
Leading 

 Teachers In Peoria Public Schools 
March, 2015 

EVALUATIONS ARE OVER—WHAT NOW? 
Submitted by Revonda Johnson, Instructional Improvement Officer 

 

Everyone can breathe a sigh of relief because the evaluation cycle is complete for Non-

Tenured and Tenured Summative teachers.  However, our work is still in full swing.  

Your administrators will continue their learning walks to provide you with feedback 

about instructional practices in your building.  This also helps your school grow because data gathered 

should be used to drive professional development needs in each building.   Intentional professional 

development is needed in order to move us to excellent or help us maintain that status.  

 All staff should still be working on their Professional Growth Plans.  You should have held a 

conversation about your plan at your End of Cycle Conference, but these are designed to strengthen your 

skills over the course of the school year.  You will continue working on your plans and will hold a final 

conference with your administrator in May to see if you met your goals.  Professional Growth Plans are 

designed to strengthen areas of need.  They are not used to penalize teachers in the evaluation cycle.   

 As you move forward from your ECC, what did the data show you from your component and domain 

summaries?  Are there areas you can begin working on now in order to show growth next year?  Do you need 

to engage students in conversations that are sparked by higher-level questioning skills?  How effective are 

you when it comes to relationships, classroom management, or instructional delivery?  Are you part of your 

school, or do you just show up and teach?  Do you look for ways to grow or are you comfortable with reading 

the occasional article that comes across your email?  The purpose of the questions is to have you reflect on 

your own data and begin working now to improve for the upcoming year.  Your students do not stop growing 

after NWEA, DIBELS, Easy CBM’s, or PARCC testing.  As educators, we must utilize each day and begin 

making improvements in order to continue being effective teachers for our students.    

 

LEARNING FROM FAILURE  
MindStep Newsletter - 2015 

  

 Failure is an inevitable part of the learning process. We should expect our students 

to fail at some point. But the difference between high and low expectations is that teachers 

with high expectations expect students to fail, learn from their failure, and get better as a 

result. Teachers with low expectations simply expect students to fail.  By teaching students to use their 

failures as a learning experience, you can actually raise your expectations.  

   Our students can get so caught up in getting the right answer that they overlook the learning 

process itself. As a result, they learn how to be right, but they never learn how to be wrong. What’s more, 

they come to see failure as personal, pervasive, and permanent and stop trying. We know that failure is a 

natural and important part of learning but if we are not careful, our students will leave the classroom 

unable to recover from failure because we never teach them how. If we believe that failure is an inevitable 

part of learning, then it is important to show students how to learn from failure.  

   Failure is rich with information. It tells you what students understand, helps you understand what 

they still don’t get, and gives you clues about how you can best help them. By mining failure for cues about 

how to better help our students, we can prevent failure from eroding our expectations.  

   Showing students how to learn from failure also raises both yours and your students’ expectations. 

When you use failure as a learning experience rather than a referendum on your teaching or your students’ 

abilities, you start to see the possibilities rather than the limitations for your students. You begin to see 

failure not as what students can’t do but what they can’t do yet.  



CAVEATS AND CONSIDERATIONS ABOUT 

RECOMMENDATIONS FOR TEACHING ENGLISH LANGUAGE 

LEARNERS WITH READING DIFFICULTIES 
By: Sharon Vaughn, Alba Ortiz 

 

 ELLs are typically served in bilingual education or English as a second language 

(ESL) programs. Bilingual education students receive instruction in their native 

language and a structured program of ESL instruction. Students in ESL programs do not receive native 

language instruction; they are typically taught within general education classrooms and receive a support 

program for ESL. How much native language and/or ESL instruction students receive depends on the 

program model. In planning RTI approaches, it is important to understand the program in which ELLs are 

enrolled, how their native language and English proficiency is assessed and monitored, and the core literacy 

program they receive for development of native language and/or English literacy skills. 

 In implementing RTI approaches with ELLs, a significant challenge is determining students' 

knowledge and skills in their first language and then understanding their performance in their second 

language (English). For example, there are subgroups of students whose literacy knowledge and skills in 

their first language (e.g., Spanish) are adequate, but whose literacy skills in their second language (i.e., 

English) are low. These students have demonstrated the capacity to acquire reading skills and now require 

instruction so they can apply those skills to the acquisition of English literacy. Other students may have low 

literacy in both first language and English because they have not received adequate instruction in either 

language. Still another group of students, the smallest group, demonstrates low literacy skills in both their 

first language and English even after receiving adequate instruction. 

