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CHAPTER I 

INTRODUCTION 

Communication, is the transmission of thought from one mind 

to others. It is one of the basic activities of the human race- it is a skill 

through which men make magnificent successes and startling failures, 

an art without genius is dumb, power brutal and aimless, mankind a 

plantload of squabbling tribes. Communication is an essential function 

of civilization. Teaching is only one of the the many occupations that 

depend upon it and depend upon it absolutely. (Highet, 1951) 

Communication is an essential role of a teacher, who is responsible for extending, 

facilitating, and stimulating knowledge. Communicating with students can become 

problematic when an instructor must not only deliver information in a lecture, but also 

work to maintain his or her students' interest. Many scholars consider the attention span of 

students to be decreasing (Hunter, 1994; Penner, 1984). Although ample research has 

considered the role of delivery in the classroom, when related to student attention nonverbal 

delivery is most often emphasized. Considerably less research has been conducted on how 

a teacher can develop their verbal style of lecture delivery to increase student attention and 

learning. 

Moreover, Penner (1984) raises the important point that during lectures teachers 

must: 

. . .put forth a conscious attempt to hold the attention of students. 
Since communication is impossible without attention, and since the 
attention span toward any given stimulus is relatively brief, effective 
teaching depends upon the skillful use of every technique and rhetorical 
device that will compel legitimately the attention of every member of the 
class, (p. 121) 

While pointing out the significance of gaining student attention, this passage also 

reflects the importance of reaching every student in the class. Some teachers at the college 

level may view attention as the responsibility of the student. However, research has 
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indicated that some students have a more difficult time retaining attention than others 

(Hunter, 1994; Norton & Pettegrew, 1979). Hunter (1994) describes the discrepancy, 

stating "Some students never 'hear' what they are told. Some students hear it. can repeat 

it, but can't remember it later. Other students hear it and can remember it later" (p. 104). 

Hunter (1994) also stresses the importance of an instructor working to understand 

his or her students' ability to process information. This may result in instructors presenting 

information in such a way that compels all students to remain attentive. She states, 

"Educators, as well as professionals, must continue to grow by incorporating new. 

research-based knowledge on the brain into artistic performances in the classroom, thereby 

increasing the probability of enabling all learners to become increasingly successful" (p. 

113). This thesis argues that one way for teachers to grow as educators is to assess the 

effect of and student preference for, different teacher styles in retaining and keeping 

student attention. 

According to Christophel (1990), student perception of an instructor and their liking 

towards that person is directly related to how they learn in the classroom. Due to the fact 

that "affective learning focuses on a positive or negative attitude toward the subject or 

teacher" (Christophel, 1990, p. 323), many more studies have successfully linked different 

teacher styles to affective leaming. Research is often inconsistent in the degree to which a 

student's cognitive leaming can be effected due to a particular teacher style. Moreover, the 

effect of student attention on any type of leaming has yet to be researched in the field of 

instmctional communication. Nevertheless, varying teacher styles have been linked to a 

variety of leaming outcomes over the years. 

Teacher styles were originally categorized into eleven domains by Norton (1979. 

1983) who attempted to link teachers' perceived communication styles to teacher 

effectiveness. The eleven styles included: dramatic, precise, argumentative, dominant, 

relaxed, voice, impression leaving, open, attentive, animated, and friendly styles. From 

these domains, other researchers began to link teacher expressiveness to student 

satisfaction. Both Marsh (1984) and Sherman, Armistead, Fowler, Barksdale. and Reif 

(1987) include organization/clarity and enthusiasm (often linked to Norton's dramatic style) 

to be two of the strongest teacher styles related to teacher satisfaction. Interestingly, 



organization and enthusiasm are also the two constmcts most often associated with 

delivering a good lecture (Penner, 1984). 

The organized or "precise" teacher style is now most often referred to as teacher 

clarity (Book, 1990; Powell & Harville, 1990; Smith & Land, 1981), and the dramatic 

style and/or verbal enthusiasm is most often termed teacher dramatics (Downs, Javidi, & 

Nussbaum, 1988; Norton & Nussbaum, 1980). From the eleven original teacher styles 

characterized by Norton, the precise teacher style (later termed clarity) and the dramatic 

style have received more scholarly attention and have been more often linked to leaming 

than any other styles. 

Henceforth, this study will concentrate on these two constmcts, narrowing them to 

only consider verbal teacher styles of clarity and dramatics. Verbal clarity is characterized 

as a style of teaching in which the instmctor is organized and precise, avoids ambiguity, 

and provides and relates relevant examples (Book, 1990). Verbal dramatics is 

operationalized as an instmctor's use of humor, narratives and self-disclosure (Downs, 

Javidi, & Nussbaum, 1988). 

Previous research has shown that both teacher styles serve to maintain student 

attention and understanding during lectures, as well as facilitating leaming in the college 

classroom (Downs, Javidi, & Nussbaum, 1988; Powell & Harville, 1990). However, no 

other study has looked at at these two teacher styles concurrently. Perhaps this stems from 

a tendency to view these styles as polar opposites. For instance, certain instmctors may be 

stronger in one style of verbal delivery, than with another. Those who are overwhelmingly 

dramatic in their delivery of the material, might fail to be clear and concise, or perhaps be 

more likely to "get off task." On the other hand, those instmctors who are quite organized 

and precise in verbal delivery, may be less likely to use ambiguous themes, thus avoiding 

mis-communication, but perhaps failing to deliver the information in a way that maintains 

student attention. Yet, it is also possible that an instmctor could employ both of these 

styles simultaneously. Through rating instmctors in both verbal dramatics and verbal 

clarity, this study will seek to gain more insight into this possibility. 

As mentioned previously, this paper will attempt to show that due to a variety of 

constraints, students are finding it more and more difficult to remain focused and achieve 



optimal comprehension during college lectures. It will also discuss the importance of the 

college lecture and verbal constmcts in teaching. Lastly, the importance of student 

perceptions of leaming will be presented, while relating these perceptions to the teacher 

styles of verbal clarity and verbal dramatics. The overall objective of this study is to gain 

insight into which verbal teacher style, clarity, dramatics, or a combination of both, best 

facilitates student affective leaming and attention during the college lecture. 



CHAPTER II 

LFTERATURE REVIEW 

Nussbaum and Pmsank (1989) explain that the instmctional communication 

research is categorized in four ways: (a) individual student differences, (b) teacher style, 

(c) teacher-student relationships, and (d) teacher socialization. Unfortunately, due to the 

fact that college classes greatly differ in size and classroom interaction, only one of these 

categories, teacher style, can be directly related to improving communication in any type or 

size of college classroom. For example, in the large lecture class there is often not an 

opportunity to form a tme teacher-student relationship and teacher socialization will not 

directly benefit communication in this context. Similarly, although students within any 

college classroom will have individual differences, the instmctor may or may not have the 

opportunity to become aware of these differences. Research in the area of teacher styles 

has the strongest potential to help a college instmctor, regardless of the classroom context. 

An instmctor's use of verbal dramatics and verbal clarity pertains to the lecture delivered to 

a class of twenty students, as well as to a class of five hundred. 

This study will focus on the college lecture, hence the emphasis on verbals. To 

begin, it is important to understand the unique aspects of instruction in a lecture format. 

Therefore, a review of literature will begin with a background of the lecture context in a 

variety of classroom settings. Next, a discussion of student attention and student 

perception of leaming is presented. Lasdy, a review of literature on the two teacher styles 

of verbal dramatics and verbal clarity is given. 

The College Lecture 

In Jon Penner's (1984) book. Why Many College Teachers Cannot Lecture, a 

history of the lecture format is explained. He notes the difference between the formal and 

informal lecture, explaining the "formal lecture, the highly organized, unintermpted speech 

by the professor, usually from notes, continues to hold an important place in higher 

education, especially in large classes" (p. 13). Penner (1984) acknowledges the difficulties 

which can arise in maintaining student attention, devoting an entire chapter to the issue. 



The importance is also reflected in the book's subtitle. "How to Avoid Communication 

Breakdown in the Classroom." 

Sir Barcroft's definition of a lecture has added a lighter side to various scholars' 

discussions of lecture (e.g.. Book, 1990; Sistek, 1986). He defines it as "a process by 

which information is transferred from the notes of the lecturer to the notes of the student 

without going through the minds of either" (Book, 1990, p. 276). Although at times this 

description rings tme, it is essential that the instmctor avoid such practices in her or his 

own class. Book (1990) stresses the importance of the instmctor understanding the 

valuable function of a lecture. Moreover, Chaldron and Richards (1985) operationalize the 

lecture as "instmction, by presenting information in such a way that a coherent body of 

information is presented, readily understood and remembered" (p. 279). 

There is a lack of research in the area of students' perception of their role during a 

lecture. This information could not only benefit instmctors in selecting and developing a 

teacher style, but could also provide insight into attention problems during the lecture. It 

seems entirely plausible that during many lectures, students do not take an active role in 

leaming. Research supports the theory that student involvement is necessary for such 

"'active" leaming, in which students are more likely to engage in critical thinking (Roser, 

1990). 

Perhaps too many lectures are conducted in such a way that the student's role 

during class is simply that of a note-taker, in which few students cognitively process the 

information, or come to understand the concept during class. Rather, students copy down 

notes that they will study and leam later. If this view of the lecture context is shared by the 

an instmctor who fails to deliver the information in a way that aids student comprehension, 

then the same result could be accomplished through reading a textbook, thus, tmly making 

sitting through a college lecture, for some students, a waste of time. Therefore, it is 

important that instmctors educate themselves about this classroom context, in order to best 

reach their students. 

Suffice to say, considerably more lecturing occurs in college than in high school. 

Thus, for those first-year students who are making the transition from high school to 

college, the adjustment to differing teacher delivery styles has the possibility of becoming 



problematic. Although no empirical research has been conducted in this area, it seems 

entirely possible that these beginning students are even more likely to have difficulty 

retaining attention during a lengthy lecture. Factors contributing to this could include an 

adjustment to a less immediate classroom environment, or perhaps a larger class size. 

Thus, students may experience less of an opportunity to develop a strong teacher-student 

relationship. Also, with first-year students having less note taking experience in general, 

and perhaps being less academically focused, maintaining attention and understanding 

during a lecture is possibly an inevitable challenge. The assessment of students' 

perceptions of their ability to be attentive during college lecturing, with a comparison as to 

the classification of these students, can help educators in training instmctors in lecture 

delivery. Therefore, it becomes increasingly cmcial to study this mode of instmction and 

the teacher styles which have the most impact on facilitating student attention and leaming. 

Student Attention 

Attention has been operationalized as "an increased awareness of certain stimuli 

which come into the 'focus of consciousness'" (Penner, 1984, p. 116). Norton and 

Pettegrew (1979) explain that the concept of attention is "primarily concemed with the 

human processes of reception and cognition- neurophysiological activities through which 

information is received and given meaning" (p. 13). They go on to point out the "empirical 

favoritism our field has shown for the concept of attention" (p. 13), demonstrating the 

communication discipline's numerous contributions in the study of attention. However, 

much of this research was conducted in the 1960s, and few studies concerning attention 

have been recently conducted in the Communication Studies discipline. 

Furthermore, an emphasis on attention has been related to the classroom by far 

many more educational scholars (e.g., Chilcoat, 1992; Rouse, 1990; & Sherman, 1985), 

than communication scholars. Considering the valuable contributions the communication 

discipline has made to the study of attention, it is unfortunate it has not been applied more 

to instmctional research within the field. However, communication scholar Jon Penner 

(1984) does remind instmctors of their responsibility to gain and keep student attention. 

He cites Brembeck and Howell (1952), who explain that "the responsibility of 



inattentiveness is squarely on the speaker. There is no such thing as an inattentive 

audience" (p. 114). 

The communication discipline first began to examine gaining the attention of an 

audience through delivery with articles such as John Voh's (1964) "An empirical approach 

to the concept of attention." Like man> similar studies of the time, the focus was more on 

nonverbal strategies of attention gaining, such as paralinguistics. Yet, Voh suggested the 

study of "variations in the message on one or more of several possible continua 

(complexit), emotionality, technicality, familiarity, etc.) would permit studies to determine 

whether the type of messages interacts with attention" (p. 360). He goes on to explain, 

"Good delivery as one of its main functions presumably helps to offset distractions and to 

gain and help maintain the hearer's attention" (p. 356). 

In current instmctional communication research, attention is usually only discussed 

in relation to involvement (Roser, 1990; Salmon, 1986). While some scholars have used 

the terms attention and involvement synonymously (Pearson. 1990), others characterize 

attention as a broader sense of involvement (Salmon, 1986). Furthermore. Roser (1990) 

also explains that attention is just one component of involvement, needed for the listener to 

process the information. She goes on to conceptualize involvement as that which 

"determines whether the audience is active or passive" (p. 590). 

Moreover, Roser found that attention, unlike other components of involvement 

such as message relevancy, "clearly has an impact on leaming" (p. 595). This is supported 

by Hunter (1994) who presents attention as the first step in the process of leaming a 

concept. She states: 

Obviously, we wish to increase the probability of students' 
remembering, so we need to use what we know about how the brain 

functions to achieve students' 'paying attention' (creating perceptions), 
leaming (processing in working memory, that is, thinking about it), and 
'remembering.' (p. 104) 

Most instmctional communication researchers agree that, in order to help retain 

student attention and allow them to apply the lesson being taught, students must become 

"involved" in the lesson (Cegala, 1989; Perkins, 1994; Roser. 1990). Yet. the difficulty of 

this task may increase when applied to a variety of college classroom settings. For 

example, due to the nature of certain information being delivered, or the environment of 
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the class such as in a large lecture class, instmctional techniques used to engage students 

may not be feasible (i.e., class discussion, group work, role playing). Ne\'ertheless, 

through the proper use of certain teacher \ erbal strategies, students in any college lecture 

can be brought into the lesson and process the information in such a way that they are able 

to understand and apply it. For instance. Perkins (1994) acknow ledges the importance of 

student involvement, as well as the difficulty in achieving it. She explains, "We know that 

students leam more if activel) involved in the process (Lashbrook & Wheeless, 1978), \et 

it is often difficult to make lectures 'active,' particularly at the college level" (p. 225). Her 

suggestion to instmctors is directly related to the dramatic teacher style. She states, 

"instmctors ought to use dramatic action to compel their students to think critical!) in the 

classroom" (p. 224). Perkins (1994) presents a \ ariety of verbal!) dramatic constmcts, 

such as the use of narratives, to achieve this purpose. 

