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ABSTRACT

This thesis has investigated the notion that lecturing has similarities to acting and in 

doing so has empirically tested the work of Tauber and Mester (1994). Their model 

proposes that if teachers use the elements of acting, animated voice and body, space, 

humour, suspense and surprise, props and role play, within a class, they will promote 

student interest, attention and positive attitudes towards learning. This study aims to 

investigate this model against the backdrop of higher education in one School of Health 

and Social Care in the United Kingdom, as opposed to the North American education 

system in which it was developed.

Results from this two-phase mixed method study with 81 lecturers and 62 students, 

suggested that students in a lecture could identify if the lecturer was enthusiastic, 

confident or not confident via the verbal and non-verbal cues he/she presented. It was 

also clear that lecturers were not seen to be credible unless they were able to appear 

knowledgeable about their subject area and had the skills to communicate that 

knowledge when delivering a lecture. Both lecturers and students showed high levels of 

agreement with Tauber and Mester's (1994) model suggesting that elements of acting 

do enhance both the lecturer's ability to deliver a lecture in a confident manner and the 

effectiveness of the lecturer.

Conclusions indicated that these lecturers assumed a persona when lecturing, which was 

different from that displayed in other parts of their professional life. This occurred, 

particularly, but not exclusively, when they were nervous. The data concluded that 

these lecturers went through a process of assuming and maintaining this persona before 

and during a lecture using the elements of acting proposed by Tauber and Mester 

(1994). This thesis offers a development of Tauber and Mester's (1994) work that 

integrates this process of persona adoption into the model's elements of acting. This 

study demonstrates the value of utilising acting skills to increase the ability of new or 

under-confident lecturers to deliver lectures to large groups of students. In the current 

climate of consumerisation in education when the performance of lecturers is not only 

measured by pass rates but also by student evaluations, the findings of this study have 

significance for both lecturers and universities.
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EPIGRAPH

'He stood before them with his body swayed, and bent forwards just so far, as to make 
an angle of 85 degrees and a half upon the plain of the horizontal: which sound orators, 
to whom I address this, know very well to be the true persuasive angle of incidence:- in 
any other angle you may talk and preach; 'tis certain; and it is done every day; but with 
what effect, I leave the world to judge.'

from Sterne. L. (1964). The Life and Times of Tristram Shandy, Gentleman. 
(Everyman Edition 1964, p. 88)
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CHAPTER 1: INTRODUCTION

"I find that good performing artists, not just actors, have an element of danger 
about them. It is a dangerous business, standing up in front of several 
hundred of your fellow human beings and saying, I am interesting enough to 
watch" (Anthony Sher [Actor] 1999:169)

When a teacher steps into a classroom to teach they take centre stage, adopt a 

suitable persona and engage in a series of actions that grow out of a specific 

educational objective (Phillips 1995; Parini 2005). Hence, the notion that lecturing 

has similarities to acting is not an unfamiliar one, as the parallels between a lecturer 

and an actor standing in front of a large number of people communicating a 

narrative, whilst using captivating devices to hold their attention and create a 

presence are markedly similar (Heck and Williams 1984; Tauber and Mester 1994; 

Phillips 1995; Warren 1995; Quinn 2000; Rodgers and Raiber-Roth 2006). Indeed 

the initial ethos of the Rose Bruford College of Performing Arts envisaged a place 

where actors and teachers could train together because of the skills which both 

professions share (Ely 2000).

Furthermore, this type of dramaturgical analysis is not new in academic study: it has 

been utilised by sociologists to explore the similarities between social performances 

which people undertake in their everyday roles as compared with those that occur in 

the theatre (Goffinan 1959). Moreover, there is growing discussion within the 

contemporary educational and theatrical press suggesting that skills from the 

performing arts can positively influence the expressiveness of teachers (Lipsett 2004; 

Wojtas 2005). This effectively supports the postulation that the use of acting skills in 

the delivery of lectures in higher education may enhance the effectiveness of lectures 

by maximising the use of the lecturer's voice, body and space (Tauber and Mester 

1994; Quinn 2000; Brown and Race 2002). So the notion that delivering a lecture



may require similar skills to those held by an actor may not be such an unfamiliar 

one (Quinn 2000).

This analogy is particularly pertinent as the current growth of consumerisation in 

education has led to increased levels of student evaluation of the lecturer's 

performance (Husbands 1997; Thomas 2004). Consequently, not only do lecturers 

need to be good at delivering lectures but also need to be accomplished in the field of 

research, pastoral care, and course/programme management (Sander et al. 2000; 

Forrester-Jones 2003; Moore and Kuol 2005). In addition, the case of nurse 

educators requires them to be clinically credible too (Kenny 2004; Fisher 2005). The 

current emphasis on managerial performativity places the lecturer in a vulnerable 

position for scrutiny and evaluation (Ball 2003; Avis 2005; Muijs 2006) because 

delivering a lecture is one of the most public elements of a lecturer's role (Race 

2001). Hence, there is a need to consider how lecturers can be seen as both subject 

specialists and experts in the communication of that knowledge within a lecture 

format. Despite these growing influences, the acting-lecturing analogy has not been 

fully addressed in the literature or investigated through systematic research, even 

though it could potentially enhance lecturers' teaching styles. Hence the aim of this 

thesis is to explore this acting-lecturing analogy by investigating a model proposed 

by Tauber and Mester (1994) within the context of nurse education.

1.1) Overview of the study

Tauber and Mester's (1994:17) model suggests that if teachers use the following 

elements of acting: animated voice and body, space, humour, suspense and surprise, 

props and role play within a class, they are likely to promote student interest, 

attention, and positive attitudes towards learning. This model was developed in the



United States of America and this two phase mixed method study will test it in the 

United Kingdom with 125 students and lecturers within the School of Health and 

Social Care within the University where I am employed. Phase one draws 

comparisons between the perceptions of lecturers and students through the use of 

specifically designed questionnaires, while 12 in-depth interviews in phase two 

investigated how lecturers report that they take on a persona when lecturing.

1.2) Pre-registration nurse education in the higher education sector

The implementation of the Project 2000 pre-registration nursing curriculum in 1986 

started the process of hospital based training schools moving into higher education 

institutions (McLennan et al. 2001). This move also resulted in a shift of the initial 

qualification for nurses to Diploma level. Consequently, nurse teachers had to then 

gain at least a Bachelor's Degree in addition to their professional nursing 

qualification as well as hold a recognised teaching qualification (Green 1982; United 

Kingdom Central Council for Nursing Midwifery and Health Visiting 1986).

This integration into higher education also brought with it one large intake of 

students per year as opposed to four or five smaller intakes throughout the year. 

Hence, the nurse teachers, now re-named lecturers, were teaching much larger 

groups of 150 or more (as opposed to groups of 20 or so). This resulted in the lecture 

becoming a central mode of delivery in nurse education, as it is to day, rather than 

the small group teaching, with highly interactive methods, that had been common in 

hospital based schools of nursing (Green 1982). This move was challenging for 

some lecturers who were not used to delivering lectures to large groups and newly 

qualified lecturers fared little better, as at this point, lecturing techniques were not 

integrated into the teacher preparation courses (Green 1982; McLennan et al. 2001).



These issues were particularly pertinent, within the school being studied, because the 

students have concentrated time in the university in between long placement periods 

in the NHS. This means that lecturers often deliver three to four, two hour lectures a 

week and on occasions more when the students are not on placement.

1.3) Becoming a lecturer in nursing education

It is a requirement that nurses who move from clinical practice in the NHS to teach 

in the higher education sector are required to complete a Post Graduate Diploma in 

Education (PGDE) within two years of starting to work within the university setting, 

in order to prepare them for their teaching role (Nursing and Midwifery Council 

2004a). Similar requirements were placed on lecturers from other disciplines in 

higher education following the Dealing Report (Dearing Committee 1997).

For nurse lecturers, the Post Graduate Diploma in Education courses were developed 

and accessed through individual universities which had met the standards set by the 

English National Board for Nursing Midwifery and Health Visiting (ENB) now 

replaced by the Nursing and Midwifery Council (NMC). These courses aim to 

provide nurse lecturers with elements of educational theory, teaching experience and 

a research base for the practice of teaching (English National Board for Nursing 

Midwifery and Health Visiting and Department of Health 2001).

These courses, along with those provided for lecturers in higher and further 

education, have a strong theoretical component (Ainley et al. 2002) with little or no 

'taught' teaching skills. It was considered that teaching skills would be acquired 

whilst the students were undertaking a required number of teaching practice hours 

during the course. Hence, the student lecturer was, and is currently, dependent on a



good mentor whilst undertaking teaching practice to facilitate their understanding 

and development of lecturing skills (Ainley 2000; Bathmaker and Avis 2005). This 

clearly follows the apprentice/master model, a notion rejected within the current pre- 

registration nursing education curricula (United Kingdom Central Council for 

Nursing Midwifery and Health Visiting 1986; Bradshaw 2001). 

The element of role transition holds real significance for nurses coming in to teach in 

higher education, as it does for other teachers (Norman and Feiman-Nemser 2005). 

Anecdotally, a significant number of new nurse lecturers are used to teaching small 

numbers of students (two or three) at the bedside in the NHS but are not conversant 

with delivering lectures to large numbers of students. Thus a period of preparation 

and transition is required to enable new staff to gain the skills of delivering a lecture. 

Hence, new lecturers need to be exposed to both the educational theory and practical 

skills of lecturing while undertaking the Post Graduate Diploma in Education 

(PGDE) programme to provide the springboard for them to become effective 

lecturers.

1.4) Concerns of students undertaking the Post Graduate Diploma in Education 
(PGDE)

Within my current role as a Principal Lecturer (Teaching), I mentor and support 

PGDE students undertaking their teaching practice. These students are all qualified 

nurses with experience of clinical care and education within the NHS. Student 

lecturers often praise the academic and theoretical content of their respective courses, 

a view supported by the findings of an evaluative study of a similar course at the 

University of Greenwich (Ainley et al. 2002). Nevertheless, they, like other new 

lecturers, are very often concerned with the practical skills required to deliver 

lectures (Young and Diekelmann 2002).



The skills to deliver lectures revolve around the two main elements, knowledge and 

delivery. Clearly the subject knowledge comes partly from the student lecturers' 

existing knowledge base but also through thorough preparation of the subject matter 

(Quinn 2000; Reece and Walker 2000; Brown and Race 2002). Diekelman and 

Young (2002) argue that new lecturers often over-prepare the amount of material that 

can be realistically delivered in the time allowed for the lecture. This is because they 

are either concerned they will not have enough material, lack the security in their 

knowledge base or do not yet appreciate how much material can be delivered in a set 

time period. Nevertheless, John (2006) asserts that although lesson planning is vital, 

there needs to be a move away from the traditional style of lesson planning in which 

teaching actions are planned and more to planning both action and interaction with 

the students. In which case it may help new lecturers become more involved with 

the students and focus less purely on the subject to be delivered during a lecture. All 

of this planning and preparation is performed, as Goffman (1959:231) says, 

backstage, out of the view of the audience, so any concerns are hidden from the 

students.

The delivery skills, however, are not hidden as they are needed to deliver the lecture 

in front of the audience. Hence, they provoke higher levels of anxiety (Exley and 

Dennick 2004), particularly for student lecturers who are new to lecturing and 

inexperienced in standing and talking in front of large numbers (Quinn 2000). Being 

heard by the audience is one main area of concern for PGDE students along with:- 

managing the group, keeping the students' attention and interest, managing audio- 

visual aids, delivering the required amount of content in the time available, 

responding to questions and significantly managing their nervousness. It is evident 

that all of these concerns together, represent the skills required to deliver a lecture; as



Curzon (2004) argues, the effectiveness of lecturing revolves around the lecturer's 

ability to attract and hold the attention of students. Interestingly, Morrison (2003) 

identifies a similar range of skills that are required to be an actor - being audible, 

relaxed in movement, knowing the text, being in charge of emotions, energised and 

alert and full of purpose to convey the character, situation and dialogue.

1.5) Personal perspective on acting

Although I have had well over a decade's experience in teaching within both the 

clinical and higher educational settings, it was not until I became involved with the 

performing arts through a local operatic society that I really began to see the 

relevance one had to the other. I found it fascinating to watch the way a theatre 

director would work with actors to create and communicate certain feelings, moods 

or emotions. The actors would use certain positions, bodily, eye or facial movements 

and combine these with different tones of voice, props and costumes, to create an 

atmosphere of believability for the audience in relation to the narrative being told. 

This was designed, to make the action appear real and plausible rather than acted. It 

was here that the ideas about the acting-lecturing analogy started to germinate. 

Reflecting on my practice as a lecturer I could see that I utilised strategies to project 

my voice that I had learnt through taking singing lessons. Additionally, in a previous 

part of the Doctorate in Education (EdD) programme the findings of my preliminary 

study with five actors who were training to be teachers in further education, also 

indicated marked similarities between acting and teaching (Street 2004:12). Indeed, 

one of these actors stated:-

'I was an actor (a theatre practitioner) for a long time before I was teaching 
and so, when I started teaching I thought I would have to readdress all of that, 
but as I began to teach I quickly realised that everything I learnt at drama 
school and everything I learnt acting, writing and directing was exactly what I 
needed to be a good teacher.'

7



Further, as I recognised the potential of this subject, it became clear that applying 

acting skills to lecturing may allow new lecturers to further enhance their skills and 

confidence. In addition, if established lecturers were provided with the opportunity 

to explore these skills in the context of their own lecturing style, this may enhance 

and acknowledge their effectiveness too.

1.6) Personal perspective on education

I have over twenty years experience as a nurse working in, or adjacent to, the 

National Health Service. One key element of that experience is my passion for 

teaching, whether that is with patients, students or colleagues. To some degree this is 

not surprising as educating patients and colleagues is one of the fundamental 

elements of being a nurse (Nursing and Midwifery Council 2002a). Throughout my 

career this has meant that I have taught and facilitated learning in a variety of ways 

ranging from one-to-one teaching with a patient or student at the bed side to 

delivering lectures to mixed discipline groups of 250 people or delivering conference 

papers to over 2000 people. My passion for teaching stems from wanting to make a 

difference to the students' learning and understanding, with the hope that this 

educational experience may make a difference to the practice of nursing and the 

delivery of patient care. To further support this, I also regularly provide advice and 

support to both new and established lecturers in terms of lecturing strategies and the 

teaching of nursing skills in the clinical skills laboratories within the University. 

This interest has also resulted in my desire to undertake the Doctorate in Education 

Programme (see section 1.8).

8



1.7) Arriving at this study

In the light of my interest and involvement with the performing arts and my 

enthusiasm for teaching as discussed in sections 1.5 and 1.6, I had considered a 

variety of ways to investigate this subject area. Initially I considered interviewing 

actors and lecturers to investigate the similarities between the two and to look at 

developing a framework that could be applied to lecturing. However, during the 

process of searching the literature I discovered the work of Tauber and Mester (1994) 

entitled 'Acting lessons for teachers' and I felt my initial ideas would have produced 

a similar piece of work. I decided, therefore, to use Tauber and Mester's (1994) 

model as the basis for my study and explore their model in the context of higher 

education and nurse educators in particular.

1.8) Focus of this EdD Study

Doctorate in Education studies tend to focus on practice problems or issues that 

have a direct effect on the professional practice of teaching or education, rather than 

an area of pure academic interest alone (Murray 2002; Neumann 2005). This is the 

case with this study. Lecturer effectiveness is not only growing in political 

importance but also holds a moral underpinning that lecturers should be striving to 

provide the best education for their students as possible. Hence, this study draws 

together the literature from two theoretical disciplines and presents an alternative 

analysis of the process of delivering lectures in higher education by drawing on 

perspectives from performing arts.

This study will consider how lecturers and students of nursing within one university 

school perceive how the elements proposed by Tauber and Mester's (1994) work 

contribute to the effective delivery of lectures and facilitate the communication of



information from the lecturer to the students. This study focuses purely on the 

implications for the delivery of lectures rather than other forms of teaching and 

learning and draws on and develops my previous work within the EdD programme.

In essence, Tauber and Mester (1994) suggest that effective teachers are enthusiastic 

and knowledgeable about their subject and that this is expressed through their ability 

to: animate their voice and body, use space, humour, suspense, role play and props 

effectively. These factors, they argue, have clear parallels with the theatre and are 

elements that actors learn either though their training or by the practice of acting. 

Therefore using such strategies would help the lecturers present their material in a 

more effective way, which might mean that students are more likely to be motivated 

and involved in the process of learning within the lecture.

The findings of this study may act as a springboard for the development of a 

professional development package to support new and under confident lecturers as 

well as experienced ones with the delivery of lectures. The package would allow 

these lecturers the opportunity to reflect on and consider the usefulness of Tauber 

and Mester's (1994) elements in the development of their own individual style and 

persona for lecturing. This type of development would be in addition to the current 

PGDE programme and may further help new or under confident lecturers develop the 

skills and confidence to deliver a lecture. If the lecturers' lecturing techniques were 

enhanced as a result, this ultimately may augment the educational experience of 

students.

10



1.9) Theoretical positioning of the study: three perspectives on performativity

This study draws on three perspectives of performative analysis: dramatic 

performances, the performativity that managers are concerned with and 

performances producing the self. Dramatic performances are clearly referred to in 

the performing arts literature and focus on how the actor uses of their voice and 

body, producing a dramatic performance to deliver a narrative (Kirby 2002; 

Schechner 2003). The notion of the lecture as a dramatic performance is being 

increasing acknowledged in the educational literature (Quinn 2000; Brown and Race 

2002; Exley and Dennick 2004).

This notion reflects earlier dramaturgical writings of Erving Goffman (1959). He 

drew an analogy between the social performance of presenting one's self in everyday 

life, where people have a variety of roles requiring different behaviours, and the 

dramatic performance in the theatre, where actors play different roles to tell different 

stories. He argues these performances are firmly rooted in a 'social establishment', 

that would have expected norms, roles and behaviours, thus this context influences 

the performance and the performer. In this thesis the lecture theatre is considered to 

be the social establishment.

Within such social establishments, according to Gofrrnan (1959:231), there are two 

regions. The back region is out of sight of the audience while the front region is in 

their view and is where the performance is presented. Performance in the front 

region maintains and embodies two groups of standards. One is concerned with 

matters of politeness: the way the performer treats the audience while engaging in 

talking with them or gesturing to them as a substitute for talk. The second group

11



deals with decorum, the way the performer behaves within visual and auditory range 

of the audience (Goffman 1959:110).

Hence Goffman's work provides a way of understanding how lecturers present 

themselves in a specific, yet individual way, in front of an audience of students in a 

social setting, that has some similarities to those used by actors (Scheduler 2003). 

Although Goffman's (1959) 'presentation of self is considered to be a social 

performance, it is underpinned by elements of a dramatic performance because the 

performer [the lecturer] will deliberately use elements like voice projection in their 

performance. Schecher (2003) however, argues that the difference between the 

professional dramatic performance and that given in the context of Goffman's social 

performances is that the actor is far more aware and more deliberative about the way 

their performance is framed, constructed and delivered, than a social performer. 

Therefore, social performances have dramatic elements and as such hold great 

resonance and applicability to the process of lecturing, so supporting the notion that 

there is an element of performance in all professions and all elements of life 

(Wilshire 1990). Although Gofrman's (1959) dramaturgical analogy is nearly 50 

years old, it still has resonance to contemporary writers and is evident in recent 

literature addressing, for example, corporate management consultancy (Clark and 

Mangham 2004) and the role of the teacher (Petterson and Postholm 2002).

The second perspective arises from the performance management elements that are 

increasingly evident both in the literature and practice (Department for Education 

and Skills 2003a; Storey 2004). The implications of increased access to information 

concerning the evaluation of students' educational experiences gives rise to the need 

for lecturers to consistently inspire, inform and educate students through the lectures

12



they give in order to contribute to a positive evaluation of their courses (Department 

for Education and Skills 2003b; Higher Education Funding Council for England 

2005). There are a variety of possible outcomes that might drive any lecture: one 

being the delivery of the content in a meaningful way to facilitate learning, another 

achieving a good student evaluation. Ideally, these would be combined. A good 

student evaluation, however, does not necessarily mean that the content has been 

delivered to the appropriate level, since studies have suggested that an expressive 

lecturer who knows little of the subject, could achieve a good evaluation based 

purely on their delivery skills and not their subject knowledge (Naftulin et al. 1973; 

Chen and Hoshowers 2003). Hence, the outcome measure should reflect the level of 

learning that has occurred during the lecture, this itself is problematic, as the 

recognition that learning has occurred may happen following a lecture and not 

necessarily within it (Ball 2003).

The final perspective on performativity encompasses the work of Judith Butler 

(1999) who was concerned with the performative construction of the self in her 

earlier work on gender. She argued that gender is not something one 'is' but 

something one 'does'. Gender is, therefore, constructed through a process of 

performance that becomes incorporated within the gendered subjectivity of the 

person. It is this process of incorporating elements into an assumed identity that 

relates to the way lecturers may develop their own persona as a lecturer.
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CHAPTER 2: LITERATURE REVIEW

This chapter presents the literature considering some of the potential implications 

consumerism has in education and the effects it might have on the abilities of the 

lecturer to present themselves and their subject in lectures. It draws on both 

educational and theatrical literature and brings Tauber and Mester's (1994) model 

into a contemporary higher education context.

2.1) Structure

Having reviewed the educational literature concerning the delivery of lectures, five 

key themes were evident and these will provide the structure for this literature 

review. Evidence will also be drawn from literature relating to theatrical 

performance and acting skills and discussed within this structure. Initially, a brief 

overview of the literature will be given. The first theme identifies issues surrounding 

quality and managerialism in higher education, indicating the pressure for lecturers 

to strive for greater levels of student satisfaction. The second theme focuses on the 

function of the lecture in terms of communicating a narrative. The third theme 

addresses the lecturers' self-expression, where the main concern is how they 

communicate their subject knowledge and the fourth theme is concerned with the 

interaction between the lecturer and the students in the audience. The fifth theme 

considers the development of a lecturer's identity. Finally, the work of those authors 

who have directly drawn comparisons between acting and teaching will be reviewed, 

including the work of Tauber and Mester (1994).

2.2) Overview of the literature

Anecdotally, when asked, many teachers and lecturers acknowledge that there are 

similarities between acting and teaching. Nevertheless, there is a lack of academic
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literature that directly addresses this as an issue. There is a wealth of literature, 

however, that focuses on the effective teacher, for example:- Teacher Training 

Agency (1998), Further Education Development Agency (1999) Hay McBer (2000), 

Muijus and Reynolds (2001) and McEwan (2002). These works tends to address the 

totality of overall effectiveness of the teacher/lecturer role, and therefore only deal in 

part with their effectiveness of teaching in a lecture theatre. Moreover, there is a 

growing amount of research addressing the evaluation of teachers by students both 

generally and in the classroom (Forrester-Jones 2003; Greimel-Fuhrmann and Geyer 

2003; Higher Education Funding Council for England 2005). In addition, there is 

extensive literature on the process and theories of acting (Stanislavski 1936; Gordon 

1991; Bentley 1992; Cameron 1999; Hodge 2000; Galley 2001; Carlson 2001; States 

2002; Moseley 2005).

There appears to be independent literature bases for education and the theatre, with a 

limited number of texts that cross the boundaries between these areas. Although there 

is a paucity of literature that attempts to bring these two perspectives together, there 

were a number of texts that tried to do so, all of which were located in the 

educational literature (Patterson 1991; Tauber and Mester 1994; Phillips 1995; 

Humphreys and Hyland 2002). None of these authors' appear to have investigated 

this subject via primary research; these publications represent their views and 

opinions concerning teaching as a performance in some way. There is further 

literature concerning teaching drama and its use as a strategy to enhance the 

educational and personal development of children and young adults* in compulsory 

education (Robinson 1980; Fleming 1994; Kempe and Nicholson 2001; Petterson 

and Postholm 2002; Neelands 2004). Also, there is further literature that debates 

whether a teacher is acting or not if they move into the role of a fictional character
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during different points of a drama class (Bolton 1999; Ackroyd-Pilkington 2001; 

Ackroyd 2004).

2.3) Issues of effectiveness

This theme deals with issues of effectiveness, ranging from the strategic and national 

perspective of quality, to the research focusing on the student evaluation of lecturers.

2.3.1) Quality and higher education

It is clear nationally that the push for quality, value for money, educational 

achievement and research are key issues across the higher education sector (Quality 

Assurance Agency for Higher Education 2003). Furthermore, the focus for reform in 

higher education is clearly stated by the Department for Education and Skills' 

(DffiS) White Paper 'The future of higher education' (2003). This suggests that high 

quality and excellence in teaching will be given the same recognition and status in 

universities that good research has had for some time. Such promotions based purely 

on the quality and exceptionality of a lecturers' teaching are demonstrated in the 

University of Greenwich PLT Scheme (Principal Lecturer Teaching). The DfES 

clearly states that all lecturers in higher education should have a subject specialism 

and hold a recognised teaching qualification (Department for Education and Skills 

2003b), a requirement for nurse lecturers for several decades (Green 1982; Nursing 

and Midwifery Council 2004a).

