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FROM THE EDITORS
The Association of Technology Leaders of Independent Schools (ATLIS)
was founded in 2014. ATLIS has grown to over 170 member schools serving
individuals throughout the United States. The editorial oversight of Access
Points has now grown to two with the addition of Renee Ramig of Seven Hills
School (CA). Now well into our fourth year, ATLIS continues to evolve, but
always with an eye on our core mission -- to support the work of independent
school technology leaders.
Looking forward to our third edition, we invite volunteers from the ATLIS
community to join an editorial board to guide future issues of the journal. If
you are interested, please contact Susan Davis (sdavis@theatlis.org). We’ll be
organizing soon.
This second issue of Access Points, focusing on diversity, equity, and
inclusion, includes articles on cultural competency in the tech office, inclusive
makerspaces, student-choice electives, technology as a cultural catalyst,
inclusion dashboards, and global conversations. By diversity, we mean diversity
in all its forms — diversity as richness, as difference, and as divergence within
and across a number of socio-cultural constructions.
As technology leaders in education, it is imperative that each and everyone one
of us embraces the differences each community member brings to our schools.
The conversations contained within this issue are engaging and important.
Given the increasing heterogeneity of today’s K-12 classrooms, it is critical for
education technology leaders to consider these topics that directly affect the
students and faculty members we serve. Embracing diversity, in all its forms,
promotes critical thinking and empathy.
As you read through each article, we invite you to reflect on your own practices
and to consider ways your department can ensure that all members of your
school community feel valued and equally served. Please look for opportunities
to share articles with your administration, teachers, and staff who make these
topics relevant for your school. We hope you enjoy this issue of Access Points.
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echnology has always instigated revolution – whether
in the development of tools to progress from the
stone age to an agricultural society, advancements
in steam and electricity to propel the Industrial Revolution,
or the introduction of computers and digital technologies
to activate the Information Age. In 2016, at the World
Economic Forum, scholars, entrepreneurs, and thought
leaders announced the arrival of a new, Fourth Industrial
Revolution – one marked not by a single technology but by
the fusion of digital, physical, and biological systems that
could fundamentally change the nature of what it means
to be human (Schwab, 2016). Unlike the previous three
revolutions, the Fourth impacts almost every industry, in
every country, at an unprecedented speed (Schwab, 2016).
In response to this new era, scholars at the World Economic
Forum have called for advances in the world’s education
systems to prepare students not only with traditional literacies
but also more advanced cognitive skills (World Economic
Forum, 2015). In most countries, the existing education
system emerged in response to the policies and politics of
an earlier era (Fusarelli & Fusarelli, 2015). However, the
Fourth Industrial Revolution requires individuals to exist
within a complex, technological, and global society (World
Economic Forum, 2015). In his book, Cultural Diversity
and Education: Foundations, Curriculum, and Teaching,
Banks (2015) defines global identity as a sense of selfawareness within a global culture. He asserts that students
need an opportunity to develop an understanding of self in
addition to the knowledge, skills, and attitudes to influence
their technological, social, and personal worlds.
TECHNOLOGICAL WORLD: DIGITALLY DEVELOPING A
DEEPER CONNECTION TO LEARNING
From chalk and slate to pen and paper to textbooks and
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chalkboards, technology has always been a component of
education, but those tools reinforced existing norms (Collins
& Halverson, 2010). Conversely, digital technology has
fundamentally challenged the structures on which schools
base their identities. With mobile devices and access to the
Internet, students can now learn anything from anyone,
anywhere, and at any time (Collins & Halverson, 2010),
undermining the interrelated components of the system of
school: content, instruction, and assessment (Gay, 2002).
Traditionally, the teacher or school determines the available
content, including the perspective that it symbolizes (Gay,
2002). For example, textbooks tend to represent the
dominant cultural view. A typical U.S. history textbook
describes the story of the American Revolution and not the
Colonial Rebellion. Digital technology not only creates the
potential to let students experience content from diverse
perspectives, but also to learn from experts beyond the walls
of the classroom. Just as learning is no longer confined to
the resources in the building, it can also be situated within a
broader community.
Since 1999, Professor Sugata Mitra has conducted a number
of experiments around the world where he provides students
with access to technology and then observes the ways in
which they engage in social learning within a “minimally
invasive” (Mitra, 2014, p. 551) environment — one in which
the students direct the learning within their community.
Across these studies, Mitra has found that students develop
technology skills, achieve educational objectives, selforganize into learning communities, and comprehend
content beyond teacher expectations (Mitra, 2014).
By allowing students to control their technological world to
access content and instruction, digital technologies afford
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_________________________________________
them with the opportunity to demonstrate their learning
in ways that value their individual voices and allow them
to join new learning collectives (Thomas & Brown, 2014).
Historically, schools have prized linear, direct answers and
thinking. However, various cultures use analogies, stories,
and divergent forms of discourse to convey understanding
(Gay, 2002). Technology creates new opportunities for
students to develop and express both their learning and
their identity instead of fighting to conform their thinking
to a monocultural education system. It has opened up a new,
participatory culture (Jenkins, Ito, boyd, 2015).
SOCIAL AND PERSONAL WORLDS: CONNECTING
BEYOND THE CLASSROOM
Digital technology connects students and their individual
identities to a broader, global community (Banks, 2015).
Through these tools, students have the opportunity to
access and understand global themes as well as to engage

achieve a shared outcome. By allowing technology to change
the structures of school, students can develop awareness of
their personal identity, knowledge of working with others,
and the skills to communicate and collaborate with members
of different cultures and communities (Pederson, 2000).
Over a century ago, John Dewey wrote that as advances in
technology add to the complexity of society, they increase
the need for formal education to prepare students not only
for learning in school but also in life (Dewey, 1916). Instead
of continuing to see technology as a means to enhance
learning, we should view it as a critical component for
developing students’ global identities (Banks, 2015) and
fostering inclusive school cultures (Nieto, 2008).
To prepare for Fourth Industrial Revolution, students need
to possess not only traditional competencies and the capacity
to leverage technology, but also the broader capability to
engage in empathy, analysis, synthesis, leadership, and
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TO PREPARE FOR FOURTH INDUSTRIAL REVOLUTION, STUDENTS
NEED TO POSSESS NOT ONLY TRADITIONAL COMPETENCIES AND
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THE CAPACITY TO LEVERAGE TECHNOLOGY, BUT ALSO THE BROADER
CAPABILITY TO ENGAGE IN EMPATHY, ANALYSIS, SYNTHESIS,
LEADERSHIP, AND ITERATION.
in authentic problem solving within their local context.
Given the abstract complexities associated with building
a global identity, students need to engage in meaningful
and challenging learning experiences; to participate in
a curriculum that encourages the social construction
of knowledge; and to cultivate their empathy and
communication skills so that they can effectively collaborate
across communities and cultures (Banks, Cookson, Gay, &
Hawley, 2001). A networked environment and participatory
culture (Jenkins et al., 2015) presents new opportunities for
students to develop these capabilities.
According to Pederson (2000), rather than consider culture –
and consequently, technology – as a separate entity, schools
should operate on a framework that recognizes the complex
diversity of students and works to bring people together to
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iteration (World Economic Forum, 2015). Banks (2015)
asserts that every nation influences the members of its
society through the institutions of school, the media, and
technology. Therefore, an education system that does not
help students to recognize the influence that they possess
over their personal, social, and technological worlds prevents
them from fully participating in a global and interconnected
society. This argument then elevates conversations about
technology beyond boxes and wires, apps and devices,
or even curricula. Instead, technology needs to become
institutionalized (Banks, 2015) within the fabric of schools
such that the focus shifts from discrete skills and literacies
to the development of global citizens who understand how to
communicate, collaborate, and problem solve with experts
from around the world.
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WAYS TECHNOLOGY AND
CULTURE INTERSECT
HOWARD M. GLASSER AND MARCUS R. INGRAM | George School, Newtown, Pennsylvania

ABSTRACT
t is reasonable to equate a school’s curriculum with
the academic content that is taught in formal classes
like history, languages, and math; there are, however,
additional “hidden curricula” that introduce students to
institutional culture, educating them about social norms
and expectations (Donovan, 2014; McLaren, 2016). While
hidden curricula may enjoy a symbiotic relationship with the
standard, academic curriculum in a school context, a highquality co-existence is not guaranteed. In either instance,
there are risks (and rewards) involved when decisions are
made that impact curricula and learning experiences. As
society becomes more technologically savvy and dependent,
a school’s technology practices, resources, and systems
heighten their ability to influence curricula. At our school,
one recent technological shift has been the integration of
a new learning management system (LMS). This LMS has
impacted interactions among students and teachers in ways
that can either reinforce or disrupt the culture and norms
within classrooms. It has opened new opportunities for the
sharing of ideas, including sending messages about how
knowledge is generated and assessed and about students’
agency in affecting course happenings.

