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Introduction

All teachers are more than dispensers of information, but it seems that the teacher of public speaking wears an exceptional number of instructional hats. You are a coach, a judge, a consultant, an emcee, sometimes even an amateur therapist. Above all you are the manager of a very complex system. The nature of the course requires that most of your major pedagogical decisions be made before instruction starts. The scheduling of the class is simply too tight to allow for many modifications during the term. Part I of this instructor’s resource manual reviews a number of the preliminary decisions a teacher makes when designing a class.


You have already made one excellent decision. By selecting The Speaker’s Handbook you have made a choice for flexibility. The Handbook approach allows you to design your class in a modular fashion. You may start anywhere and assign sections as they fit your objectives. Students can be referred to chapters already covered if it is apparent that they need review. Students can also be referred to chapters that have not yet been discussed in class. The sections of the book are written to stand alone and to be used by students without a great deal of guidance. If your course is designed to emphasize theory you can supplement the prescriptive advice with additional readings or with lectures to provide a theoretical context. 


Part II of this instructor’s resource manual offers you a sampling of course materials that have worked well for us and our colleagues. The syllabi, assignments, and critique forms serve to illustrate only some of the ways that you can adapt materials of your choice to make the most of the Handbook format.


Part III of the manual directly concerns itself with the six large sections of The Speaker’s Handbook: Foundation, Preparation, Organization, Development, Presentation, and Contexts and offers sample activities and assignments for these topics as well as discussing how to use the Speaker’s Workshop exercises in the text. For access to the sample speech transcripts and outlines referred to in many of the exercises, please go to Part VII of The Speaker’s Handbook and also Sample Speeches under Book Resources on The Speaker’s Handbook Web site.


Part IV consists of sample test questions for the material in the Handbook.
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Part I
Issues in Teaching Public Speaking

As you begin to design a class, you must recognize the outside forces that limit your options. Public speaking classes are often service courses that are required by programs and departments. Your course objectives must be tailored to the needs of your consumers. A career-oriented public speaking course for business students is very different from a general education course designed to help all students develop intellectual skills they will need for communication as mature learners throughout the rest of a college education. Because speech classes are often multi-section courses, there may also be department standards regarding the number of assignments, the student workload and the evaluation methods. Become aware of the agreements that govern the course you will teach and inform yourself about the reasons behind them. Even with some limitations, there will remain a great number of issues that are left to your discretion.


An instructor must first make some initial decisions about the goals, roles, and norms of public speaking instruction and then give some thought to the implications of teaching speech in an increasingly multicultural society. The specific issues related to grading, evaluating, and managing a public speaking class are complex. Here we highlight some of the major implications of the decisions you will make. We have not attempted to disguise our preferences on some of these topics, but we recognize their complexity. Many outstanding teachers select totally different approaches to classroom management. What is most important is that you give all of these issues thoughtful consideration before you set up your class. Be aware of the impact of your decisions on student learning. Then resolve each issue in a way that is best suited to your teaching style, the characteristics of your students, and the specific objectives of your class.

A. Goals, Roles, and Norms

Before a teacher can set objectives for student learning or select specific speech assignments, it is essential to think about the purposes of the course. One of your authors has delineated four main thrusts of communication instruction: transmitting cultural knowledge, developing students’ intellectual skills, providing students with career skills, and reshaping the values of society (Sprague, 1990). Obviously, how a teacher prioritizes these goals will have everything to do with whether students are learning to present technical reports so they can succeed as middle managers, finding their own voices as citizens, or seeking to enter into a long tradition of eloquence.


Springing from these most basic decisions about the purpose of speech education is a series of questions about what role the teacher plays. Is one a transmitter of knowledge, a role model of effective speaking, or a moderator of real public interactions among students about real social issues? In the area of criticism, it has been suggested that teachers can function quite differently depending on whether they respond to student speeches as judges, coaches, or articulate audience members (Sprague, 1991).