The quality of educational provision for nursing, midwifery and allied health 

professions is also monitored by the Major Review process (Quality Assurance 

Agency for Higher Education 2005), which, in its current format, has moved away 

from the direct teaching observation that occurred in the previous Subject Review
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(Quality Assurance Agency for Higher Education 1997). As a result the monitoring 

of quality is based on the provision, discussion and triangulation of documentary and 

group discussion evidence, rather than direct observation of teaching. In addition, to 

this, the fact that students becoming ever more discerning customers of education 

further compounds the imperative for universities to become more concerned with 

the quality of education they provide and the effectiveness with which their lecturers 

achieve this (Sander et al. 2000).

2.3.2) Teacher effectiveness

The issue of effectiveness in education is well established in the literature (Sammons 

et al. 1995; Muijs and Reynolds 2001; Forrester-Jones 2003; Campbell 2004). 

Sammons' et al (1995) meta-analysis of school effectiveness research suggests that 

effectiveness is examined via the totality of roles and functions a teacher has across 

the school. Such a notion is demonstrated in the large multi-method study of 80 

schools and 170 teachers commissioned by the Department for Education and 

Employment (DfEE) conducted by a management consultancy Hay McBer (2000). It 

was designed to provide a framework for teaching effectiveness to guide teacher 

appraisal. The authors concluded that there were three interlinking factors that 

affected pupil progression: those being classroom climate, teaching skills and 

professional characteristics, and that a teacher needed to be effective in all three 

areas (Hay McBer 2000). This conclusion supports the broad view within the 

standards for both newly qualified teacher status and subject leaders, which require 

teachers to be competent in areas of subject knowledge, teaching, classroom 

management and assessment. Additionally, subject heads, are required to 

demonstrate skills in leadership, decision-making, self management and

17



communication as well as a range of other professional attributes (Teacher Training 

Agency 1998; Teacher Training Agency 2000).

Critics of such reports argue, that they do not offer any specific teaching strategies to 

increase effectiveness and therefore the construct of effectiveness is too broad to be 

meaningful at the student lecturer level (Davis 2001). As a consequence, it does not 

explicitly provide strategies for lecturers to develop their effectiveness in the 

classroom (Campbell 2004). A similar view is represented in the nursing education 

literature where there is a wealth of literature that focuses on the complexity of the 

role of the nurse lecturer (Kirk et al. 1996; Miers 2002; Deans et al. 2003), typified in 

Crotty's Delphi study of 201 lecturers drawn from 28 Colleges of Nursing across 

England. She established that nurse lecturers have a multiple role and require 

competence in lecturing, clinical practice, research, administration, curriculum 

development, pastoral care and that, since the advent of Project 2000, the demands of 

these areas have increased, primarily because of the move into higher education 

(Grotty 1993).

2.3.3) Performance management

There is a growing amount of literature that focuses on performance management 

that tries to ensure teacher effectiveness across a range of aspects in the workplace 

(Department for Education and Skills 2003a; Storey 2004). The issues here run 

parallel to the issues raised in the teacher effectiveness literature but the 

responsibility of performance management falls squarely on the individual lecturer 

and their manager to take into account all elements of the teacher's role and not just 

their ability to deliver a lecture (Ramsden 2003; Muijs 2006). There is, within the 

performance management and quality management literature, an implication for the
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use of teaching observation as a mechanism to establish the ability of lecturers to 

lecture (Costello et al. 2001; Department for Education and Skills 2003a; Shortland 

2004). The results of this observation could be used as a platform for the individual 

lecturers' development if their teaching was found to be in need of improvement or it 

could act as a basis for praise and acknowledgement of excellence. Either view may 

have a positive or negative influence on potential promotion and their well being and 

perceived work performance (Mahony et al. 2004). In addition, there may be further 

implications here for lecturers because the current emphasis in schools for structured 

and formalised performance management (Department for Education and Skills 

2003 a) has caused controversy by linking pay awards to skills levels. This has lead 

to implications for teachers' salaries and their psychological well being (Yarker 

2001; Mahony et al. 2004; Saunders 2004; Storey 2004).

2.3.4) Student evaluation of lecturers

There is also a wealth of literature that investigates student evaluation of teaching in 

higher education (Forrester-Jones 2003; Moore and Kuol 2005), which also may 

have implications for the performance management of lecturers. Despite evidence 

both from empirical and naturalistic view points, for example Brown (2002), 

Husbands (1997), Kember and Wong (2000), Shevlin (2000), there is little consensus 

in the literature relating to the elements that constitute effectiveness from the 

perspective of students. Shevlin (2000), however, conducted an empirical study 

involving 199 students in one UK University. He concluded that issues like the 

lecturer's charisma and the student's personal view of the lecturer influenced the 

student rating of the lecturer's effectiveness, so reflecting the findings of other 

similar studies (Sander et al. 2000; Brown 2004).
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Moore and Koul (2005) question the aforementioned conclusions believing that they 

do not accurately evaluate the lecturer's effectiveness, but only allude to the 

lecturer's personality. This view supports the assertions in the 'Dr Fox lecture', a 

small but influential piece of research, where an actor delivered a lecture with great 

enthusiasm and fluency to three groups of psychiatrists, psychologists and 

educationalists on a subject about which he knew nothing. All of these groups 

responded positively to the lecture, reporting via questionnaires that they had 

learned something and that the lecturer appeared to be knowledgeable about the 

subject (Naftulin et al. 1973).

Subsequent studies suggest similar findings and in particular that the more expressive 

the lecturer, the better the student evaluation (Meirer and Feldhusen 1979; Kember 

and Wong 2000). These studies, however, test short exposure periods to lecturers 

and do not take into account the longer term effects of student evaluations. They 

therefore, support the assertion that student evaluation of teaching may be more 

aligned to a personality contest as opposed to a true reflection of the lecturer's 

effectiveness (Moore and Kuol 2005).

This assertion is further supported by an empirical study of 203 students in a US 

University which suggested that unless students are motivated to fully complete 

evaluations then the findings could be flawed. This study also suggested that the key 

motivating factors for evaluating lecturers were improvements in teaching, course 

content and design rather than any other element of the lecturer's role (Chen and 

Hoshowers 2003). This demonstrates that the delivery of good quality lectures is 

important to students.

20



The importance of quality lectures was further developed in the findings of a small 

UK qualitative study examining student evaluation of university lecturers. Brown 

(2004) found that from the student's perspective, knowledge, sense of humour, 

approachability and willingness to answer questions were important elements of a 

lecturer's ability. In addition, he found that teaching at an appropriate level for the 

students and having the flexibility to explain things in different ways were seen as 

indicators of highly competent lecturers, by the students.

It is apparent, therefore, that the evaluation of lecturers by students is problematic 

because of the variety of attributes and factors considered within that evaluation and 

the variables that affect them (Shevlin 2000). One study, however, has concluded 

that both students and lecturers produce similar evaluations of lecturer effectiveness 

(Roche and Marsh 2000).

2.3.5) Student satisfaction

Students should have access to better information concerning the quality of teaching 

available on the courses for which they apply, according to the Department for 

Education and Skills (2003). Such moves strive to provide transparent services that 

reflect the level of satisfaction of students in higher education (Higher Education 

Funding Council for England 2005). This is reflected in the results of the first 

National Student Survey which provided students with information, not previously 

accessible to the public, about individual universities and courses they offer (Higher 

Education Funding Council for England 2005). This Student Satisfaction Survey 

collected data from 170,000 final year students concerning their satisfaction with the 

course they had undertaken. The results for each individual university are available 

under each programme they provide and are publicly accessible on the internet. If
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the level of satisfaction with a particular programme or University is poor, therefore, 

it may adversely affect student recruitment and subsequent funding for that 

institution.

Although the National Student Survey questionnaire is short (two pages) with 22 

questions spanning eight areas (see appendix 1) there are four broad questions that 

focus on teaching. Within this section, the student is asked to rate their course 

overall, thus it is not specifically about individual modules or lecturers. Similarly, 

the University of Greenwich, like many other higher and further education 

institutions, has undertaken an annual student satisfaction survey since 1998. It 

provides significantly more detail across a wider range of issues affecting student 

satisfaction (see appendix 2). Again, however, the section concerning teaching is 

broad (University of Greenwich Office of Student Affairs 2005).

Although such surveys provide a wealth of information on a wide variety of issues, 

the data on teacher effectiveness tends to be quite general and concerns itself with 

the quality of teaching provided and the support given. This is positive in itself, but 

is limiting if specific issues relating to the effectiveness of individual lecturers is 

required from more of a performance management perspective (Storey 2004). This 

general approach is also utilised by individual schools when evaluating the courses 

provided within their programmes with questions like 'the teaching was undertaken 

to a good level' etc. This approach provides an overview of the provision but it is 

not specific to the lecturer's teaching skills. The onus, therefore, falls on programme 

and course management to ensure that good lecturers contribute to the teaching of the 

course thus increasing the likelihood of good course evaluations overall. A lecturer 

could, therefore, be a good course co-ordinator but poor lecturer and achieve high
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levels of positive student evaluations because of their organisation ability rather than 

their teaching skills.

2.4) The function of lectures in the communication of a narrative

A second theme considers the function of the lecture and the way the subject matter 

may be communicated.

2.4.1) The function of the lecture and learning

The concept of learning has been widely discussed from a variety of perspectives 

(Bloom 1956; Bandura 1977; Rogers and Freiberg 1994). It is acknowledged that 

learning can be achieved through a range of activities and experiences, many of 

which are not confined to educational establishments (Curzon 2004; Jarvis 2004) and 

can occur without the need of teaching (Ainley 2000). This is clearly evident in the 

literature around Life Long Learning (Hutchins 1970; De La Harpe and Radloff 

2000; Nicholls 2000). The lecture, therefore, has to be put into context as just one of 

those experiences which adds to the overall learning experience of the student.

Nevertheless, the lecture is one of the most common strategies for teaching in higher 

education (Bligh 2000; Curzon 2004; Huxham 2005). The lecture aims to develop 

the student's understanding of the concepts being taught (Reece and Walker 2000), 

through the continuous oral and formal exposition of a topic (Curzon 2004). The 

main function of the lecture, therefore, is providing information, challenging 

thoughts and existing knowledge in order to facilitate learning, when that newly 

acquired knowledge is considered both within and outside the lecture (Race 1999; 

Quinn 2000; Edwards et al. 2001; Exley and Dennick 2004).
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Merely attending a lecture and being exposed to the information does not ensure that 

learning has occurred (Gibbs et al. 1988; Bligh 2000), particularly if the lecture was 

purely a uni-directional delivery of information (Bligh 2000). If learning is 

considered to be a resultant change in behaviour, knowledge, skills or attitudes 

(Curzon 2004), then there may be a need for higher levels of interaction (and 

engagement within a lecture) in order for learning to occur. Following this, the 

student may have to consider new information in relation to their current knowledge 

and make changes in their behaviour based on that process (Eysenck and Keane 

2000; Jarvis 2004).

If however, education has been defined as a process of learning, facilitated by the 

interaction between students and teachers (Rogers and Freiberg 1994; Quinn 2000), 

it is questionable whether the lecture fulfils that definition. This type of criticism 

arises primarily because the lecture has a predominance of authoritative, uni- 

directional communication from the lecturer to the student which is at odds with 

interactive approaches to teaching (Brownhill 2002; Curzon 2004). Despite this the 

lecture is a well established and enduring teaching strategy in higher education 

(Reece and Walker 2000; Brown and Race 2002; Ramsden 2003; Exley and Dennick 

2004; Sutherland and Badger 2004) essentially because it is considered to be a cost 

effective way of delivering information to large numbers of students (Edwards et al. 

2001).

It is considered that the lecturer's philosophical beliefs about education and their 

ability to deliver lectures will allow the students the opportunity to leam in creative 

ways within a lecture or alternatively be restricted to a didactic approach only 

(Rogers and Freiberg 1994; Curzon 2004; Rodgers and Raiber-Roth 2006). In
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response to this, some lecturers have included higher levels of interaction between 

themselves and the students so moving away from the traditional didactic style of 

delivery (Bligh 2000; Sander et al. 2000; McGonical 2004). Sutherland and Badger 

(2004) established in a small qualitative study of lecturers' perceptions of lectures 

that they provided an opportunity to inspire as well as to inform. Ironically, in 

today's educational environment of blended learning with flexible multi-methods of 

facilitating learning and virtual learning environments, the lecture remains a key part 

of higher education (Department for Education and Skills 2003b; Exley and Dennick 

2004; Motteram 2006).

If lecturers allow thinking time, discussion and debate, so providing activities that 

provoke thinking and the processing of new information, it would be more likely that 

learning would occur during a lecture (Kember and Wong 2000; Quinn 2000). In 

order to achieve this lecturers need to use interactive methods with large groups of 

students (Brown 2004; Huxham 2005). It is in such interactive methods that acting 

skills may be used, thereby, supporting Tauber and Mester's (1994) view that using 

such skills may augment a lecturer's expressiveness and enthusiasm when delivering 

a lecture which in turn may enhance the student's levels of attention and interest.

2.4.2) Narrative and information

Delivering a narrative is a key element of acting and lecturing, whether the concern 

is with the physiology of the heart or the meaning of love in Romeo and Juliet. Both 

types of narrative require knowledge (Vanderstraeten 2001; Schechner 2003). In 

acting delivering the narrative requires knowledge of the self, the character, the 

context and an understanding of the narrative itself (Cole 1983; States 2002), while 

in lecturing it is knowing the subject, delivery methods, the students, the context and
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the self (Tickle 2001; Exley and Dennick 2004). Without this level of knowledge it 

is doubtful whether in the long term a lecturer could be truly effective and convey a 

deep level of understanding and meaning to the students (Meirer and Feldhusen 

1979). Hence, the requirement for good subject knowledge is a clear cornerstone of 

the educational literature (Sammons et al. 1995; Race 2001; Brown 2004) and this is 

equally reflected within the nurse education literature (Crotty 1993; Deans et al. 

2003).

Within nurse education, this narrative is not only concerned with pure subjects like 

physiology, sociology and psychology, but with integrating these with the domains 

of nursing knowledge and the professional practice of nursing (Watkins 1997). 

Hence the narrative is a complex one where many forms of knowledge are integrated 

into the context of patient care (Rose and Marks-Maran 1997; Copnell 1998). Thus 

there is a strong requirement, as in other disciplines, that the knowledge being shared 

is accurate, up to date and applied to relevant situations (Diekelmann and Gunn 

2004). Hence, in nurse education there is a need for the lecturer to be an experienced 

nurse as well as an accomplished lecturer (Crotty 1993), a requirement reflected in 

the standards from the professional body for nurses (Nursing and Midwifery Council 

2004a).

2.4.3) Communicating the narrative/information

It has been seen that both lecturers and actors communicate their narrative or 

information in a meaningful way, to make a difference to their respective audiences 

(Duff 2003; Carlson 2004). Indeed, Rosenthal's view of communication is that any 

interpersonal communication is a performance (Lampe 2002:303) as does Goffinan 

(1959 1981). In many instances in the theatre, the narrative and language used
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within it are incorporated within script, so it is not the actor who decides the 

language to use, it is the playwright (Counsell 1996), with the exception of 

improvised performances (Frost and Yarrow 1990). Generally, the script may be 

adhered to, but the director and actor will make deliberate choices concerning 

phrasing and emphasis in language to create a particular mood or emotion by not 

only considering the language used, but where and how on stage it is to be delivered 

(Rozik 1993; Lampe 2002).

Within education it is the lecturer who makes such decisions and explains the subject 

in their own style in their individualist way (Parini 2005:131) and is thus free to 

improvise at will producing their own narrative, rather than delivering it through the 

words of the playwright or eyes of a director. The lecturer's narrative, therefore, 

emanates from their knowledge base and understanding of the subject 

(Vanderstraeten 2001; Jarvis 2004). This could give rise to a student having two 

lectures about the same subject from different lecturers and receive different 

interpretations of the same knowledge. This issue of interpretation is then 

compounded by the way the student interprets the information delivered, based on 

their own knowledge and learning style and their reaction to the lecturer's 

presentation of that information (Snelgrove 2004). Further, the use of profession 

specific terminology during a lecture can confuse students particularly if it is used 

extensively without explanation or at the wrong level (Minton 2005:97). Hence, the 

impact and use of specific terms will be lost as the students will not understand the 

terms and then they are likely to disengage from the learning process and the 

activities within the lecture (Ramsden 2003).
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Nevertheless, the use of specific language and terminology in a lecture can have a 

significant effect on increasing the teacher's credibility because it may give the 

appearance of subject authority (Quinn 2000; Griffin 2002). It is part of the 

lecturer's role to introduce the students to relevant professional and educational 

language (Brownhill 2002). This forms part of a student's professional socialisation 

and the creation of status and authority (Giddens 2001) through the use of that 

language in terms of the symbolic power and levels of social control it gives 

(Bourdieu 1991). Indeed, Butler (1999) argues that an individual's identity is in part 

constructed through the language they use. Therefore, until an individual uses the 

language of the expert, they may not been seen as one. So this clearly has 

implications for the way that lecturers use their language in terms of gaining 

authority and being seen as knowledgeable (Griffin 2002). It also can alter the level 

of understanding the students achieve with the use of that language (Bloom 1956). 

Hence the use of language could affect the level of evaluation a lecturer receives 

from those students if they have understood that language or not (Kember and Wong 

2000; Greimel-Fuhrmann and Geyer 2003).

Bernstein's work developed the notion of restricted or elaborate language codes and 

the way they may detract from or enhance the educational achievement of children 

(Bernstein and Solomon 1999). This implies that lecturers with restricted codes of 

language may be less able to express themselves than those with elaborate codes. It 

might be expected, however, that the educational process and socialisation involved 

in becoming a nurse and subsequently a lecturer would have reduced the impact of 

lecturers with restricted codes as they would have been exposed to higher levels of 

professional language.
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The potential is clear, however, that both terminology and language could also 

contribute to, as Griffin (2002:57) describes it, the social, subject and professional 

authority of the lecturer, so allowing them to demonstrate their ability within the 

social environment of the lecture, their subject knowledge and mastery of teaching. 

Tauber (1999:71) argues that this will result in fewer discipline and classroom 

management issues because of that authority and the teachers' ability to respond to 

the power dynamics, allowing differing levels of interaction and control in the 

classroom. Therefore it seems that the precise choice of language in a lecture not 

only carries the narrative but the identity, authority and credibility of the lecturer too 

(Griffin 2002; Duff 2003).

2.5) The lecturers9 self expression

This theme focuses on the strategies of self expression which lecturers will use to 

communicate their narrative. Issues, therefore, like linguistic and visual 

communication, presence and personality will be discussed.

2.5.1) The actor 's/lecturer 's self expression

The process of self expression is one major similarity between the actor and the 

lecturer that allows them to communicate information to a group of people, whether 

that is an audience in a theatre or a group of students in a lecture (Phillips 1995; 

States 2002). In general terms, communication is clearly identified as a fundamental 

concept within the educational and theatrical literature (Cole 1983; Rozik 1993; 

Dance and Zak-Dance 1996; Quinn 2000; Duff 2003; Curzon 2004). 

Communication is also addressed specifically in relation to verbal and non-verbal 

modes, pace of delivery, intonation and the deliberate use of language (Patterson 

1991; Rozik 1993; Muijs and Reynolds 2001; Race 2001; Vanderstraeten 2001).
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Communication is therefore pivotal in both theatre and education because without it 

neither would have a means to convey their respective narrative (Hodge 2000; Muijs 

and Reynolds 2001; Duff 2003). Some literature even suggests that expert 

communicators may produce the most memorable lectures and therefore these 

lecturers are likely to be seen as more effective (Husbands 1997; Kember and Wong 

2000; Shevlin 2000).

2.5.2) Linguistic communication: the voice

The literature suggests that performing arts can occur without the use of spoken 

language, as in mime or dance, for example (Counsell 1996; Kirby 2002). This is 

not the case with lecturing as it is highly dependant on linguistic and non-verbal 

communication as the main stay for communicating information and ideas (Curzon 

2004; Exley and Dennick 2004). For both lecturers and actors, it is their voice in 

combination with their physical presence that creates the initial impact and gains the 

attention of the students (Kember and Wong 2000; Brown 2004). It is often the 

vocal qualities of the lecturer or actor that maintain interest for an audience 

(Patterson 1991; Brown and Race 2002). This is particularly evident when a lecturer 

varies the tonal quality, pace, pitch and use of language, not only to maintain interest 

but to communicate their enthusiasm for the subject (Tauber and Mester 1994; Berry 

2000; Quinn 2000). Again, this is an area that is significantly developed in 

performing arts where actors are taught to project the volume of their voice and to 

use a variety of tones, pitches and paces to create interest, expression and emotion in 

their voices and performances (McMillion 1998; Morrison 2003).

Paterson (1991) nevertheless argues that, even though volume and pace are 

important, it is clarity of the person's diction that is crucial, because if it is not clear,
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the audience will not be able to understand what is being said, so limiting the effect 

of the communication. This issue is made particularly clear in the theatrical 

literature (Bruder et al. 1986; Counsell 1996; Berry 2000).

Using the voice to communicate to large numbers in an auditorium or lecture theatre, 

however, does raise the issues of voice projection skills and potential for vocal health 

problems if such skills are not used correctly (Garfield Davies and Jahn 2004). 

Martin (2003) a voice therapist, in her doctoral study of 72 new teachers concluded 

that attending a vocal training day and a short series of workshops had a limited 

effect on these teachers' behaviours in the classroom to minimise vocal dysfunction. 

This was evident as these teachers continued to constantly raise their voices and 

shout when teaching, and did not take enough fluid while teaching. Although this 

was a negative outcome of the study, it would have been interesting to note any 

longer term findings, as Berry (2000:12) argues, voice building and vocal techniques 

develop over time with sustained practice. Such practice would reduce the risk of 

vocal dysfunction and conditions like hoarseness which ultimately may lead to 

inflammation and the formation of vocal fold nodules (Miller 1996). It is unclear 

from Martin's (2003) study whether or not the teachers had practised the vocal 

techniques and if they had access to someone to help them do so, if this had this 

facility it may increasing the use of such techniques.

2.5.3) Visual communication: the body

Non-verbal communication is as much a fundamental part of acting (Morrison 2003; 

Carlson 2004) as it is of teaching (Babad and Avni-Babad 2003) and to nursing (Ellis 

et al. 1999). Much of the literature here refers to the comprehensive work of Argyle 

(1988) whose first edition of 'Bodily Communication' in the 1970s brought together
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much of the psychological literature concerning non-verbal communication. He 

argued that non-verbal communication is a central element in the initiation and 

maintenance of social behaviours. This notion of social behaviour tends to be more 

apparent in the educational literature than in the theatrical, which tends to focus on 

language and its use to portray different emotions and states of mind (Rozik 1993; 

Phillips 1995; Sellers-Young 1999; States 2002).

Many non-verbal cues are unconscious manifestations of feelings or thoughts. It is 

difficult for an individual to have direct conscious control over them, unless they are 

acutely aware of their own body language (Hartley 1999). The importance of non- 

verbal communication is therefore that it provides the medium for portraying the true 

meaning of a person's spoken language as they may say one thing verbally and 

display another message non-verbally (Argyle 1988; Giddens 2001). It is the way a 

person uses non-verbal cues in combination with verbal language that impacts on the 

group of students or an audience, and gives the teacher or the actor a positive or 

negative presence (Phillips 1995; Bligh 2000). Nevertheless, the lecturer's 

awareness of their body language may be highlighted within the non-verbal back 

channel communication they receive from the students within a session (Brown 

2004; Hogg and Vaughan 2005) or from formal feedback through peer observation 

(Costello et al. 2001; Rothwell 2004). This feedback may then confirm their 

awareness of their public self or allude to elements of that self of which they were 

previously unaware (Goffrnan 1959; Thrower 2002)

Standard educational texts refer to the need to minimise unnecessary non-verbal 

gestures or habits displayed by the lecturer to prevent the students being distracted by 

them and shifting their focus away from the learning activity (Reece and Walker
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2000; Curzon 2004; Hogg and Vaughan 2005). In contrast, Muijs and Reynolds 

(2001) argue that teachers may deliberately use some eye contact, body posture and 

gestures to elicit specific responses or behaviours from students. However, actors 

tend to consider these issues in greater depth than teachers and take time during their 

training and within rehearsals prior to a production to consider what body language 

and gestures to use in combination with spoken language (Rozik 1993).

