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ABSTRACT

Speech is a process, yet studies in human communication
generally examine speech as a product. Rather than
studying the decisions employed in the construction and
reception of messages, most research in speech focuses upon
evaluating communication products. This study represents
an effort to build communication theory within a different
paradigmatic perspective, employing ethnographic interview
method for the purpose of generating theory.

The purpose of this study was to examine the composing
processes of six successful student speakers as they
prepared formal public speeches. The specific strategies
and methods employed were found to vary among these
students and to deviate significantly from instructors'
prescriptions. The study also ascertained the degree to
which past communication experiences and speech training
influenced the students' attitudes, beliefs and values
regarding speech communication. Applications to speech
education at the post-secondary level were discussed, as
was the dimpact of the factors of communication
apprehension, gender and family background. Results were

reported in extensive case-studies of each student subject.
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INTRODUCTION

Speech is a process, yet studies in human communication
examine speech as a product. Rather than describing the
process whereby humans interpret events, make decisions,
construct or receive messages, most research in human
communication focuses upon comparing and evaluating
communication products.

The majority of studies in speech communication employ
experimental methods and test hypotheses. Recently,
however, critics (Tucker, Weaver & Berryman-Fink, 1981)
have voiced concern over what they see as some
communication researchers' tendencies to formulate trivial
hypotheses simply because they are testable. Methodological
worship, they claim, leads many researchers to apply
certain methods or instruments not because of their
relevance to a research question, but because those methods
or instruments are conventional or fashionable.

A further limitation of present communication research
is certain researchers' tendencies to assume investigation
is complete when hypotheses are confirmed or rejected.
Threatening the integrity of the discipline of speech
communication is a wide-spread preference for hypothesis

testing over theory building.
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This study represents an effort to build theory within

a different paradigmatic perspective. Rather than

laboratory experimentation for the purpose of testing

hypotheses, the present study employs an ethnographic

interview method for the purpose of generating

communication theory. Specifically, this study examines

one form of human communication -- public speaking -- by

focusing upon the process of speech composition rather than
upon a recorded speech product.

The grounded theory approach is currently accepted in
the fields of sociology and social psychology, but has been
virtually ignored by communication researchers. Glaser and
Strauss (1967) made a case for the importance of grounded
theory research in all the social sciences, stating that to
be useful, theory should utilize concepts which are
directly applicable to the data under study and must be
able to explain the behavior being studied. The best way
to generate such theory, according to Glaser and Strauss,
is explanation of the data themselves.

While there has been significant change in the
pedagogic methods of speech instruction over the centuries,
there is little evidence in the literature that these
methods are based upon knowledge of how the student
actually approaches the task of speech composition, how the
student incorporates the lessons of speech education into

his own communication behavior, or whether the prescriptive
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guidelines of speech composition, when employed by the
speaker, actually improve the speaker's ability to
communicate effectively. Therefore, an important feature
of this study is the information which may be used to
revise or improve current methods of speech instruction.
The findings of this study have implications for those who
would understand the way in which successful speakers
undertake the task of composing public speeches and the
impact which past experience, speech instruction, and
communication apprehension may have upon the speech
composition process.

Such an approach to the study of composition is not
novel outside of the field of speech communication. The
first descriptive study of the composing processes was
conducted by Janet Emig (1971), who observed the writing
behaviors of eight secondary school students. Emig
reported that even excellent writers do not follow the
rules which teachers have been professing for centuries.
For over fifteen years, researchers in the field of English
instruction have used the case study approach to better
understand how a variety of writers -- from elementary
school children to professional novelists —-- approach the
task of written composition.

The research employing the case study technique has had
significant impact upon modern English curriculum. First,

the data which have been collected through case studies and
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other descriptive research methods have served as reference
points from which researchers in writing instruction have
been able to develop and test hypotheses which are grounded
in reality. Experimental research based upon Emig's and
others' findings has discovered effects and interactions
which might never have been investigated had the case study
research not uncovered the existence of significant factors
which mediate writing instruction.

Second, the impact of case study research has been
instrumental in changing significantly the present English
curriculum: rather than a prescriptive rules approach
which dominated the English curriculum for the first half
of this century, composition dinstruction has been revised
to focus the student's attention on the process of
discovery, invention, creativity and logical reasoning
which is the writing experience. It is conceivable that
English instructors might never have thought to improve
writing instruction by focusing the student's attention
upon the writing process had Emig and her colleagues not
first focused upon the study of writing as a process.

It was expected that research which focused upon the
formative processes of speech composition would yield
similar results. Not only would such a perspective provide
communication researchers a rich source of testable

hypotheses, but the re-conceptualization of speech as a



5
process might also generate new methods for teaching human

communication.

Statement of the Problem

The purpose of this study was to examine the composing
processes of successful student speakers as they prepared
messages to be shared with a public audience. The
examination was expected to reveal the specific strategies
and methods employed by these students to meet the
perceived requirements of the communication situation.

This study also attempted to ascertain the attitudes,
beliefs and values of these students regarding speech

communication in generalized and specific contexts.

Study Questions
1 How do successful student speakers begin the speech

composition process?

. What specific strategies and methods do successful
student speakers employ in the composition of their

speeches?

S What attitudes, beliefs and values do successful
student speakers have regarding speech communication in the

public speaking context?

4. What impact, if any, does gender have upon the student
speaker's perceptions and behaviors relative to speech

communication?
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D What impact, if any, does level of apprehension have
upon the student speaker's perceptions and behaviors

relative to speech communication?

6. What impact, if any, does previous speech experience
have upon the student speaker's perceptions and behaviors

relative to speech communication?

7. What impact, if any, does speech instruction have upon
the student speaker's perceptions and behaviors relative to

speech communication?

Definitions

Attitudes. Fishbein and Ajzen (1975) have defined

attitudes as internal structures, manifesting themselves in
general feelings of favorableness or unfavorableness toward
the self or some external stimulus. For the purpose of
this study, "attitudes" included students' expressions of
favorable and unfavorable feelings toward any aspect of the

speech process.

Beliefs. Fishbein and Ajzen (1975) define beliefs as
expressions of acceptance of the existence of some
condition or relationship. For the purpose of this study,
"beliefs" included students' expressions of acceptance of
the existence of rules or relationships which govern the

speech process.
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Composing Process. For the purpose of this study, the

"composing process" was defined as all thoughts and
activities which the student speakers saw as relevant to
the formation of the assigned public speech. The composing
process took place at any time from the assignment of the
public speech through the final delivery of the public

speech.

Generalized Context. The "generalized context'" of speech

communication included oral communication in any social
situation: conversation, small group interaction, large

group interaction, public speaking and mass communication.

Level of Apprehension. For the purpose of this study,

"level of apprehension"

was operationally defined as a
student speaker's score on McCroskey's (1982) Personal

Report of Communication Apprehension (PRCA-24) instrument.

Previous Speech Experience. The "previous speech

experience'" of each student speaker in this study was
expressed in the form of a "speaking autobiography.'" This
speaking autobiography was generated for each student
through a structured interview and an examination of any
available documents which provided evidence of the

student's past experiences in public speaking.

Public Speaking Context. The "public speaking context" of

oral communication included any speech activity which took
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place in front of an audience, in a relatively formal

setting, with or without the possibility of evaluation.

Specific Strategies and Methods. The "specific strategies

and methods" of student speakers included any and all

deliberate choices and decisions which a student speaker

claimed to have made concerning the way in which a speech

was composed.

Speech Instruction. For the purpose of this study, '"speech

instruction" referred to any formal training in which the
curriculum specifically concentrated upon oral
communication. "Speech instruction" may have included
classes, workshops, extra-curricular clubs or
organizations, tutoring, workbooks, textbooks or manuals
which were primarily intended to improve oral communication

skills.

Successful Student Speakers. The '"successful student

speakers" of this study were students who, at the time of
data collection, were registered in an introductory-level
public speaking class and had received a grade of "B" or

better for their first speaking assignment.

Values. Rokeach (1968) defines values as enduring beliefs
that specific modes of conduct or end-states of existence
are personally or socially preferable to opposite or

converse modes of conduct or end-states of existence. For
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the purpose of this study, '"values" referred to student
speakers' enduring beliefs concerning the personal or

social importance of oral communication.

Assumptions
1. The students selected for case study were
representative of successful student speakers who were
registered in college-level introductory public speaking
classes on the campus of the University of Central Florida

during the academic year 1987-1988.

2. The responses of students in the interview phase of the
study were truthful. Responses of students were not
attributable to demand characteristics of the interview
since this was an exploratory study which did not seek

confirmation of any hypothesis or position.

S Instructors' evaluations of student performance on
speech assignments had a high degree of reliability. An
independent study comparing the scores given confederate
student speakers by members of the same speech faculty used
in this study bhas revealed no significant differences
between faculty members' evaluations of student speakers

(Butler & McKinney, 1986).

Limitations
1 The results of this study do not constitute an

exhaustive or definitive explanation of how all successful
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student speakers compose oral communication.

2. Because of the small size of the sample used in this
study, generalization to the population of all successful
student speakers enrolled in public speaking classes is

made cautiously.

3. The information provided by students interviewed in
this study may have beem limited by the effects of mistakes
in student memory, inadvertent misrepresentation of facts,
beliefs, attitudes or values on the part of the student, or
misunderstandings of terms between the interviewer and the

student.

% 4 The results of this study may be analyzed for the
purpose of hypothesis generation, not for the purpose of

hypothesis testing.
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REVIEW OF LITERATURE

Western civilization may be most accurately
characterized as a literate culture. While it is true that
the scientific, economic, political and artistic advances
which have been made in the last one thousand centuries are
directly attributed to the development and refinement of
written modes of communication, the underpinning of all
forms of human expression is oral language. In his
consideration of orality and literacy, Ong (1982) has
asserted that, "In all the wonderful worlds that writing
opens, the spoken word still resides and lives" (p. 8).
While oral expression of thought does exist independent of
any sense of written code, written expression presupposes
grality, Despite the "primacy of orélity" in human
language systems, Ong maintains that the scientific study
of language has largely neglected oral expression.

Ong's conclusion may seem an inaccurate statement to
one who has a passing acquaintance with the vast body of
literature dealing with human communication or speech.
From the time of Aristotle's "Rhetoric" to this age of
general-systems theory, man has attempted to create

theories concerning ways to affect desired ends through

T
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communication. Still, closer examination of the theory and
research conducted under the heading of oral communication
reveals the truth of Ong's assertion.

Speech differs from written expression in that the
spoken word has temporal existence, but no spatial
permanence, while the written word exists and presides both
in time and in space. Speech is difficult to study unless
it is recorded in some matter; therefore, many theorists
have found it necessary to re-code speech into some form of
permanent record. In the past, this meant transforming
spoken communication into written language. The earliest
speech researchers examined speech texts in order to
generalize rules about human communicative behavior. The
limitations of this approach are obvious to all who
recognize that speech includes more than just words--
speech also can be seen as a physical activity, an event,
or a transaction between two or more individuals (Brock &
Scott, 1972).

Today, because of the technologies of audio and video
recording, the researcher who wishes to study speech is
able to capture more of the components of the speech act
than just the words. Thus, an entire division of speech
research which is concerned with nonverbal expression--
kinesics, pupil dilation, facial expression, vocalics--
has broadened the spectrum of understanding of the speech

act. Nevertheless, even audio or video recording of human
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communication is only a representation of speech: no
technology has yet been invented which can record the
contextual, situational or transactional nature of the
speech act.

Speech is a process, an activity, a situation-specific
transaction between two or more individuals, but typically
those who study speech view it as a product, a thing, a
result of human interaction. It is possible to classify
the body of literature concerning speech under three
headings: historical/critical, prescriptive and empirical.
Fach of these categories approaches the study of speech
from a different perspective, and each examines the product
of speech. Virtually none of these perspectives provide
insight into the process of speech, what typically goes on
in the mind of the speaker during the speech act.

As Brock and Scott (1972) have noted, the historical/
critical perspective of speech study attempts to describe,
to interpret and to evaluate human efforts to dinduce
cooperation through the use of symbols. "Rhetorical
criticism" examines the communication of influential public
figures in an effort to (1) place the communication within
an historical or social eontext: (2) shape or reconstruct
the meaning of the communication for later generations; and
(3) judge the relative importance or quality of the

communication within some artistic criteria.
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While the ultimate purpose of rhetorical criticism 1is
the development of a set of standards or models of
excellence in speech, Brock and Scott claim that it
contributes to speech theory as well. First, they argue,
rhetorical criticism may provide insights that can then be
transformed into principles for further testing. Second,
it may serve as a test of conventional principles of
speech; if common teaching holds a certain tactic as
valuable, its worth should be born out in the criticism of
speakers who use it.

Historical/critical research has its roots in the
scholarship of the earliest rhetoricians, Aristotle, Cicero
and Quintilian. The weakness of this perspective is its
insistence in treating speech as a fait accompli. Modern
rhetorical critics have attempted to bring more
consideration of the process of speech composition into
their work. Rosenfield (1968), Brockriede and Scott (1970)
have operated under the "Experiential" school of rhetorical
criticism which holds that meanings are in people, not in
discourse; Burke's "Dramatistic" approach to rhetorical
criticism sees society as a process in which speakers
interact; and Harrell and Linkugel (1978) have adopted a
"Generic" form of criticism which goes beyond an analysis
of specific speech acts in an effort to categorize all

speech as a model for some larger, shared human truth.
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In spite of the fact that modern rhetorical critics
acknowledge the essential process nature of speech, they
still treat speech as a product insofar as the speech act
is only the catalyst of their study, not the final point of
analysis. Rhetorical criticism has not employed the
ethnographic method in order to investigate the motives,
strategies, values or feelings of the speaker as he
constructs speech —-- the rhetorical critic either 1limits
his perspective to the observable impact which the speech
has upon the audience or allows himself to speculate upon
the inner-state of the speaker based upon indirect
observation methods. Perhaps the greatest limitation of
the research of the rhetorical critic is the self-imposed
stricture against analyzing speech which has not already
been Jndged as histerically signiiicant or artistically
valuable. The rhetorical critic usually does not have the
opportunity to apply his technique to the speech of day-
to-day human interaction. His expectations about human
speech are significantly biased: effective speech is seen
as the product of important events or great personages.
Prescriptive literature in the field of speech may be
seen as the logical extension of the work of the rhetorical
eritics The historical/critical method of research sets
forth the aesthetic and technical standards by which speech
may be measured, and prescriptive literature in speech

translates these standards into rules and guidelines for
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effective speaking. The bulk of literature in the field of
speech including textbooks, manuals, articles in speech
education journals, and more recently, movies, tapes and
lecture series may be classified as prescriptive.

Textbooks in speech communication vary little in their
advice to the student speaker. Although most texts used
today do acknowledge the transitory, transactional, process
nature of human speech (typically in introductory
chapters), the predominance of information contained in
these books is of a prescriptive, product-centered nature.
Two texts which have wide use in college public speaking

classrooms, DeVito's The Elements of Public Speaking (1984)

and Lucas' The Art of Public Speaking (1986), provide

specific guidelines for the "proper" selection,
organization, structure, amplification and delivery of
speeches. For these authors, it is possible to identify a
unit of analysis called "the speech." A speech has clear
limits -- an introduction, body and conclusion -- as well
as a clearly identifiable purpose -- to inform, persuade or
evoke. A speech is "delivered" to an audience by means of
verbal and nonverbal channels of communication. A speech
can be evaluated by submitting its many parts to separate
analysis. A speech is effective when each of the parts of
the speech are effectively executed. DeVito, for example,
provides a tip for engineering the introduction of a

speech:
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The introduction to a speech, although obviously
delivered first, should be constructed last --
only after the entire speech, including the
conclusion, has been written. In this way you
will be in a position to see the entire speech
before you and will be able to determine those
elements that should go into introducing this now
completed speech. (p. 144)

Clearly this advice presupposes that "the speech'" is a
written document, and not a process which takes place in
the presence of an audience.

