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ABSTRACT 

At the onset of this project, the goal was to add to organizational communication 

literature and training literature by conducting a training program for one of the 

uncountable organizations in or around the city of Lubbock, Tx. After considering several 

possibilities, it became clear that the most promising organizations in Lubbock were 

affiliated with Texas Tech University. Working with a campus organization became more 

appealing because it created an opportunity for the researcher to complete this project and 

enhance student learning. A focus group with senior level tutors at the TECHniques 

Center revealed a need for assertiveness training. After the completion of the training 

program, which consisted of three one-hour seminars, the tutors showed an improvement 

in their assertive behavior. 



CHAPTER 1 

ORGANIZATIONAL COMMUNICATION AND THE 

BUSINESS AND ART OF TRAINING 

Introduction to Organizational Communication 

There are innumerable definhions of organizational communication circulating 

throughout organizational and management literature. DeWine (2001) offered a simple 

definition: "Organizational communication is a discipline that seeks to help individuals 

understand the central nature of communication in all aspects of organizational work" (p. 

4). A more thorough definition was provided later when DeWine (2001) wrote that 

"organizational communication is the process by which messages are sent, the monitoring 

of the types of messages, the amount of information conveyed, the rules and norms under 

which messages are sent, and the organizational variables that affect the process such as 

structure and outcome measures" (p. 6). One could argue that all of these factors create 

an organizational network. Goldhaber (1976) identified additional elements that influence 

the organizational network: role of the relationship, direction of message flow, serial 

nature of message flow, and the content of the message. The role of the relationship 

concerns the nature of the communication whether it is formal or informal. The message 

can flow in different directions: up, down, across, or diagonal. The serial nature of the 

message flow refers to any manipulation of the original message. In some cases, parts of 

the message can be added to or omitted. And last but most important is the actual content 

of the message, the intent of the message. 



It is this communication that binds different facets of an organization into a 

system. "An organizational system can be defined as a series of components so interfaced 

and interrelated that they work together towards the achievement of the worthy and 

leghimate objectives of the enterprise" (McFreely, 1983, p. 38). The organizational 

system works as a whole, but McFreely (1983) identified seven separate elements of a 

functional organization: linkage, balanced emphasis, paths to decision making, reward 

system, administrative constraints, cultural constraints, and self-correcting mechanism. 

The first of the seven elements, linkage, is the interconnectedness between local, national, 

and global departments. The element of balanced emphasis refers to equal consideration 

to long-term and short-term operations in an organization. The third element, paths to 

decision making, reflects how authority is delegated, perhaps in a hierarchical system. 

The reward system utilizes positive reinforcement to encourage productivity. The 

administrative constraint element regards every goal, plan, policy, procedure, or objective 

held by an organization. All of these are, in essence, constraints put on the manner in 

which management responds to an organizational event. The sixth element, cultural 

constraints, concems the attitudes, traditions, and mission statements of an organization. 

And lastly, the term self-correcting mechanism is the need to correct any setbacks to the 

system internally so that it continually moves forward. An organizational system is very 

complex which can contribute, in part, to organizational stagnation. If one element in the 

organizational system fails, it is entirely possible for the whole system to collapse. When 

an organization faces a large setback that cannot be easily corrected, the need for training 

arises. 



Beer (1983) wrote that organizational development is made possible by a trainer. 

"Organizational development may be seen as a process for diagnosing organizational 

problems by looking for incongruencies between environment, structures, processes, and 

people" (p. 266). The conflict between these groups can best be quelled by a trainer. Beer 

(1983) argued that permanent change happens when certain conditions are met. 

Permanent change happens when the key managers are dissatisfied, when the top 

manager commits to the change and acts as the change leader, when monetary resources 

are available, political support exists, and change resources match the size and type of 

change needed. These conditions frame the window for change (Beer, 1983). 

Training Theory 

The traditional approach to an organization's personnel management includes 

training (Hyde & Shafrity, 1983). "Training is part of the process of development that 

advances and maintains individuals within an organization" (Hyde & Shafrity, 1983, pgs. 

4-5). Hyde and Shafrity (1983) argued that personnel is the backbone of an organization, 

but training is essential to keep personnel informed, current on new business trends, and 

committed to excellent performance. Organizational progress is the result of human 

progress. "Human progress is the product of two processes: innovation and transmission 

of acquired knowledge and skill" (DuBois & Mayo, 1987, p. 1). Training in organizations 

serves as an enhancement of skills and performance. 

Some training types involve a narrow scope of behavior, while others encompass 

a broad range of behaviors. A distinction has been made in the literature between 



education and training. Education, wrote This and Lippitt (1983), is thought to be more 

holistic, encompassing all learning about oneself and one's world view. Training tends to 

be narrow and involves learning related only to specific job performance needs. Training, 

however, is not a cure-all for work-related problems. Not all discrepancies in 

perfomiance are problems that a training program can mend. DuBois and Mayo (1987) 

identified six distinctions of training courses. First, they are relatively short in length. 

They have clearly defined objectives and are used in organizations to achieve specific 

goals. Training is a means to an end and more often than not, requires previous education. 

And last, training intends to change or modify an individual's skills. "The impetus for 

most training is the inability of people to perform effectively due to a gap between the 

competence they need and the competence they possess" (Margolis & Bell, 1989, p. 2). 

Training works best, argued Margolis and Bell (1989), when it meets five criteria. 

Training must be the most effective solution for the need and must focus on the most 

pressing performance gap. It must consider time restraints, available resources, and the 

organization's culture. Training also must be delivered by the most qualified trainer for 

the need; and the program must be evaluated so that the participants can be accountable 

for the new information. 

Training Philosophy 

The three most common training philosophies, according to Margolis and Bell 

(1989), are behaviorism, adult leaming, and social learning. Behaviorism seeks to change 

behavior though reward, support, and occasional punishment. Behaviorism is centered on 



the principle that there are consequences to every action, either immediate or delayed. 

