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	>> We're going to get started.  If you didn't grab an orange sheet, a survey, please grab them before you leave and you can leave them on the table, as well.  
	Are you all set?  
	>> Sure.
	>> All righty so this session is called:  Eliciting Language from Littles.  Developing Language, Elicitation Strategies and Preservice Teachers.  
	>> I'm going to just check, is that better?  There.  Okay.  
	So welcome, everyone, my name is Blaine Trautwein and my colleague is Sarah Ammerman and we're from the San Antonio UTHSCSA which qualifies us as having the longest acronym probably of any university in the United States we're thrilled to be here we're going to talk to you today about our work in preparing preservice teachers and more specifically in preparing preservice educators to work with educators in a coaching model.  
	So when we start thinking about -- we'll tell a little bit about our program.  Sarah and I like to refer ourselves as the Frick and Frack of Deaf ed at the university we're both full-time faculty members.  We are blessed, though, to have the support of five adjuncts who are San Antonio based and an adjunct in Houston who is here to support our efforts.  
	Let's see.  So a little bit about our program.  We are a two-year program.  We enroll students who have undergrad majors in either -- you're fine.  Oh . . .
	>> People are asking there will be no captioning for this session or would you like us to get audiovisual support to fix that?  
	>> Okay.  Again, a little bit about our program, we're a two-year graduate level program and our students come to us either with undergrad majors in education or communication science.  
	We mapped out this arrow to show you -- this is the progression of our students.  And one of the things that we like to start off with is in our first semester, Day 1, 8:00 o'clock in the morning, we do something with our students we like to call induction and that's helping them realize what they don't know.  We do this by I start off with working with a child with hearing loss.  I do a 30-minute therapy session and at the end of it we say, what did you see during that lesson and it's usually kind of interesting to watch preservice teachers because they will give us a lot of descriptors of things that went well and then you start asking some guiding questions like how did I use wait time in this?  How did you see me use expansion during this lesson?  And that's just to start using those technique words with students.  And during this semester then they are engaged in observing me for about 15 weeks during the summer during which time then we're using these technique words, we're starting to introduce and we'll talk more about those later on.  In semester 2 and 3, the students are assigned to a child to work with at a School for the Deaf and the children that we work with in our lab are kids that are not at age level with their peers and they are not so low that it is not something that we can turn over to a student.  They are language delayed about midway through or midway in language compared to the two.  
	They are assigned with another student, a reciprocal peer coach which we'll talk about and a mentor which is a faculty member, myself or Dr. Ammerman, we work with the child through the full year and in Semesters 5 and 6 the students are doing student teaching but our main goal then is by Semester 6 in an early intervention course they feel confident to not only describe an approach and technique but also to model that approach.  
	Okay.  You can tell which one of us is technology challenged.  
	So this gives you a brief core sequence of what we follow and again if you look at fall, the best practices, so our goal is that by the time they are working with an early interventionist that the students will know strategies and we'll talk about those again in a little bit.  That they are not only able to recognize when a strategy is being used but also opportunities that could have been used to facilitate this and our notion of this then is that definition of coach.  And that is to prompt or urge someone with instructions.  
	So we want the techniques that we're going to talk about then to become part of the regular vernacular that they use with other students, that they become part of the professional conversations with us all throughout their program.  
	>> So when we really started to talk about this, we said, okay, we have two short years for the students to be with us.  And what is essential that they know really well and that they know intimately when they leave.  We all know no matter what profession we're in when we leave our preparation program there's still a lot to learn but there are some things that you need to know well when you walk out that door and so one of those areas are those strategies.  And by that we mean some that are focused on listening and spoken language.  Some that are general teaching strategies that no matter what the students end up doing when they leave us, they need to know well.  Classroom teacher.  Itinerant teacher.  Early interventionist.  
	And so to be an early interventionist a student is going to have to not just know how to use a strategy well but to describe it, talk about it, identify it in somebody else.  So we're going to talk to you about the Language Lab that Blaine referred to in their first year is sort of that first step for them to really know how to use and identify their strategies.  
