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l'xExténding the Challenge:
M . .
Working Toward a Common Body of Practice for Teachers

4

Concerned educators have always wrestled with issues of excellence

- Rl
by

and professional development. It is argued, in the paper "A Common Body

of Practice for Teachers: The Challenge of Public Law 94-142 to Teacher

Te

Educatibn,"**that the Education forfATlﬂHandicapped Chi]dreh Act of 1975
provides the necessary impetus for a cphcerted reexaminatfon of teacher -
education. Further, it is argued.that thijs }eexamination shou]d enhance
the process of Fstab]ishing a body;of'know1edge common ﬁo the members of
the teaching profession. The paper continues, then, by outlining clus- .
ters of capabi]ities_that‘may be included in the common bod} of‘know]gdgef

Y

These clusters of capabilities provide the basis for the following mate-

)
o

rials, ' : .
The materials aré¥%riented'toward assessment and deve]obment. First,
the Qarious cohponents? rating scales, self-assessments, sets of objec- -
" tives, and reSpective,raéiohale\énd know]edgé base5'aré_desighed to enable
teacher educatdrs to assess iurrent practice relative to the knowledge,
éki11s, and commitmenfs oﬂt]inéd in the‘aforementioned paperl _Tﬁe assess-
ment is conducted not necessarily to determine the worthiness of 3 proeram
or practice, but rather to reexamine current practice in order to articu- -
late essential. common e]eméhts of teacher education. In éfcht then, th;
"challenge" paper and the ensuing materials incife fgrther discuss%on

4

regarding a common body of practice for teachers.

*Pub1ished‘by the American Association of Colleges for Teacher”Education,
Washington, DC, 1980 ($5.50). ' !



Seqpnd Sqd closely aﬁigned to assessment_{s the deve]ﬁpmenia] per-
spectiye offeréd by thesé materials. The assessment process allows the

user to vie& current practice on a dév;iopmental'tontinuum, Therefore,

L . desired or more appﬁopriate‘practice is readily identffiab?e, On another,

- perhaps more important dimension; the‘"cha]]enge" paper .and these materials
focus discus;ion on preservice teacher education. In making decisions -
régarding a common body of practice it is essential that specific
knowledge, skill and commitment be acquired at the preservice 1éve1. It -
is a{so essential that other additiona{ specific knbw]edge, skill, apd
commi tment be acquiﬁed as a teacher is inducfed into the profession gnd
matures. with years of exp%yience. Differentiatfng among-these‘1evels of .

_profess%onal devaiopment is paramount. These matéria]s‘cén be.used in

-+ forums in which focused discussion will exp]icqte better thg necessary
elements of preservice teacher educatidqz This explication will theh-

> a]]ow'more productive disco:;;e on‘the neceésary capabilities of begin-

ning teachers an® the necessary capabilities of ‘experienced teachers.
fﬁ"brief, this'work.is an’effort to capitalize on the creative

ferment of the teaching profession in striving toward excellence and

» professional development. The work is to he viewed as evolutionary and

2

formative. Contributions from our colleagues are heartily welcomed.
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_ This paper presents one modu1e in a series of resource‘materials

which are designed for use by teacher educators. The geresis of these

materials is in the ten "clustérs of capabilities," ouglined in”’the

paper, "A Common Body of Practice for Teachers: The CHaJ]enge of
B v
Pub]ic:Law 94-142 to Teacher Education,™ which form;the proposed core
of professional knowledge needed by professional teachers whe will
practice”in thé world of tomorrow. The resource materials are to be
used By teacher educatgrs to reexamine and enﬁahce their current prac-
t%ce in preparing c1a§srooh téachérs to work.competent1y and éomfortab]y
with children who have a wide range of individual needs. Each module
provides further elaboration of a specified "cluster o} capabilities" -
in this case, Teacher Communicqtion in the Classroom: Process and

Implications.

Sfii-m
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Contents
Within this flodule are the following components:

..o Set of Objectives - The objectives focus on the teacher educator ’ Pége 6

) rather than the student (preservice teacher). They identify

~what can be expected as a result of working through the
materials. Objectives which apply to all practicing teachers
also are identified. They aré statements about skills,

knowledge, and attitudes which should be part ®f the "common

b

. - body of practice" of all teachers.

. //) _ RatingﬁSca1es - Scales are included by which a teacher educator _ Page 9
) cohld,’in a cursory way, assess the degree to which the '
" knowtedge and;p}actices ddentified in th{s module ére being
transhikted in his/her teacher-training program.’ The'rating
Sciles aTsé hrovide a catalyst for further thjnking'in each
area. -

. Self-Assessment - Specific test items were developed to determine Page 10

a user's working knowledge of the méjor cohcepts and prin-
ciples in each subtopic. The ;e1f—assessméﬁt may be used as
*a pre—assessmént to determine whether one ng1d;f{nd it
_wdkthwhi]e tg gd through the modu1e or as afgeIffcheck, éfter
the ‘materials have been worked through. _Thé self-assessment

items also can serve as examples of mastery test questions .

i

for students. . <,
[ Y i
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‘ Rationale and KndW]edqe Bése - This section'of the1ﬁodu1g summarizes‘ Page 13

"the knowledge base and empirical support fer selected topics on

teacher communication in the classroom, emphasiiing a conceptual

framework for understand1ng the process of commun1cat1on in the.

-

classroom,- the “teacher's role in that process, and the 1mp11ca-

L) - ’

_ tions for instruction. . T
e Communication Competence - .~ Page 13
. ‘ o The Communication Process a o P;ge\15
- ' o The Role of Self jn the Commupication Procéss " Page 21
’ e Barriers to Communication Effectiveﬁéss R ~ Pag¢¥ 25
. e. Enhancing Communication Efféctivengss Page 31
° Conmunicatiqn Functions- - , Page 31
o Social Sensitivity- ] d Page 33
o Active Listening : B Page 33
e Honest Commh::Lation ' ~* . Page-34
”»- : g “
) e Implications for Instruction ‘ e Page 374
References | ) f - o Page 46
Resourcés;—The'ﬂppendices contain resources relevant to énhancing - \

teacher communication competence in the/slassroom.

APPENDIX A—Publications (reproduced with permission) are

- ) _
. / R _ Ly}
included which support and expand the knowledge base -

. ,reievant‘;o enhancing teacher communication competence in
the.classroom. They also should provide stimulus material

for student discussions. ‘ L.
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APPENDIX B—Information contained in this section further
. . defines "commﬁnication cohpgtence," details the functions

' of jcommunication, and provides both a p]anning matrix for
\ - classroom communicétion activities, and several sample

exergises foy implementing the functions.’. .

;o o ‘ /

. ' . ” M N
v ~APPENDIX C--This section contains sample outlines, exercises,
' T "
& : « and* evalustion forms for a variety of communication activities.
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»
TEACHER COMMUNICATION IN THE CLASSROOM:
L PROCESS AND IMPLICATIONS

. « .Trying ‘to teach w1thout understqu1ng its relationship

\ to the communication process is a bit like eating,a chocolate
sundae without the fce cream--a bit sticky, and not very

-~ satisfying. (Hurt, Scott & McCroskey, 1978, p. 10)

..,.‘

s -The c]usters of cibab111t1es identified in A Common Body of Pract1ce

for Teachers The Cha]]enge of Public Law 94142 to Teacher Educat1on

(April, 1980) address the cr1t1ea1 issues facing ‘teacher educat1on tra1n1ng
programs in prov1d1ng a framework to prepare individuals to "practice"
‘education: to facj]itate and improve the learning of all students-—excebtional
and non-exceptional alike. As we examine these clusters ‘of capabilities, a-

-»

conceptional thread emerges and b;nds ai] other domains of professional
competence:- the professional's éompetehce as a eommunicator. fhe

1ncreased demands for accountability, for cooperative teaming approaches,

for individualized programs to meet the needs of mu1t1cu1tura1 and. ma1nstreamed
Students,was well as the growing recpgn1t10nhthat communication cbmpetence is
central to a student's academic, career, and personal successAaccent the need
for greater emphasis on communication education ftr practitioners and teachers
in training._  As emprasized by communication researchers, Hurt, SCOtt,)and)

\}
McCrg;key (1978), communication is the essence of teaching.

Throughout the modules developed as part of this serigs, the e
centrality qf communication competence to the improvement of learning and

instruction is reinforced. In preparing the prospective and/or experienced

teacher, the clusters of capabilities recommend including content and
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instructional strategies which're1ate directly to the teacher's competence

as a communicator. For example, the "clusters" emphasizé such teacher

/

chmunication competencies as:

»

s (1) Uhde;§2anding the role of ora{ communication as a basic skill;
(2) Improving personal development skills (e.g., goal setting,
problem-solving, decision-making, and COﬁéyict resolution);
(3) Creating positive classroom environments y skillfully analyzing
student populations; * .
(4) Developing énd.maintaining effective teamihg, negot%ation, and
consultancy sk1ﬁs in 1nt’eract10ns with ébﬂeagues,in regular
and speciaﬁ gduca;ion, with supervisofs, with parents, as well
as with other proféssiona1s in education and health who are
concergéd w1ER meeting the needs and rights of all students;

(5) Es;ab?ishing and maintaining effective relationships which exhibit
';espect, trua}, cooperation, ahd-sensitivity with students and;”
their parents; ) ( ‘ ‘

(6) Facilitating student-student re]ationshipg by providing students
with a firm foundatfon in human development skills, emphasizing
an_uﬁderstan&ing~of’the communication process and an ability to
imp1emeﬁt gppropriaté intra- and interpersonal coﬁmunication
behaviors;

-

(f) Understanding and utilizing appropriate problem-solving, assessment;
gnd obfgrvationa1 techniques, including effect:Qé’verba1 and non-
verbal 1isfeniﬁg behaviors for identification and referral of students
with specia1-needs; and | ;/

. (8) Selecting and adapting appropriate content and instruction;1

strategies to meet students' individual and group needs.

- -

Y
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As indicated in the preceeding list, a teacher's competence as
a communicator--whether in intrapersonal (e.g., personal déwelopment skills),

interpérsonal (e.g,, teaming, conkuftéhcy, quest}oning skills), lecture

(e.g., informative or'persuasive presentational skills), or mediated contexts-

t

(e‘g.,'videotape/te1evision'uxiTﬁzation skills)--carries a significant role
~ - &

in the teaching-learning pardigm. These competencies émphasize the need for

a cognitive or knowledge base in communication; i.e., téacher-trainees must

understand (a) the communication process, (b) the'teacbey4s,ro1e in that
process, and (c) the imp1ications of the communi;ation process for instruction,

Similarly, these competencies stress ‘the need for an affective baseﬁ i.e., a

> -
sensitivity to the verbal and nonverbal communication dimensions in the

transactions which occur in the teaching-learning process; and a behavioral

or performance base; i.e., an ability to implement and model communication

behav{ors which are approgriete for the myriad of situations confronting

4

teachers in and outsidg their classrooms.

- The }mportance of coﬁ;unication cbmpetence for the student's academic,

social, and career success (Glassi & Glassi, 1978; Becker and Ekdom, 1980;

Page and Perelman, 1980; Blitstein, 198i; S§u11y; 19813 Johnsoq‘andvdoﬁhson,
1982) reinforces the need fpr teacheﬁ:trainees—to be prepared as competent '
communicators, able to providere*é;ant 1nstruc§ion aﬁd’mode11ing behaviors
i; communication skills and étrategies. Indeed, research has shown a - ~
teacher's competence aqf comfor% as ﬁ communicator (i.¢., ability to ' ,/’*

" mode] apprqpriatg commumication behaviors) sigpificant1y affect the development

of a student's communication orientation and behavior--particularly from pre-

school through granp%ivé (McCroskey,'1970). A teacher who isfgnxious about
¥

2 | .
N .
.

>
Y
oo
~
.
’ ) 'h';‘;. o
AT s



~

3 .}4 ’
Ay x

his/her presentational skills, for example, communicates (verba1lf and
Y
. ; (‘

- nonverbally) that fear and anxiety’to students, evoking within the .students

e .
fear and .anxiety for similar situations.

A teacher possessing communication competence. (cognitive, affective, °

and'behavioraT competence as a communicator), therefore, should be able to

utilize' and adapt a variet& of instructional strategies (e.g,, questionin%/
1nterv1ewing,.§2311 group discussion, 1écture, caSe-Study,«and.ro1é-p1aykng
formats) in spec1a1{zed content areas .fgr learners with varying degrees_of N
éapabi1ifies-and\heedsf Studies by Staton-Spicer_and Bassett_(1979), Bodk
and Ei;enberg (1979), and Staton-Spicer and MafE;;ahﬁte (1981) have found.

experienced and prospective practitioners alike concerned about their

communication 1ﬁ the classroom. They are concerned about themselves as

communicators, the task of communicating in the classroom, and the 3mgact

- of their communication on others. While students should receive systematic

~instruction in oral communication in well-defined Segments of the schools'

curriculum, teachers in all academic areas should be prepared to use and
model a variety of communication strategies.in their classrooms, thus,

emphasizing the importance of communication competence for all Tearners

(Del Polito, 1980).

‘Unfortunate1y{,whi1e courses, under the aegis of a variety of

university departments (e.g., Psychology, Education, Gdunse]11ng, Sociology,

" and Speech Communicétion), focus on communication competencies both inside

and outside the c1aSSroom, and while numefous publications,- including the

modules within’this series, address many of the variables affecting class-

"room communication, for the most part, practitioners are not'prepared to

facilitate, designy and or implement communication strategies appropriate for

L

the many new }o1es &emanded of them 1n'today's classrooms.

13
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lIh%s module Qt11 not provide ghe teache;‘eQucator with ahswehs to «
a]1 questions. related to teaching communication c;mpetence. The scope of
this puh1%cation 15 Timited; it will not aetai1 strategies for asking
quest1ons, present1ng 1ectures, conducting 1nterv1ews, 1ead1ng small group

or class discuss1ons, or other communicat1on acts; university courses are

kﬁ-have beerr written on each of these sub3ects-—severa1

taught and § a

5 “
pub11cat1ons‘are included in the b1b11ography Rather, the purpose of this . ..
. ’ _ .

module ‘is to provide a conceptual framework for understanding the process of

communication in the c1as$room, the teacher's role in that process, and the

4

implications for instruction. With such a conceptga1 frameWork, and by

e

prov1d1ng a communication pérspective for synthes1z1ng 1nformat1on from the

suggested reference materials, the other modules, and the teacher educator S

~

experiences in the c1assroom, the acher educator‘W111 be -able to consu1t
effectively with co]]eagues in co unication and other disciplines to es1gn !
programs which prepare prospect1ve teachers to 'be effective competent

communicators in meeting the needs of all students. v .

$

The next several pages'proviae cbjectives for both the reader ana : “f//"
for teacher-training programs, a rating scale for‘cuhrent programs, ahd' |
a se1f—assessment are—test for the readeh. It is hoped this self-instructional
format will assist readers in addressing the content issues re]ated to
teacher com@unication competence in the classroom; specifica11y»ka) the
process of communication; (b) barriers to'communﬁcatfon effectiveness;

(c) strategies for enhancing cdhmunication‘effe iveness; and
(d) implications for instructtcn.' Important1y,cteaders should review the
apbendixed material in conjunction with the initial text information to obtain’

«

full benefit of the module, | ; @

_104' | *




OBJECTIVES OF THE/MODULE
Upon-compltetion of this module, the:teacher educator will be bet}er

table to:

"y

1. Provide a rationale fort including communication competency training

" in teacher education programs ;

> .
\.

‘ R A
*?5"jf:~\2, Understand, and discugs the process of Communication in the class-! ) o
- R '. ~ » . I'\. \r._l -
room; tre teacher’s role in the procCess, apd the implications for instruction;
3. Undqufend and discussﬂthe 1nterrelationsh1p between Mdf- concept
theory and the process of communication to.the 1mp1ementation‘of effective

communication strategies in the c]assroom,. ) -
1 . , *

' N ‘ .
_ y
4. Understand and discuss barriers to effect1ve classroom communication
e '
and their 1mb§Et on student learning, part1cular1y as re]ated to instruc-

tion “in mainstreamed classrooms; .

¥ . : ' . - | y \//f

5. Understand®and discuss the impact of sotial semsitivity, active .
listening, and honest communication in the design~and adaptation of Q!

L ] £

: effective‘ instructional strategies; and j : \ - “\3% .
"
- <
6. Understand and discuss the goals of communicatijon cd‘k:tence, the j&
five functions of communication, and a methodology for 1mprov1 g the

’ communication behavioriof teacher-trainees,




v

\

Reasonable Objecfives for Teacher Education

Students in teacher training programs should have knowledge,
practical s§111s, and commitment to professional performance in

effective classroom communication. Specffica11y, programs should pre-

A )

pare praetiFioners and prospective teachers to: :

/ . | ‘ . ) ] - X
o / ] . -

1. Understand the process:of communication, the teacher's role in the

process, and the implications of effective classroom communication for both”

teacher and student;

3

2.. Utilize instructional strategies which help expand and evaluate the

teachers' and theTr.students' repertoires of commgnicatioh-ski11§'and Know-

1edge across the funbtions of communication for improved growth and learning;

o

3. Comhdnicate efﬁeétiVely and be able to modei appropriate béhaviors
throug%out the schoq] day:* in active 1{§teﬁ1ng, effectively asking and
answering questidﬁs,_giving directions, leading group discussions, -
problem-solving, resolving confliets, lectuying, and Fontinua11y adapting

messages to their audiences of students, colleaques, and parents;

-

4. Discuss the communication process, strategies, and skills with

-

students, colleagues, and parents;

¢

5. Create classroom environments in.which:students feel free to talk,

without criticism in their use of language;

16

-*
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6. Provide a'var1ety,df learning activities.adrose content areas _which
al]ow students to select and practice the functions of communicatjon in magy

S1tuat10ns (e.qg., in one to one 1nteract1ons, such as 1nterv1ew1ng, in

small group pzéb%em-so1v1ng interactions; in presentations td inform,

persuade, enterta1n, and 1in contructing and eva]uating arguments, adver-
tisements,and other persuasive messages);

: < _ . s
V7. Train students to evaluate their owp and others' behaviors and
knowledge of the communication process; and
/8,

Understand the re]ationship and the 1mp11cat1ons of the students

oral communication competence to their academic syccess in other areas of
the curriculum and

to their future academ1c, career, and social succese.
"
' ) N
) =
e
4
AL S
e
‘ .
»
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Rating Scale for Teacher Preparation Program ,;/
_____ 1. Students in the teacher education)prog?am receive no sthematic
i 1nstruct16n in the éommunication procéss. Students perceive
¢ "communication" as limited to "speak{ng“ and "listenihg" Qith
11tt1e or no awareness of the dynamic process which occurs
among_ 1nteractants /f .
h 2. Students receive instruction in Wtommunication"'somewhere in

N

their educational program, but ;here is little or no opportunity

, for students to pract1ce thésg strateg1esj§h

3. Students receive instruction'in classroom communication process

and strategies and have opportunities to practice their communi-

?

cation strategies. They are not, however, assessed for, nor
: / - i

held accountable for, mastery of specific skills.

4. Students recei&e extensive instruction in classroom communication
process, strategies, and skills, and are m0n1tored for their

ability to perform effect1ve1y in practice sess1ons

5. Students receive exte sive instruction in classroom communication

- . s -

' ' ~ process strategies, an¥skills, monitored for their ability to

perform-éffettive]y in practice sessions and in student teaching.

o7

Additional training is p vided as needed.

¥

15
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) \ ' Self-Assessment ] .o |

( : . s - et st sttt e A

This module beginsNﬁ{ﬁﬁ_énﬁééfééfj.d¥ﬁéiﬁﬂéb6§ém{S.to'he1b dete;m{ne

>
»

-how familiar the reader is with the content. The pretest jtems are keyed

to sections of the module. If more information is desired on a certain

co . item, it is possible to turn directly to the relevant section identified
in parenthesis. Thus, whether or ‘not the response is correct, notes made

1 t . :
during the pretest can be used to guide further reading.

h]

-2

1. Define "cdhmunication." (Communication Process)
4

2. Define and explain the intrapersonal communication process and ¢

its critical elements. What are the 1mp11cations<1ffhjs'defjnition for . -

4

teacher training programs? (Communication Process). V¥
3. Exb]ain the following quote from J. Keltner-(1970): "What we

. actually do when we speak to each other is talk to,ourselges." (Communi-

-

cation Process) .
Y4 5

4. To what extent student perceptions of teache; comhﬁnication
behavidbrs make a difference in the student:' academic achievement?
Explain. (Cbmmunication?%rocess)" ‘ . T

5. To what extent teachers'4sZrceptioqs of sfudents infiuénce the

'

» “students' academic achievement? Explain. (Communication Process)
6. Define "communication competence." To what extent does perférmance
affect one's competence as a communicatoé (Commun1caf10h Probéss) -
7. Explain the role of self-concept in the communication process.
How does’ self-concept affect communication in the classroom? (tommunication
Process)' ' ' | ' : \ .
8. Define "self-concept enhancement." What is the-re]ationsﬁ{p between

self-concept enhancement and evaluation in the classroom? (Communication

Process) | ,

1Y
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9. Identify at least five strategies for enhancing students' self-

. . » , .
emrionn ... concepts. in the classroom. What impact can these strategies have on the

students' competencies as communicators? (Communination Process and
Agperidix A: Guidelines) |
g 10. Define "noise" as it occurs in the communication ‘process.
(Barriers to Communication Effectiveness) -
11. Identify éf 1éa§t five barriers to effective classroom coﬂgnnif
, cation. How will these barriers affect students jn a mainstreamed class-

5]

‘room? (Barriers toACommunization Efﬁectiveness)

‘-12: 0 what extent dnesilanguage affect one's attitudes toward
students with handicapping,conditions? What are the implications for
"~ _instruction?- {Qgrriers to éommunication Effectiveness and Appendix A

article by Del Po]1to) X | .
13. Define ‘"defensive" listening. HWhat classroom communicatipn .
behaviors Mangrecipitate defensive listening? What recommendations wonld

you suggest to teachers to 1mprove 11sten1ng behaviors in the c]assroom7

(Bnrriers to Communication-Effectiveness and Enhancing Communicative

Efféctiveness) o ‘-

14. Identify and explain the five function§ of communication.

(Enhancing Communicative Effectiveness and'Appendix'B) |

15. How could the functions of commun1cat1on be implemented into an
ﬁgustmg teacher educ&tﬂon program? (Enhancmg Communicative Effectweness

gnd Appendix A article by Vogel and Fetzer) - 7

16. Identify and explain three skills whicH are Lasic to the téachers'

and students' abilities to understand one's self and others, obtain and




£

-12-

utilize feedback from otfmer:s N agd des?ilgn and adapt appropriate communication

. :"S'trateg1'9'3';'“"‘*;( ﬁg\hantﬁwg'“f:mmun*i‘éatfve “Effectiveness “) CTTTTmmTTETmEmmm s s mma e e e e e

-

17. Identify‘and explain a mgthbdo]ogy for improving communication

effectiveness for both teachers and students. (Implica¥ions for Instruction)

LI '

9

e
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Communication Competence

[y
B B T T O I I LI SO T NP O .._.-_.4.......4-......ﬂ~.-«.....\-...}......u.‘-... 4 e e e -
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As established in the opening section, a teacher's competence as
a communicator is critical to the success of the teaching-learning process.
One's cognitive knowledge of communication bFOCésses and implications,
affective sensitivity to all verbal and nonverbal dimensions of the process,

N

and behavioral ability to select &nd model appropriate communication g

behaviors are central to the instructional process. The 1nstruct10na1 process,
- ’ t - T —— —

equated here with the communicat1on ?rocess, is a dynam1c, on- go1nq, circular

process wh1ch is constant1y chang1ng7 Communication comgetence Tnvolves the

a

dynamic transaction which o¢curs between people. In the c]assroom, the

transaction occurs between teacher and students, students and students, and
any. other personé impacting the teaching-learning paradigm (e.g., principals,

parents, .siblings, aides, and related health and education professionals).

/, Ora]'cbmmunication competence is defined as the ability of an
individual to select, adapt, and'implement speaking and listening behaviors
appropriate for the purpose, audience (one or more individuals), and the context

»
of the interaction. Knowledge of communication behavior and strategies is

insufficient; one also must be able to demonstrate that khowledge }n a given
situaPkﬁ‘£}1k>ut11ize aﬁd demonstrate the knowledge one has about communication
in the classroom, one must be "tuned in" to the verbal and nonVéEba] nuances

of the commuhication tréné‘E:::h--the on-going and dynamic trénsaction--within

the c1assroom_context.

-

For example, reflecting on her students' incomplete hbmework assignments
and irate phone calls from parents, the bright, loquacious English teacher will

need to reevaluate her communication behaviors in presenting the ass1gnmen§
\ ¢ ~

. ! ' : o 5"
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Her sevaluation might include her use of vocgbulary, organizational approach,

v

““and/or suppqrting or clarifying data for the specific receivers of her
communicatié?.(e g. s inner-city eighth graders, readying themselves for
the next per1od s~ pep rally). Perhaps, her inability to perceive accurate]} or
adapt to her students capab111t1es, the1r nonverba1 react1on; in the form of
blank staggS?and inattentive behav1ors, as well as ;he extenuating |
circumstanceé of the envindnmental and experiential. context of the situation
(e.g., the upcoming pep ra]iy'for the evening's bié-footba]] game_with the

“team’s arch rival), provoked the incomplete assignments and irate phpne ca](i

from parents. L >

'Examp1es of ineffective .cormunication strategies abound-in our
A L ' | ‘
eleémentary and secondary e}assrooms, and indeed have increased with the new
/ demands of meinstreamed students. While there are:no easy.answers to ensure‘
‘accuréte message interpretation by students or taﬂ%hers, teacher-trainees
 can be prepared to f’ci]itate_more appropriate’, effective communication

v ‘ .
transactions in their classrooms. To do so, they must understand the

4

communication process, understand the‘receivers (e}g., students, aides,

N

colleagues setc. ) and their experientia] wor]ds, and understand themselves,

including the1r persona] competencies and biases ~ In addition, they must
be prepared to se]ect 1mp1ement, and eVa]uate communication strategies /
appropr1ate for the receivers, themeeaves, and the situation. Only w¥th |
such communication competence will our té‘tﬁer-tra1nees be able to better
control the meaning attached to the.messages sent‘and received in their

classrooms and improve the teaching-learning process.

