(e.g., principals or PTAs) to raise funds and other resources from outside sources and 

ensuring that differences in outside source funding do not result in inequitable allocation 

of opportunities. 

 Pairing or grouping schools for the purpose of raising and distributing outside resources. 
 

 Encouraging all students with strong academic performance, assessed through multiple 

measures, to enroll in advanced coursework and programs, for example, through a policy 

change from opt-in to opt-out placement into advanced courses. 

 Forming partnerships with universities, community-based organizations, and businesses 

on behalf of schools with limited access to outside resources. 

Also, to prevent discrimination from recurring, a district may need to revise its policies and 

procedures regarding how new programs are developed and located in order to ensure continued 

equal access for all students to comparable programs. 

 

D. Strong Teaching, Leadership, and Support 

 

If the violation relates to ineffective teachers, leaders, or support staff, remedies that help 

develop, attract, and retain strong teachers, leaders, and support staff may include: 

 School districts can increase effective teaching at particular schools by focusing on 

supporting the teachers already assigned to that school and preventing excessive turnover. 

Such efforts can include augmenting existing orientation, mentoring, peer support, or 

professional-development efforts. For example, a school district could develop a special 

mentoring program that assigns senior teachers from the same school — or master 

teachers from across the school district — to assist promising teachers at struggling 

schools. The school district could also provide teachers at those schools with more 

preparation time or afford those teachers greater participation in teacher learning 

communities. 

 Assigning a principal or other school leader proven to be effective to a school that has 

fewer effective teachers can lift the performance of the teachers at that school. Strong 

leadership increases teacher effectiveness through the direct supervision, training, and 

mentoring of teachers. In addition, the tone and expectations that principals and other 

school leaders set for the school, and for the teachers who work there, can have a 

significant impact on teacher morale and performance. An effective principal or other 



  

 
 

 

 

school leader may attract effective teachers not only from other schools within the 

district, but also from teaching training programs and from schools outside of the district. 

 Improving the entire system of human capital management for a school district can help 

to ensure the district and all of its schools have valid and reliable data about teacher and 

principal effectiveness to help them recruit, develop, and retain the educators they need in 

all schools. 

 School environments, physical and cultural, sometimes contribute to a discriminatory 

allocation of effective teachers. Thus improving working conditions and school climate 

can be part of remedying inequitable allocations of effective teachers. 

 Districts can provide incentives for effective teachers, including those with more 

experience or quality training, to choose to teach in hard-to-staff schools, such as 

additional planning time, monetary incentives, or other benefits. Making such incentives 

available to effective teachers already in these schools as well as those choosing to 

transfer to such schools could help stabilize their teacher workforce and attract more 

experienced and effective teachers. 

 OCR will work with school districts to identify remedies that do not conflict with staffing 

policies or vested teacher rights. When a district’s adherence to collective bargaining 

agreements or State law has caused or contributed to discrimination against students on 

the basis of race, color, or national origin, Federal civil rights obligations may require a 

school district to renegotiate agreements, revise its personnel policies, or take other steps 

to remedy the discrimination.
63 

OCR will work with school districts to think creatively in 

remedying discrimination in effective teaching and to develop solutions that increase 

effective teaching district- and school-wide, rather than merely shifting resources among 

the schools in the district. 

 School districts’ and statewide hiring policies that contribute to or fail to address 

discrimination in the allocation of effective teachers and support staff should be revised. 

For example, hiring early (e.g., in the spring rather than the summer or fall) for a new 

school year, even if this in some cases requires hiring before specific school vacancies 

have been identified, can lead to higher quality personnel. 



  

 
 

 

 

 Even seemingly minor procedural rules that help hard-to-staff schools and districts fill 

vacancies earlier can significantly influence the relative allocation of quality staff, and 

therefore changes in such rules may be required to remedy discrimination.
*  

 

 

E. Technology, Instructional Materials, and School Facilities 
 

Ensuring the nondiscriminatory allocation of and access to physical resources such as 

technology, instructional materials, and, particularly, facilities across school districts may require 

significant financial investment from the district, which may not always be readily available. As 

a result, OCR generally focuses on forward-looking remedies that target financial resources to 

the schools, and therefore the students, harmed by discrimination.
† 

Where construction or other 

significant capital expenditures would be required, OCR understands that gaps in resource 

comparability cannot be remedied immediately. At the same time, lack of funding is not a 

defense for noncompliance with Federal civil rights obligations. Therefore, if a violation is 

found, a district will be expected to put in place a clear plan for remedying the inequality in a 

timely fashion. For example: 

 School districts may need to purchase additional textbooks, computers, or other materials 

for schools that have fallen behind in the quality or quantity of these resources. 

 School districts may need to ensure that all schools are properly maintained, which would 

necessitate employing sufficient custodial staff to adequately care for the facilities. 

 Schools that have been neglected or are otherwise in worse condition than other schools 

may need to allocate additional maintenance dollars to restore a basic level of cleanliness 

and usability. 

In some cases, remedies might include finding ways for schools to share facilities such as athletic 

fields or auditoriums if that can be done without placing additional burdens in areas such as 

scheduling and transportation disproportionately on the same students who were being denied the 

facilities in the first place. Generally, OCR would accept sharing of facilities and other physical 

resources only as a last resort or as a temporary measure while the district and local officials 

raised the capital funds to provide additional facilities. However, in some cases, such as 

disparities existing between two schools already co-located within one larger building, sharing of 

facilities and other physical resources may be both a necessary and an acceptable solution so long 

as it does not perpetuate, or inhibit the expeditious remediation of, the disparities that gave rise to 

the Title VI violation. 
 

 

 

* 
For example, prioritizing and streamlining the administrative processes for filling a vacancy at hard-to-staff 

schools may help overcome some of the staffing challenges they face by allowing vacancies to be posted earlier, 

leading to longer available selection periods and larger and more qualified applicant pools. 

† 
OCR may consider, in designing short-term portions of remedies, that some physical resources are not permanent 

fixtures — computers, books, tables, chairs, etc. Therefore, remedies could include shifting some resources to other 

locations if it is truly not financially possible to reach comparability through additional investment. 



