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ABSTRACT

IMPROVING PUBLIC SPEAKING COMPETENCE OF LOW-ACHIEVING STUDENTS USING SEVERAL NLP TECHNIQUES: A MIXED-METHODS APPROACH

Nazarova, Oksana

MA, Program English Language Teaching

Supervisor, Assist. Prof. Dr. Çise Çavuşoğlu

July 2013, 166 pages

Public speaking competence is essential to acquire for all teachers. At the same time, we know little about what factors affect the process of mastering public speaking competence and what are the tools that can help EFL (English as a Foreign Language) students to overcome difficulties they face in speech courses (De Grez, Valcke, & Roozen, 2009). This study attempted to extend the knowledge on students’ public speaking competence development by analysing the factors that influence it and examining the effectiveness of some interventions (i.e., Neuro-Linguistic Programming (NLP) techniques of well-formed outcomes, modeling, and ‘as-if’ frame) in supporting students to gain proficiency in that field. Thus, a mixed methods approach was adopted to effectively answer all of the research questions posed. The level of language proficiency, foreign language anxiety, self-reported public speaking anxiety, general communication apprehension, prior experience with public speaking, and motivational factors were found to a certain extent affect the students’ development of public speaking competence. It was found that NLP techniques could influence the ‘motivation’ dimension of the concept of competence for low-achieving students. 

Keywords: public speaking competence, NLP techniques, English as a foreign language, pre-service teachers
ÖZ 

BAZI NÖRO-DİLBİLİMSEL PROGRAMLAMA YÖNTEMLERİ KULLANILARAK DÜŞÜK BAŞARI GÖSTEREN ÖĞRENCİLERİN KAMUYA YÖNELİK KONUŞMA BECERİLERİNİN GELİŞTİRİLMESİ: BİR KARMAYÖNTEM YAKLAŞIMI

Nazarova, Oksana

Yüksek Lisans, İngilizce Öğretmenliği Anabilim Dalı

Danışman, Yrd. Doç. Dr. Çise Çavuşoğlu

Temmuz 2013, 166 sayfa

Kamuya yönelik konuşma yeterliği bütün öğretmenlerin edinmesi gereken temel bir olgudur. Buna karşılık, kamuya yönelik konuşma yeterliğini edinme sürecini etkileyen faktörler ve İngilizce’yi yabancı bir dil olarak öğrenen öğrencilerin karşılastıkları zorlukların üstesinden gelmelerine yardımcı olabilecek araçlar konusunda da çok az bilgi bulunmaktadır (De Grez, Valcke, & Roozen, 2009). Bu çalışma öğrencilerin kamuya yönelik konuşma yeterliklerinin gelişimi olgusunu etkileyen faktörleri analiz ederek ve bazı nöro-dilbilimsel programlama (NDP) araçlarının (‘iyi biçimlenmiş sonuçlar,’ ‘modelleme’ ve ‘mış gibi çerçevesi’) öğrencilerin yetkinliğini arttırmaya ne derecede yardımcı olabileceğini inceleyerek bu alandaki bilgi dağarcığına katkıda bulunmayı amaçlamaktadır. Dolayısıyla, belirlenen araştırma sorularını etkili bir şekilde cevaplayabilmek için araştırma deseni olarak bir karma yöntem yaklaşımı izlenmiştir. Dil yeterlilik seviyesi, yabancı dil kaygısı, kendi rapor edilen kamuya yönelik konuşma kaygısı, genel iletişim korkusu, önceki kamuya yönelik konuşma deneyimi ve güdüsel faktörlerin öğrencilerin kamuya yönelik konuşma yeterliklerinin gelişimini belli açılardan etkilediği araştırmanın bulguları arasındadır. Kullanılan NDP araclarının düşük başarı gösteren öğrencilerin yeterliklerinin ‘güdüleme’ boyutunu olumlu yönde etkileyebileceği de araştırma sonunda ortaya çıkmıştır. 
Anahtar kelimeler: kamuya yönelik konuşma yeterliği, nöro-dilbilimsel programlama yöntemleri, yabancı dil olarak İngilizce, öğretmen adayları 
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CHAPTER I

INTRODUCTION
This study was initiated based on my own experience of lack of presentation skills training as a student. Moreover, I observed the difficulties other prospective teachers faced from the position of a teacher in this respect. Thus, I became interested in public speaking competence and factors affecting it. This chapter provides a description of the topic of the thesis and outlines the reasons for conducting such a study. In this introductory thesis to the study, first, my previous experiences of public speaking (in)competence will be explained. Then, public speaking competence as being the main concept of this study will be discussed, followed by presentation of some Neuro-Linguistic Programming (NLP) techniques to enhance it. This chapter also provides information about the aim and limitations of the study conducted in order to investigate the effectiveness of several NLP techniques for overcoming the problems students have in relation to public speaking. 

Background of the Study

Before coming to study in the Turkish Republic of Northern Cyprus (TRNC), I did not give any academic speeches, nor did I make presentations using PowerPoint slides. I even do not remember whether we had any speaking activities when attending a Basic English Language Course in the Department of Print Journalism in my alma mater. Of course, there were opportunities to practise public speaking or to speak instead of reading from the paper in front of my classmates in the seminars, but there were no requirements for such practices to develop public speaking competence (especially in a foreign language) in that particular environment, where I received my specialist degree. However, my mother, who is a school psychologist, noticed that in the past five years, there has been an increase in the demand for all students to develop 

public speaking skills in my hometown system of education. When I came to the TRNC, the first thing that I was asked to do at the English Preparatory School was to give a speech about myself in front of my classmates. Proceeding to the English Language Teaching Department, I was required to prepare presentational aids and give academic speeches for each of the courses I was enrolled in. Then I thought that performing in front of others is so challenging and difficult because of my low English language proficiency and lack of previous experience with public speaking. However, I noticed that most of the local students, despite continuous learning and practising public speaking skills and some of them being highly proficient in English, still experienced difficulties in such performances. Even after training in preparing visual aids in a course called Language Teaching Materials Adaptation and Development, and constant emphasis in almost all undergraduate and graduate courses on developing students’ communication competence, most of my classmates seemed not to show advanced public speaking competence. I am making this judgement based on my own experience. One and a half years earlier, I experienced excessive anxiety while giving an important speech. This was despite the fact that I considered public speaking skills as one of the primary skills for prospective teachers to acquire, that I gave extended speeches whenever possible, and that I had a quite good knowledge on speaking skills after studying at the Department of English Language Teaching. Unfortunately, poor performance affected my final grade for that course. I still remember my hands trembling, voice going up and down, and my thoughts becoming so confused that I was forced to read text from the paper in my hands. 

Analysing this situation after time passed, it seems that public speaking competence could not be obtained in a general communication class without emphasising the speech preparation, practice, and delivery skills. It seems that neither my oral language proficiency nor the amount of public speaking experience, which was quite increased for that period of time, were specific reasons for my poor performance. The main reason was Public Speaking Anxiety (PSA) caused by the lack of specific knowledge on how to practise a speech, how to get familiar with the environment where the speech will be held, and how to manage my physiological arousal. The weak point of my preparation was that I paid more attention to the visual aids rather than focusing on the speech itself. Next, I failed to get familiar with the environment where I was going to perform. It was for the first time when we gave presentations in a big hall and not in the classroom, so the right thing could have been at least to come there earlier and practise my speech on my own. Finally, I was not prepared psychologically to give that speech. 

After starting to review the literature about the problems that students face in a public speaking course and taking an NLP training during my summer holiday, I learned many strategies to enhance my speech competence and to overcome the fears about speaking in public. Because of my own experience, initially I thought all other students’ minimal public speaking competence (Schreiber, Paul, & Shibley, 2012) could be related to low academic language proficiency, insufficient experience with public speaking, or PSA. However, the opportunity that was given to me to work with a group of prospective teachers showed that this preconception was quite incomplete. I was assigned as a teacher’s aide at a course of public speaking in the Department of English Language Teaching. Most of the students had high levels of language proficiency, sufficient public speaking experience, and moderate PSA, but still did not show proficient or advanced presentation skills required from the prospective teachers. It is hoped that the findings of this study will provide some explanations for that situation (see Chapter IV Findings and Discussion, p. 56).
The fact that the students who were enrolled in that course had already attended two other courses on speaking skills meant that they needed more than the basics, and it was expected of them at least to develop proficient speech competence
 (Schreiber et al., 2012). What I refer to by “public speaking competence” in this study corresponds with the descriptions of advanced level performance standards in the Schreiber et al.’s (2012) Public Speaking Competence Rubric (PSCR). In particular, public speaking competence is used as the ability (a) to select a topic which engages the audience, provides new and useful information, and at the same time is appropriate for the occasion; (b) to use introduction which establishes credibility, gives clear orientation to the topic, states the thesis statement and the main points of the speech; (c) to use an appropriate organisational pattern effectively; (d) to illustrate the main points of the speech with compelling and credible supporting materials;  (e) to summarize the speech with regard to the thesis statement, and end on a high note “with clincher or call to action;” (f) to use “clear, imaginative and vivid” language without any bias, grammar and syntax mistakes, inappropriate usage; (g) to engage the audience both verbally (effective vocal expression, paralanguage) and (h) non-verbally (behaviour that shows confidence and poise); (i) to make the speech personally important to the audience keeping in mind their beliefs, values, and attitudes; (j) to use high-quality presentational aids which contribute to the speech; and (k) to create an effective persuasive message which shows credible evidence, sound reasoning, and includes call to action (Schreiber et al., 2012, pp. 229-231).

In a more general sense, the concept of public speaking competence could be considered from the perspective of general models of expertise. In that way, Dreyfus and Dreyfus’ (1986) model, consisting of five levels of skill acquisition (i.e., novice, advanced beginner, competence, proficiency, and expertise/flow), shows that ‘competence’ involves “detached planning, conscious assessment of elements that are salient with respect to the plan, and analytical rule-guided choice of action, followed by an emotionally involved experience of the outcome” (p. 51). Adapting this to the area being investigated, a competent public speaker seems to be a person who (a) has clear speech purposes and knows what reaction from the audience s/he wants to get (motivation); (b) has a plan about how to achieve these goals and has resources to be utilised in that process (knowledge dimension); (c) analyse a particular situation to come up with original ideas how to create and deliver a speech (cognition dimension); (d) implement his/her own ideas being emotionally involved with the results (behaviour dimension) (Dreyfus & Dreyfus, 1986; Pearson, Child, Herakova, Semlak, & Angelos, 2010). These characteristics of a competent speaker also reflect the Spitzberg’s model (Spitzberg & Cupach, 1984) of communication competence which includes motivation, knowledge, and skills. 
According to Levasseur, Dean, and Pfaff (2004), competence in public speaking could be gained only through learning theoretical foundations of the field and extensive practice. Therefore, other approaches to work on students’ competence could be incorporated into a course as a supplementary material. Thus, for dealing with poor performance caused by various non-specific problems in a speech class, different approaches are used, including verbal (use of humour, use of students’ first names) and nonverbal (eye contact, positive gestures) types of immediacy behaviour (Ellis, 1995; Golchi & Jamali, 2011), accepting the need for self-worth protection, providing indirect correction, praise, and establishing a learning community and a supportive classroom atmosphere (Aida, 1994; Brophy, 2004; Tsiplakides & Keramida, 2009), using videotaped feedback (Hinton & Kramer, 1998), and promoting student reflectiveness (Martinez, 2004). In this study, along with concentrating on teacher’s immediacy, videotaped feedback, and reflectiveness during the course with all students, several NLP techniques were employed with treatment group students to address their dispositions
. NLP is a unique cross-disciplinary construction of knowledge about communication (Tosey & Mathison, 2009), and thus its pragmatic approach to communication seems to be easily adaptable to use with public speaking course students (James & Shephard, 2001). 
Problem of the Study
A teacher’s poor presentation skills could diminish all other teaching performances (Hall, Heidorn, & Welch, 2011). According to Ewald (2005), teaching in the classroom requires the same presentational communication skills as from any other public speaker, such as actors. Therefore, the ability to effectively communicate with the audience could be gained with the same preparation, practice, and delivery techniques (Ewald, 2005).  
Hunt, Simonds, and Cooper (2002) argue that the current configuration for the communication courses offered at the universities of the USA does not seem to meet existing requirements for the teaching profession. In an English as a Foreign Language (EFL) context, training the teachers on communication skills who will use a foreign language in their teaching practice seems to be more challenging. Speaking in front of students in a foreign language can be hard and may require skills to overcome not only PSA but also Foreign Language Anxiety (FLA) among other difficulties. Although this study does not seek developing a speech course for foreign language teachers, it is designed to investigate the factors which influence the development of students’ public speaking competence in a foreign language classroom, followed by an attempt to help them become more confident speakers using some NLP techniques.

Aim of the Study

The main purpose of this study was to investigate whether raising awareness about some NLP techniques helped low-achieving students to deal with the problems they faced in a public speaking course, and thereby increased their performance. While focusing on this, several problems raised by the low-achieving students themselves and some other issues that were revealed during the interviews and class observations by the researcher as reasons for students’ low achievement were also discussed. The following research questions were considered:

1. Can NLP techniques of modeling, ‘as-if’ frame, and well-formed goal conditions help low-achieving students in a public speaking course to raise their achievement levels? 

2. Is there any relationship between the quality of students’ public speaking performances and 

a) variables related to their backgrounds (i.e., age, gender, years of learning English, and previous experience in public speaking);

b) total preparation time; 

c) communication apprehension (CA)? 

3. a) What are the reasons of poor public speaking performance among the participants?

b) In what ways have the NLP strategies introduced to the low-achieving group helped them to overcome their problems?
Limitations

Brutus, Aguinis, and Wassmer (2013) claim that all self-reported data, which in this study were gathered from interviews, observations, and questionnaires, are limitations of any study where they are used as primary data, since they cannot be independently verified. In addition, poor attendance of several students did not allow to collect enough data about their experiences in a public speaking course. Lack of data about these participants made the analysis of the difficulties they met and the reasons for their low achievement quite difficult. Therefore, I tried to focus mainly on treatment group students’ occasions. When assigning participants to the treatment and non-treatment groups, a specific non-random sampling method suggested by Trochim (2006) was used. Although this may initially seem like a limitation in terms of the data it would yield, many scholars argue that creating asymmetrical samples is not a threat to internal validity of a study if it is well-conducted (Trochim, 2006) (for discussion, see Chapter III, p. 36). 
A limited number of variables (background factors, preparation time, CA, PSA) which were considered in relation to the quality of students’ performances seems also to be a limitation of the present study. There can be other variables which influenced the performances of the students but were not identified in this study.

The participants of this study were drawn from one university. As a result, given the number of participants (N = 17), it seems that generalisation of the findings of the present study to other educational settings with different backgrounds is not possible. 
Conclusion

This chapter provided information about the topic under investigation and presented the background of the study, the statement of the problem, the aim of the study, and the limitations. The focus of the study was public speaking competence and some NLP techniques as tools which could affect particular dimensions of this concept. Importance of the speech competence development for prospective teachers was considered. The study included a number of limitations. Data collected in the form of students’ perceptions and self-reports, insufficient data about non-attending group, small number of participants, non-random sampling were among them. In the following chapters, review of the literature, the methodology, the findings of this mixed-methods research, discussion of these findings, and conclusions and recommendations will be presented.
CHAPTER II

LITERATURE REVIEW

The following review of literature explores relevant issues in regards to public speaking competence and the use of Neuro-Linguistic Programming (NLP) techniques to enhance students’ speech competence. In particular, a list of public speaking competencies that appear across several rubrics, dimensions of communication competence such as knowledge, skills, and motivation that can be found within public speaking competence as well, the factors that affect public speaking competence development in an English as a Foreign Language (EFL) context are presented. The review also recounts research related to the field of NLP, criticism of NLP, and the discussion of the NLP techniques that were used in this study. Finally, some aspects of motivational interviewing that were used to introduce NLP techniques are discussed. 

Public Speaking Competence 

Schreiber, Paul, and Shibley (2012) noticed that although there are many types of communication competence, for most universities it is a usual practice to teach public speaking competence which satisfies one of the main higher education learning outcomes of ‘oral communication skills’. Thus, Morreale, Hugenberg, and Worley (2006) found that in 2006 more than half of the basic speech courses in the USA had a public speaking focus, rather than taking hybrid, dyadic, or group communication perspectives. In the domain of teacher education, communication competence in general, and public speaking competence in particular, seems to be a core learning outcome. Hunt, Simonds, and Cooper (2002) argued that there is lack of communication skills training in this field. They analysed the literature on teacher education programs and concluded that these programs did not provide sufficient communication skills training and assessment. The researchers also listed the sample actions that a teacher 

should be able to present in order to fulfil the three common functions of the profession (i.e., facilitating learning, managing the classroom, and making professional decisions), and claimed that many of these skills are related to the ability to communicate effectively. Moreover, some skills appear to be dependent on public speaking competence. These skills include presenting information, using a variety of instructional strategies such as lecturing and questioning, identifying students’ interests and using them to promote learning, drawing on a variety of techniques, materials, and technology to accommodate different learning styles, and other skills related to classroom management. 

Schreiber et al. (2012) investigated what particular competencies not only a teacher but each proficient speaker should possess. They found nine core and two additional competencies, which include: 1) determination of topic and purpose, 2) use of supporting material, 3) organization of ideas, 4) speech introduction, 5) speech conclusion, 6) language use, 7) verbal delivery, 8) nonverbal delivery, 9) audience adaptation, 10) visual aids, and 11) persuasiveness. While considering studies of other researchers on public speaking competence, Schreiber et al. (2012) also mentioned competencies such as well-adapted interpersonal skills, self-awareness, and a conversational approach to presentation proposed by Quianthy and Hefferin (1999). Other competencies that were not included to the Schreiber et al.’s (2012) Public Speaking Competence Rubric (PSCR) but worth to mention are adherence to time limit and handling a question-answer section (Berjano, Sales-Nebot, & Lozano-Nieto, 2013). In a public speaking class, effective listening skills, being able to comment other speeches and give suggestions also can be seen as valuable competences (Berjano et al., 2013). 

According to Rosenfield and Berko (1990), communicative competence has three dimensions, which are knowledge, skills, and motivation. These dimensions can be transferred to the public speaking competence as well (Morreale, 2007). Regarding the aspect of knowledge, Morreale (2007) noticed that it is related to the ability to analyse the situation, including both the nature of the assignment and the audience. As for the skills dimension, a student must be skilled at preparing, practicing, and delivering a speech in that particular situation. Finally, a speaker should be motivated to perform proficiently. 

Knowledge on the art of speaking. The awareness of general speech principles is a main part of public speaking competence (Brydon & Scott, 2008). This knowledge is well standardized in many public speaking course textbooks (e.g., The Art of Public Speaking by Lucas (2008), Between One and Many: The Art and Science of Public Speaking by Brydon and Scott (2008), The Challenge of Effective Speaking by Verderber, Sellnow, and Verderber (2012)). The main knowledge areas that most of the courses on public speaking cover are the following: 1) speech communication process; 2) ethical speaking; 3) listening skills; 4) coping with speech anxiety, confidence; 5) speech planning (selecting a topic and a purpose, analyzing the audience, gathering and evaluating information); 6) organization of the speech body; 7) speech introduction and conclusion; 8) language and style; 9) speech delivery modes; 10) presentational aids; 11) informative and persuasive speaking; 12) speaking for special purposes (Brydon & Scott, 2008; Lucas, 2008; Stuart, 1988).

Public speaking skills. Relying on the recent findings in cognitive psychology Levasseur, Dean, and Pfaff (2004) claim that expertise means both knowledge and practice. Levasseur et al. (2004) point out that even if “Isocrates’ performance-based school was thought to produce better speakers than Aristotles’ theory-based instruction” (p. 247), the ability to convey information or to persuade the audience effectively and efficiently should be mastered both by acquiring knowledge and practising the theoretical foundations. Thus, a speaker should be able to apply the knowledge gained from the teacher, textbooks, handouts, and by observing performances of the model speakers. According to Schreiber et al. (2012), the core presentation skills are (a) selecting an appropriate topic to the audience and occasion, (b) opening the speech with impact and clear orientation to the topic, (c) using effective organisational patterns, (d) illustrating the main points of the speech with compelling supporting materials, (e) summarizing the speech with regard to the thesis statement and ending on a high note, (f) demonstrating a careful choice of words, (g-h) engaging the audience verbally and non-verbally, (i) adapting the speech to the audience, (j) using presentational aids, and (k) creating an effective persuasive message.

Motivation to learn and to perform competently. Motivation seems to be an essential component of the public speaking competence since only a student fully involved in the learning process and persistent in practice can develop expertise in that field. In psychology, motivation is defined as “the choices people make as to what experiences or goals they will approach or avoid, and the degree of effort they will exert in that respect” (Keller, 1983, p. 389). Wlodkowski (1978) recognises some behavioural aspects of motivation, which are a desire to investigate behaviour, direction and purpose of behaviour, persistence, and continuing motivation. Lumsden (1994) acknowledges the difference between motivation in a general sense and motivation to learn. She claims that student motivation is interdependent with the students’ desire to participate in the learning process and the sources or goals underlying involvement or non-involvement in academic activities. Lumsden also provides the definition of motivation to learn that was given by Marshall in 1987: “It is defined by one author as ‘the meaningfulness, value, and benefits of academic tasks to the learner - regardless of whether or not they are intrinsically interesting” (para. 6). 

In this study, Keller’s motivation model (1983) was utilised in order to identify what particular aspects of public speaking in general, or course activities in particular, maintained the students’ involvement in learning along with a commitment to the process of learning (Ames, 1990). Keller’s motivational model is based on “expectancy-value theory, reinforcement theory, and cognitive evaluation theory” (Keller, 2010,      p. 34). This model is course-specific and can help to identify specific motivational problems related to the instruction (Keller, 2010). It contains four motivational constructs, which are Attention, Relevance, Confidence, and Satisfaction (ARCS) (Keller, 1987). Shellnut (1996) points out that attention is related to the perceptual arousal (initial interest), inquiry arousal (increase of the interest), and variability (changing pace of the interest in order to keep it). Shellnut explains the relevance component of the ARCS model as being linked to the personal needs and wants of the students. In order the course activities to be perceived as relevant, they should meet the important personal needs, including instrumental needs (Crookes & Schmidt, 1991). Confidence is related to locus of control, sense of self-worth, and self-belief of efficacy. Crookes and Schmidt (1991) notice that students who relate success to their own choices and effort are more likely to be motivated. The fourth motivational construct of the ARCS model, satisfaction, is related to the outcomes of the learning process (extrinsic motivation) and the enjoyment it provides (intrinsic motivation) (Crookes & Schmidt, 1991).

Factors Affecting the Public Speaking Competence Development in an EFL Context

Low language proficiency. Inability to present one’s ideas and opinions in a target language seems to be the main problem that EFL students face in a public speaking course. The reason why it is the most serious problem could be that it is not possible to attain mastery in using language in academic contexts (academic language proficiency) within a short period of time. Hakuta, Butler, and Witt (2000) said that for non-native learners in an English-speaking country “oral proficiency takes 3 to 5 years to develop, and academic English proficiency can take 4 to 7 years” (p. 13). In an EFL setting, these time periods seem to be much longer. Therefore, expecting that a student who has low academic language proficiency to demonstrate advanced public speaking competence in a target language after one semester is extremely unrealistic. This is why most of these courses at university level assume that the students enrolled in the course are at minimum upper-intermediate level.

According to Andrade and Williams (2009), lack of language skills can undermine the sense of self-worth and threaten one’s self-image. In addition, the students with low language proficiency cannot easily understand spoken and written input. Inability to recognise instructions can lead to disorientation on how to respond or act. Moreover, if a student cannot pronounce words correctly, distracts listeners with fillers, or has major grammatical and syntax errors, his or her speech will be evaluated by others negatively, which in turn can result in high levels of Foreign Language Anxiety (FLA) and Public Speaking Anxiety (PSA) for this student (Andrade & Williams, 2009). 

Anxiety related to the speaking publicly in a foreign language classroom. Anxiety is defined by Spielberger (1983) as a “subjective feeling of tension, apprehension, nervousness, and worry associated with an arousal of autonomic nervous system” (as cited in Horwitz, Horwitz, & Cope, 1986, p. 125). Researchers usually mention three types of anxiety (Ellis, 1994): 1) trait anxiety, which is a personality trait (Eysenck, 1979); 2) state anxiety, which is apprehension experienced at a particular moment in time as a response to a definite situation (Spielberger, 1983); 3) situational anxiety, which is anxiety experienced in a specific type of situation or event such as public speaking, examinations, or class participation (MacIntyre & Gardner, 1989). 

As Tran (2012) noticed, Horwitz, Horwitz, and Cope were the first to recognise FLA as a specific anxiety which is responsible for students’ unpleasant experiences in a foreign language class. Horwitz et al. (1986) considered FLA to be a situational anxiety that students experience in a well-defined situation of a foreign language classroom. They defined FLA as “a distinct complex of self-perceptions, beliefs, feelings, and behaviours related to classroom language learning arising from the uniqueness of the language learning process” (p. 128). Horwitz’s (2001) review of literature on the relationships between anxiety and language achievement shows that anxiety is a cause of deficient language learning for some students rather than a result of it. Horwitz et al. (1986) believe that only learning a foreign language implicates so much self-concept and self-expression. According to Tsu-Chia (2012), EFL learners experience more anxiety when the course includes public speaking activities. However, in such situations students’ primary source of anxiety is not the requirement to speak in a foreign language but the actual process of speaking in front of the classmates (Young, 1990). Therefore, PSA emerges as an important concept for course instructors to be aware of.

Public speaking anxiety, or speech anxiety, is defined as “the feelings of discomfort that people experience before or during speaking in public” (Brydon & Scott, 1997, p. 58). According to Brydon and Scott (1997), PSA is a result of the subjective interpretation of the normal physiological arousal people experience when called on to speak publicly. However, excessive arousal that evokes uncomfortable feelings and leads to excessive worry or some physical side effects should be eliminated by treatment (Brydon & Scott, 1997). 

The fear of speaking publicly in a foreign language classroom was considered by Horwitz, Horwitz, and Cope (1991). They argue that anxiety typically emerges while listening or speaking. This seems to be justified by Price (1991) who investigated what made students most anxious in a foreign language class. All of the students answered that having to speak in front of the class in a foreign language resulted in the highest levels of anxiety. Kostic-Bobanovic and Bobanovic (2007) found that teaching of affective strategies can help students to reduce their PSA. Students who had been taught how to deal with their nerves experienced significantly less anxiety than students who did not know how to manage their distress. Affective strategies that were employed by Kostic-Bobanovic and Bobanovic included asking students to record their feelings, motivation, and attitudes about the learning process, writing down their experiences in the academic diary, and discussing with someone they trust their feelings concerning the course. NLP can be considered as a possible strategy to help learners deal with such affective issues to reduce their anxiety as well as increase their performance.

NLP in Education 

Developed in the 1970s by Richard Bandler and John Grinder as a pragmatic approach to communication and initially for psychotherapists (Mathison & Tosey, 2010), today NLP has achieved considerable popularity also as an approach to learning and personal development (Tosey & Mathison, 2009; Bovbjerg, 2011). Its originators were supporters of pragmatism, claiming to be interested only in ‘what works.’ From there, it has become more of a commercial product than an academic endeavour (Harris, 2001; Mathison & Tosey, 2010). It appears to be used, for instance, in psychotherapy (Wake, 2008), business (Knight, 2002), management development (Tosey & Mathison, 2009), education (Carey, Churches, Hutchinson, Jones, & Tosey, 2009; Tosey & Mathison, 2009, 2010; Revell & Norman, 1997, 1999; Kudliskis & Burden, 2009), and healthcare (Henwood & Lister, 2007). 