	So we sat and thought, okay, how are we going to do this?  If the goal is for them to know how to use these strategies very well and identify them in other people, how are we going to do that?  So we looked through research to see what are the most effective ways for us to develop these skills in students.  And one of the things that came through certainly was to spiral our curriculum.  We had already done that to a certain extent but we got all of the faculty together and looked at all of the syllabi and said let's look at the LSL's domains and look at other strategies and say what do they need to know at the end and are those concepts revisited over and over and over and at a different level each time different expectations each time we get to them and we made sure of that and the language lab was a big part of that.  Another thing that kept coming through in the research was real-time mentoring and coaching so you can see there's a picture of me with a couple of graduate students we're talking about a lesson that's about to happen.  
	And one of the students were at a point where she's ready to leave the lesson and Blaine and I made a decision after looking through the research that we weren't going to leave the students to have their lesson maybe poke our heads in sometimes and film we're there the whole session every time every week and same with Lindsay Powell in Houston.  So that we can tell them and give them real-time coaching from the side and not have to wait until later when it's hard to reflect and a little fuzzy to remember what you did.  
	The other thing that came through in the research that we identified was the importance of reflection of starting someone new in their career being a reflective practitioner to think about is what I'm doing effective, yes or no?  Why or why not?  What do I need to do to change if I wasn't that effective?  
	So that we learned that when we were first leading these sessions in lab that we needed to model that reflection and show students how we think about our own practice in our reflective way.  
	So some of the ways to do that is to develop those effective teams so Blaine mentioned a lab and you saw a picture of that.  And what happens in this lab is for two semesters in their first fall and spring as Blaine mentioned we asked for students to be recommended at the School for the Deaf who need extra support they get daily speech-language pathology support anyway but we asked for those who need a little bit more and we meet with them once a week and provide that speech therapy so beforehand we talk to the students about okay what are we going to do then we have the lesson and then we talk about how did it go?  
	So one of the real important things in developing effective teams is to model that safe space for that discussion.  That we don't want to just tell each other what a great job we did.  But on the other hand, when we give that constructive feedback that it's a safe place to do that and what are some of the ways we can model that language.  
	The other thing is to incrementally guide these students into practice.  So first they see us using these strategies and talking about the strategies and then slowly we relinquish that responsibility to them.  So that by the end of their second semester, in this lab, they are planning, leading, developing materials, everything, by that second semester.  
	So that we're setting the stage for their mastery.  And just know, when we say mastery for them we mean mastery for a first-year teacher.  Not one compared to someone who has been out there a while.  
	>> So as we've talked, we needed a roadmap.  So the roadmap you can see are -- this is part of a list of 24 competencies that we have identified to work with our students.  And those become part of the discussions we said during Day 1.  After that first time they watch language, we hand it out and we say, these are the roadmaps, this is what we're going to be talking about from Day 1 of your program through your first few years in professional practice.  It's used as a guide when they are not only in Language Lab, when they are in student teaching and we actually provide our students during their first year professional practice extra mentorship so we go back and talk about those skills and how they are developing.  We -- the other part of this is we want to do this not to become something that looks really nice on a piece of paper but something that becomes an active part of the dialogue so you'll see in this first clip then me talking about a strategy as I'm working with students and by the way Dr. Ammerman and I and Lindy Douglas from -- we're married and I keep making her single.  Sorry.  
	So we continue to work with kids because one of the things we wanted to continue is to be able to talk and be relevant as far as our work with kids not the glory days of when I started in my professional practice in 1987.  
	(Audio lost).
	>> They are captioned.  
	>> We would like to have but if we can't, we'll use . . .
	>> While we're waiting I'll tell you a little bit about the clip.  So one of the things we're looking about in this clip is the notion of buildup-break down if you have a complex idea you bring it to a level that's a bit more simple and then go back to the complex level.  Here is technology.  
	(Standing by for audiologist).