DeVito seems to contradict his own perspective,
however, when he proclaims in another chapter that
". . . the extemporaneous method is clearly to be
preferred, especially in the public speaking classroom

"
.

situation. (p. 316). He defines extemporaneous speech

as that in which the speakers have ". . . prepared

thoroughly, have the organization clearly in mind, and know

what they want to say and in what order they want to say

1E . But they have given no commitment to exact wording"
(pe 3167%. How can speech be both "written" and
"extemporaneous"? The prescriptive scholar offers no

reconciliation.
Perhaps the greatest concern with prescriptive
literature in speech is the fact that pedagogy is almost

' yet the advice

exclusively based upon these '"guidebooks,'
offered by the prescriptionists is rarely supported by
research. The information contained in public speaking

texts either represents the original preference of the

author or references other prescriptive speech texts:
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rarely is research in the field of human communication
cited by the author as the basis for a recommended
technique. Kopp (1967) has criticized the common emphasis
of speech texts and educational programs which concentrate
too little upon the power which speech has in interpersonal
affairs, and concentrate too much upon efforts to make
students conform to a norm of competence. Kopp cites
another critic, Bolz (1963), who is also critical of
prescriptive speech scholarship when he observes that the
purpose of speech education is not to eliminate these
personal differences -- not to make every child an orator
—— but to help each pupil to say those things which are
important to him.

The third traditional source of literature in the field
of speech is the body of empirical research which has
investigated virtually every aspect of speech
communication, from the perspective of the speaker, the
message, the channel and the receiver. Tucker, Weaver and
Berryman-Fink (1981) have provided an excellent synthesis
of over fifty years of research in speech communication,
demonstrating that the field has made dramatic strides in
identifying, examining, and in some cases, solving problems
related to human communication and social interaction. The
authors are critical, however, of what they see as a

failure on the part of communication researchers to
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conscientiously follow programs of study which will lead to

a theory,speech communication.
An earlier critic of research in speech communication,
Petty (1967), has commented that:
The principal faults of much that has been done
are the small-scale and short-term efforts that
have been made, the uncoordinated nature of much
investigation, the too frequent errors in research

design and implementation, and the considerable
amount of misdirected drawing of conclusions.

(p. 66)

Petty also faults speech researchers for failing to
coordinate research programs with the real needs of the
academic community. In short, in an effort to pursue
personal interests through pure research, speech scholars
have neglected applied research topics which would directly
aid the speech teacher and student.

Still more voices of concern, those of Blake and Amato
(1967), question:

. . . why is it that as late as 1964, although
there was an increase in the number of studies in
written expression, research studies published in
various educational journals for the last five
years, we found an almost complete void of studies
done in oral language, and - the studies done were
mostly related to speech pathology. (p. 64)

The majority of studies in speech communication employ
experimental method as a means of testing hypotheses.
Tucker et al. (1981) voice concern over what they see as

some communication researchers' tendencies to formulate

trivial hypotheses simply because they are testable.
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Methodological worship, they claim, leads many researchers
to apply certain methods or instruments not because of
their relevance to a research question, but because those
methods or instruments are conventional or in vogue.

Because the norm of speech communication research has
dictated the use of experimental method, it has been
difficult for researchers to examine speech as a process.
The very nature of experimental research dictates the
manipulation of variables and the measurement of some end
effect; in the field of speech research, the effect which
is most often measured is some form of speech product
(operationally defined, depending upon the object of the
study as persuasiveness, effectiveness, comprehension,
attractiveness or a myriad of other variables which have
been identified by speech researchers as valid measures of
speech effect).

To study speech processes requires a research method
which invites description of behavior, and which is able to
enter the process without bringing outside intervention to
bear on the speech act. Such a method is found in wide
practice in the fields of sociology, social psychology and
education -- ethnography -- but has been virtually ignored
by speech communication researchers (Tucker et al., 1981).

A further limitation of present communication research
is certain researchers' tendencies to assume investigation

of communication factors is complete when hypotheses are
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confirmed or refuted. Threatening the integrity of the
discipline of speech communication is a wide-spread
preference for piecemeal hypothesis testing over on-going
theory construction programs.

Bailey (1982) has described a theory-building paradigm
which does not rely upon traditional scientific method of
hypothesis testing, rejection and acceptance. "Grounded
theory" is theory which is discovered or generated from
data which is obtained through non-experimental
methodologies. According to Bailey, grounded theory is
developed by: (1) entering the research situation without
a hypothesis; (2) describing the situation; and
(3) formulating possible explanations as to why the
observed data were created. Of course, grounded theory is
only complete when the explanations furthered by the
researcher are tested in a more controlled way. Hypotheses
which are generated through this approach are superior to
hypotheses which are generally investigated in traditional
research because they have some basis in reality, are
backed with observational data, and have direct application
to the real-life situation from which the observation was
first made.

A review of recent literature in the field of speech
communication reveals no such ethnographic, case study or
grounded theory approach to the investigation of the

process of speech. In the past fifteen years, however, a
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body of research has been conducted in written composition
research, a field which is closely related to speech
communication, using ethnographic methods of observation,
interview and case study to generate a theory for the
composing process of written communication.

In 1971, Janet Emig published the results of a study in
which she used observation and interview as methods to
uncover the strategies of excellent student writers.
Dissatisfied with the traditional source of information
about the writing process (accounts concerning professional
writers, dicta and directives contained in composition
texts, and experimental research in writing), Emig designed
a methodology which allowed the researcher to examine
first-hand the process of composing (observation) and to
probe the meaning which the process of writing had for
writers (interview).

The findings from Emig's eight case studies surprised
the community of composition instructors and researchers
alike. Emig found that, despite the fact that the students
she studied were receiving relatively traditional
instruction, these excellent writers failed to employ in
their writing many of the rules of composition. For
example, Emig found that few of the students she observed
utilized an outline to organize their ideas before writing
essays, even though outlines were recommended by virtually

all of the students' writing dinstructors. Another
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unexpected finding was that students employed vastly
different methods and styles when engaged in '"self-
sponsored" writing as opposed to "school-sponsored"
writing. Further, Emig noted that students did not
typically feel motivated to write for their own enjoyment;
most writing in which her subjects engaged was the result
of a school assignment.

Emig's study represented a breakthrough in writing
research, a first step in designing research which would
examine the act of writing as a process, rather than
attempting to analyze and extrapolate purpose from a
finished product. In subsequent years, numerous studies
have employed her methodology, or refined the technique of
gathering information directly from individuals aetively
engaged in the process under study. Notably, DeBeaugrande
(1979) expanded upon Emig's method by adding the analysis
of revisions and drafts to the examination of the writing
process. Haselkorn (1985) reported the use of a computer
program which charts the decisions a writer makes while
engaging in the writing process. And Blau (1983) devised a
method for charting the writing process though the use of
an invisible monitor under the writer's manuscript.

The majority of studies of the composing process of
written composition, however, do not employ exotic
technologies to track the process. Most researchers

undertaking this form of research rely most heavily upon
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the ethnographic interview in which the writer's
strategies, philosophies, feelings, values and previous
experiences with writing are revealed. Subjects may be
asked to keep "writing diaries" to be shared with the
researcher during an interview session, or subjects may be
asked to relate a "writing autobiography" which can reveal
the experiences subjects have had with writing and
interpretations placed on these experiences by the
individual. Among these researchers are Britton (1975),
Graves (1979) and Nolan (1979) who adapted the ethnographic
interview method to investigate young children's writing
processes. Pianko (1979) studied the composing processes
of college students using a format similar to Emig's
ethnographic interviews and writing simulations. Petrosko
(1984) studied the particular problems which writing
apprehensives have with the writing process through the use
of dinterview and observation techniques. Crowley (1977)
made use of writing diaries in order to chart the composing
process in adult writers.

Some researchers have warned against the temptation to
peneralize the findings of observation and interview
research to larger contexts. Tomlinson (1984) indicated
that researchers using ethnographic techniques need to be
wary in relying upon students' accounts because of the
possibility of memory mistakes or deliberate

misrepresentation of the facts due to the demand
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characteristics of the interview situation. Voss (1983)
criticized those who have made efforts to generalize their
findings, reminding the researcher that ethnographic
techniques are meant to generate testable theory, not to
predict behavior in the general population. Park (1979)
and Sommers (1979) questioned the value of such research in
supplying usabie information to teachers of composition,
and suggested that ethnographic research attempt to
identify those teaching practices which students find
helpful in improving the quality of their writing.

Several excellent reviews of literature in the area of
the composing process of written communication have been
undertaken. Notably, D'Angelo (1978) attempted to
construct a '"modern theory of the composing process'" under
the model of the evolutionary theory of social interaction
and Van Nostrand (1978) traced the empirical basis for a
new paradigm of research in the composing process.

Although no theoretical basis for applying ethnographic
methods to the study of the speech composition process
exists within the field of speech research, the concept is
well developed in a related field. It would seem that
speech communication research would benefit significantly
from the insights which such a method could supply. Twenty
years ago, Dance (1967) challenged the speech researcher to
actively seek new methods which would bring greater

understanding to the field of human communication. Tucker
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et al. (1981) quoted his challenge and emphasized its

salience in this age:

According to Dance's commentary on human
communication theory, we have no grand theories, a
number of partial theories, and many
particularistic theoretical bits and pieces. He
posits many reasons for this lack of theoretical
development: (1) the the processual nature of
communication, which precludes prediction; (2)
the omnipresent and ubiquitous mnature of
communication, which makes explanation difficult;
(3) the fact that communication is both the
instrument and the object of our study; (4) the
rigidity and condemnation that results from
paradigmatic debates, and (5) the competitiveness
among related disciplines. Dance concludes that
it would be neither possible nor desirable to
suppress the disagreement within our discipline.
He advocates multiple approaches to theory
censtruction. (p. 278)

The present study is a first attempt to construct
theory in a way which is new for the discipline of speech.
Although the research explained herein is exploratory in
nature, it dis rich with possibility for future field and
experimental research. It is expected that research which
focuses upon the formative processes of speech composition
will yield similar results as the research which has
focused upon the formative processes of written
composition. Not only will such a perspective provide
communication researchers a rich new source of testable
hypotheses, but the re-conceptualization of speech as a
process may also generate new methods for teaching human
communication.

One area of concern for speech researchers and speech

instructors alike has been the impact which "communication
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apprehension" (McCroskey, 1970), "shyness" (Zimbardo, 1975)
or "reticence" (Phillips, 1965) has upon the speaker. A
review of the literature in the field of speech anxiety
research reveals virtually no studies which employ
ethnographic methods in an effort to understand the
dynamics of apprehension from the perspective of sufferer.
The largest number of studies investigating speech
anxiety have utilized experimental or survey method to
identify the correlates of speech anxiety, the performance
factors which are associated with various levels of
measured communication apprehension. These studies fccus
upon the speech act as a product, and compare the speech
products of individuals with varying levels of measured
communication apprehension in an effort to find the
behaviors which are predicted by the speaker's level of
anxiety (Daly & McCroskey, 1984). Another category of
studies in the field of speech anxiety research reports the
success of various remediation programs. Here, the
relative merits of systematic desensitization programs,
skills training programs and cognitive-behavioral therapies
are tested, again using evaluations of the speech act as
the dependent measure (Friedrich & Goss, 1984; Kelly, 1984;
Fremouw, 1984). One criticism which may be leveled against
the body of speech anxiety research is that all of these
studies assume that apprehension which is measured by a

paper and pencil instrument or apprehension which is noted
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through observation of a "nervous speaker" is the same
thing as the apprehension which is experienced by speakers
who are engaged in the process of speech. In other words,
there is concern that researchers have constructed a
concept called "anxiety" and superimposed this concept, ex
post facto, over examinations of speech products, rather
than asking the speaker to describe and label his own
internal mental state while engaged in the process of
speech communication. Only through ethnographic methods of
investigation can researchers of speech anxiety come to
fully understand the impact which apprehension has upon the

attitudes and behaviors of speakers.




A il

METHODS

Introduction

The purpose of this study was to examine the composing
processes of successful student speakers as they prepared
messages to be shared with a public audience. This
examination was expected to reveal the specific strategies
and methods employed by these students to meet the
perceived requirements of the communication situation. This
study also attempted to ascertain the attitudes, beliefs
and values of these students regarding speech communication

in generalized and specific contexts.

Population and Sample

The population of this study consisted of all
successful student speakers enrolled in any section of SPC
1014, the introductory-level public speaking course at the
University of Central Florida in the 1987-1988 academic
year. Not included in this population are students who had
earned the grade of "C" or lower in their first speech
assignment, or students who withdrew from the public
speaking class before completing all required course work.

A sample of six cases was drawn from the above
population, using non-probability sampling procedures.

29
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First, a sampling frame was constructed, listing all
students currently enrolled in SPC 1014 who met the
requirements of "successful student speaker" based upon
instructors' evaluations. Second, each student in the
sampling frame completed the PRCA-24 instrument and was
assigned to one of three categories based upon his score on
this instrument: a student was categorized as "higher in
apprehension" if he scored within the highest 1/3 of all
scores, categorized as '"average in apprehension" if he
scored within the middle 1/3 of all scores, and categorized
as "lower in apprehension" if he scored within the lower
1/3 of all scores in this administration of the PRCA-24.
Finally, a stratified sample was drawn, selecting two
students -- one male and one female —-- from each of the
three levels of communication apprehension, for a total

sample of six.

Instruments and Procedures

As described above, the study made use of the PRCA-24
instrument as a means of stratifying the sample. In this

study, the PRCA-24 was not employed as a dependent measure.

Data Collection

The primary method of data collection was the
ethnographic interview, an unstructured interview which
sought to uncover the methods, strategies, beliefs, values

and attitudes of student speakers as they prepared and
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delivered a formal public speech. Bailey (1982) has
described the advantages of this methodology in social
science research as being ten-fold:

(1) It allows the greatest degree of flexibility since
interviewers can probe for more specific information,
clarify misunderstandings and repeat missed questions.

(2) It increases subject response rate because of the
personal rapport of the interviewer and the subject.

(3) It allows the researcher to note the nonverbal
behavior of the subject, lending another dimension to
responses.

(4) It allows the researcher a degree of
standardization and control over the environment.

(5) It allows the researcher to control the order and
pace of response.

(6) It allows for maximum spontaneity. Both
researcher and subject may feel free to deviate from the
structure of the interview when unforeseen issues arise.
This spontaneity often leads to the discovery of dimensions
of the research problem which the researcher could not have
anticipated prior to research.

(7) It ensures that the subject's answers are his own,
not aided by the prompting of others.

(8) It ensures completeness of the data collection.

(9) It allows the subject to note the exact time,

place, and conditions of the research situation.
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(10) It allows the researcher to investigate phenomena

at a greater level of complexity than possible in
experimental or survey research.

The ethnographic interview is preferred when one wishes

to study human behavior from a process rather than a

product perspective since, in Bailey's words, it begins

from the assumption that ".

the emphasis in social
research should be on the process of social interaction
through which social reality is constructed and maintained,
rather than on the end result or product of such
interaction: « « " (p. 300).

Additional information about the speech composition
process was obtained from the examination of documents,
when supplied by the subjects, in the form of notes,
drafts, diagrams or manuscripts which were used during the
speech composition process. Emig's (1972) study made
extensive use of this document analysis to reconstruct the
decision processes of student writers as they refined the
essays they were assigned to write.

In a related study, Cooper and Odell (1976) used drafts
of subjects' writing to investigate why they had made
certain decisions in writing. The researchers made changes
in writers' works, then asked them whether they could
accept these changes in an effort to solicit from the

authors their rationale for crafting their messages in the

ways they had.
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In the present study, document analysis, when possible,
not only provided evidence for reconstructing the decision
process of students who were engaged in preparing speech
communications, but also generated questions which could be
asked during the ethnographic interviews. The documents
were used as a "point of departure" for the interview as
the student writer explained the strategies used in the
speech composition process.

In addition to collecting information about the
thoughts and behavior of subjects relative to a specific
speech situation, this study created for each case study a
"speaking autobiography" whereby subjects recounted
experiences and impressions of speech communication in a
generalized context. While the unstructured interview was
the primary means of data collection for this aspect of the
study, document study was also undertaken when subjects
were able to supply records of past experiences in speech
communication. Emig's study used the "writing

' an oral account of the student's writing

autobiography,'
history, supplemented by existing documents in an effort to
ascertain the student's experiences with and impressions of
the writing process. Other researchers have used diaries
in an effort to force subjects to reflect upon the process
of writing. The present study relied less heavily upon

recorded historical data since the speech process is

typically a transitory phenomenon. When written record of
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past speech experiences did exist, subjects were encouraged
to supplement this data with descriptions of the personal
meaning which that speech experience had for them.

