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Abstract

This article examined the effectiveness of English-learner (EL)-focused training that led to earning a digital
badge in a federally funded program called Micro-credentialing of English Learner Teaching Skills (MELTS).
To earn a digital badge, participants in the study were required to complete an online module, participate in
coached skill practice, and demonstrate mastery of a targeted EL-teaching skill. The current study focused on the
participants’ perceptions related to the coaching sessions as a measure of EL-training effectiveness. The
coaching took place in two simulation formats: micro-teaching and TLE TeachLivE™. While pre-service
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teachers role-played the part of the ELs during micro-teaching, TLE TeachLivE™ provided a virtual classroom
with virtual avatars representing ELs at different levels of language proficiency. Trained coaches provided
feedback in both formats. Quantitative and qualitative data were collected from 181 participants who responded
to a 14-item survey. Overwhelmingly, participants reported that the coaching sessions were very effective in
preparing them to work with ELs by equipping them with a better understanding of how to support EL students’
language and academic needs.

Keywords: English learners, digital badges, micro-credentialing, coaching, language and academic needs.

English Learners in the U.S. Schools

The number of school-age children who are English Learners (ELs) has been one of
the fastest growing segments of the K-12 population in the United States. To exemplify, EL
numbers have cumulatively increased by more than 15 million students between 1990 and
2000 (Flynn & Hill, 2005; Matthews & Ewen, 2006) and by 28% between 2000 and 2017
(National Clearinghouse for English Language Acquisition, 2020). Currently, as a result of
this sustained and significant growth, prekindergarten through the 12th grade ELs represent
around 10% of the U.S. public school population or around 5 million students (Bunch et al.,
2013; McFarland et al., 2018; National Clearinghouse for English Language Acquisition,
2020).

Based on the results of state-wide standardized assessments of academic content learn-
ing, ELs achieve lower scores compared to their non-EL peers (Luster, 2011; Olsen, 2010).
This difference in achievement is critical for K-12 schools which are progressively held more
accountable for the academic progress of all of their students, including ELs (Every Student
Succeeds Act, 2015). One potential explanation for this achievement gap could be identified in
the ELs’ dual challenge of learning a new language and academic content simultaneously
(Gersten et al., 2007). Another possible explanation could be provided by the fact that many
pre- and in-service teachers perceive that their professional preparation does not enable them
to adapt their instruction to ELs’ various language and academic needs effectively (Gomez &
Diarrassouba, 2014). Numerous studies have supported K-12 teachers’ lack of EL preparation
as one of the main causes of ELs underachievement (Burstein et al., 2013; Burstein et al.,
2014; Luster, 2011; Rivera et al., 2008; Walqui & Heritage, 2012). It is therefore necessary to
provide K-12 pre- or in-service teachers specialized EL training to help them facilitate ELs’
language development and academic achievement in content areas (Lee & Buxton, 2013).

Pre-service Teacher Preparation Programs and English Learners: A Focus on Florida

In response to reducing the achievement gap of ELs, many teacher-preparation pro-
grams have included specific courses that address the needs of this growing student popula-
tion in their curriculum. For example, the state of Florida requires that all practicing teachers
throughout the state must complete standards-based professional development on teaching
English for speakers of other languages (ESOL), with those primarily responsible for teaching
the English language receiving an ESOL endorsement (Bristor et al., 2000; Nutta et al., 2012;
Wheeler & Govoni, 2014). State-mandated standards for the Recognition of Initial Teacher
Preparation in P-12 teacher education fall under five ESOL domains:
Domain 1: Cross-Cultural Communication and Understanding;
Domain 2: Language and Literacy (Applied Linguistics);
Domain 3: Methods of Teaching ELs;
Domain 4: ESOL Curriculum and Material Development; and
Domain 5: ESOL Testing and Evaluation
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Preservice teachers enrolled in colleges of education around the state are required to
meet ESOL preparation requirements before they graduate. Colleges of education have the
option of meeting these requirements either through a series of five standalone courses, or
through an infusion approach (Nutta et al., 2015). One ESOL infusion approach is the One
Plus model which means that one the one hand, pre-service students take two stand-alone
ESOL courses, and on the other hand, a substantial part of the ESOL endorsement curriculum
is embedded or infused into their major-specific education courses (Nutta et al., 2012; Nutta
et al., 2018).