Finally, once a class has a certain sense of its overall direction, and a feel for what the teachers’ role will be in guiding students in that direction, the class will take on a certain ambiance and develop norms of interaction. Some speech classes feel like lecture classes where the topic just happens to be communication, but the usual classroom norms prevail. Others seem like recitation sessions or even take on the aura of speech contests. The norms are those of a performance event with a focus on the “stage.” Other classes are best described as workshops or laboratories. The norms are those of collaboration toward skill acquisition. These “workshop” classes are rather informal and speeches are seen more as exercises than real public communicative events; the skills are being mastered now for application in “real” arenas later. Lastly, some classes are constituted as “public spaces,” with norms being those that are followed for serious public exchange about important topics among members of a community.


Most classes combine a variety of goals, roles, and interactional norms. But teachers who have thought about their educational priorities in terms of how they see their class fitting into broader social contexts tend to provide a more unified educational experience than those who operate only at the level of moving through a set of assignments.

B. Cultural and Gender Issues

The Speaker’s Handbook stresses the relationship between speech and social identity. The implication of this for teachers of public speaking is that recommendations about how a person should speak are, in a very real sense, recommendations about who a person should be. As a discipline we are experiencing a heightened awareness of the ways that our taken-for-granted assumptions about classroom practices and about speech effectiveness might inadvertently give privilege to some groups of students and inadvertently exclude or marginalize other groups. This topic is too far-reaching and complex to address in an instructor’s resource manual, but we urge you to review all the messages that might be transmitted to students by your instructional choices. All classrooms should be hospitable places. Public speaking classes are special in at least two respects. First, the public nature of the student performances makes it more visible when instructors or students are insensitive to issues of gender and culture. But more important, public speaking classrooms offer opportunities for different groups to find areas of commonality and to bridge their differences through civil, rational, public conversations. 


Specifically, the Moseley-Braun speeches and responses provided in Sample Speeches under Book Resources on the Speaker’s Handbook website offer an opportunity for discussion of cultural factors. Have your students read this exchange and initiate a conversation about the ways that each participant was revealing values, historical experiences, and cultural identities both in what they argued and in the ways they chose to frame their arguments and their use of language.

1. What cultural factors influence our understanding of effective public speaking?

The models of public communication taught in the traditional public speaking class, and generally those emphasized in The Speaker’s Handbook, emphasize clarity and directness. In many cultures this “plain speaking” would not be considered eloquent. In fact the directness and explicitness of messages may appear rude or unpolished to some students. What appears to be a simple requirement of establishing credibility can be seen as forcing a student speaker to brag inappropriately, if he or she comes from a culture that places a high value on humility or has a long tradition of indirectness of expression. 


As an instructor, you can never be aware of all of the cultural variations you may encounter, but you can communicate an openness and curiosity about various forms of public speaking. Ask students to share models of what they consider effective speaking. Include sample speech materials from Native American speakers, Mexican American speakers, and African Americans. You can also open discussions of women’s experiences as speakers. Are there double standards for speech effectiveness? Are women forced to make choices between their private speaking styles and the prescribed public style that creates special problems for them? A few general readings at the end of this section under Additional References will suggest ways to integrate these cultural and gender issues into your class.


This edition of the Handbook places an even greater emphasis on the strengths of oral communication. The over-reliance on speech formats and styles patterned after written expression has emphasized certain cultural patterns, implicitly suggesting that others are inferior. For many centuries, and in many parts of the world today, oral language has dominated. Some scholars call the mediated communication of our electronic age a second phase of orality. In any case, we cannot be too sure that in the emerging global society the student trained in full sentence outlining and linear propositional reasoning will be the most successful. A student with an ear for the rhythms of rap music or a feel for the subtle nuances of social dynamics may fare just as well. 


We are not suggesting that you abandon the prescriptions from the book that we have written and you have selected. Obviously, these ways of speaking are serviceable in contemporary US culture. But we believe it is important that teachers recognize there are alternative forms of eloquence and that they open dialogues with their students about the entire range of human symbolic behavior.

2. What about accents?

An accent is a habit pattern from one language that is carried over into a second or third language. There are two problems with accents. First, speech that is too heavily accented may be incomprehensible and thus the entire point of speaking is lost. Secondly, accents may be judged on sociolinguistic grounds, allowing some listeners to attribute characteristics to speakers based on their national or regional speech patterns. 