Pearson (1990) also explains that "people leam better when they are actively 

invoh ed than when they simply hear information" (p. 294). and presents ways to achieve 

this during a lecture. Many of these are proven techniques, such as breaking students up 

into groups, or incorporating a question of the day into the beginning of class. It is 

important to recognize the \ alue of these techniques in retaining attention in the classroom. 

However, due to both this study's focus on verbal aspects of lecturing and the fact that 

many of these aforementioned methods have been pre\iously pro\en successful, this stud)' 

will concentrate only on \ erbal constmcts. The way in which teachers choose and arrange 

their words is certainly less frequently studied, ne\ ertheless this aspect of instmction holds 

just as much potential to increase student involvement. 

Involvement is often the term used to identify the importance of each student taking 

an acti\'e role in processing the information when it it deli\'ered, it is closely related to 

keeping attentive in the classroom. Involvement has also been studied in the realm of 

con\ ersations. in which attention is a necessar) component for being an effectixe 

communicator (Cegala, 1984). How ever, most instmctional communication scholars place 

the responsibility of attention in the "words" of the instmctor. The ability of an instmctor 

to oral!) present information in such a way that w ill increase student attention has been 

discussed although rarely quantitati\ eh studied. 



Penner (1984) discusses the importance of student attention, he states: 

It is almost superfluous to say that without interest there will 
be little attention, and without attention communication will not and 
indeed cannot take place... it is safe to say then that a lack of interest 
and attention constitute major causes for partial or complete breakdown 
of communication in teaching and leaming processes in the college and 
university classroom, (p. 114) 

If this is indeed the case, the lecturer has a heightened responsibility to present the 

information is an interesting, dynamic, and yet concise manner. Not only does the 

teacher's role as communicator require being an extender and facilitator of knowledge, but 

a stimulator of interest as well. It is not enough to simply relay, or read, the lecture 

material; rather, an effective instmctor must deliver the material in such a way that not only 

captures, but retains the students' attention, to insure cognitive processing of the lesson. 

Inability to retain attention is certainly not a new phenomenon. In the 1920's, 

psychologists such as William James and Walter Dill Scott reported on the brevity of the 

attention span (Permer, 1984). James (1967) points out the exorbitant amount of 

information our brains must attend to, suggesting that we become quite selective as to what 

we will allow into our consciousness. He states: 

We see that the mind is at every stage a theatre of simultaneous 
possibilities. Consciousness consists in the comparison of these with 
each other, the selection of some, and the suppression of the rest by the 
reinforcing and inhibiting agency of attention . . . The mind, in short, 
works on the data is receives very much as a sculptor works on his block 
of stone, (p. 73) 

Moreover, Scott (1926) reports, "All of our thinking is done in 'spurts,' which are 

unifiably followed by periods of inactivity. We can think of nothing consecutively for any 

great period of time" (p. 117). 

Today's research agrees, that the way people communicate, or send and receive 

messages, is greatly affected by the media age in which they were reared and currently live 

(Chesebro, 1984). Therefore, some scholars have deduced that those students who grew 

up in the "IVITV generation" and are accustomed to information delivered in sound-bites, 

might find it more difficult to remain focused than students of past generations (Chesebro, 

1984). Chesebro (1984) explains that especially for current generations, "media exert an 

independent and profound influence over the nature of reality apprehended by human 
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beings" (p. 12). It is quite possible that this influence contributes negatively to the ability 

of students to remain focused during long lectures. 

However, research varies concerning specific durations of time in regards to 

attention span. Therefore, perhaps educators should take the general advice of Haynes 

(1990), who wams that instmctors should, "anticipate radical dissimilarity between the 

communication behaviors of highly literate academics and those of today's electronic-

mediated-undergraduates. We must leam to approach oral and literate mediation as our 

students, coming from new media orientations, approach them" (p. 90). If students' 

ability to remain attentive is tmly worsening, then the lecture method could be 

compounding the problem; especially with the increased likelihood of the undergraduate 

student to be required to sit and listen to long lectures (Pearson, 1990). Yet, just as this 

college teaching method is not going away, neither is the influence of media. 

Considering the role that student attention plays in the classroom, more research 

should be conducted into how teaching can lead to or deter attention. Thus, this study will 

explore the importance of attention in the process of affective leaming and seek to gain 

student perception of the role attention plays in leaming information during a college 

lecture. 

Student Perception of Leaming 

Before discussing student leaming, it is important to make note of the valuable 

insight that can be gained from the students' opinions as to how they leam best and to what 

they attribute failure to process and leam lecture material. Rubin and Graham (1988) 

remind us that "the very nature of communication necessitates dyadic interaction, so it 

seems appropriate to measure communication ability via the perceptions of others" (p. 26). 

Furthermore, this study is aligned with the viewpoint of Nussbaum and Pmsank (1989), 

who state, "If we begin to look at the classroom from the perspective of a student as he/she 

travels through the classrooms of our education system, we may better understand the 

developmental nature of Instmctional Communication research" (p. 341). This view of the 

leaming process is central to the current studies conceptualization of student attention and 

leaming. 
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Assessment of student perception has long been used in instmctional 

communication research. Students are often asked to assess their own leaming as well as 

teacher credibility and effectiveness (see Beatty & Zahn, 1990). The current study w ill 

concentrate on affective learning. "Affective leaming focuses on a positive or negative 

attitude toward the subject or teacher" (Christophel. 1990, p. 323). Many instmctional 

scholars disagree as to the best way to assess cognitive leaming. "Cognitively leaming 

emphasizes comprehension and retention of knowledge" (Christophel, 1990, p. 323). 

Thus, the nature of this type of learning leads to difficulty in assessing it. Some scholars 

have proposed a leaming loss scale with two questions; one asking students how much 

they learned and another asking them how much they could have leamed, thus computing a 

learning loss score (Christophel, 1990; Gorham, 1988; Richmond, Gorham, McCroskey, 

1987). 

The dispute over how best to assess cognitive leaming is explored further by 

Moore, Masterson, Christophel, and Shea (1995), who explain the relationship between 

students' perceptions of their instmctor and their ability to leam from that instmctor. 

"Since leaming is difficult to operationalize, however, researchers often rely on cognitive 

measures such as standardized examinations. Using such measures, studies indicate that 

high [teacher] ratings do influence the cognitive achievement of their students (Centra, 

1977, 1979; Cohen, 1981; Doyle, 1975; Marsh, 1980, 1984)" (p. 30). Due to these 

inconsistencies in the research concerning cognitive leaming and the probability that 

affective leaming is the type of leaming that is best assessed through perception, this study 

will focus only on affective leaming. It is important to note that these two types of learning 

are closely related, and many researchers find that as affective leaming increases, cognitive 

leaming increases as well (Allen & Shaw, 1990; Gorham, 1988; Richmond, Gorham, 

McCroskey, 1987). 

Furthermore, Bainbridge-Frymier and Thompson (1992), note the importance of 

student liking of, and perception of credibility towards, their instmctor. They cite 

McCroskey, Richmond, and Stewart (1986), in making the point that: 
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Teachers need to be perceived as both competent and of good 
character to be effective. Although it may be argued that a teacher does 
not have to be liked to be effective, people are prone to expose themselves 
more and pay more attention to people and things they like. (p. 397) 

While immediate, and dramatic styles of leaming, have been most significantly 

related to student perception of affective leaming (Christophel, 1990; Gorham, 1988; 

Sanders & Wiseman, 1990), clarity, or precise styles have been most significantly related 

to student perception of cognitive leaming (Powell & Harville, 1990). Valuable insight lies 

in the comparison of students' cognitive and affective leaming and their instmctor's use of 

dramatics and clarity in lecture delivery. 

In an article entitled, "Students' preferences for communication styles and their 

relationship to achievement," Potter and Emanuel (1990) researched the relationship 

between different teacher styles and student success. They stressed the importance of an 

instmctor choosing a style that is preferred by the students, stating: "A 'good' style (i.e., 

one that fits the students' preferences) might make students feel better about participating in 

the instmction and might help in motivating them to work harder and thus attain higher 

levels of achievement" (p. 246). Their study found that a "friendly" teacher style (often 

paralleled with verbal dramatics) was more preferred by students, than was a precise style 

(often paralleled with verbal clarity). They deduced that, "a teacher who is concemed about 

fulfilling the communicational preferences of his/her students should strive to be friendly, 

attentive, and relaxed, rather than dominant, contentious and precise" (p. 246). Thus 

representing that for some a more dramatic teacher style is preferred. This leads to a review 

of those strategies which make up the verbal constmct termed dramatics. 

Verbal Dramatics 

Robert Frost once said, "All the fun's in how you say a thing." Such poets possess 

an understanding of language's ability to excite the mind. This understanding is shared 

with instmctors who employ a verbal dramatic teacher style. Norton (1983) defines 

dramatic style as that which "vividly, emotionally or strikingly signals that literal meaning 

is being highlighted or emphasized" (p. 130), and specifically relates it to instmction. 

Kearney and Plax (1996) define dramatic style as, "a rhetorical style in which the speaker 
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commands the audience's attention by building tension through stories, by using 

metaphors, exaggeration, and humor" (p. 460). 

The concept of verbal dramatics is rooted in the research of teacher immediacy, 

which is defined as, "the degree of perceived physical and/or psychological closeness 

between people" (Christophel, 1990, p. 13). Many scholars have linked the concept of 

teacher immediacy, which includes verbal dramatics, with student satisfaction and 

motivation (Andersen, 1979; Christophel, 1990; Sanders and Wiseman, 1990), as well 

as with affective, behavioral and cognitive leaming (Andersen, 1979; Christophel, 1990; 

Gorham, 1988; Mehrabian, 1967; Plax, Kearney, Richmond, & McCroskey, 1986; 

Richmond, Gorham, & McCroskey, 1987; Sanders & Wiseman, 1990). 

An increase in affective leaming is the constmct most often associated to a teacher's 

use of immediacy and verbal dramatics. It is plausible that verbal dramatics would be 

related to an increase in student attention as well, thus becoming especially relevant to 

researching styles of lecturing. Keamey, Plax and Burroughs (1991) explain the role of 

teacher immediacy on affective leaming. They state, "teachers who are able to verbally and 

nonverbally generate this positive affective relationship with their students are likely to be 

in the enviable position of getting students to do homework, remain attentive to lectures and 

other learning-related activities" (p. 340). 

Moreover, J. E. Andersen, Norton and Nussbaum (1981) found that "perceptions 

of teacher communication behaviors make a difference in student perceptions of effective 

teaching and in student affect toward the leaming" (p. 390), yet they, "have not been 

shown to relate to cognitive leaming in any meaningful or consistently significant way" (p. 

391). Likewise, Nussbaum and Scott (1979) found that teacher immediacy was positively 

related to affective and behavioral leaming, but not to cognitive leaming. However, many 

of these studies took a variety of immediate behaviors into account. The spectmm ranges 

from highly dramatic verbal strategies, to differing nonverbal actions. Perhaps a more 

focused look at individual strategies, in only the area of verbal dramatics, could produce 

results which could be better utilized during the college lecture. 

Due to the fact that there are a variety of different types of teacher immediacy 

behaviors, many scholars began to concentrate on either verbal or nonverbal behaviors. 
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Narrowing the field further, researchers selected certain areas of verbal immediacy 

behaviors and related them to the concept of dramatic communication style (Downs. Ja\ idi, 

& Nussbaum, 1988; Norton & Nussbaum, 1980; Nussbaum, 1982). 

Norton and Nussbaum (1980) found that teachers employing a dramatic style are 

more effective, especially with maintaining student attention. He found that these \'erbal 

strategies were often utilized by those teachers who were "communicatively activ e within 

the classroom" (p. 87). Nussbaum (1982) categorized dramatic verbal behaviors to include 

humor, narratives, and self-disclosures. Furthermore, he explains that teacher use of 

humor, narrative and self-disclosures were positively related to students' perception of 

teacher efficiency. This was reiterated by Downs, Javidi and Nussbaum (1988) in two 

separate studies, one which analyzed college instmctors' use of these three verbal 

dramatics, and the other which looked at a \ ariety of grade levels. Overall, they found 

award winning instmctors employ these behaviors less often, yet in a more effective 

manner, than the average teacher. They interpret their results as evidence that the award 

winning instmctor, is more likely to understand when it is appropriate to use the verbal 

dramatic constmcts of humor, self-disclosure, and narratives. 

Humor 

The debate about the degree to which humor can facilitate student leaming is 

ongoing. Most scholars report primarily positive effects (Civikly, 1985; Moskowitz& 

Hamen, 1974; Welker, 1977), while others report negati\ e effects (Terry & Woods, 

1975). Although, most research concludes that humor is effective within the college 

classroom, whether it primarily affects student satisfaction, student leaming, or both 

remains debated. For instance, Bryant, Comisky, Crane and Zillman (1980) found that 

college teachers' use of humor was positively related to student evaluation of that teacher. 

Yet, they go on to explain that research has failed to equivocally prove humor's effect on 

leaming. 

Civikly (1985) explains five reasons for using humor in the classroom: "(1) to 

make students feel comfortable. (2) relieve tension in the class, (3) create interest and 

maintain student attention, (4) relieve boredom in the class, (5) have a good time" (p. 7). 
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It is important to note that, unlike other immediacy behaviors, such as calling on students 

by name, encouraging students to talk, and soliciting student viewpoints or opinions, all of 

the goals of humor can more easily be achieved when it is necessary to instmct solel) by 

lecture, (whether due to class size, time restraints, or the nature of the material being 

presented). For example, humor can be used to create immediacy between an instmctor 

and a lecture hall full of students, when using strategies like calling on students by name is 

not feasible. 

However, it is important to note that some instmctional communication researchers 

have found that teacher humor can be misinterpreted, especially if it is not grounded in a 

strong teacher-student relationship. In a chapter entitled. "Humor and the enjoyment of 

college teaching," Civikly (1986) states, "The development of a relationship between 

teacher and student is critical to the students' accurate interpretation of teacher humor, 

without some relational base students are unsure of the teacher's motives" (p. 62). 

Therefore, it is important to study student affect for instmctors using humor during the 

college lecture, where misinterpretations might more easily arise. 

Student perception of teacher humor was reviewed by Bryant et al. (1980), who 

found that female instmctors were not perceived as positively as male instmctors, when 

delivering humor in the classroom. The authors even interpreted their findings to the point 

of recommending that only male instmctors employ the use of humor within the classroom. 

Furthermore, there are those studies which have found that humor has very little effect on 

leaming. According to a study conducted by Desberg, Henschel. Marshall, and McGhee 

(1981), although subjects reported enjoying humorous presentations, they were not found 

to leam or recall more information from those presentations with humor, than those without 

humor. 