I

INTRODUCTION
When we meet someone for the first time, our impression
relies heavily on second- and maybe even third-hand
information (e.g., what the person says about her or himself,
what others have said about the person). If a relationship
ensues, one begins to see first-hand what the person does,
and coupling this with verbal and other sources of data,
one can come to understand more about who the person is.
This learning process helps determine what sort of future
relationship is possible. A similar thing can happen when
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new technological resources or practices are introduced to
an institution.
Let’s consider a school environment and the students
who progress through it, learning academic content and
skills through a formal curriculum. Atop these academic
learnings, however, hidden curricula communicate ideas
about social norms, expectations, and practices (Donovan,
2014; McLaren, 2016). These ideas can send messages about
agency, including who decides what is studied (as well as
when and how) and how performance or “intelligence” is
assessed and valued. These outcomes can be supported or
disrupted through technological tools and structures, such
as the ways a learning management system (LMS) or other
digital resources are used.
While many readers might already be familiar with learning
management systems, we want to briefly introduce them as
digital means of sharing, administering, and documenting
courses. Some popular learning management systems
include Blackboard, Canvas, Moodle, and Schoology.
These systems can have a large impact on the teaching and
learning that occurs through our institutions as a primary
means through which students and teachers interact.
George School, a grade 9-12, boarding/day school, recently
shifted to a new learning management system, and we have
become interested in understanding more about its impact
on culture. While we focus primarily on ways an LMS can be
a means to teach hidden curricula, we are not arguing that
any LMS, in itself, must teach specific lessons. Instead, how
people use an LMS can modify the curricular teachings and
learnings that transpire.
The examples we explore aim to highlight how people can
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engage with an LMS to teach different lessons. And while the
primary focus of this article is on an LMS, the general ideas
and arguments can be applied to any technological resource,
system, or practice. We are choosing to use an LMS to focus
the conversation but not to argue that an LMS holds any
more or less special sway compared to other technologies.
A WORD ON CULTURE
When we use the phrase “culture,” we draw on Edgar Schein’s
three layers of culture (1992). Schein’s original framework
focused on organizational culture, which we believe can be
applied to educational institutions, including cultures that
form within individual classes. The three layers of culture
Schein introduced are “artifacts,” “espoused values,” and
“basic assumptions.” “Artifacts” are the outer aspects of
culture that are most readily experienced with at least one
of the five senses. “Espoused values” sit beneath the outer
layer of culture and can include the goals, approaches, and
philosophies within the culture. Finally, “basic assumptions”
often exist at an unconscious level and represent the takenfor-granted, core essence of a culture; these underlying
principles provide a key to understanding why things happen
as they do within the culture.
To illustrate this framework, let’s consider a classroom
environment as our context. In our discussions, a classroom
contains all course-related spaces and includes both the
in-person, brick-and mortar space, as well as the online
environment that develops and is supported through the
course. If a syllabus (artifact) asserts that class conversation
is critical to learning in a given course (espoused value) that
meets in a conference room with an oval table that seats
ten (artifacts), it is reasonable that someone might assume
there is a culture of discussion among members of the class
and that students are essential knowledge generators in this
space (basic assumption). In reality, though, there might not
be much conversation within the class. Instead, in practice,
the class might involve the teacher doing most of the talking
using her or his knowledge to pour into students, which
suggests a different set of values and basic assumptions from
the assertions in the syllabus (artifact). This inconsistency
displays how culture can be mistaken for what is casually
observed in or promoted by a given context. In the end, it
is the enacted basic underlying assumptions that are the
essence of culture (i.e., how we do things around here).
Appropriately enough, this article presents the unit of interest
and analysis as the classroom, which again encompasses the
in-person space and the online environment for a course,
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including all the interactions that occur there. To narrow
our focus, we intend to look at the relationship between
the learning process, which involves teachers and students,
and a learning management system. Our inquiry is partially
sparked by the potential for a transformative relationship
between student and teacher. More pointedly, the organizing
topic for our exploration of technology meeting culture is
the degree to which use of a learning management system
reflects a teacher-centered approach.
SUPPORTING MORE TEACHER-CENTERED PRACTICES
THROUGH AN LMS
Though it is not unique to George School, our educational
process primarily depends on teachers to facilitate students’
learning experiences. This nod to academic and professional
norms that guide who teachers are supports many traditional
systems of education, which also rely on administrators for
effective leadership. That said, a useful LMS should be able
to reflect these organizational responsibilities.
To that end, people are assigned roles within a learning
management system that grant them access to certain
features. There are typically administrative roles at the
account level that allow individuals to manage LMS settings
for the entire institution. And, within a course, there can be
roles such as teacher, teacher’s assistant, student, observers,
and many others.
At our school, we primarily use the teacher and student
roles. People assigned the “teacher” role are the default
facilitators of classes because, unlike people assigned the
“student” role, teachers have the ability to post assignments,
share content through the course pages, view and record
grades, and evaluate or provide feedback on submissions.
As a result, people who are “teachers” in the LMS are the
individuals who have a greater ability to affect what is
studied when, how understanding will be evaluated, and the
attribution of value to different contributions to the class. As
a result, these features support a teacher-centered approach
to learning, which is consistent with many educational
contexts, especially at the secondary level.
Marcus Ingram, one of this article’s authors, teaches a
“Wisdom Traditions of Asia” course to ten sixteen- to
eighteen-year-olds. Reading, writing, and other assignments
are created and posted by him through the LMS. Students
are able to see and submit the assignments via their interface
with this LMS. The pace of the course, grading, uploaded
files, and evaluations are all managed by the teacher.
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Students are essentially recipients of guidance and direction
from the teacher, and the LMS enables this “exchange” to
take place.
The practices he follows, in which he is the sole editor
of what is posted to the class site through our learning
management system, is not unique to him at our institution.
Conversations and interactions with colleagues have led us
to recognize that many educators, both at our school and
elsewhere, use learning management systems similar to the
ways described above. To varying degrees, teachers lead the
course content and assessment, and students follow along
and “learn” with support through the learning management
system. This functional approach in using an LMS reinforces
a teacher-centered learning culture.
SUPPORTING LESS TEACHER-CENTERED PRACTICES
THROUGH AN LMS
To be sure, use of a learning management system in the
aforementioned section does not mean that other practices
supported by the learning management system are similarly
teacher-centered. In fact, while a (default) structure within

physical classroom and pre-set times when class meets. As
a result, this structure supports students who perhaps take
more time to formulate or phrase their thoughts or feel
more comfortable expressing ideas in writing as opposed
to in front of classmates, verbally, as is often the case in
traditional classrooms.
Similar to discussion boards, many learning management
systems contain some sort of “pages” feature where teachers
(traditionally) can post content, including text, links, media,
or other resources and information related to the class; our
learning management system, however, enables the teacher
to modify the settings so students can be co-editors of these
pages. When this is done, the pages are no longer solely
controlled by the teacher as the only person who decides
what is shared there. Instead, students can take actions to
alter what content is introduced and highlighted.
Additionally, many learning management systems include
means for teachers to evaluate student submissions without
knowing who submitted each work they review. This feature
of anonymous grading can support teachers with lessening

