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CHAPTER 1

RESEARCH PROBLEM
I ntroduction

This chapter introduces the purpose of the study and
defines the terns involved in the research. The theoreti cal
base and significance of the study are al so presented in
this chapter.

Pur pose of the Study

This study exam ned how teacher verbal inmmediacy and
t eacher nonverbal i medi acy function together and
separately to enhance cognitive |earning, and how teacher
i mredi acy affects cognitive learning in relation to student
notivation. These questions were exam ned in the context of
video instruction, both to provide insight into distance
| earni ng processes and to ensure maxi mum control over the
mani pul ati on of conmuni cation vari abl es. The purpose of the
i nvestigation was to further the understandi ng of the ways
in which teacher verbal and nonverbal i medi acy behaviors
function as effective instructional strategies, especially
in the distance education environnment where reducing the
di stance between teacher and |earner is of paranount

i nportance.



The communi cation styles, strategies, and behaviors
enpl oyed by teachers play a strategic role in student
| ear ni ng outcones. For exanple, nonverbal communication
behavi ors such as eye gaze, smles, nods, relaxed body
posture, novenent, and gestures have the effect of reducing
physi cal and/or psychol ogi cal di stance between teacher and
students, and ultimately increasing affective and cognitive
| earni ng (Andersen, 1979; Christophel & Gorham 1995;
Hackman & Wl ker, 1990; Pl ax, Kearney, MCroskey, &
Ri chnrond, 1986). When cl assroom teachers enpl oy these
nonver bal i medi acy strategies, students indicate greater
affect or liking for the teacher, greater enjoynent of the
class, and increased perceptions of having | earned fromthe
course (e.g., Richnond, Gorham & MCroskey, 1987).
Simlarly, verbal communication strategies may be enpl oyed
by teachers to reduce student perceptions of psychol ogi cal
di stance. For exanple, inclusive references, self-
di scl osure, and present verb tense are often perceived by
students as expressions of interpersonal approach or
cl oseness, and the use of verbal imediacy as an
i nstructional comunication strategy may |l ead to positive
| ear ni ng outcones (Gorham 1988; Jordan, 1989; Mehrabi an,

1971, 1981; Menzel & Carrell, 1999; Sanders & W senman,



1990). “Teachers who feel close to their students will use

i mredi ate pronouns like ‘our,” ‘“we,” and ‘us.’ In this way
teachers verbally show that they feel a part of their
students and inply that they are working together toward a
common goal” (Jordan, 1989, p. 1).

Conmmuni cati on researchers are increasingly turning
their attention to immediacy in the distance |earning
environnent, and initial findings indicate that teacher
conmmuni cation strategies can hel p achieve the goal of
reduci ng the distance in distance education (e.g., Coneaux,
1995; Freitas, Myers, & Avtgis, 1998; Guerrero & Ml ler,
1998). For exanple, renote students do i ndeed perceive the
nonverbal Iy i mmedi ate behaviors of their teachers through
vi deo transm ssion (Wal ker & Hackman, 1991), and verbal and
nonver bal i mredi acy contribute to | earning outcones across
a range of differing delivery systens (Hackman & Wal ker,
1990; Wal ker & Hackman, 1991). Furthernore, perception of
i mmedi acy in distance | earning may be enhanced by new
conmmuni cation technol ogi es that enabl e di stance educators
to engage in frequent interaction with renote students.
Thi s teacher-student interaction contributes to a sense of

soci al presence which, in sonme cases, nmay approxi mate that



of the traditional classroom (Mirphy & Farr, 1993;
Schl osser & Anderson, 1993).

Despite these findings supporting teacher inmedi acy's
effects on cognitive |earning, distance educators remain
uncertain about the relative role of verbal inmediacy and
nonver bal immediacy in video instruction. Further research
is needed to explain how verbal i mediacy and nonver bal
i mmedi acy function together and/or separately to enhance
cognitive | earning.

Anot her research probl em addressed by this study
i nvol ved the conmuni cation traits and behaviors of students
and how they confound or nediate i mediacy's effects on
| earni ng. For exanple, students' state notivation has been
shown to be a factor in inmmediacy's effects on | earning
(Frymer, 1993, 1994), and sone researchers have
hypot hesi zed that student notivation nmedi ates the effects
of teacher i mediacy on cognitive and affective | earning
(Christophel, 1990; Frym er, 1994; Richnond, 1990). By
contrast, sonme scholars believe student notivation is
merely a confounding variable in the nmeasurenent of
cognitive learning, and that inmmediacy's effects are nore
likely to be nediated by student affect for the teacher

t han by student notivation (Rodriguez, Plax, & Kearney,



1996). Therefore, while teacher inmmedi acy and student
notivati on appear to be related, the exact nature of the
relationship and its effects on cognitive |earning are not
yet cl ear.

The majority of immedi acy studi es conducted to date
have anal yzed data collected from student surveys al one,
and many have focused on students’ affective learning. This
present study furthered the investigation of teacher
i mmedi acy, student notivation, and cognitive | earning
t hrough the experinmental manipul ati on of verbal and
nonver bal i medi acy behavi ors enpl oyed by a teacher through
video instruction. Students' recall of instructional
content was tested as a neasure of student cognitive
| ear ni ng.

Definition of Terns

Nonver bal i medi acy

The construct of nonverbal i mredi acy descri bes
behavi ors whi ch reduce physical or psychol ogi cal distance
bet ween peopl e (Andersen, 1979). Early researchers
conceptual i zed i medi acy as those behaviors which “enhance
cl oseness to and nonverbal interaction wi th another”
(Mehr abi an, 1969, p. 203). In the instructional context,

nonver bal Iy i mmedi ate teachers reduce physical and/or



psychol ogi cal di stance when they approach their students in
order to conmuni cate at close distances, smle, engage in
eye contact, use direct body orientations, use overall body
novenent and gestures, touch students, assunme a rel axed
posture and conmmuni cating style, and are vocally expressive
(Andersen, 1979).

Ver bal i mmedi acy

The construct of verbal i medi acy enconpasses
| i ngui stic messages that convey interpersonal approach or
i king, thus reducing the psychol ogi cal distance between
i ndi vidual s (Mehrabi an, 1969, 1971). In the classroom

students perceive as nore i Medi ate those teachers who use

inclusive references such as “we” instead of “you,
expressions that mnim ze di stance such as “this
university” instead of “that university,” present tense

i nstead of past tense, probability such as “will” instead
of “may,” and ownership such as “l agree” instead of *“nost
peopl e agree” (Jordan, 1989; Kearney, 1994b). Al so
interpreted as verbally i medi ate behaviors are teachers’
use of hunor and self-disclosure in the classroom calling

students by nanme, and engaging in conversation before,

during, and after class (Gorham 1988).



Student state notivation

Situational or state notivation is defined as “a
tenmporary condition in which individuals direct high |levels
of concentration and attention toward the conpetent
conpletion of a task” (Beatty, 1994, p. 343). In the
context of instructional communication, students’ state
motivation refers to students’ specific and current
attitudes toward a certain course, subject, or class
(Chri stophel, 1990). Descriptors of higher student
notivation include such attitudes as “interested, involved,
stimul ated, challenged, and desire to study” (Christophel,
1990).

Cogni tive | earning

In his classic taxonony of educational objectives,
Bl oom (1956) identified cognitive |earning as one of three
domai ns of human | earning, along with affective and
psychonotor. Cognitive learning refers to students’
acqui sition, understanding, and recall of specific facts,
concepts, and theories covered in the course (Angelo &
Cross, 1993; Bloom 1956). Researchers in the fields of
Communi cation and Educati on have operationalized cognitive
learning in a variety of ways, including grades on specific

exanms or quizzes, final course grades, overall GPA,



performance on standardi zed tests such as SAT or GRE, and

self reports of students’ own perceptions of |learning. As a

measure of cognitive learning, this study enpl oyed a direct

test of student recall of instructional content.
Theoretical Considerations

| mredi acy research is grounded in approach-avoi dance
t heory, which suggests that “people approach what they |ike
and avoid what they don’t I|ike” (Mehrabian, 1981, p. 22).
Early conceptualizations of approach-avoi dance observed
t hat “approach indicates preference, positive eval uation,
and |iking, whereas avoi dance indicates |ack of preference,
dislike, and, in extrene cases, fear” (Mehrabian, 1981, p.
14) . Thus, a person’'s affinity for or liking for another
person may provide notivation to approach the other, to
reduce the physical or psychol ogi cal distance between them
(Mehr abi an, 1969).

The social inpact of approach-avoi dance behavi ors may
be further explained by theories of interpersonal
attraction, i.e. affinity between persons and their
propensity to interact in order to initiate or maintain a
rel ationship. Anmong the many factors contributing to
i nterpersonal attraction are proximty (cl oseness) and

rei nforcenment (Richnmond & McCroskey, 1995). Rei nforcenent



suggests that “we |i ke people who reward us and we dislike
peopl e who punish us” (Berscheid & Wal ster, 1978, p.23). In
antici pation of physical or psychol ogical reward, then, one
may enpl oy i nmedi ate behaviors in order to approach another
i ndi vidual. Teachers who desire to be viewed positively by
their students may enploy i mmedi acy as an affinity-seeking
strategy, which in turn may increase |earning (Rodriguez,
Pl ax, & Kearney, 1996). Mbreover, because classroom
teachers are anpbng those whose role and status in relation
to students carry potential reward value (French & Raven,
1960), students nmy perceive the nonverbal imedi acy
behavi ors of their teachers as positive and potentially
rewar di ng. Likew se, noni medi ate teachers may not be
percei ved as rewardi ng and may even be consi dered as
puni shi ng.

Al t hough many studi es have shown that teacher verbal
and nonverbal imrediacy contribute positively to |earning
out conmes, questions remain as to how and why teacher
i mredi acy behavi ors enhance student l[earning. In addition
to cognitive | earning, another factor that appears to be
associated with teacher immediacy is student notivation.
Ri chnond (1990) and Christophel (1990) reported a

rel ati onshi p between teacher immedi acy and student



notivation, |eading MCroskey and Ri chnond (1992) to
conclude that “sonme teacher behaviors may have the result
of increasing student notivation” (p. 111). A large body of
educati onal research has established that highly notivated
students exert nore energy and focus and therefore | earn
nore. A | eading educator and notivation theorist observed,
“Motivation is not only inportant because it is a necessary
causal factor of |earning but because it nediates |earning
and is a consequence of learning as well” (W odkowski,
1985, p. 4). Thus, sone scholars believe that teachers who
enpl oy verbal and nonverbal expressions of inmediacy
enhance students’ notivation to learn, which in turn
increases their initiative and application to course work
and ultimately their cognitive learning (Frymer, 1994).
Ot her researchers have hypothesi zed that imedi acy's
effects are nediated by student affect for the teacher
(Rodriguez, Plax, & Kearney, 96) or student arousal and
attention (Kelley & Gorham 1988). Thus, inportant
gquestions remai n about the role of teacher verbal

i medi acy, teacher nonverbal immedi acy, and student

notivation in relation to cognitive |earning.

10



Si gni fi cance of the Study

Particularly in the context of distance education, the
i npact of teacher inmediacy as an instructional strategy
awai ts thorough investigation. Wal ker and Hackman (1991)
observed that “immedi ate nonverbal behaviors are
comruni cated across television,” and that “these behaviors
function nuch as they would in face-to-face interactions”
to increase student affect for the instructor (p. 10).
These inportant findings contribute to the expandi ng
literature that supports teacher inmmediacy, both verbal and
nonverbal, as an effective comunication strategy in
tel evised instruction. However, the majority of distance
| earni ng research, including Wal ker and Hackman’ s study,
has exam ned di stant students who elected to take the
course at a renpote site for reasons such as class schedul e,
commuti ng di stance to canpus, and/or an affinity toward
technol ogi cal systenms. Therefore, generalization of the
findings of these studies should probably be restricted to
t he popul ati on of students who willingly choose distance
| earning as a preference. Such a student popul ation
probably does not represent students in general.
Consequently, this present study exam ned conmuni cation and

| earni ng anong students who were required to receive video

11



instruction as a part of a traditional classroom course,
and results of the study provided useful information about
t eacher conmuni cation and student |learning in the w der
context of college instruction.

Much of the data that have been anal yzed in imedi acy
research, both in the traditional classroom and the
di stance | earning environnment, have been coll ected through
the use of student surveys alone. In sone studies, even the
dependent variable of cognitive |earning has been
operationalized as students’ own opinions about how nuch
they feel they have learned in the course (e.g., Richnond,
McCr oskey, Kearney, & Plax, 1987). Concl usions based on
these findings would be strengthened if they were supported
and corroborated by nmore objective data collected in nore
controll ed circunmstances. Consequently, this present study
was conducted as a quasi-experinent involving the
controll ed mani pul ati on of verbal and nonverbal imedi acy
and the quantitative nmeasurenent of students’ recall of
course content. Cognitive |earning was operationalized as
short-termrecall (immediately follow ng the video
instruction), and cognitive |l earning data consisted of test
scores designed to neasure recall of specific instructional

cont ent.

12



This study also offered new insight into the ways that
teacher verbal imedi acy and teacher nonverbal i mediacy
function separately and/or together to influence |earning.
By carefully manipul ati ng verbal and nonver bal
communi cati on cues and enpl oying themin various
conbi nati ons of higher and | ower i mediacy, this study
eval uated the interaction effects of verbal and nonverbal
i mmedi acy. In previous research, many of the concl usions
advanced i n support of teacher immedi acy as an
instructional strategy have been based upon studi es of
nonver bal data al one. Even those studies which have
i ncluded both verbal and nonverbal i mredi acy neasurenment
have not thoroughly exam ned the interaction effects of
t hese two conmuni cation vari abl es.

This study al so investigated the role of student
notivation in imediacy's effects on | earning. The
rationale held that, if student state notivation was found
to be a confounding variable, then covarying notivation
woul d reduce statistical error in the measurenent of
i medi acy's effects on |l earning. On the other hand if
student state notivation, in conjunction with teacher

verbal and nonverbal imrediacy was found to further enhance

13



| earni ng outconmes, then student notivation would be
considered as a partial predictor of cognitive |earning.

In summary, this study contributed to communication
research in the followi ng ways. First, the investigation
broke new ground in the analysis of how teacher verbal and
nonver bal i nmedi acy work separately and/or together to
enhance | earning. Second, it furthered our understandi ng of
the effects of verbal and nonverbal inmmediacy in video
instruction. Third, through experinmental design and use of
establi shed | earni ng assessnment techni ques, the study
reexam ned sonme concl usions of previous i medi acy studies
that relied on student survey data alone. Fourth, it sought
to clarify the role of student notivation in relation to
t eacher i nmmedi acy and cognitive | earning.

Sunmary

This chapter introduced the purpose of the study,
defined the ternms involved in the research, and exam ned
the theoretical base and significance of the study. The
next chapter presents a review of the literature relating
to teacher nonverbal imediacy, teacher verbal i medi acy,
and student notivation in the traditional classroomand in
di stance | earning, as well as the hypotheses and research

guestion that will guided this study.
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CHAPTER 2

REVI EW OF LI TERATURE
I ntroduction

This chapter contains a review of the literature
pertaining to teacher nonverbal and verbal imediacy in the
traditional classroomand in video instruction at the
college |l evel. The chapter continues with a discussion of
the theoretical basis for teacher imediacy and issues
surroundi ng the effects of teacher inmmedi acy and student
notivation on cognitive |earning. The chapter concl udes
with the hypotheses and research question that guided this
i nvestigation.

Teacher Immediacy in the Traditional Classroom

The study of instructional comunication is guided by
the assunmption that verbal and nonverbal nessages conveyed
by teachers have the potential to significantly affect
student | earning outconmes. One instructional communication
construct that has received considerable attention during
the past two decades is that of teacher inmediacy, which
descri bes verbal and nonverbal behaviors that reduce
physi cal and/or psychol ogi cal distance between individuals

(Andersen, 1979; Mehrabi an, 1969, 1971, 19810. A

15



significant body of research indicates that teacher
i mredi acy, both verbal and nonverbal, is positively
associ ated with student |earning outcones. Therefore, the
comruni cati on vari able of teacher i medi acy shoul d occupy a
pl ace of strategic inportance for educators and
comruni cati on professionals who share the goal of
i ncreasi ng student | earning.

The construct of teacher immedi acy has evol ved
gradual ly over the past two decades. At first,
conmuni cation researchers focused their investigations on
the rel ationship between teacher nonverbal imedi acy and
student |earning (Andersen, 1978, 1979; Andersen, Norton, &
Nussbaum 1981; Kelley & Gorham 1988; MDowell, MDowel |,
& Hyerdahl, 1980; Pl ax, Kearney, MCroskey, & Ri chnond,
1986; Ri chnond, Gorham & MCroskey, 1987). Collective
findings fromthese early studies support a positive
rel ati onship between teacher nonverbal imediacy and
af fective, behavioral, and cognitive student | earning.
Al t hough Mehrabi an’s foundational work (Mehrabian, 1969,
1971; Wener & Mehrabian, 1968) had i ncl uded ver bal
i mredi acy, it was not until rmuch later that the
i nstructional conmmuni cati on concept of teacher immedi acy

was broadened to include specific verbal behaviors (Gorham

16



1988), which have simlar effects of reducing distance
bet ween teachers and students. A | arge body of
communi cation research followed, in which teachers’ verba
and/ or nonverbal i nmedi acy behaviors were exam ned in
relation to student |earning outcones in a variety of
cl assroom settings (Christophel, 1990; Christophel &
Gor ham 1995; Gorham & Chri stophel, 1990; Jordan, 1989;
Menzel & Carrell, 1999; Moore, Masterson, Christophel, &
Shea, 1996; MCroskey, Sallinen, Fayer, Richnond, &
Barracl ough, 1996; Neuliep, 1995; Rodriguez, Plax, &
Kear ney, 1996; Thweatt & MCroskey, 1998).

Next, researchers turned their attention to teacher
i mredi acy in the context of televised instruction and other
di stance | earning contexts (Coneaux, 1995; Freitas, Mers,
& Avtgis, 1998; CGuerrero & MIler, 1998; Hackman & Wl ker
1990, 1994; MHenry & Bozik, 1995; WAl ker & Hacknman, 1991),
and initial results indicated simlar positive effects of
teacher immediacy as in the traditional classroom Thus,
the constructs of verbal inmmediacy and nonverbal i nmedi acy
have undergone an evol utionary devel opnent that is not yet
conpl ete. There are still issues to be addressed regarding

the interaction of verbal and nonverbal imedi acy and the

17



ways that teacher inmmedi acy and student notivation function
to increase | earning.

Nonver bal | nmmedi acy and Student Learning

Al t hough the body of inmediacy research is broad and
substantial, a careful exam nation of immedi acy studies
reveals that there are still many unanswered questions
about how and why i mmedi acy works in teacher-student
interaction. Early researchers conceptualized i nmedi acy as
t hose behavi ors which “enhance cl oseness to and nonver bal
interaction with another” (Mehrabian, 1969, p. 203). \Wen
such behaviors grow out of a person’s liking or affinity
for another, they denonstrate the approach-avoi dance
principle that “people approach what they |ike and avoid
what they don't |ike” (Mehrabian, 1981, p. 22).

Foundati onal studies of nonverbal imedi acy suggest that
social affinity or liking is expressed through such

i mmedi at e behaviors as physical proximty (Argyle & Dean,
1965; Mehrabian, 1971), direct eye contact (Argyle & Dean,
1965; Kendon, 1967), smling (Ekman & Friesen, 1975), head
nods (Mehrabian & WIllians, 1969), touching (Bassett &
Snmyt he, 1979; Hurt, Scott, & MCroskey, 1978), symetrica
and shared body positioning (LaFrance, 1972), and vocal

expressiveness (Davitz, 1964; Mehrabian, 1971).

18



In the traditional classroom setting, nonverbally
i mredi ate teachers reduce student perceptions of physical
or psychol ogi cal distance when they approach their students
in order to communi cate at cl ose distances, snle, engage
in eye contact, use direct body orientations, use overal
body nmovenent and gestures, touch students, assune a
rel axed posture and conmuni cating style, and are vocally
expressive (Andersen, 1979). Students generally perceive
t hese teacher communi cati on behavi ors as expressions of
personal warnth and affinity toward the students (Ryans,
1964), which in turn enhances student affinity for the
t eacher, course, and subject matter (Andersen, 1979).
Andersen’s (1979) study was the first to docunent a
significant relationship between student perceptions of
t eacher nonverbal i mmediacy and | earning outcones (i.e.,
affective and behavi oral |earning). Sorenson & Chri stophel
(1992) noted that “this semnal work inspired an entire
genre of research that continues investigating the
relationship of comrunication constructs to affective
learning in the classrooni (p. 40).

Andersen’s (1979) exam nation of nonverbal imediacy
behaviors in the classroomreveal ed a significant

rel ati onshi p between students’ perceptions of teacher

19



i medi acy and | earning outcones. In her initial study of
238 comuni cation students evaluating 13 instructors,
nonver bal i mmedi acy predicted | earning on neasures
devel oped by Scott and Weel ess (1975). Perceived nonver bal
i medi acy behavi ors predicted 46% of the variance in affect
toward the teacher, 20% of the variance in affect toward
t he course content, and 18% of the variance in student
behavi oral intent (likelihood of using behaviors
recommended in the class). Data from Andersen’s initi al
study did not support a significant correlation between
i mmedi acy and cognitive | earning, as operationalized by
grades on a single test given early in the senester
However, several subsequent studi es denonstrated the
i kel'i hood that such a relationship does indeed exi st
(e.g., Gorham & Christophel, 1990; Kelley & Gorham 1988;
McCr oskey, Sallinen, Fayer, Richnmond, & Barracl ough, 1996;
Ri chnrond, Gorham & McCroskey, 1993; Sanders & W seman,
1990.

Andersen (1979) utilized the Generalized | medi acy
(G) scale and the Behavioral I|ndicants of |Imediacy (BIl)
scale. The validity and reliability of these neasures have
been subsequently wel |l -docunented (Kearney, Plax, & Wendt-

Wasco, 1985; Pl ax, Kearney, MCroskey, & Richnond, 1986).

20



The G scal e presents students with two general questions
about their instructor’s comunicating style and a semantic
differential scale for nmultiple responses. In comenting on
the effectiveness of the G scale, Kearney (1994) observed
that it is a highly inferential instrument which *“neasures
a general or gestalt inpression of an individual’s overall
| evel of immediacy” (p. 169). Andersen utilized the G
Scale along with a | ower inference instrunent, the
Behavi oral Indicants of | mmedi acy scale. The BlIl scale
consists of 15 itens depicting specific teacher nonver bal
behavi ors, which students evaluate using a Likert-type
scal e. Included are such behaviors as eye contact, body
position, novenent, gestures, and smling. Both instrunents
utilized by Andersen are reliable and valid data collection
instrunents that are still in use today. However
Andersen’s BIl scale fornmed the basis of the Nonverbal
| medi acy Behaviors (NI B) instrument (Ri chnond, Gorham &
McCr oskey, 1987), which is nore widely used in current
resear ch.

McDowel |, McDowel |, and Hyerdahl (1980) replicated
Ander sen’ s study anmong secondary school students and found
a significant correlation between students’ perceptions of

t eacher nonverbal i medi acy and affect for the teacher and
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course. Furthernore, a noderate relationship was found to
exi st between i medi acy and final course grades, the first
i ndi cation that immediacy m ght also affect cognitive
| ear ni ng.

Ot her studies have found that teacher nonverbal
i mredi acy enhances student affect for both teacher and
subject matter. Hypothesizing that teacher conmunication
styles affect |earning outconmes in the college classroom
Kear ney (Kearney Knutson, 1979; Kearney & MOCroskey, 1980)
measured a variable called “teacher responsiveness,” which
she conceptualized as being closely associated with
nonver bal i medi acy behaviors. Data indicated a correlation
bet ween teacher responsiveness and student affect and
behavi oral comm tnent. Another interesting result was that
responsi ve teachers apparently enhance student
participation by reduci ng communi cati on apprehensi on, which
in turn correlates positively with student |earning
out cones. The significance of Kearney's research, then, is
t hat teachers who are perceived to enploy a responsive
(i nmedi ate) style enhance student affective |earning and
behavi oral conmm t nent.

Al t hough research has reveal ed nuch about affective

and behavioral learning in the classroom early skepticism
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was voi ced concerning the effects of nonverbal inmediacy on
cognitive learning (Andersen, Norton, and Nussbaum 1981).
Andersen's (1979) initial study of teacher nonver bal
i mmedi acy failed to find a significant correlation with
cognitive | earning, but nore recent research has begun to
fill the gap. In an innovative study utilizing students’
self-reports of cognitive | earning, R chnond, Gorham and
McCr oskey (1987) found that nonverbal immediacy did, in
fact, correlate significantly and positively with their
measure of cognitive learning. In order to measure
perceived cognitive |earning, students were asked two
guestions: “On a scale of 0-9, how nuch did you learn in
this class, with O neaning you | earned nothing and 9
meani ng you | earned nore than in any other class you’ ve
much do you think you could have |earned in
the class had you had the ideal instructor?” The variable
“l earning | oss” was generated by subtracting the score of
the first question fromthe score of the second. Students’
percepti ons of teacher nonverbal inmmedi acy were nmeasured
usi ng the Nonverbal | mediacy Behaviors Instrunent, a
nodi fi ed version of Andersen’s (1979) Behavioral Indicants
of Imrediacy (BlIl), which has since becaone the nost

wi del y-used nmeasure of nonverbal imrediacy. Two studies

23



were conducted: the first eval uated students’ best or worst
t eacher ever, and the second evaluated an instructor from
t he previous senester. Results from both studi es showed
that students’ perceptions of teacher nonverbal i mredi acy
were positively correlated with the raw learning score (.71
and .69, respectively) and negatively correlated with the
| earning | oss score (.51 and .60, respectively). These
results suggest that students believed they had | earned
significantly nore fromteachers who enpl oyed nonverbally
i mredi at e behavi ors.