2.5.4) Presence

As soon as a lecturer enters a classroom they have a physical presence, merely by 

being there (Race 2001). This may be enhanced or not by their vocal ability. This 

physical presence in a room, Paterson (1991) argues, from a performing arts 

perspective can be seen as an act of theatre itself, although Kirby (2002) argues that 

whilst it may be a performance it is not likely to be acting. Nevertheless, it is the 

degree to which presence impacts on students that is of importance here (McEwan 

2002). Furthermore, Rodgers and Raider-Roth (2006) argue in defining 'presence' 

that it is concerned with the level of connectedness the lecturer has to themselves, the 

subject matter, their students and their learning. It is this connectedness that is 

demonstrated through the lecturer's ability to engage the students through 

communication and interaction, key elements of which involve the verbal and non- 

verbal language used by the lecturer.

To a degree, therefore, the physical presence of the teacher is determined by the level 

of non-verbal cues they exhibit. In the theatre actors talk about making an entrance 

that is convincing for the charter being played and the situation they are in (Cameron 

2002:243). This requires the actor to break their daily responses to that situation and 

focus their energy on interpreting how the character would respond or 'be' in a
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situation (Hodge 2000). This is achieved by the actor considering what impact they 

want their presence to have on the audience and how different gestures, postures and 

language could elicit and sustain that desired effect (Galley 2001; States 2002). This 

may be considered alongside what effect their costume will have too (Morrison 

2003).

The lecturer therefore needs to consider the body language they normally exhibit and 

the presence or impact they want to communicate and decide on the body language 

to use (Curzon 2004) and, to some degree, what they wear (Brown and Race 2002; 

Exley and Dennick 2004). A usually conservatively dressed lecturer who 

unexpectedly arrives at a lecture wearing leopard skin tights and a mini skirt may 

make some considerable impact. Tauber and Mester (1994) suggest that lecturers do 

not deliberately consider or plan what non-verbal cues to use as it usually occurs, for 

them, at a more subconscious level, unlike actors who learn to self-monitor their cues 

(Galley 2001). Being able to have a presence, however, is a characteristic 

considered to be essential within the standards for teachers and subject heads 

(Teacher Training Agency 1998).

2.5.5) Personality

Personality plays a large part in the way a lecturer is perceived by students (Quinn 

2000; Brown 2004). According to Argyle (1998:167), personality type will have an 

indirect effect on an individual's non-verbal communication, for example he argues 

that introverted personalities use gaze less frequently than extroverts. This is an area 

in which lecturers could benefit from some elements of performing arts training 

because actors are trained to portray different characters with different personalities, 

so that introverts, for example, can play the role of an extrovert (Evans 2003;
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Morrison 2003). This would particularly benefit newly qualified teachers who may 

be feeling under confident in their teaching style, and being able to portray the role 

of a confident lecturer may help them develop confidence. Indeed, as Ainley et al 

(2002) point out, some new teachers feel they can and are on some occasions 

'blagging' the subject, using improvisational skills to cover any lack of knowledge or 

security in their knowledge.

Psychologists, including Eysenck (1950:244), have considered introversion/ 

extraversion to be a key component of an individual's personality. If the assumption 

was that two lecturers, one extrovert and one introvert, had the same level of 

knowledge and expertise concerning the subject they were teaching, it may be 

hypothesised that the extrovert teacher would make a greater positive impact on the 

students, as the introvert may be less comfortable with the large number of students 

(Brown 2004). Extrovert personality types might make a greater impact as a teacher, 

but the main concern is whether the session was memorable in terms of content or 

just the individual's personality. This notion questions the central concept of 

lecturer's knowledge or teaching expertise as being the primacy of teaching, as seen 

in studies surrounding the 'Dr Fox effect' (Naftulin et al. 1973; Meirer and 

Feldhusen 1979). Nevertheless, if students have learnt, or perceived that they have, 

from the session, it could be argued that the lecture has achieved its educational 

purpose, even if it was the personality and performance of the lecturer alone that 

engaged the students in the process, and not their knowledge. There is a danger here 

that the extrovert might be considered to be the better lecturer, when this may not be 

the case. It could be debated, however, that if a lecturer is comfortable with a 

method of delivery they are more likely to make a positive impact, compared to the 

lecturer who is not. Additionally, the congruence between verbal and non-verbal
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cues will communicate the level of confidence (Hartley 1999) and the resultant 

degree of 'presence' which a lecturer has (Brown 2004; Curzon 2004).

2.5.6) Charisma

Charisma is an often mentioned element within the leadership literature (Pettinger 

1996; Klinge 2000; Paul et al. 2002). It suggests a person influences others mainly 

by the strength of their personality. Charisma is evident when a teacher uses both 

verbal and non-verbal communication in a vivid way which can result in maintaining 

the students' interest (Stewart-David 1991; Brown 2004). Hence, it is probably one 

of the more obvious elements of a teacher's personal presence (Exley and Dennick 

2004) contributing to the appearance of their authority within the classroom (Griffin 

2002:57).

From a sociological viewpoint, however, Weber suggested that charisma is a form of 

domination, in which people invest power in individuals with strong forceful 

charismatic personalities (Mouzelis 1975). From this perspective, in the context of 

teaching, charisma could be seen as the exertion of the power of the teacher in a 

dominant role, over the student in a submissive role. Here Bernstein and Solomon 

argue, there is a demonstration or exercise of the symbolic power that is intrinsic to 

many education systems (Bernstein and Solomon 1999). This type of control may be 

evident in pedagogical methods like lecturing (Habeshaw et al. 1992; McEwan 

2002).

Although charisma may be more concerned with the teacher's ability to use their 

personality to engage the students in the learning process, it does allow students to 

remember and recall some of the information from the session, or at least to
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remember the lecturer as a personality with a distinct style, whether that be good or 

bad (Parini 2005:132). Further, charisma may also serve to inspire and motivate the 

students to engage in further learning outside of the classroom (Klinge 2000). 

However, it could skew student evaluation of teaching as charismatic lecturers may 

gain higher evaluations than the lecturers who have engendered the greatest learning 

(Forrester-Jones 2003).

2.6) Interaction and relationship between the lecturer and the audience

This theme considers the issues inherent in the relationship between the lecturer and 

the students who comprise the audience.

2.6.1) The audience/students

The actor is not only concerned with the performance but also with the audience and 

therefore there is some degree of collaboration between them both (States 2002:29). 

Adult learning methods are of prime importance to the process of education because 

it is through the interaction between the student and the teacher that learning occurs 

(Rogers and Freiberg 1994). The more familiar analogy between the theatre and 

education can be drawn from the lecture itself, as both activities can be pedagogical 

in nature (Hodge 2000; Race 2001). It is acknowledged that audiences and students 

do not just passively receive the information from actors or lecturers, but they are 

actively engaged at an intellectual and emotional level with the performance and 

subject being communicated. It is this engagement therefore, that can create new 

meaning for audience or students, but this engagement with the subject may be 

affected by the way in which it is delivered (Phillips 1995; States 2002; Race 2005).
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Within the lecture format, nevertheless, there are inevitably periods where the 

students are in a passive role (Reece and Walker 2000) but it depends on the skill of 

the lecturer to either vary the stimuli or activity in the lecture in order to keep the 

students' interest. This could be done, for example, by they could use questions, 

discussion or interactive activities (Gibbs et al. 1988; Huxham 2005). This would 

move the lecture away from its traditional foundations where the lecturer only talks 

and the students listen (Curzon 2004).

In addition, it is the use of verbal and non-verbal cues by the lecturer that allow the 

students to respond to and interact with them (Hartley 1999; McEwan 2002). The 

students' non-verbal cues indicate their level of attention in a lecture (Bligh 2000). 

This is fundamentally different in the theatre because an actor generally does not 

pose direct verbal questions to an audience which require a response (Rozik 1993). 

Although this is not unheard of, particularly in pantomime or improvised 

performances (Chamberlain 2000). The questions here may be posed metaphorically 

by the performance then perceived and interpreted by the audience (Schechner 

2003). Despite the actors having to perform through an imaginary fourth wall, they 

can gauge to some degree the level of engagement by the audience via their reaction 

to the scenes, in terms of applause, laughter and silence etc, (Bentley 1992; Phillips 

1995).

2.6.2) Communicating with the audience

Communicating with an audience is not just a matter of self-expression and the 

ability to tell a story, but is also concerned with the way both the actor and the 

audience perceive the actor (States 2002:25). For example, an individual may want 

to see a certain actor play a particular role. Here, the focus is the actor not necessarily
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the role. The implication is that the area of interest is the skill with which the 

performer plays the role rather than the message that the character is communicating. 

As States (2002) warns, if the actor is too concerned with themselves, the character 

will not come through. There is also is an issue of intertexuality and interpretation, 

because each member of the audience may place their own meaning on the 

performance which may or may not be the same as the meaning intended by the actor 

(Orr 2003).

In essence this supports Coles' (1983: 132) view on three ways to play a scene. The 

actor may explain the story to the audience through the performance, or the actor 

may play the scene purely for themselves without any real concern for the audience, 

or finally play the scene for the other actors. It seems clear that the first has the 

greatest links with education, because lecturing is not about teaching purely for the 

lecturer's self gratification, but creating an educational experience for the student 

(Rogers and Freiberg 1994; Jarvis 2004). Recalling the Dr Fox effect, which 

suggested that the degree of enthusiasm displayed by the lecturer/actor can have a 

positive influence on the evaluation of lecturers, even if the depth and coherence of 

the knowledge and information presented in the lecture was limited (Naftulin et al. 

1973). This, to some degree, supports the assertion that a person primarily 

concerned with their performance or self-expression can have a positive effect on the 

perceived learning of a group of individuals even if their knowledge base is limited 

(Brown 2004). However, if this study were to be representative of all educationalists, 

it might imply that a good teacher requires these performance skills alone. This is 

clearly not the case when the literature focusing on teacher effectiveness is 

considered, where knowledge of the subject, understanding of the student body and a
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range of other factors are considered to be as important to the educative process and 

the effectiveness of the teacher (Sammons et al. 1995; Muijs and Reynolds 2001).

2.6.3) Openness and truthfulness with the audience

The qualities of the actor's openness and truthfulness to themselves and to the 

character they are playing also have an impact on the audience, because if they are 

not true to these, the audience may not believe the performance and therefore not 

engage in the story being told (Phillips 1995). In educational terms the use of 

performance skills divorced from a sound knowledge base, as in the Dr Fox Lecture, 

may have short-term positive effects but once the students see through the illusion of 

a knowledgeable credible teacher, it is difficult to regain their respect and trust, if 

they have been deliberately fooled (Petterson and Postholm 2002). Rogers 

(1983:174) therefore, argues that the lecturer needs to be genuine, to themselves and 

the group, to allow learning to occur, hence reflecting Rodgers and Raider-Roth's 

(2006) requirement for lecturers to be self aware in order to connect with the students 

in an authentic way. From this, it could be argued that, the issue of 'truthfulness' is 

related to credibility in educational terms (Griffin 2002). Within health related 

subjects the truthfulness and accuracy of knowledge is particularly important, as it is 

used by the students when caring for patients (Nursing and Midwifery Council 

2002b).

2.6.4) Confidence and competence in front of the audience

Confidence is often an issue for new lecturers, who are concerned that they may be 

seen as lacking credibility and not having subject authority when they first start to 

lecture because of their lack of confidence or nervousness (Diekelmann 2000; Griffin 

2002; Young 2002). If lecturers are anxious about teaching a particular group or
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specific subject, which even experienced lecturers are at times, there is the 

recognised likelihood that students will identify this uncertainty (McEwan 2002). 

Experienced lecturers on the other hand, may have developed the confidence in their 

knowledge base and teaching skills to communicate this verbally and non-verbally to 

the students, so to some degree hiding their anxiety (Brown and Race 2002; 

Fazackerley 2006). The lecturer has to be aware, in addition, that students may not 

believe what they are saying if they perceive a discrepancy between the spoken word 

and body language. This may alter their level of involvement in that situation 

(Argyle 1988). The level of involvement may also be affected by individual students 

having different learning styles, requiring different levels of interactivity, resulting in 

individual levels of deep or surface learning (Entwistle 1981; Kember and Wong 

2000; Snelgrove 2004). It is inevitable that students will respond differently to the 

verbal and non-verbal cues of individual teachers (Hartley 1999; Bligh 2000). Thus 

students could have a different perception of their degree of involvement in that 

lecture, which in itself may engage or disengage the student from the learning 

process at that time (Bloom 1956; Rogers 1983).

2.7) The lecturer's identity and style

This theme examines how lecture may develop their individual identity and style of 

lecturing.

2.7.1) Developing an effective identity as a lecturer

The lecturer's 'self as an individual is partly shaped by their primary and secondary 

socialisation, and the resultant interaction and reaction to society as a whole 

(Giddens 2001). As lecturers move through the profession as a nurse, teacher or both 

(Cook 1999; Bathmaker and Avis 2005), their fundamental beliefs can be challenged
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or reinforced, and their self-concept develops (Roche and Marsh 2000). This self- 

concept can then have an effect on the lecturer's self perception and their individual 

ability to function within a work environment both initially and during the process of 

adapting to that environment (Roche and Marsh 2000; Hodkinson and Taylor 2002; 

Flores and Day 2006).

Studies have established that a lecturer's self-concept, in addition to their reactions to 

the socio-political contexts and communities that form and surround higher 

education, not only shape the ethos within universities, but also influence new 

lecturer's values, beliefs and behaviours towards teaching (Kogan 2000; Cranton 

and Carusetta 2002; Flores and Day 2006). These influences not only affect the 

lecturer's identity, their philosophy towards lecturing and the degree of comfort they 

have in delivering lectures, but also their ability to function effectively within that 

environment (Roche and Marsh 2000; Young and Diekelmann 2002; Atkinson 

2004). Hodkinson and Taylor (2002) established in a small qualitative descriptive 

study of fifteen new lecturers that an understanding of the unwritten culture and 

behaviours within a university was vital in allowing such staff to function and find 

their place or identity. Often, however, these influences were difficult to identify and 

articulate when first in a new environment. Nevertheless, all of these influences are 

only understood by the individual in the context of their own history and journey to 

this point in time (Thrower 2002:373).

2.7.2) Lecturers' style in front of the audience

In general, lecturers may exhibit a range of abilities, styles and levels of confidence 

suggesting a continuum of teaching ability. Those lecturers who have greater 

knowledge but limited ability to deliver the session in a meaningful way might be at
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one end (Muijs and Reynolds 2001), contrasted with lecturers who can put any 

message across confidently but do not have the substance of a good knowledge base 

at the other, as demonstrated in the Dr Fox Lecture (Naftulin et al. 1973). Either end 

of this continuum could be seen as ineffective because both may have a limited 

impact on the student's learning. An ideal lecturer will have a good knowledge base 

whilst also being able to communicate, so facilitating student learning (McEwan 

2002).

The ability of the teacher to vary the stimulus or activity in the class not only will 

maintain the interest, attention span and knowledge retention of the class (Race 

2001) but may well increase the level of 'presence' that they have within a particular 

session and contribute to their style of teaching too (Rodgers and Raiber-Roth 2006). 

It takes a degree of confidence and self awareness, however, to utilise multiple 

teaching strategies in one session (Tickle 2001), but in achieving this, the lecturer 

will have a positive personal presence and impact on the students. Security in this 

knowledge allows improvising in the style, rate and content delivered (Bligh 2000; 

Humphreys and Hyland 2002).

Actors are often contained by the script and improvising can be difficult as other 

actors are reliant on specific lines (Mackey and Cooper 2000), unless the 

performance is an improvised one (Frost and Yarrow 1990; Evans 2003). They are 

trained, however, to respond to situations so that if a move away from the script 

occurs, it is not communicated to the audience through their body language. This 

requires a level of security in the actor's acting abilities as well as a knowledge of the 

script and characters (Zucker 1999; Morrison 2003). Similarly, lecturers need this 

level of confidence in their ability because they are not constrained by a script and
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have the freedom to depart from the lecture notes as they are the authors of their own 

lectures (Warren 1995). Nevertheless, if the lecturer lacks confidence in their 

knowledge and teaching skills, that insecurity may be unintentionally communicated 

to the student non-verbally (Argyle 1988; Tauber and Mester 1994). Actors are 

trained to expect this and to try to overcome it (Morrison 2003; Moseley 2005).

2.7.3) Lecturing: acting or not-acting

Brown and Race (2002:65) have argued that lecturers should develop a public 

persona that is natural for them. This supports Tauber and Mester's (1994) view that 

teachers can use acting skills to help them achieve this. Both acting and lecturing are 

time honoured professions (Quinn 2000; OT^eill 2002) and as such have developed 

differing philosophical standpoints (Stanislavski 1936; Rogers and Freiberg 1994; 

Bligh 2000; Humphreys and Hyland 2002; Carlson 2004). The commonality 

between these two practices is that they both require some degree of dramatic 

performance. This has led to the analogy of a lecturer being an actor or performer in 

some way, by suggesting that lecturing is an art likened to a musical performance 

(Bligh 200:xi) or even stand-up comedy (Lipsett 2004).

Kirby (2002) considers there is a continuum from not-acting to acting with elements 

of performance like public speaking at one end of the spectrum and pure acting at the 

other. His analysis of acting proposes that when a performer does something to 

simulate, represent or impersonate someone or something, acting has occurred and it 

does not matter what the content was. Pretending to open a door is as legitimately 

acting as is portraying Hamlet, but public speaking is not, unless you are pretending 

to do so.
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As the processes of both acting and lecturing suggest elements of performance, 

beyond the simple communication of knowledge or information, the actor and 

lecturer are required to be an active participant in the process of developing the 

imagination of themselves and of the audience or the students, (Stanislavski 1936; 

Bligh 2000; Kirby 2002; Duff 2003). The aim of acting is not just entertaining the 

audience, but helping the audience come to some new understanding, either about the 

play, the characters or themselves (Phillips 1995; Hodge 2000). Similarly lecturers 

aim to create a new meaning or experience for students through the intellectual 

challenge their lectures present (Shavelson and Towne 2002; Curzon 2004).

Furthermore, Kirby (2002) considers that the element of performance is not 

exclusive to the theatre. Indeed, there is an element of performance in most human 

behaviour (Lampe 2002; Schechner 2003; Carlson 2004), roles in society (Gofrman 

1959; Hogg and Vaughan 2005), expressions of personality, sexuality and gender 

(Butler 1999) individual styles of teaching (Parini 2005) and creating political 

personas (Sigelman 2001). Erving Goffrnan (1959:26) uses the term performance to 

refer to all the activities a participant would use to influence a particular set of 

observers. This has great resonance to both an actor and a lecturer who take on their 

respective role, which they intend will have some influence on the observers (student 

or audience), in terms of learning or enjoyment. As the lecturer repeatedly takes on 

certain activities/behaviours in the context of lecturing, those activities become an 

integrated part of that person's role in that context (Butler 1999). For this 

incorporation to occur however, it requires frequent exposure to the same situation in 

the context of the same role (Benner 1984; Salih 2002) and therefore shapes the 

development of that person's identity within that role (Butler 1999; Bathmaker and 

Avis 2005).
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2.8) Lecturing-acting analogy

Within this literature review parallels have been drawn between the two professions 

of acting and lecturing. A variety of authors have acknowledged the notion that 

teaching is similar to performing (Heck and Williams 1984; Quinn 2000; Brown and 

Race 2002). There was very little specific literature that attempted to do this in any 

great detail. Tauber and Mester's (1994) work is the most developed in this area. 

Additionally, there are two educational papers that directly draw this analogy 

(Patterson 1991; Phillips 1995) and a further piece that tests it (Naftulin et al. 1973). 

Although these works have already been referred to in the literature review, 

considering them at this point may highlight their contribution to the analogy itself. 

Interestingly, there has been little reference to this analogy in the literature, until 

recently in some education texts, Brown and Race (2002) and Quinn (2000) for 

example. My preliminary work on the EdD Programme, however, did reveal that 

five actors who were training to be teachers did perceived that many of the skills they 

learnt as an actor were directly transferable to teaching non drama subjects. The 

included skills such and relaxation, voice projection and managing performance 

anxiety (Street 2004).

Paterson (1991) [an actor] in his short article in an education journal, presents his 

view that lecturing has a performance perspective. He presents a summary of ten 

elements that are used in acting that could be used in education. These echo the 

elements already discussed within the review and include issues like vocal 

techniques and management of the body. Phillips (1995) takes a more detailed look 

at the similarities in the context of Stanislavski's work and examines how teachers 

can make more dramatic performances within their sessions so attempting to 

understand the process of teaching from another standpoint, apart from an

46



educational one. Phillips (1995) argues, that the purpose of the performance in the 

classroom is not just for pure performance or entertainment but to enhance the way 

in which the teacher can deliver information in a more expressive way. Finally, the 

Dr Fox Effect has demonstrated how student ratings may depend largely on 

personality variables of the lecturer rather than educational content (Naftulin et al. 

1973). This holds some tension between elements of managerial performativity that 

may be measured by the results of summative assessment and those measured by 

student evaluation of lecturers, because one may measure learning, while the other 

may measure popularity (Shevlin 2000; Barnett 2003).

There is further literature that investigates the similarities between acting and the 

drama teacher's role for example Ackroyd-Pilkington (2001). Here the argument is 

that the classroom drama teacher will have a range of roles within the classroom. 

One of these roles would be the actor, when the teacher acts the role of a character 

alongside the children within the class, so demonstrate acting behaviours using the 

teacher-in-role (Bolton 1999; Ackroyd 2004). At another point in the class they 

would take the role of the teacher by organising and facilitating the session and the 

children.

There is a further piece of work that relates to the performance of jazz. It reports 

how jazz performers improvise to produce a performance and that teachers could be 

more flexible in their approaches and improvise their methods to enhance teacher 

professionalism rather than utilising more rigid teaching methods (Humphreys and 

Hyland 2002). Although these works provide useful insights into the relationship 

between acting and teaching, they are not as directly related to the use of acting skills
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to promote effective teaching in non-performing arts subjects as Tauber and Mester's 

(1994) work is.

2.9) Acting lessons for lecturers: The work of Tauber andMester (1994)

Tauber and Mesters' (1994) work on 'acting lessons for teachers' grew out of 

Tauber's interest in classroom management in schools and from the premise that, if 

lessons were more exciting and helped maintain the interest of the students, then it is 

likely that there would be less disruption and fewer classroom management issues. 

The issue of classroom management forms the focus of Tauber's later work (Tauber 

1999). The work on acting lessons for teachers appears to have been developed 

philosophically by Tauber and Mester based on their experience of teaching, 

educational theory and interest in performing. They invited 18 award winning 

professors in the United States across a range of subjects, to write testimonials 

concerning the premise of using acting skills in the classroom, as well as surveying 

an unknown number of students to gain examples of how they have seen these skills 

being used. These accounts and testimonials were used to 'testify the need for 

teachers to incorporate acting skills in their teaching' (Tauber and Mester 1994:24). 

It is unclear whether the model was developed out of the testimonials and student 

experiences or whether they were used to support the philosophical premise of the 

model once it had been devised.

Tauber and Mester (1994:48) argue that subject knowledge fundamentally underpins 

their model, therefore it is a necessary requirement. They propose that both actors 

and teachers use a range of skills to convey knowledge and information to their 

audience via the use of their body and voice and of space, role play, props and the 

use of suspense and surprise (see figure 1).
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Figure 1: Overview of Tauber and Mester's (1994:17) model
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In doing so the teacher may heighten the students' interest, attention and attitudes 

towards learning when in the classroom. Tauber and Mester (1994) argue that such 

skills can be and are, taught to actors in order to help them achieve effective 

portrayals of characters. These same skills could be used by teachers and lecturers to 

enhance the student experience in classes.

Tauber and Mester (1994:41) argue that the voice is an immensely personal, yet 

crucial element of expression in a classroom. They suggest that vocal fitness, vocal 

variations and changes in pitch, volume, rate and quality of sound are important 

elements of the voice. Moreover, they assert that an expressive voice will influence 

the speaker's credibility and in turn affect the listener's comprehension. They hold a 

similar view for non-verbal communication and they value moderated animation of 

the body. They suggest too little or too much animation can be either dull or 

distracting for the students. They divide body language into three areas: 1) 

conducting movements that encourage students, for example, head nods, (2) acting

49



gestures that amplify meaning and (3) wielding movements that allow the use of 

hands or the body to deal with physical objects, e.g. props or visual aids. They argue 

the animated body includes those movements used for instructional purposes only 

and does not include personal gestures, for example smoothing hair, stifling a sneeze 

etc.