The most influential contemporary theorists in the field of NLP, Jane Mathison and Paul Tosey, uphold the view that NLP could be looked at as a form of transdisciplinary knowledge. The eclectic nature of NLP is apparent (Tosey & Mathison, 2003b):

...within NLP one can detect influences from Gestalt therapy (Perls, 1969), person-centred counselling (Rogers, 1961), transformational grammar (Grinder & Elgin, 1973), behavioural psychology and cybernetics (Ashby, 1965), the Palo Alto school of brief therapy (Watzlawick et al., 1967), Ericksonian hypnotherapy (Bandler & Grinder, 1975b; Grinder et al., 1977) and most importantly the cybernetic epistemology of Gregory Bateson (Bateson, 1972). (p. 375)
In their recent book Neuro-Linguistic Programming: A Critical Appreciation for Managers and Developers, Tosey and Mathison (2009) confirm that in some respect, it is easy to explain what NLP is: “It is an internationally prominent practice in business, management development and professional education, a method used by facilitators of various kinds – coaches, trainers and consultants – who claim to offer some innovative and highly effective approaches to people development” (p. 3). Rather than attempting to come up with a single definition, authors view NLP as having multiple identities. They present an idea of the ‘six faces’ of NLP: 1) ‘practical magic’ (the abilities of successful people and partly of geniuses had a structure and could be adopted by others; therefore, NLP may be perceived as a key for becoming successful in a particular field, a key to understanding people’s behaviour); 2) methodology (which is called ‘modeling human excellence,’ it assumes constructing a mental model of any other person’s experience); 3) philosophy (NLP can be viewed as a life philosophy; it can be used to understand the nature of reality (metaphysics) and the nature of knowledge (epistemology)); 4) technology (techniques); 5) commodity (products and services); and 6) professional service (consulting, coaching, and therapy). Finally, Tosey and Mathison (2009) suggest that NLP should be viewed as a unique cross-disciplinary construction of knowledge about communication which can contribute to understanding the relationships between language, a person’s inner world and behaviour.

The potential of NLP to support teaching and learning is clearly demonstrated by Revell and Norman (1997, 1999), Tosey and Mathison (2010), and Carey et al. (2009). For example, Revell and Norman (1997) in their book called In your hands: NLP in ELT demonstrate how the core principles of NLP can be adopted for teaching the target language. Tosey and Mathison (2010), presenting NLP as an innovation in education and teaching, state that NLP can be used to enhance self-management, presentation, study, and classroom management skills. They point out that the core language model of NLP, known as the ‘meta-model,’ can be helpful in exploration of learners’ constructs. NLP techniques in class also can be used for managing a teacher and students’ emotional states, to enhance the communication process, to help students maintain states for learning and deal with anxiety-provoking situations by considering them from different perspectives (Carey et al., 2009).

According to Churches and West-Burnham (2008, 2009), the NLP techniques and approaches appropriate for the use in the field of education can be classified into four groups: 1) outcomes (i.e., techniques for self-motivation and motivating others);   2) rapport (rapport as a way of maximising similarities between people at a non-conscious level in order to influence the course of events); 3) flexibility (i.e., techniques for increasing personal flexibility and awareness of others’ feelings and concerns);       4) language (the model of language that therapists use). To find out the research evidence that could support the positive influence of NLP on teaching and learning, Carey et al. (2009) made an attempt to review all research papers on the use of NLP in education to date. They argued that most of the examined papers and publications showed that NLP had a potential to enhance teaching and learning. The researchers specifically found that NLP can be useful for matching the learning styles of a teacher and learners, dealing with learning difficulties, enriching non-verbal communication in the classroom, and for child counselling. Carey et al. (2009) also mentioned the studies of Helm (2009) and Harris (2001) which presented supportive evidence of the use of NLP for English instruction in an English-speaking country and in an EFL context respectively. 

Carey et al. (2009) point out that one of the main contributions of NLP to the learning process can be its emphasis on the necessity of maintaining a positive emotional climate in the classroom and techniques that NLP gives to implement this idea. The authors call it “a reflective framework” which suggests “to take emotional literacy seriously” (Carey et al., 2009, p. 31). For example, Steinfeld and Ben-Avie (2006) rely on their action-based research project to claim that using NLP was beneficial for establishing and maintaining cooperative relationships. Researchers also state that students who reported having the highest GPAs were the same students whose overall responses indicated that they had the highest levels of emotional development, therefore low challenges in terms of interpersonal relationships. It is concluded that in order for students to become successful learners, teachers should demonstrate not only their knowledge of the subject but also the social and emotional development of their personality. This, it is argued by the authors, can be achieved by using NLP strategies. 

Criticism of NLP

The main criticism of NLP lies on the lack of scientific evidence to support the effectiveness of Bandler and Grinder’s ideas (Beyerstein, 1990; Heap, 1988, 2008; Roderique-Davies, 2009; Sharpley, 1984, 1987; Witkowski, 2012). Even NLP advocates accept that there is little academic research into NLP (Tosey & Mathison, 2010; Harris, 2001). NLP literature, especially introductory texts, is highly repetitive, consisting of minor variations in ways of presenting a very similar body of ideas and practices (Tosey & Mathison, 2009). Jane Mathison, Paul Tosey and Rob Bundler are the leading scholars who worked on NLP theoretically. Yet, these researchers heavily hold on works of NLP pioneers (e.g., Bandler & Grinder, 1975a, 1975b; Bandler & MacDonald, 1988; Dilts, 1998; Grinder & Bandler, 1976) and do not always base their arguments on empirical data. 

According to Witkowski (2012), developers of NLP skipped the stage of empirical verification of their assumptions. Witkowski says that although subsequent researchers made an attempt to prove the validity of the NLP hypotheses, their findings showed no or only partial support for effectiveness of therapeutic NLP tools. The author makes this claim based on the previous reviews conducted by Heap (1988), Sharpley (1987), and his own revision of all valid empirical studies on NLP published after 1986 (n = 21). All in all, Witkowski (2012) found 401 articles on NLP. However, many of them were excluded from the review because of being non-empirical. In addition, studies with problematic methodology, those which were included in the prior reviews, and those which did not examine the basic assumptions of NLP or the effectiveness of its tools were excluded. Among the 21 empirical studies that Witkowski considers, 11 examined the basic NLP assumptions, and other 10 investigated the implementation of NLP techniques for therapeutic purposes and enhancing communication. The researcher claims that nearly 70% of these studies were non-supportive, and approximately 20% were partially supportive. For example, the researcher found only one study that confirms that matching the respondent’s primary representational system enhances rapport (Turan & Stemberger, 2000). Thus, there seems to be a big gap in the literature regarding the use of NLP in specific areas to promote specific skills and concepts.
Some other researchers argue that NLP is a collection of ideas from psychology or an umbrella term for (sometimes contradictory) tools or schools of thought (Rowan, 2009; Stollznow, 2010). The main critical work about NLP in education was written by Craft (2001). She argues that the core assumptions of NLP being based on the framework of social constructivism causes its emphasis on practical outcomes. Therefore, NLP seems to be a set of strategies but not a theory (Craft, 2001). She claims that the experiential and pragmatic nature of NLP does not allow its use by people who prefer other learning styles. Craft based on the work by Honey and Mumford (1986) lists four basic learning styles, which are activist, reflector, theorist, and pragmatist. Craft (2001) concludes that NLP reflects the learning styles of pragmatists and does not take into account the preferences of others. 

In response to Craft’s (2001) claims, Tosey and Mathison (2003b) do not agree that NLP is a set of strategies rather than a theory. They claim that NLP’s principles do supply “fundamental assumptions which then underpin the workings of models of understanding” (Craft, 2001, p. 130). They argue that it is possible to say that NLP is a set of models but not just a collection of strategies. “If it is a learning theory, it is one that emphasizes individual rather than social learning” (Tosey & Mathison, 2003b, p. 383). However, authors do not perceive NLP as one of “the dominant learning theories of our age” (Craft, 2001, p. 125). Tosey and Mathison (2003b) base their arguments on the NLP’s initial anti-theoretical stance to say that the originators of NLP were not intended to create a formal theory. As cited in their work, “We have no idea about the ‘real’ nature of things, and we’re not particularly interested in what’s ‘true.’ The function of modeling is to arrive at descriptions which are useful” (Bandler & Grinder, 1979, as cited in Tosey & Mathison, 2003b, p. 375). Tosey and Mathison (2003b) say that not all NLP practitioners agree with Bandler and Grinder in this intent and that there are scholars, such as Dilts, McWhirter, and Robbie, who work on NLP theoretically to develop its principles into a theoretical model. 

In reviewing the literature, there seems to be several research studies that support the use and effectiveness of NLP in education (e.g., Brown, 2004; Eckstein, 2004; Ghaoui & Janvier, 2004; Marcello, 2003; Mathison, 2004; Squirrel, 2009). In addition, two CfBT Education Trust research paper reports called “Leading learning through relationships: The implications of Neuro-linguistic programming for personalisation and the children’s agenda in England” (Churches & West-Burnham, 2008) and “Neuro-linguistic programming and learning: Teacher case studies on the impact of NLP in education” (Carey et al., 2009) can be considered as the empirical evidence for NLP techniques’ effectiveness in education. 

The Use of NLP to Enhance Public Speaking Competence

NLP practitioners do not claim that developing a public speaking competence is an easy or quickly doable task (James & Shephard, 2001). James and Shephard (2001) compare mastering public speaking skills with foreign language learning. Just like people do not learn to read or write overnight, it takes commitment and effort to become a proficient speaker. Most of the trainers point out that presenting in public means communicating with the audience, and without effective communication skills, it is not possible to become a successful public speaker (Freeth, 2005). Many NLP techniques that are used for “training excellence” primarily focus on increasing energy and personal power of the speaker (James & Shephard, 2001, p. IV). This goes along with changing the way of thinking of a speaker about the public speaking experience. It is recommended that a speaker should be fully comfortable being him or herself in front of others and adapt to any situation with flexibility. 

According to James and Shephard (2001), the first step of becoming a successful speaker is to start to think positively or to change your “internal state” (p. 25). The authors recommend learning to control what you are thinking, and how you are thinking about the particular event. They summarize this idea by saying that “to a large extent the way you feel inside determines the results you get” (p. 25). The second step, which is directly related to the previous, is involving unconscious mind to the learning process. James and Shephard (2001) argue that learning, behaviour, and change are mostly the domains of the unconscious mind. Thus, some skills, once learned consciously, stay in the unconscious. The same is with the public speaking skills: A speaker can present effectively if he or she has a competence not only in the conscious mind, but also in the unconscious. Thus, positive language and visualization can be helpful to involve the unconscious to the learning process (Alder, 2002). The next step of becoming an effective presenter is acquiring some techniques to use while preparing or delivering a speech. James and Shephard (2001) suggest applying “the trainer state” during the speech, which demands the use of the ‘Leveler’ physiology and getting control of the group (p. 59). By the ‘Leveler’ physiology authors mean “the balanced, symmetrical position” which “communicates strength and stability” (p. 60). James and Shephard also distinguish some other non-verbal communication patterns that can be used when convenient. They are Placater (a pose to show that you are open and want to please the audience), Blamer (pointing the finger as if you are saying “It is down to you”), Computer (a pose of a thinker), Distracter (a pose of being disagreeing and disjointed) (p. 158).

The effectiveness of using some other NLP tools for developing effective public speaking skills emerged strongly in the works by Brunner (1993), Carey et al. (2009), Churches and West-Burnham (2008), Dilts (1983), Gray (1991), and Millrood (2004). Among the useful techniques to use in a communication domain these authors mention maintaining rapport
, using space or voice anchoring
, well-formed goal conditions, modeling, managing speech anxiety by Time Line Therapy
 or Swish Pattern
, and matching representational systems
 in group. In this study three main techniques were used to enhance students’ public speaking competence, which are well-formed goal conditions, modeling, and ‘as-if’ frame.

Well-formed goal conditions. Appropriate goals in education can have positive effect on students’ motivation and academic achievement (Zimmerman, 2008). Day and Tosey (2011) explain this by saying that clear goals turn students’ attention to the task, show them what exactly they need to do and thus motivate to greater effort and persistence in completing it. 
One of the key techniques in NLP is the well-formed goal conditions. Well-formed goal conditions, also called well-formed outcomes, explain a mechanism of creating and refining an outcome that meets certain conditions (Day & Tosey, 2011; Dilts, Grinder, Bandler, & DeLozier, 1980). It has some common points with the SMART framework – specific, measurable, achievable/agreed-upon, realistic, and time-based goals (Doran, 1981; Wade, 2009). However, Day and Tosey (2011) state that well-formed outcomes as an approach for goal setting is more rigorous, holistic, and therefore more effective than the SMART framework. In NLP, goals are recognised to be “well-formed” when they match at least five criteria (Day & Tosey, 2011). In this study, I adopted the formulations of the goal conditions which were suggested by Andreas and Faulkner (1998) (see Chapter III Methodology, p. 31). Nevertheless, here it is worth to consider formulations that were given by Day and Tosey (2011) as these authors are among the most authoritative NLP theorists. The well-formed outcomes concept in the adaptation of Day and Tosey is called POWER. The authors use the mnemonic POWER to make the five goal-setting criteria easy to remember. The letter P states for positive. It means that positive language should be used to word the goal. Day and Tosey explain this by direction that should be given to a student: towards something a student wants to achieve rather than to avoid. They say that thinking about what one does not want to materialize brings the mind to the negative state rather than the positive desired one. The letter O states for own. Important to realise what someone can do, his or her actions, in order to get this outcome. The goals which are solely dependent on other people’s actions are not realistic. W means “what specifically?” This implies understanding of the starting point and finding the resources like time and physical resources needed to achieve a goal. E stands for evidence. It means visualising a clear picture of when, where, and in which circumstances you have achieved a goal. The evidence that a person has achieved the desired outcome should be sensory-based. And the last, R stands for relationship that is in NLP also referred to as ecology. It means identifying both advantages and disadvantages of the outcome for a student’s own psyche, for his or her relationships with other people. “Internal check” the goal being appropriate for students’ beliefs and values should be done before implementing any actions (Day & Tosey, 2011, p. 523).

There is some empirical research evidence proving the effectiveness of well-formed outcomes. For example, a recent study by Skinner and Croft (2009) demonstrated its value to support students in relation to the completion of theses. Day and Tosey (2011) mentioned Ben-Avie et al.’s research (2003) that was done at the Yale Child Study Center. Well-formed outcomes were successfully used as key elements in a social and emotional development programme for enhancing maths and science scores among middle school students. 
Modeling. NLP, known now as a form of transdisciplinary knowledge, initially was a methodology to investigate exemplary communication (Mathison & Tosey, 2010). This kind of methodology for mastering effective communication skills was called modeling. Modeling is intended to make human capabilities available for others to learn. According to Churches and West-Burnham (2008), “modeling as a research methodology emphasises the mapping of phenomenological experience alongside the use of language models” (p. 6). It is important to point out that the nature of modeling by NLP theorists is understood differently. For example, Dilts underlines a more conscious, analytical approach
, while Grinder states that “modeling is essentially an unconscious assimilation of the exemplar’s capability” (Tosey & Mathison, 2010, p. 320). Tosey and Mathison (2010) argue that in practice these two modes are generally used together.

Tosey and Mathison (2003a) define modeling as individual changes in cognition and behaviour that result from the observation of effective people in a wide range of contexts. Carey et al. (2009) point out that modeling covers such areas of subjective experience as “language patterns, body language, beliefs, internal dialogue, internal representations (visual, auditory, and kinaesthetic), and the order of internally processed experience (visual, auditory, and kinaesthetic) as expressed through language patterns and subjective internal representations” (p. 47). 

The studies conducted by Munaker (1997) and Day (2005) present supportive evidence for the use of modeling in education. Regarding its appropriateness for the area of public speaking education, one of the most prominent works was done by Nimocks, Bromley, Parsons, Enright, and Gates (2001). They investigated the effect of modeling (or “covert modeling” as they stated) on communication apprehension, public speaking anxiety, and communication competence. This study shows that the modeling technique can help students with initially clinical levels of communication apprehension to reduce their anxiety. Moreover, it was found effective for reducing avoidant behaviour. The authors also considered the use of modeling for eliminating phobias and high levels of social anxiety. They reported significant levels of change in the behaviour of students after using a modeling technique. 

‘As-if’ frame. This particular type of framing, ‘as-if’ framing, is a basis for several other techniques such as modeling and future pace
. In general, it means to pretend doing something (Exforsys Inc., 2007). According to the information given by Exforsys Inc. (2007), the main aim of NLP frames of reference is to make a person consider particular situation from different perspectives. The ability to step out of one’s position gives more flexibility to deal with experienced difficulty. There are several types of framing in NLP, which are backtrack frame
, as-if frame, and agreement frame
. In the present study only ‘as-if’ frame was used to help students to mentally go beyond apparent obstacles for becoming competent speakers.

‘As-if’ frame is useful to explore a students’ possibilities (Exforsys Inc., 2007). It gives a big perspective of a problem and makes it easier to identify the steps to resolve it. It makes use of four types of “switching actions,” which include time switch (future pace technique), a person switch (modeling technique), information switch (pretending that all the information is available to make a decision), and function switch (pretending that some function or aspect of the situation has been changed before working on the problem) (Exforsys Inc., 2007, para. 7).

NLP and Motivational Interviewing 

In this study, the mentioned NLP techniques were introduced by using some elements of motivational interviewing. According to Sheldon (2010), motivational interviewing is a goal-centred, non-judgmental tool that uses speaking and listening to prompt behaviour change. Sheldon points out that the teachers who use motivational interviewing can improve their listening and problem-solving skills. Although it is a counselling approach which is mostly used in clinical settings and in social work practice (Atkinson & Amesu, 2007), its potential to evaluate a person’s readiness to change can be used within educational settings as well (McNamara, 1992, 1998). The main advantage of motivational interviewing seems to be that “it relies on an individual’s intrinsic motivation and interest in change, using a non-confrontational approach to frame goals in a practical, attainable fashion” (Sheldon, 2010, p. 153). Hence, Ferguson (n.d.) believes that motivational interviewing shares many aspects with NLP. The goal of both of them is to help a person to understand whether or not a change is necessary and whether a person is ready for it, then, to find resources within oneself to achieve a desired goal. The next similarity is rapport building and questioning techniques. Ferguson (n.d.) claims that empathy and open questioning in motivational interviewing is similar to NLP’s meta-model questions. Moreover, some can find emphasis on reflective listening within both approaches. Reframing in NLP and developing discrepancy between a student’s deeply-held values and their current behaviour in motivational interviewing also appear to have similar principles. In the same manner, shifting perceptual positions in NLP and a change talk in motivational interviewing have some parallels. Thus, these approaches can complement each other and can be used together in the educational context. 
What particularly was used from motivational interviewing in the current study was a “menu of strategies” (Rollnick, Heather, & Bell, 1992, as cited in Atkinson & Woods, 2003, p. 54). The strategies that were used included “opening strategy” (asking about the experiences with public speaking and speeches given in the class), “a typical day/session” (speech preparation and practice), “providing information” (well-formed goal conditions, modeling techniques), “the future and the present” (‘as-if’ frame), and “exploring concerns” (Atkinson & Woods, 2003, p. 54). Further information about how these strategies were employed are presented in the next chapter on methodology.

Conclusion

The review of literature related to the public speaking competence and NLP techniques that can be used to enhance it pointed towards two important issues regarding the current study. The first one is the factors that can affect mastering public speaking competence by EFL students. These factors should be revealed not only in relation to the knowledge component but across other two dimensions of competence as well (i.e., skills and motivation). Second, three NLP techniques (i.e., ‘as-if’ frame, well-formed goal conditions, modeling) were considered as being appropriate to help students to explore their possibilities internally, to identify the goals they want to achieve, and to find the appropriate strategies to use. The effectiveness of these techniques also should be examined regarding three dimensions of competence. Considering these two points, I chose a mixed methods approach, which will be further discussed in the following chapter.
CHAPTER III

METHODOLOGY

This chapter describes the research methods and approaches used in the study of effectiveness of some Neuro-Linguistic Programming (NLP) techniques for overcoming the problems that undergraduate students face in relation to the public speaking. In the following sections, first the research design will be presented. Then, the role of the researcher and participants’ profiles will be described, followed by data collection procedures and materials that were employed during the treatment. The way that data was analysed will be discussed concerning the following research questions that guided this study:

1. Can NLP techniques of modeling, ‘as-if’ frame, and well-formed goal conditions help low-achieving students in a public speaking course to raise their achievement levels? 

2. Is there any relationship between the quality of students’ public speaking performances and 

a) variables related to their backgrounds (i.e., age, gender, years of learning English, and previous experience in public speaking);

b) total preparation time; 

c)
communication apprehension (CA)? 

3. a)
What are the reasons of poor public speaking performance among the participants?

b)
In what ways have the NLP strategies introduced to the low-achieving group helped them to overcome their problems?

Description of the Context

This study took place at the Department of English Language Teaching (ELT) at a private university with the students who were taking a course on public speaking. This was a required course for these students, who were in their sophomore year. The course lasted for 12 weeks and was aimed to provide instruction in preparation and delivery of public speeches, which usually was perceived as giving presentations in front of their classmates. The course also aimed to provide prospective English language teachers with the chance to have experience in this respect, as most of their courses require them to prepare and present a variety of topics with a variety of techniques. For this specific course, there was a total of 28 class periods, each class lasting for 50 minutes. 

The main focus of the course was on developing students’ nine core and two additional public speaking competencies distinguished by Schreiber, Paul, and Shibley (2012): 1) determination of topic and purpose, 2) use of supporting material,                 3) organization of ideas, 4) speech introduction, 5) speech conclusion, 6) language use, 7) verbal delivery, 8) nonverbal delivery, 9) audience adaptation, 10) visual aids, and 11) persuasiveness (see Appendix A for further details). Emphasis of the course was also on developing listening skills and on providing students with necessary skills to manage their Public Speaking Anxiety (PSA). The most common NLP techniques represented in the related fields and discussed in the course book (which was Kushner and Yeung’s Public Speaking and Presentations for Dummies (2006)), sometimes under other names, were introduced in class to all participants along with the course material. Some of these techniques were establishing and maintaining rapport, positive visualization, and VAKOG - utilizing a variety of materials, phrases for people with different sensory modalities (Brydon & Scott, 2008; James & Shephard, 2001; Kushner & Yeung, 2006).

Over the course, students were required to prepare and deliver four speeches and to demonstrate the speaking and listening skills necessary to be an effective speaker in academic settings. All speeches were recorded and then each student received his or her speech video recordings for further analysis. The course also included written work in the form of assignments. These written assignments included a listening quiz (see Appendix B), an analysis of model speakers, and a reflective essay. The first written task (configured as the “Listening Quiz” in the course outline, see Appendix C) was based on the analysis of the students’ initial presentations (Quiz I in the course outline) and designed in order to check the students’ listening skills and to show them the weak points of their speeches. For the second written assignment (configured as the “Analysis of the Model Speakers” in the course outline), students were required to compare Charlie Chaplin’s final speech in “The Great Dictator” (1940) and Jeremy Jahns’ speech about the movie “The King’s Speech” (2010). The last written assignment (configured as the “Reflective Essay” in the course outline) was given in order to evoke students’ discussion of their progress throughout the course. Students were asked to analyse their speech video recordings and to provide feedback on the course from a critical perspective. 

The breakdown of the course final grade was made in the following manner: quiz I – 10%, the mid-term exam – 30%, quiz II – 10%, the reflective essay – 10%, and the final exam – 40%. Initially, written assignments such as the Listening Quiz and the Analysis of Model Speakers were not planned as part of the assessment breakdown (i.e., they did not have any points). They were meant to be used to raise in-class discussion and provide feedback to the students. However, because of students’ poor performance in quiz I and the mid-term exam, an additional 5% was given for high-quality original papers for these tasks. The oral performances were evaluated using the Public Speaking Competence Rubric (PSCR) (Schreiber et al., 2012) (see Appendix A). For all four oral performance assignments, in addition to nine core competencies, several other items were added (e.g., see Appendix D). According to Schreiber et al. (2012), the PSCR and the accompanying scoring sheet were developed “so that items could be removed or added without impacting the average final score” (p. 223). New items were added in order to turn students’ attention to particular public speaking skills (e.g., handling speech anxiety; controlling the content to fit the time limit; analyzing the situation, including both the nature of the assignment and the audience – see Appendices D and E). A total performance score for quiz I, the mid-term exam, and quiz II was obtained using the aforementioned scoring sheet (Schreiber et al., 2012) by adding the scores from the appropriate outcomes and then dividing this number by the items scored. For the final exam, students were asked to choose a card with specific requirements to show a wide range of public speaking competencies learned during the course (Appendix E). A final exam performance score (40% of the final grade) was composed in a different manner: The PSCR items were given 30% and another 10% were added for meeting all the requirements listed in the card.

A year before taking this course, the students attended two other courses that were related to developing speaking skills. One of them was called “Oral Communication Skills,” and the other was “Effective Communication.” Thus, all students had gone through preliminary training about developing their speaking skills in general and they were also briefly informed about how to develop public speaking competencies.

Research Design

Considering the research questions presented earlier, employing a qualitative methodology may seem appropriate to investigate the students’ perceptions of their low achievement in public speaking. On the other hand, such a single sided approach would not help in identifying possible relationships between the students’ attitudes and different variables. Moreover, analysing the outcomes of such an inquiry requires more objective measures than merely students’ evaluation of their own performances or my description of them. The present study, thus, adopted a mixed methods approach to effectively answer all of the research questions posed. The research was designed as a quasi-experimental study supported by qualitative interviews. The experiment was carried out in order to investigate whether raising awareness about some NLP techniques helped low-achieving students to deal with the problems they faced in a public speaking course, and thereby increased their performance. 

Initially, the study aimed to identify students with high PSA and work with them during the treatment period to overcome their anxiety. However, it was found that PSA was not the only factor that led to low achievement in a public speaking course. McCroskey’s (1970) Personal Report of Public Speaking Anxiety (PRPSA) survey (see Appendix F) revealed that most of the students in the group had low or moderate levels of PSA, and only four students in the group reported high PSA. I also employed Mulac and Sherman’s (1974) Behavioural Assessment of Speech Anxiety (BASA) instrument (see Appendix G) to detect the behavioural manifestations of PSA during their initial presentations, which showed that only one student experienced high levels of PSA. To deal with some students’ poor performance in this public speaking course, I reorganised the research aims to investigate more deeply the reasons of students’ low achievement, and during the individual sessions (see the section on Data Collection Procedures) I worked not only on the PSA but also on other concerns that students had in relation to public speaking. The main focus in this thesis covers the part about the individual sessions and the experiences of the students that I identified as having high PSA or motivation problems.

Experimental component of the study. The present study was designed as a pre-post treatment-comparison group quasi-experimental field investigation according to the requirements introduced by Trochim (2006). When assigning participants to the treatment group for this part of the study, random assignment technique was not used because I had already identified the students with certain difficulties. The approach of assigning participants into the treatment and non-treatment group suggested by Trochim (2006) for regression-discontinuity research design was adopted as being relevant for the context of the study. Trochim (2006) explains that the regression-discontinuity design in its most common form presents “a pretest-posttest program-comparison group strategy” (para. 2). It differs from other pre-post group designs by the fact that here participants are placed in treatment or comparison groups based on a cut-off score on a pre-treatment measure (Thistlethwaite & Campbell, 1960; Trochim, 2006). This potential of the regression-discontinuity design allows researchers to address a treatment to participants who really need it (Trochim, 2006). In such an assignment technique, creating asymmetrical samples is not a threat to internal validity of a study (Trochim, 2006). Concerning a selection-maturation threat, Trochim (2006) asserts that it is expected that all participants may mature. However, “a program effect in this design is not indicated by a difference between the post-test averages of the groups, but rather by a change in the pre-post relationship at the cut-off point” (Trochim, 2006, para. 23). Regarding a selection-regression threat, it is not a problem in the context of the regression-discontinuity design. Regression towards the mean in both treatment and comparison groups is expected but it cannot affect the results of a study as “the regression to the mean that will occur is expected to be continuous across the range of the pre-test scores and is described by the regression line itself” (Trochim, 2006, para. 24). Trochim concludes that a well-implemented regression-discontinuity design has the same internal validity as randomized experimental designs.

Three different measurement tools were used to identify possible participants for the treatment group. These were the PSCR (Schreiber et al., 2012), PRPSA (McCroskey, 1970), and BASA (Mulac & Sherman, 1974). The scores obtained from these tools revealed six students showing minimal or basic public speaking competence, among them four students with high PSA (Table 1). The PSCR scores were used as the main cut-off criterion to assign students to the treatment or non-treatment groups. The data of the students who showed poor attendance right from the beginning of the semester were excluded from the statistical analysis and these students were assigned to the non-attending group. 