Data collection began immediately following the
selection of the six student speakers from the population
of currently enrolled speech students. The first
interviews were held within one day of the assignment of a
speech presentation within each of the subject's classes.

At the first interview, subjects were informed of the
purpose of the research, were given the task of beginning
to reconstruct memories and documents which would be used
to create a "speaking biography,'" and were questioned as to
their plans, strategies and feelings relative to the
upcoming speech assignment. Subjects were reassured of the
confidentiality of their reports, and encouraged to be
candid in their descriptions of personal methods and
feelings. Finally, subjects were instructed to bring to
the next interview any recorded material they might
accumulate while engaging in the speech composition process
over the next week, as well as any thoughts, concerns,
ideas or feelings they might have relative to the upcoming
assignment.

The second interview had two phases. The first dealt
with subjects' recorded and verbal accounts of the speech
composition process relative to the in-class speech

assignment. Subjects explained their composition
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strategies, sometimes using documents to illustrate their
points. The researcher probed subjects to determine how
they felt about the speech composition process, and what
they anticipated would take place in the speech delivery
process.

The second phase of this interview dealt with the

' for each

construction of a "speaking autobiography'
student. Prompted by the researcher to recount any
thoughts or feelings about past speech experiences,
subjects were free to begin the speech biography at any
point in time, or from any perspective -- cognitive,
affective or behavioral.

The third interview occurred immediately before the
delivery of the assigned speech. Subjects were again asked
to relate all strategies, thoughts and feelings about the
process which they found salient at the time. Of
particular dinterest in this interview were the recorded
materials which subjects brought with them ~-- notes,
outlines or manuscripts. Subjects were asked to provide
explanation of the reasons behind the decisions they had
made regarding the way in which the planned message was to
be structured and delivered. Of particular interest to the
researcher were students' reports of feelings and attitudes
regarding the speech process; the meaning and source of

these feelings and attitudes were probed.
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The final interview occurred immediately following the
completion of the speech process -- just after delivery of
the assigned speech in the classroom. Students were asked
to recount this experience, and again, were questioned as
to any strategies employed by the speaker and any thoughts
or feelings which accompanied the speech process.
Finally, students were asked to relate this speech
experience to past speech experiences. In this way, a
unified description of each student speaker's impressions

of the speech process could be obtained.

Data Analysis

Data obtained from this study follow a case study

format. The data analysis of case study information is
difficult to specify: the most specific thing that may be
said is that it is descriptive analysis. Because no

hypotheses were forwarded, it is impossible to speak in
terms of the researcher's expectations being confirmed or
refuted by the data. Indeed, the researcher entered this
examination with no expectations except that the subjects'
accounts would suggest trends or issues which should be
addressed in future research.

Bromley (1986) described the data analysis phase of
case study research as a circular process whereby the
investigator enters the research situation with only a few
preconceived questions and uses the data he collects to

generate new questions which will examine the problem or
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issue 1in greater detail. Thus, the data analysis of case
study information does not end with a statement of fact,
but allows the investigator to re-enter the research
process at a different level and with more pertinent
questions.

The data obtained in this study were checked for
trends. The results of this descriptive analysis are not
probability statements of generalizability to the larger
population, but hypotheses and research questions which
would seem to be most relevant to the study of the speech

communication process.



IV

RESULTS

Introduction

The six case studies contained in this chapter
represent a descriptive analysis of the speech composition
processes of a small sample of students enrolled in a
college-level speech communication class. Student subjects
were enrolled in different sections of the same
introductory speech class taught at the University of
Central Florida, SPC 1014. All of the students sampled in
this study were undergraduates, ranging in age from
eighteen to twenty-two. A1l of the student subjects were
caucasian, and all described their families' socio-
economic status as "middle-class" or "upper middle-class."

Only one of the students lived in a parent's home while
attending college; three students resided on-campus, while
the other two lived in nearby off-campus housing.

The common syllabus used by all SPC 1014 instructors
which describes the content of the course is contained in
Appendix A. It must be noted that despite the common
syllabus, individual instructors may have differed from one
another in teaching methodology, evaluation policy,

selection of course content emphasis, and teaching or

38
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speaking experience. The case studies reported here help
reveal the impact which these instructors' diverse methods
and philosophies had upon students' perceptions of speech
composition and speech instruction. In short, the
diversity of student subjects' experiences and attitudes
toward speeth composition may be partially explained by the
diversity of experiences and attitudes present in various
speech classrooms.

This chapter consists of case studies of the six
students who participated in this study. According to the
wishes of the student subjects, pseudonyms of their choice
have been assigned to guarantee anonymity.

Each case study is organized into five sections.
Section one relates basic demographic information about the
subject, subject's level of apprehension as measured by the
PRCA-24, level of previous speech education, and a
description of the type of speech which the student was in
the process of preparing during the interviews. Section
two of each case study recounts the "speaking
autobiography" related by the subject. Section three
outlines the speech composition strategies reportedly used
by the subject for previous speeches and for the present
speech under consideration. Section four discusses the
subject's attitudes, thoughts and feelings about the speech
process in particular, and about oral communication in

general. Finally, section five of each case study is a
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detailed description of the subject's speech composition
process. This final section of each case study is arranged
chronologically from the earliest stages of idea generation
to post-delivery self-evaluation.

At the end of this chapter, a summary of findings is
presented. The descriptive data contained in the case
studies is synthesized to provide answers to the study
questions which were proposed at the outset of this
research. Important trends and issues which were not
anticipated, but which revealed themselves during the data

collection and analysis processes, are also reported.

Case Study 1 -- "Chalis"

Background Information

Chalis, a nineteen-year-old white female, was enrolled
in one of Instructor B's two sections of SPC 1014 during
the Fall, 1987 term. Chalis came to the University of
Central Florida directly after graduating from a high
school in the Mid-West. At the time of the study, Chalis
lived alone in an apartment near campus.

A theatre major, Chalis decided to register for SPC
1014 in the first semester of college study because she
felt that speech would help her in her major coursework.
Chalis had taken a speech course in high school; she
related that she felt confident in enrolling in a college-
level speech class because she had enjoyed and succeeded in

her high school speech eclass. By the time of the first
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interview, Chalis had already delivered three speeches in
SPC 1014; she had earned two "A's" and one "B" for her
speeches. The speech which Chalis was in the process of
composing during the three-week interview period was a
group speech (See Appendix A for description of group
speech assignment).

On the PRCA-24 instrument, Chalis scored 59, placing
her within the mid-range of apprehension scores for the
sample described in Chapter Three. For the purpose of this
study, Chalis was considered to have a "moderate'" level of

communication apprehension.

Speaking Autobiography

Not until the second meeting did Chalis first begin to
relate her background and experiences im oral
communication, to compose her '"speaking autobiography.'
The interviewer made the decision to postpone this
discussion until the subject and dinterviewer were better
acquainted since Chalis displayed uneasiness in answering
open-ended questions or in initiating discussion during the
first interview. By the second meeting Chalis herself
initiated the subject of past communication experiences
when she related that she probably performed well in SPC
1014 because she had one year of speech and two years of
drama training in high school. Thus, Chalis' high school
speech and drama experiences became the point of origin for

her speaking autobiography.
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In high school she took a full year of speech (even
though she only needed the credit for half of the year)
because she believed it would help her in college and in
her career. Chalis enjoyed her high school speech class.
She described a '"loose atmosphere" where the teacher used
games, impromptu and humorous speech assignments, and group
activities to help students feel relaxed and confident as
speakers. Chalis felt that she was one of the best

speakers in that high school class, receiving "A's" on all

her speech assignments. She also described the class as
being "easy," with "few specific assignments,'" "light
topics" and a lenient grading system: "If you were bad,

you'd get a C, if you did just 0.K., you'd get a B or even
a low A."

According to Chalis, the desire to act was present from
childhood, but it was not until high school that she had
her first experience with acting. Although still '"quiet"
in high school, Chalis related that when on stage, she
never thought about nervousness. She selected theater as a
major in college because drama was her favorite subject in
high school, but also because she desired a career which
would allow her to express her creativity. While Chalis
indicated that she still hoped to act professionally, she
voiced the concern that an acting career could jeopardize a

marriage. Unwilling to make such a sacrifice for a career,
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Chalis concluded that she would be satisfied teaching drama
once she is married.

Chalis related that her mother and father (who are
divorced) do not encourage her aspirations in theatre, but
that her stepfather does support her acting goals. In
fact, it was her stepfather who first suggested that Chalis
become involved in drama in high school. Chalis provided
the summary observation that ". . . my mother does not know
or understand me as well as my stepfather -- I can really
talk to him, but not to my mom."

Asked about the amount and quality of communication in
her home during her childhood, Chalis explained that, as an

1

only child, she was always around "grown-ups,'" and learned

to become a listener, not a talker. "Even as a child,"
Chalis observed, "I was always quiet -- my mom says I
didn't even cry a lot. Even now, I'm not that outgoing."

Chalis concluded that her family does not communicate well,
and that the greatest communication problems exist between
Chalis and her mother. Chalis explained that the source of
the difficulty is that she is emotional, while her mother

' her mother

is not; Chalis perceives herself as '"sensitive,'
as "logical." It is interesting to note, however, that
throughout the interview process, Chalis indicated many
times that she had phoned her mother to discuss speech

ideas and other class assignments. Apparently, although

Chalis evaluates the quality of communication with her
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mother to be below average, this does not lead her to avoid
communication with her mother altogether.

In relating early school experiences, Chalis reported

"

that she was very shy and quiet, very sensitive and

LI¥ always

emotional.”" Chalis remembered that she was
scared of school." In Chalis' words, "I never said a word
in class, always made straight A's, and would cry if I made
less than 100." Her first memories of communicating with
classmates came from the second grade, shortly after Chalis
moved to Texas from New Hampshire. '"People would make fun

]

of my accent," she recalled, "so I just stopped talking."
Chalis' earliest memory of public speaking was an oral
report in one of the early elementary grades. Although she
could not remember the details, she remembered the feelings
associated with the experience: "I don't remember how I
did, but I do know I dreaded it."

Chalis related unhappy memories of her junior high
school years. She recalled, "A certain group of girls in
the seventh and eighth grade picked on me and made fun of
me all the time because I was so good. I never really
fought back. They were so awfully tacky to me that I
finally had to change schools."

While Chalis readily recalled the incidents in junior
high school involving the taunting of her classmates, it

was not until the last dinterview session that she

remembered the experience which, by her own admission, is
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most revealing of her early communication attitudes and
behaviors. According to Chalis, until seventh grade, she
had always earned the highest grades in her class. When
she was in seventh grade, however, she learned that the
eighth grader with the highest average delivered the
valedictory address in the promotion ceremony. In Chalis'
words,

I didn't really try from then on until high
school, and I know the reason is that I didn't
want to give that valedictory address —-- the idea
of giving it just scared me to death. When I was
in high school, it made me kind of mad. Now I
think it's kind of stupid. The worst thing is
that I found out later that the valedictorian
didn't even have to write their [sic] own speech,
two or three teachers wrote the kid's speeches for
them. That wouldn't have been as bad. If the
speech was stupid, it disn't like it's my fault.
Chalis was genuinely surprised by this memory, but
indicated that this incident was very characteristic of her
communication behaviors prior to high school. In looking
back on her communication experiences prior to high school,

" and "fearful" about

Chalis portrayed herself as '"shy
communicating, a child who dealt with her anxieties by
avoiding uncomfortable communication situations or
retreating into silence. Although Chalis continued to see
herself as '"quiet'" throughout high school and into college,
she reported different causes for the reticence and

dramatically different methods for dealing with

communication situations.
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Chalis explained that by her ninth year in school, she
had become less '"shy'" and more '"quiet." She differentiated

" and "quiet"

between the two words by contrasting her "shy
behaviors. When she was "shy," Chalis believed that she
was afraid to speak or interact in any way with others,
fearfnl of ridicule eor tatunting. Throughout the
description of her early school experiences, Chalis
emphasized how important it was to her to "be right" or to
"be perfect" in school. Never would she volunteer an
answer in class unless she was sure that she was correct;
rarely would she give an answer in class unless she was
specifically called upon by the teacher.

In relating her communication experiences upon entering
high school, Chalis concluded that her shyness had

' the behavior she believes she

developed into "quietness,'
still exhibits. Feeling she is no longer fearful of
speaking to classmates or teachers, she reported that she
simply ". . . [does] not make an effort to talk" in most
public situations like classes or parties. When questioned
as to the reason for the reticence, Chalis no longer used
words of fear or anxiety; dinstead, she described her
motivation as a preference for allowing the other party to
initiate communication with her, to speak only when spoken
to:

I'm more quiet than shy -- I don't make an effort

to talk. I talk to people I know, no problem. But
not to strangers. People may think I'm snobby
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but I won't talk to people I don't know unless
they talk to me first.

Throughout her descriptions of her later school
experiences, Chalis continued to emphasize the importance
of "being right" and "being perfect," but added to her list
of communication concerns the importance of "appearing to
be in control" and "keeping the listener interested."
Thus, it appears that Chalis' "quietness" allows her time
to assess the situation and analyze the audience so that
she might communicate in the most appropriate manner.

' remarks about her

It was apparent from Chalis
highschool years that three forces contributed to her
present public speaking strategies: her speech and drama
class experiences and her participation in teen pageants.
As discussed above, Chalis enjoyed her speech and drama
classes. In speech class, she learned that she could be
successful as a communicator if she applied even a small
amount of effort. Chalis saw the type of communication
learned in her high school speech class as quite different
from other forms of communication she engaged in at school.
According to Chalis, oral communication in her high school
speech class was easier than other forms of classroom
communication because in speech class she was able to
". . . just read [her] speech off of a paper."” She
contrasted speeches given in speech class with "oral

reports" given in other classes, saying that "I'd rather

give a speech than an oral report -- oral reports are
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boring and there's too much information to try and memorize
it or to make it elear, It's easier to get confused with
an oral report." Another apparent difference between the
speeches delivered in her speech class and the "oral
reports'" delivered in other academic subjects was the
perception of control over the topic. In her speech class,
Chalis was able to select her own topics, and often chose
to speak about "light subjects" or topics with which she
was very familiar. In contrast, the topics for the "oral
reports'" which she "had to" prepare in other classes were
usually assigned to her, and required a large amount of
research and study before Chalis would feel secure in her
delivery.

In drama class, Chalis learned that she could be the
focus of attention without feeling nervous. She explained
that the reason for the lack of nervousness on the stage
was not so much confidence in herself as it was an ability
to hide within the personality of the character she
portrayed: "It's like playing make believe. . . . They're
not your words that you're saying, and the audience isn't
really looking at you; they're looking at the person you
are supposed to be."

Memories of her pageant experiences were of a less
positive nature than were her speech and drama experiences,

and may account for Chalis' enduring concern for
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perfection, exactness and control in a public communication
situation:

In pageants, they always counted off for my
talking with my hands. She [a coach] criticized
me for using my hands all the time. I don't think
it should matter, it's how some people express
themselves -- in speech you shouldn't do it, but
in just normal life, it's 0.K.
Chalis did not refer as frequently to her pageant
experiences as she did to her other high school activities;
indeed, she seemed uncomfortable in discussing that
sub ject. However, it was clear that she perceived
communication within the pageant context to be the most
formal and most "professional" model of speech
communication. It is dinteresting to note that, when
talking about her present speech strategies, Chalis would
refer back to the lessons learned through participating in

the pageants:

When I give a speech, I try to do it confidently
and calmly. I try to leook interested, even though

I'm not. I feel really wierd gesturing. I talk
with my hands a lot, but when I give a speech, I
feel funny planning my gestures. I guess that

comes from when I was in pageants. I can't really
use facial expressions that much, because when
your mouth is moving, you can't smile.

To summarize her pre-college experiences with oral
communication, it is important to understand Chalis' path
of development. As a child from what she described to be
a relatively non-communicative family, Chalis entered

school with little experience or confidence in oral

communication. Chalis coped with the resulting fear by
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avoiding both interpersonal and public communication. As
she progressed in school, she learned that she could always
receive positive feedback if she communicated only when she
was sure that she was correct; thus, she developed the
attitude that when she spoke, all elements must be perfect,
from content to delivery.