They also consider that physical space will have an effect on the teacher and the 

students. Tauber and Mester (1994) argue that particular people will choose to 

position themselves in particular places within any space. Their decision may be 

influenced by the way they feel, the size of group or the available resources within 

that space or, indeed, their level of confidence about the space, subject or students. 

They suggest, in addition, that teachers may often use the available space 

spontaneously rather than planning how and when to use it.

Tauber and Mester (1994:97) assert that props can be any tools taken into the 

classroom and used to help demonstrate a point or argument. These could range from 

flip charts to interactive white boards to a bed of nails. They argue that it is not the 

prop alone that will make the point, it is the way that it is presented by the teacher 

and hence there is the need for thorough preparation to ensure fluency in using it.

They also propose that the use of humour can be beneficial to the teaching process. 

They suggest a variety of categories of humour including jokes, puns, funny stories 

or comments etc. In addition, the use of suspense and surprise is suggested as having 

benefits for both the teacher and the students. They are concerned with developing a 

sense of intrigue as a session develops and then presenting the student with 

unexpected phenomena, so that the two work together when 'an expectation first
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established is then challenged by a contradictory unexpected event' (Tauber and 

Mester 1994:102) hence creating suspense and surprise. They suggest this is 

achieved by strategies that make the session interesting, like story telling, to 

gradually reveal events, so maintaining a sense of intrigue or inquiry, so creating 

'what if situations or imaginary scenarios that help the teacher prevent the session 

from becoming boring (Tauber and Mester 1994:106).

Tauber and Mester (1994) argue that role play or acting into a role other than that of 

the lecturer is a useful teaching strategy and discuss this to some degree. Their main 

focus for role play, however, is more about the lecturer taking on, or creating a 

professional persona of an expert lecturer. In their words, role play is 'temporarily 

transforming oneself into a different person by the means of mediation of expression 

and appearance' and therefore by 'acting like the confident professional you want to 

be, your self confidence will likely improve, thus allowing you to be that expert' 

(Tauber and Mester 1994:77-78).

2.10) Summary

In summary, it can be seen that there are many similarities between lecturing and 

acting because at some level they both aim to increase somebody's knowledge and 

awareness of a subject through the communication of a narrative which may be to 

educate or entertain. The greatest similarity appears to be in terms of self-expression 

where the delivery of the narrative is similar in terms of the verbal and non-verbal 

communication processes used. The importance of using language in education 

cannot be overlooked because it is so fundamental to the interchange of knowledge 

and ideas. Therefore, the lecturer needs to consider not only the vocabulary they use 

but the way they deliver it, in terms of pace, volume and intonation if they are to
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convey the information in a meaningful way. These are areas in which actors are 

well versed. Both actors and lecturers are concerned with their respective audiences. 

Although the lecturer may have more direct contact and verbal interaction with their 

audience, both professions have considered strategies that reflect the contribution an 

audience can make to a performance or a lecture. Both the theatre and education 

could not function without information and knowledge to convey in some form. 

Similarities can be drawn between the processes of delivering a lecture and 

portraying a role regarding the level of preparation for the task, the levels of 

interactions required, the knowledge of the subject/character and the strategies used 

to perform and engage the participants to arrive at a new understanding or 

experience.
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CHAPTERS: METHODOLOGY

This chapter presents the research design and methodology used to investigate my 

research questions (discussed in section 3.2) relating to Tauber and Mester's (1994) 

model. It will also discuss the ethical considerations presented by the study's design 

and the how issues of access, confidentiality, anonymity and informed consent have 

been addressed.

3.1) Research design

The research design took the form of a two-phase sequential mixed method study as 

outlined by Creswell (2003:213) that aimed to test and investigate the work of 

Tauber and Mester (1994). The study, is aligned within the pragmatist paradigm of 

research because of its mixed methods of data collection (Tashakkori and Tiddlie 

1998:19).

The first phase of data collection involved a specifically designed questionnaire 

distributed to both lecturers and students within a School of Health and Social Care 

from one university in South East England, where I was employed. This phase 

investigated whether lecturers and students could identify if lecturers utilised acting 

skills, as defined by Tauber and Mester (1994) when delivering lectures.

The analysis of the phase one data directly informed the development of the semi- 

structured interview schedule used in phase two and subsequently both phases were 

contextualised within the over-arching framework being investigated, in this case the 

work of Tauber and Mester (1994). Thus, this study is categorised as a sequential 

mixed method design (Tashakkori and Teddlie 2003). This type of method focuses 

more on overall conceptual development of a subject rather than direct comparison
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and triangulation of the findings from each phase, as would be the case in other 

concurrent mixed method approaches (Denzin 1978; Tashakkori and Teddlie 1998; 

Creswell 2003).

The pragmatist paradigm allows the strengths of both the empirical and naturalistic 

paradigms to be brought together in one investigation by allowing qualitative data to 

be used to support and contextualise the statistical analysis (Tashakkori and Teddlie 

2003; DePoy and Gitlin 2005). Elliott (2005:171) however, highlights criticisms that 

these two paradigms are philosophically opposed and it would difficult, therefore, to 

reconcile the differences meaningfully within one study.

This methodology, allowed me to gain a broad understanding of the perception of 

lecturers and students in relation to Tauber and Mester's (1994) model in phase one 

and then focus that analysis on how lecturers used a persona when lecturing in phase 

two. The study utilises a research approach, in which the study is planned, data 

collected then analysed, as opposed to some naturalistic approaches, such as 

phenomenology, where existing knowledge is 'bracketed off prior to data collection 

(Moran 2000), or other approaches like action research, or grounded theory where 

data collection and analysis can occur simultaneously (Strauss and Corbin 1998; 

Cohen et al. 2000). This was because the study aimed to test a model rather than 

develop one from the perceptions of lecturers and students.

DePoy & Gitlin (2005) argue, that naturalistic approaches to enquiry utilising 

interviews or observation as data collection methods are useful to explore a topic in 

the natural setting of the participants of that research, particularly when little is 

known about that subject. Therefore such approaches could have been used to study

54



the acting-lecturing analogy. These were rejected as the work of Tauber and Mester 

(1994) provided an established view of the subject that could be tested. Moreover, 

the selection of the survey method offered the ability to investigate a broader range 

of issues from within the model with a larger number of respondents which was then 

deepened and enriched through the analysis of face to face interviews (Thomas 

2003). This pragmatist approach allows the advantages of both questionnaires and 

interviews to be utilised within one study while offering a variety in the sequencing 

of data collection to meet the demands of a range of research questions within a 

mixed method approach (Creswell 2003; DePoy and Gitlin 2005).

3.2) Research questions

The following research questions were addressed:-

  Are there differences between lecturers' and students' recognition of the use of 

Tauber and Mester's (1994) model regarding the delivery of lectures?

  Are there differences in perception between lecturers' and students' regard for 

Tauber and Mester's (1994) model in its usefulness in promoting student interest, 

attention and attitudes to learning?

  Do students and lecturers perceive that Tauber and Mester's (1994) model may 

increase the effectiveness of lecturers in promoting student interest, attention and 

attitudes to learning?

  Do lecturers perceive that they take on a professional persona while lecturing?

  If lecturers do take on a professional persona, what may have contributed to its 

development and use?
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3.3) Description of the sample

The sample of lecturers was drawn from the 81 lecturers who taught nursing, 

midwifery and social care courses within the school. The sample of lecturers had 

inherent characteristics as they were all qualified health professionals, with 

experience of caring for clients within the health service prior to becoming lecturers 

within the university. They also had, or were studying for, a post-graduate teaching 

qualification. This background gave them a unique perspective on teaching, which 

may not be found in lecturers from other disciplines within the university. Other 

schools within the university however, would have lecturers who came into teaching 

from a practising professional role such as architects and compulsory education 

teachers, but their work based experiences would be very different, from those 

included in the study.

In addition, one cohort of 70 end of second year pre-registration 'Adult Nursing' 

students were selected, because at that time point they would have completed two 

years of their three year programme. This ensured they had extensive experience of 

the lecture as a teaching strategy and had been exposed to a wide range of lecturers. 

Furthermore, pre-registration nursing students at this point of their programme tend 

not to have the inherent worries and concerns about qualifying as a nurse that are 

often experienced during the third and final year of the programme (Lindop 1999; 

Gerrish 2000). Another reason for this choice was that this cohort of students was of 

a comparable size to the number of lecturers in the school.

3.4) Sampling method in phase one: questionnaire

Within phase one non-probability sampling was utilised and a convenience sample of 

lecturers and students was drawn. This provided access to an appropriate study
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population where the researcher worked. The names of the lecturers and their 

location were taken from the latest edition of the school telephone directory, hence it 

functioned as a type of sampling frame (DePoy & Gitlin 2005:149). Seventy five 

lecturers were drawn for the main study as five lecturers had been involved in the 

pilot study (discussed in section 3.12) and the remaining lecturer was myself. 

Additional specific selection criteria were not needed because the sample in essence 

was the population of lecturers in the school, who had similar inherent 

characteristics, as stated previously. Sampling the students in phase one, however, 

was more purposeful as I wanted to ensure that the students had high levels of 

exposure to the lecture as a teaching strategy, hence I sought and found an end of 

second year group, via the adult nursing programme leader.

The sample in this study cannot claim to represent the entire wider population of 

lecturers and students within this university or nationally, because this sample would 

not necessarily have the same characteristics of that wider population, so claims of 

generalisability could not be made as Cohen et al (2002:99). Therefore, this sample 

merely represents itself within the context of this study at the point in time it was 

undertaken. Convenience sampling was utilised primarily because there was a 

sample of lecturers and students within my work place. The questionnaire was 

circulated to all lecturers within the school so in essence the survey covered the 

population rather than a sample of it and any other form of sampling was not 

pertinent. However, if the sample had been drawn from across a range of schools or 

universities then either purposeful or quota sampling could have been used from a 

non-probability perspective (Coolican 2004). If the study had been purely empirical 

in design, involving more schools and universities, then probability sampling would
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have been indicated and a random sample or stratified sample drawn, to ensure 

generalisability to that population (Gunter 2002:217).

3.5) Sampling method in phase two: interviews

The lecturers' questionnaires from phase one were grouped into one of five bands 

representing years experience in teaching from 'up to five years' to 'up to 25 years' 

experience. Then a non-probability quota sample of 12 lecturers (two male and 10 

female) was drawn from those who had indicated on the questionnaire that they 

would be willing to be interviewed, that included lecturers from each of the band of 

year's experience. This form of stratification was undertaken to give a cross-section 

of years of experience to ensure that the interview sample had similar proportions of 

years experience to those in phase one of the study. This allowed me to address the 

final two research questions stated in section 3.2. I felt the issue of repeated 

exposure to a skill or experience such as delivering a lecture was important to 

deepening the lecturers' understanding of their practice of teaching and has been 

noted in the literature as influencing the lecturers' perception of how they present 

themselves within a lecture (Dreyfus and Dreyfus 1986; Brown and Race 2002; 

Pollard 2005).

3.6) Relationship of the researcher to the sample and personal influences on the 

study

The relationship the researcher has to the study population and sample can have 

marked effects on the participants willingness to be involved and the truthfulness of 

the data produced (Oliver 2003; Opie 2004). This may need careful consideration 

when the participants of the research are known to the researcher in the context of 

other formal roles for example, student and lecturer. This relationship will inevitably
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contain power dynamics, that if not managed, may leave the students feeling 

pressured to participate or leading them say what they think the researcher wants to 

hear (Malone 2003; Oliver 2003). In this study particular consideration was given to 

the issues surrounding collecting data from my work colleagues and students who I 

had taught three semesters previously.

Furthermore the existence of these formal roles outside the researcher/respondent 

relationship may produce a potential bias (Coolican 2004; Johnson et al. 2004). My 

position as a Principal Lecturer for Teaching Excellence within the School, may have 

influenced my colleagues involved in the study in several ways. This role places me 

in a position of authority concerning teaching. Colleagues may consider saying what 

they think I want to hear rather than what they want to say. Moreover, within my 

role I believe I am considered to be an approachable, knowledgeable person because 

I am regularly consulted by colleagues and student teachers for advice and support 

concerning a wide range of teaching-related activities. Nevertheless, I feel those 

elements of authority were reduced because of my open, personable approach.

I also feel I am quite well respected within the school by colleagues and students 

which may have had a positive effect on their willingness to take part in the study 

because they may have wanted to help me, rather then necessarily wanting to take 

part in the research purely because of the intrinsic value of doing so.

Within the pragmatist paradigm it is recognised that the researcher will inevitably 

have an effect on the respondents to some degree and will also bring their own 

interpretation to the data and its analysis, but these contribute positively to the 

research and add richness to its findings (Creswell 1998; Tashakkori and Teddlie
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2003; Johnson et al. 2004). This is unlike the values within a pure positivist 

investigation in which the neutrality of the researcher would be required and 

assumed (Gunter 2002). These influences would then be seen as introducing bias 

into the data rather than richness.

Within this study I considered that my experience of education and acting led to a 

greater awareness of the subject that allowed me to make sense of the subject, but 

within that, there was an inherent potential that I would interpret the data concerning 

the acting-lecturing analogy in light of my knowledge. This could therefore, be 

interpreted as a potential element of bias (Coolican 2004), but here I would consider 

this insider perspective provides useful insights into the subject being studied, a view 

supported within the pragmatist paradigm (Tashakkori and Teddlie 2003).

Attempts were made to overcome any potential negative bias or unethical researcher 

influence by providing clear information about the study and not suggesting that the 

respondents would be doing me a great favour by participating in the research. The 

use of an anonymous questionnaire with no identifier codes, in addition to not using 

leading questions or prompts in the interview, all contributed to reduction of any 

potential bias. I tried to keep to a minimum any informal discussions about the 

research, thereby reducing the potential to influence the information gained during 

data collection and if discussions occurred I merely mentioned previously completed 

phases.

3.7) Data collection within phase one: questionnaires

In phase one, data was collected via two specifically designed questionnaires based 

on Tauber and Mester's (1994) work (see appendices 3 and 4). An extensive search
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of the literature did not produce any evidence of a questionnaire based on Tauber and 

Mester's (1994) model so it might appear that it had not been previously used as a 

research tool or at least not in published research. Specifically designed 

questionnaires, like the ones in this study, could be criticised because they were 

unverified by previous research or tested against an external criterion (Oppenheim 

1992:161) thus questioning their validity. Nevertheless, the fact that the 

questionnaires were based directly on the work of Tauber and Mester (1994) and that 

they were also subject to a pilot study added to their face and construct validity.

The questionnaires were sent directly by name to 75 lecturers within the School via 

the internal post system and included a pre-addressed scalable envelop to return the 

questionnaire in via the same route. The questionnaire had a specified three week 

return date. An prize draw incentive and subsequent reminders were used to 

maximise the response rate.

The student questionnaire was administered at the end of one of their lectures by me. 

The students were aware that I would be distributing a questionnaire at this point, as 

I had visited them at the end of a lecture in the previous week to explain the study. 

When distributing the questionnaires I left two boxes in the room and asked the 

students to place their completed questionnaires into one box and the prize draw 

entry forms in the other. Whilst the students were doing this, I waited outside the 

room so no lecturers were with the students at that time. When the students had 

finished, one of them had agreed to come and tell me so I could collect the 

questionnaires and a colleague from the support staff could undertake the prize draw. 

This data collection strategy was used to minimise the risk that the questionnaire may
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be forgotten or lost, thereby potentially increasing the response rate but also reducing 

the direct pressure on the students to complete the questionnaire.

3.8) Structure of the questionnaires

Gillham (2000:37) argues that the design and layout of the questionnaire should 

allow it to be attractive and accessible, because this could not only affect the 

response, but also the quality of data derived from it. Questionnaires have the 

disadvantage, however, that if a respondent does not understand a question the 

researcher is not there to clarify the issue which may result in the question being 

misunderstood or not answered (Gunter 2002; DePoy and Gitlin 2005). Hence I was 

mindful of these issues when designing and piloting the questionnaires to minimise 

any potential misunderstanding or reduction in the response rates. The 

questionnaires, therefore, were divided into three sections, reflecting different 

elements of Tauber and Mester's (1994) model. Each questionnaire had a number of 

questions specific to each group (lecturers and students), and a series of questions 

that were posed to both groups to allow direct comparison.

The first section contained demographic data and a mix of open and closed questions 

in relation to the respondent's perceptions of the characteristics of: 'an enthusiastic 

lecturer'; 'a confident lecturer' and a 'lecturer who lacked confidence'. This allowed 

me to gain a sense of the respondents' perceptions of these concepts before they went 

on to following sections which were explicitly related to the aspects of the model. 

This allows the respondents to record their views about the characteristics of 

lecturers prior to the latter sections of the questionnaire which contained the elements 

defined by Tauber and Mester (1994).
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Section two contained a series of five point Likert attitudinal scales to measure 

perceptions towards each element of the model. Two open questions were included 

to yield qualitative data about elements of the model. This allowed both descriptive 

statistics to be derived as well as qualitative data to support and help with the 

interpretation of the quantitative results (Gillham 2000; Creswell 2003).

The third section contained closed questions concerning how the respondents' 

perceived elements of the model affected student attention, interest and learning 

attitudes during lectures. This section also included closed questions concerning the 

development of a lecturer's teaching skills if they were taught how to use elements of 

the model.

The length of the student and lecturer questionnaire was five and six pages 

respectively. Enclosed with each questionnaire was an information sheet, a prize 

draw entry and an invitation to be interviewed. The lecturers' questionnaire was 

printed on yellow paper to make it more distinguishable from other papers that 

lecturers receive, such strategies Oppenheim (1992:105) argues attempt to maximise 

and gain an early response.

Identifier code numbers were not used on either questionnaire as this would alert the 

respondents to the fact that the questionnaire was not truly anonymous and might 

potentially deter them from returning it, particularly as I was known to the 

participants, so potentially reducing response rates (Cohen et al. 2000; Oliver 2003). 

The respondent could decide whether or not to complete the personal details on the 

prize draw entry sheet, hence they could return the questionnaire completely 

anonymously if they so wished. Further, as the questionnaire was circulated to 75
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members of lecturing staff, it seemed appropriate not to use identifiers for the follow 

up of non-responses, as the number was small enough to distribute the questionnaire 

for a second time (as discussed in section 4.1). For similar reasons identifiers were 

not used on the student questionnaires.

3.9) The use of questionnaires in this study

The use of questionnaire in this study allowed a cost effective way of collecting both 

quantitative and qualitative data from larger numbers of student and lecturers in 

comparison with interviews or observation (Tashakkori and Teddlie 1998; Thomas 

2003), thereby increasing the potential to obtain a wider range of views from more 

lecturers and students.

Questionnaires gave the lecturers and to some degree the students the opportunity to 

complete them in their own time, at their own pace (Coolican 2004). This is, 

however, an intrusion into their time (Cohen et al. 2000) and if the questionnaire is 

user friendly it should both minimise that disruption and the time spent completing it 

(Oppenheim 1992; Cohen et al. 2000).

Questionnaires also offered these students and lecturers several significant 

advantages in relation to anonymity at the point of data collection when compared 

with interviews or observation, because they are mainly completed without the 

researcher being present (Opie 2004). This was particularly relevant as the students 

were asked to give information, in general terms, about the lecturers who had taught 

them, so the questionnaire allowed them the space and privacy to record their views 

without fear of recrimination and traceability (Cohen et al. 2000).

64



3.10) Data collection within the phase two: interviews

The second phase of data collection involved in depth semi-structured audio taped 

interviews with a sub-sample of 12 lecturers who had already indicated a willingness 

to be interviewed on a return sheet enclosed with the questionnaire.

The interview schedule was derived from the analysis of the questionnaire data 

arising from phase one of the study. It contained eight questions (See appendix 5) 

seeking to establish if lecturers perceived they had a specific persona when lecturing 

and if so what had influenced it. During each interview I asked the same initial 

question. I then asked the other questions as those subject areas arose during the 

course of the interview I was aware of the potential to go off the point, particularly 

when interviewing colleagues, hence I could have used the schedule to help keep the 

focus of the interview, if needed. I also kept supplementary probing and clarifying 

statements to a minimum as this allowed the respondents to talk freely around each 

question. I made encouraging non-verbal cues to demonstrate active listening and 

acknowledge the value of each interviewee's contribution (Opie 2004).

The interviews were conducted either in the respondent's office or my office, 

according to their preference, thus giving the respondents some control over the 

environment. The telephone in the office was diverted and the door closed with an 

engaged sign placed on the outer side of it, in attempts to increase the privacy of the 

interview while minimising the potential for interruptions (Cohen et al. 2000). The 

respondents chose where they sat in the office and the audio tape recorder was placed 

out of sight of the interviewee with the microphone placed discreetly in-between 

myself and the interviewee, to give maximum recording potential (Pawera 2003) yet 

minimising its obtrusiveness (LoBiondo-Wood and Haber 2002).
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3.11) The use of interviews in this study

The main advantage of using interviews in this study was that it allowed the broad 

findings raised in phase one to be explored in more depth with lecturers in phase two, 

so deepening the understanding of Tauber and Mester's (1994) model. As interviews 

are a face-to-face method of data collection, they are reliant on the rapport that 

develops between the interviewer and the interviewee to be effective (LoBiondo- 

Wood and Haber 2002). Hence, the interviewer requires good interpersonal 

communication skills to put the interviewees at ease and maximise their engagement 

in the study (Opie 2004).

Within this study, however, I was aware of the possible influence I would have on 

my colleagues, both in terms of confidentiality and the impact our current working 

relationships may have on the interview process and the responses given. During the 

interview I was mindful that this influence may be quite subconscious if colleagues 

are involved in the research because of the existing dynamics within the university 

external to the interviewer-interviewee relationship (Coolican 2004; Johnson et al. 

2004). In order to minimise any perceived pressure, I attempted to be as open and 

facilitative as possible in terms of my verbal and non-verbal communication. I also 

provided an information sheet which included a statement allowing the interviewee 

the discretion on which questions they chose to answer. They were also informed 

that they could withdraw from the interview at any point without any recriminations, 

as indicated by Cohen et al (2000:51) and Oliver (2003:47).

3.12) Pilot study

The purpose of a pilot study in this study was to test the ability of the questionnaires 

to collect appropriate data and allow the opportunity to redefine them prior to the
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main study as Oppenheim (1992:8) suggests. The pilot study also contributed to the 

overall validity and reliability of the questionnaire and data analysis because any 

flaws were identified and corrected prior to the main data collection phase (Cohen et 

al. 2000).

The questionnaires were piloted with five lecturers from the aforementioned school 

and five students drawn from a previous cohort of 'Adult Nursing' students at the 

same time point in their programme as the students in the main sample. The 

participants in the pilot study were asked an additional three questions concerning 

the completion of the questionnaire, i.e. how long it took, how easy was it to 

complete and if they found any question/s confusing to answer. All ten 

questionnaires were returned.

As a result of the pilot study some changes were made to the questionnaire. Two 

questions were amended due to minor grammatical wording and additional space was 

added for the qualitative comments concerning the elements of Tauber and Mester's 

(1994) model. The Likert scales were reduced from five to three points, because all 

the lecturers and students used either the strongly agree or strongly disagree columns. 

Also, on reflection I felt I was more interested in whether the respondents agreed or 

disagreed rather than the degrees within that continuum.

Overall, the lecturers averaged 20 minutes to complete the pilot questionnaire and the 

students did so in 15 minutes. An additional five minutes was added to take into 

account the changes made to the questionnaire following the pilot. Such information 

was included in the instruction sheet for the main study. It was apparent that the
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questionnaires yielded the kind of data that was expected. Therefore no other major 

changes were made to either questionnaire.

The interview schedule was piloted with one colleague who had already completed a 

questionnaire. It again yielded data that was in line with the research questions. The 

pilot also served as a trial for my research interview technique, which in part differs 

from the more directive dual person interviews undertaken for potential employees 

and students which I regularly perform. Semi-structured research interviews allow 

the participant to talk more freely in their own time and pace (Opie 2004), unlike 

potential new student interviews where a specific amount of content has to be asked 

and gained within a short space of time.

3.13) Data analysis for phase one

The Statistical Package for Social Scientists (SPSS) was utilised to analyse the 

quantitative data from the questionnaires. The qualitative data was used in terms of 

verbatim quotes to support the statistical analysis and give an explanatory narrative 

to contextualise the statistics and their meaning, which is appropriate within a 

pragmatist design utilising mixed methods (Tashakkori and Teddlie 1998).