Building on the success of the One Plus infusion model, a large metropolitan universi-
ty (LMP) in the United States has constantly sought ways to improve the EL-focused profes-
sional preparation of its teacher candidates. According to Lavery et al. (2019), one area that
assessment data showed that could be improved was the ability of pre-service teachers to dif-
ferentiate instruction and assessment for ELs at different proficiency levels. During observa-
tions of teaching during internship, faculty noted that pre-service elementary teachers tended
to use general strategies to help ELs, such as incorporating visuals and pairing ELs, rather
than using techniques that account for ELs' proficiency levels, such as scaffolding questioning
sequences that are appropriate for English learners at varying levels of oral proficiency.

It became apparent that more was needed to be done to prepare pre-service teachers to
implement something more granular than simply applying a general instructional strategy that
may or may not take into account ELs’ levels of proficiency. Therefore, the issue was not that
pre-service teachers did not learn how to use a number of strategies and techniques that had
strong evidence of effectiveness with ELs. The issue was that they did not know how to adapt
those techniques for ELs at various proficiency levels.

Therefore, in addition to their ESOL endorsement professional preparation, pre-
service teachers needed development of a set of instructional micro-skills that were differenti-
ated by English proficiency level. These proficiency level specific micro-skills were the basis
for the Micro-credentialing of English Learner Teaching Skills (MELTS) project. The
MELTS project has explored how badging and micro-credentialing could be used in teacher
education programs, especially in EL-focused training. Through MELTS, teacher candidates
who achieve mastery of EL teaching skills at beginning, intermediate, and advanced levels of
English proficiency were awarded digital badges for each completed skill.

Micro-credentialing and Digital Badges in Teacher Education Programs

Micro-credentialing recognizes the completion of formal and informal learning and
can be earned through the demonstration of a particular micro-skill or practice (Hurst, 2015).
Micro-credentialing has a transformative potential regarding teacher learning as it easily fits
into current procedures of teacher certification and recertification (Berry et al., 2016). In edu-
cation, digital badges are a possible means to reflect micro-credentialing. According to Casilli
and Knight (2012), digital badges recognize accomplishments such a mastery of a skill, com-
pletion of a project, or length and quality of practical experiences. The MacArthur Foundation
considers digital badges as an assessment and credentialing mechanism designed to both
make visible and validate learning in formal and informal settings, potentially transforming
where and how learning is valued (Alliance for Excellent Education, 2013). To establish the
credibility and accountability of the badge-issuing organization, digital badges may use em-
bedded coding as a specific form of evidence of the achievement they recognize. This coding
reflects information that can be used to determine the validity, authenticity, and value of digi-
tal badges. Doing so, the importance of the badge and the specific skills it represents can be
easily understood and applied.

Education institutions have started incorporating digital badges into their curricula and
issuing digital badges to their students. Devedzic and Jovanovic (2015) have found several
positive aspects of incorporating digital badges into curricula. Digital badges support goal
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setting, planning, and self-reflection, identify under- or non-recognized skills and prior learn-
ing, and develop a sense of community membership. They have the ability to increase teach-
ers’ motivation and engagement and scaffold the learning process as pre- and in-service
teachers can use badges to plan learning routes for their students. Finally, digital badges sup-
port alternative assessment and feedback.

In a study conducted at lowa State University, Schmidt-Crawford et. al. (2014) inves-
tigated the process of how pre-service teachers earned digital badges that focused on educa-
tional technology and professional development. The findings revealed that badges motivated
pre-service teachers through competition among peers and were very efficient and effective in
evaluating pre-service teachers’ competence-based technology knowledge. The same positive
influence exerted by digital badges on motivation was identified by Pytash and Ferdig (2014)
in their study of badges in a teacher education program. Their findings revealed the positive
impact of digital badges on pre-service teachers’ goal setting and motivation while also en-
couraging them to integrate digital badges in their future classrooms.

The survey of literature directly related to micro-credentialing with digital badges has
indicated that their concept and practice in teacher education programs is still in its incipient
stages (Lang, 2016). There is a strong need for further research, especially when it comes to
whether digital badges are effective in meeting their instructional goals. Therefore, the re-
search described here was an attempt to provide more data related to the impact of badges on
pre-service teachers’ EL-focused skill development. The study investigated whether pre-
service teachers reported that the digital badges helped them achieve a higher level of EL
teaching skill through the following research question:

To what extent did pre-service teachers indicate that the digital badges earned through
the MELTS project prepared them to teach EL students effectively?