By high school, Chalis reported that she had learned a
new set of coping strategies for dealing with her still-
present anxiety with oral communication. In interpersonal
relationships, Chalis limited her conversations to those
few friends with whom she felt well acquainted and
comfortable, but made no efforts to make new friends each
school year.

By her senior year, Chalis had learned to deal with
public speaking situations in a variety of new ways. In
her speech class, she learned the security of "writing out"
her message, and reading from the prepared manuscript,
eliminating the need to focus attention upon the audience
o ¥o "Ehink on [her] feet." In drama classes, Chalis
learned how to cover nervousness by disassociating from
herself and from her audience, losing self-consciousness by
immersing herself into the content of the dialogue. It was
from her drama training, too, that Chalis learned to
memorize large blocks of text. The process of remembering
lines, according to Chalis, also helped her to focus her

attention away from her anxiety and onto the message.
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Through her participation in pageants, Chalis learned the
importance of "appearing to be in control," of "looking
professional," and of "looking interested." Although
Chalis' anxiety about communication had changed little from
her early school days, her experiences in high school gave
her a repertoire of behaviors which would help her succeed
in situations demanding oral communication.

Chalis entered her college speech class with a highly
developed sense of how to perform well on a public speaking
assignment. Chalis' first speech was very successful; she
was one of the few to receive an "A" for the assignment.
She had prepared this speech using the combination of
strategies learned in high school: after writing the
speech in its entirety, she spent a number of days
committing it to memory, and practicing the delivery aloud,
in front of a mirror.

However, Chalis' second speech was less than perfect.
Although she received a grade of "B," Chalis continually
referred to this as "The speech I messed up on." In an
effort to employ extemporaneous composition and delivery
methods which her speech instructor advocated, Chalis
deviated from her set formula of writing-memorizing-
practicing the speech. Chalis had prepared only a few
notes (rather than her customary manuscript), practiced the

speech only minimally, and did not attempt to pre-determine
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spontaneous while delivering the speech. Chalis arrived in
class the day of the speech feeling '"real nervous" and "not
as well prepared as usual." Halfway through the delivery
of the speech, Chalis lost her place and began to cry. She
was able to regain her composure and finish, but she
perceived that the speech was a failure:

For some reason, I just lost it. I don't really
even know why. After I did that, I couldn't look
at anybody. I had done 0.K. when I was practicing
it, and I never messed up on the parts that I
messed up on during the speech. I guess I was
real nervous. I hadn't slept well the night

before. I didn't know the speech as well as I
should have because I practiced it late and not as

well as I could have. I also think it was a

harder speech than the others I had given -- big
words and a lot of complicated things. It was on
abortion and there weren't words that you use
everyday. I was concerned that it would be too

short, so I tried to lengthen it so there was alot
more stuff to remember.

When asked if she perceived negative feedback from the
audience or the instructor as a result of this experience,
Chalis said that while the class was very kind to her, she
did not believe that her classmates were fully honest in
their comments. Although they told her that she had given
a good speech, Chalis believed that her classmates were
simply unwilling to voice negative feedback. Chalis was
satisfied that she received the grade of "B," but voiced
the concern that the instructor was 'giving her the benefit
of the doubt" rather than grading her as harshly as the

situation warranted.
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Following her perceived failure in the second speech,
Chalis volunteered to deliver her third speech the very

next week:

I was scared because I had screwed up so bad

before. I wanted to get up there because I may
never be able to do it again if I didn't try now.
I was nervous, but screwed up a few times -- not
bad -- and I got a 90 on the speech.

It is important to note that Chalis did not attempt to
deliver her third speech in the extemporaneous mode; she
returned to her old formula of success: writing the speech
in dits entirety, committing it to memory, then practicing
it until it was perfect.

It is also noteworthy that Chalis expressed less
enthusiasm and liking for her college speech class than she
expressed for her high school speech class. Chalis' main
complaint concerning SPC 1014 was what she perceived to be
arbitrariness and harshness in the instructor's evaluation
system. She related how one of her friends, a student in
the same class, had received "D's" on her speeches
". . . because she can't keep her voice from shaking while
she speaks." In citing this example, Chalis expressed
indignation over the fact that the dinstructor was
apparently unwilling to overlook delivery flaws resulting
from nervousness: "It's not something you can do anything
about; you can't just change being nervous."

When asked what she thought the instructor looked for

when evaluating a speech, Chalis first responded that she
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was not really sure, but then speculated that content,
organization, appearance and vocal control seemed to figure
heavily din the dinstructor's evaluations. She then
remembered that the instructor arrived at the speech grade
by assigning fifty per cent weight to the speech content
and fifty per cent to the speaker's presentation skills.
According to Chalis, she had never received detailed
evaluation comments from the instructor:

If you do really bad, she'll put lots of stuff,
but I never really have that many comments on my
paper. She'll put things like 'very good speech,
Chalis,' 'You're a little shaky here,' or 'you
have become a professional speaker.'
Asked if she ever makes an effort to change the areas where
she has received specific feedback from the instructor,
Chalis responded that she did not: "No, I just try to know
my speech better -- just try to hide my nervousness." She
continued by explaining why she thought she did better than
many others in her class: LR I think I do better
than most people because I am able to control my
nervousness and I make some kind of effort to sound

professional." Finally, the investigator asked whether

Chalis would ever seek help from the instructor outside of

class. Chalis responded with an emphatic "no," explaining
that ". . . she [the instructor] really isn't the type you
would ask for extra help outside of class -- you just try

to work it out on your own."
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The foregoing is a synopsis of Chalis' relevant oral
communication experiences up to the point of the interview
process. While it is certainly not exhaustive of the
subject's experience with oral communication, Chalis'
speaking autobiography represents those incidents and
issues which she believed to be most expressive of her
background and identity as a "successful student speaker."
The remainder of this case study investigates the
strategies, thoughts, feelings and attitudes which Chalis
had and the behaviors she exhibited with regard to the
speech she was in the process of composing during the weeks

of the interview.

Speech Strategies

In her high school speech class, Chalis was required to
write and turn in the speeches she delivered. In Chalis'
college speech class, SPC 1014, the syllabus, textbook and
instructor all specified that speeches for this class
should be extemporaneous, that is, fully researched,
thought out and pre-arranged, but not pre-written.
Nevertheless, with one exception, Chalis' composition
strategy for this class was to fully write her speeches. "I
write the speech straight through from introduction to
conclusion,”" Chalis reported. She continued,
I try to come up with a good introduction . . .
and, even when there don't seem to be any -- three
main points. . . . Three main points is a good

way to outline speeches without putting too much
detail in, but I'm always someone who has trouble
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finding enough to talk about. All my speeches are
shoBtE, My English papers are always short --
don't want to try to stretch it out because it'll
sound like I'm doing that. In high school, all my
speeches were a minute or two long and I'm used to
that.

In describing her typical preparation strategy for a
speech assignment, Chalis related that she usually waited
until the night before the speech was due to compose the
actual speech, although she often spent time before this in
researching the topic (more about research in section
five). She explained that she often '"procrastinated" in
completing assignments in other classes, and speculated
that she seemed to be better motivated to work when she had
a deadline of a few hours. Chalis perceived her first step
in speech preparation to be the writing of a complete essay
about her topic. Second, she reported that she usually
v, look[s] at the written speech, revise[s] or re-
write[s] it." Once she is satisfied with the manuscript,
Chalis' third step is to '"read and time'" herself. If the
speech is too short, she adds information or examples to
make it longer, and practices the speech several times
while timing herself. Chalis' fourth step involves typing
the finished manuscript of her speech, a step which helps
her memorize the speech. Finally, Chalis typically
prepares note cards and an outline for use in delivering

the speech. It is interesting to note that Chalis' "note

cards" are nothing less than the entire speech hand-written
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five will treat Chalis' method of preparation in greater
depth by way of reporting how she approached one specific
speech assignment.

As will be discussed later, for Chalis, success in
public speaking is more a matter of delivery than of
message content, language style or organization.
Nevertheless, Chalis generalized several rhetorical
strategies which she believed helped her succeed as a
speaker: (1) the selection of an appropriate topic, (2)
the importance of introductions and conclusions, (3) the
identification of three main points, (4) the use of sources
to support points, (5) the importance of clarity of
purpose, (6) the importance of making the message
interesting, (7) the use of '"correct" language. While
these rules were derived from the textbook or from her
instructor's directions, Chalis indicated that she was in
full agreement as to the importance of these elements to a
successful speech; other rules expressed by the textbook or
the instructor, such as maintaining a time limit or the use
of a specified number of sources, Chalis rejected as being
unimportant or arbitrary. It is also important to note
that Chalis did not express a rhetorical strategy or rule
which was uniquely her own: Chalis attributed all her
speech methods either to her present textbook and

instructor, or to previous speech instruction.



58

(1) Selection of an Appropriate Topic. Chalis expressed

the belief that "Topics must fit the format of the speech."
In other words, according to Chalis, the most important
factor in determining a topic for a speech is the
requirements of the situation: the instructor's
directions, parameters of the assignment, the expectations
of the audience.

As will be discussed below, Chalis was dissatisfied
with the topic of her last speech assignment because she
believed the group had selected a topic which could not be
readily adapted to the format of group presentation.
Nevertheless, Chalis concluded her discussion of topic
selection saying, ". . . it's not so much the topic as what
they do with it" which is important to success as a

speaker. Topics, according to Chalis, must have the

ability to:

. +. . hold [the audience's] interest -- light
subjects interest me the most. ILf a topie
interests me, I think it will dinterest them. i

try to pick something that they are mildly
interested in. But I try to stay away from really
serious stuff like capital punishment. Most
people wouldn't care that much about it, and the
ones that do might get really mad at you if you
said something that they didn't agree with.

(2) Importance of Introductions and Conclusions. The

first part of the speech which Chalis typically composes is

the introduction. Chalis observed that an effective

introduction should have an '"attention getter," a story,
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question or statistic which ". . . makes the audience want
to listen to the rest of the speech."

Chalis said that she believed that her ability to
compose effective introductions and conclusions is one of
the factors which distinguishes her speeches from those of
less successful student speakers. However, as will be seen
in section five, the conclusion typically gives Chalis the
most difficulty of any other part of the speech. According
to Chalis, an effective conclusion ". . . sticks in [one's]
mind, sounds like an ending, makes a final point, makes
[one] think about [the subject] some more." Despite the
fact that she knows what the conclusion should accomplish,

Chalis finds it difficult to express these intentions in a

few closing words. Chalis reported several strategies for

dealing with this block. "First, 1 try to go through my
books and articles [research sources] to find an idea -- I
see how they ended," explained Chalis, "but most of the

time, I'll wait until just before I go to sleep the night
before the speech to think of a conclusion. I may call my
friend and ask her, or sometimes my mom helps me with an
idea."

Chalis reported that while introductions are hard to
"write," they do not cause the continual problem that
conclusions do. Indeed, Chalis estimated that she had
suffered severe "writer's block" on conclusions in twenty

percent of the speeches she had ever composed. It is also
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interesting to note that Chalis observed that she usually
had difficulty in writing conclusions to essays, and
attributed the block in both essay and speech composition
to the same cause: "I've already said the important things
in the main part of the speech or the paper, and I don't
have anything else to say. I don't want to repeat myself;

I don't want anyone to get bored."

(3) Identification of Three Main Points. All of the

speeches which Chalis delivered in SPC 1014 contained three
main points. While Chalis did not believe it necessary to
state a thesis or topic sentence, she believed that the
purpose of the speech (as expressed in the introduction)
should be clarified and expanded upon by three main points
in the "body of the speech." It is clear through Chalis'
statements concerning main points that the strategy of
three main points was derived from the instructor's
recommendations:

Even if there arean't any, I try to have three
main points. She [instructor] counts off if

there's not. Like in my smoking in public places
speech, my three main points were: annoyance,
discomfort, and health risks involved. I know

that annoyance and discomfort are really the same
thing, but it really sounds better if you have
three reasons for something instead of just two.

In a later interview, Chalis further explained that the
instructor required speeches to contain ". . . three main

points, and clear points. That means that the points are

well defined and organized." Apparently, Chalis took to
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heart the instruction that main points should adequately
explain the topic, but not the directive that main points
be "well defined" or mutually exclusive; the student
complied with the letter, rather than the spirit of the
rhetorical "law."

In other sessions, Chalis expressed that, in her
opinion, it was not necessary to always have three main
points in a speech, as long as the message was separated
into its logical component parts. Unwilling to take a
chance of displeasing the instructor, Chalis adhered to the
three main points rule throughout the semester. According
to Chalis' words on several different occasions, she was
". . . not as nervous about the actual presentation as [she
was|] about the evaluation, the grade." When asked to what
extent she composes her speeches to please the instructor,
Chalis answered, "As much as I have to, but I don't kill
myself trying." Chalis believed she, not the instructor

nor the audience, had the greatest influence upon her

decisions regarding speech composition.

(4) Use of Sources. As in her use of three main points to

expand the topic, Chalis adhered to her instructor's
directions in her use of sources to support main points.
When asked whether she conducts research in preparation for
her speeches, Chalis explained that the instructor required
the citation of at least two sources in each speech; Chalis

complied with this requirement in all of her assignments.
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Chalis reported that she preferred to use pamphlets for

her research, but would also use books dealing with her
topice. From these resources, Chalis gleaned statistics,

"information lists,"

stories, and sometimes received
inspiration for the structure, the introduction and the
conclusion of her speech. When asked whether she cited
these sources in the body of her speech, Chalis explained
that she only credited the sources if the information she
quoted or paraphrased was not common knowledge; otherwise,
she felt free to use the information as her own.

Regarding citing sources in the speech, Chalis believed
that attributing information was necessary, but awkward:
"We have to cite the sources in the speech -- I don't like
tey buk I dos It interrupts the flow." In later
interviews, the investigator probed the student for further
beliefs regarding the use of outside sources, for example,
asking whether the student had any special strategies for
enhancing her credibility (a typical reason for the use of
expert sources), but Chalis did not indicate that she used

source citations for any reason other than the fact that it

was an instructor requirement.

(5) Importance of Clarity of Purpose. "Communicating

[one's] meaning and [one's] intention to the audience so
that they understand exactly what it is [one] is trying
prove or trying to say," or "clarity of purpose,"” is a

major concern for Chalis as she prepares and writes her
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speeches. A speech without purpose, direction and focus is
a failure in Chalis' estimation. Of all the strategies
expressed by Chalis, this is the one which seems to be most
important to Chalis herself, the one which does not seem a
mere reiteration of the instructor's requirements. This
idea will be explained more thoroughly in the last section
of this case study, since it was in the group speech that
Chalis felt frustration in making the other members of her
group understand the importance of relating their
individual presentations so as to ensure a unified, clear,

purposeful message.

(6) Importance of Interest. Throughout the dinterview

process, Chalis repeated the importance of gaining and
keeping the audience's interest. It is interesting to note
that Chalis was unwilling to deviate from the instructor's
directives, even if she risked "boring" the audience with
the "required" statistics, source citations, three main
points and "controlled" method of delivery.

Still, Chalis' estimate of effective speech often
hinges upon the question of interest. When asked who she
saw as a model of an effective speaker, Chalis replied that
she had not really heard that many speakers who she thought
especially effective: "I get really bored listening to
most speeches, especially if they are very long. . . .
Good speakers may not write good speeches and visa versa--

a lot depends on how the speech is given, if the speaker
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is enthusiastic, that helps a lot." However, when asked
who she saw as a model of an ineffective speaker, Chalis

did not hesitate to answer:

George Bush -- he has no personality, nothing
comes through; he's boring, too. I don't think
Reagan is that good, either, for the same reasons.
Most of the speeches in my class are awful -- it's

like they just don't try or take it seriously. It
seems like the people who do good on speeches
always do good, and the people who do bad always
do bad.

As discussed above, Chalis bases her determination of the
interest and appeal of her speeches upon her own likes and

dislikes: We o . dFf it dinterests me, I think 3t will

interest them. . . ." Later, she concluded,

The other people in the class see a 'good speaker'
as someone who keeps their interest. For me, T
think a 'good speaker' is someone who has main
points, clear points, well defined and organized
points, a calm, clear voice -- not nervous, no
shifting back and forth, someone who holds your
interest, doesn't 'serew up,' uses correct
English. Light subjects interest me the most, not
a lot of statistics. And enthusiasm is really
important.