After a review of humor literature, Neuliep (1991) concludes that, "most research 

indicates that humor does little to increase comprehension" (p. 351). Nevertheless, the 

majority of research is in support of the use of humor in the classroom. Gorham (1988) 

found that humor did contribute to student perception of cognitive leaming. Likewise. 

Sanders and Wiseman (1990) reported that humor not only facilitated cogniti\ e leaming. 

but also facilitated communication between teacher and student in the multicultural 
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classroom. Many scholars link humor to the concept of attention. Penner (1984) notes, 

"When people laugh it indicates that they are enjoying themselves and people will pay 

attention to that which they enjoy" (p. 125). He goes on to stress the importance of 

keeping humor relevant to the purpose of the lesson. This is echoed in the research of 

Downs et al. (1988), who found that most teachers use humor in order to clarify course 

material, as well as when it is pertinent to the content of the lesson. 

Steven and Melanie Booth-Butterfield (1990) explain that, "enacting humor tends to 

'break the ice,' smooth discomforture, or entertain" (p. 205). They explain that although 

we usually see the use of humor being employed by those who are naturally story-tellers or 

entertainers. However, they make the case that instmctors can, and do, work on 

incorporating humor into their lecture. They state, "people think about how to 

communicate humor, they make plans, rehearse, monitor their performance, and modify 

their behavior, to suit their particular humorous goal" (p. 206). Thus, humor can be both 

placed strategically and exist naturally within the use of teacher lectures and narratives, 

which is the second category of dramatics. 

Narratives 

Narratives can be defined as the "verbal recreation of real or fictitious events such 

that these events are perceived as temporally and/or causally related" (Holladay. 1984b, 

p. 24). Narratives have also been conceptualized as "anecdotes that create visual images 

in listeners' minds" (Makay, 1995, p. 172). Schrag (1991) descriptively portrays the role 

of teacher narratives and the significance of the paradigm. He states: 

For any teacher unable to make a major point in a lecture without 
several clarifying stories- 'I remember a student who once.. . ' and 
'One day my daughter...' -the narrative paradigm is a comforting and 
self-confirming concept. The paradigm, resting on the assumption that 
'a man is in his actions and practice, as well as in his fictions, essentially 
a story-telling animal' (Macintyre, 1981), asserting that the stories we tell 
in and about our lives, have significant word- organizing power, (p. 313) 

The use of narratives has been heavily studied in our discipline, perpetuated by the 

work of rhetorician, Walter Fisher (1987). He too emphasizes that humans are essentially 

story-tellers, and narratives are the means by which we process our reality. Thus, it only 
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makes sense that a teacher might employ the use of narratives to help describe and explain a 

concept to students, as well as aiding in attention purposes. Haynes (1990) reiterates this 

point, stating that narration is "the form of discourse to which oralist research show the 

mind to be most friendly" (p. 99). 

Although narrations are easy for students to listen to, this must certainly vary in 

relation to the teacher's ability to effectively deliver narratives. Haynes (1990) cites 

Tedlock (1977), who explains that good narrators see the narratives as not "the substance 

of their thought" but "an aid in the rapid verbal expression of that thought, not the intemal 

equivalent of a written text but a bag of tricks" (p. 100). Similariy, Holladay (1984a) 

found that effective teachers were more likely to use narrations in the following manner: 

"(1) narrative activity was a dramatic device; (2) narratives enhanced the significance of 

course material; (3) narrative activity helped to effectuate positive relational outcomes; and 

(4) narrative activity made teaching easier" (p. 130). As humor compliments narratives, 

self-disclosures, the next category of dramatics, are also used in narration. 

Self-Disclosure 

The concept of self-disclosure was first identified and studied by Sidney Jourard 

(1964). Originally, he defined the overall concept as "the act of making yourself manifest, 

showing yourself so others can perceive you" (p. 19). Later, he would develop the term 

self-disclosure, and define it more specifically as, "the act of revealing personal information 

toothers" (1971, p. 2). Self-disclosure has since been related to instmction. According 

to Neuliep (1991), self-disclosure is one of the most frequently used type of humor by high 

school teachers. The process of teachers revealing information about themselves to the 

class, either intentionally or otherwise, was first recognized by Nussbaum and Scott (1979, 

1980). They found that this verbal behavior could have a positive effect on student 

leaming. The use of self-disclosure has been positively related to establishing interpersonal 

solidarity within the classroom (Wheeless, Nesser & McCroskey, 1976). as well as student 

cognitive and affective leaming (Downs etal., 1988; Gorham, 1988). 

A variety of self-disclosures can be delivered within the context of a classroom. 

Holladay (1984b) found the most common self-disclosures tend to be about the teacher's 
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education, teacher-experience, family, friends, beliefs/ opinions, leisure activities and 

personal problems. Downs et al. (1988) investigated how often each type of self-

disclosure was used. They found that beliefs and opinions were expressed most often by 

both award winning, and average teachers. Interestingly, the group of "average teachers" 

employed self-disclosure irrelevant to course content only 12 percent of the time, and used 

self-disclosures to clarify course material 70 percent of the time. Yet, the award winning 

teachers used self-disclosure that was unrelated to course content 24 percent of the time, 

and clarified course material with self-disclosures only 40 percent of the time. Perhaps the 

tme value of self-disclosures lies in the immediacy it creates between the teacher and the 

student and not their ability to relay the course material. 

Pearson (1990) explains, "The instmctor should also be someone human. He or 

she should be viewed as a person... although highly personal disclosures are 

inappropriate in the classroom, revelations of a personal nature encourage students to see 

the instmctor as human" (p. 296). Many interpersonal communication researchers have 

linked he use of self-disclosure to increased liking (for review see Bochner, 1995) In the 

instmctional realm, self-disclosures have been studied as an affinity seeking strategy (Bell 

& Daly, 1984) and as a teacher immediacy behavior (Gorham, 1988; Plax et al., 1986; 

Richmond et al., 1987). 

Again, the current paper conceptualizes verbal dramatics as it is presented by 

Downs et al. (1988), to include the use of humor, self-disclosure, and narratives. They 

suggest the ability of an instmctor to tell stories, be humorous and reveal information about 

him or herself, leads to a more immediate classroom environment. Most instmctional 

communication scholars agree that these three verbal strategies work together to provide an 

atmosphere that is conducive to student attention and leaming. 

Verbal Claritv 

Many instmctional communication scholars have linked a more precise teaching 

style to retaining attention and facilitating leaming in the classroom; this is termed teacher 

clarity. This constmct centers around an instmctor's ability to deliver a message in a clear 

and concise manner. Book, Duffy, Roehler, Meloth and Vavms (1985), give a variety of 
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examples in achieving verbal clarity and avoiding misconceptions with students. However, 

many of these techniques require the ability to assess feedback from students and are not 

necessarily convenient while lecturing. Similarly, Darling (1989) has reported on 

"requests for clarification, used to signal difficulty understanding something the teacher has 

said" (p. 34). Although training teachers to 'fix' misunderstandings serves a needed 

purpose, it is also necessary to emphasize the importance of avoiding such 

misunderstandings with enhancing one's use of verbal clarity. 

Book (1990) points out verbal clarity's importance in the lecture format. She states: 

Research on teacher clarity, though not derived solely from lecture 
situations, can inform the lecturer concerning what can be done to increase 
the clarity of a lecture. The research on teacher clarity has consistently 
identified the importance of (1) defining the concept or idea, (2) supplying 
both accurate and sufficient numbers of both positive and negative examples 
highlighting the critical attribute, (3) explicating or elaborating on why the 
example is a positive or negative example of the concept, (4) checking on 
students' understanding, (5) using specific language (free of vagueness 
terms) and, (6) using connected discourse (free of mazes), (p. 286) 

Many of the constmcts which make up verbal clarity focus on what an instmctor 

must avoid doing to maintain clarity during a lecture. For example. Smith and Land (1981) 

explain that mazes, which are halts in speech or redundantiy spoken words, effect the level 

of clarity in a message and must be avoided. Moreover, using disconnected discourse has 

also been related to powerless language (i.e., hesitations, hedges, fillers, tag questions, 

disclaimers). These work against the teacher's attempt to deliver a powerful message, by 

indicating uncertainty and harming student' perception of teacher credibility (Haleta, 1996). 

Disconnected discourse and mazes can also signify the teacher's lack of presentational 

organization and is often considered to be both a problem of clarity and a detriment to 

student understanding (Penner, 1984). 

Through the following discussion of clarity and organization in the lecture format, 

one can see how it facilitates attention and cognitive processing as well. Penner (1984) 

explains: 
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It has been said that one of the best ways of leaming a subject 
thoroughly is by having to lecture on that subject. Clarity of exposition is 
not possible, however, unless it is first cleariy understood by the instmctor. 
Moreover, thorough knowledge of the subject matter insures that the teacher 
can devote most of the mental energies organizing the material in such a way 
that the listeners will not only understand it, but also be stimulated to give it 
further study, (p. 98) 

For purposes of the current study, verbal clarity behaviors which teachers can employ 

while lecturing will be explored. Specifically, these include (a) avoiding ambiguous terms 

and defining technical terms, (b) providing examples and explaining how they relate to the 

concept, and (c) organizing concepts in a clear and concise manner. 

Ambiguity and Definition 

Students consider it the instmctor's responsibility to "be clear" (Kendrick & 

Darling, 1990). Being vague and ambiguous are associated with mis-comprehension in 

conversations. Housel (1985) found that "unambiguous themes predicted conversational 

comprehensibility and recall accuracy" (p. 236). In applying this to the classroom, most 

research has focused on the use of specific "vagueness terms," such as "some," "a little," 

or "perhaps." Most scholars have found the use of these terms to impede leaming (Hiller, 

Fisher & Kaess, 1969; Smith & Land, 1981; Smith, 1985), primarily due to uncertainty. 

Yet, Book, McCaleb, and Meloth (1987) found that the use vagueness terms could not be 

associated to misunderstanding the concept presented. 

Jargon, defined as technical terminology unique to a special group (Makay, 1995), 

has been associated with communication breakdown in public speaking. The use of jargon 

can be applied to the large lecture classroom as well. Students have the ability to "tune the 

teacher out" when they are being bombarded by technical words they do not understand. 

Likewise, similar scenarios of "tuning out" when language becomes too difficult to 

comprehend have been reported in relation to the multi-cultural classroom (Sanders & 

Wiseman, 1990). Therefore, in order to achieve verbal clarity, the teacher must not 

assume that the students understand that which is left undefined. 

Due to the fact that some of the strategies within this category of verbal clarity are 

primarily concemed with "do nots" (e.g., do not use ambiguous words, or jargon, etc.), 

previous research has primarily concentrated on ineffective uses of this type of verbal 
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clarity. Nevertheless, effective use can be recognized in an instmctor's ability to use 

simply understood language and define any vague concepts or technical terms (Smith & 

Land, 1981; Smith, 1985). Sanders and Wiseman (1990) studied these strategies 

employed by teachers in multicultural classrooms and found them to be positively related to 

student perception of cognitive and affective leaming. They state, "In terms of magnitude, 

teacher clarity consistently maintained a positive and significant relationship with each of 

the outcome [leaming] measures" (p. 375). 

Lastly, it has been shown that student understanding is more easily achieved when 

teachers are specific as to what will be covered. One must certainly not be vague in her or 

his discussion of leaming objectives. Brock (1977) suggests "providing students with a 

lecture outline" (p. 10). Further emphasizing this point. Book (1990) states, "Students 

leam better when they know what they are to leam. Apparently, students are aided when 

the stmcture of the content of the lecture is made evident to them and when connections 

among ideas are clarified" (p. 283). 

Providing and Relating Examples 

Aristotle's word for example was "paradigm," noting that there were two different 

types, historical and fictional. In the fourth century B.C., he explained the use of different 

types of paradigms, or examples. He wrote, "there are two species of paradigms, to speak 

of things that have happened before is one species of paradigm and to make up is another" 

(Kennedy, 1991, p. 179). Aristotle went on to stress the responsibility of the orator in 

making a clear connection as to how the paradigm or example applies to the argument. 

This can be applied to the lecturer, who is responsible for using examples, either historical 

or fictional, to help relate material to the students. 

In her book Enhancing Teaching, Madeline Hunter (1994) discusses the importance 

of the instmctor to "generate" and "validate" effective examples. She gives four 

suggestions for teachers to keep in mind in producing a good example, stating teachers 

should: (a) identify the "essence" of what is to be leamed, (b) use examples from the 

student's own experience, (c) check the examples for ambiguity, and (d) avoid emotional 

or controversial overtones. This description can also help to distinguish the difference 
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between examples and the use of narratives (in the dramatic style of delivery). Examples 

are more concise and directiy relate to the task at hand, whereas a narrative is more of a 

story, which can be used to simply generate thinking. 

Numerous researchers have linked the concept of providing appropriate examples, 

especially when discussing critical attributes of a concept, to increasing student 

understanding. Examples work to reinforce the intended meaning of the message (Gage, 

Belgard, Dell, Hiller, Rosenshine, & Unmh, 1968; McCaleb & White, 1980; Tennyson 

& Park, 1980). Book (1990) emphasizes the importance of not only delivering examples, 

but explaining how they relate to the concept discussed. She also cites Hines, 

Cmickshank, and Kennedy (1985), who found that using relevant examples and then 

explaining them, is one of the most effective teacher behaviors to increase student leaming 

and satisfaction. Book explains: 

Students value teachers who provide examples and then explain 
them. Explication occurs when the teacher explains why the example 
illustrates the concept or definition and explicitly identifies the attributes 
in the examples that correspond with the general or abstract terms in the 
definitions, (p. 286) 

Communication academics often teach the power of examples to solidify a point and 

provide clarification. Makay (1995) states, "Examples enliven speeches in a way that no 

other form of supporting material can. Grounding material in the specifics of everyday life 

has the power to create an empathic bond between speaker and audience" (p. 170). Book 

(1990) applies this directly to the college lecturer, stating, "The good lecture should have 

solid content, a logical stmcture and ample and accurate examples" (p. 282). It is essential 

that lecturers leam to incorporate clear examples within the lecture, and do not fail to relate 

how they apply to the concept. 