 Further complicating issues related to oral language development and literacy acquisition are 

situations in which a student's first language is not shared by other students in his or her grade, the 

student's first is a language without adequate print sources for instruction, or the student cannot receive 

instruction because a bilingual education teacher is not available to provide it. For these reasons and myriad 

others, there are no formulas or ready guidelines that can be easily provided for assessment and treatment. 

It is also noteworthy that although there are many caveats and considerations involved in decision making 

about screening, assessment, and intervention for ELLs, parents and educators cannot postpone decision 

making until a better knowledge base is available. They are eager to make decisions that will be associated 

with improved outcomes and that will facilitate appropriate early identification and intervention when 

required. Thus, the following guidelines are provided to encourage educators to promote effective practices 

related to RTI with ELLs and to acquire further knowledge and skills so that they demonstrate improved 

confidence in their decision making with these students. Keep in mind, though, that teachers and schools 

must proceed with the most effective practices possible. Also, please note that these guidelines may be altered 

as new research evidence becomes available. 

BEHAVIOR SPECIFIC QUESTIONS: ABCD 
Win-Win Discipline—Kagan Publishing 

 

Disruptive specific questions to help formulate the most appropriate response 

A. Aggression 

1. Is their a threat? Am I under control? 

2. Do I have personal self-control strategies? 

3. How to teach student self-control? 

B. Breaking the Rules 

1. Does the student know the rule? 

2. How can I promote understanding? 

3. Can they reliably apply the rule? 

4.    Am I using the strategies to promote buy in? 

C. Confrontation 

1. Am I under self-control? 

2. Have I provided students with choices? 

3. Do I have a Win-Win leadership style? 

D. Disengagement 

1. How can I re-engage students? 

2. Is my curriculum engaging—relevant? 

Developmentally appropriate? 

3. Is my instruction engaging? Do I use structures for 

engagement? 

4. Is my management engaging? Do I decrease time off 

task? 



 

TIER 2 BEHAVIORAL 

INTERVENTIONS 

What do all those acronyms mean??? 

Check In/Check Out 

(CICO) 
 

Students check-in with  

designated CICO        

Facilitator(s) before the 

beginning and at the 

end of each school day 

to  receive positive 

contact, pre-corrects, 

and  reminders of school

-wide expectations.  At 

the end of each class 

period, classroom 

teachers  provide 

students positive 

behavioral feedback, 

based on the school-

wide expectations, on a 

Daily Progress Report 

Card (DPR)                          

Social Academic   

Instructional Groups (SAIG) 

Students are supported in a 

small group for direct 

instruction of school-wide 

expectations and/or    

replacement behaviors, 

including structured     

practice and direct      

behavioral feedback.  

Intervention leads to   

generalization most     

effectively when youth are 

also supported by CICO, 

where classroom teachers 

provide youth positive 

behavioral feedback on a 

DPR related to their  

transference of newly 

learned skills taught during 

group. 

Groups with              

Individualized Features 

(GWIF) 

Individualized CICO has 

most of the same features 

as the generic CICO, but 

includes some fairly simple 

individualizations. 

Mentoring involves one 

adult meeting with one or 

more students at a time, 

one or more times per 

week, to provide         

pre-corrects and a      

positive connection with 

the school through a           

supportive relationship. 

 

Just a little 

more... 

 Teach behavior just 

like academics 

 Use Pinpoint to re-

view your classroom       

behavior trends 

 Expect transference 

of  behavioral skills 

from lessons taught 

to other times and 

locations. 

 Support transference 

of skills with           

pre-correction. 

Data Update 

R ES PO N S E T O  I N T ER VEN T I O N  ( R t I )  

 

 

SAIG
? CIC

O? 

GWIF
? 

DATA POINTS 

Tier 1 = 0-1 Office Discipline Referral 

Tier 2 = 2-5 Office Discipline Referrals 

Tier 3 = 6+ Office Discipline Referrals 

Since 2012-2013 School Year 

 10% increase in students with 0-1 office 

discipline referral since ‘12-’13 school year 

 2% decrease in students with 2-5 office 

discipline referrals 

 8% decrease in students with 6 or more 

office discipline referrals 

64%
68%

74%

15% 14% 13%
21% 18%

13%

Aug '12-Jan'13 Aug '13-Jan '14 Aug '14-Jan '15

Percent of Students at Each Tier for Behavior

Tier 1 Tier 2 Tier 3

80% 

15% 

 5% 

SMART FOCUS… 

 

During PARCC testing,   

reteach responsibility as it 

relates to standardized   

testing. Students can be 

responsible during testing 

time by getting enough rest, 

eating a healthy breakfast, 

coming to school on time, 

and giving it their very best 

work as they take the new 

tests. In the classroom, staff 

can support these efforts by 

increasing precorrections 

and acknowledgements 

related  specifically to 

demonstration of responsi-

bility during  testing. 