Anot her i nportant study exam ned the relationship
bet ween nonverbal i mmedi acy and a specific cognitive
| earning task, short-termrecall. Kelley and Gorham (1988)
desi gned a | aboratory experinment to test the effects of
“physi cal inmrediacy” (i.e., proximty, open posture, head
nods) and eye contact on students' ability to store and
recall word and nunber sequences. Physical i mediacy and
eye contact were mani pul ated in each of four conditions
(hi gh i medi acy/ eye contact, high i medi acy/ no eye contact,
| ow i medi acy/ eye contact, and |ow i medi acy/ no eye
contact). Physical imediacy accounted for 11.4% of the
variance on recall, while eye contact accounted for 6.9% of

the variance. These researchers concluded that students’
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recall was significantly enhanced when teachers utilized
nonver bal |y i mmedi ate behaviors to acconpany i nformation
transfer. It is inportant to note that Kelley and Gor ham
mani pul ated specific i medi acy behaviors in a controll ed
setting, rather than nmerely surveying students about their
percepti ons of teacher inmmedi acy. Therefore, this study
made an inportant contribution to the growi ng body of
evi dence that supports the existence of a neani ngful
rel ati onshi p between nonverbal imediacy and cognitive
| ear ni ng.

Therefore, results of numerous studies provide
concl usive support for the use of teacher nonverbal
i mredi acy as a communi cation strategy to effectively reduce
i nt erpersonal di stance and enhance student | earning.
Teachers may engage in nonverbal communicati on behaviors
such as eye contact, smles, open body position, and
physical proximty with the expectation that students w ||
percei ve reduced physical and/or psychol ogi cal distance,
and that learning will probably be enhanced. In short,
nonverbal immediacy is an effective teaching strategy in

the traditional classroom
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Ver bal | medi acy and Student Learning

The scope of imedi acy broadened and the issues
surroundi ng i medi acy deepened when a pivotal study
expanded the focus to include verbal as well as nonver bal
behavi ors (Gorham 1988). Fromthe outset, Mehrabian (1969)
and W ener and Mehrabian (1968) had acknow edged t hat
certain verbal cues result in perceptions of imediacy or
noni mredi acy, and both researchers had devel oped taxonom es
of specific word choices as expressions of |iking or
cl oseness (Mehrabi an, 1969; Wener & Mehrabian, 1968).
Nevert hel ess, actual nessage content as a means of reducing
di stance was not examned in early comruni cati on studies,
beyond the inclusion of certain vocal variables such as
tone, pace, intensity, variety, pause, and articulation in
t he construct of nonverbal imedi acy (Andersen, 1979).

Thus, imedi acy research entered a new phase when
Gor ham (1988) reported results of an investigation of
ver bal i medi acy. Gorham acknow edged that two inportant
studies |laid the groundwork for her verbal inmrediacy
research. “Power in the Classroom VI” (Plax, Kearney,

McCr oskey, and Ri chnond, 1986) investigated teachers’
choi ces of verbal control strategies and the resulting

effects on affective and behavi oral |earning. Data
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coll ected from several hundred secondary and col | ege
students suggested that teacher nonverbal i mmedi acy
behavi ors influenced student perceptions of teachers’ use
of conpliance strategies (verbal content). Acknow edgi ng
t hat “nonverbal cues typically provide the framework for
under st andi ng verbal messages” (p. 53), researchers
reported the foll ow ng observations: “Students perceive
that i mmredi ate teachers rely on pro-social BAT s [ behavi or
alteration techniques] for control. In reality, inmmediate
teachers may actually enpl oy occasional anti-social BAT s
as well” (Plax et al., 1986, p. 53). In other words,
students perceived teachers’ verbal nessages within a
relational or affective context that was influenced by the
t eachers’ nonverbal i mmedi acy behaviors. Reflecting on
t hese findings, researchers concluded that, in relationship
to student affect, perceived “nonverbal behavi or of
teachers served as nediators for teachers’ verba
behavi ors” (MCroskey & Richnond, 1992). These findi ngs
suggested that verbal and nonverbal cues should be exam ned
together to evaluate the effects of teacher conmmuni cation
on student affective |earning.

“Power in the Classroom VII” (Richnmond, MCroskey,

Kearney, & Plax, 1987) provided another inportant step

27



toward the devel opnment of the verbal immediacy construct,
by exam ning the effect of teachers’ verbal strategies and
nonver bal behaviors on student perceptions of cognitive

| earning. Utilizing Ri chnond, Gorham & MCroskey’'s (1987)
cognitive | earning neasure descri bed above (i.e., the ideal
teacher and | earning |oss), researchers reported a positive
associ ati on between pro-social BAT s (verbal strategies)
and student perceptions of cognitive |earning. For the
devel opi ng construct of verbal and nonverbal i mmedi acy,
then, the “Power in the Classrooni studies provided the

i nportant conclusion that, along wth nonverbal i mediacy
behavi ors, verbal nessage strategies enpl oyed by teachers
do influence cognitive, affective, and behavioral |earning
out cones.

Set agai nst the background of these studies, Gorham
(1988) posited a single nodel of imrediacy, both verbal and
nonver bal, and identified specific verbal imediacy
behavi ors that contribute to the effect of reducing
psychol ogi cal di stance. Relating verbal immediacy to
Mehr abi an’s (1969, 1981) original theoretical construct,
Gor ham posited that teachers enploy verbal strategies to
“reduce psychol ogi cal distance by recogni zing individual

students and their ideas and vi ewpoints, by incorporating
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student input into course and cl ass design, by

comruni cating availability and willingness to engage in
one-to-one interactions, and by enhancing their ‘humanness’
via hunmor and sel f-disclosure” (Gorham 1988, p. 52).

Gor ham devel oped a new data coll ecti on neasure, the Verbal
| mredi acy Behaviors (VIB) instrunent, through student focus
groups that generated 21 itens (later reduced, then refined
to 20) describing “the best teachers they had had” and “the
specific behaviors which characterized those teachers”
(Gorham 1988, p. 43). Specific verbal imedi acy behaviors
i nclude such items as teachers’ use of hunmor in class,
conversation with students before and after class, self-

di scl osure, conplinmenting students’ performance, and use of

i nclusive pronouns such as “we” and “our.” Respondents

i ndicate the frequency (O=Never to 4=Very often) that the
t eacher enpl oys each behavior. Sunm ng the itenms on the VIB
i nstrunent produces a total verbal imediacy score. From a
student popul ation of 387 coll ege undergraduates, Gorham
(1988) reported that the conbination of verbal and

nonver bal i mmedi acy behavi or accounted for 38.5% of the
variance in affective |earning and 19.3% of the variance in
perceived cognitive |earning. The researcher interpreted

the data to indicate that “verbal and nonverbal behavi ors
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function together to generate i mediacy and clearly are not
functioning as orthogonal factors in the classroont
(Gorham 1988, p. 46).

Soon after Gorhami s pivotal study, Jordan (1989)
tested students’ perceptions of teachers’ verbal immediacy
al ong with paralinguistic i mediacy, which she defined as
vocal expressiveness, intensity, timng, articulation, and
accent. Participants consisted of 603 undergraduate
communi cation students, who evaluated the verbal and
paral i ngui stic conmuni cati on behavi ors of the teachers they
had in the previous class. Results indicated that student
cognitive learning was significantly affected both by the
wor ds teachers say and the manner in which they say them
The conbi nati on of verbal and paralinguistic i mediacy
accounted for 39% of the variance in predicting four |evels
of sel f-perceived cognitive |earning (Jordan, 1989).

Not only were Jordan’s results significant, but her
nmet hod of measuring verbal i medi acy addressed what she
considered to be weaknesses in the validity of Gorhams
(1988) Verbal |medi acy Behaviors instrunent. Jordan
devel oped the Perceived Verbal |mediacy (PVlI) scale, a 32-
iteminstrument which included itens derived fromscholarly

research as well as sone of the student-generated itens
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from Gorhamis VIB instrunment. Refining the PVI scale to 21
items produced an internal reliability of .92, conpared to
an overall reliability of .83 to .94 for Gorhanmis VIB
i nstrunent (Kearney, 1994). Jordan’s concerns over the
validity of Gorhamis VIB were echoed | ater by Robi nson and
Ri chmond (1995), who acknow edged the val ue of the scale
but saw it as a probable neasure of teacher effectiveness,
not teacher imrediacy. After thorough statistical analysis,
Robi nson and Ri chnond (1995) posited that Gorham s VIB
i nstrunent | acked both face and construct validity,
concluding that “it should not be used until such tine as a
far stronger case for its validity can be established” (p.
84). Despite these and other concerns over its validity,
t he Verbal | mredi acy Behavi ors instrunent continues to be
used extensively in comuni cation research

Fol | owi ng Gorham's (1988) pivotal study, many
communi cation researchers have included both verbal and
nonver bal i mredi acy behaviors in their i mredi acy research.
I n an exam nation of teachers’ use of hunmor in the
cl assroom Gorham and Christophel (1990) found that “the
total nunber of hunorous incidents recorded for each
t eacher was positively correlated with the frequency of

hi s/ her use of other verbal and nonverbal imediacy
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behavi ors” (p. 58). Imrediacy, in turn, was highly
correlated with | earning outcones. Christophel (1990)
measur ed both verbal and nonverbal inmedi acy to determ ne
the effects of teacher immedi acy and student notivation on
| ear ni ng, concluding that “immedi acy appears to nodify
notivation which |eads to increased |earning” (p. 323).
Several cross-cultural studies have obtained i nmedi acy
scores from conbi ned verbal and nonverbal i mredi acy
measures (e.g., Neuliep, 1995; Sanders & W seman, 1990),
concl udi ng that, although persons of different cultures
have differing perceptions and expectancies of teachers,

i mmedi acy behaviors are broadly considered as positive

t eacher behaviors that enhance student learning. In a study
of gender, i mediacy, and |earning, Menzel and Carrel
(1999) found that verbal imrediacy played a nore
significant role in perceived | earning than did nonver bal
i mmedi acy, and that verbal inmedi acy nmedi ated certain

ef fects of perceived | earning and gender differences

bet ween students and teachers. Moore, Masterson,

Chri stophel, and Shea (1996) conbi ned verbal and nonver bal
i mmedi acy data to conclude that a significant positive
correlation exists between teacher i medi acy and student

ratings of instruction. Simlarly, Christophel and Gorham
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(1995) conbined i nmedi acy data in their study of the
notivational effects of teacher inmediacy.

Since the construct of teacher immedi acy was expanded
to include verbal behaviors (Gorham 1988), the majority of
researchers have operationalized i nmedi acy as the sumed
scores on the 20-item VIB instrunment (Gorham 1988) and the
14-item NI B scale (Ri chnond, Gorham & MCroskey, 1987).
Neverthel ess, sone recent conmunication studi es have
mai nt ai ned a single focus on the effects of nonverbal
i medi acy (e.g., MCroskey, Sallinen, Fayer, Richnond, &
Barracl ough, 1996; Rodriguez, Plax, & Kearney, 1996),
particularly in view of questions raised about the validity
of the Verbal | medi acy scale (Jordan, 1989; Robinson &

Ri chnond, 1995).

In summary, classroomresearch has clearly established
t hat students of verbally and nonverbally inmmediate
teachers “believe they learn nore and |ike what they're
| earni ng” (McCroskey & Richnond, 1992, p. 82). An inportant
outcome of this body of research is the know edge that
cl assroom teachers who wi sh to enhance student | earning may
enpl oy i nmedi ate conmuni cati on behavi ors as effective
instructional strategies. Therefore, future i mmedi acy

research has potential value to educators and conmuni cati on
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prof essi onals ali ke, as scholars broaden the scope of
i mredi acy to include new instructional contexts such as
di stance | earni ng.
Teacher I mmediacy in Video Instruction

Teacher i mmedi acy, both verbal and nonverbal, has been
shown to be an effective instructional strategy in the
di stance | earning context, where “reducing the distance”
beconmes a primary comruni cati on goal. New conmmuni cati on
t echnol ogi es and changi ng soci al patterns conbine to nake
di stance learning increasingly attractive in Anerican
hi gher education today. Nunerous studi es have conpared the
effects of instruction to distant and proxi mate students,
with the frequent conclusion that there is little or no
significant difference in | earning between nodalities. For
exanpl e, Whittington (1987) studi ed over a hundred distance
education |l essons transmtted through a variety of nedia
and found no significant difference in the final course
grades of distant and proxi mate students. Silvernail and
Johnson (1992) found that student eval uations of teacher
effectiveness were simlar fromdistant and proxi mate
| earners. The effectiveness of distance education as a
means of learning is no |longer in question, for "hundreds

of medi a conparison studi es [have] indicated,
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unequi vocal ly, that there is no inherent significant
difference in the educational effectiveness of nedia"
(Schl osser & Anderson, 1994, p. 23). These findings my
appear unequivocal in educational research literature, but
some communi cation scholars remain convinced that
i nstructional comunication behaviors operate differently
across divergent delivery systenms. "Although student
outconmes may be simlar, we believe that there are sonme
fundanmental differences in face-to-face and televised
instruction"” (Hackman & Wal ker, 1990, p. 197). Citing
research in the social psychol ogy of tel ecomunications,
Wal ker and Hackman (1991, p. 2) attest to "dramatic
di fferences" between traditional instruction and
tel ecourses, and remain convinced that "certain
t echnol ogi es and techni ques are nore effective in extending
information than others" (p. 11).

Moving into the distance | earning environnment of
conflicting theories and inconclusive findings,
i nstructional comuni cati on schol ars have begun to exan ne
human communi cati on processes such as verbal and nonver bal
i mmedi acy (Coneaux, 1995; Freitas, Mers, & Avtgis, 1998;
Guerrero & Ml ler, 1998; Hackman & Wal ker, 1990; Murphy &

Farr, 1993; Wal ker & Hackman, 1991). Early results indicate
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that, in video instruction just as in traditional classroom
delivery, teacher nonverbal conmunication behaviors
contribute positively to a sense of warnth, closeness, and
soci al presence. Wal ker and Hackman (1991) observed that
“one set of behaviors which convey social presence in the
tel evised classroom are i nmedi acy behaviors of the
instructor” (p. 5). Other researchers agree that verbal and
nonver bal i nmediacy are inportant in distance | earning,
suggesting that “it is particularly inportant for distance
instructors to incorporate behaviors in their teaching that
wi Il reduce the |earners’ sense of physical and
psychol ogi cal di stance. One way to reduce this sense of
distance is for the instructors to use i medi acy behavi ors”
(Murphy & Farr, 1993, p.?2).

Focusi ng on teacher verbal and nonverbal imrediacy in
video instruction, Hackman and Wal ker (1990) studied 102
students engaged in 35 courses via one-way Vvideo, two-way
audi o transm ssion. System design factors such as
audi o/ video quality and ease of interaction were eval uated,
and soci al presence (teacher imediacy) was neasured
t hrough the Nonverbal | mredi acy Behavi ors instrunent
(Ri chnond, Gorham & M:Croskey, 1987) and the Verbal

| mredi acy Behavi ors instrunent (Gorham 1988). Fi ndings
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i ndi cated that both conveyance system desi gn and soci al
presence (teacher imedi acy) strongly inpacted perceived
student | earning and student satisfaction with the distance
educati on experience. Furthernore, Hackman and Wal ker
(1990) observed that “instructors who engage in behaviors
which m nim ze the psychol ogi cal distance between

t henmsel ves and their distant students are rated as nost
fair and effective” (p. 205). These results resenble data
collected in studies of interaction and teacher i mmedi acy
in the traditional classroom where student perceptions of
| earning and teacher effectiveness show a positive
correlation with teacher nonverbal inmmediacy (e.g.,
McCroskey et al., 1995). A further study (Wal ker &
Hackman, 1991) of 164 students in 40 courses identified
three vari abl es that predicted student |earning and
satisfaction with the course: information transfer (course
content), instructor nonverbal behaviors, and audi o/video
transm ssi on. Together, these factors contributed 53% of
the variance in perceived | earning, and nonverbal i mredi acy
was the greatest predictor of students’ desire to take
anot her course fromthe sanme instructor. O significance is
t he observation that “immedi ate nonverbal behaviors are

communi cated across television,” and that “these behaviors
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function nuch as they would in face-to-face interactions”
to inmpact student affect for the instructor (Wal ker &
Hackman, 1991, p. 10).

Taken together, these studi es denonstrate that
di stance instructors may enpl oy verbally and nonverbally
i mredi ate behaviors with the assurance that those behaviors
can be effectively transmtted to distant learners. In a
study of 206 proxinmate and 73 distant students, Hackman &
Wal ker (1994) found that “perceptions of |earning,
sati sfaction, information transfer and i nmedi ate and
present instructor behavior are not different in the two
nodalities” (p. 8).

A qualitative study conducted by Conmeaux (1995)
exam ned the attitudes and perceptions of students from
four canpuses enrolled in eight distance |earning courses.
The researcher exam ned conmmuni cati on and | earni ng
processes in the technol ogi cal environnment of two-way
audi o, two-way video delivery. Comeaux concluded from
observations and interviews that “what we al ready know and
val ue about effective teaching was perceived to work quite
well in the distance | earning classroont (Comeaux, 1995, p.

358). Furthernore, Coneaux noted that distance instructors
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m ght rely nore heavily on verbal strategies in an attenpt
to bridge the distance to renote-site |earners.

Teacher i medi acy in distance | earning was further
expl ored by Freitas, Myers, and Avtgis (1998), who conpared
perceptions of distant students with those of proxinmate
students enrolled in the sanme course and receiving
i dentical (though not sinultaneous) instruction fromthe
sane teacher. Using the Verbal | mredi acy Behaviors
instrunent (Gorham 1988) and the Nonverbal | nmmediacy
Behavi ors instrunment (Ri chnond, Gorham & MCroskey, 1987),
di stant students reported | ower perceptions of teacher
nonver bal i medi acy than did proxinmate students.
Specifically, they observed | ess gesturing, eye contact,
and nmovenent. However, both groups of students reported
simlar perceptions of teacher verbal imedi acy, suggesting
that instructors’ verbal inmmediacy strategies function as
an effective neans of bridging the distance to renote-site
students, a theory previously posited by Comeaux (1995).

| nherent in distance learning is the goal of *“reducing
t he di stance” perceived by students, an instructional
outcone that is specifically linked to teacher verbal and

nonver bal comuni cati on behaviors. Guerrero and M| er
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(1998) succinctly stated both the problem and potential for
teacher immediacy in video instruction:

“Wthin the context of video-taped instruction,

many nonver bal behaviors, such as close proxemc

di stanci ng and touch, are absent. Thus, it stands

to reason that instructors teaching via videotape

need to be particularly cognizant of other

nonver bal behaviors that can be utilized within

t he di stance education context. For exanpl e,

di stance education instructors who are ani nmated,

fluent, conposed, and warm are |ike to convey

ent husi asm and i nmedi acy despite the geographi cal

separati on between them and their students” (pp.

30-31).
To investigate these communi cati on variables and their
ef fects on student perceptions of teacher conpetence and
course content, Guerrero and MIler (1998) conpared student
responses (N = 180) to one of four 10-mnute video segnents
of video-taped instruction containing a variety of
nonver bal cues. One of the five nonverbal variables
investigated in this study was teacher nonverbal i medi acy,
whi ch researchers neasured through selected itens from
Burgoon and Hale’s (1984, 1987) Rel ational Comruni cati on
Scal e and Spitzberg and Hurt’s (1987) Conversational Skills
Rating Scale. Selected itens nmeasured “gaze, smling,
fluency, vocal warnth, vocal and facial expressiveness,
| ack of adaptors or random novenent, fluency, and

articulation/clarity” (Guerrero & Ml ler, 1998, p. 33).

Resulting data | oaded into five factors | abeled as the
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instructor’s invol venent/enthusi asm expressiveness/warnth,
fluency/ conposure, articulation/clarity, and eye contact.
Researchers concl uded that “even in noninteractive
environments, the nore warm and invol ved a student
perceives an instructor to be, the nore likely the student
is to perceive the instructor as conpetent and |iable and
to see the course content as val uable and enjoyabl e”
(Guerrero & MIller, 1998, p. 38). Thus, in video-taped
instruction as in the traditional classroom and the
interactive two-way video environnent, nonverbal imrediacy
correlates positively with affective | earning.

To summari ze this | arge body of research fromthe
cl assroom and di stance | earning environnments, a positive
associ ati on has been established between teacher i mredi acy,
bot h verbal and nonverbal, and student |earning, both
affective and cognitive. Wth confidence, then, educators
and conmmuni cati on professionals may agree with Christophe
and Gor ham (1995), who succinctly conclude that “teacher
imediacy is ‘a good thing” (p. 292). Verbal and nonver bal
i medi acy behaviors contribute to a positive |earning
envi ronnent where increased student | earning occurs.
Therefore, teachers should enpl oy these comruni cati on

strategies frequently and appropriately. Di stance educators
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particul arly should use i mmedi acy behaviors in order to
reduce perceptions of distance between teacher and
st udent s.
Expl ai ning the Effects of Teacher | medi acy

Despite these conclusive results, inmportant questions
remai n concerni ng how and why i mredi acy affects | earning.
Are verbal imedi acy and nonverbal i mediacy two different
constructs, as suggested by Robinson and Ri chnond (1995),
or two di nensions of the sane construct, as clained by
Gor ham (1988) ? Should they be studied in isolation or in
conmbi nati on? Does teacher inmmediacy directly affect
cognitive learning, or are the effects of immedi acy
medi ated by student state notivation? The resol uti on of
this anmbiguity lies in future research, and sone schol ars
beli eve the keys to resolution may be found in
i nterpersonal attraction theory.

| nt er personal Attraction and | medi acy Behavi ors

| ndi vi dual s who engage in inmmedi acy behavi ors reduce
physi cal and/ or psychol ogi cal di stance between thensel ves
and anot her person (Mehrabian, 1969). A desire to approach
anot her may emanate froma feeling of approval or I|iking
for that individual (Mehrabian, 1981). Sinply stated,

“peopl e approach what they |ike and avoid what they don’t
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like; that is, there is a positive correlation between
vari ous approach behaviors and | evel of |iking” (Mehrabian,
1981, p. 22). One’s liking for another may be acconpani ed
by a desire to becone physically or psychologically closer
to the other person, pronpting the use of immediacy

behavi ors whi ch reduce interpersonal distance. For exanpl e,
research has indicated that individuals assume closer
positions and engage in nore eye contact with people whom
they |ike (Mehrabian, 1981).

When an i ndivi dual approaches another out of |iking or
affinity, one ordinarily expects a pleasant, rewarding
experience. Berscheid and Wal ster (1978) observe that
“rewardi ng stinmuli arouse positive feelings while punishing
stimuli arouse negative feelings” (p. 23), and further that
“we |ike people who reward us and we dislike people who
puni sh us” (p. 23). While i medi ate behaviors may bring
reward, it follows that noni medi acy may not be rewarding
at all, and nmay even be perceived as puni shing.
Furthernmore, prior attitudes regarding i medi ate behaviors
may affect one’s response to the approach of others. For
exanpl e, a person with comruni cati on apprehension or a
strong preference to remain distant from others may or nmay

not respond positively to i medi ate approach behavi ors.
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Some apprehensive conmuni cators m ght respond positively to
expressi ons of personal warnth and imedi acy, but others
may be unconfortable with physical or psychol ogi cal
cl oseness and therefore interpret inmediacy as a di stancing
behavi or rather than an approach behavior. In general,
however, i mredi acy behaviors nay be understood as rewardi ng
actions that express or engender interpersonal attraction,
whi | e noni medi ate behaviors nmay be perceived as puni shing.
In addition to nonverbal and paralinguistic el enents,
t he general i mediacy construct may be said to enconpass
ver bal inmmedi acy behavi ors. Psychol ogi cal di stance may be
reduced through such verbal behaviors as inclusive
references, self-disclosure, and present verb tense
(Gorham 1988; Jordan, 1989; Mehrabi an, 1969, 1981; W ener
& Mehrabi an, 1968). Li ke nonverbal inmedi acy behaviors,
verbal Iy i mmedi ate comrmuni cati on conveys |ike-dislike and

appr oach-avoi dance expressions. “Teachers who feel close to

their students will use imedi ate pronouns |ike *‘our,

‘we,” and ‘us.’ In this way teachers verbally show that
they feel a part of their students and inply that they are
wor ki ng together toward a comon goal” (Jordan, 1989, p.

1). Simlarly, students perceive reduced distance

(i nterpersonal approach) when teachers call students by
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name, engage in individual conversation with students
before or after class, and encourage students to express
t heir opinions (Gorham 1988). Another characteristic of
verbally i mmedi ate behavior is the use of self-disclosure
(Mehr abi an, 1969), which nmay be understood as an
instructor’s willingness to reveal personal information in
order to be perceived as transparent, authentic, and
psychol ogically cl ose. For exanple, Sorenson (1980)
mani pul at ed teacher self-disclosure statenents in a | ab
experiment designed to study students’ perceptions of
teacher immmedi acy. Results indicated that teacher self
di scl osure accounted for 28% of the variance in students’
percepti ons of teacher inmediacy.

| mredi acy, then, is predoninately a relational dynam c
that may be enhanced by certain interpersonal comrunication
behavi ors. Those who wish to increase the intimcy or
cl oseness of a relationship mght enploy verbally or
nonver bal |y i mmedi ate conmmuni cati on strategies to signal
their interest in deepening the relationship. Like other
relational factors, imediacy is a high-inference quality
t hat researchers sonetinmes measure with | owinference data
(Gorham & Chri stophel, 1990). |Imediacy, |ike sonme other

rel ati onal conmmuni cation factors, was originally
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conceptual i zed as a nonverbal variable, the highly
contextual i zed conmponent of interpersonal comrunication
that carries the affective or relational nessage
(Wat zl awi ck, Beavin, & Jackson, 1967). Although verbal

i medi acy may be nore objectively neasured through content
anal ysis and verbal behavior identification, all
comruni cati on—especially rel ati onal comruni cati on—+akes

pl ace in a relationship context and should be anal yzed and
interpreted wholistically. Thus, in its fullest sense,

i mmedi acy may be expressed verbally, nonverbally, or in
conbi nati on to comuni cate interpersonal |iking and the
desire to approach another in the context of a deepening
relationship.