	Table 1

Assigning Students to the Specific Predefined Groups based on the PSCR Scores and Attendance

	Group
	Participant
	PSCR score (pre-test)
	PRPSA1 score
	BASA1 score

	Non-treatment group
	Bahar
	3.6
	76 (low)
	10

	
	Gizem
	3.44
	100 (moderate)
	8

	
	Dilek
	3.11
	101 (moderate)
	41

	
	Aslan
	3.0
	107 (moderate)
	31

	
	Naila
	3.0
	106 (moderate)
	3

	
	Aygül
	2.7
	78 (low)
	18

	
	Zeynep
	2.66
	94 (moderate)
	21

	
	Malika
	2.52
	94 (moderate)
	5

	Treatment group
	Ramadan
	2.33
	121 (high)
	11

	
	Sevgi
	2.05
	126 (high)
	32

	
	Ebru
	1.94
	94 (moderate)
	22

	
	Samira
	1.55 
	131 (high)
	70

	
	Yağmur
	1.44
	100 (moderate)
	44

	Non-attending group (excluded from the statistical analysis)
	Timur
	2.8
	81 (low)
	10

	
	Havva
	1.88
	131 (high)
	39

	
	Toprak
	-
	-
	-

	
	Fatima
	-
	-
	-


In accordance with the method of assignment in the regression-discontinuity design, four students with high PSA (they also were among the lowest achieving students) and another three students who obtained the PSCR scores which fall below 2.5 (cut-off value) out of 4 at pre-test were asked to participate in individual sessions. Pre-test (configured as “Quiz I” in the course outline, see Appendix C) was conducted at the beginning of the semester after the orientation to the course. The aim of assigning an early speech in the class was two-fold: First, mastering of public speaking competence can be done only through practice and individualized critique, and therefore, it was important to provide students with the opportunity to speak. Secondly, it gave me a chance to reveal the students who might need a treatment based on reliable measurement, not only through my observations. Two students were later excluded from the treatment group because of poor attendance. In total, scores of four non-attending students were not included to the statistical analysis. Thus, there were five students in the treatment group and eight students in the non-treatment group, whose scores were used in statistical comparisons of pre-post-test results. 

To find out whether there were any differences between the students’ performances in pre-test and post-test, students’ speeches were assessed quantitatively using the PSCR (Schreiber et al., 2012). Additionally, pre- and post-test results of the PRPSA (McCroskey, 1970) were compared to find out whether the PSA levels of the participants have changed after individual sessions. 

Qualitative component of the study. Understanding the reasons of some students’ poor performance in a public speaking course was necessary to choose the appropriate NLP techniques for the treatment sessions. Thus, the interviews, observations, and artefacts were used to reveal the factors behind difficulties that students faced while preparing and delivering a speech. The qualitative part of this study was also designed to investigate how introducing some NLP techniques influenced the performance of the students throughout the course. The data obtained from observations, reflective essays, video recordings, artefacts, and interviews conducted at the end of the semester were analysed to contribute to the results of the experiment.
Interviews. An interview component was used to reveal the problems that treatment group students had and to find out whether the students felt that there was a change in their public speaking skills after the individual sessions. At the end of the semester, semi-structured group and individual interviews with the non-treatment group participants were also carried out to learn how they prepared the speeches and what strategies they used to perform proficiently. Moreover, short interviews with non-attending group of students were conducted to understand the reason of their poor attendance. The key themes that were covered during these interviews included general attitudes towards speaking in public and the course in particular, self-perception of a student’s public speaking competence, preparation and practice. These themes will be further discussed in Chapter IV Findings and Discussion. 

The interviews with one of the participants took place with the help of a translator because of her low level of English proficiency. She could follow the course material and participate in class discussions. However, it was difficult for Sevgi to describe her feelings and emotions in the target language. During transcription, I also got help from another translator to check the accuracy of the translations of Sevgi’s words. The following transcription conventions were used to represent different linguistic codes and to reflect the missing information understandable only in the context of the interviews (Schegloff, 1987):
Normal - utterances in English

Underlined - utterances in Turkish

(we) - words or phrases used to make the meaning clear are put in parentheses 

[laughing] - transcriber’s comments are put in square brackets

Observations. I kept a research journal throughout the course of the study to record my observations of different aspects of the classroom atmosphere as well as students’ attitudes and behaviours (Collis & Hussey, 2009). These observations were unstructured as there were no predetermined notions about what to observe (Mulhall, 2003). All students were informed beforehand about the purpose of the research and they knew that their performances were video-recorded and most of the class activities were observed and recorded for research purposes. After the lessons, I used the video recordings and my observation notes to write rich descriptions of what was going on in the classroom. However, being an observer participant (not a participant observer) did not always allow me to be critical in my inferences and to look at the situation from an analytical perspective (Hammersley & Atkinson, 1995). Although my attempts of recording ‘everything’ helped me to realise certain issues that otherwise would be missed, I did not use these observation notes as primary data to be heavily relied on for analysis and reporting of findings. I triangulated observational data that seemed significant with the interview transcripts, instructional artefacts, and statistical data where possible (Johnson, Onwuegbuzie, & Turner, 2007). Otherwise, if there were no supporting data in these other types of data, I tried not to make any inferences about that particular situation.
Reflective essays. As it was mentioned earlier, writing a reflective essay was one of the compulsory assignments given to the students. This source of data gave me an opportunity to see students’ perspectives on public speaking competence, as they explained what they gained from the course and what was important for them to become a successful public speaker. These essays required students to incorporate an analysis of their own speech video recordings. Students also gave feedback regarding the course content and design.
Artefacts. I collected instructional artefacts – “raw records of classroom practice, which reveal teachers’ instructional efforts and students’ learning products” (Borko et al., 2007, p. 9). These included students’ class-work papers (self- and peer-evaluation forms), e-mails that they sent me to approve the speech topic and its content, videos of students’ in-class practice, videos of feedback sessions, and the lesson plans. 

To sum up, the data from one group (approximately 43 minutes of audio recording) and 14 individual interviews (approximately 160 minutes of audio recordings, nearly 120 minutes of which were recorded during the individual sessions), in-class participant observations (approximately 23 hours), video recordings of students’ in-class practice and videos of feedback sessions (approximately 94 minutes), reflective essays of 10 students, and various artefacts were used as a source for qualitative inquiry. 

Role of the Researcher

When I first started to work with the participants of this study, I positioned myself only as a researcher who would assist the main lecturer. However, after working with the main lecturer on the course content, he decided that it would be a better idea for me to design and teach the course itself. I appreciated this opportunity given by the main lecturer to have an experience of a practicing teacher at the university. Nevertheless, it was not so easy to implement an idea of teaching and research being complementary to each other and parts of a dynamic process (Norbis, Arrey-Wastavino, & Leon, 2003). At times, I found myself obsessing about lesson plans and students’ outcomes. Yet, reflecting on the experience as a whole, I believe that it was necessary for me to be intimately involved with the teaching process for the initial period of the study as it improved my credibility as a teacher from the students’ points of view. After maintaining that a graduate student can provide useful information, it was relatively easy to get students involved in the research context. Towards the middle of the course, I changed my position from being just a teacher and concentrated on the research procedures. Students agreed to discuss with me the difficulties that they had in relation to public speaking and showed interest in receiving more information about some NLP techniques in the individual sessions. 

I found it relatively easy to position myself as a researcher as I did not give the students their final grades. They were informed about this decision, which was made in collaboration with the main instructor. Therefore, the ‘burden’ of final assessment was taken off my shoulders and this helped me to maintain my researcher position throughout the study. Yet, all the scores that I gave to students throughout the course were taken into account when grading the students, except for the non-attending group students who gave additional speeches to the main lecturer and their classmates after my research was concluded. In addition, I believe that my status as an MA student made me more approachable compared to their lecturers. This helped the participants be more open and feel comfortable when they shared their experiences during the interviews.

What made my role as a researcher more stable was that I am an NLP practitioner and have a two-month experience of being a helpline volunteer. Awareness of NLP techniques allowed me to bring something different to the public speaking skills teaching and learning process, while being trained as a helpline volunteer helped me during the interviews. 

Participants

Participants of the present study were students of a private university in the Turkish Republic of Northern Cyprus (TRNC). All of them (N = 17) were sophomore students at the Department of ELT. Four of them were males and 13 were females.  Although some students agreed to be acknowledged by their real identities, all participants were given pseudonyms to protect the anonymity of the remaining participants. All other names of individuals were also changed during the transcription process. In the following sections, information about the participants in both the treatment and the non-treatment group will be given. Such background information is important in explaining the attitudes of individual participants towards certain issues discussed in the interviews.

Non-treatment group participants’ profiles

Aslan 

· Twenty-one years old. He has been learning English for 12 years (hereinafter all such data refer to the time of the study). He is Cypriot and his native language is Turkish. 

· He considers himself a confident speaker and presents well provided that the topic is directly related to his hobbies (i.e., sports or politics). 

· On average, he spends an hour preparing a speech but the preparation time highly depends on topic.

Aygül 

· Nineteen years old. She has been learning English for 14 years. She is Cypriot, and her native language is Turkish. 

· As she mentioned, Aygül rarely communicates with native English speakers and other people around in English apart from her interactions with her instructors within the department. So it is necessary for her “to practise more and more” to improve skills required for social interaction (personal communication, December 24, 2012). 

· She says that her public speaking skills are good: “I think I don’t need to improve anything in my presentation, it is very good” (self-evaluation form, October 22, 2012). 

· She normally needs 2-3 days to prepare a speech.

Bahar 

· Twenty years old. She has been learning English for 10 years. She is Cypriot and her mother tongue is Turkish. 

· “I always want to be the best, so whatever my presentation is about, I prepare it well” (reflective essay, November 27, 2012). It is very important for Bahar not only to be the best but also to be the first among the presenters.

· She prefers to prepare a speech a week or at least several days before the day of presenting. It usually takes her two hours to prepare a speech.

Dilek 

· Twenty years old. She has been learning English for nine years. She is Turkish, and her first language is Turkish. She also speaks German and French. 

· She sees herself as a good public speaker as long as she is well-prepared.

· She usually starts to prepare a speech 3-4 days before the lesson and spends minimum 1-2 hours working on it each day. 

Gizem 

· Twenty years old. She has been learning English for 12 years. She is Cypriot and her mother tongue is Turkish. 

· She describes herself as a “confident, friendly, and talkative” public speaker (individual interview, December 28, 2012). 

· She explains her ability to present in a very successful way by self-confidence, good preparation, extemporaneous delivery, and being positive. 

· She prepares a speech in 2-3 hours the evening before the lesson.

Malika

· Nineteen years old. She has been learning English for eight years. Her native languages are German and Turkish. 

· Previously she used to communicate with native English speakers frequently. Now she rarely speaks any English outside of class. She is worried about her German accent while speaking in English. 

· Malika’s overall speech preparation time is one week.

Naila

· Twenty-two years old. It has been 14 years since she started learning English. She is Cypriot and her native language is Turkish. 

· She sees herself as a good public speaker and rates her overall speaking ability as “excellent” (self-evaluation form, December 24, 2012). 

· It takes her nearly 1-1.5 hours to prepare a speech. 

Zeynep 

· Nineteen years old. She has been learning English for 10 years. She is Cypriot and her mother tongue is Turkish. 

· She sees herself as a confident and fluent speaker and she likes the process of presenting.

· She needs several days to prepare a speech. 
Treatment group participants’ profiles

Ebru 

· Nineteen years old. She is British and her native language is English. She rates her speaking skills in English as good, not excellent. 

· She argues that all students in the group know how to present. Therefore, they try not to come to class (individual interview, December 4, 2012). 

· In general, she needs 10 minutes to prepare a speech.

Ramadan 

· Nineteen years old. He has been learning English for 8-9 years. He is Cypriot and his mother tongue is Turkish. 

· He claims that he can read advanced level books but his speech “is not so advanced” (individual interview, December 12, 2012). 

· He starts preparing a speech 3-4 days ahead, or even earlier, and spends about half an hour or one hour each day working on it. 

Samira 

· Twenty years old. She is half Turkish and half Cypriot. Her native language is Turkish. She has been learning English for three years. 

· She rates her general speaking ability in English and public speaking skills as being good. 

· Samira was in the hospital for a few weeks, so she did not attend several lessons.

· Her overall preparation time is 3-4 hours.

Sevgi

· Twenty-six years old. She has been learning English for two years. She is Turkish and her native language is also Turkish. 

· She was a home-schooled student and, as she claims, there were only written examinations, no oral evaluation. Sevgi rates her speaking skills in English as ‘fair.’ She believes that her speeches are not good because she feels very nervous while presenting. 

· Normally, she prepares a speech in two days. 

Yağmur 

· Twenty-two years old. She has been learning English for 13 years. She is Turkish and her native language is Turkish as well.  

· She thinks that her speaking ability is good. 

· Normally, she starts preparing a speech one day before but she realises that this time is not enough. So she usually asks to postpone the date of presenting.

Profiles of the non-attending students excluded from the statistical analysis

Havva 

· Twenty-one years old. She has been learning English for 14 years. She stayed in the United Kingdom for seven years. She is Cypriot, and her native languages are Turkish and Greek. 

· Her previous and current use of English with native speakers is frequent. She rates her communicative competence as excellent. 

· Havva mentioned that she does not have any speaking problems, only “excitement” (individual interview, December 4, 2012). 

· As she claims, she prepares a speech approximately in three hours.

· Her performance scores were below the average, therefore she was asked to come to the individual sessions. However, it did not work: Her attendance remained poor from the beginning to the end of the course, and this affected the quality of her performances.

Fatima

· Nineteen years old. She is Cypriot, and her native language is Turkish. She has been learning English for 10 years.

· Fatima admitted that she needs more practice to gain self-confidence. She also said that she usually does not prepare well (individual interview, December 15, 2012).

· Her speeches demonstrated low level of public speaking competence.

· Because of poor attendance, she was excluded from the treatment group.

Timur

· Nineteen years old. He is British and his native language is English.

· He spent 16 years in the United Kingdom.

· He sees himself as a confident, capable public speaker, and rates his overall speaking ability as “excellent” (self-evaluation form, December 21, 2012).

· He started well but because of poor attendance there was no progress in his public speaking competence development.

Toprak

· Nineteen years old. He is half British and half Cypriot. His native language is English and he lived in the United Kingdom for 14.5 years.

· “I see myself as a good English and Turkish speaker” (self-evaluation form, December 21, 2012).

· He attended the class nearly five times during the whole semester.

Data Collection Procedures

As mentioned earlier, data was collected in a private university in the TRNC. Before beginning the study, permission from the Head of the Department of ELT was obtained in order to carry out the research. The lecturer of the course, Mr. Mehmet Yakin, was also contacted to seek his consent to conduct the experiment in his class. He also attended all sessions and helped me with lesson plans and classroom management where necessary. Verbal consent from the participants was obtained to record all the speeches, feedback sessions, and in-class practice, and to use the data related to the course in the research paper.
At the beginning of the semester, participants were asked to prepare a speech within a week. The results of this presentation (configured as Quiz I in the course outline (see Appendix C)) were considered as the pre-test. They were also asked to fill out the PRPSA (McCroskey, 1970) questionnaire (Appendix F) by approximating the level of discomfort that they experienced while holding a public presentation. All performances were recorded and analysed using an 11-item PSCR (Schreiber et al., 2012) (see Appendix A). Based on the results of the pre-test and the questionnaire, the class was divided into the non-treatment and treatment groups. Initially, an attempt was made to work with non-attending students to increase their motivation to learn. However, they did not show any desire to change their attendance or speech preparation practice. According to Sobell and Sobell (2008), students may have particular reasons for maintaining a self-destructive behaviour, which may make a treatment ineffective. Thus, there may be several reasons behind the non-attending group students’ attitudes and behaviours which are beyond the scope of this study. I worked only with the treatment group students individually out of lesson hours and did not include the non-attending students in the treatment sessions. It should be mentioned that these sessions were not configured as therapies, as I am not a qualified therapist. I conducted the sessions so that the problem(s) that each individual student had could be identified. Then, I introduced some NLP strategies outside class hours. While referring to these hours where I worked with the treatment group participants individually, I will use the words “treatment” or “individual sessions” in general, bearing in mind that they were not in a medical context: Treatment as “the manner in which someone behaves towards or deals with someone or something” (Treatment, n.d.) and session as “a period devoted to a particular activity” (Session, n.d.).

All discussions during the individual sessions with the treatment group participants were held in a motivational interview format interspersed with NLP techniques (see Appendix H). Many researchers notice that motivational interviewing can be an effective tool in education for increasing a student’s intrinsic motivation to change behaviour by exploring ambivalence within a student and causing him or her to verbalise reasons for change (Ferguson, n.d.; Miller & Rollnick, 2002; Sheldon, 2010). Therefore, the following elements of motivational interviewing were used to increase the likelihood of change: collaboration, evocation, using affirmations and open-ended questions, reflective listening, normalizing, and feedback (see NLP and Motivational Interviewing section in Chapter II Literature Review, p. 28).
Areas of NLP that were covered during the individual sessions with the treatment group were the following:
· Well-formed goal conditions. According to Andreas and Faulkner (1998), five conditions must be met for a dream or desire to become an achievable goal. First of all, the goal should be stated in the positive: goal as something you want, not something you want to avoid. This is because our unconscious mind works with the experiences, so it does not understand the meaning of ‘not’ (Pelehatiy, 2006). Secondly, the goal should be under a person’s control since we can control only ourselves. Goals like ‘I want him to be kind’ are unattainable. Next, the goal should be sensory-based: The brighter, the more colourful we make the pictures (sounds, feelings), the more we will be drawn to take action to achieve what we want. Then, the goal should be specified as to ‘who, where, and when’ (Pelehatiy, 2006). A person should also point for himself the circumstances in which he can say that the goal is achieved. This criterion is important to establish. Finally, the goals should be ecological for the rest of the individual’s aspirations and the system (family, business) he or she lives in. 

· Modeling. When a teacher gives ready strategies to apply, the students may not recognise their value. Similarly, stimulating students to find out which strategies of the model speaker they want to use can make them active learners (Myers, 2010). Thus, treatment group students were required to choose a model speaker and to step into the shoes of this model for the preparation and speech delivery periods (Bandler & Grinder, 1975b; Shephard, 2001). After this experience, students were asked to identify what the outstanding performer was doing differently, and try to continue mastering these strategies.

· ‘As if’ frame. Janes (2007) states that ‘acting as if’ allows to step out of some limitations in the present and think about a moment in the future when they have been resolved and when the necessary resources are in place. This technique can help students to explore their possibilities internally, “without having to threaten or challenge their existing conceptual world-view in the process” (As-if frame, n.d., para. 3). ‘As-if’ frame is commonly used within the modeling technique (As-if frame, n.d., para. 7).
On average, I worked for two hours with each treatment group student. A colleague of mine who was competent in Turkish was asked to translate my explanations of some NLP techniques to Turkish for one student and to help this student to express herself well during these sessions. The sessions started before the Quiz II (see Appendix C) and finished two weeks after Quiz II was given, with the discussion of the final exam performance. After the sessions, all students were given the same PRPSA questionnaire. The results of the final exam were considered as the post-test. 

Qualitative data was collected during the class via observations and video recordings. In addition, all the treatment sessions were recorded where motivational interview format was used to introduce several NLP techniques. Conversational interviews with five non-treatment group participants were also recorded and used to provide different perspectives on the areas of study. Three short interviews with the non-attending group participants were conducted to get information about the reasons of their low course engagement. Data about the remaining four students from the non-treatment and non-attending groups was obtained from the reflective essays that they submitted at the end of the course as part of coursework.

Materials

Throughout the course, an 11-item Public Speaking Competence Rubric (PSCR) (Schreiber, Paul, & Shibley, 2012) was used four times to assess students’ oral presentations (see Appendix A). As the researchers found, this instrument shows appropriate reliability and predictive validity (Schreiber et al., 2012). The PSCR is a descriptive rubric that identifies nine core (determination of topic and purpose, use of supporting material, organization of ideas, speech introduction, speech conclusion, language use, verbal delivery, nonverbal delivery, and audience adaptation) and two optional competencies (visual aids and persuasiveness). All of these competencies can be measured on a 5-point scale. As Schreiber et al. (2012) pointed out, “the score is simply computed by adding the scores from the relevant outcomes, and then it is averaged by dividing the total by the number of items scored” (p. 223). Researchers distinguished five performance levels, which are advanced (scores between 3.25 - 4.00), proficient (scores between 2.75 - 3.24), basic (scores between 2.25 - 2.74), minimal (scores between 1.00 - 2.24), and deficient (scores between 0 - 0.99) (Schreiber et al., 2012)
The Personal Report of Communication Apprehension-24 (PRCA-24) elaborated by McCroskey (1982) was chosen due to its easy usability and high reliability (α >.90) (see Appendix I). The PRCA-24 was used only once after the post-test to clarify the results of the PRPSA. This 24-item instrument measures CA on public speaking, interpersonal (dyadic) interaction, small group, and large group contexts. It also gives an overall CA score, which can range from 24 to 120. According to Richmond and McCroskey (1998), the average overall score is 65.6, and the average range of scores is 50 to 80. Scores above 80 represent people who have high levels of trait CA (Finn, 2007). Although the PRCA-24 permits to obtain sub-scores on the context of public speaking, this score is less reliable than the PRPSA score (Morreale, 2007).
The Personal Report of Public Speaking Anxiety (PRPSA) questionnaire developed by McCroskey (1970, 1992) was also used in order to determine the level of anxiety that a student experiences while holding a speech (Appendix F). The PRPSA was used two times, following the pre- and post-tests (configured as “Quiz I” and the “Final Exam” in the course outline). In the present study I refer to the first questionnaire completed by the students as PRPSA1, and to the second one as PRPSA2. The questionnaire contains 34 statements measuring feelings experienced by a person while giving a speech. Each item on the PRPSA is rated on a 5-point Likert scale ranging from 1 (strongly disagree) to 5 (strongly agree). Items 1 – 3, 5, 9, 10, 13, 14, 19 – 23, 25, 27 – 34 are positively worded, and other 12 items (4, 6, 7, 8, 11, 12, 15 – 18, 24, 26) are negatively worded. According to Kostic-Bobanovic and Bobanovic (2007), the questionnaire is highly reliable (α > .90).
Richmond and McCroskey (1998) reported that normalized PRPSA scores fall into five categories: Scores of 34–84 show low speech anxiety; 85–92 moderately low anxiety; 93–110 moderate anxiety; 111–119 moderately high anxiety; and 120–170 high speech anxiety. The questionnaire is scored by first summing the 22 positive items, then adding the sum of all reverse-scored items in the questionnaire. Possible scores range from 34 to 170. “Highly anxious” is defined operationally as someone with a PRPSA score equal to or greater than 120 (Kostic-Bobanovic & Bobanovic, 2007, p. 3). 

The Behavioural Assessment of Speech Anxiety (BASA) (Mulac & Sherman, 1974) instrument contains 18 behavioural scales (see Appendix G). It was used to assess the physical manifestations of students’ PSA experienced during the pre- and post-tests. Utilising a rating scale rubric, the BASA instrument lacks specificity (Suskie, 2009). As a result, my assessment of students’ anxiety was highly subjective which did not allow me to use the BASA scores as an independent source of data. Therefore, it was used as a supplement for the PRPSA. As already mentioned, all speeches of the students were recorded. This allowed me to estimate such categories within the BASA as students’ tone of voice, verbal fluency, stress of mouth and throat, facial expression, arm and hand movement, cross bodily movement, and an overall anxiety estimate (Mulac & Sherman, 1974). The BASA variables are quantified for the anxiety level detected on a Likert scale with the range of “no anxiety at all” recorded as a 0 to “strong anxiety” recorded as a 9 (Rickards-Schlichting, Kehle, & Bray, 2004). The developers of the BASA reported .95 reliability ratings for the instrument’s total scores. 
Data Analysis

Quantitative data was analysed using Statistical Package for Social Sciences (SPSS) 16.0. Although analysis of distribution for normality and tests for homogeneity of variance in the data showed that there were no obstacles to use parametric tests, assumption-free tests were utilised (e.g., Mann-Whitney U test, Wilcoxon signed-rank test, Kendall tau rank correlation). The reason for this choice was that the number of participants was lower than 30 and therefore did not allow for parametric comparison of means. This number was fixed and outside of my control within the context of the study. Thus, Mann-Whitney as a non-parametric test was employed to compare the non-treatment (n = 8) and treatment (n = 5) groups’ scores on pre-post public speaking performances as well as pre-post PRPSA. The condition under which Mann-Whitney test can be used (i.e., n1, n2 ≥ 3 or n1 = 2, n2 ≥ 5) (Sidorenko, 2000) was not violated. Kendall tau rank correlation analysis was conducted to verify the presence of a possible association among the age, gender, year of learning a target language, previous experience with public speaking, total preparation time, general CA, PSA and students’ competence in speechmaking (i.e., PSCR scores). This non-parametric test was chosen because of a small data set with a significant number of tied ranks (Field, 2009). According to Field (2009), Kendall’s tau “is a better estimate of the correlation in the population” when compared to the Spearman’s correlation (p. 181). 

Field and Hole (2003) suggest reporting the medians for the non-parametric tests instead of the means. Thus, for all non-parametric test results the medians for each condition, the test statistic, the significance value, and an effect size were stated. 

While analysing the qualitative data, thematic coding and sorting were used (Charmaz, 1983). Interviews were transcribed and transcripts were examined individually at first and then emerging themes were explored across all transcripts to validate the codes. These codes were then analysed by taking into account individual characteristics of the participants described earlier, as well as their test scores that were obtained through the pre-post-tests and the quantitative analysis. 

Conclusion

In this chapter, information about the research design, data collection methods and analysis procedures was given. Relevant details of the individual participants were presented. The rationales behind methodological choices as well as the context within which the study was carried out were described. Findings and the discussion of the conducted research in relation to the current literature will be provided in the following chapter.

CHAPTER IV

FINDINGS AND DISCUSSION

In this chapter, information about the results of the analysis of data collected during the investigation will be presented. The focus of this chapter will be two-fold: First, whether awareness about some Neuro-Linguistic Programming (NLP) techniques had an impact on low-achieving students’ public speaking performances will be discussed. While focusing on this, several problems raised by the low-achieving students themselves as reasons for their low achievement will also be considered. Then, the participants’ suggestions on how to make a public speaking course more beneficial for the students with both proficient and minimal public speaking competences will be set. At the end of the chapter, discussion of the findings of the conducted research in relation to the current literature in the field will be given. 

Findings

Effects of introducing the NLP techniques on treatment group students’ achievement levels. During the course, 61 presentations were evaluated by using different assessment forms designed for grading particular public speaking skills (e.g., Appendix D). All of these forms were developed by the researcher and were based on the Public Speaking Competence Rubric (PSCR) created by Schreiber, Paul, and Shibley (2012). These evaluations were used for the purposes of formal assessment as part of the course. For the statistical analysis purposes, a total of 26 video recordings of 13 students (one as pre-test and one for post-test for each participant) were re-evaluated by using the PSCR itself, without any adaptations being made to the criteria    (Appendix A). 

A Wilcoxon signed-rank test shows that in general the whole group performed significantly better in the post-test (Mdn = 3.3) compared to the pre-test (Mdn = 2.66), 

Z = -2.83, p = .005, r = -.56. Large effect size shows an apparent change in the performance level after the course was taken. Examination of the PSCR scores demonstrates that among the nine core public speaking competencies (Schreiber et al., 2012), the following increased the most: audience adaptation (Mdn1 = 1, Mdn2 = 3, Z =  -2.68, p = .007, r = -.53), organisation of speech introduction (Mdn1 = 2.5, Mdn2 = 3,     Z = -2.59, p = .010, r = -.51), use of supporting materials (Mdn1 = 2, Mdn2 = 4, Z =         -2.57, p = .010, r = -.50), and determination of topic and purpose (Mdn1 = 3, Mdn2 = 4, Z = -2.23, p = .026, r = -.44).

Increase of performance competence was evident for 11 out of 13 students. As for the two students (Bahar and Naila, non-treatment group), whose results did not show any improvement, their pre-test scores were slightly better than their post-test scores. The Proficiency Rating Scale suggested for the PSCR (Schreiber et al., 2012) (see Appendix A) showed that despite the decline in scores, Bahar and Naila remained in the same proficiency category where they initially were, i.e. advanced and proficient respectively. Therefore, this slight difference between the pre- and post-test scores for these specific participants in this particular case does not reflect a decline in their overall performance competency. In order to understand the reasons behind this, I asked both participants about the possible reason for the decrease in their performance scores. Here is Naila’s response: 

Oksana: Your first presentations were very good, then something happened – you stopped coming to class regularly. What happened, I don’t know. I don’t want to know the reason if it’s too personal, but if it’s related to the course – please, tell me.