Organization and Precision 

A large variety of instructional research has sought to determine what a student 

desires from a lecturer. Research shows that atop students' lists of important lecturer 

characteristics "presenting the material clearly and logically" was rated number one (Cooper 

& Foy, 1967). Penner (1984) cites various educational researchers to further this point: 
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According to the Marris inquiry (1965) the students desired lectures 
to be 'clear, orderly synopses, logically planned, emphasizing basic 
principles and with not too many digressions'.. . Hildebrand and Wilson 
(1970) and Eble (1970) both listed as the first major factor in good instmction 
'clarity of organization, interpretation, and explanation.' (p. I l l ) 

Norton and Nussbaum (1980) also found that being precise or clear, was one of the 

teacher styles most positively related to student satisfaction. However, it is important to 

note that not all instmctional scholars agree. For instance, McKeachie (1978) found that "a 

high degree of organization does not seem to contribute to student leaming" (p. 25). 

Furthermore, Potter and Emanuel (1990) studied student preference for particular teacher 

communication styles, and found that the precise style was ranked eighth out often styles. 

Nevertheless, as reported above, the preponderance of research supports the importance of 

organization in presenting lectures. 

A part of having a well organized delivery style is being clear with main points. 

This allows for remaining "on task" to signal what information is of the utmost importance. 

Clarity cannot be achieved when students are forced to be responsible for deciphering the 

pertinent information from extraneous information given in a disorganized delivery. It is 

entirely likely, that if this task becomes too strenuous, the student will simply give-up, and 

fail in cognitive processing of the lesson. 

The importance of organization and precision is rooted in rhetoric and oration, as 

well as teaching. Makay (1995) states: 

Directionless language is sloppy: its effect on listeners can be 
numbing. When people are forced to listen to a barrage of unnecessary 
words, they find it difficult to tell the difference between the important 
and the trivial. When the listening process becomes too difficult they stop 
paying attention, (p. 239) 

Thus, organization and precision are also concemed with improving student 

inattentiveness. 

A variety of constmcts make up an instmctor's ability to be clear. Powell and 

Harville (1990) explain that some of these constmcts are positive aspects of instmction, 

while other clarity constmcts detract from an instmctor's ability to be clear. They explain 

that, "communication behaviors that detract from clarity include ambiguity, vagueness, 

hedging, bluffing, insufficient examples, mazes and uncertainty" (p. 372). Thus. 
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assessing teacher verbal clarity becomes a compilation of both positive teacher behaviors 

(i.e. preview/review of main points and providing class objective) and negative behaviors 

(as mentioned above). Once again, these individual behaviors of teacher clarity can be 

categorized in terms of an instmctor's ability to avoid ambiguity and define concepts, 

provide and relate examples, and be organized and precise in their speaking. In doing so, it 

is possible that they will increase their students' ability to stay attentive and leam the 

information presented. 

In summary, these three verbal strategies of clarity work together to form a style 

that has been proven effective in the lecture format. The same can and has also been said of 

the teacher style termed verbal dramatics, which incorporates humor, self-disclosure and 

narratives to the delivery of a lecture. No previous studies have simultaneously researched 

these two teacher styles and their effect on student leaming and attention during college 

lectures. Yet, the importance of both styles have been heavily supported by research, 

previously discussed. Thus, research investigating these constmcts of teacher verbal 

clarity, teacher verbal dramatics, student attention and student affective leaming, should 

provide a valuable contribution to the instmctional literature. 
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CHAPTER III 

RATIONALE 

Previous research has supported the importance of clarity and dramatics in the 

classroom. However, no study has examined these two constmcts concurrently, nor 

determined their effect on attention and leaming. Most teachers would agree that being 

clear with our messages and being dramatic in our delivery is a key to holding our students' 

attention. Although, to what degree we are uncertain. Thus there is a definite benefit in 

seeking student input concerning these tw o teacher styles and attention. 

This research will seek to determine w hether verbal clarity, verbal dramatics, or a 

combination of the two verbal teacher styles, will most positively affect student affecti\e 

leaming during a college lecture. Furthermore, both teacher styles, as well as the 

individual strategies from which they are comprised, have been related to retaining student 

attention, which this study hypothesizes to be an increasing problem during college 

lectures. Thus, students' perceptions of the difficulty of retaining attention will also be 

analyzed. An understanding of whether or not an instmctor's use of verbal clarity or verbal 

dramatics affects student attention will also be explored. 

Once again, both student affective leaming and student attention during lecture 

instruction needs to be assessed in relation to the instmctor's st}le of deliver); thus, 

providing insight into the most effective modes of teaching in this ever increasing 

instmctional context (see Adler, 1983; Gleason, 1986). This study w ill seek to fulfill the 

call for further research by Powell and Harville (1990), who state, "research also needs to 

examine teacher clarity and other communication constmcts" (p. 376). As previously 

supported, attention is just such a constmct. The acti\ e involvement and attention of 

students is necessary for leaming to coimnence (Roser. 1990). Research has supported the 

notion that students attend to that w hich is made clear and comprehensible (Civikly, 1992). 

Thus, it is quite possible that a student could stop paying attention and leaming during a 

lecture that is disorganized, vague, and unclear. It is important to assess the relationship 

between verbal claritv and attention. 
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Moreover, Powell and Harville (1990) also contend that the relationship between 

verbal clarity, verbal immediacy (e.g., dramatics), and leaming be further investigated and 

clarified. They state: 

Research needs to sort out the roles of teacher clarity and teacher 
immediacy... While immediacy [e.g., dramatics] and clarity are certainly 
related, their effects may be neither additive nor linear. Immediacy may in 
fact have a curvilinear relationship with clarity. Clarity on the other hand, 
may have a linear relationship with leaming. (p. 378) 

Immediate strategies such as story telling, self-disclosure, and using humor have been 

proven effective in the classroom. However, research has not investigated whether or not 

the use of these dramatic strategies can lead to student uncertainty. The degree to which a 

teacher can be dramatic and clear should be further examined. It is evident that research 

needs to explore the effect of verbal dramatics and verbal clarity on student attention and 

affective leaming. 

As stated earlier, the occurrence of lecturing in the college classroom is on the rise 

(Pearson, 1990). Furthermore, an inability of students to remain attentive during class is 

often associated with the use of lecture (Penner, 1984). Thus, it could prove beneficial to 

research possible ways instmctors can increase their ability to retain attention while 

delivering a lecture. If a positive relationship exists between a teacher who is verbally 

clear, and/or verbally dramatic and his or her ability to retain student attention, then such 

information could be used in developing better modes of instmction. 

Researching effective verbal teaching styles is especially important at the college 

level. Many universities are increasing the number of large lecture classes (Pearson, 

1990). In many such courses lecture is the only means of instmction. Instmctors cannot 

rely on teaching techniques such as class discussion or role plays to keep students 

interested and assess leaming. Rather, they must rely on their ability to deliver a lecture 

that both captures the attention of their audience and disseminates information in a clear and 

understandable fashion. This serves to intensify the importance of the instmctor's use of 

language due to obvious restrictions inherent in such teaching contexts. For example, 

students' requests for reclarification might be impossible, the amount of time the student 

must listen to straight lecture is increased, and the relationship between student and 

instmctor would most likely be less immediate. All of these factors lead to the high 
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probability that student attention would wane. This places an increased responsibility on 

the instmctor to insure his or her lecture is interesting as well as clear and concise. 

At the same time, a primary goal for any instmctor is to facilitate his or her 

students' leaming. As previously reported, many discrepancies exist as to the validity of 

how cognitive leaming is assessed. Due to the inconsistent nature of prior research 

concerning the tme effect different teacher styles have on cognitive leaming, this study will 

not attempt to assess student cognitive leaming in relation to their teacher's verbal style. 

However, the relationship between affective leaming and individual verbal teacher styles 

has been widely researched and supported. Moreover, a general consensus within the 

discipline as to the validity of affective leaming assessment seems apparent. Therefore, for 

the purposes of this study, affective leaming during the college lecture will be assessed. 

Thus, based on the above discussion of the potential of both verbal clarity and verbal 

dramatics in the lecture context to increase student attention and affective leaming, the 

following research questions are posited. 

RQl: Does an instmctor's use of verbal clarity and verbal dramatics, during the 

college lecture, affect student attention? 

RQ2: Does an instmctor's use of verbal clarity and verbal dramatics, during the 

college lecture, affect student affective leaming? 
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CHAPTER IV 

JVETHODOLOGY 

Participants 

Data were collected from a variety of instmctors and their students at a major 

research university and a community college, both located in the southem region of the 

United States. Twenty-nine college instmctors (from sixteen different college departments) 

voluntarily participated in this study. Sixteen were females and thirteen were males. The 

teaching experience of both professors, lecturers, and teaching assistants, ranged from 

three months to over thirty years. A list of instmctors and their departments can be found 

in Appendix F. 

Participants also included these instmctors' students. Approximately 800 students 

participated on a voluntary, confidential basis, by filling out a questionnaire. The final 

sample consisted of 675 students, who filled out the questionnaire in its entirety. The 

demographic descriptions of the subject pool are as follows. Sex: 388 females and 287 

males; Classification: 142 Freshmen, 168 Sophomores, 135 Juniors, 209 Seniors, and 21 

Graduate students; Age group: 89 were 18 years or less, 251 between 19 and 20 years old, 

178 were 21 to 22 years old, and 157 were 23 or above. 

Procedures and Measures 

The following research procedures were followed in order to assess each 

instmctor's degree of verbal clarity and verbal dramatics in relation to their students' 

affective leaming and attention in the classroom. First, each instmctor agreed to be audio 

taped, and gave the room and day in which a lecture was scheduled to be delivered. 

Immediately following the lecture, an anonymous, confidential and voluntary questionnaire 

was given to their students. It was comprised of three parts. 

First, three questions assessing demographic information of sex, classification, and 

age group were asked. Secondly, Student Attention Scale (see Appendix B), devised for 

the purposes of this study, was presented to assess students' perception of attention and 

their attention in the particular class surveyed. Alpha reliability for the Attention Scale was 

29 



.81. The scale was devised to gain an understanding as to how attentive students are in 

general (asked in question #1 and #2), as well as in the class of the particular instmctor 

being observed (number #3, #5, and #6). The fourth question was simply asked to gain 

insight into the students' perception of the role of attention during the college lecture. 

However, this item was found unreliable and was therefore not used in the final analysis. 

Finally, the Affective Leaming Scale (Gorham, 1988; Christophel, 1990) (see 

Appendix A), was administered to assess students' degree of affective leaming in that 

particular class. Alpha reHability for the scale was .96. Due to the nature of the questions 

on this scale, the researcher or a trained assistant administered and collected the student 

surveys. As noted earlier, the Affective Leaming Scale has been previously used by 

numerous instmctional researchers, with an alpha reliability of up to .97 (see Christophel, 

1990; Gorham, 1988; Richmond, Gorham, & McCroskey, 1987). In the current study, 

alpha reliability for the combined scales of Attention and Affective Leaming scale was .94 

(see complete questionnaire in Appendix C). 

Next, the audio tapes of each lecture were divided into 16 minute segments, 

consisting of the first 3 minutes, the middle ten minutes, and the last 3 minutes of the 

lecture. Prior research indicates an increase in teachers use of both clarity and dramatics 

during the beginning and end of class. For example, the use of attention getters (i.e., 

humor), reclarifications (i.e., lecture summaries), or stating class objectives. However, it 

is also important to assess "the meat" of any lecture; thus the middle ten minutes of each 

lecture was also coded. This format was only deviated from when either students spoke, 

or lengthy examples (such as playing part of a symphony in a music class) were used in a 

majority of one of the time blocks. With such an occurrence of an instmctor not lecturing 

for a lengthy period of time, an additional portion of the lecture was used. The segment of 

verbal instmction used was as close to the time section as possible. 

Sixteen independent coders were trained to listen for either verbal dramatics or 

verbal clarity. Four coders listened for verbal dramatics and twelve for verbal clarity. 

Coders were undergraduate students from a nearby community college who participated for 

extra credit in a Communications class. All coders were blind to the research questions and 

hypotheses of this study. 
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Two indexes, devised for the purposes of this study, were then used to code for 

both verbal teacher styles. The Instmctor Clarity Index (see Appendix D) is comprised of 

many of the clarity constmcts within Powell and Harville's (1990) Teacher Clarity Scale. 

As discussed in the Literature Review, instmctor clarity is usually comprised of both 

positive and negative teacher behaviors. Therefore, an index, rather than a scale was 

devised for the purposes of this study. Thus, the overall clarity score was the sum of all 

positive behaviors, minus the sum of all negative behaviors. Due to the nature of an index 

representing actual counts, percentage agreements rather than reliabilities were assessed. 

Following inconsistencies in coding clarity during the first pilot lecture, the Instmctor 

Clarity Index was revised. An account of which items were omitted from the original index 

is listed below and the percentage agreements are listed below. 

An index was also developed to assess instmctors' degree of verbal dramatics. The 

Instructor Dramatics Index (see Appendix E) was largely formatted from the scale 

presented by Downs et al. (1990). However, due to the subjective nature and difficulty 

involved in determining a value as to how humorous or self-disclosive a person is, an 

index rather than a scale was also used to assess verbal dramatics. Coders simply counted 

each time the instmctor used a story, self-disclosed personal information, or attempted to 

be humorous. Since these two indexes were newly devised, a pilot study was performed 

to assess inter-coder reliability. 

The Pilot Study 

After coding the first pilot study lecture, it was assessed that the Instmctor 

Dramatics Index (with percentage agreement on each item equaling 100%), was a reliable 

counting index of humor, narratives and self-disclosure. However, with the Instmctor 

Clarity Index, three items were assessed at (X)% agreement. These included use of jargon, 

overall organization of information, and presenting material in an outlined format. After 

considering the reasons that intercoder agreement could not be achieved, these items were 

removed from the index. The first coding complication, discovered in the pilot study, was 

instmctor's use of jargon; where one coder may have interpreted a word to be too technical 

and another might find it necessary for discussion of the subject matter. Two additional 
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clarity behaviors needed to be removed from the index because the nature of each behavior 

was such that a coder could not "count" it. These were overall organization of information, 

and presenting material in an outlined format and/or in easily identifiable main points. 

Originally, the Instmctor Clarity Index was designed (as was the Instmctor 

Dramatics Index) in three categories: (1) avoiding ambiguity and defining concepts, (2) 

providing and relating examples, and (3) being organized and concise (see Chapter I). 

Although, it is still helpful to categorize these important constmcts of verbal clarity, after 

coding the first pilot lecture it became apparent that it would not be as efficient to divide the 

scale into these categories for coding purposes. Specifically, after eliminating the 

previously mentioned items, the categories were imbalanced, resulting in either too much 

or too litde to count for in one listening. Therefore, dividing the Verbal Clarity Index into 

the three sections of was only done for the purposes of coding efficiency. 