	>> So students were watching, this student in the conversation using buildup and breakdown is saying look we'll use that and moving on.  By the way that lab I'm blessed with two boys in that lab we typically are only working with one we just had two kids that needed and I think those two boys are the most amazing kids ever so we get to work with them every week.  
	So as we're going along, we're wanting -- the goal then is to take our students from the observer at the top to the language facilitator coach that you see at the bottom.  And see really what we encourage is not just being an observer but being an active observer.  
	To say, again, what went well, what didn't go so well and then what can I do as a practitioner.  So it's a little bit different focus.  It's really putting the focus not only what the kid did but what did I do as the practitioner.  And that's really tough for students.  Because it's easier to talk about and to evaluate student or child performance.  It's more difficult sometimes to say okay let's take that focus off of the child and say what could I have done differently to make that child's outcomes look a little bit different in the activity.  
	So again, our process then is then lesson planning.  So before the session, that session, I had sent my lesson plans to the students.  I communicated with them.  I said, here are my ideas for this session.  This is how I'm going to modify.  This is my script I'm going to use.  Here are the written statements I'm not only going to model but this is how I'm going to elicit language from the child.  Then we have a preconference session and a lesson in the preconference so the preconference session is about 15 minutes before the session begins to again talk about lesson plans.  Then there's a 30-minute session and a 15-minute post conference and then journaling and we're going to break up each of these pieces and talk to you about those.  I should have done this so you can see this snazzy -- there we go.  
	>> So Blaine mentioned the lesson planning and a day or two before when the students are leading we require a couple of days before we share lesson plans and this is just a snippet of the lesson plan.  Some of the parts that are required certainly are the targets that the student is working on.  The child is working on.  So we ask teacher, speech-language pathology, audiologist what is the focus of this -- for this child and the theme right now so for the clip you're going to see in just a minute the students' listening targets we're following two-step unrelated directions and there are specific targets underneath and those are taken from the CASLS.  So then what I have to think of and model for the graduate students is how am I going to get -- you'll see Gabe in a minute, a little boy named Gabe how am I going to say modifier a noun or get him to say on top of, off of, ask what color questions without telling him that, without having him imitate me what things will I say that will set the stage for that.  
	So we require two parts of that script.  And this is just a little part of that.  
	So the easy part for everyone is the modeled part how am I going to model those language structures for him.  Great, the harder part for all of us is the eliciting part.  How am I going to get him to say it without saying it myself?  So we talk about starting with low linguistic support making really general statements like what do you see and in a minute you'll see a paper apple tree where we're playing with a different size and color apples to try to get the modifier noun, Big Apple, red apple that kind of thing and if he doesn't say what I'm looking for then maybe giving him a little more linguistic support and a little more and maybe using other strategies like sabotage I might say oh -- so I'll talk to the students the graduate students and say he's not saying Big Apple or red apple I might say look at that blue apple I'll say to the graduate student what do you think he'll say after I say that he might say red apple if he hasn't been saying that yet.  Yeah he might.  Let's see.  Then we talk about some other strategies I anticipate using.  
	So here is a small portion of that lesson and in the beginning of the lesson I have tried to use real low linguistic support and this is also one of my very first sessions with him.  We had had one or two sessions before where we were language sampling but not working on structured targets yet.  This is the first lesson with structured targets.  And you'll see that I was assuming he had some knowledge he did not have.  
	So then after we have the lesson, we certainly have that post session where we talk about what went well, what should have I done differently.  And then the students all have iPads where they have recorded the sessions and they get to keep those so that they can review, especially at the beginning, review and look back on things that they missed.  And then we journal about it.  For a couple of days until the next session happens.  
	So here is just a snippet of the journal.  And I'll show you a little less verbiage but you see the one graduate student on the left she started off analyzing the session and this is the very beginning, also, another thing to model is this journaling and that reflection.  And then the second graduate student followed up.  And here is a little less verbiage where the first graduate student said that she liked the way that I used Aliya which was one of the graduates and I as two more language models through the session however contingent responses were still difficult for Gabe so I thought it was very great at the very beginning that she recognized when he wasn't getting something I used them as models for that language but even using the other adults as models didn't work when I went back to him his responses still weren't contingent to the question.  