Naila: Actually, it’s not related to the course, because sometimes I’m not attending my other classes as well. I don’t know, something happened to me – some problems with family, with my boyfriend. Something in my mind, I’m thinking much, I’m not feeling well, that’s why. I’m trying to attend, I’m trying to prepare with my friends, not alone, at home. I don’t like to be alone and study alone, because if I’m alone I won’t study and just sit and think, think and think. Two days ago Adile hoca [hoca means a teacher in Turkish] told me, “What happened to you? Why are your grades going down?” I was really upset about that, disappointed with myself. (Naila, individual interview, December 28, 2012)

From Naila’s reasoning, it appears that decline in her grade is not specific to this course. It is a general decline in performance based on her personal problems outside school, which is also reflected in her performances in other courses. This is implied in her reference to another instructor’s comments on her “grades going down.” As for Bahar, the analysis of her performances showed that such issues as the necessity to relate speeches to the audience and explore the topic more deeply were problematic. She did not accept any comments on her speeches unless they were positive and in a way, there was a logic behind that – from the first days she demonstrated excellent delivery of well-structured speeches that made her one of the best speakers in the class normatively. One of the possible explanations why Bahar did not take into consideration the given feedback may be her perception of my position as a teacher’s aide and her position as a ‘student assistant.’ She was a student who assisted the main lecturer in organisational issues, such as informing students outside of the classroom that the lecturer has come and is going to start a lesson, informing a lecturer about some extraordinary situations when the students may not come to class (e.g., all other classes on Friday were cancelled because on Thursday it was a holiday and the next week the exams were going to start), and picking up the projector from the office of the Head of the Department when necessary. It is possible that she believed that we had almost the same status in class. She helped me a lot with class management as well. Here is an example of an exchange between me and her on her peers’ class attendance:

First, some of students won’t come on Friday because other teachers said us, they won’t do any courses on Friday because of the midterm week will start. Therefore, we don’t have to come. I talked to Mr. Mehmet Yakin and I told him we have three courses on Friday but our two teachers won’t do any lesson and we did our midterm, so we won’t come, and he said ‘Ok’. So I and most of my friends won’t come. Sorry about this but midterm week is the most important thing for us. I hope you understand what I have said. Because of this, we maybe will make your lesson after the midterm because it is difficult for us to write advantages and disadvantages or to criticise a presentation. (Bahar, e-mail, November 14, 2012)
As it can be observed in this extract, Bahar started off with an informative tone, giving me reasons for her friends’ possible non-attendance for the upcoming class. She first told me that ‘some students’ would not come. Here, she excluded herself from the group that she referred to as ‘students.’ Later in the extract, she uses terms like ‘most of us’ or ‘we’ to explain to me why students (and herself) will be absent on that particular day. Her reference to her conversation with the main lecturer shows an effort on her part to show me that her decision about cancelling the class is legitimate and is supported by the main lecturer who is more authoritative compared to me. At the same time, Bahar probably felt that the teacher’s personality was more important in her public competence development rather than her own “investment” (Norton, 1995, p. 16). Bahar was the only student who in her reflective essay accentuated “the teacher’s success” rather than concentrating only on her own development as a dependent but at the same time self-regulating variable. The statement “you are successful because I’ve learnt new things from you” given in the following excerpt can be descriptive in this respect:

Each course has a different aim and according to its aim teachers start and continue their lessons. It is not any certain idea that each teacher will be successful in their aims. However, you are successful because I’ve learnt new things from you. Actually, learning new thing is very important and if you want to know what students need to know you will (be) absolutely successful. You can (be) sure that, I’ve learnt new things therefore you are successful. (Bahar, reflective essay, December 12, 2012)
Naila and Bahar’s cases can be considered within the context of individual differences which suggest that student characteristics can affect the learning process in a particular environment, taking into account “temporal factors or conditions” (Dörneyi, 2009, p. 232). In other words, the reasons behind these cases can be irrelevant to the course itself but attributed to learner characteristics, which revealed themselves at that time and in that particular environment. Due to their initial high public speaking competence, Bahar and Naila were assigned to the non-treatment group and I did not work with them individually on the any existing barriers for further development. Hence, despite the fact that the observed performance competence of these two students did not show any change, it can be concluded that in general the students’ performances have increased in the post-test, showing a positive effect of the course on students’ public speech performances.
Even though some students in the non-treatment group showed relatively small progress or remained at the same public speaking proficiency level (as Bahar and Naila), all treatment group students significantly improved their public speaking competence. Mann-Whitney test shows that the difference between the treatment group scores (Mdn = 1.94) and non-treatment group scores (Mdn = 3) was significant for the pre-test, U = .00, Z = -2.93, p = .003, r = -.57. In contrast, at the end of the semester, there was no statistically significant difference between the treatment (Mdn = 3.04) and non-treatment (Mdn = 3.31) groups’ performance scores, U = 11.00, Z = -1.32, p = .186, r = -.26. 

We can derive from Table 2 that for the non-treatment group, post-test scores were higher (Mdn = 3.31) than pre-test scores (Mdn = 3.00), Z = -1.82, p = .068, r = -.45. Field (2009) recommends looking at the two-tailed asymptotic value while reporting results for non-parametrical tests which involve a small sample size. In this case, although one-tailed exact significance was lower than .05, considering the z-score in preference to the two-tailed asymptotic value shows that it was not statistically significant. So we can say that the public speaking competence of the non-treatment group did not show statistically significant improvement after taking the course. Contrary to that, the treatment group’s post-test scores were significantly higher (Mdn = 3.04) than the pre-test scores (Mdn = 1.94), Z = -2.03, p = .042, r = -.64. 

	Table 2

Descriptive Statistics for Within-Group Differences in PSCR Scores 

	
	N
	Mdn
	M
	SD
	Min.
	Max.

	Non-treatment group
	Pre-test scores
	8
	3,00
	3,0012
	,38197
	2,50
	3,60

	
	Post-test scores
	8
	3,31
	3,3975
	,42172
	2,88
	4,00

	Treatment group
	Pre-test scores
	5
	1,94
	1,8620
	,36602
	1,44
	2,33

	
	Post-test scores
	5
	3,04
	3,0200
	,54740
	2,44
	3,77


To illustrate the effect of the treatment, regression-discontinuity design model (Trochim, 2006) was used. Figure 1 describes the pre-post scores relationship for the treatment (on the left of the cut-off) and non-treatment (on the right of the cut-off) groups. Notice that there is a jump or discontinuity in the line at the cut-off (i.e., 2.5). Considering that both treatment and non-treatment groups came from one pre-test distribution with the separation between groups determined by the cut-off, presence of the discontinuity on the bivariate distribution with the regression model indicates that there was a treatment effect. 
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Figure 1. Regression-discontinuity design with approximately 0.4-point treatment effect

Note: Cut-off score is 2.5. To the left of the cut-off is a treatment group regression line, and to the right – non-treatment group regression line.

The public speaking competencies of the treatment group that showed statistically significant growth were (a) determination of topic and purpose (Mdn1 = 2, Mdn2 = 4, Z = -2.07, p = .038, r = -.66); (b) audience adaptation (Mdn1 = 1, Mdn2 = 3, Z = -2.07, p = .038, r = -.66); (c) use of effective organisational pattern (Mdn1 = 1, Mdn2 = 3, Z = -2.04, p = .041, r = -.65); and (d) organisation of speech introduction (Mdn1 = 2, Mdn2 = 4, Z = -2.03, p = .042, r = -.64). One of the treatment group participants, Ramadan, commented on his public speaking competence development in the reflective essay in the following way:

First of all, I think my speeches are clear and interesting. I always try to find good materials to take the audience's attraction [attention] but while watching myself on the videos I realized that it is easily seen that I feel very nervous while making presentations. I will work on my hand movements during my presentations because I don't like the way I act. I think I improved my presentation skills and the improvement is also easy to see through my presentations. My presentations' topics and outlines are good in my opinion and I enjoy preparing such presentations. I have learned how to prepare effective introduction and conclusion parts. I always include examples and statistics which will take the attention of the audience. It is necessary to feel comfortable while presenting something and I should feel more comfortable because being nervous makes me to forget some key points and this makes me to feel unhappy because I think I couldn't prove myself. (Ramadan, reflective essay, December 23, 2012, emphasis added) 

Thus, Ramadan could distinguish weak points of his presentations and worked on competencies that were important for him including nonverbal delivery (being relaxed and comfortable, smooth gestures), determination of an appropriate topic, organization of ideas (good outline), effective speech introduction and conclusion, the use of compelling supporting materials (“examples and statistics”), and audience adaptation (speeches should be clear and interesting to take the audience’s attention). 

During the individual session with Ramadan, we worked on his nonverbal delivery style because it was one of the public speaking competencies for which he got a low score (other low-scored items included organisation of ideas, speech introduction and conclusion). The NLP technique of modeling was found appropriate for dealing with that problem (James & Shephard, 2001). Ramadan chose Mrs. Farida Nurcin, one of his teachers at the university, as a role model. The strategies that Ramadan chose to adopt were Mrs. Nurcin’s tone of speaking and posture (individual interview, December 14, 2012). Ramadan also noticed other things that Mrs. Nurcin employs: “Her intonation and eye contact are very effective. And she tries to make things more interesting by giving examples, making us laugh” (individual interview, December 14, 2012). Hence, combining extensive self-analysis (through watching video recordings of his speeches) and modeling techniques was useful for Ramadan, allowing him to understand the drawbacks of his delivery and find the most appropriate strategies to correct them by analyzing the model’s speeches.

Not all of the students in the treatment group could show such self-reflection and improvement in almost all nine core public speaking competencies distinguished by Schreiber et al. (2012). As demonstrated in the following sections, factors like years of learning English, which in turn directly affects language proficiency (Hakuta, Butler, & Witt, 2000; Carhill, Suárez-Orozco, & Páez, 2008), Public Speaking Anxiety (PSA), and general Communication Apprehension (CA) prevented some students from attaining proficiency in speech delivery. Although several NLP techniques (e.g., well-formed goal conditions, “as if” frame, modeling) and the course itself were helpful to the students with limited English proficiency, high PSA, or general CA, for magic to happen (James & Shephard, 2001) the treatment group students need to work diligently for a longer period of time (Hakuta et al., 2000). 

The relationship between the quality of students’ public speaking performances and variables related to their backgrounds, total preparation time, and communication apprehension. Non-parametric statistics did not show any significant correlations between the students’ PSCR scores and such independent variables as age, gender, years of learning English, and preparation time. Contrary to that, the interviews demonstrated that these factors were important to consider as they can give an explanation for some participants’ poor performances. The complete analysis of qualitative data will be given in the section on “Problems behind low achievement and suggestions for overcoming them: Qualitative data analysis,” p. 72. Here, my primary focus will be on the significant findings of the statistical analysis.

Age, gender, years of learning English, previous experience with public speaking, and preparation time. Kendall’s tau did not reveal any significant relationship between the years of learning English and the whole group pre- and post-test scores, τ (11) = .19 (pre-test), p = .421; τ (11) = .26 (post-test), p = .281. Figure 2 shows that the overall trend of the correlation between students’ scores and the amount of time of learning English remains consistent, with the PSCR scores going up. Only at the end of the line graph, there is a discrepancy showing that one student (Ebru, native speaker of English) could drastically improve her public speaking competence by utilising language skills.
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Figure 2. Correlation of students’ performance scores with the years of learning English (statistically non-significant)

Similarly, students’ scores were not related to the age, τ (11) = -.16 (pre-test), p = .493; τ (11) = -.44 (post-test), p = .067, and gender, τ (11) = -.02 (pre-test), p = .921; τ (11) = .03 (post-test), p = .921. Likewise, the correlation between the pre-test scores and previous experience with public speaking (counted in years of continuous learning and practicing public speaking skills) was not statistically significant, τ (11) = .01 (pre-test), p = .949. However, the post-test scores correlated with the previous public speaking experience that students had, τ (11) = .68 (post-test), p = .003. It can be assumed that this difference between pre- and post-test correlations with the students’ public speaking experience emerged because during the course the students’ prior knowledge was systematised. Thereby, students who had more experience with public speaking could consolidate more knowledge and appeared to perform better in the post-test (Figure 3).
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Figure 3. The relationship between students’ performance scores and previous experience with public speaking (statistically significant only for the post-test scores)

Although the correlation between performance quality (PSCR scores) and the preparation time in this research was not statistically significant, τ (11) = -.03 (pre-test), p = .900; τ (11) = .07 (post-test), p = .752, the group preparation time was significantly related to how long the students have been learning English, τ (11) = -.46, p = .043. Figure 4 shows that students who have been studying English for a long time spent less time preparing a speech. 
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Figure 4. Negative correlation between students’ overall preparation time and years of learning English (statistically significant)

In Figure 4, we still can see two outliers (red dots) that represent students who have insufficient exposure to English – Sevgi and Samira. We could assume that overall preparation time of these students should be the longest as they have to prepare more to catch up with the rest. However, they spent nearly 3-6 hours preparing a speech, which is an average time interval for this group. Both of them reported high PSA and high or close to it general CA (Samira – 98, Sevgi – 73, the CA scores over 80 declared as high). In addition, before the treatment both of them demonstrated minimal public speaking competence according to Schreiber et al.’s (2012) criteria. Ayres (1996) found that students with high levels of CA spend more time developing speeches but receive lower grades than students who spend less time. He explained this by the type of speech preparation activities that students with high level of CA report: They spend more time writing instead of, for example, practicing delivery. Those students try to avoid any elements of speech preparation that require communication. The findings of this study are in accordance with Ayres’ study but not to the full extent. Sevgi and Samira, despite having high levels of CA and avoiding in-class practice, reported less overall preparation time than some other students with low level of CA. I will consider two possible explanations of their average persistence: Low perceived self-efficacy and protecting the sense of self-worth through self-defeating strategies. Manning (2007) acknowledges that although these two concepts (i.e., self-efficacy, or self-concept of ability in learning in this particular situation, and self-worth/self-esteem) are closely linked to each other, they do not represent the same construct. Self-efficacy is related to how competent a student feels on a task, while self-worth is a student’s overall evaluation of his or her abilities (Manning, 2007; Myers, 2010). As for the first case, usually low perceived self-efficacy prevents students from setting and achieving high academic goals (Zimmerman, Bandura, & Martinez-Pons, 1992; Myers, 2010). In the interviews, Sevgi repeatedly expressed that her self-belief of efficacy was too low to present successfully: “I can’t be successful, I can’t give successful speeches. I feel like that” (individual interview, December 18, 2012). While using “as-if” frame technique, I asked Sevgi to imagine and describe her ideal presentation
: 

Oksana: Imagine that it is five years from now. Visualize the most successful presentation, YOUR presentation, and describe it to us. What do you see, hear, feel?

[Translated into Turkish]

Sevgi: [silence for about 1 minute]

Arzy: Just imagine that time passed, you returned from Great Britain, your English is perfect...
Sevgi: [silence for nearly 10 seconds] I know very well what I’m talking about, my speech is very fluent... Ayy, I can’t do this in such a place. Something normal. (Sevgi, individual interview, December 10, 2012)

As it is clear from the extract above, Sevgi could not describe herself giving a successful speech. Five individual sessions that we had did not seem to help Sevgi to get over the restraining beliefs about her possibilities in giving a speech in English – even imagining the success was difficult for her. Repeated failures to keep pace with her classmates because of limited English proficiency created this disbelief in her own potential to become a competent English speaker and prevented Sevgi from risk-taking, setting challenging goals, and being persistent in achieving them. Ames (1990) believes that the best way of increasing a student’s self-efficacy is not just trying to make him or her believe that the success is possible but setting short-term, realistic goals. Thus, the NLP techniques of modeling and well-formed goal conditions that were introduced to Sevgi to overcome unpleasant thoughts and feelings or at least divert attention from them (as it is recommended in the Grinder’s New Code NLP (Grinder & Bostic St. Clair, 2001)) were also aimed to provide her with short-term goals and strategies to achieve them. While using the modeling technique, Sevgi chose her favourite teacher, Mrs. Farida Nurcin, as a role model:

Entering the class, she always greets each student, “Good morning” and so on. After that, she smiles a lot, always with smiling face. Next, she asks about how our life is, how classes are going, “How are you?” and so on. She gives a voice to each of us, helping to speak up our minds (...). She is never sitting, all time with us, afoot. (Sevgi, individual interview, December 6, 2012)

To practice, Sevgi decided to work on strategies like standing up and moving around, smiling, and involving the audience by asking questions. After introducing this technique, she started one of her presentations by asking the audience about their mood. Thus, maybe for the first time Sevgi stopped focusing on her own feelings and paid attention to the audience. According to Daly, Vangelisti, and Lawrence (1989), people who reported high PSA (as it was with Sevgi) tend to pay excessive attention to self and less attention to the audience. These researchers found that self-focused attention can lead to poor performance and causes the speaker’s negative cognitions about this particular experience. In Sevgi’s case, it was for the first time that the audience was actively involved in her presentation. At the beginning, it looked unnatural but unexpectedness always puts a speaker in a pole position – students didn’t just hear her voice but listened to her. Sevgi gave three tasks to students that were related to her topic “How to use online dictionaries in ELL and ELT.” These were (a) matching new words and their meanings, (b) asking students to pronounce the longest English word written on the board, and (c) guessing the meaning of the word kawaii. All these were done with the purpose of getting audience’s attention in addition to providing information about the ways of using online dictionaries for learning the target language. Brydon and Scott (2008) point out that making others listen to you is an essential skill that a speaker should possess. It is a usual practice when students who have to listen to others’ speeches throughout the course could not expose themselves to sometimes familiar and therefore boring information. Brydon and Scott place such importance on the listening element that they even suggest that a public speaking course in fact should be called “Public Listening.” Listening skills were important to consider in this particular course as they were directly linked to the “audience adaptation” and “persuasiveness” competencies (Schreiber et al., 2012) in the sense that only through analysing other students’ speeches (i.e., their beliefs and values), a student could develop these competencies. It is better when a speaker helps the audience and exerts sufficient effort to make them listen to her or him as it was in Sevgi’s speech.

The other outlier in Figure 4, Samira, gave another clue as to why some students did not show enough persistence to prepare an effective presentation. This clue was protecting the self-worth (Ames, 1990; Thompson, 1994). Similar to Sevgi, Samira had a short period of exposure to English (three years) and reported overall 3-4 hours of preparation time (this stood out in Figure 4). Samira repeatedly demonstrated self-defeating strategies like procrastination, withholding effort, and avoidance of speaking in public (Lumsden, 1994). Ames (1990) explains this “failure-avoidance motivation” by effort and self-concept of ability dichotomy (p. 413). Ames states that when a student tries hard but then faces a failure, this threatens his or her self-concept of ability. Therefore, some students prefer to “minimize their effort expenditure” (Ames, 1990, p. 413) in order to protect their self-worth. 

Considering the situation with Samira, in addition to not coming to class because of illness for three weeks, she postponed her presentations several times. Usually she explained those decisions not by being unprepared but found different reasons that were not under her control. For example, she once did not give her presentation because she claimed that her mother was ill and that she wanted to see her “right now,” so she could not be in class and give the speech despite being prepared. Avoiding the opportunities to practise negatively affected her public speaking competence development. 

In conclusion, it should be noticed once again that low perceived self-efficacy and protecting the sense of self-worth discussed in relation to Sevgi and Samira’s cases were not considered as the primary reasons for their low achievement but only as the possible explanations of their average persistence in preparing the speeches. Moreover, these concepts were not initially apparent, as they were not part of the measurement tools used in the quantitative part of this study. Nor were they discussed extensively in the literature specifically in relation to public speaking performances and anxiety. They were only revealed as significant issues after the analysis of interviews and observation notes. 

Communication apprehension and public speaking anxiety. Comparison of the pre-test scores and PRPSA1 scores, and the post-test scores with PRCA-24, PRPSA2 results provides understanding of whether the quality of students’ performances was influenced by the PSA or other specific aspect of CA. A positive and significant correlation between the results obtained by PRCA-24 and PRPSA2, Z = -3.06, p = .002, r = .60, shows that students were honest while providing information about their anxiety about communicating in a particular situation. As it was mentioned in Chapter III (p. 53), PRPSA instrument was used at the beginning (PRPSA1) and at the end (PRPSA2) of the semester to assess students’ speech anxiety. 
Table 2 shows that public speaking apprehension scores obtained by PRCA-24 significantly correlated with public anxiety scores obtained by PRPSA2, τ (11) = .46, p = .032. The relationship between overall CA scores detected by PRCA-24 and PSA scores obtained by PRPSA2 was not significant, τ (11) = .39, p = .066.

	Table 3

Correlations among the Pre- and Post-Test Scores and the PRPSA1, PRPSA2, PRCA-24 Scores

	Variables
	Pre-test scores
	Post-test scores
	PRPSA1
	PRPSA2
	

	1. Pre-test scores
	-
	
	
	
	

	2. Post-test scores
	,395
	-
	
	
	

	3. Public speaking anxiety score – (PRPSA1)
	-,331
	
	-
	
	

	
	
	
	
	
	

	4. Public speaking anxiety score –  (PRPSA2)
	
	-,431*
	,605**
	-

	
	
	
	
	

	5. PRCA-24 Small group sub-scale
	
	-,649**
	
	,546**

	6. PRCA-24 Large group sub-scale
	
	-,027
	
	-,013
	

	7. PRCA-24 Dyadic sub-scale
	
	-,315
	
	,379
	

	8. PRCA-24 Public speaking sub-scale
	
	-,373
	
	,458*
	

	9. PRCA-24 CA total score
	
	-,464*
	
	,390
	

	*p < .05. ** p < .01


Results of Wilcoxon’s test revealed a non-significant decrease of the non-treatment group’s PRPSA scores at the end of the course (Mdn = 97) compared to the PRPSA scores at the beginning of the semester (Mdn = 90), Z = -.28, p = .779, r = -.07. The treatment group had almost no change in PSA scores from pre-test (Mdn = 121) to post-test (Mdn = 121), Z = -.37, p = .715, r = -.12.

As expected, the pre-test and post-test performance scores of the whole group were negatively related to the PSA level (PRPSA scores) with a Kendall’s tau coefficient of τ (11) = -.33 (p = .123) for the pre-test, and τ (11) = -.43 (p = .043) for the post-test. Since only at the end of the semester PSA accounted for a significant percent (i.e., 19%) of the variance in the exam performance (τ (11) = -.43, p = .043), it can be assumed that at the beginning of the course, there were other important factors that led to poor performance, such as lack of knowledge about preparing, organising, and delivering a speech, and not being motivated to perform effectively. 
McCroskey (1982) states that apprehension could occur in a small group, large group, public speaking contexts, or interpersonally (dyadic apprehension). All these PRCA-24 sub-scales were taken into account during the comparison with the performance scores to reveal the most common forms of context apprehension. Analysing PRCA-24 sub-scales on the contexts of public speaking, dyadic interaction, small groups, and large groups showed a significant negative relationship between the whole group post-test scores and small group apprehension, τ (11) = -.65, p = .003, but the group post-test scores were not significantly related to the interpersonal apprehension, τ (11) = -.32, p = .161; public speaking apprehension, τ (11) = -.37, p = .084; and large group apprehension, τ (11) = -.03, p = .902. Overall CA shares 21% of the variance (in ranks) in the whole group post-test performance, τ (11) = -.46, p = .031. 

The analysis shows that the relationship between performance scores and overall CA level for treatment and non-treatment groups was different. The treatment group students’ scores were significantly related to the CA, τ (3) = -.80, p = .050. The correlation between the non-treatment group’s performance scores and CA, on the other hand, was not significant, τ (6) = -.15, p = .615. 

Problems behind low achievement and suggestions for overcoming them: Qualitative data analysis. Thematic analysis of the qualitative data collected through interviews revealed several non-motivational and motivational factors that caused the treatment group participants’ minimal (Schreiber et al., 2012) public speaking proficiency (Table 4). In this section, excerpts from interviews with treatment and non-treatment group participants are given to illustrate how these factors affected the students’ performances and to give insights into possible ways of achieving proficiency in public speaking.
	Table 4

Factors Leading to the Treatment Group Students’ Low Performance



	Factors affecting students’ performance
	Treatment group

	
	Samira
	Ramadan
	Sevgi
	Ebru
	Yağmur

	Non-motivational factors
	Low academic language proficiency**
	
	Low oral and academic language proficiency
	
	Low oral and academic language proficiency

	
	
	
	Insufficient prior experience with giving speeches in English
	
	

	
	Foreign language 

anxiety
	
	Foreign language anxiety
	
	

	
	
	
	Age
	
	

	
	High level of communication apprehension 
	
	
	
	

	
	High self-reported public speaking anxiety
	High self-reported public speaking anxiety
	High self-reported public speaking anxiety
	
	

	Course-specific motivational factors: The ARCS( model
	Insufficient attention
	
	
	Insufficient attention
	

	
	
	
	
	Seeing activities irrelevant
	

	
	Lack of confidence 
	
	Lack of confidence
	Overconfidence
	

	
	
	
	
	Absence of intrinsic reinforcement for effort and no sense of achievement; not clear satisfaction level
	

	( Note: Keller’s ARCS model (1983, 1987, 2010) identifies four major determinants of motivation: attention, relevance, confidence, and satisfaction.

**The factors that appeared to be the primary reasons for students’ low performance are italicized.


Non-motivational factors. Oral and academic English language proficiency, age, prior experience in public speaking, overall CA, and PSA emerged in 8 of the 15 interviews as non-motivational factors that influenced students’ performances.

Low oral and academic language proficiency. My observations during the course of the study enabled me to identify three treatment group students as having low oral language proficiency levels compared to the other students in the course. While presenting, this was not so apparent as Samira, Sevgi, and Yağmur used a memorised style of delivery. During their presentations, when they forgot what they wanted to say, they kept silent until they remembered the forgotten part or read it from their notes (even though this was not permitted). It was difficult for them to improvise. Because of low language proficiency, they could not use the most effective mode of presentation – extemporaneous delivery that requires spontaneous delivery of a prepared material (Brydon & Scott, 2008). Thus, the students with limited language proficiency used memorised delivery, which enabled them to cover for the lack of proficiency in their linguistic abilities in English. For comparison, competent speakers, such as Gizem, Malika, and Dilek, pointed out that they tried to avoid memorisation:

Gizem: I made a research from the Internet, and I collect the important information from there, and I write them, and I don’t memorise them, I try to understand them. (Gizem, individual interview, December 28, 2012)

Malika: (My) Weaknesses are... it is when you memorise something and you forgot the transition, or what you want to say. And because you’ve memorised it, it doesn’t come to your mind what you want to say next. This is what is not good – to memorise, as Dilek said. But memorisation is the easiest way to learn the speech, in my opinion; or you have to have the knowledge, for example, when I did the presentation about Germany, I didn’t practise so much, because when I forgot the information, I can talk about my own experiences.  

Dilek: So, you have to learn about the topic instead of memorising. If you have knowledge about it, it’s better of course. (Malika & Dilek, group interview, December 28, 2012)

Eye contact is also difficult to maintain if you are trying to remember some words or ideas: While remembering something, the eyes, depending on your representational system, move to the upper left, or to the left, or down to your right without actually looking at the physical object (Dilts, n.d.). Considering the public speaking competencies (Schreiber et al., 2012), students who lack oral language proficiency experienced difficulties in developing such basic performance standards as clear language, effective nonverbal behaviour (eye contact, displaying high levels of poise and confidence), and effective use of vocal expression and paralanguage (along with avoiding fillers). This task seemed to be more demanding since the students reported that they did not have enough opportunities to practice language outside the classroom. As Yağmur noted: 

When I was in the prep class [in the English Preparatory school], I speak English easily, I think, because there was a lot of practice, and Anna [a teacher in the prep school] is English, so we must speak English. When I came to this department, there are a lot of people who want to be an English teacher, but after the lessons we speak Turkish. (Yağmur, individual interview, December 4, 2012)

Yağmur explains that it is difficult to force yourself to speak in English when you can easily express your ideas in your and your classmates’ native language, which is Turkish in this case. Yağmur pointed out that in the English Preparatory school, there were many students from other countries who did not speak Turkish and also their teacher was not from Turkish speaking background. Therefore, Yağmur was forced to use English even if she could not express her thoughts to the full extent. In addition, in the same context, students were assigned to a particular group based on an English proficiency test. Therefore, all students in class had almost the same language proficiency levels and skills. This also contributed to Yağmur’s willingness to communicate in English with her classmates in the preparatory school context. Contrary to that, in her current group, there were some native speakers and students who have native-like proficiency in English. It can be assumed that Yağmur preferred to speak with them in Turkish in order not to demonstrate once again her lack of language skills (Tsiplakides & Keramida, 2009). Another issue from this excerpt that should be pointed out is that in the English preparatory school, Yağmur was a learner of English, while in the ELT department, she is a prospective teacher of English. This change in her position created an additional demand for Yağmur’s language competence, which in turn could lead to FLA (Foreign Language Anxiety) and PSA. The same idea was voiced by Aslan, who complained that he had no opportunities to practise the language outside the class as he did not feel free to talk with others in English when they had a shared language background: 

In Cyprus, (...) all of us are Turks. For example, you are international, you can talk with me in English. But I just talk with you in English in this university, so only one person. Here we haven’t got any chance to speak with other people [in English]. For example, I always go to London to visit my friends (...), to improve my language. (Aslan, individual interview, December 28, 2012)

It was difficult to expect that during one semester, students who lacked language practice outside the classroom could fully master certain public speaking competencies (i.e., clear language, confidence which is revealed in effective nonverbal behaviour and effective use of vocal expression and paralanguage). The problem got more complicated when a student had very small amount of prior exposure to English. For example, compared to Yağmur and Aslan, Sevgi did not get English instruction at school. The reason was that she was a home-schooled child. During the interviews, she constantly associated her limited English proficiency (Bui, 2011; Hakuta et al., 2000) and resulting inability to give proficient speech with small amount of prior exposure to English:

I didn’t face English till 2 years ago. For several years I studied chemistry [the subject was changed in order to keep anonymity], but I didn’t take any English lessons. I didn’t receive any English education. My speaking skills are fair, something between poor and good. (Sevgi, individual interview, December 14, 2012)
Sevgi indicated that she gave her first speech in English two years ago before entering the university while completing a one-year English Preparatory school course. Being home-schooled, she did not have opportunities to make presentations in English or practise types of talk required for social interaction and learning at school. Thus, her oral English language proficiency did not develop to the extent where she could compete with other students. 