Due to the reworking of the index, adjustments were made in terms of how certain 

items were counted. First, item number three, use of fillers, was assessed at only a 50% 

percentage agreement, in the pilot study. Therefore, it was determined that the following 

criteria must be met in order to identify a word as a filler: (1) that it was repetitive, and (2) 

that it was unnecessary, or verbal padding such as "um," or "uh." It was determined that 

each filler used would count as one on the index. Secondly, for item number two, 

enumeration of main points, only a 50% percentage agreement was found. Thus, 

directions regarding this item were also revised to specify that one would only count each 

series of enumeration, rather than every "first," "second," and "third." After making these 

changes to the scale, both pilot lectures were coded a second time. On the second pilot mn, 

inter-coder reliability was achieved with percentage agreement = 1(X)% for all items on both 

indexes. Thus, the coders used these indexes, and specific coding instmctions (see 

Appendixes H and I), to code twenty-seven lectures in the actual study. 

Verbal Coding Procedures 

Through testing and refining each instmment the following verbal coding 

procedures were implemented for all lectures. As previously mentioned, twelve 

independent coders were trained to listen for either verbal dramatics or verbal clarity. Due 
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to the nature of the Instmctor Dramatics Index, a coder could listen for all three categories 

of humor, self-disclosure and narratives simultaneously. Thus, only four coders, all of 

which achieved acceptable intercoder reliability in the pilot test, were used to code for this 

index. Each dramatics coder listened to all 29 lectures. However, the Instmctor Clarity 

Index entailed listening for more items. Therefore, the Clarity Index was divided into three 

sections and two coders were utilized for each section. Two groups of six were used for 

clarity coding, with each clarity coder listening to 15 lectures. 

Prior to the pilot study, each coder participated in a training session, which served 

to instmct each coder to listen for their particular verbal teacher style. Coding directions 

were delivered to coders orally, and careful attention was given to assuring that each item 

was explained similarly to each coder. To better insure this, the same examples were given 

to better explain the individual clarity constmcts. No uncertainties about the categories of 

verbal dramatics were raised by coders; therefore no examples were given. However, the 

items on the Clarity Index are more specific and called for examples (see Appendixes H and 

I). 

In order to assess the nature of the variance accounted for by verbal clarity and 

verbal dramatics, these constmcts were categorized into high, moderate, and low levels. 

This was computed after tabulating all the instmctors' clarity and dramatic scores, through 

analyzing the overall means and score distributions of verbal clarity and verbal dramatics. 

Through mnning Tukey's studentized range test, an understanding of how each dependent 

variable of affective leaming and attention is affected by verbal clarity and verbal dramatics 

can be achieved. 
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Table 4.1 

Alpha Reliabilities for Scales 

Alpha Reliability 

Affective Leaming 

Attitudes: 

1. Content of Course 

2. Behaviors Recommended 

3. Instmctor 

.85 

.89 

.95 

Behavioral Interest 

4. Engaging in Behaviors 

5. Enrolling in Subject 

6. Enrolling with Teacher 

Total Affective Leaming 

Attention 

Student Rating of Attention in class 
(Items #6, 8, & 9) 

Combined Scales 

Attention and Affective Leaming Scales 

.96 

.96 

.96 

.96 

.81 

.94 
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CHAPTER V 

ANALYSIS AND RESULTS 

The following statistical procedures were computed in analysis of the effect of the 

two independent variables of instructor verbal clarity and verbal dramatics on the dependent 

variables of student affective leaming and student attention. Multi variate analysis of 

variance (JVIANOVA) was peif ormed in analysis of both research questions. Three levels 

of both verbal clarity and verbal dramatics were distinguished as high, moderate, and low. 

From this quantitative analyses, this study sought to determine whether or not teacher 

verbal clarity and verbal dramatics affects student attention and affective leaming during a 

college lecture. 

After each instmctor was coded for verbal clarity and verbal dramatics, means and 

standard deviations were computed (see Table 5.2). A frequency procedure was used to 

show the distribution of scores, thus helping categorize the high, moderate, and low verbal 

clarity and dramatics categories (see Table 5.3 and 5.4). In regards to verbal dramatics, 

instmctors scoring greater than 9 were reported to use high clarity, those scoring between 5 

and 9 used moderate clarity, and a score less than 5 was reported as low clarity. In regards 

to verbal dramatics, instmctors scoring greater than 4 were reported to use high dramatics, 

those scoring between 2 and 4 used moderate dramatics, and a score less than 2 was 

reported as low dramatics. 

In regards to Research Question One, a PvIANOVA was computed, using the 

independent variables of verbal clarity and verbal dramatics and affective leaming as the 

dependent variable. Results are reported on Table 5.5 and 5.6. Significant effects at 

2 < .0001 or less were found in regards to verbal dramatics, verbal clarity, and the 

interaction effect of clarity and dramatics. The effects of instmctor verbal clarity on 

affective leaming were as follows: F[2/674]=23.72, £ < .0001., R2=06 . The effects of 

instmctor dramatics on affective leaming were significant with: F[2/674]=14.39, £ < 

.0001, R2=.04 . The combined, interaction effect of clarity and dramatics on affective 

leaming was also significant: F[4/674]=14.67, g < .0001, R2= .15 . These results indicate 
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that indeed verbal clarity and verbal dramatics in lecture delivery affect student affective 

leaming, with the combined effect of clarity and dramatics accounting for 15% of the 

variance. 

In interpretation of these results and analysis of the nature of the effect that both 

clarity and dramatics have on affective leaming, Tukey's studentized range test was 

performed. Results indicated that only two levels of each verbal style were significantly 

different from the other (see Table 5.5). Yet, only a low and high category for each verbal 

constmct was needed to assess the nature of the variance accounted for. Thus, this was not 

problematic for the purposes of this study. In regards to affective leaming, instmctors 

rated highly dramatic received the highest affective leaming scores (mean= 6.(X), on a scale 

from 1 to 7). Moreover, those teachers rated as both highly dramatic and moderately clear 

received the highest affective leaming scores (mean=6.47). 

In regards to Research Question Two, the MANOVA also indicated significant 

effects of verbal dramatics on student attention, as well as a combined interaction of clarity 

and dramatics on attention. However, the results of clarity alone affecting attention were 

nonsignificant at g < .31. Possibilities for this are discussed in chapter five. Verbal 

dramatics accounted for 4% of the variance in attention, with: F(2/674)= 13.75, g < .0001, 

R 2 = 0 4 . Moreover, the combined effect of clarity and dramatics was reported at: 

F(4/674)=12.02, ^ < .0001, R2=:.13. Again, these results indicate that verbal dramatics 

and the combined effect of verbal dramatics and attention to affect student attention, with 

the interaction effect accounting for 13% of the variance. Those instmctors who received 

the highest attention scores (mean=4.35, on a scale from 1 to 5), were reported to use high 

dramatics. 

Although not presented as a specific research question, this study did suggest a 

positive correlation between attention and affective leaming in the classroom. The literature 

review presented considerable research that would indicate a strong relationship between 

the two (see Penner, 1984; Roser, 1990). Therefore, Pearson product-moment 

correlations were computed and the results indicated a significant correlation between the 

two leaming constmcts. These are indicated on Table 5.7. A substantial relationship 

between overall affective leaming and attention was found, r= .64, g < .0(X)1. Moreover, 
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the strongest correlation was found between attention and student affect toward the 

instmctor, r= .60, £< .(XX)1. This further supports the importance of an instmctor 

working to keep the attention of their students, and will be discussed further in chapter VI. 
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Table 5.2 

Means and Standard Deviations 

Teacher Variable Means S.D. 

7.92 

2.70 

6.90 

13.41 

3.35 

0.45 

2.77 

12.0 

4.15 

1.68 

1.25 

5.79 

5.49 

0.52 

0.82 

10.2 

Overall Claritv 

Low Verbal Clarity 

Moderate Verbal Qarity 

High Verbal Clarity 

Overall Dramatics 

Low Verbal Dramatics 

Moderate Verbal Dramatics 

High Verbal Dramatics 

Attention to Instmctor 3.73 0.91 

Overall Affective Leaming 5.60 1.14 

Note: Means with same subscript are not significantly different 

38 



Table 5.3 

Frequency Percentages across each level of Instmctor Verbal Clarity 

Clarity Score Frequency Percentage 

0 1 3.7 
1 1 3.7 
L5 1 3.7 
2 1 3.7 
4.5 2 7.4 
5 1 3.7 
5.5 4 14.8 
6 1 3.7 
6.5 1 3.7 
7 2 7.4 
8 6 22.2 
8.5 1 3.7 
9.5 1 3.7 
10 1 3.7 
11.5 1 3.7 
12 1 3.7 
12.5 1 3.7 
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Table 5.4 

Frequency Percentages across each level of Instmctor Verbal Dramatics 

Dramatics Score Frequency Percentage 

0 6 22.2 
0.5 3 11.1 
1 2 7.4 
1.5 1 3.7 
2 5 18.5 
3 3 11.1 
3.5 1 3.7 
4 2 7.4 
5.5 1 3.7 
6.5 1 3.7 
10 1 3.7 
18 1 3.7 
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Table 5.5 

Means for dependent variables of Affective Leaming and Attention across each level of 
Verbal Clarity and Verbal Dramatics as reported by the Tukey Studentized Range Test 

Independent Variable Levels Mean 

Affective Leaming: 5.60 

Low Verbal Clarity 5.73a 

Moderate Verbal Clarity 5.81 a 

High Verbal Clarity 5.17b 

Low Verbal Dramatics 5.76b 

Moderate Verbal Dramatics 5.39c 

High Verbal Dramatics 6.(X)a 

Student Attention: 3.73 

Low Verbal Clarity not sig. 

Moderate Verbal Clarity not sig. 

High Verbal Clarity not sig. 

Low Verbal Dramatics 3.72b 

Moderate Verbal Dramatics 3.62b 

High Verbal Dramatics 4.18a 

Note: Means with same subscript are not significantiy different 
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Table 5.6 

F-Ratio and Variance Accounted for by Clarity, Dramatics, and Clarity * Dramatics 

Affective Leaming 

Independent Variable: 

1. Clarity 

2. Dramatics 

3. Clarity*Dramatics 

F-ratio 

23.72 

14.39 

14.67 

Sig. of F 

.0001 

.0001 

.0001 

R2 

.06 

.04 

.15 

Student Attention: 

Independent Variable: 

1. Clarity 

2. Dramatics 

3. Clarity ̂ Dramatics 

— 

13.75 

12.02 

not sig. 

.0001 

.0001 

— 

.04 

.13 
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Table 5.7 

Pearson correlations between Attention and Affective Leaming 

Attention 

Affective Leaming 

Attitudes: 

1. Content of Course .57 

2. Behaviors Recommended .51 

3. Instmctor .60 

Behavioral Interest: 

4. Engaging in Behaviors .38 

5. Enrolling in Subject .56 

6. Enrolling with Teacher .57 

Total Affective Leaming .64 

All correlations were significant atg < .0(X)L 
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CHAPTER VI 

DISCUSSION 

Findings from this study are encouraging as to the potential of verbal dramatics, as 

well as the combined effect of clarity and dramatics, in gaining attention and facilitating 

leaming during the college lecture. Moreover, teacher verbal dramatics was found to 

positively affect student attention and affective leaming. In response to the significant 

interaction effect of the two verbal teacher styles, theoretical and practical implications are 

presented in this chapter. Additional implications involving the role of verbal 

communication, as well as the constmct of student attention, can be drawn from the 

findings of this research and will be discussed below. Furthermore, possible limitations 

and suggestions in avoiding similar difficulties in future research will also be presented. 

In regards to Research Question One, seeking whether or not verbal clarity and 

verbal dramatics affected student attention, significant effect was found for each variable of 

clarity, dramatics, and the combined effect of both. As previously reported, verbal 

dramatics had a positive effect on student leaming, while clarity did not. Although a 

significant difference was not found between low and moderate categories of clarity, the 

means for each would suggest that a moderate level of clarity would have the greatest effect 

on student leaming. Instmctors with the highest affective leaming score were both highly 

dramatic and moderately clear (mean=:6.47); reasons for this might include the possibility 

of an instmctor being too high in clarity. Perhaps a lecturer who is being very precise, 

repeating many of the main points and class objectives, could be overly simplistic as well. 

Moreover, it is possible that an instructor who relies heavily on definitions and specific 

examples to explain concepts, while also using speech void of fillers or mazes, could be 

considered dull. Finally, an inability to fully assess instmctors' clarity level could have 

also contributed to the counter-intuitive results, and is discussed below. 

In regards to affective leaming and dramatics, a high level of teacher verbal 

dramatics was found to most significantly affect leaming. Since "affective" leaming was 

the constmct being assessed, this might suggest that students most appreciate those 

instmctors who use an above average amount of narration, self-disclosure, and humor. 
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Nevertheless, as with clarity, the second highest student affective leaming scores were for 

lecturers employing a low level of verbal dramatics. Reasons for this could include 

instmctors who based an entire lecture on one dramatic device. For example, one 

instmctor in the sample centered an entire lecture around a single narrative. Thus, although 

the instmctor was rather "dramatic" in the sense that this was a funny story, the overall 

dramatic score was rather low. 

The findings regarding high verbal dramatics and affective leaming add further 

confirmation to the previously supported contention that verbal dramatics has a positive 

effect on student leaming. However, the majority of past studies have not investigated 

verbal dramatics in the context of a college lecture. Thus, in interpreting this study's 

results, one should note that this study supports the assertion that employing verbal 

dramatics can be quite effective during the college lecture. This leads to an exciting 

possibility of college instmctors increasing their students' level of affective leaming by 

increasing the degree of verbal dramatics within the lecture. Practical implications of 

applying verbal dramatics into college lectures are presented below. 

Results from Research C^estion Two, which sought to determine whether or not 

verbal clarity and verbal dramatics affected student attention, indicated that verbal dramatics 

did affect student attention. The finding that those instmctors most highly rated for 

attention (mean= 4.35), were highly dramatic, is an important one. The variance accounted 

for due to verbal clarity was insignificant; thus no implications can be drawn from the 

results of verbal clarity and attention during the college lecture. Although this study was 

successful in finding the effect of verbal clarity and dramatics on affective leaming, it was 

unable to find a difference between levels of verbal clarity in regards to attention. Possible 

reasons for this might be due to an inability to wholly account for all clarity behaviors. 