(7) Use of Correct Language. For Chalis, the need to use

"correct" English manifests ditself in her method of
writing/memorizing her speeches. The interviews did not
pinpoint the time when this became a concern; however,
review of her speaking autobiography reveals that
"correctness" in oral communication was an important goal
for Chalis even in the elementary grades. This quest for
perfection of expression was a continuing theme in Chalis!

school, extracurricular and home life, and a goal which was
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likely reinforced by teachers, drama and pageant coaches,
and even parents.

As discussed earlier, in elementary school, Chalis
learned that she could always be judged "correct'" if she
spoke in class only when she was sure that she was right.
In speech class, she learned to write her speeches, then to
read them, ensuring that she would always deliver a well
thought out and "correctly" worded message. In drama,
Chalis learned to memorize her lines and to make pre-
written messages appear more spontaneous and genuine. In
pageants, Chalis learned that her entire persona could be
judged according to her words and actions. Here,
"correctness" took on a quantitative value as each mistake
of word or action represented a demerit in her overall
evaluation.

For Chalis, "correctness'" of speech does not mean
language which is aesthetically appealing, nor does it mean
language which is appropriate to the situation, the
audience or the topic, nor does it mean elevated, formal or
stylized language. Rather, Chalis used "correctness" to
mean an absence of slang, non-fluencies, mispronunciations,
word choice errors and pauses. While Chalis indicated that
she attempts to use "professional-sounding language," by
this she means that she brings into her speech the special
or technical terminology indicated by the subject. For

example, in a speech about abortion, Chalis attempted to
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explain various abortion procedures using the proper
medical terminology. It is important to note that this was
the speech which Chalis perceived as her "failure" because
she had not memorized the terminology as well as she had
wanted, had not written her entire speech on her note
cards, and drew a momentary blank when trying to remember
the word for a specific procedure. For Chalis, this speech
stands as her failure in using "correct" language because
she was unable to immediately recall the word she wanted.

While Chalis' rhetorical or composition strategies are
almost exclusively limited to the specific requirements of
the instructor, Chalis' delivery strategies seem to be more
of her own design. When revealing her speech strategies
during the interviews, Chalis was more willing to discuss
delivery method than rhetorical method. It became apparent
that, for Chalis, "public speaking" means nonverbal
delivery; the investigator had to probe to uncover Chalis'
composition or language strategies, what Chalis would term
"speech writing." Thus, Chalis related that the speech

process 1is two distinct activities: speech writing, which

takes place in private and ends in a finished written

manuscript, and public speaking, which takes place before

an audience and ends in the successful recitation of the

manuscript.
With only one exception, the speeches which Chalis

delivered in SPC 1014 were memorized, manuscript speeches.
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As discussed above, her only attempt to use the
extemporaneous mode of delivery resulted in what Chalis
perceived to be failure. Chalis was fully aware that her
practice of memorizing speeches was not followed by many of
her classmates, and was not a method advocated by her
instructor or her textbook. Nevertheless, she believed
this method was most effective for her:

I have a real good memory, so it's not hard for me

to memorize my speeches. Extemporaneous is fine

if you can do it, but some people are awful at it.

I think that they should be able to make that

choice for themselves -- even if they want to read

their speeches, that's o.k., I think."
It is important to note that Chalis believed that her
grades justified her use of the memorized mode of delivery;
she had received "A's" on each speech she had memorized,
but received a "B" on the speech she delivered
extemporaneously. If her instructor truly wished Chalis to
use the extemporaneous mode, this was not the message that
the student received.

In talking about her methods of delivery, Chalis
repeatedly used the idea of "control." When asked what
aspect of her delivery distinguish her from the other
students in her speech class, Chalis replied, "I am able to
control my nervousness. I try to plan speeches to sound
professional, to sound organized. Mostly, my delivery is

very controlled."” At another time, Chalis depicted her

nonverbal delivery in the following way:
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I always try real hard to stand still. I try to
give a speech confidently and calmly. I try to
look interested even though I'm not. I feel
really wierd gesturing. I talk with my hands a
lot, but when I give a speech, I feel funny
planning my gestures . . . .

At no time during the interview process did Chalis
mention vocal tone, volume or emphasis as a delivery
strategy, nor did she indicate that facial expressions were
important to delivery, nor did she discuss the role of
movement in delivery, nor did she consider the issue of eye
contact in nonverbal delivery. Also missing from her
discussion of delivery was a consideration of appearance,
dress and grooming. It would seem from her description of
"ideal delivery" that Chalis strove to remain perfectly
still, arms at her side, looking out into the audience with
an expression of "cool professionalism," speaking in a
well-modulated, clear and confident voice.

In the final interview, Chalis was asked what advice
she would give an untrained speaker who had to deliver his
or her first speech. Her reply may be seen as a summary of
her speech strategies, the melding of her instructor's
requirements and her own preferences: "That depends on the
subject, but I would tell them to have two sources and
three main points, to sound calm and to stand still, to

make it interesting and to keep the time limit."
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Feelings and Attitudes About Speech

Chalis' responses concerning her feelings and attitudes
about speech generally indicate that she considered her
class, SPC 1014, a necessary evil in her college
curriculum, and that she considered the speech process a
worrisome and undesirable activity. While Chalis said that
she did believe that speech should be a requirement for
college graduation, she indicated that the value of the
course was largely limited to the help it could provide in
other classes:

I took speech in high school because I thought

it would be good for me. . . . [Should speech

be a required course for colleges?] I guess so --

everybody needs to get in front of people.

It's good for you. It helps in other classes

where you have to write essays and oral reports.
It's better than science and other classes thatyou

may never use again in your 1life. I think this
class will really help me -- it already has
helped me -- to organize thoughts for writing
assignments in my English classes, and in my
major.

When asked whether she foresaw using public speaking as a
medium of communication outside of college, Chalis was

doubtful:

Yes, I may want to teach or act, but that's not
really the same thing as a speech. I couldn't
really see myself giving a speech for a cause, or
as a professional speaker. I'm really not the
type to single myself out, to get up in front of a
crowd of people and tell them that they have to do
something. Maybe I wouldn't feel as funny doing
it as long as I was talking about myself (like if
I ever got famous, or something) or for a really
good cause, but I doubt it.
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Thus, Chalis did not see SPC 1014 as a prerequisite to
advanced work in the field of speech, nor did she intend to
use the skills acquired in the speech classroom in a public
communication context.

As for her expressed attitudes about the process of
speech making, Chalis communicated uncertainty,
apprehension, frustration and annoyance more often than she
communicated certainty, confidence, ease or pleasure.
This finding was somewhat surprising since Chalis scored
well within the normal range of scores on the PRCA-24,
indicating only moderate levels of apprehension with regard
to oral communication.

When Chalis revealed for the first time that she feels
"nervous" before and during public speeches, she explained
that she is "not as nervous about the actual presentation,
. . . [is] more nervous about the evaluation, the grade."
Chalis explained that her nervous feelings typically begin
during speech preparation, while she is writing the speech
the night before the assignment is due. She recounted the
feelings she had while preparing for a previous speech,
commenting that she felt very anxious and "shaky" even
while thinking about and writing her ideas; these feelings
of apprehension continued until she realized that the class
assignments were running behind schedule, and that she
might not have time to deliver the speech the next day. In

Chalis' words, realizing that she might not have to give
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= took the pressure off and [she] was able

the speech
to prepare for [the speech] calmly." Interestingly, this
speech was considered by Chalis as one of her best efforts
in SPC 1014.

Throughout the interview process, Chalis made many
references to feelings of apprehension, discomfort and
uncertainty which she associated with various aspects of
public speaking. On one occasion, Chalis explained that
she practiced speeches alone, in front of a mirror, but
that she would not consider practicing speeches in front of
friends or family: "It makes me more nervous to do it
[speak] in front of a few people than a larger group.
You're more aware of people listening to you when there are
only one or two people listening to you.'" Although Chalis
was likely to read parts of her speech over the phone to
her mother, she did not see this as the same thing. as
"giving a speech" to her mother; apparently, Chalis felt
safe in practicing the words of her speech, but was
unwilling to practice the physical and vocal aspects of
delivery in front of an audience. Asked whether she ever
used a tape recorder in practice sessions, Chalis replied
emphatically,

No, I'd never do that! I can't stand the way my
voice sounds on tape. I'd never use it to
practice, and I'd never give a speech for other

people in practice. I just like to be alone and
work it out for myself.
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It has been suggested that experiences of failure and
success mediate subsequent levels of communication
apprehension (Daly & McCroskey, 1984). Following the
speech which she saw as her personal failure, Chalis
remembered that her apprehension level was particularly
high, but that her embarrassment and nervousness did not
lead her to avoid future speech situations:
After I did that [lost her place and cried], I
couldn't look at anybody. I was scared because
I had screwed up so bad, but I wanted to get up
there because I may never be able to do it
again if I didn't try now. [On the next speech]
I was real nervous, screwed up a few times -- not
bad -- and got a 90 on the speech.
Chalis went on to explain that after '"making up" the
failure with a successful speech, her next speaking

' less stressful. Chalis' apparent

experience was "easier,'
ability to build upon success and to accept failure as a
challenge to be overcome allows her to approach speaking
situations with manageable levels of communication
apprehension, levels which are reflected in her PRCA-24
SCOTe. In Chalis' own words, "I'm better than a lot of
other students in the class because I am able to control my
nervousness. . . . I don't think I'm any less nervous than
anyone else; I'm just better at hiding it." Chalis was
asked to relate her methods for dealing with nervousness.
Her initial reply was that she did not have any strategy

for coping with nervousness, but upon reflection, she

listed a few methods which she regularly employs: standing
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"perfectly still," keeping hands at her side, looking at
everyone in the audience, and volunteering to give the
first speech of the day. When asked how these strategies
alleviate nervousness, Chalis responded that they were all
ways of "acting confident"; Chalis believed that if she
knew that she looked confident, she did, indeed, become
more confident.

Chalis' answers to a final question about feelings
associated with speech were particularly revealing of her
general attitudes toward public speaking. When asked how
she feels after she delivers a speech in class, Chalis
responded:

Usually relieved because it is finally all over.
Upset, too, because I'm not sure how I did. And
sometimes I feel mad at myself, especially when
I make a mistake or forget something. Mostly,
I just feel like -- when I'm giving the speech --
that I want to get it over with.

Relating the Speech Process

In the first interview, Chalis explained that her next
classroom speech, due in two weeks, was a group speech. She
saw this assignment as quite different from previous speech
assignments, primarily because Chalis did not feel that she
had control over the important decisions of the
presentation's topic, focus, content or organization. From
this first interview, Chalis expressed dissatisfaction with

this speech assignment, a dissatisfaction which continued

throughout the speech preparation and delivery process.
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Chalis had been assigned to a group, the leader had
been designated by the instructor, and, by the time of the
first interview, the group had already held meetings to
determine the topic of the presentation. Chalis was
unhappy with the make-up of the group, the competence of
the leader and most of all, the topic which the group had
selected:
I'm really not happy with this group assignment.
There's no time for research as a group and I'm
really afraid that the others in the group may not
be any good at researching and writing
speeches. I'd rather give a speech by myself -- I
don't really like being in a group and having my
grade depend on them. [Are there any positive
aspects to the assignment?] I guess there will be
more security -- I won't be noticed as much when
I'm speaking with a group.

Chalis' group had selected the topic of "Abuse,"
planning to discuss, symposium-style, the various types of
abuse prevalent in American society. Chalis expressed
concern over this decision:

This topic has me worried. What solution can I
give? It's not like we're going to be able to
solve the whole problem of abuse. But the topic
was not my idea. I'm not sure it will work that
well, but we had such a hard time agreeing that
this was our last resort.
Chalis went on to explain that she had been assigned by the
group the sub-topic of "Wife Abuse." She had already
decided that her part of the presentation would be
informative, but that she would try to present some

solutions to the problem in the conclusion of her

presentation: "Mrs. B. doesn't just want us to be
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informative, she wants us to solve a problem. The others
may not do that, but I will."

Chalis brought her resource materials to the first
interview, two books about spouse abuse which were
published in the 1970's. When she was asked why she had
selected those resources, Chalis explained that they were
the only two books that she could find in the university
library dealing specifically with "wife abuse," and that
the pamphlet file (her preferred source of reference
material) contained no articles on the subject. Chalis
went on to say that she felt her search for resources was
complete since the instructor only required two sources for
speeches. Chalis intended to search for statistics,
information lists, interesting quotations and ideas for
organization in her two resources.

Later in the first interview, Chalis related her
preliminary plans for organizing her segment of the group
speech. First, she planned to discuss characteristics of
the battered woman, then the profile of the male batterer.
Finally, Chalis speculated that she would suggest things
which a battered woman could do to help herself, or what an
audience member could do if he or she knows a battered
woman. Chalis believed that this format would allow her to
present her information in a very short time period, still
allowing her to reach a solution which she perceived to be

of importance in the instructor's evaluation system.
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Chalis' remarks about her group during the first
interview typified her feelings abont the assignment,
feelings which would only intensify over the next two
weeks:
I would feel better about the group speech if I
was leader. Our little leader really doesn't seem
to care that much; he isn't willing to make a
decision or to tell people what they have to do.
My ideas don't really seem to matter that much.
This other girl in the group is the one who
convinced everyone that we should do this topic,
and she doesn't want to hear any other ideas.
By the second interview session, Chalis' frustration

level had increased:

I'm really worried about the structure of the

speech. Everybody's different topics don't seem
to relate -- I think we may be trying to do too
much. The next time we meet, I'll ask to change

the format to something I thought of which would
be much easier to handle.

Chalis' alternative plan was to narrow the topic to wife
abuse, which she saw as a major issue, worthy of a half-
hour discussion. Chalis argued that the presentation could
easily be structured, first by providing definitions and
examples of wife abuse, then by exploring aspects of wife
abuse, finally by providing solutions to the problem.

Even though Chalis had what she believed to be a well
thought-out alternative plan, she admitted that her chances
for convincing the rest of the group were dubious: "Marcy
[the other group member who had convinced the group to
select the topic of abuse] is always pushing to have it her

way. I'm sure she'll find some reason why we can't change
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now." Anticipating this resistance, Chalis had already

begun writing her part of the presentation, following the
guidelines agreed upon by the group. She brought her
uncompleted draft to this second interview, a two page
essay entitled "Social Aspects of Abuse" (see Appendix B).
Chalis related her dissatisfaction with this first draft of
her speech:
I started writing it, but I had a hard time
pulling it together because I got really confused
after I read the books I got on the subject.
There's too much material for just one part of a
presentation.
Chalis explained some of her compositional strategies while
the interviewer was permitted to read the draft of the
speech:
I thought I'd start with a story as an attention-
getter -- to show how people take wife abuse so
much for granted that a girl could be murdered and
no one would do anything because they just figured
it was her husband who was beating her. Then, I
thought I would go into some statistics, just to
show how common the problem is, and I cited the
source here -- I don't want to; it interrupts the
flow of the speech -- because we have to.
You can see that I organized it chronologlcally
because that's the way one of the books I got for
a source does it.
When the investigator observed that the speech manuscript
did not appear to have a thesis, Chalis responded that her
instructor did not require a thesis for speeches, but that
the purpose of the speech must be clear. Indeed, Chalis
had indicated early in the speech manuscript that her

purpose was to inform the audience about the problem of

1 -
'wife abuse."
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At the end of the second interview, Chalis repeated
that she intended to "change the minds" of her group
members concerning the direction of the assignment. When
asked whether she would speak to her instructor about the
problems she was experiencing with the group speech, Chalis
responded emphatically, "No. We'll try to work it out
ourselves."
By the third interview, Chalis had failed to convince
her fellow group members to change the focus of the
presentation. Chalis recounted the group's last meeting

Ll it would be impractical to

where it was decided that
change the presentation at this point, because some people
have already done their research -- but not everyone.'
Chalis expressed even greater dissatisfaction with the
topic, the group and her own work:
I'm very unhappy with this project. . . . I'm not
even happy with my speech -- it's so boring.
Maybe that's because I didn't pick it [the topic].
I'm having a real hard time getting motivated to
do any work toward it at all. I think we can pull
it off, but it won't be that great.