S
As noted previous]y, ther purpose of this module is to provide the

teacher educator with a conceptua1 framework for understanding the process
{ of communication in the classroom, the teddner S ro]e in that process, and

EKC o | 23
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the implications for instruction. The remaining pages of this publication,
therefore, will address the content issues related to teacher communication

¢
competence in the classroom; namely:
&

. @ The Process of.Comhunication;
¢ Ro]e.of Self in the Communication Process;
o Barriers to Communication Effectiveness;
° }trategies for Eﬁ?mancing Communication Effectiveness; and

e Implications of Teacher Communiaithon Compétence for Instruction.

The appendixed mater1a1uis proVﬁded_to supplement and enhance the text and
to provide sample exercises andipvaTuation tools for the teacher educator's
use in the college classroom.

> ) D

The Communication Process . -

&

v In studying the communication process durin? the past thirty years,
communication researchers and theoreticians have moved ?fom the definition
of communication as the transmission of information (message-centered) to a
definition_which focused on the.transfer of 1nfofmation from one person to

another (speaker-centered) to finally an understandiné that communication

must be defined in terms of the meaning the receiver attaches. to the incoming

stimuli (meaning-centered).
13

I d

This meaning-centered philosophy focuses on communication és a
dynamic, on-going, circular brocess which 1; constantly changing (Barnlund,
1971). This definition,‘emphasizes the complexity of the ﬁroéess, recog-
nizing "communication" is not limited to message formu1ation‘(in speaking)

and message reception (in 1istening), but rather involves the participants’

4

v
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total personalities in a transaction in which méssages are decoded and

*
encoded simultaneously. .

This simultaneous and circular proéZSs is furgher comp]ica%ed by
the experiential worlds of the participéﬁts, éach of whom brings to the
situdtional context a histofy of'perceptions-Qof themselves, of the other
person, and of the other's perceptions of thgm; To undérstand fhe more
complex, . .circular proce;s qgtween two or more persons (whether wiEP a small
group of co]]ea§ues, a classroom of sthdeﬁts, or wifh a largé audience in\a

public speaking or Mass media sifuation); it is hé]bful-to review the most

basic, and perhaps the purest form of communication: communication with one's
: : Is

self, .as illustrated in the intrapersonal communication process.

As noted in Figure 1.1, one of the most gritical glements in the

communication.process is thg individual's selectivity in exposure, attentjon,
perception; and retention of stimuli which bombard the senses. The situational
climate (time, plage, conteﬁt, persqns*invo1ved, and their m?tivations)
provides a widé array of -stimuli from which the 1ndiv1dua1 choéﬁes to select.

. _ ' » .
Stimuli may be external (visual, aural, tﬁE}ile, gustatory, or olfactory) or

internal {physical or psychOiOgicaISﬂ . | ’ T/

While physical attributes may limit the acuify of a person's senses

(e.g.,.heaning loss, blindness); nonetheless, we do attend to, accept, and
’ 4

retain data which are cengruent with our perceptions of--and particularly

acceptghce of--ourselves and our world. "All parts of the intrapersonal
communicatioﬁ process--decoding, evaluating, interpreting, and {ntegrating
information we select, as well as the formulation of new messages either to .
be retained for further review and modification or transmitffd to others--
are influenced by one's perception of self or se]f—concept:

25 Y

O
f

1\"
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Figure 1.1. The intrapersonal communication process.

Figure 1.1 illustrates the intrapersonal communication process. An indi-
vidual’s self-concept is at the heart of the process, since one’s self-concept
determines the stimuli selected and the way in which the stimuli will be de-
coded, evaluated, and integrated into the individual’s self-system. The self-
concept also determines the message to be transmitted and how it will be
sent. As the dotted.lines indicate, the self-concept affects and is affected by
one’s experiential world—all the information accumulated during one’s life-
time, including cultural experiences, knowledge, abilities, beliefs, attitudes,
and feelings, as well as needs, goals, and expectations for the future. In turn,
the person’s experiential world affects the entire process of intrapersonal
_communication. As Figure 1.1 indicates the process is ongoing, circular, and
operates as long as stimuli from the situational climate (time, place, and cir-

¥

cumstances) or experiential world bombard the individual.

A

Carolyfn‘M. Del Polito. Intrapersonal Communication.
Cummings Publishing Company, 1977, p.3.

Menlo Park, CA:
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Thus, in the example provided earlier, our young, lequacious English
teacher selected dn1y those stimuli which reinforced her perception'of
herself as an effective teacher. Thus, she selectively attended*to and

decoded only those verbal and nonverbal cues which she could integrate with

. her past experience and interpret as approval for 5 job well-done. She

sought out and interpreted facial expressions, heed_nods, andihahd raising

~from studénti*ihe perceived understood the assignment. Others in the

classroom with blank stares or inattentive behavior were not attended to,

and thus not perceived es relevant in the interpretation of the communication

_context.

Th1s teacher undoubtedly felt uncomfortable with her self and her i
capab111t1es in this particular teach1ng situat1on, reacting to her e1ghth—
grade students as she reacted in her college English c]ass.the semester

before. Unfortunately, the communication strateg?es which.proved effective

with her co11eg§ professor and peers were inappropriate for her new Jun1or-

high school audience. Indeed, the strategies selected (vocabu1ary, types
of exae;Aes, organ1zat1ona1 pattern, and commun1cat1on format) were, for the

most part, inappropriate for the situational climate of the e1ghth-grade

for the time, pﬁate, context, persons involved, and their motivations).

Mean1ng attr1buted to our communication with ourse1ves (in
intrapersoﬁf] commun1cation) and with others (in interpersonal communication),
therefore, is dependent upon our individual selective perceptions, which, in

turn, are based upon our individual experiential worlds. Consider further

" the English teacher's classroom in which the communication transaction is
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- compounded by 25 thirteen year-olds, simu]taneous]y‘inte#breting the
teacher's message, each from a unique perspective. Each student will

select and interpret the :teacher's cues from an expgﬁign%%a1 world which

-

includes different cultural experiences, knowledge, mental and physical

abilities, beliefs, attitudes, and fee]ings;ias well as individual needs,

goals, and expectations for the current situation and the future (Del-Polito,

1977).

N . i T

¥ .

The communication code used in the example above apparently was
restricted to verbal d1rection$, with limited nonverbal facial and hand
gestures. Communication transactions, however, may include such codes as: B
verbal (i.e., spoken -language) or nonverbal (i.e., facial expressions, g
inflections, gestures, or sign language), or they may be written ( in script,
\ typed, or Braille symbo]s),AUF%:; the form of a personal letter or phone call, .

or a formal essay or television presentation[ Yet whatever mode of
communication we employ, whatever situation we communicafé in, the process
remains re]gtive1y the same. The meaning of'%hg\communication will be
determined by the receiver's perception of the message based on his/her
experiences, knowledge, beliefs, needs, and expectétions in relationship to

the purpose, the sender, and the situation.

Research supporté the importance of perception in the c]aésnoom.n
Hurt, Scott and McCroskey (1978) noted a student's perception of a teacher
heavily influences his/her perception of the messagey as we11 as the
amount of cognitive learning which occurs in the classroom (p. 1]4—115). <i::/
- ¥ Importantly, "perceptions of teacher communication behéviors mak; a
| differenge in student percebfions of effective teachiﬁg and in student

affect toward the instructor and the cburse" (Andersen, Norton, and Nussbaum:.
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1981). Regardless of the teacher's actual behaviors, the studen®s
perception of the teacher's comhunication style also w#1 impact the 3‘
b o '

student's morale and productivity (Fiedler, 1974).

A S -

It often happens that a message which the teacher intends as
supportive or learner-centered, for example, is perceived as:
dominative or nonsupportive by virtue of the learner's expectancies,
his or her construction of paralinguistic tures, or the teacher's

- failure of adaptation. (McLaughlin and Erickson, 198T, p. 398).

” u" N - * - , ' '
Thus, the teacher's smile and "Good morning" may be interpreted as a smirk
and "Do I have an excruciating test planned for you"" depending upon
the student®s past experiences with the teacher, his/her expectations of the

T \ teacher's behavior, as well as the student s percept1ons of him/herself and
| N his/her preparedness for the day S qu1z ’
Simi1ar1y4 teachers' perceptions 5% students inﬁiuence the students’

N reactions and behaviors in the classroom. In tact, research has'shoﬁh.’ A -
."teachers' perceptions of children's physical and social attraction affects |
teachers' ;xpectations which, in turn, have an 1nf1uent1a1 effect upon ‘ ~

* children's academic achievement and social effectiveness."o(Stoh1 1981 o

p. 367). | |

# The 1mp11cations of these f1nd1ngs are oalt1ca1 to the improvement
of teacher-student interactions in the c1assroom, particularly when we ‘
consider the 1mpact of the teacher's mode]ing behavior on all students. :
In reporting major research findings re1ated to nonverbal communication '<(_ :
patterns of ch11dren with learning disab111t1es, Lieb-Brilhart (1982) found

- _ teachers perceive the social behavior of youngsters with learning disab111t1es

4
negatively, and do, in fact, react d1fferent1y to these youngsters than to

their non-disabled peers. Johnson and Johnson (1981) simi]ar]y 1dent1f1ed

. . . 29 — . _
L} , .
. , : .
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teacher acceptance/reJection behav1or to be Ia crucial factor® in whether a

- process of acceptance or reJect1on occurs in the classroom”" (p. 39).

Role of Self in the Communication Process

e ' N ) " *

3

Basic to one's percept1ons, acceptance, and understanding of

others are our perceptions, acceptance and understanding of ourselves.

<y

Understand1ng self-concept theory and the critical role it assumes in the

communication process, then, is basic to improving c1assroom coummunication--

in terms of the teachen's perception of self, the impact of, that self-perception
(se1t-cpncept) on- the cmnnunication:;ransactions with students (and others

in the teaching-learning procesé), and, more consequentially, on the students’

perceptions of themselves.

As we examine self-concept theory, four basic propositions emerge
which reinforce the importance of pnderstanding the relationship of self-

. q
-concept to communication in the classroom:

| 1. Se]f—concept»(one's total perceptual appraisal of -oneself--

phy, 1ca11yausoc1a11y, academically, and psycho1og1ca11y) gu1des "

and directs behavior, -and, thus, our communication with others.

T 2. *An individual's self-concept can be modified or changed in certain
social interactions.
-3, A]though there are a variety of ways self- concept develops (e.g.,

societal abe11ng of dominant behav1or patterns and social

comparisons), se1f—concept'deve1ops primarily through interactions
™~ . - “ o . ] ' .
- (communitation) with othars. . :

4. The more inf]uentﬁa1°interactions are those involving significant

others--those persons who provide rewards and punishments and who

B o

P R T U SN [ L N T
N - - P .
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reinforce the 1nd1viduaf‘s perception of him/herself (Del Polito, ¢

1973).
* . ) %
For many etudents, teachers assume the role of "significant others,"

in that the teachers provide feedbach to students regarding thetn talents °

and abilities through both verbal and ntherbal jnteractions--whetheﬁ through
eye-contact, a smile or a frown, a pat on the back, or through a large red

letter D on a retﬁrned test paper. Through the teacher's cbhmunication u

behavior (1ntentiona1 or ncnintentionai), therefore,‘the student continually _ \
perceives (selectivelys-evaluation data about‘him or herself. Coneequently,‘

if perceived by the student as a "credible".and "pereonable,".the teacher

‘can become a major si§n1f1cant person in the developmeht,'maintenance, and

hopefully enhancement of the,student's selflcoﬁcebt,

A student's perceptions-of self and hae/her feelinge-of se]f-esteemé-
feelings of ableness, worthiness, and confidence--therefore;‘are determined
in many instancee by the c}assroom teacher through his/her communicstion |
tran§actions.with the student. Feelings of self—esteem\similarly affect
one's feelings about others generally, as well as deteMnine whether one's
,response to ancther's communication will be Favorab]e or uhfavorabfe. The

teacher s role in instruction and evaluation, therefore, biijgzégBASIc to
'y

leir achievement
9\

how students perceive themselves, which in turn is BASIC t

(behavior) in the classroom (Del Polito, 1973).

Also, it is important to recognize, just -as students look to the
teacher S verbal and nonverbal cues for approval and for va]idation as
worthy, competent individuals, so too do teachers as' adults, continually
evaluate themselves 1n*terms of societal criteria,‘comparisons with cthers,
and the verbal and nonverbal feedback received from others--particularly

31 g o
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persons perceived as credible and concerned, including supervisors,
co]]eaédes, ggg_students. Thus; perception of self as a teacher
and as a communicator ranks extremely high in determining interaction patterns
and behavior with students, with their parents, and with co11éagues (Staton-
Spicer and Marty-White, 1§80). . Competence as a teacher, then, is affected
directly by one's concept of self as a communicator, determined by one's
perceptions of societa] rules or norms for effective communication behavior,
as well as comparisons of one's communication style wi th others' styles.* :
Because a teachér's'combefénce as a communicator can have a significant impact
on the development of a student's self-concept, affecting further his/her
future academic, career, and social success, teacher educators must assume
major resbonsibi1ity in preparing teacher-trainees for their communication
roles in the classroom. | '

Specifically, teacher educators should prepare teacher-trainees Wifh
Eompetencies which will enhance students' se]f—cpncepts, realizing that';;
enhanced self-concept is not an inflated view‘of oneself, but rather a
realistic perception of one's strengths and Weaknesses, and an accep%anée df
that perception. One method used tq enhance students' §éTf—qoncepts is to
discuss self-concept theory with them-£so that the} uhderstand how and

why they perceive themselves and their abilities as they do. (For a more

detailed review of self-concept theory, see the module, Psychological

Education'by Angelo V. Boy, in this series). C .

' : -
A second approach, however, deals with teacher behavior, i.e., the

A

*There are a number of excellent references on the effects of
teacher self-concept or student development and achievement. While much
less has been written on self-concept as a communicator, several sources
are listed in the bibliography.

. o 0.‘
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tepche}\sJ%ethods of communication (evaluation of and inferaction) with
students in the classroom. Critical to this approach is the teacher educator's
, responsibility to help teacher-trainees assess rea11st1ca11y their competencies
as communic;%ors in the teaching-learning pFﬁeess To accept their students,
with a11 of their strengths and weaknesses, teacher-trainees must possess
realistic perceptions of themselves as teacher-communicators, fully cognizant
of and accepting of their strengths end weaknesses. In addition, they should
po!;ess the -knowledge of strategies'to evaluate and 1mprove Qheir'compentencfes

as communicators.

Importantly, all teacher edueation programs should prepare teacher-
trainees with the knowledge, sk11]s,'and strategies necesSary for identifying,
evaluating, and improvihg their competencies as communfcators. Obviously,
“teacher educators can not, and should not, assume full responsibility for the
actual communication training program. Rather, with the assistance of this
module, teacher educators can consult with colleagues in other depar}ments on’
campus (e.g., Communication, Speech and Theatre, Psycho]ogy, Counselling) to \
design a training gprogram most appropriate for the teacher-trainees' needs and

: L

fj;yre job'p1acements. i

The.f011owfng sections clarify further the communication demands in
the classroom environment, beginning first with the barriers to-communication
effectiveness, followed by suggestions'for enhancing'communicatibn effectiveness
in the classroom, and finally closing witb specific implications of_communicatiqn

competence‘for instruction.

W . A
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Barriers to Communicg}ion Effectiveness

As we examine the teacher's communiéat%on %n the classroom, it is
jmpontant, too, to recogniie the classroom as an ever-changing communjcation
environment, in which there are numerous opportunities f;r messages to be

- misinterpreted or selectively filtered. Barriers in‘the communic¢ation process,

often 1a6é11ed as noise within the system, occur throughout the p#%cess, and
refer to anything which interferes with accurate messagé interpretation.
JHhi]e band practice in the next room may interfere with a student's hearing
and Understénding test instructions, so too might an upset stomach, reliving 1as£

night's date, an unintelligible teacher, or test anxiety.

~

» The noise variables affecting information processing in the 61assroom
are many. Inc]uded'among those identified by Hur?,.Scott, and McCroskey
(1978) are: physical or sensory limitations; perceptual levels (i.e.,
attention shans); learned hab{ts; expectatioqf; anxiety and conflict; social
and physiological needs; attitudes, beliefs, and values; and message variables |
(e.g., organization, 1angJ§ge 1n£ensity,'concreteness, and ambiquity)

(pp. 73-80). 'Thus,'an overly hot (or cold) room, trains outside the classroom,
physical mannerisms of the communicator, unfamiliar vocabulary, mumbled
articulation, hungeﬁ, yesie;day's fight with a beét friend,\or a new snowfall

could be classified as "noise" if selectively attended to apd, consequently,

-
interfere with the intended message.
) t

i

For the classroom mainstreamed with students who have handicapping
conditions, each of the noise variables listed- above will influence t’e
communication patterns of the classroom teacher and students--with and 3

 without ‘disabilities. While one might assume "sensory limitations" such

34
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as a hearing loss or a learning disability would create the greatest
barriers in communicating with persons with handicapping conditions, in
practice, the greqfest diffHEu1tjes are caused by the "attitudes, beliefs,
and values," along wifh the "eggéctations" and "learned habits" of attributing
stereotypical or similar characteristics to unfamiliar persons, objects, or

concepts.

The implications of these barriers are outlined in the paper, "Persons

. with Handicapping Conditionéf'“Ihb1§65¥¥bﬁ§m6?"Defiging the Unexpected
Minority," 1nc{Ldeﬂ in Appendix A of this module. The paper emphasizes the
impact of defining and categorizing persons with handicapping conditions--
particularly important for the teacher meeting students.mainstreamed into
the classroom for the first time.:.The perjorative attitudes, beliefs, anq
values and the coQ;omitant myths andrstereotypes maintained by society as.

a whole are reflected in the "experient1a1 worlds" of teachers and students,
and evidenced in "interpersonal re1at10nships, in media prgsenfations, in
language, and in the organized structuré"of health and'ed0cat10n policies"
(Del Polito, 1982, pp. 3-4). The resulting discrimination, "haﬁdicapism,"
can be equated with the discrimination of racial, ethnic, and other minority

groups--a form of noise causing thé,greatest bgrrie} to accuratg message

interpretation.

‘Whether or not the child is labelled "handicapped,” a "stigma" or
differentne;s attributed to any student places the youngster in a severe-
sociai'disadvantage (Del Po]ito; 1982; Gliedman and Roth, 1980, Goffﬁan, 1963).
This is true particularly when fhé differentness interferes with the student's
communication style (e.g., speech impairment, cerebral palsey, hearing |

r

impairment, visual impairment, learning disability).

35
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The scenario is not difficult to visualize. Differences in the
person's interaction style. is perceived as "deviant," or as possesing
"inappropriate" verbal and nonverbal cues. An able-bodied individual
with limited personal experiences with disabilities interprets
these cues to mean less credibility and less competency, compounding
misunderstanding, and confirming the disabled person's non-identity
(Del Polito, 1982, p. 5). ' '

Teacher and peer verbal and nonverbal reactions to and communication
with the "different" youngster may, indeed, provoke substantial noise in the

cormunication transaction. The subsequent effect on the student's se]f—c6ncept,

cnmmuﬁ$catTUn“tompetence;”academft“achﬁevement;wand‘futurewcareer_suecess, then,

are in the purview of the classroom teaehermand-his%hermcompetenee_aswaw«“nuua_-~_ﬂi -

communicator. "The crucial factor in whether a process of acceptance or a
procqss'of rejéction occurs in the classroom is the kind of student-student
interaction fostered by the teacher" (Johnson and Johnson, 1982, p. 38{. Thus,
teacher-trainees, as prospective models for their students, need to examiﬁé
their own attitudes, va]qes, beliefs, expectations, and learned habits and the
influence these variables have on their classroom interactions with all students
--irrespective of their race,-sex, ethﬁiq or.cultural backgound, or handicapping
condition. Similarly, teacher-trainees should be prepared to engage students
(including those with handicaps) in class discussions and exercises regarding
the impact of their experiential worlds and self-concepts on their attitudes

and behaviors toward themselves and others, regardless of their individual
differences."* | I

h

In this regard, teacher-trainees should Understand and be able to .use

content and instructional strategies related to media, lanquage,
»

L}

*For'an indepth review ‘of jssues related to mainstreaming exceptional
children into the regular classroom, see the module on Variables in
Exceptionality by Birch (1982). Texts in classroom communication also

provide strategies for dealing with diversity in the classroom (see
particularly, Seiler, Schuelke, and Lieb-Brilhart, 1983).

L
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and nonverba] communication as they impact on an 1nd1v1dua1's,perception of and

communication with self and othérs-—as relevant to the context of their
individual C1§ssiqoms and subject mafter expertise. For:example, examination
of print and nonprint media related to an American history class may include
school publications, comic books, ;ewspaper accounts, television sefies, |

and/or films. Effects of lanquage usage may be reviewed in terms of connotative

and deﬁgtative‘definitiqns, generalizations, and" labels used to describe

. persons with differences in a short sfory, novel, or poem--or in a biography

~of a famous chemist or agriculturalist. Nonvefrbal communication, on the other

R N B
hand, provides a rich source for examining relational and cultural

communication patterns through such nonverbal cues as increased or decreased

éye-contact, facial expressions, spatial distanEes, touching behavior, or »

time devoted to an interaction. Nonverbal communication, as.with media and

language car be emphasized and drawn updn in music, business, home economics,

lanquage, media, and history courses--among others--to examine and understand

the communicafion behaviors of §e1f and others.*

_ _ 1
As noted above, each of the information processing variables (e.g.,

attenfion span, language intensity, hearing acpuity, etc:); can become a
barrier to effective communication, affecting the individual's selective
exposure, attention, perceptioh, and retention of messages, and can promote
stereotypical responses. Each of these "noise" variables, then, can lead to

other, more commonly-recognized behavioral listening problems, such as:

e viewing a topic as uninteresting; #//

¥

*The bibliography contains a number of excellent references on
classroom communication which provide ample information on both impact
analysis and classroom strategies in each of these areas. ///
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° criticizing a speaker's delivery instead of the message content;

e getting overstimulated or emotionally involved;

ld ¢

e listening only for facts;
e tolerating or failing to adjust to distractions; and

e listening only to whai is easy to understand;

(For additional behavioral listening problems see Barker, 1977, in Appendix C.)
A critical "listening" iﬂfediment, however, pfecipitated by these conditions

of noise in the system, is what Gibb (1961) has termed, "defensive listening."

s Rather than attending to the message as intended by the speaker, the -
lTistener mdy become frustrated, argumentative, or may "tune out” the speaker

completely. Defensive 1istenihg is aroused when the receiver perceives or

anticipates threat. Accordihg to Gibb (1961), rather than 1isfening to
understand, the receiver focuses on how he/she may dominate, impress, win, or
escape threat or punishmenti Defensive listening may occur any time the
1is£ener ”se1ective1y" perceives evaluation, control, hidden motivations,

dogmatism, superiority, or little concern for him/herse1f as a person. (non-

identity].

For example, a teachet-trainee may perceive comments about his
appearance to be his professor's way of exhibiting her superiority ahd
rightebusness, when, in fact, the professor genuinely wénted to compliment
the trainee for his taste in ties. Whether intentional or not, therefore,

e communicatién behaviors which are interpreted by the listener as "controlling"

A}

can create a defensive liétening posture (facial, gestural; and verbal cues)

) /
which, in turn, raises the level of defensiveness in the original cormunicator.
The more defensive one becomes, the less accurate are subsequent perceptions

/S 38
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of the speaker's actual message and, therefore, the less effective the

communication.
’

Defensive listening behaviors may surface among teacher-trﬁ?nees
because of their own anxiety‘as communicators--as teachers--in the classroom.
A supportive, yet realistic training environment can enhance the trainee's
skills and confidence as a communicafor, as well as increase the trainee's

know1edgé in dealing with their future students' communication concerns.

Three major communicatibn axioms which often are disregarded and

consequent]} create many of the barriers summarized in this section%are:

3y
¢
-

I. Communication is transactional. Communication is a complex,

circular process with participants who are constantly changing.

" II. One cannot not communicate. As human beings we continually

* g

project honverbal cues. Even Qh11e sleeping or star{hg blankly
into space, we communicate mqssages to ourselves and others.

III. Meanings are in people, not in words. As repeated throughout

this module, it is not what is said, or how it is said, but rather
the receiver's interprétation of the message cues, with the
réceiver's 1nterpret5tion necessarily 1imited by his/her experiential

world.
\

The next section will examine and recommend strategjes for alleviating
. L4
many barriers to effective classroom communication and will provide suggestions

for enhancing the teacher-trainee's competence as a communicator.
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Enhancing Communicative Effectiveness

v b |

To help alleviate some of the barriers previously discussed and to
1m§rove communication effectiveness in the classroom, communication
competencies of teacher-trainees (as well as of students) need to be developed.

As defined earlier, communication competence involves selecting, addpting,

and implementing communication beh"ﬁors appropriate for the purpose,

audience, aha context of the situation’ . This definition reflects three

-
AN

_basic assumptions for communication instruction, appropriate for training
LA
teachers as they are for teachers training their students (A11en and Brown,

1976, p.246): : s

1. the major concern of communication education is with the development

of the individual as a message strategist; : SR,
- N .

2. cpmmunication competency ‘is not tied to competency in a particular
form of € ganguage; and

_ - A ~

3. _commuhicgtﬁon behaviors can be modified.
In an important review of research related to communicatﬁon.competence,

a Report of the Speech Communication Association (A11en and Brown, 1976)

"outlined a functional or pragmatic approach for teaching communication

competence, identifying five dominant uses of language or communication
functions which instruction should emphasize: cdntro111ng (persuading),
exprjgssir?g_.feeh'ngs3 1n?orming, ritua]iiipg (performing social rituals), and

imagining (crqgtive-use'of 1anguage)f‘ The report emphaSized the interactive

v

<

nature of each of theéé-predominant functions for both the sender and,

7/

receiver. Thus,

10
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o

functions prov1des a framework for teaching communication competence as

. of the "functions,“ sample lesson plans, and"a pianning matrix to insure

'departments/programs on campus.