WE FEEL IT CAN BE IMPORTANT FOR SCHOOLS AND EDUCATORS TO
STEP BACK AND EXPLICITLY IDENTIFY AND ENDORSE PRACTICES THAT
ARE MOST DESIRED AND VALUED WITHIN THAT COMMUNITY AND SEEK
WAYS THEIR TECHNOLOGICAL RESOURCES, PRACTICES, AND SYSTEMS
CAN SUPPORT THOSE GOALS.
a learning management system can support and reinforce
traditional relationships between students and teachers, an
LMS can also be used to disrupt these practices.
For example, there are ways teachers can use learning
management systems to support students in having greater
say in deciding what is studied when, as well as how
understanding will be evaluated. By creating discussion
boards and encouraging students to post thoughts and
questions there, students have a greater ability to initiate
and lead conversations that could be expanded on by the
class. Similarly, these discussion boards can be constantly
open, enabling students to post and share contributions at
any time, thereby extending class discussions beyond the
10

the role implicit biases might have when assessing students’
work. While we might not consciously privilege certain
students, keeping the identity of students hidden lessens
unconscious bias and enables us to more fully review
submissions based on the content of the work itself.
And while anonymous grading can lessen the role bias plays
in evaluations, it still means that the teacher is the sole
decider in assessing students’ contributions. But learning
management systems like ours contain peer review options
and the ability for anonymous peer reviews. These features
place students in an evaluative role and position them as
individuals who must critically review and provide feedback
about submissions. While teachers can provide students
ATLIS | ACCESSPOINTS

with rubrics or other means to assess their peers’ work, the
students are supported with greater agency in assessing the
quality of contributions.
A prominent means through which we have seen an
LMS support more student-centered practices is by
leveraging third-party resources. Through integrations
with Google Drive, VoiceThread, and more, teachers have
opened up additional ways for students to showcase their
understandings and express themselves through a greater
variety of media. With additional options and choice,
students who are supported in sharing (or processing)
their thinking through less-traditional means, such as
digital art, video, or audio submissions, are supported in
doing so. Similarly, students and teachers can leverage the
features present in these resources to develop collaborative
documents or slides to crowdsource information and flatten
traditional hierarchies that can arise in classrooms.
DISCUSSION
The practices described in the sections above highlight
different ways we have seen our learning management system
used. Even if these decisions were not made specifically
to support and develop particular classroom cultures, the
ways educators have used the learning management system
support different cultures that communicate messages to
students about how knowledge is generated and assessed,
as well as about students’ agency in affecting course
happenings.
We recognize that practices teachers have followed can be
affected by their understanding of the features within the
LMS. Through writing this article, our own explorations and
reflections have pushed us to consider additional ways we
can highlight how and why teachers at our institution might
want to use different features. Additionally, we wonder
about the degree to which the cultures and messages that are
being communicated to students align with what individual
educators want to create and convey to students. Educators’
espoused values might include wanting students to be selfdirected, lifelong learners, yet they might be less aware of
how certain choices and features in the learning management
system could further support such values in practice.

contributions. Absent these approaches, it can be easier to
adopt a singular approach, determined by the teacher, to
dominate what is studied and valued. Even with the best of
intentions, when a single voice has such say, it can (at least
inadvertently) privilege certain ways of knowing in a class.
We feel that it is important to point out that a learning
management system itself does not determine a specific
culture. As seen in the examples above, the same LMS
can support different cultures. While technological tools
themselves need not dictate specific cultures or outcomes,
the ways they are used can and will support different cultural
norms and values within any given classroom.
Regardless of the degree to which an individual class is
teacher-centered, we believe it is very possible, even likely,
that in many schools the cultures that emerge in classes vary
course to course or teacher to teacher. As a result, students
might need to (un)consciously code-switch over time,
whether it is within a single day or over multiple years. This
code-switching might be more extreme for some students
than others, thereby privileging a subset of students.
It can be valuable for schools to consider the different
cultures that are created and sought within the institution.
The differing culture(s) across individual courses might be
consonant with or dissonant to a desired institutional culture.
We feel it can be important for schools and educators to step
back and explicitly identify and endorse practices that are
most desired and valued within that community and seek
ways their technological resources, practices, and systems
can support those goals.
_________________________________________
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As evidenced through the examples above, the same
learning management system can be used to develop very
different cultures. Some cultures can be more supportive of
diverse ways of processing information and more inclusive
of alternate ways of knowing and evaluating student
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TECH-QUITY:

WHAT WE SHOULD BE DOING IS TEACHING OURSELVES AND OTHERS

A CASE FOR CULTURAL
COMPETENCE IN THE TECH OFFICE
STACIE MUÑOZ | Urban School of San Francisco, San Francisco, California

I

t’s safe to say that the demographics of the adults at our
schools don’t match that of our students. The National
Association of Independent Schools (NAIS) lists the percentage of students of color at all member schools as averaging 30%, with faculty of color at 18.6% and administrators
of color at 19.6% (Data and analysis for school leadership:
facts at a glance: 2017-18). Despite co-ed schools maintaining a fairly equal number of male and female students on
campus, the number of female Heads of School at member
schools has remained at around 30% since 2000. Do you
know where your school falls? How about your tech team?
In most cases, I would argue that most of our tech offices are
overwhelmingly white and male.
So what do we do? When “diverse hiring” doesn’t get the job
done, schools push hard for equity and inclusion work to offset these demographic differences, hoping to avoid conflict
and ensure that all students feel a sense of belonging on campus, regardless of race, gender, religion, or socioeconomic
background. For some schools, this means one or two “PD
Days” a year with an outside speaker where faculty come together for in-depth training around race, gender, socioeconomic class, etc. For schools with more developed programs,
this may mean sending faculty to a summer institute or even
hosting their own. If your role falls under the umbrella of
administration or faculty, you’ve probably attended one of
these events. If your position is classified as “staff,” chances
are that you have not.
Despite their daily interaction with students and adults on
campus, we generally do not encourage our tech support
staff to engage in the same equity and inclusion work as our
faculty. Not only is this a detriment to the personal growth
of our team members, it is a disservice to our diverse student
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body. If you are just getting started in this work, here are
three types of cultural competency training models I would
suggest for your team, along with example scenarios and resources for each.
IMPLICIT BIAS TRAINING
Biases. We all have them. It doesn’t have to be a bad word.
A common misconception is that we should do everything
in our power to get rid of them. This is incorrect. What we
should be doing is teaching ourselves and others how to recognize them and adjust our negative reactionary behaviors
accordingly.
For example, “tech person” has become a very gendered
term. What do your own biases cause you to visualize when
you think of a “tech person”? I am a woman of color AND a
Director of Educational Technology, and my own biases still
lead me to an image of Newman from Seinfeld. What biases
may come with the unique lived experiences of your staff?
Implicit bias training will encourage your team to reflect on
any unconscious attitudes or stereotypes they may have regarding certain groups of people. These biases are important
to acknowledge because they affect our interactions with students and teachers on a daily basis. Is your team equipped
to handle conflict or misunderstandings that may arise from
biases around race and gender?
Scenarios to discuss:
● A female teacher approaches you about an uncomfortable interaction with a one of your male team
members, stating that she “felt dumb” when seeking
support. When confronted, your team member insists that she is overreacting.
ATLIS | ACCESSPOINTS

HOW TO RECOGNIZE BIASES AND ADJUST OUR NEGATIVE REACTIONARY
BEHAVIORS ACCORDINGLY.

●

●

A black student on campus asks to rent a camera
for the weekend and is reminded to “keep it safe” so
that the equipment doesn’t get stolen. The student
is visibly frustrated and states that his white peers
have never been given the same warning.
You start a student tech team on campus. Only one
female student applies.

Resources to Explore:
• Verna Myers at TEDxBeaconStreet, “How to Overcome Our Biases? Walk Boldly toward Them”
• Peggy McIntosh, “White Privilege: Unpacking the
Invisible Knapsack”
• Harvard University: Project Implicit (Take a Test)
• UCSF Unconscious Bias Resources

GENDER DIVERSITY TRAINING
Gender is a spectrum, and we all work at schools with students who fall at a variety of points on that spectrum. Is your
staff equipped with the vocabulary to support every one of
these students? Does your team have an understanding of
preferred pronouns and other gender-specific vocabulary?
If a transitioning student on campus decides to go by a different name than they entered the school year with, is your
team notified as faculty would be?
In order to avoid misgendering students, it is important that
our team members have a solid understanding of the gender
spectrum, as well as the differences between gender and sexuality. If you are in a policy-creating role, this is mandatory.
Does your school have guidelines for transitioning students
who hope to change their preferred names in online databases? Who approves and handles these name change requests?
Scenarios to discuss:
● Katherine has decided to go by Kyle at the beginning of senior year. No one on campus notifies the
SPRING 2018
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tech office. When the student receives a laptop, it
is labeled with the name Katherine, and all of the
student’s linked accounts match this. Kyle is visibly
upset.
You change permissions on your LMS so that students may change their preferred names at will.
Some students on campus take advantage of this,
changing their names to inside jokes and celebrities’
nicknames. A dean asks you to take these permissions away, limiting the options for all students.