Chalis spent the remainder of the third interview
talking about her part of the presentation, the strengths
and weaknesses of her speech manuscript. Chalis brought a
new manuscript for the investigator to read, and related
that she had already read the "speech'" over the phone to
her mother. "She 1likes it,"™ GChalis reported. The

manuscript was complete, except for a concluding paragraph.

Apparently, the conclusion was eluding Chalis, a problem



79

she had suffered with many of her previous speeches and

essays:

I'm having trouble with the ending. "Although
there is no way to stop abuse . . . there are many
agencies to help : I need an ending that
sticks in your mind, that sounds like an ending.
It has to make a final point. I want them to
think about it some more, be aware of the
problem if it occurs in their lives.

Chalis explained that she had already tried some of her
common "tricks" for finding a conclusion; she had asked her
mother for ideas, and had looked in her resource books for
ideas, but to no avail. The investigator asked Chalis to
try to compose a conclusion aloud, on the spot. It ds
important to report that this request seemed to take Chalis
by surprise, and she was reluctant to try the oral
composition method. Nevertheless, Chalis complied, and her
results genuinely surprised her:
'Wife abuse is [vocal emphasis] a serious problem,
one that has no real solution. But there is help
for victims of wife abuse. So if you yourself are
a victim or you know someone who is' -- what
would you say? Get out? -- 'send them to a --
for victims of wife abuse there is counseling and
there are shelters available.' But I need another
sentence or two to conclude it. I'll come up'w1th
something. Maybe I'll call my mother and she 1l
think of something. Maybe I'll just start
memorizing it and something will come to me.
Chalis finally asked the investigator to help her with a
conclusion; when the request was refused, Chalis retorted,

"If I was doing this on my own, by now I would have changed

the whole thing around!"
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During the three interviews prior to the delivery of
the group speech in her class, Chalis' concerns about the
speech centered around the choice of topic, the focus of
the speech, the organization of material, the mechanics of
writing and memorizing the composition and the strategies
for delivering the speech. At no time did Chalis express
concern for the style, levels of formality or sairtistic
quality of the language used in the speech. When Chalis
was questioned as to her choice of a word or of a
syntactical construction in her speech composition, she
replied that "that's just the way I thought of it, and
that's the way I wrote It down." Beyond the aim of
"sounding professional," which to Chalis means using
correct language, without mispronunciation, word choice
errors or nonfluencies, Chalis did not report that she
consciously employed any style or language strategies to
enhance her speech. Yet Ghalis had many plansefor =the
delivery of her segment of the speech.

Meeting three was held just a few days before Chalis
and her group were to deliver their presentation in class.
During this meeting, Chalis related her preparation plans,
including the delivery strategies she indented to use:

I'm planning to go home from here and memorize my
part. I'm feeling better because I know now that
she will not be timing it [the presentation]. We
may not use the podium. We hopefully will just
stand in front of our little desks and give our
speech. It looks better that way than behind the

podium, anyway. With a podium, it looks 1;ke
you're trying to hide, and you might start leaning



81
By B e & I'd rather do it sitting down,
though; it's easier, but the whole purpose of
speech class is that you have to get up with
everyone looking at you, so that's what I'll plan
to do. . . . I think I'll sound good compared to
the rest of the people in my group.

One final observation was made during the period of
speech preparation: Chalis' difficulty with the group
assignment may have resulted from her perception of her
role in the presentation. Throughout the three interview
sessions held prior to delivery of the speech, Chalis spoke
of her part in the presentation as if it were a separate
speech, distinct from the other group member's parts.
Chalis was apparently unable to visualize the group speech
as a unified message, parts of which would be delivered by
her group-mates, part of which would be delivered by her.
Chalis' comments about this assignment generally served to
emphasize the differences between herself and the other
group members, between her own work and that of the others;
at no time prior to the presentation did Chalis discuss the
ways in which her comments might .tie in with the rest of
the group speech.

A final meeting was held immediately after Ghalis"
group speech was delivered in class. Chalis' first words
revealed her ongoing concern with grades and evaluation:

I got the best grade in the group. I was a
little unsure about the evaluation comments

she [Instructor B] made. [Will you ask your
instructor to explain the comments?] No, it
really doesn't matter. I know I had to look at

my notes a lot and she commented about that. '
But she said that I used the podium “incorrectly,
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and I don't even know how to use the podium -- we
never were allowed to use it before. I expected
a low 90 or high 80. Sometimes she grades
easier than others -- you never really know how
she'll like it.
Chalis was asked to evaluate her own performance in this,
her final speech for SPC 1014. Her comments indicated that
she did not feel appreciably different about her
performance in this assignment than she had in previous
assignments, despite her grave misgivings about the group
speech format:
I was real nervous. I wanted to get it over with.
The person who spoke before me didn't do real
well, so I should have looked better. The
audience seemed interested. . . . [What are your
overall impressions of this assignment?] It can
be helpful for some, but personally, I didn't like
o8 But even though I wasn't really happy with
this speech, it was still O.K.
It is important to remember that Chalis had indicated in an
earlier interview that she never felt happy or confident
about her performance immediately after delivering a
speech.

One final observation must be made in order to view
Chalis' experience in proper perspective. The PRCA-24
instrument allows for the examination of sub-scores for
various types of oral communication situations:
interpersonal communication, public speaking, communication
within meetings, and small group communication. While
Chalis' sub-score for small group communication was

relatively low (12/42), her sub-score for communication

within meetings (17/42) was almost as high as her public
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speaking subscore (18/42). While none of her sub-scores
register in the high-apprehension range, Chalis' attitudes
toward the group assignment seem to support her somewhat
elevated level of anxiety associated with the type of

interaction typical in work meetings.

Case Study 2 —-— "Russell"

Background Information

Russell, a nineteen-year-old white male, was enrolled
in one of Instructor A's two sections of SPC 1014 during
the Fall, 1987 term. Russell came to the University of
Central Florida directly after graduating from a high
school on the east coast of Florida. At the time of the
study, Russell lived with a roommate in a house off campus.

An engineering major, Russell decided to register for
SPC 1014 in the first semester of college study because he
was '"not able to get into an English class"; he was
advised by his department to '"take speech now and get it
over with before getting into [his] upper division
classes." Although Russell had not taken a speech course in
high school, he had taken a full year of drama in the ninth
grade. He had anticipated that his college-level speech
class would be similar to that class. Russell related that

he had enjoyed and performed well in his high school drama

class; that experience had helped him feel 'more confident

about getting up in front of people and speaking."



84
Nevertheless, Russell admitted that he ". . . never would
have taken this class if it were not required."

By the time of the first interview, Russell had already
delivered three speeches in SPC 1014; he had earned
two"B's" and one "A" for his speeches. The speech which
Russell was in the process of composing during the weeks of
the interview was a persuasive speech (See Appendix A for a
description of persuasive speech assignment).

On the PRCA-24 instrument, Russell scored 49, placing
him within the mid-range of apprehension scores for the
.sample described in Chapter Three. For the purpose of this
study, Russell was considered to have a "moderate" level of

communication apprehension.

Speaking Autobiography
Russell began relating his speaking autobiography in
the first meeting by commenting:

I don't know how I can give speeches because

I never wanted to read out loud in school.

I really don't like to read -- and I think

that reading really helps you in preparing

for a speech. You have to know a lot of
information before you can get up in front of
people and tell them something worthwhile. Also,
reading out loud in class is a lot like giving a
speech -- and that really used to scare me when I
was in elementary and even middle school. I was
always afraid I would mess up a word, and that
everyone would laugh at me. I don't think that
ever really happened, but I was still always
worried that it would.

Despite the revelation of his fear of reading aloud, the

overall portrait which Russell created of himself as a
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communicator is not that of & shy, fearful or reticent
young man. In describing his typical communication
behavior, Russell claimed he is ". one who always wants
to show things off -- to show off what [he] know[s]."
Later in the first interview, Russell explained,
I've always been one to sit in the back and make
wise cracks -- to be the big mouth -- to draw
positive attention to myself. I mean, I won't
say anything that will make me look stupid or
mean -- just things that will make people laugh
and like me. I like to be in control.

The investigator observed throughput the interview
process that Russell not only seemed willing to discuss his
experiences and ideas, but actually enjoyed having the
opportunity to talk about himself. Rarely would the
investigator have the need to prompt Russell to fully
disclose his thoughts; he did so willingly, often with
great attention to detail. Nevertheless, parts of
Russell's speaking autobiography are less than exhaustive
because Russell claimed he was unable to remember childhood
experiences in any detail, especially early experiences
with public speaking.

Russell described his family as ". . . wery
communicative -- sometimes overly communicative." The
youngest of two children, Russell's household consisted of
his father, his mother and his older sister. Although
Russell generalized that interaction between members of his

family was open and "all intertwined," he also described a

communication climate where some degree of avoidance and
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combativeness existed. In fact, Russell's first words in
describing his family's communication patterns indicate his
apparent low level of satisfaction with communication in
his household:

[Could you tell me what communication was like

in your house while you were growing up?] I'm
sure this happens in all families, but
communication drops off just as you become a teen.
You become more active with your peers. You just
zip your mouth shut and don't say anything. Even
at dinner, it's like a funeral or something. You
don't say anything and when you're done, you get
up and leave.

Russell described his relationship with his mother as

positive, but rather limited: "My mom was always around
the house -- sometimes she would read to us. When we grew
up, she would give us 'speeches' -- lots of speeches about
whét time to come home and to be careful. I got to hear
them all twice. . . ." Likewise, he depicted rather
limited dealings with his sister ". . . because she was

five years older than me [sic] and she was always off doing
her own thing."

It was his relationship with his father that Russell
spoke of most often and with the most ambivalence: "My dad
was one who always said 'it's my way or the highway.' He
wasn't an abusive father, but now I would really 1ike'to
gain back that time we lost when I was a teen." On a later
occasion, Russell related the point in time when he
believed he first started having limited communication with

his father:
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When I was about fourteen or fifteen, I started
getting quiet around the house. Every weekend, my
dad and I used to go fishing, but when I started
getting older, the fishing trips would turn into a
day-long lecture. He slowly pushed me away from
him and toward my friends. It was easier to just
avoid him than to argue back. Now I miss those
times we had together. I wish I could go back and
change things.

When asked whether he wusually responds to negative
communication or conflict by retreating or aggressing,
Russell explained that he tries to let the other party know
how he feels, but that he does sometimes '"close people out"
when they continue to argue with him or when he perceives
that they are not listening to him. Russell then recalled
a tactic he had tried at home for improving communication
between his father and him: in his high school "life
management skills" class Russell had learned a "fair
fighting" technique whereby each party has five minutes to
express, uninterrupted, his point of view. "We tried that

1

at home and it worked a little," recalled Russell,

but my dad would sit there and when it was
his turn, he would come out with something
completely unrelated to what you had just said --
something off the wall. You could talk to him
forever and get nowhere. I think I've gotten that

trait from him to a certain extent.
Despite the primarily negative reports of family
communication patterns which Russell gave, he did relate
that he found it easier to talk to his mother, sister and
father now that he was "on his own," no longer a permanent

member of the household. Also, it was apparent that the

relationship between father and son is a close one in that
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Russell usually coupled a complaint about one of his
father's communication behaviors with the observation that
"I think 1 do that a 1ot myself.," Further, Russell
admitted that in choosing his college major and career,
engineering, he was in greatest part influenced by his
father, a NASA engineer.

Russell's memories of communication experiences in a
school context were somewhat less negative, but also less
explicit than those of his family communication patterns.

According to Russell, as a young child, he was a "show-

off," but ". . . that never helped [him] in front of
people." He explained this observation using the example
of "show and tell," which he remembered as one of his
favorite activities in his early school years. "I really

used to love show and tell. My mom says I couldn't wait
for it." Although he liked being the center of attention,
he was unconcerned about the appropriateness of his
behavior; he enjoyed playing the clown or dare devil, but
did not take into consideration the consequences of his
behavior or words. Russell was unable to remember a
particular incident in which his "show off" behavior met
with negative feedback, but he had a generalized memory
that his early attempts at public communication were not
fully successful. "I don't remember what brought about the

change," recalled Russell, "but by the time I was about

eight or nine I started to get more quiet in class. I
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guess that's when I got guts -- I didn't have the nerve to
act up in class or in front of people any more."
Russell's memories of communication in school during

later elementary and middle school were vague and

1 "

incomplete. "In elementary school," Russell recalled, you

had to stand up and give reports, but I have no real memory

of any of them. I wanted to forget them, I guess."

Russell's only vivid memories of oral communication in the

classroom during this period were of reading aloud, an

activity which he repeatedly mentioned as being his worst

communication memory:
I was never much of a reader. I think that hurt
my ability to talk. English things are the most
important. I never really spent a lot of time on
it in school, but if I had it to do over, I'd
study English a lot harder.

Russell reported that he ". . . didn't stand out in any way

in school" until ninth grade, when he enrolled in a full

year of drama, an elective which satisfied his high

school's performing arts requirement.

"Drama class changed me," remembered Russell,

It wasn't required, but it should have been. In
fact, I think that two years of it wouldn't be too
much. You learned how to deal with people, how to
get up in front of a class. From then on I beg?n
participating more in my classes because i wasn i
afraid of saying the wrong thing or of looking
like an idiot in front of people.

Russell attributed his success in his drama class to the

teacher and the learning activities. "I liked the teacher,

she wasn't your everyday teacher: she was a lot looser, a
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lot more flexible, so that taught you to be flexible, too,"
Russell remembered. According to Russell, the classroom
activities, while performed under the guise of games,
helped him to overcome his self-consciousness and to
enhance his creativity:

We did games: charades, mime, rhythm games that
made you feel silly and 1like a little kid. But
they taught you that it was 0.K. to look a little
foolish in front of an audience. We also did a
lot of impromptu exercises. I did like that the
best. That's when I learned that I could be off
the wall -- that I could express myself without a
lot of preparation. I did really get so much from
that class.

Although Russell believed that his experience in the
ninth grade drama class helped him to be a better
communicator in school, it is interesting to note that he
actually practiced his public speaking skills only once in
his next three years of high school. While Russell claimed
that he rarely was required to communicate orally in the
high school classroom, it is important to mention that
Russell declined opportunities to use his public speaking
skills in non-school sponsored activities. "In senior
year, I had the chance to take a part in the school play,
but I turned it down," Russell reported during the first
interview. When asked his reasons for declining the
opportunity, Russell provided three: "First of all, it was
memorization, which I hate -- it's so time consuming;

second, I didn't want to get up there and look like a big

idiot; but also, because it would have conflicted with
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sports and the hard classes I was taking." When the
investigator probed for the most important factor
influencing his decision to decline the part, Russell
admitted that it was the task of memorizing lines which
dissuaded him. Russell explained that, while memorization

is not difficult for him, it is an activity which he finds

1 1

"time consuming," "boring," and "nerve-wracking."

In a later interview, Russell commented that he never
participated in extracurricular activities which would put

him "in the spotlight." "I'm a member, a follower, not a

leader," Russell observed; "I was never interested in being

class president, or an officer in such and such a club. I
guess I was always happy just being one of the guys." The
only exception to this philosophy was expressed in
Russell's dissatisfaction with not achieving '"star" status
in high school athletics. Russell reported,

In sports, I was always the one to get the job
done, never the superstar. I was always a little
bit better than mediocre in all sports -- a good
athlete. I can play any sport, but the coaches
never used me in positions which would have been
the best for me. I'd have made a good pitcher,
but they always played me in outfield. I should
have been a runner, because I'm fast and not very
heavy, but they always made me play tackle. I was
never put in a star position even though I wish I
had been. I think I was gypped out of a lot of
things in life because no one took the time t o}
work with me.

Later, Russell expanded upon this observation by commenting
that lack of approval and interest from his coaches often

made him feel inadequate, not just in sports, but in his
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personal life as well. He believed he overcame these

feelings on his own by "blending into the crowd" and by

e saying and doing things -- cracking jokes and making

"

little comments. which would make him more popular

with his peers.

