
MARLENE SCHECHTER-CONNORS: Hello, and welcome to mini-module number seven.  My name is 

Marlene Schechter Connors and I work at the Pennsylvania Training and Technical Assistance Network 

known as PaTTAN.  And once again, I'm joined by Kevin Williams, the founder of the National Consortium 

on Educational Interpreting.  And we have really done a great deal of work up to this point.  And I think it 

is important to thank you for your efforts in working so hard to improve your interpreting skills.  We have 

already covered prosody in mini-module number one.  I had engagement while interpreting use of 

mouthing for adverbs and adjectives, using cadence and sign language, verb agreement, use of space for 

categorization and sequencing.  And today, we will focus on fingerspelling, a very important skill that we 

know, is used a great deal in the classroom.  Couple of reminders for you; please be sure to record your 

efforts in the Educational Interpreting Recording System, the EIRS.  And there's a link right on our 

PaTTAN website to help you get there at www.pattan.net.  And also be sure to pick up your certificate of 

attendance.  Some of you need that for your workplace which is given at each site for our mini-modules.  

So, without further ado, let's roll up our sleeves and get to work in focusing on fingerspelling.  Kevin? 

KEVIN WILLIAMS.  Welcome back.  It's good to be back with you.  It's good to be here in the lovely State 

of Pennsylvania.  And I'm very grateful for the time and contributions and the professional development 

efforts that you've embarked upon and the fact that we're all collectively together trying to change the 

lives to improve and enhance the lives of deaf students receiving interpreted education.  As we talked 

about all throughout these modules, you and I are pioneers even though we're, you know, in 2006, I'll 

landmark this with that year, it's 2006.  We know very little really about what educational interpreting 

outcomes related to students are.  And so, there's a whole host of new study that needs to go on.  We're 

spending a lot of time looking at us in our skill development.  The next level is looking at, wow, when we 

provide optimal for deaf students, what is the output or what's the outcome, if you will, of an interpreted 

education.  So, we have a lot to learn and you, my friends, are a very important linchpin in that journey of 

providing that educational link between the educator, the classroom, the curricula, and the socialization 

aspect of education as well.  So, today, what we're going to be looking at, I want to thank PaTTAN.  I 

want to thank each of their representatives in the different areas who have helped to implement this 

program.  And I want to thank actually the State Department of Education for their packing of this effort to 

help us collectively look at all the skills.  I want to remind you that coming soon with these theoretic 

lessons will be more application material.  So, I know that many people are saying, "Okay.  I'm getting a 

sense of what this is all about.  Now, how do I plug this in?"  So, your state and my LLCO working at 

considering a packet of materials that will be dealing with the theory which we are well into production of, 

and then we'll also do an English application and a sign language application as well.  So you get a 

chance to really try these on in both American Sign Language, PEC, if you will, and in regular standard 

verbal English.  So, today, what we're going to be looking at as we continue our fun, I hope it's fun for 

you; it is for me.  Our fun journey of looking at interpretation for children is the role and function of 

fingerspelling in the educational setting.  It is one of--in my professional opinion, one of the most critical 

skills that we need to be looking at to develop; the literacy, the English literacy ability of deaf children.  



Now, when we talk in educational land about literacy, the default language is English.  So, if you're talking 

in an IEP setting and they're talking about these children's--this child's literate ability, you better believe 

what they're talking about is not sign language literacy.  Now, that's a whole issue that we've got to 

address.  We have to look at the back as we've said in other modules we're dealing in bilingual education.  

So, if children or teens are accessing a manual interpretation even if they are monitoring acoustically, 

they are--they are actually processing two separate sets of phonology and morphology.  So, what we 

have to--what--in education when we talked about literacy, what we have to be first of all mindful of this, 

we're talking about English literacy.  And so, we have to always be ever mindful of getting the notion 

across it.  Wow.  We also have to think about sign language literacy as well because these children are 

developing two lexicons.  But the most significant tool that you and I have to help that bridge between 

English and sign language, especially in key terms, is the use of fingerspelling.  So, what we're going to 

be looking at today, if we move further to our slides, our goal for this module is, first of all, looking at 

bilingual development in children; children and fingerspelling as a--as a--as an approach, how do we 

produce that fingerspelling and when do we produce that fingerspelling.  And at the end of this, we have 

some integration activities as well.  So, we will get a chance to really roll up our sleeves and try some of 

the sign.  So, let's--without further ado then, let's dive into the content of this module.  Let's take a second 

and I'm just going to go ahead and talk over the slide.  I think we have a lot of what I call [makes noise] 

thank you for playing, false assumptions related to fingerspelling and how it interrelates with sign 

language.  I am totally convinced, by the way, that we teach in interpreter education program.  So, we 

almost approached fingerspelling as a separate crater outside of American Sign Language.  And one of 

the things that I want to tell you is that fingerspelling is part and parcel to sign language.  It's not a 

separate phenomena.  It's not a separate tool.  It is built right into the morphology of American Sign 

Language.  So, when we fingerspell we're actually utilizing the language.  They're not two separate 

things.  So, if you consider the language of American Sign Language, there are literally what we call 

lexicalized fingerspelled signs; bank, back, early.  All right.  These are borrowings that take on specific 

movement patterns and they look very sign-like.  So, what we're going to be talking about today 

specifically is site recognition.  For example, if you talk with an English literacy or reading specialist, what 

they're going to tell you is, wow, that children at a specific age begins to landscape print and they develop 

what we call better psych recognition of terms.  Well, what happens in lexicalized fingerspelling is that we 

put it a landscape as well, movement parameters, and they become part and parcel of the language.  So, 

one of the things that we need to emphasize is, wow, fingerspelling is part of ASL.  So, one of the things I 

frequently hear and we'll talk more about this is, well, what's the sign for that?  Well, it's this.  So, let's 

move on and understand that a little bit better because we've embarked on a history of, wow, the 

language is deficit.  The language has holes in it.  Let me just tell you.  Any healthy language, an 

American Sign Language is an incredibly healthy language.  They will do what--it will do what natural 

languages do when there is a shortage in the lexicon and that is it will borrow.  So, we'll talk as we move 

through this.  The next bullet on our slide, if we can look at that again.  We talked about the fingerspelling 



and sign language are not separate craters.  Secondly, for a great period of time, we used to say, wow, 

children cannot comprehend fingerspelling.  Don't fingerspell the small children.  Well, in my interaction 

with the--a deaf adult community, when I watch deaf adults talk with their deaf infants or even their 

hearing infants, it's amazing to me how much fingerspelling gets sprinkled into, even that early 

communication with those toddlers and young children.  And the whole philosophy is I watch deaf people.  

I'm going to go back to bullet number one.  Deaf people don't separate or segregate fingerspelling from 

sign language.  It is a natural phenomena.  If you watch a very balanced bilingual deaf person, you're 

going to see them sign.  You're going to see them fingerspell.  They shift back and fort between these two 

representations of language that we call American Sign Language.  They used a multi-venue pattern and 

they do it seamlessly.  So, what we know is is that young children--remember we talked about cognition 

and we'll touch on this a bit today as we--and we'll continue to touch on it throughout the rest of the 

modules.  What cognition likes to see is patterns and grouping those patterns together.  That's a pre-

attentive cognitive function on the womb.  So, what we know is, wow, kids won't necessarily see every 

letter.  But if they have a pragmatic sense, i.e. what's the motivation of this thing coming at me, they'll 

figure it out.  So, when you and I deal with little deaf kids or even big deaf kids, a lot of times they'll say, 

well, you know that word, blah, blah, blah, and they give you this blah, blah, blah fingerspelling thing, 

what you're seeing is some type of landscape recognition of that term.  They have some sense of what 

that unit is.  Now, their degree of articulation may be ambiguous because they don't know each one of the 

little phonologic contrast of the fingerspelling unit.  They may not know how to literally fingerspell the term 

or spell the word.  Or they may be just doing what they see you and I do, which is spell like, sorry, bats 

out of hell.  And we just give them this disarticulate or inarticulate representation.  But I want to dispel, the 

rumor I want to dispel is deaf children can comprehend fingerspelling and they should comprehend 

fingerspelling and we should expect them to.  One of the greatest disservices in my professional opinion 

related to MCE systems was this whole notion of, "Oh, don't sign it.  Don't spell it, sign it."  And that came 

out of even the ASL programs as well.  That is really, really, folks, hurting the bilingual development of 

children receiving educational interpretations.  What we know by virtue of the EIPA, and now evaluating 

well over 4,000 of us is that, holy cow, we're not fingerspelling.  And now, let's look at the third point on 

our slide, the third myth.  One of the things that we have to realize is that each deaf child is a unique 

learner.  So, one of the things that I know related to English print recognition and deaf children is the 

higher the degree of audiologic ability that child has--let's simplify that, the more the deaf kid can hear, the 

better the reader they tend to be.  They can crack the phonologic code.  All right.  So, how I approached 

fingerspelling for severe to profound kids and how I might approach it with a hard of hearing kid maybe 

somewhat different.  That hard of hearing kid is going to be getting if they're receiving auditory acoustic 

information, they're going to be getting support information.  And what I know is, wow, when that child 

maps that word, they have two files.  They have an acoustic file and they have a manual file, so they're 

co-filed.  So, they have more motor stimulation.  The severe to profound child that's off the air is using a 

completely different memory structure to file that term.  Literally, it is brute memory.  So, you can watch 



severe to profound kids trying to recall print, and they go--very seldom, severe to profound kids, you don't 

see the degree of mouthing that you're going to see with the hard of hearing kids or the kids that gain 

benefit from amplification.  So, one of the things that we have to be very, very certain about is, who is the 

deaf child or who are the deaf children that we are interacting with in that classroom setting because 

that's going to really impact the frequency and the expectation.  I know a kid who has good acoustic 

ability to monitor.  I maybe able to throw out a spelled term several times and then move away to more of 

a abbreviated formation of that.  I can even, at times, use a base sign and mow that word so they're 

drawing out that acoustic information.  A kid that's severe to profound, I'm going to have to just drill that 

and drill that and drill that word over and over and over in the interpretation because they have to see it.  

They have to store it as in amalgam as an entire unit.  Let's look at the next bullet on your slide.  Now, 

you and I as translators.  And again, I really like trying to get us to use that word better than interpreters.  

You and I are translating content in the classroom.  You and I as we translate, we are thinking in English.  