Resources to Explore:
• The Genderbread Person
• Vlogbrothers: “Human Sexuality is Complicated…”
• GenderSpectrum.org
• The Trevor Project: Trans + Gender Identity

DISCUSSING SOCIOECONOMIC STRESS
Computers are expensive. Repairing them isn’t much cheaper. Given the price tags of attending our institutions, our
support staffs may assume that all of our students come
from well-to-do families. In fact, an average of 22.5% of students in independent schools receive some form of financial
aid (NAIS, “Myths about financial aid”). Further, there are
many families who are able to pay the full cost of tuition,
but are stretching their budgets to do so. Extra technological
costs do not come easy for all families.
For students in financially stressful situations, trips to the
tech office to report a misplaced laptop or cracked computer
screen can be intense. Does your tech office staff know how
to support these students? Does your school have a policy in
place for when a student who received financial aid damages
or loses a device owned by the school? What happens if a
student cannot make payment for a repair?
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Scenarios to discuss:
● A parent calls you to ask for assistance in setting
up wireless internet at home. The parent does not
have the financial means to pay for it, but multiple
homework assignments are requiring that the child
should have access.
● A student receiving 98% financial aid loses a school
computer over the weekend. The replacement cost
is $950, and the handbook states that family must
replace all damaged and lost items owned by the
school. The family is unable to pay.

Resources to Explore:
• NAIS: Engaging in Meaningful Conversation, Socioeconomic Status and Class Identity

If tackling all of these topics at once feels overwhelming,
work with your team to develop a schedule over the summer
and school year that incorporates as many as possible. Starting the conversation is usually the hardest step, but most
important, in making sure your team is on the same page as

As the trusted advisor to over 50
independent schools internationally,
Navigant understands the unique
cybersecurity threats schools face
and can assist them in mitigating their
vulnerabilities efficiently and
cost effectively.
OUR SOLUTIONS:
• Threat and Risk Analysis
• IT Security Assessments/Audits
• Cybersecurity as a Service (CSaaS)
• Vulnerability Remediation
• Policy Development and Implementation
• Cybersecurity Awareness Training for
Employees and Students
• Endpoint Monitoring
• Incident Response

to why this work is so essential. Committing to this culture
shift is professionally beneficial to your department, but is
also what’s best for your students and school community as
a whole. Taking one step at a time will help you get there
together.
_________________________________________
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EUREKA: THE INCLUSION
DASHBOARD

O

ne morning, while at the tub of toys in our living
room, my son Matin challenged me to a “big race.”
The challenge was to pick the toys we wanted and
race each other with them.
I dug through the bucket to find some of the best Hot
Wheels. My first pick was my favorite golden Chevy Impala
with crimson, 49er-faithful pinstripes. His first pick was a
mini airplane. My next pick was a fire truck, his an eraser.
We continued like this — me picking cars, Matin picking an
increasingly varied group of toys, from stuffed animals to a
lightsaber.
We settled at the starting line, and I wound up my toy cars to
race them down the hallway. Matin had different plans. He
didn’t have a single race car, but he still won. He fought his
way to the finish line with his lightsaber, celebrating with a
dance with his stuffed animals, and all the while he had his
eraser to erase any chance of my winning. He found a way to
use all the toys, not just the race cars, and still win.
Matin had used his imagination to change the rules of the
race, and in that moment, I could finally define what I was
attempting to do in my work as the Dean of Equity and Inclusion at The Athenian School.
THE OFFICE OF DIVERSITY, EQUITY, AND INCLUSION
When I inherited the role stewarding this work around diversity, equity, and inclusion at The Athenian School, I was
asked by my Head of School what the ultimate goal of a role
like mine would be. My authentic answer was that the ultimate work of a person in this role would be that the need for
the role would cease to exist. If I did my job well, then the
values of diversity, equity, and inclusion would be so embedded in the life of our community that someone like me would
no longer need to shepherd them.

navigant.com
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Unfortunately, these roles, which began primarily to “keep
up with the Joneses’” of other independent schools, were often poorly designed and ended up in their worst iterations as
special interest-oriented jobs servicing a particular minority
affinity group.
First, these roles were focused on multiculturalism—and as
such, they examined ways the curriculum could serve to expose students to a multiplicity of cultures. When done well,
multiculturalism was woven throughout the curriculum and
became a pillar of the education students received, but when
it was done poorly, it looked like a horribly conceived and executed “Taco Day” that served to reinforce stereotypical notions, furthering separation instead of fostering community.
The next stage of this work focused on diversity, as schools
realized that it didn’t matter what schools did with curricula
if they couldn’t simultaneously expose students to a diverse
array of ideas and experiences through their peers. Again,
when this work was done well, it looked like robust recruitment for diversity, looking at a multiplicity of identifiers to
create true global community. But if done poorly, it epitomized the worst critiques imaginable of tokenistic affirmative action policies.
Then came the moment when schools realized it was not
enough to focus on equality, but they also need to prioritize
equity. I am reminded of the oft-referenced images of the
difference between the two, in which three people stand to
watch a baseball game. In the first image — equality — the
spectators are in the outfield and are trying to look over the
fence to watch the game. Everyone is given the same size
box, but only the tallest can see over the fence. In the second image — equity — people are given boxes of different
size, which allows all of them to see over the fence and watch
the game. It wasn’t enough to create diverse spaces without
creating the boxes for students to stand upon so they could
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see the game clearly. When done poorly, a focus on equality can still look like programs catering to special interests,
which end up separating the students it seeks to support.
Even when done well, through financial aid or affinity spaces, exclusion can happen as a result of equity. Hence the final
focus, on inclusion.

We posed these questions in a series on in-depth interviews
with constituents throughout our school, and we conducted multiple surveys with our entire community. We poured
through the questions and answers with the E&I Think
Tank — not because we thought we had our data yet, but
because we were still working to create our measurable data
points for inclusion. We ended up with a survey of over 50
questions, and then, over a series of edits, we painstakingly
trimmed it down to 19 questions. This survey became our
foundation to inform our first Inclusion Dashboard, our medium for displaying our successes and room for growth in
inclusion.

Either way, both of these two features — diversity and equity — are pretty measurable. A school can aim for a more
diverse population, and then we can look at our admissions
data to see if we’re achieving it. We can aim for equity and
examine our financial aid and other programs to see how
much we are accomplishing for equity.
Inclusion, on the other hand, has become the holy grail of diversity work within the independent school world. Inclusion
is where we as independent schools are most tested, and I
think it’s the realm that keeps people like me in our roles. A
large percentage of my work day orbits around the concept
of inclusion and challenges that the need for this concept
creates in an increasingly polarized society. A student approaches me about a moment of exclusion, and I am called
into action. Which students approach me, for which reasons,
vary. It may be a student from an underrepresented minority dealing with the whiteness of our school. It may even be a
conservative, white, heterosexual male who feels silenced in
a progressive school. These narratives all speak of the pain
of exclusion, and my job is then to interpret them for my
colleagues, parents, and our student body. I often feel like
Percival holding onto the chalice with loose and gossamer
fingers of subjectivity.
The taste of exclusion is bitter. I learned its acrimonious tang
firsthand, having grown up as a dark-skinned child of parents with “funny accents” while enrolled in public schools.
The distaste of exclusion lingers on your tongue like nervous
saliva, from the times you were the last one left on the blacktop and everyone had already been picked for the game. Or
it’s the gagging feeling that overcomes you when a teacher
makes a public assumption about you in class, as a way to
spice up a lesson, saying things like “You’ve probably been
to that part of the world before…” It isn’t pleasant, and it
doesn’t make learning a fun experience.
The more I attempted to address moments of exclusion, the
more I realized that I needed to make the concept of inclusion tangible, so anyone could point to it, just as easily as
they point to indicators of equity and diversity.

The first Inclusion Dashboard Consortium retreat, held at The
Athenian School in September of 2017.