  

 
 

 

 

 

V. Conclusion 

We appreciate your attention to ensuring that students of all races and national origin 

backgrounds have equal access to effective teaching, adequate facilities, and quality instructional 

programs and support, and thus have an equal opportunity to attain the academic success upon 

which our future depends. We encourage you to share this information with other decision- 

makers so you can examine together how to best promote the educational excellence of all 

students. 

If you have questions or need technical assistance, please contact the OCR regional office 

serving your State or territory by visiting www.ed.gov/ocr or call OCR’s Customer Service 

Team at 1-800-421-3481; TDD: 800-877-8339, or for a list of additional sources of technical 

assistance visit www.ed.gov/ocr/resourcecomparability.html. We look forward to continuing our 

work together to ensure equal access to education for all of America’s students. 

Yours sincerely, 
 

/s/ 
 

Catherine E. Lhamon 

Assistant Secretary for Civil Rights 

http://www.ed.gov/ocr
http://www.ed.gov/ocr/resourcecomparability.html
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unfinished business for our Nation. 

Admittedly, many of these disadvantaged students enter school far behind their more advantaged 

peers. But instead of getting deadly serious about remedying that fact—by making sure such 

students are in high-quality early childhood and pre-K programs, attend schools staffed with 

teachers and leaders who have the skills and knowledge to help each student reach high standards, 

get after-school counseling or tutorial assistance or the eyeglasses they need to see the smart 

board—the current American system exacerbates the problem by giving these children less of 

everything that makes a difference in education.
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responsibility to enforce Title VI regulations. See 532 U.S. 275 (2001). 

34 
Note that Title VI not only prohibits direct violations by recipients of Federal funds, but also violations “through 

contractual or other arrangements.” 34 C.F.R. § 100.3(b). Thus, school districts cannot avoid their nondiscrimination 

obligations by delegating responsibility to third parties. 

35 
See, e.g., Village of Arlington Heights v. Metro. Hous. Dev. Corp., 429 U.S. 252, 265-68 (1977) (identifying a non-

exhaustive list of factors that may serve as indicia of discriminatory intent). For further discussion of this topic, see Dear 

Colleague Letter from Assistant Secretary for Civil Rights Catherine E. Lhamon and Acting Assistant Attorney General 

for Civil Rights Jocelyn Samuels on Nondiscriminatory Administration of School Discipline (Discipline DCL) (Jan. 8, 

2014), at 7-10, available at http://www2.ed.gov/about/offices/list/ocr/letters/colleague-  201401-title-vi.pdf. 

36 
See generally Elston v. Talladega County Bd. of Educ., 997 F.2d 1394 (11th Cir. 1993); U.S. Department of Justice, 

Title VI Legal Manual, (Jan. 11, 2001), www.justice.gov/crt/about/cor/coord/vimanual.php; U.S. Department of 

Education, Racial Incidents and Harassment against Students at Educational Institutions, 59 Fed.                      Reg. 

11,448 (Mar. 10, 1994). See also McDonnell Douglas Corp. v. Green, 411 U.S. 792 (1973) (an employment 

discrimination case setting forth a three-part test that also applies in the context of discrimination in education under Title 

VI and Title IV of the Civil Rights Act of 1964 in court and administrative litigation to determine whether an institution 

has engaged in prohibited discrimination). See also Discipline DCL, supra note 35, at 8-10. 

37 
See Discipline DCL, supra note 35, at 11-13. 

38 
See Elston, 997 F.2d at 1411-12 (explaining that courts have required schools to demonstrate an “educational 

necessity” for the challenged program, practice, or procedure). In analyzing discrimination under the disparate  impact 

framework, OCR uses “substantial, legitimate educational justification”, “necessary to meet an important educational 

goal”, and “educational necessity” to convey the same standard regarding the justification for a disparate impact by a 
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recipient that will be acceptable to OCR. 

39 
See Elston, 997 F.2d at 1413. 

40 
Cases interpreting the U.S. Constitution’s Equal Protection Clause and Title VI support the importance of 

resource allocation among schools within a district in assessing whether the district is in compliance with its Federal civil 

rights obligations. See, e.g., Green v. County School Bd. of New Kent County, Va., 391 U.S. 430 (1968) (setting forth six 

factors for evaluating whether districts have achieved “unitary status” by eliminating the vestiges of de jure segregation: 

student assignment, faculty, staff, facilities, extracurricular activities, and transportation); Swann v.Charlotte-Mecklenburg 

Bd. of Educ., 402 U.S. 1 (1971) (articulating guidelines for courts to help school districts convert racially separate school 

systems into constitutionally acceptable systems, particularly with respect to new school construction, faculty assignment, 

and transportation); Freeman v. Pitts, 503 U.S. 467 (1992) (adding relative quality of education to the six Green factors 

used in assessing unitary status); Bd. of Educ. of Oklahoma City Public Schools v. Dowell, 498 U.S. 237 (1991) (directing 

district court to consider student assignments and “every facet of school operations — faculty, staff, transportation, extra-

curricular activities and facilities” in considering whether the vestiges of school system’s de jure segregation had been 

eliminated). 

Numerous State courts have also deemed inequitable access to these educational resources unlawful under their State 

constitutions. See, e.g., Rose v. Council for Better Educ., Inc., 790 S.W.2d 186, 198 (Ky. 1989) (teacher pay, student-

teacher ratios, school facilities, instructional materials); Edgewood Indep. Sch. Dist. v. Kirby, 777 S.W.2d 391, 393 (Tex. 

1989) (teacher and school leadership experience, teacher aides, student-teacher ratios, class sizes, school facilities, 

libraries, broader curriculum, advanced courses, technology, counseling and support services, educational programs, 

extracurricular activities); Tenn. Small Sch. Sys. v. McWherter, 851 S.W. 2d 139, 143-46 (Tenn. 1993) (teacher training 

and experience, school facilities, equipment and supplies, science labs, libraries, textbooks, AP courses, educational 

programs, athletic and extracurricular activities); McDuffy v. Sec’y of Executive Office of Educ., 615 N.E.2d 516, 617 

(Mass. 1993) (class sizes, teacher quality, retention, and training, quantity of staff and guidance counselors, library 

quality, updated curriculum, academic programs, student services); Campbell County Sch. Dist. v. State, 907 P.2d 1238, 

1279 (Wyo. 1995) (class size, school size, student-teacher ratios, textbooks, computers, programs for at-risk and talented 

students, educational standards); DeRolph v. State, 677 N.E.2d 733, 742-45 (Ohio 1997) (teachers, student-teacher ratios, 

school facilities, computers, software, and technology training instructional materials, AP and honors courses); Abbott ex 

rel. Abbott v. Burke, 710 A.2d 450 (N.J. 1998) (full-day kindergarten, high-quality preschool, school facilities, specialized 

instructional rooms for art and music, technology, after-school and summer-school programs); Abbott ex rel. Abbott v. 