MELTS Digital Badge: Evaluating EL Instructional Micro-skills through Simulation

The pre-service teachers who participated in the study and MELTS were enrolled in
the Elementary Education Program at the LMP in the southeastern United Stated. They all
could earn a maximum of ten digital badges that corresponded to ten micro-skills that focused
on differentiating instruction for ELs based on their level of English proficiency.

The ten skills were:

1) Leading a questioning sequence in social studies

2) Teaching a classroom procedure

3) Pre-teaching key vocabulary of a science lesson

4) Direct teaching of a mathematics lesson segment

5) Direct teaching of a language arts lesson segment, including small group questioning
6) Leading a follow-up discussion of the language arts lesson

7) Using templates, sentence frames, and sentence starters to scaffold a writing assignment
8) Conducting an informal reading inventory

9) Conducting a writing assessment and providing level-appropriate feedback

10) Discussing students’ progress at a parent conference

To earn a digital badge, pre-service teachers had to go through three steps. First, they
had to complete an online instructional module. Next, they had to participate in a coached
skill practice session and finally, they had to successfully demonstrate mastery of that EL
teaching skill.

The ten online instructional modules were based on the ten EL teaching skills listed
previously. Each module included the following elements: an introduction of the skill, a digest
containing essential research-based information, an instructional video, and resources for
coaching and final badging assessment. The instructional 5- to 10-minute demonstration video
introduced the target skill with focused captions when important EL instructional strategies
were used. According to Beilstein et al. (2017) and Ploger et. al. (2018), demonstration videos
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hold great promise of improving preservice teacher learning and acquisition of pedagogical
knowledge. Consequently, these instructional videos were an essential part of the EL-focused
skill-based instructional process.

After successfully completing the instructional module by passing the module quizzes
with a minimum score of 80%, each participant was required to participate in a practice (or
coaching) session that focused on one these EL specific micro-skills before the final assess-
ment of each individual skill. These practice sessions were delivered in either a micro-
teaching or TLE TeachLivE™ format. During a micro-teaching session, other pre- or in-
service teachers role-played the part of the English learners at three language proficiency lev-
els: WIDA/TESOL Levels 1 (Starting), 3 (Developing), and 5 (Bridging). TLE TeachLivE™,
on the other hand, provided the pre-service teachers with a virtual classroom with English
learner (EL) virtual avatars at the same three language proficiency levels. In both practice
settings, participants were able to interact with EL students (either portrayed by the class-
mates or digital avatars) and review previous work, present new content to ELs, provide scaf-
folding or guided practice in a variety of content areas, monitor ELs while they work inde-
pendently, and receive feedback for their performance from trained coaches. Figure 1 illus-
trates the coaching feedback form for Skill 3 Pre-teaching Key Vocabulary of a Science Les-
son.

Which science lesson did the student | [ Kindergarten | [] 2 Grade
choose? (Animal Diversity) (Gas-Liquid-Solid)
Student Name

Presentation YES NO
Engaged all ELs

Enunciated clearly and spoke at a comprehensible, appropriate pace
for Levels 1 & 3

Used visuals and props to address vocabulary/concepts

e Interacted with visuals and props

Used gestures and movements

Checked for understanding from all ELs

Rephrased or used nonverbal support when necessary

Allowed appropriate wait time for Levels 1 & 3 EL(s) to respond

Skill-Specific Behaviors YES NO

Identified 3-5 specific, relevant science vocabulary terms

Science vocabulary terms were appropriate for all EL levels

Feedback Notes:
Figure 1. Feedback form for Skill 3

Following the practice sessions, each participant had to demonstrate each of these EL
specific micro-skills through a 5-minute TLE TeachLivE™ session before an expert panel.
The expert panel consisted of two to five trained evaluators who were experts in the field of
ESOL. Pre-service teachers who participated in this study had to receive scores of 1 and
above on all categories on the rubric based on a 4-point scale of 0 (Below Expectation), 1 (At
Expectation), 2 (Above Expectation), and 3 (Outstanding). To ensure interrater reliability,
MELTS evaluators discussed the results at the end of each session. The final assessment ru-
bric for Skill 3 is exemplified in Figure 2.