Russell reported that after his drama training, he was
more active as a participant in his high school classes,
but that the majority of formal communication he produced

for school was written. "A1ll of our reports were written,

"

not spoken, said Russell. He made this observation to

explain what he believed was a poor performance on the only
oral report whiéh he was required to perform in high
school. Russell continued:

In my junior year of high school in English we had
to give a book report in front of class. It was
supposed to last fifteen minutes, but I couldn't
do that -- that's much too long. We were supposed
to read some books by one author and tell how we
felt about them. But the books were so long. It
was too hard of an assignment -- more 1like
something you'd expect in college, not high
school. Well, I hadn't prepared that well. I
mumbled over everything; really, it felt like I
was babbling. I fell all over myself. Needless
to say, I didn't get too good of a grade. I got a
"C" on it, and I was just ecstatic about that. I
never had to give another speech or report in high
school after that; that was my last speech before
I got inte this class.

Asked whether this experience in his eleventh grade
English class had any impact upon his feelings about speech
in general, or upon his expectations of the college speech
class he had enrolled in, Russell replied that he was

somewhat anxious about taking a college-level speech class,
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but that he had hoped that the class would be like his
drama class: if Lt were, he knew tThat he “woutlsispic
successful. Russell found that, indeed, SPC 1014 was 1like
the drama class in many ways, but that, on the whole, it
was a unique experience in communication for him.

Russell commented that on the first day of class in SPC
1014, he was ‘Burprised by ‘the Size of the ‘clacss Sl
thought that public speaking class would be really large--
like fifty or one hundred people. Instead, there were only
about twenty fiwve or thirty. That's not really public
speaking; it's more like small group speaking.'

Russell reported that he felt more comfortable about
taking the course when he saw the small size of the class,
but that he still had no pre-conceived ideas about what
would be expected of him in terms of performance.
Repeatedly, Russell complained that Instructor A did not
make clear the full requirements of the assignments;
Russell claimed that it was only after hearing a few of his
classmates' speeches and finding out their grades for the
assignment that he could determine "+ '+ " what the teacher
wanted in the speech." Furthermore, this strategy of
Russell's apparently failed a few times, as he reported
that for some of the speech assignments, he had ". . . not
given the teacher what he wanted."

According to Russell, the only requirements which the

instructor made clear to the class were the use of the
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extemporaneous mode of delivery, preparation of an outline
and a bibliographic listing of any sources used in the
speech. Russell's understanding of extemporaneous delivery
was very close to the definitions presented in the course
‘text and on the syllabus (See Appendix A for definitions):
[What do you mean by "extemporaneous?"] That
means that you think about what you're going to
say and you decidg what order you're going to say
it in, and you can even make some notes or an
outline to remind you of the points you're going
to cover. But you don't memorize all the words of
the speech; you just know what it is you want to
say, and you say it.

As for the outline and bibliography, Russell disclosed that

o [wrote] those up just before class. i

he usually
don't type them or try to pretty them up in any way."
Russell described his first speech in SPC 1014 as a
relative success: he had used a modified form of the
extemporaneous mode of delivery, had turned in an outline
and bibliography, had selected a topic which he believed
was of interest to his audience, and had received what he
perceived to be positive feedback and evaluation from the
instructor. "My first speech was about the parking problem

on campus,'" explained Russell;

Most of it was extemporaneous, but some ideas were

written down that I wanted to hit -- which I read.
That was hard -- to jump from one mode or aspect
to another. He [instructor] really liked that I

talked about something relevant and that I used
for a visual aid something that everyone could put
their hands on -- the student paper. I did pretty
well on that one -- got a "B" —- but I don't think
that was my best speech.
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The second assignment was the speech which Russell

1"

considered his personal best, even though this was

not [his] best grade.'" Russell appeared to enjoy talking
about this speech, and made many references to it
throughout the interview process, using this performance as
a reference point for all future speeches:

My second speech was about skiing. I think he
[instructor] may have thought it was a memorized
speech. I didn't know what I was going to say; I
just knew how I was going to say it, what I was
going to cover first, second and third. Whatever
came out of my mouth is just what I said. It
wasn't exact -- I mean, I couldn't give the same
apeech twice. But I could go in the same order.
That's the way I like to give speeches. You give
good eye contact; you don't have to fumble through
papers. But it's not memorized, either, where the
guy is just speaking in a monotone like he's
reading straight out of a book.

On another occasion, Russell compared his upcoming speech

with his second speech, hoping he would feel and perform

the same way:
I want to feel comfortable in this one, like I did
on the ski speech. Slowly, I am becoming more
comfortable, I think. On the speech I did on the
skiing, I couldn't believe it. I just -- wham--
I didn't have to blink, I didn't have to think.
It didn't matter who I looked at or how I looked
at them. It just came right out -- unbelievable!
I even amazed myself.

Despite his positive feelings regarding this speech,
Russell did not receive his best grade for this assignment,
apparently because he had failed to discuss the history of
skiing, an instructor requirement which Russell claimed to

know nothing about until after he had delivered the speech.

Further, Russell suspected that his instructor thought that
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the speech was memorized since Russell used no notes in the
delivery of his speech. It must be noted, however, that
these evaluative comments were not documented in any way;
the investigator requested copies of the instructor's
evaluations and comments for all speeches, but Russell did
not supply any documents to back up his oral reports about
the instructor's evaluations and comments.

It was Russell's third speech in SPC 1014, the group
speech, which earned him his best grade, an "A." Yet this
was not the speech effort about which Russell felt the most
favorable:

I liked the group speech, but I would have wanted
a smaller group. I like giving solo speeches
best, but the group does give some security.
Still, by yourself, you're not as limited as you
are with the group speech. In group speeches, you
have to make sure that your part fits in with
everyone else's parts.
Russell was asked to discuss the reasons he believed he
received a better grade on this speech than on his '"solo
performances." His response provided some reinforcement
for his earlier observation that he tends not to be
rewarded for his personal work, but receives the most
positive recognition as a member of a team:
I really can't understand it, because my par% was
pretty much read right off the page. I wasn't as
familiar with the subject [water treatment
techniques] as I was with my own topics, so I had
to write a lot of notes and look at them pretty
often. The transitions were ad libbed,
though. . . . I guess the grade for that speech
being better than for my solo speeches had to do

with teamwork. We worked together and thgt might
have helped the grade. You don't necessarily have
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to come up with the topic, and that's the hardest

part for me. I guess we had a good topic, and we
covered it well, and that's what he [instructor]
liked.

It is 1ikely a significant finding that, desplte the
fact that Russell received his highest grade for a speech
delivered in the manuscript mode of delivery, he was
unwilling to use this delivery method in his final speech.
Instead, Russell approached the composition of his fourth
and final speech with the intention of using the
extemporaneous method, because, in his words, "it feels the
best." Interestingly, Russell did not indicate that his
decision to use extemporaneous delivefy for his last speech
had to do with the fact that the instructor "required'" this
method; apparently, Russell had learned through the second
and third assignment that this was a requirement which
could be waved at the instructor's discretion.

The foregoing is a synopsis of Russell's relevant oral
communication experiences up to the point of the interview
process. While it is certainly not exhaustive of the
subject's experience with oral communication, Russell's
speaking autobiography represents those incidents and
issues which he believed to be most expressive of his
background and identity as a "successful student speaker."
The remainder of this case study investigates the
strategies, thoughts, feelings and attitudes which Russell

had and the behaviors he exhibited with regard to the
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speech he was in the process of composing during the weeks

of the interview.

Speech Strategies

Before he enrolled in SPC 1014, Russell had no well
formed public speaking strategies. Although he had had
favorable experiences in oral communication in his ninth
grade drama class, none of the assignments he performed in
this class were pre-prepared speeches or reports. In the
drama class he had learned to develop his skills in
impromptu speaking and improvisation, but had not studied
methods of formal speech composition. Later in high
school, Russell had his only other pre-college experience
with public speaking: the eleventh grade book report.
According to Russell, he received no instruction in speech
or oral report preparation prior to the assignment; thus,
he attempted to approach this formal speaking situation as
he had approached the informal impromptu exercises in his
drama class. This clearly was an inappropriate strategy,
and Russell's efforts met with little success, either by
his own or by his teacher's estimation. Russell entered
SPC 1014 unsure of what would be expected of him, but
"willing to learn how to give a speech properly."

Throughout the interview, Russell commented that he
felt that the textbook used in SPC 1014 had ". given

[him] a lot of help, a lot of advice about how to prepare

for a speech."” Russell also cited the advice and
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requirements of his instructor on several occasions,
admitting that, even though he was often unsure of
", . . what he [instructor] wanted," he had learned some
new strategies from class lectures, as well. Yet another
resource which Russell reportedly made use of in creating
his own repertory of public speaking strategies was the
example of fellow classmates. In one interview, Russell
commented:

I'm really starting to pick things up from the
other speeches in class. Like today, I was
watching this one guy give his speech. He used a
visual aid, but then he took it down when he was
finished talking about it. I thought, 'that's a
really good thing to do, because that way it
forces the audience to give their attention back
te you.' You see, I'm really paying attention,
and I think you learn how to give speeches by
watching what others do.
Thus, even though Russell entered SPC 1014 without speech
composition strategies, by the time of the interview
process, he had assembled a relatively structured set of
composition and delivery methods. Russell's first
observation concerning his speech composition strategies
seems overly simple at first, but it represents perhaps the
greatest modification in this student's method as a result
of taking SPC 1014: "T tend to do better on speeches I
work harder on, and with topics I know more about." This
revelation indicates that Russell moved beyond simply

relying upon the improvisational skills he learned in drama

class, toward formally composing messages in advance.
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From the first assignment, Russell understood from the
book, the instructor and the syllabus that the preferred
method of composition and delivery was extemporaneous.
Each of Russell's four speeches was prepared in a slightly
different manner. Nevertheless, each method may be seen as
falling along a continuum of more or less extemporaneous.
For Russell's first speech, he prepared rather extensive
notes, writing out information which he believed he was
likely to forget in the pressure of the public sbeaking
situation. During the speech, Russellvfound the temptation
of referring to his notes distracting; he felt awkward

"
.

about having to jump back and forth between [his]
notes and what [he] was able to talk about without notes."
His second speech, he believed, represented his mastery of
the extemporaneous mode because he was able to speak
fluently, without any notes. His third speech was only
minimally extemporaneous, according to Russell. Although
he improvised transitions between his main points, Russell
reported that he read directly from a manuscript when he
was relating the information of this speech.

When asked whether he ever wrote the entire text of his
speech, Russell denied the practice of writing the entire
speech, essay fashion. Explainipns his typical
compositional method, Russell said,

I guess I do write some of it out first, to get an
idea of what I'm going to say. I write out

paragraphs for each main point, jusp to'get an
idea of what I want to say about the highlights of
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the subject. Then I make, not really an outline,
but a speaking outline . . . key words that will
remind me of what I want to say next. But I don't
try to memorize any of it.

On yet another occasion, Russell explained:
When I pick a topic, I could sit here and talk to
you about it. But the information about some more
technical things, things I'd have a hard time
remembering like statistics, I'll have to write
those down. But people don't really expect you to
know those things off the top of your head.
Russell believed that if he wrote the entire speech, he
would be too limited in his delivery; he would not be able
to select the words or examples which seemed to be the most
appropriate for the speaking situation. Yet he realized
that some degree of preparation was necessary if he was to
be perceived as confident and credible by his audience.
Effective speech making, Russell learned, relies wupon
thorough preparation. When Russell was asked to estimate
the time frame within which he typically prepares for a
speech, he responded that he ", . . think[s] about the
speech pretty continuously, from the time it's assigned
until it's due." However, Russell did reveal that he often
postpones formal work on the speech until the night before

it is due:

I don't generally schedule when I will work on it,

or any of my homework, for that matter. I do
procrastinate. I wait to see how it develops, but
I am thinking about it all the time. I have
stayed up late -- until two o'clock -- the night

before, but I'm usually just fine-tuning the ideas
I had hit upon. If I'm working on an idea I like
for a speech, sleep doesn't matter to me.
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Indeed, as will be seen in section five, Russell
employed this method of waiting until the night before the
speech was due throughout the duration of the class. When
Russell was asked to explain why he does not formally
prepare the speech in advance of this time, he replied that
he ". . . can't get motivated to work seriously on it until
the night before."

Unlike many speakers, Russell reported that he does not
practice his speeches before he delivers them for the
intended audience. To do so, he believed, violates the
definition of extemporaneous delivery:

[Do you practice your speech at all before you
actually give it in class?] ©No. These are
supposed to be extemporaneous speeches. You'll
never say it the same way twice. If it was
written out, that may be different. But you can't
set exact wording -- if you worked it out, you
would be memorizing.
As will be discussed in section five, Russell was quite
comfortable with the practice of oral composition, and
reported that he sometimes ". . . trie[d] ideas and ways of
saying them out on [his] roommate." This ability and
willingness to compose orally in a spontaneous fashion,
displayed by few subjects in this study, may account \ifo)ie
Russell's apparent unconcern for written preparation
documents or formal practice sessions.
Although Russell would likely observe that his success

as a speaker stems largely from his ability to speak

extemporaneously, adapting his message to the needs and
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mood of the situation, throughout the interview process he
did generalize a few rhetorical strategies which he
believed helped him succeed as a speaker: (1) the
selection of an appropriate topic, (2) the use of visual
aids, (3) the importance of information, (4) the value of
"wit" or humor, and (5) the use of relevant or familiar
material. While some of these rules were derived from the
textbook or from his ianstructor's directions, Russell
indicated that he derived the majority of his rhetorical
strategies from observing other speakers or from self
evaluation of his own speeches. Other rules expressed by
the textbook or the instructor, such as maintenance of a
minimum and maximum time limit, preparation of an outline,
use of a specified number of sources, or adherence to

content restrictions, Russell rejected as being unimportant

or arbitrary.

(1) Selection of an Appropriate Topic. When describing his

preparation strategies, Russell emphasized the importance
of the topic selection stage. Although he believed this
was the part of speech composition which gave him the
greatest trouble, he also believed that his success would
be determined in large part by his proper selection of a
topic.
According to Russell, the ideal topic 1is

. . . something you already know a lot about, or something

you really want to learn abotut." Russell cited two
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examples which supported his rule: Russell believed his
second speech was successful because he knew so much about
the topic ©f skiing that he cotld speak about it
authoritatively, without the need of many notes; he
believed his third speech was successful because he was
very interested in the topic of water pollution treatment,
had performed much outside research, and provided the
audience with much information on the subject.

Russell's strategy for selecting the '"right" topic was
rather unorthodox, yet was a formalized part of his
composing process. He rejected the more conventional
methods of topic selection typically recommended by speech
texts and instructorsi perusing the news for topical
issues, assessing personal interests and skills, browsing

the Reader's Guide; instead, Russell waited for the topic

to "find him." He explained that he waited for the topic
to make itself known to him through daily events. For
example, he discovered the topic for his second speech when
he tripped over one of his skis; he decided to speak about
four-wheel drive vehicles only after he had gotten stuck in
soft sand; he was inspired to prepare a speech about campus
parking after seeing a cartoon about Orlando's traffic
problems in the student newspaper. Russell reasoned that
by waiting for the topic to "strike him," he is able to

relax about the speech, assured that the topic he selects
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will be something which is already a part of his life or
something which he finds noteworthy.

Once he has decided upon his topic, Russell explained
that he performs only as much research as he feels
necessary to bring his knowledge level to a point
Wy just above what the average person would know." For
some topics, this means simply relying upon his personal
knowledge of the subject, but for other topics, like the
water pollution speech, Russell performed a "great deal of
research." Russell reported that he prefers to use
periodicals as research sources, although he did not have a
specific reason for this preference. Asked whether he ever
cites the source of his research in the speech, Russell
responded that he never mentions a source in his speech,

but does‘list his resources in the mandatory bibliography

which is turned in to the instructor.

(2) Use of Visual Aids. Russell commented that he felt

most comfortable speaking when he had a visual aid to help
him explain his ideas. In fact, Russell used visual aids
in all but one of the speeches he delivered in SPC 1014.
Asked why he used visual aids in his speeches, Russell
explained:
I like visual aids when I listen to speeches
because they help you understand ideas more .
clearly. In most speeches that I give, I like to
use visual aids. I don't like to talk with my

hands -- I'd rather point to something and show
something. Sometimes, it saves the amount of
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explanation you have to give. It's like, do you
describe what a slalom ski looks 1like? Isn't it
better to say, 'here it is'?