In a controlling gontext, we can be both controlier: and
controlled. If we are being controlled, we need to be
able to recognize the other's intention and its appropri-
ateness to the particular context. We must also have a .
repertoire of behaviors that can confirm for the other

. that we recognize that intent and assent to it (Aiien and
Brown, 1976, p. 250).

v

',.Focusing on 1nstruction which emphasizes the five communication

- \ -

well as a releVant approach for. instruction in all forms of communication:

reading3 writing, speaking, and iistening. For the prospective teacher,

understanding the interaction of functions among the basic communication

skills will enhance personal competence as a-communicator.as.weli as provide
strategies for enhancing students' competencies in all communication activities.
The- teacher educator can refer to Appendix B which contains detailed definitions

1nstruction covers all funct;ons across all types of communication (i'e)

Iy

in intrapersonal, dyadic, small group, public, and mediated communication |

<

situations).

A pilot cooperative project at Miami University is described by

Vogel and Fetzer (1982) (See Appendix_A)‘in which the functions of.communication

are_utilized as theiframework for & core requirement course for all students

in education certification programs. As discussed in the articie, the

collaborative efforts. of the departments of Communication and Teacher

Education has brought about "many positive and productive results" by

- applying basic communication principles to the ciasSroom environment (p.' 37).

e oN_/ . : ‘
Similar programs, _utilizing the functions of communication as a framework,

can be de51gned by the reader in coiiaboration with coiieagues from appropriate
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Three skiiis which are basic to any training program designed to

enhance communication effectiveness are: social sensitivitj;-active

listening, and honest communication (Del Polito, 1973; 1977). These. three

supportivé commynication skills are critical to the teacher-trainee's

abiiity to understand se]f and others, obtain and utilize feedback from others,
and most importantly, to adapt and 1mp1ement appropriate strategies for each

of the communication functions (identified earlier) in any communication
context; i.e:, interactions with one other person, with small groups of
persons -in team or prob]em-soiving‘sessions, or with large groups in lecture,
discussion, and/or mediated presentations Whﬁhe the following paragraphs

describe these sk111s, fyrther eiaboration and sample exercises are prov1ded 4/’“\

“/_‘%Appendix C. ¢ - _' L
i . . ‘ _ |

Social sensitivity refers to one's ability to empathize with the other

| person:/ to see, fee]f and hear with_the'other person, to step into the other
- - person's shoes and see the'worid from his/her perspective, to understand the
feelings, thoughts; needs;fand goals of the other person. Maximum understanding '
through sdc1a1 sensit1v1ty occurs ‘when the 1istener (1) understands the
speaker S perceptua1 worid, 1nc1ud1ng the speaker's attitudes, values, beliefs
'fknow]edge, cuiture, socia1 system, past experientes, and future expectations,
(2) understands his/her own perceptua] world and selectivity processes,
" (3)° understands the content communicated--yhat_is said; :and (4) understands
, the”feeiings communiéated--h%¥/thefmessage is said. , -
- ' . . !_/ _ \y_ . '

- To empathize with and become sensitiye to the other persdn, one

must listen actively.  Active listening demands total commitment to the

5 | communication?interactionl dﬁctive 1{stening implies waiting until the other

v v
_ . R | ) 4
S - . : . ‘ : 2
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A

» ; person compietes his/her statement to understand the sttuation as seen by
the speaker. It suggests no eva]uation Judgement, agreement or disagreement
The teacher- trai@ee, as active 1istener, therefore conveys acceptance of the
student, a]ong with acceptance of his/her ideas, attitudes, and values. To
confirm ‘an understanding and acceptance of the student during active listening,

. the trainee shou]d,communicate "attention" during the interaction both non-

verbally (attentive posture, head nods, eye-contact: faciaT.expressiOns) and
verbally (voéaiizations which indicate 3nterest in the student's comments).
In addition, through paraphrasing: suppgrtive comments, and nonverbal reactions,
the teacher-trainee ref]ects his/her understanding of the student's ideas
and feelings. Providing feedback in the form of reflective responses aids to

reduce student defensiveness and to keep al] channels of communication open.*
: ; .

-
4 -

In addition, communication,whiCh i% spontaneous and honest also .
reduces defensiveness, as well as improves self and other understanding

Honest communication does not mean indiscriminate frankness; rather it

implies exposing some of one's self to students, through expressions of

ideas, feelings, and attitudes. As we share parts of ourselves with our
_ students we communicate trust in them, encouraging them to trust us and to
share their feelings with us. Thus, as teachers, we expand our experiential
worlds on which to base our interpretation of our students and their.
communications, increasing the likelihood of understanding, acceptance, and

'“ more effective communication A,trainee S abiiity‘and wi]]ingness to be

open with students will encourage students to communicate openly and honestly
with them, with their peers, and with all others with whom they interact.

¥

. *Active 1istening exercises are provided in Appendix Cs however, for
additiona1 instructional strategies, the- read® should refer to Sprinthall
(1982), Rogers (1970), Cooper (1981), Guerney (1977), and Egan (1977)

gi J - 43
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P—'

-

While honest communicatfon js facilitated by ;e1f—disclosure; teacher-
~ trainees shou]p be prepared to recognize and facilitate appropriate disclosure
behhvio;. Specifically, they should understand and instruct students that
disclosures should be (a) appropriate to the situation and to the re]ationshiﬁ,
and (b) presented only in settings of good will and trust. Because'there is
risk involved 1n the sharing process, an " atmosphere of warmth and trust

must be deve1oped to encodrage information sharing (e.g., shar1ng attitudes,
opinions, interests, perceptions, likes and dislikes, fears, anxieties, etc.).
Teacher-trainees (and students alike) must recognize eaeh cdontrols when,

what, how much, and to.whom to disclose. Again, information about the self

should be disclosed in contexts appropriate to both the situation and the

relationship.
{

b4 -
»
- -

- - Gibb's (1961) research provides suggestions to help alleviate deﬁpnsive
Tistening behaviors' He reiterates the need for sensitive, active and |
honest communication. Me/e spec1f1ca11y, he recommends supportive communi- - ‘
cation behav1ors which include: (a) a prob1em -solving orientation, in.

which teacher and $tudents collaborate on seeking solutions to problems;

(b) genu%ne requests for 1nfotmation, rather than imb]ying students change
behavioré; (c) spontaneity--honest, and straight-forward communitation;'
a;d_(d) empathy and equality--willingness to share feelings and exhibit

trust and respeei for students, p1atihg Tittle iétortance on differences in

abilities. . ’ " o o

]

Further support for implementing sdpportive communication behaviors

has been noted by Andersen, Norton and Nussbaum (1981): teachers who'are

perceived a!fnossessing a more positive communicator style (i.e., general

4 . \-
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verbal and nonverbal style), more interpersonal solidarity {i.e., psycho-

logical and physical closeness), and more 1mmed%acx (i.e., closeness

communicated throqq@ nonverbal behaviors) with students also are perceived

-3

more positively.* .

In addition, 'with these competencies, the teacher-trainees should be
able to degign more effective, cooperative learning environmenfs,for students.
In a study examining the_effééts of ut{lizing cooperative, competitive, and
1nq1v1dualist1c learning strategies, Johnson et‘a1. (1981) noted “strong
evidence for the superiority of cooperation in promoting.achievement and
productivity" and suggested that

'given thé general dissatisfaction with the level of competence .

achieved by students in the public school.system, . . .

educators may wish to increase considerably the use of cooperative
learning procedures in order to promote higher student achievement"

W% (p. 25). .

Looperative learning environments are created th}ough sma]] group problem-

\ solving sessions in which students work together in arriviﬁg at conclusions.
éy using supportive_communica;ion behaviors--social sensitivity, active
listening, and honest communication--in the design of 1earniﬁg actfvities
teacher-trainees simiﬂarly will be modeling appropriéte communication behaviors,
enhancing their own and their students' competénce and ;omfort in communi -

cation situatiqns.

. In the next section, specific programmatic suggesf%ons are provided to

prepare teacher-trainees for their roles as classroom communicators.

’

*For additional details and strategies for promoting openness,
empathy,.active listening, and conflict resolution, see the modules
Consultation Skills by Meyers, 1982, and Counseling Skills for Classroom
Teachers by Sprinthall, 1982. . :
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, Implications for Instruction

Communication behaviors within and across ;1lfunctions.of
communication (controlling, informing, expressing feelings, ritualizing,
and imagining) can be improved. Recommendations from the Speech .
Coﬁmunication Association's (SCA) Report o; deve1op1ng communication
competence included the following strategies which can be incorporated
into all teagher-t}ainipg programs: ‘. ‘
1. Inventory the trainee's repertoire of commﬂhication acts and

work to expand those repertoires; that is, identify and

assess-the trainee's skill areas (e.g., presenting information,

leading and facilitating group discussions, asking and ‘ ) .
responding tb qﬁ!stions, presenting and defending arguments,

resolving conf]icts,letc.).

2. Enhance th® trainee's ability to critically select appropriate
strategies from the repertoire. Understanding the co%munication
prdcess, the context of the jntefactﬁoh, and the audience should
guide the trainee 1ﬁwmak1ng appﬁopria}e selection decisions.

3. ProVide_oppoytunitie% for the trainee to practice the strategies
selected. Time should be‘designated within the teacher-trainee's
program for practicing communication skills--with peers, superiors,‘
and students. | y

4. Provide opportunities for fhe.trainee to evaluate thé effectiveness
of communicatidn perfqrmance, préfer&b]y with the assistance of

videotape feedback.

R S L
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These recommendations, integrated with those suggested for

enhancing self-concept as a communicator (Del Polito, 1976), provide‘

of teacher-trainees. Similarly, this approach can and should be
_incorporated by trainees for use with their students. .

1. Conduct Realistic, Objective Evaluations of Communication

Behaviors: Accurate, objective feedback which consider;
knowledge and abilities in communication as well &s content
expertise should be sought from competent sources (a) to
uhderstand one's true strengths and-weaknesses, (b) to
“accept those strengths and weaknesses, and‘(c) to modify'
behaviors to achieve desired competence. With fhe.assigtance
of expert commqnicators (perhap§ through alliances with
departments/scho&]s of communicatioﬁ/speech), current
repertoires of communication acts (across functions) of the
teacher-trainees can be inventoried and assessed. Personal
goals could t;;n be designéd in consu]tatfon with the tfsjnee

. to expand his/her repertoire where desired.

2. Establish Realistic Communicafioﬁ Goals: Recognizing the extent

of the trainee's repertoire and the skills yet to be déVe]oped,
again, with the assistance o} a communication expert, the

trainee should identify an area which he/she wishes to improve

| and design goals which are meanjngful; cha]]enging; attainable

(neither too high, nor too low), and clearly defined.
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To maximize success in expanding the trainee's repertoire in

a particular communication mode (e.g., asking questions, story-telling,

leading smalt group discussions), the strategies selected should be—~ —

planned, practiced, and evaluated across contehf areag. Feedback {

obtained from instructor and classmates can be most hglpful if provided .
‘ in an atmosphere of trust and in a spirit of assisting the "performer” '
to improve skills (related to both content expertise and communication
competence). In addition, teachgr-training programs should include
videotaped playbacks bf preséntations/intera&tfons in conjunction with
audience feedback. The videotape proves to be an excellent tool for
allowing the communfcator to observe the product of the planned strategies
anq‘to make decisions for modifying future behaviors. Again, consu{tation
with colleagues in communication should be'souﬁht tqkdesign apprbpriate‘

strategies for presentdtion format as well as for oral and written -

eva1uations,qkhi1e recognizing the limitations and idiosyncracies of the media.

3. Concentrate on Improving Communication Competencies, Not Perfeqtion:
Sériving for perfection increases the opportunities for the commun{tatOr fd
_experienée failure 1n not dchiev{ng the "perfection" goal. It is'criti¢a1, \‘*Q\h .
therefore, for trainees to focus on strategies which would help them to '
‘1mprove, not become "perfect." This does not suggest Bvoiding fa{1ure at
all costs, but rather, to learn from mistakes, and'cbncentrate on modifying
behaviors to impréve the commuhication.transabtion.

4

4. Identify, Accept, and Promote Personal Communication Strengths:

"Positive‘se1f—eva1uation in the form of verbal reinforcements” is positively
related to an enhanced self-concept (Del Polito, 1977).- Once identified,

4

strengths should be accepted and praised. Nh{1e se]f—praiée is equated

48
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often with braggarts and societal tabooé, unless trainees can accept
themselves and their strengths as communicators, as well as in their

other roles (e.g.} as sibling, dancer, mathematician), the less likely

“they will be abTe to accept their Students—and their strengths,—timiting
-the chénces for truly effective communication. Often, too,.teacher

trainees diminish their true accomplishments in communication and, there-
fore, do not learn from them or expand their rgpertoires in the skill greé.

o™

5.. Accept and Promote Others' Strengths and Help Others to Accept

and Praise Themselves: This last recommendation repeats the need

to assist others in recognizing and accepting themse]yeﬁf-as persons and
as communicators. Praise, in all cases, must be accurate and realistic |

and focused on specific behaviors in the context of the situation.

)

49
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.These recommendations emphasize the need to evaluate continually
the effectiveness, of the strategieés employed in each communication

transaction, whether in a telephone conversation with a parent, a lecture

""" T pYeSenféH”TG?F1?ﬁ?“Ffftééﬁfﬁ“tﬁmé“HﬂdfthTTd‘yearjﬁn*aﬁrUW7“a‘t0nferencgf. —
reprimanding a student for\cheating on a test, or a class discussion.
For those communication tfaﬁsactions for which p19nn1ng'can occur, a .
conscious effort in the design of xhe_communication is recommended,
- particularly for the tegcher—in-traihing.
Selecting appropriate strategies and discussing them in a "strategy
paper" focuses the trainee's attention on the rationale for all details
of the communicatiow\act, and can be incorporated into daily activities
by both teacher-trainees an& thejr stydents. The qugstfons which follow
can be app]fed to any cpmmﬁnication eVent. Basically, the commufiicator's

» » . —’-_.\N
concern should focus on the receiver, adapting the message to his/her

V// ~ experiential world. A1l aspects of the message¥-communicatqr style,’
organization, supporting data, nonverbal cues, et cetera--should be
adapted to the receiver(s), and apprbpriate for the purpose and/ﬁontext

of the situation (Del Polito, 1976).
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Recommended Strategy Questions:

1. Why 1s thjis topic relevant for my presentation/interv1ew/d1scuss1on?
- 2. What qua]\ficat1ons do [ have to present/discuss this topic? -

3. How will I organize this presentation/interview/discussion? Why =~ -~~~
is this the best organizational pattern?

4. What are the main points I plan to stress? Why?

5. What types of information should I use to support my position and
best)fﬁifi]] my purpose? (Examples, Statistics, Referenced Quotes,

. etc
6. How willl introduce my topic? Why this particular aoproach
N 7. How will I involve my -audience (of one or more persons)? What

strategies can I use to adapt to their needs, interests, values,
~and motivations? Why this approach?
8. How will I conclude? Why this approach?
A brief, topical outline can be included to emphasize the importance of

an organized, clear message, as well as to help evaluate the approach.

tAY

SimiTér]y, evaluating the communication event in written form directs ;
the communicator’s aftgntion on what actually occurred. In many.ca;egi if
the transaction was less than desired, theiindividua] would prgfer to forget
it, rather than foéusing on the specific strategies which were and were not
effect%ve in accomplishing the desired goal, The suggested'questions listed
below should be answéred fo]]oﬁing any communication act. -If both Strategy
. and Evaluation Responseé are written, a clearer assessment of the trainee's

) progress can be maintained. N ,
: _ .- | | s o e

Recommended Evaluation Questions: /

. How well did I follow through on my strategy?

Was my strategy effective?
What went wrong? :
What went right? ' "
What do I need to concentrate on for next time? '
What can I do to improve my next similar presentat1on/1nteract1on and
‘insure a more effective communication tranpsaction?

-1

DB WA —
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In addition to the above recommendations, 1nstr4btorgu1de11nes to

. enhance students'’ concepts‘of themselyes in the c]assrodm setting are ‘

included in Appendix A, with an accompanying eva1uat1op form. These

guidelines, based on relevant theoretical and exper1menta1 literature,

should assist the teacher-trainee in 'designing an effective classroom

communication env1r0nment By incorporating these strategies, teacher-

tra1nees will enhance the1r students se1f-concepts, which, in turn, will

impact the1rkc1assroom cdmmun1cat1on behavior, their academic achievement,

and their overall satisfaction in the class (Del Polito, 1973).

.If students--exceptioha1 and ndnexceptiona1\a11ke--are td achiere
their full potent1a1 in our classroofns, cons1derab1e attention should be
'g1ven to the teacher-tra1nee 5 conmun1cat1on competence, in understand1ng theﬁ
communication process, and in 1mp1ement1ng apprepriate chmun1cat1on strategies.
While it is not in the purview of this monograph to detail the specifics for
asking questions, presenting 1ectures; conducting interviews, 1ead1ng smatl
group and c1ass discussions, or other communicat1on acts, sample evaluation
forms for a var1ety of commun1cat1on act1v1t1es are 1nc1uded in AppendiXx C.

In add1t1on, numerous texts have been wr1tten on each of these top1cs, including
many of the c1assroom communicat1on references included in the b1b11ography
5 Readers .are urged, however, to consult with c011eagues in their communitatjon/_
speech- departments on their campuses for resources appropriate to their specific
© needs. o ! - ; o o
f“f' ' o | : * _’ v ﬁfsf&@;@;fn

Fundamentally, effective classroom communication w111 facilitate

growth and 1earningl fhe fo11oW1ng guidelines (adapted from Hamacheck, 197{)

reinforce the: 1mportance of enhanc1ng self-concept and commun1cat10n compe-‘

tencies for teachers in a11 areas and at a11 1eve1s of education.

A-;:

, ' P . ' . ' ' - .
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. Understand that we communicate what we are, not just what we say.

We communicate our own sélf-concepts far more often that we communi -,
cate 1nforma#jon (subject matter),
Understand~that anything we do or say could significantly change
an individual's attitﬁde aboup himse]f/herself for better or for
worse. We must understand the implications of our rdle as per§dn;
who are fmportant or"significant" to others if we are to utilize
that fo]e_properly. ' N
: 11«ﬁ

Understand that 1nd1v1duals behave in terms of what seems to be true,
which means many-:timés commun1cat1on occurs, not according to what
the facts are, but according to how they are Eerceived R

. mE e e

Be wflling to deal with what a message means to different people.

In the truest sense of the word, we must be willing to deal with

the interpretatibn of a subjéct as we are to deal with the infor-

u

Mation about it. | -

Understand that we are not likely to get results simply by telling
someone he/she is worthy. Rather, we imply it through trust and
the establishment of an atmosphere‘of mutual respect, JOne good

way to start is to fake timé to lii;ggfto what others have to sa§ 

and fq use their ideas when possible.

5 o =
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Onderstahd that behavior which is distant, cold, and rejecting is .
far less likely to enhance self-concept or commundcation than

behavior which is-warm, accepting, and discrimihating.

Be willing to be flexible in your communication with others,

3
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APPENDIX A

Publications (reproduced with permission) are included which
: Q.
support and expand the knowledge base relevant to enhancing .
teacher communication competence in the classroom. They also
should~grovide stimulus matéerial for student discussions.
e Del Polito, C. M. "Persons with’Hand‘capping Conditions:
Implications of Defining the Unexpecfed Minority." A
paper presented at the Eastern Communication Association
Conference, April, 1982.
° Voge], R. A. and Fetzu, R. "Improving Classroom Communication

Options for the Teacher: A Cooperative Approach." Communication
Education, 1982, 31, 33-38. ‘

o Del Polito, C. M. Self-Concept Enhancement and Evaluation: e
Instructor Guidelines and Evaluation Form from "Teacher
Communication in the Classroom: ‘Effects on Student Self-
Concept." ERIC Document ED 184 148, February, 1980. ‘

o Effective communication strategies for use with persons who
have handicapping conditions frdm Action Through Advocacy.
- Research and Training Center in Menta] Retardation, Texas .
- Tech University, 1980.

: ListenerrResponses
Nonverbal Communication
Communicating with a Mentally Retarded Person
Communicating with a Hearing Impaired Person
Communicating with a Visually Impaired Person
Commuqﬂcating with a Physically Handicapped Person
Communvcatipg with Developmentally Disabled People
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PERSONS WITH HANDICAPPING CONDITIONS:
IMPLICATIONS OF DEFINING THE UNEXPECTED MINORITY

(

by
Carolyn M. Del Polito, Ph.D. .
American Society of Allied Health Professions ~

*

"Estimates vary; however, the American Céalition of Citizens with
Disabilities reports disabilities affect 36 million Americans, i.e., one
out of every six people in the United States has some kind of physical
or mental iﬁpairment, According to surveys revieweg ;p 1980 by Ferroﬁ,-
nearly 50 percent of the U.S. adult population under the age of 65 reported
the presence of a chronic condition; of these, 30 percent were limited in
the kind or amount of work they could perférm, and‘there%ore, would be

 classified as "disabled" (Krute and Brudelte, 1980).

Despite the increasing number of pgréons with disabling conditions,
and despite the.prevalence of disabilities across sexual, ethnic.an& socio-
economic strata, as a group, ''disabled persons have been treated differentially"
(Shgver‘and Curtis?ja981; p.1). Although attitudes of Americans toward
persons with disabillties tend to Qéry depending upon age, education, and
socio-economic status, studies over tﬁe past forty years indicate sufprising
consistencies. According to Yuker (1981), most people have similar attitudes
toward all persons with disabling conditions regardless of the person's
specific impairment. Furzher, even though "more than fifty percent of the

.people in the United States publicly "express positive attitudes toﬁard
diéabled persons, mo;t people perceive handicapped bersons as in some way
different and inferior" to able~bodied individuals (p.2~3). The resulting

discrimination has been likened to the discrimination-apd oppression imposed‘

upon racial, ethnic, and other minority groupét limiting the individual's
. _

*Paper presented at the Annual Meeting of the Eastern Communication Associa-
tion, Hartford, Connecticut, May 6-8, 1982. '
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potential as a participeting member of mainstream society (Bogdan and Biklen,
\ - '
1977; Telford and Sawrey, 1981; Gliedman and Roth, 1981; Shaver and Curtis,

1981). : | .. -

* .

In 1977: Begganxand‘Biklen introduced the concept of "handicapism"
as a paradigm to'explein "the social experiences, of those who have previously
been known as mentally 111, mentally retarded, deaf, crippled, alcoholic,
addict, elderly, deformed, defiant,'abnormal;'Qisabled, and handicapped" '
(p.14). Defig;ﬂ/as a "'set of assumptio;s and practices that promote the
differential® and unequal ttreatment of people because of appafent or assumed
phy‘iﬁrl mental, or behavioral differences " handicapism has many attributes
in common with racism and sexism (p.lA). Handicapism, the discrimination of
persons with disabilities, emanetes from cognitive and ideological prejudices
.and stereotypes, and 1s evidenced ﬁhroughout the organizational structure of
socie£y: in Qersonal ihtefections, in health and educational boliEieg and
practices, and 4in the media which repreeents the'laéger soclety.

While "changes in civil rights for blacks and women have preceeded
fhe social change movemen; for individuals with handicaps," the 1960's also
saw the emergence of protests of disability rights advocates against the
negligence and abuses of persons with physical and mental handicaps (Mullens,

'

1979, p. 20). Whereas disabled persons historically were_"cared for and

hidden" in restrictive, segregated, dhd'costly institutions,"V B ' R

forced a reexamination of societal attitudes and treatment toward pegsons
yith disabilities. Coalitions have since formed, promoting greater autonomy
and personal decision making for disabled individuals, The independent living

and deinstitutignalization mevements are good examples of concerted efforts

61



to gain legallrights.for children, youth, and adults with handicapping
conditions (Joe and Rogers, 1981).

Through legislat;ve, jqdicial; and executive actions, issues such
as human dignity, right to individualized treatmént, and provision_of services
in the léast restrictive eﬁvironment have been reinforced.- However,(the
movement toward full physical and ;ocial integration of persons with dis-
abilities into flainstream society has been limited. Five years after the
- Bogdag/and Biklen article, handicapism prevails. Persons with handicapping
conditions still are prevented from full access to society: in physical
accommodations, in education, in employment; and in relationships.

Whether we are disabled or able-bodied educators, policymakers, or
practitioners, as persons concerned with interpersonal, public, and mediated
communication, we particularly need to be aware of how handicépism'influences
each of us, just as racism,.sexism, ageism, and other negative attitudes
influence us and our communication with and behaviér toward others.

While a numbér of publications have been written on issues related
to "handicapism,”" this paper will attempt to:provide'a basis for further
exgloration into the scope of,discriminatory practices resulting from societal
"qefinitions" of persons who have disabling cénditions. More specifically,
the purpose of this paper is to provide a glimpée of the impact of the
differential and unequal treatment imposed on persons with disabilities by
(1) éxamining the pejorative attitudes obtained in society toward. persons
_ defiﬁed as "handicapped,”" and (2) identifying the images, symbols, and
germinology which help perpetuate these attitudes. Throughout, thé implica-

tiong of defining and categorizing persons with handicapping conditions, as

reflected in interpefsonal'relationshiﬁs, in media presentations, in langugge,

»



and 1n the organized structure of the health and education policies, will be

examined.

As we review the myths and steréotypes influeﬁcing‘our attitudes
about persons with disabilities, a major model in defining persons with
\

' )
handicapping conditions répeatedly emerges, 1.e.,’'the medical model of

- disease. In their powerful book, The Unexpected Minority: Hand{capped

Childtren in America, Gliedman and Roth (1980) provide a detailed account

of how our perceptions of--and interactions with—-~persons with disabilities
are conditioned by society's definition of a "haﬁhicap" as "disease" (pp. 18-27).