0-Below 1-At 2-Above 3-Outstanding

Spoke fast with no | Spoke clearly and | Spoke clearly and | Spoke clearly and
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evidence of adjust-
ment to students’
proficiency  levels.
No evidence of
checking for EL stu-
dent understanding.
Did not use visuals or
props at all. No ges-
tures used during
session. Science-
specific terms were
not taught consider-
ing the ELs’ needs.

comprehensibly  oc-
casionally adjusting
to students’ profi-
ciency levels (one
time per level).
Checked understand-
ing from ELs and
once. Used appropri-
ate visuals and props
at least once. Used
minimal gestures and
movements to link
language and content.
Science-specific
terms were taught
considering the ELs’
needs at one level of
English proficiency.

comprehensibly, oc-
casionally adjusting
to students’ profi-
ciency levels (two
times per level).
Checked understand-
ing from ELs by fol-
lowing up with level-
appropriate questions
once. Used appropri-
ate visuals and props
meaningfully to help
students at different
proficiency levels
with comprehension
of language. Used
gestures and move-
ments clearly linking
language and content
in consideration of
language proficiency

levels. Science-
specific terms were
taught  considering

the ELs’ needs at two
levels of English pro-
ficiency.

comprehensibly, fre-
quently adjusting to
students’ proficiency
levels. Checked un-
derstanding from ELs
by following up with
level-appropriate

questions  multiple
times. Used appro-
priate visuals and
props meaningfully

to help students at
different proficiency
levels with compre-
hension and produc-
tion of language.
Frequently used ges-
tures and movements
linking language and
content in considera-
tion of language pro-
ficiency levels. Sci-
ence-specific  terms
were taught consider-
ing the ELs’ needs at
all three proficiency
levels.

Figure 2. Final evaluation rubric for Skill 3

After passing the final badging assessment for a specific EL teaching skill, MELTS partici-
pants received the corresponding badge as a recognition and credential. One example of a
digital badge is illustrated in Figure 3.

Science Vocabulary
Wizard

Figure 3. Pre-teaching key vocabulary of a science lesson digital badge

Data Collection

Methods

The research question of this study focused on determining to what extent pre-service
teachers indicated that the digital badges earned through the MELTS project prepared them to
teach EL students effectively. To answer this question, the research team investigated partici-
pants’ perception after their MELTS coaching sessions by asking to complete a Skills Practice
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Session Exit Survey. During the coaching sessions, participants delivered a short lesson, fol-
lowed by a coaching session about their performance through which they had an opportunity
to gain experience and build confidence before interacting with real EL students. Successful
completion of the practice session was required for the participants to receive digital badges
indicating they mastered specific skills necessary to effectively work ELs, which was the pri-
mary goal of the MELTS program. Practice sessions were delivered using both micro-
teaching and TLE TeachLivE™ formats.

Instrument

The Skills Practice Session Exit Survey was 14-item survey instrument that included
both quantitative and open-ended questions. Designed by the LMP’s Program Evaluation and
Educational Research (PEER) Group, it investigated whether the participants believed the
practice session prepared them to master the target EL micro-skill so that they could address
the academic and language needs of their EL students in their current and future classrooms
(Schwartz et al., 2019; Swan & Adams, 2019; Tazi et al., 2020). The survey included multiple
choice and Likert-style questions that asked participants to report on a range of items sur-
rounding their experiences with their coaching session, including whether the coaching expe-
riences were optional for their class, the appropriateness of their length and level of difficulty,
and their effectiveness for preparing them to work with ELs. Open-ended questions allowed
the students to provide feedback about what they liked most about the experience, along with
anything else they wanted to share about the experience or any suggestions they might have
for change. The data collection was anonymous. Initially, the survey was located within the
online module, but the research team noticed that not all students who finished their coaching
session were not completing the survey. The research team then decided to use iPads at the
skill practice sessions to encourage completion.

Participants

During the semester data were collected, there were 181 MELTS participants, 153
(85%) of which participated in coaching for at one or more skills. After each skill coaching
sessions, participants were invited to take the Skills Practice Session Exit Survey. In total,
participants completed 257 coaching sessions, from which 204 questionnaires (79%) were
received.

Data Analysis

The survey instrument utilized in this study generated quantitative and qualitative da-
ta. Descriptive statistics were used to summarize quantitative data results. Qualitative survey
responses were analyzed using open coding (Corbin & Strauss, 2015). Moreover, qualitative
data were independently coded by two analysts who reached a consensus and applied a final
coding scheme (Creswell & Poth, 2018).