Burke, 748 A.2d 82, 88- 93 (N.J. 2000) (educational standards, qualified and certified teachers, class size, student-teacher 

ratios, preschool programs); Campaign for Fiscal Equity, Inc. v. State, 801 N.E.2d 326, 332–40 (N.Y. 2003) (teaching 

quality and training, facilities, instrumentalities of learning); Hoke County Bd. of Educ. v. State, 599 S.E.2d 365, 390 

(N.C.2004) (teachers, principals, instructional resources, support programs); Columbia Falls Elementary Sch. Dist. No. 6v. 

State, 109 P.3d 257, 263 (Mont. 2005) (teacher salaries and retention, programs, staff, school facilities). 

41 
See Adelman, supra note 5, at 26-41 (concluding that among students who attend any postsecondary education, those 

whose high school curriculum was more academically intense were more likely to complete a bachelor’s degree). 

42 
See Symonds et al., supra note 5, at 1-3 (“In 2008, median earnings of workers with bachelor’s degrees were 65 

percent higher than those of high school graduates ($55,700 vs. $33,800). Similarly, workers with associate’s degrees 

earned 73 percent more than those who had not completed high school ($42,000 vs. $24,300).”) (citing Sandy Baum, 

Jennifer Ma, and Kathleen Payea, Education Pays 2010: The Benefits of Higher Education for Individuals and Society, 

2010, College Board Advocacy & Policy Center, available at  

http://trends.collegeboard.org/sites/default/files/education-pays-2010-full-report.pdf). 

43 
See OCR’s Dear Colleague Letter from Assistant Secretary Stephanie J. Monroe regarding Title VI and access to 

rigorous courses including Advanced Placement (May 22, 2008), available at www.ed.gov/ocr/letters/colleague- 

20080522.html. OCR has extensive enforcement experience in assessing access to advanced coursework, including 

gifted and talented courses, STEM courses, and AP and IB courses. Recent resolutions from some of those investigations 
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may be found on OCR’s website at www.ed.gov/ocr. 

44 
Federal courts have repeatedly required equitable allocation of resources such as teacher experience and teacher 

training in order to achieve equal educational opportunities for students under the Fourteenth Amendment. See, e.g., 

Pitts v. Freeman, 887 F.2d 1438, 1450 (11th Cir. 1989); United States v. Lawrence County Sch. Dist., 799 F.2d 1031, 

1041 (5th Cir. 1986); Morgan v. Kerrigan, 509 F.2d 599, 600-01 (1st Cir. 1975); United States v. Board of Sch. 

Comm'rs, 332 F. Supp. 655, 680 (S.D. Ind. 1971), affirmed by 474 F.2d 81 (7th Cir. 1973); Hobson v. Hansen, 327 F. 

Supp. 844, 855 (D.D.C. 1971); Spangler v. Pasadena City Board of Educ., 311 F. Supp. 501, 524 (C.D. Cal. 1970); 

Kelley v. Altheimer, Arkansas Pub. Sch. Dist., 378 F.2d 483, 499 (8th Cir. 1967); Lee v. Macon County Bd. of Educ., 

267 F. Supp. 458, 489 (M.D. Ala. 1967), affirmed sub nom Wallace v. United States, 389 U.S. 215 (1967). 

Congress has likewise focused on these factors, providing, as part of ESEA, that school districts are required to “ensure, 

through incentives for voluntary transfers, the provision of professional development, recruitment programs, or other 

effective strategies, that low-income students and minority students are not taught at higher rates than other students by 

unqualified, out-of-field, or inexperienced teachers.” 20 U.S.C. § 1112(c)(1)(L). 

45 
On July 7, 2014, Secretary Arne Duncan announced the Excellent Educators for All Initiative, and one key 

component is the revised comprehensive educator equity plans to be developed by State educational agencies to 

comply with Title I of ESEA. See Letter from Secretary Duncan to Chief State School Officers at  

http://www2.ed.gov/policy/elsec/guid/secletter/140707.html and announcement of initiative at  

www.ed.gov/news/press-releases/new-initiative-provide-all-students-access-great-educators. 

46 
See Nithya Joseph, et al. Roll Call: The Importance of Teacher Attendance, The National Council on Teacher Quality, 

(June 2014), www.nctq.org/dmsView/RollCall_TeacherAttendance (using data from 50 largest school districts on 

teacher absences, this study found that on average teachers miss 11 school days, which is troubling since prior research 

regarding the impact of teacher absenteeism on student achievement showed a significant impact on students when 

teachers were absent for more than 10 days) (citing Reagan T. Miller, et al., Do Teacher Absences Impact Student 

Achievement? Longitudinal Evidence from One Urban School District (2008), EDUC. EVAL. & POL’Y ANAL. 30, 181, 

available at http://epa.sagepub.com/content/30/2/181.full.pdf). 

47 
OCR recognizes that the current state of the empirical research has demonstrated only weak support for the importance 

of teacher qualifications (such as route of certification, experience, subject matter expertise, and other training) to 

teachers’ effectiveness in the classroom, if the sole criterion taken into account is a student growth, “value added” metric. 

However, some studies previously highlighted in this letter have shown a relationship              between such teacher 

characteristics and the quality of education students are receiving. See supra section I on pages 2-5 and accompanying 

notes. OCR considers these teacher characteristics in assessing equitable access to effective teaching. 