. As the authors note:

In a first encounter ;he knowledge or perception that a person

is handicapped is among the most important clues that we can
obtain about his character. Indeed, ‘ﬂn many instances the sudden
discovery that the person 1s or 18 not handicapped suffices to
transform our perception of his social persona completely (p.19).

As all too many disabled persons will confirth, they are defined by '

-

their visible (or invisible) impairment. "Unlike temporary injuries, a
handicap 1s considered by;others to be integral--'essential'--to the handicapped
ﬁerson's s6cial being" (Gliedman and;Réth, p. 20). The person will be treated
differently and will be expected to behave differently as well. Even with an
invisible impairment (e.g., epilepsy, heart problems, or'ﬁiia'iZE;iagEibﬁ),
the person is labeled with a stigma, "an undesired differentness," and finds
him or herself at a distinct social disadvant#ge (Goffman, 1963).

In reporting major research‘findings\reléted to the nonverbal communi-
cation ﬁatterns of children with le;rning"disabilities, Lieb—Briihart (1982)
supports this contention. Peers, stranger;, as well as parents and teachers

\

were found to perceive the social byjhavior of iearning disabled youngsters




negatively and,-in the case of teachers, react differently to youngsters
with learning disabilities than to their non-disabled peers.
The scenario is not difficult to visualizé. Differences in the

person's interaction style is perceived as ''deviant,'" or as possessing
. ) !

"inappropriate" verbal and nonverbal cues., An able-bodied individual with

limited personal experiences with disabilities interprets these cues to mean

less credibility and less competency, compounding misunderstandings, and

confirming the disabled person's non-identity.

I3 L

This learned inferiority and the "stigma" attributed to the disabled

L]

person reinforces negative self-perceptiors, further affecting the bearer's
ability to communicate, and "to assume virtually any positive social pexéona"
or "mormal social functions' (Gliedman and Rogh, p. 23). Documenting his own
encounter with cﬁronic illness, Zola (1982b) reiterates the impact of being
defined by one's handicap (i.e., always considered incapable of nnrmal
function because of onegg—impairment). |
"jﬂﬁé;“6héé“aiégﬁ6§éam(ifé1;“Iabelled and categorized).as having an

impairment, a treatment model is prescribed and accepted by all--patient,

family, and service providers. Reactions and interactions with the "diseased"

peréon become treatment—oriehted, focusihg only on the impairment--the
. S T “ .
paralyzed leg, the learning disability-~with little concern for the pérson

who "owns" the paralyzed leg or the learning problem.

Dependency, a stereotypical, but logical outcome, similarly is pro-

moted by the "disease'" model. Zola (1982h) summarizes a personal reaction to

3

a physical hand{cap: .
Infantilization is the process, invalidation is the result.
Being sick calls forth in. feelings, behavior amd even treatment,
a state of dependency most characteristic of children. When ‘ »'"““
the temporary acute state becomes permanent, then too, unfor-
- tundtely, do the child-like qualities inherent in the role
- (pp.12-13).

»
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The stigma of non-identity, or what Zola refers to as "invalidation"
of persons with disabilities, also contributes to the stereotype which defines
handicap as deviant‘(Gliedman and Roth, 1980; Joe and Rogers, 1981; Yuker,

1981). The ségregation and exclusion from the mainstream of society appears

justified since the deviancy must bé\caused by a "gickness" or "disease."

In fact, attempts by disabled persons to assert and establish their social
abilities in mainstream society.are perceived often as "symptoms of maladjust-

" ment" (Gliedman and Roth, 1980, p. 41).

<

In otherxsituatidns, when the person's impairment does not actually
limit his or her ability to function, the opposite stereotype occurs: the

person with a disabling condition achieves outstanding success in some aspect

>

of life and is perceived unrealistically as either "superhuman," or as
Gliedman and-Roth (1980) maintain, no longer handicapped.
+« « « our apparently objective perceptions of handicaps as
socially incapacitating biological conditions are' the per-
ceptual products of a prior--and unconscious——social cqﬁstruction.
Only when our tacit social grammar decrees that the disability
is a stigma of deviance do we see ‘a handicapping condition.
But the moment that our social grammar decrees otherwise,
either because of conspicuous success or becayse of some
combination of social role and setting, we cease to perceive
a handicapping condition (Gliedman. and Roth, 1980, p. 30).

These stereotypes are reiterated continually in the print and non-
print Eggigf-frém pre-school public;tions and comic ,books to nevspaper
accounts and horrormfilms. Media reflect, reinforce, as well as help formu-
late individuals' behavioré.and attitudes towards others with physical,_

x
intellectual, or psychological handicaps.

3
A

In reviewing the impacﬁ of newspapers and television on a person's

attitudes toward individuals with disabling conditioms, Yuker (1980) reinforces
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our general knowledge about media effects, notably: ''stereotyped" images of

handicapped persons result from what people have read or seen in the media;

P

whereas, those 1nddv1dua1s with extended personal experiences with "disabilities"
base their beliefs on those experiences, rather than on media ‘reports (p.35).
Results consistent with Yuker's 1981 review were reported ooth by
Donaldson (1980) and Biklen and Bogdan (1978). Biklen and Bogdan surveyed a
range of classic literature and contemporary media and concluded: while "few
b&bés and films treat disabilities sensitively and accurately, most do not"
(p.5). The stereotypes documented by both reviews reflect those perceptions
held by individuals with seemingly limited contact and interactions with
disgbled persons. The images portrayed are generally stereotypical, just as

they are with ethnic or other minority groups. As manifestations 6f handi-

-

capism,™ thege stereotypes not only reinforce society.'s oppression of minority
groups, but also tend to (a) reinforce one another as stereotypes; (b) promote

opposing concepts—-e.g., persons with disabilities are seen' as "asexual" on
., . f‘
one hand, and as "insatiable 'sex degenerates'' on the other; and (c) distort
~ /

reality. As Biklen.and Bogdan (1978) suggest, 'most limitations associated
. &

"

~with being disabled derive from society's response to disability, rather

than the actual limitation encountered by the impairment (p.5).
v While guidelines have been developed for writers, editors, book

reviewers and other media developers to assure persons\with disabilities are

»

represented positively and fairly (see Appendices A and B), little change has

been noted in actual media presentations. The stereotypes identified by
3

Yuker 1n 1981 differ little from. those found in the Biklen and Bogdan 1978

survey--both reflect handicapping conditions eqUated with the medical model

2

‘of disease‘discussed earlier.} Yuker's 1981 study showed persons with
X '
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disabilities (1) abnormally bad and repugnant, and therefore, eséentially

evil (i.e. diseased); (2) idealized and abnormally good, 1eadiné fo unrealistic
and abnormally high expectations of the individual (i.e., superhuman);

(3) pfimarily dependent on others, requiring "special attention, special
facilities, and special support,”" with little emphasis on the person's

ability to cope or to make positive coptributions to society;. (i.e., dependént

and dehumanized); and (4) deviant and strange, and "bizarre and anti-social"

(again, deviant). . N

- Note the similarities with the 1list of stergdfypes identified by
Biklen and Bogdan (1978), where disabled persons Jlre depicted as: (1) pitiable
and-pathetic; (2) helpless and dependent--objects ofsviolence; (3) sinister

and/or evil; (4) superhumanj (5) bf@ter, self—pitiefs; (b) dependent burdens;

A

7N comics--laughable, "Mr. Magoo" types; (8) atmosphere~-newsdealers or
blind musicians§ and (9) non-béggal'gg sex starved (pp. 4-9).

Perhaps most damaging in‘both studies has been the presentation of -
disability as central to the plot or the character's role; reinforcing the
disabled person's inability to participate fully in everyday life, the non-

identity stereotype prevalent in American culture, even amgné the helping

professions. \ -
As Dunn (1980) recounts in "The Drummer I Must March To," a bio~--

graphical theatrical production written during the onset of her blindness,
4
No one seems to be concerned about what I will do.with
‘my life. As though now I have an excuse for not giving
or sharing or searching for purpose in life, Is being
blind what I am "to do?"™
Suddenly I'm different, not Susan anymore, . . .
Suddenly my friends perceive me as a crystal doll
Too delicate, too fragile to be touched.
Afraid they may upset me; they step back,
Choose words with care;
And put me on the shelf I hate so much.
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I'm still me looking out, ]

But what do they see looking in? . . .

Are they blind, why can't they see me?

Must blindneéss always come before my name? . . .
I am not a blind pergon; I am a person-who happens
to be blind (pp. 16-19).

Similarities between the prejudicial attitudes toward persons with

disabilities and other ethnic and minority groups increase as the medical

rd

model of "disease'" 1is explored with its discriminatory stigmas of non-

identity, dependency, deviahcy, and even the unrealistic exﬁectatiOns of

/-
superhuman qualities. # In denying "full status to those it wishes to ignore--
\its minorities; J%s youth, its women, its elderly--society diminishes them
as personsi and having placed them in this_aiminished_state, it can more

imination of blacks and

safely deal with them as helpless" (Zola, 1982b, p.1l4
Emphasizing the differences between the dis

the discrimination of disabled persons, however, Gliedman and Roth (1980)

state: . . '«

In some ways the handicapped are better off: they meet no
organized brutality, no lynch-mob "justice,'" no Ku Klux
Klan rallies. But in other ways the handicapped are sur-
prisingly, much worse off. There is the matter of pride,
for example; blacks can, do, and should be proud of their
skin color and not want to change it; but no one argues
that mental retardation is good, that blindness is beautiful,

r that doctors should stop research into the causes and cures
of cerebral palsy (p.23). Ny

- -

-~

To g%unteract both the social construction of stereotypes and

their media reinforcgrs, advotates in the disability rights movement have

L)

focused to a great extent on the effect of language on people's perceptions

(able—bodied And disabled alike), and, therefore, on attitudes of persofjs \

o

with handicapping conditions.

*
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Visualize the differenck between a person confined to a
wheelchdir compared to a person who uses 'a wheelchair.-
Confinement implies ' restriction, r "imprisonment" or
"restraint" where use signifies ' control for a purpose"

or "extension of ability." 1In a similar fashion, conjure
the image of a person "suffering" from epilepsy rather than
subtler words such as experiences seizures (Mullens, 1979,

p. 20),
As communication professionals, we readily recognize the impact of

. v .
language on an individual's understanding of and reaction to new and "different"

LN

stimuli. The language "used to discuss ~and describe persons with disabilities

and their handicapping conditions many times includes unwanted generalizations, -

-

particularly with categories ofghandicapping conditions. "Speaking of people

as 'the handicapped' or 'the disabledl:i@plies'a monolithic group . . .
The use of categorical labels has-sereral negative outcomes, but one of the
most derogatory practices:is to nake.those descriptors into nouns;" (é.g., 4
LD's, epileptics, CP's, trainables, and ?heelchair peopig), therefore equating .;9 '
devaluation with'individual éifferences (Mullens, 1979, p. 21).

Similariy, respect (or- lack of respect) for persons witn handicapping
.conditions is'communicated throngh the labels, symbols, and images we use

v

for depicting relationships among persons with and without handicaps.

"Rather than doing for or to a person with handicaps, the emphasis of

interaction should be on mutual inter.ction" and on the benefit of 'open,

respectfﬁi" encounters among indiVidua'ifwith varying"physical, mental, and -

P

- social abilities and charaeteristics (Mullens, 1979, p. 23) | o " ,
Foéxsing specifically on labels, the Council on Interacial Books for . .

A N

Children (CIBC) urges avoidance of ?all terms that dehumanize or objectify
disabled persons, all terms that characterize disabled persons as dependent
or pitiable, all terms that_perpetuate the myth that disabled persons are . \.

ihcapable of participating in the life~of a commﬁnity" (Biklen and Bogdan,

1978, p.8). ‘ - ' 6‘9
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As can be anticipated, controv sy regarding acceptable terms exists

-

"even among the advocates for pefsons with disabilities. While "handicap"

is rejected generally because of its historic connotations of beggars who
held '"cap in hand," it still appears consistently in legislation designed to
prote%t individuals against discrimination and provide them with appropriate

health and education services. For a numbet of years now, the term exceptional

~ has been. favored by some advocacy gzzyps; for others, however, it is con-
g

sidered .a euphemisﬁ.(p.S). In pass Chapter 766, the Massachusetts 1egisf

e

lature prohibits labeling of any kind. -

Children with disabilities in Massachusetts are henceforth

to be identified only as '"children -with.special needs."

The Massachusetts lawgis coqdidered .to be progressive,

but there is some criticism that it -gives legitimacy to a
phrase that emphasizes a person's '"neediness'" (Biklen & Bogdan,
1978, p.8). '

\ "Disability" and "impairment," also used extensively, add to the

<

definiti;%al dilemma, particularly when one considers health and education
services for peréons with disabilities and compensation-for provision of
sérvices are tied to local, state, and federal\&finitions. As for others

in our culturé, policymekers are affected not only by advocacy groups, but

also by intertwining connotative and denotative meanings which have evolved

over years of prejudice and ggndicapism; Thus, while "defining" persons

hY

with handicapping conditions has-ethical'implications relevant to the pro-
'y h ’ .
motion of values and attitudes, the prqcess and outcomes of defining also

present eéconomic and political implications relevant to sociéty as a whole.
) " P _ ..

Confusing matters further are the number of denotative definitions -

‘which exist for "disability;" "handicap," "exceptional," "impairment," and

otﬁex terms used to classify the growing numbers of persons requiring special

servicés.‘ According to Joe and Rogers (1981),

-

70)



There .are at least forty separate public and private

"disability compensation systems available to American

workers and their families. Within the federal govern-
ment alone, there are twenty-three different definitions
of disability corresponding to various federal programs,
each serving a particular clientele in a particular way
(p.15).

B

Whereas, the Veterans Administration utilizes a ;::Iét medical definition

for reimbursing a 'disability," the disability insurance program (Title II

. of the Social Security Act) uses 'extent of ability to engage in 'substantial
gainful'activity.'" A means test is attached to this definition~for Title XVI
of the Social Security Act, which provides supplemental security income (SSI)
for disabled persons and their families. ''Different eligibility rules and
benefit structures in each of these and other programs stem from the very

different underlying philosophies and goals of each" (Joe and Rogers, 1981,

-

p.15).

With the enactment of The Education for All Handicapped Children Act
of 1975 (Public Law 94- 142), mandating the provision of free and appropriate
educational services for all handicapped children and youth between the ages

of 3 and 21, the attention of state educational agencies, ag well as parents
- )

and advocates, has' focused on the federal definition of "handicapping condition."

Again, conpensation for the provision of educational services, including

¢ LY

related health services, is determined by the number of’ children and youth
classified as "handicapped.
With few other options, PL 94-142 definesl"handicapped" children by

categorieS' ", . . mentally retarded; hard of hearing, deaf speech impaired,

»

visually handicapped, seriously emotionally disturbed, orthopedically impaired

]

other‘health impaired, deaf-blind, multi-handicapped, or having specific

.

learning disabilities, who because of these impairments need special education

.
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ané related services." éThis defgnition extends the defiinition included in
Section 504 of the RehabilitatioL Act of 1975 which guarantees the civil
rights.of persons with physical and mental‘diéabilities. In this Congressional .
Act, a handicapped ﬁerson is(defined as “.~n . any person who has a physical
or mental impairment which substantially 11mi£s one or more major life
activities, hés a record of such impairment, or is regafded\as having such
an impairment." (See Birch in this series for specific definitions.)

in‘the regﬁlation of the Vocational Edu;ation Amendments of 1976
(PL 94-482), persons with handicapping conditions are classified similarly
to Pl 94~142, with the addition thét these children and youth ﬁZannot succeed

in the tegular vocational education program without special educational

assistHHEE}/éz requires a modified vocational educational program." For

educational purposes, therefore, "handicapped" refers to amny individual

diagnosed as having one of the disabilities identified above, who "because

of the limits iﬁposed by the condition, needs special heip in regular or

gocational education" (ﬁirch, 1981, p.51). -

AY

A good differentiation among the terms impairment, disability and

handicap is provided by Stevens (1962): whereas an impairment refers to the}_

physical,.menﬁal, or psychological problem itself, a disability refers to

the limited function or behavior directly or indirectly dependent upon the
impairment. For example, an impaired hand (severed nerves or absence of

fingers) would result in a similar disability (1.e{, back of digital dexterity

withhlimitations in writing or typing) which may ‘0r may not result in a

" handicap for the individual. As Birch (1981) notes:

-

A handicap 1is measured by the extent to which an impairment,
a disability, or both get 1in the way of normal living,
including acquiring an education. Handicap is highly personal,

ki Q | 72 | | :
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for it is the name for an individual's own reactions

to the presence of an impairment or disability. The

central concept of handicap is this: It consists of the

indiyidual's ability to live with that interpretation. _

Many pggple have impairments and disabilitigs. Only some

people ,ake handicapped because of them (p.483,
Birch (1981) méintainslihat special educators have moved away from labelling
and their "preoccupation" with categories (p.45). The majority of special
education textbooks published since 1976 also support the contentiqn;

Categorization and labelling acéording to medical diagnoses (e.g.,

}' * .

emotionally disturbed, blind, &tc.), however, continue to predominate both
the policymakers' definitions and the regula% classroom teacher's
perspective, posing additional constraints for children and youth and their
adult counterparts with handicapping condition&. As Joe and Rogers (1981)
aptly clarify, individuals may ''possess more than one type of disability;—
or perhaps, a constellation of'partial disabilities which do not fall into’
any discrete class. Categoyization based solely on . . . medical labels

reflects a linear way of thinking," forcing a focus on defici%ncies rather

than strengths (p.20).

As identified previously with regard to societal stereotyping, the
implications of retaining_monolffﬁic classifications for persons with varjing
disabilities are extensive:

. Compensatory skills are thus not develobed, leading to

segregation, frustration, economic dependency, loss of

self-esteem and motivation. Social expectations tend to

reinforce poor performance of disabled persons, and

ordinary achievements come to be viewed as the exception,

not the rule (Joe and Rogers, 1981, p.21).

Birch (1981) reiterates the crucial need for all persons to "think

of exceptional children not in terms of diagnostic categories but instead

in terms of the actual assistance needed, to attain success''--including

73
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dezelopment of communication and mobility”skillsv(p.é6). This perspective

of defiggng persons with- disabilities according to their functional perform-
ance is reiterated congistently by advocates ;;:the disability rights movement.
A perticularly pereuasive modéL ig offered by Jde and Rogeps (1981) who expand
this definition and assert thefneed to "redefiqe" d%;gbility as a sociletal
problem; i.e., disability is ''the sum total of physical,‘sociai end economic
limitations which an individual suffers as the consequence of the interaction
between himself and his environment" (p.18). ‘ - | -

Policies based on ghis definition would systematically take

into account personal adaptations to the handicap, available

environmencal and/or technological supports, changes over time

with age, attitude and motivation, and a variety of possible

roles that might be filled in a given profession, thereby

reducing the tendency to stereotype all handicapped persons

(Joe and Rogers, 1981, p.20). : .

A definition which takes into account the person’s functional abilities
in relationship to his or her environment implies new and important per-—
spectives for persons with disabilities in terms of“treatment; service
delivery; and compensation for the impairment, and in terms of deily.inter-
actions with others in ;he environment, There are also broad implications
for those providing health and.education43ervices as well as for thosg

' establishigg\policies for service provision and compensatiop/reimbursement.
The ripple pf such definitions compound as we reflect on society: through
our familial, social, and educational institufions, and particularly in
communication, where our focus is on message development, interpretation,
and impaet--whether f?r intrapersonal, interpereonal, small group, public,
or mediated comm.unication situatrions. ‘ | »
The preceding pages obviodsly have provided only a glimpse of qh:.

social and attiﬁudinal constraints perpetrated on persons defined as

\ | - ' “
I v g '7¢; . v

k)
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"handicapped." While it is not within the scope of this paper to derail
lists of the implications of dgfining the unexpécged minofity, hopefully,
this review will s;imulate my colleagues in communication--many temporérily
able-bodied--to reexamine their own attitudes, look beyond the stigmas,

and consider the extensive ramification; of "handicapism" for the teacher,
researcher, and practitioner in communication. By allowing ourselves to
become involved in examining, researching, and tgaching issues relevant to
the needs and rights of persons with handicapping con&iﬁions--both in terms
o? process (i.e., interacting with persons with disabilities, in and outside
the class£;Z;) and in terms of content (e.g., laﬁguage‘and semantics, attitude
change, media effects, and any of the numerous variables which influence the
development and éresentat;qn of self in iﬁit}ating, maintaining, and é;o-
moting interpersonal relationships with others—-disabled and able-bodied

alike)--we will help to ensure that all persons obtain their due rights as

citiZens with full access to mainstream society,
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Appéndix A

Guidelines for the Representétion of Exceptional | .
Persons in -Educational Material

To assure persons with exceptionalities are represented positively
and fairly, in print and non-print educational materials, The Council for
- ®Exceptional Children in consortium with the National Center on Educational
Media and Materials for the Handicapped and the University of Pittsburgh
developed the following guidelines., . For further clarification, see June B.
Mullens, 'Making Language Work to Eliminate Handicapism,' Education Unlimited,

June 1979, pp. 20134

Guideline l In print and nonprint educational maternials,
Zen percent of the contents should |,
include o4 represent children oi adults -
with an exceptionality.

Guideline 2: Representation of persons with excepiionalities
. shouldd be included <in materfals at all Levels
(early childhood through adult) and in all
areas of study such as:

Caneen Education Mathematics

Guidance Physical Education
Health Studies Science
Language Anrts Social Studies

Vocational Education

Guideline 3: The nepresentation 08 persons with exceptionalities
- should be accurate and gree grom stereotypes.

. A\
o~ Guideline 4: Persons with exceptionalities should be shown {n the
restrictive environment.” They should be shown
' pant&c&patxng in activities 4n a manner that will
include them as part of soclely.

& Guideline 5: In descaibing penrsons with exceptionalities, the
Language used should be nondiscriminatory and §ree
from value judgements.

Guideline 6: . Persons with exceptionalities and persons without
7 exceptionalities should be shown {nteracting in-
ways that are. mutua&ﬁy beneé&ccaﬁ

N

Guideline 7: Materials should provide a variety of app&opn&aie
' 10Le models of persons with exceptionalities.

. Guideline 8: Empha544 Ahouzd be on un&dhenQAA and worth of atl
' , persons, rather than on the differences between
‘ : pensons WLxh and wathout exceptionalities.

Guideline 9: Tokenism should be avoided-in the representation
06 penboné WLI&7%fQthL0naﬁthQAo

AN

4



Appendix B

Avoiding Handicapist Stereotypes:

. GUIDELINES FOR WRITERS,
EDITORS AND BOOK REVIEWERS

[

The guidelines below were prepared by the Center on Human Policy,
the center for Independent Living in Berkeley, Disabled in Action of
Metropolitan New York and the Council on Interracial Books for Children.
They are offered as suggestions to assist authors, editors, reviewers and
readers in counteracting the common stereotypes about disabled people

- that are outlined in the article, '"Media Portrayals of Disabled People:
A Study in Stetreotypes,'" by Douglas Biklen and Robert Bogdan, Interracial
Books (Bulletin for Children, Vol. 8, #6 & 7, P.4-9).

e Shun one-dimensional characterizatipns of disabled persons.
Portray people with disabilities as having jindividual and
complex personalities and capable of a full- range of epotions.

e Avoid depicting disabled persons only in the’ role of
receiving; show disabled people interacting as equals and

‘ giving as well as recelving. Too often the person with a
disability is presented solely as the recipient of pity.

e Avoid presenting physical characteristics of any kind as
determining factors of personality, Be especially cautious
about implying a corxelation between disability and evil.

e Refrain from depicting .persons with disgbilities as objects of
curiosity. It is entirely appropriate to show disabled people
as members of an average population or cast of characters.

\ ' " Most disabled people are able to participate.in all facets
of life and should be depicted in a wide variety of situations

e A person's disability should not be ridiculed or -made the -
butt of a joke. (Blind people do not mistake fire hydrants
for people or bump into every object in their path, despite the
myth-making of Mr. Magoo.)

e Avoid the sensational in depicting disabled people. Be wary
of the stereotype of disabled persons as either the victims or
perpetrators of violence."

e Refrain from endowing disabled characters with superhuman
attributes. To do so is to imply that a disabled person must
overcompensate and become super-human to win acceptance.

e Avoid a Pollyanna-ish plot thaf implies a disabled person need
only have "the willd' and the "right attitude" to succeed. Young
readers need insights into the societal barriers that keep
disabled people from living full lives-systematic discrimination
in employment, education and housing; inaccessible transportation
and buildings; and exorbitant expense for neccessities.

e Avoid showing disabled people as non-sexual. Show disabled
people in loving relationships and expressing the same sexual
Feeds and. desires as non-disabled. people.

o

[,

|




/ | ~ IMPROVING CLASSROOM
] L COMMUNICATION OPTIONS
Robert A Vogel - FOR THE TEACHER: A €O-
Ronald Fetzer OCPERATIVE }APPROACH

RATIONALE ;

There has becn in recent years an impetus in teacher education to focus more on the

importance of oral communication competencies.! Within the last several years, for

example, the Stite of Ohio has mandated a teacher-redesign effort that includes

analysis ind evaluation of one’s performance skills as they relate to teacher behavior.

Further, the State of Ohio has called for more clinical and field-based experiences.

Besides the student teaching experience, a minimum of one full quarter will now be
. required in-a variety of clinical urban and suburban or rural settings.2

The initiation of such reé-design efforts calls into question the traditional
classronm communication course model; i.c., students enroll in a classropm commu-
nication course where for the most part all experiences/exercisés are carried out
within the class itself. The student upon successful completion often will have a
significant time lag before he/she has the opportunity to apply new found
knowledge. This situation is further compounded by the fact that such application is
carried out under the supervision of cooperating teachers and education faculty who
do not share the orientation gained in the classroom communication course.