Low oral proficiency in a public speaking course is a core of many other problems that students can face (Yaikhong & Usaha, 2012). FLA, PSA, and low self-efficacy (that in turn can lead to different motivational problems through self-defeating behaviour) may be revealed and get more complicated because of low language proficiency. 

Foreign language anxiety. Answering the question why she was avoiding in-class practice, Sevgi remarked: “I can’t express the ideas I have in my mind. I think that if I say something wrong, if I use the words, phrases that I don’t mean, everybody will laugh at me” (individual interview, December 4, 2012). In this excerpt the fear of negative evaluation from her peers and perception of low language ability have emerged. Tsiplakides and Keramida (2009) found that these two factors were the main reasons for the students’ FLA in their case study. They pointed out that students were not willing to participate in speaking activities, not because they did not see the value of these activities, or they were lazy but because of FLA. Similarly, Sevgi and Samira avoided in-class practice because they thought that they did not have enough language skills to be successful. For example, Sevgi once noticed that “in Turkish it is not like this: I’m giving lessons, I’m reading books (...) in front of many people, but in English I can’t do this” (individual interview, December 14, 2012). Based on this claim, we can conclude that Sevgi’s main difficulty in this public speaking class seems not to be PSA, as she reported in the questionnaires and mentioned in the interviews, but mainly lack of language skills and FLA. The situation with Samira was almost the same except for some minor differentiations: She could express herself in English without exerting so much effort as Sevgi did but she had high general CA. High CA influenced not only Samira’s performances but also our communication with her in other instances. This emerged as a major difficulty in the interview sessions with her. She seemed unable to open her thoughts up in the interviews, and therefore, most of the difficulties that she experienced during the course, including FLA, could not be eliminated after the treatment. 
Age. All students in the group were within the same age category, i.e. 19 to 22 years old, except for Sevgi who was 26 years old. Although just one case was not enough to reveal the age factor as statistically significant, it emerged as a significant issue for this particular student in the interviews. Sevgi reported that she did not feel connected with the other students, so she could not be relaxed while presenting:

Oksana: The content of your presentation was excellent. You only need to work on delivery. Say ‘wow, I have very interesting ideas to share with you’ and then they will listen carefully.

Sevgi: Do I really need to say that?
Oksana: What?

Sevgi: ‘Wow.’ I can’t say such things. (Sevgi, personal communication, December 4, 2012)

In Sevgi’s case, being older than others and at the same time not being able to show at least the same speaking skills resulted in low self-efficacy and learned helplessness (Myers, 2010). Sevgi regularly refused to participate in the in-class exercises. During one lesson, when we worked on fears and public speaking anxiety, students were required to give a small speech in order to identify the physical manifestations of anxiety, if there were any. Sevgi refused to participate in this activity. Arzy, who assisted me as a translator during several lessons, asked her to talk at least about her life experience: “You can just talk about your life: ‘Hello, my name is Sevgi. I was born in the north of Turkey...” Sevgi replied that she was not in the position to do this: “I am not in that age to talk about such things” (Sevgi, individual interview, December 10, 2012, emphasis added). In the context of this interview it was clear that Sevgi approached herself as a sophomore student who could not talk about simple and unsophisticated topics. Even if she could not be fluent in impromptu speeches, she wanted to be perceived as a knowledgeable student. After more coaxing, she gave a speech about historical places in Cyprus. This speech did not reveal any serious physical manifestations of PSA. The only observed difficulties were with some nonfluencies and being a bit tense or rigid, which can be explained by lack of language proficiency and FLA.

During the three semesters at her current university, Sevgi made numerous presentations but most of them did not seem to be personally rewarding (Sevgi, individual interview, November 27, 2012). Associating this unpleasant experience with this particular group of peers may be one of the possible reasons for her unwillingness to perform in this class, claiming that it would be easy for her to speak in front of any other audience: “I will do that in front of my students [when she will start teaching practice], but I don’t want to do it here. I can’t explain this” (individual interview, December 10, 2012, emphasis added). I tried to understand the reasons for that but her only explanation was: “We are not close friends, but I am speaking with other students: Havva, Samira, Dilek. You should understand, Oksana. We are not close, not because we do not like each other, but because we do not have common interests to share, common topics to talk” (individual interview, December 10, 2012). Sevgi noticed that her relationships with other students was not so close because they had different interests, and in a way, different outlook on the world. Age difference can be one of the explanations for this. Scanlon, Rowling, and Weber (2007) point out that mature-age students
 seem to be more interested in the academic aspects of the university life, while younger students value more having “a wider social focus” (p. 236). However, it is not possible to say that Sevgi was not interested in establishing friendship networks. As she mentioned, in her first year at the university, she was very close with an MA student, who attended several courses to deepen her knowledge of the current trends in ELT. They both were approximately at the same age and had almost the same values and attitudes towards learning. As it can be seen from the extract above, currently she communicates with Havva, Samira, and Dilek, but these relationships are not so ‘close.’ In terms of difficulties that many mature students face when they return to academic world, according to Richardson (1994), lack of recent experience in practicing skills needed for effective studying at the university is one of the most important problems. In Sevgi’s case, however, this could not apply as she took a two-year secondary vocational education (not related to ELT) just before entering the university. Thus, she did not lack a recent experience of formal education. In addition, she did not have any non-academic responsibilities like family and employment, which many mature students may have (Richardson, 1994). Being mature-age student in her case did not manifest itself in the preference of age-related topics or issues that were not interesting for younger students. The problems were only in the way she presented the information – usually in a serious manner, being focused more on how she was perceived than on the interests’ of the audience, and more importantly, in seeing the audience not as a group of friends with whom she can share her experiences.

Communication apprehension. As it was also revealed by statistical analysis, almost all participants in the group experienced moderate CA. Nevertheless, one treatment group student, Samira, had high CA and demonstrated unease and discomfort, not only while speaking in front of her peers but also during the interviews with me. At first, I did not recognise Samira’s CA and tried to change the situation through skills training and by working on PSA. Two individual sessions were administered to show the principles of modeling and well-formed goal conditions. Samira said that her ideal model of public speaker was Hillary Clinton. She could not distinguish particular characteristics of Hillary Clinton’s public speaking style apart from “being relaxed and knowing everything about the topic” (individual interview, December 17, 2012). Therefore, I asked her to find someone who she knew well, and she chose her teacher Dr. Clara Holmes as a role model. Samira mentioned “asking questions,” “controlling the situation,” and “walking during the speech” as some strategies that she could use (individual interview, December 17, 2012). Samira said that she always positively visualised the up-coming presentation because she believed in the law of attraction: “You are getting the things that you are thinking about. I imagine I can...” (individual interview, December 10, 2012). As a result, after training, her speech was more interactive and adapted to the audience but Samira still could not improve her delivery and continued to look down, avoided eye contact and relied on notes. Only towards the end of the semester, I realised that the problem that Samira had to deal with was general CA, which is not so easy to overcome by learning mental and behavioural skills as it is with the PSA (Brydon & Scott, 2008). Unfortunately, a first level NLP practitioner like me could not really help such a student. 

Public speaking anxiety. Public speaking anxiety or speech anxiety can appear as a logical consequence of the other above-mentioned problems, i.e. limited English proficiency, not being in the same age category with other students, and insufficient experience with public speaking (Brydon & Scott, 2008). Inadequate preparation and practice (see the section on “Motivational factors”) also can be a factor causing PSA. One of the most effective speakers in this group said that PSA could be the result of paying too much attention to how you are perceived by others: 

I got my topic, I got my... you know, this my aim to go there, make my presentation and sit down. That’s all. I don’t care about what ... their other personality, or they think [about me]. I got friends like ‘oh, I’m shy,’ ‘they will laugh at me when I do my presentation.’ I don’t really care about this. (Gizem, individual interview, December 28, 2012)

and another non-treatment group student added,

I don’t like it to stand in front of the audience when all are looking at you and you are talking about something, because what I don’t like is that the students look in different manners to you: some sit there and look angry, some look bored, and this makes you confused and, I think, this is the reason why people have a fear of public speaking (...) I think they do this intentionally, consciously, because maybe sometimes there are people who don’t want that someone is more successful than they are. (Malika, group interview, December 28, 2012)

Four of the treatment group students reported that while performing in public, they experienced feelings of worry or fear accompanied by physical symptoms. Ramadan noticed that it was difficult for him to watch the video recordings of his speeches, as he did not like his hand movements and sways – manifestations of PSA (individual interview, December 23, 2012). Samira pointed out that in front of her peers she got nervous and forgot what she wanted to say (self-evaluation form, December 10, 2012). The same problem was reported by Sevgi, Ramadan, and Yağmur:

Sevgi: I can give a speech in my room – for myself, in front of the family, but when there are many people who I know less – I forget what I’m going to say. (individual interview, December 14, 2012)

Ramadan: I am forgetting things, and (eh) I am well, I am doing well, only I have some problems on remembering the points, that’s all. (individual interview, December 14, 2012)

Yağmur: I prepared my presentation but I realized that I have written easily [that it was easy for her to write the speech notes]. But when I was talking about my topic, I was excited and I did difficultly (...) I want to use NLP techniques to overcome my anxiety. I want to be successful – to speak English fluently and to speak effectively. (individual interview, November 2, 2012)

Despite mentioning the presence of public speaking anxiety, Yağmur did not seem to be nervous or uncomfortable while presenting – the problem she had was primarily lack of language skills. She completed PRPSA twice, and both of the questionnaires indicated moderate anxiety, which is normal. Another three students reported high public speaking anxiety throughout the course. However, only Samira who, in addition reported high CA level, seemed to be tense and nervous during, for example, the post-test. BASA scores on such variables as “fidgeting: extraneous movement,” “sways, paces,” and “vocalized pauses” were very high in her case.  As for the other students, by public speaking anxiety they usually meant physiological arousal that is necessary to perform successfully (Brydon & Scott, 2008). According to Priem and Solomon (2009), the physiological response of the organism to a stressful situation is an indispensable and normal process that gives “the resources to deal with short-term physical emergencies” (p. 262). Moderate arousal is necessary but if it is too high and causes undesirable side effects, it results in PSA (Brydon & Scott, 2008). In a way, changing your attitude towards the situation by seeing it as a challenge rather than a threat and using coping strategies if necessary should be one of the competencies that a proficient public speaker possesses. Correspondingly, one of the competent non-treatment group speakers noticed that coping skills were worth acquiring consciously: 

I intentionally chose a topic few weeks ago, which was ‘How to overcome the fear factor.’ The reason was to make research and so that I also could overcome my own fears. I realized that public speaking is not hard, sometimes it also makes fun, and I began to like it (...). Although I’m still nervous when I’m presenting, I apply what I’ve learned. So it is easier for me to concentrate on my presentation than being nervous. (Malika, reflective essay, December 23, 2012)

Malika and Dilek noted that handling physiological arousal is one of the competencies that a competent public speaker should master. If a speaker cannot control him or herself, the audience will not take this speech seriously (Malika, reflective essay, December 23, 2012) and therefore they will not listen to him or her (Dilek, group interview, December 28, 2012).

Another idea that was revealed with regard to speech anxiety was the challenge and threat dichotomy. When learning to control your thoughts and behaviour before and during the speech, it is important to understand that a speech situation is not a threat for your self-esteem or social image, especially in the public speaking class – it is a challenge. Most of the non-treatment group students noted that they wanted to learn something from each speech. It was better for them if a topic given was difficult and novice:

Gizem: The topic should be challenging (...) I like making presentations because they expand your knowledge. (individual interview, December 28, 2012)

Dilek: I read it (notes) several times and I try not to memorise it, but I do [laughing]. I try to learn it also, because if I prepare a speech, I also want to learn something new. (group interview, December 28, 2012)

Some treatment and non-attending group students, on the contrary, considered speech situation as a threat. They convinced themselves that the task was very complicated and it was better not to try, not to make an effort to resolve the situation. As it was noticed by Lumsden (1994), failure resulting from minimal or low effort seems to evoke less negative implications for the students’ self-concept of ability. As an illustration, a native speaker of English, Ebru, despite having no difficulties in understanding and completing any task if she really wanted, found different excuses not to prepare a speech: 

Oksana: I don’t see some of you in the class...

Ebru: It depends on what do you want we have done, it is very difficult (...) Last year someone presents, and you know, you have to sit and listen. And do that with respect that we have to one another. Now, cause no one knows his topic, no one bothered to come and listen to anyone else, cause the writing and the homework. (individual interview, December 4, 2012)

Ebru claimed that the reasons of her and some other students’ absenteeism were unfamiliar topics, written quizzes, and homework. To strengthen her arguments about the “course being difficult” and to justify not doing her homework, Ebru tried to talk from the position of the whole group. In this particular interview, indefinite pronoun ‘no one’ was used 15 times, the first-person plural pronoun ‘we’ (including the subjective, objective, and possessive cases (i.e., we, us, and our)) 31 times, whereas the first-person singular pronoun ‘I’ and its other cases were used only 8 times. In five of the cases when ‘I’ was used, it voiced individual students (“Actually, when we know on Monday that [ELT 222 course], everyone: “I am going, I am going.” They all go, cause it was very different from that to this year”), or it was supplemented with generalisation subsequently: “I do not want to do it. No one wants to do it,” “It does not interest me, because I know how you have to present. We all know.” During our communication with Ebru in other instances, she mostly used first-person singular ‘I,’ except for the cases when she sent me e-mails explaining why she could not submit the paper on time, e.g. “We won’t all be able to do what you asking because we have our mid-term on Monday and we need to study for them. Is it possible if we can do this for you after our exams” (e-mail, November 15, 2012). According to Kuo (1999), this tendency to use ‘we’ in such situations can be explained by a person’s desire to make the statements less personal and position them as being widely held. Myers (2010) adds that “the tendency to overestimate the commonality of one’s opinions and one’s undesirable or unsuccessful behaviours” is known as the false consensus effect (p. 68). This tendency can be observed in the following extract:

Ebru: (...) Now writing and that homework, no one wants to do it. I’m sure, majority of the class have not done their homework.

Oksana: Nearly ten people have done.

Ebru: See! No one else to do it [will do it]. (Ebru, individual interview, December 4, 2012)

Myers (2010) explains that people can overestimate or underestimate the degree to which other people think or act as they do in order to protect self-image. In this extract, Ebru argued that ignoring written assignments was common, and she was not an only case but a student among “majority of the class” (for a discussion of this tendency, see section on “Influence of participants’ relationships on their speaking performance,”      p.  96). 

Motivational factors. Giffin and Gilham (1971) propose the presence of a relationship between PSA and motivation. Therefore, it is logical to assume that students having PSA should also report motivational problems. The theme of motivation emerged in 12 of the 15 interviews. Keller’s ARCS (attention, relevance, confidence, and satisfaction) model of motivation (1983, 1987) was used to organise the students’ ideas about the factors that lead to a high public speaking competence, or conversely, result in a poor performance. Dörneyi (1994) and Crookes and Schmidt (1991), who are amongst the prominent researchers in the field of motivation, found this framework appropriate to describe course-specific motives of the students.

Lack of attention leads to inadequate preparation and practice. The theme of attention or interest emerged in Ebru’s case and some other students from the non-attending group. In this section I will focus on Ebru’s case as the motivational problem that she had was primarily related to the attention or interest category. 

At the beginning of the semester, Ebru reported that she usually prepared a speech in 10 minutes on the day of a presentation. Short preparation time resulted in trivial content inappropriate for the audience and irrelevant organisation of the information that was presented monotonously because of inadequate practice. According to Keller (2010), lack of diligence can be a result of overconfidence, seeing the task as irrelevant, and not finding intrinsic reinforcement for effort. Correspondingly, Ebru explained her unwillingness to prepare ahead by lack of interest in the course. She mentioned that the tasks given did not meet her expectations about the public speaking course. In addition, two courses on speaking skills were taken by this group during the first year at the university. Therefore, this third course on speaking seemed redundant to her:

It does not interest me, because I know how you have to present (...) Last year with Mehmet hoca it was: You choose your presentation, you choose its date, everyone just come and do it. Now it is writing and having quite other things you need. And they do not know the subject, so no one is coming, to be honest, no one comes. It is not interesting. No one wants to know how to use ELL [sic] in internet [ELL sources]. We know! With Mehmet hoca we were up to choose it (topic). And he gave topics that we used to like. And the writing – no one wants to write. Cause it is public speaking, speech, and you do not need to write. And if you include writing in your topics (lessons), no one comes to class. (Ebru, individual interview, December 4, 2012)

Ebru said that her expectations were not met. She did not think that writing could be integrated in a public speaking course programme, even if the writing assignments were related to the self-analysis and study of model speakers. Moreover, Ebru had some inconsistencies in her claims. First, for example, she claimed that last year students could choose the topics that they preferred. Then, she said that the lecturer gave them topics: “With Mehmet hoca we were up to choose it (topic). And he gave topics that we used to like.” Ebru said that the topics that I gave were unfamiliar (“they do not know the subject”), therefore, “no one is coming, to be honest, no one comes.” Interestingly, she also mentioned that “No one wants to know how to use ELL [sic] in internet. We know!” So, speech topics were unfamiliar/difficult and trivial at the same time because they were known for the students (see Appendix J for the list of speech topics). 

In the situation with Ebru, there were two ways to increase her attention to and satisfaction with the course: 1) to change the tasks to adapt them to Ebru’s existing desires, 2) to change her attitudes towards the tasks (Keller, 2010). Firstly, the students were allowed to choose their preferable topics but analysis of model speakers and reflective essay still remained in written format. Secondly, working on Ebru’s overconfidence and lack of interest by setting clear goals, asking Ebru to help Samira with practice, and changing the tasks given (instructional design) seemed to increase Ebru’s public speaking competence. Ebru started to prepare for the post-test earlier than usual and helped Samira to polish the content of her speech and to practice delivery (Samira, video of a feedback session, December 24, 2012). Ebru chose the issue that was identified as her problem in that course as the post-test presentation topic – “How to motivate yourself to study?” The first part of the presentation was given as a revelation (Mehmet Yakin, video of a feedback session, December 24, 2012) when Ebru spoke about why she was studying and how she was trying to motivate herself to study, and the second part was entirely interactive. Ebru told us a story of how her uncle could achieve a lot relying only on his immense motivation. The strategy that she found very helpful was visualization: “I did it a lot. (...) When I see cars, shoes, I realise what for I need to study” (Ebru, in-class practice video recording, December 24, 2012). In other words, she used visual cues to motivate herself to study more to achieve the things that she wanted, i.e. shoes and cars in her case. She also mentioned strategies like planning, positive thinking, and getting support from others, such as asking a friend to play the role of the audience. Direct and indirect measures of motivation, such as increase in time-on-task, amount of effort, and performance quality, can support the inference that the treatment had a positive effect on Ebru’s commencement of work on her motivation.

Another treatment group student remarked that she wants to speak fluently and to have a better diction, but to achieve this she needed a “practice, unfortunately” (Sevgi, individual interview, December 10, 2012). Sevgi had a personal interest in the course and a big desire to perform well. However, attention and interest only were not enough to overcome such factors as limited English proficiency and insufficient public speaking experience in a short period of time, as discussed earlier.

Crookes and Schmirt (1991) claim that such behavioural aspects of motivation as “organizing, planning, and completing tasks (...) imply the allocation of attentional resources” (p. 484). Similarly, non-treatment group students reported attention as an essential factor in giving a rewarding speech and listed the particular manifestations of this motivational category. To begin with, two non-treatment group students pointed out that they started preparing a speech by considering the purpose of the speech and the goals they wanted to achieve, in accordance with the view that “goals, intentions, and expectations remain important determinants of the focus of attention” (Crookes & Schmirt, 1991, p. 484):
Malika: (You should know) what do you want to achieve. And you have to know if you want to persuade, inform, or entertain your audience (...)

Dilek: We should have an aim when we present something. Like Malika said, to persuade your audience, to inform about something. (Malika & Dilek, group interview, December 28, 2012)

Secondly, non-treatment group students noticed that engagement in the process of learning can be achieved through, for example, changing the formulation of the pre-assigned topic, or the topic can be substituted by another one according to the interests of a speaker and the audience:

The first thing – if the topic is boring, I think about it, how I can make it something different. It shouldn’t be boring, because I will be bored to present the topic, and the audience will be bored. I try to find something different, something interesting (...) I think about my audience. (Gizem, individual interview, December 28, 2012)

Although statistical analysis shows that pre- and post-test scores were not associated with overall preparation time of the students, for several treatment group students (e.g., Ebru and Samira), the performance quality was a direct consequence of the total amount of preparation time. Even Ebru, a native speaker of English, pointed out that she could not give an effective speech without sufficient preparation and practice (in-class video recording, December 24, 2012). In contrast, non-treatment group students reported that they tried to invest enough time and effort to prepare something worthwhile:

Dilek: I prefer to start three days (before). Of course, it’s better to start earlier, but... [laughing]. I always start 3-4 days before to have an opinion about my topic, I do research, and then the last two days I only prepare my speech, how to make a speech. 1-2 hours each day, minimum. (group interview, December 28, 2012)

Malika: My first step is always to prepare in time. When I have to present then I always study and make researches one week before, so I feel more confident when I give the speech. I don’t like it - to prepare the last time when there is no enough time (...) I should have prejudices against something I can’t or don’t want to do. I approach with prejudices to public speaking but as you can see now it make more fun than before. So nobody should ever say “I can’t do” because it gives nothing that we can’t (can) do. For example, when I say “I’ll do my presentation and I will be successful,” then a person study for it, then she or he can be successful; but you can’t say “I’ll be successful” and you do nothing for it, it’s like you wait something from God or something else, like inborn qualities. We have to want it then we can overcome everything we want. (reflective essay, December 23, 2012)

In this extract, Malika summarised what many other non-treatment group students said about the adequate preparation and practice. As she noticed, it is important to believe that you can accomplish the academic task and be motivated to learn regardless of whether or not it is intrinsically interesting (Lumsden, 1994): “I should have prejudices against something I can’t or don’t want to do.” Next, investing enough time and effort to prepare a speech, e.g. “to prepare in time,” “study and make researches one week before,” “study for it (...) but you can’t say ‘I’ll be successful’ and you do nothing for it,” is important. Malika also noticed that a speaker should not rely on some external forces and not be overconfident due to “inborn qualities.” 

Perceived irrelevance of the course as an explanation for poor attendance. Nine students reported the necessity of public speaking competence for their career goals. For instance, Gizem noted that it was her dream to be an English teacher, “That’s why I want to do it, do everything, everything is important for me in this faculty. So I study hard to achieve my aim” (individual interview, December 28, 2012). At the same time, one treatment group student (Ebru) and all non-attending group students did not see the relevance of the course for their personal needs. Therefore, they were not motivated to learn: 

Dilek: They [the audience, this particular group] don’t take the presentation serious, or the activities...

Malika: ...or, maybe it can also be according to the teacher. For example, by Ahmet hoca. When someone makes a presentation, then he says that the presenter should ask questions...

Dilek: ...but no one does...

Malika: ...yes, to see that the person or the students have understood the content and the presentation. The first time we did it, sometimes, but then no one cares about it. 

Dilek: Yeah, they don’t really listen to the presentations. (Dilek & Malika, group interview, December 28, 2012)

Dilek and Malika talked about the students who did not see the course of public speaking as relevant for their needs and therefore did not participate or did not attend it at all. Timur and Toprak, both non-attending students, were native speakers of English and even when having prepared their speeches in five minutes before the presentation, they showed excellent delivery. Giving impromptu speeches was not demanding for them. However, because of insufficient preparation, their speeches were not logically organised, lacked compelling supporting material, and the importance of the speech for the audience was not clearly articulated (Schreiber et al., 2012). As it was suggested by Csikszentmihalyi and Nakamura (1989), intrinsic motivation in that case can be increased by raising the level of challenge. Being able to show advanced public speaking skills without taking the course, these students were required to show active thinking and disclose their critical thinking potential (Myers, 2010). However, poor attendance from the beginning of the semester, which was probably a consequence of this lack of perceived challenge and therefore a part of the vicious cycle, made it impossible to involve these students in the learning process.   

Sufficient preparation and practice together with confidence results in good performance. The theme of confidence emerged in four interviews. Samira and Fatima reported that in front of the audience they would lose self-confidence:

Samira: Actually, I can do successfully, but I think I do not have self-confidence in public. Normally, I have self-confidence, but in public, presentation, I am losing my self-confidence. (individual interview, December 10, 2012)  

Fatima: I feel myself shy. With my best friends I have self-confidence, but with others – no. (individual interview, December 10, 2012)

It is possible to consider these students’ under-confidence (Dunlosky & Rawson, 2012) through certain personality variables. For Samira, it was high level of communication apprehension and in the Fatima’s case, high public speaking anxiety (see the “Non-motivational factors” section, p. 73). Another reason for low confidence might be lack of adequate preparation and practice. Non-treatment group students, for example, usually mentioned self-confidence in relation to pre-presentation practice:

Malika: [explaining the factors that lead to a high-quality performance] For me, it is confidence, for example, I trust myself. And when I say that this presentation will go good, then I automatically practise much, and then present the topic. I think it’s not only the practice, also the ability, as Dilek said, the attitude. The ability to have trust in one’s self, that you can achieve it. 

Dilek: ...but to achieve it you have to practise [laughing].

Malika: You have to practise everything: If you want to drive a car, you need to practise, when you want to swim, I don’t know, you have to practise. Life is practice. (Malika & Dilek, group interview, December 28, 2012)

Similarly, Gizem noted confidence as a means of being persistent in completing difficult tasks. She also pointed to the distinction of secure confidence and overconfidence:

I have always been confident, and this is very important for presentations. If you trust yourself, you can do everything easily. That’s what I believe. And I also study: you should prepare well, if ... [eh] how can I say, you should control your topic, you should be well prepared to present your topic (...) they [some other students] don’t care.  Yes, they aware of their mistakes and their problems, but they don’t try to correct these things. I don’t know why but they think that ‘oh, I’m a native speaker of English, so this is very easy for me,’ they don’t care, but when it comes to do it they are not successful. I don’t understand why – because of their confidence? They shouldn’t be very confident, like that ‘so I can do it, it’s very easy.’ (Gizem, individual interview, December 28, 2012)

As Gizem points out, high proficiency level in English language, i.e. the native speakers, seem to have a problem with overconfidence. She distinguishes this trait with being securely confident, which comes with practice. She claims that knowing the language alone does not mean being able to give effective speeches. Hence her claim “when it comes to do it, they are not successful.” In other words, (over)confidence without adequate preparation results in insufficient performance. 