Teacher | medi acy and Student Motivation

Because i mmedi acy occurs in the context of an

i nterpersonal relationship, it is inportant to examn ne the
roles of both individuals involved in the interaction.
Therefore, to understand the effects of teacher i mmedi acy
in the classroom the behaviors and conmuni cation traits of
students should al so be considered. Student factors such as
| evel of interest and attention, affect for teacher and
course, and |level of state notivation may play a role in

the effects of teacher i mediacy on | earning. Kelley and
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Gor ham (1988) suggested that teacher imredi acy arouses
students’ interest and attention, which in turn increases
| earning. A contrasting theory holds that teacher imredi acy
| eads to greater affinity between students and teacher
which in turn | eads to increased | earning (MCroskey and
Ri chnond, 1992; Rodriguez, Plax, & Kearney, 1996).

Furt hernmore, Christophel (1990) and Ri chnmond (1990)
reported a rel ationship between student notivation and
teacher immediacy, initially suggesting that notivation my
serve as a nedi ator between i mmedi acy and | ear ni ng.

Schol ars are becom ng convinced that teacher imredi acy
and student notivation are related, but the nature of the
relationship and its effects on cognitive |earning are yet
to be determ ned. Seeking to explain how and why teacher
i mmedi acy affects |learning, Frymer (1994) tested two
nodel s of i mmedi acy and | earning. The “Learni ng Moddel”
represented a direct causal relationship between i medi acy
and |l earning, while the “Mtivation Mdel” characterized
i mredi acy’ s inpact on |earning as nedi ated by student
moti vation (Christophel, 1990; Richnond, 1990). Path
anal ysis indicated statistical support for the indirect
model , | eading Frymer to conclude that “teacher inmredi acy

has a positive inpact on student notivation to study, and
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in turn notivation has a positive inpact on students’
| earning” (Frymer, 1994, p. 134). Further support for the
mot i vati onal nodel was denonstrated by Christophel and
Gor ham (1995) and Frym er and Schul man (1995). Frym er
acknowl edged the validity of Kelley and Gorhanis (1988)
arousal theory “with a small nodification: inmrediacy
arouses students, gets their attention, which enhances
notivation, which in turn increases |earning” (Frym er,
1994, p. 141). Alluding to Keller’s (1987) theoretical
nodel of student notivation, Frym er observed that, not
only does teacher imrediacy function in the classroomas an
attention-getter, but it also “serves to build positive
expectations in students and increase students’
satisfaction with the class, resulting in nore notivated
students” (Frymer, 1994, p. 142) who ultimately learn nore
t han they woul d have | earned in the absence of teacher
i mmedi acy.

A nunber of other studies have exam ned the
rel ati onshi p between teacher verbal and nonverbal inmediacy
and student notivation. Frymer (1993) found that students
responded differently to teacher imredi acy dependi ng upon
their level of state and trait notivation. In her study of

178 under graduate students, teacher verbal and nonverbal

48



i mmedi acy had the greatest effect on the notivation |evels
of lowto noderately notivated students and the | east
effect on highly notivated students (Frymer, 1993). In a
| ongi tudi nal study that neasured i nmedi acy and notivation
t hroughout the duration of a senester, Christophel and
Gor ham (1995) collected data from 319 undergraduate
students on two different canpuses. Results indicated “a
causal relationship between teacher immedi acy and state
nmotivation” (Christophel & Gorham 1995, p. 292), which
supported earlier findings by Christophel (1990) and
Ri chrmond (1990) that “state notivation levels are
nodi fi abl e by teacher behavior within the classroom
environment” (Christophel & Gorham 1995, p. 301). The
rel ati onshi p between i nmedi acy and notivati on was further
supported by Frym er and Schul man (1995), who found that
t eacher verbal and nonverbal immedi acy, along with rel evant
course content, accounted for 19% of the variance in
student state notivation anong 470 under graduate students.
Thus, imedi acy and notivation shoul d be studied
further in order to determ ne how teacher i mediacy affects
cognitive learning in relation to student notivation. Does
i medi acy operate in conjunction with notivation in sone

way that increases cognitive learning? Or do varying
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notivation |levels serve to confound the direct effects of
i mmedi acy? The present study explored this research probl em
in the context of video instruction.

Hypot heses and Research Question

To expand and further clarify the understandi ng of
teacher imediacy and its effects on student learning, this
study investigated two research problens that have produced
inconclusive results in the current imrediacy |literature.
The first concerned how verbal imediacy and nonver bal
i mmedi acy function together and/or separately to enhance
| earning, and the second concerned how i nmedi acy affects
cognitive learning in relation to student notivation. These
guestions were exam ned in the context of video
instruction, both to provide new insight into distance
| earning processes and to ensure maxi mum control over the
mani pul ati on of conmuni cati on vari abl es.

The mpjority of immediacy research conducted to date
has relied upon data coll ected through student reports of
percei ved i mmedi acy and perceived | earning, a nmethodol ogy
which many view as reliable and valid (Frym er & Thonpson,
1995). However, the findings of imrediacy research would be
strengthened if corroborated by experinental research in

whi ch i mmedi acy vari abl es are mani pulated in controlled
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settings. This study was conducted as an experi ment
i nvol ving the mani pul ati on of both verbal inmediacy and
nonver bal i mmedi acy variables in video instruction. The
first focus of the experinental study was the relationship
bet ween teacher i mmedi acy, both verbal and nonverbal, and
cognitive learning. Unlike nost previous imediacy
research, which relied upon student self-reports of
cognitive learning, this study enployed direct neasurenent
of cognitive learning through a test of inmmediate recall of
instructional content.

Recal | that collective research has found teacher
i mmedi acy, both verbal and nonverbal, to be an effective
instructional strategy that enhances cognitive | earning
(e.g., Kelley & Gorham 1988; Menzel & Carrell, 1999;
Ri chnmond, Gorham & MCroskey, 1987). Both in the classroom
and in distance | earning, when teachers enploy verbal and
nonver bal i nmedi acy strategies, students indicate increased
percepti ons of having |l earned fromthe course (e.qg.,
Hackman & Wal ker, 1990). However, reliance upon student
surveys alone for the mpjority of research data has not
all owed for detailed and concl usive nmeasurenment of
cognitive learning. One noteworthy exception was Kell ey and

Gorhami s (1988) experinmental study of certain nonverba
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i medi acy cues and student recall. In order to strengthen
the findings of imrediacy research, the proposed study
enpl oyed experinmental mani pul ati on of teacher verbal

i mredi acy and teacher nonverbal inmmedi acy, and assessnent
of cognitive learning using a nodified cloze procedure
(Taylor, 1954). The foll owi ng hypot heses guided this part
of the investigation:

Hi: Cognitive learning is higher for higher teacher
verbal immedi acy than for |ower teacher verba
i nmedi acy.

H:  Cognitive learning is higher for higher teacher
nonver bal i medi acy than for | ower teacher
nonver bal i nmmedi acy.

The separate and conbi ned effects of verbal and nonver bal
i mmedi acy on cognitive | earning have not been carefully
studied in a controlled setting. Sone studies have focused
on nonverbal immediacy only (e.g., Rodriguez, Plax, &
Kear ney, 1996), others have comnbi ned verbal and nonver bal
data into a single construct (e.g., Gorham 1988), and
still others have not clearly separated the two in
reporting conclusions about inmmediacy (e.g., Hackman &

Wal ker, 1990). This study exam ned each vari abl e separately

and together. G ven that higher verbal immedi acy and hi gher
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nonver bal i mredi acy have been found separately to increase
cognitive learning, a cunulative effect was expected. That
is, if higher verbal and hi gher nonverbal imediacy were
associated with greater learning, then it stands to reason
t hat a conbi nati on of both higher verbal and nonverbal
i mredi acy would further increase |earning. Conversely, if
bot h verbal and nonverbal inmediacy were | ower, then a
decrease in learning woul d be expected. Therefore, two-way
anal ysis of variance was used to test the follow ng
hypot hesi s:
Hs: Higher and | ower categories of teacher verbal

i mmedi acy and teacher nonverbal i mediacy wll

i nteract such that cognitive learning will be

great est when both categories of teacher

i mredi acy are higher than when either category is

hi gher, and | owest when both categories of

teacher i medi acy are | ower.

The second research problem addressed in this study
was how teacher imredi acy affects cognitive learning in
relation to student notivation. Mst comunication schol ars
have assuned that imediacy directly increases |earning
(Andersen, 1979; Hackman & Wal ker, 1990; Pl ax, Kearney,

McCr oskey, & Richnond, 1986), but some recent studies
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suggest that inmmediacy contributes to notivation, and
notivation contributes to |Iearning (Christophel, 1990;
Chri st ophel & Gorham 1995; Frymer, 1994; Frymer &
Schul man, 1995; Richnmond, 1990).

When controlling teacher verbal immediacy and teacher
nonver bal i mediacy, it my be that different |evels of
notivation contribute little further to cognitive |earning
beyond what i mmediacy contributes. If this is true, then
nmoti vati on becones a source of error in assessing the
direct effects of different |evels of teacher verbal and
nonver bal inmediacy on cognitive learning. In this case, it
woul d be appropriate to use a neasure of the students’
notivational states as a covariate in reducing error in the
precedi ng hypot heses. Therefore, the first three hypotheses
were retested using analysis of covariance to control for
the possible effects of student state notivation. A fourth
hypot hesis guided this part of the investigation:

H,:  When student notivation is covaried, the

previ ously hypot hesized effects of teacher verbal
i medi acy and teacher nonverbal i nmredi acy on
cognitive learning are greater.

Rat her than as a source of statistical error that can

be controlled through analysis of covariance, student
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notivation may function in conbination with teacher verbal
or nonverbal inmmediacy to produce a conbined effect or an
interaction effect on cognitive |learning. As suggested by
Frym er (1993), the effects of teacher imedi acy nay not be
the same across differing |levels of student notivation. For
exanpl e, teacher verbal and/or nonverbal inmedi acy
behavi ors may have | ess of an effect on the cognitive
| earning of highly notivated students than for those
students with |ower levels of state notivation. Because the
exact effects of student notivation and i nmedi acy are yet
to be determ ned, a 3-way anal ysis of variance (ANOVA) was
used to investigate the main effects and interaction
effects of these three variables on cognitive |earning:
t eacher verbal imedi acy, teacher nonverbal inmmediacy, and
student state notivation. This part of the study was guided
by the follow ng research question:
RQ How does cognitive learning differ due to the

interaction of higher and | ower teacher verbal

i mredi acy, higher and | ower teacher nonverbal

i medi acy, and hi gher and | ower student state

noti vation?

The testing of these hypotheses and the exploration of

this research question provided new i nformati on about how
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t eacher verbal inmmedi acy, teacher nonverbal inmmediacy, and
student state notivation function to enhance student
| earni ng outcones. Thus, the present study furthered our
under st andi ng of these inportant instructional
communi cati on strategies and contri buted inportant
information for teachers and di stance educators alike.
Summary

This chapter presented a review of literature relating
to teacher nonverbal and verbal imrediacy in the
traditional classroomand in video instruction. The
t heoretical basis for teacher inmedi acy was di scussed,
along with the inpact of teacher i mediacy and student
notivation on cognitive learning. Finally, the proprosed
hypot heses and research question were identified. Chapter 3
wi || describe the procedures that were enployed to obtain
the sanple, the nmeasurenments that were utilized to gather
data, and the nmethods that were used to perform statistical
anal ysis required to test each hypothesis and research

guesti on.
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CHAPTER 3

METHODOL OGY
I ntroduction

The previous chapter provided a review of the
literature relating to teacher immediacy in the traditional
classroom and in video instruction. Student state
moti vation was al so di scussed, and hypot heses and a
research question were presented. This chapter wi Il discuss
the procedure that was used to obtain the sanple, the
measures that were used to collect the necessary data, and
the statistical nethods that were enployed in anal yzing the
data and testing hypot heses.

Sanmpl e

Participants in this study were drawn from 735
University of North Texas students enrolled in COVM 1010:
| ntroduction to Human Communi cati on during the fall
senester 1999. The course instructor read a short
invitation during | ecture periods one and two weeks
previous to the experinent (see Appendix A), and the
recitation | eaders handed out witten invitations during
the small sections one week previous to the experinent (see

Appendi x B). The course instructor and recitation | eaders
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had met with the researcher for a training session and
recei ved identical instructions on howto present the video
session and how to respond to students’ questions regarding
content and possible inpact on grades (see Appendix C).
Students were told that they would receive points for
attendi ng the special video |ecture, but that participation
in the study would be voluntary and have no inpact on
course grades. Care was taken not to indicate that a test
woul d follow the video instruction, so as to avoid any
expectancy effect that m ght affect students’ usual
listening habits and skew results of the recall neasure.
From the 735 students enrolled in the course, 534
(73% were randomy assigned to experinental groups in this
study, 399 (54% attended the video sessions, and 388 (53%
conpl eted response packets. The 11 students who attended
but elected not to participate remained in the classroomto
receive the video instruction and earn points for attending
the video session. O the response packets turned in by the
388 participants, 41 were not included in the analysis: 9
because the post-video | earning neasure was |eft blank, 5
because the notivation scale was used incorrectly, 8
because they knew the video instructor, and all 19 from a

group in which experinmental conditions in the classroom
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were not nmmintained by the student nmonitor. In this group
that was elimnated from analysis, the nonitor conversed
aloud with participants during the video session and
comment ed about her perception of the video lecture. All
remai ni ng response packets (N = 347) were included in the
anal ysi s.

The 347 participants in the sanple included 64 first-
year students, 123 sophonores, 85 juniors, 74 seniors, and
1 graduate student. Because COW 1010 fulfills a
conmuni cation requirenent for a nunber of bachelor’s
degrees, participants represented a diverse student
popul ati on pursuing 43 different nmajors across this
metropolitan research university, including the humanities,
sci ences, business, social sciences, and professions (see
Appendi x D). The sanple included 154 nales, 192 fenules,
and 1 whose sex was not indicated; participants’ ages
ranged from17 to 53, with 1 whose age was not indicated;
t he nmean age of participants was 21 years. Approval for the
use of human subjects was secured fromthe University of

North Texas Institutional Review Board (see Appendi x E).
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Experi mental Procedures

Assi gnnment to Experinmental G oups

Students in COW 1010 nmet once weekly in a |arge
| ecture hall and twice weekly in small recitation groups
| ed by graduate teaching assistants. This experinment was
conducted in the small class setting, but students were
random y assigned to roons and groups different fromtheir
usual class. Perm ssion was received fromthe UNT registrar
to use classroons in Whoten Hall, one of the primary
academ ¢ buil dings on the canpus.

Systemati c random zati on was used to assign each
student to one of the 8 classroons during his or her usual
COW 1010 | ecture period. G oups 1-8 consisted of 20-21
students each who reported to their assigned classroons in
Wboten Hall during the first COW 1010 | ecture hour
(Thursday, 2:00-2:50 p.m). G oups 9-16 consisted of 23
students each who reported to their assigned classroons in
Wbot en Hall during the second COVW 1010 | ecture hour
(Friday, 10:00-10:50 p.m). G oups 17-24 consisted of 23-24
students each who net in their assigned classroons in
Wboten Hall during the third COW 1010 | ecture hour

(Friday, 11:00-11:50 p.m).

60



Systemati c randomn zati on was used to assign student
nmonitors (1 through 8) to classroons, and vi deotapes to
cl assroons (tapes 1 through 4, each tape to 2 groups).
Experimental conditions were strictly maintained across al
t he classroons during the 3 hours, including classroom
envi ronnents, video equi pnment, nmonitors’ instructions,
timng and pacing. Participants were instructed not to
di scuss the video session with their classmtes until the
t hree sessions were conpl ete.

Laboratory Testing Procedures

In order to preserve the authenticity of the classroom
setting and mnimze the inpression of a contrived
| aboratory experinent, students were told that they were
about to receive a portion of the COW 1010 course content
t hrough a short videotaped |ecture by a guest instructor,
and that afterwards they would be asked to respond to
guestions about their thoughts about the videotape. Before
viewi ng the video, students were asked to conplete the
first part of the Participant Response Packet (see Appendi X
F), including basic denographic information regarding their
maj or, class standi ng, age, and gender. Participants then
conpleted the 12-item Student Motivation Scal e

(Christophel, 1990) indicating “your feelings about
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receiving this part of COW 1010 content by vi deotaped
instruction.” Response packets were sealed to prevent
students from | ooki ng ahead, and nonitors observed students
closely to maintain experinmental conditions.

Each group of participants then viewed one of four
versions of a 15-m nute video instruction unit entitled
“The Power to Persuade.” The four versions of the video
coincided with the four cells of the study s 2x2 design.
This design allowed for controll ed mani pul ati on of higher
and | ower |levels of the two independent vari abl es of
t eacher verbal immediacy and teacher nonverbal i nmmedi acy.
Each version of the videotape was viewed by 6 different
partici pant groups across the 3 hours of the study.

After view ng one of the videotapes, students were
asked to conplete the remainder of the Participant Response
Packet, consisting of a cognitive |earning neasure to test
their recall of content presented during the video
instruction. Follow ng the guidelines of established
educati onal research, the recall measure tested specific,
obj ective data directly presented in the video instruction,
such that student responses could be objectively scored as
right or wong. For each item responses were counted

correct if students wote in the exact word used in the
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video, a word fromthe sane word stem as that used in the
video, or a synonymclearly identifying the target answer.
Cognitive | earning was neasured by the nunber of itens
students recalled correctly fromthe video instruction they
had just received.

Producti on Procedures for Experinental Conditions

The vi deot apes included presentations of identical
instructional content, but with varying degrees and

conbi nati ons of verbal immedi acy and nonverbal i mredi acy.

Tape One: Hi gher Verbal, Hi gher Nonver bal
Tape Two: Hi gher Verbal, Lower Nonver bal
Tape Three: Lower Verbal, Hi gher Nonver bal
Tape Four: Lower Verbal, Lower Nonver bal

A description of script devel opnent and vi deo production
procedures follows.

Verbal Video Content. Production of the videotapes was

carefully carried out to ensure controlled manipul ati on of
t he i ndependent variables. First, a basic script was
generated containing a 15-mnute | ecture on the nmeans of
persuasi on in public speaking. Content was based on the
course textbook, but froma later chapter that had not yet

been assigned for students to read. As indicated to
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partici pants before the study, this material presented a
normal part of COVWM 1010 content.

No sentence was nodified in any way if it was to be
included in the recall neasure after the video. Rather, key
words were selected fromthe script and identified as itens
to include in the test for recall. Sentences containing
these words were highlighted and left intact in al
subsequent nodifications of the script. This identification
was done so that all participants would receive identical
information on all tested itens, regardl ess of the version
of the videotape they viewed.

Next, portions of the basic script (other than the
tested itens) were nodified to create two versions of the
| ecture, one containing a higher |evel of verbal imedi acy
and the other a |lower |evel of verbal imediacy. This
mani pul ati on was acconplished through the systematic use of
a taxonony of verbal immediacy cues (see Appendi x G
conpiled fromcurnul ative research and theory devel opnent
(Gorham 1988; Jordan, 1989; Mehrabi an, 1968; Wener &
Mehr abi an, 1968). Several different conponents of the
ver bal imredi acy construct were applied to the scripts,

i ncludi ng distance, tinme, probability, participation,

concern, openness, inclusiveness, and others. Both the
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nunmber and intensity of verbal imediacy cues were
carefully controlled to ensure that the resulting

condi tions of higher and | ower i mrediacy were realistic and
not extrene, yet distinctively higher and | ower |evels.
Nunmer ous drafts of the scripts were devel oped by the
researcher, eval uated by communication students and
faculty, and subsequently revised. The final version of the
hi gher verbal imrediacy script (see Appendi x H; conbined
wi th higher nonverbal cues for experinmental condition 1)
consi sted of 2327 words, including 377 words containing 170
i mmedi ate cues, 50 neutral or noderately immedi ate cues,
and 2 non-i medi ate cues based on the taxonomy of verbal

i mmedi acy cues (see Appendix G). The final version of the
| ower verbal imrediacy script (see Appendix |; conbi ned
with | ower nonverbal cues for experinmental condition 4)
consi sted of 2261 words, including 311 words containing 2
i mmedi ate cues, 28 neutral or noderately immedi ate cues,
and 170 non-inmedi ate cues based on the taxonony of verba
i mmedi acy cues (see Appendix G). The sentences contai ning
items to be tested for recall consisted of 1950 words of
identical text in both the higher and | ower verbal

i medi acy scripts (see Table 1).
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Nonver bal Video Content. The next phase of script

devel opnent invol ved the use of nonverbal inmmediacy cues to
create conditions of higher and | ower |evels of nonverbal

i mmedi acy. A taxonony of nonverbal i mredi acy cues (see
Appendi x J) was devel oped from cunul ative research and
theory relating to the nonverbal imediacy construct
(Andersen, 1979; Mehrabian, 1967, 1981; Richnond, Gorham &

McCr oskey, 1987). Specific cues were witten anong the

Table 1
Conpari sons between Hi gher and Lower Verbal | mmedi acy

Scripts

Level of Verbal | nmedi acy

Hi gher Lower
Nunmber of Words of |dentical Text 1950 1950
Nunber of Words Contained in
Ver bal Mani pul ati ons 377 311
Total Nunber of Words in Script 2327 2261
Nunmber of Verbal | mredi acy Cues 170 2
Nunber of Neutral or Mdderate 50 28
Ver bal | medi acy Cues
Nunber of Non-i mmedi ate Ver bal 2 170

Cues
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words of the verbal scripts so that nonverbal behavi or
woul d coincide with verbal delivery. Care was taken to
choreograph only natural and realistic occurrences of
nonver bal cues such as posture, gestures, novenent, facial
expressi ons, and vocal variety, so that the resulting
condi tions of higher and | ower nonverbal imredi acy woul d be
realistic and not extrene. Again, nunmerous drafts of the
scripts were devel oped by the researcher, evaluated by
ot hers, and subsequently revised. The final version of the
hi gher nonverbal inmredi acy script (see Appendi x K; conbi ned
with | ower verbal cues for experinmental condition 3)
contai ned 74 i nmedi ate nonverbal cues and no non-imedi ate
cues based on the taxonony of nonverbal inmmedi acy cues (see
Appendi x J). The final version of the | ower nonver bal
i mmedi acy script (see Appendi x L; combined with higher
verbal cues for experinmental condition 2) contained 36 non-
i mredi at e nonverbal cues and 4 i medi ate nonverbal cues
based on the taxonony of nonverbal i mredi acy cues (see
Appendi x J). Sentences containing itens to be tested for
recall contained no special nonverbal manipul ati ons but
mai nt ai ned the nonverbal cues of the surroundi ng passages.
The hi gher and | ower verbal inmediacy scripts were

then merged with the higher and | ower nonverbal i mredi acy
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scripts to produce the four experinental conditions

descri bed above. Hi gher nonverbal cues were conbined with
t he higher verbal script to produce experinental condition
1 (see Appendix H); | ower nonverbal cues were conbined with
t he higher verbal script to produce experinental condition
2(see Appendi x L); higher nonverbal cues were conbined with
the |l ower verbal script to produce experinental condition
3(see Appendi x K); |ower nonverbal cues were conbined with
the |l ower verbal script to produce experinental condition
4(see Appendix I). After the videos were produced, a panel
of trained raters confirmed the mani pul ati on of verbal and
nonver bal imediacy in the 4 videotaped | ectures (see Rater
Procedures bel ow).

Vi deo Production Methods. After the four scripts had

been prepared, the researcher met with the on-canera
instructor, an associate professor of conmunication not

ot herwi se involved with the study. This instructor was a
trai ned professional in performance techniques and had sone
experience in video production. Because he was a faculty
menber at the sanme university where the study was
conduct ed, anal yses excluded data from partici pants who

i ndi cated on the questionnaire that they were acquainted

with himor had ever received instruction fromhim
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Prior to video production, the researcher and video
instructor net to discuss and rehearse the nuances of
ver bal and nonverbal imedi acy cues. Because of the
i nportance of adhering to precise wording in the higher and
| ower verbal imediacy scripts, it was decided to enploy a
tel epronpter for use during video production. Because of
t he inportance of naturally occurring nonverbal cues in
both the higher and | ower nonverbal imrediacy scripts, it
was decided to include general nonverbal cues on the
tel epronpter but to allow the video instructor to enpl oy
subt| e spont aneous nonverbal cues to supplenent the genera
cues fromthe telepronpter. The researcher woul d nonitor
bot h verbal and nonverbal delivery during production and
call for retakes if experinmental conditions were not
mai nt ai ned.

Production of the videos took place in a typical
coll ege classroomw th a teacher’s table and chair placed
bef ore a bl ackboard. A professional quality video canera
was operated by a trained technician, and a studio quality
tel epronpter was operated by a professional technician. The
overall quality of the videos was conparable to those
produced in a college comuni cati on departnent, but |ess

pol i shed than professionally produced distance | earning
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prograns. Although there was some static fromthe

m crophone on two of the videos, |ater feedback from
partici pants confirmed that audi o/video quality did not
distract their attention during the experinent.

Rati ng Procedures for Mani pul ati on Checks

After the four videotapes were recorded, manipul ation
checks were conducted to confirmthat the four experinental
conditions had been accurately produced. A panel of eight
experts was trained and coached in the identification of
specific verbal and nonverbal inmmediacy cues, as listed in
a verbal i1 mredi acy neasure (see Appendix M based on the
t axononmy of verbal inmediacy cues (see Appendix G, and a
nonver bal i medi acy neasure (see Appendi x N) based on the
t axononmy of nonverbal imredi acy cues (see Appendix J).

Al'l eight raters were graduate students in
Comuni cation Studies and received i medi acy identification
training prior to participating in the mani pul ati on checks.
After review ng the verbal i mmedi acy neasure (see Appendi X
M with the researcher, each rater viewed one of the
videotapes in its entirety and conpleted the verbal
i mmedi acy neasure. After review ng the nonverbal imedi acy

measure (see Appendix N) with the researcher, each rater
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vi ewed one of the videotapes in its entirety and conpl eted
t he nonverbal i nmmedi acy measure.