Behavior Strategy:  

Precorrection      

Providing prompts for 

desired behavior prior to 

a time when the   behav-

ior is expected 
 

Elements of               

Precorrection: 

1. Identify transitions 

that might lead to 

problems  

2. Teach expected   tran-

sition behaviors 

3. Use verbal & visual 

cues 



Mathematical Practice Look-Fors: Classroom Indicators 

Mathematical Practice 1:   
 

Make sense of problems, and 

persevere in solving them. 

Students: Are engaged in solving problems and high-cognitive-demand tasks. 
 

Teacher: Provides rich mathematical challenges, 

checks in repeatedly with students to help them clarify their thinking and their process, 

and provides adequate time with formative feedback for students to discuss problem 

pathways and solutions with peers. 

Mathematical Practice 2:  

Reason abstractly and quantitatively. 

Students: Are able to contextualize or decontextualize problems. 
  

Teacher: Provides access to and uses appropriate representations (manipulatives, 
drawings, or diagrams) of problems and asks questions focused on determining student 

reasoning. Helps their learners understand the relationships between problem 

scenarios and mathematical representations. 

Mathematical Practice 3:  
 

Construct viable arguments, and 

critique the reasoning of others. 

Students: Understand and use prior learning in constructing arguments with sound 

reasoning. 
  

Teacher: Provides opportunities for students to listen to or read the conclusions and 

arguments of others-as students discuss approaches and solutions to problems, the 

teacher encourages them to provide arguments for why particular strategies work and 

to listen and respond to the reasoning of others and questions to prompt discussions. 

Mathematical Practice 4:  

 

Model with Mathematics. 

Students: Analyze and model real-world problems mathematically (using expressions 

and equations) and can explain the relationship between the model and the problem. 
 

Teacher: Provides rich and interesting contexts for students to apply the mathematics 

they have learned. 

Mathematical Practice 5:  
 

Use appropriate tools strategically. 

Students:  Have access to and use instruction tools to deepen understanding 

(manipulatives, drawings, diagrams, and technology). 
  

Teacher: Provides and demonstrates the appropriate tools. 

Mathematical Practice 6:  

 

Attend to precision. 

Students: Recognize the need for precision in response to a problem and use 

appropriate mathematics vocabulary. 
  

Teacher: Emphasizes the importance of precise communication, including appropriate 

use of mathematical vocabulary, and emphasizes the importance of accuracy and 

efficiency in solutions to problems, including the use of estimation and mental 

mathematics when appropriate. 

Mathematical Practice 7:  

 

Look for and make use of structure. 

Students: Are encouraged to look for patterns and structure (For example, when using 

properties and composing and decomposing numbers) within mathematics. 
 

Teacher: Provides time for students to discuss patterns and structures that emerge in a 

problem’s solution. 

Mathematical Practice 8:  

 

Look for and express regularity in  

repeated reasoning. 

Students: Reason about varied strategies and methods for solving problems and 

checks for the reasonableness of their results. 
 

Teacher: Encourages students to look for and discuss the various solution strategies 

teachers and to attend to and listen closely to their students’ “noticings” and “a-ha 

moments,” and to follow those a-ha moments so that they generalize to the classroom 

as a whole. 

A FOCUS ON THE STANDARDS FOR MATHEMATICAL PRACTICE 
Submitted by Susan Gobeyn, Mathematics Coordinator 

 

 The Standards for Mathematical Practice describe varieties of expertise that mathematics educators at 

all levels should seek to develop in their students. While the ideas behind the Standards for Mathematical Prac-

tice are not new, a renewed focus on these practices is critical to implementation of the instructional shift of 

Rigor expected with the Common Core State Standards for Mathematics. It is through the Mathematical Prac-

tices that deep conceptual understanding, fluency and procedural skill, and application are attained. 