Both of these problems are problems for listeners as well as speakers. Although the speaker who is unfairly dismissed as inferior is a clear loser, an audience who fails to hear the “truth” of a message because of nonstandard pronunciation or diction loses as well. Meaning is jointly constructed. If your class is a multicultural community, it would be a disservice to treat these topics as problems only of the non-native or nonstandard speaker. Native speakers of English (most of whom are not fluent or even minimally trained in other languages) can come to realize how fortunate they are that so many other speakers have come 90% of the way into their speech communities to make intercultural exchange possible. Their communicative competence in a multicultural world ought to include a willingness to go the remaining 10% of the way and to practice attuning their ear to unfamiliar inflections and minor variations in sounds. US audiences would also benefit from being reminded that American English is only one of the many acceptable versions of English. We seem to recognize this when speaking to an Australian or British speaker, but frequently commit the faux pas of treating a Kenyan or a Malaysian as a second language speaker.


The public speaking class can be a place to look for a common language rather than to enforce a standard language. This seems to us to be a particularly important distinction to make at this moment in history.

C. Grading

Problems of grading and evaluation plague all teachers. Public speaking classes are particularly troublesome, however, for several reasons. A student’s speech performance is often affected by anxiety beyond the student’s control. Because the public disclosure of one’s ideas is so closely linked to one’s identity, students are highly ego-involved in their presentation. They are much more likely to feel personally diminished by a low grade on a speech than by a low grade on a history exam. The ephemeral nature of the speech act further complicates grading. A teacher must make complex evaluations about a fleeting interaction and record those evaluations while continuing to listen and watch. These factors compound the difficulties inherent in all evaluation, making it especially important that you give careful thought to grading decisions like the following:

1. What aspects of the course will be graded and in what relative proportions?

A grading system cannot be selected until you have clearly delineated the course objectives and settled on a basic set of assignments. Then you should consider the relative weighting of the various components of the course. First, consider the ratio of speech performance to cognitive understanding of rhetorical principles. Some classes have a heavy emphasis on theory, while others focus on actual public speaking skills. What balance is appropriate for your course(50/50, 80/20, 40/60? Be sure that the weights you assign to grades for outlines, exams and written projects reflect your conscious choice. Similarly, decide how you want to weight the components within the speech assignments. Is delivery equal in importance to content? Half as important? Twice as important? The way you distribute points or compute total grades makes a philosophical statement to your students.


Mentally run through several scenarios of different types of students to see if the final grade calculation reflects your best intent. What will happen to the very glib and articulate student who does little research? What about the student who excels on exams, outlines, class attendance but gives uninspired speeches? How will a student fare who skips a couple of major assignments altogether but shines on the ones attempted? It’s easy to think about grading the consistent student, but consider in advance how you want your grading system to deal with these inconsistent but not uncommon patterns of student performance. The system you devise should work for you; you should not be surprised by what it “makes you do” in any circumstances. Even those of us who have taught for a long time are constantly revising the weighting of our assignments and try to leave a certain margin in our systems for holistic judgments to offset atomistic ones.

2. What general system or grading structure will be used?

There are a number of ways to design an evaluation system, each with its advantages and disadvantages. Select the one, or the combination, that suits your class and your instructional philosophy and the norms of the department in which you teach.

Letter grades on each assignment. These grades are transformed into numerical values (usually A = 4, B = 3, etc.) and then weighted according to a pre-announced system (for example, Speech 1 will count 15 percent of the final grade). This system has the advantage of using symbols familiar to students and in being fairly simple to administer. On the other hand, A, B, C grades on each assignment can sometimes lead to obsessive student concentration on grading. Additionally, the five-point scale, even expanded by pluses and minuses, may not provide enough range for a teacher to express the many degrees of competence observed.

Point systems. The teacher determines a potential number of points for each assignment by assessing its difficulty and its value as a learning assignment. Students receive a point score for each assignment and these are totaled at the end of the class. Final grades are determined by a pre-announced system; most often 90 percent of the possible points qualify for an A, 80 percent for a B, etc. For instance, if it were possible to earn 300 points in a course, 270(300 would be an A, and 240(269 would be a B. These systems allow teachers to quantify the relative importance of various assignments and of components of assignments. Delivery might be worth five points in a thirty-point speech, for instance. Very fine discriminations are possible on major projects.