MEASURING INCLUSION
All our schools already attempt to measure inclusion. But
we don’t do it with a universal metric — we tend to be idiosyncratic and over-rely on narratives. We hear about the
one moment of exclusion and jump to respond, and then
we make sense of it. This approach is fine for those who are
“down with the work” or “in the know,” but is much harder
for the broader community and those outside of our schools
to understand. This absence of a clear measurement of inclusion makes it that much harder to hold ourselves accountable for how inclusive we actually are.
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THE TOY BOX
Which brings me back to the “big race” with my son Matin.
He takes care of all his toys. He makes sure his characters
are fed the appropriate amount of imaginary food, that his
automobiles are gassed and ready to go, and that his
lightsaber has new batteries at all times. And when we
raced, he instinctively sought to make sure all the toys were
included.
Our big race took place the day after my first presentation of
Athenian’s Inclusion Dashboard, and so my mind was still
wrapped in the world of my work. I wondered how I might
measure inclusion in Matin’s toybox — which felt absurd at
first, but then incredibly relevant. Because our independent
schools are not unlike toy boxes. They are a collection of
diverse characters collected for a purpose, played with in a

So I set out to see how we could measure inclusion, the hard,
but hopefully not impossible, task. Thankfully, I was able
to look down the road to see how colleges and universities
had measured inclusion and then showcased that information. Institutions like the University of California, Berkeley,
and Cornell University had already been leading the way in
measuring their inclusion, which made it so that an outsider like me could see where inclusion was happening at their
schools.
Using these models, I worked alongside the Equity and Inclusion Think Tank, a strategic planning committee of deans,
division heads, and board members, to define which questions we wanted to ask. And we came up with these three:
●
●
●

But how to do that? Even asking the question was daunting. I wondered this aloud at one point with Eric Niles, the
Head of School at Athenian, and his answer pointed me on
my journey: “Just because measuring inclusion seems hard,
doesn’t mean it’s impossible.”

Along the way, I sought support from Alison Park and Blink
Consulting, and through her, was put in touch with other
schools who were also on the precipice of trying to envision
inclusion in this way. Our initial meeting, in which I found
kindred spirits, thrust both Athenian and me in a position
of leadership in this work within the broader independent
school network. Our prototyped dashboard at Athenian became a rallying point for a larger group of interested peer
communities, which grew up to 25 schools and programs
from throughout the West Coast. We capitalized on that energy with a retreat in the fall of 2017, where I shared the first
Athenian School Inclusion Dashboard, our earnest effort at
measuring our school’s inclusion.
The first dashboard below is the proto-dashboard that was

shared at the retreat and is the first of a longitudinal examination of how inclusion looks at Athenian. The second
dashboard follows on page 18. The entire Inclusion Dashboard Consortium of schools, as we had come to be known,
has now embarked on this journey to do the same. The idea
is that we can share these dashboards amongst ourselves,
in an effort to hold ourselves accountable, but also to find
thought partners in the work around inclusion so we can
share best practices and evolve our schools as places where
inclusion is made manifest in a tangible sense.

What are the values of our school that we want to
hold ourselves accountable for?
What are the things we promise students of an Athenian education?
What are all the things that our community would
say were important in helping them to thrive here
at our school?

It was then time to see how our community would answer
these questions.
ATLIS | ACCESSPOINTS
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manner that allows for that diversity to shine, and cared for
so that all the players can thrive. There is no one left on the
blacktop, and no one is made out to be an example; there
is just the love of play, the result of inclusion realized to its
fullest potential, inclusion so encompassing that it cannot be
contained in a toy box.
_________________________________________
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IDENTITY IN THE MAKING:
INCLUSIVE K-12 MAKERSPACES
ASHLEY CROSS, Ph.D. | St. Stephen’s Episcopal Day School, Coconut Grove, Florida
RURIK NACKERUD | The Elizabeth Morrow School, Englewood, New Jersey

ABSTRACT
akerspaces can enable creativity and explorations
along emerging fields in science, education, art,
and engineering. The informal educational context may, when utilized wisely, enable greater equity for
students’ explorations of their identity. By being cognizant
about the potential for the student’s identity development
in makerspaces, educators can harness the space for deeper
learning interactions.

M

While the “democratizing effects” of makerspaces remain to
be argued, this article seeks to address how identity may be
a key component towards access and engagement with all
makers at a school. Allowing student choice with selecting
tools and designing the making process aligns both with equity work and makerspace best practices. By engaging with
student, teacher, and community stories and interests, a
makerspace may both include diverse identities and broaden identities of those engaged in the space.
Makerspaces in independent schools occupy a niche of innovation and hope for inclusive and experiential learning.
The opportunity for play and identity formation (Vygotsky,
1978; Krueger, 2014) embodied by the independent school
makerspace lures in educators, students, and families. Independent schools, encouraged by Papert (1993) and other constructionist thought leaders (Stager, 2014; Kurti, &
Flemming, 2014; Schrock, 2014), have begun to substantiate
and seek to realize the opportunity the makerspace provides.
Makerspaces shape the independent school identity in new
ways while encouraging students to explore their own identities -- at least that is the ideal.
Educational makerspaces foster play and experimentation,
include cross-disciplinary elements, and transform students
20

into producers instead of consumers (Krueger, 2014). Independent schools pin their makerspace renovations to this
goal, yet they need guidance in how to realize this vision
for all students. Independent schools intend for children to
explore identity development in makerspaces as they playfully grapple with complex concepts inherent in the roles of
mathematicians, scientists, architects, historians, or physicists. The promised makerspaces allow children the freedom
to try on different personas without negative repercussions
and stringent grading requirements.
Yet there are inequalities inherent in the popular notion of
a makerspace.
While low-tech tools can be quite effective, 3D printers, robots, and computer-guided tools often represent the visual
icons for a makerspace. The public thinks of woodworking,
sophisticated electronics work, and programming as common activities of makerspace users. These visual cues and
methods are supportive, typically, of masculine cultural
identities and neglect the diverse community of an independent school. Creating a culture of acceptance is imperative
to a successful makerspace; Kafai (2018) noted that some
Scandinavian makerspaces host girls-only work days, for example.
Makerspace activities do not, at first glance, appear to relate
to Language Arts curricula; nor do they have a place in kindergarten due to potentially dangerous materials and tools.
Circuits and LED lights alone do not provoke a school to
multi-disciplinary action. Developing a school makerspace
driven by the popular vision harms both the diverse student
body and the curricular opportunities. Instead, this article
offers identity as the lens for viewing makerspace development.
ATLIS | ACCESSPOINTS

Identity is at the heart of a community-minded independent
school makerspace. Facilitators value creating things from
diverse tools and methods -- including often hidden cultural
tools and methods. Individuals facilitating the makerspace
become masters at uncovering these hidden resources to
access and facilitate some exciting possibilities. In a school
there are often two uses for a makerspace: the curricularly
identified and often prescribed projects, or personally pursued, experimentive, and open-ended maker activities that
stem from personal identity.
The curricular and cultural capital define the makerspace;
the participants define tools and materials. This experience
redefines who has access and increases community-wide engagement. As children and families find their identity within
the space, they begin to “make” and become the makers of
the space. Valuation of identify leads to projects, tools, and
methods that participants feel much more strongly about.
Both curricular identity and personal identity have their
place, as illustrated by the following experiences:
Curricular Identity
● A class of kindergarten electrical engineers makes
flashlights from coin-cell batteries and LED lights
for a flashlight picnic.
● Sixth-graders build Grecian armor for their historical studies after viewing a museum’s 3D models
through virtual reality goggles.
● Two high school students use a 3D printer to produce a laser diffraction grating for a physics demonstration.
Personal Identity
● A second-grade makerspace is revolutionized by a
grandmother’s sharing of origami, which turns into
a copper tape circuitry and paper-folding industry
enjoyed by everyone in the school.

●

●

An eighth-grader spends three years modeling and
cutting a cardboard Taj Mahal at scale based on a
vacation experience in sixth grade.
A senior in high school convinces a fashion designer to use GPS locators in outerwear designs to help
people find their winter coats at ski resorts.