48 
Gary T. Henry et al., Portal Report: Teacher Preparation and Student Test Scores in North Carolina, 9, (June 

2010),http://publicpolicy.unc.edu/Research/teacher_Portals_Teacher_Preparation_and_Student_Test_Scores_in_North_

Carolina_2.pdf. (“Teachers in their first year of experience produced student test score gains that were significantly 

worse than those produced by teachers with five or more years of experience.”); Douglas O. Staiger    John E. Rockoff, 

Searching for Effective Teachers with Imperfect Information, 24 J. ECON. PERSP. 97, 102-103 (2010) (“In both Los 

Angeles and New York, teacher effects on student achievement appear to rise rapidly during the first several years on the 

job and then flatten out. This finding has been replicated in a number of states and districts.”); Clotfelter (2007), supra 

note 18, at 666 (“Thus we conclude that teachers with some experience are more effective than novice teachers.”); 

Rivkin, supra note 15, at 449 (“There appear to be important gains in teaching quality in the first year of experience and 

smaller gains over the next few career years. However, there is little evidence that improvements continue after the first 

three years.”). OCR recognizes that some inexperienced teachers may provide relatively more effective teaching than 

other inexperienced teachers. See, e.g., Melissa A. Clark, Hanley S. Chiang, Tim Silva, Sheena McConnell, Kathy 

Sonnenfeld, Anastasia Erbe, and Michael Puma, The Effectiveness of Secondary Math Teachers from Teach For 

America and the Teaching Fellows Programs (NCEE 2013-4015) (2013), National Center for Education Evaluation and 

Regional Assistance, Institute of Education Sciences, U.S. Department of Education, available at 

http://ies.ed.gov/ncee/pubs/20134015/pdf/20134015.pdf; Clotfelter et al. (2010),        supra note 15; Linda Cavaluzzo, Is 
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National Board Certification an Effective Signal of Teacher Quality? 

The CNA Corporation (2004) available at  

www.nbpts.org/sites/default/files/documents/research/Cavalluzzo_IsNBCAnEffectiveSignalofTeachingQuality.pdf  (finding 

robust evidence that National Board Certification is a reliable indicator of teacher quality). But see Jill Constantine, et 

al., An Evaluation of Teachers Trained Through Different Routes to Certification, Final Report (NCEE 2009-4043) 

(2009) National Center for Education Evaluation and Regional Assistance, Institute of Education Sciences, U.S. 

Department of Education, available at  http://ies.ed.gov/ncee/pubs/20094043/pdf/20094043.pdf (report based on a 

random assignment study found no difference in the performance of traditionally certified teachers and teachers who 

were alternatively certified with very low coursework requirements). 

49 
See, e.g., Jason A. Grissom, Can Good Principals Keep Teachers in Disadvantaged Schools? Linking Principal 

Effectiveness to Teacher Satisfaction and Turnover in Hard to Staff Environments, 113 TCHRS. C. REC. 2552, 2552-2585 

(2011) (“Regression results show that principal effectiveness is associated with greater teacher satisfaction and a lower 

probability that the teacher leaves the school within a year. Moreover the positive impacts of principal effectiveness on 

these teacher outcomes are even greater in disadvantaged schools.”); Anthony T. Milanowski, et al., Recruiting New 

Teachers to Urban School Districts: What Incentives Will Work?, INT’L J.EDUC. POL’Y & L., 2009 at 1-13 (Survey data 

showed that “many working conditions factors, especially principal support, had more influence on simulated job choice 

than pay level...”); Gregory F. Branch, et al., Estimating the Effect of Leaders on Public Sector Productivity: The Case of 

School Principals (Feb. 2012) (CALDER Working Paper 66) (on file at The American Institutes for Research, 

Washington, D.C.); Damon Cark, et al., School Principals and School Performance (Dec. 2009) (CALDER Working 

Paper 38) (on file at The Urban Institute. Washington, D.C.) 

50 
Samuel D. Miller, Partners-in-Reading: Using Classroom Assistants to Provide Tutorial Assistance to Struggling 

First-Grade Readers, JOURNAL OF EDUCATION FOR STUDENTS PLACED AT RISK (JESPAR), 8:3, 333-349 (2003); 

Daniel K. Lapsley, et al., Teacher Aids, Class Size and Academic Achievement: A Preliminary Evaluation of Indiana’s 

Prime Time (2002) (unpublished paper presented at American Educational Research Association Annual Meeting); 

Marie C. Keel, et al., Using Paraprofessionals to Deliver Direct Instruction Reading Programs, 18 EFFECTIVE SCH. 

PRAC. 16, 16-22 (1999). 

51 
Susan C. Whiston & Robert F. Quinby, Review of School Counseling Outcome Research, 46 PSYCHOL. IN SCH. 267, 

267-272 (2009); Gregg Brigman & Chari Campbell, Helping Students Improve Academic Achievement and School 

Behavior, 7 PROF. SCH. COUNSELING 91, 91-98 (2003); C.A. Sink & H.R. Stroh, Raising Achievement Test Scores of 

Early Elementary School Students Through Comprehensive School Counseling Programs, 6 PROF. SCH. COUNSELING 

350, 350-364 (2003); R.T. Lapan, et al., Preparing Rural Adolescents for Post-High School Transitions, 81 J. 

COUNSELING & DEV.329, 329-342 (2003); Greg Goodman & Phillip Young, The Value of Extracurricular Support in 

Increased Student Achievement: An Assessment of a Pupil Personnel Model Including School Counselors and School 

Psychologists Concerning Student Achievement as Measured by an Academic Performance Index, Educational 

Research Quarterly, Sept. 2006, at 3-13; Barnett Berry et al., Teacher Effectiveness: The Conditions that Matter Most 

and a Look to the Future, Center for Teaching Quality, Mar. 2012, at 11-12, 

http://files.eric.ed.gov/fulltext/ED509720.pdf (“Many students from high-needs communities come to school with an 

array of family and personal problems (e.g., abuse, neighborhood violence, food insecurity or actual hunger, lack of 

proper clothes to wear). These are not excuses for not learning, but they are realities, and teachers need support in 

connecting the teaching of academic content to the socio-emotional and physical needs of students.”). 