Raters were randonmly assigned to two versions of the
tapes representing two of the four experinental conditions.
Usi ng the verbal imediacy neasure, each rater eval uated
ver bal i nmediacy on one tape; using the nonverbal imrediacy
measure, each rater evaluated nonverbal inmmediacy on a
different tape. Sone raters conpleted the verbal measure
first; others conpleted the nonverbal neasure first. Seven
of the raters conpleted the eval uati ons under the auspices
of the researcher; one received the training and viewed the
tapes at home within 48 hours. I mediacy |evels for each of
the four experinmental conditions were, therefore, rated on
the respective nmeasures by two experts for verbal i mrediacy
and two different experts for nonverbal inmediacy.

Raters’ responses on these two i nmedi acy measures
provi ded data fromwhich inter-rater reliability was
determ ned on both a single classification item and the
mean scores of the remaining multiple-itens. A Pearson
product - nonment correlation coefficient was conputed as an
i ndex of the association between the single-item and

mul tiple-item scores of the raters.
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Sunmary of Experinental Mani pul ations

In summary, two independent variables in a 2x2 design
were mani pul ated during this experinental study, teacher
ver bal imredi acy and teacher nonverbal i mredi acy.
Mani pul ati ons of both types of teacher immedi acy were
controlled through the use of witten scripts containing
specific verbal cues and nonverbal cues that were closely
foll owed during video production. Sentences containing word
substitutions for the recall neasure were identical across
all four scripts. The video instructor perforned each of
the four scripts representing the four experinental
conditions descri bed above. A panel of trained experts
rated the [ evels of verbal immediacy and nonver bal
i mmedi acy as mani pul ati on checks on each of the four
vi deot apes.

Measurenment s

Students' NMbtivation

Student state notivation was neasured using
Christophel’s (1990) 12-item Student Mdtivation Scal e,
devel oped fromearlier nmeasures of student notivation
(Beatty, Behnke, & Froelich, 1980; Beatty, Forst, &
Stewart, 1986; Beatty & Payne, 1985). This instrunent

contained 12 sets of bipolar, semantic differential-type
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items assessing student attitudes toward instruction.
Students responded on a scale of 1 to 7 to itens such as

i nt erested/ uni nterested, involved/uninvolved, don’t want to
study/want to study, and not stinulated/stinulated. Half
the itenms were reverse coded. Christophel (1990) reported
reliability coefficients ranging from.95 to .96 for the
12-item Student Motivation Scal e, and shorter versions of
the scal e have produced al pha coefficients of .79 to .96
(Beatty & Payne, 1985; Beatty et al., 1986). Al pha
reliabilities (Cronbach, 1951) obtained in this study were
.92 on the 12-item scale. For the research question, higher
and | ower categories of student state notivation were
created using a nean split.

Students' Cognitive Learning

| medi ate recall was neasured as an index of cognitive
| earning using a nodified cloze procedure (Taylor, 1954).
This fill-in procedure consisted of providing students with
significant content portions of text actually spoken by the
video instructor, and having themfill in blanks scattered
t hroughout the transcript with specific words they recalled
fromthe videotaped | ecture. Instead of the usual random
del etions, the cloze procedure for this study was nodified

so that only key words were selected for deletion, thus
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measuring recall of specific words relating to inportant
concepts, definitions, or exanples. Typical itens sel ected
for recall testing included a date, key words in a
definition, a key word fromthe title of the lecture, and
ot her specific individual words that could be recalled and
witten into blanks to conpl ete exact sentences excerpted
fromthe script. These key words were chosen early in the
experiment, and care was taken in the script that verbal

i medi acy mani pul ati ons woul d not affect the presentation
of the key words on any versions of the videotape. Exact
word replacenments, word stens, and synonyns determ ned in
advance were accepted as correct.

Various levels of difficulty and detail were included
in the word om ssions. Itemanalysis on the 31 recall itens
identified 7 items that had a point biserial correlation
coefficient of less than .35. These 7 itens were
subsequently deleted fromthe neasure, and the renmai ning 24
items constituted the recall neasure for the study (see
Tabl e 2).

The cl oze procedure has been frequently used to
measure recall and conprehension of |inguistic content
(Jongsma, 1980). Use of portions of the actual transcript

assured validity. Typical reliabilities for the cloze
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procedure have been reported in the range of .80 (Wheel ess,

1971). The KR-20 reliability coefficient (Kuder &

Table 2
Descriptive Statistics on Cognitive Learning Measure

MOVENTS
Nunmber of Itens 24
Nurmber of Participants 347
M ni mum Scor e 0
Maxi mum Scor e 24
Mode of Scores 14
Mean Score 10. 931
Vari ance 31.724
St andard Devi ati on 5.632
Skewness -0.023
Kurtosis -0.898
RELI ABI LI TY
Kuder - Ri chardson 20 0.878
St andard Error 1.971
QUANTI LES
100% 24-16
75% 15-12
50% 11- 8
25% 7- 0

Ri chardson, 1937) obtained in this study was .88. The
measure distributed itself normally and had normative
characteristics for a test of cognitive |learning (see Table

2).
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Rat ers' Verbal | medi acy Scal e

Ver bal i medi acy was neasured by raters using a 10-
item scale (see Appendix M devel oped for this study. The
i nstrunent was based on the taxonony of verbal inmediacy
cues (see Appendix G drawn from established research and
theory (Gorham 1988; Jordan, 1989; Mehrabian, 1968; W ener
& Mehrabi an, 1968), and was used by raters to indicate
categories of verbal imediacy in each of the experinenta
conditions. Raters responded on a 6-point scale to a
single-itemclassification (“the teacher’s overall verbal
i mmedi acy”) of lower (1-2), noderate (3-4), or higher (5-6)
verbal imrediacy on the tape. ldentical 6-point scales were
then used to elicit responses to 9 itens of verbal
i mmedi acy/ non-i mredi acy based on the verbal inmmediacy
t axonony, including openness, inclusiveness, concern,
near ness, and other conponents of the verbal inmmediacy
construct. Alpha reliabilities (Cronbach, 1951) obtained in
this study were .99 for the 9 nultiple itens on the verbal
i mmedi acy instrunent.

Rat ers' Nonverbal | mmedi acy Scal e

Nonver bal inmedi acy was neasured by raters using an
l1-item scal e (see Appendi x N) devel oped for this study.

The instrument was based on the taxonony of nonverbal
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i medi acy cues (see Appendix J) drawn from establi shed
research and theory (Andersen, 1979; Mehrabian, 1967, 1982;
Ri chnond, Gorham & MCroskey, 1987), and was used by
raters to indicate categories of nonverbal imediacy in
each of the experinental conditions. Raters responded on a
6-point scale to a single-itemclassification (“the
teacher’s overall nonverbal imediacy”) of |ower (1-2),
noderate (3-4), or higher (5-6) nonverbal inmmedi acy on the
tape. ldentical 6-point scales were then used to elicit
responses to 10 itenms of nonverbal i mredi acy/ non-i mredi acy
based on the nonverbal inmmediacy taxonony, including eye
contact, body position, novenment, gestures, smles, and
ot her conponents of the nonverbal i mmediacy construct.
Al pha reliabilities (Cronbach, 1951) obtained in this study
were .99 for the 10 multiple itens on the nonverba
i mmedi acy instrunent.
Desi gn and Method of Analysis

Data were anal yzed through the use of appropriate
statistical nmethods, and hypotheses were tested at a .05
| evel of significance. Statistical tests and assessnents
were as follows:

The first hypothesis was to be tested using a 1-tailed

t-test of the hypothesized difference between higher
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t eacher verbal inmediacy and | ower teacher verbal i mrediacy
on cognitive |learning, using the error termderived from
t he two-way ANOVA testing the third hypothesis. The second
hypot hesis was to be tested using a 1-tailed t-test of the
hypot hesi zed di fference between hi gher teacher nonverbal

i mredi acy and | ower teacher nonverbal imedi acy on
cognitive learning, using the error termderived fromthe
t wo-way ANOVA testing the third hypot hesis.

The third hypothesis was to be analyzed with two-way
anal ysis of variance (2x2) reflecting main effects and
interaction effects anong | evels of teacher verbal
i mmedi acy (higher, lower) and teacher nonverbal i mediacy
(higher, lower) on cognitive learning. Directional t-tests
using the error termderived fromthe two-way ANOVA were to
be used to test the hypothesized cell conparisons.

The fourth hypothesis was to be analyzed with 2x2
anal ysis of covariance (ANCOVA) to control for student
state notivation, the covariate, in the retesting of the
first three hypotheses. The eta coefficients from both
anal yses were then to be conpared with t-tests to test for
differences in the coefficients when student state

moti vation i s covari ed.
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The research question was to be exam ned usi ng 3-way
anal ysis of variance (2x2x2) reflecting main effects and
interactions effects anong | evels of teacher verbal
i mredi acy (higher, lower), |evels of teacher nonver bal
i mmedi acy (higher, lower), and |evels of student notivation
(hi gher, lower). For this analysis, higher and | ower
categories of student notivation were created through the
use of a mean split. Appropriate non-directional t-tests of
cell conparisons were to be used to test nmain effects and
cells in interaction effects anong | evels of teacher verba
i mredi acy, |evels of teacher nonverbal inmmedi acy, and
| evel s of student state notivation on cognitive |earning.

Sunmary

Thi s chapter has described the sanmple and the
procedure used to obtain the data for the study. The
nmeasur emrents enpl oyed and the nethod of analysis were al so
expl ai ned. The next chapter will report the results
obtained fromthe analysis of each hypothesis and each

research question.
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CHAPTER 4

RESULTS
I ntroduction

The previous chapter described the sanple and the
procedure used to obtain the data for the study. The
measur enents enpl oyed and the net hods of analysis were al so
expl ai ned. This chapter will report the results obtained
from anal ysis of experinental manipulation of variables and
anal ysis of each hypothesis and research questi on.

Resul ts for Manipul ati on Checks

For the single-itemratings, the eight experts
achi eved 100% agreenent in their categorization of higher,
noderate, or lower |evels of verbal and nonverbal immedi acy
in the four experinental conditions (see Table 3).
Furthernmore, nmean scores on the nmultiple-item nmeasures
tended to be in the sanme direction as the single-item
ratings (and resulting classifications). To further verify
the reliability of ratings, a Pearson product-nonment
correl ation coefficient of .99 was obtai ned between the

single-item neasures and nultiple-item nmeasures.
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Table 3
Rati ngs of I mmedi acy Levels as Mani pul ati on Check

Condi ti on Single Item Mul tiple
ltem
Low Medi um  Hi gh
(1-2) (3-4) (5-6) Mean
Hi gher Verbal | medi acy
Rater 1 - Tape 2 6 5.78
Rater 2 - Tape 2 6 5.67
Rater 3 - Tape 1 6 5.78
Rater 4 - Tape 1 6 6. 00
Lower Verbal | mediacy
Rater 1 - Tape 4 1 1.22
Rater 2 - Tape 4 1 1.22
Rater 3 - Tape 3 2 2. 44
Rater 4 - Tape 3 1 1.33
Hi gher Nonver bal
| mredi acy
Rater 1 - Tape 3 6 6. 00
Rater 2 - Tape 3 5 4.50
Rater 3 - Tape 1 6 5.70
Rater 4 - Tape 1 6 5. 80
Lower Nonver bal
| mmedi acy
Rater 1 - Tape 2 1 1.40
Rater 2 - Tape 2 1 1.10
Rater 3 - Tape 4 1 1.30
Rater 4 - Tape 4 1 2.10

Note. r between single itemratings and nmean of nultiple-
itemratings = .99

The mani pul ati on check performed by the panel of

experts confirmed, therefore, that the four versions of the
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vi deot aped | ecture did present the four experinental

conditions as foll ows:

Tape One: Hi gher Verbal, Hi gher Nonver bal
Tape Two: Hi gher Verbal, Lower Nonver bal
Tape Three: Lower Verbal, Hi gher Nonver bal
Tape Four: Lower Verbal, Lower Nonver bal

Resul ts for Hypotheses and Research Question

The first hypothesis predicted greater cognitive
| earning for higher teacher verbal inmediacy than for |ower
t eacher verbal immediacy. Results fromthe 2-way ANOVA
(2x2) of higher and | ower verbal immediacy and hi gher and
| ower nonverbal i mediacy on recall failed to support the
first hypothesis. Although a significant main effect for
hi gher and | ower verbal immedi acy was obtained (F (1, 343)
= 5.00, p = .0260, 2-tailed) the nmeans on recall were
opposite of the direction predicted (|l ower verbal
i mredi acy, M = 11.46 vs. higher verbal imediacy, M=
10. 35). A post hoc conparison using Scheffé’'s t-test
(Scheffé, 1953), which required a m ninmumdifference of
1.17 at the critical value of F (1, 342) = 3.87, p = .05),
produced no significant difference in cognitive |earning
(recall) means for higher and | ower verbal immediacy (see

Tabl e 4).
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The second hypothesis predicted greater cognitive
| earning for higher teacher nonverbal imediacy than for

| ower teacher nonverbal immediacy. Results fromthe 2-way

Table 4
Means on Recall for Main Effects of 2-way Anal ysis

Vari abl es n M Mg
Ver bal | medi acy
Hi gher 165 10. 35 10. 06
Lower 182 11. 46 11. 42
Nonver bal | mredi acy
Hi gher 197 11. 74, 11. 73y
Lower 150 9. 87, 9. 76y

Note. N = 347. Means with sanme subscripts are significantly
different, p < .O05.

ANOVA (2x2) of higher and | ower verbal imedi acy and hi gher
and | ower nonverbal imrediacy on recall supported the

second hypothesis. A significant main effect for higher and
| ower nonverbal i mredi acy was obtained (F (1, 343) = 11. 07,

p = .0005, 1-tailed). Recall was greater (t (345) = 3.33, p

= .0005) for higher nonverbal immediacy (M= 11.74, n =

197) than for | ower nonverbal immediacy (M= 9.87, n = 150;

see Table 4). Hi gher and | ower teacher nonverbal imedi acy

accounted for 3.09% of the variance in cognitive |earning.
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The third hypothesis predicted an interaction effect
bet ween verbal i medi acy and nonverbal inmediacy such that
cognitive learning is greatest when both categories of
t eacher i mredi acy are higher than when either category is
hi gher, and | owest when both categories of teacher
i medi acy are |lower. Results fromthe 2-way ANOVA (2x2) of
hi gher and | ower verbal inmmediacy and hi gher and | ower
nonver bal i mediacy on recall failed to support the third
hypot hesis. No significant interaction effect (2x2) for
| evel s of verbal inmmediacy and nonverbal i mredi acy was
observed on recall (F (1, 343) = 1.64, p = .2017).
However, significant main effects were obtained as reported
above in the results for the first two hypot heses.

The fourth hypothesis predicted that when student
notivation is covaried, the previously hypothesized effects
of teacher verbal inmmediacy and teacher nonverbal immedi acy
on cognitive learning are greater. In the ANCOVA testing
the fourth hypothesis, student notivation was a significant
covariate (F (1,342) = 7.05, p = .0083). However, when
motivation scores were covaried, no significant 2-way
interaction effect for |evels of verbal immedi acy and
nonver bal i medi acy was observed on recall (F (1, 342) =

1.50, p = .2222). Since no significant interaction effect
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was obtained in the ANOVA testing the third hypot hesis or
in this ANCOVA, testing of the fourth hypothesis (t-ratio
bet ween eta coefficients) was inpossible. Although a
significant main effect for higher and | ower verbal

i mredi acy was obtained (F (1, 342) = 5.18, p = .0234, 2-
tailed), the adjusted neans on recall were opposite of the
direction predicted (lower verbal imediacy, Mg = 11.42
vs. higher verbal imediacy, Mg = 10.06; see Table 4). A
post hoc conparison using Scheffé's t-test (Scheffe, 1953),
whi ch required a mninum difference of 1.16 between
Scheffé's neans (11.46 - 10.35) at the critical value of F
(1, 342) = 3.87, p = .05), produced no significant

di fference between these neans. A significant main effect
for higher and | ower nonverbal inmediacy was obtained (F

(1, 342)

10.93, p = .0005, 1-tailed). Recall was greater

(t (345) 3.31, p = .0005, 1-tailed) on adjusted neans for
hi gher nonverbal imediacy (Mg = 11.73, n = 197) than for
| ower nonverbal imrediacy (Mg = 9.76, n = 150; see Table
4) . Higher and | ower teacher nonverbal inmedi acy accounted
for 2.99% of the variance on cognitive learning (recall).
The research question asked how cognitive | earning

differs due to the interaction of higher and | ower teacher

ver bal imredi acy, higher and | ower teacher nonver bal
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i mmedi acy, and hi gher and | ower student state notivation.
No significant 3-way interaction effect (2x2x2) for levels
of verbal irmmediacy (higher, |ower), nonverbal inmediacy
(hi gher, |ower), and student notivation (higher, |ower) was
observed on recall (F (2, 339) = 0.92, p = .3392).

Li kewi se, no significant 2-way interaction effect (2x2) was
observed on recall for levels of verbal inmmediacy and

nonver bal imediacy (F (1, 339) = 1.17, p = .2800), for

| evel s of verbal imediacy and notivation (F (1, 339 = .02,
p = .8840), or for levels of nonverbal immediacy and
notivation (F (1, 339) = .01, p = .9077). However,

significant main effects on recall for verbal inmmedi acy

levels (F (1, 339) = 4.42, p = .0362), nonverbal imedi acy
l evels (F (1, 339) = 9.50, p = .0022), and notivation
levels (F (1, 339) = 9.08, p = .0028) were obtained (see

Table 5). Recall was less (t (345) = 2.10, p = .0362) for
hi gher verbal immediacy (M= 10.26, n = 165) than for |ower
verbal inmmediacy (M= 11.54, n = 182). Higher and | ower
ver bal i mmedi acy accounted for 1.21% of the variance on
cognitive learning (recall). Recall was greater (t (345) =
3.08, p = .0022) for higher nonverbal inmmediacy (M= 11.84,
n = 197) than | ower nonverbal imediacy (M= 9.96, n =

150). Higher and | ower nonverbal i mredi acy accounted for
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2.60% of the variance on cognitive |learning (recall).
Recall was less (t (345) = 3.01, p = .0028) for higher

student notivation (M= 9.98, n = 201) than for | ower

student notivation (M= 11.81, n = 146). Higher and | ower
student npotivation accounted for 2.49% of the variance on

cognitive learning (recall).

Table 5
Means on Recall for Main Effects of 3-way Anal ysis

Vari abl es n M
Ver bal | nmmedi acy
Hi gher 165 10. 264
Lower 182 11. 54,
Nonver bal | nmmedi acy
Hi gher 197 11. 84y
Lower 150 9. 96y
St udent Mbtivation
Hi gher 201 9. 98,
Lower 146 11. 81

Note. N = 347. Means with sanme subscripts are significantly
different, p < .05.

Summary
This chapter reported the results obtained fromthe

anal ysi s of mani pul ati on of variables and anal ysis of each
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hypot hesi s and research question. The next chapter wl|

summari ze and further interpret these findings.
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CHAPTER 5

DI SCUSSI ON
I ntroduction

The previous chapter reported the results of the
testing of hypotheses and the exam nation of the research
guestion. This chapter contains a summry of the entire
study and presents interpretations of the results.
| nplications for teachers and inplications for future
research are presented, along with limtations of the
st udy.

Summary of the Study

Thi s experinmental study sought to extend the findings
of comruni cati on and education research concerning the
effects of teachers' verbal and nonverbal i mredi acy
behavi ors on students' cognitive |earning. Recall that
i mmedi acy behavi ors express liking or interpersonal
approach and reduce physical or psychol ogi cal distance
bet ween interactants (Mehrabian, 1969, 1981; Wener &
Mehr abi an, 1968). Teachers typically express i medi acy
t hrough such verbal cues as inclusive references, self
di scl osure, hunor, and concern for students (Jordan, 1989),

and t hrough such nonverbal cues as smles, gestures, open
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body positions, and vocal variety (Andersen, 1979).

Col l ective research has found teacher i nmedi acy, both

ver bal and nonverbal, to be an effective instructional

strategy that enhances cognitive and affective | earning

(e.g., Kelley & Gorham 1988; Menzel & Carrell, 1999;

Ri chnrond, Gorham & MCroskey, 1987). Both in the classroom

and in televised instruction, when teachers enpl oy verbal

and nonverbal i mmedi acy cues, students indicate increased

perceptions of having | earned fromthe course (e.g.,

Hackman & Wal ker, 1990). However, reliance upon student

surveys alone for the mpjority of research data has not

al l owed for conclusive assessnent of cognitive | earning.

Mor eover, researchers have not thoroughly exam ned the ways

in which verbal inmediacy and nonverbal imrediacy function

toget her and/or separately to enhance | earning. Likew se,

the respective roles of teacher immedi acy and student

notivation are also yet to be conclusively determ ned.
Through experinental design and mani pul ati on of

conbi nati ons of higher and |l ower |evels of teacher verbal

and nonverbal immediacy, this study explored teacher

i mediacy in relation to student notivation and cognitive

learning in the context of college-Ilevel video instruction.

Two research problens were addressed: first, how verbal
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i mmedi acy and nonverbal i mrediacy function together and/or
separately to enhance | earning; and second, how i mredi acy
affects cognitive learning in relation to student
notivati on. These questions were exam ned in the context of
video instruction to provide new insight into distance
| earni ng processes and to ensure maxi mum control of the
mani pul ati on of conmuni cati on variables. Unlike nost
previ ous i medi acy research, which has relied upon student
self-reports of cognitive |earning, this study enployed
di rect neasurenent of cognitive |earning through the
assessnment of students' immediate recall of |ecture
content.

The investigation was guided by four hypotheses and
one research question. Specific predictions hypothesized
t hat hi gher | evels of teacher verbal and nonverbal
i mmedi acy woul d function together and separately to enhance
students' cognitive |earning, as nmeasured by inmmedi ate
recall of instructional content. It was further predicted
that the magni tude of these effects would increase when the
effects of student notivation were statistically renoved,
suggesting that accurate neasurenment of inmmediacy’'s effects

may be influenced by student notivation. A research
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gquestion further explored the relationships anong these
vari abl es.

To collect data for the study, 534 University of North
Texas students in a basic undergraduate conmuni cation
course were randomy assigned to one of 24 groups in order
to receive part of the regular course content by way of
vi deot aped instruction. After conpleting the 12-item
St udent Motivation Scale (Christophel, 1990) to indicate
their level of interest, anticipation, and notivation to
receive the video instruction, students viewed a 15-mnute
video |l ecture entitled "The Power to Persuade.”

Partici pants were unaware that the video instructor was
actually perform ng one of four scripted manipul ati ons
reflecting specific verbal and nonverbal cues (see bel ow).
| medi ately after the video | ecture, students
conpleted a 31-itemrecall measure, consisting of
significant content portions of the text actually spoken by
the video instructor, in which key words had been onitted
and replaced with bl anks. Participants were asked to fill
in the blanks with exact words they recalled fromthe
vi deot ape; word stems and synonyns were counted as correct
responses. Key words had been chosen early in the

experiment, and each version of the videotape contained
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exactly the same words in the sentences selected for recall
testing.

Four different versions of the video | ecture had been
produced, containing |levels of teacher inmmediacy that had
been mani pul ated to create the four experinental conditions

of the 2x2 design:

Tape One: Hi gher Verbal, Hi gher Nonver bal
Tape Two: Hi gher Verbal, Lower Nonver bal
Tape Three: Lower Verbal, Hi gher Nonver bal
Tape Four: Lower Verbal, Lower Nonver bal

The four conditions were created by first witing a basic
script for the lecture, then systematically increasing or
decreasi ng specific verbal imediacy cues and nonver bal

i medi acy cues to create higher and | ower inmedi acy

conbi nati ons corresponding to the four experinental
conditions (see Appendices H, I, K, and L). Each version of
the tape contained identical wording in the sentences that
woul d be included in the recall neasure. The video
instructor delivered the four versions of the | ecture under
carefully controlled conditions. A panel of eight trained
raters perfornmed mani pul ati on checks and val i dated the four
tapes as accurate representations of the four experinental

conditions |listed above.
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From t he 534 students randonly assigned to
experimental groups in this study, 347 attended and
partici pated conpletely. The sanple was broad and diverse
in terns of gender, age, classification, and major. Using
t he data obtained fromthis sanple, various statistical
anal yses were perfornmed to test the hypot heses and research
questi on.

I nterpretation of Results

Ef fects of Verbal and Nonverbal | mmedi acy on Recal

The first three hypotheses made predictions about the
conbi ned and separate effects of verbal and nonverbal
i mmedi acy on imedi ate recall. Although it appeared | ogical
from previous research to expect conbinati ons of higher and
| ower verbal and nonverbal i mediacy to work together to
produce a magnitude interaction effect, no such effect was
obt ai ned. The two i mredi acy variables did function together
in this experinment, but with different results fromthose
expected (see Figure 1).

An interaction effect between verbal immedi acy and
nonver bal i nmedi acy was predicted in the third hypot hesi s,
such that cognitive |earning would be greatest when both
categories of teacher i medi acy were higher than when

ei ther category was higher, and | owest when both categories
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of teacher i mediacy were |lower. The hypothesis was not
supported. For the type of cognitive |earning neasured in
this study, recall scores were not highest in the presence
of hi gher nonverbal and hi gher verbal imediacy
(experinmental condition 1), nor were recall scores | owest
in the presence of |ower nonverbal and | ower verba

i medi acy (experinmental condition 4).