Certain clarity items could not be coded for in an index; this was discussed in the 

Methodology Chapter. The difficulty in assessing reliability for these items, possibly lead 

to the inability to significantly relate verbal clarity to attention in the classroom. 

As previously mentioned, two very important aspects of verbal clarity could not be 

consistently coded for on an index. These were: (1) being specific with expectations and 

what is important for students to know, and (2) organization of the lecture. It is assumed 
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that both of these strategies would have a definite effect on student attention. According to 

Hunter (1994), "the brain 'pays attention to' something that is perceived as important. It is 

assumed (no one really knows) that what is important was linked originally to survival. 

Consequently, certain aspects of sensations have potential for eliciting attention" (p. 105). 

However, although an important part of clarity involves an instmctor being specific with 

expectations and importance of subject matter, this was an item that the coders could not 

"count" for on an index. 

Likewise, recent research has assessed student perception of the importance of 

organization in their instmctor's lecttiring. Haleta (1996) notes that students have definite 

expectations for their teachers to be organized. She reports one student's comments after 

observation of disorganized delivery. 

To me, this professor seems very unorganized. I don't expect that 
of an instmctor, but he seems to be the type of person that never has things 
ready on time. He sounds like he would be the type of professor that can't 
keep track of anything. I don't think I would like to be in his class, I bet he's 
confusing, (p. 26) 

Henceforth, the inability to assess the proven quality of organization could seriously hinder 

results regarding teacher verbal clarity. 

To further explain the counter-intuitive clarity results, a more qualitative analysis 

might prove beneficial. In observation of all instmctors, a common style of high clarity 

lecturers was certainly present. The style was one of dull or boring delivery; therefore, it is 

not surprising that the two constmcts of verbal clarity and attention would be less easily 

linked. As discussed in terms of affective leaming, perhaps those instmctors most likely to 

employ high clarity also have attributes that might not be conducive to holding the attention 

of an audience. 

One must explore possible reasons for receiving results which might indicate that 

the use of either clarity or dramatics, taken individually, may not strongly affect student 

leaming or attention. Obviously, results indicating that it if an instmctor cannot be highly 

dramatic, then the second best approach would be to incorporate a low level of dramatics 

into their lecturing, are counter intuitive. In analysis of the lecturers and types of lectures 

used in this study, it is possible that a biased sample of instmctors might lead to 

insignificant differences between ratings of affective leaming and attention. Reasons for 
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this could include a tendency of only those instmctors who are confident in their ability to 

lecture, to consent having their lecture style analyzed. It should be noted that the majority 

of instmctors approached to participate declined, due to a reluctance to have their lectures 

audiotaped and their students asked how much they liked the class and instmctor. 

Moreover, evidence that most of the instmctors in the sample were effective instmctors was 

found in the analysis of the affective leaming scores, which were inflated. Thus, perhaps 

those instmctors who did volunteer, were not necessarily representative of your average 

college instmctor, but were rather quite comfortable with their lecturing capabilities. 

A second possible reason for low verbal clarity and dramatic ratings in comparison 

to rather high affective leaming ratings, is topic dependency. Through taping such a 

variety of college lectures, it became evident that certain topics are more predisposed to a 

particular verbal teacher style. Although each lecture used was primarily oral delivery of 

information, some lectures were more direct presentation of material, while others were 

more explanation oriented. For example, an instmctor might spend the majority of time 

working out one problem or perhaps presenting one example or visual aid, therefore 

resulting in low verbal clarity and verbal dramatics scores. In such a case, although the 

instmctor may have used few clarity or dramatic devices, if he or she was successful in 

presenting the problem in an understandable fashion, this would inevitably be appreciated 

by students, resulting in high affective leaming score. 

One example of this occurrence is a lecture delivered to a graduate-level Enzyme 

Chemistry class. One problem was discussed the entire class period. Not surprisingly, the 

instmctor did not use a single dramatic constmct; the nature of the subject simply did not 

lend itself to the use of such verbal dramatics. Nevertheless, the affective leaming scores 

were still rather high. Thus, it is important to note that research on the use of these two 

verbal teacher styles needs to consider what is being taught, especially when attempting to 

link teacher effectiveness to the use of any particular teacher style. 

Third, perhaps assessing verbal clarity and verbal dramatics on an index was not 

the most accurate method of measurement. This is discussed further in the limitations 

section. Other possible means of verbal teacher style assessment include the use of student 

perception, in which student would be asked to rate their instmctor's degree of verbal 
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clarity and/or verbal dramatics. After all, who better to assess a lecturer's ability to be clear 

or dramatic, than a student who has observed a semester's worth of lecturing. Rubin and 

Graham (1988) defend the reliability of such student assessment, stating: "the very nature 

of communication necessitates dyadic interaction, so it seems appropriate to measure 

communication ability via the perception of others" (p. 26). With such an approach, 

questionnaires containing an affective leaming scale, an attention scale, as well as a verbal 

clarity and dramatic scale could be distributed at the end of a semester in which lecturing 

primarily took place. 

Regardless of varying results on either verbal teacher style, a noteworthy 

contribution of this study involves the investigation of student attention. Few instmctional 

scholars have attempted to gauge this valuable constmct. The findings from this study 

suggest that teachers need to do more to incorporate attention gaining strategies into their 

lectures. Therefore, although assessing the relationship between affective leaming and 

attention was not the main objective of this study, valuable insight was found in the 

correlation of these two variables. The results indicated a substantial relationship exists 

between overall affective leaming and student attention (r= .64, p < .(X)01). Moreover, 

the strongest correlation between attention and an individual component of the affective 

leaming scale was between attention and affect for the instmctor (r= .64, p < .0001). 

With results indicating a definite relationship between student attention and student liking of 

instructor, one might explore the possible notion of working to gain student attention as an 

affinity seeking strategy. This is discussed further below. 

Lastly, and perhaps most optimistically noted, a primary finding in this study is the 

significant effect of the combination of verbal clarity and verbal dramatics. Results indicate 

that the univariate effect of either teacher style is slight, but the interaction effect of clarity 

and dramatics is quite significant, accounting for 15% of the variance in regards to affective 

leaming and 13% of the variance with respect to attention. This strengthens the previously 

suggested interdependency of the two verbal styles. Specifically, the combined effect of 

verbal clarity and verbal dramatics in regards to leaming and attention is substantially more 

than the sum of the individual styles. For example, with regards to affective leaming the 

sum of each variance accounted for is only . 10, while it is . 15 for the combined effect. 
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Therefore, it is quite possible that the tme value in the research on teacher styles lies in their 

combined effect on student leaming and attention. 

The overall significance of this study's findings lies in the combined effect of both 

verbal clarity and verbal dramatics. The results of this study indicated that indeed verbal 

clarity and verbal dramatics affects student affective leaming. Moreover, verbal dramatics 

was found to affect student attention during the college lecture. The combined effect of 

verbal clarity and verbal dramatics was especially shown to have an effect on both affective 

leaming and student attention. This is essential to all teachers working to improve their 

own verbal style of lecturing. Hopefully, the results of this study will inspire teachers to 

consider what style of oral instmction they primarily employ and the possibility of 

improving their overall lecture delivery. This paper seeks to do more than simply suggest 

future research in teacher training to incorporate these two verbal teacher styles. Therefore, 

theoretical and practical applications are presented to benefit instmctors in developing an 

ideal lecture style. With tentative results regarding clarity, most of the discussion regarding 

implications will focus on applying verbal dramatics in lecturing, as well the possibility of 

simultaneous application of the two teacher styles in facilitating student leaming and 

attention. 

Theoretical Implications 

A primary focus of discussion must be this study's findings of the significant role 

that the combined effect of verbal clarity and verbal dramatics has on leaming and attention. 

This perpetuates the idea that language in the classroom is a very powerful device. With 

verbal dramatics being linked to both student attention and leaming, further investigation 

into the nature of this influence should be conducted. A plethora of Communication 

theories could be used to further support and understand the importance of dramatics in 

language, persuasion, and (although less often applied) in instmctional communication. 

Consider the various connections between (1) Burke's identification and 

dramatism, (2) Bormann's fantasy theme analysis, (3) Richard's discussion of metaphor 

and meaning, and (4) Fisher's narrative paradigm, with the use of verbal dramatics in 

language and instmction. This study is primarily interested in lecturing; hence 
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communication theory, rooted in rhetoric, is all the more applicable. All of the 

aforementioned rhetoricians share the common theme of language shaping reality. In 

explanation of Kenneth Burke's theory of dramatism, Foss, Foss, and Trapp (1991) 

conclude that: "Dramatism is not just a metaphor or perspective for discussing reality; it 

provides a literal statement about the nature of reality. Burke's term, 'linguistic realism,' 

summarizes this notion that language is as real as physical objects" (p. 183). 

To begin, one of Burke's greatest contributions to the discipline is his concept of 

dramatism, in which he describes the dramatic nature of rhetoric. Foss, Foss, and Trapp 

(1991), explain Burkean dramatism, stating: 

In this 'philosophy of language,' language is seen not just as a 
means for naming or defining but is a form of action... The dramatistic 
view of language as action makes explicit the idea that our thoughts and 
ideas are never free from language we use to frame them. (p. 181) 

Many strategies used in Burkean rhetoric (i.e., imagery, identification and 

consubstantiality, and the use of dramatic terms [see Burke, 1950]), are in direct relation to 

the nature of verbal dramatics. For example, narratives work to develop images in the 

mind of the listener; self-disclosure work to facilitate listener identification with the 

speaker; and humor is often presented in dramatic terms to gain the listener's attention. 

Likewise, other rhetoricians, such as Emest Bormann, also define the dramatic 

nature of oral communication. He presents rhetorical vision as "the total dramatistic 

explanation of reality" (Foss, Foss, & Trapp, 1991, p. 329). Moreover, his view of 

symbolic convergence theory, with respect to fantasy-theme analysis, can be used in 

developing a style of oration that will most likely result in shared meaning between the 

instmctor and sttidents. Foss, Foss, and Trapp (1991) most cleariy conceptualize 

Bormann's theory. 

In Bormann's theory, convergence refers 'to the way two or 
more private symbolic worlds incline toward each other, come more 
closely together, or even overiap during certain processes of communication.' 
It also might be thought of as shared meaning, consensus, or general 
agreement on subjective meanings. Convergence suggests that individuals 
have interpreted some aspect of their experiences in the same way. (p. 328) 

Furthermore, if one conceptualizes the use of metaphors as a component of 

narration and thus a verbal use of dramatics, then the importance of being verbally dramatic 
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is further supported by I. A. Richards' promulgation of the use of metaphor to achieve 

shared meaning. In discussion of Richards' conceptualization of metaphor in rhetoric, 

Foss, Foss, and Trapp (1991) explain how Richard's view of rhetoric can be applied to 

instmctional communication, suggesting that metaphors can supply experience for students 

grappling to understand a concept. They begin quoting Richards, who states: "the speaker 

must himself supply and control a large part of the causes of the listener's experience" (p. 

42). Next, the theory is applied to the college classroom. 

For example, suppose a professor is attempting to communicate 
with graduate students about the process of writing a doctoral dissertation. 
These students never have written a dissertation and never have had 
experience with any aspects of the process. The professor might use a 
metaphor to supply some of the needed experience and thus to assist in the 
development of meaning for dissertation in their minds, (p. 42) 

Obviously, an instmctor must work to establish metaphorical language that will best 

maintain student attention and also most clearly relate the concept to that which the student 

will understand. 

Finally, Walter Fisher's theory of narrative paradigm can certainly be applied to 

understanding the importance of developing instmction in a verbally dramatic rhetorical 

vision. Fisher's theory is based on the assumption that humans are essentially story-tellers 

and it is through the selection, judgment, and telling of stories that all communication and 

decision making occurs (Fisher, 1987). If this holds tme, the development of our 

instmctional narratives becomes all the more essential. 

Many rhetorical theories focus on language in terms of the unfolding of an inherent 

drama or story. From these theories, communication teachers encourage the development 

of narrative based rhetoric (Schrag, 1991), as well as encourage the application of these 

theories to audience analysis. This results in a better understanding of the audience's 

perspective and facilitates identification and the selection of powerful persuasion devices 

such as narratives, metaphors, and self-disclosures. In rhetoric, the desired result of 

incorporating such dramatic devices into one's oration is often to persuade or maintain 

audience attention. Most communication scholars would agree that the most effective 

lecturer incorporates attention gaining strategies, rooted in the art of persuasive speaking, to 

best transmit the information to students. Thus, it is logical to imply that this same 
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application of theory could benefit instmctors attempting to enhance their own skills in 

these areas. 

As alluded to in the literature review, some communication scholars have already 

suggested incorporating knowledge from previously supported rhetorical theories to 

training instmctors in the use of verbal dramatics. Perkins (1994) suggests, "The training 

of teachers in the use of animation, humor, story-telling, and self-disclosure may be 

enhanced by a performance theory like Brecht's, which integrates dramatic behavior with 

the intellectual aims of the instmction" (p. 232). Likewise, Schrag (1991) explains how 

the narrative paradigm relates a teacher's ability to relay information. He states: 

For any teacher unable to make a major point in a lecture without 
several clarifying stories- 1 remember a student who once. . . ' and 
'One day my daughter...' -the narrative paradigm is a comforting and 
self-confirming concept. The paradigm, resting on the assumption that 
'a man is in his actions and practice, as well as in his fictions, essentially 
a story-telling animal' (Macintyre, 1981), asserting that the stories we tell 
in and about our lives, have significant word- organizing power, (p. 313) 

Although it is encouraging that some instmctional scholars have attempted to make 

the theoretical connection between the power of rhetoric and what has been proven effective 

in the classroom, this is not the norm. Unfortunately, a tendency to primarily report results 

and suggest practical applications, like teacher training, certainly exists. Valuable insight 

lies in the further investigation of how instmctors can incorporate a combination of clarity 

and dramatics into their lectures, with respect to the findings of our discipline's founding 

rhetoricians. Many of the aforementioned rhetorical theories could be applied in developing 

a system to incorporate both verbal teacher styles into one's teaching. Thus, it seems 

obvious that application of the Communication discipline's rhetorical theories could be 

quite beneficial. 

Practical Implications 

In recognition of the combined influence of verbal clarity and verbal dramatics, on 

affective leaming and attention during the college lecture, practical implications are 

presented. In discussion of the power of rhetoric in the classroom, Richard Weaver (1961) 

notes: 
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I sometimes say to classes: when a teacher walks into a room, part 
of your fate walks into the room. Because that teacher is going to determine 
something for you- an attitude, a conviction, or an evaluation... But his 
personality and what he communicates to the class are going to leave their 
mark or their residue, (p. 77) 

There is certainly a consensus that inherent in the job of educator, is an awesome 

responsibility, stemming from a power to influence so many lives. With this in mind, 

research needs to explore more practical solutions to incorporating effective verbal 

strategies into college lecture; a few are suggested here. 