The educator that we are interpreting with is thinking in English.  We have as hearing people in acoustic 

processor that's going on, and we hear a term.  And actually, when I watch us work, most of the times 

when you and I make an error in sign language, it's a sound-based error.  We may go to a word that's a 

synonym to a term or a sound--it has the same type of sound shape as a word, so our errors can even be 

sound-based.  What I know is, wow, when we give out a representation in sign language especially for 

those children that are severe to profound; there isn't an instant bridge between this and the target of 

English.  All right.  So, one of the things that we have to be very, very careful of is building that bridge 

between fingerspelling and then applying that word to a sign.  So, what we often hear is we know that we 

used this term in sign language.  Well, there's this gloss sign, and that gloss sign can have a lot of 

different types of words attached to English words.  All right.  So, an example that I frequently use is if I 

use this target sign, it's a sign that we would use for meat.  All right.  Well, now, if I'm going into the 

market--go marketing as my mother would say instead of go grocery shopping, she goes marketing.  If I 

go marketing and I want to buy this but I want to buy the type of meat that is produced from a calf; it's a 

cow.  It's dairy fed baby calf.  It's what type of meat?  Now, what I see frequently happening is--with us, at 

times, is this.  All right.  We have the articulation.  But what has to happen is, in a sense it's almost an 

expansion of that term, when I said, "I'm going to buy veal," do you remember what I said as I unpacked 

that word?  I know it's not old cow; it's baby cow.  Poor baby cow.  It tends to be the good stuff, tends to 

be milk fed.  All right.  So, in--as I pack and unpack my words on line, part of what we're having to do is to 

lexically enrich those terms as we go because what we know and we've talked about is these deaf 

children in public schools by and large are lexically and word experienced retarded.  Now, be careful with 

that word.  Look at the sign that I just used, retarded.  On my old triumph, I can set and advance the 

spark of that motor.  All right.  So, I can retard the spark and make it idle down.  I can advance the spark 

and I can advance it too much.  So, you know, the hyperactive kid, their spark is a little bit too advanced.  

So--but what I know is, wow, these deaf kids in public school settings by and large, the vast majority of 

them are sitting there doing this little idling thing and they're hearing contemporaries are going, vroom, 



vroom, vroom.  So, part of what we have to be talking about and especially early education.  Now, I 

mean, this emphasized.  If we don't do this with young deaf kids in elementary settings, this is when I get 

kind of rub it about, put the best translators in the best educational interpreting schema with these young 

kids.  If we don't do it then, they are going to fossilize and sealing out on their development later.  So, you 

and I--I've dealt with kids and I think you've deal with kids who just go, "Don't fingerspell.  Don't, don't do 

that.  I have that constraint over here.  It's too hard.  I don't understand that."  So, what's happened in 

their experience is that they've not been around a nice bilingual model that can link these terms to 

pragmatic information.  And they can actually desensitize.  I think that a lot of times kids get freaked out 

about fingerspelling because we freak out about fingerspelling.  We don't like it.  We develop this eke kind 

of aspect aura when we have to do it.  All right.  So, one of the things that we need to remember is, as we 

work as a team in the educational setting is, wow, these are unique words.  I'm going to have to 

fingerspell them.  I may have to be embedding them and linking them to ASL words and also imparting 

world knowledge.  Lastly, let's look at the last bullet on this one slide.  When we fingerspell, folks, this is 

what I'm going to start calling a form of manual orthography.  So, if we can come back to me on the slide, 

when kids deal with English, they deal with deaf kids primarily they're dealing with print, all right, 

depending on their degree of acoustic ability, auditory ability.  Many of them are very constrained to 

interacting with English in this form.  So, this type of orthography, this print system and this orthography 

are different.  All right.  So, we might be able to say and as you learn fingerspelling, it was easier for you 

to learn this letter than it was easier for you to learn this letter because this had some type of 

representation to print.  Well, this really didn't.  All right.  As I watch fingerspelling errors and new learners 

of fingerspelling, wow, they're having to decouple print orthography and re-couple it to manual 

orthography, right?  Think back to your sign learning experience.  We had to move from this and go, "No, 

no, I can't think in this.  I have to think in this way."  So, what I know with deaf kids is, remember we 

talked, you and I are hearing English.  Excuse me.  You and I are hearing English.  We're thinking about 

manual--we're thinking about acoustic phonology.  We're representing that into manual phonology.  And 

what we have to do is, wow, how do we go from this now to print?  That's a whole another step especially 

for younger deaf kids.  Now, I've used this example in live trainings before.  But I have a deaf friend of 

mine who has deaf parents.  And during the summer between his kindergarten and first year of--going to 

the school for the deaf, he would just stay home.  Now, this young man is a really normal little kid.  He's 

all over the place, very active, and he's not a little kid anymore; he's an adult.  But his mother every day 

would preach and she would say this to this boy.  Every day would preach and this kid would be like, 

"Okay.  Okay.  Okay."  And the mother would say, "Don't cross that word."  And I'm not going to render it 

in English.  So, first day of school, teacher passes up the papers and she says to the class, "Okay.  I want 

you to write about summer vacation.  What did you do?  What happened?"  Blah, blah, blah.  So, this 

young man sits down, gets his paper and begins to reflect and he wants to talk about his mother.  So, he 

begins to write, and he gets to that word.  And he says--that little boy was asking for print information on 

the word sidewalk.  What the teacher was giving back was the ASL representation or the ASL 



orthography and this little bugger was like, "I can't do this on my paper.  Can you please tell me how to 

do?"  And therein, he gave an aha to that educator and hopefully they are going, oh, my gosh.  These 

deaf kids have a whole another step of going from this then and understanding it in a landscape, in a 

fluency to this and comprehending it.  So, let's move on to our next slide.  That's an important aha for us 

because we're going to talk about, holy cow, how do we help these children become more print literate, if 

you will.  One of the things we talked a lot about in our training together about the flashlight, right?  We've 

talked about how do we make these things clear, because for little kids, they're getting bombed with a sea 

of stuff.  And they're trying to figure out what's important.  Give me some anchors here.  How do I figure 

this out?  So, if we look at our picture, let's--let me just walk you--let's go look at these images.  So, let's 

start at the upper left.  Now, I have the letter G.  What in that is green or what in that--what in that start 

starts with a letter G, the little tiny thing of the white.  All right.  Now, I'm thinking about words, I could also 

think about green.  I could think about go.  I could also think about, wow, lights.  I could also think about 

traffic light.  So, one of the things as we begin to represent visual things in site line, in space, is helping 

children to see exactly what we're talking about and the pattern.  So, if I've got--if I've got these--I took 

these images off of a nice kid's alphabet.  So, let's start to think about early elementary settings, you 

know, how they've got all these things ABCs around with nice types of iconic representation to help you 

go from acoustics to vision.  Well, gosh, I mean, this happens to have this but this doesn't look anything 

like this.  All right?  So when I'm talking about the color, where's the letter G?  All right?  So these 

represent--that little kid may say it's--but that still we haven't gotten a child there, have we?  So we've got 

to go, "Okay, great."  And it's G and in that sense while I'm dealing with little kids I may use an index.  All 

right.  So I give them that bridge from, "Oh, oh, okay, I get where we're going with this target word."  So 

you can see down the other example will be the same for the letter S.  But let's look on our--on our sign--

on our slide, if you will.  One of the things that absolutely drives me berserk about signed English systems 

and this notion of them being clear is the use of some of these letters, if you will.  So we--I have the first 

example of he and she.  Now, what am I supposed to be looking at?  Where?  I have onset phonology; I 

have ending phonology.  Why wasn't it this?  So visually acoustically that's a really simple example, but 

I'm like, wow, that's--sorry from the linguistic standpoint, that's pretty damn confusing to me.  That one 

makes at least a little bit more sense, but still it's--when we use these kinds of initialized words and said, 

"What am I supposed to be paying attention to?"  So here, I'm paying attention to the front letter and the 

gender.  Here, I'm paying attention to the back letter and the front letter and the gender.  So one of the 

things that I know, wow, I'm just going to go back.  I don't like things that are difficult for kids to have to 

figure out.  Now, what I know is that they will figure these things out.  All right?  This is not a diatribe 

against Manually coded English.  So understand these kids will see these as total and they will 

understand if they're pragmatically conjoined to an activity or an event or an outcome.  They'll figure it out.  

They really will.  But what we think is some of these Manually coded systems help these children be 

better in what language, English.  And as I looked at these rules it's like, wow, I'm really struggling to 

figure out what these rules are.  So let's look at our next slide.  Now, have you ever been around deaf 



adults and you butted in to the middle of the conversation and they are--they are--they are talking about 

and you're hanging out there and they're fingerspelling and you're like, "I don't have a flying rat's 

patootie," what they're saying here?  All right.  Now, what we are lacking is the pragmatic framing of that.  

That would really help us figure out, that lands of knowing if I missed the topic, I mean, I have a hard time 

picking these kinds of things up.  All right.  And what I know is when deaf people are with deaf people 

they spell in a very different manner.  They are very, very much into the scope, into the landscape of the 

word.  How that word looks like when we're talking about this particular kind of content?  Now, that's 

social.  Now, this is a very important thing, that social use of fingerespelling as well.  And one of the 

things that I know is when I watch deaf people interact with each other and when I watch deaf people in 

academic settings they don't always understand fingerspelling.  So I think, you and I think, "Oh, deaf 

people will just get it.  I am just going to render it.  They will figure it out."  Well, you know, for deaf adults 

they have a better chance of going to the pragmatic.  What are we talking about?  Oh, that must have 

been this word when you and I render something or when another deaf person render something that is 

inarticulate.  But deaf children lack that ability.  So what we have to be thinking about is not social 

articulation; la, la, la, these kinds of things.  We're thinking about--what we're thinking about if you--when 

you receive your EI repay, we talk--EIPA report, we're talking about a very pedagogic approach, a 

didactic, a teaching approach to this terminology, this use of rare words.  So for example, in social 

situations, this kind of hoop movement is very frequent.  In academic situations, it is not as frequent.  