	The other graduate student noticed I did use sabotage and again because he didn't know his colors using sabotage with the wrong color didn't work.  If I said blue apple or yellow apple he was like, yeah, because he didn't know his colors so we talked about how sabotage is a great strategy.  But if they don't have that foundation for whatever concept I'm working on, it's not going to be the strategy to go to.  But I realized, oh, he doesn't know his colors that's why I took two green apples off and sort of said forget about color, which one is the little one instead of color.  Now we're just going to do for that modifier noun color is out the window I'll work right now on size now.  
	So then I follow up after the two students' journal and I follow up with some things and I've highlighted when I'm talking about specific strategies how sabotage didn't work.  Wait time is hard because he's a kid that's always on to the next thing.  So if you sit there and count to 8 with him, he's already talking about something different so we talked about how wait time is challenging with him.  
	Using linguistic support.  And then towards the end of that longer paragraph I talked about how, okay, I told -- I basically told him to imitate.  We need to pay attention to that.  I said to him, tell Ms. Aliya here is your little yellow apple and we talked for a long time that day about can I count that as modifier noun.  Can I check that off, he used it?  No.  No.  
	He said it.  But all that told us was that his auditory memory consists of a five-word sentence and he can repeat it back to me and we talked about the seduction of imitation and how and when to use it and how I used it too quickly that day we talked about how I recasted what he said when he said to me what color you want I said what color do you want so that part was good I recasted it with a grammatically correct question but I should have acoustically highlighted that do so it was more salient to him.  
	>> And so after four to five weeks of either Sarah or I or Lindy modeling and acting as an active practitioner also modeling reflective practice our students take over.  Now, when our students take over, they are asked to not only write a lesson plan but also to specify within the lesson plan what specific techniques they are going to work on or focus in on.  
	So for example, a student could say, I need to work on wait time.  And so during the session I'm going to be working and making sure that I don't provide too much linguistic support too quickly.  Then I'll wait and see if the child needs more time to formalize a response before I intervene so what our students are asked to do, you see in the photo here, one student is leading, one student then is acting as a reciprocal peer coach the reciprocal peer coach is reciprocal in they take turns leading and they also take turns being a coach each week and that reciprocal peer coach is honed in to what those specific techniques are during the lesson, examples of when they were used appropriately, examples when they were not used appropriately or examples of when they could have been used that weren't taken advantage of during the session.  So that person then not only is looking at the -- being a support in a language model when needed with the child, that person is also acting as support for the student learning and then the faculty member is doing all of it.  Is then looking at again the whole techniques and then also looking at the overall lesson.  So the first clip we'll see here is just the beginning of the session.  Go ahead.  We're both . . . 
	That gave the example of talking through some target selection.  That's of course lesson implementation.  And during this, again, we're wanting students then to evaluate themself more than necessarily the child so that they can impact their practice.  So we will see a little bit of the lesson implementation here.  
	And that clip actually showed the other student she had stepped in seamlessly to help the other student to give her some ideas.  She was floundering a little bit in that instance before.  And so the opportunity her name is Vicki stepped in and provided a language model.  
	And so, again, the student is not acting -- acting not only as a language model for the kids but also as a reciprocal peer coach at this stage of the game when our students are leading the session Sarah and I are really taking a back seat and we're serving as an observer, as someone who can coach from the side.  But we really want the dynamic to be the two students and the child working in lab.  
	And so then the last part then of each session then is once we're finished with the session, we come back and this is the tough part for whoever has led the session because we want the student then to self-evaluate their practice.  It's difficult in that it's real-time because the students haven't had a chance to go back and watch videotape footage of themself but we start off every session saying, tell me what went well in this session.  What would you do differently next time?  
	Then we ask the student then to give feedback.  
	Let's watch the first video clip here.  