One drawback of point systems is that they can trigger sustained discussions about the difference between a “32” and a “33” on a fifty-point speech. Students also sometimes become confused about how the points translate to a final letter grade. The D received by a student who made 60 percent of the possible points on every assignment can come as a sudden shock.

Contract systems. Students can contract for the grade they wish to receive and often can select from among several options to achieve the grade. Explicit criteria are established to define the conditions of the contract. These systems allow students to participate in designing the experiences that will be most meaningful for them. Frequently students are given more than one opportunity to meet the objectives set forth in the contract. This does much to reduce the anxiety surrounding letter grades, since most performances are evaluated as either “acceptable” or “not acceptable yet.” Contract grading takes great skill to establish and administer, and despite its compatibility with the behavioral objectives orientation to instruction, is controversial among some administrators. That is, charges of “grade inflation” are leveled because any student can theoretically achieve the top grade. Some people believe that such systems reward quantity rather than quality of student work. It is useful to consider carefully answers to these charges within an institutional context before adopting contract grading.

3. Will the grading system be norm-referenced or criterion-referenced?

Each teacher must decide whether student performance will be evaluated by comparing it to pre-established criteria, or by comparing it to the performance of other students in the class. A now-classic article by Smythe, Kibler and Hutchings (1973) provides an excellent comparison of the benefits of criterion-referenced versus norm-referenced grading systems. It should be acknowledged, though, that no system of competency-based instruction is established without the instructor drawing on normative data. When a teacher gives a student twenty-six out of thirty points or certifies that an objective in a contract has been met, that teacher thinks not just of abstract criteria but of a backlog of experience with similar students in similar courses. Conversely, not even the most entrenched proponent of norm-referenced grading holds, in practice, to strict quotas for each letter grade. These instructors usually recognize that there are exceptional classes where “normal” distributions of final grades would be inappropriate. Philosophically, we prefer the criterion-referenced approaches where every student understands the criteria for success and every student has a chance to receive a final grade based only on his or her own performance. The prescriptive delineation of skills that is the backbone of The Speaker’s Handbook is well suited to a competency-based, criterion-referenced system.

4. Should grades reflect such factors as effort, improvement, attendance, and attitude?

The basis of all grading systems should be the student’s actual performance(written or oral(as measured against relevant and public pre-established criteria. When a teacher assigns a final grade, she or he in effect certifies that a student has a certain skill level. If the grades reflect the instructor’s judgments about a student’s effort or attitude, they are reporting inferences rather than trained observations. A student can try very hard and still turn in a substandard performance. A student can have a negative attitude toward the class and still show an outstanding grasp of the theories of public speaking. Grading on improvement can lead to highly misleading reports. If a student improves 100 percent from absolutely terrible to just poor, should that student receive an A, while a student who did very good work all term receives a D because there was no improvement? The example is extreme, but it illustrates the difficulty of making and interpreting such judgments. Because the learning curve is negatively accelerated, students who start at the lowest level of competence will probably make the most dramatic improvement. This does not mean that other students are not working as hard.


Grading on attendance does tend to trivialize a course, and is forbidden on some campuses. Students must be present to hear their classmates’ speeches. The incentive to do so can take the form of powerful persuasion from the instructor or the requirement of a certain number of written critiques. The learning as an audience member is what is evaluated, not the mere presence of the student.


It cannot be denied that subjective factors influence an instructor’s global evaluation of students. We recommend that you relegate such factors, like your perceived judgment of attitude or effort, to a minor role. You may use them to deal with borderline cases in a letter-graded course, or, in a point system, you can assign a relatively small number of points to a factor such as “Participation and Commitment.” 


Remember that you do not know about the private lives and internal states of all of your students, so it is unfair to overemphasize what you happen to know about some or what you may infer about others. We have heard teachers say, “I couldn’t help being impressed with the fact that she commuted fifty miles to class and was never late, so I gave her the next higher grade.” Perhaps the student next to that one commuted seventy miles but did not happen to talk about it. Better, we think, to show your concern and admiration for students’ efforts in a supportive style of communication and flexibility and generosity toward the entire class than to let these inferences have much