The following chart outlines student and teacher classroom indicators that will help ensure that the habits of 

mind set forth in the Practice Standards are being developed on a daily basis. 
 

Mathematical Practice Look-Fors: Classroom Indicators 
 

 



VISION 20/20: FULFILLING THE PROMISE OF PUBLIC EDUCATION 
Submitted by: Shameika Sykes-Salvador, Social Studies/Literacy Coordinator 

Taken from: http://illinoisvision2020.org/ 
 

 Education is an investment in our children’s future, our state’s future, and our nation’s future. It is our 

responsibility as educators to reflect upon the current state of education in Illinois and take action to create 

an education system that meets the needs of all students. 
 

 Many times statewide organizations are better known for what they oppose rather than those things for 

which they stand. In November 2012, the Illinois Association of School Administrators (IASA) initiated a 

visioning process in partnership with the Illinois Principals Association (IPA), the Illinois Association of School 

Business Officials (IASBO), the Illinois Association of School Boards (IASB), the Superintendents’ Commission 

for the Study of Demographics and Diversity (SCSDD), and the Illinois Association of Regional Superintendents 

of Schools (IARSS) to unite the education community and to develop a long-range blueprint for improving public 

education in Illinois. Together these groups stand for excellence in education for all Illinois children. 
 

 The uniting purpose of Vision 20/20 is the overwhelming belief that public education plays a defining 

role in ensuring equal opportunity. The vision statement reads as follows:  
 

“It is our collective duty to do all we can to guarantee every student, no matter his or her demographic or 

geographic identity, has equal access to a quality education. As public educators, we believe public education 

works. We reject the premise that education in Illinois has failed but recognize its impact has not been equitably 

delivered to all student populations and that there are opportunities for continuous improvement. Now is the time 

to act. Our vision forward is clear. We believe the key to continuous improvement in public education relies on the 

wisdom and innovation of public educators who work with students every day. This is a continuous process. We 

are educators because we care about the future of each and every student and for the opportunity to teach and 

shape the next generation”. 

 In districts throughout Illinois, there are concerns regarding equity, access, and opportunities for 

continuous improvement. Specifically, Vision 20/20 has identified four priorities for the State of Illinois in order 

to have the most immediate and profound impact on public education: highly effective educators, 21st century 

learning, shared accountability, and equitable and adequate funding. Specific policy proposals for each priority 

can be found at http://illinoisvision2020.org/. 

 This group believes that we are all part of the system and need to work in partnership to conquer these 

challenges to create meaningful and lasting change. Watch the Vision 20/20 Video and Digitally Sign the 

Petition Here! (http://illinoisvision2020.org/vision-2020-fulfilling-the-promise-of-public-education-video/) 

 “When you plant lettuce, if it does not 

grow well, you don’t blame the lettuce. 

You look into reasons it is not doing 

well. It may need fertilizer, or more 

water, or less sun. You never blame the 

lettuce.”  However, in education, we 

constantly blame children for 

disengagement.  Thich Nhat Han 



WHAT IS AN INTELLIGENCE? 

Spencer & Miguel Kagan: Multiple Intelligences 
 

To my mind, a human intellectual competence must entail a set of skills of problem solving 

enabling the individual to resolve genuine problems or difficulties that he or she encounters, and, when 

appropriate, to create an effective product  and must also entail the potential for finding or creating problems, 

thereby laying the groundwork for the acquisition of new knowledge. These prerequisites represent my effort to 

focus on those intellectual strengths that prove of some importance with in a cultural context. (Gardner) 
 

 How we define an intelligence has profound implications for what we teach and how we teach. A 

broader definition enriches our instruction, the curriculum, and students’ educational experiences.. We live in 

different worlds and we are attracted to and in turn become skilled with different types of stimuli. Each 

student has a very different mind; each is attracted comfortable with, and in turn becomes skilled with 

different kinds of stimuli.   

 An intelligence is a sensitivity to and skill with certain kinds of stimuli. The intelligences differ in that 

they specialize in different kinds of stimuli.  The intelligences are in concert to help us survive, perceive 

information, acquire knowledge and skills, create solutions to problems, communicate, and make wise 

decisions. We foster the intelligences to the extent we hone skills with and sensitivity to a range of stimuli but 

also to the extent we align our curriculum with the functions of intelligences.  In the abstract, we can define an 

intelligence as sensitivity to and skill with a specific type of stimuli.    
 