	That just showed a little clip of that and the next part is we asked the peer coach to say can you tell us some examples of things that were used during this session, things that could have been done differently so we can get some feedback on that.  
	And that shows just me giving some feedback at the end and then during the overall session.  
	So as we do this, again, Sarah mentioned earlier, we want to model the process of being a reflective practitioner and that's part of that is building that safe area where students don't only just say aspects that went really well in the lesson but also areas that can be an improvement.  
	So we do -- the whole idea is looking through an analytical lens and I challenge the student, when they say in a journal or when they say everything went well, we say that's great.  Okay.  We don't need to spend a lot of time on what went well.  Let's talk about how we can get better for the next session so this slide basically just talks about those.  And then the other thing that we always want to do then is at the end of it then is say, okay, we said these are things I could do differently.  How am I going to put that into practice in the next session?  What is something real I can take from this and say I'm going to turn this around and do so?  If it's wait time, I'm going to pause and count to 8.  Or if I know I'm using too long of an extended wait time then moving things along a little bit more quickly.  
	>> So then we're back with Gabe.  And this is Holly and Aliya that work with him and now they have started to take over those lessons.  And so Holly has sent me her plan a couple of days in advance.  I've given her feedback on her script.  And now we're going to talk just a little bit about, again, what are Gabe's targets and how are you going to reach those?  
	I'll fast forward just a little bit, too.  
	So we have talked a little bit and that goes on for 15 minutes but that one okay she's recognizing we have worked with this child a while now and we have learned whether it's grammar structures or thematic vocabulary he often surprises us with words that we expect him to know and he doesn't know and then words he does know and we didn't expect him to know so she's learned that with all kids but especially him that it might be listed as an expressive target and we sometimes realize we try to elicit something of him and he doesn't have comprehension of it.  You see she thought that through well.  You'll see her trying to implement it here.  
	So we then of course have the rest of the lesson and the post conference to talk about how that went.  
	For her to know that was a good thing, reinforcement for her to test his comprehension of those words was certainly well worth her time.  And then afterwards, again, we talk about so now watch the video again, see other things that you saw.  And this is Holly's journal about how she did and I've highlighted her use of some of those strategy words.  
	And in particular I just want to draw your attention to the middle what starts with during.  She says, during this activity, I was able to elicit near a few times while I did not use the targets away from and next to as much as I was planning to, I think limiting the target to near may have helped elicit it.  So it's nice to see that reflection of her that she sort of put a couple of targets to the side and realized that was maybe one of the reasons, one, that real focused practice on one was successful.  And then the very last bullet in particular where she's reflecting on what strategies she used well and then maybe ones that she should think about for next time so she used wait time, a lot of auditory bombardment.  But you didn't see this part but we talked about when she came into the room she just took all of the materials out she took the rocketship out and everything even though we had talked about keeping things maybe hidden using auditory first before she introduced materials.  And she realized, I didn't do that.  
	I just took everything out and let him see it.  So I need to remember next time to use auditory first and better use of auditory sandwich.  
	And then her peer, Aliya, this is just some examples of what she said.  She agreed that Holly modeled really well and used acoustic highlighting which you heard a lot about actually we talked about waiting to use acoustic highlighting until you realize the student missed something certainly use it well but we don't usually talk -- put it above the rocket.  It's not what I'm going to say to someone the first time out.  
	And then Aliya did also notice maybe auditory first she forgot that so let's remind her next week that's something she should keep in mind.  
	Again, this is going back to thinking about when they leave, they are getting practice in using those.  But with Al -- what Aliya is gaining here is a really needed skill if you're going to be a parent infant advisor.  How do I watch someone implement a practice and then identify when they are using something and when they are not and what are ways to coach effective use along.  
	>> So as we mentioned the competency list as we talked about serves as a guide for students so in order for it to become an active tool then we say now we have used these techniques throughout the semester.  Let's rank orders.  Let's see how you feel you're performing at each one of these levels.  
	So what we ask students to do is take all of the techniques and rank order from most needed to areas they feel fairly confident in.  