Descriptive statistics were used to summarise and describe the data (Coolican 2004; 

Opie 2004) hence frequencies and percentages were utilised. As the data was 

categorical (nominal level) in nature, the Chi Squared test was undertaken to test for 

statistical significance within the data at the .01 level. Chi Squared can be used to 

test if the values achieved from two unrelated categorical variables are different from 

the values that would be expected if it was assumed that there was no difference 

between them (Coakes and Steed 2003; DePoy and Gitlin 2005). Parametric tests like
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the 'student t test' could not be used as these require continuous or interval or ratio 

data to establish a difference between the means of two groups (Coolican 2004).

The data derived from questions that asked the respondents to list characteristics that 

an enthusiastic lecturer may exhibit, for example, were tabulated in terms of 

frequency then grouped together to make categories of similar concepts.

3.14) Data analysis for phase two

The interviews were analysed via thematic content analysis utilising the coding 

principles from the constant comparative methodology proposed by Glaser and 

Strauss (1999:105). Initially, all the transcripts were read twice whilst listening to 

the individual tape recordings via headphones, and then read repeatedly without the 

tape. This process allowed me to gain a sense of the whole data and achieve 

theoretical sensitivity. A process of open coding was undertaken by comparing each 

new sentence with those previously gained, then axial coding was performed by 

grouping the open codes together into categories or themes. Notes and memos were 

recorded as the analysis occurred to help develop the linkages between the themes as 

they arose (Strauss and Corbin 1990; Glaser and Strauss 1999).

3.15) Validity and reliability

Validity and reliability are significant underpinning concepts in both positivist and 

mixed method studies (Tashakkori and Teddlie 1998; Creswell 2003). Indeed 

Oppenheim (1990:162) argues that reliability is a precondition for validity. 

Reliability refers to the dependency and consistency with which a tool measures the 

same concept at more than one time point (Gunter 2002), while validity refers to the 

accuracy with which the findings reflect the purpose and content of the study
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(LoBiondo-Wood and Haber 2002). The questionnaires in this study were based on 

the work of Tauber and Mester (1994) and this gives a degree of content and face 

validity as issues contained within that model formed the basis of the questionnaire, 

as opposed to me devising the questionnaire with no existing framework or theory to 

guide the questioning. The questionnaire was developed through three draft forms 

and one pilot study which further enhanced both its validity and reliability, because 

of that refinement and the conformation that it yielded data relevant to Tauber and 

Mester's (1994) model.

Researcher bias in positivist research is an element that should be avoided as it 

decreases the validity of the study (Gunter 2002). However, within the pragmatist 

paradigm Tashakkori and Teddlie (2003:8) argue that the individual analysing the 

data will naturally influence it to some degree. This is because the individual is 

interpreting the data in the context of their perceptions of the study and the subject in 

terms of their view and nature of reality. Within pragmatist, post-positivism and 

some naturalistic research, this researcher knowledge and involvement is often seen 

as adding to the validity and credibility of the research, because it brings an 

understanding of the issues to the research, rather than detracting from the studies 

validity (Tashakkori and Teddlie 2003; Elliott 2005).

As this study incorporates elements of both these research traditions, an element of 

bias towards the subject of both teaching and performing arts is acknowledged and 

may have influenced the data collection to some degree. But this was minimised by 

using Tauber and Mester (1994) as the conceptual framework being tested and 

therefore observed for within the analysis. The same could be applied to the 

influences of the work of Goffman (1959) and Butler (1999) in explaining the results
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and then putting those results in the context of the educational and theatrical 

literature. But it is acknowledged that removing the personal perspective in the 

analysis and the writing of the thesis is not always possible and is not necessarily 

detrimental to the study, particularly in mixed methods and naturalist research 

(Tashakkori and Teddlie 1998; DePoy and Gitlin 2005).

3.16) Ethical considerations

The main ethical issues in this study surrounded consent, confidentiality and 

anonymity. I utilised a range of strategies in this study to ensure that these ethical 

considerations were addressed, in order to protect the physical and psychological 

wellbeing of the participants (Cohen et al. 2000; Oliver 2003).

3.17) Gaining ethical approval

Gaining ethical approval is an essential part of ensuring that the study is ethically and 

organisationally sound and thus acts as a safeguard to help prevent the respondents 

being deceived and making decisions based on misleading information (LoBiondo- 

Wood and Haber 2002). This was achieved by a detailed proposal and data 

collection tools being submitted to, and subsequently approved by, the University's 

Research Degrees Committee and the Research Ethics Committee prior to data 

collection (See appendix 6). No amendments to the study were required by either 

committee.

3.18) Permission to access the study population

Access to research populations can have ethical and control implications particularly 

in relation to power, because of the range of gate keepers that can refuse, limit or 

grant the levels of access the researcher can have (Oliver 2003:39). To maximise the
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potential of access a research proposal was submitted to the Head of School, and as a 

result permission was granted to access the study population (students and lecturers) 

subject to successful Ethical Committee approval (see appendices 6 and 7). Once this 

permission was granted in principle, I sent a letter to the Departmental Heads 

explaining the study and asking for their permission to access their staff, stating that 

permission had been also been sought from the Head of School and the University 

Ethics Committee. Further permission was gained from the Pre-Registration Adult 

Nursing Programme Leader to access a cohort of students (see appendix 7). Once 

Ethical Committee approval had been confirmed the above people were informed 

and data collection commenced.

3.19) Informed consent

Informed consent is a fundamental element of any research study and is underpinned 

by the individual's right to freedom and self determination (Cohen et al 2000:51). It 

is based on the provision of accurate and truthful information concerning the study 

and the contribution required by the participants (LoBiondo-Wood and Haber 2002). 

This information needs to be clear and comprehensive enough to allow the potential 

participants to make an informed choice to be involved in the study or not (Cohen et 

al. 2000) and should take into account any per existing relations that may influence 

the participant (Malone 2003). Informed consent for this study was achieved in 

several ways. An information sheet was attached to each questionnaire which 

contained information explaining the purpose of the study. It also stated that I [Paul 

Street, with a contact number] was conducting the study and that they could contact 

me if they wanted any further clarification or information. Each lecturer received a 

questionnaire with a pre-addressed return envelope and as they were returned via the 

internal post system the respondents incurred no financial cost. The three week
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return date was expected to allow lecturers time to examine the questionnaire and 

decide whether to return it or not. As Oliver (2003) explains, consent is implied with 

postal questionnaires as the individuals have the opportunity not to return it.

The questionnaire for the students contained the same explanatory information as the 

lecturers and was administered at the end of a lecture as explained in section 3.7. 

Opie (2004:30) argues that power dynamics exist between the researcher and the 

researched manifest here in the relationship between me as a lecturer and the students 

I had previously taught, which could present intrinsic pressure on them to participate. 

This pressure could negatively influence the student's right to free determination and 

even though they had been informed about the elements of this study they could still 

have felt pressure to participate. So Oliver (2003:27) suggests a good response rate 

achieved in such a way would be considered unethical. This was primarily overcome 

by no lecturers being present in the room whilst the students completed the 

questionnaires and the students being asked to place the questionnaires in a box, 

which they could have done without completing them. Informed consent was further 

achieved by providing an explanation of the study and their right not to take part, 

both at a previous lecture and at the lecture when the questionnaire was administered. 

The students were also reminded by the lecturer taking the session that I would be 

coming in at an agreed time at the end of the lecture to distribute the questionnaire 

and that they could leave the lecture on its completion, prior to me distributing the 

questionnaire without any recrimination. As indicated in section 3.6,1 had taught the 

students in their first semester which may have had a positive influence on the 

students staying to complete the questionnaire.
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In relation to the interviews in phase two, the respondents had already indicated their 

consent to be interviewed by completing the return sheet stating their willingness to 

be interviewed. The lecturers were contacted by telephone asking if they were still 

interested and willing to be interviewed. If they agreed at this point, a date and 

venue was arranged at their convenience and an information sheet was sent to them 

by post prior to the interview. The same information sheet and a consent form (see 

appendix 8) was given to the lecturer immediately prior to the interview commencing 

and a further verbal explanation of the study, the interview process, withdrawing 

from the interview, the audio recording and handling of data and, finally, they were 

asked if they wished to proceed with the interview or not. Thus these strategies gave 

three opportunities for the provision of information and the opportunity for 

withdrawal if the lecturers did not want to participate.

3.20) Ensuring anonymity and confidentiality

Anonymity is vital if participants are asked to divulge information about themselves 

(Oliver 2003). Anonymity, in addition can be seen as one element of privacy (Cohen 

et al. 2000) which also forms part of the requirements within the Data Protection Act 

(1998). Anonymity was maintained by not stating or implying the participant's 

name, department, place of work or identifiable clinical background within the study 

or publications resulting from it. As stated in section 3.7, no identifier numbers or 

coding systems were used on the questionnaire to further ensure anonymity 

(Oppenheim 1992).

Within this study qualitative statements were identifiable only as lecturer or student 

and a number that was allocated to their questionnaire immediately prior to data 

entry into SPSS and prior to the interviews. Voluntary identification was made by
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the respondent on the return sheet if they wanted to be entered for the prize draw 

and/or be willing to be interviewed. This sheet was separated from the questionnaire 

on its receipt prior to examining the questionnaire. These sheets along with the 

interview tapes were stored in a locked filing cabinet in my home so complying with 

the data storage issues (Data Protection Act 1998). The interview tapes were 

allocated and marked with a number, not the participant's name and only heard by 

the researcher and an independent audio-typist who transcribed the tapes, who was 

also familiar with the process and ethical issues of transcribing research interviews. 

Confidentiality is another element of maintaining the privacy of respondents by 

ensuring the information given is handled, stored and used respecting the confidence 

and anonymity of the respondents (Cohen et al. 2000). These issues were partly 

meet not only by ensuring anonymity, as described above, because, in themselves 

they offer a degree of confidentiality (Oliver 2003) but also by not discussing or 

divulging the raw data in an identifiable written or verbal form with colleagues, 

fellow students or supervisors.
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CHAPTER 4: FINDINGS AND DISCUSSION

This chapter will present and discuss the findings that have arisen from the two 

phases of data collection and then place them in the context of both educational and 

theatrical literature. The phase one findings from the questionnaires will be 

presented and discussed through the elements of Tauber and Mester's (1994) model. 

Findings from the interviews in the second phase will then be presented and 

discussed within the context of a tentative adaptation to Tauber and Mester's (1994) 

model that arose out of that phase. All the statistical results are reported as not 

statistically significant unless stated otherwise.

4.1) Phase one response rate: questionnaire

In Phase 1, questionnaires were distributed to 75 lecturers and 62 students making a 

total of 137, and an overall response rate of 91% (n=125) was achieved. Out of the 

lecturers, 63 (84%) returned a completed questionnaire and 62 (100%) of the 

students also did so. The overall response rate would be considered particularly high 

for a questionnaire as response rates of 30% are common for postal surveys (Gillham 

2000).

The student response rate would have been enhanced by the fact that the students 

completed the questionnaire at the point of distribution, as this eliminated the chance 

of it being misplaced (Gillham 2000). However, eight students from that cohort did 

not attend that particular lecture. The 62 responses, therefore, represented 88% of 

the cohort. As the questionnaire from the lecturers had already been returned with 63 

responses, I considered that as the numbers from both lecturers and students were 

balanced, there was no need to circulate the questionnaire to the remaining students.
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The response rate for the lecturers was facilitated, in part, by a series of reminders, 

which appeared to be effective in gaining a high response. An E-mail reminder was 

sent out one week prior to the three week return date and perhaps printing the 

questionnaire on yellow paper made it distinguishable amongst other papers that 

lecturers receive. At the three week point a 48% (n=36) response rate was achieved. 

However, as this was less than 50% of the lecturers, it questions the ability of the 

findings to be generalised to the study population (Gillham 2000:48) because the 

assertions made would be based on less than half of the sample. Therefore, a second 

reminder was sent out two days after the initial deadline extending the return date by 

ten days. This resulted in an additional 15 questionnaires being returned. Following 

this, a further reminder letter and second copy of the questionnaire was circulated 

with an additional two week deadline to those lecturers that the researcher could 

identify had not responded and to those who could not be identified as having 

responded. This increased the responses by another 12. This diminishing response 

was expected as Cohen et al (2000:263) argue that with each reminder comes a lower 

return. Normal work interactions with me, may also have served as a subtle 

reminder, even though I engaged in no deliberate conversation about the study or 

returning the questionnaires.

Offering an incentive of £25 worth of vouchers may also have had a significant 

effect on increasing the response rate for both students and lecturers, as Oppenheim 

(1992:1041) asserts that incentives can give an initial impetus for people to complete 

the questionnaire as they feel they might receive something in return for their 

contribution. Incentives, however, may have negative effects on the response 

because by requesting the respondents' name and contact details, anonymity is 

removed (Oliver 2003). This could have lead to the lecturers and students feeling
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that they and their responses were clearly identifiable to me and that this may 

negatively influence subsequent interactions between us. This potential was 

removed by me separating the questionnaire and prize draw sheet without taking note 

of the details on either. This could have been enhanced, however, if I had been more 

explicit about how this process was to occur within the information provided with the 

questionnaire.

Another contributory factor to the high response rate may have been that respondents 

were responding to my personal qualities or position as a Principal Lecturer for 

Teaching, within the school as discussed in section 3.6. I had no reason, however, to 

believe that the strategies employed to avoid the perception of compulsion were not 

effective as discussed in section 3.6.

I accepted that the students who did not attend and the lecturers who did not return a 

questionnaire may have introduced an element of non-response bias as potentially 

these people could have disagreed with the study, its content or process of 

administration and the data may been limited because of this (Oppenheim 1992; 

Burkell 2003). However, I have no reason to suspect that any systematic bias 

resulted and as the response rate was high this can be taken as minimising this effect.

4.2) Phase two response rate: interviews

Out of the 63 lecturers who returned a questionnaire 58 indicated that they would be 

willing to be interviewed. The five lecturers who did not agree to be interviewed 

could have added an element of bias, as discussed earlier concerning non-responses 

to the questionnaire. The twelve lecturers who were approached for interview all 

agreed to do so and they represented a range of experience, including three lecturers
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with up to five years experience, two with up to ten years, three with up to 15 years, 

two with up to 20 years, and two with up to 25 years experience. This non- 

probability stratification was undertaken to give a cross section of years experience 

(as discussed in section 3.5) in order to reflect any developments in lecturers' 

teaching style that may have occurred through repeated experience of delivering 

lectures over time.

4.3) Demographic data

Out of the 125 respondents who returned a questionnaire 88% (n=l 10) were women 

and 12% (n=15) men. Ten of those men were lecturers and five were students. This 

reflects the predominant female gender distribution within the nursing profession of 

89.5% women and 10.5% men (Nursing & Midwifery Council 2005). All the 

lecturers had professional qualifications relating to nursing, midwifery or social 

work, with 69.8% (n=44) of those being at Post Graduate Diploma level with the 

majority of lecturers holding a professionally related qualifications at Master level 

(see figure 2).

Figure 2: Highest teaching and professional qualification held by the lecturing staff.
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Similarly in relation to educational/teaching qualifications 61.9% (n=39) of lecturers 

held them at Post Graduate Diploma/Certificate level, but fewer at masters level 

(n=14) when compared with the professional qualifications. Only a minority of six 

lecturers (9.5%) were studying for a PGDE as all the others had a teaching 

qualification from Diploma/certificate level or above. The six undertaking the 

PGDE were also full-time members of staff.

All the lecturers were regularly teaching a variety student group sizes including 

delivering large main hall lectures. Every lecturer had regularly taught groups of 50 

or more students with the majority (90.4%) having regularly taught groups of 100 or 

more students and therefore had exposure to delivering a lecture (see figure 3). 

However, the lecturers would also have regularly taught smaller groups of students 

as well as the large group lectures.

Figure 3: The largest size of student group the lecturer has taught.

25 50 75 100 125 150 or more

Group size Sample (n=63)

The number of years experience in teaching spanned from six months to 23 years. 

Three lecturers had one year or less experience, so the sample reflected a mix of 

established and new lecturers providing a range of experiences and perceptions 

concerning lecturing (see figure 4).
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Figure 4: Number of years experience in teaching.
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4.4) Overview of findings in relation to the research questions for phase one

Overall, the findings demonstrated that all seven elements of Tauber and Mester's 

(1994) model were evident in the perceptions of lecturers and students. These will 

be discussed in sections 4.8 to 4.16. It was clear in the questionnaire data that both 

lecturers and students perceived all the elements of the model influenced student 

interest, attention and attitudes towards learning in a lecture in some way, albeit 

some were more problematic than others. Tauber and Mester (1994) argue that their 

seven elements of acting feed into enthusiasm, which in turn produces confidence 

which then heightens student interest, attention and attitudes. This was evident in the 

data addressing the research questions :-

  There were high levels of agreement between lecturers' and students' recognition 

of the use of performing arts skills in the delivery of lectures as defined by Tauber 

and Mester (1994).

  Overall there were similarities between these groups in the perception of Tauber 

and Mester's (1994) model being useful in promoting student interest, attention 

and attitudes. Although more than 80% of lecturers and students were in 

agreement, significantly more lecturers than students perceived that animated
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voice, space and the lecturers' knowledge could have a positive effect on student 

attention. In relation to student interest, again significantly more lecturers 

perceived that animated voice and position/space would have a positive influence. 

While significantly more students than lecturers agreed that the use of suspense 

and surprise would enhance learning attitudes during the lecture. 

  There were similarities in the perception of these two groups in relation to the 

potential that performing arts skills may increase the effectiveness of lecturers by 

promoting student interest, attention and learning attitudes. Significantly more 

lecturers than students, however, perceived that if lecturers were taught to act in a 

confident way to create a professional persona it would help them deliver lectures, 

while significantly more students than lecturers perceived that if lecturers were 

taught relaxation skills it would help them deliver lectures.

4.5) Students' and lecturers' perspectives on effective lecturers and enthusiasm

Tauber and Mester (1994) write that teacher enthusiasm and effectiveness are 

synonymous. This notion was reflected in the data as the characteristics identified 

for both were similar (see figure 5). Indeed, 98.4% (n=62) of lecturers and 96.8% 

(n=60) of students in this study agreed that being enthusiastic is a vital element of 

communicating subject matter. This finding supports conclusions from other studies 

in relation to perceptions of good and poor teaching and the inspirational teacher 

(Kember and Wong 2000; Brown 2004; McGonical 2004).

The data revealed 81 characteristics of the effective lecturer which formed a total of 

15 categories. Similarly, 69 characteristics formed 15 categories identifying 

elements of a lecturer's enthusiasm (see figure 5 and appendix 9). These represented 

a wide range of characteristics supported in the literature concerning teacher
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effectiveness and expressiveness, such as a good knowledge base, expressed and 

delivered in an interesting way (Meirer and Feldhusen 1979; Further Education 

Development Agency 1999; Hay McBer 2000; Forrester-Jones 2003; Greimel- 

Fuhrmann and Geyer 2003). Within the two data sets in figure 5 outlining the 

characteristics of an effective and an enthusiastic lecturer, knowledge was the most 

frequently quoted element by both students and lecturers. This supports Tauber and 

Mester's (1994) assertion that good subject knowledge underpins teaching, which is 

also clearly found in the educational literature (Teacher Training Agency 2000; 

Race 2001; McEwan 2002; McGonical 2004; Parini 2005).

Figure 5: Frequency rank order of the top ten elements of the effective lecturer and the 
enthusiastic lecturer.
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It was interesting to note that 55.6% (n=35) of lecturers stated they deliberately used 

strategies to show their enthusiasm, while 39.7% (n=25) suggested they used them 

subconsciously as demonstrated by these responses:-

'Non-verbally: looking enthusiastic, with passion, bright eyed bushy tailed, 
looking as if you are enjoying it. Verbally: by stressing the importance of a 
subject, sometimes the use of humour. Physically: being active utilising 
hand and body gesture to emphasise content and ensuring all of these are 
congruent'. (Lecturer 10)

'Moving around, using hands, move towards the group. Body language and 
facial expressions should convey enthusiasm. If I am enthusiastic about the 
subject this just happens it's not something I plan'. (Lecturer 28)
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These findings are parallel to the debates in teacher/lecturer effectiveness which 

suggest the manifestation of enthusiasm can be seen as a trait of effectiveness and 

therefore synonymous with the good lecturer, (Further Education Development 

Agency 1999; Beishuizen 2001). All the lecturers (100%, n=63) however, stated that 

they demonstrated enthusiasm during a lecture, while significantly less students 

(61.3%, n=38) perceived this to be so (%2 =30.18, p=.000, n=125). The variable 

nature of demonstrating enthusiasm was also reflected in the qualitative data from 

the students:-

'Some lecturers do appear enthusiastic but others don't. I think the ones that 
do know what they are talking about, you can see it in their voice and in their 
lively body language. I think they are also good at involving the students 
even. I think the good ones are able to turn boring subjects into lively and 
interesting ones. I find that the lecturers who are not enthusiastic often seem 
to be less interested and their lectures seem to be very long and in some cases 
boring'. (Student 50)

Such variation could be explained by the differences between students' and lecturers' 

perceptions of which behaviours demonstrate enthusiasm. Alternatively the variation 

could be accounted for by the difference between the lecturers' perception of how 

they demonstration enthusiasm and how they actually do demonstrate it. This 

discrepancy is not unseen in the theatre, where an actor thinks they are demonstrating 

an emotion and feel that they doing so, but it is not being seen as such by the 

audience or director (Cameron 1999; Morrison 2003). Here the actor would have 

feedback on this discrepancy prior to going on stage to perform, whilst the lecturer 

would not. The above statement from student 50, and others like it, indicated that 

enthusiastic lecturers may have a greater positive impact on levels of student interest 

than those who were less enthusiastic, which is also demonstrated in the work of 

McGonigal (2004).
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If enthusiastic lecturers, therefore, were evaluated at the point of delivering a lecture 

they might achieve more positive evaluations than non-enthusiastic lecturers, so 

feeding into the managerial performativity agenda, because of their recorded success. 

The time point at which evaluation occurs may be critical: too long after teaching has 

finished and students may tend to forget the details and produce a more bland 

evaluation. Exceptions to this would be the notably good or bad lectures or lecturers. 

Alternatively, if the course is evaluated directly after an enthusiastically presented 

lecture the course evaluation could be positively skewed because of a 'feel good 

factor' that students may experience after an enjoyable lecture, or visa versa (Brown 

2004). This could result in the good evaluation being based on the entertainment 

value of the lecture rather than its academic value (Shevlin 2000). This may be 

compounded if the course is evaluated in terms of content and delivery and not in 

terms of what the students have remembered or gained from a particular lecture or 

course. This is evident in the National Student Satisfaction survey and some course 

evaluation forms (see appendix 1). The implication, therefore, is that in order to 

achieve more highly evaluated courses they should be delivered by enthusiastic 

knowledgeable lecturers. As Kember and Wong (2000) argue, not all lecturers may 

have the delivery skills to engender an enthusiastic and clearly knowledgeable 

delivery, nor should they, as this implies that only enthusiastic teachers are truly 

effective. The key, as Forrester-Jones (2003) suggests, is an effective lecture should 

be delivered in a way that educationally engages the student to gain from it.

4.6) Students9 and lecturers'perspectives on the confidence of lecturers

Similar trends were evident within the data in terms of confidence and enthusiasm. 

The top five ranked characteristics that depicted confidence were conversely evident 

in those for the non-confident lecturer. Although those characteristics between the

85



data sets occurred at different frequencies it still gave a clear indication that:- 

involving the students, animation of the voice and body, knowledge and delivery 

skills are fundamental to appearing confident or not when lecturing.

Figure 6: Elements of the confident lecturer and the lecturer who demonstrates a lack 
of confidence.
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These findings clearly reflect the conclusions of previous studies which suggest that 

expressive and apparently confident lecturers can make a positive impact on student 

groups (Chen and Hoshowers 2003; McGonical 2004; Moore and Kuol 2005). The 

data however, also suggest the reverse too, that the under confident lecturer may 

make a negatively constructed impact by demonstrating the characteristics of a less 

confident lecturer, so potentially resulting in a less positive influence on the students' 

interest and attention in a lecture. Again, this supports findings of the previous 

research that identify good and bad teaching (Kember and Wong 2000; Beishuizen 

2001) and those concerning the student evaluation of teaching (Sander et al. 2000; 

Shevlin 2000; Greimel-Fuhrmann and Geyer 2003). Such assertions were further 

supported in the data by high levels of agreement between students and lecturers 

stating that students could identify a lack of confidence through a lecturer's body 

language, voice and presentation skills (see figure 7).
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Figure 7: Factors that a lack of confidence can be identified through.
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It appears from this data that for the lecturer to appear confident, they would need to 

control these types of elements through a dramatic performance in which they 

consciously use strategies to appear confident. In acting, a lack of confidence is 

partly managed by voice, body/movement and relaxation training but also through 

focusing on the performance and the inner belief that it can be done (Evans 2003). 