I n the higher nonverbal context in this study (cells 1

Figure 1
Means on Recall for Experinmental G oups

NONVERBAL | MVEDI ACY

Hi gher Lower
Cell 1 Cell 2
Hi gher M = 11.45 M = 8.68
n = 99 n = 66
VERBAL | MVEDI ACY
Cell 3 Cell 4
Lower M= 12.03 M = 10. 80
ﬂ=98 ﬂ:84
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and 3), the presence or absence of verbal i mmediacy had no
significant detectable effect on recall (see Figure 1).
Apparently, as |long as the nonverbal imediacy |evel was
relatively high, variations in verbal imediacy did not
produce significant changes in cognitive | earning of the
type measured in this study. As |long as the video teacher
was smling, gesturing, noving around, and using variety in
vocal delivery, the level of imediate verbal cues
apparently had little effect on students' recall. These
findings illustrate the predom nance of nonverbal i mredi acy
over verbal imediacy, a result rem niscent of previous
studi es of imediacy and affective | earning (M Croskey &
Ri chnond, 1992; Pl ax, Kearney, MCroskey, & Ri chnond,
1986). These researchers concluded that students’ affect is
| ess influenced by teachers’ verbal cues than by overriding
nonver bal cues. The results of this present study extend

t hese conclusions to the domain of cognitive learning. In
t he hi gher nonverbal i mrediacy context in this study, the
presence or absence of verbal imrediacy had no detectable
effect on recall. Apparently, because the effects of verbal
i mmedi acy were nedi ated by nonverbal imediacy, the

predi cted interaction effect of higher verbal and higher

nonver bal i nmmedi acy was not obtained in this experinment.
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Hypot hesis three al so predicted that cognitive
| earning would be lowest in cell 4, in the presence of
| ower verbal and | ower nonverbal imrediacy. Not only was
t he predicted magni tude effect not obtained, but no
significant difference was found in the recall nean of cel
4 as conpared with recall nmeans fromcells 1 and 3, both
cont ai ni ng hi gher nonverbal imedi acy (see Table 6). Recal
scores fromcells 1, 3, and 4 varied by little nore than
one point (see Figure 1), and were not found to be
significantly different in post hoc cell conparisons (see
Tabl e 6).

Students who viewed tape 4 were exposed to a video
t eacher whose words, voice, actions, and facial expressions
were consistently non-i mredi ate. Validation of this
experi mental condition was achi eved through mani pul ati on
checks with trained raters. Even though both inmedi acy
levels in this experinmental condition were |ower, students
in cell 4 did receive the sane instructional content as the
ot her groups and correctly recalled a sim|ar nunber of
items as students who viewed the nore i medi ate tapes 1 and
3. Perhaps the explanation for these unexpected results
lies in this study’'s neasurenment of cognitive |earning

conpared with | earning measures in previous research
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Table 6
Post hoc Conpari sons between Means on Recall for

Experi nmental G oups

Cel | - Mean Critical > i

Conpari sons Di fference Kk -

Cell 2 - Cell 1 2.77* 2.79 < 3.13
Cell 2 - Cell 3 3. 35* 2.79 < 3.78
Cell 2 - Cell 4 2.12 2.79 > 2.32
Cell 3 - Cell 1 0. 58 2.79 > 0.73
Cell 3 - Cell 4 1.23 2.79 > 1.49
Cell 4 - Cell 1 0. 65 2.79 > 0.79

Note. *Significantly different, p < .05

The use of direct testing of recall apparently
produced quite different data fromthose obtained in other
studi es that used student questionnaires about cognitive
and affective |earning. The findings of nobst previous
i medi acy studies are based upon self-reports from students
i ndi cati ng how nuch they felt they |earned (e.g.

Chri stophel, 1990; Menzel & Carrell, 1999), and those
findings my be subject to reviewin light of these data

obtained froma nore direct and valid cognitive | earning
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assessnent. Learning nmeasures such as “How much you think
you learned in this class?” versus “How nmuch woul d you have
| earned fromthe ideal instructor?” (Richnond, Gorham &
McCr oskey, 1987) may provide affective data rather than
cognitive data. Perhaps students feel as though they
learned little froma non-i medi ate teacher, when in
reality they | earned as nuch cognitively as they woul d have
| earned froma nore i medi ate teacher. Even if students do
not like a teacher’s conmunicating style (low affect), they
may score as highly on cognitive learning tests as they
woul d under a nore i medi ate teacher. Perhaps students’
feelings (affect) about an instructor’s delivery confound
their objectivity to evaluate the actual |earning that
occurr ed.

Al t hough students generally believe that they |earn
nore from nore nonverbal ly i nmedi ate teachers, results from
this study indicate that significant cognitive | earning may
neverthel ess occur in conditions of |ower nonverbal
i mmedi acy. Since the experinmental condition having | ower
verbal and | ower nonverbal i mediacy was verified, and
since the learning data were collected through a recal
test, there is little apparent reason to doubt the obtained

results. The apparent contrast between these findings and
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t hose of sonme previous studies suggests that the effects of
| omwer verbal and | ower nonverbal i mrediacy on cognitive

| earni ng may not have been fully assessed in previous
research. Because no interaction effect was obtained to
clarify this result, interpretations are tentative and cal
for further research in controlled conditions and using
sound | earni ng neasures.

In contrast to the prediction of the third hypothesis
that the | owest |earning scores would conme from
experimental condition 4 (lower verbal, |ower nonverbal),
students in cell 2 (lower nonverbal, higher verbal) scored
significantly |l ower on recall than students in cell 1 and
cell 3 (see Table 6). Thus, the conbination of higher
ver bal imredi acy and | ower nonverbal inmmedi acy had a
measur abl e effect on cognitive |earning. Although recall
nmeans fromcell 2 appeared to be considerably |ower than
recall neans fromcell 4 (lower verbal, |ower nonverbal),
post hoc conparisons using Scheffé' s t-test (1953)

i ndi cated no significant difference between the nmean recal
scores fromthese two cells (see Table 6). Again, because
no interaction effect was obtained in this study,
interpretation of the results fromcell 2 is only

tentative.
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A plausible reason that recall scores were |ower in
cell 2 was the apparent incongruity between the |evels of
nonver bal and verbal inmediacy. The teacher in cell 2 was
consistently | ow in nonverbal immediacy, as validated by
t he panel of experts. Yet, the nonverbally non-i medi ate
t eacher spoke such imredi ate words as “I really want you to
do well on this speech” and “1 know we all agree.”
| mredi ate expressions such as these are usually interpreted
as expressions of liking or interpersonal approach, and
typically they serve to reduce the distance between
interactants (Mehrabian, 1969). However, in the case of
experinmental condition 2, npost students probably perceived
conflicting signals. The instructor’s words indicated that
he cared about the students, but his nonverbal cues sent
messages of interpersonal distance and al oof ness. A commpn
axiomin comuni cati on studi es holds that, when verbal and
nonver bal signals send conflicting nessages, we usually
bel i eve the nonverbal (Leathers, 1997; Richnond &

McCr oskey, 1995).

When students heard the video teacher say endearing
wor ds, but at the same tinme observed a distant and non-
i medi at e deneanor, they may have perceived a sarcastic

teacher who did not nean what he said, or a deceptive
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t eacher who could not be trusted. |Imedi ate words spoken in
a non-i medi ate nonverbal context may well have produced
cognitive conflict, causing students to question the
integrity or credibility of the instructor and his nmessage.
Apparently this confusion either distracted their attention
fromthe | ecture, or else they discounted the credibility
of the instructor and his nessage, because their recal
mean was significantly | ower than students who received the
sane lecture in experinmental groups 1 and 3. In discussions
with participants the week follow ng the experinent, a
student fromcondition 2 indicated that she could listen to
the instructor and | earn, but not watch himand | earn (see
Appendi x P). Some students may have interpreted the
unexpected contrast between verbal and nonverbal imedi acy
| evel s as condescension or an extrenely ingratiating
deneanor, causing themnot to take the teacher’s
instruction seriously.

Low recall nmeans obtained in cell 2 can be further
expl ained in view of nonverbal expectancy. |nterpersonal
interactions, including those between video instructor and
students, are influenced by certain expectations about the
nonver bal cues that will be used. Many nonverbal cues are

culturally or contextually defined, such as students who
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raise their hand to ask the classroomteacher a question,
or instructors who smle and give direct eye contact to
students when addressing them Nonverbal expectancy
viol ations theory (Burgoon, 1978) holds that departures
fromthe normal, expected nonverbal cues potentially have
either a positive or negative effect on the interaction.
Positive expectancy violations may serve to provide
listeners with a pleasant surprise, capturing their
attention and thereby enhancing the effectiveness of the
interaction. Negative expectancy violations, on the other
hand, are nore likely to cause an unconfortable or
unpl easant distraction that reduces the effectiveness of
the interaction. Students who viewed tape 2 heard pl easant
and positive words spoken, but the acconpanyi ng nonver bal
cues may have violated their expectations of an inmedi ate
teacher. The result of the nonverbal expectancy violations
were apparently negative, as indicated by | ower recal
scores in experinmental condition 2.

It should be noted that experinmental condition 3
(I ower verbal, higher nonverbal) al so contained contrasting
| evel s of verbal and nonverbal imrediacy, but with no
apparent reduction in learning. The higher |evel of

nonver bal imediacy in cell 3 created a commrunication
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context that attracted and held the attention of students,
with the result that | earning was not negatively affected
even in the presence of |ower verbal imediacy. Recall from
previ ous di scussion that the nonverbal inmediacy context
apparently overrides or dom nates verbally i medi ate

| anguage. In tape 3, the instructor’s eye contact, facial
expressi ons, novenent, and vocal variety were no doubt nore
appealing to students than such non-imedi ate words as “you
peopl e better do this.” Thus, as long as the nonver bal

i mmedi acy | evel was relatively high, the video teacher’s
use of non-inmmedi ate words had no neasurable effect on
recal | .

I n summary, although hypothesis three was not
supported and no interaction effect was observed between
hi gher and | ower |evels of verbal and nonverbal imediacy,
this study provided inmportant findings about the
conbi nati on of higher and | ower |evels of verbal and
nonver bal i medi acy. In the context of | ower nonverbal
i mredi acy, higher |evels of verbal imediacy produced
unexpectedly low recall scores. Therefore, the general
| evel of teacher verbal imredi acy shoul d probably not
exceed the acconpanying | evel of nonverbal i mediacy,

ot herwi se | earning outcones may be hindered. However,
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because no interaction effect was obtained to clarify these
results, these interpretations remain tentative and await
replication in future research.

Ef fects of Teacher Nonverbal |medi acy on Student Recall

Since no interaction effect was observed between
hi gher and | ower | evels of verbal and nonverbal i mredi acy,
anal yses were conducted to test for main effects as
predicted in hypothesis one and two. The second hypot hesis
predi cted greater cognitive |earning for higher teacher
nonver bal i mmedi acy than for | ower teacher nonverbal
i mmedi acy. This hypothesis was supported. Participants in
this experinent recalled nore specific | ecture content when
it was delivered with higher teacher nonverbal i mmedi acy
than with | ower teacher nonverbal imediacy (see Table 4).

These results confirnmed previous research that has
consistently found teacher nonverbal imrediacy to be a
positive comunication trait and an effective instructional
strategy (e.g., Andersen, 1979). Lower recall scores from
cell 2 (lower nonverbal, higher verbal) contributed to the
nonver bal immediacy main effect. Therefore, despite the
unexpectedly high scores fromcell 4 (Iower nonverbal,
| ower verbal), the main effect for nonverbal imediacy was

significant (see Figure 1).
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When students viewed the tapes of the instructor using
hi gher nonverbal inmmedi acy cues, they correctly recalled
more of the information he conveyed. It is inportant to
note that the specific itenms of information were
communi cated by the teacher orally through words (|l ecture
scripts), and the cognitive learning instrunment measured
the recall of those specific words. Yet when the video
i nstructor used higher and | ower |evels of nonverbal
i mmedi acy (in the presence of higher and | ower verbal
i mmedi acy), students’ ability to correctly recall those
words was significantly affected.

Results obtained in this experinment extended and
strengt hened previous research findings. Recall that those
findings were |largely based on survey questionnaire data in
whi ch students assessed their perceptions of their own
affective and/ or cognitive learning. The direct test of
recall used in this study provided nore valid and reliable
cognitive learning data than student surveys. Despite
relatively high recall scores fromcell 4 (lower nonverbal,
| ower verbal), higher teacher nonverbal i mediacy, as
contrasted with | ower, enhanced cognitive |earning outcones

for nost of the participants in this study.
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Ef fects of Teacher Verbal | medi acy on Student Recal

The first hypothesis predicted greater cognitive
| earni ng for higher teacher verbal imrediacy than for | ower
teacher verbal imediacy. This hypothesis was not
supported. Higher or |ower verbal cues by the video
instructor produced no significant difference in recall of
the type neasured in this study.

I f verbal immediacy is a positive communication trait
t hat reduces psychol ogi cal distance between teachers and
students (Mehrabi an, 1969, 1981; Gorham 1988), it stands
to reason that students would be drawn to verbally
i medi ate teachers, pay closer attention to their
instruction, and retain nore of the information (Kelley &
Gorham 1988). Contrary to hypothesized results, however,
students in this study who viewed the higher verbal
i mmedi acy tapes did not recall nore key words fromthe
video |l ecture than students who vi ewed the tapes containing
| ower verbal immediacy cues. Means of recall appeared to
vary slightly in the opposite direction fromthat predicted
(see Table 4), but post hoc anal ysis indicated no
significant difference in the recall of the two groups.

Recal | that earlier researchers found nonverba

i mmedi acy to nediate the effects of teachers' verbal
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nmessages in ternms of questionnaires reflecting student
af fect and perceived | earning (MCroskey & Ri chnond, 1992;
Pl ax, Kearney, MCroskey, & Richnond, 1986). These fi ndi ngs
|l ed to the conclusion that "nonverbal cues typically
provide the framework from understandi ng verbal messages”
(Plax et al., 1986, p. 53). These results illustrate how
difficult it is to isolate the words we speak fromthe
context in which they are spoken. A common axiomin
comuni cation studies holds that verbal cues carry the
content of a nessage, but nonverbal cues carry the
rel ati onal portion of the nmessage (Watzl awi ck, Beavin, &
Jackson, 1967). It is relatively easy for instructors to
increase the frequency and intensity of verbal inmmediacy
cues -- to “say the right words” that would seem ngly
endear themto their students, capture their attention, and
t hereby enhance | earni ng. However, increasing verbal
i mredi acy cues wi thout considering the overriding nonverbal
i mmedi acy behaviors and rel ati onal context does not appear
t o enhance cognitive | earning.

Recal | that the mani pul ation of verbal imediacy in
this experinment was validated by a panel of trained raters.
After these ratings were conpleted and turned in, each

rater was interviewed by the researcher, who then reveal ed
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the desired | evel of verbal immediacy on each of the tapes
the raters had watched. When asked whether the tape they
had vi ewed was a natural and realistic representation of

t hat verbal i mediacy |evel, each of the eight raters
replied affirmatively. One went on to comment, “I really
had to concentrate to focus my attention on the verbal cues
al one, because it is hard to separate the verbal and the
nonver bal” (see Appendi x O).

This rater’s observation alludes to the potenti al
overriding effects of nonverbal cues over verbal nessages.
In this study, the teacher's instruction was delivered
orally in a video conmmuni cati on context containing both
ver bal and nonverbal cues. This nethodol ogy is consistent
Wi th previous imediacy investigations, in which verbal and
nonver bal cues have been conmuni cated sinultaneously in
customary classroominteractions or televised instruction.
I n such typical classroom settings, teachers usually
exhibit simlar levels of verbal and nonverbal immediacy in
their communication with students. In other words, teachers
typically use higher (or |ower) verbal and nonverbal cues
in their classroom comruni cation. This study, however,

called for the conbination of contrasting |evels of verba

and nonverbal i mredi acy, such that higher verbal and | ower
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nonver bal cues were conbined in a single effect, as were

| ower verbal and hi gher nonverbal cues. The viol ation of
nonver bal expectancies created by the juxtaposition of

hi gher and | ower inmmediacy | evels may hel p explain the
obtained result of |ower learning in the presence of higher
ver bal i mmedi acy.

Had t he experinment been designed to isolate verbal
i medi acy by testing the effects of witten text nmessages
(verbal content with virtually no nonverbal context) rather
t han spoken words, perhaps higher verbal inmmediacy woul d
have enhanced cognitive learning as predicted in the first
hypot hesis. For exanple, in the context of conputer-
medi ated i nstruction, textbooks, and other text-based
instructional contexts, verbal imrediacy may produce the
hypot hesi zed | earning effects. In such | earning
envi ronments, the absence of npbst nonverbal cues may place
greater enphasis on the words thenselves to carry the
nuances of neaning and affect.

In this study, however, the words spoken by the video
instructor were not separated fromthe nonverbal behaviora
cues that acconpanied them and no effect on cognitive
| earni ng was observed for variations in the |evel of verba

i mmedi acy. For the participants in this experinment, what
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the video instructor said apparently had | ess effect on
recall than how he said it.

Renpvi ng the Effects of Student Mbtivation

The fourth hypothesis predicted that when student
nmoti vati on was covaried, the previously hypothesized
effects of teacher verbal imrediacy and teacher nonver bal
i mmedi acy on cognitive | earning would be greater. The
hypot hesi s was not supported. Student notivation was a
significant covariate, but after notivation scores were
covaried, recall of the type neasured in the study was not
found to be highest in the presence of both higher
nonver bal and hi gher verbal inmediacy, nor was recall found
to be lowest in the presence of both | ower nonverbal and
| ower verbal i mrediacy.

The rationale for this hypothesis suggested that
i medi acy’ s effects on | earning may be suppressed by the
effects of student notivation. Thus, it was predicted that
error due to student notivation would be reduced through
anal ysis of covariance, and that the hypothesized effects
of i mmedi acy on cognitive | earning would be increased.
Anmong participants in this study, student state notivation
as neasured by the Student Motivation Scale (Christophel,

1990) was indeed a significant covariate. Post hoc anal ysis
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al so revealed that there were no significant differences in
notivati on means across experinmental groups, a result
consi stent with random assi gnnent of participants to
groups. However, results of the analysis of covariance
showed no evidence of increased effects of inmediacy on

| ear ni ng.

Si nce student notivation was not found to be a
significant source of error, then analysis of the research
guestion becane rel evant. Perhaps notivation would prove to
be an interacting i ndependent variable that contri buted
directly to participants' recall.

| nteracti on anong Levels of | medi acy and Motivation

The research question asked how cognitive | earning
woul d differ due to the interaction of higher and | ower
t eacher verbal i mmediacy, higher and | ower teacher
nonver bal i medi acy, and hi gher and | ower student state
notivation. No significant 3-way interaction effect (2x2x2)
was observed on recall for higher and | ower | evels of
ver bal imedi acy, nonverbal inmediacy, and student
motivation. Likew se, no significant 2-way interaction
effect (2x2) was observed on recall for |evels of verba
i mredi acy and nonverbal inmmediacy, for |evels of verbal

i mmedi acy and notivation, or for |evels of nonverbal
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i mmedi acy and notivation. However, research question
results indicated (2-tailed) that recall scores were
significantly greater for | ower verbal inmediacy than for
hi gher verbal imrediacy; recall scores were significantly
greater for higher nonverbal immediacy than for | ower
nonver bal i medi acy; and recall scores were significantly
greater for |ower student notivation than for higher
student notivation.

Lack of any interaction of notivation with verbal or
nonver bal i medi acy indicated that notivation acted
i ndependently of experinental manipul ations of verbal and
nonver bal i mediacy |levels on recall. Analysis of main
effects indicated that student notivation |evels did affect
cognitive learning: recall scores of |ess notivated
students were higher than those of nore notivated students.
This result should be considered in |ight of previous
research indicating greater imediacy effects for |ess
noti vated students (Frym er, 1993). Recall that |ess
noti vated students may be nore likely to respond to an
i medi ate teacher’s communicating style, to be drawn in to
the | earni ng environnent (reduced distance), and to focus
their attention on the informati on being presented. By

contrast, teacher inmmedi acy apparently has |ess of an
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effect on learning for students whose higher notivation
| evel s are presumably sufficient to maintain attention and
t hereby enhance | earni ng.

In this experinment, however, |ess notivated students
may have sinply paid nore attention to the tel evised
| ectures, including those tapes containing | ower verbal
and/ or nonverbal imredi acy, because they were engaged in
sonething different fromthe usual classroomroutine.
Participants with | ower notivation, then, m ght have paid
closer attention to the videotapes than participants with
hi gher initial motivation levels. The result could be
hi gher nmeans on recall for the |less notivated students.

It is also possible that participants’ responses to
the notivation neasure reflected a social desirability
effect, in which nost students reported higher |evels of
initial nmotivation than they actually perceived, believing
t hat hi gher scores were preferred over |ower scores. This
type of effect could have produced inflated notivation
scores and affected the classification of students into
hi gher and | ower notivation categories. Mtivation scores
were classified as higher or lower through a mean split (M
= 4.51, n = 347). Because the neutral or absol ute m d-point

on the 7-point Likert-type scale was 4, nost participants
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indicated a relatively high initial notivation |evel.
Because no significant interaction effects were obtained to
clarify the results, these interpretations are tenuous.
Further research is needed to clarify the effects of
student notivation on cognitive learning in the presence of
hi gher and | ower verbal and nonverbal inmmediacy.
Consistent with results obtained in the first
hypot hesi s, the 3-way anal ysis of variance used to explore
the research question also tended to indicate higher recal
means for | ower verbal inmmediacy than for higher verba
i mmedi acy. This finding was probably the result of the
i ncongruous i mediacy levels in experinmental condition 2
(hi gher verbal, |ower nonverbal), which produced
significantly |lower recall scores due to negative nonverba
expectancy violations. When the video instructor used
conflicting verbal and nonverbal cues, students were
probably nore influenced by the nonverbal, and cognitive
| earni ng was affected. Thus, in the presence of higher and
| ower student notivation, higher verbal immedi acy appears
to be an effective communication strategy only when used
with conparable | evels of nonverbal imediacy.
Finally, the research question called for the

exam nation of the effects of nonverbal inmmediacy in the
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presence of higher and | ower verbal imredi acy and hi gher
and | ower notivation. Consistent with results obtained in
t he second hypothesis, the 3-way anal ysis of variance used
to explore the research question also indicated that, in
the presence of higher and | ower student notivation |evels,
recall was greater for higher nonverbal inmrediacy than for
| ower nonverbal i mediacy. These findings support the
results of previous research that associ ates teacher
nonver bal i mrediacy with increased student |earning (e.g.,
Ander sen, 1979; Christophel & Gorham 1995; Pl ax, Kearney,
McCr oskey, & Richnond, 1986). Because of the direct recal
test used to nmeasure cognitive learning in this study,
previ ous findings associating nonverbal imrediacy with
| earni ng outconmes are strengthened and extended to the
domai n of cognitive |earning. Mreover, this investigation
supported previous findings indicating that, in televised
instruction, nonverbal immedi acy cues enhance | earni ng nuch
as they do in the traditional classroom (Wal ker & Hackman,
1991; Guerrero & MIller, 1998).

In summary, this study used an experinental design and
a direct test of recall to provide data about teacher
i medi acy cues and student |learning in the context of

tel evised instruction. Findings strengthened previous
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research associating teacher nonverbal inmmediacy with
enhanced cognitive | earning outcomes. However, higher
verbal imrediacy, in the presence of higher and | ower
nonver bal i nmmedi acy, was not shown to produce greater
| earni ng anong participants in this experinment. No
interaction effects were found between hi gher and | ower
| evel s of verbal and nonverbal immedi acy. Recall scores
were conparatively low in the presence of higher verbal and
| ower nonverbal i medi acy, suggesting that nonverbal
expectancy viol ati ons (Burgoon, 1978) hindered cognitive
| earning. Student notivation was not found to be a
significant source of error in measuring imrediacy’s
effects, and no interaction effects were detected between
| evel s of student notivation, teacher verbal inmediacy, and
t eacher nonverbal i mediacy.

| rpli cations for Teachers and Di stance Educators

The findings of this experinment are inportant for
cl assroom teachers and di stance educators alike. First, it
seenms cl ear that students |learn nore fromteachers who use
frequent nonverbal immediacy in their delivery. As | ong as
a teacher maintains relatively high nonverbal inmmediacy,
the use of higher or |ower verbal imedi acy cues appears to

have little effect on cognitive learning. Even in the
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context of pre-recorded college tel ecourses, in which
students and teachers are separated by both tine and
distance, it is clear that smles, gestures, eye contact,
and vocal expressiveness have a positive inpact on

meani ngful | earning outcones. Instructors who wish to

i mprove their nonverbal inmmedi acy can observe other highly
i medi ate teachers, record and critique their own teaching
performance, and practice their nonverbal communication
skills. Although sone teachers appear to have a natura
gift for imredi ate delivery, npst teachers can increase

t heir nonverbal i1imediacy through intentional effort and
practice. The probable outconme is that their students w ||
| earn nore.

Second, although teacher nonverbal i mmedi acy appears
to function separately to enhance cognitive |earning
(Christophel 1990), the effects of teacher verbal immedi acy
m ght possibly depend upon the nonverbal context in which
they are used. Higher |evels of verbal imrediacy may i ndeed
enhance |learning in text-only environments such as
conmput er - nedi ated training, textbooks, and other witten
mat eri als. Communi cation schol ars have not yet exam ned
verbal imediacy in isolation fromusual nonverba

contexts. However, in face-to-face or televised visual
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contexts, teachers should nost |ikely seek to avoid
projecting a higher verbal immediacy |evel than would be
consi stent with the acconpanyi ng nonverbal imredi acy |evel.
In these settings, higher verbal imrediacy nay possibly
reduce cognitive learning if it is not acconpani ed by
expected nonverbally i mredi ate cues as well. Apparent
incongruity between higher verbal and | ower nonver bal

i mmedi acy may be interpreted by students as sustained
sarcasm or deception and shoul d probably be avoided in
undergraduate instruction directed toward recall. Students
may be distracted from |l ecture content or doubt the
integrity of the instructor.