By engaging students with a range of high-quality resources, librarians contribute to student achievement. See, e.g., 

Briana Hovendick Francis, et al., School Librarians Continue to Help Students Achieve Standards: The Third Colorado 

Study (Closer Look Report), Colorado State Library, Library Research Service (2010), available at  

www.lrs.org/documents/closer_look/CO3_2010_Closer_Look_Report.pdf; Ester G. Smith, Texas School Libraries: 

Standards, Resources, Services, and Students’ Performance, EGS Research & Consulting (April 2001), available at  

www.tsl.texas.gov/sites/default/files/public/tslac/ld/pubs/schlibsurvey/survey.pdf; Keith Lance, et al., The Impact of 

School Library Media Centers on Academic Achievement (Hi Willow Research and Publishing) (1993). 
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52 
Patricia M. McDonough, Counseling and College Counseling in America’s High Schools, National Association for 

College Admissions Counseling (October 17, 2013), http://inpathways.net/McDonough%20Report.pdf, (“[R]epeated 

studies have found that improving counseling would have a significant impact on college access for low income, rural, 

and urban students as well as students of color. Specifically, if counselors begin actively supporting students and their 

families in middle school in preparing for college, as opposed to simply disseminating information, this will increase 

students’ chances of enrolling in a four-year college.”) (citations omitted); John Brittain & Callie Kozlak, Racial 

Disparities in Educational Opportunities in the United States, 6 SEATTLE J. SOC. JUST. 605, 605-608 (2008) (“[S]chools 

with a high concentration of poor and minority students lack access to guidance counselors who are important to 

assisting students and parents in making informed decisions about important curricular choices. Therefore, low-income 

and minority students often find themselves ill-prepared or ineligible for postsecondary education.”) Valerie E. Lee    

Ruth B. Ekstrom, Student Access to Guidance Counseling in High School, 24 AM. EDUC. RES. J. 287, 287-310 (1987). 

53 
Lawrence O. Picus, et al., Understanding the Relationship Between Student Achievement and the Quality of 

Educational Facilities: Evidence from Wyoming, 80 PEABODY J. EDUC. 71, 71-95 (2005); Mary W. Filardo, et al., 

Growth and Disparity: A Decade of U.S. Public School Construction, Building Educational Success Together (BEST) 

(February 24, 2012) www.ncef.org/pubs/GrowthandDisparity.pdf; Grayce Cheng, et al., Facilities: Fairness& Effects, 

Evidence and Recommendations Concerning the Impact of School Facilities on Civil Rights and Student Achievement, 

Submission to the U.S. Department of Education Excellence & Equity Commission (Feb. 24, 2012),  www.21csf.org/csf-

home/publications/ImpactSchoolFacilitiesCivilRightsAug2011.pdf; American Federation of Teachers, Building Minds, 

Minding Buildings: Turning Crumbling Schools into Environments for Learning, (Jan. 20, 2014), 

www.aft.org/pdfs/psrp/bmmbcrumbling1106.pdf; Carol Cash & Travis Twiford, Improving Student Achievement and 

School Facilities in a Time of Limited Funding, (Feb. 24, 2012), http://cnx.org/content/m23100; 

U.S. Department of Education, Policy and Program Studies Service, 2004-06, A Summary of Scientific Findings on 

Adverse Effects of Indoor Environments on Students’ Health, Academic Performance and Attendance, (2004); Mark 

Schneider., Do School Facilities Affect Academic Outcomes? National Clearinghouse for Educational Facilities, (Feb. 

24, 2012), www.ncef.org/pubs/outcomes.pdf; Glen I. Earthman, School Facility Conditions and Student Academic 

Achievement, wws-RR008-1002 UCLA Inst. For Democracy, Educ., Access (2002); Sean O’Sullivan, A Study of the 

Relationship Between Building Conditions and Student Academic Achievement in Pennsylvania’s High Schools (Aug. 

28, 2006) (unpublished Ph.D. in Educational Leadership and Policy Studies dissertation, Virginia Polytechnic Institute & 

State University) (on file with Virginia Tech library). 

54 
Cynthia Uline & Megan Tschannen-Moran, The Walls Speak: The Interplay of Quality Facilities, School Climate, and 

Student Achievement, 46 J. OF EDUC. ADMIN. 55, 55-73 (2008). 

55 
Glen I. Earthman, Prioritization of 31 Criteria for School Building Adequacy, American Civil Liberties Union 

Foundation of Maryland (Feb. 25, 2012), www.schoolfunding.info/policy/facilities/ACLUfacilities_report1-04.pdf 
(expert report prepared based on review of extensive bibliography, own research, and years of experience in the field) 
(concluding that studies have shown that properly functioning HVAC systems that enable classrooms to be air-
conditioned are correlated with improved student achievement); A. N. Myhrvold, et al., Indoor Environment in Schools 

— Pupils Health and Performance in Regard to CO2 Concentrations, The 7
th 

Int’l Conf. on Indoor Air Quality & 

Climate, at 369, 369-371.
56 

Glen I. Earthman, Education Oversight Committee for South Carolina, The Relationship of 
School Facilities Conditions to Selected Student Academic Outcomes: A Study of South Carolina Public Schools,  
http://dc.statelibrary.sc.gov/bitstream/handle/10827/5176/EOC_Relationship_of_School_Facilities_2001.pdf?seque  nce=1 
(2001); Glen I. Earthman, The Effect of the Condition of School Facilities on Student Academic Achievement, Expert 
Report prepared for Williams v. California (May 23, 2012),  

www.decentschools.org/expert_reports/earthman_report.pdf. 

57 
See, e.g., C. Kenneth Tanner, The Influence of School Architecture on Academic Achievement, 38 J. OF EDUC. ADMIN. 

309, 309-330 (2000); C. Kenneth Tanner, Explaining Relationships Among Student Outcomes and the School’s Physical 

Environment, 19 J. OF ADVANCED ACAD. 444, 444-471 (2008). 

58 
Qing Li & Xin Ma, A Meta-Analysis of the Effects of Computer Technology on School Students’ Mathematics 

Learning, 22 EDUC. PSYCHOL. REV. 215, 215-244 (2010); James Cengiz Gulek & Hakan Demirtas, Learning with 
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Controlled Evaluation Studies Say, SRI International (2003),  
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59 
Although this letter is not intended to address Section 504 of the Rehabilitation Act of 1973 or Title II of the 

Americans with Disabilities Act, school districts must ensure that students with disabilities have equal access to the 

benefits of educational technologies in the classroom. See OCR’s Dear Colleague Letter and Frequently Asked 

Questions from Assistant Secretary Russlynn Ali on the June 2010 DCL (May 16, 2011), available at  

www.ed.gov/ocr/letters/colleague-201105-ese.html    and    www.ed.gov/ocr/docs/dcl-ebook-faq-201105.html. 