The special report of teacher educators in speech communication held at the
Memphis Conference stressed a need for communicatjon competencies to be
developed by our academic area for the development of all teacher education
regardless of certification area.’ . :

In Chapter Four of this document, the committee specifically address these
s concerns in the areas of measuring teacher competencies, the development of teacher

education, the planning of competency based certification for teachers; and the
-implementation of field experience in teaching educagioft; To achieve these goals
based on the,.recommendatjons developed,at this conference, a carefully planned
cooperative approach bctw%cn departments of Education and Communication
merits serious experimentation. '

[ 4

-

PROGRAM DEVELOPMENT

This cooperative approach’ is still in-the pilot phase. The reasons for .the long.
v _ start-up time are first, the intricate logistics associated with such an approach; and
second, the formal training of the School of Education faculty -and cooperating
teachers who will be responsible for the field/clinical implementation phase of the
- course. . : i -
The course is designed as a.core requirement for all Miami University students in
certification programs, approximately 750 per year. It is to be taken the Scr{\cstcr

Robert A. Vogel is Professor of Communication and Theatre, Miami, Oxford, Ohio. R;mald Fetzer is

a Assistant Professor of Communication, Wright State University, Dayton, Ohio.
) COMMUNICATION EDUCATION Volume 31, January 1982 )
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prior to the student teaching experienee. The conceprual framework is based on
work by Ron R. Allen and Kenneth Brown in which communication options are

studied within the overall context of cemmunication functions.* These functions -

involve both'sending and receiving messages. A person both initiates and responds to
messages according to one or all of these basic communication functions.

1. Controlling. These are communication options in which the participants’ domi-
nant function is to control behayior; for example, commanding, offering, suggest-
ing, permitting, threatening, bifgaining, justifying: persuading, and arguing.

2. Feeling. These are communication options which express and respond to feelings -

and attitudes; such as, exclaiming, expressing a stat¢ or an attitude, taunting,
commiserating, blaming, disagreeing, and rejecting.

3. Informing. These are communication options in which the participants’ function
is to offer or seek information; for example, stating information, questioning,
answering, demonstrating, explaining, and acknowledging.

4. Ritualizing. These are communication options which serve pri}narily to maintain -

soctal relationships and to facilitate social interaction such as greeting, taking
leave, and taking turns in conversation. :
5. Imagining. These are communication options in which the participants are
. placed in imaginary situations that include creative behaviors such as role
_playing, fantasizing, or theorizing.® , .

_ Still following Allen’s & Brown’s formalization the course has four broad
objectives: ’

1. Enlarging the future teacher’s repertoire of communication options.
2. Selecting criteria for making choices from the repertoire.

3. Implementing the communication options chosen.

4. Evaluating the effectiveness of the communication options employed.$

The course is organized into two major components: mass lecture (90 minutes/

_ One meeting per week) and lab/field experience (90 minutes/One meeting per

Y

- Y

-
o

week). The mass iecture portion wiii be taught by the Communication faculty and
the lab/field experience will be supervised by the Education faculty. Both compo-
nents are under léc direction of the Speech Communication department. Prior to the
institution of the program, Education faculty will have specialized training, and they
will atgénd the mass lecture portion of the program. The lab/field experience part of
the program will operate in student groups of 15 to 20.:The mass lecture will
provide theory, demonstration, and practicing professionals. The lab/field experi-
ence will take place in field school locations as well as clinical classroom settings on
the campus. It is the goal of the education faculty to visit, observe, and offer

evaluation to each student once during the course calendar. When students meet on.

campus in the clinical setting, they will share with one another, their field site
experiences under the supervision of an education facultysmember. Since each
student will not have a faculty supervisor present for each field experience, the
cooperating teacher (field site teacher working in the public school) will sign-lab
sheets to verify completion as well as professional evaluation of the college students’
course required field activities. This procedure is necessary to fulfill state require-
ments leading toteacher certification. . ;

This process, although involved, has specific intent. First, enrdlled students will
all have field experiences superviséd by professionals. This supervisién allows for

»

»
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pmlcs;non al feedback, shaping the growth and developroent of communication skills

needed in the teaching' profession. When field experiences are shared in group
~settings hack on_the campus, this sime developmental process will be provided

. vicariously to, th#Bther students in the course. We in the communication field have
long recognized the value of both experience and observation when we have our
students give spceches in class in order to stimulate development of delivery skills.

comes through the observation of others speaking. Teacher communication skills in
our program design will be mught from structured learning cxpcrlcnccs in much the
same way, : . . '

PROGRAM CONTENT" A

Adapting the Allen and Brown framework the course is structured as follows:
) (15 week semester program—3 credit hours)
Unit 1. - Communication in the Classroom An Overview

~ Mass Lecture (2 lcclurcs) This unit prov1dcs a systemic mq‘dcl of
. commuiicatioa for the classroom teacher.? o
(1) Introduction of five Communication Functions. '-
(2) Communication Roles in the Program '

1) Mass Lecturer

; 2) Lab/field experience Supervisor

. 3) Co-operating teacher

4) Pre- profcssnonal college students

=

Lab Sessions: * - - - : g v
(1) Orientation to lab- group/commumcauon mvcntory (on
’ campus) g -

(2) 15t Field site visit—orientation to professional environment

Unit IL.°  Nonverbal Communication and the Communication Functions
The focus of this unit is on the communication model and the five
functions’ relationship to space, environment, body language,
paralanguage, and artifacts,

Mass Lecture (2 lectures) -
(1) World of Nonverbal in the classroom
(2) Demonstration Videotape/commentary

X" ' - Lab Sessions: -
» (1) 2nd field site wvisit:” conduct cnvxronmcmal analyms of
; nonverbal communication at work
(2) students shafe their analysis ﬁndmgs with one another (on
: campus) ~ o ’
Unit II". Rnuahzmg Function- ’
. : Mass Lecture (2 lectures) This umt examines the importance of
. . mdcrstaﬁdmg the implications of formal (written) and informal
- (unWyitten) rules as they_ effect cnlargcmcnt of communigation
behavirs, the selection of communication cntcrla the implemen-

« a

2
.
Qo
.
o
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Equally important as- the learning from practice s the learning about delivery that

»
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1]

tation and cvaluation of Com'muni(':uium}uplions. These.will be

viewed as occurring in relationships hetween:

- .. a) teacher—student - N
b) tcachcr—tcachcr A '

c) studcnt——studént ' .“ \

Lab Scssxons T ’ ’
(1) 3rd field szte visif: recogd/analyze the interactions and
- acr;ompanymg behaviors S

(2) students share their findihgs i in small g groups (on CampuS)

- “ .
~ - it

Fcclrng Function -~ f :
Mass Lectures (2’ 1cctures) This unit will”examine how -sell
concepts of teachér will effect the cnmmumcanon interaction in the~
classroom. This will be viewed from the perspectives of:
a) teacher—role model
b) teacher—counselor. o
© ¢) teacher—idstructor , S
d) teacher—facilitator ’
‘e) teachér—leader

~ ™ -

v

H

¢« v

Lab Sessions: //\b .
_ (1) 4th field site vistt:" dbsefve profcss;ona! at work/rctord.-‘

roles, behaviors & mtcra(uons . oo
(2) ‘students share results recorded and a(hah ze thc communi-
‘cation funcuons displayed (on campus)’ .

=

. InTormmg ' # ' .

Mass Lecture (3 lectures) This unit is the primary focus of the

' course’and is designed to Enhance’ public speaking, qucshomng,
techniques, small group discussion, facnhtauon of lcarnmg activi: -

tins: .
(1) Pyblic- speaking: organization/delivery Qhestion/ '
A wer techniques ' 8 .o .
" (2) Small group,discussion techniques S
(3) Facilitating learning activities: Givi ing clear directrons
Lab Sessions: '
(1) 5th field visit—teaching a lesson® plan™™ .
(2) 6th field visit—Ilollowi ing up a lesson plan -

(3) students share their cxpcncnccs and lesson plans in small
group and fish bowl activities (on campus)

5 ~ i
v -

Imagining . ;
Mass Lecture {3 lectures) This unit focuses on the use of crcauvc
drdmatics, story telling, p1ntommc lmprowsahon and puppetry
as means-of dcvclopmg creative communication skills and behav-
iors that motivate’learning. A
- (1) Lreative drarhatics: a communication skill  ~

X%

Kax (2) Stoh, telling: Usc of yerbal stratcglcs oo
=3

- ' s
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(3) Pantomine ‘impfovisation/puppetry: combined usc of
verbal and nonverbal strategies
I.ab Sessions: .
(1) 7th field oisit—dramatizing lesson unit

(2) 8th field visit—creating an imaginative leacning experience
Q_, (3) students share their experiences and lesson plans in small
LY .~ ." . group and fishbow! activities (on campus) c
4 .
! Unit VI, . Contrelling ‘ :
. ¢ Mass Lecture (2 lectures) This unit represents the integration of
: L the total course. The student will learn how to develop controlling

communication behaviors based on. the 4ntegration offilualizing,

o fecling, informing, and imagining functions. Controlling functions -

will be examined {rom the perspective of the professional teacher’s
cnvironment. I - N
(1) The communication process: an integrative model
(2) Controlling communication roles and behaviors: ©
- teacher-—stuent - . P
teacher—teacher | o
. . teacher—parent (community)

wht

. . Lab Sessions:  ~ . -
(1) 9th field visit—recording/observation.a controllihg commu-
nication functipn e.g., faculty meeting; parent conference '
» (2) studéhts sharing their expérienges/observations/ recordings
" of the controlling communication experience (on campus).

,

5 ) ) . . . \?’

SUMMARY | Lo . '
In summary, through the united efforts of the departments of Communication and
‘Teacher Education, this newly developed proggam has brought about many positive
“and productive results: . . ' RN '

~ 1. A working implementation of the congerns expressed at the Memphis Conference

[y

on Teacher Education in Speech Communication; - -~ - -

2. A working academic program that will accomtodate state certification standards
being followed on many four year college campuses; _ :

3. An effective use of éxperiential learning that can be employed as a part of speech
‘communication skill training; o .

4. A professional and academic working relationship between departments of
.Communications and Departments of Education in'an attempt to make the
academic environment of the university serve societal needs. S ’

.~ A program such as +his builds upon what has been c’stablisi\cd-with‘in the

academic area of speech communication & theatre. By applying basic principles of

public speaking, small group discussion, interpersonal c_ommunicziiion, and creative
dramatics ‘to the uniqchcnvironmcm of the classroom, students seeking teacher
certification will go into" the profession with a solid foundation in the basic
communication functions. ' '

' ~

¢
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’ NOTES - -
. VATE Conference Proceedings on Improving Gommunication In. Teacher Education, Walter & Forster &
Charles A. Sloan, Editors (Dekalb, tlinois: Northern Illinois University, 1979); Standards For Accreditation of
Teacher Education, (Washingion, D.C.: National Council For Accreditation of Teacher Education, 1979), pp.
4-5.
A 2Standards For Colleges or Universities Preparing Teachers, Ohio Department of Education (Columbus, Ohio:
Ohio Department of Education, 1975), pp. 4-5. )
’P. Judson Newcombe and R. R. Allen, NEW HORIZONS FOR TEACHER EDUCATION IN SPEECH
COMMUNICATION, National Textbook Company in conjunction with the Speech Communication Association,
1974, SCA Action Caucus 1980 on “Maintenance of High School "Speech Programs and University Education
Programs” stated similar conclusions.
*Ron R, Allen and Kenneth L. Brown, Developing Communication Competence in Children (Skokie, linois:
National Textbook Comapny, 1976).
: sAllen and Brown, pp. 251-252. For further application of these competencies see Barbara Wood, Ed.,
¢ ’ Development of Functional Communication Competencies: Pre K-Grade 6 or Grades 7-12 (Falls Church, Virginia,
1977). Note: the word option has been substituted for acts. . .
¢Allen and Brown, p. 248. _ ‘]
"Michael J. Duncan and Bruce J. Biddle, The Study of Teaching (New York: Holt, Rinchart and Winston,

1974).
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SELF~CONCEPT ENHANCEMENT AND EVALUATION

~ Carolyn M. Del Polito, Ph.D.

1 Instructor E\uidelines _
1. Facilitate student-centered learning. Actively assist students to see :
themselves as planning, purposing, choosing individuals, responsible and
accountable. Students can grow,_flourish, and develop much more readilv
when the significant person '"projects an inherent trust and belief in
their capacity tg become what they have potential to become" (Hamachek,
1971, p. 202). ot

s

2. Help students to select experiences which refléct their.own particular 4
needs, interests, and concerns, provide a challenge, and yet help maximize
success. Not all students will be motivated in the same way pr intérested
in the same things; the instructor needs to make success more available in
more different ways. »

3. Personalize vour teaching. Appear sincere, uncalculating, an attrned to
students as individuals. .| |

4. Provide the student with flexibleb vet definite goals for success.! When
limits are clear, the individual learns to rely on his/her own judgments'
and interpretations of events and consequences. This is particulaﬁly
important for the highly anxious student who requires a structured situation _
in which to operate. _ . ¥ '

5. Highlight the student's specific strengths, assets, and skills to a&d the
' student. in sorting our his/her own strengths and weaknesses. The student
. needs to know. his/her own capabilities in order to gauge the probability

]

of success. ) . . "

J

6. Alleviate ambiguitv disrespect, and rejection in your interactions with

L students.

\';"*,“*:Y;S‘ . . ) . ‘ | . . )
xg‘ig“»“ 7. Maintain a classroom atmosphere of warmth and acceptance. The more positive:
'%'fgqfﬁ the studentg' perceptiors of their teacher's feelings toward them, the more

S positive their self-image, the better their achievement, and the more
: desirable their classroom behavior.  In addition, teachers who like pupils
tend to have pupils whb accept and like each other. S
8. Praise yourself. ,LRecognize and- acknowledge your own strong points-in the. g
presence of your §tudents Ydut’recognition of your own strong pgints will
provide an impetus for your students to prais@ tliemselves.

9. Do not prejudge vour students. Be honest and accurate 'in your evaluations,
while avoidingfdomparisons with peers. A teacher's expectations for a
student's performance is a significant, determinant/of how the student actually
responds.: ot :

8
)
M Y
a
T
S '

Q : .- 8()

»



L] R Ok:&“t. B

a

Instructor Guidelines
Page 2 ' .

~

10. Personalize evaluative comments, giving encouragement to students.

Evaluation, whether oral or written, which is more personal, in which
the evaluator appears to take into consideration every action, attends
to subtleties in behavior and modifies his/her appraisal accordingly,
should have a greater impact on the student's self-concept.

; 11. Provide students with a continuous, long term exJLsure to a particular
gppraisal. From a credible and personalistic soTrce it should have
. pro¥ound effects on self-concept. " .

e

12. ' Provide classroom experiences for "'each student to receive acceptance -
from peers.

A"

. . \
13, Provide classroom experiences for students to praise others. Persoms with
high self-esteem show greater acceptance of others.

i , .

14 Help students to evaluate themselves realistically. Evaluation should be
based on the student's comparison of his/her actual performance with his/
her own personal standards.

»

15. Urge students to concentrate on improvbment, rather than perfection.

16. Provide classroom experiences for students to;praise themselves. Self- .
. ‘accepting individuals tend to have-higher selfrconcepts. Positive self-
.evaluation in the form of "verbal reinforcements is positively related to
self-concept. . ~ Xy g

»

L . P

*Del Polito, C M.  The DeveLopment,.Implementation, and Evaluhtion of a * -
SelfrConcept Enhancement Program, Do¢toral Digssertation, Purdue University,

1973, R N . ,
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. INSTRUCTOR EVALUATION FOR SELF-CONCEPT ENHANCEMENT

Date

)

1.

Instructor's Classroom Behavior:

>

Provides Student-Centered Learning

a. Students’see themselves as -
planning, choosing, responsible,
accountable individuals |

. Experiences = student neea§4

. Bxperiences = challenge L

. Experiences = successful ouitcomes

b
c
d
Provides flexible, yet deftinite goals

"~ skills g ) .

Hiéhlights,studentsk~strengths,‘as§%ts

b

Is Personalistic (sincere, uncalcu-
lating, attuned to students as
individuals)

‘a. Alleviates rejection T,

Provides warmth and acceptance

b. Alleviates ambiguity
c. Alleviates disrespect

6.

Praises him/herself

B. Evaluation (Oral and'Writéen):‘ ..

1. Honest and accurate .

2. Avoids prejudgment ) )

. Personalistic D '
;T\\Fncouraging .- o .
5. RﬁQfds'comparison yith peers u
6. lCong}nggu;, consistent appra?sg} -

"C. Classroom Expériencés-He}p Sgudenté To: .

1. Accept each 6}héf e

2. ?faise each othegQ\\\

3. Evaluate themselves rézligtically

4. Eonceﬂtrate on imprOVement;'not

perfection® . - .

5. Praise-themsélveé_ . S - -

‘S=Superior; A-Aﬁove‘Averagé; 3-Ave£age; ZfBéio;.Ave;égg;'l;Poor' P

.\)
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Effective Communication
Strategies

4

Your effectiveness as an advocate depends
largeiy on your ability to communicate, that is,
to send and recelve messages accurately. You
must be able to communicate first of all with -
your protege or client. Since you are supposed
to represent his or-her interests as though they
were your own, you need to be able to determine
what those interests are. Some developmentally
disabled people have communication handicaps
such as hearlng or vision impairments or limited
intelligence, and you may need special .
techniques to help them express themselves’
and to understand them. You also -must be able
to communicate with the people, such as’
teachers, service providers, and administrators,
who have the power to make the necessary
changes for your clierit or prbtege.

Good communication involves more than just
talking. It depends on verbal and nonverbal
factors, such as voice quality, pronunciation,
vocabulary, grammar, gestures,-facial - Y
expression, “Interpersonal skills, and attitudes.
You can improve your communication skills by
becoming aware of some of the techniques of
effective communication. )

Interpersonal skills

A good reiationship between two people _
increases the chance for communication. You-. A
listen better if you care about the person who is

speaking; also, you are Inclined to be opeh and -

honest if a listener is rasponding with respect
and understanding. When you let the other
person know that you think he or she is a

worthwhile person, you create trust. Thus, your -

attitudes about another person affect how well
you communicate. Whether ybur relationship is
personal of professional, communication is
more likely to take place if you relate to the
other person with empathy, respect, and
authenticity.

Empathy -

Empathy is recognizing another person’s -
feelings. This is different from sympathy, which
is compassion or condolence. Empathy, in
effec{ps saying, I mag not Qel the same way,-
t 1 do recognize how you feel.” Belng
&pathetic is not enough you must be able to

From

convey your understanding. Here are some ways
that you can communicate empathy. Y

1

Before you begin to-undetstand how somgone
feels, you must give him or her your undivided
attention. When your protege or client is telling
you something, don’t let personal problems ar .
irrelevant thoughts distract you.

You can communicate your attentiveness and
concern through your nonverbal behavior. Face
the person directly, lean slightly forward, and
look at the person’s eyes. ,

Responses such as ‘‘Yes,” “l see,” or ‘mm-

- hmm" or nodding your head and smiling will

encourage a person to continue talking. Silence -
may be interpreted as indifference or
disapproval. Respond frequently and honestly.
Don't'say ‘| see’” when you don’t really
understand. To check your understanding,
paraphrase what the person has said and
preface it with a question such as, “Do | have

_ this right?”

Respect

(Y

Respect, the seéond crucial ingredient in a good
relationship, is the unconditional’acceptance of
another person’s behavior, bgliafs, opinions, and
feelings. This is a ““no strings attached"
attitude; your continued regard is not based on
the person meeting your standards of behavior
or beliefs. Acceptance is not the same as
agreement. You can disagree with someone and
still accept that person’s right to his or her own

2 opinions

Being accepting is sometimes hard to do. Most
.of us have prejudices, whether we are aware of
them or not. You don’t have to condone a -
person!s lifestyle, beliefs or behavior, but you
should respect his or her right to choose how to
think and act :

You can show respect by following the :
gutdejines for communicating empathy. People
rwill feel respectad if you listen attentively and

check your understanding by asking questions.

Avoid arguing, trying to prove that only your
ideas are right, and jumping to conclusions
before you have enough information.

Showing respect also requires a nonjudgmental
attitude. Criticisms such as “Why

don’t you act your age?"” and “That’'s .not the .
way you're supposed to behave” will usually .
only cause resentment. Your protege or client
will feel accepted and understood if instead of

" Texas Tech University, 1980.

Aqtion Through* Advocacy, “Reseatcl\ and Training Cent:er in Mental Retardation;
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saying, “You shouldn't feel that'way,” you say, uncomfortable | felt when my boss and.l had'a
*| can see why you might bé angry. Maybe we disagreement.”. Then go on to explain the

can think of some things you can do to help the incident. Share information about your
S|tuat|on o ‘_experi'énces sparingly and only when relevant to

your protege’'s needs, or it may seem that you
are trylng to impress your protege with your own .
accomplrshments

4
You can’ convey respect verbally, but?f you are
not sincere, your nonverbal behavior can convey’
your disapproval, embarrassment, repulsion, or

insincerity. Nervous fidgeting, blushing, D|screpancles bétween your verbal and
frowning, avoiding eye contact, staring, or ' nonverbal behavior may reveal a lack of

_ moving away from the person will'make your . authenticity. If your conversation is all pleasant
true feelings'ohvious. Nonverbal behavior that and positive, but you tap your fingers on the
shows acceptance and warmth includes smiling, table, wear a forceq smile, and fidget people
touching, moving closer, eye contact, and will perceive you as dishonest and insincere.
relaxed body posture. - g Body language can-be effective in conveying

_.your genuine care and concern. A pat on the
back, a hug, or shaking hands may be-an
appropriate way to express your feelings If
physical contact does not make your protege

Alknowledging your protege's or client’s
strengths and abilities also shows respect. Your
relationship should be a partnership with each
of you contributing equally. Patronizing or

. - : uncomfortable. ‘ X -
dominating your protege undermines this - . .
relationship. Common forms of patronizing

“include insincere praise, excessive sympathy, TIPS \
- giving unwanted advice, or insisting on doing . 1. Pay attention to your protege or cltent or to »

thipgs for a person that he or she is capable of °

- doing. The.dominant ““| know what’s best for anyone else with whom you are interacting

you’ attitude is communicated by frequent 2. Check your understanding of what a person
interruptions, arguments, lectures, and changes is sdying. ' N
. of the subject. If all of your communication is to 3 Accept the other person’s right to his or her

provide solutions and advice and to impose your

own ideas, you belittle your protege’s ability to + own feelings and beliefs.

accept responsibility. Your respect motivates 4. Acknowledge your. protege s-or client s
your protege or client to seek answers to his or strengths. , .
her own probtems. _ 5. Share positive feelings. ’

v ]
Authenticity .- ‘ 6. - Be honest.
Being authentic means being natural, ope.n, and
nondefensive. However, it does not mean that :
you reveal all of your thoughts and feelings all : ) 4
of the timé; those you do choose to express - , s -

must be genuine. Sharing positive feelings with

your protege is almost always appropriate, but

revealing feelings of anger, disgust, and ; T
- frustration requires a high degree of trust in '

your relationship. When you feel it Is necessary,

and appropriate to discuss your negativer ° < %

emotions, phrase them tactfully and in a way , ‘ C

¢ that does not blame or criticize your protege. .
“When you did this, | felt . bid you
realize that was how | felt?” '

Relating your personal experiences, when they )
are relevant to your protege’'s problem, is : 5
another way to commurticate authenticaily. For ‘ >
example, when your protege is having treuble at 'y U
work, you might respond, *‘| remember how *
§

-t -
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nonvetbal signals will encourage the
speaket to continue—nodding your head,
smiling, and leaning forward. Typical verbal

Listener Responses’

. - * . ) responses used to show you are paying
" " Immediately after the average person has heard attention include ‘'l see,"” “really,” ‘'yes,"
someone speak, he or she remembers only and “‘mm-hmm.”
_ +about half of what wag said. Instead of focusing” . N ‘
our attention on the speaker, we allow our 2. Paraphrasing

thoughts to wander, and sometimes they never
return to the conversation. How many times
have you missed a speaker's message because
you were mentally planning a trip or making a

Paraphrasing is dne way to check your
understanding of the speaker's ideas. *
Restate what-the speaker has said, using
your own words. This is most appropriate

shopping list instead of listening? TN when the speaker pauses and is waiting for
: You can improve your listening habits by you to comment. For exampie:
' ‘developing a few basic skills. One essentiai skill . Y
. Speaker: No matter what | do, my teacher
Sl is'the ability to block out distractions. You must puts me down. i guess | can't do

be able to concentrate on the ideas being v
presented in spits of background npise,

, anything, right!
uncomfbrtabte seating, or preoccupation with . Am | getting this right? You're
your own thoughts . beginning to feei like a failure
because nothing you do seems to

please your teacher.

Good listening requires much more than
passively letting sound waves enter your ears.
You must be as actively invoived as the speaker. 3

.. While you listen, try to identify the speaker's Echoing ) -
main ideas and decide which are most - When the speaker clearly describes an
important. Compare the spgaker’s attitudes and emotion, restate the idea using the
opinions with your-own. Sglect the points which spéaker’'s own words. :

you feel are worth remembering and then try to

) Speaker: | feel scared when | meet new
relate them to your own experlence

people. Everyone stares at me.
The response you glve to a speaker determines
whether your communication continues. Some
responses, even when the responder means

Listener: You feel scared when you meet
people and they'stare at you.

. well, cut-off further communication. Such
' responses include evaluation (*You . 4 D]aloguo sustaining :

should . .~;"-*¥ou are wrong . .."), advice (“Why It @ speaker. seems to need reassurance that
don't you . .."), direction (*Y6u have.to . . D) you are interested, try a response such as,
moralizing (“You ought tge. . ."), criticism (“If .- - “I'd'like to hear about that.” When you need
you had only . . ."), analysls (**"What you need ; more information, dialogue sustaining

. ..""), and om-upmanship (“*You think your . responses such as, ““I'd iike to know more
problem is bad, you should hear about mine”). about that,” ‘and saying “and” or “but” with
These evaluating and criticizing responses make a questioning inflection may encourage the
people defensive -and resistant to sharing more. \ speaker to continue talking.