Being intrinsically and extrinsically motivated leads to satisfaction with a course. Six students acknowledged that they were learning presentation skills to be competent teachers:

Zeynep: To be honest, all my presentations made me feel anxious, because I’m worried to make a mistake in front of the classroom. But at the end of the presentations, when I saw that my teachers are appreciated from my work, it gave me excessive happiness (...) Besides, this course has made me realize that I have a great desire to become a good teacher in the future. (reflective essay, December 26, 2012)

Aslan: We are in the ELT department and we’ll become teachers in future. Besides our knowledge, our speaking must be perfect. (individual interview, December 28, 2012)

Yağmur’s main aim was to increase her English fluency:

I want to use NLP techniques to overcome my anxiety. I want to be successful – to speak English fluently and to speak effectively.  This is important for me. This is ELT department and I want to be a good teacher. This is my aim and this is my [eh] desire. (Yağmur, individual interview, December 4, 2012)

Aygül mentioned that public speaking gave her an opportunity to express her ideas, “I gave the audience the importance of the topic” (self-evaluation form, December 24, 2012). Malika said that her goal was “to be able to present in front of people” and “to get a good grade” (group interview, December 28, 2012):

In my opinion, some students do only the presentations to present, to get the grades. Sometimes I do it also – I present only to get a good grade, I present successfully to get a grade. (Malika, group interview, December 28, 2012)

It seems that expectancy for both extrinsic and intrinsic rewards was equal. It should be noted that most of the students expected to learn skills that could help them to become truly professional teachers. Thus, they were motivated to increase their public speaking competencies in order to achieve their personal goals regardless of difficulty or boringness of a task, a teacher’s identity, or other external factors.

The participants’ suggestions on how to make a public speaking course more beneficial. Participants of this study mentioned specific types of practice that they employed to prepare high-quality speeches. They noticed that this kind of strategies could be taught to all students in a group. Reflecting on this theme, a treatment group student Sevgi and a non-treatment student Malika indicated: 

Sevgi: I must do... I should practise in a crowded place, I mean, I should learn how to present in front of many people. (individual interview, December 14, 2012).

Malika: I study in front of the mirror – sometimes, not always. Or, as I said in my presentation, I record my voice to see the speed. For example, when I speak too fast and the presentation ends in 5 minutes but it has to be 10 minutes, so I speak a bit slower, and it lasts longer [laughing]. (group interview, December 28, 2012)

Sevgi said that she needed more practice “in a crowded place,” and not only in front of her family members or friends. Here, Levasseur, Dean, and Pfaff’s (2004) suggestion on organising “peer-critique days” can be mentioned. In their study, several college instructors of advanced public speaking shared their experience of teaching an advanced course. One of them recommended organizing a group-work when each speech could be subjected to group criticism. I believe that Sevgi could be referring to this kind of practice. Malika added that students could use a mirror to polish their delivery. One more recommendation was given by the most advanced speaker in class:

This is what I always do, I always do it not only for the presentations, I do it when I’m studying my other lessons. It’s really funny to say it [laughing]. I imagine that there are students in front of me, and I’m the teacher, and I study like that. I did it in high school, and I still use this method. It’s really effective for me. I can’t study silently, I can’t read and try to memorise – I can’t do it. I can memorise words easily, but it’s not effective for me to do it silently. (Gizem, individual interview, December 28, 2012)

Gizem pointed out that she “could not study silently.” Therefore, she always tried to practice out loud. Moreover, she suggested adding some pedagogical techniques for the advanced students. One of them was inviting a professional speaker to the class, and the other was comparing oneself with a model speaker: 

I think that, maybe, a professional person comes and makes a presentation for us. It would be very effective. I always think about this. I don’t want to see a native one, I want to see someone like me, for example. English will be his or her target language, and he or she, maybe, a teacher, maybe, a professor, I don’t know. But I want to see someone professional. It’s about experience. Not just a teacher, it can be anyone who is professional, maybe, a businessman, someone who makes presentations effectively, fluently, I want to see someone really professional. (...) I remember that you gave us Charlie Chaplin’s speech. He was talking very fluently, you know. You tried to analyse his speech, and then you asked some questions about it. And also you can compare yourself with the person that you watched. (Gizem, individual interview, December 28, 2012)

Illustrating students’ suggestions on possible ways of increasing attention to or interest in public speaking, Yağmur gave quite a philosophical advice about the topics of the speeches: 

Experiences of an individual or situations in life are interesting for me because when a person tries to do something and he makes a mistake, such thing is not important. It is important to realize this mistake and overcome it. These are experiences. (Yağmur, individual interview, December 4, 2012)
In my opinion, these students’ desire to make the course better shows their full involvement in the learning process. Other ways on how to make a public speaking course more beneficial for students were identified through my observations. I noticed that students seemed to retain information more if their peers used value and policy claims. 

Influence of participants’ relationships on their speaking performance. As mentioned in the section on “Communication apprehension and public speaking anxiety,” the whole group post-test scores were negatively and significantly related to small group apprehension scores. Other PRCA-24 sub-scales on the contexts of public speaking, dyadic interaction, and large groups did not show significant correlation with students’ post-test scores. In the context of this finding, it is important to consider social relationships and students’ perception of the audience in this group. One of the participants pointed out that the main difficulty that she faced in this course was the need to present in front of her “friends”:

Public speaking is not difficult, but as I said before, I can’t present in front of my friends, that’s why. Not only friends, if anyone else that I don’t know, I also feel myself nervous. Maybe, I didn’t prepare well, and also I’m afraid of making mistakes. I feel myself shy. With my best friends I have self-confidence, but with others – no. (Fatima, individual interview, December 10, 2012)

Fatima refers to her classmates as friends, but not close ones. She makes a distinction between friends and best friends, and with the latter she claims to have self-confidence. For her, it is equally difficult to perform in front of her friends (classmates) and anyone else that she does not know. Similarly, Froming, Corley, and Rinker (1990) found that a familiar audience may provoke as much anxiety as an unfamiliar one. According to MacIntyre and Thivierge (1995), pleasantness of the audience may have a stronger effect on a person’s willingness to speak than familiarity. It seems that Fatima perceives the environment in the class as not so pleasant to speak freely. Other important moment in this extract is where she doubts herself: “maybe, I didn’t prepare well.” It shows that she anticipates failure, so prefers to speak to the audience of close friends who will be more understanding and will accept any outcome (Froming et al., 1990), rather than an audience of classmates who know her only as a university student. In the latter case, the position of an able student is threatened. 

Another non-attending group student, Havva, once noticed that all listeners were her close friends, and even if they were not going to judge her badly, they would ask “Are you OK?” after poor performance, and this question would upset her: “It is like not meeting the expectations of your friends” (individual interview, December 4, 2012). In this statement, Havva shows her concern about friends’ reactions to her failure. Burns and Darling (2002) claim that this kind of “self-conscious worrying about how others will react to future actions” is one of the most common forms of peer influence (p. 5). These researchers noticed that students care about how certain people will react, not the whole group. In Havva’s case, it was difficult to determine a person or certain people who influenced her behavior most. I noticed that she closely interacted with Zeynep, a hard-working student from the non-treatment group, and with three other students, Samira, Fatima, and Ebru, who rarely attended the class. As Burns and Darling (2002) pointed out, it is possible that Havva in the extract above meant a student from the non-treatment group (e.g., Zeynep) who “set the standards by which others judge themselves” (p. 5). However, this influence, despite coming from a diligent student or students, seemed to be negative in the sense that Havva avoided in-class speaking practice because of a fear of losing face or a fear of being negatively judged by high-achieving students. 
While describing her experience of studying abroad and comparing it to her current situation, Naila pointed out that friends played a significant role in her academic life:

In London (...) after the lesson finished, they all [friends] were going to the library and studying, and I was going with them, but here my friends doing nothing and me too. (Naila, final exam speech video recording, December 28, 2012)

In the past, the influence of Naila’s friends on her motivation to learn was positive, but now it seemed to have a negative effect on her academic performance. Hence her claim “my friends doing nothing and me too.” This is in accordance with Cohen’s (1977) findings that best friends are similar in regards to frequency of cutting class and time spent on homework. Since the participants of the study were university students and mature enough, I used the concept of peer influence which is a subtle form of peer pressure to describe their influence on one another (Burns & Darling, 2002). It seems that there was apparent positive influence between the non-treatment and some of the treatment group students who set high standards and achieved high goals. At the same time, particular negative peer influence seems to exist between non-attending students Timur, Fatima, Havva, Toprak, and two students from the treatment group Ebru and Samira who attended the class but not on a regular basis. All these mentioned students, except for Samira, had native or close to it English language proficiency. It is possible that this factor was crucial in evoking very high standards that led to fear of losing the face in a public speaking class among these students. It is also possible that they could simply be overconfident and not in great necessity to improve their public speaking competence. 

To conclude, NLP techniques that were used in this study (i.e., well-formed goal conditions, modeling, ‘as-if’ frame) seemed to influence the motivational factors for the treatment group students and thus helped them to perform better in the post-test. Course-specific categories of motivation such as attention, relevance, satisfaction, and confidence (Keller, 1983, 1987; Crookes & Schmidt, 1991; Dörneyi, 1994) appeared to be increased. However, the negative effects of such non-motivational factors as CA, PSA, FLA on public speaking scores were difficult to overcome through NLP sessions. Post-test performance scores continued to significantly and negatively correlate with communication apprehension. These findings will be discussed in the following section.

Discussion

Factors affecting the public speaking performances of the students. The main goal of this study was to examine whether raising awareness about some NLP techniques helped low-achieving students to overcome the difficulties that they had in relation to public speaking, and thereby increased their performance. A preliminary analysis was carried out to identify the possible reasons why some students showed minimal performance proficiency (Schreiber et al., 2012). The review of literature showed contradictory results concerning the factors which could affect the students’ public speaking competence development. For example, Pearson et al. (2010) reported that the students’ (N = 709) prior public speaking experience and self-perceived CA were not related to the quality of their performances. The authors noticed that this contradicted to their earlier research, which suggested that prior public speaking experience could predict higher public speaking grades (Pearson & Child, 2008). Pearson et al. (2010) also pointed out that their findings did not support the conclusions of McCroskey and Beatty (1999), O’Mara, Allen, Long, and Judd (1996) about CA being negatively related to communication competence, positive affect for a course, and students’ academic attainment. Pearson, Child, DeGreeff, and Semlak (2007) noticed that the relationship between students’ tendency to avoid oral communication (i.e., unwillingness to communicate) and their gender is not clear. Pearson et al. (2007) mentioned Tannen’s (1990) study which showed that women are less talkative than men in the classroom and in other mixed sex meetings. However, Tannen’s findings can be more appropriate for the young learners because “adolescent females communicate more than do males” (MacIntyre, Baker, Clement, & Donovan, 2002, as cited in Pearson et al., 2007, p. 8). Taking into account such inconsistency in research findings, this study considered a variety of factors that could affect students’ public speaking competence development.
Statistical analysis showed that the relationships between the students’ performance scores and age, gender, years of learning English, and total preparation time were not significant. Nevertheless, the interviews conducted with the treatment group students revealed that their performance quality was highly influenced by some of these factors. For example, three students reported low language proficiency as a relevant factor for their poor performances and one student raised age and the problem of insufficient and negative prior public speaking experience as significant factors. The theme of gender was not raised in any of the interviews. Total preparation time was raised in connection with motivational issues and appeared to highly affect the speech quality of one particular treatment group student. It can be argued that the primary reason for the non-significant results in statistical analysis may have been the small number of participants. To recognise a problem as statistically significant, a bigger sample size is needed. Thus, some other studies with larger number of participants reported that age, gender, prior experience of public speaking, and total preparation time had an impact on the students’ success or failure in a public speaking course (Pearson, Todd-Mancillas, & Turner, 1991; Menzel & Carrell, 1994; Pearson & Van Horn, 2004). For example, Pearson, Carmon, Child, and Semlak (2008) examined the effects of student motivation, unwillingness to communicate, status as a first-generation college student, and gender on students’ performance scores. They found that all of these factors together significantly affected students’ performance grades, and that gender was the only independent variable that accounted for a significant amount of the variance in the students’ performance grades. Similarly, the influence of previous experience of public speaking, preparation time, and gender on performance grades was detected in the earlier studies of Pearson and her colleagues (Pearson & Child, 2005, 2008; Pearson, Child, & Kahl, 2006). In the context of this study, ‘the age factor’ can be attributed to McCroskey and Richmond’s (1992) ‘alienated’ category – one of the concepts that explained shyness experienced in a small group context. Along with low language proficiency (‘the skill deficient,’ which is another category that explains people being shy), the age factor exerted a bad influence on the performance of one particular student in the group. Sevgi reported that she felt shy talking about certain issues and that she could not easily adapt her speeches to the audience’s interests because she was older than her classmates and had a different outlook on the world. 

Motivational factors, which were revealed in the interviews in relation to low achievement, included having no interest in the public speaking course, seeing activities as being irrelevant, lack of confidence or overconfidence, and the absence of intrinsic reinforcement for effort. In total, for five (one treatment group and four non-attending group) students out of 17 motivational factors appeared to be the most important reasons for low level of engagement with the course. Another two treatment group students reported either low interest in the course or low self-confidence as additional factors for their low achievement. The last of these factors is in accordance with Dörnyei’s (1998) opinion about self-confidence being connected to self-efficacy. It was claimed that self-efficacy is always task-specific (Dörnyei, 1998) and impacted not only students setting goals for themselves but also their achievement of those goals (Zimmerman, Bandura, & Martinez-Pons, 1992). Pearson et al. (2008) examined the effect of student motivation on public speaking course grades. Although the findings of the present study contradict these  researchers’ conclusion that motivation does not have an impact on performance grades and that there is a relationship between motivation and gender, other factors such as locus of control and teacher immediacy found reflection in the interviews with the participants. 

Pearson et al. (2008) relied on the findings of Christophel and Gorham (1995), Chesebro and McCroskey (2001), Jaasma and Koper (1999), Pogue and AhYun (2006) to argue that motivation is related to the students’ loci of control and the teacher’s immediacy. Indeed, two participants of the current study, Ebru and Bahar, up until the middle of the course, believed that their scores were lower than they expected because of activities like “writing and homework” and boring topics (Ebru, individual interview, December 4, 2012) or because of the teacher’s personality: “I can’t get just 24 percent [out of 30 percent, for the mid-term exam]. Last year the lowest score I got from Mehmet hoca was 28 percent (Bahar, personal communication, December 7, 2012). External locus of control of these participants, as it was observed by Seifert (2004), negatively affected their overall motivation, and therefore their achievement. Regarding the factor of teacher immediacy, Thweatt and McCroskey (1998) claim that it is strongly related to the student’s perceptions of teacher credibility in respect of competence, trustworthiness, and caring. Interviews revealed that most students at the beginning of the course could not see a graduate student as a credible and competent teacher, and therefore initially they did not perceive the course as valuable (Wheeless, 1974): 

‘Can someone you don’t know make a lesson that you don’t like interesting?’ That was my first question when a women called Oksana came to our class to improve and help us for public speaking. Can she do it? She doesn’t know us, and vice versa. First, I don’t take it serious but later something changed (...) As I said, when the woman first came to class I thought that she was a new student but later we learned that she came to take her Mastership with us. First, I was a bit complex (perplexed) because it’s really seldom that something like this happens. Some activities and tasks we did in the classroom were interesting and helpful but some other were boring but I did get the information I needed to improve myself (Malika, reflective essay, December 23, 2012)
As the conclusion that students are most motivated by teachers who are perceived to be highly immediate and credible (Thweatt & McCroskey, 1998), it was important for me to start by changing my own behaviour. I tried to make the tasks more interesting and challenging, and at the same time be open to discussion via e-mails or after the class. Crookes and Schmidt (1991) point out that the teachers who work with the low-achieving students on their attitudes tend to change their own expectancies. As a result, high teacher expectancies can lead to students’ success. The same can be said about my expectations for the treatment group students. Maybe, it was not right to foster their achievement by simply setting demanding standards (Zimmerman, Bandura, & Martinez-Pons, 1992). However, trying to assist them whenever needed can be my excuse. Partly as a result of this change, at the end of the course treatment group students reported in their reflective essays that they were more motivated to learn and develop their public speaking competence. 

Changes in students’ public speaking performances after the treatment. The individual sessions conducted with the treatment group students were informed by some NLP techniques as discussed earlier and they were aimed to provide an introduction to the techniques that could help them with preparing and delivering a speech. The results of the experiment are in accordance with other studies on NLP, which are supportive of its use in the educational context (Brunner, 1993; Skinner & Croft, 2009). The group that was taught well-formed goal conditions, modeling, and ‘as-if’ frame techniques resulted in a significant improvement from pre-test to post-test. Regarding the effect size (Pearson r) for the measure related to public speaking competencies, the treatment had a high within-group effect size (r = -.64). Considering that both treatment and non-treatment groups came from one pre-test distribution with the separation between groups determined by the cut-off, the absence of statistically significant difference (r = -.26) between the two group scores at the end of the course demonstrated that teaching the aforementioned NLP techniques did have an effect on the treatment group students. 

Four public speaking competencies (Schreiber et al., 2012), which showed apparent improvement after the treatment were a) use of effective organisational pattern, b) audience adaptation, c) determination of topic and purpose, and d) organisation of speech introduction. All of these competencies can be attributed to the message construction (Quianthy & Hefferin, 1999), or speech content and organisation, which precedes message delivery. The aforementioned competencies could be learned by skills training if a student recognises meaningfulness, value, and the benefits of the tasks even if they are not intrinsically interesting, which means that the student is motivated to learn (Marshall, 1987). Significant improvement of only four of the mentioned above competencies means that the impact of the introduction of NLP strategies was not on the non-motivational problems of the students, but only on their motivation to learn. Taking into account the opinion that motivation is an outcome in itself and that it highly contributes to the students’ academic course attainment (Ames, 1990), increase of students’ motivation to learn can be seen as one of the most positive outcomes of the current study. Further, the negative effects of such factors as CA and PSA mostly manifest themselves physiologically and thus affect message delivery. The non-significant increase of the participants’ competencies related to the delivery category shows that introducing several NLP strategies did not help students to overcome the examined non-motivational factors.

The effect of the introduction of several NLP techniques on general communication apprehension and public speaking anxiety. The findings of this study correspond with what many other researchers have found about the relationship between PSA, general CA and students’ public speaking grades (e.g., Menzel & Carrell, 1994; Behnke & Sawyer, 1999). Results indicate a significant and negative correlation between students’ post-test scores and such variables as self-reported general CA and PSA. Moreover, there was no decline in treatment group students’ level of CA. To explain this result, the findings about the relationship of performance scores and sub-scores of CA for different generalised situations can be considered. It was found that not the public speaking apprehension sub-scores revealed by the PRCA-24 but the small group apprehension sub-scores were significantly related to the performance scores. According to Brydon and Scott (2008), it is not so easy to overcome CA in a public speaking course especially if apprehension is related to the small group context and not to the public speaking situation itself. High small group apprehension can be explained through the fear of peer evaluation (Horwitz, Horwitz, & Cope 1991; Byrne, Flood, & Shanahan, 2012) as it was with one of the treatment group students, Samira, and non-attending students Havva and Fatima. 

In Wan’s (2013) view, EFL students experience double anxiety while speaking in public: PSA and FLA. In the present study this problem, in its worst form, manifested itself in the cases of Samira and Sevgi, who had low levels of oral language proficiency as well. In addition, Beatty (1987) observes that people with high CA try to avoid speaking in front of others and report a high level of anxiety when forced to perform. Samira and Sevgi’s avoidance of in-class practice can be noted as evidence of this. As a result of low language proficiency and avoidance of communication tasks conducted in class, individual sessions for these participants did not appear to be helpful in overcoming their PSA.

Dwyer and Cruz (1998) complicate matters further when they argue that it is not CA that predicts public speaking grade but the personality type (thinking or feeling types). In the present study, this factor was not investigated, but the interviews revealed that for fact-oriented students like Bahar and Dilek, it was easier to organise the speech than, for example, for Yağmur, who appeared to be too sentimental and usually included detailed personal stories in her speeches (Myers, 2010). 

Behnke and Sawyer (1999), relying on the findings of Menzel and Carrell (1994), noted that students who have high PSA spend less time preparing and practicing a speech. They explain that this is the result of procrastination of the preparation and practice until the available time is no longer sufficient for completing the task. Only two treatment group students in the present study reported that they usually spent less time preparing than was needed but they were not among the students with high PSA. Although students who are very anxious about public speaking reported an average total preparation time, they spent less time practicing a speech. This is in accordance with Ayres’ (1996) conclusion that people high in CA spend less time on speaking-oriented activities. 

The factors behind low achievement in a public speaking course: The sources of students’ motivational problems. Some students reported that they were demotivated to prepare and perform the speeches because no one listened to them. This was especially the case when the topic was given by the teacher, and therefore, it was difficult to relate it to their own beliefs and values. In such situations, it was difficult for students to maintain the credibility to make others listen to them. These findings are in accordance with the conclusion of Thweatt and McCroskey (1998) about the importance of source credibility in the learning process. Based on the findings of Wheeless (1974), it is argued that the perceived competence of the speaker is the best predictor of whether the audience will choose to expose themselves to the given information. According to Andersen (1973), the same is true for the classroom environment: Students tend to learn more from speakers they perceive as having higher credibility. This means that requiring the students to present a given topic when they cannot show their credibility is not only demotivating but also not senseless. Brydon and Scott (1997) suggest that “an informative speech is not worth giving unless it is designed to stay with the audience and influence their lives in some way” (p. 353). In relation to this, Myers (2010) pointed out that making the speech more persuasive is important in stimulating the thinking of the students. In order to avoid this pitfall, in the present study, students were asked to include such elements of persuasive speech as ethos (credibility), pathos (emotional appeals), and logos (the proof). 
Another factor behind the low motivation of the students is identified in the literature as presentations in educational contexts being required to be saturated with information. Teachers usually require informative speeches, the goal of which is audience learning (Brydon & Scott, 2008). Indeed, the goal of persuasive speech is difficult to achieve with a single speech, i.e. it is not possible to radically change something about the audience in several minutes (Brydon & Scott, 2008). However, the present study shows that students did not pay enough attention to highly informative speeches. Russian coach on public speaking, Gandapas (2012), argues that factual claims in the educational setting can only be effective when a person higher in status enounces them, or when an assignment will be given on this informative speech. Thus, asking a student to present some factual material to the others, especially if it is not peer or group work, is senseless. For example, when a student in this particular class tried to teach others without internalizing factual material, it was not productive at all. According to Brydon and Scott (2008), the problem of student-to-student informative speeches not receiving any feedback and the audience not taking them seriously can be solved by changing the attitude towards the distinction between informative and persuasive speeches. Brydon and Scott suggest looking at informative and persuasive speeches’ connection as being not “a dichotomous one” but “a continuum” (p. 351). Therefore, students in this study were asked to combine the elements of informative and persuasive speeches and prepare speeches that extend the audience’s knowledge and influenced their behaviour (Brydon & Scott, 2008). Such combination of the elements of informative and persuasive speeches can explain why Gizem was so successful in this class. She always unconsciously chose topics to persuade others to believe or behave in a certain way or to change their opinion. For example, her pre-test and post-test speeches were about disadvantages of Coke and persuading not to drink it, and the other speech was “Fashion,” thus changing her peers’ opinion about current trends in fashion industry. All of the presentations were given in a humorous manner, so the ideas seemed to be perceived without any objection. 

The reasons for low motivation of non-attending students were revealed through their comments about the overall preparation time. The present study found that students who have been studying English for a long time spent significantly less time preparing a speech. At the same time, these students had very low PSA. At first sight, this can be explained simply by the fact that the language proficient students need less time to prepare an effective speech. Yet, this was not the case. The quality of their performance was much lower than that of the others. It was especially the case that native speakers of English, and those who had spent a long time in the United Kingdom, reported a small amount of speech preparation time and showed an average performance. Naila, who took language courses at university in London and lived there for a while, felt that it could be because of the low expectations of the teacher:

When uni [in London] started, I knew that I should study a lot. When I came back here, I compared that university with this one, and they were really different (...) They gave homework, like 2000 – 3000 [word] essays, and we had to do that essay in one month. Before handing work out, they gave us one week – ready week to prepare our essays and present it also. I did lots of presentations there, but I don’t know why I’m nervous here, I really don’t know why.  Here, they expect here that ... the teachers give 200-300 words, but I couldn’t find anything to write, but there 2000 words - I found lots of thing to write, 300 words – I couldn’t find anything to write. I don’t know why, maybe, the topic. There I did lots of research going to the library, trying to find something about my work. It has been nearly two years I’m in this university, but only once I went to the library. (Naila, final exam speech video recording, December 28, 2012)

Thus, low course engagement of one native speaker from the treatment group and four non-attending group students was partly because of the course design that took into account the interests of non-native speakers, and therefore, was not so advanced and challenging for the language proficient students. In order to change this, some pedagogical techniques recommended by Levasseur et al. (2004) for advanced speech courses were applied. They included intensive study of models and extensive self-analysis, which were configured as watching videos of models and their own speeches for the purposes of this course.
Other reasons for low motivation of the students included lack of confidence or overconfidence and absence of intrinsic reinforcement for effort. In the present work, confidence on a task and perceived self-efficacy for academic achievement emerged as relevant concepts (Myers, 2010). According to Myers (2010), people with high sense of self-efficacy are “more persistent, less anxious, and less depressed” (p. 57). Crookes and Schmidt (1991) add that such students are more motivated than those who do not feel themselves competent enough to succeed. Two participants of the study, Samira and Sevgi, did not have strong feelings of self-efficacy, and therefore, did not set ambitious goals for themselves. Maybe, the goals that they set were realistic and matched their current level of language proficiency. Yet, these goals did not help them to achieve advanced public speaking competence. Moreover, Samira was not persistent and avoided practice if possible. Beatty (1987) proved that this is a usual practice for students having high CA level. On the contrary, most of the non-treatment group students, and Ramadan and Ebru from the treatment group tried hard and showed that self-efficacy grows with hard-won achievements (Myers, 2010). Ebru initially was overconfident and did not have intrinsic reinforcement for effort. Towards the end of the semester, she seemed to realise that even very able and language proficient students need to invest enough time and effort to become competent public speakers. She started to attribute outcomes to her efforts and did not relate them to the task difficulty (Crookes & Schmidt, 1991) or external factors such as the teacher’s attitudes/expectations. As a result, she showed advanced public speaking proficiency in the post-test, which also seemed to give her a positive sense of intrinsic motivation.

Conclusion

In this chapter, information about the results and discussion of the findings were presented. First of all, the answer to the question of whether awareness about some NLP techniques had an impact on low-achieving students’ public speaking performances was given. Overall, well-formed goal conditions, modeling, ‘as-if’ frame techniques appear to be successful if used to overcome students’ motivational problems in public speaking courses. 
Secondly, problems raised by the low-achieving students themselves as reasons for their low achievement were discussed. These included low language proficiency, PSA, seeing activities irrelevant, and lack of confidence (low level of self-efficacy). Other factors that were revealed during the course but were not recognised by students as important included FLA, age, CA, insufficient attention, overconfidence, and absence of intrinsic reinforcement for effort.

Next, information about students’ suggestions on how to make a public speaking course more beneficial for the students with both proficient and minimal public speaking competences was considered. Moreover, influence of participants’ relationships on their speaking performance was discussed. At the end of the chapter, discussion of the findings was given. In the final chapter of the thesis, a summary of the findings will be provided together with suggestions for further research.
CHAPTER V

CONCLUSION AND RECOMMENDATIONS
Public speaking competence is essential to acquire for all pre-service teachers. At the same time, we know little about what factors affect this process and what are the tools that can help students to overcome difficulties they face in public speaking courses (De Grez, Valcke, & Roozen, 2009). This study attempted to extend the knowledge on students’ public speaking competence development by analysing the factors that influence it and examining the effectiveness of some interventions (i.e., Neuro-Linguistic Programming (NLP) techniques of well-formed outcomes, modeling, and ‘as-if’ frame) in supporting students to gain proficiency in that field. In this chapter, the summary of findings, practical implications, and recommendations for further research are given. 

Summary of the Findings
Effect of some NLP techniques on treatment group students’ public speaking competence.  The form in which NLP techniques such as ‘as-if’ frame, well-formed outcomes, and modeling were used in this study with the treatment group students seemed to support the students’ acquisition of public speaking skills. In the post-test, one of the participants in the treatment group showed ‘advanced’ level of proficiency, two others became ‘proficient,’ and another two treatment group students increased their public speaking proficiency from being ‘minimal’ to ‘basic’ (Schreiber, Paul, & Shibley, 2012).  The advanced and proficient levels appeared to correspond with Dreyfus and Dreyfus’ (1986) ‘competent’ skill acquisition level, whereas basic proficiency in Schreiber et al.’s  (2012) scale seems to be close to  Dreyfus and Dreyfus’ (1986)  ‘advanced beginner’ level.  Thus, three out of five students  in the treatment group appeared to attain ‘competence’ in public speaking. 