Finally, this study provided no conclusive results
concerning the inpact of student notivation on | earning
out cones. Mdst teachers acknow edge that the inner
notivation of students -- their desire to study, to |earn,
to succeed -— plays an inportant role in the teaching-
| earni ng process. Perhaps, as suggested by Frym er (1994),
t eachers can increase student notivation through the use of
appropri ate conbi nati ons of verbal and nonverbal i mmedi acy,
and thereby enhance | earni ng outcones. Perhaps Christophel
(1990) and Richnond (1990) are correct in concluding that

student notivation nmedi ates the effects of teacher
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i mmedi acy on | earning. Although the exact relationship of
t hese conpl ex variables is not yet clear, teachers should
continue to incorporate appropriate |levels of verbal and
nonver bal imediacy into their instructional strategy, both
in the traditional classroomand in distance |earning
delivery systens such as televised instruction.
| nplications for Future Research

There are many questions yet to be pursued in this
program of research on i medi acy and notivation. First, in
tel evised instruction and ot her distance |earning delivery
systens, there is a possible relationship between student
notivati on and student expectancies for nonverbal
i mredi acy. |f such a relationship were to be found,
educators could maxi m ze i mredi acy cues in the production
of televised instruction, then highlight these features in
pronotional materials about the |earning program Possible
effects m ght include increased enroll ment, enhanced
student notivation, and increased |earning outcones.

Second, this research could be noved out of the
| aboratory into a field setting such as a coll ege
tel ecourse. Control would be reduced, but the nore
authentic | earning context m ght provide new insight into

how notivation and i mredi acy affect |earning outcones for
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students who willingly choose to enroll in nmediated
i nstruction.

A variation of this study could include procedural
changes regarding the collection of notivation dat a.
Perhaps a different neasure of student notivation should be
enpl oyed, and a sanple of notivation | evels should be taken
just before and just after viewing the video |lecture.

Anal ysis of these data m ght provide insight into the
effects of immediacy on notivation, notivation on
i mmedi acy, and notivation on | earning.

Cognitive | earning measures in future studies should
include not only inmmedi ate recall and present notivation,
but al so del ayed recall and notivation i nmediately after
the instruction. Longitudinal studies of |earning retention
m ght al so extend recall neasures to the next class period,
one week later, end of senester, etc. The effects of
i mmedi acy and notivation on long-termrecall would provide
an inmportant contribution to current research findings.

In future research, different instructors should be
used to deliver the video | ecture. One cannot be sure that
the obtained results do not apply only to the video
instructor used in the mani pulations for this study. More

variability in instructors could potentially provide data
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| eading to different conclusions. For exanmple, how would

l earning differ if the video | ecture were delivered by an
ol der bl ack femal e, or a younger Hispanic male? O her
cultural and ethnic variations would broaden our
under st andi ng of i mmedi acy and notivation in different
countries, at different educational |evels, anpng students
of different ethnic backgrounds, with different majors.
Per haps students of the humanities or social sciences
respond nore favorably to teacher i mmediacy than

engi neering or math students. These questions remain to be
expl or ed.

Future studies of immediacy in televised instruction
shoul d use a longer video lecture or nultiple instructional
units. This procedural change woul d expose students to nore
sust ai ned teacher immedi acy |evels that m ght potentially
affect recall. Controlled manipul ati on of comruni cati on
vari abl es over a longer instructional period may al so help
to mnimze perceptions of scripting or choreography.

Furt hernore, communi cation scholars should seek to
clarify the effects of verbal inmmedi acy outside of
overridi ng nonverbal contexts. For exanple, how woul d
results differ if this study were conducted with students

reading the witten scripts of the video | ecture? Wuld
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different results be obtained if the lecture were
transmtted through web-based text files? In those

ci rcunst ances, woul d hi gher verbal imedi acy have the
hypot hesi zed effect of enhancing recall?

The 2x2 design of this present study could be expanded
to a 3x3 design that would include higher, |ower, and
noderate | evels of verbal i mediacy and nonver bal
i mmedi acy. This advanced research design would allow nore
t hor ough exam nation of the effects of these variables on
cognitive learning and could potentially indicate
interaction effects not detected in the present 2x2 design.

| nformation scientists, as well as educators and
comuni cation professionals, would benefit fromfurther
study of instructional conmmunication behaviors in
di stributed | earning environnments. Di stance educati on may
at times be primarily concerned with transferring
information fromthe teacher to the student, but the
affective and behavi oral domains of |earning are al so
important. If future research confirms that teacher
i medi acy influences cognitive |learning, then information
sci ence professionals may seek ways to increase the
effective transfer of information through the use of verbal

and/ or nonver bal comuni cati on cues.

123



Finally, the results of this study suggest that a
direct test of recall provides different cognitive |earning
data fromthe student self-reports used in nost previous
i mredi acy studies. In |ight of these results, the findings
of previous research should be reeval uated and, where
possi bl e, earlier studies should be replicated using direct
cognitive | earning neasures, such as the nodified cloze
procedure used in this experinent.

Al t hough a | arge body of research has al ready been
conducted on the effects of verbal immediacy, nonverbal
i mredi acy, and notivation, many inportant questions remain
unanswer ed. Schol ars should continue their investigations
of these conmunication variables to provide further
clarification of these inportant rel ationships.

Limtations of the Study

Several limtations of the study should be
acknow edged. First, use of the 12-item Student Mbdtivation
Scal e (Christophel, 1990) has not been thoroughly eval uated
in the context of televised instruction. It was necessary
to adapt the initial question to the video context of this
study, and this may have affected the validity of the
measure. Furthermore, sone of the individual itens in the

St udent Mbdtivation Scale may have had |imted value in this
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study (e.g., aroused/ not aroused, want to study/don’t want
to study).

Second, the experinmental nature of this investigation
required that participants be relatively uninfornmed as to
what to expect fromthe video session. Consequently,
despite efforts to mnimze the inpression of a |aboratory
environnent, students m ght have percei ved a sonewhat
unnatural setting that was too different fromtheir usual
cl assroom These perceptions may have influenced
participants' responses on the Student Motivation Scal e and
possi bly affected performance on the recall measure.

A procedural problem devel oped when the nonitor in one
of the experinental groups engaged in conversation during
the view ng of the videotape and voi ced her opinions about
the effectiveness of the video | ecture. Because
experinmental conditions were violated, responses from all
participants in that group were excluded from anal ysis.

Ot her groups were not affected, however, since the
experi mental groups met in separate classroons.

Another limtation of the study related to the use of
vi deo recording, as opposed to face-to-face instruction.
Video was used to control the manipul ation of i nmedi acy

vari abl es and mai ntain experinmental conditions across the

125



di fferent groups. However, the use of a 15-m nute video
| ecture in a course that customarily net in a |lecture hal
for a 50-m nute, face-to-face |lecture may have been vi ewed
by participants as |acking authenticity. Participants’
responses may have been influenced by perceptions of a
| earning environment that little resenbled their usual
class routine. For exanple, video production el enents such
as canera angle, fram ng, and overall video effect may have
directly or indirectly affected students’ responses.

Finally, inmediate recall is only one dinmension of
cognitive learning, and the nodified cloze procedure is
only one nmethod of neasuring inmediate recall. O her
| ear ni ng measures woul d no doubt provide different data
that could lead to different conclusions regarding the
hypot hesi zed rel ationships in this study.

Summary

This chapter presented a summary of the entire study
and interpretations of the results. The chapter al so
contained inplications for teachers, inplications for

future research, and limtations of the study.
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APPENDI X A
COURSE | NSTRUCTOR' S SCRI PT
Thursday, Oct. 21 / Friday, Oct. 22 is a very
i nportant class day. Your attendance is required — in fact
you receive 15 bonus points just for being present. Qur
COW 1010 lecture will be delivered that day on video by a
guest instructor. Even though I am not delivering the
| ecture, I will be present, and you will be held
responsi ble for the content of the video lecture, just the
same as when | teach the class.

Listen carefully: Do not report to the |lecture roomon

Cct. 21 / 22, but go directly to Woten Hall (facing

Matt hews Hall near the Union). Your recitation | eader wll
tell you the specific roomnunber to go to. If you forget
your room number, go to Whoten Hall and ask any T.A to
hel p you find your room

Remenmber: BONUS PO NTS wi Il be awarded for all who

attend the video sessi on.
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APPENDI X B
| NVI TATI ON TO VI DEO SESSI ON

You will receive BONUS PO NTS for attending the COW
1010 Vi deo Session on Thursday, OCct. 21 or Friday, Cct. 22.

Attendance is required, but you receive bonus points
just for being there. The lecture will be delivered on
video by a guest instructor. You will be held responsible
for the content of the video |ecture, just the sane as with
our regul ar | ectures.

Do not report to the |lecture roomon that day, but go

directly to Wooten Hall (facing Matthews Hall near the

Union). Go to the room nunber |isted bel ow. Your class wll
i ncl ude COW 1010 students from other recitation sections,
led by a different T.A. If you lose this sheet or have a
probl em that day, ask any T.A. in Woten Hall to help you
find your room

During the video session, you will be invited to
participate in a communication research study. Your
participation is voluntary and does not affect your grade
in any way. BONUS PO NTS will be awarded for all who attend
t he video session.

Here is your room assignnment in Woten Hall. KEEP TH S

SHEET.
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APPENDI X C
MONI TORS' | NSTRUCTI ONS

COWM 1010 Vi deo Session
| nportant Cuidelines for Assistants

OVERVI EW
At t endance required by Carol bonus points for attending.
Vol untary participation in “an exploration of the way we
deliver COW 1010 | ecture content.”
Random assi gnnent of students to roonms to watch a 15-
m nute vi deotape and give their feedback.
Responsi bl e for material the same as in ordinary |ectures
given by Carol. Do not mention “testing” and reply to
their questions as noted bel ow.

HOW TO RESPOND TO STUDENT QUESTI ONS:

- WII we be tested? — “You will need to know this
information the sane as regular COWM 1010 material. W
are interested in your response to the tape, but your

course grade will not be affected by what we ask you to
fill out today.”
Can we take notes? — “If you normally take notes in

Carol’s lecture, you can take notes today. That’'s up to

Does this affect our grade? — “No, but we hope you will
take this seriously and do your best. When you turn in
t he coupon next week in lecture, you Il get points for

bei ng here. Nothing else you do here today affects your
grade in any way.”

LOG STI CS:
They attend their regular lecture day (Thur 2:00, Fr
10: 00, or Fri 11:00), but they go to Woten Hall instead

of the lecture hall. Every TA has a master |ist of al
room assi gnnents, so you can hel p straggl ers.

Carol will be at the lecture hall with a master |ist,

t hen nove to Whoten Hall to troubleshoot. Paul will be in

the central | obby of Whoten Hall with a backup TV/ VCR and
master |ist of room assignments. (if mxup ..)

Check in 15 mins early with Paul in the | obby of Woten
Hall. He will have your materials, tape, and room
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assignnent. Bring your master |list so you can help
students find their roons.

Cue the tape in advance. Set the volune during the
count down. Sone tapes have long |leaders, so if you rew nd
all the way to the begi nning, advance to the countdown
agai n.

At 5 m nutes past the hour, hand out packets and tell
students to fill out the green attendance coupon and put
it intheir wallet, purse, textbook, etc. They nust turn
in the coupon one week later at the next |ecture. No
coupon, no attendance points.

Read the first page aloud as they follow Take up packets
of anyone who does not wish to participate. They nust
remain and watch the tape to get credit.

Tell students to open the colored seal at the bottom and
fill out the first page only. Do not break the other
seal s or continue past the first page. Either pen or
pencil is okay.

When they’'re finished, start the videotape. At the
conclusion, tell themto break the other seals and

conpl ete the packet. They're free to | eave when fini shed.
Remi nd themto bring the green coupon to the next

| ecture. At 50 past the hour, take up all renmining
packets.

Note: After the tape has begun, give late arrivals an
att endance coupon only. Do not ask themto conplete a
response packet.

Rewi nd tape and return all materials to Paul in Woten
| obby. Conplete the entire cycle for the 10: 00 and 11: 00
sessions. (Different roons, different tapes)
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APPENDI X D
UNI VERSI TY MAJORS
00- Undecl ared Maj or

01- Accounti ng

02- Accounting Control Systens
03- Ant hr opol ogy

04- Applied Arts and Sci ences
05- Appl i ed Behavi or Anal ysi s
06- Appl i ed Cerontol ogy

07- Archaeol ogy

08- Art

09-Art History

10- Bi ochem stry

11- Bi ol ogy

12- Busi ness Conputer Information Systens
13- Busi ness Degree Prograns

14- Ceram cs

15- Chem stry

16- Chi | d/ Human Devel opnent & Fami |y Studies
17- Conmuni cati on Design

18- Conmuni cati on Studies

19- Conposition - Misic

20- Conput er Sci ences

21-Crim nal Justice

22- Cyt ot echnol ogy

23- Dance
24-Drawi ng and Pai nting

25-Econom cs - Arts & Sciences

26- Econom cs - Busi ness

27-El enmentary and Secondary Teaching

28- Emer gency Adm ni stration and Pl anni ng

29- Engi neeri ng Technol ogy

30- Engi neeri ng Physics

31-English

32-Entrepreneurship and Strategi c Managenent

33- Fashi on Desi gn

34- Fi bers
35- Fi nance
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36- Forei gn Language

37- General Choral and Instrunental
38- General Studies

39- Geogr aphy

40- Geol ogy

41- Heal t h- Rel at ed Preprofessional Prograns
42-Hi story

43- Home Furni shi ngs Mer chandi si ng

44- Hot el and Restaurant Managenent

45-| nstrunment al Perfor mance
46- | nsur ance
47-1nterior Design

48-Jazz Studi es
49-Jour nal i sm

50- Keyboard Performance
51- Ki nesi ol ogy

52- Law Preprof essi onal Program
53-Logi stics

54- Mar ket i ng

55- Mat hemati cs

56- Medi cal Technol ogy

57- Mer chandi si ng

58-Metal smthing and Jewel ry
59-Music History and Literature
60- Musi ¢ Theory

61- Musi ¢ Degree Prograns

62- Occupati onal Training and Devel opment
63- Organi zati onal Behavi or and Hunman Resource Mynt.

64- Phi | osophy

65- Phot ogr aphy

66- Physi cs

67-Political Science

68- Pre- Engi neeri ng Program

69- Pri nt maki ng

70- Producti on & Operations Managenent
71- Psychol ogy
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72- Radi o, Television and Film

73- Real Estate

74- Recreation and Leisure Studies
75- Rehabilitation Studies

76- Scul pture

77-Soci al Sci ence

78- Soci ol ogy

79- Soci al Wor k

80- Speech- Language Pat hol ogy/ Audi ol ogy

81- Texas Acadeny of Math & Science
82-Theater Arts

83-Visual Arts Studies
84- Vocal Performance
85-Wonen' s Studi es

86- O her
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University of North Texas
Hesearoh Services

September |, 1999

Paul L. Wilt
745 Monique Ct.
Cedar Hill, TX 75104

RE: IRB Application No. 99-153

Dear Mr. Witt:

Your proposal entitled “An Experimental Study of Teachers™ Verbal and Nonverbal
Immediacy, Student Motivation, and Cognitive Learning in Video Instruction,” has been
approved by the Institutional Review Board and is exempt from further review under
d3CFR 46,101,

The UNT IRE must re-review this project prior to any modifications you make in the
approved project. Please contact me if you wish to make such changes or need additional

information

Sincerely,

Raata Busby, Chair

Institmtional Review Board

RB:sh

FCh B 3052500« Diemion, Texas TH203-5250
TR0 5653040 « Fax (00 SA3-4277 « T (ROK) T35- 2080
c-mail: lanc# abnankedu
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Code No.

Uni versity of North Texas
COWMM 1010 Vi deo Cl ass Sessi on

Partici pant Response Packet

Dear Possi bl e Participant:

The material that will be presented today is part of the
usual course content for COW 1010. The material wll be
delivered by way of a 15-m nute videotaped |ecture by a
guest instructor.

I n connection with today’s class, we are collecting data
for research conducted by a graduate student. Although your
attendance at this class session is required by your
instructor, your participation in the study is conpletely
voluntary. We are asking your perm ssion to include your
responses in this study. Because you cannot be identified
in any way, your responses will be conpletely anonynous and
confidential. You may withdraw at any tinme w thout penalty
or any effect whatsoever on your grade for the course.

This study concerns different ways of delivering course
content to students. You will be asked to conplete sone
questions about yourself as a COWM 1010 student. Then you
wll watch a 15-m nute videotaped |ecture, followed by an
assessnment of your thoughts about the videotape. The data
you provide wll be analyzed in terns of neans,
correl ations, etc.

If you choose not to participate, sinply return this
response packet to the nonitor. |If you have questions
concerning the study, call Paul Wtt at 817-272-3099.

THANK YOU

This project has been reviewed and approved by the UNT
Committee for the Protection of Human Subjects 940-565-
3940.

STOP. Do not turn the page until the nonitor tells you to
begi n.
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A. Circle the word that best describes your UNT classification:
Freshman  Sophonore Juni or Seni or

B. Wite in your major (if no major, indicate “undeci ded”):

C. Indicate your sex (circle one): M F

D. Wite in your age:

Instructions: Please circle the nunber toward either word which
best represents how you feel about receiving this part of COW
1010 content by way of videotaped instruction. Even though the
items may seem repetitious or redundant, please answer all 12
items. If you are not sure about an item circle “4".

VWhat are your feelings about receiving this part of COW 1010
content by way of videotaped instruction?

Mot i vat ed 1 2 3 4 5 6 7 Unnot i vat ed
I nterested 1 2 3 4 5 6 7 Uni nt er est ed
I nvol ved 1 2 3 4 5 6 7 Uni nvol ved
Not sti nul at ed 1 2 3 4 5 6 7 Sti nmul at ed
Don’t want to study 1 2 3 4 5 6 7 Want to study
I nspired 1 2 3 4 5 6 7 Uni nspi red
Unchal | enged 1 2 3 4 5 6 7 Chal | enged
Uni nvi gor at ed 1 2 3 4 5 6 7 I nvi gor at ed
Unent hused 1 2 3 4 5 6 7 Ent hused
Excited 1 2 3 4 5 6 7 Not excited
Ar oused 1 2 3 4 5 6 7 Not aroused
Not fasci nated 1 2 3 4 5 6 7 Fasci nat ed

STOP. Do not break the seal or turn the page.
Wait for the class nonitor to start the videotape.
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On a scale of 0-9, how nmuch did you learn in this video session?
0 nmeans you | earned nothing and 9 neans you | earned nore than in
any ot her class you' ve had.

Not hi ng 0 1 2 3 4 5 6 7 8 9 More than any ot her
class |I’ve had

On the sane scal e, how nuch do you think you could have | earned
in the video session if you had had the ideal instructor?

Not hi ng 0 1 2 3 4 5 6 7 8 9 More than any ot her
class 1’ ve had

Instructions: Please respond to the followi ng scales in terns of
t he vi deotaped instruction you just received. Crcle one nunber
on each of the four scales to indicate your judgnent or
evaluation of the item Note that in sone cases the nost positive
nunber is a “1” while in other cases it is

Content/subject matter of the video session:

Bad 1 2 3 4 5 6 7 Good
Val uabl e 1 2 3 4 5 6 7 Wrt hl ess
Unfair 1 2 3 4 5 6 7 Fair
Negati ve 1 2 3 4 5 6 7 Positive

The video instructor:

Good 1 2 3 4 5 6 7 Bad

Wrt hl ess 1 2 3 4 5 6 7 Val uabl e
Fair 1 2 3 4 5 6 7 Unfair
Positive 1 2 3 4 5 6 7 Negati ve
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| nstructions: Below are sone statenments taken fromthe

vi deo session you just saw. Please fill in the blanks in
each statenent below by witing in one word to fill in each
bl ank. Because this is a tinmed test, you should go straight
t hrough and first answer all the ones you recall easily,
then return to those you need to think about.

1. In the nonth of , all COwWM 1010

students will deliver a speech in

their recitation section.
2. The title of today’s class session is “The

to Persuade.”

3. Communication is a phenonenon. By

that | mean that communication establishes |inks between
persons and connects themin sone sort of relationship.

4. That’ s what persuasion is--using

to peopl e.

5. Persuasive speaking is a very inportant

skill, because people

one another all the tinme in al

ki nds of settings, in one-one-one and small group
interaction, as well as in public speaking where one
person speaks to many.

6. The foundati ons of persuasive public speaking date all
the way back to B.C. and the work of

, the G eek and
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10.

11.

teacher. He identified three strategi es speakers can use
to support or prove their argunments and thereby persuade
their audi ence. These strategies are called the

of persuasion,” and they are

still identified by the Greek words that he used.
“Since we have proved that A, B, and C happened, then it
stands to reason that the defendant is

That’ s an exanpl e of

[ Geek word].
Many peopl e remenber the t hi ngs they
hear better than the , and final

argunments have strong persuasive potential. That's
called the principle of recency.

Draw from several different t hat

point to the sanme conclusion. That's called the
princi ple of corroboration.
Hal | mark sells nore cards than anybody el se, and their

ad canpaign is totally based on

[ Greek word] appeals. Nobody is persuaded to buy cards

based on [ Greek word] argunents,

even though the informati on may be true and rel evant.
The persuasive neans called pathos refers not only to

enoti onal appeals but also to
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12.

13.

14.

15.

16.

appeal s, which are directed at the inner forces that

energi ze or nove a person to do sonething.

Many people in our society today dislike those
pat hetic pictures of starving children and the plea to
“Send your donation before it’s too |late.” However, it’s
i mportant to know that when appeal s
are communi cated tastefully and ethically, they have an
undeni abl e power to persuade.

Al'l persuasive speakers want to maxim ze their ethos,
their as a person and a speaker.

People listen to and foll ow speakers who are credible,

but they tend to t he i deas of people

t hey see as phony or not to be trusted.
A very effective strategy used by some persuasive
speakers is to increase their perceived conpetence by

referring to sources that support

their argunment. In effect, these speakers align
t hensel ves with recogni zed experts, which nakes them
sound nore conpetent thensel ves.

refers to personal qualities

that attract others, excite them and inspire confidence

in the speaker’s credibility as a | eader.
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17. It is preferable to believe and follow a person of

hi gh and to adopt their proposals.

18. The npbst persuasive speakers, by virtue of their

conpet ence, , and

, are perceived as highly credible

and therefore have consi derabl e power to persuade.
19. Sone people are nore influenced by their

, others by their

, and others by their perception

and eval uati on of the speaker.
20. Renenber this: there are at | east

means of persuadi ng people, and

our strongest and nost persuasive appeals conbi ne sone

or all of these strategies.

To conclude this response packet, please circle the word
t hat best describes your prior contact with the guest
instructor on the videotape.

Have you ever received instruction fromthis teacher
bef ore?

YES NO
Are you acquainted with this teacher?

YES NO
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This is the end of the response packet. Please hand this to
your nmonitor as you | eave the classroom Please help us by
not talking to other students about the study before tine
for themto participate. THANK YOU.
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APPENDI X G

TAXONOMY OF VERBAL | MMVEDI ACY CUES

(Mehr abi an,

Di st ance

Ti me

Dur ati on

Probability

Parti ci pation

Mutual ity

Acti ve/ passi ve

Concern

Descriptive

Openness

Det ai

I ncl usi ve pronouns

1969; W ener

& Mehr abi an,
Gor ham 1988)

| MVEDI ATE

here, these, this
t ape

| think

| onger cont act
Il will do it

You shoul d

we nmet each ot her

| told her

cares about students

clear, vivid
adj ecti ves

sel f-di scl osi ve,
shares positive
personal experiences

detail ed
expl anati ons and
story-telling

we, our class
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1968; Jordan, 1989;
NON- | MVEDI ATE
there, those, that
t ape

| used to think, |
woul d t hi nk

shorter contact

| could do it,
mght do it, | would
do it

You peopl e shoul d,
soneone shoul d

I nmet her

| had to tell her, |
was asked to tel
her

seens not to |like or
care about students

 acking vivid
descri ptors,
or bl and

vague

structured,

i nper sonal
control |l ed, hol ds
class at a distance

vague, too genera
to be clear

you peopl e,
cl ass

your



G ves feedback

CGets feedback

Use of hunor

Acquai nt ance

O der
Specificity
Modi fication

Aut o phrasi ng

prai ses/affirms
st udent s

asks questi ons,
encour ages student
opi ni ons

i ght-hearted,

j okes, puns, funny
stories

first nane basis,

t eacher and students
"Il see you and
Jane

Susan, Susan and Tom
states i deas w t hout

nmodi fiers

states i deas w t hout
phrasi ng
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criticizes students

excl udes student
opi nions entirely

| acking in hunmor and
levity

uses formal nanes to
enphasi ze status, or
uses no nanes at al

"Il see Jane and
you

a femal e student,
some peopl e

I think, it seens to
me, it i s obvious

just, you know,
simply
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[ SM LE, DESK] Hi! Welcone to our video session of COW
1010. I'mJay Allison, and we're here today to tal k together
about persuasive communication -- that is, how we use words
to influence other people, [EMPHASIS] or convince themto
agree with us, or persuade themto do sonething we want them
to do. This is an inportant topic, because in the nonth of
Novenmber all COWM 1010 students will deliver a persuasive
speech in their recitation section, and what we do together
today will help you with that assignnent. So, if you're
ready, |'mready to begin our discussion. The title of
today's class session is "The Power to Persuade." [ STEP]

Communi cation is a social phenomenon. By that | mean
t hat communi cati on establishes |inks between persons and
connects themin sone sort of relationship. In these
rel ati onshi ps, we have goals, [ GESTURES] things we want to
comruni cate, things we want to see happen, and we typically
use our words to help us acconplish our goals. It's compn
for us all to try to convince others to see things our way
or persuade themto do sonmething we want themto do. That's
what persuasion is--using words to influence people.

For exanpl e, when you deliver a persuasive speech to

your classmates, you use your skill with words to influence
themto agree with you on sone inportant topic. Persuasive
speaking is a very inportant communication skill, because

peopl e i nfluence one another all the tinme in all kinds of
settings, in one-on-one and small group interaction, as well
as in public speaking where one person speaks to many.