Listed below is one of the eight intelligences as defined by Gardner as well as a description of a 

Kagan strategies that work well to support this intelligence: (Other intelligences will be presented in the 

April newsletter.) 
 

Verbal/Linguistic Intelligence - We use our verbal/linguistic intelligence to think in, with, and about words. 

Oral and written language are symbols to think in and express this intelligence. Those strong in the 

verbal/linguistic intelligence enjoy reading, writing, speaking, and listening.  Some forms this intelligence 

takes include telling jokes, discussing, writing poems, and passing notes. 

Educational Implications 

 Students strong in the verbal/linguistic intelligence learn best through listening to verbal presentations, 

reading, writing, and discussing.  They benefit from audio tapes in the class listening bar. They enjoy 

strategies such as Draw-What - I-Write, Round-Table, and Brainstorming. 

 We develop the verbal/linguistic intelligence as we have students create oral presentations, written essays, 

poems, debated, dialog journals, book reports, and summaries of lectures. The verbal/linguistic intelligence 

is stretched also as students learn foreign languages , and hone tradition language arts skills such as 

vocabulary, syntax and grammar, and the various genres of writing.  We may stretch students’ linguistic 

intelligence through the other intelligences as when we have them write word problems, discuss their 

artwork, and share their goals.   

 Students share celebrate their word smarts through positive peer response groups, self-validation 

following oral and written presentations, writer’s journals, and written entries in their portfolios.   

Kagan Strategy 

 Draw-What - I-Write: students draw a simple picture. For example, students may draw a simple robot 

using only geometric shapes.  Then, students write instructions to a partner as clearly as possible, so tier 

partner can produce and identical picture. Students trade written descriptions with their partners. It is 

crucial that students do not show each other their drawings. Students then attempt to use the written 

description to recreate the original illustration. When done, partners compare their drawings with the 

original and discuss how the author can edit to do a better job of describing the drawing. Pictures can be 

line drawings, graphs, patterns, color schemes, etc.  

 RoundTable: This is a simple strategy with many applications. In teams, students pass one piece of paper 

and one writing utensil around the table, each making a contribution in turn. RoundTable is used for 

making a list or writing a collaborative story.  

A teacher who is attempting to teach without inspiring the pupil with 

a desire to learn is hammering on cold iron.  Horace Mann 



THE IMPORTANCE OF THE ZZZZZZZZZZZZZZZ’S 
Submitted by Amy Bennington, School Psychologist, and Maureen Langholf, Director of Special 

Education 

 

As we approach the end of winter and anxiously await spring, we would like to remind staff 

members of the importance of not only your students being well rested, but also ensuring 

that we, as adults, get enough rest as well. When we receive enough sleep, we are rejuvenated and reenergized, 

thus providing our students with the best opportunities to be successful when in our care! Please communicate 

this information with the families you serve so that they can assist us in ensuring our students come to school 

ready to learn. Sleep is underrated in our society.  Only in recent years have scientists begun to determine just 

how important getting an adequate night’s sleep is for us and our children.  Sleep has been found to serve 

important functions in our daily life. Some of these functions include: 

Helping us learn and remember new material better. 

Helping us manage our feelings and behaviors. 

Helping us focus and pay attention. 

Depression, anxiety, and other serious emotional problems are linked to sleep deprivation. 

Weight problems and obesity have also been associated with poor sleep. 

So, how much sleep do we need? 

3 year olds require a total of 12-13 hours of sleep per day, including naps and nighttime sleep 

4 year olds require a total of 11-12 hours of sleep per day, including naps and nighttime sleep 

5 -12 year olds require a total of 10-11 hours of sleep per day. 

Teenagers require a total of 8.5 to 9.5 hours of sleep per day. 

Adults require 7-8 hours of sleep per day. 

How can we help ourselves and our children get a good night’s sleep? 

Setting a consistent bedtime is important.  Children should go to bed at the same time every night.  This 

way the chemical changes that take place in their bodies prior to sleep occur when you want them to go 

to sleep. 

The use of TV and computers should be limited for the hour or two before bed time.  Studies have shown 

that the use of TV, video games, and computers can interfere with the ability to go to sleep.  Children 

should not have TVs, computers, or video games in their rooms either.  I find this especially true for 

myself as well.  If I am on the computer late into the evening, I have a very difficult time falling asleep. 

Late night eating and drinking should also be avoided.  Caffeinated beverages should especially be avoided. 