Now, what I know is in social fingerspelling, the end word, ending of words tend to be clipped.  They get 

lost in that cupping articulation.  Now, I watch hearing people who think they're using social fingerspelling 

and they eradicate the end like ION words.  It's the consonant and the ION is--IO is gone and we hit the 

N, this consonant N.  All right.  I watch deaf people and they will hook but they still have the components 

in it.  So we looked like we're ASL'ing, but in a sense we're still not.  All right?  So one of the things that 

we're going to harp about--let's go back to the slide again.  One of the things that I'm going to harp about 

is the form of articulation.  Now, we know that there has to be a high degree of frequency but there are 

also has to be a significant form of articulation and we'll talk more about that.  But again, as we've talked 

about just the--basically the physical properties of sign language, you're fingerspelling, look at my hand 

and come back to me.  Look at my hand, if you will.  There we are.  We're--I'm right about a foot in my 

fingerspelling.  If you look at the front of me is not here, it's here.  So what I want you to do is put your 

pencils down, and if you can quietly and quickly stand up.  So let's get into our--everybody up.  Get into 

your interpreter posture where we go into a nice mountain position like we taught about in yoga, drop your 

shoulders down, put your hands down to your side.  Now, just simply bring your hand up and let's use an 

S hand shape.  Bring your hand up and stop at armpit or chest height.  Stop right there.  All right.  And if 

you stop in the name of love, it's now the song that's going through my head.  Bring your hand up and 

stop right here.  Let's look down at it.  This is a great fingerspelling posture.  And literally, I'm not going to 

move very far away from this.  Social fingerspelling has this pack tendency.  Pedagogic fingerspelling 

tends to stay put.  So let's look at social apple.  Now, that's fast.  Pedagogic education.  I still give you the 



scope of the word; the landscape but I've not moved it.  I've watched in live mentoring situations where 

deaf kids have been trying to follow fingerspelling and we move it all around and I'm literally been behind 

that kids who go, seeing the back of their head like they're at Wimbledon.  They're trying to figure out 

where the volley went on that.  Okay.  So what we want to do is keep this posture right here if we need to 

mark that as significant, bring your torso in.  Now, we've talked about that in Eye/Head Engagement in the 

earlier module.  Look at your hand, bring your body in, move it back out.  So you're going to do a very 

controlled and ruled govern movement this way.  Now, I'm just going to tell you it's hard to do if you're 

sitting in a chair.  So you got to negotiate with your people.  I can tell you when I get an EIPA test and I 

have a candidate sitting and I have a candidate standing.  If their skills are the same, I'm going to see a 

reduced score in the candidate sitting because their ability to integrate all of the postures and movements 

essential in educational interpreting are minimized by that chair.  So it's an important fact that we need to 

really be talking about.  Okay.  So let's stand up, we're standing together, let's put one more word out 

here.  Let's do the word tiger.  All right.  Now, we know, wow, there's a sign for that.  Well, yeah, there's a 

sign for that, but what's the English word for that?  It's tiger.  So let's spell that together.  One more time.  

It's not this and it's not this.  It's…now, look at my mouthing.  See how I'm helping the phonologically 

constrain that?  I'm not…but I'm…see why I have a pop on my spelling?  Tiger.  This isn't speech tiger, 

which one of the syllables, we don't think it as having two syllables but it does ti plus ger, there's more 

emphasis on the ger, hmm.  And that's where we came up with ger as an independent word as we broke 

that syllable apart or that morphing apart.  All right.  Let's do it again, tiger.  Tiger.  All right.  Great.  Have 

a seat.  Thank you.  Let's go back to our slide.  Forgive me.  I've had kind of a cold and some bronchial 

thing, so I had to keep my voice lubricated.  One of the things that I frequently hear and say is, "Wow, I 

can't fingerspell because that's going to slow me down."  Now, what I know is that maybe true especially 

when you get up into some of the upper great settings where rare word forms go from being five letters to 

being thirteen to fifteen letters.  It may take you a little bit longer to articulate that but that just means in 

my professional own opinion is when I watch this work, it just means we have to be using our process 

time and as many other visual tools as we possibly can.  So you're going to hear me say it and I must put 

it here, I'm a huge fan of getting text, key text into that child's environment, posting boards, writing on the 

board, securing a place visually where that kid can see prints.  And I can represent it here.  And when I 

am on the fly, one of the things because I'm not sitting in that chair, I can just go over to that word where I 

have very, very articulate representation and I can help to bridge.  This is really, really important.  This is 

bilingual what I'm going to call co-teaching.  Oh, man, this is a really hard issue with educators.  But when 

I watched educational interpreters working and doing what they should be doing by virtue of inclusion in 

the IEP and having a deaf kid in an auditory English environment, it looks like co-teaching.  That 

interpreter is so much in the head of the teacher.  They know the curricula.  They know the key target 

terms.  So what I want to tell you is, wow, it doesn't take you any longer to fingerspell those terms than it 

does sign it.  So if we can watch me for just a second, let's go back to the word that I used.  Here's the 

word in American Sign Language.  Now, here I'm miming the language.  In ASL, the word for the big 



animal that is orange with black stripes is this, right?  Now, I'm going to slow down which took longer.  I'm 

going to argue that literally by the time I do this gross motor transition, the sign now most probably took a 

little bit longer.  And so in a sense, wow, we just think I can't do it because of my processing time, it's 

going to take me longer, the more we practice in integrating those things the faster we're going to be 

doing.  I've already touched on the next point on our--on our--on our slide and one of--my--again, I'm 

going to say this, one of my professional opinions related to MCE signing that a whole packet of people 

looked at American Sign Language and said, "This is what it doesn't have."  It didn't realize that what they 

were identifying is things that it didn't have were proper nouns or things that tended to be borrowed into 

American Sign Language to be a fingerspelling.  So you've heard me say that, wow, there was a time 

when we thought don't fingerspell with little children and that's really been an errant notion.  So I don't 

care if you're using Manually coded English and there is a word or sign for cumquat that in the yellow 

book there actually is a sign.  If that word is a target rare word form, you are obligated to move them from 

this form of morphology to this type of morphology or--I'm sorry, orthography.  Morphology to orthography 

to print orthography.  Okay?  So we're talking about this word and where that word resides in sign 

language, well, I've got to get that kid to do is get that word to resign in the best orthographic manual tool 

that I have and then also get it to reside in print recognition.  All right.  So what I see frequently happening 

with--and repeatedly as we evaluate, we've been criticized that the EIPA Diagnostic Center has been 

criticizing saying you basically are giving MCE signers lesser scores.  And what I see happening with 

MCE signers is a less engaged approach.  They're just rendering.  They're just rendering a manual 

representation with no prosody, with no sense of when do I need to fingerspell, with no real pragmatic 

cohesion.  It's there.  Everything is there.  But in my mind, at times, it rather looks like a snow scene 

paperweight.  Everything is there.  It's all there.  But if I can't get all those snowflakes to line up and make 

a point, I haven't done my job.  So what we're talking about now this is not--again, let's be against 

Manually coded English systems.  When I watched good MCE signers that get what deaf kids need to 

see prosodically, bilingually, there--that stuff is in their interpretations.  Can it be done?  Yes. Do we need 

to move away from errant philosophic kind of issues about spelling with kids?  Yes, and fast.  All right.  

The last point on our slide.  We talked all throughout these trainings about, wow, deaf kids in cognition 

and memory.  They've got to see fingerspelling frequently.  They have to see it in a very cohesive and 

coherent manner.  So again, I've got to be able to take those particles and I have to be able to see them 

and I have to see them cohesively and coherently when I articulate them.  And I'll just tell you they need 

to see it over and over and over again.  We've been talking about deaf can see these things a minimum of 

eight to twelve times.  They have to be bond with these terms.  And I will guarantee you, think about if you 

are involved if you will in advanced course of study.  So I teach graduate level and undergraduate level 

linguistics.  Now, when I--I just got an email on my online teaching course for the University of Nebraska 

right now and I got an email from one of the students who just said, "Wow, this is taking me a long time.  

These chapters are hard for me.  I can't read them very quickly."  Well, what I know is happening is that 

these students looking at print and sees the components but doesn't know what to do with this word as it 



relates to the gestalt.  And here's a big thing, this is a huge thing about education, she knows there's a 

sanction if she doesn't understand where to put that term.  That's a huge difference between social 

language and educational language.  I--she knows.  She emailed me and said, "Mr. Williams, I don't get 

this and I know I have to get this and we need to talk about it.  I don't understand these terms and how it 

all fits together.  Can you help me out?"  So she's working for new word, she's got new word recognition 

to some degree but not intent in usage of those.  So what I have to do as an instructor is say, "Student X, 

don't worry.  I'm going to bomb, I'm going to pepper and you'll like that.  I'm going to pepper these words 

throughout the lecture.  I'm going to give you different examples.  I'm going to help you finally 

understand."  Oh, okay.  I'm going to give you the pragmatic and semantic constraints for that word.  

We're going to use it over and over again, but I'm going to in time help you to go, oh, that's the meaning, 

or when I see this envelope, that word might show up."  That's what literacy is.  When I have the ability to 

predict in an environment, in a frame, in a setting, topic X, these are the given words.  Now, the more 

academic and language horsepower you have and I have, the more we can predict.  That's a goal of 

education when that student is in this setting, and they have a whole schematic of terms at their disposal 

readily and rapidly.  Part of developing that schematic, if you will or that whole reference body of 

knowledge is on our shoulders, and on the shoulders of the educator.  All right.  So thank you for playing.  

Let's look at the language of American Sign Language and what we know.  You and I, as I mentioned 

earlier in this talk and as I mentioned earlier in the series of talks are pioneering.  We're dealing with 

inclusion which is a social experiment, it's a great idea for many kids, it needs to be seriously considered 

for other kids.  And in my professional opinion, the population of deafness is really uncharted as how 

inclusion needs to take place.  That's a whole issue.  The other issue that we're dealing with is wow, we're 

dealing with the language that in your--most of--most of us in your and my lifetime was just declared a 

language, American Sign Language.  And I don't care if you're using MCE systems.  Mama  language is 

still ASL, still.  That language was not declared a bonafide language until the '70s.  It's only 2006.  We're 

still learning how to talk about American Sign Language.  We're still learning about the development and 

trying to chart what normal development is--excuse me, in sign language.  The other issue is right when 

they declared ASL a language, they basically said, "Oh, by the way, deaf people, you don't have to hang 

out in deaf ville anymore.  You get to go hang out wherever you want to."  And that was what?  What law 

passed?  ADA.  The constraints placed by our notion of deafness as a handicap were eliminated and all 

of a sudden deaf people could say, "You know, I want to take that course on piloting.  I want to 

understand Anatomy and Physiology.  I want to understand Nuclear Engineering."  And all of a sudden 

ASL went, "Oh."  But, you know what?  I've never talked about this before, the language itself.  I haven't 

had to deal with more of these notions, but all of a sudden deaf people are there.  Do they have the 

cognitive ability to learn these things?  Of course they do, but the language went, uh-oh, wow.  Now, what 

do we do?  It's a normal--it's a normal artifact for any language.  So ASL deals with these types of 

imbalances just as any other language would do, it would borrow.  Okay?  So that's what the next point.  

First of all, we're pioneering, we're dealing with the language that's trying to play catch-up.  We're dealing 



with then a language that's in domains that it's never been with before and what we do on the third point 

is it goes to the most dominant language that it contacts with, and what language is that when we're 

dealing in education, English.  And what it does is it says, "Oh, that's your word for that?  Okay, fine."  