The advising and directing responsges cut off
communication by “sojving” and thereby ending .
the problem..They also prevent the speaker from Listener: But?
working outyhis or her own problem ;hrough
further taikirig.

Speaker: | was planhing to get a ]ob

J
Speaker: But my mother says she doesn’t |
have time to take me to work and |

\‘There are basrcally five ways you can respond to can't drive. 1
a speaker if your.goals are to understand and to ‘
‘ancourage the speaker to.continue. ' 5. Active iistening

1“ Passive listening Active listening is providing feedback o_n the
. . emotion the speaker seems to be
Pagsive ljstening simply lpts the speaker = | experiencing. Your feedback helps the
. know yoy are still “with'” hiim or her. Several "

3
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person to get in touch with his or her
feelings and then to work out solutions
independently. Your feedback should be on
the same emotional level as the speaker's
original statement. Some ilead-in phrases
you can use are: "You seem to feel really

" “Kind of makes you feel
) and "lt.sounds as if you feel
sortof ______.right now.”

Speaker: Ejerybody tells me what to dé! I
wish just once | couid do what |
- want to.

Listener: | gather you're pretty irritated right
now. .

Active listening takes time (it would be
quicker to evaluate the speaker’s feelings
and give advice). So don't use it unless you
really want to help the persgon and are
willing to take the time. Active listening also
means accepting the speaker’s feelings
without moralizing or trying to change the
person. ’

These responses show a sbeaker that you are
listening. Consciously using these responses
also helps you pay attention to the

conversation.

2

TIPS

1.
2.

Block out distractions.

Think while you listen. Identify the speaker's -

most important points and relate them to
your own ideas and experiences. *

Suspend your judgment for a while and try
to understand the speaker’s point of view.

Resist evaluating, criticizing, giving . .
sqlutions, or moralizing. '

Use one of the five positive listener
responses:

" passive listening ’

paraphrasing

" echoing

“dialogue sustaining
active listéning



conversation. Soclety defines the type of
touching which is appropriate to a particular
situation. For example; your culture may require
you to greet someone by shaking hands, rubbing
each other's noses. kissing, or embracing. Even
though you are limited by cultural rules of’
behavior, you can still convey personal attitudes
through touch. Usually, you initlate more body
contact when you like a person and feel
comfortable with him or her. Peopie tolerate
different amounts of touching, however, so ke
sure that you are not-intruding into the other
individual's personal $pace. Touching can be an
effective way torcommunicate positive feelings
if you are sincere and the contact does not
make elther person uncoqlfortable. :

Facial expression

Perhaps the most important and the most
carefully controlled nonverbal signal is facial
expression. The face can display a world of
emotions—happliness, anger, surprise, sadness
fear,"disgust. Appropriate facial expressions can.
help you canvey your ideas and attitudes more
accurately than words alone. Yet, most aof us
have been taught not to show our feelings,
especially If they are negative, so wé adopt a
deadpan facial expression. Expressing extreme
rage may not be he|pful, but it is certainly less
confusing for your listener if you let your face
show a degree of-Irritation rather than smiling
while the rest of yqur body signais tension and
anger. ;

Nonverbal language of handicapped people

Handlcapped people send nonverbal messages,
as well as receive them. Physical or- mental
disabilities, or a lack of experience, may prevent
people from displaying soclally acceptable " .
nonverbal signals, especiaily those which are
used to convey liking. Their body language may
give the impression that they are bored, '
indifferent, or even hostile. Misinterpreting these
unintentional and sometimes peculiar behaviors
may affect the way you react to handicapped
people. Appearance and behavior may conflict
in a puzzling way. When agperson S appearance
sends the message, ‘‘Thig is an adult,”
unconsciously expect aduit behavior and we
may be frustrated when the person doesn’'t meet
this expectation. U

t

X

Summary

Your ability to send and receive nonverbal
messages accurately can be a positive asset in
your relationships with other people..You are
communicating all the time, even when you are
not actually talking.

TIPS

1. Keep the distance between you and the
listener appropriate to the relationship and
“situation.

2. Maintain casual and warm eye contact
without staring.

3. Use-gestures and facial expreséions that are
consistent with your meaning and feelings.

4, Use handshakes, pats on the back, and hugs
to reinforce positive feelings when you and
. another person feel comfortable with these
contacts.

5. Interpreta handlcapped person’'s nonverbal !

‘language cautlously.
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Nonverbal Communication

As we interact with others, we constantly send
nonverbal messages through our body
movemeants, facial expressions, and gestures.
The ability to send these nonverbal signals is
innate, but nonverbal communication is'also a
skill that can be improved through practice.

Personal space

One of the nonverbal ways we communicate our
relationship to people is by the distance we
keep between us. We each have @n invisible
personal territory surrounding us, “ealled
personal space. The boundaries of your personal
space contract and expand depending on your
emotion$, the activity you are involved in,
your cultural background, and whether the
relationship is intimate, personal, soctal, or
public. Most of your daily communication
~ occurs in the personal and social zones. D{ring
conversation, people usually maintain a
personal distance of two and a half to four;fiet.
At social gatherings, the appropriate distanc
for convergatibn increases to four to seven feet.

People are veril disturbed by intrusions into their
personal space. If someone gets too close to
you, you feel nervous and uncomfortable. You
may try to move away but when that is not
possible you tense your muscles and possibly
turn your head away. As a last resort, yau may
try to protect your space by placing an object
such as a purse or a bnefca§§'between you and
the othe”? person.

Eye contact

Eye contact is also an important nonverbal
signal. When two people look at each other and
smile or nod, this is usually understood to be a
joint agreement to begin a conversation. As a
good listener, you look at the other person’s

face, especially the eyes; looking away indicates -

.that you are ready to end the conversation. The
‘amount of eye contact you use can L
communicate emotions and attitudes. Avoiding
eye contact conveys shame, embarrassment,
_anxiety, or a lack of confidence. The more eye
contact yoy have, the more likely the other
person will be to see you as friendly, mature,
and sincere. However, this is only true up to the
point where a normal gaze becomes a stare.
Staring may make thé other person feel nervous

and defensive because it is seen as a sign of
contempt or disapproval. To stare at someone is
equivalent to saying, "'I'm better than you' or |
don't approve of what you're doing.”"

A word of caution about interpreting eye
contact: the rules for appropriate eye contact
vary with sex, class, age, and cuiture. So, when
another person avoids looking at you, for
example, he or she may actually be frightened,
embarrassed, depressed ©r nervous or may
simply belongto an ethnic group with different
visual customs. For example, black children are
taught to lower their eyes ds a sign of respect
for teachers and ministers.

Gestures

We use many different kinds of body
movements jo support our verbal
communication. Some of these movements are
conventional gestures such as a head nod for

~“'yes.” Other movements are unique to an

individual or a situation (for example, a
fraternity's secret handshake). Body movements
serve two basic purposes for communication:
they help to clarify the speaker’s ideas or they -
express emotions and attitudes. Descriptive
gestures help to illustrate objects or actions

_that are difficult to explain with words alone.
. You might use descriptive gestures t

demonstrate how to kick a football, how to hold
a baby, or how to eat with chopshcks Gestures
might also help you to tell someone how iong

- the fish was that got away, how tall a basketball

player is, or how you harrowly avoided an:
accident.

Most gestures associated with emotion are
spontaneous and are not primarily intended to
communicate. When yQu are tense, you may run
your fingers through your hair, clutch the arms
of the chalr, play with an object, or msuEEbout
aimlessly. Some gestural messages about
emotion are sent deliberately—clapplng to show
approval or shaking your fist in anger.

Condescendlng gestures—such as patting the

head of a mentally-retarded-adeit—will damage ,_

a relationship.

| Touching

Touching is another way we use our bogies toﬂ

communicate. Greetings, farewells, and

congratulauons usually include physical
contact. Touch may also be used to attract
somegms attention so that you can begin a

J4 o N
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Communicattng with a Mentally
Retarded Person

The effects of mental retardation Mpeech and
language development may be $o mild that the

. perdéon has no speech problems or only minor
articulation errors; or the effects may be so
severe that the person will never develop
functional speech.

Some people who lack expressive language
(ability to speak, write, or gesture) have
receptive language (ability to understand what is
said to them).

-

Assess your protege’s or client’s verbal skills
with an open mind. If the person has normal
skills, you may not need to adjust your usual
communication style. But if there are
limitations, you must make extra efforts so that
the protege will understand the issue and so
that you will understand his or her point of view.

To avoid simply imposing your views on a
retarded person, you need to take the time to
explain and to listen.

Work with the person’s parents, teachers, and
soclal workérs, and with the advocacy staff for
suggestions on effective methods of
communication. Being consistent with others

who Interact with the person will help him or her
Jearn. "y ”

3

Some mentally retarded people have
communication problems because their
environments are limited. You will help them
gain language ability and social interaction
skills by.letting them experience many normali
activities. . :

TIPS

1. Try to keep your surroundings free from
distractions. Remove any unnecessary
objects in the area and keep background
noise to a minimum. For example, turn off
the radio and shut the window to reduce
street sounds.

If the person is too distracted by things ,

happening in the room, you may need to
move to another room or change location
within the room. For example, in a busy
coffee shop you might move to an isolated
corner or sit with your backs to the activity.

2.

Establish eye contact before you begin to
speak, and mairtain it as long as possible.

Say the person’s name often, *

Touch the, person lightly on the arm or
shoulder when you seem to be losing his or
her attention. It may be necessary to move
the face of a severely mentally retarded or
highly distractible person toward you.

Speak expressively with appropriate
gestures, facial expressions, and body
movements. These nonverbal cues add
Information that make your ideas easier to

" understand. For exampie, when you say,

“Let's go eat,” to a person with a limited
understanding of speech, you might gesture
spooning food into your mouth. ’

. Communicating with a person who does"not

have expressive language and who does not
seem to respond to what you say requires
frequent sensory cues. For example, mimic
the activity you are taiking about with

" gestures, physically move the person’s

hands, head, or‘feet to perform the actlvity
you are describing, and try {o get eye
contact. Touch, hug, and pat in ordér to

~guide and atfirm, combining these cues, with

the appropriate verbal comments. Resist
y0ur impulse. to stop talking. Even if there is
no apparent response, hear|pg your speech
is good training for the retarded person.

Speak slowly and clearly, but don't
exaggerate the inflectign or tone of your
voice. Exadgeration call attention to

‘themsaélves rather than to what you are

saying and are distracting and confusing. -
Speak in “here and now' concrete terms.

Give spegific examples and demonstrate
whenever possibie. instead of saying, *it's
time to clean up” say, “Wash your-hands in
the bathroom now.” Refer to “‘chair’ instead
of “furniture”; “apple’” Instead of *‘fruit’;: .
“Mrs. Smith” instead of “your teacher "

..Emphasize key words. For example, say,
- "Please bring me the blue glass.”

Repeat Important statements, and use
different words If the hstener does not
understand. A

-

Yo
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. 8. Be positive in gm’ng directions. Imstead of

“«

10.

o

saying "Don't kick," say, "'I'd like you«o .

keep your feet oh the ffoor.”.In this way you -
give the person‘a goal rather than calling
attentibn :to.land possibly reinforcing)

mappropriate behavior.

~Give. dlrectsbns nmmedrately before the

activity to be performed and avoid lists of
things to do. If you sdy before you go into a
restaurant, “When. we get in ihe restaurant,
you will first need to wash your hands, thent\
come back to the table and unfold your
napkin .. .,” the retarded person may not |
remember and act on these’directions
without prompting. Instead, give the.

-directions one at a time when you want the
task- pertormed

Check frequentI{ to be sure the person is
understanding. It is pointless to ask, "'Dd

#you understand”" lnstead ask the person to

11.

- rather than questions that can be answered T

repeat what you have sqid or ask a question
that'reuulls a,specific answer, such as, .
“What are you suppoged to do tomorrow?" -
€
Ask open-ended arid djther-or questions *
with yes or no. Retarded people have a
tendency to say yes when given a choice of
yes or no, so such a response does not
necessarily give you the right information.
Instead, let the person describe a situation _'
or give a choice of answers neith’er of. whlch
is obviously the right one. Be syre the
alternatives you give cover all the possible ‘
situations.

. Examples

yes-no question

Did the man bite your arm?
(the response will likely be yes)

open-ended question : C

Tell me what happened this morning.
(the person must de_f-;cribe,the situation)

either-or questions L ' -

Did this problem happen today or ’

yesterday? ' .
L 2

Are you talklnqabout a man or q womahn?

(neither atternatl_ve is obviously bétter;
therefore the choice the person makes
is likely to be accturate) t

12

A3,

F | - -
Don t pretenti to ‘understand. It,is better to

ask the person to repeat what ‘he or she has .

said several times than to agree with
something yousdon't understand.:{You may

~ be unpleasantly surpnsed ‘when you find out
. what. you have agreed to!) Say,

Tell me

again,” If you dop't get a. oompletely

- Understandable answer, build from a -

particular pomt you can confirm. For’
example, ask, "Am. I getting thrs right? This
'mornmg someone b|t yoQurarm.’

-
LA

de, nod, and Iean forward while the
ker is talking. These signs that you are
interested encourage the person to

. cbn_tlnue

" 14,
* retardation may function slowly. Do not

LY

16.

Be prepared to wait. The person with mental

anticipate the speaker’'s response and finish
senténces for him or her. Sometimes

suggesting a key word the speaker is havirg,

»trouble with will help the speaker keep
‘going, but retarded people need to gajn
experience and confidence in their own
speech.

‘V\(hen you note signs of fatigue, irritability,
"or disinterest, 1t is a good idea-to change
activities, slow down, make the
or take a break. One such signis increased
distractibility. Anotker sign is continued
repetition of a response when it is no longer
appropriate (for example, “want to go

home,” * Ime to go home,” ““‘want to go
home . N . I3

Don.give a choice if you are not sincere. '
Fok example,.don’l. say, “ you like to

ould
come with me?"w\agoers n must g with
you, Instead say, “Le ktote: = &>

ttage now.” Giving choices when tT’tere
are real options is good, though, because It
reinforces decision- maang For example,
-say, “Would like to come with me or
would you like to st%y at sghool?”

N . l' - ) SN
. S@metimes thie speéch or bghavior of a

retarded-person will be bizarre or otherwise
inappropriate. The reason may be erther lack
‘of irfformation and social skills or desire fo

. get attention. How you respond will depend

~ In part on :the reason.

9y

P

task simpler,

[
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It is.important to correct inappropriate
speech or behavlor resulting from lack of
information. If you don’t correct it you are
essentially giving your approval and
increasing the' likelihood that It wlll happéen
again. For example, if a retarded person on
a public bus.begins to pat a stranger, try Yo
divert the retarded person’s.attention and
break the chaln of events, You might do this
by saying, “‘Please bring me my purse.”
Then explain with empathy and with regasd
for the person's self-esteem what the/ T
appropriate behavior is. For example,/say,
“That little girl you were touching is pretty,

isn't she? But people don't touch each other -

untll they are good friends. See how all the
other people on the bus are holding their
hands in their laps.” ) .

. If the inappropriate behavior or speech is

18.

attention-getting, ignore it and direct the
person to an appropriate topic or task. You
might walk away, continue with what you
are deing, repeat what you have been
asking, or ask the person to do something
that wilt interrupt the behavior or speech.

Give the person abundant attention when he
or. she behaves and speaks appropriately to
diminish the need for negative attention.
Treat adults with mental retardation as
adults, not asthildren. Use theirproper
names, and show respect when you :
introduce them to others. Consider the '
varying degrees of respect conveyed by the
following introductions:’

“This is Billy. He's retarded.”
“This is Billy.”
“I'd like you to meet Bill Brown."”

When you praise an adult, do it .
appropriately. “You did a fine job" is

" certainly more appropriate for an adult than

“That's a good boy.” Avoid talking down to
a retarded adult.

o

19. Talk to the mentally retarded person, not

.about him or her. No matter- ‘what the
person’s level of understanding, itis rud&to
- discuss a person when he or she Is present.

L]



Com'municaﬂng w,ith‘a Heaflng. ‘ _ 3. Try not to stand in front of a light source (for
. _example, a window). Light behind you may
Jmpai_red Person S throw shadows on your fate and distort the

normal movements of your mouth. THe light

e | should shine on‘your face rather thian in the
Although some hearing impaired people _ eyes of the person attempting to understand
possess adequate speech for basic social you. 2
expression, those with profound hearing losses -

' often do not learn to speak intelligibly. Thus, | * 4. Establish eye contact before you begin to
many deaf persons use written or manual : speak. You may need to attract your
communication as a supplement to or substitute listener’s attention with a light touch on the
for speech. . arm or shoulder.

The term manual communication refers to 5. Provide a‘clear view of your face. Avoid
. several systeqs in which hand or body o actions which hide your mouth and reduce
movements represenft ideas, objects, actions, the accuracy of speechreading: resting your
etc. If an idea canndt be expressed through head on your hand turning your head
manual signs, it is fingerspelled. Fingerspelling waving yourﬁhands' smoking, chewingj,,and
consists of twenty-six handshapes that . . holding things in front of your face. Certain
correspond to the twenty-six letters of the - . physical features can also affect
Roman alphabet. Fingerspelling differs from + speechreading. A moustache or beard may
sign language, which uses hand movements for hinder speechreading by partially obscuring
words and phrases rather than single letters. To the mouth; lipstick may define the lips and
aid them in understanding the speech of others, ‘enhance speechreading
" hearing impaireq people may rely on visible
speech cues, facial expressions, and gestures, - 6. Speak clearly but naturally. Use your nermal
as well as the |anguage and situational context. - speed and loudness level unless asked to
This method of using vision to partially _ change. Speakers-sometimes use a very
compensate for hearing loss is called ) ) " slow rate,- exagdérate their mouth
‘speechreading (Tformerly called Hpreading) N movements, or shout hoping to improve .
Whatever special communication technlques . .. understanding. Astually, these efforts are
your protege or client employs, there are several more confusing than Helpful.
things you can do to make your communlca»tion
more effective. 7. Speak expressively; use gestures, facial -
: “», expression, and body movements to convey
mood and feeling. Deaf persons may
T|PS ) . s ; ‘misunderstand figures of speech (‘‘the foot
1. The room should be sgfficiently'quiet to :);eay r::::(t:igegrptl;:safcn:ms:arﬁ;snrg because
permit your voice to be heard with little variations in tone, inflection, and stress.
difficulty. If there-is background noise, such Thus, shrugging your shoulders' raising your
as footst‘ﬁps; Converqatiénal babb’é,"trafﬂe g ‘eyéu_’a—ws”a“r—s“h—aking '"your fist n',‘ay relay an
rumbling by, loud heating and cooling units, idea more accurately than words alone.
minimize it as much as possible (close Avoid exaggerated gestures, Jowever,
windows, turn off furnaces, move toa . | because these distract the attention of the
quieter room). Background noise.may C speechreaddr from the basic point of

prefent the hearing impaired person from focus—the face. )

using residual hearing. Echo is less ot a *
problem in small rooms and in rooms with 8. Use short, simple, complete se‘t'ences
carpet and drapery. _ Keep your language precise and concrete,
: rather than abstract. A generaj term such as
.2. Position yourself d.irectly in front of the “food” is more abstraqtg'than he ‘word

tphersot? :ﬁ \ghorrt\ y:): ariedspefa::ng, ra;:her . ‘“apple,” which refers to aOSpeciflc fruit.
v an ?1 r:“ or to be side of him or er” _ Abstract words have vague meanings (for -

eep the distance between you as small as example, “nourishment in solid form"),

T : possible. Speechreadlng Is easiest af five which are difficult for the hearing impaired

f\qet of less. \ -/; 9y

el ] . . . '
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10.

11.

12.

13.

person to grasp. Words which have many
different mganings, such as “'great,”
““down.” and ""over,” are also confusing to -

-the heanng impaired individual.

Repeat key words and statements and avoid
changing the subject abruptly. Check
comprehension frequently by asking .
questions or asking the T'étener to repeat .
what you have said. Deaf persons may '
pretend to understand when they do not
(just as many hearing people do). When a

_hearing impaired person joins a group, make

sure he or she knows the subject being
talked about.

When a hearing impaired individual has
difficuity understapding an important point,
rephrase the idea rather than repeat the
same words. Only one third of English
sounds are visible to the speechreader.
Words such as “king’ and *‘her’’ cannot be
speechread because they contain sounds
which are producegd by hidden movements
inside the mouth. Many of the sounds which
are visible are homophenous; that is, they
look exactly like one or two other sounds.
Therefore, the words *'Pete,” ‘‘beet,"”
“mean,” “bead,” “'bean,” and ‘‘meat’ appear
the same to the speechread?r. . .

If y0u,reliste\ner is able to use some residual

‘hearing, you may find it useful to lower your

pitch somewhat. A high pitched voice

-

Lacking the auditory feedback we use to
monitor our own voices, the severely hearing
impaired person may develop speech which

" is excessively-loud;-high pitched,

monotonous, breathy, and pasal. If you have
ditficulty understanding a hearing impaired
speaker, ask an open-ended guestidn (for
example, "Would you tell mf€about your.

, family?"). A lengthy answer may give you

time to become accustomed to the person’s
speech and language patterns. When you
cannot understand a statement, ask the
person to repeat or glaborate on what he or
she has said. If this fails, g gestural or
written mode of communication may be
more effective than speech.
Do not assume that a deaf person’s.
communication problems.indicate a lack of

4

£ ]

(usually a woman's voice) is more difficult to
understand. %

t

\

intelligence. A profound hearing loss

_ disrupts language acquisition to such an

15.

16.

primarily through signs

extent that deaf adults rarely have the verbal
skills of a hearing 10-year-old chiid. The
most obvious deficits in the language of the'
hearing impaired are a limited vocabulary
and difficuity with syntax (arranging words
into sentgnces)."Reasons often cited for
these probiems are a lack of language
stimulation and the fact that the s}ntactic
rules of American Sign Language are quite '

.. different from the rules of English. g

If-you know, any sign langusige, ask the
person with.whom you are talking if he or
she would like for you to use it. Some
people prefer to communicate through
speech aldne. Even if both of you agree to

use signs, you may have difficulty

communicating if you have learned different
systems. Sign systems currently used in the’
United States include: American Sign
Language (ASL), Systematic Sign Language,
Signing Exact English, Seeing Essential
English, Linguistics of Visual English,
Signed English, and Manual English.

mmunicates

d fingerspelling,
and you are not familiar with this method,
an interpreter may be necessary. An
interpreter simply translates the
conversation; he or she does not think or
answer for the hearing impaired person.
When using an interpreter, look at your
protege or client and carry on the
conversation as if talking to a person with
normal hearing. .

13

If your protege ©r client

Watch for signs of fatigue in your listener.
Following a conversation requires greater
effort on the part of a hear. impaired
individual, and the stress may make him or
her tired, irritable, and tepse. In addition,
tinnitus, a noise or ringing in the ears, may
be so annoying that it increases fatigue.

L
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Commumcating with a Visually 7. We 'normally }udge whether a p&rson is
paying attention by the amount of eye

Impaired Person - S : " contact used. When speaking to a person
: with a visual handicap, repeat his or her.

, - name often and ask questions to be sure he

Most, people find it obvious that a disability or she is “with” you.

which affects speech or hearlng will interfere 8. Vision impairment does not necessarily
seriously with.effaective communication. The mean a lack of Intelligence. Be cautiéus in
effect of a visual Impairment, however, may not making assumptions and evaluations.:

be so obvious. Harold Krents is an attorney who "
was blinded at age 9. Krents, who was the
inspiration for the play’ and film, Butterflies Are

~Free, has, found that some people speak to o ' ) . |
blind persons as if they werg unable to speak or.
hpar normally. People may. exdggerate theig
pronunciation, shout, or ‘whisper in front of a
blind person.

TIPS

1. Introduce a blind person just as youy would
anyone else. It fs inappropriate and also
unnecessary to say, for example, “This is (
Jim Jones. Jim is blind.”

2. Use words such as “look” and “‘see”
comfortably. These words are a part of .
English vocabulary and it is unnatural to
avoid using them. , -

3. When approaching a person with & visual
handicap, always state your name: Unless
he or she knows you well, do not expect a " ‘ . )
. blind person to be able to identify.you by b
your voice, especially in.noisy surroundings: . ,

-4. Let the person with a visual problem know
when you are about to leave. Do not walley
away without saying anything. i o ] .

5. If the person you are talking to has some
limited vision, do not stand with your back \
to a window. The glare may be ' (
uncomfortable and cause eye fatigue for the ’ ,
person who has some vision. . . ' : 8

6. A visually handicapped person may need : S
verbal cues to help compensate for the foss
of information usually obtained from facial .
expressions, gestures, and body movements. . ' . &
For example, persons with normal sight :
know when a question is directed toward .
them becausé the speaker looks at them. A .
blind person may not realize that a question

] is meant for him or her unless you preface it ) k -
- with his or her name (‘'‘Bob, what is your ) !
address?"). N \ -
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Communlcating with a Physically
Handicapped Person

The majority of people who have motor damage,
especially those with cerebral palsy, have mild
to moderate communication difficulties.
Damage to the central nervous system may
interfere with the production of speech sounds
and with.the rhythm and rate of speech. The
most common characteristics of motor speech

disord8rs are imprecise production of consonant’

sounds, slow effortful speech, and difficulty in
control of pitch and IQqudness. When muscle
function is Impaired, speech may be
accompanied,by facial distortions, drooling, and
random body movements.

These behaviors often distract listeners and
make them feel uncomfortahle;, you may have to
make a conscious effort to pay attention to
what the speaker is saying. Also, the physical
tension associated with speaking and the'
difficulty in being understodd often discourage
handucapped people from a{tempting to
commaunicate; to overcome this reluctance, ydu
need to be accepting, relaxed, and interested.

Severely physically handicapped people may not .

be able to communicate effectively with speech.
As a supplement to or substitute for speech,
these people may use one of the more than one
hundred existing nonspeech systems. These
nonspeech modes include sign language,

pahtomime, Morse code, communication boards -

(symbols printed on paper, cardboard, plastic,
Masonite, or plywood), mhanipulatable symbols,
drawn or written symbols, machine-generated
speech, braille, and adapted electric typewriters.