A clear bedtime routine should be established.  For example, at our house the children always change into 

their pajamas, brush their teeth and help pick out their clothes for the next day.  Next we say prayers, 

read a little from a book, then turn off the lights and have a short cuddle.  

 UNITY 
 I dreamed I stood in a studio and watched three sculptors there, The clay 

they used was a young child’s mind and they fashioned it with care. 
 

One was a teacher, one was a para, the tools they used were books, music and 
art.  The other, a parent, worked with a guiding hand, and a gentle guiding 

heart. 
 

Day after day, the teacher and the para toiled with touch that was careful, deft and 
sure, while the parent labored by their side and polished and sooth it o’er. 

 

And when at last, their task was done. They were proud of what they had wrought. For 
the things they had molded into the child could never be sold nor brought.  

 

And each agreed they would have failed if each had worked alone. For behind the par-
ent stood the school and behind the teacher and paras, the home. Anonymous 



INVOLVEMENT OR ENGAGEMENT? 

By Larry Ferlazzo  

Submitted by Taunya Jenkins, Principal on Special Assignment, Family and Community Coordinator 

 

The right kinds of school-family connections are those built on relationships, listening, 

welcoming, and shared decision-making. These types of connections can produce multiple benefits for 

students, including higher grade point averages and test scores, better attendance, enrollment in 

more challenging courses, better social skills, and improved behavior at home and at school 

(Southwest Educational Development Laboratory, 2002). Such school-family connections address 

important non-school factors—such as health, safety, and affordable housing—that account for about 

two-thirds of the variance in student achievement (Rothstein, 2010). These connections can also improve parents' feelings 

of efficacy and increase community support for schools. 

 

What's the Difference? 

To create the kinds of school-family partnerships that raise student achievement, improve local communities, and 

increase public support, we need to understand the difference between family involvement and family engagement. One of 

the dictionary definitions of involve is "to enfold or envelope," whereas one of the meanings of engage is "to come together 

and interlock." Thus, involvement implies doing to; in contrast, engagement implies doing with. 

A school striving for family involvement often leads with its mouth—identifying projects, needs, and goals and 

then telling parents how they can contribute. A school striving for parent engagement, on the other hand, tends to lead 

with its ears—listening to what parents think, dream, and worry about. The goal of family engagement is not to serve 

clients but to gain partners. 

It's not that family involvement is bad. Almost all the research says that any kind of increased parent interest and 

support of students can help. But almost all the research also says that family engagement can produce even better 

results—for students, for families, for schools, and for their communities (Ferlazzo & Hammond, 2009). 

 

Empowering Families and Communities 

Effective family engagement requires the school to develop a relationship-building process focused on listening. 

One way to begin this process is for teachers and other staff members to make prearranged visits to students' homes. 

Unfortunately, in many urban neighborhoods, the only public entities that usually send representatives to visit are 

the police and child protective services. Schools can fill this void and send a different, more positive message. 

At Luther Burbank High School, an urban school serving 2,000 students in Sacramento, California, scores of 

teachers, counselors, and classified staff make hundreds of home visits each summer. We visit the homes of all incoming 

freshmen, as well as all older students who have not yet passed the California High School Exit Exam. These visits are not 

just to tell students and their parents what to expect when they enter high school or to harangue them about the need to 

work harder to graduate. Our primary goal is to listen to the wisdom that parents have gained in more than 14 years of 

raising their children. We want to learn about their hopes and dreams for their children and discuss how the school can 

work with them to make those dreams a reality. 

The listening process can take many forms. The home visitors sometimes respond to the concerns that parents 

express by encouraging them to connect with one another and move toward broader action. For example, during one of our 

home visits with a Hmong immigrant family a few years ago, the father told us how impressed he was with the online 

literacy program the school was using to help his son. He added that he wished he could afford to have a computer and 

Internet connection at home so that he and the rest of the family could also use the program to learn English. 

The teacher visitor suggested that if the father knew other parents who had a similar interest in getting access to 

the literacy program, he might want to bring them together in a meeting with school staff members to explore ways to 

address this need. The father did so, and out of that process, the parents and the school developed a family literacy project 

that provided computers and home Internet access to immigrant families, who used the school's website to increase their 

English skills. 

Initially, we used discarded computers and obtained a private foundation grant to pay for Internet access. Later, 

the school district allocated federal grants so refugee students could purchase new computers and continue the program. 

Students whose families participated in the project had a fourfold increase in their English assessment scores, and the 

International Reading Association gave the project its 2007 Presidential Award for Reading and Technology.            