 60 
See Pamela Cantrell, et al., The Effects of Differentiated Technology Integration on Student Achievement in Middle 

School Science Classrooms, INT’L. J. TECH. IN TEACHING & LEARNING, 36, 36-54 (2007); Gerald Knezek & Rhoda 

Christensen, Effect of Technology-Based Programs on First- and Second-Grade Reading Achievement, COMPUTERS IN 

SCH., 23, 23-41 (2007); Lowther, et al., Freedom to Learn Program: Michigan 2005-2006 Evaluation Report, Center for 

Research in Education Policy (2007),  

www.memphis.edu/crep/pdfs/Michighan_Freedom_to_Learn_Laptop_Program.pdf. 

 61 
Keith Curry Lance, et al., How Students, Teachers & Principals Benefit from Strong School Libraries: The Indiana 

Study, RSL Research Group (2007), www.ilfonline.org/resource/resmgr/aisle/infinalreportnextsteps.pdf; Robert Burgin & 

Pauletta Brown Bracy, An Essential Connection: How Quality School Library Media Programs Improve Student 

Achievement in North Carolina, R.B. Software & Consulting (2003), 

www.rburgin.com/ncschools2003/NCSchoolStudy.pdf; Keith Lance, et al., The Impact of School Library Media Centers 

on Academic Achievement (Hi Willow Research and Publishing) (1993). 

 62 
See 20 U.S.C. §§ 6311(b)(8)(C), 6312(c)(1)(L). 

 63 
Note that “contractual or other arrangements” cannot justify a school practice that results in denial of educational 

benefits on the basis of race, color, or national origin. 34 C.F.R. § 100.3(b). 
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UNITED STATES DEPARTMENT OF EDUCATION 
 

OFFICE FOR CIVIL RIGHTS 

 

 
 

 
 

THE ASSISTANT SECRETARY 
 

April 24, 2015 
 

Dear Colleague: 
 

I write to remind you that all school districts, colleges, and universities receiving Federal financial 

assistance must designate at least one employee to coordinate their efforts to comply with and 

carry out their responsibilities under Title IX of the Education Amendments of 1972 (Title IX), which 

prohibits sex discrimination in education programs and activities.1  These designated employees 

are generally referred to as Title IX coordinators. 
 

Your Title IX coordinator plays an essential role in helping you ensure that every person affected by 

the operations of your educational institution—including students, their parents or guardians, 

employees, and applicants for admission and employment—is aware of the legal rights Title IX 

affords and that your institution and its officials comply with their legal obligations under Title IX. 

To be effective, a Title IX coordinator must have the full support of your institution.  It is therefore 

critical that all institutions provide their Title IX coordinators with the appropriate authority and 

support necessary for them to carry out their duties and use their expertise to help their 

institutions comply with Title IX. 
 

The U.S. Department of Education’s Office for Civil Rights (OCR) enforces Title IX for institutions 

that receive funds from the Department (recipients).2  In our enforcement work, OCR has found 

that some of the most egregious and harmful Title IX violations occur when a recipient fails to 

designate a Title IX coordinator or when a Title IX coordinator has not been sufficiently trained or 

given the appropriate level of authority to oversee the recipient’s compliance with Title IX. By 

contrast, OCR has found that an effective Title IX coordinator often helps a recipient provide equal 

educational opportunities to all students. 
 

OCR has previously issued guidance documents that include discussions of the responsibilities of a 

Title IX coordinator, and those documents remain in full force. This letter incorporates that existing 

OCR guidance on Title IX coordinators and provides additional clarification and recommendations 
 
 

1 
34 C.F.R. § 106.8(a). Although Title IX applies to any recipient that offers education programs or activities, this letter 

focuses on Title IX coordinators designated by local educational agencies, schools, colleges, and universities. 

2 
20 U.S.C. §§ 1681–1688. The Department of Justice shares enforcement authority over Title IX with OCR. 

 
 

as appropriate. This letter outlines the factors a recipient should consider when designating a Title 
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IX coordinator, then describes the Title IX coordinator’s responsibilities and authority. Next, this 

letter reminds recipients of the importance of supporting Title IX coordinators by ensuring that the 

coordinators are visible in their school communities and have the appropriate training. 
 

Also attached is a letter directed to Title IX coordinators that provides more information about their 

responsibilities and a Title IX resource guide. The resource guide includes an overview of the scope 

of Title IX, a discussion about Title IX’s administrative requirements, as well as a discussion of other 

key Title IX issues and references to Federal resources. The discussion of each Title IX issue includes 

recommended best practices for the Title IX coordinator to help your institution meet its obligations 

under Title IX.  The resource guide also explains your institution’s obligation to report information 

to the Department that could be relevant to Title IX. The enclosed letter to Title IX coordinators and 

the resource guide may be useful for you to understand your institution’s obligations under Title IX. 
 

Designation of a Title IX Coordinator 
 

Educational institutions that receive Federal financial assistance are prohibited under Title IX from 

subjecting any person to discrimination on the basis of sex. Title IX authorizes the Department of 

Education to issue regulations to effectuate Title IX.3   Under those regulations, a recipient must 

designate at least one employee to coordinate its efforts to comply with and carry out its 

responsibilities under Title IX and the Department’s implementing regulations.4  This position may 

not be left vacant; a recipient must have at least one person designated and actually serving as the 

Title IX coordinator at all times. 
 

In deciding to which senior school official the Title IX coordinator should report and what other 

functions (if any) that person should perform, recipients are urged to consider the following:5
 

 
A.  Independence 

 
The Title IX coordinator’s role should be independent to avoid any potential conflicts of interest 

and the Title IX coordinator should report directly to the recipient’s senior leadership, such as the 

district superintendent or the college or university president. Granting the Title IX coordinator this 

 
3 

The Department’s Title IX regulations, 34 C.F.R. Part 106, are available at 
http://www.ed.gov/policy/rights/reg/ocr/edlite-34cfr106.html. 

4 
34 C.F.R. § 106.8(a). 

5 
Many of the principles in this document also apply generally to employees required to be designated to coordinate 

compliance with other civil rights laws enforced by OCR against educational institutions, such as Section 504 of the 
Rehabilitation Act of 1973, 29 U.S.C. § 794; 34 C.F.R. § 104.7(a), and Title II of the Americans with Disabilities Act of 
1990, 42 U.S.C. §§ 12131–12134; 28 C.F.R. § 35.107(a). 