A noteworthy focus of the current study concems verbal communication within the 

classroom and the power of the spoken word. A preponderance of instmctional 

communication research, as of late, has concentrated on teacher nonverbal communication 

(i.e., Lapakko, 1997; McCroskey, Sallinen, Payer, Richmond & Barraclough, 1996; 

Rodriguez, Plax & Keamey, 1996). This study hopes to encourage instmctional scholars 

to continue investigating the powerful potential of instmctors to inspire and teach through 

the stories they tell and the language they use. 

According to Garside (1996), "The lecture method of instmction is still the 

dominant method of instmction in college classrooms" (p. 224). Thus, it is cmcial that we 

as educators work to make each lecture as beneficial to our students' leaming as possible. 

Garside (1996) also reported that "even in the age of correspondence courses [and] 

electronic classrooms" (p. 224), the traditional lecture method has still proven to increase 

student leaming. Thus, this research has been conducted in an important context. 

Additional possibilities in examination of the college lecture, such as analysis of the large 

lecture class, are presented below. 

This study gives insight into providing better college instmction on a variety of 

levels. To begin, it is beneficial to look at the method of lecturing. As communication 

scholars, we are often generating information that can help instmctors in the oral 

transmission of information. Nevertheless, it is doubtful that college instmctors elsewhere 

on campus are ever made aware of findings similar to those presented here. With the 

number of instmctors responsible for lecturing increasing, strong possibilities for an 

instmctional communication lead in the training of novice lectures exist. Avery (1993) 

makes an important assertion in his article, "Making a difference in the real world." He 
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states, "we'd like our work to make a difference. To do so, we need to stop talking so 

much to ourselves and start talking clearly and cogendy about our work to others" (p. 

178). 

In practically applying these two verbal teacher styles of clarity and dramatics to 

lecturing, one might explore individual strategies (especially dramatic ones), with affinity-

seeking research. Bainbridge Frymier (1994) indicates that: 

Affinity-seeking strategies in the classroom are not a panacea for 
education, but they do reveal some concrete strategies for improving 
instmctional relationships. A positive relationship between teachers and 
students cultivates positive attitudes toward education in general, as well as 
toward specific leaming tasks. Educators should not expect students to seek 
out leaming experiences that are associated with boring, uninteresting, and 
dislikable teacher, (p. 103) 

One would expect employment of certain techniques such as self-disclosure (verbal 

dramatics) and giving clear expectations (verbal clarity), in order to increase student 

affective leaming, to directiy relate to affinity-seeking in the classroom. A closer analysis 

of this might help to develop a training program of incorporating these strategies into 

individual lecture styles. 

The possible interdependency of these two verbal constructs suggests that many of 

the individual components of verbal clarity and verbal dramatics can be combined for 

maximum effect. Consider the three following examples: (1) An instmctor who uses a 

narrative might also be using a directly related example; (2) A teacher might state class 

expectations or objectives in a humorous fashion; and (3) An instmctor could be very 

precise, avoiding any ambiguity, in self-disclosing information to students. There is a 

definite need for further exploration into how individual components can be simultaneously 

used for optimal student leaming and attention. 

Prior research supports the contention that both verbal clarity and verbal dramatics 

are more than a series of attributes that an instmctor either does or does not possess, but 

rather both are skills that can be acquired (Civikly, 1992; Javidi, Downs & Nussbaum, 

1988; Powell & Harville, 1990). This is encouraging to the notion of training teachers to 

apply clarity and dramatics to develop an increasingly effective lecture style. Nevertheless, 

in order to conduct comprehensive training programs, additional research on must be 

conducted on the individual components of both verbal clarity and verbal dramatics. 
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For instance, a closer examination of how instmctors can incorporate strategies 

such as humor needs to be explored. Bryant et al. (1980) indicated that teacher humor, 

although positively related to students' perception of teacher competence, is a spontaneous 

behavior. While this study reports a similar connection between student affect for the 

instmctor and humor, as a major component of verbal dramatics, the suggestion of teacher 

humor being primarily a spontaneous occurrence, is contradictory to the observations made 

during this study. Rather, instmctors appeared to have prepared many of the humorous 

examples, stories, or quips before actual delivery of the lecture. Very possibly this is a 

result of the teaching context, and having observed only college lectures. This further 

supports the assertion that additional research on oral delivery of lectures should be 

conducted. 

Limitations 

Possible limitations should be considered in analysis of this study's results. These 

include a low sample of instmctors high in both clarity and dramatics, the difficulty in 

achieving inter-coder reliability for every individual component of both verbal clarity and 

verbal dramatics, and only coding for a sixteen minute portion of each lecture. First, a 

primary finding of this study centers around the potential increase in teaching effectiveness 

due to the ability of an instmctor to incorporate both of these deHvery styles into their 

college lectures. However, it is important to note that that few instmctors scored high on 

both indexes. Nevertheless, such a finding serves to strengthen the previously made 

assertion concerning the need for teacher training, in order that instmctors can leam how to 

incorporate these two styles into their lecture delivery. 

Furthermore, although high inter-coder reliabilities on individual items of the 

Clarity Index were found in the pilot study, this did not hold true for all items throughout 

the actual study. However, the overall score of verbal clarity was found reliable. 

Nevertheless, the inability of proving each individual item reliable may partially be due to 

the nature of verbal clarity. Powell and Harville (1990) reported a similar finding. They 

state, "even though every attempt was made to use low inference items, it is a summative 

index" (p. 376). 
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Although not problematic for the purposes of this research, the same can be said for 

verbal dramatics. To better understand how this could occur, consider the following 

examples. In the case of dramatics: an instmctor might relate a topic to something she saw 

on television. Although both coders might agree that this fits as verbal dramatics (giving 

the instmctor a one point for this), the coders may differ in the category each puts it under. 

One coder may see it as narration, while another could see it as self-disclosure. Likewise, 

for clarity: a coder might hear the teacher state the overall objective and also regard it as a 

preview of main points. 

As previously discussed, this study sought to determine an instmctor's degree of 

clarity and dramatics in the most impartial, statistically significant manner possible. Thus, 

the use of indexes was chosen over the use of scales. This was decided in an attempt to 

better insure mutually exclusive categories in which trained coders were simply counting 

behaviors and were not responsible for making objective judgments as to how clear or 

dramatic they consider an instmctor to be. Hence, a counting of verbal behaviors was 

viewed to be more reliable than rating instmctors on a scale from 1 to 7. Nevertheless, due 

to the nature of an index, there are some aspects of both clarity and dramatics that cannot be 

assessed through counting. For example, the overall precision and organization of a 

lecture, or how a narrative is told. As previously discussed, perhaps a more accurate 

measurement of an instmctor's clarity and dramatics would be to gain students' perception 

of their instmctor's lecture delivery. 

Finally, and perhaps most importantly, is the limitation due to only coding for a 

portion of each instmctor's lecture. In the current study, each lecture was divided into a 16 

minute segment. It was very possibly too small of a portion to fully gain the degree to 

which an instmctor is either clear or dramatic. Listening to the lecture in full would insure 

that every instmctor's preview, review, narrative, or attempt at humor is accounted for. 

However, as previously discussed, the lectures were condensed to ensure that each coder 

did not have an exorbitant amount of lecturing to listen to. 

56 



Future Research 

The exact relationship between affective leaming, attention, verbal dramatics and 

verbal clarity, as well as individual components of each verbal style, needs to be further 

investigated. Therefore, future research needs to develop a consistent approach to 

assessing verbal clarity and verbal and their affect on facilitating student understanding. 

While this study sought to determine the effect of verbal clarity and verbal dramatics in 

regards to affective leaming and attention, other constmcts could be assessed as well, for 

example, cognitive leaming, or student motivation. It could also be beneficial to look at 

varying educational levels. The current study concentrated on the college lecture. 

However, verbal instmction is a key component to teaching in all types of schools and at all 

grade levels. Keeping student attention during a lecture should be an important focus for a 

teacher of any grade level. However, perhaps a students ability to stay attentive during 

lectures increases as they mature, and are experienced more with this style of instmction. 

Such information could prove valuable in aiding primary and secondary teachers in the 

ongoing quest to deliver information and keep student attention. 

Another aspect of possible research is to look at student and teacher ethnicity in 

relationship to preference for a particular style. For instance, Powell and Harville (1990) 

researched clarity's relationship to both verbal and nonverbal teacher immediacy. Noting 

definite ethnic differences, such as whites preferring humor in the classroom, they 

emphasized the importance of both clarity and immediacy to better facilitate understanding 

in a culturally diverse classroom. They explain: 

Hall (1976) states that in a culturally fragmented culture like 
the United States, speakers need to be verbally and emotionally expressive 
in order to be understood. The results of the present investigation may 
suggest that expressiveness influences the perception of the class and the 
instmctor for whites, (p. 377) 

This furthers the notion that these two verbal constmcts work hand in hand to facilitate 

leaming in the classroom. 

Moreover, recent research has found that students' expectations for an instmctor to 

be immediate varied cross-culturally (McCroskey, Sallinen, Payer, Richmond, & 

Barraclough, 1996). However, again, the investigation only examined nonverbal 

immediate behaviors. Valuable insight might lie in a cross-cultural assessment of student 
57 



expectations for and reactions to immediate behaviors of verbal dramatics. One would 

expect students in an immediate culture such as the United States to respond differently to 

humor, narratives, and self-disclosure, than would those students of a less immediate 

culture. 

As previously reported, the college lecture is here to stay. In no other format is it 

most utilized than during a large lecture class. Numerous researchers (e.g., Adler, 1983; 

Gleason, 1986) predict, primarily due to economic reasons, a continued rise in the number 

of large lecture classes, particularly for basic or "core" required courses. The need for 

research in the large lecture context was emphasized by Judy Pearson's (1990) call for 

research. She states, "The large communication course can be viewed as an opportunity, 

rather than as a detriment to effective communication education. Instmctional strategies 

must be considered and applied appropriately to this increasingly utilized format" (p. 298). 

In the current study, only one large lecture class was analyzed. For future research, 

it would be valuable to assess different size classes with different degrees of student 

attention and affective leaming. Past research has been conducted concerning students' 

overall perception of the large lecture class (McConnell & Sosin 1984; Nelson, 1986; 

Rosenfeld, 1983). However, one could assess student perceptions of their attention in the 

class, as well as their perception of the instmctor's use of verbal clarity and verbal 

dramatics. Moreover, an analysis of whether or not student attention decreases as the size 

of the class increases, could also prove beneficial in developing teacher styles of college 

lecturing. 

As previously discussed, a definite area of needed research is in the training and 

development of teacher verbal styles of clarity and dramatics. Prior research, along with 

the findings of this study, have supported the need for college instmctors to employ these 

behaviors. Therefore, it is important that instmctional scholars examine the best way that 

teachers can acquire these different methods of delivery. How can teachers leam to tell 

stories during their lectures? Can, or should, a teacher incorporate jokes or cartoons in 

their delivery if they do not consider themselves a humorous person? How much self-

disclosure is too much? Can a very dramatic, partially disorganized, spontaneous 

instmctor leam the skills that make up high clarity? Many questions remain to be 
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answered. Yet, hopefully instmctors will do more to incorporate new verbal strategies of 

both clarity and dramatics to enhance their teaching. 

Finally, it is hoped that this study will inspire other communication researchers to 

focus once again on the power of the spoken word to reach our students. With a 

preponderance of research on the non-verbal side of instmction of late, it is certainly 

evident that these behaviors affect students. However, valuable findings could lie in how 

verbal teacher behaviors also influence our students. This paper suggests that the college 

instmctor's verbal skills may become increasingly important as our classroom contexts, 

and students' needs change. This study has shown the potential of teacher verbal clarity 

and verbal dramatics in facilitating leaming and attention during the college lecture. 

Conclusion 

In conclusion, the potential of our words to insight and touch our students should 

not be discounted. The current study has strengthened the existing suggestion of the power 

of an instructor's verbal delivery of information. Likewise, it has shown the importance of 

attention in regards to affective leaming. There is definitely potential for verbal clarity, 

verbal dramatics, and the two constmcts working together, to facilitate leaming and 

attention during the college lecture. The importance of an educator's use of language 

should not be underestimated. Language shapes our reality and holds the power to tmly 

motivate our students. The current research should be considered a step towards better 

understanding this power. 

As previously supported, a variety of concems regarding verbal clarity and verbal 

dramatics need to be addressed. The study of verbal dramatics, during the college lecture, 

holds promising insight into the use of additional teaching strategies in increasing student 

attention. Perkins (1994) cites numerous researchers in promulgating the use of dramatics 

in instmction to increase critical thinking in the classroom. She states: 

Instmctional communication research has proven empirically that 
"dramatic" teachers are more effective than nondramatic teachers... but 
no one has drawn upon dramatic or acting theory to explore what it means 
for drama to be part of the classroom, nor has previous research 
considered how drama might incite critical thinking in students, (p. 223) 
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Moreover, additional methods of assessing clarity items, such as presenting clear 

expectations and overall organization, should be further researched. This will help ensure 

that all areas of clarity are accounted for. The importance of such constmcts is stressed in 

the book University Teaching, in which Norman Henderson (1984) gives advice to the 

lecturing college instmctor. He poses: 

The good lecturer not only teaches his subject-matter logically and 
well but actively assists his students to sort out and arrange the various 
items of leaming in order of priority and significance. This ensures a 
sense of stmcture while infusing meaning into the presentation, (p. 98) 

The most significant contribution of this study lies in the combined effect of verbal 

clarity and verbal dramatics on facilitating student affective leaming and attention during the 

college lecture. It is tme that leaming to adopt additional styles of message delivery in the 

classroom is not easy. Henceforth, suggestions for incorporating these verbal teacher 

styles were discussed from both a practical and theoretical stance. Finally, although the 

two teacher styles of verbal clarity and verbal dramatics are often viewed as opposites, they 

can be effectively used simultaneously. Future research needs to further investigate those 

teachers who are successful in this endeavor. 