An identity lens allows for the transformative child-centered
education. As families and students invest their identities
into the space, they feel ownership while engaging in design
thinking and experimenting with STEM identities, as well as
their own identities.
NAVIGATING THE TENSIONS
Constructionist theories of learning heavily influence the
pedagogy of a makerspace, including the culture, roles, and
identities explored. The classroom dynamic is transformed
from a didactic to a student-centered approach, which provides unique challenges for the educator. While makerspaces have the potential to help students develop computational thinking skills and positive STEM identities, they can
also lead to unique challenges. When students first encounter design thinking, they may be overwhelmed with the freedom and lack of prescriptive direction. Schools can support
faculty utilizing the makerspace by sending faculty to conferences to discuss pressing issues with educators from around
the country. Cross (2017) found that 40% of makerspace
teachers have received no training on makerspaces. Additionally, workshops can provide hands-on training guided
by the constructivist pedagogy that underpins the teaching
approach in making. Time to share ideas and best practices
with other educators can be extremely valuable.
ACTUALIZING THE EQUITABLE MAKERSPACE
Just as there are no one-size-fits-all prescriptive guidebooks
to teaching, there is no comprehensive guide to makerspaces. The Innovator’s Mindset by George Couros and Invent to
Learn by Sylvia Libow Martinez and Gary S. Stager are two

CREATING A CULTURE OF ACCEPTANCE IS IMPERATIVE TO A
SUCCESSFUL MAKERSPACE; KAFAI (2018) NOTED THAT SOME
SCANDINAVIAN MAKERSPACES HOST GIRLS-ONLY WORK DAYS,
FOR EXAMPLE.
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great primers to apply to the shift in teaching approach. The
individual structure is up to the educator following a design
thinking model. The good news is that expensive 3D printers
and laser cutters are not required to start a makerspace successfully -- as low-tech tools can be effective when properly
utilized.
Each school’s journey is unique, but can be extremely rewarding when executed well. Makers can assume the curricular identity of mathematicians, scientists, and historians,
while also tapping into cultural identity in the makerspace
and beyond.
_________________________________________
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his year, Seven Hills School brought back middle
school electives after an almost ten-year hiatus. We
started by getting student feedback on interests. As
expected, with our 140 students, there were dozens of diverse
activities the students wanted to do -- sports, arts, cooking,
music, drama, coding, photography, and more.
With only seven teachers available during elective periods,
our options were limited as to the number of electives we
could offer, as well as the topics. As one of the available
teachers during all three elective times, I decided to test out
an elective called “Passion Projects.” Students could literally
work on anything they were passionate about.
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STUDENT CHOICE
ELECTIVES AS PASSION
PROJECTS

ATLIS | ACCESSPOINTS

Although many of our traditional classes offer project choices, a Passion Project class would give students complete
agency in what they worked on, how long they wanted to
work on it, and the process along the way. Diversity is at the
heart of student agency -- diverse students, diverse topics,
diverse tech that the learners discover in diverse ways. Students would also not be required to have an “end product,”
nor would they be graded. Often the emphasis in the traditional classroom, even with choice projects, was geared toward ensuring an end product was completed on time with
all the required elements to get a good grade.
Students also had the opportunity to work in ways that fit
their diverse learning styles. Some students worked alone
the entire semester. Other students worked alone part of the
time, pairing up during other times. Some were in groups,
often with students teaching or sharing something to the
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others. Kinesthetic learners could move around and use
their hands (and even their full bodies) for an entire hour.
Aural learners could listen to and create music. Visual learners could watch and design videos.
I had parents and students ask if their “passions” had to be
technology-based, since I was the “tech person.” The project
was definitely not constrained by a specific technology. Projects selected by students did not have to include technology
in any way. However, every project used technology in some
way, from basic documents for planning to fully integrated
technology for programming.
The main difficulty for students was time. Electives met only
once a week for an hour. Students were asked to spend the
last 5-10 minutes of class recording in their personal Google
Doc, reflecting on what worked and what was challenging for
them that week. They could record in whatever way worked
best for them -- keywords, paragraphs, bullet points, pictures, charts, etc.
I had about eighteen students in each class, for 6th, 7th, and
8th grades. (Next year, the schedule has been modified to
allow for mixed-grade electives.) I requested a co-teacher,
as many of the project choices required use of multiple locations throughout our campus.
This elective truly showcased the day-to-day integration of
technology in all its diversity. Many of the projects were in
subject areas neither I nor my co-teacher knew anything
about -- guitar, piano, C# coding, and sewing. Students were
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able to use YouTube videos to learn the skills they needed.
Two students had never played guitar before, and after five
classes, were able to play some basic songs following along
with YouTube instructions. One student researched sewing machines, recommended one, and then we purchased
it. Those who cooked and baked looked up recipes and did
math conversions to ensure they were making enough for
the entire class. Students also used the internet for many
other tasks, from finding fashion designs to completing a
specific piece of game code.
What worked well? Students were able to work on things
they really loved. One student wrote, “Electives are a great
break from life.” Another student wrote, “It is my favorite
part of the week. It gives me time to de-stress.” The variety

during the week following the class, as long as it was completed before the next elective class.

CHOICES, A PASSION PROJECT CLASS WOULD GIVE STUDENTS
COMPLETE AGENCY IN WHAT THEY WORK ON, HOW LONG THEY WANT
TO WORK ON IT, AND THE PROCESS ALONG THE WAY.

Also, having a second teacher was critical. Students were often spread out across the campus -- in the classroom, at the
library, outside, in the kitchen, and on the athletic courts.
Certain activities required more direct supervision (cooking
and skateboarding), so on weeks those activities were happening, two teachers were definitely needed.

would get off task. This seemed to primarily be an issue with
younger students, so we decided to offer Passion Project to
only 7th and 8th grades the second semester.
Overall, the Passion Projects elective was a successful endeavor for both the teachers and the students. Students
found a place once a week where they had complete agency,
not only on what they worked on, but how and with whom
they worked. Students in this class indicated that they were
able to relax and just focus on their passions. We have even
more students signed up for it second semester. It will be an
ongoing adventure to see what passions students will work
on next.

There were challenges too. My request for students to record
their progress in a Google Doc (for the last 5-10 minutes of
class) would often stop the flow of what they were working
on. I modified this to allow students to do their recordings
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USING TECHNOLOGY TO
FACILITATE GLOBAL
CONVERSATIONS

A third challenge was the ability of some students to stick
to a task. Sixth-graders actually gave feedback that said
teachers should check in with them more, as sometimes they

ALTHOUGH MANY OF OUR TRADITIONAL CLASSES OFFER PROJECT

of projects was much broader than I ever thought it would
be: developing websites, creating videos on how to braid
hair, learning to use Scratch, designing characters (drawing
and traits), acrylic painting, cooking, baking, creating activities for spirit days, writing songs, dancing, sewing, blogging
about fashion, game design using C#, writing (short stories,
poetry, and a play), and recording skateboarding videos (for
self-improvement).

#ISSUESINREALTIME:

A second challenge, which was anticipated, was lack of time.
Although we had an hour, trying to cook something for 20
people and ensure the kitchen was cleaned up never seemed
to fit into an hour. We also had only 15 classes in total, and
some of the students realized writing a full play or coding a
multi-level game could not be completed during that time
period. Time management will definitely be part of discussions during the second semester.
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SEAN TERWILLIGER | Chatham Hall, Chatham, Virginia

O

n the morning of August 13th, 2017, I woke up knowing that something needed to change. I live and
work in a small rural community about two hours
from Charlottesville, Virginia, and the Unite the Right rally
had just happened the day before. It was clear that there was
a great divide in our country, and that we, as educators, were
among the best suited to help close it.
I decided then that I wanted to use technology to open up
communication between the students at my school and anyone else who wanted to join in. Working closely with a colleague from the Humanities Department, we designed what
we would call #WebDay. Using nothing but social media, we
would invite people to join us as we spent the entire class day
in live conversation, using our new Aver video conferencing
system to connect with remote schools. An open Zoom video
conferencing link was shared, and Twitter, Facebook, and
LinkedIn were flooded with invitations. Our premise was
that we’d pick a general theme — in this first case, “Racism,
Ethics, and Global Culture” — and then allow the conversation to move forward to where the students wanted it to go.
GOING LIVE
Right away we ran into our first non-technological issue. We
planned this web event, in urgency and haste, for our second day of classes. It was important, we felt, to be on top
of the divisiveness that erupted in Charlottesville and begin
immediately with some form of curative process. The events
in Charlottesville had left us with an awareness of the potential for an amazing teaching moment — one that we felt
could not be overlooked. The longer we waited, the less urgent the conversation would be. We were sure that our stu-