 
 

 

 

 

 

 

 

http://www.ed.gov/policy/rights/reg/ocr/edlite-34cfr106.html
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independence also ensures that senior school officials are fully informed of any Title IX issues that 

arise and that the Title IX coordinator has the appropriate authority, both formal and informal, to 

effectively coordinate the recipient’s compliance with Title IX. Title IX does not categorically 

exclude particular employees from serving as Title IX coordinators. However, when designating a 

Title IX coordinator, a recipient should be careful to avoid designating an employee whose other 

job responsibilities may create a conflict of interest. For example, designating a disciplinary board 

member, general counsel, dean of students, superintendent, principal, or athletics director as the 

Title IX coordinator may pose a conflict of interest. 
 

B.  Full-Time Title IX Coordinator 
 

Designating a full-time Title IX coordinator will minimize the risk of a conflict of interest and in 

many cases ensure sufficient time is available to perform all the role’s responsibilities. If a recipient 

designates one employee to coordinate the recipient’s compliance with Title IX and other related 

laws, it is critical that the employee has the qualifications, training, authority, and time to address 

all complaints throughout the institution, including those raising Title IX issues. 
 

C.   Multiple Coordinators 
 

Although not required by Title IX, it may be a good practice for some recipients, particularly larger 

school districts, colleges, and universities, to designate multiple Title IX coordinators. For example, 

some recipients have found that designating a Title IX coordinator for each building, school, or 

campus provides students and staff with more familiarity with the Title IX coordinator. This 

familiarity may result in more effective training of the school community on their rights and 

obligations under Title IX and improved reporting of incidents under Title IX.  A recipient that 

designates multiple coordinators should designate one lead Title IX coordinator who has ultimate 

oversight responsibility. A recipient should encourage all of its Title IX coordinators to work 

together to ensure consistent enforcement of its policies and Title IX. 
 

Responsibilities and Authority of a Title IX Coordinator 
 

The Title IX coordinator’s primary responsibility is to coordinate the recipient’s compliance with 

Title IX, including the recipient’s grievance procedures for resolving Title IX complaints. Therefore, 

the Title IX coordinator must have the authority necessary to fulfill this coordination responsibility. 

The recipient must inform the Title IX coordinator of all reports and complaints raising Title IX 

issues, even if the complaint was initially filed with another individual or office or the investigation 

will be conducted by another individual or office. The Title IX coordinator is responsible for 

coordinating the recipient’s responses to all complaints involving possible sex discrimination. This 

responsibility includes monitoring outcomes, identifying and addressing any patterns, and 

assessing effects on the campus climate. Such coordination can help the recipient avoid Title IX 

violations, particularly violations involving sexual harassment and violence, by preventing incidents 
from recurring or becoming systemic problems that affect the wider school community. Title IX 

does not specify who should determine the outcome of Title IX complaints or the actions the school 

will take in response to such complaints. The Title IX coordinator could play this role, provided 

there are no conflicts of interest, but does not have to. 
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The Title IX coordinator must have knowledge of the recipient’s policies and procedures on sex 

discrimination and should be involved in the drafting and revision of such policies and procedures 

to help ensure that they comply with the requirements of Title IX. The Title IX coordinator should 

also coordinate the collection and analysis of information from an annual climate survey if, as OCR 

recommends, the school conducts such a survey. In addition, a recipient should provide Title IX 

coordinators with access to information regarding enrollment in particular subject areas, 

participation in athletics, administration of school discipline, and incidents of sex-based 

harassment. Granting Title IX coordinators the appropriate authority will allow them to identify 

and proactively address issues related to possible sex discrimination as they arise. 
 

Title IX makes it unlawful to retaliate against individuals—including Title IX coordinators—not just 

when they file a complaint alleging a violation of Title IX, but also when they participate in a Title IX 

investigation, hearing, or proceeding, or advocate for others’ Title IX rights.6   Title IX’s broad anti- 

retaliation provision protects Title IX coordinators from discrimination, intimidation, threats, and 

coercion for the purpose of interfering with the performance of their job responsibilities. A 

recipient, therefore, must not interfere with the Title IX coordinator’s participation in complaint 

investigations and monitoring of the recipient’s efforts to comply with and carry out its 

responsibilities under Title IX.  Rather, a recipient should encourage its Title IX coordinator to help 

it comply with Title IX and promote gender equity in education. 
 

Support for Title IX Coordinators 
 

Title IX coordinators must have the full support of their institutions to be able to effectively 

coordinate the recipient’s compliance with Title IX.  Such support includes making the role of the 

Title IX coordinator visible in the school community and ensuring that the Title IX coordinator is 

sufficiently knowledgeable about Title IX and the recipient’s policies and procedures. Because 

educational institutions vary in size and educational level, there are a variety of ways in which 

recipients can ensure that their Title IX coordinators have community-wide visibility and 

comprehensive knowledge and training. 
 
 
 
 
 
 
 

6 
34 C.F.R. § 106.71 (incorporating by reference 34 C.F.R. § 100.7(e)). 
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A.  Visibility of Title IX Coordinators 
 

Under the Department’s Title IX regulations, a recipient has specific obligations to make the role of 

its Title IX coordinator visible to the school community. A recipient must post a notice of 

nondiscrimination stating that it does not discriminate on the basis of sex and that questions 

regarding Title IX may be referred to the recipient’s Title IX coordinator or to OCR. The notice must 

be included in any bulletins, announcements, publications, catalogs, application forms, or 

recruitment materials distributed to the school community, including all applicants for admission 

and employment, students and parents or guardians of elementary and secondary school students, 

employees, sources of referral of applicants for admission and employment, and all unions or 

professional organizations holding collective bargaining or professional agreements with the 

recipient.7 

 
In addition, the recipient must always notify students and employees of the name, office address, 

telephone number, and email address of the Title IX coordinator, including in its notice of 

nondiscrimination.8   Because it may be unduly burdensome for a recipient to republish printed 

materials that include the Title IX coordinator’s name and individual information each time a 

person leaves the Title IX coordinator position, a recipient may identify its coordinator only through 

a position title in printed materials and may provide an email address established for the position 

of the Title IX coordinator, such as  TitleIXCoordinator@school.edu, so long as the email is 

immediately redirected to the employee serving as the Title IX coordinator. However, the 

recipient’s website must reflect complete and current information about the Title IX coordinator. 
 