	And so when they do that, though, it's a thought process.  Because we want them to say, this is why I chose this.  Not just an activity to complete for an assignment in class.  This is the thought process by which I decided to put this down.  
	And again, it's really difficult.  Because sometimes students want to refer back to the student that they are working with versus what I'm doing as a practitioner.  
	So what we do then is say, select two of your primary teaching competencies.  And then as you're leading each session, we're going to focus in on those competencies and give you feedback on them.  
	And then we talk about that during the preconference and post conference.  I'll show you what one looks like.  
	So this is a rationale from one of our students.  And you can see that she said at the beginning, I love this first one, because it really refers to herself.  
	She says for wait time, I talked too much and too soon.  The silence makes me feel like the lesson is stalling.  She had a really hard time having that empty space sometimes in conversation.  And so she said, so how am I going to fix this?  She said I'm going to count to 8 silently while using my body language to let the child know that I want something else from them.  And then as you can see as she goes down, she talks about even at one part she says, you know, scripts because I need to have a No. 4 she talks about scripts and I apologize the font is rather small.  
	But she talks about scripts use.  And she says, you know, I need to have scripts because to help me keep focus on the targets because I can do a really great early childhood activity.  But unless I've embedded specific language targets, it's not even different than going to any early childhood classroom in the United States.  
	And she says for example if I'm using possessive pronouns, my and you, I need to be thinking about then not only how am I -- this example she said this is -- she's using a model, this is my drum, that is your drum, hold your drum in your lap.  
	So the next question would be then, how are we going to work that into an elicited response?  What can you tell me to do with the drum?  
	So that's just an example.  And then this rationale sheet for achieving mastery is a document that's then used during the second semester.  It's used for our cooperating teachers.  And then when they work with early interventionists so they can say during a session then these are the skills I'm still developing.  How can I then use these in a session with a child or with a family?  
	>> So one of the things we start doing, especially in that second semester, is to take some data while we're writing things down during the lesson and to say, okay, what targets -- what strategies are you focusing on as -- strategies are you focusing on as a teacher?  And when I feel like and when your peer feels like that you have achieved about 80% mastery so it's not just a feeling, we're actually going to make some check marks about when you used it effectively and sometimes when you missed an opportunity to use it.  And when those check marks on the side of you missed that opportunity are fewer and farther between because we all miss opportunities.  But when it's not really becoming frequent anymore then let's still keep that you'll still be using that strategy but we won't be so focused on it anymore.  Let's move on to other ones.  So that by the end of that year, they have had a chance to get feedback, real specific feedback, from a couple of people on their use of all of the teaching strategies and competencies.  And then we'll move on to the next one.  
	So really, it's just thinking for us about we know that many of the students are going to either take one of their first jobs or somewhere down the road a position where they are coaching and guiding families.  And while this isn't their experience in the program with the parent infant side of things, we feel that so much needs to happen before they get to that place that we don't throw them into that initially.  That they have experience with a child themselves becoming intimately familiar with these teaching strategies and identifying them in a peer before they are ever asked to do that in an actual parent.  
	And that's it.  So thanks for your participation.  And your attendance.  We're happy to answer any questions.  And to also help anyone brainstorm about how to implement something similar in your school or your program.  
	So thank you so much.  Questions?  Sure.  
	>> I just wanted to comment that I coordinate the teacher preparation program at CSUN, California State University Northridge.  And it's interesting because we are an ASL bilingual program.  And so it's a shame that you just associate this with LSLs because I don't think it has to be.
	>> No, not at all we just associate it with that because that's what our program is.  Certainly insert with some of those -- with some strategies you'll insert some that are more appropriate for kids that are bilingual.
	>> I was going to say it's really content free.  Because the language processes we do something very similar.
	>> Great.
	>> So it could be any specific language target that you're working on.
	>> Absolutely.
	>> Because the processes of language acquisition are the same.
	>> Yeah.