Continued on the next page 



Involvement or Engagement?...cont. 

Our school's successful Parent University began in much the same way. Some parents expressed an interest in 

learning more about how the schools operate. Parents then came together with school staff and representatives from a 

local university to develop a curriculum that parents wanted—not a predesigned agenda constructed by others. Successful 

engagement efforts like these are similar to the work of traditional community organizers. People first tell their stories 

and then share them with others. The group develops a different vision of what might be possible and then takes collective 

action. It's the difference between irritation—challenging others to act on something you're interested in—and agitation—

challenging others to act on something they're concerned about. 

Schools have a long history of developing and deepening relationships among different entities in the community. 

In fact, the term social capital, which describes the societal and economic value of building connections among people, was 

developed by a school superintendent nearly 100 years ago. L. J. Hanifan (1916), a state supervisor of public schools in 

West Virginia, coined the phrase while promoting a parent engagement strategy that yielded numerous benefits. Hanifan 

concluded, 

I am firmly convinced that the supervisor and teachers whose achievements I have described have struck bedrock 

in community building. It is not what they did for the people that counts most in what was achieved; it is what they led the 

people to do for themselves that is really important. Tell the people what they ought to do, and they will say in effect, 

"Mind your own business." But help them to discover for themselves what ought to be done, and they will not be satisfied 

until it is done.… The more the people do for themselves the larger will community social capital become, and the greater 

will be the dividends upon the social investment. (p. 138) 
 

The Temptation to Settle for Involvement 

Given the pressures to immediately increase test scores, it is tempting for schools to emphasize family 

involvement rather than family engagement. After all, most family involvement programs can have a positive effect on 

student achievement, and they are generally easier to implement than engagement models. Unfortunately, some of the 

most well-publicized family involvement efforts right now—tempting as they might be—are likely to have negative 

consequences. 

For example, some school districts in Texas and Delaware are planning to pay parents to participate in more 

school events, despite the fact that New York City ended a similar program because it did not achieve the desired results 

(Bosman, 2010). In a similar initiative, Detroit schools are working with businesses to offer store discounts to parents who 

visit school parent centers. As Daniel Pink (2009) has shown in his book Drive, financial incentives may work in the short 

term to motivate people to do mechanical tasks (such as showing up for a meeting), but they will do little to stimulate more 

cognitively challenging work (such as making it a priority to ask children about their school day or assist them with their 

homework). In fact, paying parents for participation can actually reduce motivation for doing these more challenging 

tasks. And when the incentives are gone, everyone is worse off than before. 

Expanded Possibilities 

Consider the methods your school uses to invite parents to participate. Invitations for parent involvement often 

come through one-way forms of communication— notes home, automated phone calls, or requests for assistance for a 

particular project. In fact, the dictionary's first definition for communication is "an act or instance of transmitting." 

Invitations for parent engagement, on the other hand, tend to come as a result of conversation, a word whose Latin root 

means "to keep company with; to live with." 

Family involvement and engagement are not mutually exclusive; most schools pursue both. But when you think 

about your school's efforts, you'll probably see a clear direction. Does your school tend toward doing to or doing 

with families? Does the staff do more talking or more listening? Is the emphasis on one-way communication or on two-way 

conversation? Is your school's vision of its community confined to the school grounds, or does this vision encompass the 

entire neighborhood? 

Some people see power as a finite pie: If you get more, that means I have less. The vision of 

family engagement described here, however, views power in a different way. As families move from 

being school clients or volunteers to being leaders in education improvement efforts, they gain more 

power. As a result, the whole pie gets bigger, and more possibilities are created. 

Schools can help create those expanded possibilities. 



BRING GENEALOGY AND LOCAL HISTORY TO YOUR SCHOOL 
Barb Brown (BarbBrown@ppl.peoria.lib.il.us) 309-497-2100 

Amber Lowery (AmberLowery@ppl.peoria.lib.il.us) 309-497-2000 

 
 Through genealogy, Peoria Public Library offers the opportunity for your students to 

learn more about themselves. Students will discover not only their own histories and stories, but the stories of 

their ancestors. When students start looking back into their own family histories, they will also learn about how 

the world was perceived years ago and the differences today. 
 

Peoria Public Library can help you with: 

Common Core Standards for Writing 
 

 Whether your students are writing fiction or researching historical events or people, Peoria Public 

Library can be key to the process. We can arrange tours for your class to learn what materials the library has 

available to help them write their papers. For genealogy projects, we have a large collection of resources and 

three top-notch databases for research and information. 
 