Some consequences are punishers and some are reinforcers; however, reinforcers are 

much more powerful in changing behavior. Adult leaming is a much friendlier theory 

than behaviorism, focusing more on encouragement than control. Adult leaming is used 

primarily for interpersonal training because of the freedom a participant is given. Social 

leaming (sometimes referred to as behavior modeling) involves imagining an action and 

its consequences, before perfomiing that action. The modeled action serves as a guide for 

the trainee. This theory is a middle ground between the strict control of behaviorism and 

the freedom of adult leaming. Potts (1998) added two leaming theories to the list: 

information processing and transfer of leaming. Information processing theory accepts 

leaming as a process. The transfer of leaming theory takes material regarding theory and 

applies it to actual job performance. To determine which training theory to use, it is best 

to adhere to the culture of the organization and examine what skills need to be addressed. 

Leaming Theory 

A trainer must decide not only the preferred training theories but the preferred 

leaming theories as well. Smith and Delahaye (1987) stated that there are four major 

variables in the training program: process, content, trainer, and participant. The process is 

the method a trainer uses to disseminate information, i.e., lecture or discussion. The 

trainer must decide whether the content will be trainer driven or participant driven. If the 

program is designed to be participant centered, the trainer must be highly skilled and 

experienced. The trainer must master the participant centered approach before attempting 



to use it. If the program is trainer centered, the content will involve basic skills, theory 

and skills sessions. If the participant has a basic knowledge of the content, the leaming 

process will be much easier. However, it is not imperative for the participant to be able to 

excel in the program. The participant must take responsibility for his or her leaming. And 

lastly, the participant needs to personally decipher what he or she needs to leam as an end 

result of the training (Smith & Delahaye, 1987). 

Once the trainer has a clear understanding of leaming theories, he or she can 

choose which theory to implement according to the leaming styles of the participants. 

The four types of leamer identified by Potts (1998) are activist, reflector, theorist, and 

pragmatist. Activists leam best by being immersed in the material. These participants will 

leam by experience. Reflectors prefer to have a solid understanding of theory before 

applying the material. For theorists leaming is enhanced with lectures on the material and 

not the activities for application. They leam by stretching themselves intellectually. 

Pragmatists leam quickly and prefer to apply knowledge instead of discussing it in 

theory. 

Trainer Characteristics 

A trainer may take on many characteristics depending on the nature of the training 

program. A trainer must have organizational knowledge, an understanding of 

management roles and operational functions, training knowledge and skills, program 

development skills, communication sensitivity, people skills, commitment to the job, 

creativity, self-awareness, credibility, confidence, and a sense of humor (Rae, 2001). 



Spaid (1986) listed characteristics of the consummate trainer. This trainer has knowledge 

and experience with all types of training formats, thinks of training as a means to an end, 

is flexible and accepts variety as an imperative. The trainer is willing to take chances and 

sacrifice himself or herself for the benefit of the group, brings excitement to the training, 

and displays an appropriate sense of humor. The trainer continues to develop his or her 

craft, displays endless patience, does not succumb to questionable training practices, and 

respects the entire leaming process. The consummate trainer is a skilled speaker who is 

solid in conviction, has respect for the participants, and who pushes the group to excel 

(Spaid, 1986). 

Trainer Roles 

There are two general types of trainers, intemal and external. The internal trainer 

is an expert trainer who consults inside his or her own company (Rae, 2001). This trainer 

can operate on any level in the organization, and therefore needs the ability to interact 

with senior management. An intemal trainer must have numerous contacts, full 

knowledge of each department and job requirements, and knowledge of personnel skills 

and competencies (Smith & Delahaye, 1987). The intemal trainer has easy access to 

information within the organization; however, the nature of the information may have a 

negative effect on the trainer's objectivity. But an advantage to intemal training is that 

the trainer must confront the results of the training on a daily basis. This may persuade 

the trainer to be more cautious in the development phase. 



DeWine (2001) pointed out that there is a tendency for organizations to take the 

intemal trainer for granted stating, "this very familiarity with the internal manager often 

leads organizational members to view external consultants as having more skills and 

expertise and thus credit them with more ability to deal with problems" (p. 15). In 

addition, the organization may be more forthcoming with conflicts to an extemal trainer. 

The external trainer does not have the ability to evaluate a training program as thoroughly 

as an intemal trainer; but as a result of the trainer leaving the scene, the termination of the 

program may be smoother and more clearly defined for the participants (DeWine, 2001). 

A relatively new role for frainers is the role of fraining designer. This trainer 

might not even meet his or her participants face to face. The fraining designer identifies 

an organization's needs and creates a training package that is individually tailored. A 

designer can also identify generally applicable needs and design a broad training program 

which other trainers can use in their own programs (Rae, 2001). Another role identified 

by Rae (2001) is the trainer of frainers. These are training role models for new members 

of the field. For some new members, interaction with this trainer is their first experience 

with the craft. The trainer's trainer must be highly skilled in "observation and the ability 

to give feedback to the learners as they progress" (Rae, 2001, p. 16). Because of 

emerging technology and the important role of the intemet, e-trainers have been added to 

the diverse fraining list. Computer based training programs enable training programs to 

exist. E-training does not allow for interaction between the participant and the frainer; 

although in some computer based training programs, the trainer may be available over the 

phone. 