And it doesn't--the language doesn't even ask the mother--the source language.  The language just says, 

"I take that."  Okay?  So it doesn't borrow, it steals.  So if you look at the language of English if you want 

an interesting study.  I am not even talking anymore about this, I put the seed out there.  Go out there and 

figure out how much of US English is really English.  US English is batterings of Euro languages, of 

Chinese, Spanish, Hebrew, Greek, all conjoined.  So if you analyze English, it's a very low percentage of 

what I would say true biz.  Yeah, we could call that English.  If the language said, "Okay.  It's the power 

language.  Why English?"  You know, an interesting fact, and I didn't know this until I started working and 

traveling with my friend, Frances Beaurivage, and I want to credit her.  She is part and parcel on this talk 

and as a dear friend and colleague as part and parcel on all of these talks as is my friend and colleague, 

Dr. Brenda Schick.  But when I started traveling with Frances, what she said was, "You know what the 

language is in that--in that Alitalia airplane sitting over there or that Aeroflot?"  I'm assuming Italian, 

Russian, she said, "I don't know.  When they're up in the air guess what language they're using?  

English."  Every control tower in the world when they're directing their pilots is using the power language 

of English.  So what happens, English as it spread out it went into all these different countries, all these 

domains and it went, "Oh, you have this over here?  We don't have that, but I think we want that."  So Pig 

language.  I think we want that whether it's food, or a style, or a clothing item, we want that in our culture 

and now we want your word as well.  All right.  So let's look at the next--this other one.  All right.  This 

next slide we're going to talk about ASL as a developing language and we've hit--touched upon this 

before as one of the big differences about education is its developing bilingual literacy and bilingual 

cognition.  The degree of rare word forms in educational settings is much higher than it is in social 

settings.  Literally, you and I can get by in about two or three thousand words in most social 

environments.  Now, wow, that's a lot of words but, you know what, it really isn't.  We're very redundant; 

we use a lot of the same particles.  We freeze phrases.  We then take that same phrase and we add it to 

different semantic or situation, pragmatic situations.  So we use the same kind of terms over and over 

again.  But that's not what's happening in English--in, I'm sorry, in public education.  I'm learning all these 

words and then there's another incredibly important part which is what we're going to be talking about in 

the last module about discourse development.  Not only am I learning all the words for which there is a 

sanction, remember?  I have to learn these words, because if I don't it might sanction, this is what it is.  If I 

don't learn this word, I will be punished.  Remember I talked about that student emailing me?  She said, 

"Oh, my God.  If I don't learn these words, you'll punish me."  Meaning, I'll give her a grade.  So 

everything that happens was a big difference in language and expectations.  At home, generally, there 

isn't a serious sanction about the language.  There might be about the outcome.  But in education, there's 

a sanction about the language and about the outcome.  So there's a huge difference in the approach of 

language and the degree of rare words, and what I call funky butt terms.  Once you sit around and talk 



about in classrooms, the strata of the ecosystem of the rainforest.  Those terms, you might talk about the 

rainforest in the different layers at home and the different animals.  But strata and layer, which one is an 

educational term? Strata, educational term, rare word form, layer, more of a home term.  All right.  So I've 

already touched on this last notion.  And in academic settings, there's a sanctions and as we pay 

attention to this text, we're not only paying attention to the function of those texts but we're paying 

attention to the particles or the form of those text or how those utterances are built.  So if I were in a 

classroom setting.  Let's go back to my rainforest example.  And the teacher said, "All right.  In the rain 

forest, there's, you know, there's the tree tops and then there's the trunks, and then there's the roots and 

there's the--then there's the ground.  What do we call those?  Yes, Kevin, they're layers.  Okay.  Yes, 

you're right.  They are layer, but what do we call those?"  It's not--now, listen to me.  Now, but what do we 

call those?  Now, what the teacher is saying is what do we call those--where--first of all, in education.  So 

she's helping me or he's helping me say, "No.  That's that term, you're right.  Now, what do we call those 

here in this setting?"  So that deals with register, with outcome, with interaction.  Now, one of the things 

that wow, when you and I were in public education, you always, if you were a even moderately alive and 

well and breathing student, they always had an eye on what your peers were doing.  Because there was 

this competition about not only what did you know, but how well did you say it, because teachers respond 

to that in this nice little stroke.  And if I say, "Oh, that's called a strata."  I'm going to get the--depending on 

the teacher, I'm probably going to get, "Yes, that's right, good," or I might get that, "Wow, very good.  You 

came up with that term, correct.  And it's a layer.  But we're going to call it here a strata."  All right.  So 

form and function in education is a big difference.  Now, we've talked about this model in earlier--in other 

settings, and I'm not going to talk about it very much here.  If you are not familiar with the work of Mr. Jim 

Cummins please go out and do a web search for his work.  He looks at bilingual developments and 

issues of bilingual, especially bilingualism and education where there are dominant languages and 

secondary languages.  So he's French-Canadian.  So guess what languages he deals with, French and 

English.  All right?  And the balance of Canada's approach of trying to be bilingual, so what we know is on 

the--on the left side of your slide, I've called it BICS, basic interpersonal communication skills.  I didn't call 

it that, that's what Dr. Cummins called it.  We have basic interpersonal communication skills.  So let's look 

at rare words.  You see that little box?  The degree of rare words is lesser when I'm talking just about 

socially simple things.  But when I move up the food chain in academia over to what we're going to talk 

about CALP, cognitive academic language proficiency, wow, the degree of rare words picks up.  So as 

I'm interpreting and I'm working along, there maybe times when deaf student Kevin says layer in the 

setting.  And that's going to be, you know, key answer.  But there maybe times when Kevin as a deaf 

student may have to represent that term in a more of a, which form, BICS or CALP?  Strata would be a 

CALP term.  All right?  So what we know is, again, there's pattern.  So I know that their strata in the 

rainforest yesterday when I flew into Pittsburg, we flew through a variety of cloud strata, and the very last 

strata was very turbulent.  All right?  Now, I'm not--I'm not giving you a notion of layer, but your brain went 

from strata to layer and you can see the plane descending through all of these different types of 



environment.  And the last one.  Now, which one would be the last one?  Now, let's think about cognitive 

organization.  As I flew in to Pittsburgh as we descended, the last strata was very turbulent.  In visual 

organization, what I know is as I descended, it's going to be the bottom one right before we came to land.  

And literally, it was a white knuckle, grab your legs.  It was thunderstorm city.  All right.  So let's move on 

in our handout.  Remember what I talk about language is as being kind of pigs.  So somewhere, 

somebody who is a native English speaker picked up something that was produced in Mexico, a food 

item, and begin munching down on this thing, and I'm going to make us all hungry.  And somewhere in 

that social interaction--now, remember that language never happens without a pragmatic context.  

Somewhere that person went, Uh-hmm, hmm, hmm, hmm.  And out of a Spanish speaking person's 

mouth came what word?  Taco.  All right.  Oh, oh, si, si, si.  Hmm, taco.  Oh, si, taco.  Taco, ah, si taco.  

Me, go home.  Hey, we got to make these things, they got this bent kind of shell on them, they got meat in 

them and cheese, and blah, blah, blah, what's it's called?  I think they said it was a taco?  No.  Taco.  It's 

a taco.  All right?  So how language has evolved is the synergy of socialization of borrowing.  So when 

people ask me for example bills, I'll give them a fingerspelled representation.  So let's go to the word 

bank.  I'm going to go to the bank.  Now, I know that that word has been fingerspelled so many times in 

ASL.  It actually has a very definite movement pattern.  But when people will say, "Okay.  I'm going to--

what's the sign for bank?  And I say, that.  They say, no, no, no, no, no.  Bank, I know there's that 

spelling.  So what's the sign for that word?  I know, but what's the sign for it?  There in lies that first 

primary notion or that [makes noise] thank you for playing, that this can't be a sign.  And what I'm here to 

tell you is, it is a sign, get used to it.  And in education, one of the things that we have to be very careful of 

is that, a lot of times when we're dealing with fingerspelling especially in spelling classes for example, 

people will say, you're cheating.  You can't give them that representation of that word because you're 

telling them the answer.  Well, what I want to tell you is, is that when we do spelling tests, they're 

acoustic.  So the teacher says, number one, apple, number two, tiger.  Well, let me tell you, if hearing kid 

acts, if Mar is taking this text and the first target word is apple and she spells it, Q-R-P-P-L.  Wow.  We've 

got a kid that doesn't understand phonologic representation in speech.  That A, A, E, A, A, A, all right?  

Now spelling errors at least have some resemblance to phonology.  Now, what I'm going to tell you is, 

when we finger-spell, it's not English.  If I were doing a spelling test and I really wanted to have a deaf kid 

cheat, and I have the list.  And the teacher said, number one, apple.  And I held up the print list and I said, 

number one.  And there it is printing, and I showed it to the kid, that would be a higher form of cheating.  

That would be cheating in the sense, because I have a more of a print-to-print representation.  When I'm 

doing this, I'm still a language away from English.  So as we look at using fingerspelling with deaf 

children, we have to really go back and rethink this whole notion of bilingual development and developing 

lexicons.  And our whole goal for you and I, and for this deaf kids is to speed up the processor, to get 

between those two lexicons quickly.  We watch an interpreter this last week when we were doing 

diagnostic things.  And boy, this person had everything there but they were moving molasses slow.  I 

mean, painfully slow.  Their ability to render that message barely quickly was a problem.  Now, I know 



that the faster I think is an essential component of me moving into upper grade levels.  I have to be 

fastening up my feet.  So what we want to do back to the point is we want to bomb kids with--we want to 

get them to be not afraid of using fingerspelling.  We want to be not afraid.  We have to be talking 

academic settings about the rolling function which is why we're doing so much of this theory right now.  All 

right.  Now, hear this.  If you need to take this into deaf education land take it.  One of the worst violators 

of this whole principle are teachers of the deaf.  I am guaranteeing you that many translators are getting 

much more current in leaving edge information, and you're going to have to fight with some of this people 

about, "No, no, no.  We'll just make up a sign.  Okay.  Great.  Let's just make up English.  Let's just make 

up English words.  That's okay."  It's not okay.  It's never okay.  It turns language into something that's 

very not rule governed.  All right?  So what I want to do is represent these things.  If there isn't a 

"morpheme" or morphologic representation in sign language, I'm going to do what the language naturally 

does.  If I've done an exhausted of awareness, there isn't a word.  That word is essential to this, then I'm 

going to go over and I'm going to borrow the word in.  And I'm going to represent that verb via 

fingerspelling.  All right.  Let's look at the text.  So just take a look at this, and what do I have inference?  