 STATE GOAL 16: Understand events, trends, individuals and movements shaping the history of Illinois, the 

United States and other nations. 
 

How did some of the biggest moments in history affect Peoria? From before the Civil War to modern day, Peoria 

has weathered many ups and downs. With our resources, we can help your students learn what it was like living 

in Peoria during war times, the Great Depression, Prohibition, and many other significant events. Our local 

history collection houses several different kinds of materials including photos, newspapers, magazines, and books 

to make the history of Peoria come alive. 
 

 STATE GOAL 18: Understand social systems, with an emphasis on the United States. 
 

 Peoria, like the United States as a whole, is a melting pot. Immigrants from Germany, Ireland, Scotland, 

England, France, Lebanon, and many, many other places settled in Peoria, creating a diverse population of 

cultures. Examples of their influence are still around today. But how was it 100 or more years ago, when they 

arrived? What did they experience in their new land? How does it compare to today? Whether learning about 

cultures for a genealogy or local history project, our collection can provide insight into how various ethnic groups 

came to thrive in Peoria. 
 

 Peoria Public Library staff members are available to present genealogy activities in your classroom, 

assist you in starting a genealogy or local history club, and our resources are available to you at our library for 

your classroom projects. Please contact us to talk about bringing the excitement of genealogy and local history to 

your classroom! 

LOVE AND LOGIC TIP #18 
Teaching with Love and Logic: Taking Control of the Classroom, Jum Fay & David Funk 

 

Better Ways to Say “NO” 

 The word “no” triggers resistance more easily than any other word in the English language.  

It’s a student’s call to arms. Kids hear it far too often, so often that it’s the first word many kids learn to say.   

 When they hear “no”, they often ignore it.  Having heard it so much, they come to think it means maybe. 

Other times they think it really means yes.  A good rule for “no” is to use it as seldom as possible. When you do 

use it, make sure you mean business. At other time's, you can make a statement positively and still deny a 

request. You are saying “yes” instead of “no”, but you are still in control. The behavior you want can be 

established without triggering resistance.  Listed below is an example:  

No Statement:  “No”, you may not watch television until the dishes are done.” 

Yes Statement: “Yes”, you may watch television as soon as the dishes are done.”  
 

What a difference a turn of the phrase can mke in how a child learns and responds!  

The secret of education lies in respecting the student.  
Ralph Waldo Emerson 



 

 

 

 

 

 

 
 

 

      

      

 

 

“Go” Foods 
 Foods that are good to eat  

almost any time. 

 Examples: 

 Skim & Low-Fat Milk 

 Beans 

 Whole-Grain Bread 

 Fat-Free & Low-Fat 

Yogurt 

 Grilled Chicken  

 Fresh Fruits & Vegetables 
 

“Slow” Foods 
 These foods are good to eat sometimes. 

 Examples: 

 Pancakes 

 Peanut Butter 

 Pretzels 

 Fruits Canned in Light Syrup 

 2% Milk 

 Ham 
 

“Whoa” Foods 
 Foods that are the least healthy for you, 

and should only have once in awhile.  

 Examples: 

 French Fries 

 Doughnuts 

 Whole Milk 

 Fried Chicken 

 Regular Soda 
 

 

 

To celebrate National Nutrition 

Month, the focus of this  

newsletter is healthy eating, while 

utilizing Go, Slow, and Whoa 

foods!   
 

 

  
 

To view a more comprehensive 

list of foods in the “Go”, 

“Slow,” and “Whoa” food cate-

gories, please visit this web-

site!  
 

Want to practice more at home 

or in your classroom?  Click 

here to print out these free,   

educational flashcards! 

 

 
 
 

 

 

 

 

 
Hult Center for Healthy Living      

5215 N Knoxville Ave.    Peoria, IL     Tel  309.692.6650  
WWW.HULTHEALTHY.ORG  

http://www.nhlbi.nih.gov/health/educational/wecan/downloads/go-slow-whoa.pdf
http://www.nhlbi.nih.gov/health/educational/wecan/downloads/go-slow-whoa.pdf
http://www.nhlbi.nih.gov/health/educational/wecan/downloads/gswflashcards.pdf
http://www.nhlbi.nih.gov/health/educational/wecan/downloads/gswflashcards.pdf