All of these strategies appear transferable into lecturing to minimise the appearance 

of under-confidence. Hence by reducing the external features of a lack of confidence 

the lecturer would outwardly appear to fulfil the expectation of their role, as 

Goffman (1959:17) would assert, by demonstrating the appropriate behaviours and 

impressions for that role and situation. If they were to do this repeatedly they would 

also be constructing their identity and their lecturing self, in a Butlerian (1999) sense.

A new lecturer's lack of experience is often exhibited through an apparent lack of 

confidence and although the new lecturer may know their subject, they may think 

that they do not know it well enough to teach it (Young and Diekelmann 2002). New 

lecturers may try to compensate for this by over preparing the content for a lecture, 

which may in turn lead to difficulties in delivering that amount of content in the time 

allotted for the lecture (Bligh 2000; Exley and Dennick 2004). With the

87



development of any new skill, a person may have to initially consciously consider all 

elements of that skill in order to perform it. This may require more structured rules 

or frameworks to help them do that (Dreyfus and Dreyfus 1986:22) and as the 

persons competence in that skill develops, they become less reliant on these 

frameworks and their performance is fluent, expert and highly proficient (Benner 

1984:34). Therefore, a lecturer learning to lecture may appear less fluent initially, 

while an experienced lecturer may appear to deliver the lecture effortlessly, because 

of their repeated exposure and experience of giving lectures (Dreyfus and Dreyfus 

1986; Parini 2005).

Here it is clear that performing arts skills such as voice projection, controlling body 

language etc are useful in initially hiding the lack of confidence in appearing to be 

credible during a lecture producing the Dr Fox Effect. Hence both confidence and 

enthusiasm could be seen as two attributes making a positive contribution to the 

formation of a lecturer's personal persona when lecturing (Brown and Race 2002; 

Curzon 2004).

4.7) Students' and lecturers' perspectives on the lecturers' knowledge base

When both lecturers and students were asked what makes an enthusiastic, confident 

and effective lecturer, knowledge was the most frequently quoted characteristic 

across these three elements. This underpins Tauber and Mester's (1994:48) 

argument that knowledge is a fundamental component within their model. Therefore 

it is not an option, but a requirement, a view clearly evident in many educational 

texts (Quinn 2000; Reece and Walker 2000; Race 2001; Ramsden 2003; Jarvis 

2004). This was also apparent in other parts of the data, as significantly more



students (n=56) than lecturers (n=49) agreed that a sound knowledge base is the most 

important element of being an effective lecturer (see figure 8).

Figure 8: Perceptions of issues surrounding knowledg
Statements

Lecturers and students
A sound knowledge base is the most 
important element of being an effective 
lecturer.
The key to successful lecturing is having the 
ability to present information convincingly 
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Teaching lecturers to plan the way they use 
their voice and gestures in their lectures 
would enhance the effectiveness of those 
lectures.
Being enthusiastic is a vital element of 
communicating subject matter.
Do you think a lecturer would be credible if 
they appeared to have the knowledge but did 
not have the skills of communicating that 
knowledge in a meaningful way?
Students
Most lecturers appear to have a good 
knowledge base
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It might have been expected that a higher percentage of lecturers would have agreed 

with this statement, but it could be argued that they were also considering wider 

issues of delivering lectures in a way that engendered deeper learning, rather than the 

unidirectional delivery of information. This encapsulates the debate between the 

notions of the product of education in terms of giving information to achieve outputs, 

versus the process of education through helping students acquire knowledge and 

learn (Sheehan 1986; Bartlett et al. 2001; Freeman 2003). Hence, the teaching skills 

themselves are as vital to the communication of the subject as the knowledge itself 

(Sander et al. 2000).

While 79% (n=49) of students suggested that most lecturers appeared to have a good

knowledge base, 21% either disagreed (12.9%, n=8) or were uncertain (8.1%, n=5).
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It was not clear from this 21% whether this perception was based on a miss-match of 

the students' learning style with the lecture mode of delivery, or if it was because the 

lecturers could not communicate their knowledge in a meaningful way, even if they 

were knowledgeable in their subject, or if indeed, the lecturers only had a limited 

knowledge on that subject. The implications are that the lecturer may receive a poor 

evaluation based on the students' perception of the lecturer's knowledge via the way 

that knowledge was communicated.

Significantly more lecturers (n=44) than students (n=34) stated that a lecturer would 

not be credible if he/she did not have the skills to communicate their knowledge in a 

meaningful way (%2 =7. 73, p=.024, n=125, tested at .05 level). In such a case the 

student levels of engagement with that lecturer may reduce and classroom 

management issues may increase (Tauber 1999; Zamorski and Haydn 2002). 

Moreover, if the lecturer was concerned about their own level of knowledge they 

could deliberately reduce their interaction with the students as a safety mechanism to 

prevent students asking questions and potentially exposing their lack of knowledge 

or confidence in their knowledge, thus also reducing their presence within the 

classroom (Bligh 2000; Kember and Wong 2000; Rodgers and Raiber-Roth 2006). 

In addition, more students (94.4%, n=56) than lecturers (82.5%, n=52) stated that the 

lecturer's knowledge base would have a positive effect on student attention during a 

lecture. The qualitative data also reflected these issues and linked elements like 

knowledge and delivery skills:-

'There are some lecturers that are very keen on delivering the information 
and have great communication skills in involving the students, making a 
conducive environment where students feel comfortable to participate. We 
have some who actually have a lot of knowledge but lack the skill in 
distributing the information.' (Student 60)

'Some very knowledgeable lecturers may be able to impart great amounts of 
knowledge but again may not be able to acknowledge that learning has taken
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place. There needs to be a balance of skills and knowledge to interpret what 
the student group require and how to provide it.' (Lecturer 55)

It seems clear from these statements that the lecturer's ability to deliver the 

information in a meaningful expressive way is important to achieving a good student 

evaluation and therefore would achieve a level of managerial performativity because 

the knowledge is presented in an accessible way for those students (Sander et al. 

2000). It is evident in the literature, however, that the delivery must be 

accompanied by a good subject knowledge, as students will only be fooled by an 

exciting delivery for so long during a course, before they begin to perceive the 

lecturer as having poor subject authority and start to give negative evaluations 

(Meirer and Feldhusen 1979; Kember and Wong 2000; Griffin 2002).

4.8) Overview of phase one findings in relation to the elements ofTauber and 

Mester's Model

It was clear from the questionnaire data that the majority of both lecturers and 

students recognised all the elements of the model as influencing student interest, 

attention and attitudes towards learning in some way. Those elements included being 

animated voice, body, space, humour, suspense and surprise, props and role play (see 

figures 8,9,10). There seemed to be, however, greater levels of agreement with all 

the elements in relation to student attention and interest rather than attitudes towards 

learning. This may be due to more lecturers and students considering that any single 

lecture may not have an effect on student attitudes towards learning alone. This 

would reflect the psychological and educational literature that the formation and 

modification of attitudes occur over time in response to a range of experiences and 

periods of thought (Bloom 1956; Hogg and Vaughan 2005). A series of lectures 

therefore, involving periods of reflection and feedback may be needed to change
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people's attitude towards learning, although Tauber and Mester (1994) considered 

attitudes and behaviours towards learning within the lecture rather than in relation to 

learning in its broader sense.

Figure 9: Elements of Tauber and Mester's model perceived by students and lecturers 
as affecting student interest.
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There were no statistically significant findings were identified within the student data 

across the variables tested. Similarly with the lecturers there were no statistically 

significant differences between the perception of the lecturers when analysed, 

comparing them on the basis of their years' experience in teaching, gender, 

professional qualification and educational qualification, or the size of group they 

taught. Hence the lecturers will be discussed as one group rather than by gender or 

any other variable and where any gender or years experience related perceptions 

occur they will be highlighted where appropriate within the relevant sections that 

follow. Tables of the perceptions of lecturers by gender and years experience 

towards Tauber and Master's (1994) model can be found in appendix lOa and lOb.
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Figure 10: Elements of Tauber and Mester's model perceived by students and lecturers 
as affecting student attention.
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Figure 11: Elements of Tauber and Mester's model perceived by students and 
lecturers as affecting students attitudes towards learning.
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4.9) Animated voice

Tauber and Master (1994) argue that the voice is an immensely personal, yet crucial 

element of expression in a classroom. Within the context of a lecture the voice is the 

lecturer's prime mode of delivering information and engaging in interaction with 

students (Goffinan 1981; Curzon 2004). It is clear from the data that lecturers and 

students support ideas such as a variation of tone; this was seen to be important by
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significantly more lecturers than students. These respondents perceived that an 

animated voice would have a positive affect on both student interest and student 

attention during a lecture (see figures 9, 10, 11). This animation would encompass a 

variation in volume, pitch, rate and tonal quality (Tauber and Mester 1984:43).

The majority of lecturers stated that they naturally altered their speech pattern during 

a lecture (see figure 12). Interestingly, 59.7% (n=37) of students suggested lecturers 

altered their speech patterns during different parts of the lecture while the others 

suggested they did not or were uncertain (see figure 12). This suggests that some 

students were less aware of tonal changes, or that the tonal changes produced by the 

lecturer were more subtle and produced a less dramatic performance. Here there are 

clear parallels with acting as a stage whisper is not at the same volume of tonal 

quality found in a normal conversational whisper. It is louder, with a stronger sound 

and emphasised body cues, in order for it to travel into the auditorium as a whisper, 

otherwise it may not be seen or heard by the audience (Galley 2001; Morrison 2003).

Nevertheless, only 38.1% (n=24) of lecturers stated that they deliberately planned to 

alter their speech patterns, hence the majority did not (see figure 12). This would 

suggest either that lecturers saw no purpose in planning this or felt that the natural 

variation in their voice was sufficient, or they had not considered the impact a 

planned change could have.
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Figure 12: Perceptions of issues surrounding animated voice.
Statements

Lecturers and students
A lecturer should project their voice so all 
the students can hear.
Alterations in the volume of the lecturer's 
voice help convey different meanings.
Altering speech patterns in a lecture helps 
maintain interest.
Lecturers
I naturally alter my speech pattern during 
different parts of a lecture.
I plan to deliberately alter my speech 
pattern during different parts of a lecture.
I naturally alter the volume of my voice 
to convey different meanings.
I deliberately plan when to alter the 
volume of my voice to convey different 
meaning.
Students
Most lecturers alter their speech pattern 
during different parts of a lecture.
Most lecturers seem to naturally alter the 
volume of their voices to convey different 
meanings.
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The major area where lecturers did consider their voice was in relation to volume; 

this has a clear dramatic element to it, as being heard is a fundamental requirement 

when giving a lecture (Curzon 2004; Exley and Dennick 2004) and also a major 

concern for people new to lecturing (Bligh 2000; Brown and Race 2002). The 

perception that the lecturer should project their voice so that all the students could 

hear was born out in the quantitative and qualitative questionnaire data as 96.9% 

(n=61) of lecturers and 98.3% (n=61) of students agreed with this statement. The 

qualitative statements clearly linked vocal volume with other elements of the voice in 

statements like:-

'I think that the way a lecturer uses their voice is really important. It's not 
just about being heard, it's also about clarity of the diction. If this is not there 
then, they may as well not hear you.' (Lecturer 40)
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'Some of the lecturers are clearer and louder in the voice than others who 
seem to mumble in talking, sometimes the women are harder to hear than the 
men.'(Student 4)

'I think voice projection skills would be especially useful. When I started, my 
voice was constantly fading as the lecture progressed.' (Lecturer 26)

It is clear that lecturers have to use their voice above the levels of normal 

conversation as part their working lives and are considered to be professional voice 

users (Berry 2000; Martin 2003) so being heard is of major importance which would 

mean that vocal fitness are too (Tauber and Mester 1994; Garfield Davies and Jahn 

2004). It was evident in the qualitative data that some students perceived a 

difference in volume between some of male and female lecturers, although this was 

not evident in the data from the lecturers. But this is a concern generally expressed 

by more female PGDE students than male, in my experience. In addition, Brown and 

Race (2002:69) suggest that when lecturers are nervous a change in pitch may occur, 

higher for females and lower for males, which may then reduce the volume at which 

they speak. As Patterson (1991) argues, the key to voice projection is relaxation, both 

of which are skills that lecturers are not taught. It appears that lecturers often 

develop the ability to use and project their voice in large rooms through experience, 

often without any formal voice coaching or advice (Brown and Race 2002), which 

may leave them at risk of vocal strain (Martin 2003; Garfield Davies and Jahn 2004).

The qualitative data suggest that some lecturers experience voice problems like 

hoarseness following a lecture. This, would appear to support Bligh's (2002) 

argument that new lecturers are particularly concerned about being heard often 

overcompensate by raising their voices rather than projecting them. This can lead to 

dryness in the throat and vocal cords, which in turn increases the risk of hoarseness 

developing. This drying effect can be compounded if the lecturer is nervous as the
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production of adrenaline also dries the mouth, increasing the risks further (Garfield 

Davies and Jahn 2004). It would be advantageous, therefore for lecturers to drink 

water during the delivery of the lecture in order to prevent their mouth, throat and 

larynx from drying out, and also prior to the lecture avoid caffeine, smoking and 

throat clearing as they can cause drying of the mouth or lead to vocal cord strain 

(Comins 2002). In addition, deep breathing before and during the lecture can further 

minimise the negative effects of adrenaline on the voice and aid relaxation (Evans 

2003) and therefore potentially allow the lecture to sound and appear more confident.

In the performing arts, voice projection and modulation techniques are considered to 

be vital skills for the performer (Hester 2004:66). Thus training for this element is 

widely available in performing arts courses (Rose Bruford College 2001; The 

London Centre for Theatre Studies 2001) and in the numerous texts that outline vocal 

techniques (Dance and Zak-Dance 1996; Miller 1996; McMillion 1998; Berry 2000; 

Garfield Davies and Jahn 2004). These texts all suggest that voice projection is not 

just about the vocal cords, as good phonation requires good breath control and the 

use of a wide range of muscles in the larynx, neck, chest and abdomen.

Anecdotally such issues are not covered in PGDE courses that lecturers have to 

undertake, despite the lecturer's dependence on their voice to perform their role. 

Some educational texts, however, are beginning to acknowledge vocal technique at a 

rudimentary level (Quinn 2000; Brown and Race 2002; Exley and Dennick 2004). It 

may be indicated therefore, that lecturers could or even should undertake this kind of 

training to protect their vocal health and maintain their effectiveness in this element 

of the lecturers' role.
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Martin (1999:237) implemented such a course for new lecturers but concluded that 

the short course did not eliminate voice misuse in the classroom or raise their voice 

quality to that required by a professional voice user. This might be because 

developing vocal techniques cannot be achieved in a short space of time (Miller 

1996), so perhaps more long term development and support for vocal fitness may be 

required. The findings are supported by Garfield Davis and Jahn (2004) who suggest 

that professional voice users need to understand the mechanism for voice production, 

how to support volume and use clear annunciation in order to maintain a healthy 

voice that can be heard. Doing this they would minimize the potential for hoarseness 

and vocal cord abnormalities as a result of voice misuse like recurrent shouting to be 

heard while lecturing (Miller 1996; Martin 2003). The need and concern for good 

volume levels was also clear from the perspective of students and lecturers with the 

use of microphones indicated:-

'I try to project my voice but in some lecture theatres this is difficult, 
especially if you can't get a mic or if it keeps breaking up, in which case it is 
more trouble than it's worth. Sometimes I do come out with a hoarse voice.' 
(Female Lecturer 38)

'Perhaps the lecturer could have a microphone, like Kylie Minogue and 
Madonna. They could use it to perform and inspire students to new heights, 
like "Fame the movie".' (Student 50)

The data revealed that some lecturers made attempts to use microphones. One 

lecturer suggested :-

'I find that my voice gets incredibly tired at the end of the day if I've four or 
so hours teaching, so I suppose it's a health issue for teachers and I suppose 
that's when I should use a mic.' (Male Lecturer 30)

If lecturers are struggling to obtain good volume level then the use of microphones 

does appear to be indicated. Although microphones are available, the data suggests 

lecturers are not using them. This may be an issue of custom and practice, or 

because some people do not like to hear their own voice amplified (Valdis 2002).

98



Further, the use of microphones may be inhibiting for staff because they may not be 

sure how to use them, or because of the fear of persistent loud feedback from the 

microphone/sound system. The latter, Pawera (2003:56) argues, is often caused by 

poor microphone placement or technique. In addition, another inhibitory factor may 

be not having microphones available in each lecture theatre and the lecturer having to 

collect and return one from another department. This may be compounded because 

the lecture theatres are often being used continuously throughout the day and 

therefore minimising the time the lecturer has to set up and test equipment before 

starting the lecture. 

The students also identified the importance of hearing contributions from the floor:-

' Lecturers need to realise in the big auditoriums most questions asked by, or 
answered from, the floor by the students can't be heard by the rest of the 
students. They should follow Jonathan Dimbleby's example and repeat the 
question so they don't appear to be having a private conversation with one 
person in the audience.' (Student 10)

This suggests that students can easily feel alienated by not being able to hear the 

interactions between fellow students and the lecturer. If the lecturer repeats the 

questions and answers so all the students can hear, this will minimise the potential to 

disengage some students from the learning process within that lecture and potentially 

reduce any disruption, loss of concentration and classroom management issues 

caused by this alienation (Smith and Laslett 1993; Tauber 1999; Race 2005). 

Running parallel to this the data also established that the majority of students and 

lecturers perceived that either changes in the lecturer's volume or their speech 

patterns helped convey different meanings (see figure 12). Such variations provide 

clear signpost for changes of activity, mood or authority (Vanderstraeten 2001; 

Brown and Race 2002; Hogg and Vaughan 2005),which was also clear in the data:-

'I don't consciously alter my volume of my voice unless I want to take 
control of the group. Otherwise, I think most of us make alterations 
subconsciously.' (Male Lecturer 21)
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'Sometimes when they [lecturers] raise their voices, you know someone's in 
trouble or they want you to stop what you are doing.' (Student 9)

'I may raise my voice and strengthen my tone and pitch, not shouting, when I 
want to make a point or cue students into different activities in the lecture.' 
(Female Lecturer 61)

It was evident that the majority of male and female lecturers 84.1% (n=53) 

considered that they naturally altered the volume of their voices to convey different 

meanings, a view held by 71% (n=44) of the students. When asked about deliberately 

planning when to alter the volume of their voices only 42.9% (n=27) of lecturers 

stated they did so. This would imply that lecturers either respond to the situation to 

alter their volume and tone or do it subconsciously rather than planning to do so.

Besides using a change in tone and volume as a means of directing the students in 

some way or making a point, the majority of a lecture will be delivered in the 

lecturer's normal lecturing tone which may be louder than their normal 

conversational tone and volume (Bligh 2000). In this instance it is the changes in 

tonal quality and volume that make the voice animated, as discussed earlier, and add 

interest to the spoken narrative to convey different moods, emotion or attitudes (Gobi 

and Chasaide 2003). This concept well understood and used in performing arts 

(Stanislavski 1963; Rozik 1993; Ackroyd-Pilkington 2001; Schechner 2003). The 

students in addition, identified that the use of a monotone voice was seen as 

problematic and detracted from the level of interest in the lecture:-

'Using a monotone voice and not putting emphasis on certain words or 
phrases makes it seem boring.' (Student 1)

'Some lecturers just sound a bit boring, I am not sure if it's just the sound of 
their voices or if it's the subjects as well, because they seem to teach the very 
dry subjects' (Student 59)
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Further data acknowledged that different vocal qualities could characterise a 

confident and non-confident lecturer, (see figure 13). This notion was also supported 

by Kember et al (2000) who concluded that students classified perceived 

monotonous vocal tones as poor teaching. It appears that if the lecturers convey the 

characteristics on the left of figure 13 they are perceived by this group of students as 

being confident but not so if the elements in the column in the right are 

demonstrated. This supports the view that vocal quality and level of animation 

potentially influences the degree to which the lecturer can communicate to the 

students in an engaging way (Babad and Avni-Babad 2003).

Figure 13: Elements of the voice that represent a confidence and a lecturer who 
demonstrates a lack of confidence.
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If this is so it may increase the students' perceptions of both the lecturer's credibility 

and authority in terms of subject knowledge and expertise as a professional lecturer 

(Griffin 2002) and consequently have a positive affect on their evaluations (Sander et 

al. 2000).

As vocal expression provides the medium for the linguistic communication of 

information in a lecture (Bligh 2000; Curzon 2004) just as it does in some

101



performing arts (Ackroyd-Pilkington 2001; O'Neill 2002), it is fundamental to the 

effectiveness of delivering the subject matter of a lecture (Duff 2003; Brown 2004). 

It can also be argued that using different vocal tones with the same words can 

produce different meanings (Bourdieu 1991; Hartley 1999; Gobi and Chasaide 

2003), which in turn will be open to different interpretations by the students.

If both new and established lecturers therefore, consider the language and levels of 

vocal animation they demonstrate in their lectures, this may enhance the delivery of 

their subject knowledge by reducing any signs of under-confidence. Hence, it might 

appear that the use of an animated voice has strong dramatic performative elements, 

particularly if lecturers are making conscious decisions about how and when they 

animate their voices, which the lecturers in this study said they did in a limited way. 

If the lecturer uses his/her voice as a deliberative tool it can be seen as having direct 

managerial performative elements, because it could enhance the level of students 

engagement and increase the likelihood of a positive student evaluation (Rothwell 

2004; Moore and Kuol 2005).

4.10) Animated body

When this understanding of the effects of vocal volume and tone is combined with 

the use of facial expression and body language the complexity and saliency of 

communication is increased (Argyle 1988; Dance and Zak-Dance 1996; Cameron 

1999; Hartley 1999). It is these expressive cues that help focus the student and 

provide communicative signposts throughout the lecture (Race 2001) and as Tauber 

and Mester's (1994:33) triadic analysis of body language (as discussed in section 

2.9) indicates. Thus the use of non-verbal communication forms an element of a 

dramatic performance and so can influence levels of student interactivity.
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This stance, therefore, authenticates Goffinan's (1959) perspective that people 

exhibit behaviours in relation to the specific roles they perform. Furthermore, Dr 

McCarron (who is a lecturer and stand-up comedian) is reported in the Time Higher 

Education Supplement as believing that being a stand-up comedian has made him 

more aware of his body language while lecturing. He also perceives that a lecture 

can benefit from being considered as a performance as this would heighten the 

importance of the process of the delivery, rather than just focusing on the knowledge. 

If this was the case, it could potentially engage the students with the subject 

knowledge through the means of an entertaining delivery (Lipsett 2004).

The data clearly reflects these perspectives with 100% (n=63) of lecturers and 93.5% 

(n=58) of students agreeing that the use of non-verbal communication was a vital 

part of communication within a lecture (see figure 14). This may also represent the 

high value that the nursing places on both verbal and non-verbal interpersonal 

communication (Ellis et al. 1999; Nursing and Midwifery Council 2004b). This may 

not be so evident in other academic disciplines that do not have the same degree of 

interpersonal interactions.

It was interesting though, that 66.6% (n=44) of lecturers suggested they did not 

consider how they would use non-verbal communication in a deliberative way, even 

when the majority of lecturers and students felt that animated body language would 

have a positive effect on student attention and student interest if used by the lecturer. 

This might represent a discrepancy between recognising that non-verbal 

communication is used, much of which is subconscious and the deliberative actions 

need to consider what non-verbal communication to use and why and how to use it 

(Argyle 1988; Hartley 1999). But also Ching et al (2004) argue that individuals may
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have varying degrees of awareness concerning their body language and the affect this 

has on the people with whom they interact. Furthermore Patterson (1991) suggests 

that actors are taught and practiced at considering these issues while lecturers are not.