I'm asking you to trying to think about the complexity of this text.  So let's take a second.  Look at the 

complexity of the text and answer the question under birds and bees and stuff.  And then look at the text 

and tell me what words might need to be fingerspelled.  Okay.  Let's--I'm just going to shift us to the next 

slide.  And I've helped us out.  Now, let's go to the first question, is this a BICS or a CALP text?  I'm going 

to argue that it's pretty much a basic text.  It's a BICS text, right?  These words are barely simple term but 

they're keywords.  Now, look at the words that I've highlighted in this text that I think may need some 

fingerspelling representation.  So that you can see this clearly, I've highlighted the words plants, seeds, 

acorn seeds, and pine cones.  So they're in red and hopefully you can see that on your slide.  Now, some 

of you may say, "Well, wait a minute.  But there is a sign for plant.  Why would I need to fingerspell that 

term?"  And I'm going to argue.  Okay.  I want to make sure that there's nothing wrong.  I watch deaf 

people.  Because there's an ASL word for it and I still want to use these targets for it, you'll see deaf 

people moving back and forth.  It's one of the strategies that I use to--this isn't a word, but to defreak out 

kids with fingerspelling in a very simple situation where I'm going to predict we're going to be talking in a 

classroom about pollination and germination, and we're going to grow stuff.  And there's going to be all 

kinds of visual support.  So I'm going to give them the ASL word and I may go to the fingerspelling word.  

And I move back and forth.  As long as they can figure out cohesively where we're going, they're not 

going to have a hitch in their processor.  The first time I do that, they might kind of go, whoa.  But as I 

make this a natural component, all I'm telling them is get comfortable with this.  This is part--this is a tool 

of your language.  Now, I know that in sign language if we can look back at me on the slide, I know that 

we have a word that's kind of odd, and that word is this.  Now, it exists better in a verb form than in a 

noun form in sign language.  So I can plant.  All right?  But the noun for seed is one that I frequently see 

deaf people fingerspelling, all right?  So look at my production of that again.  Look at where my arm is.  Its 

armpit height, it's out about one foot from my arm, from my torso, and there's the word, seed.  All right?  I 



can pluralize it.  Now, sometimes, if I'm in an English lesson or I want to draw attention to the back that I 

know in my English brain that S does what to the word?  It means more than one, all right?  So it's kind of 

a morphologic marker for plural.  So I have seeds.  Now, look what I just did.  If I have to draw attention to 

that, I can do that.  Do that with me.  Just stay seated if you will.  Get a good posture, but let's do seeds.  

Let's just do seed, singular.  Now, this is first pass.  It may look something like this.  Now, let's do first 

pass and then pluralize it and mark it.  One more time.  All I've said to the brain is--remember we talk 

about patterning.  I said, that wasn't this, it was--and the brain said, [makes noise] do that.  All right?  I've 

shown the flashlight onto that use of morphology which will help that teacher if I'm in an English class 

saying, "What's the difference between seed and seeds?"  All right?  So for example, I might be 

predicting, I'm thinking along pine cone.  All right?  Pine cone, is that a seed or are there many seeds in 

there?  Now, you might want to think the child going to think, "Wow, that's got--that's a seed."  All right?  

But really, it is a pod that has many seeds inside of it.  All right.  So what's--let me render a sign language 

version of this.  Let's stop.  And let's stop.  Looks like you render a sign language version of this first, all 

right?  And what I'm going to do is, I want you take a look at your map and we'll broadcast the text.  I see.  

We're going to go back to what we learned.  Let's look at the second paragraph.  I see that I'm doing 

some comparison-contrast, and that is conjoined by another word.  And I almost probably if we're going to 

be an important part, I might have fingerspelled size as well.  All right.  Because that is the whole point of 

that paragraph.  So I've got small seeds to large acorn seeds, to pine cones.  So I'm going to see 

somewhat of a transition.  All right.  So let's go ahead.  Get ready.  If you want to stand up, please feel 

free to do so.  But let's go ahead.  I'm going to--let's leave the text up, and let's go ahead.  I'm going to 

read it.  Don't look at the text.  Listen to my voice.  You have to look at your feet, look at your feet.  

Ready?  Let's go.  Since plants cannot move, they rely on animals and the wind to scatter their seeds.  

Seeds come in a wide variety of sizes from small flower seeds to large acorn seeds and pine cones.  All 

right.  So the frequency of those spelling should be peppered through those--key terms should be 

peppered throughout those texts.  Let me render a translation of that.  All right.  So what I did was, wow, I 

gave you--let's backup to all our other features.  I use comparison-contrast, I gave you some modifiers.  

Talk about small up to large.  And then I actually--well, we're going to go into a classifier hand shaping 

when we talked about pine cone.  All right.  Now, let's just simply, I'm going to sign this slowly, and I'm 

going to try do the same thing.  Copy me.  Are you ready?  So if Mar would not mind reading this so that 

we have an acoustic signal that would go, that would be great.  So let's go back to our slide.  Stand up if 

you will, and let's get ready and try this BICS text on, all right?  Are you ready?  Let's go. 

MARLENE SCHECHTER-CONNORS: Since plants cannot move, they rely on animals and the wind to 

scatter their seeds.  Seeds come in a wide variety of sizes from small flower seeds to large acorn seeds 

and pine cones. 

KEVIN WILLIAMS: Now, I cheated.  I took some other fingerspelled terms in there, because I felt like, 

wow, I'm in a classroom, I'm ready to go.  So my analyzer brain also spelled scattered and it also spelled 



size.  All right?  So those were key terms as I listened through.  All right.  Now, watch me sign this one 

more time.  Just put yourself at ease and let's go. 

MARLENE SCHECHTER-CONNORS: Since plants cannot move, they rely on animals and the wind to 

scatter their seeds.  Seeds come in a wide variety of sizes from small flower seed to large acorn seed and 

pine cones. 

KEVIN WILLIAMS: Now, watch the tag that I use on this.  Now, even though that didn't appear in the 

source message, what I want you is not to get lost in the minutia, because I spelled flower then I spelled--

then I spelled pine cones, then I came above and I said those are what?  So one of the part is we move 

and think about analysis.  It's not only thinking about that rendering but wow, I'm giving that kid a lot of 

very detailed information and I have to help constrain them.  What I want them to always remember is 

that flower, acorn, and pine cone all have one thing in common, they have a seed origin.  All right.  Now, 

wow, there's part of our training that have said, you can't change the source message.  You can't do that.  

Well, that's a big [makes noise] thank you for playing.  I'm going to argue with that if we don't start putting 

some of these types of guardrails on the interstate of education, we already have kids crashing bad 

enough for this as it is.  As long as my guardrails are educationally constructed, I'm helping to impart 

content in an interpreted situation for these kids.  All right.  Let's take a look at this next text.  So if you've 

been standing, thank you, please be seated.  Again, I want to thank you for your time and for us to rethink 

really about what we're doing in the classroom.  Wow, you know, I--the more I think about this one of--I'm 

just going to say this, I think of one of the notions about inclusion is that it maybe the lesser expensive 

option to educating deaf kids because we can keep them in the public school, but one of the things that I 

know is that, to do a good job in inclusion, it means that we have to be the consummate educational 

professional, and that goes back on our shoulder.  That means we have to have content education.  We 

have to have linguistic ability, we have to have second language ability, and we have to have translation 

skills.  When we have those things, we're a rare bird.  When we have those things, that kid stands a 

chance at inclusion.  But as we all know, wow, it's not overnight to grow all of these things.  So I want to 

thank you for being--to be constantly thinking and striving and willing to nurture your skills and have them 

grow.  Let's take a look at this next text on what's the matter.  Take a second to read this.  All right.  Is this 

a BICS text or a CALP text?  I think most of us are going, "Yeah.  It's pretty easy to see that it's CALP."  

All right.  Now, let's look at rare words within this text.  Now, hopefully, again, you can see the rare words 

that I have highlighted for you on your slide.  But if you can't, let me read those rare words for you, matter, 

atom, atoms, molecules, electromagnetic radiation, forms, and states of matter.  Now--yeah, and mass, 

excuse me.  I skipped over mass, the very key term.  Wow.  So what I know is all of a sudden now, these-

-do we talk little kids about mass?  In an elementary setting, if I use the word mass, if I've got a good little 

catholic kid in my classroom, they might say, "Yeah.  That's when I go to church."  But it's not when we--a 

term that we would use in early education to talk about things in the environment.  We talk about early 

concepts, size and shape and dimension.  In fact, we don't even talk about three-dimensional until later.  

We talk about flat.  We learn to do manipulative things.  We don't rename that word, size, shape, volume.  



We don't rename that until, wow, upper grade levels when we start talking about scientific concepts.  So 

we learn how to talk like a scientist.  Well, you know, I can talk about--my ASL is really fine but when I 

hear the word mass and I go to my ASL lexicon, I go.  That one science word that makes kids talk like 

scientist isn't in my lexicon.  Except for if it's brought in this way.  So herein is a really good argument.  So 

do we do things like this?  No.  We don't.  Do we things like this?  No.  We don't.  We talk about.  Because 

when I go into science, I've got to access that word.  So if I talk about wow, a whole notion of mass in 

physics and in science is an incredible concept to understand.  So as I'm thinking about these terms, just 

by virtue about where I am in content land, obviously, this is a CALP text.  That's going to really focus my 

mind on what terms need to be fingerspelled.  So the key terms here are matter and mass.  And I want to 

make sure that those words are in the forefront of my translation.  So let's stop for a second.  Let's look at 

the second paragraph on our slide, if we can look back at that.  Now, as of 1995, scientists have identified 

five--now, there's an important content phrase there.  So you've noticed that I have that in red.  All right.  

Now, what I watch us sometimes--here's a really bad translation of that in the sense.  And come back to 

me.  I've seen this.  Have you even seen that?  Now, what I'm going to argue is, is that this is a proper 

noun phrase.  It has to be represented in that string.  All right.  So what do we know about noun phrases, 

they're not one item, are they?  Now, I'm going to render that in fingerspelling but I'm going to render it 

errantly in fingerspelling, and I want you to see where the error is.  Are you ready?  So watch me.  I'll 

render that one more time for you.  What did that look like?  Besides the mess, it looked like one 

humongous fingerspelling hairball.  Okay.  My fingerspelling cap just hacked that up, ready?  Now, let's 

make it clearer.  One more time.  You see how I constrained those terms but they were still cohesive 

enough.  I didn't go--so spell with me.  Ready?  Let's do this together.  We're gong to do states of matter.  