SPRING 2018

dents would be full of questions and seeking advice on how
to handle their feelings, so we moved forward quickly with
our plan.
Sadly, most other schools hadn’t started yet, and despite a lot
of very positive reaction from the external invitees, very few
people were actually ready to join us. At our school, teachers
were concerned about curricula and what kind of impact a
change such as joining #WebDay would have. We did meet,
in this first attempt, the two educators from other schools
who would become our staunchest partners in this project,
participating in nearly every event we hosted and even hosting events of their own.
What we learned, though, was that our students exploded all
over the chance to have frank discussions, even just among
themselves. They were open, opinionated, and eager to talk.
They recognized their differences and their family histories
and were able to have great conversations among themselves in a way that might not have happened in a typical
classroom.
It was a fantastic day, with topics being breached that astounded the adults in the room. If we had even thought about
shying away from the “hard” topics before this, there was no
way we could do that now. Our students proved themselves
to be mentally agile, thoughtful, and empathetic. Students
who came in with a “hard” opinion on the matter were able
to be constructive listeners and speakers. Most were not just
speaking rhetoric, but were generally informed persuasive
without being overbearing.
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THIS WAS NOT A CONVERSATION THAT WAS SET TO CHANGE MINDS,
BUT ONE THAT AIMED TO STIMULATE THOUGHT,
AND IN THAT WE WERE SUCCESSFUL.

MEMBERSHIP TYPES & BENEFITS

On our first day we had over 70 students take part in discussions that were frank, sometimes sad, and often deep. My
partner and I now felt we had the ground to push even further!

SEMI-TECHNICAL ISSUES
The first is time. I had a lot of great conversations with an
educator from Hawaii. However, the time zone issues made
our connecting impossible. (We’re working on another idea
though, so stay tuned!) We also had to wrestle with different
academic schedules. School A might be ready to join in at
9:00 a.m., but we would be right in the middle of a session.
Of course, everyone was welcome, but new arrivals could
disrupt conversation, forcing a break mid-session. Nothing
can be done about that, I’m afraid. It’s just something to
prep for.

THE BIG PUSH
And push we did! Future sessions would cover climate
change, #MeToo (and #TimesUp), gender roles and equity,
school culture, co-ed vs. all-girls education (we’re a all-girls
school), world religions, Gay-Straight Alliances at schools,
politics, and most recently, the water crisis in Cape Town.
We’ve changed the name from #WebDay to #IssuesInRealTime, and we invite everyone to #PullUpAChair and join
us in conversation. We’re still hoping to get world partners
as most participation comes from the USA. We’d also love
other schools to take the lead on planning sessions based
on their needs and issues. We realize that the issues we face
might not be the most pressing for those from other cultures.

BENEFITS
After four sessions, I would say unequivocally that the students love this opportunity for real conversation. We learned
things about dorm life that had never been discussed previously. We’ve seen students express their concerns about
issues that have created a real need for further discussion.
We’ve learned to be more tolerant of differences. But, most
of all, we have learned that we all want the same things!
We’re still struggling to articulate our hopes and dreams, but
that’s okay. As we look towards the future of education in
this connectable world, we owe ourselves and our students
the chance to see beyond the bubbles of our own communities.

TECHNICAL ISSUES
Here are some technical issues to consider. Every school
does not necessarily have the facility we do to host a
single-class meeting with one room camera. Audio and
video levels differ greatly, as does the technology used. As
a case in point, one school involved students with their individual computers, creating nineteen little faces on our
screen, with a lot of cross talk. Lesson learned: Start all new
attendees in mute. The issue this causes is that many folks
unfamiliar with the Zoom interface simply do not know how
to mute and unmute themselves. We also learned to block
the chat. The chat logs of our session with a middle school
are hilarious, but the chats themselves were quite disruptive.
I might go so far as to suggest a pre-test session with new
attendees the day before to help them understand the interfaces and work on camera placement.

Immediately after the devastating events at the Parkland
School in Florida, the Honor Council at our school approached me to request that we host a global conversation
using the #IssuesInRealTime format to try and make some
sense of the tragedy. As I set this conversation into motion, I
felt hopeful for a strong U.S. and global presence in the conversation. And I felt enormously gratified that students have
recognized the #IssuesInRealTime program as a vehicle for
communication and understanding.

Several of our students spoke of the importance of their heritage and the place of the Confederate flag and monuments,
but came away understanding the opinion of those who opposed these views. This was not a conversation that was set
to change minds, but one that aimed to stimulate thought,
and in that we were successful.
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SCHOOL LEVEL

CORPORATE LEVEL

Membership in ATLIS is school-based; once a school
belongs, any colleague at the school is eligible to take
advantage of the ATLIS member benefits including:

ATLIS seeks to build relationships with corporate entities
dedicated to supporting excellence in technology in independent schools. Corporate memberships include:

● Product reviews that now include pricing transparency
for members via our member-exclusive LearnPlatform
Portal.

● Recognition and logo placement on the website in two
locations.

● Online community membership, including our private
network in a research-backed platform to help our
members better discover, procure, and evaluate technology.
● Data collection tools and dashboards for analyzing
software utilization in member schools.
● Program discounts on our annual conference,
professional development offerings, and our Aspiring and
Early Career Technology Director Institute (ECATD).
● Access to ATLIS’s database of annual survey data from
schools on trends in technology usage.
● Focused professional development opportunities.
● Access to our extensive document library sharing
templates and example documents.
● Best practices white papers.
● Ongoing professional development for the entire
technology office and other senior administrators,
including free webinars and newsletters.
● Job board posting privilege, with job postings visible to
the public.
● Discounted or free access to resources and programs with
partner tech organizations, such as our Mock Phishing
Exercise.
● Pricing is based on enrollment, with a fee of $3.00 per
student in grades K-12 with a cap of $2750 regardless of
school size.

● Discounts on annual conference exhibiting and registration.
● A ¼-page ad in Access Points, our annual journal, discounts
on additional advertising.
● Discounted promotional opportunities in other ATLIS digital
and print publications.
● Job board posting privileges (job postings are visible to the
public).
● Opportunities to partner with members of a welcoming,
forward-thinking community of technology leaders at
independent schools to share expertise and experience on the
critical technology issues of the day at ATLIS events or
webinars (preference is given to corporate members over
nonmembers when selecting presenters).
● Opportunity to publish guest posts on the ATLIS blog
(preference is given to members over nonmembers when
selecting posts).
● Access to aggregate survey data and results.
● Access to ATLIS newsletters focused on professional
development resources, literature reviews, and networking.
● Access to best practice white papers and documentation on
topics such as “Making Effective Technology Decisions” and
“Best Practices in Managing Transitions in Technology Staff.”
● Advocacy to the greater independent school community,
specifically school leadership, on the strategic importance of
technology.
● Corporate Membership in ATLIS is priced at $1500.

LEARN MORE AND JOIN TODAY! WWW.THEATLIS.ORG
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BOOK REVIEW

BOOK REVIEW

SMARTER THAN YOU THINK
BY CLIVE THOMPSON

AUTOMATING INEQUALITY: HOW HIGH-TECH TOOLS
PROFILE, POLICE, AND PUNISH THE POOR
BY VIRGINIA EUBANKS

SARAH HANAWALD | ATLIS

E

ducators who are not interested in finding out more
about how “technology is changing our minds for the
better” may be tempted to flip directly to the “Digital
Schools” chapter of Smarter Than You Think. In this chapter
comes a prescient observation made by Thompson in 2013:
“young people live in a world where their daily activities are
channeled by digital tools….few [of them] understand” (p.
195). Change “young people” to “most people” and you have a
more accurate description of the Facebook/Amazon/Google
world many of us inhabit.