Trainer Types 

Townsend (1996) specified three dimensions of trainers. The three dimensions 

consist of low to high skill levels, competence, and concem for the participants. Out of 

these three dimensions emerged eight different types of trainer. The first type is the 

oblivious incompetent. This trainer rates low in all three dimensions. The oblivious 

incompetent has no speaking or training skills but is completely unaware of his or her 

inabilities. The second type is the arrogant chariatan who rates low in competence and 

concem but high in fraining skill. The arrogant charlatan disregards everyone's needs but 

his or her own, is aware of the incompetence, but overcompensates by domineering the 

participants. The third type is the endearing humbler who rates low in competence and 

fraining skill but high in concem. This trainer sincerely wants to assist the fraining group 

but has no idea how to deliver information in a fraining capacity. The fourth type is the 

persuader who ranks low in competence but high in training skill and concem. The 

persuader is skilled in the methods of training and has a commitment to helping 

participants leam, but does not think it important to consult with the organization on the 

subject matter presented in the program. The fifth type is the boring lecturer who is high 

in competence but low in training skill and concem. The lecturer brings a great amount of 

knowledge but has no delivery skills. The sixth type is the directive instmctor who ranks 

high in competence and training skill but low in concem. The directive instmctor takes 

training seriously and pushes the group to make sure they comprehend the material, but 

can't adapt to changing methods. The seventh type is the humble expert trainer who ranks 



high in competence and concem but low in training skills. This trainer has extensive 

knowledge of the subject matter, is sincere, and is committed to the participants but has 

little training skill. The eighth type is the professional trainer who is high in all three 

dimensions. The professional trainer is the ideal trainer who can adapt easily to different 

situations, is highly skilled in subject matter and method, and has excellent people skills 

(Townsend, 1996). Training programs will differ depending on the type of trainer who 

conducts it. But despite the type, all trainers must begin with the same step, needs 

assessment of the organization. 

Needs Assessment 

When conducting a needs assessment, a frainer must ask certain essential 

questions. What resources are available for the assessment? Will the organization be 

involved in the design of the program or will the frainer have autonomy? Who is included 

and who is excluded in the process? What organizational needs should be addressed? 

(Steadham, 1989). In order to answer the last question, one must know what a training 

need is. Tmelove (1997) defined it as a difference between actual performance and 

requisite performance. Margolis and Bell (1989) agreed but added that a gap in 

knowledge may also be considered a training need. A needs assessment will identify the 

cause of the performance gap. Rummler (1983) offered several different performance 

problems that can be identified and corrected with training: deficiencies of execution, 

feedback problems, consequence problems, and task interference problems. If the need 

calls for training, there are three types to consider: organizational training needs. 
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occupational training needs, and individual training needs (Tmelove, 1997). 

Organizational needs concem the entire organization while occupational needs involve 

certain positions or categories of employment. Individual training needs single one 

employee and his or her perfomiance or knowledge gap. 

There are many different methods a trainer can use to conduct a needs assessment. 

Potts (1998) discussed four main approaches: job description, interviews, observation, 

and questionnaires. However it is acceptable to use more than one approach (Potts, 1998). 

In addition to the four main approaches exists the method of task analysis, or a 

breakdown of the job into major and minor steps. This method focuses on how the job is 

performed and not necessarily the person performing it (Margolis and Bell, 1989). 

Steadham (1989) added more methods to the list citing work samples, group discussion, 

and organizational records and reports. The last two methods, user requests and 

representative committee judgments are identified by Munson (1984). User requests are 

realistic foundations for determining training needs. Considering user requests "is 

eminently practical and politically quite safe" (Munson, 1984, p. 20). However, a trainer 

should not rely completely on this method, as it lacks the leadership required to anticipate 

future needs. Representative committee judgments utilize representatives from different 

areas of the organization to determine training needs across many departments (Munson, 

1984). The trainer should choose the method according to the time constraints of the 

entire process and the expense that each method requires. 
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Developing the Training Program 

Once the training need is established, the trainer should begin developing the 

program. There are certain factors to consider before developing the training program as 

pointed out by Ellis (1988). A trainer must be aware of the knowledge and skill level of 

the participants, time constraints, and complexity of the needs to be addressed. There are 

also certain guidelines that a trainer must follow when developing a program. The 

program must be centered on the needs assessment using techniques that are proven to be 

effective. 

The trainer must set objectives that are measurable. "In this way, the results to be 

accomplished can be much more clearly visualized by all the outset; and their degree of 

actual attainment is less affected by differences in subjective viewpoint" (Munson, 1984, 

p.77). The frainer must also update the organization on all progress made on the fraining 

program. It is important for the organization to be involved in the process. And last, the 

program must be kept in check with a budget that displays cost effectiveness (Munson, 

1984). Lynton and Pareek (2000) added to this list of objectives with suggestions such as 

choosing the training philosophy that the trainer and the organization have both agreed 

on, breaking down the objectives into parts according to the time restraints of the entire 

program, creating training tools to match the objectives and philosophy, and finally 

presenting the program to the organization. 

The training objective should be "an unambiguous formal statement of desired 

end results, normally to be achieved through a series of activities that will be detailed in 

the programme" (Rae, 2000, p. 45). Although objectives should be treated formally, they 
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may be prioritized in terms of what a participant must know, should know, and could 

know. Objectives may be modified once the training program progresses depending on 

how quickly the participants are advancing. If the objectives remain the same or if they 

are modified, it is imperative that they be shared with the organization to establish a co

operative environment (Rae, 2000). Included with the list of objectives should be an 

explanation of what the participants will know or will be able to accomplish at the 

conclusion of the program, an explanation of all evaluations that will be conducted during 

the program, the set standards for leaming, and an explanation of any time constraints 

placed on the program (Rae, 2000). 

High Impact Training 

A trainer wishing to develop a well rounded training program should consider the 

three domains of high-impact training as set forth by Lapidus (1999): physical, mental, 

and emotional. The physical aspect of a training program includes the set up and the 

leaming aids. The emotional aspect contains three factors, commitment, sense of 

belonging, and belief in ability to change and leam. The mental aspect refers to the actual 

content of the program. Lapidus (1999) stressed that these domains be considered while 

developing a training program. As a result "participants can emerge from the training 

with an understanding of the big picture and with their actions aligned with the intended 

goal" (p. 109). 
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Training Contracts 

When preparing for a training event, the organization, the trainer and the 

participants must enter into a mutual contract. The organization's part of the contract 

according to Omdge (1998) is important to the entire program. The organization should 

explain to the participants the reason for attending the training program. The trainer must 

agree to involve the organization in the training process and share all information 

regarding the nature and content of the program, inquire about previous training 

experience, and agree with the organization on the process of performance feedback after 

the program has ended. The participant must agree to approach the program with an open 

mind, put forth effort to leam, apply the knowledge once back at work, and provide 

honest feedback on the fraining program (Orridge, 1998). 