Quantitative Responses

Results from the Practice Session Questionnaire were overwhelmingly positive: 98%
of participants rated the sessions effective, 94% believed that they had a better understanding
of how to support EL students’ needs, 91% agreed the practice session was helpful and should
continue to be included in the course, 86% enjoyed the experience, and 81% felt more com-
fortable working with EL students. Differences among participants grouped by type of coach-
ing were also explored. The analysis revealed 95% of the students who practiced in the TLE
TeachLivE™ format enjoyed the experience, compared to 83% of students whose coaching
session was in the micro-teaching format. Moreover, nearly all (92%) of the TLE
TeachLivE™ group stated that the experience felt like working with real EL students com-
pared to 63% of those in microteaching.
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Qualitative Results

In addition to quantitative questions, the survey also included three open ended ques-
tions directly related to the coaching sessions. Those questions were as follows: “Is there any-
thing about this session that surprised you?”, “What did you like most about this experi-
ence?”, and “What would you change or could be improved?”.

Surprising Aspects

When asked, “Is there anything about this session that surprised you?”, from a total of
132 participants that responded, twenty-six (20%) participants did not find any part of the
program to be surprising. The most commonly cited surprising aspects of the program were
how realistic it was (n = 26, 20%) and the quality and quantity of skills they learned (n = 11,
8%).

Realism. Here are some quotes from the participants reflecting this theme:
“How realistic the simulation was and how responsive the students were.”
“Yes, I was surprised at how realistic the experience was. The responses of the students
caught me off guard because I was expecting generic responses and that was not the case.”
“It surprised me on how they can see and hear everything. The answers were not vague. It was
like they were actual students.”

Skills Learned. Here are some representative quotes from the participants reflecting
this theme:
“I learned and got more tips than I thought.”
“Yes, I realized that I should bring in props to have helped the students understand.”
“I was surprised to gather more information as to what questions could apply to the different
levels.”

What They Liked Most

The open-ended responses for the question, “What did you like most about this expe-
rience?” generated several themes: obtaining feedback, having a chance to practice new skills,
experience/knowledge gains, and being very real. Most valued was the amount and quality of
feedback (23%, n = 45 mentioned this) they received from MELTS coaches. Many also indi-
cated the opportunity to practice as one of the things they liked the most (17%, n = 34). Other
common themes were the experience of learning or knowledge gained (13%), the realism of
practicing with avatars (15%), or the quality of coaching (11%).

Obtaining Feedback. Here is a section of representative quotes supporting this
theme:
“The facilitator helped us feel at ease and provided fantastic feedback.”
“I like that as I was teaching, that I was given positive feedback while I was teaching.”
“The instant feedback from MELTS Coaches.”
“I loved that there was so much feedback even if someone did well overall.”

Practicing New SKkills. Participants responded as follows:
“I really enjoyed the chance to give real time reactions with a simulated person. It gave me a
good opportunity to test my reactions and responses working with an EL parent.”
“I liked to practice the sessions before actually going to a badging session. I feel like they
help me work out the kinks. It is good experience that lets me see where I am at.”
“The fact that I was able to practice what I would do if I had EL students in my class and how
I would teach them important techniques.”

Gaining Experience and Knowledge. The participants’ responses included:
“This experience gives you the experience of creating questions and good feedback for what
may work better in different circumstances with different EL levels.”
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“This opened me up to possibilities. Made me feel more comfortable in working with the EL
students but also gave me insight on things that I can change and work on.”
“This experience provides the opportunity for future educators to improve their communica-
tions skills in a setting that perfectly mimics the classroom. Thank you!”

Realism. Here are some representative quotes supporting this theme:
“The interaction with the avatars felt very real, it felt like I was in a real classroom setting. It
gave me a better look about how difficult it is to work with EL. I loved it.”
“It feels real, like you are actually experiencing it. It’s not just reading and taking a test, you
are actually working directly with students who answer and talk to you.”
“It really was like a classroom setting, and students did respond.”

Suggestions for Improvement

More than half who responded (n = 108, 55%) said that there was nothing about the
coaching sessions that they would change or could be improved. The most common sugges-
tions for improvement included the need for more clarity in expectations (n = 16, 15%), tim-
ing of the sessions and release of materials (n = 12, 11%), and having more opportunities for
practice (n =7, 6%).

More Practice. Participants responded as follows:

“A bit more practice with leveled questions before the badging.”

“I wish we would have had a class period about this specific skill, because it was very hard to
try and gage where Maria was language wise, and also just getting over the hurdle of speaking
to a parent.”

“I would have this practice a few times so that we can improve.”

Clearer Expectations. Here are some quotes from the participants:

“It would be helpful if someone could talk to the class before the session, so the class knows
what to do and expect.”

“Better explanation of what they want and what is required.”

“Clearer instructions would be helpful sometimes it can be a bit confusing.”