Russell was asked to specify the type of materials
which make the best visual aids. He drew upon his own
speeches, in which he believed he made effective use of
visual aids for supporting material:

In my first speech, my visual aid was kind of
small, but it was very effective. I used the
cartoon I saw in the Future that talked about the
traffic problems in Orlando. That was really
effective, not because everyone could necessarily
see it, but because everyone could leave the class
and get a paper and see it for themselves. .
In my ski speech, I used the actual thing -- the
ski. I also drew some pictures to show skiing
techniques. But in the group speech, I couldn't
use visual aids, first of all, because it would
have looked bad if I was the only one with them--
it would make the others in the group look bad,
but also because I had so many different things to
cover in my subject, that I would have needed too
many visual aids to have one for each type of
water treatment method.

While objects, pictures and models make effective
visual aids in Russell's estimation, graphs and charts do
not. Russell explained why he never used graphic
representations of information in his speeches saying,
"Charts bore me; charts and graphs are just statistics made
into a visual aid. I'd rather explain the statistics in
words than to show a bunch of numbers which don't mean a
lot to a lot of people." Nevertheless, Russell believed
that statistics, used properly in a speech, added much to

the effectiveness of the communication.
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(3) Importance of Information. For Russell, "information"

is synonymous with '"statistics,"
N y

the form of supporting
material which he believed makes a speaker sound

", . . like [he has] done research, like [he knows] what
[he is] talking about, like [he understands] the whole

= Despite his preference for statistical

plretbute,
information, Russell cautioned,
I use percentages, but I try not to be repetitive,
I try not to use them to excess. I just want to
make it clear that I am telling facts--
statistics sound more credible.

It is interesting to note that at no time during the
interview process did Russell discuss his deliberate use of
any other forms of supporting materials, although it was
clear to the dinterviewer as he related the composition
process of his up-coming speech that, at least in the last
speech, Russell made extensive use of example and analogy
for support of his points. Still, until the end of the

interview process, Russell continued to equate information

and support with statistical evidence alone.

(4) Use of Wit and Humor. Russell's belief in the value of

humor and "quick-wittedness" in publiec speaking was
revealed in his observation about the effectiveness of
other speakers, and in his projection of how he would like
to be perceived as an oral communicator. When Russell was
asked whether there were speakers whom he saw as models of

effective communication, he responded quickly:
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Yes, a good public speaker is quiclk witted -~

like Ronald Regan. You know how he is: someone
asks him a question or throws out a comment to him
and he answers them right back with a joke or some
witty remark. That makes an audience respect
Y Ol It also makes the audience feel more
comfertable  if it looks 1like yotllre Iin control:
That's how I want to look to an audience. Like
someone who is quick at thinking on his feet, and
a good sense of humor.

In a later interview, Russell voiced the opinion that
speech instruction should make greater use of impromptu
exercises because students need to "learn how to think on
their feet." "You need to teach students to be quick
witted," Russell observed:; he-bellicvedt that thicdrama
training was responsible for whatever ability he had to
integrate spontaneous humor and wit into his own speeches.
Russell also voiced the belief that the success of his
second speech lay in his full use Pof ithe extEemporaneous
mode of delivery which allowed him to interject appropriate

and situation-relevant humor and asides in the preconceived

content of his message.

(5) Use of Familiar and Relevant  Materaails Russell's

strategy of ‘using familiar ‘andarelicvantc material was
carried through his speech composition process, from
selection of topic, through creatiom of suppoft and
evidence, to delivery of the speech. When Russell was
asked to express in a brief statement his strategy it o)ic
success as a public speaker, he replied: '"Choose topics as

you know them -- stick with things you know." Russell
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explained that topics which are familiar and of interest to
the speaker will not only be the easiest for the speaker to
discuss, but they will most likely be topics which the
audience will find most 1anteresting. Perhaps Russell
believed this because, at the time of the interviews, he
had only addressed audiences of his peers, who were likely
to share beliefs, interests and experiences with him.
Having only experience in addressing heterogeneous
audiences, Russell's audience analysis apparently consisted
of extrapolating the audience's interests from his own.

When selecting examples, visual aids, statistics or
other forms of evidence for his speech, Russell reportedly
paid close attention to the familiarity of the material he
employed. For example, in a speech about campus parking,
Russell said his "best" example was a story about his
friend who had received multiple parking tickets on campus:

They could all relate to that because everyone

at one time has tried to find a parking space

when they were late to class, and just decided to

park anywhere and risk the ticket.
In that same speech, Russell employed the student newspaper
cartoon for a visual aid because it was evidence to which
every one of his listeners had direct access. In yet
another speech, Russell employed statistics, but made an
effort to simplify them, to put them in laymen's terms: in
his speech about water pollution treatment techniques,

Russell chose to express raw number data in terms of

percentages because ". . . percentages are more meaningful
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to the listener." As will be discussed iln Sectiom five,
Russell made extensive use of example and analogy in ‘his
final speech in an effort to make a potentially unfamiliar
tiepic mere undernstandabiles for “hissandicnce. 1l 28
important to note that Russell's comments about the use of
evidence suggest that his choice of common place over more
abstract support was deliberate.

Even in his plans for speech delivery, Russell
expressed a desire to be "natural" and "normal." Asked
whether he has any special techniques for delivering a
speech, Russell responded:

No, I've never really done anything special. I
like to come across as confident, but not too
confident, because then I think you have a better
chiance of mesSsing p. I like to be semi-
confident. I never come around from behind the
table, although I think that would be a“coed thing
to do if you were giving a very personal or casual
talk: I.don't really Like ' to ‘i asSlioi ot
gestures, because that takes away from me as the
center point. Occasionallyy A0 1l Eeatci smnysicd
using my hands too’ 'much, and: [Sllaetoldsmy
arms or something.

Later, din the final 4dnterview, Riusselly simmarized his
philosophy about public communication:

Feeling comfortable -- that's the key. The more
you give, the more comfortable you get. There are
some who just can't give speeches, no matter what,
and they probably shouldn't have to. But I can do
it just fine, especially if 1 know the people 1in
the audience. T know the pegple in ‘this class——
this helps.

For Russell, the word "feeling" has an important meaning
with regard to his success as a public speaker. He must

"feel" comfortable with his topic; he must "feel" in the
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mood to prepare his speech; he must have a "feel" for the
situation and the audience in order to know how to compose
his message; he wishes to '"feel" in control of himself and
his material while speaking; and most of his post-speech,
self-evaluative comments were expressed in terms of

"feelings."

Feelings and Attitudes About Speech
In an effort to determine Russell's general attitudes
toward the public speaking process, he was asked what his
largest concern was, both when preparing a speech and when
delivering a speech. Russell's response corresponded to
his avowed preference for extemporaneous speech
composition. According to Russell, when preparing for a
speech, his main concern is the audience:
I want them to understand it the way I understand
it, to feel the way I feel, to understand my
feelings.
Although the primary focus of his attention does not shift
away from the audience while he is delivering the speech,
Russell admitted that when speaking, part of his concern is
focused upon himself: "I do think of myself, somewhat,
when I am speaking. I don't want to look like an idiot up
there." It is important to note that Russell never
mentioned the message as a focus of concern either during
the preparation of delivery phases of the speech. Nor did
Russell express the sentiment that he was more concerned

with the opinion of his instructor than with that of other
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audience members. Indeed, it will be shown in section five
that Russell intended to deliver his fourth speech in the
same manner that he had delivered his second speech, even
though this speech did not earn him his highest grade.
Nevertheless, Russell apparently valued the '"good feeling"
which totally extemporaneous delivery gave him over the
higher grade which manuscript delivery was able to earn.

Russell's expressed attitudes toward the process of
public speaking were generally positive. During the
interview sessions, Russell usually concluded his reports
about his past speeches by saying "I enjoyed this speech"
or "I learned a lot from this speech." At no time did
Russell express the sentiment that he had failed at any of
his speech efforts in his college class even though there
clearly were some performances which he considered better
than others. The only misgivings which Russell expressed
concerning a speech in SPC 1014 related to the final speech
assignment, the persuasive speech which he was in the
process of composing during the interviews. TTMm not
looking forward to it because I don't like persuading
people." Russell complained. Russell's thoughts and
feelings concerning this assignment will be discussed in
detail in the following section.

Russell's opinion of the value of speech training,
specifically the requirement of SPC 1014, seemed to change

during the course of the interview process. During early
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interviews, Russell expressed the view that courses in
speech are a necessary part of any college curriculum. In
fact, Russell suggested in his second interview that the
speech requirement be expanded to a full year, provided

some of his recommended modifications in the curriculum be

instituted:

[Should speech be a required course?] Yes,
definitely. You should be able to speak in front
of a small group of people. I wouldn't even argue
against two semesters of speech, but I think then
that the second semester should be a larger class
so that you get experience in speaking to groups
of one hundred and fifty, or more.

However, by the last interview, Russell's opinion of
the value of his speech class seemed to have changed:
[What are your final impressions of this class?]
I don't see how the class will ever help me. I'm
glad it's over.
It should be noted that Russell's dissatisfaction with the
speech course may have been prompted by his recent receipt
of his final grade in the course. While Russell expected a
"B" because he had received grades of "A" and "B" on his
speech assignments, he had earned a "C" in the class:
I'm not happy with the grade I received in the

class. Overall, I got a "C" but my speeches were
all "B's" and "A's." But there were two tests,
outlines and sources and a paper we had to write
about how we thought the audience would react to
our persuasive speech. I don't think he ever
really explained the assignments fully, I didn't
know what I was supposed to do.

Nevertheless, Russell's negative feelings about his class
were tempered by his admission that training in speech

could be important no matter one's career:
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But then, I may have to use it some day. One time
my dad -- he works for NASA -- he had to give a
talk to twenty five people, and when he got there,
he had two hundred and fifty people waiting for
him. So I guess you never know when you'll have
to give a public speech.
With this final observation, Russell completed his series
of interviews.

Throughout the interview process, Russell's evaluation
of himself as a speaker was relatively unchanged. Even
when he learned that he had earned a '"C" for the course,
Russell did not appear to doubt the belief he expressed
early in the dinterview process —-- that he was a effective
oral communicator. One incident which Russell related
during the final interview serves as an excellent example
of this student's self-image as a speaker. Russell
recounted how during his last speech a member of his
audience, a young man sitting in the front, laughed and
shook his head the entire time that Russell delivered his
speech. The investigator asked Russell whether this
behavior on the part of an audience member had disconcerted
or concerned him while speaking. Russell responded:

Well, yea; I wondered what he was reacting to. So
after the speech, I asked and he told me that he
had just bought a four-wheel drive and. that 1
sounded just like the salesman who sold it to him.
I guess I timed the speech just right for him.
Russell's interpretation of this incident demonstrates well
his self-assurance as a speaker. Rather than assuming that

the noisy audience member was a heckler, or believing, as

many inexperienced speakers might, that he had done or said
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something inappropriate, Russell assumed that the audience
member was providing him with feedback. Rather than ignore
the obvious attempts of the audience member to communicate
with him, Russell sought out the young man and offered to
continue discussion of the topic with him even after the
formal speech was over.

As reported in section two, Russell's score on the
PRCA-24 instrument placed him within the mid-range of
apprehension scores for the sampling pooel of this study.
However, communication apprehension, nervousness, stage
fright or fear were rarely if ever mentioned by Russell
during the course of his interviews. When Russell did
refer to feelings of nervousness associated with giving
speeches, it was usually expressed in positive rather than
negative terms; in other words, Russell spoke more about
things that made him feel comfortable or confident while
speaking than about things that made him feel nervous or
apprehensive. Even in Russell's most direct reference to
a specific anxiety he experiences while speaking was
expressed in rather positive, active terms:

I like talking one on one more than to groups,
because I like to look at the person I'm talking

ok I like to be able to judge how well they are
understanding me. But when I give a speech, eye

comtact st hards I guess I really just look
through people, not at them. I don't make eye
contact with everyone. Sometimes I pick out one
or two people and look at them. Not everyone

reacts the same way, so if I try to look at
everyone, then I have to try to adjust to whgt
they are all saying to me with their expressions.
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As mentioned earlier, for Russell, the most important
lesson learned in speech class was that he became more
confident and competent with each successive attempt. By
embracing the extemporaneous method of composition, by
learning about his fellow classmates through their
speeches, and by repeatedly practicing the skills of oral
communication, Russell believed he could overcome any
nervousness which an inexperienced speaker '"naturally"
possesses. "Feeling comfortable -- that's the key. The
more you give, the more comfortable you get," Russell

concluded.

Relating the Speech Process
In his first interview session, Russell reported that

his next speech assignment was a persuasive speech. He
revealed that he was uncomfortable about the upcoming
assignment:

I'm uncomfortable about persuading. If you force

people, that's bad, so I'm kind of pessimistic

about this speech. But I'll still do my best.
Russell also revealed that his roommate, a student in the
same class, had delivered his persuasive speech that day
and had "bombed" because he had not thoroughly prepared for
the speech in advance. Russell was determined that he
would not fail the assignment simply because of lack of
Preparation.

However, at this meeting, Russell had no idea of the

topic of his speech. He reasoned that his speech was not
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due for almost two weeks; he had enough time remaining to
prepare adequately. It was at this time that Russell first
revealed his "method" of topic selection: "I have no idea
of my topic -- I'm waiting to have a topic jump out at me."
Russell expressed confidence that a topic would reveal
itself in time for him to perform the necessary research
and preparation.

During this first interview, Russell also discussed his
plans for composition and delivery of his upcoming speech.
He revealed that he intended to use the extemporaneous
method of delivery, preparing only a few brief notes to jog
his memory. Further, he did not expect to pre-write or
practice the speech in its entirety. "I know it sounds
funny, but I do better thinking about my speech, making it
up mentally. Sometimes I think about it when I'm cutting
the grass. I get all my ideas worked out, then I just go

1Al

in and make a few notes," Russell explained.

By the second interview, held the following week,
Russell's misgivings about the assignment had grown. He
complained:

I think this speech should be more informative.
Persuasion is like forcing. I don't like to force
anyone, I guess because I was forced to do some
things and I resented it. I've had a really
difficult time coming up with a topic that I could
persuade people on.

It was clear from Russell's comments that he equated

persuasion with manipulation and coercion. The interviewer
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explored his feelings about persuasion with a series of
questions:

[What kinds of things are persuasive?]
Information, if it's unbiased. If I can tell that
somebody's just giving one sided of the story,
then I just block them out.

[Do you think that other people find unbiased
information to be persuasive?]

No, you shouldn't give both sides in a persuasive
speech. They might use the information you give
against you, to dispute what you're trying to get
them to do. I mean, you don't want to tell them
the disadvantages of what you're trying to

convince them of. I don'"t thimk that he
[instructor] would like it if we gave the other
side from what we believe in. That wouldn't be

persuasion, that would be an informative speech.

[Do you think you would ever use persuasion in a
'real life' setting?]

In work maybe. I could go to a client and show
the high points of a certain product or my idea.
But I wouldn't show the low points; that's
shooting yourself in the foot.

[Is persuasion dishonest?]
Yes. Persuasion can be deceiving. You see, 1
automatically think that all persuaders are
dishonest; therefore, I won't get caught by them.
Mr. A [instructor] doesn't ever talk about this in
class. I don't know, maybe after this speech I'll
be more willing to here persuasive speeches and to
give them.
It is clear from Russell's responses to these questions
that he had serious misgivings about the ethicacy of the
persuasive speech assignment, as he understood 1it.
Although he wanted to perform the assignment Meorrectly,"”
he felt uncomfortable about delivering biased information
to his audience. The dilemma revolved around Russell's

understanding of persuasion as a one-sided appeal for

action. Apparently the issue of one-sided versus two-
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sided persuasive arguments, a debate within the field of
speech theory with a rich heritage and an extensive
literature (Hovland, Lumsdaine & Sheffield, 1949; and
others), had not been discussed in Russell's speech class.
"Maybe I should just persuade people not to persuade,"
Russell concluded, "but that wouldn't really be right
either."

Despite his negative feelings about the as