[ PAUL] VWhen G nny and | were tal king just now, [ DESK]
she was surprised to learn that the foundations of
per suasi ve public speaking date all the way back to 350 B.C
and the work of Aristotle, the G eek phil osopher and
teacher. Aristotle identified three strategi es speakers can
use to support or prove their argunents and thereby persuade
their audience. We call these three strategies the
[ EMPHASI S] "neans of persuasion,” and we still refer to them
by the Greek words that Aristotle used. Let's take sone tine
here and di scuss the three classic nmeans of persuasion.
[ STAND]

The first nmeans of persuasion concerns the influential
[ HEAD] power of reasoning, denoted by the Greek word | ogos

153



When we make a rational case for our ideas and present
argunents based on evidence, facts, and sound reasoni ng, we
are using the persuasive proof called [EMPHASI S] | ogos. To
help us see this clearly, picture a prosecuting attorney
maki ng cl osing argunents before a jury. Attorneys typically
review the evidence, facts, and expert testinony, then draw
an obvi ous and reasonabl e conclusion: [DEEP VO CE] "Since we
have proved that A B, and C happened, then it stands to
reason that the defendant is guilty.” That's an exanpl e of
| ogos -- when we thoughtfully and skillfully present a
[ HEAD] factual, rational case to convince our |isteners to
accept our argunent. W use logos all the time in one-on-one
conmuni cation, too. You say to a friend, [LIGHT] "Let's go
to the Qutback Steak House tonight." And she says "I'm
sorry, | can't afford a big dinner." Then you reply, "But
they have a 2-for-1 special tonight,"” and she quickly
changes her m nd and goes along with you. By introducing
facts to support our argunent-logos-we often persuade our
friends to do exactly what we want themto do. [ PAUSE, STEP]

| really want to see every one of you make a good
speech to your classmates, so let's | ook at a couple of
techni ques that nake rational appeals nore effective. First,
you shoul d carefully plan the sequence of your nmain points
or argunments. Many people renenber the |last things they hear
better than the first, and final argunents have strong
persuasi ve potential. That's called the [EMPHASI S] principle
of recency - when an argunent exerts persuasive power
because we presented it nost recently to our audi ence. For
exanpl e, when we dramatically conclude a speech on drug
abuse by repeating our sinple thene "Just say no to drugs,"”
we count on the principle of recency to make those final
wor ds nmenor abl e and therefore strongly persuasive. [STEP]

Here's anot her way we nake our rational appeals nore
effective: we draw from several different sources that point
to the same conclusion. That's called the [ EMPHASI S]
principle of corroboration. For exanple, can we show
[ GESTURES] that nedical studies, |awrakers, public opinion,
and our own personal experience all point to the same
concl usi on? Then our case is very persuasive, because
several different sources corroborate or agree with our
conclusion. This is the persuasive power of [HEAD] | ogos,
and you and | use logos all the tinme to get others to see
t hi ngs our way.

A l ot of people make a | ot of decisions based on | ogos.
But let's face it-everybody doesn't nmake deci sions based on
rational thinking. No matter how many facts and good reasons
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there are to do sonething, some people are just not
convinced by facts alone. This brings us to a second neans
of persuasion called pathos.

[ PAUSE, MOVE] To introduce pathos, | want to tell you
about a UNT student we'll call Lisa. Wen Lisa noved to
Denton, her parents sat her down and said, "Prom se us
you' || [EMPHASI S] never, ever drive if you have been
drinking alcohol. It's dangerous, it's deadly. Don't do it!"
|"'m sure we all agree that their argunent was reasonabl e,
based on fact, and [ HEAD] made good sense. But |ike sone
ot her students, Lisa didn't nmake all her decisions based on
reason and good sense, and so fromtinme to tine she would
drink a few beers at a party and then [ GESTURE] weave and
wobbl e as she drove her car back to canpus.

[SAD] |'msorry to say that a terrible tragedy occurred that
persuaded Lisa to change her m nd and her behavior. One

ni ght her boyfriend was killed in a horrible accident caused
by a drunk driver. [EXPRESSIVE] Her deep sadness at the | oss
of her boyfriend convinced Lisa of the very real dangers of
drinking and driving, and we can easily understand why she
vowed never to drink and drive again. Now here's the reason
we' re tal king about Lisa: When she changed her nind based on
[ HEART] feelings rather than [HEAD] facts al one, she was
convi nced through the persuasive neans cal |l ed pat hos. Pathos
refers to the convincing power of enotions, feelings, and
i nner notivation. Wen we are noved enotionally, we all make
decisions we're not willing to make based on good sense and
facts al one. [ STEP, FASTER]

Let's look at a nore cheerful exanple of pathos: Have
you seen the television commercials for Hallmark Cards?

[ DRAMATIC] Stirring music, everyday scenes, real people in
meani ngful rel ati onshi ps, grandnothers, little children,
reaching out to one another by sending a sensitive and
enotional card. [HEART] Pure pathos-love, friendshinp,

cel ebration-the human experiences we all share. Hall mark
sells nore cards than anybody el se, and their ad canpaign is
totally based on pathos appeals. Do you think we'd be
persuaded if the president of Hallmrk explained, [VO CE]
"Qur cards are made from 100% cotton paper. W use top
quality ink. The glue on our envel opes tastes good and
sticks longer, and all our poens rhyne." [CHUCKLE] Nobody is
persuaded to buy cards based on | ogos argunents, even though
the informati on may be true and rel evant.

The persuasive neans called pathos refers not only to
enoti onal appeals but also to notivational appeals, which
are directed at the [HEART] inner forces that energize or
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nove a person to do something. For exanple, my nephew Mark
is a college student who wants a successful career, and he's
t hi nki ng about going to | aw school. Mark's academ c advi ser
believes he'll make a great |awyer, and she tried to
persuade him by saying that he'd probably earn [ EMPHASI S]
$100, 000 his first year out of school. This is pathos, a
notivati onal appeal to Mark's [HEART] desire for a
successful career. Here we have an exanple of the
conmbi nation of [HEAD] |ogos (the fact that |awers nmake big
bucks) and [ HEART] pathos (Mark's desire to succeed
prof essi onal |l y). [ PAUSE, DESK]
Now, admttedly, sone people don't |ike pathos very nuch.
We're put off by strong enotional appeals that seem
mani pul ati ve and unet hical. Many people in our society today
di sli ke those pathetic pictures of starving children and the
plea to "Send your donation before it's too |late." However,
it's inportant to know that when enotional appeals are
conmuni cated [ SLON EMPHASI S] tastefully and ethically, they
have an undeni abl e power to persuade.

[ STAND] Now, let's take a thorough |look at a third
classic nethod of influencing people, the nmeans of
per suasi on cal | ed et hos.
Ethos is different fromthe first two neans of persuasion
because ethos refers to you as a speaker, rather than to the
words you say. Your [GESTURES] power to persuade someone
depends in sone nmeasure on their perception of your
character and integrity. Think about the personal qualities
of the people who have persuasive influence over us. How
much credibility do you attribute to your roommte or
spouse, your mmjor professor, your parents, your pastor,
priest, or rabbi, the President of the United States? What
is it about these individuals that makes us believe them or
not, take their advice or not, agree with them or not?

Clearly we can see that the nore [ CHEST] credible they
are, the nore potential they have to persuade us. All
persuasi ve speakers want to maxim ze their ethos, their
credibility as a person and a speaker. Politicians,
educators, advertisers, you and | as teachers and students-
we're [EMPHASI S] all concerned with projecting a
trustworthy, credible imge. People |listen to and foll ow
speakers who are [CHEST] credible, but they tend to [ WAVE
OFF] reject the ideas of people they see as phony or not to
be trusted.

[ MOVE] Now here's sone advice to help you make a really
great speech: we can all increase our ethos -- our [CHEST]
credibility -- in three ways: First is conpetence, or
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know edge about the topic. Do we [EMPHASI S] know what we're
tal ki ng about? Are we experts on the subject? Do we have
experience or credentials that make us an authority on the
topic? A very effective strategy used by sone persuasive
speakers is to [ SLON CLEAR] increase their perceived
conpetence by referring to authoritative sources that
support their argunent. In effect, these speakers align

t hensel ves with recogni zed experts, which makes them sound
nmore conpetent. Ethos includes conpetence, and conpetence
increases [CHEST] credibility.

Anot her way we increase our credibility with our
audi ence is by projecting an i nmage of confidence and
[ EXPRESSI VE] dynam ¢ personality. We call this charisma.
Charisma refers to personal qualities that [ GESTURES]
attract others, excite them and inspire confidence in the
speaker's credibility as a | eader. Listeners are nore likely
to agree with us when we use a dynam c speaking style, are
open and honest, and speak with energy and expressiveness--
all these contribute to our charism. Ethos includes
charisma, and charism increases our [CHEST] credibility.

[ MOVE] Because | want you to be proud of your speech
and feel like you' ve done a really good job, I'"'mgoing to
share with you a final tip on how to increase your
credibility. [EMPHASIS] A very inportant dinension of ethos
is our classmates' perception of our [SLOW character and
integrity. Are our notives pure? Can we be trusted? Are we
basically nmoral, upstanding individuals who have our fellow
students' best interests at heart? You see, it is preferable
to believe and follow a person of [EMPHASI S] high character
and to adopt their proposals. This brings us to a very
i nportant statement: [SLOW CLEAR] The npst persuasive
speakers, by virtue of their conpetence, charism, and
character, are perceived as [ CHEST] credible and therefore
have consi derabl e power to persuade.

Now we understand that some people are nore influenced
by their [HEAD] thinking, others by their [HEART] feelings,
and others by their perception of the [CHEST] speaker.
That's why the best speakers sel ect appropriate neans of
persuasi on and use themin conbination for maxi mum
per suasi ve effect.

These are [EMPHASI S] really inportant concepts that we
all need to understand if we want to express our ideas and

acconplish our goals. | believe this is what conmmuni cation
is all about. [WATCH]
Well, it's been fun, but we need to draw this to a

cl ose. [ DRAMATI C, STRONG Renenber this: there are at |east
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t hree neans of persuadi ng peopl e, and our strongest and nost
per suasi ve appeal s conbine sone or all of these strategies.
When we use these principles, [SMLE] we can acconplish our
conmuni cation goals, because we possess the power to

per suade. Good-bye, and good | uck! [SM LE]
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[ FROWN, SIT] Hi! Welconme to our video session of COW
1010. I'mJay Allison, and we're here today to tal k together
about persuasive comunication -- that is, how we use words
to influence other people, [NO EMPHASI S] or convince themto
agree with us, or persuade themto do sonething we want them
to do. This is an inportant topic, because in the nonth of

Novenber all COWM 1010 students will deliver a persuasive
speech in their recitation section, and what we do together
today will help you with that assignnent. So, if you're
ready, |'mready to begin our discussion. The title of

today's class session is "The Power to Persuade." [ READ]
Communi cation is a social phenonenon. By that | nean
t hat communi cati on establishes |inks between persons and
connects themin sone sort of relationship. In these
rel ati onshi ps, we have goals, [FAST] things we want to
communi cate, things we want to see happen, and we typically
use our words to help us acconplish our goals. It's common
for us all to try to convince others to see things our way
or persuade themto do sonmething we want themto do. That's
what persuasion is--using words to influence people.
For exampl e, when you deliver a persuasive speech to

your classmates, you use your skill with words to influence
themto agree with you on sone inportant topic. Persuasive
speaking is a very inmportant communi cation skill, because

peopl e i nfluence one another all the tine in all kinds of
settings, in one-on-one and snmall group interaction, as wel
as in public speaking where one person speaks to many.

When G nny and | were talking just now, she was
surprised to learn that the foundations of persuasive public
speaking date all the way back to 350 B.C. and the work of
Aristotle, the Greek phil osopher and teacher. Aristotle
identified three strategi es speakers can use to support or
prove their argunents and thereby persuade their audience.
We call these three strategies the [FAST] "neans of
persuasion,” and we still refer to them by the G eek words
that Aristotle used. Let's take some tinme here and di scuss
the three classic nmeans of persuasion. [SIGH READ]

The first nmeans of persuasion concerns the influential
power of reasoning, denoted by the Greek word | ogos. Wen we
make a rational case for our ideas and present argunents
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based on evidence, facts, and sound reasoni ng, we are using
t he persuasive proof called |logos. To help us see this
clearly, picture a prosecuting attorney nmaking closing
argunments before a jury. Attorneys typically reviewthe
evi dence, facts, and expert testinony, then draw an obvi ous
and reasonabl e conclusion: "Since we have proved that A, B,
and C happened, then it stands to reason that the defendant
is guilty.” That's an exanple of |ogos -- when we
thoughtfully and skillfully present a factual, rational case
to convince our listeners to accept our argunent. W use

| ogos all the time in one-on-one communication, too. You say
to a friend, [FAST] "Let's go to the Qutback Steak House

tonight." And she says "I'msorry, | can't afford a big
di nner." Then you reply, "But they have a 2-for-1 speci al
toni ght," and she qui ckly changes her m nd and goes al ong

with you. By introducing facts to support our argument-
| ogos-we often persuade our friends to do exactly what we
want themto do. [ SIGH

| really want to see every one of you make a good
speech to your classmates, so let's | ook at a couple of
techni ques that nmake rational appeals nore effective. First,
you should carefully plan the sequence of your main points
or argunents. Many peopl e renenber the |last things they hear
better than the first, and final argunents have strong
persuasive potential. That's called the principle of recency
- when an argunent exerts persuasive power because we
presented it nost recently to our audi ence. For exanple,
when we dramatically conclude a speech on drug abuse by
repeating our sinple theme "Just say no to drugs,” we count
on the principle of recency to make those final words
menor abl e and therefore strongly persuasive. [ PAUSE]

Here's anot her way we nmake our rational appeals nore
effective: we draw from several different sources that point
to the sane conclusion. That's called the [ STUVBLE]
princi ple of corroboration. For exanple, can we show [ FAST]
t hat nmedi cal studies, |awrakers, public opinion, and our own
personal experience all point to the sane conclusion? Then
our case is very persuasive, because several different
sources corroborate or agree with our conclusion. This is
t he persuasive power of |ogos, and you and | use | ogos al
the time to get others to see things our way. [ MONOTONE]

A |l ot of people make a | ot of decisions based on | ogos.
But let's face it-everybody doesn't make deci sions based on
rational thinking. No matter how many facts and good reasons
there are to do sonething, sonme people are just not
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convinced by facts alone. This brings us to a second neans
of persuasion called pathos. [ READ]

[ PAUSE] To introduce pathos, | want to tell you about a
UNT student we'll call Lisa. When Lisa noved to Denton, her
parents sat her down and said, "Prom se us you'll [FAST]
never, ever drive if you have been drinking alcohol. It's
dangerous, it's deadly. Don't do it!"™ I'msure we all agree
that their argunment was reasonabl e, based on fact, and nade
good sense. But |ike sonme other students, Lisa didn't make
all her decisions based on reason and good sense, and so
fromtime to tinme she would drink a few beers at a party and
t hen weave and wobbl e as she drove her car back to canpus.
[ MONOTONE]

|"msorry to say that a terrible tragedy occurred that
persuaded Lisa to change her m nd and her behavior. One
ni ght her boyfriend was killed in a horrible accident caused
by a drunk driver. Her deep sadness at the | oss of her
boyfriend convinced Lisa of the very real dangers of
dri nking and driving, and we can easily understand why she
vowed never to drink and drive again. Now here's the reason
we' re tal king about Lisa: Wen she changed her m nd based on
feelings rather than facts al one, she was convinced through
t he persuasive neans call ed pathos. Pathos refers to the
convi nci ng power of enotions, feelings, and inner
notivation. When we are noved enotionally, we all nmake
decisions we're not willing to make based on good sense and
facts al one.

Let's look at a nore cheerful exanple of pathos: Have
you seen the television commercials for Hallmrk Cards?

[ FAST] Stirring nusic, everyday scenes, real people in
meani ngf ul rel ati onshi ps, grandnothers, little children,
reaching out to one another by sending a sensitive and
enotional card. [NO EMPHASI S] Pure pathos-1ove, friendship,
cel ebrati on-the human experiences we all share. Hall mark
sells nmore cards than anybody el se, and their ad canpaign is
totally based on pathos appeals. Do you think we'd be
persuaded if the president of Hall nmark explained, "Qur cards
are made from 100% cotton paper. We use top quality ink. The
gl ue on our envel opes tastes good and sticks |onger, and al
our poens rhyme." [ FROAN] Nobody is persuaded to buy cards
based on | ogos argunents, even though the information nay be
true and rel evant.

The persuasive neans called pathos refers not only to
enoti onal appeals but also to notivational appeals, which
are directed at the inner forces that energize or nove a
person to do somet hing. For exanple, ny nephew Mark is a
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col | ege student who wants a successful career, and he's

t hi nki ng about going to | aw school. Mark's academ c advi ser
believes he'll make a great |awyer, and she tried to

per suade him by saying that he'd probably earn [ NO EMPHASI S]
$100, 000 his first year out of school. This is pathos, a
notivational appeal to Mark's desire for a successful
career. Here we have an exanple of the conbination of |ogos
(the fact that |awers nake big bucks) and pathos (Mark's
desire to succeed professionally). [PAUSE]

Now, admttedly, sonme people don't |ike pathos very
much. We're put off by strong enotional appeals that seem
mani pul ati ve and unet hical. Many people in our society today
di sl i ke those pathetic pictures of starving children and the
plea to "Send your donation before it's too |late." However,
it's inportant to know that when enotional appeals are
conmuni cated [ NO EMPHASI S] tastefully and ethically, they
have an undeni abl e power to persuade.

Now, let's take a thorough look at a third classic
met hod of influencing people, the nmeans of persuasion called
et hos.

Ethos is different fromthe first two neans of persuasion,
because ethos refers to you as a speaker, rather than to the
words you say. Your [FAST] power to persuade sonmeone depends
in sone neasure on their perception of your character and
integrity. Think about the personal qualities of the people
who have persuasive influence over us. How nmuch credibility
do you attribute to your roommate or spouse, your mgjor

pr of essor, your parents, your pastor, priest, or rabbi, the
President of the United States? What is it about these

i ndi vidual s that namkes us believe themor not, take their
advice or not, agree with them or not?

Clearly we can see that the nore [ MONOTONE] credible
they are, the nore potential they have to persuade us. All
persuasi ve speakers want to maxim ze their ethos, their
credibility as a person and a speaker. Politicians,
educators, advertisers, you and | as teachers and students-
we're [ NO EMPHASI S] all concerned with projecting a
trustworthy, credible imge. People |listen to and foll ow
speakers who are credible, but they tend to reject the ideas
of people they see as phony or not to be trusted. [ PAUSE]

[ READ] Now here's sone advice to help you nmake a really
great speech: we can all increase our ethos — our
credibility -- in three ways: First is conpetence, or
know edge about the topic. Do we [ NO EMPHASI S] know what
we're tal king about? Are we experts on the subject? Do we
have experience or credentials that make us an authority on
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the topic? A very effective strategy used by sone persuasive
speakers is to [FAST] increase their perceived conpetence by
referring to authoritative sources that support their
argument. In effect, these speakers align thenselves wth
recogni zed experts, which makes them sound nore conpetent.
Et hos i ncludes conpetence, and conpetence increases
credibility.

Anot her way we increase our credibility with our
audi ence is by projecting an i mage of confidence and dynam c
personality. We call this charisma. Charisma refers to
personal qualities that attract others, excite them and
inspire confidence in the speaker's credibility as a | eader.
Listeners are nore likely to agree with us when we use a
dynam c speaking style, are open and honest, and speak with
energy and expressiveness--all these contribute to our
charisma. Ethos includes charisma, and charism increases
our credibility. [FAST]

Because | want you to be proud of your speech and feel
i ke you've done a really good job, I"mgoing to share with
you a final tip on how to increase your credibility. [NO
EMPHASI S] A very inportant di mension of ethos is our
cl assmat es' perception of our [FAST] character and
integrity. Are our notives pure? Can we be trusted? Are we
basically noral, upstanding individuals who have our fell ow
students' best interests at heart? You see, it is preferable
to believe and follow a person of high character and to
adopt their proposals. This brings us to a very inportant
statenent: [FAST] The nbst persuasive speakers, by virtue of
their conpetence, charismn, and character, are perceived as
credi bl e and therefore have consi derabl e power to persuade.

Now we understand that sonme people are nore influenced
by their thinking, others by their feelings, and others by
their perception of the speaker. That's why the best
speakers sel ect appropriate nmeans of persuasion and use them
in conmbi nati on for maxi mum persuasi ve effect.

[ MONOTONE] These are really inmportant concepts that we
all need to understand if we want to express our ideas and

acconmplish our goals. | believe this is what conmmunication
is all about. [WATCH]
Well, it's been fun, but we need to draw this to a

cl ose. [ MONOTONE] Remenber this: there are at |east three
means of persuadi ng people, and our strongest and nost

per suasi ve appeal s conbi ne some or all of these strategies.
When we use these principles, we can acconplish our
conmuni cation goals, because we possess the power to
persuade. Good-bye, and good | uck! [FROW]
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TAXONOMY OF NONVERBAL | MVEDI ACY CUES

(Ander sen,

Proximty

Eye gaze

Gest ures

Body position

Movenent

Faci al expressions

Touch

VOCALI Cs:
Expressi veness

Pitch

1979; Mehr abi an,

1969, 1981,

McCr oskey, 1987)

| MVEDI ATE

appr oaches students,
steps in front of
desk or lectern

frequent, prol onged
eye contact with
class in general and
i ndi vi dual students

uses illustrators,
enbl ens, and aff ect
di spl ays

informal, rel axed,
open body positions

wal ks around, shifts
and changes
positions and

| ocati ons

sm | es at individual

students and the
class in general;
pl easant expressions

appropriately
touches students

expressi ve, dynam c
style; variety;
shows feeling

pl easant, variety
for enmphasis
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Ri chnond, Gorham &

NON- | MVEDI ATE

remai ns at a
di stance behi nd desk
or lectern

i nfrequent or very
brief eye contact
only; |ooks at notes
or board while

t al ki ng

i nfrequent or
i neffective use of
hands and arns

formal, tense,
cl osed body
positions

sits or remains
stationary, rigid,
does not nove around

dead- pan expressi on,
frowni ng, or

unpl easant

expr essi ons

does not touch
anyone

dul |, npnotone
styl e; unchangi ng;
shows no feeling

too high/ | ow,
di stracti ng;
unchangi ng



Vol une

Articul ation

Vocal quality

Pauses

Fillers

can be easily heard,
variety

di sti nct
pronunci ati on,
correct

resonant, pleasing

for reflection or
enphasi s

uses no fillers

167

too | oud/soft,
di stracti ng;
unchangi ng

m spronounces wor ds,
i mpreci se or uncl ear

di st urbi ng,
di stracting, non-
r esonant

due to lapse in

t hought or

organi zation, too
| ong

di stracti ng use of
um uh, and, etc.
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[ SM LE, GLASSES, DESK] This is a video session of COW
1010. I"'mDr. Allison, and |I've been asked to speak on the
topi ¢ of persuasive communi cation -- that is, how people use
words to influence other people, [EMPHASI S] or convince
soneone to agree with them or persuade soneone to do
sonmet hing they want themto do. That is an inportant topic,
because in the nonth of Novenber all COW 1010 students wil |
del i ver a persuasive speech in their recitation section, and
what | do today could help you with that assignnment. |'m
ready to begin ny |lecture now. The title of today's class
session is "The Power to Persuade." [ STEP]

Communi cation is a social phenonmenon. By that | mean
t hat comruni cati on establishes |inks between persons and
connects themin sone sort of relationship. In those
rel ati onshi ps, people have goals, [ GESTURES] things they
want to conmuni cate, things they want to see happen, and
they typically use their words to help them acconplish their
goals. It's common for people to try to convince others to
see things their way or persuade themto do sonething they
want themto do. That's what persuasion is--using words to
i nfl uence peopl e.

An exanmpl e m ght be when you people deliver a
per suasi ve speech to classmates, you'll have to use your
skill with words to influence themto agree with you on sone
i nportant topic. Persuasive speaking is a very inportant
communi cation skill, because people influence one another
all the time in all kinds of settings, in one-on-one and
smal |l group interaction, as well as in public speaking where
one person speaks to many.

[ PAUL] You people would probably be surprised to | earn
that [DESK] the foundations of persuasive public speaking
date all the way back to 350 B.C. and the work of Aristotle,
t he Greek phil osopher and teacher. Aristotle identified
three strategi es speakers can use to support or prove their
arguments and thereby persuade their audi ence. These
strategies are called the [EMPHASI S| "neans of persuasion,”
and they are still identified by the Greek words that
Aristotle used. I'"'mgoing to take a nonment to explain to you
the three classic nmeans of persuasion. [STAND]
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The first means of persuasion concerns the influential
[ HEAD] power of reasoning, denoted by the G eek word | ogos.
| f people were to make a rational case for their ideas and
present argunents based on evidence, facts, and sound
reasoni ng, they would be using the persuasive proof called
[EMPHASI S] | ogos. To illustrate, picture a prosecuting
attorney making closing argunents before a jury. Attorneys
typically review the evidence, facts, and expert testinony,
then draw an obvi ous and reasonabl e concl usi on: [ DEEP VA CE]
"Since we have proved that A, B, and C happened, then it
stands to reason that the defendant is guilty."” That's an
exanpl e of |1 ogos -- when speakers sinply present a [ HEAD]
factual, rational case to convince their listeners to accept
the argunent. You guys use logos all the tine in one-on-one
conmuni cation, too. |If sonebody proposed to their friend
[ LI GHT] that they go to a steak house for dinner, and the
friend said they were sorry but they couldn't afford a big
di nner, then the first person mght say that it was 2-for-1
that night, and the friend would probably change their m nd
and go with them By introducing facts to support the
argunment -1 ogos-the friend m ght be persuaded to do exactly
what the first person wanted themto do. [PAUSE, STEP]

You people are going to have to nake good speeches to
your classmates, so I'mgoing to tell you about a couple of
techni ques that nmake rational appeals nore effective: First,
you'd better carefully plan the sequence of your main points
or argunments. Many people remenber the |ast things they hear
better than the first, and final argunents have strong
per suasive potential. That's called the [EMPHASI S] principle
of recency - when an argunent exerts persuasive power
because you presented it nost recently to your audience. For
exanple, if sonmebody dranmatically concluded a speech on drug
abuse by repeating the sinple theme "Just say no to drugs,"”
t hey woul d be counting on the principle of recency to nake
t hose final words nenorable and therefore strongly
per suasi ve. [ STEP]

Peopl e could rmake their rational appeals nore effective
if they would draw from several different sources that point
to the sanme conclusion. That's called the [ EMPHASI S]
principle of corroboration. Can a speaker show that
[ GESTURES] nedi cal studies, |awrakers, public opinion, and
their own experience all point to the same concl usion? Then
t hat case is very persuasive, because several different
sources corroborate or agree with their conclusion. That's
t he persuasive power of [HEAD] | ogos, and peopl e use | ogos
all the time to get others to see things their way.
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A l ot of people make a | ot of decisions based on | ogos.
But let's face it-everybody doesn't make deci sions based on
rational thinking. No matter how many facts and good reasons
there are to do sonething, sonme people are just not
convi nced by facts alone. This brings us to a second neans
of persuasion called pathos.