More Time to Prepare. Here is a section of representative quotes supporting this
theme:

“Maybe more time to prepare...”

“Yes, the lesson plans were not available on the website until the night before the practice
session which made it difficult to prepare properly.”

“I could not access the lesson plans until 6:30 am the morning of my practice session. I sent
an email and did not receive a response about the lesson plans.”

Discussion of Results

This study sought to determining to what extent pre-service teachers indicated that the
digital badges earned through the MELTS project, and more specifically the coaching ses-
sions prepared them to teach EL students effectively. Based on the analysis of quantitative
and qualitative survey responses, almost all MELTS participants perceived the EL-focused
skill practice sessions as very effective regardless of the coaching formats. There was a nota-
ble difference regarding the realism of the coaching session as TLE TeachLivE™ was per-
ceived as closer to a real experience than microteaching. One possible explanation for this
difference between the two formats could be that that micro-teaching participants who played
the role of ELs did not reflect the language proficiency levels of EL students as effectively as
the EL avatars in TLE TeachLivE™.

Nevertheless, regardless of the coaching format, it can be said that skill practice
coaching offered an effective formative assessment to MELTS participants as it provided
them with focused feedback during their EL teaching skill demonstration. Compared to more
traditional preservice teacher evaluation methods, MELTS coaching feedback was immediate
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and gave participants the opportunity to adjust their practice in the moment. Immediate feed-
back has been shown to be more effective when it is not deferred until after the lesson (Stahl
et al., 2016).

Because coaching is viewed not as an intimidating evaluation process, but more of a
collaboration, it has the potential of developing positive teacher behaviors and skills. Accord-
ing to Morphis (2018), the type of coaching afforded to MELTS participants could foster skill
development and teacher confidence, especially in the case of new in-service teachers. Unfor-
tunately, teacher candidates do not often get focused, one-on-one coaching in teacher prepara-
tion programs because of the enormous practical challenges of finding trained staff and suffi-
cient funding.

According to Purmensky et al. (2020), MELTS coaches were able to form a positive
relationship with the participants during the MELTS skill practice sessions. While partici-
pants may have been exposed to EL teaching skills in their classes or seen them modeled in
the MELTS module videos, the MELTS coaching sessions were their first opportunity to
demonstrate those skills and receive immediate feedback. Participants reported through the
survey that they enjoyed the coaching sessions and more important, that they would be able to
address the language and academic needs of ELs by using those 10 EL-focused skills in their
future classrooms.

Conclusions

The purpose of this research was to determine whether the pre-service teachers be-
lieved the MELTS micro-credentialing, and more specific the MELTS coaching sessions pre-
pared them to serve EL students effectively. The MELTS coaching was conducted using two
formats: micro-teaching and TLE TeachLivE™. The quantitative and qualitative data indicat-
ed that a large majority of MELTS participants (98%) rated the coaching sessions as effective.
There were differences in terms of how accurate ELs were portrayed in the micro-teaching
and TLE TeachLivE™ formats, with the latter being perceived as closer to an authentic EL
performance. This is not surprising as research has found that the use of technology in teacher
education programs has the potential to positively supplement more traditional methods of
teacher preparation, such as internships, practicums, and field experiences (Dawson & Lig-
nugaris-Kraft, 2017; Hixon & So, 2009; Prilop et al., 2020). Sometimes, these traditional
methods do not adequately serve their purpose, or they are not always available to all teacher
preparation programs (Stavroulia et al., 2019). Simulation or Multi-User Virtual Environ-
ments (MUVESs) such as TLE TeachLivE™ could be used to address these issues practically
and effectively. A virtual educational environment such as TLE TeachLivE™ can create a
safe space because allows current and future teachers to have repeated trials involving high
stakes situations without doing any damage (Dieker et al., 2014).

One aspect that may hinder the adoption of simulation technology like TLE
TeachLivE™ is cost. The MELTS program was able to have not instructional coaches who
were experts but also a sufficient long-term financial means that supported TLE TeachLivE™
sessions. However, this high-tech approach may not be available to all teacher preparation
programs that would like to implement an EL-focused micro-credentialing program similar to
MELTS. When confronted with this financial barrier, the option of using a low-cost and low-
teach approach like micro-teaching is viable and effective as the survey results suggested.
What is important for the success of a micro-credentialing program is the inclusion of real-
time skill practice coaching. This model is a strength of the project and probably the main
reason why so many MELTS participants indicated positive experiences in the skill practice
sessions and a high level of confidence regarding working with ELs in the future.
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