Figure 14: Perceptions of issues surrounding the use of animated body.
Statements

Lecturers and students
The use of non-verbal communication is 
a vital part of communication in lecture.
Teaching lecturers to plan the way they 
use their voice and gestures in their 
lectures would enhance the effectiveness 
of those lectures.
Lecturers
Before a lecture I consider how I will use 
non-verbal communication to convey a 
specific meaning.
I use non-verbal communication 
unconsciously when I lecture.
Students
Some lecturers have distracting non- 
verbal communication.
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Nevertheless, the use of non-verbal communication was evident in the qualitative 

data:-

'They captivate your attention with their gestures.' (Student 2)

'They use body movements and hand gestures to try to help get across what 
they are explaining to us. Some lecturers sometimes act out part of their story 
- this gets everyone's attention and makes it feel more relaxed.' (Student 6)

'Eye contact, hand gestures, facial expression, move freely around lecture 
theatre with bounce and enthusiasm.' (Student 9)

The majority of qualitative data in relation to this element referred directly to facial 

expression, eye contact and gestures, thus reinforcing other perspectives on non- 

verbal communication and Tauber and Mester's (1994) viewpoint that these elements 

form the bulk of a teacher's physical animation. Nevertheless, 61.3% (n=41) of
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students suggested that some lecturers have distracting non-verbal communication, 

which was supported in the qualitative data too:-

'Some lecturers move around and wave their arms a lot, which can be quite 
funny.' (Students)

'I have noticed that some lecturers when they appear nervous tend to play 
with a board pen or shuffle their papers a lot. I suppose it might be helping 
them keep calm' (Student 27)

But it was evident that lecturers also recognised the influence of distracting body 

language: -

'Animated body language can be distracting and irritating, depending on the 
students' perception, varies by age, class ethnicity culture etc.' (Lecturer 15)

'Mannerisms can be very distracting/annoying so not all body language is 
useful. Lecturers should chose styles with which they are comfortable and 
can compensate for their short comings, if they have any of course.' (Lecturer 
40)

It is unclear from these statements if the distracting gestures are personal, for 

instance, smoothing hair or if they are repetitive or overstated gestures that may be 

perceived by the students as distracting, thus supporting Tauber and Mester's 

(1994) contention that the level of bodily animation needs to be moderate as too 

much is distracting. Furthermore, distracting body language can act like a silent, yet 

disruptive noise which interferes with the transmission and reception of information 

(Gofrman 1981; Hartley 1999; Hogg and Vaughan 2005). The implication for the 

lecturer is that if they can become aware of their body language and control it, they 

are likely to decrease the potential distractions within a lecture (Tauber 1999).

Within some performing arts more attention is paid to the deliberative use, and 

awareness, of gestures, the use of which is considered by the actor, director or 

choreographer prior to the performance, to create a certain mood, feeling or attitude 

(Bloom 2001; Galley 2001). That is not to say that all gestures in the theatre are
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planned, as spontaneous and improvised gestures are common (Frost and Yarrow 

1990). It is more to say that the deliberative use of gestures and language in 

combination is more often considered and forms an integral part of an actor's 

preparation (Cameron 1999).

This preparation is in order to make gestures appear natural and believable, because 

on a large stage to create the smallest movement the gesture needs to be larger than 

in every day life so that it can be seen by the whole of the audience (Bloom 2001; 

Galley 2001). Conversely in education, the use of the body is not considered and 

prepared for in the same depth to give a lecture. This was reflected in the data as all 

the lecturers agreed that they used non-verbal communication unconsciously rather 

than as a result of planning for specific reasons or to make specific points, despite the 

influence of their clinical backgrounds. Hence when the lecturers were asked if they 

considered how they would use non-verbal communication to convey a specific 

meaning, 33.3% (n=22) of lecturers suggested they did, while 35% (n=21) did not 

and 31.7% (n=20) were uncertain. The issue of posture and stance, in addition, is 

crucial here as both convey meaning often in combination with other non-verbal 

gestures and their use can be deliberative or subconscious (Argyle 1988:306).

Some stances can be seen as facilitative, for example, standing with arms open 

towards the students while others like standing directly in front and in close 

proximity to an individual student can be seen a threatening (Hartley 1999; Hogg and 

Vaughan 2005). These stances can further communicate the power relationship 

between the lecturer and the student by indicating whether student involvement is 

welcomed or not (Argyle 1988; Babad and Avni-Babad 2003). The combination of 

verbal expression and use of language can allow the lecturer to dominate that
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relationship or permit it to become more collegiate and interactive (Griffin 2002; 

Brown 2004). Therefore, the deliberate use of this type of communication would 

constitute a dramatic performance in a social context (Goffman 1959).

Nevertheless, it was evident in the data discussed earlier that body language was a 

clear indicator of a lecturer's level of confidence. Within that, eye contact, or 

avoidance of it, was the most prominent feature of that data. In addition, manual 

dexterity, when handling resources and a poor vocal quality, were also perceived by 

the students as portraying nervousness. Compounding that, a lack of gaze also has 

the drawback of not allowing the lecturer to see the level of communication from the 

students indicating whether they are listening or not. Therefore, it is subsequently 

more difficult for the lecturer to reflect on that lecture in terms of student non-verbal 

feedback (Bligh 2002:177).

It can be argued that controlling body language or making more deliberative moves 

to hide nervousness relates to Tauber and Mester's (1994:78) 'role play' in which the 

lecturer creates a professional persona. It is interesting to note for some people, 

when deceiving others, exhibit similar non-verbal cues to the signs of nervousness 

just discussed (Ponn Teng Fatt 1998). When developing a persona, therefore, its 

portrayal must be convincing, authentic and natural enough for the lecturer to use it 

and for the students to believe it (Brown and Race 2002; Curzon 2004; Exley and 

Dennick 2004). This reinforces the use of non-verbal communication as a 

constituent part of a dramatic performance.
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4.11) Space

Tauber and Mester (1994:52) argue that physical space will have an effect on the 

teacher and the students, both in terms of the opportunities and limitations it places 

on different teaching methodologies. This will also affect their perceptions and 

reactions to that environment. Actors talk of how a performance space 'feels' and 

the influence that it has on them as performers (Cameron 1999; Barkworth 2001). 

This notion was clearly identified in the data too:-

'Most lecture theatres are fine but there is one that you can't hear in. The 
seats are uncomfortable and the whole place feels dark. I hate lectures in 
there even if it is a good lecturer teaching us.' (Student 60)

'Some of the lecture theatres are great to teach in. Others are more difficult, 
especially if you are up on a stage area and you can't get off easily as some of 
the students are almost directly below you, while others the students are way 
above your eye level.' (Lecturer 34)

It seems evident that both lecturers and students are affected by the environment 

within a lecture theatre. Often such rooms have fixed raked seating and much of the 

furniture may be immovable. Indeed Goffman (1981:165) argues that this type of 

seating clearly underlines that the students are an instance audience. This may 

present both a physical barrier between the lecturer and students, but also a 

demarcation of psychological territory, between them (Bligh 2000; Minton 2005). 

These barriers could either enhance or detract from the lecturer's ability to work with 

them depending on their level of confidence, i.e. a confident lecturer may try to move 

the barrier or work around it, while an under confident lecturer may hide behind the 

barrier.

Although the design of most lecturer theatres provides a space that allows the 

lecturer and the audience to be clearly seen by each other it does put the lecturer in 

the position of prime focus for all the students (Brown and Race 2002; Carter Ching 

et al. 2004). Nevertheless, the data revealed that 73% (n=46) of lecturers agreed that
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they planned to position themselves in the classroom/lecture theatre based on how 

they thought the students would see them the best. Therefore, the potential effects of 

combining verbal, non-verbal and positional cues are maximised for the benefit of 

the audience (Cameron 1999; Galley 2001; Moseley 2005). Such a position allows 

the lecturer the potential to gain eye contact with students in all parts of the lecture 

theatre, under normal lecturing conditions. This is unlike the normal conditions on a 

stage where strong lighting prevents the actor being aware of whether they have got 

eye contact with anyone in the audience or not (Morrison 2003).

According to some theatrical traditions, however, the performance space on the stage 

has an imaginary fourth wall through which the audience can see the performance 

but across which direct contact with the audience does not occur (Bentley 1992; 

Barkworth 2001). Hence the performance space in the theatre is not specifically 

designed for actor audience interaction in many cases (Mackey and Cooper 2000), 

unlike the lecture theatres and classrooms which are (Brown and Race 2002; 

McGregor 2004). Interestingly though, both types of space have their origins in the 

ancient open air amphitheatres, which not only focus vision but naturally amplify 

sound too (Benedetti 2005).

Tauber and Mester (1994:57) argue that individuals will choose to position 

themselves differently within any particular space, based on a range of factors. The 

number of positions a lecturer may take in a lecture theatre, may be less than those in 

other classrooms or more flexible settings because of the physical design of the 

lecture theatre and its fixed seating (Bligh 2000). The design and availability of 

equipment may influence that decision. For example, if a lecturer uses PowerPoint 

they may need to position themselves by the computer, perhaps even to see the
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screen to manipulate the software, particularly if a computer remote control is not 

available (Carter Ching et al. 2004). It was also evident in the data that both students 

and lecturers identified that the level of confidence could affect the position the 

lecturer chose and the level of movement within a lecture. Furthermore, both 

students and lecturers identified that if the lecturer was positioned behind the 

lectern/desk, sitting down or not moving at all, this could demonstrate characteristics 

that portrayed a lack of confidence. It is evident in the literature that the students 

may interpret the position a lecturer takes in different ways. Standing still behind a 

desk may be seen as a barrier to communication (Carter Ching et al. 2004; McGregor 

2004), whereas moving in and out of the student area may be seen as confident or 

even confrontational if it is directly towards an individual or group (Hartley 1999; 

Race 2005). Therefore the lecturer needs to be aware of this through the non-verbal 

feedback they get from a group of students (Reece and Walker 2000). Bearing that 

in mind, Tauber and Mester (1994) suggest that actors 'block their scene', for 

instance, identifying where and when they will stand, sit and move around the space 

to maximise the message they are giving. This is clearly evident in the performing 

arts literature (Cameron 1999; Galley 2001), but the planned use of personal 

positioning within the lecture theatre and the change of position is not so evident in 

the data derived from this study.

Tauber and Mester (1994) argue that teachers are likely to spontaneously use the 

available space. This was supported by the data as 81% (n=51) of lecturers stated 

that they moved around the lecture theatre/classroom freely and unplanned while 

64.5% (n=40) of students stated that lecturers appear to move around the lecture 

theatre freely and unplanned. This concurs with the lecturers' accounts that suggest 

that they do not plan where and when to move, unlike many dramatic performances
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in the theatre when movement may be planned or even scripted in advance (Cameron 

1999). This may be because actors rehearse and undertake a performance many 

times over (Benedetti 2005) unlike most lecturers.

Figure 15: Perceptions of issues surrounding the use of space.
Statements

Lecturers and students
When the lecturer moves around the
lecturer theatre/classroom it has no
purpose.
Lecturers
I plan to position my self in the lecture 
theatre/class room based on how I think
the students will be able to see me the
best.
I move about the lecture theatre/class
room freely and unplanned.
Students
Most lecturers appear to move about the 
lecturer theatre/class room freely and 
unplanned.

Agree
n=
%

Lee

6
21.2

46
73

51
81

Std

36
58.1

40 
64.5

Uncertain
n=
%

Lee

5
7.9

7 
11.1

3
4.8

Std

0
0

7 
11.3

Dis-agree
n=
%

Lee

52
82.5

10 
15.9

9
14.3

Std

26
41.9

15
24.2

Sig
%2 =

35.08
.000
125

-

-

Key Lee = Lecturers, Std = Students

In the theatre, planning movement may be more important, as besides the dramatic 

elements of the movement, they may act a cues for other actors or lighting and sound 

changes (Barkworth 2001; Morrison 2003). The result is a variation in the playing 

position and the actors increasing the interest for the audience because they are 

focusing on them using different parts of the stage. This variation of space is 

enhanced through the use of scenery and lighting changes (Bloom 2001). This is 

unlike lecturing where there is mainly one lecturer who makes the decisions of when 

and where to move within the teaching space and there are limited opportunities for 

changes in scenery and lighting (Carter Ching et al. 2004).

However, significantly more lecturers than students identified that moving around 

the lecture theatre had a purpose (see figure 15). This is evident in the classroom
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management literature as movement can be a conscious tool for classroom 

management, for example moving towards a student to stop them talking (Smith and 

Laslett 1993; Tauber 1999). Yet, only 41.9% (n=26) of students felt that when the 

lecturer moves around the room it has a purpose. This may be because the range of 

places to move to is more limited in a lecture theatre than in a classroom with a flat 

floor (Brown and Race 2002; Carter Ching et al. 2004). In the latter the lecturer 

could move right into the student area and have a closer physical presence with all 

the students, rather than with just the ones in the front row or along the aisles in a 

lecture theatre. This in itself may have an inhibitory effect on the students if they 

perceive the lecturer is within their personal space (Minton 2005). Nevertheless, 

Tauber and Mester (1994) argue that if a lecturer uses the space and appears to look 

comfortable doing so, then that comfort will be conveyed to the students.

4.12) Props

Tauber and Mester (1994) argue that a prop is any tool taken into the classroom and 

used to help demonstrate a point, argument or concept. The data revealed that the 

majority of lecturers said they planned when and how to use visual aids before the 

lecture, a finding reflected by the majority of students. Less than half of lecturers 

stated that they spontaneously use visual aids from a range they had taken into the 

lecture (see figure 16), the remainder therefore may use them in the order in which 

they had planned.

It is clear that standard education text books which discuss the use of audio visual 

aids suggest that a lecturer needs to be fluent in using them prior to the session 

(Reece and Walker 2000; Race 2001). This view is supported by the performing arts 

texts in terms of an actor knowing where their props are, how to use them and then
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where to put them when they are finished with (Barkworth 2001). The latter 

element is easier for the lecturer as they can just put the prop down, turn it off, or 

remove it, when they have finished with it. In the theatre, however, it may not be as 

straightforward, as the prop may be needed to be taken off stage or placed 

somewhere else on the stage for a subsequent actor to use (Morrison 2003).

Figure 16: Perceptions of issues surrounding the use of props.
Statements

Lecturers and students
The use of visual aids helps make a 
lecture interesting

Lecturers
I plan precisely when in the lecture to use 
visual aids.
In a lecture I spontaneously use visual 
aids from a range of them I have taken 
into the lecture.
Before a lecture I plan what visual aids to 
use.
Students
Most lecturers appear to have planned 
when to use visual aids

Agree 
n=
%

Lee

56 
88.9

46
73
27 

42.7

62 
98.4

Std

43 
69.4

53 
85.5

Uncertain 
n=
%

Lee

5 
7.9

3 
4.8

6 
9.5

0 
0

Std

6
9.7

3 
4.8

Dis-agree 
n=
%

Lee

2 
3.2

14
22.2

30 
47.6

1 
1.6

Std

13 
31

6
9.7

Sigx'=
=

TV =

9.86 
.007 
125

-

-

-

Key Lee = Lecturers, Std = Students

This highlights the importance of timing the appearance of the prop to maximise its 

effect, as over or even underexposure of an audio visual aid can have a negative 

effect on student learning. If the lecturer removes the prop too quickly the students 

may not have enough time to focus on it and make notes if needed. Conversely, if 

the prop is left too long it may not hold the students' attention. The lecturer needs to 

be able to gauge the length of time to expose the prop for the maximum effect, both 

in terms of its function and maintaining student interest (Race 2001; Minton 2005).

This is reinforced by elements of the data and the literature suggesting that good 

audio visual aids or props can facilitate student understanding by acting as advanced
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organisers to provide structure, by simplifying arguments to salient points and by 

posing the verbal content in a visual way (Forrester-Jones 2003). This may enhance 

the lecturer's ability to extend the learning activity to engage students with different 

learning styles (Kember and Wong 2000) and potentially stimulate critical thinking 

(Adams 2006). The following statements demonstrated a range of these issues from 

the perspective of both students and lecturers:-

' Overheads to reinforce what I am explaining. I also give quizzes and partly 
completed diagrams and handouts for the students to complete in the lecture.' 
(Lecturer 8)

'Videos and films are useful. They can break up the lecture and give a new 
stimulus another way of delivery information and then they act as a catalyst 
for discussion.' (Lecturer 1)

'Using videos, overheads and handouts helps to keep me focused by things 
changing throughout the lecture, keeps you on the ball.' (Student 1)

'Some overheads have been quite good. Others have been very difficult to 
see. The good ones allow you follow what the subject is about. Handouts are 
very interesting and informative.' (Student 7)

It was also evident in the data, that good visual aids can also change the focus of 

attention from the lecturer to the visual aid. Whilst this may temporarily relieve or 

divert pressure from the lecturer (Race 2001), in terms of education a regular change 

of activity enhances student attention by providing a change in stimulus (Curzon 

2004). This clearly supports Tauber and Mester's (1994) argument that it is not just 

the prop itself that will do the work, it is the way that it is presented by the teacher 

(Tauber and Mester 1994). Thorough preparation of the prop and how to use 

therefore, is needed to ensure fluency of its presentation thus maximising its effect 

(Exley and Dennick 2004).
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Interestingly, more lecturers than students perceived that using visual aids helped 

make a lecture interesting. Although it is unclear why this was, it may be because 

individual students find different types of stimuli interesting and complement their 

preference for learning more than others. As Brown (2002:517) argues, a visual 

learner may be responding to visual stimuli, while a kinaesthetic learner may learn 

better via movement and prefer more teaching methods that involve more activity 

such as, writing completing handouts or doodling, for example. Many lecturers 

developed a style that may have a propensity to use one sort of visual aid, the 

overhead transparency or PowerPoint format, for example, (Bligh 2000; Adams 

2006), and if those are presented in the same style, this may reduce the attention of 

all the students irrespective of their learning style and create a situation of 'death by 

bullet point' (Race 2001), ultimately making the visual aid counter productive.

In addition, when lecturers and students were asked to list the characteristics of a 

lecturer who lacked confidence, poorly produced and managed props/visual aids was 

clearly evident (See appendix 9). This in rum could lead to a lecturer receiving a 

poor evaluation, based on their inability to manipulate the equipment (Forrester- 

Jones 2003) rather than the knowledge that was given during that lecture (Shevlin 

2000). This might result in limiting both dramatic and managerial performances, 

because the lecturer's performance does not meet with the expectation of the student 

in terms of a fluent delivery of information via the use of props. This Goffman 

(1959:232) argues limits the lecturer's performance because they are not meeting the 

technical standards required within the social establishment of the lecture.

The poorly managed prop may become the focus of the students' attention rather 

than the subject matter contained within it, therefore decreasing the students
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engagement in the subject (Bligh 2000; Exley and Dennick 2004). From the student 

perspective however, they may have witnessed situations when the technology has 

failed, either because of a technical fault or a user error, perhaps giving the 

impression that the lecturer is unsure of the equipment. One of the lecturers even 

stated that she would avoid such technology as it makes her even more 

uncomfortable because of the risks of it not working and her not being able to resolve 

this and appearing incompetent in front of students.

4.13) Humour

Humour has the potential to enhance student learning and help develop a rapport 

between the lecturer and the students (Ulloth 2003:35) and present a dramatic 

performance. Such views were reflected, both in the work of Tauber and Mester 

(1994) and represented within the quantitative and qualitative data. The majority of 

students and lecturers agreed that humour should be used in lectures and that it was a 

good way of engaging students in a lecture, again this was evident in the quantitative 

and qualitative data (see figure 17).

Figure 17: Perceptions of issues surrounding the use of humour.
Statements

Lecturers and students
I think using humour should not be used
at all in lectures
The use of humour is a good way of
engaging the students.
Lecturers
I build humour into my lecturers.

I spontaneously use humour in my
lectures.
Students
Most lecturers use humour in their
lectures. , ,,._

Agree
n=
%

Lee

2
4.8
61

96.8

40
65.6

57
90.5

Std

0
0

60
96.8

24
38.7

Uncertain
n=
%

Lee

3
3.2

2
3.2

10
16.4

2
3.2

Std

4
6.5

1
1.6

3
4.8

Dis-agree
n=
%

Lee

58
92.6

0
0

11
18
4

6.3

Std

58
93.5

1
1.6

35
56.5

Sigx2 =

=

NS

NS

-

-

-

Key Lee = Lecturers, Std = Students
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'They have a good sense of humour. When giving examples they use their 
own experiences and try usually to use funny stories to keep the lesson 
interesting and keep us enjoying each lesson.' (Student 1)

'Explaining funny stories when the tutor first started nursing, gets the class 
interested at the beginning, then you warm to the tutor.' (Student 5)

'By using humour and examples makes it easier to remember a point made. If 
teaching is animated, learning becomes fun and it's easier to understand 
information.' (Student 24)

'Sometimes one thinks a lecturer is a part time comedian. I wish all could be 
the same.'(Student 10)

These statements suggest that the students perceived the use of humour as being 

positive, as it helped them remember information and engaged them in the session. 

Therefore, the use of humour may have both dramatic and managerial elements of 

performativity, because it not only helps keep attention but also produces a 'feel 

good' factor, both for the students, and the lecturer (Forrester-Jones 2003). This 

supports the notion that the use of humour may potentially increase positive student 

evaluations (Husbands 1997; Shevlin 2000; Moore and Kuol 2005).

Interestingly over 90% of lecturers agreed that they spontaneously use humour in 

their lectures (see figure 17). This supports the view that lecturers use strategies that 

they are comfortable with when and how they feel appropriate in the context of any 

individual lecture. This has some resonance with improvisation in the performing 

arts, where actors take their knowledge of a subject and create the performance 

around it and the reaction they receive from the audience (Frost and Yarrow 1990; 

Barkworth 2001). This lends support to Dr McCarron's view that lecturing has 

similarities to stand-up comedy (Lipsett 2004). Although the delivery of stand-up 

comedy looks spontaneous and free flowing, similar to a lecture, it is actually highly 

scripted, rehearsed and learnt verbatim by many performers (Sankey 1998; Double 

1999). The lecture therefore, may have greater links with comic improvisation rather
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than stand-up comedy, because the lecturer is usually delivering from their 

knowledge base and not from a pre-leamt verbatim script as such.

Nevertheless, only 27% (n=17) of lecturers said they deliberately planned to use 

humour. Despite the level of lecturers using humour spontaneously, only 38.7% 

(n=24) of students perceived that most lecturers used humour in their lectures. This 

suggests that lecturers may not use humour in every lecture or that it is not perceived 

as such by students. It was also evident, in the qualitative data, that humour used in a 

lecture, is often based on either funny stories about experiences in nursing practice or 

the sense of humour of the lecturer, rather than jokes or puns.

The use of humour can also be problematic as it is open to different interpretations 

and has the potential to cause as much offence as laughter as Olsson et al.'s 

(2002:24) study concluded. This concern was also reflected by the lecturers who 

suggested that humour needs to be used wisely, a view supported by Tauber and 

Mester (1994) in order to prevent a student being belittled or alienated by its use.

'Humour has its place but it should not be relied on. After all our sense of 
humour can be difficult and what may make one student laugh may offend 
another. It needs to be used with care.' (Lecturer 4)

'Humour is fine, but needs to be used carefully as it may offend, or the laughs 
could be at someone else's expense.' (Lecturer 15)

If humour does not work and 'bombs' for an actor, it can be forgotten by the 

performer to some degree, because each performance is with a new audience (Sankey 

1998), whereas, for the teacher if humour fails they will see those students again and 

this may give rise to the students' developing a negative perception about that 

lecturer. This may be particularly evident when a lecturer may think they are funny, 

but the students do not perceive that to be the case, as demonstrated in:-.
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'I don't think lecturers should try to be tunny when they are not. Some of 
them try and say "well seriously" when there has been no joke or anything 
funny said, it just makes them look daft.' (Student 56)

However other comments suggested:-

'The students can be deceived into thinking they have had a good session 
because it was a good laugh. It's wonderful for creating a relaxed atmosphere 
and maintaining student attention.' (Lecturer 58)

'Whilst I think the use of humour is good in a teaching session I do feel that it 
can detract from the content and has to be used wisely.' (Lecturer 62)

This feeds into the potentially deceptive nature of humour as a teaching strategy as 

its use may falsely lead the student to think that they have had a good lecture, in 

terms of learning, because the laughter has made the session enjoyable (Olsson et al. 

2002; Forrester-Jones 2003) when the level of learning may have been minimal 

(Brown 2004). This supports the notion of the Dr Fox effect, that students could be 

fooled by a humorous delivery, perceiving the lecture as a positive one, in which 

only limited information may have been delivered (Naftulin et al. 1973). However, 

Ulloth (2003) warns that humour in an educational context is a tool to deliver 

information and should not become the main focus of the lecture, either for good 

student evaluations or for the gratification of the performer (Ulloth 2003; Brown 

2004).

4.14) Suspense and surprise

Tauber and Mester (1994) suggest that suspense and surprise can have benefits for 

both the teacher and the students. These concepts are concerned with developing a 

sense of intrigue as a story/session develops and then presenting the student with 

unexpected phenomena. These work together by establishing an expectation that is 

then challenged by a contradictory unexpected event (Tauber and Mester 1994).
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Tauber and Mester (1994:106) suggest that these are achieved by using strategies 

such as story telling and 'what if situations, to reveal events, so maintaining a sense 

of intrigue or inquiry. This helps the teacher maintain interest and minimises the 

potential for the lecture become boring (Tauber and Mester, 1994). This is clearly 

evident in performing arts when a story is being told and events are unfolding as the 

plot thickens only to reveal an unexpected ending (Bloom 2001). It is the element of 

engagement in the plot and the resolution of the ending that constitute Tauber and 

Mester's (1994) suspense and surprise.