It was found that NLP techniques could influence the ‘motivation’ dimension of the concept of competence (Spitzberg & Cupach, 1984). It also seems that students’ course-specific categories of motivation such as attention, relevance, satisfaction, and confidence (Keller, 1983, 1987; Crookes & Schmidt, 1991; Dörneyi, 1994) were influenced by the treatment. This was evident as students being more engaged with the course, showing more intrinsic reinforcement for effort, and showing more diligence due to accepting the activities as relevant. However, two treatment group students who reported low self-confidence (and their interview statements revealed a low sense of self-efficacy) did not demonstrate noticeable increase in their confidence in the post-test. The main reason for that emerged as their lack of English language skills.

Furthermore, NLP techniques that were used did not help to eliminate treatment group students’ self-perceived Public Speaking Anxiety (PSA) and general Communication Apprehension (CA). The reason for some students not being able to get rid of unpleasant feelings about the speech is that the NLP techniques of well-formed outcomes, modeling, and ‘as-if’ frame are not intended to work on those problems. There are several other techniques for that purpose such as Time Line Therapy and Swish Pattern, which were not used in the current study. However, using Behavioural Assessment of Speech Anxiety (BASA) (Mulac & Sherman, 1974) did not reveal apparent behavioural manifestations of PSA except for one student who, in addition to PSA, had a high level of CA. Thus, perceived PSA of the students did not affect their scores, and it seems that it did not influence the process of mastering public speaking competencies as well. It was also discussed that moderate physiological arousal, which the students tended to refer to as ‘anxiety’, is necessary to perform effectively.
Factors affecting the performances of the treatment and non-attending group students. The present study brought to light the problems raised by the low-achieving students themselves as reasons for their low achievement. These included low English language proficiency, PSA, seeing activities irrelevant, and lack of confidence (low level of self-efficacy in this domain). 

For three students from the treatment group, lack of language skills emerged as the main reason of low achievement in a public speaking course. This study discussed how low levels of English proficiency influenced mastering such basic performance standards as clear language, effective nonverbal behaviour (eye contact, displaying high levels of poise and confidence), and effective use of vocal expression and paralanguage (along with avoiding fillers) (Schreiber et al., 2012). Second, treatment group students reported experiencing moderately high or high PSA. According to Pearson, Child, Herakova, Semlak, and Angelos (2010), perceptions of speech anxiety are not necessarily shown in behaviour. It was discussed that handling PSA can be seen as one of the public speaking competencies. Thus, a competent speaker can control PSA by using, for example, visual imagery and relaxation techniques. Next, the students who showed low engagement with the course also reported perceived irrelevance of the activities, the descriptions of which were usually sent to them via e-mail. A simple explanation for that could be the absence of those students when the instruction and discussion of the tasks were provided in-class. It can be also possible that these students were overconfident due to their native or native-like language proficiency and got bored because some activities were adapted for non-native speakers due to the EFL nature of the context. Finally, lack of self-confidence was used by students as a cover term to explain most of the difficulties that they experienced in a public speaking course. Generally, protecting self-esteem, fear of losing face, negative effect of peer influence were underlying factors for the statements about lack of confidence.

Other factors that were revealed during the course but were not recognised by students as important included Foreign Language Anxiety (FLA), CA, age, insufficient attention, overconfidence, and absence of intrinsic reinforcement for effort. To begin with, FLA emerged as a distinct theme in the interviews with two students who had low language proficiency. These participants were afraid of negative evaluation from their peers or the main lecturer because of their self-perceived low language ability. Second, general CA, which considers a person’s apprehension in interpersonal (dyadic), small group, large group, and public speaking contexts, highly affected the performance of one specific student. Considering the whole group perspective, small group apprehension was found to be significantly correlated with the post-test scores. Therefore, this study discussed the influence of in-group relationships on the quality of their performances. It was found that some students did not perceive the atmosphere in the class as pleasant, and some were afraid of not meeting the expectations of their friends, which is a consequence of peer influence (Burns & Darling, 2002). The third reason for low achievement identified by this study was age. Among the participants was one mature-age student who could not establish close/more than neutral, empathetic relationships with the group. This influenced her perception of the audience as being critical towards her, which in turn has negative effects on her speech delivery (e.g., having self-focused attention, being tense). Other factors, such as insufficient attention, overconfidence, and absence of intrinsic reinforcement for effort, emerged in the interviews with one treatment group and all non-attending group students. All of these factors are major determinants of motivation (Keller, 1987). 

Motivation is an essential component of public speaking competence. In the case of non-attending group students (two of them were native speakers of English, and another two had native-like oral language proficiency; all of them reported significant prior public speaking experience), all had knowledge and skills to perform effectively but lack of the third essential component of competence (i.e., motivation) led to inadequate preparation and practice, and thus affected their chances to develop expertise in public speaking domain (Spitzberg & Cupach, 1984). In addition to these non-attending students, a treatment group student (a native speaker of English), despite being not motivated to learn initially, was able to utilise her language skills, prior experience, and well-formed outcomes technique to perform powerfully in the post-test.

The sources of students’ lack of motivation in a public speaking course. This study found that failure to maintain credibility while giving a speech, not being trained to give persuasive speeches, the common tendency to give a speech to get a good grade instead of sharing some valuable information were some sources of students’ motivational problems. First of all, the treatment group students mentioned the failure to maintain credibility and to make others to listen to them as a factor affecting their motivation. This finding was interpreted by Wheeless’ (1974) argument that the perceived competence of the speaker is the best predictor of selective exposure behaviour and Andersen’s (1973) claim that students tend to learn more from speakers they perceive as having higher credibility. Credibility is an essential component of giving persuasive speeches. For that reason, by saying that other students did not listen to them, the students were also saying that they did not know how to make others to listen and that they were not trained to give speeches, especially persuasive ones. Next, it seems that the non-attending group and some treatment group students did not see the meaning of giving public speeches except for getting a good grade and practising speaking skills (but peer or group works seemed to be equally effective for those purposes). This inability to establish credibility (incorporate elements of a persuasive speech), to make a public speech valuable practice both for themselves and for the audience, and to find a sense of fulfilment in the process of giving speeches seems to distinguish the treatment group students from the non-treatment group who have already mastered public speaking proficiency (motivation being one of three main components within it) (Dreyfus & Dreyfus, 1986). 

Practical Implications

Based upon the results presented above, it can be assumed that focusing on persuasive as well as informative speeches within a communication course may improve students’ public speaking competence. In addition to the course content, supporting students in dealing with their motivational problems and improving language proficiency levels also seem crucial. This study demonstrated that competence involves motivation, knowledge, and skills dimensions, and focusing on all these elements makes it possible for a student to gain proficiency. 

This study also provides several suggestions on how to develop public speaking competences and how to make a speech course more beneficial. First of all, it is suggested to practise a speech in a small group before presenting it to the whole class. In this way, a speech could be subjected to group criticism and necessary changes can be made (Levasseur, Dean, & Pfaff, 2004). It seems also that a presenter will feel the support of a smaller group while giving a speech to the whole class and thus will experience less anxiety. Another suggestion made by a participant was using a mirror to polish the delivery style. Brydon and Scott (2008) also point out that using a mirror is a good way of managing PSA. Another specific type of practice that all students could employ is recording the voice “to see the speed” (Malika, group interview, December 28, 2012). This strategy was used by a participant to fit into the stated time frame, which along with adapting the speech to the situation/occasion, could be seen as one of the key public speaking competencies (Schreiber et al., 2012). 

The most proficient speaker in the group suggested several techniques for improving students’ performances in an advanced speaking course. First of these was to imagine that you are presenting in front of your students each time when practising a speech. Russian coach on public speaking, Gandapas (2012) argues that for a competent speaker to become a professional (Dreyfus & Dreyfus, 1986), it is better to write only an outline of the speech and then practise each part of the speech out loud. Gandapas (2012) claims that the structure of a spoken speech is quite different from the structure of a written text. Therefore, a competent speaker should not write the body of the speech and practise it orally. Only the introduction and conclusion parts should be written and maybe memorised as they are the most anxiety-provoking stages of a performance. However, this technique is useful only for the competent speakers, who wish to gain proficiency. Thus, the most advanced speaker in this class intuitively knows this, hence her claim “I can’t study silently, I can’t read and try to memorise – I can’t do it. I can memorise words easily, but it’s not effective for me to do it silently” (Gizem, individual interview, December 28, 2012). 

Inviting a professional public speaker to the class (e.g., some businessman) was also suggested by a student at the end of the course. Inviting a professional speaker can provide a ‘model’ for the students and help them to analyse the style and adopt the effective techniques used by this speaker. Similarly, Levasseur et al. (2004) point out that modeling in an advanced speech course can be used as a central pedagogical technique. They mention different ways of how to expose students to model speakers (e.g., showing videotapes of famous speakers, showing speeches of former students, and giving a model speech by the teacher him/herself). Nimocks et al. (2001) add that modeling in a speech course can be successfully used to help students to overcome their CA and PSA. 

Recommendations for Further Research
The results of this study have revealed the need for more information concerning the perceived characteristics and the influence of the course instructor and the course itself to analyse the students’ public speaking competence development. It can be assumed that anxiety related difficulties that students face may be initiated by some external factors such as teacher’s identity, the atmosphere in the class (social relationships between the students, as well as between students and a teacher), and the instructional design. In addition, there was lack of reliable data in the current study to claim the trustworthy reasons for some students not attending the class. Therefore, students’ poor attendance or absenteeism in a public speaking course need to be investigated more deeply. 

The limited number of participants in this study did not allow parametric significance tests to be applied in relation to some factors. Therefore, the studies of competence development involving larger number of participants are required. Moreover, investigation of whether using a variety of other NLP techniques could help students to deal with such problems as perceived PSA, CA, or effects of negative prior experience with public speaking is needed.  
Conclusion

Identifying the factors which influence public speaking competence development and examining the possible ways which could help students acquire necessary knowledge and skills, stay motivated and engaged throughout a course are important issues for each language teacher. These are even more important if the course being taught is a speaking course. 

Determining the relationships among learners’ characteristics, the baggage of knowledge, affective variables they come to class with and the quality of their speech performances provide a description of what kind of student could easily become a competent public speaker. This study showed that if a student has enough language proficiency, can deal with stressful situations (managing PSA), sees personal relevance of acquiring presentational skills, is persistent in this process, exerts enough effort to practise and learn new theory, and has a strong sense of self-efficacy, then that student can master public speaking competence. 
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	Appendix A

Public Speaking Competence Rubric (PSCR), PSCR Individual Student Score Sheet, and Proficiency Rating Scale


	Table A1

Public Speaking Competence Rubric (Schreiber et al., 2012)

	Performance standard

The student...
	Assessment Criteria

	
	Advanced

4
	Proficient

3
	Basic

2
	Minimal

1
	Deficient

0

	1. Selects a topic appropriate to the audience and occasion
	Topic engages audience; topic is worthwhile, timely, and presents new information to the audience
	Topic is appropriate to the audience and situation and provides some useful information to the audience
	Topic is untimely or lacks originality; provides scant new information to audience
	Topic is too trivial, too complex, or inappropriate for audience; topic not suitable for the situation
	A single topic cannot be deduced

	2. Formulates an introduction that orients audience to topic and speaker
	Excellent attention getter; firmly establishes credibility; sound orientation to topic; clear thesis; preview of main points cogent and memorable
	Good attention getter; generally establishes credibility; provides some orientation to topic; discernible thesis; previews main points
	Attention getter is mundane; somewhat develops credibility; awkwardly composed thesis; provides little direction for audience
	Irrelevant opening; little attempt to build credibility; abrupt jump into body of speech; thesis and main points can be deduced but are not explicitly stated
	No opening technique; no credibility statement; no background on topic; no thesis; no preview of points

	3. Uses an effective organizational pattern
	Very well organized; main points clear, mutually exclusive and directly related to thesis; effective transitions and signposts
	Organizational pattern is evident, main points are apparent; transitions present between main points; some use of signposts
	Organizational pattern somewhat evident; main points are present but not mutually exclusive; transitions are present but are minimally effective
	Speech did not flow well; speech was not logically organized; transitions present but not well formed
	No organizational pattern; no transitions; sounded as if information was randomly presented


	Table A1 (Continued)

	Performance standard

The student...
	Assessment criteria

	
	Advanced

4
	Proficient

3
	Basic

2
	Minimal

1
	Deficient

0

	4. Locates, synthesizes and employs compelling supporting materials
	All key points are well supported with a variety of credible materials (e.g., facts, stats, quotes); sources provide excellent support for thesis; all sources clearly cited
	Main points were supported with appropriate material; sources correspond suitably to thesis; nearly all sources cited
	Points were generally supported using an adequate mix of materials; some evidence supports thesis; source citations need to be clarified
	Some points were not supported; a greater quantity/quality of material needed; some sources of very poor quality
	Supporting materials are nonexistent or are not cited

	5. Develops a conclusion that reinforces the thesis and provides psychological closure
	Provides a clear and memorable summary of points; refers back to thesis/big picture; ends with strong clincher or call to action
	Appropriate summary of points; some reference back to thesis; clear clincher or call to action
	Provides some summary of points; no clear reference back to thesis; closing technique can be strengthened
	Conclusion lacks clarity; trails off; ends in a tone at odds with the rest of the speech
	No conclusion; speech ends abruptly and without closure

	6. Demonstrates a careful choice of words
	Language is exceptionally clear, imaginative and vivid; completely free from bias, grammar errors and inappropriate usage
	Language appropriate to the goals of the presentation; no conspicuous errors in grammar; no evidence of bias
	Language selection adequate; some errors in grammar; language at times misused (e.g., jargon, slang, awkward structure)
	Grammar and syntax need to be improved as can level of language sophistication; occasionally biased
	Many errors in grammar and syntax; extensive use of jargon, slang, sexist/racist terms or mispronunciations

	7. Effectively uses vocal expression and paralanguage to engage the audience
	Excellent use of vocal variation, intensity and pacing; vocal expression natural and enthusiastic; avoids fillers
	Good vocal variation and pace; vocal expression suited to assignment; few if any fillers
	Demonstrates some vocal variation; enunciates clearly and speaks audibly; generally avoids fillers (e.g., um, uh, like)
	Sometimes uses a voice too soft or articulation too indistinct for listeners to comfortably hear; often uses fillers
	Speaks inaudibly; enunciates poorly; speaks in monotone; poor pacing; distracts listeners with fillers


	Table A1 (Continued)

	Performance standard

The student...
	Assessment criteria

	
	Advanced

4
	Proficient

3
	Basic

2
	Minimal

1
	Deficient

0

	8. Demonstrates nonverbal behaviour that supports the verbal message
	Posture, gestures, facial expression and eye contact well developed, natural, and display high levels of poise and confidence
	Postures, gestures and facial expressions are suitable for speech, speaker appears confident
	Some reliance on notes, but has adequate eye contact, generally avoids distracting mannerisms
	Speaker relies heavily on notes; nonverbal expression stiff and unnatural
	Usually looks down and avoids eye con-tact; nervous gestures and nonverbal behaviours distract from or contradict the message

	9. Successfully adapts the presentation to the audience
	Speaker shows how information is personally important to audience; speech is skillfully tailored to audience beliefs, values, and attitudes; speaker makes allusions to culturally shared experiences
	Speaker implies the importance of the topic to the audience; presentation is adapted to audience beliefs, attitudes and values; an attempt is made to establish common ground
	Speaker assumes but does not articulate the importance of topic; presentation was minimally adapted to audience beliefs, attitudes, and values; some ideas in speech are removed from audience’s frame of reference or experiences
	The importance of topic is not established; very little evidence of audience adaptation; speaker needs to more clearly establish a connection with the audience
	Speech is contrary to audience beliefs, values, and attitudes; message is generic or canned; no attempt is made to establish common ground

	Additional Performance Standards (To be added to grading rubric as needed)



	10. Skillfully makes use of visual aids
	Exceptional explanation and presentation of visual aids; visuals provide powerful insight into speech topic; visual aids of high professional quality
	Visual aids well presented; use of visual aids enhances understanding; visual aids good quality
	Visual aids were generally well displayed and explained; minor errors present in visuals
	Speaker did not seem well practiced with visuals; visuals not fully explained; quality of visuals needs improvement
	Use of the visual aids distracted from the speech; visual aids not relevant; visual aids poor professional quality


	Table A1 (Continued)

	Performance standard

The student...
	Assessment criteria

	
	Advanced

4
	Proficient

3
	Basic

2
	Minimal

1
	Deficient

0

	11. Constructs an effectual persuasive message with credible evidence and sound reasoning
	Articulates problem and solution in a clear, compelling manner; supports claims with powerful/credible evidence; completely avoids reasoning fallacies; memorable call to action
	Problem and solution are clearly presented; claims supported with evidence and examples; sound reasoning evident; clear call to action
	Problem and solution are evident; most claims are supported with evidence; generally sound reasoning; recognizable call to action
	Problem and/or solution are somewhat unclear; claims not fully supported with evidence; some reasoning fallacies present; call to action vague
	Problem and/or solution are not defined; claims not supported with evidence; poor reasoning; no call to action

	©Lisa Schreiber (2010), as cited in Schreiber et al. (2012)


	Table A2

PSCR Individual Student Score Sheet (Schreiber et al., 2012)

	Name or participant ID no. _______________

	Performance standards

	Advanced

4
	Proficient

3
	Basic

2
	Minimal

1
	Deficient

0
	Score

	The Student. . . .

1. Selects a topic appropriate to the audience and occasion

2. Formulates an introduction that orients audience to topic and Speaker

3. Uses an effective organizational pattern

4. Locates, synthesizes, and employs compelling supporting materials

5. Develops a conclusion that reinforces the thesis and provides psychological closure

6. Demonstrates a careful choice of words

7. Effectively uses vocal expression and paralanguage to engage the Audience

8. Demonstrates nonverbal behaviour that supports the verbal Message

9. Successfully adapts the presentation to the audience

10. Skillfully makes use of visual aids

11. Constructs an effectual persuasive message with credible evidence and sound reasoning



	Total score

Total divided by no. of relevant categories

Public Speaking Proficiency Rating

	© Lisa Schreiber, Gregory Paul, and Lisa Shibley (2012)


	Table A3

Proficiency Rating Scale (Schreiber et al., 2012)

	4.00 – 3.25

3.24 – 2.75

2.74 – 2.25

2.24 – 1.00

.99 - 0
	
	Advanced

Proficient

Basic

Minimal

Deficient

	© Lisa Schreiber, Gregory Paul, and Lisa Shibley (2012)


Appendix B

Listening Quiz

Last two lessons you watched the presentations of your classmates. The aim of this quiz is to see the level of your listening skills and also to point to the advantages and weaknesses of your speeches. Please answer to all questions given under the description of your own and your classmates’ speeches.

“To listen is an effort, and just to hear has no merit. A duck hears also” 

(Igor Stravinsky, as cited in Brydon & Scott, 2008, p. 107)

Bahar (the speech lasts 00:04:48). “Wedding”

Organisation of Bahar’s speech was:

·  Greeting

·  Introduction (why she chose this topic)

·  Body:

· Preview (she told us what she were going to cover before she actually begun the body of the speech)

· Traditional wedding ceremonies in TRNC (past – her grandmother’s experience; present)

· Wedding traditions in Pakistan and Ukraine (two examples)

· Her dream wedding

·  Conclusion (quotation, her own opinion)

Question:

Which structure did Bahar choose to help her listeners follow the speech? Circle the right answers:

1) Problem/Solution (in which an examination of the problem is followed by a proposed solution).

2) Chronological structure, or Past-present-future (where the key points are given in a natural time-sequence order, audiences find it easy to follow a logical time pattern).

3) Topical structure (you list the points in their order of significance with the most important at the beginning).

4) Spatial pattern (you can begin with the particular and move to general, or examine the big picture and then show how it applies to the audience), Location (topic is divided into different geographical locations).

5) Theory/practice (you outline the theory and then show how it works in practice).
Aygül (00:05:51). “What’s happening to cash?”

1) Position and posture

During the presentation, Aygül was standing behind the table. What do you think about this position? How can it be perceived?

____________________________________________________________________________________________________________________________________

2) Deciding on a purpose

Why do you think Aygül chose this topic about cash and credit cards? (specific purpose)

__________________________________________________________________

Choose the general purpose that can be reason to choose and discuss this topic in the class:

a) to inform others about things they do not already know

b) to persuade others to believe or behave on a certain way (to change people’s opinion or to reinforce social values)

c) to entertain by sharing an enjoyable experience.

Gizem (00:06:14). “Disadvantages of Coke”

Non-verbal language includes  ______

a) Posture and facial expression

b) Gestures and eye communication

c) Both A and B

General purpose of Gizem’s speech was  _______

a) To inform

b) To persuade

c) To entertain

Aslan (10 minutes). “Politics” 

Aslan spoke about the term “politics”, forms of government by socio-economic attributes (like capitalism, communism, socialism), Turkey/other countries relations, etc. 

Questions:

1) The structure of Aslan’s presentation was ______

a) Problem / Solution.

b) Chronological structure, or past-present-future.

c) Topical structure. 

d) Spatial pattern.

e) Theory / practice.

2) Can you state the central idea (thesis statement) in his speech?

__________________________________________________________________

Yağmur (9 minutes). “Two months with my father and brother (in Germany)”

1) What was in this speech for the audience? Why is it in group’s personal or professional interest to listen to Yağmur’s speech about her personal experience?

____________________________________________________________________________________________________________________________________
2) Personal experience speeches do not need advance preparation. True  False

Naila (00:04:12). “Smoking”

[Introduction =15% of the speech]

My name is Naila. Today I’m going to discuss my presentation, and I’m going to talk about smoking. Firstly, I’d like to explain what /are cigarettes/, then I’ll list what in cigarettes. Secondly, I’ll explain few disadvantages of smoking, and kind of diseases. Thirdly, I’ll explain why people smoke, and give examples. And before I conclude my presentation I’ll give 6 tips on how to stop smoking.

[Transition] Let’s begin.

[Main part, body = 75%] 

Firstly, cigarette is a...

[transition] And now I want to explain few disadvantages of smoking.

Firstly, when you are smoking...

[transition] And now I’ll mention some diseases.

...

[transition] And now I want to explain why people smoke.

...

[question for the audience] Why people are smoking? What do you think?

[transition] And before I conclude my presentation, I want to give 6 tips of

how to stop smoking.

...

[Transition] And to sum up, I’d like to say that smoking is not good.

[Conclusion = 10%]...

Questions

1. How many points (max. is 5) can we give for adherence to time limit (7-10 minutes were required)?   _________

2. The preview of a speech alerts the listeners to the main points you will discuss in the body of your speech.    True   False
3. It is important to begin with an attention-getting opener (= hooks that a presenter uses at the beginning of a presentation to get the listeners’ attention) as long as you have a preview of main points.   True    False
4. A good speech has a transition  ________

a) after the introduction + before the conclusion;

b) between points of the preview;

c) none of the above.

5. Transitions within the body of the speech should  _______

a) review the subtopic just presented;

b) preview the next section of  the speech;

c) both a) and b)

6. An introduction has four basic functions:

- gaining the interest of the audience;

- showing how the topic relates to them;

- establishing rapport with the audience;

- setting the expectations of the audience and then surpassing them in the body.

Use this information and rewrite Naila’s introduction:

__________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________
Ebru (00:03:09) ____________________ (Please, put here the topic of Ebru’s speech)
1) How many points (max is 5) can we give for adherence to time limit (7-10 minutes were required)?  _________

2) What do you remember about Ebru’s presentation? Topic? Stories?

________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________
3) Posture: Standing vs. Sitting

The advantages of standing are:

-  _____________________________

-  _____________________________

-  _____________________________

Ramadan (00:05:04). “Space”

“Hello everyone. Shall I start? Hello everyone. My name is Ramadan. And today I’m going to talk about space. First of all, space is the area that out of Earth atmosphere. The dimension of space is not predictable [then Ramadan is talking about recent research results in this field, about USA and Russia – “the most improved countries about the space”, about first animals (Laika) and humans in space (Yuri Gagarin, Neil Armstrong), about the Sun and other suns]. To sum up, I want to talk about a picture that was sent from the spaceship of NASA. Two weeks ago a spaceship sent a picture from the Moon, and you can see that... frozen water. I mean, it’s certain that you can find any other places to live out there in the space. That’s all. Thank you for listening”.

Questions

1) Can you state the central idea (thesis statement) in his speech?

_________________________________________________________

2) According to Kushner and Yeung (2006), the audience has several questions that they want answered within the first few minutes of your talk: 

Who are you? (Do you have any experience?)

What are you going to talk about?

Why should I listen? (What’s in it for me?)

How are you going to make this interesting?

How can Ramadan change his Introduction to answer these questions?

________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________

Timur (00:06:28). “Racism”

Which structure did Timur choose to help his listeners follow the speech? 

1) Problem/ Solution (in which an examination of the problem is followed by a proposed solution).

2) Chronological structure, or Past-present-future (where the key points are given in a natural time-sequence order, audiences find it easy to follow a logical time pattern).

3) Topical structure (you list the points in their order of significance with the most important at the beginning).

4) Spatial pattern (you can begin with the particular and move to general, or examine the big picture and then show how it applies to the audience), Location (topic is divided into different geographical locations).

5) Theory / practice (you outline the theory and then show how it works in practice).

Appendix C

Course Outline

Course Title: Public Speaking and Presentations

Course Code: ELT 222

	W
	DATES
	CONTENT
	ACTIVITIES, TECHNIQUES
	NOTES

	1
	8 Oct—12 Oct

1 lesson
	Orientation 

	2
	15 Oct—19 Oct 

3 lessons
	Checking  the prior knowledge: assignment and audience analysis, general/specific purposes, speech topic, thesis statement, resources for preparing, organization of speech
	
	19th – Quiz I

	3
	22 Oct—26 Oct 

2
	Enriching the prior knowledge: assignment and audience analysis, general/specific purposes, speech topic, thesis statement, resources for preparing, organization of speech
	
	Quiz I

	4
	29 Oct—2 Nov

1
	Listening skills
	
	Listening quiz

	5
	5 Nov—9 Nov

3
	Managing speech anxiety: Physiological arousal vs. speech anxiety
	Practice: free topic.

Positive visualization, reframing
	9th of Nov – Mid-term exam presentations

	6
	12 Nov—16 Nov

3
	Informative speech. Supporting the message
	
	12th and 16th – Mid-term exam presentations

	7
	19 Nov—23 Nov
	Mid-term exam week

	8
	26 Nov—30 Nov

3
	Common organizational patterns
	Practice. General topic:  “Problems of the university students”
	

	9
	3 Dec—7 Dec

3
	Group presentations
	Practice: speeches on the video clips (Stefanie Sun, “The Kingdom of Fools”; Oceanship, “Hotblack”; Beyonce, “I was here”)
	Quiz II

	10
	10 Dec—14 Dec

3
	Persuasive speech basics.

Delivery: Engaging the audience
	rapport
	Quiz II

(Analysis of the model speakers due)

	11
	17 Dec—21 Dec

3
	
	
	Final exam



	12
	24 Dec—28 Dec 

3
	
	
	Final exam

(Reflective essay due)

	13
	 31 Dec—4 Jan
	
	
	

	14
	4 Jun—14 Jun
	


Assessment Breakdown                                                        
Percentage (%)
	1
	Quiz I  (oral performance)
	10 %

	2
	Listening quiz
	additional 5%

	3
	Mid-term exam (oral performance)
	30 %

	4
	Analysis of the model speakers
	additional 5%

	5
	Quiz II (oral performance)
	10%

	6
	Reflective essay
	10 %

	7
	Final exam presentation (oral performance)
	40 %


Appendix D

Direct Observation Assessment Form used in addition to the PSCR to Assess Final Exam Speeches

	ELT 222
	FINAL EXAM (40% = 107 points max.)
	Comments

	
	Delivery 15% (40 points: eye contact, handling PA = 10 points max., others-5 max.)
	Content 15% (40 points)
	Card 10% (27 points)
	

	№
	Student number
	Name
	Surname
	Body language
	eye contact
	volume of voice
	rate
	intelligibility
	Handling PA
	adh. to  TL
	Audience analysis
	introduct.
	outline
	Clear pattern
	Lang.use
	supporting materials
	conclusion
	CARD
	Delivery
	Content/

Card requirements

	Corresponding PSCR items
	8
	8
	7
	7
	7
	8
	-
	9
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	3
	3
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	4
	5
	1, 11
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Appendix E

Requirements for the Final Speech (Cards)

10-minute presentation

Visual aids: you can use photos, pictures

Don’t miss the opportunity to change the world – for the better.

CARD 1 

Purpose: to motivate and persuade the group to do/learn something after your presentation

                OR to explore / debate / negotiate

Topic: any topic which is extremely ‘new + interesting +beneficial’ for other students

Introduction should include: 

·  a personal story for a purpose (+why did you choose this topic?)