	>> And so it could be whatever it is that you're working on.  And it's very similar to a program from Canada, Hanen program, which also works very much on a coaching model.  And the idea of giving that kind of feedback is outstanding.  And we don't have the same kind of very detailed opportunity for students to have that modeling and mentorship.  I give you kudos for putting yourselves in a very vulnerable position.
	>> It is.  
	>> Because you're actually letting the students watch you do what you're asking them to do.  And that's being very vulnerable yourselves.  So I mean, I give you kudos for that.  Because you're practicing what you preach.  So I really value that.  
	>> Thank you.  
	>> So the cooperating teachers that your students are transitioning to, so they are moving from one-on-one work with the two of you and your colleague in Houston, transitioning at some point into a classroom setting.  Do you have trainings for those cooperating teachers so that this process continues in that setting?  Or is the expectation different there?  
	>> Similar.
	>> Similar.  So they certainly have -- we give them the strategies and talk about that.  Now, we don't do and maybe should do more specific training on what we do in lab so it's similar in student teaching.  But really embedded in the evaluation for student teaching are all of the strategies and what we coach the cooperating teachers to do is at least weekly sit down with that evaluation to talk about how the students are doing with those particular strategies.  But it is a little different.  But we're still coming -- Lindy and Blaine and I still go and observe instudent teaching so we then take this and do that.  And they are actually -- they are actually in student teaching required to video and watch each other.  Sometimes they can't go observe live but they are still giving that peer feedback in student teaching.
	>> And that journaling process continues.
	>> Yes, it does.
	>> In the classroom setting.
	>> In student teaching it does, yeah.
	>> Also we'll tell you too at the end of our program each of our students develops a professional plan for the first year professional practice and embedded in that then, we go back to the techniques.  Their professional development plan for the first year they have to do a review of lit and tailor it down to my case study is myself and this is what I want to do audiologically in language this is what I need to do to be successful and those are shared with an adjunct that we have as a mentor and she follows up through the year saying how are you doing?  These are the things you marked down.  How can I assist you in this?  
	>> Thanks, I had a question about the journaling, also, is it electronic, spiral notebook?  How are you doing it?  I think it's a great idea.
	>> During lab we use whatever the platform is at the university at the time so Blackboard or Canvas because each of these labs is technically from the university standpoint attached to a course.  The first semester it's attached to a language course.  So in that language course online platform we journal there.  And then the second semester it's attached to a speech course.  When they get to student teaching, we do use email.  We use a three-person -- whoever the student teaching supervisor is is on that email and then the two students and we have a triad sometimes with the cooperating teacher, also.  So it's almost all electronic.  Either the online platform or email.  
	>> I will say we have -- to make it successful, we have cutoffs, too.  Because I always tell students if our session is on Tuesday and I don't hear from you until Monday night that's really going to be kind of hard for you to embed and to think about what we have just written about and put into your next session.  
	So in my lab for Tuesday's session their journals are due by Thursday.  I say if you get them to me by Thursday I commit to you by Friday to have a response.  Then we also attach it to a grade.  That also helps.  
	There's the carrot and there's the stick.
	>> A lot of power there.
	>> Right.  
	>> I did want to comment on the one video with the rocketship that one of the things that I always stress is making something meaningful.  You know.  And so it was at the point when the student said, oh, I'm going to fly in space.  And so just telling the student, put it above.  And I noticed on your principles that there wasn't any related to meaning.  You know, having it be purposeful.  And so I don't know where you have that fit.
	>> The list that you saw was just a partial list.  And a couple of them, they all actually relate back to being meaningful.  And so that's one of the reasons we require all of the lessons to be thematic that they go back to whatever the student is doing in class.  It's not just -- it's not a random lesson let's work on above and below.  So they were working on space in the classroom but certainly one of them is conversation that's on the list.  And we stress very much keeping everything as conversational as possible.  So you better believe that after that we did talk about you see you got a response from him when you were flying him around not just saying you know he's playing and all of a sudden you're saying put it above, put it below.  So absolutely we talk about that.  
	Thanks so much.  Enjoy the rest of the conference.  Thank you.  
	(Applause) 
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