It was clear from the data that building an element of suspense and surprise was the 

least used of Tauber and Mester's (1994) elements as only 22.2% (n=14) of lecturers 

stated they did built it into their lectures (see figure 18). Similarly, the majority of 

students (53.2%, n=33) suggested that suspense and surprise were not evident in 

lectures and a further 21% (n=13) were uncertain. Only 25.8% (n=16) of students 

agreed that some teachers did build in an element of suspense and surprise in 

lectures.

Figure 18: Perceptions of issues surrounding the use of suspense and surprise.

Statements

Lecturers and students
Building in an element of suspense and 
surprise in lectures helps keep students 
interested.

Lecturers
I build in an element of suspense and 
surprise into my lectures.

Students
Most teachers build in an element of 
suspense and surprise in lectures.

Agree 
n=
%

Lee

49
77.8

14
22.2

Std

44 
71

16
25.8

Uncertain 
n=
%

Lee

10 
15.9

19 
30.2

Std

11
17.7

13 
21

Dis-agree 
n=
%

Lee

4 
6.3

30 
47.6

Std

7 
11.3

33 
53.2

Sigx'=

4.69 
.030 
122

-

-

Key Lee = Lecturers, Std = Students
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The low recognition of this element may indicate that lecturers and students were 

unfamiliar with the concept of suspense and surprise within the context of lectures. 

This may be the case as they are not concepts highly used by lecturers. In the 

qualitative statements there appeared to be caution and scepticism about suspense 

and surprise, perhaps because of lecturers' uncertainty of how to use them and the 

fact that they are not generally discussed in educational text books:-

'I am not used to creating suspense and surprise with some of the subjects I 
teach.' (Lecturer 46)

'I do use role play to explore some issues when my colleagues and I act out 
scenarios to help the students think how nursing has changed over time. They 
[the students] don't know what is coming and they do appear surprised when 
the play unfolds, so I suppose that could be suspense and surprise.' (Lecturer 
12)

'Although using suspense and surprise can increase student interest and 
attention it may be unhelpful for some students who prefer to know exactly 
what to expect in the lecture, eg those with special needs.' (Lecturer 6)

'I do not think suspense and surprise are relevant to a good lecture.' (Student
57)

Only two statements appeared to clearly indicate that some students may have 

perceived these concepts positively in practice:-

'Some lecturers are really good and knowledgeable, they keep you guessing 
till the end.' (Student 46)

'Story telling about life events from lecturers I feel helps to create a bond 
between lecturer and student. Audience participation in role play has helped 
with a sense of suspense and surprise.' (Student 49)

When considering their use in lectures, significantly less lecturers, 60.7% (n=37) 

than students, 78.7% (n=48), perceived that the use of suspense and surprise would 

have a positive effect on learning attitudes (%2 

(see figure 11). This significant difference could be explained because the 

lecturers may not have considered using suspense and surprise while the students
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may have thought these elements could make a lecture more intriguing and 

interesting. Similar numbers of lecturers 77.8% (n=49) and students 71% (n=44), 

considered that building these elements into lectures would help keep students 

interested, suggesting that suspense and surprise would be beneficial elements to 

have in a lecture. In order to use suspense and surprise to enhance academic 

development within a lecture, rather that using them just for entertainment purposes, 

the lecturer may need to consider these concepts thoroughly in constructing and 

delivering their lectures with strategies that help maintain student interest and 

attention.

4.15) Role play

Although Tauber and Mester (1994:77) suggest that the use of 'role play' to re-enact 

a play or situation is a good tool to promote learning, they do not consider that is the 

only application of role play in the classroom. They argue that it is more likely to be 

used to project the professional persona of a lecturer. They state that role play occurs 

when the lecturer creates a professional persona by 'temporarily transforming oneself 

into a different person by the means of mediation of expression and appearance' 

allowing them to appear 'confident within the classroom' (Tauber and Mester 

1994:77,78). This will be based on the lecturer heightening elements of their 

personality and themselves to emphasise the behaviours they see as projecting the 

persona of a confident, knowledgeable lecturer, or whatever persona they wish to 

create (Bligh 2000; Race 2001). Once the lecture has finished a lecturer will adopt a 

different set of behaviours as they move into a different part of their role or social 

establishment requiring different cultural behaviours and a different performance 

(Goffman 1959; Brown 2004). The data however, revealed that only 22.2% (n=14)
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of lecturers said they consciously put on a persona of some sort when lecturing (see 

figure 19).

Figure 19: Perceptions of issues surrounding the use of role play.
Statements

Lecturers and students
Lecturers should appear confident when
lecturing even if they are not confident.

Do you think if lecturers were taught to 'act'
in a confident way to create a professional
persona even when nervous, it would help
them deliver lectures?
Lecturers
Normally when I lecture, I deliberately try to
'act/create' the professional persona of a
lecturer.
When I am nervous or unsure when lecturing,
I deliberately try to 'act/create' the
professional persona of a lecturer.

Agree
n=
%

Lee

62
98.4

60
95.2

14
22.2

39
61.9

Std

48
77

45
72.6

Uncertain
n=
%

Lee

-

-

3
4.8

5
7.9

Std

-

-

Dis-agree
n=
%

Lee

1
1.6

3
4.8

46
73

19
30.2

Std

14
22.6

17
27.4

Sig
%2 =

13.04
.000
125

11.94
.001
125

-

-

Key Lee = Lecturers, Std = Students

Interestingly, all those who suggested that they did put on a persona had been 

teaching for less than five years, two of which were men and twelve were women. 

This may be because they are consciously aware of their newness to lecturing and 

less familiar with the skills required, and feelings engendered when undertaking a 

lecture, as the literature suggests (Ainley et al. 2002; Exley and Dennick 2004) and 

therefore more consciously experience taking on a persona, as demonstrated in 

statements like:-

' Just before I go into lecture I take a big breath and almost put on my lecturer 
face even if I don't feel like that at the time.' (Lecturer 15)

All the other lecturers had been teaching for over five years and did not express the 

need to normally put on a persona. However, 61.9% (n=39) of lecturers, both men 

(n=8) and women (n=31) from all levels of experience, suggested they did do so 

when they were nervous or unsure:-
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'I know when I am nervous about a session, I have to psych myself up telling 
myself I can do this, and when I start I am almost bigger, more animated than 
usual, but after a while I calm down.' (Lecturer 26) (20 years experience)

This suggests that the ability to develop an individual style and persona may grow 

with experience and then become incorporated as part of the lecturer's lecture theatre 

identity. As these lecturers became more comfortable with lecturing they may have 

become less consciously aware of putting on the persona and their delivery appears 

natural, confident, and self-assured as Parini (2005:6) suggests. When nervous, it 

might appear that lecturers regress to having concerns about either their knowledge, 

delivery style or the expectations of the group to whom they are lecturing. This may 

be a coping mechanism in response to a perceived stressor. It is suggested that by 

placing themselves in a position where there may be less interaction with the 

students, the lecturer may feel more secure and deliver the lecture feeling less 

exposed or in more control (Gross et al. 2000; Brown and Race 2002; Griffin 2002; 

Exley and Dennick 2004).

It seems evident that a key element of role play for Tauber and Mester (1994) is 

appearing confident and it was interesting to note that significantly more lecturers 

(98.4%, n=62) than students (77%, n=48) perceived that lecturers should appear 

confident when lecturing even if they were not (see figure 19). Fewer students may 

have agreed with this because of the lecturer's position of authority where the 

lecturer is expected to be truthful and demonstrate professional behaviours (Griffin 

2002).

Even though 49.2% (n=31) of lecturers considered that the key to successful 

lecturing is having the ability to present information convincingly, even without a 

detailed knowledge base, 61.3% of students confirmed this belief, thus indicating
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that knowledge may be the most important element, contrary to the Dr Fox effect. 

All of these findings suggest that part of role play is managing and promoting 

confidence as demonstrated in:-

'Most lecturers could probably bluff their way through even if they didn't 
have a good knowledge in the subject. The student is a learner so we assume 
lecturers know more than us on the subject. It would be boring tho' and 
you'd lose interest quick.' (Student 43)

'Some lecturers are actually embarrassing when they are trying too hard. 
Knowledge breeds confidence. I have been taught by lecturers who are very 
nervous and it shows in their body, voice and they often hide behind the desk, 
but others are very confident.' (Student 22).

In some part that means that Tauber and Mester's (1994) role play element is about 

temporarily transforming oneself into a different person by the means of 

modification of expression and appearance, or by the use of props and language. To 

play the role successfully, one must do this convincingly at least for that lecture. 

Obviously, it is a process that is synonymous with the acting profession (Tauber and 

Mester 1994:77), because both professions seek to communicate a narrative to an 

audience, through believable characters, who have control of their bodies, voices and 

space and have a command of their character and the story being told (Schechner 

2003; Exley and Dennick 2004).

The 'role play' element therefore, is strongly performative, because of the conscious 

decisions to act in certain ways and to portray certain characteristics in different 

contexts thus developing a persona from within oneself to do this. This may not be 

considered as acting, in Rosenthal's view (cited in Lampe 2002), because the 

character is the lecturer themselves undertaking their role, and this portrayal is not 

fictional, hence the lecturer is not pretending to be anyone else except themselves. 

However, both acting and presenting a persona are alike because similar skills can be 

used to produce a convincing performance in either case (Gofrman 1959). If the
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characteristics produced by the persona have the desired effect and the lecturer 

appears to be confident in the social establishment of a lecture, then, if successful, 

repetition of these behaviours may be integrated into the lecturer's constructed 

identity as a lecturer in a Butlerian (1999) sense. Dreyfus and Dreyfus (1986) also 

argue that this type of repeated exposure enables the individual to slowly progress 

from being a novice towards being an expert in their field of skill.

4.16) Summary of phase one findings and discussion

It was clear in the questionnaire data that the majority of both lecturers and students 

perceived all the elements of the model as influencing student interest, attention and 

attitudes towards learning in some way: those elements being animated voice, body, 

space, humour, suspense and surprise, props and role play. However, there seemed 

to be greater levels of agreement in relation to all the elements in relation to student 

attention and interest rather than attitudes towards learning. Clearly the data related 

to issues of performativity, because using Tauber and Mester's (1994) elements 

could constitute a dramatic performance, particularly if combined with the way the 

lecturer may develop their persona. This in turn could have an effect on the way that 

students perceive the effectiveness of that lecturer which has implications for the 

way the students evaluate their lectures. Throughout the qualitative data respondents 

would link elements of Tauber and Mester's (1994) model together:-

'Lecturers should be able to portray their understanding of the subject using 
their voice, body language, humour, thus engaging the students in the study 
sessions. Some can do this but others can't.' (Student 31).

'Each lecturer has to develop a presentation style they are comfortable with, 
using the means they feel conformable with, whether that is making the 
students laugh or demonstrating the seriousness of the subject by portraying 
that in your body and attitude. It's all about what works between you and the 
students really.' (Lecturer 4)
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These qualitative statements are concerned with how lecturers undertake the delivery 

of lectures via the elements in Tauber and Mester's (1994) model. It appears that to 

achieve the 'role play' element of the model and create the 'professional persona' 

some lecturers were using, and in some cases planning to use, elements like voice 

modulation, altered body language, space and props. The data therefore suggested 

that lecturers and students perceived that lecturers used the other six elements of the 

model to create the professional persona i.e. the role play element. This potentially 

indicated that 'role play' was not a discrete element such as animated voice, but was 

an amalgam of the other elements. In addition, there were lecturers who indicated 

that they should appear confident when lecturing and that it would be useful for them 

to learn how to do this. In the light of this analysis the following main research 

questions were devised to form the focus of the interviews in phase two of the study: -

  Do lecturers perceive that they take on a professional persona while lecturing?

  If lecturers do have a professional persona, what may contribute and influence its 

development and use?
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4.1 Findings and discussion for phase two: lecturer interviews

Figure 20: Phase 2 thematic analysis demonstrating 6 themes and 26 sub-themes.
Theme 1 Theme 2 Theme 3
Influencing factors Facets of the individual Back stage preparation

Theme 4 Theme 5 Theme 6
Putting on the persona Elements of acting Persona characteristics



4.18) Lecturers' perceptions of a lecturing persona
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4.19) Influencing factors















4.20) Facets of the individual











4.21) Back stage activity









Putting on the persona













4.23) Elements of acting







Persona characteristics













Reflective feedback loop





4.26) Developing the persona characteristics



Figure 21: Elements that students and lecturers perceived would enhance the 
lecturer's ability to deliver lectures, if lecturers were taught the 
following skills.



Figure 22: Elements that could be taught to new or under confident lecturers.
Subjects Methods of development





Summary of the proposed adaptation to Tauber and Mester's (1994) model





Figure 23: The tentative adaptation to Tauber and Mester's (1994) model.
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CHAPTER 5: CONCLUSIONS AND RECOMMENDATIONS

5.1) Conclusions



















5.2) Limitations of the study



5.3) Original contribution to knowledge





5.4) Recommendations



REFERENCES



































Appendix 1: Extract from the National Student Survey 2005 questionnaire that 
relates directly to the teacher or teaching



Appendix 2: Two extracts from the University of Greenwich Student Satisfaction 
Survey 2004 that relate directly to the teacher or teaching

Teaching staff (section of the questionnaire)

Teaching & learning methods (section of the questionnaire)



Appendix 3: Questionnaire, information sheet and prize draw entry used with 
the students in the main study

Lecturing in Higher Education 
Questionnaire Information Sheet

prize draw for a 
£25 Gift Voucher.

20 minutes 

INSTRUCTIONS

Thank you very much for your time and co-operation in completing this 
questionnaire.



1) Please indicate you gender.

2) When you have lectures are you regularly in a group of:-

3) Thinking of a variety of lecturers who have taught you.
During a lecture do you think they communicate their enthusiasm for their 
subjects?

3a) Please explain how they do so.

4) This question will ask you to do two things:-
(a) Please list the skills that you think a lecturer needs to give an effective 

lecture
(b) Please rate these skills in order of importance to you



5) Do you think that lectures should attempt to appear confident when lecturing 
even if they are not confident?

YES NO

6) Can you identify if a lecturer is confident or not through:-

Please list any characteristics or behaviours that you have seen lecturers exhibit 
which portray confidence or a lack of confidence to students.
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8) Please tick the box to indicate whether you agree or disagree with the following 
statements:-



9) How do lecturers use the following in their lectures:-
their voice, non verbal communication and the space in the lecture theatre?

10) How do lecturers use the following in their lectures:- 
visual aids, humour, suspense and surprise?



11) Which of the following elements of a lecturer's delivery of a lecture do you think 
would positively affect your interest, attention and learning attitudes?

12) Do you think if lecturers were taught the following skills it would help them deliver 
lectures.

13) Please feel free to make any further comments you feel may be useful.

Thank You 
for your time completing this questionnaire

Please see attached entry form for the Prize Draw
information.



Prize Draw Entry Form

I would liked to be entered for the prize draw for £25 of Gift 
Vouchers

YES NO 
(If YES Please compete contact details)

I would be willing to be interviewed as a further part of this 
study

YES NO
(If YES Please compete contact details)

Name

Contact address

Contact number

Please return to:-
Paul Street, University of Greenwich, Grey Building 
Southwood Site, Avery Hill Road, Eltham, London,

SE9 2UG



Appendix 4: Questionnaire, information sheet and prize draw entry used with the 
lecturers in the main study

Lecturing in Higher Education 
Questionnaire Information Sheet

prize draw for a £25 Gift Voucher.

minutes 

INSTRUCTIONS

  Please return the completed questionnaire by May 2004 in the attached 
addressed envelope tor- 
Paul Street, University of Greenwich, Grey Building, Rm G313, Southwood site.

Thank you very much for your time and co-operation in completing this 
questionnaire.



Lecturing in Higher Education 
Questionnaire

1) Please state the total length of time you have been a lecturer in this and/or any 
other institution.

2) Please indicate you gender. 

3) Please tick the level of the professional qualification/s you hold or are studying 
for in your field or specialism? (eg Nursing, Midwifery, Social work, Psychology 
etc)

4) Please tick the level of the academic teaching qualification/s you have or are 
studying for?

5) Please circle largest students group size you have taught at one time:-

6) Think of the subject you most enjoy lecturing about.
Do you feel you communicate enthusiasm for that subject during a lecture?

NO 

6a) If Yes Please describe how you communicate that enthusiasm.
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Do you deliberately plan the use of those strategies?

YES NO DON'T KNOW

8) Do you think that teachers should attempt to appear confident when lecturing 
even if they are not confident?

YES NO

9) Do you think that students can identify if a lecturer is confident or not 
through:-

10) Please explain any characteristics or behaviours used by the lecturers that you 
think may portray confidence or a lack of confidence to students.



11) If a lecturer was demonstrating a lack of confidence in their lecturing performance 
what strategies do you think they could use to appear more confident?

12) Please tick the box to indicate whether you agree or disagree with the 
following statements.



13) How do you use the following in your lecturers:-
your voice, non verbal communication and the space in the lecture theatre?



14) How do you use the following in your lecturers :- 
visual aids, humour and suspense and surprise?

15) Which of the following elements of a lecturer's delivery of a lecture do you think 
would have a positive affect on the students interest, attention and learning attitudes?



16) Do you think if lecturers were taught the following skills it would help them deliver 
lectures?

17) Please feel free to make any further comments you feel may be useful.

Thank You 
for your time completing this questionnaire

Please return it by 24th May 2004
To Paul Street, University of Greenwich, Grey Building

Southwood Site, Avery Hill Road, Eltham, London,
SE9 2UG

Please see the enclosed form for the 

Prize Draw information





Appendix 5: Interview schedule for phase two

220



Appendix 6: Extract from the proposal approved by Ethics committee & Research 
Degrees committee

5. Program of Research
5.1 Title of the proposed investigation

5.2 Aim of the investigation

5.3 Proposed plan of work, including its relationship to previous work, with 
references and an indication of your plans for data gathering and data 
analysis (Maximum length of two sheets):



Sample & Methods



Data analysis

Time line
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Appendix Letter to the Head of School requesting permission to access the 
study population.

Permission for access to lecturers and students as research subjects



Appendix 7b: Letter to the Adult programme Leader requesting permission to 
access the study population

Permission for access students as research subjects
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Appendix Letter to the Heads of Department requesting permission to access 
the study population

Permission for access staff as research subjects



Appendix 8: Interview information sheet & consent form

Lecturing in Higher Education
Research Study 

Interview Information Sheet & Consent Form



Interview Consent Form

I have read, understand and agree to the above information.



Appendix 9a: Data list of the characteristics of the lecturer's enthusiasm











234



235

















Appendix lOa: Lecturers perceptions of Tauber and Mester's (1994) 
elements of acting according to gender
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Appendix 10 b: Lecturers perceptions of Tauber and Mester's (1994) elements of
acting by years experience

Statements per element of acting
Animated voice

I naturally alter my speech
pattern during different parts of
a lecture.

I plan to deliberately alter my
speech pattern during different
parts of a lecture.

I naturally alter the volume of
my voice to convey different
meanings.

I deliberately plan when to alter
the volume of my voice to
convey different meaning.

Animated body
Before a lecture I consider how
I will use non-verbal
communication to convey a
specific meaning.

I use non-verbal
communication unconsciously
when I lecture.

Space
I plan to position my self in the
lecture theatre/class room based
on how I think the students will
be able to see me the best.

I move about the lecture
theatre/class room freely and
unplanned.

Props
I plan precisely when in the
lecture to use visual aids.

In a lecture I spontaneously use

Years

5
10
15
20
25

5
10
15
20
25

5
10
15
20
25

5
10
15
20
25

5
10
15
20
25

5
10
15
20
25

5
10
15
20
25

5
10
15
20
25

5
10
15
20
25
5

Agree
n=

17
10
14
8
8

7
5
5
3
4

14
9
15
7
8

7
7
4
4
5

10
3
5
1
2

18
10
18
8
9

13
9
11
6
7

14
9
15
7
6

13
7
12
6
8
9

%

94.4
100
77.8
100
88.9

38.9
50

27.8
37.5
44.4

77.8
90

83.3
87.5
88.9

38.9
70

22.2
50

55.6

55.6
30

27.8
12.5
22.2

100
100
100
100
100

72.2
90

61.1
75

77.8

77.8
90

83.3
87.5
66.7

72.2
70

66.7
75

88.9
50

Uncertain
n=

0
0
4
0
1

4
3
6
1
1

4
1
2
1
1

4
2
6
1
1

4
4
6
2
4

0
0
0
0
0

3
0
2
1
1

1
0
1
0
1

1
0
1
0
1
2

%

0
0

22.2
0

11.1

22.2
30

33.3
12.5
11.1

22.2
10

11.1
12.5
11.1

22.2
20

33.3
12.5
11.1

22.2
40

33.3
25

44.4

0
0
0
0
0

16.7
0

11.1
12.5
11.1

5.6
0

5.6
0

11.1

5.6
0

5.6
0

11.1
11.1

Dis-agree
n=

1
0
0
0
0

7
2
7
4
4

0
0
1
0
0

7
1
8
3
3

4
3
7
5
3

0
0
0
0
0

2
1
5
1
1

3
1
2
1
2

4
3
5
2
0
7

%

5.6
0
0
0
0

38.9
20

38.9
50

44.4

0
0

5.6
0
0

38.9
10

44.4
37.5
33.3

22.2
30

38.9
62.5
33.3

0
0
0
0
0

11.1
10

27.8
12.5
11.1

16.7
10

11.1
12.5
22.2

22.2
30

27.8
25
0

38.9

Sig

NS

NS

NS

NS

NS

NS

NS

NS

NS

NS



visual aids from a range of them
I have taken into the lecture.

Before a lecture I plan what
visual aids to use.

Humour
I build humour into my
lecturers.

I spontaneously use humour in
my lectures.

Suspense and surprise
I build in an element of
suspense and surprise into my
lectures.

Role play
Normally when I lecture, I
deliberately try to 'act/create'
the professional persona of a
lecturer.

When I am nervous or unsure
when lecturing, I deliberately
try to 'act/create' the
professional persona of a
lecturer.

10
15
20
25
5
10
15
20
25

5
10
15
20
25

5
10
15
20
25

5
10
15
20
25

5
10
15
20
25

5
10
15
20
25

5
8
3
2
18
10
18
8
9

13
8
9
5
5

16
9
16
8
8

8
6
11
4
1

14
0
0
0
0

12
7
12
5
3

50
44.4
37.5
22.2
100
100
100
100
100

72.2
88.9
52.9
62.5
12.5

88.9
90

88.9
100
88.9

44.4
60

61.1
50

11.1

77.8
0
0
0
0

66.7
70

66.7
62.5
33.3

1
1
0
2
0
0
0
0
0

30
0
2
3
2

2
0
0
0
0

7
3
2
2
5

1
0
1
0
1

3
0
1
0
1

10
5.6
0

22.2
0
0
0
0
0

16.7
0

11.8
37.5
22.2

11.1
0
0
0
0

38.9
30

11.1
25

55.6

5.6
0

5.6
0

11.1

16.7
0

5.6
0

11.1

4
9
5
5
0
0
0
0
0

2
1
6
0
2

0
12
2
0
1

3
1
5
2
3

3
10
17
8
8

3
3
5
3
5

40
50

62.5
55.6

0
0
0
0
0

11.1
11.1
35.3

0
22.2

0
10

11.1
0

11.1

16.7
10

27.8
25

33.3

16.7
100
94.4
100
100

16.7
30

27.8
37.5
55.6

NS

NS

NS

NS

NS

NS

Key M = Male, F = Female Percentages calculated within each year band per element
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Appendix 11: Extract taken from one part of an interview transcript

Researcher

Interviewee

Researcher

Interviewee

Researcher

Interviewee

Researcher

Interviewee



Researcher

Interviewee

Researcher

Interviewee



Researcher

Interviewee

Researcher

Interviewee

Researcher

Interviewee



Appendix 12: Extract from the qualitative data thematic analysis

Numbers of students

Rooms





Appendix 13: Interview qualitative data analysis Categories, sub themes and
________themes.________________________________ Key; Theme, 
1) Influencing factors
The subject matter of the lecture

Perceived influence of the 
students

The room in which the lecture was 
to be delivered

2) Facets of the individual 
Self concept

Philosophy of teaching

Factors affecting acquired 
knowledge & experience

Knowledge base

3) Back stage activities 
Preparation of content

Preparation of method of delivery

4) Putting on the persona 
Taking on the persona behind 
the door

Presenting the Initial persona

The hidden self

5) Elements of acting 
Animated body

Animated Voice

Space

5) continued

Props

Humour

6) Persona characteristics 
Being knowledgeable

Having good communication skills

Having the technical skills to 
deliver the lecture

Interacts with the students

Being interesting

Being confidence

Being enthusiastic