Now, when I say that scientists have find--found or identified five states of matter.  What I know in speech 

states of matter--of matter, that kind of prepositional phrase "of matter" is constrained.  So it's going to 

look something like this, let's do it together.  We're going to do "states of matter."  Ready?  Let's slow it 

down.  I did it way too fast, sorry about that.  One more time.  So when I merged this into my signing it 

becomes very much of cadence and massaging that student with these key terms and the brain goes, 

"Oh, that's conjoined but there are particles in it, I need to pay attention to it."  So when I watch us 

working in the--in the classroom especially those of us that have some sense about how to use 

fingerspelling, or when to use it at times especially when there are two or three terms they get co-

articulated.  So you can say states of matter, states of matter.  It's almost like states matter.  All right.  It's 

very difficult to identify that it's states of matter.  Now, I laugh--we had this radio station in Key West and 

its called Conch FM.  And there is one pronouncer on there.  The first time I was driving in my car and I 

burst out laughing because what I heard him say was Conkafem, C-O-N-K-A-F-E-M, Conkafem.  And I 

had realized, "Oh, what he's saying is C-O-N-C-H, Conch FM, that's a co-articulation error.  So if I--if 

someone said, "Hey, have you listened to this radio station?"  And I didn't have any sense of Key West 

that called the Conch's for the show, I might say something like, "Oh, yeah, the Conkafem station."  And 

they're gong to go, "No, no, Conch FM."  All right.  So it's degree of articulation based on what we are 



going to know about word knowledge.  Okay.  So let's try this text on.  I'm going to read it for you.  Stand 

up, get into your interpreter posture and I'm going to read slowly.  Look at your feet for a minute, don't 

look at me, don't look at the screen, think.  The two key concepts in this text are matter and mass.  All 

right.  So we want to make sure that those things are highlighted.  Keep yourself in control, ready?  Let's 

go.  Matter is everything around you.  Matter is everything made of atoms and molecules.  Matter is 

anything that has mass.  Matter is also related to light and electromagnetic radiation.  Even though matter 

can be found all over the universe, you usually find it in just a few forms.  All right.  Now, you know you're 

in BICS, I mean excuse me, you know you're in CALP ville when your armpits really start sweating, okay?  

When your processor is going, "Holy crap, how do I represent this stuff?"  You are in what we called 

Dense Text.  This stuff is really heavy, its complex, excuse me, there are times that it challenges us.  So 

when interpreters asks and go, "How do I--how can I plat this?"  Man, one of the greatest things that we 

have to have is content awareness.  And I'll just tell you at Boys Town, we have neurophysiology labs and 

we have genetics labs, and we have acoustic engineering labs and every summer for about five or six 

years, we have deaf students and other unrepresented minorities in Science coming in to do work in 

these labs, hands on experience, and I coordinated the translators for these labs.  Well, you know as I 

said--what happened someone would be sick or, you know there were two students in one lab and one 

scientist wanted to talk about this, the other scientist wanted to talk about that and guess who got called 

into play?  Well, wow, I mean, I--if I knew tomorrow, I've got to talk to about this, guess where my head 

was.  It was studying all about where we're going to go because when I get into a situation that for me is 

CALP, I'm on my knees in processing.  Now, let's go to our model and when I say I'm down on my knees, 

I'm getting whacked by the trees and I have no gestalt, I have no sense of what's going on, you know, 

and I know that you've been in these situations and there have been times in this specific environment 

that I've told you that I'm down to fingerspelling because I don't have an option.  I don't even know what 

they're saying.  And I'm looking at the deaf person praying, please nod yes and bail me out here, that you 

understand me.  Well, you know, that's pretty advanced education.  We don't want that happening with 

kids.  So, one of the biggest things that we have to do is buying time and that's something that we have to 

collectively do with our educators to say, wow, this is a new notion to me.  You may be translating in a 

classroom, you get into something you have no idea about and I'll tell you what, it's time to fess up, 

people, and get to your educational partner who's your teacher and say, "You know what, I hear you but I 

don't understand you.  Can you give me some information that'll help me to really better understand the 

content?"  So, let's look at that first paragraph all over again which is going to do just that much, are you 

ready?  The two key concepts are matter and mass.  Matter is everything around you.  Matter is 

everything made of atoms and molecules.  Matter is anything that has a mass or mass.  Matter is also 

related to light and electromagnetic radiation.  Even though matter can be found all over the universe, you 

usually find it in just a few forms.  All right.  I'm going to ask Mar to go ahead and render this text in 

spoken English and I'm going to translate it.  Now, as you have your handout in front of you, what I know 

is I hear the teacher giving me an introductory phrase, "Matter is everything around you."  All right.  



That's--we've talked about Hook, Book, Look, Took.  There's the Hook phrase.  Matter is everything 

around you.  Oh, where?  Okay.  It matters, there's matter, it's all around you.  All right.  Now, I'm going to 

break it down and I'm going to tell you a little about what's in matter.  What does matter have?  All right.  

So, I have a Hook, now, we're going to do Hook, Book.  We're going to start talking about the information.  

All right.  It's made of atoms and molecules and that, because it has atoms and molecules, it's also going 

to possibly have mass.  So, those are attributes, all right?  Now--and it's also related to light, blah, blah, 

blah, blah, blah.  Okay.  Now, even though matter can be found all over the universe, it's everywhere.  It's 

limited in how it looks.  All right.  It's there, I've just distilled this into a very simple rendition of this.  So, 

let's have Mar go ahead and read this in English and I'm going to--the--I've not practiced this, I promise 

you, I'm going to try to render this into sign language.  Ready?  Let's go. 

MARLENE SCHECHTER-CONNORS: Matter is everything around you.  Matter is everything made of 

atoms and molecules.  Matter is anything that has a mass.  Matter is also related to light and 

electromagnetic radiation.  Even though matter can be found all over the universe, you usually find it in 

just a few forms. 

KEVIN WILLIAMS: All right.  Now, I'm embellishing this because I've had the luxury of having more time.  

But I'm trying to add--I'm realizing, wow, forms, semantically, I don't have that word in ASL but I do have 

kinds.  So, as I'm trying to build these--this little translation, I'm constantly trying to bridge.  Now, one of 

the things that I know is that, wow, when we get into this post--when we get into these secondary 

environments, teachers talk like bats out of hell a lot of the times.  So, wow, if I can get some of these 

words out like electromagnetic radiation, if I know that word's going to come up in the text and it's on the 

board, I can easily just go to that word, point to it, and say--all right.  If it's one of these kinds of things, it's 

just a quick glance, I don't get rid of it.  Now, if you are really overwhelmed, that word, electromagnetic 

radiation, really played a very insignificant part to that text, all right?  The key concepts were still matter, 

mass, atoms, molecules, they have different size and shapes.  Those were the key things.  So, as I'm 

listening and as I'm thinking if I have to go through a text and I hear electromagnetic, blah, blah, blah, 

blah, blah, there may be times, folks, ready?  I'll get rid of the term.  For keeping my translation clean or 

keeping my processor from not derailing.  Because when I watch us work and you saw me do it when I 

got to the word electromagnetic radiation, my processor, because it was multisyllabic, it had to hunker 

down and it took me a while to get that sucker out there.  Now, you notice, hopefully, that I did give you a 

good representation of--I gave you morphologic boundaries between electromagnetic plus radiation even 

on the fly.  All right.  So, let's go back to this.  What--here's that doggone EIPA model.  Mar, we can go 

back to our slide.  I'm constantly, as I'm working, thinking about what is the expectation of this learner at 

this time.  So, let's think for a second, back--don't--just look at the slide.  Was--where was electromagnetic 

radiation in the scope of that text?  Was it an A concept, a B concept, or a C concept?  Meaning 

importance.  I'm going to argue it was a C concept.  So, if in the translation you're working along, I'm kind 

of looking at, okay.  If this is a body--bottom feeder concept, I may actually--because we are dealing with 

dense texts, I may get rid of it.  Now, if I--if I have other resources like I've got this stuff up in the 



environment, I can give myself a safety net and a backup by producing it.  So, my analysis spokes, let's 

look at your slide.  My analysis of the why something is being said, I'm not only thinking about why for that 

moment, but remember that education has sanctions and those are called grades.  And social implication.  

So, I know that smart kids know how to talk smart.  When I grew up, I was not a smart child.  My brother 

was an A academic.  I had hearing loss, I had a real difficult time at capturing rare word forms and the 

worst nightmare in my life was to walk into a public school classroom that four years earlier, the teacher 

was my brother's teacher.  And what I knew was that teacher's expectations of me were parallel to my 

brother.  And I was soon going to disappoint them.  Now, that's a big thing.  That is a big thing in the 

bonding of education, especially in elementary settings when we're jockeying for cognition and when 

we're jockeying for the ability about how do I fit in this.  So, the more I can edgy talk, the better off I am.  

And the ability to edgy talk, use that content jargon, really is a something that lies heavily on our shoulder.  

Now, one of the things that we've not talked about that we will talk about later on when we talk about 

discourse mapping is this whole notion of--and let's go back to the educational team.  Are kids 

developmentally ready for educational talk at times.  And that's a serious concern with our kids that are 

language delayed.  But what I know is I have to represent the best to them in an age equivalent manner 

and then look at the success of that and then modify based on success or failure of optimal product.  

Literally, folks, that's what we're looking at.  How do we get you and I to deliver optimal product?  And 

then, how do we modify optimal product based on the consumer?  So, one of the things that absolutely 

freaks me out is sometimes I'll hear, "Well, I only work with minimal needs kids and they're really easy to 

work with."  I think minimal language-skilled kids are some of the most challenging kids and are the most 

unplowed fields of ground that we have in educational settings.  So, when we put dumbing down models 

in front of kids that have really idled down processors, we're going to just continue to get idled down 

processors.  So, what we know is, wow, we want to give these kids robust language and then say step up 

to the plate.  If they have problems stepping up to the plate, that goes back to the educational team.  All 

right.  So, here's the next slide, let's start thinking about some considerations.  I'm going to just talk about 

these when we're talking about students.  We have to really have a sense about where that child is in 

their development of both languages.  You can't--I--I've dealt with public school districts that have taken 

kids that are off the street, deaf kids, dealt with a school, actually, a kid came into a southern state school 

in--from Guatemala and the student was 16 years old.  And the state contacted me and wanted some 

advisement and they said, you know, "Does this kid have any language?  And tell me about their hearing 

loss."  And other kids are profoundly deaf and the kids lived down the street.  The first thing that I wanted 

to do is to put him into a signing English program to help him to develop English skills.  And I just said, 

"Absolutely not."  And they're like, "Well, why not?"  And from this kid, in the--in the little bit of video 

snippet that I saw, this kid was a street kid.  So, this kid was highly gestural.  This kid has a sense of 

iconicity, all right?  And I said, "Oh, give him a more ASL-based, more highly visually-organized, if you 

will, by visual morphology language."  And then let's talk about what expectations you have, you know, 

and I mean, you had him in a civics class.  They wanted him to learn, you know, constitution and stuff.  