It is not presumptuous to expect every lecturer to try to present his or her material in 

a manner that is both interesting and lively, yet also clear and concise. The following 

passage reminds instmctors of their responsibility to continuously strive towards a better 

style of instmction: 

A creative teacher is one who has first acquired the necessary 
skills to practice the science of instmction and who continues to refine 
and supplement those skills in such a way as to capitalize on his/her own 
personal strengths, those unique qualities of the leamers, and the individual 
features of the teaching/leaming environment in which students and teachers 
find themselves. (Author Unknown, see Hunter, 1994) 
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APPENDIX A 

AFFECTIVE LEARNING SCALE 

Using the following scales, please evaluate this course and instmctor. Please circle the 

number for each item which best represents your feelings. 

My attitude about the content of this course: 

(1) Good 
(2) Worthless 
(3) Fair 

(4) Positive 

1 
1 

1 

1 

2 
2 

2 
. 2 

3 
3 

3 

3 

4 

4 

4 

4 

My attitude about the behaviors recommended in 
(5) Good 

(6) Worthless 
(7) Fair 

(8) Positive 

1 

1 

1 

1 

2 
2 

2 

2 

3 

3 
3 

3 

4 

4 
4 
4 

My attitude about the instructor of this course: 
(9) Good 

(10) Worthless 

(11) Fair 

(12) Positive 

1 

1 

1 

1 

2 

2 
2 

2 

My likelihood of actually attempting 

course: 

(13) Likely 

(14) Impossible 

(15) Probable 

(16) Would 

1 

1 

1 

1 

2 

2 

2 

2 

3 
3 

3 

3 

4 

4 
4 
4 

: to engage in 

3 

3 

3 

3 

4 

4 

4 

4 

5 
5 

5 

5 

this course 
5 
5 

5 

5 

5 

5 

5 
5 

6 

6 

6 
6 

• • 

6 

6 
6 

6 

6 
6 

6 
6 

7 

7 

7 

7 

7 

7 
7 

7 

7 

7 

7 
7 

Bad* 
Valuable 

Unfair* 

Negative* 

Bad* 
Valuable 

Unfair* 

Negative* 

Bad* 
Valuable 

Unfair* 
Negative* 

L the behaviors recommended in this 

5 

5 

5 

5 

6 

6 

6 

6 

7 

7 

7 

7 

Unlikely* 

Possible 

Improbable* 

Would not* 

My likelihood of actually enrolling in a course of similar content, if I had the choice and my 

schedule permits: (If you are graduating assume you will still be here.) 

(17) Likely 

(18) Impossible 

(19) Probable 

(20) Would 

1 

1 

1 

1 

2 

2 

2 

2 

3 

3 

3 

3 

4 
4 

4 

4 

5 
5 

5 

5 

6 
6 

6 

6 

7 
7 

7 

7 

Unlikely* 

Possible 

Improbable* 

Would not* 
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The likelihood of my taking another course by this instmctor, if I have a choice, is: (If you 
are graduating, assume you would still be here.) 
(21) Likely 1 2 3 4 
(22) Impossible 1 2 3 4 
(23) Probable 1 2 3 4 
(24) Would 1 2 3 4 

* Items reflected for scoring. 

5 
5 
5 
5 

6 
6 
6 
6 

7 
7 
7 
7 

Unlikely* 
Possible 
Improbable* 
Would not* 
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APPENDIX B 

STUDENT ATTENTION PERCEPTION SCALE 

Please indicate the degree to which each statement applies to your perception of lectures and 
this instmctor. (1) Strongly Agree (2) Agree, (3) Uncertain/ No opinion, (4) Disagree, and 
(5) Strongly Disagree. 

1. I find it more difficult to stay attentive when an 1 2 3 4 5 
instmctor is lecturing than when we have class 
discussions,activities, or group work. 

2. An inability to remain attentive is a primary 1 2 3 4 5 
deterrence to leaming for me, during a college lecture. 

3. I find it easy to keep focused, or stay attentive, 1 2 3 4 5 
in this class. 

4. I do not see any relationship between my leaming, 1 2 3 4 5 
and this instmctor's ability to keep my attention. 

5. This instmctor seems to consistently maintain 1 2 3 4 5 
student attention. 

6. This instmctor makes the course material 1 2 3 4 5 
lively and interesting. 
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APPENDIX C 

STUDENT QUESTIONNAIRE 

Thank You for your participation. Try to answer the following questions as tmthfully as 
you can, keep in mind that your answers will remain anonymous and confidential. 

Please indicate the appropriate response for each item: 

1. Sex: 2. Classification: 3. Age group: 
(a) Male (a) First-year (a) 18 or below 
(b) Female (b) Sophomore (b) 19-20 

(c) Junior (c) 21 - 22 
(d) Senior (d) 23 or above 

Indicate the degree to which each statement applies to your perception of lectures and this 
instmctor. (1) Strongly Agree (2) Agree, (3) Uncertain/ No opinion, (4) Disagree, and (5) 
Strongly Disagree. 

4. I find it more difficult to stay attentive when an 1 2 3 4 5 
instmctor is lecturing than when we have 
class discussions, activities, or group work. 

5. An inability to remain attentive is a primary 1 2 3 4 5 
deterrence to leaming for me, during a 
college lecture. 

6. I find it easy to keep focused, or stay attentive, 1 2 3 4 5 
in this class. 

7. I do not see any relationship between my 1 2 3 4 5 
leaming and this instmctor's ability to 
keep my attention. 

8. This instmctor seems to consistentiy maintain 1 2 3 4 5 
student attention. 

9. This instmctor makes the course material 1 2 3 4 5 
lively and interesting. 
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Using the following scale, please evaluate this course and instmctor by circling the number 
for each item which best represents your feelings. 

My attitude about the content of this course: 

(1) Good 
(2) Worthless 
(3) Fair 
(4) Positive 

1 
1 
1 
1 

2 
2 
2 
2 

3 
3 
3 
3 

4 
4 
4 
4 

5 
5 
5 
5 

6 
6 
6 
6 

7 
7 
7 
7 

Bad 
Valuable 
Unfair 
Negative 

My attitude about the behaviors recommended in this course: 

(5) Good 
(6) Worthless 
(7) Fair 
(8) Positive 

1 
1 
1 
1 

2 
2 
2 
2 

3 
3 
3 
3 

4 
4 
4 
4 

5 
5 
5 
5 

6 
6 
6 
6 

7 
7 
7 
7 

Bad 
Valuable 
Unfair 
Negative 

My attitude about the instmctor of this course: 

(9) Good 
(10) Worthless 
(11) Fair 
(12) Positive 

1 
1 
1 
1 

2 
2 
2 
2 

3 
3 
3 
3 

4 
4 
4 
4 

5 
5 
5 
5 

6 
6 
6 
6 

7 
7 
7 
7 

Bad 
Valuable 
Unfair 
Negative 

My likelihood of actually attempting to engage in the behaviors recommended in this 
course: 

(13) Likely 
(14) Impossible 
(15) Probable 
(16) Would 

1 
1 
1 
1 

2 
2 
2 
2 

3 
3 
3 
3 

4 
4 
4 
4 

5 
5 
5 
5 

6 
6 
6 
6 

7 
7 
7 
7 

Unlikely 
Possible 
Improbable 
Would not 

My likelihood of actually enrolling in a course of similar content, if I had the choice and my 
schedule permits: (If you are graduating assume you will still be here.) 

(17) Likely 1 2 3 4 5 6 7 Unlikely 
(18) Impossible 1 2 3 4 5 6 7 Possible 
(19) Probable 1 2 3 4 5 6 7 Improbable 
(20) Would 1 2 3 4 5 6 7 Would not 
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The likelihood of my taking another course by this instmctor. if I have a choice, is: (If you 
are graduating, assume you would still be here.) 

(21) Likely 

(22) Impossible 
(23) Probable 

(24) Would 

1 

1 
1 

1 

2 

2 

2 

2 

3 

3 
3 

3 

4 

4 

4 

4 

5 

5 

5 

5 

6 

6 
6 

6 

7 

7 
7 

7 

Unlikely 
Possible 
Improbable 

Would not 
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APPENDIX D 

INSTRUCTOR CLARITY INDEX 

Instmctor Clarity Index- Section One 

Please count the number of times each clarity item occurs: 

1. Instmctor use of either previews or reviews of lecture material or course activity. 

(+) # of pre/reviews: 

2. Instmctor use of clear and concise enumeration of points, with each series counting as 

one. (+) # of enumerated series: 

3. Instructor use of fillers, with each unnecessary, repetitive word counting as one. 

(-) # of fillers used: 

4. Instmctor use of mazes (false starts) in speech. 

(- ) # of mazes used: 

Instmctor Claritv Index- Section Two 

Please count the number of times each clarity item occurs: 

5. Instmctor use of clear and concise checks for student understanding. 

(+) # of checks: 

6. Instructor stating overall class objective. (+) # of times stated: 
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7. Instmctor use of large or difficult words, which may be difficult for average student to 

understand. (-) # of large words: 

8. Instmctor use of ambiguous or vague words, which may lead to student 

misunderstandings. (-) # of vague words:. 

Instmctor Clarity Index- Section Three 

Please count the number of times each Clarity Item occurs: 

9. Instmctor use of specific examples which directiy related to topic. 

(+) # of examples:. 

10. Instmctor use of reclarifications, making a special effort to better relate an example or 

clear up a possible misunderstanding. 

(+) # of reclarifications: 

11. Instmctor got "off the subject" or discussed concepts irrelevant to the lecture's topic 

(during the lecture itself). 

(-) # of times straying from topic: 
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APPENDIX E 

INSTRUCTOR DRAMATICS INDEX 

Please count the number of times each dramatic item occurs: 

1. Instmctor use of humor to emphasize main points of lecture. 

# of times used: 

2. Instmctor use of humor which did not directiy relate to lecture topic. 

# of times used: 

3. Instmctor use of narratives, or stories, to emphasize a key concept. 

# of times used: 

4. Instmctor use of narrative for other purposes, such as to create interest or immediacy. 

# of times used: 

5. Instmctor use of self-disclosure, or giving a personal example about the topic at hand. 

# of times used: 

6. Instmctor use of self-disclosure which does not relate to the lecture itself. 

# of times used: 
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APPENDIX F 

INSTRUCTOR CODING KEY 

Instmctor Number 

01 
02 
03 
04 
05 
06 
07 
08 
09 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 

WORTH 
NEAL 
DRAKE 
EHLERS 
TURNER 
CUTTER 
YOSKOwrrz 
SHAW 
LEVACY 
PRUESS 
BELL 
LFF, 
KOCH 
ROBERTS 
SHIRKEY 
ENGLISH 
HTZPATRICK 
SPRINGER 
SHERBLOM 
CAROL 
MASSEY 
MITCHEL 
SCOTT 
YARBOROUGH 
HOLT-DAY 
STEPHENSON 
DAI E 
MCGEE (Pilot) 
JENSEN (Pilot) 
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APPENDIX G 

DEPARTMENT CODING KEY 

Department Number 

TEXAS TECH UNIVERSITY 

01 

02 

03 

04 

05 

06 

07 

08 

09 

10 

11 

12 

13 

COMS 

MUHL 

ECON 

CHEM 

HIST 

GEOL 

SOCL 

POLS 

HDFL 

HPER 

ENGL 

HLTH 

R&WL 

SOUTH PLAINS COLLEGE-

14 

15 

16 

ENGL 

JOUR 

COMS 
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APPENDIX H 

VERBAL CLARITY CODING DIRECTIONS 

The following are the approximate directions, given orally, to each coders listening for 

verbal clarity. Examples of each item are also listed. These same examples were used to 

reclarify the concepts for certain coders. The index was broken into three categories. 

Section One-

You will be listening for four different verbal clarity constmcts. First, each time an 

instmctor either previews or reviews lecture material or course activity, you will count it 

under #1. Second, you count each time an instmctor enumerates a series of main points in 

a clear and concise fashion (each series counts once). Thirdly, you will listen for fillers. 

These are words which are both 1) repetitive and 2) unnecessary. Each filler used will 

count as one. Lastly, the fourth item ask you to count each time an instmctor uses a maze 

in their speech. These are false starts, in which an instmctor might begin a sentence, stop 

abmptly, and then begin again. 

Examples: 1) "Last week we talked about... " 

2) "First you gain attention. Second present a thesis, third... " 

3) "I, uh, am sure you, uh, realize that. . . " 

4) "It is important to~eh, let me first say that... " 

Section Two-

You will be listening for four different clarity constmcts. First, you will count each 

time an instmctor clearly and obviously checks for student understanding. Thus, this is not 

simply asking any question, but rather asking if everyone is following along and 

understands. Next, #6 asks you to count when an instmctor states the overall class 

objective, or what they will be covering that day. Thirdly, you will count each time a large 

or difficult word is used which may be difficult for the average student to understand. 

Lastiy, #8 asks that you to count each ambiguous word used. These words will be vague 

in their meaning and may lead to student misunderstandings. 
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Examples: 5) "Are there any questions?" 

6) "Today we're going to talk about.. . " 

7) "Enumeration of your speech's main points is desired. " 

8) "Sometimes outiining your notes is desired. " 

Section Three-

You will listen for each time a specific example, which directly relates to the topic is 

used, and count it under #9. If a few short examples, which come from the same source 

are used, you will count these as one. Such as reading three statistics from one survey. 

Next, #10 asks that you count each time an instmctor uses a clarification or makes a special 

effort to better relate and example to avoid possible misunderstandings. Lastiy, you will 

count each time an instmctor "gets off the subject," or strays from the lecture topic. This 

must occur during the lecture though, not in the beginning or end of class. 

Examples: 9) "This advertisement illustrates America's beauty obsession. " 

10) "Let me clarify, by saying that not all death row inmates are 

reoffenders." 

11) "Thus, the gene mutates. Oh, by the way, who voted today? " 
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APPENDIX I 

VERBAL DRAMATICS CODING DIRECTIONS 

The following are the approximate directions, given orally, to each coders listening for 

verbal dramatics. 

You will be listening for three types of verbal dramatics. They are: humor, 

narratives, and self disclosure. You will be categorizing each one in terms of topic 

relevancy and that is why there are six items on the scale. 

Humor- Any time an instructor attempts to be funny or use humor, you will count it. You 

will mark #1 if the humor serves to emphasize the main points of the lecture and #2 if the 

humor did not directly relate to the lecture topic itself. 

Narrative- These are simply stories, so each time an instructor tells a story to emphasize a 

key concept, you would mark #3. If the humor is used for other purposes (such as to 

create interest), and does not directiy relate to the lecture, you would mark #4. 

Self-Disclosure- This last category involves counting each time an instmctor reveals 

something about his or her own life or personal experience. This could be either about the 

topic at hand, (#5), or not relating to the lecture (#6). 
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