[ PAUSE, MOVE] To introduce pathos, | want to tell you
about a UNT student we'll call Lisa. Wen Lisa noved to
Dent on, her parents sat her down and said, "Prom se us
you' |l [EMPHASI S] never, ever drive if you have been
drinking al cohol. It's dangerous, it's deadly. Don't do it!"
It's clear to me that their argunent was reasonabl e, based
on fact, and [HEAD] made good sense. But |ike sone other
students, Lisa didn't nake all her decisions based on reason
and good sense, and so fromtine to tine she would drink at
a party and then [WEAVI NG GESTURE] drive her car back to
canpus.

[ SAD] However, sonething happened that persuaded Lisa
to change her m nd and her behavior. One night her boyfriend
was killed in a horrible accident caused by a drunk driver.
[ EXPRESSI VE] The | oss of her boyfriend convinced Lisa of the
very real dangers of drinking and driving, and it's no
surprise to me that she vowed never to drink and drive
again. There's a reason why I'mtelling you about Lisa: Wen
she changed her m nd based on [HEART] feelings rather than
[ HEAD] facts al one, she was convinced through the persuasive
means cal |l ed pathos. Pathos refers to the convincing power
of emotions, feelings, and inner notivation. \Wen people are
nmoved enotionally, sonetinmes they m ght nake decisions they
were not willing to nmake based on good sense and facts
al one. [ STEP, FASTER]

"Il cite another perhaps nore cheerful exanple of
pat hos: Have you seen the television commercials for
Hal | mar k Cards? [ DRAMATI C] Music, everyday scenes, people in
rel ati onshi ps, reaching out by sending a greeting card.

[ HEART] Pure pathos-love, friendship, celebration-the
experiences shared by all humans. Hall mark sells nore cards
t han anybody el se, and their ad canpaign is totally based on
pat hos appeals. Do you think people would be persuaded if
the president of Hallmark explained that [VOCE] their cards
are made from 100% cotton paper, they use top quality ink,
the glue on their envel opes tastes good and sticks | onger,
and all their poens rhynme? [ CHUCKLE] Nobody is persuaded to
buy cards based on | ogo argunents, even though the
information nay be true and rel evant.
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The persuasive neans called pathos refers not only to
enoti onal appeals but also to notivational appeals, which
are directed at the [HEART] inner forces that energize or
nove a person to do sonething. For exanple, a college
student wanted a successful career, and he was thinking
about going to |l aw school. Hi's academ c advi ser believed
he'd make a great |awyer, and she tried to persuade him by
telling himthat he'd probably earn [EMPHASI S] $100, 000 hi s
first year out of |aw school. That would be pathos, a
notivati onal appeal to the student's [HEART] desire for a
successful career. That would al so be an exanple of the
combi nation of [HEAD] |ogos (the fact that |awers make big
bucks) and [ HEART] pathos (the student's desire to succeed
prof essional ly). [PAUSE, DESK]

Now, | admt that some of you out there probably don't
| i ke pathos very nuch. You could be put off by strong
enoti onal appeals that seem mani pul ati ve and unet hi cal. Mny
people in our society today dislike those pathetic pictures
of starving children and the plea to "Send your donation
before it's too late."” However, it's inportant to know that
when enotional appeals are conmuni cated [ SLON EMPHASI S]
tastefully and ethically, they have an undeni able power to
per suade.

[ STAND] Next, I'Il give you a quick glance at a third
classic nethod of influencing people, the neans of

per suasi on cal |l ed et hos.

Ethos is different fromthe first two neans of persuasion,
because ethos refers to the speakers, rather than to the
words they say. A speaker's [GESTURE] power to persuade
soneone m ght depend in some neasure on the listener's
perception of the speaker's character and integrity. Think
about the personal qualities of the people who have
persuasi ve influence over you. How nuch credibility do you
attribute to your roonmate or spouse, your mmjor professor,
your parents, your pastor, priest, or rabbi, the President
of the United States? What is it about those individuals
t hat makes you believe themor not, take their advice or
not, agree with them or not?

Maybe you can see that the nore [CHEST] credible
speakers are, the nore potential they have to persuade
others. All persuasive speakers want to maxim ze their
ethos, their credibility as a person and a speaker.
Politicians, educators, advertisers, teachers and students-
they're [EMPHASI S] all concerned with projecting a
trustworthy, credible imge. People |listen to and foll ow
speakers who are [CHEST] credible, but they tend to [ WAVE
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OFF] reject the ideas of people they see as phony or not to
be trusted.

[ MOVE] Now |'m going to tell you what makes for a
really great speech. Speakers can increase ethos, their
[ CHEST] credibility, in three ways: First is the speaker's
conpetence, their know edge about the topic. Do they
[ EMPHASI S] know what they're tal king about? Are they experts
on the subject? Do they have experience or credentials that
make them an authority on the topic? A very effective
strategy used by sone persuasive speakers is to [ SLON
CLEAR] increase their perceive conpetence by referring to
authoritative sources that support their argunent. In
effect, these speakers align thenselves with recognized
experts, which makes them sound nore conpetent. Ethos
i ncl udes conpetence, and conpetence increases one's [ CHEST]
credibility.

Anot her way speakers m ght increase their credibility
with audiences is if they projected an image of confidence
and [ EXPRESSI VE] dynam c personality. That's called
charisma. Charisma refers to personal qualities that
[ GESTURES] attract others, excite them and inspire
confidence in the speaker's credibility as a | eader.
Listeners are nore likely to agree with speakers when they
use a dynam c speaking style, are open and honest, and speak
with energy and expressiveness--all those contribute to
one's charisma. Ethos includes charisma, and charism
increases one's [CHEST] credibility.

[ MOVE] Students who want to be proud of their speech
and feel like they've done a really good job should |isten
to a final tip on howto increase credibility. [EMPHASIS] A
very inportant dinmension of ethos is the listener's
perception of the speaker's [SLOW character and integrity.
Are their notives pure? Can they be trusted? Are they
basically noral, upstandi ng individuals who have their
listeners' best interests at heart? You see, it is
preferable to believe and follow a person of [EMPHASI S] high
character and to adopt their proposals. That |eads to a very
i nportant statement: [SLOW CLEAR] The npst persuasive
speakers, by virtue of their conpetence, charism, and
character, are perceived as [CHEST] highly credible and
t herefore have consi derabl e power to persuade.

Now you shoul d understand that sone people are nore
i nfluenced by their [HEAD] thinking, others by their [HEART]
feelings, and others by their perception of the [ CHEST]
speaker. The best speakers sel ect appropriate neans of
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per suasi on and use themin conbination for maxi mum
per suasi ve effect.

Those are [EMPHASI S] really inportant concepts that
somebody woul d need to understand if they wanted to express
their ideas and acconplish their goals. As far as I'm
concerned, that's what communication is all about. [WATCH|

Well, | suppose | should draw the I ecture to a close.
[ DRAMATI C, STRONG] Renenber this: there are at | east three
means of persuadi ng people, and the strongest and nost
persuasi ve appeal s conbi ne sone or all of these strategies.
When speakers use those principles, [SMLE] they can
probably acconplish their comuni cati on goals, because they
woul d possess the power to persuade. [SM LE]
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[ FROWN, SIT] H! Welcone to our video session of COW
1010. I'mJay Allison, and we're here today to tal k together
about persuasive communication -- that is, how we use words
to influence other people, [NO EMPHASI S] or convince themto
agree with us, or persuade themto do sonething we want them
to do. This is an inportant topic, because in the nonth of
Novenmber all COWM 1010 students will deliver a persuasive
speech in their recitation section, and what we do together
today will help you with that assignnent. So, if you're
ready, |'mready to begin our discussion. The title of
today's class session is "The Power to Persuade." [ READ]

Communi cation is a social phenonmenon. By that | mean
t hat comruni cati on establishes |inks between persons and
connects themin sone sort of relationship. In these
rel ati onshi ps, we have goals, [FAST] things we want to
comruni cate, things we want to see happen, and we typically
use our words to help us acconplish our goals. It's common
for us all to try to convince others to see things our way
or persuade themto do sonething we want themto do. That's
what persuasion is--using words to influence people.

For exanpl e, when you deliver a persuasive speech to

your classmates, you use your skill with words to influence
themto agree with you on sone inportant topic. Persuasive
speaking is a very inmportant comruni cation skill, because

peopl e i nfluence one another all the tine in all kinds of
settings, in one-on-one and snall group interaction, as well
as in public speaking where one person speaks to many.

VWhen G nny and | were tal king just now, she was
surprised to learn that the foundations of persuasive public
speaki ng date all the way back to 350 B.C. and the work of
Aristotle, the Greek philosopher and teacher. Aristotle
identified three strategies speakers can use to support or
prove their argunments and thereby persuade their audience.
We call these three strategies the [FAST] "neans of
persuasion,” and we still refer to them by the G eek words
that Aristotle used. Let's take sone tinme here and discuss
the three classic neans of persuasion. [SIGH READ]

The first nmeans of persuasion concerns the influential
power of reasoning, denoted by the G eek word | ogos. Wen we
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make a rational case for our ideas and present argunents
based on evidence, facts, and sound reasoni ng, we are using
t he persuasive proof called | ogos. To help us see this
clearly, picture a prosecuting attorney naking closing
argunments before a jury. Attorneys typically reviewthe
evi dence, facts, and expert testinony, then draw an obvi ous
and reasonabl e conclusion: "Since we have proved that A, B,
and C happened, then it stands to reason that the defendant
is guilty.” That's an exanple of |ogos -- when we
t houghtfully and skillfully present a factual, rational case
to convince our listeners to accept our argunent. W use
|l ogos all the time in one-on-one comunication, too. You say
to a friend, [FAST] "Let's go to the Qutback Steak House
tonight." And she says "I'msorry, | can't afford a big
di nner." Then you reply, "But they have a 2-for-1 speci al
toni ght," and she qui ckly changes her m nd and goes al ong
with you. By introducing facts to support our argunent-
| ogos-we often persuade our friends to do exactly what we
want themto do. [ SIGH|

| really want to see every one of you make a good
speech to your classmates, so let's | ook at a couple of
techni ques that nmake rational appeals nore effective. First,
you shoul d carefully plan the sequence of your main points
or argunents. Many people renenber the last things they hear
better than the first, and final argunments have strong
persuasi ve potential. That's called the principle of recency
- when an argunent exerts persuasive power because we
presented it nost recently to our audi ence. For exanple,
when we dramatically conclude a speech on drug abuse by
repeating our sinple theme "Just say no to drugs,” we count
on the principle of recency to nmake those final words
menor abl e and therefore strongly persuasive. [ PAUSE]

Here's anot her way we make our rational appeals nore
effective: we draw from several different sources that point
to the sane conclusion. That's called the [ STUVBLE]
principle of corroboration. For exanple, can we show [ FAST]
t hat nedi cal studies, |awmakers, public opinion, and our own
personal experience all point to the sane concl usion? Then
our case is very persuasive, because several different
sources corroborate or agree with our conclusion. This is
t he persuasive power of |ogos, and you and | use |ogos al
the time to get others to see things our way. [ MONOTONE]

A I ot of people make a | ot of decisions based on | ogos.
But let's face it-everybody doesn't nake decisions based on
rational thinking. No nmatter how nany facts and good reasons
there are to do sonething, sonme people are just not
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convinced by facts alone. This brings us to a second neans
of persuasion called pathos.
[ PAUSE, READ] To introduce pathos, | want to tell you

about a UNT student we'll call Lisa. When Lisa noved to
Dent on, her parents sat her down and said, "Prom se us
you' Il [FAST] never, ever drive if you have been drinking
al cohol. It's dangerous, it's deadly. Don't do it!" |I'msure
we all agree that their argument was reasonabl e, based on
fact, and nmade good sense. But |ike sonme other students,

Lisa didn't make all her decisions based on reason and good
sense, and so fromtinme to tinme she would drink a few beers
at a party and then weave and wobbl e as she drove her car
back to campus. [ MONOTONE]

|"msorry to say that a terrible tragedy occurred that
persuaded Lisa to change her m nd and her behavior. One
ni ght her boyfriend was killed in a horrible accident caused
by a drunk driver. Her deep sadness at the | oss of her
boyfriend convinced Lisa of the very real dangers of
drinking and driving, and we can easily understand why she
vowed never to drink and drive again. Now here's the reason
we' re tal king about Lisa: Wen she changed her m nd based on
feelings rather than facts al one, she was convinced through
t he persuasive neans call ed pathos. Pathos refers to the
convi nci ng power of enotions, feelings, and inner
notivation. When we are noved enotionally, we all nmake
decisions we're not willing to make based on good sense and
facts al one.

Let's ook at a nore cheerful exanple of pathos: Have
you seen the television commercials for Hallmrk Cards?

[ FAST] Stirring nusic, everyday scenes, real people in
meani ngf ul rel ati onshi ps, grandnothers, little children,
reaching out to one another by sending a sensitive and
enotional card. [NO EMPHASI S] Pure pathos-1ove, friendship,
cel ebrati on-the human experiences we all share. Hall mark
sells nmore cards than anybody el se, and their ad canpaign is
totally based on pathos appeals. Do you think we'd be
persuaded if the president of Hall mark expl ai ned, "Qur cards
are made from 100% cotton paper. W use top quality ink. The
gl ue on our envel opes tastes good and sticks |onger, and al
our poens rhyme." [ FROAN] Nobody is persuaded to buy cards
based on | ogos argunents, even though the information may be
true and rel evant.

The persuasive neans called pathos refers not only to
enoti onal appeals but also to notivational appeals, which
are directed at the inner forces that energize or nove a
person to do somet hing. For exanple, ny nephew Mark is a
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col | ege student who wants a successful career, and he's

t hi nki ng about going to | aw school. Mark's academ c advi ser
believes he'll make a great |awyer, and she tried to

per suade him by saying that he'd probably earn [ NO EMPHASI S]
$100, 000 his first year out of school. This is pathos, a
notivational appeal to Mark's desire for a successful
career. Here we have an exanple of the conbination of |ogos
(the fact that |awers nake big bucks) and pathos (Mark's
desire to succeed professionally). [PAUSE]

Now, admttedly, sonme people don't |ike pathos very
much. We're put off by strong enotional appeals that seem
mani pul ati ve and unet hical. Many people in our society today
di sl i ke those pathetic pictures of starving children and the
plea to "Send your donation before it's too |ate." However,
it's inportant to know that when enotional appeals are
conmuni cated [ NO EMPHASI S] tastefully and ethically, they
have an undeni abl e power to persuade.

Now, let's take a thorough look at a third classic
met hod of influencing people, the nmeans of persuasion called
et hos.

Ethos is different fromthe first two means of persuasion,
because ethos refers to you as a speaker, rather than to the
words you say. Your [FAST] power to persuade sonmeone depends
in sone neasure on their perception of your character and
integrity. Think about the personal qualities of the people
who have persuasive influence over us. How nmuch credibility
do you attribute to your roommate or spouse, your mgjor

pr of essor, your parents, your pastor, priest, or rabbi, the
President of the United States? What is it about these

i ndi vidual s that namkes us believe themor not, take their
advice or not, agree with them or not?

Clearly we can see that the nore [ MONOTONE] credible
they are, the nore potential they have to persuade us. All
persuasi ve speakers want to maxim ze their ethos, their
credibility as a person and a speaker. Politicians,
educators, advertisers, you and | as teachers and students-
we're [ NO EMPHASI S] all concerned with projecting a
trustworthy, credible imge. People |listen to and foll ow
speakers who are credible, but they tend to reject the ideas
of people they see as phony or not to be trusted.

[ READ] Now here's sone advice to help you nmake a really
great speech: we can all increase our ethos -- our
credibility -- in three ways: First is conpetence, or
know edge about the topic. Do we [ NO EMPHASI S] know what
we're tal king about? Are we experts on the subject? Do we
have experience or credentials that make us an authority on
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the topic? A very effective strategy used by sone persuasive
speakers is to [ FAST] increase their perceived conpetence by
referring to authoritative sources that support their
argument. In effect, these speakers align thenselves wth
recogni zed experts, which nmakes them sound nore conpetent.
Et hos i ncludes conpetence, and conpetence increases
credibility. [READ]

Anot her way we increase our credibility with our
audi ence is by projecting an i mage of confidence and dynam c
personality. We call this charisma. Charisma refers to
personal qualities that attract others, excite them and
inspire confidence in the speaker's credibility as a | eader.
Listeners are nore likely to agree with us when we use a
dynam c speaking style, are open and honest, and speak with
energy and expressiveness--all these contribute to our
charisma. Ethos includes charisma, and charism increases
our credibility.

[ FAST] Because | want you to be proud of your speech
and feel |like you' ve done a really good job, I'"'mgoing to
share with you a final tip on how to increase your
credibility. [NO EMPHASI S] A very inportant dinension of
ethos is our classmates' perception of our [FAST] character
and integrity. Are our notives pure? Can we be trusted? Are
we basically noral, upstanding individuals who have our
fell ow students' best interests at heart? You see, it is
preferable to believe and foll ow a person of high character
and to adopt their proposals. This brings us to a very
i nportant statenent: [FAST] The nost persuasive speakers, by
virtue of their conpetence, charism, and character, are
percei ved as credi ble and therefore have considerabl e power
t o persuade.

Now we under stand that sonme people are nore influenced
by their thinking, others by their feelings, and others by
their perception of the speaker. That's why the best
speakers sel ect appropriate neans of persuasion and use them
in conmbination for maxi mnum persuasi ve effect.

These are [ MONOTONE] really inmportant concepts that we
all need to understand if we want to express our ideas and

acconplish our goals. | believe this is what conmunication
is all about. [WATCH]
Well, it's been fun, but we need to draw this to a

cl ose. [ MONOTONE] Remenber this: there are at | east three
means of persuadi ng people, and our strongest and nost
persuasi ve appeal s conbi ne sone or all of these strategies.
When we use these principles, we can acconplish our
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conmuni cation goals, because we possess the power to
per suade. Good-bye, and good | uck! [FROM]
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APPENDI X M
RATERS MEASURE OF VERBAL | MVEDI ACY

Tape Nunber Rat er Number

TEACHER S VERBAL | MMEDI ACY BEHAVI ORS

Circle a number to indicate the teacher’'s overall verbal
i mmedi acy during the videotaped instruction you observed:

VERBALLY | MMVEDI ATE 6 5 4 3 2 1 VERBALLY NONI MVEDI ATE

ACQUAI NTANCE: first 6 5 4 3 2 1 FORMALITY: fornmal

nane basis, teacher nanes or no nanmes at
and students al |

OPEN: sel f - 6 5 4 3 2 1 CLOSED: inpersonal,
di scl oses, shares structured, holds
positive personal class at a distance

experi ences

| NCLUSI VE: we, our 6 5 4 3 2 1 SEPARATE: you peopl e,

cl ass your cl ass

CONCERNED: cares 6 5 4 3 2 1 UNCONCERNED: seens not
about students, to |ike or care about
seens to |like them St udent s

DETAIL: detailed 6 5 4 3 2 1 UNCLEAR: too general
expl anati ons and to be clear, sonetines
story-telling conf usi ng

LONGER CONTACT: I'Il 6 5 4 3 2 1 SHORTER CONTACT: |
take sone tinme to do only have a mnute to
this do it

CERTAI NTY: they do 6 5 4 3 2 1 PROBABILITY: they
coul d, they night,
t hey woul d
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ACTIVE: | told her 6 5 4 3 2 1 PASSIVE: | had to tell
her, | was asked to
tell her

NEAR: here, these, 6 5 4 3 2 1 FAR there, those,
this t hat
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RATERS’

Tape Nunber

Rat er

APPENDI X N

Nunmber

MEASURE OF NONVERBAL | MVEDI ACY

TEACHER S NONVERBAL | MVEDI ACY BEHAVI ORS

Circle a nunmber

to indicate the teacher’s overal

nonver ba

i mmedi acy during the videotaped instruction you observed:

NONVERBALLY
| MMEDI ATE

6 5 4 3 2 1

NONVERBALLY
NONI MVEDI ATE

Appr oaches vi ewers,
steps in front of
desk

Frequent, prolonged
eye contact

Gestures wi th hands
and/or arms to
illustrate or
enphasi ze points

| nformal , rel axed,
open body positions

Wal ks ar ound,
and changes
positions and
| ocati ons

shifts

Smles at viewers in
general, pleasant
expr essi ons

186

Remai ns at a
di stance, stays
behi nd desk

I nfrequent or very
brief eye contact
only; | ooks at
notes while tal king

I nfrequent or
i neffective use of
hands and arns

Formal , tense, cl osed

body positions
remai ns
rigid,
nove around

Sits or
stationary,
does not

Dead- pan or
unpl easant,

expressi on, frowning



Expressive, dynanic
speaki ng styl e;
vocal variety (tone,
pace, etc.)

Shows feeling

Di stinct, correct
pronunci ati on

Uses no fillers such
as um uh, and, etc.

Dul I, nonot one
speaki ng style;
unchangi ng

Shows no feeling

M spronounces words,
i mpreci se or uncl ear

Di stracting use of
um uh, and, etc.
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1.

APPENDI X 0O

SUBJECTI VE RESPONSES FROM RATERS
Did the conditions you observed on the videotapes appear
realistic and a reasonabl e representation of the
specific verbal and nonverbal conbinations | have just
reveal ed to you?
Al raters replied affirmatively. Three raters said that
t hey had had a teacher who resenbl ed the i medi acy
conmbi nati on they observed on the tape.
Did you see or hear anything that seened out of place or
woul d have distorted or m srepresented the specific
condition | just revealed to you?
Only one rater answered positively. She said that, on
tape 1, the instructor "seened limted to a tightly
defi ned video area around the table" and that natural
cl assroom delivery woul d probably have provi ded greater
flexibility of novenent.
Do you have any other comrents or observations about the
t apes you vi ewed?
Most made brief, positive comments affirm ng the
conditions. One rater said, "I really had to concentrate
to focus ny attention on the verbal cues al one, because

it is hard to separate the verbal and the nonverbal."
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APPENDI X P
SUBJECTI VE RESPONSES FROM PARTI Cl PANTS

Visited Sections 237, 239, and 242
10- 11 days after the experinent

1. Who attended the video session in Woten Hall?
Majority of hands up (76% of enrolled students attended).

2. What did you expect? What had your instructor and small
section | eader told you about it in advance?

Majority had no expectations, no idea what to expect.
Only knew it would be video, nothing about content, but
that they would be held responsible for the informtion
and get points for attendance. "W weren't told anything
except to be there.” One thought it m ght be sonebody
nmore |ike the course instructor. One expected a live

| ecturer, not video. One thought it would be nore
interesting than it was.

3. Students were told which specific conditions they had
viewed, then were asked: Was the tape you watched a
realistic representation of the intended condition?

Condition 1 - 16 of 17 students agreed that it was as
described. One called it "traditional, just what you'd
expect from a videotape" and therefore boring to him
Anot her added that the material was already famliar to
her, but that the instructor noved around and used
gestures while teaching.

Condition 2 - Al 15 students agreed that it was as
descri bed. Very boring, no novenent, too nuch reading.
One said the informati on was good but the teachi ng was
not; she could listen and | earn but not watch him and
| earn, since he made no real connection with the

audi ence.

Condition 3 - Al 13 students agreed that it was as

descri bed. One added that the teacher seened personabl e
but sounded |i ke he didn't know what he was tal king
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about. Another said she tried not to pay attention to his
delivery but to the informati on he was presenting.

Condition 4 - Al 15 students agreed that it was as
descri bed. Very boring teacher, one student said he
nearly wal ked out.

. Did you hear or see anything unusual in the tape that
woul d contradict that condition, or seened out of place
or confusing?

Condition 1 - No contradictions, but sonetines the smles
and gestures seened forced and scri pted.

Condition 2 - No contradictions not ed.

Condition 3 - No contradictions, but he nay have overdone
the smles at tines.

Condition 4 - No contradicti ons not ed.

. Do you have any ot her comments or suggestions about the
tape you saw, as it relates to the condition we were
attenpting to portray?

"Peopl e who |ike conputers and technol ogy m ght |ike
vi deo courses, because you can sit there and take in the
information and take notes. But sonebody who doesn't |ike
that style m ght not |ike video | ectures very nuch.”

. One final question: Have you ever had a teacher who
comuni cated simlarly to the tape you wat ched?

Condition 1 - Al 17

Condition 2 13 of 15

Condition 3 - Al 13

Condition 4
boring before)

7 of 11 (4 said never had a teacher that
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instructor was actually performing one of four scripted
manipulations reflecting higher and lower combinations of
specific verbal and nonverbal cues, representing the four
cells of the 2x2 research design. Immediately after the
lecture, students completed a recall measure, consisting of
portions of the video text with blanks in the place of key
words. Participants were to fill in the blanks with exact
words they recalled from the videotape.

Findings strengthened previous research associating
teacher nonverbal immediacy with enhanced cognitive
learning outcomes. However, higher verbal immediacy, in the
presence of higher and lower nonverbal immediacy, was not
shown to produce greater learning among participants in
this experiment. No interaction effects were found between
higher and lower levels of verbal and nonverbal immediacy.
Recall scores were comparatively low in the presence of
higher verbal and lower nonverbal immediacy, suggesting
that nonverbal expectancy violations may have hindered
cognitive learning. Student motivation was not found to be
a significant source of error in measuring immediacy’s
effects, and no interaction effects were detected between
levels of student motivation, teacher verbal immediacy, and

teacher nonverbal immediacy.