Group Climate of the Program 

Developing the group climate is very important to the success of the training 

program. Some participants may know each other depending on the size of the 

organization and the size of the training group. However, Lynton and Pareek (2000) 

listed three facets of the social atmosphere of a training group. One, the frainer must 

establish a common ground by presenting a clear common goal that all participants 

should work toward. Two, develop norms or standards for behavior. The trainer may 

create a handout or syllabus to give to the participants. This handout can be formal, 

providing dress code and mles of courtesy or h can be informal and relaxed depending on 

the organization's culttire and the frainer's preference. And three, the trainer must build 
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realistic relationships from trainer to participant, and from participant to participant. This 

can be done with the choice of the venue and the seating arrangements (Lynton and 

Pareek, 2000). 

Choosing a Venue 

Assuming that the venue will be problem free is always a bad decision. Orridge 

(1998) created a checklist for the frainer to follow when selecting the venue. A few of the 

suggestions included becoming close to a contact person at the venue, checking on the 

earliest time to set up and the latest time to clear the room, the exact size of the main and 

break rooms, reserving comfortable chairs, locating the power sources, controls and 

switches to all electronic equipment, allowing accommodations for audio and visual aids, 

and checking on the ventilation system. Depending on the venue, the frainer will develop 

seating arrangements that meet the size accommodations of the room while allowing for 

maximum interaction. Orridge (1998) suggested several seating arrangements. The U or 

horse shape allows for open communication. The trainer can make eye contact with each 

participant. This arrangement works for groups of twenty or less. The lecture theatre 

arrangement makes efficient use of limited available space. The parallel rows allow the 

participants to face forward with a clear view of the trainer and the training aids. 

However, this arrangement does not allow for much interaction between participants and 

may require stadium or elevated seating to provide clear views for every participant. The 

herringbone is arranged with rows at sixty to ninety degree angles with a center aisle 

separating the group into two sides. Participants have unobstmcted views of the training 
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aids and the trainer is able to walk between the rows to interact with each participant. 

This arrangement works well with limited space but makes it difficult for participants to 

interact with each other. The cluster or bistro style is effective for large group sessions 

that intend to break off into smaller discussions during activity time. The trainer has easy 

access to each small group; but this arrangement makes large group interaction difficuh if 

not impossible. And it may prevent some participants from viewing the training aids. The 

conference table is optimal for small groups of fifteen or less. The trainer has access to 

each participant, training aids are in clear view, and the participants are free to interact 

with each other. The seating arrangement should correspond to the method with which a 

frainer is most comfortable. 

Training Techniques 

Two different training formats were identified by Rae (1997), workshops and 

conferences. Workshops are leaming events which involve considerable interaction by 

the participants. They are somewhat informal in that the trainer may decide what material 

to cover or may allow the participants to make specific requests. Participants will exit the 

workshop with actual problem solving ideas, new materials, or new methods of solving 

work problems. Conferences, argued by Rae (1997) are greatly underestimated as 

training events. A conference may involve a series of lectures by the frainer or extemal 

expert speakers, and several small group discussions. Conferences have an advantage 

because they attract participants with similar interests and or training needs. 
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A common three part method of training is the tell, show, do approach (Rae, 

1983). "Tell" is completely ineffective alone, "show" increases interaction and aids the 

leaming process, and "do" is the application of the material where the participants are 

asked to perfomi a skill or task. Another instructional method is the presentation 

technique which is less formal in nature and allows for participant feedback during 

question and answer sessions. Presentations are useful for communicating material to 

large audiences. The drawback to presentations is that it can give the participants the "tell 

me" mindset which may stifle their personal growth (Ellis, 1988). Presentations require 

countless visual aids and can lead to either confusion with saturated material, or 

participant boredom. 

The small group discussion technique consists of between two and eight 

participants. Small groups are more effective than a large group presentation because the 

environment is more welcoming to the participants and can motivate them to introduce 

and discuss ideas more willingly. They also allow the trainer more flexibility in teaching 

aids and time management (Ellis, 1988). A disadvantage to small group discussions is 

that they tend to be informal thereby allowing discussions to lose focus easily. This 

technique can also be a catalyst for interpersonal conflict because participants are allowed 

more interaction with each other. The demonstration and practice technique is effective 

for applying theory to practice. Participants view slides, tapes or films that demonstrate 

actions which works well for visual leamers. It also helps the participants comprehend 

complex theories by focusing on specific details of the demonstrated action. A 

disadvantage to this technique is that it may not work for participants who do not leam 
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visually. In fact, they may feel that the pace is too slow for their liking (Ellis, 1988). The 

case study technique is "a presentation of facts and or a representation of a situation to 

which the student must apply his or her knowledge, experience, and intuition in order to 

reach a practical solution to an identified problem" (Ellis, 1988, p. 64). This technique 

can be used during the sessions or as outside homework. It also assesses whether the 

information has been clearly presented by the trainer and fully comprehended by the 

participants. The application of knowledge provides immediate feedback to the trainer 

conceming the level of understanding of the participants. This can also work in 

conjunction with other techniques. A common disadvantage is that it may oversimplify a 

theory. The case studies need to be chosen carefully as to avoid confusing the 

participants. This can take up a considerable amount of time to prepare and deliver; and it 

also requires the trainer to be skilled in the art of constmctive criticism. If the participants 

misunderstand the assignment or constmct a faulty solution to a case study, the trainer 

must tactfiiUy guide them back toward the right direction (Ellis, 1988). 