Recipients with more than one Title IX coordinator must notify students and employees of the lead 

Title IX coordinator’s contact information in its notice of nondiscrimination, and should make 

available the contact information for its other Title IX coordinators as well. In doing so, recipients 

should include any additional information that would help students and employees identify which 

Title IX coordinator to contact, such as each Title IX coordinator’s specific geographic region (e.g., a 

particular elementary school or part of a college campus) or Title IX area of specialization (e.g., 

gender equity in academic programs or athletics, harassment, or complaints from employees). 
 

The Title IX coordinator’s contact information must be widely distributed and should be easily 

found on the recipient’s website and in various publications.9   By publicizing the functions and 

responsibilities of the Title IX coordinator, the recipient demonstrates to the school community its 

commitment to complying with Title IX and its support of the Title IX coordinator’s efforts. 
 

 
7 

34 C.F.R. § 106.9. 

8 
34 C.F.R. § 106.8(a). 

9 
34 C.F.R. § 106.9. 

 
 

 

 

 

 

mailto:TitleIXCoordinator@school.edu
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Supporting the Title IX coordinator in the establishment and maintenance of a strong and visible 

role in the community helps to ensure that members of the school community know and trust that 

they can reach out to the Title IX coordinator for assistance. OCR encourages recipients to create a 

page on the recipient’s website that includes the name and contact information of its Title IX 

coordinator(s), relevant Title IX policies and grievance procedures, and other resources related to 

Title IX compliance and gender equity. A link to this page should be prominently displayed on the 

recipient’s homepage. 
 

To supplement the recipient’s notification obligations, the Department collects and publishes 

information from educational institutions about the employees they designate as Title IX 

coordinators. OCR’s Civil Rights Data Collection (CRDC) collects information from the nation's 

public school districts and elementary and secondary schools, including whether they have civil 

rights coordinators for discrimination on the basis of sex, race, and disability, and the coordinators’ 

contact information.10  The Department’s Office of Postsecondary Education collects information 

about Title IX coordinators from postsecondary institutions in reports required under the Jeanne 

Clery Disclosure of Campus Security Policy and Campus Crime Statistics Act and the Higher 

Education Opportunity Act.11
 

 
B.  Training of Title IX Coordinators 

 
Recipients must ensure that their Title IX coordinators are appropriately trained and possess 

comprehensive knowledge in all areas over which they have responsibility in order to effectively 

carry out those responsibilities, including the recipients’ policies and procedures on sex 

discrimination and all complaints raising Title IX issues throughout the institution. The resource 

guide accompanying this letter outlines some of the key issues covered by Title IX and provides 

references to Federal resources related to those issues. In addition, the coordinators should be 

knowledgeable about other applicable Federal and State laws, regulations, and policies that 

overlap with Title IX.12   In most cases, the recipient will need to provide an employee with training 

to act as its Title IX coordinator. The training should explain the different facets of Title IX, 

including regulatory provisions, applicable OCR guidance, and the recipient’s Title IX policies and 

grievance procedures. Because these laws, regulations, and OCR guidance may be updated, and 

 
10 

OCR began collecting this information through the CRDC for the 2013-2014 school year. More information about the 
CRDC is available at  http://www.ed.gov/ocr/data.html. 

 
11 

The Department will begin collecting this information in 2015. More information about the Clery Act data collection 
is available at  http://www.ed.gov/admins/lead/safety/campus.html. 

12 
See, e.g., the Family Educational Rights and Privacy Act, 20 U.S.C. §1232g, and its implementing regulations, 34 C.F.R. 

Part 99; and the Clery Act, 20 U.S.C. § 1092(f), and its implementing regulations, 34 C.F.R. Part 668. These documents 
only address an institution’s compliance with Title IX and do not address its obligations under other Federal laws, such 
as the Clery Act. 
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recipient policies and procedures may be revised, the best way to ensure Title IX coordinators 

have the most current knowledge of Federal and State laws, regulations, and policies relating to 

Title IX and gender equity is for a recipient to provide regular training to the Title IX coordinator, 

as well as to all employees whose responsibilities may relate to the recipient’s obligations under 

Title IX. OCR’s regional offices can provide technical assistance, and opportunities for training 

may be available through Equity Assistance Centers, State educational agencies, private 

organizations, advocacy groups, and community colleges. A Title IX coordinator may also find it 

helpful to seek mentorship from a more experienced Title IX coordinator and to collaborate 

with other Title IX coordinators in the region (or who serve similar institutions) to share 

information, knowledge, and expertise. 
 

In rare circumstances, an employee’s prior training and experience may sufficiently prepare 

that employee to act as the recipient’s Title IX coordinator. For example, the combination of 

effective prior training and experience investigating complaints of sex discrimination, together 

with training on current Title IX regulations, OCR guidance, and the recipient institution’s 

policies and grievance procedures may be sufficient preparation for that employee to 

effectively carry out the responsibilities of the Title IX coordinator. 
 

Conclusion 
 

Title IX coordinators are invaluable resources to recipients and students at all educational 

levels. OCR is committed to helping recipients and Title IX coordinators understand and comply 

with their legal obligations under Title IX. If you need technical assistance, please contact the 

OCR regional office serving your State or territory by visiting  

 

http://wdcrobcolp01.ed.gov/CFAPPS/OCR/contactus.cfm or call OCR’s Customer Service Team 

at1-800-421-3481; TDD 1-800-877-8339. 

 
Thank you for supporting your Title IX coordinators to help ensure that all students have equal 

access to educational opportunities, regardless of sex. I look forward to continuing to work 

with recipients nationwide to help ensure that each and every recipient has at least one 

knowledgeable Title IX coordinator with the authority and support needed to prevent and 

address sex discrimination in our nation’s schools. 
 

Sincerely, 
 

/s/ 
 

Catherine E. Lhamon 

Assistant Secretary for Civil Rights 
 

 

 

http://wdcrobcolp01.ed.gov/CFAPPS/OCR/contactus.cfm