· preview

Pattern of organization: problem/solution

Body (no more than 5 main points; +supporting material, examples) should include:
· rhetorical questions

· comprehension questions

· an assortment of transitions (teasers, http://emedia.leeward.hawaii.edu/lrc/handouts/Revised_Transitional%20Words%20worksheet%2004%203%202007.pdf)

· startling statistics (see http://www.statistics.gov.uk/hub/index.html, http://www.turkstat.gov.tr/Start.do): numerical data that is so surprising that it just grabs your attention, for example, in the speech about recycling: “In 2000, people in the UK bought  5 billion aluminium drinks cans. Only 42% of them were recycled. So 2,900,000,000 cans were thrown away, over 331,000 cans every hour of every single day (show a picture of 331,000 cans)”.

Conclusion should include:

· summary of main points (e.g., ‘Now, in my 2 remaining minutes, let me remind you of what we’ve discussed...’, ‘What can we learn from all this?..’)

· conclusion/result/inference 

· quotation (it should sound as a final note, conclusion)

Additional information: 

· extemporaneous delivery

· share your experience (establishing credibility: show that you know the topic very well, perhaps you have researched it, or it’s one of your interests)

· you are speaking to small group (1-15 sts), therefore, you do need to break up your monologue to include the listeners occasionally = use interest prompts (e.g., a change of position, do smth unexpected, involve the audience by asking a comprehension question, ask to express their thoughts, use humour, involve the audience in action, initiate a question-answer section after the presentation)

CARD 2 

Purpose: persuade the group to do/learn something after your presentation

                OR to explore / debate / negotiate

Topic: any topic which is extremely ‘new + interesting +beneficial’ for other students

Introduction should include: 

· quotation for a purpose (http://www.quotationspage.com/)

· preview

Pattern of organization: chronological (past/present/future)

Body (no more than 5 main points; +supporting material, examples) should include:
· rhetorical questions

· comprehension questions

· an assortment of transitions (http://writing2.richmond.edu/writing/wweb/trans1.html)

· analogy (it is a comparison that highlights similarities/differences between 2 objects or concepts)

· real examples

Conclusion:

· summarize the main points
· leave the audience with a thought-provoking question 
Additional information (see Card 1)

CARD 3

Purpose: persuade the group to do/learn something after your presentation

Topic: any topic which is extremely ‘new + interesting +beneficial’ for other students, smth that your friends don’t know

Introduction (you can sing it): 

· why did you choose this topic?

· emphasise the subject’s importance (why your friends should listen?)

· preview

Pattern of organization: topical (this is a free form pattern when you divide the topic into logical segments based on your own instinct, judgement and common sense)
Body (no more than 5 main points; +supporting material, examples) should include:
·  rhetorical questions

· comprehension questions

· an assortment of transitions (http://emedia.leeward.hawaii.edu/lrc/handouts/Revised_Transitional%20Words%20worksheet%2004%203%202007.pdf)

· quotation

Conclusion:

· summarize

· tell an anecdote (or story) for a purpose (it should sound as a final note, conclusion)

Additional information (see Card 1)

CARD 4 

Purpose: persuade the group to do/learn something after your presentation

                OR to explore / debate / negotiate

Topic: any topic which is extremely ‘new + interesting +beneficial’ for other students

Introduction: 

· show that you have smth in common with the audience, develop a common bond 

Pattern of organization: cause/effect pattern (you state a cause and then identify its effect)

Body (no more than 5 main points; +supporting material, examples) should include:
· rhetorical questions

· comprehension questions

· an assortment of transitions (http://writing2.richmond.edu/writing/wweb/trans1.html)

· story = example

Conclusion:

· summarize

· call for action

Additional information (see Card 1)
CARD 5

Purpose: to motivate and persuade the group to do/learn something after your presentation

Topic: any topic which is extremely ‘new + interesting +beneficial’ for other students

Introduction: 

· tell a personal story for a purpose (+why did you choose this topic?)

· show your knowledge of the audience

· preview

Pattern of organization: divide a word (pick a word and build your speech around each letter of the word).

Body (no more than 5 main points; +supporting material, examples) should include:
· real & hypothetical examples

· rhetorical questions

· comprehension questions

Conclusion:

· summary of main points

·  quotation (it should sound as a final note, conclusion)

Additional information (see Card 1)

CARD 6

Purpose: persuade the group to do/learn something after your presentation

Topic: any topic which is extremely ‘new + interesting +beneficial’ for other students

Introduction: 

· think about good title for your presentation and use it as part of your introduction (see http://www.reximedia.com/blog/bid/46915/Presentations-Need-Strong-Titles)

· preview

Pattern of organization: problem/solution

Body (no more than 5 main points; +supporting material, examples):

· rhetorical questions

· comprehension questions

· use an assortment of transitions (http://writing2.richmond.edu/writing/wweb/trans1.html)

Conclusion:

· summary

· conclusion /result/inference

· (additional) recite a poem (2 lines)

Additional information (see Card 1)

CARD 7 

Purpose: persuade the group to do/learn something after your presentation

Topic: any topic which is extremely ‘new + interesting +beneficial’ for other students

Introduction: 

· use any fact (of course, related to your topic & purpose) about the date you’re speaking on, the event that happened ‘today’

· preview

Pattern of organization: chronological pattern (past/present/future)

Body (no more than 5 main points; +supporting material, examples) should include:
·  rhetorical questions

· comprehension questions

· an assortment of transitions (http://writing2.richmond.edu/writing/wweb/trans1.html)

· (additional) observations

Conclusion:

· summarize
· refer back to the opening
Additional information (see Card 1)

CARD 8 

Purpose: persuade the group to do/learn something after your presentation

Topic: any topic which is extremely ‘new + interesting +beneficial’ for other students Introduction should include: 

· rhetorical question

· preview

Pattern of organization: problem/solution

Body (no more than 5 main points; +supporting material, examples):
· rhetorical questions

· comprehension questions

· use an assortment of transitions (http://writing2.richmond.edu/writing/wweb/trans1.html)

· use repetition (repetition refers to repeating a group of words in an identical rhythm. It’s used to dramatise one section, or one sentence of the speech: “It’s our children who will suffer if we don’t do smth about global warming. It’s our children who will see the seas rise and overwhelm their homes. It’s our children who will ask us why we did nothing”)
· quotation
Conclusion:

· summary

· conclusion /result/inference

Additional information (see Card 1)

CARD 9 

Purpose: persuade the group to do/learn something after your presentation

Topic: any topic which is extremely ‘new + interesting +beneficial’ for other students

Introduction should include: 

· an anecdote related to your topic

· preview

Pattern of organization: extended metaphor or analogy (this pattern uses a comparison of 2 items as a way of organizing the entire presentation. “Today I’ll talk about how giving a presentation is like the flight of an airplane. We’ll talk about the takeoff, the landing, the flight, the passengers, and the control tower. The takeoff is the introduction...”)

Body (no more than 5 main points; +supporting material, examples) should include:
· rhetorical questions

· comprehension questions

· use an assortment of transitions (http://writing2.richmond.edu/writing/wweb/trans1.html)

· real examples

· quotation

Conclusion:

· summarize

· ask a thought-provoking question
Additional information (see Card 1)

CARD 10

Purpose: persuade the group to do/learn something after your presentation

Topic: any topic which is extremely ‘new + interesting +beneficial’ for other students

Introduction: 

· use a starling (thought-provoking) fact

· preview

Pattern of organization: topical (this is a free form pattern when you divide the topic into logical segments based on your own instinct, judgement and common sense)

Body (no more than 5 main points; +supporting material, examples) should include:
· rhetorical questions

· comprehension questions

· use an assortment of transitions (http://writing2.richmond.edu/writing/wweb/trans1.html)

· quotation
· story (it can be personal)
Conclusion:

· summarize
· tell a funny story related to your topic (it should sound as a final note, conclusion)
Additional information (see Card 1)

CARD 11

Purpose: persuade the group to do/learn something after your presentation

Topic: any topic which is extremely ‘new + interesting +beneficial’ for other students

Introduction: 

· use a historical event

· preview

Pattern of organization: topical (this is a free form pattern when you divide the topic into logical segments based on your own instinct, judgement and common sense)

Body (no more than 5 main points; +supporting material, examples) should include:
· rhetorical questions

· comprehension questions

· an assortment of transitions (http://writing2.richmond.edu/writing/wweb/trans1.html)

· real examples
Conclusion:

· summarize major points

· refer back to the opening (mention the historical event that you used in intro, you can show it from a different perspective)

Additional information (see Card 1)

Appendix F

Personal Report of Public Speaking Anxiety (PRPSA) (McCroskey, 1970)

Dear participant, you are kindly requested to complete this questionnaire. Your responses will be dealt with in purely academic manner and will never be used for any purposes other than the present research. Please, write your name, only I will see your answers. In the research paper, the pseudonym will be used to protect your identity. Thank you for your help and cooperation. 

Part A. Background Information

First, please fill in the following form about yourself: 

1. Name:

2. Age: 

3. Country of Birth:

4. Nationality: 

5. Mother Tongue 

6. Time spent in English-speaking community, if any: ____ years, _____ months

7. Previous use of English with native speakers: Frequent _ ,  Occasional _ ,  Rare _

8. Current use of English with native speakers: Frequent _ ,  Occasional _ ,  Rare _

9. What do you think / feel about public speaking in general (your attitude)? ______________________________________________________________________________________________________________________________________

10. How do you see yourself as a public speaker? ___________________________________________________________________

11. Who is the ideal model of public speaker for you? Which strategies, characteristics would you like to possess, to use in your speech? Please, name at least 3 strategies. ______________________________________________________________________________________________________________________________________

Part B. Personal Report of Public Speaking Anxiety (PRPSA) (McCroskey, 1970).  

Directions: To answer Part B, please indicate your most appropriate response by using the following criteria:

SA = Strongly agree

A = Agree

N = Neither agree nor disagree

D = Disagree

SD = Strongly disagree
____1. While preparing for giving a speech, I feel tense (=anxious, worried) and nervous. 

____2. I feel tense when I see the words “speech” and “public speech” on a course outline when studying.

____3. My thoughts become confused and jumbled (=in chaos) when I am giving a speech.

____4. Right after giving a speech I feel that I have had a pleasant experience. 

____5. I get anxious when I think about a speech coming up. 

____6. I have no fear of giving a speech.

____7. Although I am nervous just before starting a speech, I soon settle down (=calm down) after starting and feel calm and comfortable.

____8. I look forward to giving a speech (=I feel happy and excited about public speaking that is going to happen). 

____9. When the instructor announces a speaking assignment in class, I can feel myself getting tense.

____10. My hands tremble (=to shake slightly) when I am giving a speech.

____11. I feel relaxed while giving a speech.

____12. I enjoy preparing for a speech.

____13. I am in constant fear of forgetting what I prepared to say.

____14. I get anxious if someone asks me something about my topic that I don’t know.

____15. I face the prospect (the possibility) of giving a speech with confidence.

____16. I feel that I am in complete possession of myself while giving a speech.

____17. My mind is clear when giving a speech.

____18. I do not dread (dread=to feel worried or frightened) giving a speech.

____19. I perspire (=to produce liquid through your skin because you are nervous) just before starting a speech.

____20. My heart beats very fast just as I start a speech.

____21. I experience considerable anxiety while sitting in the room just before my speech starts.

____22. Certain parts of my body feel very tense and rigid (=being unable to move) while giving a speech.

____23. Realizing that only a little time remains in a speech makes me very tense and anxious.

____24. While giving a speech, I know I can control my feelings of tension and stress.

____25. I breathe faster just before starting a speech.

____26. I feel comfortable and relaxed in the hour or so just before giving a speech.

____27. I do poorer on speeches because I am anxious.

____28. I feel anxious when the teacher announces the date of a speaking assignment.

____29. When I make a mistake while giving a speech, I find it hard to concentrate on the parts that follow.

____30. During an important speech I experience a feeling of helplessness building up inside me.

____31. I have trouble falling asleep the night before a speech.

____32. My heart beats very fast while I present a speech.

____33. I feel anxious while waiting to give my speech.

____34. While giving a speech, I get so nervous I forget facts I really know.

Appendix G

Behavioural Assessment of Speech Anxiety (BASA) (Mulac & Sherman, 1974)
Instructions for the use of the instrument: For each behavioural manifestation of speech anxiety that occurs during a given time period, mark your rating (from 0 to 9) to indicate how severe it was. Be sure to provide an “overall anxiety estimate” for each time period in addition to rating specific manifestations.

Following is a list of ways in which speech anxiety may be behaviourally manifested during a public speaking performance. Each behavioural manifestation may occur in varying degrees of severity, which may be quantified according to the following rating scale:

0
1
2
3
4
5
6
7
8
9

       not at all

  slight

   moderate

   strong

Voice

Quivering or tense voice

0
1
2
3
4
5
6
7
8
9

Too fast

0
1
2
3
4
5
6
7
8
9

Too soft

0
1
2
3
4
5
6
7
8
9

Monotonous; lack of emphasis

0
1
2
3
4
5
6
7
8
9

Verbal fluency

Nonfluencies; stammers; halting

0
1
2
3
4
5
6
7
8
9

Vocalized pauses

0
1
2
3
4
5
6
7
8
9

Hunts for words; speech blocks

0
1
2
3
4
5
6
7
8
9

Mouth and Throat

Swallows

0
1
2
3
4
5
6
7
8
9

Clears throat

0
1
2
3
4
5
6
7
8
9

Breaths heavily

0
1
2
3
4
5
6
7
8
9

Facial expression

Lack of eye contact; extraneous eye movements

0
1
2
3
4
5
6
7
8
9

Tense face muscles; grimaces; twitches

0
1
2
3
4
5
6
7
8
9

“Deadpan” facial expression

0
1
2
3
4
5
6
7
8
9

Arms and Hands

Rigid or tense

0
1
2
3
4
5
6
7
8
9

Fidgeting; extraneous movement

0
1
2
3
4
5
6
7
8
9

Motionless; lack of appropriate gestures
0
1
2
3
4
5
6
7
8
9

Cross bodily movement

Sways; paces; shuffles feet

0
1
2
3
4
5
6
7
8
9

Overall

Overall anxiety estimate

0
1
2
3
4
5
6
7
8
9

Appendix H

List of Interview Questions

These questions were used in the individual sessions with Sevgi, Ramadan, and Yağmur.

[asking permission]

1. Can we talk a bit about the course and the experience you gained?

[evoking change talk]

2. What did you feel while giving your last presentation? How was it? how do you find it?

3. What are the main problems you have in relation to the public speaking?

(What made you anxious?)

(How can I help you to be less nervous when giving a speech?)

(What could you do to feel less nervous while speaking?)

4. What stops you from giving your dream speech? 

(The day before you gave your speech, did you feel you were well-prepared?)

[NLP: ‘as-if’ frame, well-formed goal conditions]

5. How do you see yourself as a public speaker in general?

6. Imagine that it’s five years from now. Maybe, you are a teacher. Can you describe yourself giving a very successful speech in front of your students?

What do you see, hear, feel?

7. What would change in your life if you could present in that way? Do you really need this skill?

8. What are the differences between how you are presenting now and this speech that you’ve described?

9. In what way do you think you need to change your speech/delivery for that dream to come true?

What kind of steps can you take for that purpose?

[NLP: modeling]

10. Who is the ideal model of public speaker for you? (clear, achievable goals)

11. Can I ask you to be like _____ (name of the model speaker) while preparing your next speech and to give a speech like her/him?

12. (Second individual session: What’s different for you this time? What did you experience while being _____ (name of the model speaker). For the next meeting let’s choose another 3 things that this person is doing in her/his presentations and try to imitate these techniques/strategies)

Appendix I

Personal Report of Communication Apprehension (PRCA-24) (McCroskey, 1982)

Dear participant, this instrument is composed of 24 statements concerning feelings about communicating with others. Please indicate the degree to which each statement applies to you by marking whether you:

Strongly Disagree = 1

Disagree = 2

Neutral = 3

Agree = 4

Strongly Agree = 5
_____1. I dislike participating in group discussions. 

_____2. Generally, I am comfortable while participating in group discussions. 

_____3. I am tense and nervous while participating in group discussions. 

_____4. I like to get involved in group discussions. 

_____5. Engaging in a group discussion with new people makes me tense and nervous. 

_____6. I am calm and relaxed while participating in group discussions. 

_____7. Generally, I am nervous when I have to participate in a meeting. 

_____8. Usually, I am comfortable when I have to participate in a meeting. 

_____9. I am very calm and relaxed when I am called upon to express an opinion at a meeting. 

_____10. I am afraid to express myself at meetings. 

_____11. Communicating at meetings usually makes me uncomfortable. 

_____12. I am very relaxed when answering questions at a meeting. 

_____13. While participating in a conversation with a new acquaintance, I feel very nervous. 

_____14. I have no fear of speaking up in conversations. 

_____15. Ordinarily I am very tense and nervous in conversations.

_____16. Ordinarily I am very calm and relaxed in conversations. 

_____17. While conversing with a new acquaintance, I feel very relaxed.

_____18. I’m afraid to speak up in conversations.

_____19. I have no fear of giving a speech.

_____20. Certain parts of my body feel very tense and rigid while giving a speech. 

_____21. I feel relaxed while giving a speech. 

_____22. My thoughts become confused and jumbled when I am giving a speech. 

_____23. I face the prospect of giving a speech with confidence. 

_____24. While giving a speech, I get so nervous that I forget facts I really know.
Appendix  J

Students’ Speech Topics 

Quiz I 

Speech topics were chosen by the students

7-minute presentation

10% of the final mark

1. What’s happening to cash? (Aygül)

2. Politics (Aslan)
3. Weddings (Bahar)

4. Countries to study in (Dilek)

5. Disadvantages of Coke (Gizem)
6. Recycling (Havva)
7. Friendship (Malika)
8. Smoking (Naila)
9. Juvenile delinquency (Ebru)
10. Space (Ramadan)
11. Dreams (Samira)
12. Religions (Sevgi)
13. Two months in Germany with my father and brother (Yağmur)
14. Racism (Timur)
15. Communication (Zeynep)
Mid-Term Exam

Topics were given by the teacher

7-minute presentation

30% of the final mark

1. Analysing the audience. Relating to the audience. (Gizem)
2. Making research about the topic: interviewing people, utilising the library, dialing up databases, researching on the Web. (Toprak)
3. Developing active listening skills (not in the course book). (Aygül)
4. Organising the presentation. (Bahar)
5. Building the content: finding solid forms of support (stories, quotations, numbers, definitions).

6. Creating the perfect introduction. (Dilek)
7. PowerPoint (book+). (Naila)
8. Visual aids: charts, graphs, flipcharts (book+). (Havva)
9. Visual aids: video, multimedia (book+).  

10. Visual aids: handouts (book+). (Ramadan)
11. Delivering the presentation: overcoming nerves. (Ebru)
12. Delivering the presentation: using non-verbal language. (Yağmur)
13. Question-answer section: handling questions. (Samira)
14. Handling the audience. (Timur)
15. Special speaking situations. Giving impromptu talks and introducing other speakers. (Aslan)
16. Speaking across cultures. (Sevgi)

17. Types of humour in public speaking. (Zeynep)
18. Ways to overcome the fear factor. (Malika)
Quiz II 

Speech topics were given by the teacher
10% of the final mark
REQUIREMENTS

5-minute presentation

Purpose of your presentation: to persuade/motivate/inspire OR to explore/debate/negotiate (this means that we are not expecting a 5-minute speech, for example, about Skype’s history – it’s an informative speech)

Audience analysis: 

· make sure that the audience knows what they’re going to get out of your speech

· people like to hear data related to what they do

· generalize your personal experience of using THIS↓ source (your topic) – see Making personal experiences universal section in the course book (p.27)

Introduction should include one of these: quotation, rhetorical question, story, startling statistic, startling fact, smth that happened today, provocation.

Main part (2 main points + supporting material):

Clear structure (Choose one: problem/solution, chronological, extended metaphor or analogy, cause/effect, divide a word, divide a quotation, theory/practice)

Visual aids: several printed pictures (no PowerPoint slides)

Presentation should include types & examples of learning/teaching activities

In Conclusion you can refer back to the Introduction, use a quotation, ask a question, tell a story, recite a poem, or tell the audience what to do

Before your presentation, tell your classmates to try the site that you’ve chosen, so that they know how it works!

1. Using Facebook in ELT. (Dilek)
2. Using Skype in ELT. (These links can be helpful: http://technology4kids.pbworks.com/w/page/25344912/Skype
http://www.dummies.com/how-to/content/using-skype-at-school.html) (Malika)
3. Using YouTube in ELT (for example, http://www.youtube.com/education). (Bahar)

4. Using BBC Learning English in ELT (http://www.bbc.co.uk/worldservice/learningenglish/). (Aygül)

5. Using Livemocha in ELT (http://www.livemocha.com/). (Zeynep)

6. Using LingQ in ELT (http://www.lingq.com/).

7. Using Babbel in ELT (http://www.babbel.com/).

8. Using MangoLanguages in ELT (http://www.mangolanguages.com/). (Yağmur)
9. Using Memrise in ELT (http://www.memrise.com/), for example, ‘My IELTS words’ course. (See also http://teacherchallenge.edublogs.org/2012/11/06/free-tools-challenge-27-get-a-rise-out-of-memrise/) (Aslan)
10. Using EngVid in ELT (http://www.engvid.com/). Mention http://www.engvid.com/conversation-skills-confidence/  http://www.engvid.com/improve-your-listening-in-english/ http://www.engvid.com/5-types-of-toefl-essays-patterns/ (Naila)
11. Using online dictionaries in ELL and ELT (for example, http://lingvopro.abbyyonline.com/en). Choose two dictionaries. (Sevgi)
12. Using EnglishClub in ELT (http://www.englishclub.com/learning-english-video/) Mention videos and ready quizzes, worksheets for each video file. (Gizem)

13.  Using blogs in ELT (http://edublogs.org/): (Fatima)

· for your own development (http://eltbakery.edublogs.org/        & http://evridikidakos.edublogs.org/videos/)

· as a teaching tool (http://teacherchallenge.edublogs.org/challenges-2/blogging-with-students/).

14. Using Coursera online courses in ELL (http://www.coursera.org/). Choose one course and try it (for example, “Modern and contemporary American poetry” or “Statistics one” courses). (Oksana, example)
15. Using KhanAcademy in ELT (http://khanacademy.org/). Choose one direction, for example, “Art history”. (Toprak)
16. Using University of Oxford Podcasts in ELL (http://podcasts.ox.ac.uk/), for example, http://podcasts.ox.ac.uk/gender-old-english-part-1-video 
17. Using MIT Open course Ware in ELL (http://ocw.mit.edu/index.htm). Watch some lectures http://ocw.mit.edu/courses/audio-video-courses/#linguistics-and-philosophy and discuss how English language teachers can use them with the university students. (Havva)
18. Using Open Yale courses in ELL (http://oyc.yale.edu/). Choose one course and try it, then share your experience.

19. Using Harvard University extension school videos (http://www.extension.harvard.edu/open-learning-initiative/). + edX courses (http://edxonline.org/).
20. Moodle system. (Ramadan)
21. Google translator. (Ebru)
22. Using Twitter in ELT. (Samira)
23. Using Wikipedia in ELT. (Timur)

Final Exam 

Topics and cards with the requirements (see Appendix E) were chosen by the students; some suggestions were made for the students who asked assistance
1. Club Aslan (Aslan)

2. The benefits of advertising (Aygül)

3. Why do we need to study hard? (Bahar)

4. Voluntary community services (Dilek)
5. Fashion as a manifestation of the personality (Gizem)
6. Germany (Malika)
7. Tourism (Naila)

8. Online vs. traditional learning (Zeynep)

9. How to motivate yourself to study? (Ebru)
10. IP addresses (Ramadan)
11. Beauty (Samira)

12. How to be a successful teacher? (Sevgi)

13. Being successful (Yağmur)
14. Advantages and disadvantages of studying in your own country (Havva)
Topic suggestions for the final exam:
1. AIESEC opportunities for the  ELT sts: 

http://www.aiesec.org/cms/aiesec/AI/Central%20and%20Eastern%20Europe/TURKEY/interns/generalinfoaiesecinturkey.html
http://sosyalmedya.emu.edu.tr/?p=549
http://aiesecomanstories.wordpress.com/2012/09/10/sumaya-al-weheibi-cyprus/
2. Bring chaos theory to ELT. http://www.guardian.co.uk/education/2011/jul/05/teaching-english-fractal-grammar-claypole
http://www.fractal-approach.com/index.html

3. Fractals found in nature (http://webecoist.momtastic.com/2008/09/07/17-amazing-examples-of-fractals-in-nature/

http://www.miqel.com/fractals_math_patterns/visual-math-natural-fractals.html
+ fractals in education: http://www.youtube.com/watch?v=DK5Z709J2eo

4. How to motivate yourself to study? (1)watch different videos on Youtube about this, make the whole presentation as a training: http://www.youtube.com/watch?v=u6XAPnuFjJc; 
(2) http://learning.blogs.nytimes.com/2011/10/17/what-motivates-you/;         (3) theoretical material 
5.  Interview all teachers in our department about students’ public speaking skills and about their expectations. Give a speech about the data you’ve collected. See also http://pegasusnlpblog.com/how-not-to-bore-your-audience
6. Conduct a small research in our department: What do students want to change in the learning process; what kind of new things do they want to put in practice? Your speech will be about our department and the results of your research.

7. Why do CC-students then become the bosses/employers of the AA-students in the workplace? Autonomy.

8. How to be more creative? (usually all ‘how to...?’ presentations are interesting) 
            http://www.scoop.it/t/creativity-in-elt
9. Quarter life crisis
10. Reset generation
11. Bloom’s digital taxonomy  http://edorigami.wikispaces.com/Bloom%27s%20Digital%20Taxonomy
12. Hans Zimmer vs. Wilhelm Wagner vs. Rammstein (The impact of music on the psyche. You can choose another composers, singers): http://www.youtube.com/watch?v=OnbZN54IZNE

http://myombody.com/how-positive-thinking-affects-water-molecules-and-your-body/

� Schreiber et al. (2012) distinguish five levels of public speaking competence, which are advanced, proficient, basic, minimal, and deficient, the descriptions of which are given in Appendix A.


� According to Pearson et al. (2010), students’ dispositional characteristics include perceived value of classroom attendance, motivation, affective learning, critical thinking, communication apprehension, willingness to communicate, and self-esteem (p. 41). 


� Rapport means being aware of the audience members’ thoughts, level of energy, behaviour, and matching on all these levels (James & Shephard, 2001).


� Anchoring is an NLP term used for “the process by which you apply a gesture, touch or sound at the peak of a state, either in oneself or someone else.  The said anchored state can then be recalled or re-activated by reapplying the gesture, touch or sound”  (Anchoring, n.d., para. 1).


� Time line is the unconscious organisation of a person’s memories and future expectations. The main purpose of the Time Line TherapyTM is removing negative emotions from this ‘line’ of images (James & Woodsmall, 1988; Andreas & Faulkner, 1998; Brunner, 1993).


� Swish pattern is “a generative submodalities technique in which the cue for the difficulty becomes the trigger to overcome the difficulty” (Andreas & Faulkner, 1998, p. 335).


� The ‘representational systems’ stand for the sensory modalities, including visual, auditory, kinaesthetic, olfactory, and gustatory (Andreas & Faulkner, 1998)


� Dilts et al. (1980) use modeling to identify cognitive strategies that lie behind capabilities such as motivating oneself, negotiating, spelling, and so on. Dilts (1994) has modelled a number of ‘strategies of genius’ (Tosey & Mathison, 2010, p. 320).


� Future pace commonly refers to mental practice of a situation before it happens (Future pace, n.d.). This technique requires visualization and monitoring a person’s own reactions for that experience.


� Backtrack frame enables an individual to check understanding of what was done or said previously. It employs matching, mirroring, leading, and pacing (Exforsys Inc., 2007).


� Agreement frame is mostly used in conflict situations to understand other party’s point of view. To solve the conflict both parties are required to stand above the level of the problem (Exforsys Inc., 2007). 


� To allow Sevgi to express herself in the best possible way, her interviews were conducted in Turkish as this was her native language. A colleague of mine who was competent in Turkish was present to translate the questions to Sevgi and explain complicated parts of her responses to me.


� Across the countries there are different accepted age range definitions of mature-age students admitted to undergraduate courses: 21 years old and above in the UK, 22 years old and above in the USA and Greece, and 25 years old and above in Australia (Kaldi, 2009).


� These tools were used only for teaching and research purposes.