Review activities assess leaming of the material during the training program 

which benefits both the frainer and the participants (Mattiske, 2001). The trainer can 

account for the progress of the participants and can clarify any misunderstandings. The 

review activities ensure that the whole group follows the pace set by the trainer. They 

allow the trainer to know that he or she is meeting clearly defined objectives (Mattiske, 

2001). This technique is useful for identifying knowledge gaps during the program. If the 

whole group is affected by a knowledge gap, the trainer must address the gap 

immediately. However, if the gap only affects a small group of participants it would be 
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detrimental to the entire group to halt the program in order to fill the gap. Mattiske (2001) 

offered two solutions to this problem. One, the unskilled participants can pair up with 

skilled participants in mentoring fashion. Two, the trainer can set aside activity time 

where the skilled participants can work on advanced material and the unskilled 

participants can work with the trainer to catch up. A situation may arise when only one 

participant is identified as having a knowledge gap. In this case, the trainer must be 

careful not to alienate the participant or expose the participant to the rest of the group. 

The trainer may address this dilemma by giving the participant extra activities to take 

home (Mattiske, 2001). 

The last training technique is technology based training. Technology increases 

productivity in tt-aining programs (Kearsley, 1984). Technology based fraining (TBT) 

uses various technologies to deliver training and education materials. Past technologies 

have included "the use of mainframe computers, floppy diskettes, multimedia, CD-

ROM's, and interactive videodisks. Most recently, Intemet and Intranet delivery have 

become preferred delivery options" (Kmse & Keil, 2000, p. 8). Terms associated with 

TBT are computer based training (CBT), computer based leaming, (CBL), web-based 

training (WBT) and intemet based training (IBT). Types of TBT include tutorials, 

simulations, electronic performance support systems, instmctional games, and tests 

(Kmse & Keil, 2000). Advantages of TBT for the trainer and the organization are that it 

reduces the overall cost of training, it is consistent in delivery and training, and leaming 

times are reduced. Disadvantages to the trainer and the organization are the upfront costs 

of initial purchases, and updating the technology to stay current. Advantages to the 
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learner include self paced leaming, and increased interaction with the material. 

Disadvantages to the leamer include the possibility of unskilled participants being afraid 

of technology, and reduced social and cultural interaction with other participants. 

Evaluation of Training Programs 

The two most common reasons for evaluating a training program are to determine 

if the program is effective and how h can be improved (Kirkpatrick, 1994). A third 

reason is to determine whether an established program should continue to be used or be 

eliminated from a trainer's repertoire. Kirkpafrick (1994) studied evaluation methods 

according to four levels: reaction, leaming, behavior, and resuhs. The reaction level 

measures how satisfied participants were with the training program. "Positive reaction 

may not ensure leaming, but negative reaction almost certainly reduces the possibility of 

its occurring" (Kirkpatrick, 1994, p.22). Leaming measures the extent of change in a 

participant's attitudes or increase in skill level. Behavior measures the level of change in 

demeanor throughout the program. And, results consider the final outcome of the 

program once the participants have rejoined their organizations. Final results can include 

increased productivity, higher profits, and a decrease in on the job accidents or the 

severity of those accidents (Kirkpatrick, 1994). 

Phillips (1997) offered data collection methods. Questionnaires have five basic 

types of questions: open ended, checklist, multiple choice and ranking scales. Attitiide 

surveys are specific types of questionnaires that require pre and post tests. Attitude 

surveys measure "attitiades toward work, policies, procedures, the organization and even 
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the immediate supervisor" (Phillips, 1997, p. 112). Guidelines to developing attitude 

suiA'eys include involving appropriate management, isolating attitudes to measure, 

keeping the survey statements simple, making the survey anonymous, communicating the 

purpose of die survey to tiie participants, using pretest answers as comparison tests, and 

designing the survey to be easy to calculate. Participant feedback is often misused as a 

"happiness rating;" however, it is a widely popular technique in training (Phillips, 1997, 

p. 115). Guidelines to participant feedback include anonymity, delegating a neutral 

person to collect forms, disclosing the purpose and disclosing how the information will 

be used. Different measurement tests include norm-referenced tests, criterion-referenced 

tests, simulations, and performance testing. Norm-reference tests compare participants 

with each other to establish a rank order. Criterion-referenced tests have predetermined 

cut-off scores which the participants must meet or beat. Simulations include industrial 

task simulation, business games, in box simulations for clerical work, and case studies. 

And performance testing, like simulations, allows participants to demonstrate what 

they learned during the fraining program. A combination of all these procedures and tests 

may be used in order to collect the most accurate and thorough data possible. 
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CHAPTER II 

ORGANIZATIONAL IDENTITY OF 

THE TECHniques CENTER 

According to the TECHniques Center welcome packet, Texas Tech University 

offers several programs to aid students with leaming and development. Access TECH is 

"the legally mandated disability support program" for Texas Tech University, which 

facilitates communication between students with leaming disabilities and their professors 

by requesting that certain accommodations for the student be met during the course of 

each semester. The Testing Evaluation Assessment and Measurement Center offers 

students academic counseling, computer assistance programs, and national exams such as 

the TASP or the CLEP tests. The University Counseling Center provides academic, 

career, and personal counseling; but, the focus of this thesis is the TECHniques Center, 

the only program of its kind in the state of Texas. 

The TECHniques Center 

Distinguishing Characteristics of the TECHniques Center 

The sole purpose of the center "is to assist in the success of students with leaming 

disabilities" (L. Elkins, personal communication, December 5, 2003). The TECHniques 

Center, founded in 1999 by Michael Shonrock, Ph.D., offers the services of ttitors who 

provide academic support to Texas Tech undergraduate students with documented 

leaming disabilities and attention deficit disorders. The staff helps students focus on their 

22 



educational goals so that they are able to earn a degree in their chosen major. Not only do 

the students receive supplemental academic support through the tutoring sessions, they 

also receive guidance in adjusting to college life, communicating with professors, and life 

skills such as persistence, organization, and setting goals to help them after they have 

received their degree. Cuirently, the TECHniques Center has the only tutoring program at 

Texas Tech University that is certified by the College Reading and Leaming Association 

(CRLA). The counselors at the center are able to train their tutors on three levels: basic, 

advanced, and master. Certification for these levels ensures that the tutors have 

knowledge in the subject they ttitor, and that each ttitor is trained to help students with 

different leaming styles and leaming disabilities. 