JEFF MORRISON, PH.D. | TRINITY SCHOOL, ATLANTA, GA

In his look at education, Thompson goes on to discuss the fact
that students who learn just a bit of programming, preferably through collaborative projects, are vastly better equipped
to deal with complex problem-solving in the real world. For
example, elementary children programming in Logo can derive foundational concepts of calculus, due to the iterative
process of deducing that very small alterations can produce
wildly different results. Adults’ failures to grasp this concept
has led to failures in business, governments, and families as
small changes cause systems to “spiral out of control.”
However, the educator who skipped the rest of the book
would miss out on Thompson’s readable, thought-provoking
and conversation-worthy analysis of how our digital tools
have pushed us to develop new modes of thinking. Thompson
dives into the need for everyday technology users to develop sophisticated questioning techniques (e.g. search skills).
These skills enable deeper thinking and force the thinker to
iterate and refine his or her techniques to arrive at a meaningful result.

Learn how to
centralize, organize
and securely share
school photos,
videos and student
work.
Learn more at:
about.vidigami.com
#vidigami
@Vidigami

Another enjoyable section of the book discusses the power
of public thinking now that platforms have become democratized. Prior generations only faced a genuine audience periodically; in a digital, always-on society, thinkers (whether
great thinkers or fan fiction authors) have a surfeit of public
audience members to read, watch, critique, or question the
thinker’s offerings.
The book opens and closes with a look at what happens when
people play games with computers. Whether it’s chess or
trivia, the computer wins when it’s a one-on-one competition. That’s not up for debate; yet, within a few years, Watson-type AI will power every laptop. Thompson closes the
book with this:
How should you respond when you get powerful new
tools for finding answers? Think of harder questions.
I can think of no group better positioned to think of harder
questions than independent school educators.
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A

lthough computer programming was once seen as a
skill reserved for geeks and computer nerds, it’s now
regarded throughout education circles as an essential skill to be taught to modern learners from kindergarten
through high school. One would be hard pressed to find a
conversation about modern education that did not include
the need to teach coding to our students. A plethora of initiatives and cottage industries have popped up within the past
ten years that reinforce this “urgent need” to have students
learn the value of computer science and coding. Upon reading Automating Inequality: How High-Tech Tools Profile,
Police, and Punish the Poor by Virginia Eubanks, it becomes
very clear that technology leaders and teachers in our schools
must emphasize human empathy alongside every coding and
computer science course taught in our schools.
Too often technology is thought of as a sterile and completely
objective medium to be used to increase efficiency and processes. Unfortunately, technology often replaces the need
for human empathy and automates processes in ways that
negatively impact poor and working-class Americans. In her
new book, Automating Inequality: How High-Tech Tools
Profile, Police, and Punish the Poor, SUNY Albany professor of political science Virginia Eubanks tracks the insidious
ways that our most cutting-edge digital tools track, investigate, and punish the most economically vulnerable citizens.
Automating Inequality is a timely and powerful portrait of
how technology perpetuates inequality.
Eubanks writes that the United States manages its poor
rather than eradicates poverty. Instead, we as a nation, have
developed a “digital poorhouse” – a high tech containment
of the poor that records their every action, association, and
activity. This digital poorhouse is marketed to the public as
a tool that increases efficiency while using tax dollars wisely.
In fact, it uses complex algorithms to create prediction models, using information about children, parents, neighbors,
and even neighborhoods to predict when a child should be

removed and given to foster care or to determine whether
a family qualifies for food stamps. It’s all automated. Automating Inequality outlines how decisions about human
welfare are made by algorithms; negating their ensuing mistakes lies somewhere between exasperating and impossible.
To illuminate this problem, Eubanks explores three very different and widely diverging approaches to managing, manipulating, and controlling the poor in Indiana, the homeless in
Los Angeles, and the child welfare system in Pittsburgh.
Eubanks’ sobering analysis of digital poorhouses reminds
us that oppression is inherently spatial. Throughout history governments have used mechanisms such as urban zoning and prisons to keep undesirable populations fixed in
place; corporations have used office locations to distinguish
permanent from contingent employees; houses of worship
physically separate believers from infidels. This book serves
as alarming evidence that Americans continue to treat poor
people as second-class citizens by harnessing technology.
Eubanks’ central premise is that the poor are largely portrayed either as criminals or as freeloaders and as such are
deemed the main problem with American society. Because of
this portrayal, Americans tolerate systems that dehumanize
and surveil the poor to a degree that would not be tolerated if the systems were designed for middle and upper-class
Americans.
As our schools move forward into digital spaces and as we
develop curricula based on coding and computer science,
technology educators must not lose sight of the effects technology, data analysis, databases, etc., have on human end users. Now more than ever a book like Automating Inequality:
How High-Tech Tools Profile, Police, and Punish the Poor
should be required reading for all technology leaders in education, as this book illuminates the need for modeling the
importance of empathy, culture, and gender diversity as essential ingredients of the coding lessons and the computer
science courses we teach.

END NOTES

(“they”), they felt, was simply ungrammatical.

DATA SYSTEMS AND IDENTITY:
THINKING OUTSIDE THE CHECKBOX
An Interview with Andrew Speyer, Choate Rosemary Hall, Wallingford, Connecticut
SUSAN DAVIS | ATLIS

L

ast fall, I had the privilege of interviewing Andrew
Speyer, Director of Information Technology Services
at Choate Rosemary Hall in Wallingford, Connecticut,
for this edition of Access Points. As a result, I gained a much
deeper understanding of the influence our technology and
data systems have on the way we recognize identity in our
schools. The Choate leadership decided early on to address
gender neutrality throughout its campus (with gender
neutral bathrooms, gender neutral locker and training
rooms). When his Head of School asked him to apply this
change of philosophy to the school’s data systems, Speyer
felt like he had been “handed a bomb.”

created a new field for self-identified gender. This meant
that every single school report had to be changed, from
bus lists to dorm assignments -- a monumental task that is
still in process. In addition, Choate adopted a new field for
pronouns (he/she/they in singular, plural, and possessive
forms). Speyer decided to protect the gender field, making
it hard coded and not removable. To protect everyone at the
school, he set the default to U (unknown) for all.

Aware of recommendations of the Connecticut Safe School
Coalition and the 8 Schools Association, Speyer knew that
those with the power to institute change like this had no
idea how big such an initiative would turn out to be. More
than two years later, Speyer expressed satisfaction with
how far his school had come as it applied Connecticut law
to “all areas and contexts” of the school, going even further
to meet stricter standards set by Massachusetts or California
guidelines.

Next, he was tasked with rewriting the language and policies
for the school handbook to reflect the school’s priorities. This
raised issues of parental consent, as well as consideration
of those instances when student and parent rights do not
coincide. How often would students be allowed to change
their preferred name, for instance?

Speyer explained to me how someone’s legal first name, for
example, is a protected piece of data. As part of our selfidentity, we might indicate a preferred first name, choose
pronouns, and otherwise indicate how we might be referred
to in both written and oral communications. Yet most systems
-- SIS, LMS, development and advancement systems -- are
only beginning to address these issues. Many systems that
schools commonly use still only allow for binary choices.
Choate adopted a “non-binary, gender fluid” philosophy and
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The next step involved revisiting all the custom code that had
been created for the school, for example, registrar functions
for grade-level deans.

Prefixes or terms of address now had to be gender neutral
-- a particularly knotty problem for the Development Office.
One possible solution? Eliminate the use of prefixes as much
as possible.
As Speyer and his colleagues stopped to reflect during this
process, they felt the need to define and redefine the scope
of the project -- first for current students, then to grow into
other policies for the school. After a report to the senior
administration, it was decided that the school would suppress
the gender field completely, unless it was absolutely needed.
In the midst of all this, there was surprising pushback
from faculty -- the universal use of some gender pronouns
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In retrospect, Speyer notes that “There’s a tsunami, and
it’s on its way.” Independent schools want to do the
right thing, but they need to do the research, dedicate
time to planning, think about implications, examine
processes, and become more sensitive as well as more
careful. He advises that addressing the identity checkbox
issue requires at least a first year of research, a second
year devoted to analysis of processes, and a third year to
implement. As the world changes around us, Speyer says,
“We are all faced with thinking outside the binary box.”
The implications for gender are huge, and they are only
the beginning -- as technology leaders rethink how we put
the humans we work with into boxes that limit what they
can do or curtail who they can become.

WHEN HIS HEAD OF SCHOOL
ASKED HIM TO APPLY THIS
[GENDER NEUTRALITY]
PHILOSOPHY TO THE SCHOOL’S
DATA SYSTEMS, SPEYER FELT LIKE
HE HAD BEEN “HANDED A BOMB.”
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