And I'm like, "This kid learns don't steal, that's--this kid's constitution is don't steal, don't harm people, be 

honest."  Meaning, so what we have to begin looking at is how ready is the child at that time to deal with 

the notions of the curriculum and content.  Because in the second point, if that child lacks BICS 

knowledge but they have basic interpersonal communication clutches, they can't build on nothing.  They 

can't build to academic language.  I can't talk about the notion of strata if I have no sense of what layering 

is and how to talk about layering, all right?  So what we're doing and what we are hoping to do in 

education is just what we do.  We're dealing in bilingualism and so, the very training, ironically, the very 

training that we've given in these modules, the very curricula that some of you have walked through in 

interpreter training programs, is exactly what deaf kids have to have in direct instruction to help them to 

mediate cognition in educational settings that happen to be English dominant.  They have to learn how to 

translate because what I know is, wow, look at the last bullet on the slide.  The expectations of 

educational settings are learn to deal with the language and then use the language to deal with life.  And 

use the language to deal with life in that language dominant setting.  So, what I know is that deaf kids 

going through public schools are still language minority kids when they get out into the real world.  The 

more I can give them equality in bilingualism, the better chance they have.  And in part and parcel of that, 

I'm just going to argue, is giving them the use of rare word forms and not watering down the text based--

specifically based on our inabilities.  All right.  So, let's talk about how do I--whoa, that was heavy.  

Listening--let's talk about how do I know when to fingerspell, all right?  Do I just fingerspell every darn 

word?  No, we've already talked about how do I use my flashlight, how do I think in a pragmatic level 

based on what we--the talk about the EIPA.  One of the things that I use to guide my awareness of when 

to use fingerspelling is I go right to one of my key resources when I'm in a classroom setting.  I don't go to 

the student's textbook.  I go to the teacher's textbook.  So, that's something we need to be advocating for.  

In all of our course subjects, I want a copy of the teacher's reference for this course because not only will 

it have the key information, it gives teaching strategies, it may also give some ideas for visually how to 

represent this.  It may give analogy, simile examples to help bridge content.  I want to know as much as I 

can what that teacher is thinking, all right?  And you can bet in that teacher's edition, even more so, it's 

highlighting the key terms in notions, all right?  So when I use that as a resource, it is one of the best 

filters or flashlight guides that I can use then for me to know how to fingerspell.  All right.  So, we've talked 

about how to look at this notion of language.  We've got to look at it as it--well, I call it external it.  I have 

to take it and back it away.  Now, that means, folks, and let's just talk about serious.  This is the--this is 

the notion of inclusion and what does it mean to have a translator in the classroom. To be a competent 

translator, I have to take it to text, move it out, look at it, and think about it bilingually and then represent 

it.  Now, that means, wow, I have to have, professionally, have a lot of horsepower across languages and 

across content knowledge.  All right.  So, as I begin to look at the it, I'm thinking about what's the impact.  

What is the immediate usage of this?  And how might this be linked back to previous learning?  All right.  

Now, one of the things that--we're pretty good about doing this notion and we've talked about this before, 

about expansions.  We call it expansion in translation work.  You know, we see the kid doesn't have it, so 



we go, "Remember, it's like blah, blah."  We do these kinds of bridging things.  Those are incredibly 

important things for us to be doing, folks.  That will also--it's a great tool to bridge kids from, "Oh, you 

know this word, remember this word?  This is the same kind of word."  So, that kind of the same 

expansion.  Now, one of the really key things that I'm going to warn you or just caution you about is if 

you're doing a lot of these expansions, the educational team needs to know that, because something's 

going on between content and recipient.  If I have got the horsepower and I'm doing a lot of the 

combinations, my educational buddies need to know what type of--what type of a combination I'm doing.  

So, not only do I have to think about the text does in external it, I have to think about the deaf learner and 

think about what they're thinking about.  So, as I begin to talk nationally about how little we know about 

educational interpreting, I'm stunned at how much we have to know in order to do this well.  All right.  So, 

as we look at this, we have to think about intent at the moment.  How the intent is related to past 

knowledge.  How intent may be linked to future knowledge.  All right.  So, lexically, how must it be 

rendered and then what must be rendered within the text?  So, as I've talked about, wow, I got to know 

what my teacher's goals are.  I have to--another great thing is to talk with your educational partner and 

say, "Can I get a copy of all the tests that you'll be rendering?"  Now, that's going to--that's going to volley 

up a humongous amount of red flags about potential cheating.  All right.  Now, that to me is another 

hallmark if we're not doing a good job as a profession about talking about interpretation in the classroom.  

What I need to say is, wow, you know, we'll be going along and there's times that there's so much 

information that to translate that simultaneously is nearly impossible and I need to keep myself--I'm 

talking as a translator now, I need to keep myself keenly aware of what your expectations are for your 

deaf student X.  All right.  So, I utilize all of those things.  All right.  And I talk with educators about the 

fact, remember, your deaf student is learning two languages.  So, in negotiating that space on the 

chalkboard, you know, I constantly go back to, "Hi, I'm facilitating this deaf child's bilingual education."  

Now, I'm putting this out in the state of Pennsylvania.  In the state of Pennsylvania, probably like other 

states has a penchant for English only kind of emphasis.  And it's general education.  And what I'm just 

telling you from the linguistic stand point is if you have deaf kids in a public school environment, you have 

bilingual education happening.  You cannot not have bilingual education.  I cannot translate and not be 

bilingual.  Do you understand what I'm saying?  So, I need to make that a keen forefront and I need to be 

talking about, "Wow, some of these key words don't have a one-on-one, word-for-word representation.  I 

have to borrow them.  I need to fingerspell them, blah, blah, blah."  Now, let's talk about the EIPA.  This is 

something that I'm sure most of you are very familiar with so we're not going to spend a lot of time.  We 

look at, on that evaluation system, these criterion.  We look at production.  We look at accuracy.  We look 

at appropriate use of fingerspelling.  There are several patterns that we've seen as we watch interpreters 

work.  One of the--one of the patterns that I call a late awareness pattern is this and if you can look back 

at me, I will look back at you.  A late awareness pattern is all--we'll be watching interpreters work and 

instead of really predicting, and that's a big part of what we do, folks.  When we talk about process or 

analysis time, for me, it's predicting.  I've got to have as much stuff out there ready to go and what I want 



to have happening in my head was, "Yup, I was right.  Yup, I was right.  Yup, there it was.  There it is and 

it's right there."  It keeps me awake.  It keeps me alert when I'm loading stuff out on my desktop.  And 

we're going to talk more about this and I load those out based on the discourse boundaries and that's 

module 10.  I get my desktop ready based on the constraints that I'm hearing.  All right.  So, when I watch 

this, this latent awareness of fingerspelling, a key term will come up and frequently, it's not spelled until 

second, third, fourth pass.  So, don't withhold fingerspelling.  If that word comes out in the text and your 

predictor says, "This is important."  Render it.  All right.  So, let's look at.  We're going to talk about 

awareness production.  This is this issue.  Keeping your--keeping your production level at basic laying 

shoulder, armpit, and out.  Give me a nice pedagogic form.  When you can do syllabic representation, 

represent syllable structure, make sure if it is a noun phrase that you put a pause between each one of 

the morphemes or words in the phrase.  What we look at is also accuracy.  Now, if you're not spelling 

clearly, you're also spelling inaccurate so there's a--there's a correlation between those two.  One of the 

things is, you know, wow, I--when I'm interpreting in advance classes, so, you know, electromagnetic 

radiology.  If I can look at that word while I'm translating, I'll have a--I have a chance at rendering it.  You 

know, craniofacial.  Wow.  So, if I can get that word up in space, in print, that helps me out and there are 

a lot of times when deaf kids will say, "Why did you just write that word down?"  Or, "Why is that up 

there?"  And I'll just be really honest and I'm not lying, it's for me.  It helps me out.  So, knowing how to 

spell these terms and then knowing when to engage them, so appropriate use of fingerspelling.  So, if we 

see you in--during an evaluation and this is a rare word and we go one pass, it's pretty clear.  Two pass is 

pretty clear.  Third time through, it's [makes noise] okay.  Wait a minute.  We're not holding onto the fact 

that articulation is a point of representing that in a key--in a key matter.  All right.  So, how you articulate 

the frequency and the overall production are all issues and appropriate use.  There are times that we can 

use space.  So, if you think back, I talked about--remember we talked about the seeds.  And I'm just going 

to give you the template.  Let's see if we can't use our visual memory.  Go back to the seeds.  Remember 

we talked about--and we talked about--and we talked about--and they were all--so we talked about the 

flower then we talked about the--then we--acorn.  Then we talked the pinecone and then I used space 

and I made a superordinate word.  What did I do with my spelling?  What I said was I gave you a visual 

schematic that says, "Here's the word.  Here's the word.  Here's the word."  Link to and I specifically did 

move my signing to a specific area.  All right.  So, what I know is as we look at discourse mapping, I use a 

specific map when possible to link these terms together.  I gave you seed.  I gave you what I'm going to 

argue in that case would be kind of a superordinate bucket term, all right?  So I can talk about--if I said, 

"Which one of these is--which one of these is not a seed?"  All right.  So, I'm--so, I had these articles out.  

And I had avocado pit, a peach pit, a packet of flower seeds, and a peapod.  And I asked you across 

those four nouns, which one of these is not this?  What your brain does is go, "This, that fits, that fits, that 

fits."  The peapod is not a seed, right?  Now, we can--we can--this is a funny thing.  I can dry the peapod 

and make it into a seed but I guess that's a bad example.  I'm thinking about germination.  Sorry, bad 

example but get the point that I'm trying to make and this is archived now forever and ever on media.  



This is great.  Okay.  What we're looking at--in production, we're looking at the next slide if we can take a 

look at that.  Great fluency and accuracy.  Those are all pretty, pretty easy to understand.  All right.  And 

then, we look at the next one.  Remember, the first time you represent one of those terms, force yourself 

to slow down.  Now, I know by bad habits, which die hard, we have the ecometer is what I call it.  We 

here incoming word, how to--the ecometer goes up.  I got to fingerspell it.  Oh, my God.  All right.  And it's 

just like blah.  All right.  Kill your ecometer.  We have the ecometer at home for other issues where you 

can ecomete, all right?  So when you hear this word coming in, what you have to go is, "All right.  Today, 

class, we're going to be talking about matter and the forms of matter."  Now, what I have to be doing is as 

I'm representing that word, I'm still listening, I'm still--and I'm thinking acoustically, all right?  I'm thinking in 

English.  I'm not going M-A-T-T--I'm thinking of--the more I do that, the more I can listen.  Now, here's 

what I know is if I'm listening to, "Hey, class, we're going to talk about matter and the forms of matter."  

And if I go--and I say acoustically, matter is very different.  It's--oh.  My level of analysis, I will tell you.  I 

will miss the next strand because I'm thinking in a sub--I'm not even thinking--I'm thinking of phonetics.  

I'm thinking of--I'm not even thinking phonologically.  I'm thinking of the subparticles.  All right.  So, when 

we spell, that's a key thing.  Think in English.  Get the sound.  Okay?  I've already talked about 

phonetically chunking things together.  What we do is, we learn.  We constrain particles.  We put them 

together then we string these particles bigger and bigger and bigger.  That's how cognition then works.  