Student Participants 

Eligibility and the Application Process 

Not all students with disabilities are eligible to participate at the center; "they 

have to be diagnosed with a leaming disability. Somebody who applies who has cerebral 

palsy, which affects how you leam but is not a leaming disability, would not be accepted. 

You could say that visual impairment affects leaming too but that's not a leaming 

disability" (J. Wilcox, December 5, 2003). The majority of the students either have a 

"diagnosis of ADD (attention deficit disorder) or dyslexia. Beyond that, there are a 

variety of other disabilities like written expression or auditory processing. It mns the 

whole spectmm" (J. Wilcox, December 5, 2003). 
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A student who enlists the help of the TECHniques center must meet certain 

criteria. In order to participate at the center, students must do three things. First, they 

must apply through the Office of Admissions and be accepted at Texas Tech University. 

In the application, the student may indicate his or her wish for special consideration in 

acceptance if high school transcripts and test scores do not meet university standards. 

Second, if the student would like to request accommodations from his or her professor, he 

or she must submit an application to Access TECH along with documentation of the 

disability. Access TECH will determine eligibility for any requested accommodation. 

Third, the student must apply to the TECHniques Center. The student is charged a one

time, nonrefundable application fee of thirty dollars. Along with the application, the 

student must include documentation of the disability. The documentation must include a 

diagnosis of the disability, a description of the limits to leaming due to the disability, 

recommendations of accommodations, and copies of intelligence and achievement tests. 

Because of the limited number of tutors on staff each semester, a limited number of open 

spaces for participation are available; applicants are accepted on a first come, first serve 

basis. In addition to the application process, students wishing to participate in the 

TECHniques program must submit two recommendations for admittance, a high school 

or college transcript, a campus interview, take a leaming style assessment, and show an 

enthusiasm in participating at the TECHniques Center and a commitment in achieving a 

college degree. 
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Fees and Services 

Once admitted into the TECHniques Center, the student must pay a fee that 

covers the expense of the tutoring sessions and resources such as computers and supplies 

one might use at the center. The fees are included every semester on the tuition bill. If a 

student requires financial aid to cover the fees, the student may indicate his or her 

acceptance to the center on the financial aid form. There are two services available to the 

student: full service and partial service. Full service is all-inclusive; the student will 

receive tutoring sessions, counseling sessions with their assigned counselor and attend 

several supplemental fraining seminars during the course of the semester. Full-service 

participation is sixteen hundred dollars per fall and spring semesters. Partial-service 

participation is six hundred dollars per fall and spring semesters. Partial-service 

participants may use the tutoring services for an hourly rate. Freshman entering Texas 

Tech University or ttansfer students in their first year at Texas Tech University are 

required to participate in the full-service program. Stiadents may participate during the 

summer sessions for a fee of seven hundred dollars per summer session. 

Expectations of Student Participants 

Students who use the TECHniques Center are expected to have the desire to 

succeed in their academic endeavors. The center requires students to regulariy attend 

class and complete the courses in which they are enrolled. Students must meet with their 

assigned counselor once a week to evaluate their own progress, and to discuss problems 

with tijtors or classes. "We meet with our students once a week to ask them how things 
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are progressing and how their tutoring sessions are going" (L. Elkins, December 5, 2003). 

If the counselor is informed of problems a student is facing they contact the student's 

professor to elicit more information about the problem. If the student's tutor is having 

problems with their behavior, the assigned counselor is immediately contacted to help 

resolve the problem. The staff regularly communicates with the student's professor. The 

professor will be notified at the beginning of the semester that the student is a member of 

the TECHniques Center. If the professor encounters problems with the student, or sees 

that the student is stmggling with a specific assignment, the professor is highly 

encouraged to contact the assigned counselor to discuss the problem. Progress reports are 

sent to the student's professor on the fifth, eighth, and twelfth weeks of the semester. 

These reports allow the professor to provide the student's current grade as well as 

participation, attitude and shady habits. Similar reports are sent to the student's guardians. 

The guardians are encouraged to respond to the report with a phone call or e-mail if they 

require more information. Stiidents are also required to attend scheduled ttitoring sessions 

with an assigned ttitor. The students have scheduled sttidy hours at the center and are 

required to attend weekly seminars that offer additional academic skills. 

TECHniques Staff 

Tutors and Counselors 

The goal of the TECHniques staff is to aid stiidents in achieving their academic 

goals with individualized services. Because there is increasing demand on the 

TECHniques Center, new staff members are constantly being recmited. For the fall 2003 
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and spring 2004 school year, the center is employing one coordinator, one administrative 

secretary, three counseling specialists, one graduate assistant, one student assistant, and 

twenty-four student tutors. 

Out of the twenty-four tiitors, six are qualified by the CRLA as master tutors; they 

have completed all three levels of training. The tutors work one on one with the student 

participants and are responsible for setting agendas for each ttitoring session, updating the 

students on the deadlines for classes, keeping a calendar of all tests and presentations for 

each student, and keeping in contact with the stiidents' professors. At the beginning of 

e\'ery semester, each tutor enters into a confract with his or her assigned students, which 

states the ttitors' expectations of the stiidents throughout the semester. Although this 

conttact is not legally binding, it serves as a motivator and a goal setter for both the tutor 

and the student. The conttact also holds the student accountable for his or her own 

actions. The tutor is not expected to do the student's work; the student is accountable for 

all homework assignments, quizzes, tests, and presentations. The tutor provides support 

to aid the student's performance in his or her classes. 