The effect of the motor disability itself may be
increased by hearing loss, mental retardation,
defective oral sensation, seizures, perseveration,
hyperactivity, distractibility, or psychological
problems.

TIPS ,
-

1 When you meet a person with an unfamiliar
disability, you may have to consciously
avoid staring. At'the saime time, itis a -
mistake. to avoid” eye cortact because you
feel uncomfortable. Instead, look at the
person in the same way you look at a
nondisabled person, with aye contact and a
smile or greeting.

2. Speech.intelligibility of a person with a
motor speech disorder will often improve
after you become accustomed to the '
distorted speech pattern. You can obtain a
good sample of AR person’s speech by
asking a_questlon which requires a lengthy
answer (for example, “What do you enjoy
doing?’’) or by having him or her read aloud.

3. Allqw a long response time from someone
who has a motor speech disorder. A
physical disability may in‘creage the time
needed to initiate speech. .

Do not be offended If a person, who speaks
with some physical tension seems reiuctant °
to converse. This may be because of the
great effort the person expends in order to
speak. Encourage the person to speak and
create an accepting atmosphere by using- .
eye:contact, smiling, Ieamng forward, and
nodding.

.‘;J,

5.:If the person uses a nonspeech _
communication system, become acquainted
with the way the system works and benefits.
If you have reservations about nonvocal
communication, you are likely to cpnvey this
- attitude to the handicapped person. If, on
the other hand, you are willing tg accept the
- nonvocal method as a functional means of
" tommunicating, you will convey your
- respect to your protege or client. This can
only enhance your relationship with h|m or
her. .

6. Respect the personal space of a person with

" aphysical handicap. You must be close
enough to be easily seen and heard, but
realize that a person with a physical
handicap may not be able to protect his or
her personal space. Personal space jncludes
any equipment an individual uses; leaning
on a person's wheelchair, for example, is
rudg and may even seem threatening. R

7. If the handicapped person must remain
seated, try to.sit also so that you car
maintain the same eye level. Even if you
maintain a comfortaple distance, yeu may
still appear to be threatening and dominant
.if you stand. This is the teacher-puplil or
boss-employee 'position:-’ "

t
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8.

10.

° X,
Be sensitive about touching someone with a
neurologlcal handicap. A pat on the back or
A hug is a'pleasant, mesitive experience for
most people but for someone with
neurological damage, another person’s
touch may be irritating or even frightening.
Thigtddes not mean that you should avoid
touching completely; just move slowly so
you don't startle the person and use firm
pressure (a light touch may tickle).

- To keep the attention of a hyperactive or

distractible person, call the person’s name
frequently or touch him or her on the arm or
shoulder, If the person cannot focus * &
attention on one activity, limit the number of
distractions, such as unnecessary furniture
and equipment, bright, patterned wallpaper
orcarpet, or an uncovered window.

,

If you note signs of fa%igue, anxifety,
irritability, or disintgrest, change activities,
slow down, make the task simpler, or take a
break. Perseveration (the continued
repetitiortof a response when it is no longer
appropriate) is likely to occur when an
individual is tired, when situations change
rapidly, or when a task is too difficult.

-

.. Physical_handicaps and speech disorders do

not mean a lack of intelligence. Focus cin
the person’s abilities, not disabilities.

-ow
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Session Three, Part Five '

Communicating with Developmentally
Disabled People

Purpose To give advocates skHlan'c‘ommUnicating with people who
have communication handicaps

Method Trainer's presentation dnd group discussion.
Materials __Copies for group members of the tips on the specific .
disabilities you will cover >
Optlonal Audlo or vldeo materials to simuiate and explaln .
handmaps f ‘ ) .
Trainer’'s All of the general principles about communication presented
presentation ™ so far in the training apply to communicatjon with
and group handicapped people. But when there are particaiar ,
discussion communication handicaps, such as mental retardation,
T ) hearing or vision impairments, or motor sp¥ech disorders, ,
Tips®on : . -
there are some speoial ways to facilitate communication. .
communicating . : -
with handi- The basic procedure for all four sets of tips (mental .
capped’ - retardation, hearing impairment, vision impgirment, and _ )
people physical handicap) is the-same: /
15-30 minutes Hand out copies of the tips on the spec:flc dlsabllity
for each . you will be covering. -
disability

" Glve the group about 5 mlnutes to read the tips.

Read the tips aloud, one at a time and demonstrate pr
. illustrate each point. . . o )

invite participation and questions from the advocates.

These tips basically provide information on things advocates -
can do to communicate effectively. But to gain skill in using
the techniques, advocates need practice as well as
¥ - information. You need to make the tips concrete and
relevant to their own-experience and to involve them in
thinking of applications of the facts so that they will be
’ ready to practice. . % o L &

Suggestions for specmc ways to involve trainees$ in the . =
discussion are glven below for a few of the tips on menty}
retardation. You can use similar techniques for invoiving
7 trainees as you “go over the other tips on mental rbtardation - -

‘and other communication handicaps. In addition, gome

general suggestions for involving trainees are given in the '
tips for communicating with hearing impaired, visually '
impaired, or physically handicapped persons. '

]
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Tips on
commuinicating
with a
‘mentally
retarded‘

‘ person

15 30 minutes

n

Tips on
communicating
with a

hearing
impaired
person

15-30 minutes

3

e

-

If you are Tallowmg the recommended schedule for training
and matching volunteers that is given in “Tips for Trainers,”
most of the group participants will have had some contact |
with their clients or proteges, so they should have plenty of
questionts and examples.

Encourage them to raise questions regarding their own
encounters with disabled people by asking, *Has anyone
here experienced this type of situation?' as you go over the
tips. Ask them also to add tips to the lists on the basis of
their experience if they have some ideas not included here.

Tip #1. Ask adv8cates to look around the room you are in to
see whether there would be ways to minimize distractions in
this setting. . i

Tip #2. Demonstrate by touching the arm of one of the group
members. Ask one of them to demonstrate turr)mg the face
of a person toward them and getting eye contact. Let each
person practice with the person sitting next to him or her.

Tip #3. Ask a group member to illustrate speakingfirst

" nonexpressively and then expressively the words, “I drove

my friend’s little sports car today.”

-

Tip #4. Ask an advocate to play the role of a low verbal
person learning the task of folding a piece of paper in half,
then in half again, as one might fold a four-panel brochure.
First demonstrate the task. Then manipulate the person’'s
arms and.hands to do the job. Be sure to give verbal
dirgctions while demonstrating and giving sensory cues.

Tip #5. Demonstrate by rereading the tip with-exaggerated
inflections and excessively slow speech.

Tip #6. Ask an advocate what one might say instead of,
“Let’s get dressed now."

[llustrate or demonstrate the remaining tips in similar ways.

Borrow a record from the public library, speech and hearing

_clinic, or the educational service center that simulates what

a hearing impaired persen hears. Two such records are:

1. “Getting Through: A Guide to Better Understanding of
the Hard of Hearing”

(Zenith Radio Corporation) , \

‘ -l

2. “How They Hear" L/
(Gordon N. Stowe & Associates, 3217 Doolittle Drive,
Northbrook, IL 60062 $11.00)

Playing such a record wiil help advocates"und'erstand

hearing impairmefits and the necessity of minimizing their
problems by following the suggestions in the tips.

Then review each of the tips, illustrating.or demonstrating
where possible.

\ - 10:4
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Tips on

communicating

with a
visvally
impairad
oerson

15 minutes

Tips on
communicating
with a
physically
handicapped
person’

15 minutes

.

“] Learned”
Statements

5 minutes

- blind person knows and one to whorm he

.materials an effective.communication, v

The vision loss and its consequences for communicat(“noh ,
can be simulated by using blindfoids. You can illustrate the
tips by Kaving one adyocate role play a blind person and two
advqcates role play people with normal sight, one whom the~
r she will be
introduced. The three, after introductions, should make
plans to go to a restaurant together, arranging a date, place,
time, and transportation, and asking each other's _
preferences about type of food and expense (or use any
other role play situation that requires the interaction of three
people).

Alter the three role players have completed thexr
arrangements for going out to eat, discuss as a group how
and when they used some of the suggestions in the tips.’
The person who piayed a blind person can tell how. he or she
felt at different times during the conversation. kor example,
when was he or she uncomfortable, which cues from the
other speakers helped the most, did they ever overdo the
cugs and create feelings of ineptness’z Group members who
observed the role play can contnbute their observatlons
also.

These tips are harder to demonstrate and illustrate than the
tips on other disabilities because it is hard to simulate a
motor speech disorder without.seeming to ridicule and
because the tips suggest appropriate attitudes and
responses rather than overt behavior. Therefore, you v:)l
pgbably have to rely primarily on reading over the tips and
encouraging questions and discussion.

If you have invited a communication specialist to this
training session, he or she may demonstrate at this time
some of the nonspeech modes of communication, such as
communication boards and machine-gensrated speech. Or
you may do such a‘demonstration yourself. For example,
some people with severe motor speach disorders use the
“Speak and Spell’ developed by Texas Instruments The -
person presses one of the letters on a keyboard and the

. ,
s

~appropriate 1etter is vocalized by the machine. The person

thereby spells out each word of a sentence. Such a
demonstration will (1) show the group how effectively a
severely disabled persbn can overcome a speech disdrder,
and (2) help the people in the group get used to the idea of
nonspeech commf{nication.-

When yqu have compieted the presentation and discussnon
of tips on commudicating with developmentally disabied

_peopie, bring the session to a close by asking the group to

share “|, learned"sgatements See “Tips for Trainers”.for
directions. .

Before ad]ourning, hand out copies of the background
and Jhonpverbal |

communication, and llstening skills and est that group

‘'members read this material at home
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Listener Reponses

Restate what the speaker has
sald using the speaker's own
words. .

Speaker: | feel scared when |
meet new people.
Everyone stares at'me.

_Llsteneri. You feel scared when
you meet new people
and they stare at you.

Restate what the speaker has
sald using your own words.

Speaker: No mattex what | do my
teacher puts me down. | .
;guess | can’t do -
anything right! -

Listener: Am | getting this right? ~
You feel that nothing
you do pleases your
teacher.

A [ :
. . I
. Passive Listening . | ‘ ,.
_ . 1. Nonverbalbsignélls . -
v < a.head nodding -
b. smiling |
v/ c. leaning forward
“’. Verbal signals
) u' 899"
; b “really‘
" c l(yesl!
d. “mm:- hmm"
.Dialogue Sustaining , Echoing
Respond with “I'd like to hear o
more about that” or say “and” or
“but” using a questioning
inflection to encourage the
speaker to contlnue.'.
Speaker: | was planning to get a
job . . ;
Listener: but? f‘ '
Speaker But my mother doesn’t
have time\to drive me to
work.
Active Listening Paraphrasing
Describé the emotion the speaker
seems to be experiencing. . .
Lead-in phrases to use are: “You "
seem to really feel 2
“It sounds as if you feel -
right now.” )
Speaker: Everybody tells me what
to do. | wish | could do
what | want.
Listener: | gather you are pretty
irritated right now, = |
130




APPENDIX B

L
« -
’

Information contained in ‘this section further défines'"communication
v / )

competence," details the functions of communication, and provides

~both a planning matrix for classrogm communication activities and

v

several sample exercises for 1mp13menting the functions.

"

e Communication Competencies
e Communication Functions
e Classroom Communication Activity Matrix

e Sample Lessons Using the Functions. . -

. 9 i -%5,

1o



COMMUNICATION COMPETENCE
N 4
When people work to develop communication competence they are concerned with
"putting language to work' for them in the following wavs:_ (1) enlarging their
repertoire of communicatiom acts; (2) seclecting criteria for making choices from
the repertoire; (3) implementing the communication acts chosqp; and (4) evaluating
the effectiveness of cqommunication employed.

v

REPERTOIRE OF COMMUNICATION ACTS: To be effective communicators, students must be
flexible actors. They must be able to perform a range of* communication acts
required by the conversation, the people, the setting, and the task-at-hand. Their
repertoire should include all five communication fungtions, i.e. all possible ways
to control, feel, inform, imagine and ritualize. Our repertoire goal is to expand
the repertoire of communication acts which students can employ in a Variety of
communication situations. -

SELECTION CRITERIA: Communication effectiveness is based on the appropriateness

of what people say. The competent, communicator carefully weighs the factors of

the communication situation: (1) the participants--the people involved in communi-
cation; (2) setting--the time and place of the communication event; (3) topic-- .
the subject matter of communication; and (4) task—-the goal or purpose of communi-
cation. Our selection goal is to provide an opportunity for students to identify
and sharpen the criteria they use in choosing communication acts.

Y

IMPLEMENTING CHOICES: Once people have made communication choices for a particular

situation, they must possess skills to carry their choices into action. If they

have decided that a carefully phrased suggestion, coupled with several justifi-

cations, is appropriate for a sister who.is in a real jam, they must be prepared

to execute that communicdtion plan. Our implementation goal is to ofﬁ students
"a variety of situatfions helgful in giving them practice in implement é}their_\

choice or choices o communication adts in situations‘

EVALUATING COMMUNICATION' People mugt evaluate their communication in terms of its
appropriateness to the communicatiogiaontext and its satisfaction to themselves and
others (interpersonal effectiveness) These judgments use feedback from others as.
well as -information from personal expéeriences. By evaluiting each encounter in- .
terms of appropriateness and satisfaction,. we gain valuable information (criteria)
for future conversations with others. The evaluation goal; then, is to provide
opportunities for students to sharpen their critical awarengss of self and others
in moments of communication interaction {'Did my plan work?" '"What would probably
happen?" '"How did the other person probably feel?").
While communication competence has four principal features—-fépegzzfre, selection,
implementation, and evaluation--this does not mean that it has f steps in

an ordered sequence. All ‘aspects of competence are operative in every moment of

" communication. Rather, each of these four .aspects provides a different focus for
viewing the development of the student's communicative competence--that is, each
focuses attention, pedagogically, on different kinds of instruction intervention.




FOMMUNICATIOg¢FUNCTIONS

A number of theorists have sorted communication acts inta five large fahilies

of communicAtion functions which comprise the dominant uses of .communication in

contemporary life. The term 'communicatjpn' .act or function indicates our

concern 1s/hifﬂ body language and voice, "as well as spoken and written words
“*(speech acts). .

-

A

CONTROLLING These are communication acts in which the participant's dominant
B function is to control behavior: for example, commanding,
_offering, suggesting, permitting, threatening, warning, prohibiting

b " contracting, refusing, bargaining, rejecting, acknowledging,
Justifying, persuading and arguing. . » -
. - . ® '
FEELING These are communication acts which express and;fespond to feelings

and attitudes such as exclaiming, expressing a state or an
.attitude, taunting, commiserating, tale-telling, blaming, dis-
'"agreeing, and rejecting.

INFORMING ‘ These .are communication acts in whic ,participénts' function
- is to offer or seek information: for example, stating informatiomn,
" questioning, answering, justifying, naming, painting out an object,

v demonstrating, explaining, and acknowledging: ¢ . :

RITUALIZING These are communication acts which serve primarily to maintain
social relationships and to facilitdte social interaction such as
greeting, taking leave, participating in verbal games (pat-a-cake)
reciting, taking turns in conversation, participating in culturally
appropriate speech modes (for example, teasing, shocking, punning, .
praying, playing the dozens), and demonstrating culturally
‘appropriate amenities.

°

IMAGINING These are communication acts which cast the participants in
imaginary situations and include creative behaviors such as role
playing, fantasizing, speculating, dramatizing, theorizing, and
storytelling. -

ALL communfcation functions involve both sending and receiving in conversations-—-

-a person bosh initiates and responds according to basic communication functions.

¢ : ’ R -




)
1
!
)
»

. - i
) -> R
RN

CLASSROOM COMMUNICATION ACTIVITY. MATRIX

; FIVE PURPQSES (FUNCTIONS) OF COMMUNICATION* -
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communicaéion'fﬁnctions
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N

{nvolve both sending and receiving in conversations;
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Source: ‘ Ruby Taylor 2 .
Lafayette‘ﬂigh School " :
Ballwin, Missouri - . N TN
Primary Function: Informing

Objectives: Giving and.following verbal directiors v .t

Materials: Two identical sets of various shaped'torms. (May be made of
: wood . or paper.) ‘ - '
"‘\ . ~ - ,,\-. . ' ) o °
Procedures: Two students are seated back-to-back and each given a set of
/ ~ various shaped forms or objects. The student follpw a sequenced
pattern of interaction. Have student ‘A build something using -~

all of the objects, then begin the exercise. First: ‘Student A
desecribes the model to student B, who cannot see What was constructed
: and must byild an identical model f6llowing the oral, instructions
- without any verbal response. Seconéb' Continue thezéxercise while

~allowing B to ask quesgﬁons, and A to respond with “yesy' or "no" -
answers only. Third: Contimue with unrestricted verbal inter-
action between. A and B. Fourth: Allow B to see A' E fully—
constructed model and receive help from A. -

14

Place other students where they can. ‘watch "and discuss the process

,thex\are observing. . - _ o

LY -

Questions/Follow-up:

1. What kind of information does B meed from A to build the
model? (Selection) ™ e

2. How did B know which-objeft to place in gosition%gf(Implementation)

. ¥ Have yol been in similar situations--trying to give instructions
' (or recelive information) without feedback? (Repertoire) -

»

4. How could you improve the situation you are observing? (Evaégh-

tion) - 2 ij

6. What are  the advantages of active involvement in the process of
informing? .(Evaluation)

5. What are some suggestions which would be helpfgl to student A
or B? (Implementation/Repertoire/Selection)

H '

" 7. How could you apply what 'you have seen to a situation such as
directing a new student to a particular classtoom in your school?

(Repertoire/Implementation/Selection) )
: f

AN
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Souroe:__Joy MeClintock

Seminole High School . - M
v Seminole, Florida, '
o - i
t l \‘ )
HEY, Ii'S MY TURN! . i)
, Primary Function: Ritualizing ' » | (

: . . f
. Objectives: Performing and evaluating turn-taking behaviors in conversations
and group discussions. . !

a

Discussion: Turn—taking is defined a8 cues, both verbal and nonverbal, that
. participants use in an in;eraction for the appropriate sequencing -
of megsages. '
» . .
' The cues are divided into turnﬁiielding cues, turn-requesting cues, and those {“
kinds of regulating cues given by a listener when he or she agrees or disagrees™
7 with the speaker without wanting to take the floor (sometimes called back- 7
. channeling) \\

Example of turn-taking cue: intonation *at the end of a sentence indicating
the person is finished speaking. '

Example of turn-reqpegting,cue: head nods indicating the person wants to talk.

Example of backchann®ling cue! a smile which reinforces the speaker and indicates
\ the receiver ‘understandsgwhat the speaker is trying to communicate and agrees
& - _with what he/she is sayifg. A C v -

()

Can you g}ve other examples of the kinds of cues that are used to let others
knpw when you wish to haye a turn?

-
- n

What do you think? 12. I'm fed up to here!

&

S S
»~ 2. Say that again. L 13. ' A clenched fist
< 3. Huh? a ; 14. Slumping in a seat
/ 4. 1 don't understand. ) 15. Catching another's eye
*S5. Yes? _ ) . 16. Signaling with the eyes
6. Go on. . 17. Cold stares —~
7. 1 don't agree. : 18. Frowns
.8. . No, that's not right! _ 19, Knitted brows ‘
‘9. 1 agree completely! 20. Pout - _
10. That's exactly right! 21. Puckered mouth
11. My point is. . . . 22. Set (tight) lips .

Sone of the.above,are examples of verbal and some are nonverbal kinds of cues
used to indicate ‘turn-requesting; turn-taking; and backchanneling.

' . 5
Vocal cues are also wery important: the inflection, the rate, the pitch, and
1 the loudness or softness of the voice are also indicators. For example, how

does the voice change .when a person is asking a challenging qeestion? When
the group members begin to reach agreement? - When discussing the final solution?
» When there is a rising argument? - : .

v

Questions: Can you give an example of how the phrase "What do you know about

ST




- *R refers to questions which help to expand the students' Repertorie; S = Selection

o

ic? could‘se said to indigg&e both sarcasm and friendly acceptance? (R)*

During a conversation between two people, what cues 1ndicate to you when each
person wishes a turntat speaking? (R,S)

- .

What cifes indicate turn-requesting? (R,S,1) ) o,
Vo .

What kinds of cues do you see when one person is merely supporting the speaker,

but does not wish to add-any comments of his/her own? ($,I1,E)

Which ¢ues did you find effective? Ineffective? (E)

Which cues should not be used in social -interaction and which cues are accept-
able? (S E)s

-
-~

Would certain ways of getting the éroup's attention be 1nappropriaée? (R,S,E) 4 '

Have two or more students discuss a topic of gurrent iﬁtgrést. Follow up their

conversation with a discussion of their ritualizing behaviors. Discuss some of
the various ways the participants used verbal and nonverbal cues to indicate
turn-taking, turn-requesting, and backchanneling. y

N 0t

4

1. What cues did the class observe? (R,S)
2. What cues were the participants aware of? (R,S)

3. . How could the participants been more effective? (R,I,E)

Consider the following questions:

1. How would you get attention in a group that refused to’tzt you have a turn?
(R, S,1 ,E) :

N
A

2. What might you do and how would you show disagreement with another idea in a
group discussion? (R,S,I,E)

3. What kinds of cues do you watch for when talking with another person? Fécial
expressions, head nodding, eye expressions? €S, E)

4. What do you think it means when sdmeone rolls their eyes upwards? (E)
5. .How important in backchanneling is a'smile4 a head agreement, a frown? (E)

Now, how many cues can fou recognize as turn-taking? As backchanneling? As turn
requesting? (R,S,E)

) . i -

Again, may I remind you that these cues we have looked at and discussed today are
all examples of the communication known as Ritualizing. Can someone give me a

.definition of ritualizing?

’

Conclusion: Hopefully, this discussion today of the kinds of cues used by all of

us in the act known as ritualizing will help all of us to become better and more
experienced communicators and help in determining which cues are acceptable to
society, and which are considered inappropriate.

4

Cxiteria; I = Implementation Strategies; and E = Evaluation.

113
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APPEND{{ C

This section contains sample outlines, exercises, and evaluation
forms for a variety of communication actiQities.
o Levels of Empathy: Outline
° f;ome-Common Listening Problems
o Defensive and Supportive Communication Climates
e Listening Exercises ‘l ‘
"o The Reflective Rééponse Technique ‘&
o._Listening Triaq§ |
o Listening Exercise Questionnaire
e Nonverbal Communication: AXiomsxaod.Con;ent Areas
° Interviéw1ng: Definition, Types, and Questions
) ,The.Prob1em-So1ving Process -
e Audience Analysis: Factors for Aéaiysis
e Stages of Delivery: Inventory )
o Impromptu Speaking:. Suggestions for Effectiveness
e Informative Pre;entations |
L Organizatidha] Patterns .
) Viséa] Aids: Suggestions for Appropriate Usage’
) Types of Verbal Supporting Mateniq]r 0
e Evaluation Form
. Pérsua%fvé Presenfat1ons
‘o Oﬁgénizational Pattefﬁs '

’

e Evaluation Questions

114
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‘ | LEVELS OF EMPATHY
Level I: Maximum Understanding through Social Sensitivity
. . ( -
A, Understandlng the Speaker's Perceptual World ,
1. Attitudes ’
- 2. Values
. 3. Beliefd
4. Knowledge ' .
5. Culture )
1 6. Social Systep *® . - ) .
7. Past Experiences
- 8. Future Expectations
Q. Understanding Our Own Perceptual World--Selective Perception

”’
C. Understanding the Contént Communicated--What is Being Said?

* o

D. Understanding the Feelings Communicated--How is the Message Being Said?

1 ¥

Level II: Confirmation of Understanding through Activé-LiStenfggf\

A. Attention During Communication -
- 1. Nonverbally (attentive posture, head nods, eye-contact, facial
expres;ions)

"2. Verbally fvocalizations which indicate you're keeping up with
the speaker and interested in the information communicated)
F'$

B. Reflection of Maximum Understanding of Other's Ideas

1. Verbally / o N
2. Nonverbally

C. Reflection of Maximum Ufiderstanding of Other's Feelings

1. Verbally
2. Nonverbally




SOME COMMON LISTENING PROBLEMS¥

1. ' Vjewing a Topic as Uninteresting..

)

Criticizing a Speaker's Delivery Instead of His Message.

- \ - -
\ 12 .

3. Getting Overstimulated or Emotionally Involved.

A .

‘ . -

4. Listening Odly for Facts. ~ ‘ .

- , . ) )

| S~ @
. -
5. Preparing to Answer Questions or P6ints Beforénfully Understanding Them.
| - )

6.  Wasting the Advantages of ThougHC.Speed Over Speech Speed. ”
7. Trying to Outline Everything.

- - ' ) . .
8. Tolerating or Failipg to Adjust to Distractionms.

9. Faking Attention.
10. Listening Only to. What is Easy E} Understand.

11.' Allowing Emotionally Laden Words to Interfere with Listening.

12. Permitting Personal Prejudices or Deep-Seated Convictions to Impair

A Comprehension and Understanding
. v
“ - . | A
\ e
)‘ -
N y
\

* from L. rcry .. Barker, Listening Behavior
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DEFENSIVE AND SUPPORTIVE COMMUNICATION CLIMATES
‘%- -

~

G Ay S g U U g VPN ¥

A - PR e -
A=wrr ot X e o4 ¥ 4w TN « ' h . e “ o e

4

DEFENSIVE BEHAVIOR: behavior-which occurs when an individual perceives threat
or anticipates threat.
. ) . '
Defensive behavior leads to defensive listening and produces postd}gi,
facial, and verbal cues which raise the defense level of the origina -
communicator. .
Increases in defensive behavior have been found. to correlaté positively
with losses in efficlency in communication. -

M

- E < - - . W - t . -
DEFENSIVE -CLIMATES Y . "SUPPORTIVE CLIMATES
l. Eyaluation _ ’f_' 1. Description-—genuine requests
& 7 for ipformation. :
. .7\- °* A :
2. Control nfﬂg,j 7 2. Problem-Orientation--collaborate
’ O on seeking solution to problem
3. Strategy-—hiddeL motivation 3. Spontaneity--straightforward and
: -~ honest
4. Ngutrality——little'warmth or 4. Empathy——reépéct for worth of the
concern for the other person . ,other person
5. Superiority ‘ d 5. Equality-—mutual’trust & respect
6. Certainty-—dogmatic - .. . 6. Provislonalism--willing to
, ‘ _ experiment and invéstigate issues
_ ) v - . )
. ] s q . . : .
» * o . .