All right?  Fingerspelling learn signs.  They're--they are words that we fingerspelled over and over and 

over and over again.  So, for example, I predict, you know, that the--that the word--I didn't know that 

modem, if you study linguistics, modem is actually a--is a clipping of two--of some--two techno words that 

were put together to become mo and dem.  Modem.  Modulator, M, blalalala, and then we call it a 

modem.  Now, I have--I have a feeling that some of these words are going to develop just like bank 

developed.  The more they are in the language, they're going to develop specific what we call movement 

hold patterns.  So, all we know in science, science has specific movement hold patterns.  So do some of 

these fingerspelled learn signs.  All right.  They have--and by those movement hold patterns, some of 

their constraints can become less clear.  That's a whole another course of study.  When we're looking at 

effectiveness, folks, one of the things I'll just tell you and I've told you this since the EIPA was used in 

Pennsylvania for well over a decade, we have a bias for fingerspelling because part of what we're doing is 

trying to change the face of interpretation for kids.  This is a whole new awareness.  These--we've got to 

fingerspell.  So, I'll just--I'll just tell you that the judgment criterion for your fingerspelling and your 

engagement of fingerspelling is more strict than some of the other areas because this is a key 

component.  So, if you were in a level four, you're at about a 90% inclusion rate of representation of 

clarity of accuracy.  All right?  So, one--the more advanced we are, the more consistent and cohesive that 

skill is intergraded into the act of interpretation.  All right.  Now, we've--we--this is a given and the next 

slide, we're talking about accuracy.  We've already talked about form and usage or appropriate use of 

fingerspelling on this next slide.  All right.  I want to emphasize as we begin now to wind this talk down to 

an end.  All right.  That we want to, as I've been saying, get this print--get print in the environment 



whenever possible.  Make sure that we're integrating and exposing that child to all forms of language, 

print, fingerspelling, sign articulation, if they have speech, speech articulation.  We want those kids to 

have very modality rich processors.  So there are times that--you know, have you ever gotten stuck 

between sign language and English?  The--have you ever been able to access a thought better when you 

sign it out tactilely or have you ever been signing and you get stuck in English?  The way that we retrieve 

file information, the more tools we have to open up that file.  My--one of my memory cards failed.  And it 

has all these files inside of it and then I can't get to it and I finally went to the company and they were able 

to give me a program that helped me to get back in and get some of those files off of that dead disk.  But I 

had to be able to talk to do that file retrieval.  What I want to be able to do is give these kids a variety of 

methods to access some of these files because a lot of the information is in there but it's sitting kind of 

dormant.  Okay.  We've already talked about--let's look at this text.  We're going to use our flashlight so 

we're going to back to seeds.  Now, what I want you to do is look at the text that starts with many plants.  

What ether words--look at the last bullet.  What ether words--and we've got--what's the keyword?  There's 

a word already in existence that uses an A-T-I-O-N ending.  What is that word?  Look at the text.  All right.  

It's the key concept of this.  It's pollination.  It is the act of these things happening.  So, what I know is just 

thinking about this.  Wow, A-T-I-O-N may become a real theoretical component of this lesson because A-

T-I-O-N is the act of.  It means the noun or the verb becomes--it becomes--it's a higher verb form.  

Pollination.  So, we have pollen, a noun, A-T-I-O-N changes the noun to a verb.  All right.  Let's stop and 

think about.  Let's go back and look at our text one more time.  Let's think about what ether words with an 

A-T-I-O-N ending as I'm processing this, as I'm thinking--as I'm thinking about, "Wow, I have that.  Uh-

huh."  What other A-T-I-O-N words might come up during this text?  We have pollination.  We have the 

act of the seeds being germinated which could be--we could have germination, the growth process but 

when a seed is pollinated, it is what?  It is fertilized so there's fertilization that goes on.  And as I thought 

about this text, I see pine trees.  So, if a pine--you know, lightning strikes out in Colorado, a whole forest 

is destroyed.  There has to be reforestation in a sense so as I'm thinking about these texts in my mind on 

my desktop, I'm getting some of these ether words out, you know, like, "Holy cow."  Yeah.  That's what 

I'm talking about and I'm ready to go there.  All right.  I want to boldly go where no man or woman has 

gone before and when I'm doing these kinds of level of text analysis.  Now, we're going to be talking 

about this in discourse structure.  The teacher has used what we call initiation response evaluation or IRE 

Cycles so teachers will kind of, "How do I know when to fingerspell?"  I'm listening to what that teacher is 

sounding like.  So, at times, it's like hook, book, look, took.  I'll initiate something?  I'll be talking about--so 

when we--when forests are destroyed and we've got to put in all new trees, what's that called?  And the 

student comes up with the R so I initiate.  The teacher initiates.  When we have to put in all these new 

trees, what is that called?  The response is going to--and this kid says, "Well, we go in and we plant that."  

Okay.  Right.  So, now, here comes the evaluate.  Right.  Okay.  We're going in and we'll replant--we're 

planting that but what's that called?  What's the word?  Can anybody think about--it's forest--forestation.  

Now, what I know is, okay.  I'm going to go through a whole host of these IRE Cycles and they're all 



related back to that initiation so that we're getting in the sense about how do I constrain these so there's 

the constraint.  What word is going to come up in that constraint?  So, I'm listening to the initiation.  As 

soon as I hear the initiation in the text go off, I dump as many key terms that I know out.  Or I'm checking 

in the environment to see are they anywhere here?  Or they're in the textbook?  All right.  When I go to 

the response, I'm listening for the accuracy and one of the things I'll do is if the--if I say, "Oh, it's planting."  

I've got the wrong word.  Now, what I'm looking for, if that teacher's looking for the A-T-I-O-N word is 

trying to come up with that agglutinative morpheme, that's also going to guide my--I could talk about 

[inaudible] all right.  It's not what.  It's not--all right.  I'm looking for--this is where I'm really focusing on the 

form of the language.  All right.  We've already talked about it so I moved ahead to these last three slides-

-three slides.  We're looking at the fact that, wow, we talked about in curricula the use of language and 

spelling has really changed.  By about the third grade, kids are really good sight readers.  They've 

developed a real good sense of the repertoire of how words are built.  And boy, third and fourth grade is 

when hearing kids really, really, really, really gain crown and it's exactly where deaf kids really, really, 

really ceiling out.  And I'm convinced that a big part of this is not--and not presenting to kids in a holistic 

manner the tools of developing literate thought, socially literate, academic and social literacy and 

educational literacy.  All right.  I have been citing some references throughout this, one of them I would 

encourage you to put in your library is a book on the language of teaching and learning by Courtney B. 

Cazden.  You can do a web search for that.  It's actually a really good book that talks about discourse and 

utterances and when keywords tend to appear, I would encourage you to get that into your district.  I've 

also been referring to the EIPA so I want to give due credit to that assessment.  We are going to be 

moving ahead.  I've got--excuse me.  I've got in this text.  I'm going to give you your own, very own took 

activity.  So, we've done hook, book, look.  Now, you're--on your own, going to do a took and I hope the--

that you'll do this in a pair because it helps to have a reader.  I've given you, hopefully, fitting to 

Pennsylvania, a text on coal.  It is ripe or truck full of rare word forms.  I picked something that's about a 

fourth grade Social Studies but it has some more advanced concepts.  So what I would like for you to do 

is think about even taking these texts, drawing the Cummins Model and put out.  Here are the more BICS 

words.  Here are the more CALP words.  Where are some of these rare word forms?  I'm sure it's 

shooting, as you plot these out, you're going to see their correlation between CALP and fingerspelling.  All 

right.  But you're still going to have to be thinking about then rendering and bridging which we call bridging 

or sandwiching ASL to English.  So I've given you some texts that you can either put to an audio form or 

have a buddy of yours read.  I would encourage you to do some--to videotape rendering of these texts.  

Think back of all the earlier modules that we've done and try to integrate use of paste, cut, paste, glide, 

those types of boundaries and we're going to move forward in using classifiers which is going to take me 

to the last thing.  We're moving into a unit--two units or modules, if you will, on how to use classifier and 

classifier predicates.  These are the complex part of sign language and I would like for you, if you can, 

just check in your school library or go to Amazon.com or to Aladdin Publishers and try to pick up this 

book.  This is one of the most fun books on descriptive language.  It's a story called Cloudy with a Chance 



of Meatballs and it is one of the most fun ways that I've found to teach classifiers especially when I'm 

working with parents.  Now, remember I talked about working with kids and they need to have the same 

thing.  One of the great activities that I found is sitting down with kids and doing play imagination with 

picture forms in sign language and helping them to crack the phono and morphologic code of the 

language.  Now, one of the things that we're going to study about in these modules is wow, classifier 

particles are smattered all throughout sign language.  They are a big part of the morphology of the 

language.  There's another really fun book that I would encourage you to get.  It's the sister text to this 

and I picked it out just because we're in Pennsylvania but it's a follow-up book, Pickles To Pittsburgh so 

it's--these are really affordable, fun little paperbacks that I think would be really good and if you get them, 

they're inexpensive enough that you could draw and write on them.  Oh, this was the classifier to use to 

show the pickle flying on the helicopter going into Pittsburgh.  Oh, this is the classifier that I use to show 

the ice cream melting into the huge lake that went into the carton that went onto the cement--semi-truck 

to be shipped off to wherever.  So, all of these really complex representations, next two modules.  Thank 

you so much for your time in thinking about English literacy incorporation of fingerspelling and just moving 

yourself to be the consummate professional that we all have the ability to be.  So, again, from the NCEI 

and myself and as well from the EIPA Diagnostic Center, from Dr. Brenda Schick, the co-author and 

myself with the EIPA, we thank you for your involvement and your engagement in this profession. 

MARLENE SCHECHTER-CONNORS: We learned so much from Kevin today.  I cannot even begin to 

summarize except to say that these suggestions were so valuable regarding fingerspelling and working 

with the student with whom we work.  For example, we've learned that the EIPA has a strong bias for 

fingerspelling.  We've learned that we will improve our fingerspelling--okay.  My microphone wasn't on.  

What I was saying, now that I have my microphone on, it's just that we want to thank Kevin for all of the, I 

think, valuable, helpful suggestions regarding fingerspelling such as--he told us right out.  The EIPA has a 

bias for fingerspelling.  We also learned about sprinkling.  I just love some of the way that Kevin helped us 

to think about things like sprinkling our discourse with pepper and also putting a hitch in their processors 

for our students and helping to defreak them out and fingerspelling hairballs.  We don't want to see any of 

those but yet we want to line up the snow.  So I just love the way that we can begin to think a little bit 

differently about fingerspelling in our everyday use of it in the classroom.  So, Kevin, thank you so much 

and we look forward to mini module number eight.  Have a safe trip back home. 