The Recmitment Process 

Recmitment for prospective tutors is conducted in several ways: e-mail, phone, 

and person-to-person, and professor recommendations to name a few. Students with high 

grade point averages are contacted through a blanket e-mail offering tutoring jobs on 

campus for an hourly wage. These e-mails also include an attachment with the 

application for a student to print and fill out. Tutors who are already employed by the 
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center can make recommendations of friends or classmates. Occasionally the center 

contacts professors or advisors inquiring about students who would like to tutor. The 

center also uses the honors college newsletter to advertise open ttitoring positions for 

certain courses. 

Tutor Requirements 

There are certain requirements to becoming a tutor at the TECHniques Center. 

According to the application given to prospective tutors, the Texas Tech stiadent must 

have already completed forty credit hours. Another requirement of prospective tutors is to 

maintain confidentiality with student records and to follow all center policies and 

procedures. All tutors must attend fraining sessions on the first two Saturdays and every 

Thursday throughout the semester. The training usually begins with an overview of 

TECHniques program, policies, procedures, and philosophies. The tutors are then shown 

a videotape of what students with leaming disabilities must overcome in their academic 

pursuits. The second Saturday focuses more on specific leaming disabilities. The staff 

provides information on different strategies tutors can use to set deadlines and make 

goals for their students. Then the more experienced tutors are asked to give advice to the 

incoming tutors about what the first tutoring session will be like and how they should 

communicate with difficult students. The staff also provides ttitors with assertiveness 

training. The final requirement in becoming a ttitor is keeping a high grade point average. 

The tutors must have earned an A or B in all courses they tutor, and transfer sttadents are 

28 



not eligible to participate unless they have completed forty hours at Texas Tech 

University. 

The Application Process 

The application process is relatively simple to complete. A prospective tutor must 

complete tiie entire application which includes questions about basic information such as 

name, social security number, date of birth, e-mail address, local or permanent address, 

major, minor, cumulative grade point average, credit hours completed, expected date of 

graduation, and other work responsibilities. Students are also asked how many hours they 

are willing to work each week, which semesters they wish to tutor, the courses they have 

completed, grades, and the professor for each course. Additional questions include 

characteristics that make the student a good tutor, why they want to work at the center, 

how they heard about the center and an estimate of academic, social and work 

responsibilities for the next semester. The student must attach a copy of his or her resume 

to the application along with a faculty recommendation form and a job supervisor 

recommendation form. 

Benefits and Rewards of Tutoring 

There are many benefits of working at the TECHniques Center. Tutors are able to 

set flexible hours around their class schedules. They also receive paid training and free 

meals the training workshop. Hourly wages start at six dollars and fifty cents an hour 

with an opportunity to earn more after the second semester of tutoring. The CRLA 
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certification and experience of tutoring are also resume builders that many tutors use to 

further their career goals. However, most of the tutors work at the center because they 

enjoy helping other students achieve their goals. "They want to help every student 

succeed" (J. Wilcox, December 5, 2003). "I think some of them see h as professional 

development. Some of them want to go into education or management or some profession 

involved with working with people. They see it as an opportunity to leam about how to 

work with others. They could make a whole lot more money on their own, easily twenty 

dollars an hour" (L. Elkins, December 5, 2003). 

The Tutoring and Counseling Process 

Student Requirements 

Tutoring sessions are the main focus of the center, but there are several other 

opportunities for the students to broaden their knowledge on educational skills and 

college life. When new students begin using the TECHniques Center, usually at the 

beginning of a semester, they are required to attend an orientation approximately one 

week before the semester begins. The first day, a meeting is offered to both the students 

and their guardians. The parents are not required to attend, but they are welcomed to 

attend with their student in order to become familiar with the staff The second meeting 

teaches the students about different leaming styles. Students are also required, during this 

orientation, to take a leaming style assessment. When a student can identify his or her 

leaming style, the student is better equipped to study effectively with less frastration with 

the material or the assignment. The third meeting of the orientation focuses on time 
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management. The fourth meeting instincts the new students on how to communicate with 

their assigned tutor, and how to use the computer software available to them at the center. 

During the first week of the semester, all students are required to attend a meeting to 

review all policies, procedures, and expectations of the center. They also attend a second 

meeting during the same week that allows the students and tutors to socialize and get to 

know one another. 

A major requirement for student participants is to attend academic success 

seminars. For the fall semester of 2003, seven seminars were offered. Each seminar was 

offered on Tuesday and Wednesday to allow the students flexibility in their schedules. 

The seminars offered information on leaming styles, test-taking skills, note-taking skills, 

reading skills, sfress management, and how to register online for future courses. The 

center provides an opportunity to returning students who have excelled in the program to 

serve as mentors during the seminars. The mentors serve as leaders for the academic 

success seminars. Mentors are also encouraged to meet with their students in an informal 

setting to encourage them on a one on one basis and support them during times of stress. 

TECHniques Technology and Special Programs 

Students are also offered specialized software to enhance their experience with 

assignments. The TECHniques Center boasts Dell computers with the latest software and 

hardware capabilities. Specialized software includes Kurzweil 3000^" ,̂ which is a 

program for those students with reading disabilities. The students are able to scan the text 

into the program, which translates it verbally using an electronic voice. The center also 
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provides E-Text, a program that allows E-Text members to share electronic texts with 

each other. It can also digitally transform texts to be scanned into Kurzweil 3000™. The 

last type of software offered by the center is Inspiration® Professional. This program 

assists students who leam visually by creating study aids such as flow charts or outlines. 

Students who leam visually can use these tools to stay organized during busy times 

during the semester. 

The TECHniques Center implemented a program for students during the summer 

break called ttie "Summer Reading Program". The reading selection for the students in 

the summer of 2003 was, // 's Not about the Bike: My Journey Back to Life by Lance 

Armsttong. The reading program is designed for new stiidents entering Texas Tech 

University. The purpose of the reading program is to allow the stiidents to read and 

reflect on the book and explore its themes. Convocation to introduce the new sttidents to 

the Texas Tech University was held the first week of classes. At the presentation, the 

guest speaker addressed the themes represented in the summer reading book. 