‘ o | 117 _ v

s

from Jack R. Gibb, "Defensive Cfumunication -, Joufnal'of;Communication,
Volume XI, Nos/ 3 (September, 1961), pp. 1411148. '
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. . The Reflective Response Technique

Definition: A response by the listener in which he/she verbalizes back to the
speaker the essential ideas and feelings the speaker has expressed.
The listener acts as a mirror, reflecting back and supporting the
. speaker's message.

i

Objectives: 1. Listen not only for the words of the speaker, but for the
feelings behind the words as well.

2. Try to see and understand the world through the speaker's
v . perceptions. ) -~

3. Do not evaluate. Suspend yodr own value judgments, so as
to understand the speaker's thoughts and feelings as he/she
! . experiences them. |+ )

4. "Check out" your-«understanding by verbally and nogf£¥ballx
reflecting back to the speaker the essential ddeas and
feelings the speaker has expressed. .

) 5. Encourage further verbalization; support the speaker's ideas
and feelings by providing additional information which you
feel helps clarify the speaker's ideas and feelings.

. 6. The following phrases may help you get started with the
. - reflective response tecnhnique:

/’ | What you seem to be saying is « .
1 think you're’saying . e e

]
7. When sharing your own personal perceptions, use the "I Rule."

- ¢« & Talk in terms of .yourself; personalizing your conversation
: : ?
. with yourself. The following phrases may help:
. I feel . .
It is my obinion .
I believe . . .
To me it is . . . T LN

{ - ‘ For myself . .

: | I think . . . .

, o t1s
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. Listening Triads - .

i ) .

'./‘W‘

Listening Triads are formed. The participants in each™triad labgl
themselves A, B, or C. The facilitator distributes Topics for Diﬁcussion,f“
(see below).. In each group, one person will act as a referee and the othér
two as participants in a discussion of one of the topics found on the sneet .
One will be the speaker and the other the listener. 'The following {nstruc-
tions are given by the facilitator:

4

/ 1. The discussion is to Be unstructured except that before each '
. participant speaks he must first summarize, in his own words
( and without-notes, what has been-said previously.

% . . o .
~ 2. 1f his gummary is thought to be incorrect, /the speaker or the
referee are free to imtegrupt and clear up! any misunderstandings.
3. Participant A begins as speaker He selects nis topic. Parti-
cipant B will be the listener, and Participant C will be the ¢
referge.

L 4, Three to seven minutes are allqyed for-discussion, depending
upon available time.

5. The process is repeated for all three members .
f

6. Class discussion follows, Possible Jﬁestions might. be: -

a. *Did you find that you had difficultyin listening fo others
during the exercise? Why? .

b. Did you find that %ou had difficulty in. formulating your
thoughts and listening at the same time?

(1) Forgetting what you were going to say. /{//

{2 Not listening‘to others. /

(3) Rehearsing your response.

ke

®

.c. When others paraphrased your remarks, did they do it in a
v shorter, more concise way?

d. Did you find that you were not_getting across what you wanted
to say?

e. Was the manner of’ presentation by others affecting your 1is—
tening ability?

!
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Listening Exerise‘ggestionnaire

Following an exercise in which students have had an opportunity
. to discuss isSues, attitudes, “and/or feelings regarding a particular
" - topic, the following questions may be used as a stimulus for discussing
actual listening behaviors. (Responses can be recorded for each ques-
tion with added.explanations if desired: 5=Always; 4=Almost AMsays;
3=Sometimes; 2=Rarely; and l:NogrAt All.) ™~ — :

v

A. Your Listening Behavior

* _ 1. Did you make an effort to understand your partner's perspec-
' tive when listening to him/her? . .

2. Were you:interested in what your partner was saying? Did you
attempt to empathize with him/her--to see, feel, and hear with
your partner9 '

3. Did you paraphrase your partner's communication with you in .
the exercise? Effectively? :

Were you hesitant to disclose your feelings to your partner?
. 5. What kinds of things counld you do to improve your own listen- -
ing skills? ™ .

&~

. B. Your Partner's Listening Behavior , :

. .. ., ‘

1. Did your partner‘make an effort to undersQand your perspec-
tive when listening to you?

2. Did your partner seem interested in what you were saying?
Did he/she-g}tempt to empathize with you--to see, feel, and’
hear ‘with .you? : \

3. Did your partner paraphrase your communication to him/her in
the exercise? Effectively? .

4, Did your partner seem hesitant to disclose his/her feelings

to you?
' . B 5. What suggestions can you give your partner to improve his/her
listening skills? 2 -
"

' 12U
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Three Axioms of Nonverbal Communication: >

NONVERBAL COMMUNICATION

S

.

II.

A

S/ -

One Cannot Not Communicate
[ 4
Nonverbal Channels are Most Effectlive in Communlcating

Feelings, Attitudes,,and Relationships
. ¢ .

1III. Nonverbal Channels Carry High Validity

Nonverbal Communication Areas:

W

Kinesics: _ Gesture, Posture, Body Movement, Fag¢ial Expression

Proxemics: Interpersonal Space and Distance; Use of Environ-
mental Space; Seating Arrangements

Physical Appearance/Dress
Haptics: Touching Behavior

Oculesics: Eye Behavior

'Vocalics: Vocal Behavior; Intonation; Inflection .

Environmental Factors: Color, Design, Types of Objects; Temperature

Chronemics: Use of Time
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«_ INTERVIEWING o
I. Definition: A form of oral comﬁunicatioh involving two parties,
at least one of whom has a preconceived and serious
. purpose, and both of whom speak and listen from time

to time. ‘ -
\

This definitioh implies any dyadic interaction may become an interview
if one individual has a preconceived and serious purppse for the

interagtion. One party (usually the Interviewer--R) takes the L.
respongﬁbility for the success of the interaction, while the other %
party (usually the Interviewee--E) has the power of decision to
accept the goal and process of the RS During any 1nterv1ew situation,
the roles of thehpartgc1pants may Change. o .
II. Types of Interviews | - -
A. Information-Giving : _ . \
. B. Information-Getting
(g C. Persuasive . -
D. Problem-Solving
E. Personal Counseling
F. Reprimand, Correction, Complaint 8 \
G. Appraisal or Evaluation [
H. -Stress
I. Employment

JII1. Directive/Nondirective Types of Questions - need to be aware of
- their purpose and effect to be better prepared for interview:
A. Open-Ended: This is a very broad question allowing the respondent. .
great. 1at1tude in reply. :

Ex: - What do you think about the’ computer industry?
Tell me about the West High-East High game.
B. Direct: This asks explicitly for a reply on a specified topic.
It is more narrow than open-ended, -

§ : Ex: " What companies have you interviewed with so far?
What was the West High School defense like?
C. Closed: This narrows the response still further.
Ex: ‘What company did you especially 1ike? °*
What scoring play did you like. best?
D. Yes-No Bipolar: This is even more narrow, a11ow1ng the respOndent
. no reply except yes, no, or I don't know. ,'

Ex: Would you be content to work with a company that
was not one of your choices?
Did you see John Ambrose shoot his last two points?
E. Probe: This js a follow-up to a partial or superficial response,
which encourages the respondent to expand on his/her
answer,
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Ex: I see. Tell me more. Why do you feel the way you
do about the company?
Nhy do you think East-High outplayed West H1gh

in the first half?

F. ' Leading: This approach forces the respondent to give a specific kind
> - of answer. Use.with caution. It can be tricky to answer
as well, - S
AN
Ex: Almost everyone I have spoken with agrees with your
assessment of that company. Why do you think this is?
You thought West High would win, didn't you?
‘G, Loadéd:” This type of question has a highly emotional meaning for the
. respondent and may arouse anger,
Ex: . Come on, won't you admit that you are wrong in th1s
assessment? cmay
It's apparent that you said what you did because of
- the general popularity of our firm. .
, Are you still betting against West High?
H. Mirror: This question attempts to get the respondent to expand on
- his/her 1ast response,
Ex:  Let me ask the question angther.way.’
. | You say you think East High outplayed West High
_ in the first half?
-1,  Hypothetical: This is a way of getting the respondent to expand
on his/her ideas and feelings.
Ex: Suppose you could create your own position. What

would the job descripition include?
If you were playing in the game, what would you do
differently?

L
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PROBLEM-SOLVING PROCESS
Steps in Problem-Solving
1. Awareness of the Problem
ignificance & immediancy of the problem . _
p) Effect on individual group members
c) Broader implications for the group
d) Negd for decision or action
\_ 2. Definition of the Problem
v a) Problem clearly stated
. b) Definitions of terms
¥ , c) Question designed to require discussion, not debate (i.é., an °

open-ended question rather than an either-or question which
demands discussants to take opposing sides) '

3. Exploration of the Problem . Ve
* a) Nature and extent of the problem -
'b) Causes of the problem
c) Effects of the problem:
d) Main issues
e)  Possible limitations (

k 4, Criteria for Solution
- ) a) Criteria proposed and adopted for evaluating possible solu ons e
b) Criteria = Limitations which are placed on the solution (é.
. funds, school policy)
\
5. Suggestions of Possible Solutions '
a) Should reflect thoughtful, realistic, and representative
proposals ‘for decision or action
b) Brainstorming may be used.at this stage

6. Exp]oration of the Possible SolutionS'
., a) Implications of each possibie solution
b) Best solution-meets most of the criteria identifjed

7. Solution Implementation
a) How might this solution be put into effect? .
b) To implement solution, repeat the problem-solving process g

Attitudes Vital to Prob]em-Solving'

1. Devglopment and maintenance of a Reflective Approach
a) Giving equal hearing to all points of view, regardless of prejudices
b) Remain open-minded . ™
c) Avoid defensiveness
- ¥ d) Ideas should be treated as the property of the group, rather than - -
of the individual who proposed them
‘e) Hold decisions until ALL solutions have been explored :
‘f) Thoroughness, accuracy, considered judgement, 1ively imagihation,
sensitivity to feelings of others, and patience should be part
X of the process )
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o
2. Awareness of and.Desire to Satisfy the Needs of Other Discussants )
) _ a) Self Respect 7
s b) Meed to Belong
. C) Feeling of Accomplishment
™ ) -
>
. » . - ‘
~
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“. v STAGES OF DELIVERY : , .

"1. Delivery less effective than in regular conversatiom. This may seem silly,
but many people pick up distracting mannerisms in a public speaking situation
that they do not have in everyday speech. If you are at this stage for more
than one speech, you should definitely see me for special help.

: K )

I1. Delivery at least as effective as eQ}ryday oﬁeech.

I1TY. Sié;ificant prograss in eliminating your mosf distracting mannerisms. Freedom
from notes. Eye contact through mo@t of the speech. Voice audible at all
times. Articulation and phrasihg clear enough that no phrases of your speech
are lost. Few vocalized psuses. Free from serious grammatical errors.

t

a4
2

IV. No really distracting mannerisms left. Vocal inflection .and facial expression
related to meaning of speech. Natural gestures and movement, More or less
constant eye contact with entire audience. A lively sense of communication.
You must appear to like your audience, like speaking and be anthusiastic about
your subject, : ’

V. Hold attention throughout the speech. Maintain poise before, during and
©  after the speech. Lectern and notes never used as a crutch. Vocal and
facial expression used to reinforce the ideas of the speech. Smooth and
pleasing movement and gaestures. Acceptable diction, pronunciation and word
choice. Articulation clear enough that no wards are lost. At this stage
* » ve should get a definite feeling that your delivery is projecting your
personality into the.speaking situation and there should be great interaction co
vith the sudierce in terms of responding to feedback. Total impression of
your delivery at this stage is that people listening to you would say "That's
a good speaker.” . _

. {

V1. ' Fluent, virtually no vocalized pauses. - A sense of timing, dramatic pasuses,
movement, etc. used to elicit audience response. Effective use of language,
figures of speech, repetition, and variety of sentence structure. Tone, pitch,
volume and physical movement are not only consistent with content but varied
enough to add a dimension to your speech. At this stags you should be in

" command of your audience. We should get s définite feeling that you are using
voice and physical altivity to set a.mood and stimulate emotional responses
from your audience. . ' b :

o11. Spollbi‘hingl 1 find myself having difficulty finding any suggestions for

’ improvement. (I'll find them, but it's hard.) ‘ ~ -

. These are general categories. Obviously each of you will not fit clearly
into one of these at each stage. They represent both general descriptions
and specific prerequisites. You may have most of the characteristics of
a Stage VI speaker but make so many serious graffhatical errors that my
general reaction is that your overall effectiveness is the same as speakers
in Stage III. - ' : -

-~ : . ) , )




1.

SUGGESTIONS FOR IMPROMPTU SPEAKING

£

Try to plan the points you will cover. If you have any time at
all, use it to organize your thoughts, either mentally or on
paper. Don't be overambitious, trying to cover too much ground.
Limit yourself to a few main ideas. If you are familiar with
outlining procedures, try to visualize a.short outline to follow!

Start slowly. When you ‘get up to speak, take your time responding
to the introduction and addressing your audience. It may put you

at ease and help you establish audience contact if you comment on
the remarks made by the chairman or acknowledge the presence of
persons in the audience.” Your greeting, for example, may be phrased
as follows: 'Mr.'President, distinguished visitors, and members

of Phi Beta Kappa..."

Maintain an air of confidence. Don't be apologetic for your lack

of preparation; after all, the circumstances are not of your choosing.
Take a positive attitude that you are complimented by being asked to
speak and that you will do your best to.justify the compliment.
Remember to look at your listeners and direct your remarks to them.

Stay on course during your talk. After making a few pi;iiaina;j

- remarks to gain’confidence and poise, focus on your ‘main points,

avoiding digression. If you become stalled momehtarily, restate
'in a slightly different way something you have said before. If

'you have notes, refer to them casually; or if you could plan your

speech only in your mind, go back briefly to your mental outliqr

Pause occasionally. Rather than stringing your remirks together

on a chain of "and-er's", make use of pauses. Short pauses are
effective as a means of emphasis and of oignnling*%hc conclusion

of a thought phrase or sentence; they al.o give you time to breathe
and to cog:idcr your next statement.

Conclude gracefully. Even if time remains, stop speaking when
you have said all you can on & subject, And use a. final’ mary
to strengthen your conclusion. Rocapitula:ing your ideas
for the convenience of the sudience will help to offset vhq;evcr
lack of organization your speech possessed; summarizing may, in -
fact, make your speech seém better organized and more significant
than it actually was. ’
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* ~ AUDIENCE ANALYSIS

Ask Yodfself: 1) What do I know about tne group of people who will receive

L3N}

E~NO U W

L 4

this message?
2) How can I uge that knoyledge to increase the probability
of achieving-my goals? -

_ SPEAKER IMAGE FACTORS '

Perceived friendship of speaker

Perceived commonground with speaker

Perceived authority

Perceived trustworthiness

Motivational expectancies-~-what does listener expect?
Ability expectancies--skill of speaker

Language expectancies

Perceived sponsorship of speqker

£NVIRONMENTAL FACTORS

1.
2,
3.

Physical surroundings--decor, color, space, acoustics, music
Occasion or social context -t
Listener-Listener Transaction

-
s

GROUP MEMBERSHIP FACTORS or Demographic Data

—
OV NS WN

Age

Sex : _
Socio-economic status--occupation, income, education, language
Religious affiliations_ .

Avocational Interests

Political Affiliations

Social Organizations

Cultural Backgrounds

Geographical Backgrounds .

Information channels '

LISTENER MOTIVATIONAL FACTORS

EN U SR

5.

COGNITIVE FACTORS

1.
2.
3.

Motives--pgimary and secondary ' ;
Commitment to motives, desires, or values '

Values , :
Common premise--search for particular common value held by both
listener and .speaker ’
Personality Factors: cognitive clarity, cognitive style

&

Listeners' experiences
Listeners' knowledge *
Listeners' beliefs

a., Cognitive Dissonance o ‘
b, Latitudes of Acceptance and Rejection

AUDIENCE ATTITUDES

1,

. 2.

3.

Neutral -audience .
Hostile audience
Favorable audience

- 128
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ORGANIZATIONAL PATTERNS FOR INFORMATIVE SPEECHES

‘Pattern ‘ Definition Example

— - ~
Chronological Arrange in consecutive . The steps in making a quilc,
(sequential) time sequence
Spatial . Arrange according to Describing the layout of your living room.
(geographical) relationships among people,
. places, or objects

Cause-effect Begin with causes and point TI. Industry's response .to economic slowdown

out effects results in a need for fewer workers.

I1. Consequently the unemployment rate
increases.
N
Effect-cause Begin with conditions ™ 1. The unemployment rate is rising.
. (effects) and discuss their I1. The major cause of the rise rate is
causes ~ industry's response to the economic
slowdown.

Topical Arrange topic according to Discussing the levels of government: city,

its natural breakdown. Can - state and federal,

be from least to most im-

portant and vice-versa.®

Lo USING VISUAL AIDS

Visual aids may include graphs, charts, photos, posters, slides, models, gven you--
any material which can be seen. If visual aids are to be effective, however, several
guidelines must be followed:

1. The visual‘hid shoufh be relevant, If it doesn't help your speech fulfill its

~ purpose, don't use {it.

Be sure your visual aid is large enough for everyone in tbe auélence to see it
'easily .

. Don't block your audience's wiew of your aid. Keep to one side of it.

Plan the visual aid carefully. Hastily made visual aids are seldom effective.
Practice with the visual aid, so that you will be able to handle it well.

Always falk to your audience, not the aid., Contact with your audience is im-
portant, even when you are referring to the aid. Keep your conversation flowing
as you use the aid.

[3*]
Ve
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ORGANIZATIONAL PLAN FOR INFORMATIVE SPEECH

Step ’ Purposes Methods of Development
I. Introductioun A. To Gain Attention . Reference to Problem
To Direct Attention to Subject Reference to Occasion
& To Establish Good Will Personal Greeting °

Rhetorical Question
Startling Statement

, Quotation PY
B _ " Humorous Story d
' Il1lustration
B. To Urge a Need for Your - Explain the Importance of Your
Audience to Listen or Know Subject to the Audience
About Your Topic v
' C. Establish Credibility Review Your Qualifications to Speak
- S on the Subject. -
II. Body \\ _ Present fnowledge éhd Information A, Initial Summary of Main Points
S o ' B, Definition okaey Terms (1if
necess

C, Detailed Information Organized

i according to a definite patterm:
chronological, spatidl,
cause-effect, topical.

III. Conclusion A. Focus thougnt on central thepge Summary -
B. Leave audience in proper mood Personal Intention
C. Convey a sense of completeness Quotation
and finalkty - ) Illustration
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TYPES OF VERBA% S
‘ e

UPPORTING MATERIAL

B |

Type Definition Example Make Sure That. .
— - r T 7
[. Example Refers to an event, all examples are relevant,

person, place, or ob-

typical, and appropriate to

jeg} in narrative form audience and occa510n
A. I1lustration Detailed Example -~
" 1. Hypothetical Discusses what could "Let us imagine that N
happen ' we lost our jobs. M "
2. Factual Discusses what did "Several days ago, I
# happen - lost my job. . ."

B  Tnstance

UndetaiTed exampie;
referring to specific
cases rather than
describing an event

in detail. Usually
several examples are
used_

\ -

*The-pass=fait-grading -

system is effective.
Southwest High, Colum-
bus High, and Franklin
High all report that
their students work
just as hard as under

\

the traditional system. "

II.

-Comparison

. Figurative

. Literal

Points out similari-
ties of two or more
items

Compares unlike
items

™

g
Compares 1ife items

®

"Wiolence in this
country is spreading
like a cancerous
disease"

"It has often been said
fhat our society will

"ecay as did the Roman

\§mp1re "

the similaritiés between the
objects, persons, or events
compared outweigh the
differences between them.

— e

II1.

Statistics

gy

Uses figures to
show the degree to
which something ‘
exists

"One out of every
four American deaths
this year will be
from cancer."

the statistics are specific.
relevant, recent, concrete,
and clear, and that-they
aren't overused.

IV.

1
Testimony -

PreSents another
person's view:
either a directy
quote or a
cornclusion

"John Galbraith

" concluded in 1969 that

"modern colleges could
be charadterized as
places of revolt and
restlessness

the testimany is froma *
qualified source, not quote«
out of context, relat1ve1y
short, not changed in any
way, and based on flrst han<-
knowledge.




INFORMATIVE SPEECH

EVALUATION
Name R Date
Topic -
.

SUBJECT / COMMENTS
Challenging 1 2 3 4 5
Limited - 1 2 3 45
Adapted to audience interests 1 2 3 45
Adapted to audience knowledge 1 2 3 45

INTRODUCTION -
Attention gained _ ) 1 2 3 45
Needed information given 1 2 3 45
Common ground established 1 2 3 4 5
MAIN POINTS
Well stated 1.2 3 4 5
Outstanding 1 2 3 4 5
Limited - 1 2 3 4 5
SUPPORTING MATERIAL
Sufficient 1 2 3 45
Adapted to this audience 1 2 3 4 5
Subordinate to main points 1 2 3 4 5
ORGANIZATION~ '
Easily followed 1 2 3 45
Transitions effective 1.2 3 45
Intefna] summaries 1 2 3 4 5
CONCLUSION .
Economical 1 2 3 4-5
Provide a note of finality 1 2 3 4 5
Give focus to the whole speech 1 2 3 45
VISUAL AIDS
Appropriate: 1 2 3 4 5
Effective 1 2 3 4 5
~ Well made 1 2 3 4 5
LANGUAGE
Sound."oral" . 1 2 3 4 5
Rate, volume, pitch 1 2 3 4 5
Grammar and pronunciation 1 2 3 45
DELIVERY
Adequate eye contact 1 2 3 45 .
Movement meaningful » 1 2 3 45
Gestures communicative \ 1 2 3 4 5
OVERALL EVALUATION
- Employment of feedback 1 2 3 4 5
Response achieved 1 2 33 4 5
Attention and interest held 1 2 3 45

R gy



For Persuasive Presentations
' IHE MOTIVATED SEQUENCE

Step Function or Purpose Methods of Development
1. Attention a. Gain initial attention a. Reference to problem
b, Direct attention to subject b. ,Reference to occasion
c. Establish good will c. Personal greeting ~
. d. Establish credibility d. Rhetorical question
e. Startling Statement
f. Quotation )
g. Humorous anecdote
) h. 1Illustration
.
2. Need - Kinds of need: a. Four fold development of
a. to urge a change in the need (persuasive)
status quo (persuasive) 1. Statement of problem
b. to urge preservation of » 2, Factual illustration of
status quo (persuasive) problem
c. to urge & need to listen . 3. Ramification (further proof)
or know (informative) 4, Pointing (how problem sffects
’ audience) _
b. Development of need (informative)
7 1. Motivate to listen
- 2. Importance of subject “
3. Review your qualifications’
to speak on given subject
3. Satisfaction Kinds of satisfaction: a. Development for Persuasive Speeche
a. present solution or plan 1. Staxemenqégf'aolutioq
.(persuasive : 2. Explanation of solution
b. present knowledge & 3. Proof of workability
information (informative) 4., Show how plan meets need,
, . ' S. Overcome any objections g“’ :
v g b. Development for Informative“Speech
' ' 1. Initial summary
2. Defintion of key terms
) 32 Detailed information
Y 4, ~Final Summary
4., Visualizstion Impress audience with merits of a., Positive method
solution and project them into 'b. Negative method
future visualizing results c¢. Contrast method
of solution ‘
5. Action End of speech: a, Challenge or appeal
a. Focus thought on central - b. Personal Intention
—~ theme of talk " c. Inducement
&y b. Lesve audience in proper d. Quotation __ _
mood e. Illustration

c. Convey a sense of complete- f. Summary
: ness and finality ' -
d. Ask audience to believe or

act in o certain way

Carolyn M. Del Polito, Ph.,D.
Speech Communication & Theatre .
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CRITIQUING THE PERSUASIVE SPEECH

LOGOS--Logical Evidence: Check Quantity, Quality, and Reasoning

1.
2.

W

Has the speaker used the best evidence?
Is there sufficient evidence given?
Spec1f’c Examples

" Are sufficient instances known to warrant the ‘conclusion?

Are instances fair examples of the whole?
Are they true?
Are they recent?
Are there exceptions?
Is the evidence fact or opinion?
Are the facts verifiable?
Statistics
Are sufficient statistics available to warrant the &o c]us1on?
Are they typical and representative? R\\
Are they recent, true, and properly selected?
Are the units properly defined?
Has the material been acCOrately sampled? . _
Where does the evidence come from? éa
Testimony (Authority: Person or Publicatibn)
s the source competent as an observer in the field?
Is the witness in a position to observe?
Is source prejudiced, honest, and can he/she/it be corroborated with
another source?
Is the evidence relevant?

Analo (Comparison)

Are fEe subjects or relationships under comparison actually
capable of being compared?

Are these similarities important?

Do important differences exist?

Causation (Causal reasoning)

Can a causal relation be establ1shed?

[s the alleged cause adequate to produce the alleged effect?

Is the result the product of a sole cause or a plurality of cause$?

Are other causes operating to prevent the alleged causes from
producing the alleged effects?

ETHOS--Ethical Proof

1.

Internal Ethos--Is the S peaker,

Credible?

Intelligent?

Sincere? ,

Sensitive to Listeners?

Trustworthy? Honest?

External Ethos--Do the follow1ng detract from the speaker's ethos?

Appearance? - %
© Mannerisms %, ' )

Social Ease?

- PATHOS--Emotional Proof
Are the appeals:

S | | 134

Relevant to this-audjence?
.Relevant to the speaker's purpose?
Sufficient in number?

Used appropriately?

Attaining speaker's purpose?

L8
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