The Tutoring Process 

Tutoring sessions take place at the center and in a private area of the Wiggins 

Dining Hall. In the student's first session, the tutor and student make arrangements for 

when and where the tutoring sessions will take place. The sessions must be held on 

campus and are forbidden to take place at the student or tutor's home or dorm room. 

Students are allowed seventy hours of tutoring per semester, which breaks down to 

approximately five hours a week. Every student is expected to attend the regularly 
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scheduled sessions. There may be occasions when the student has no assignments for the 

week to be completed as homework. In this situation, tutors are instructed to help 

students improve on their leaming and study skills. If a student has a scheduling conflict 

with his or her appointment, the student is expected to call at least six hours in advance 

and reschedule. If a student misses two sessions in one semester without rescheduling the 

appointment in advance, tiie tutoring sessions are suspended temporarily until the student 

explains his or her actions. This written explanation should include a justification of why 

he or she should be allowed to continue with tutoring. 

Success Rates 

Students of the program have had fremendous success in achieving their goals. 

According to a pamphlet from the center, in the fall of 2001, seventy five percent of the 

students earned a 2.5 or better grade point average. Eighty-nine percent remained in the 

program throughout the entire semester, and ninety eight percent remained at Texas Tech 

University. In the spring of 2002, forty percent earned a 3.0 grade point average or above 

while twenty percent eamed a 2.5 to 2.99. Eighty-one percent remained at the center and 

ninety-four percent remained at Texas Tech University. These percentages represent the 

commitment to excellence that prides the TECHniques Center to continue in the pursuit 

of aiding student success. 
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CHAPTER III 

METHOD, LITERATURE, AND THE 

TRAINING PROGRAM 

Method 

Focus Group 

A one-hour focus group was conducted on January 17, 2004 with five of the six 

master tutors from the TECHniques Center. The focus group was conducted in the 

private section of Wiggins Dining Hall on Tech's campus. The purpose of the focus 

group was to gather information from the tutors about their experiences and 

communicative hardships while working with students with leaming disabilities. 

Arrangements were made with the TECHniques staff in the fall of 2003 to conduct the 

focus group during their scheduled spring 2004 ttaining seminars for incoming and 

returning tutors. The six tutors that were assigned to this project were able to stay for the 

beginning of the TECHniques training, and then exit an hour before the scheduled lunch 

to join the focus group. Morgan (1997) suggested that the number of participants 

involved in a focus group should range from six to ten. One tutor was unable to 

participate due to a previous engagement so a c( jeff Taylor ecialist from the center sat in 

to round the number to six. The participants were asked to respond to a series of 

statements and open ended questions conceming the reasons they became tutors, good 

and bad tutoring experiences, and what communication areas they had explored in 

previous training sessions. The questions were: Why are you a tutor at the TECHniques 
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Center? You are an advanced tutor, which means you have chosen to stay past your first 

semester. Why have you stayed? What have you discussed in your previous training 

seminars? As far as communication goes, what areas do you focus on in training 

sessions? Set up a typical tutoring session and or the first meeting and explain the 

process. Think back to a session with a student when you had a problem communicating. 

Describe that session and why it was difficult. Think back to a session when you worked 

well with a student. What makes that relationships work? What do you feel you need 

more ttaining with? The format of these questions was intentionally left open to 

encourage the participants to give lengthy and detailed responses. However, secondary, 

or probing, questions were added to ensure the participants would respond with sufficient 

information due to the fact that the participants and the researcher had not met before the 

focus group was conducted and had no rapport. 

Data Analysis 

Transcription and Coding Process 

The focus group was transcribed and coded. Copies of the transcription were 

given to two colleagues to code separately to ensure that the codes were valid. All small 

themes that emerged from the three different coders were similar which provided one 

general theme. The focus group data revealed that the tutors displayed a need for 

assertiveness training. 
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Results 

Item one: Why are you a tutor at the TECHniques Center? The answers to the first 

question were similar for each participant. Participant one, a male, twenty-two year old 

accounting major from Houston stated, "I received an e-mail and thought it was you 

know I always tutored like when I was in my freshman year. I tutored a lot of my 

friends. 1 really kinda enjoyed tutoring and helping other students. So whenever I got the 

e-mail I thought it sounded like a pretty cool idea. And ever since then I've had a good 

time tutoring. I've really enjoyed some of my students." 

Participant two, a senior english major gave a very sincere response. "I'm a tutor 

here because I wanted to do something meaningful. I had a job before that I really liked 

and I worked with all of my best friends, but I didn't feel like h was fulfilling for me 

personally to serve food to weird people. So when the opportunity came open I thought it 

would be really good to get experience and it would be a good way for me to grow and 

do something that's not selfish." This response was an excellent reflection of her 

personality. She displayed a great amount of sincerity for her position as a tutor and her 

students in all of her responses. 

Participant three was a senior restaurant, hotel, institution management (RHIM) 

major. She was the only RHIM tutor at the TECHniques Center so she was usually 

responsible for more students than any other tutor. "I got a call over Christmas break last 

Christmas and it was from one of the former counseling specialists. They said they were 

in a bind and they needed somebody kind of quick. They had tried calling a lot of RHIM 
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students and RHIM is one of the programs where you really have to try to find some 

people. So I accepted a job after that and 1 stayed. I enjoy it." 

Participant four was a senior speech language and hearing sciences major. Unlike 

participant three, she tutored mainly pre-requisite classes because her major was not 

common among student participants. "The main reason I tutor here is because in our 

major, we do a lot of working with actually people with leaming disabilities also. And I 

thought it would really be good experience. Working one on one with the student is kind 

of a lot like working one on one with a client later. And I had a job before. You know I 

just kind of wanted to do something where 1 actually could go home at the end of the day 

and feel like I may have helped someone or done something meaningful instead of just 

being a cashier." This response mirrored the response given by participant two. Both 

women showed a sfrong interest in devoting their time to helping others succeed. 

Participant five was also a speech language hearing sciences major who, like 

participant four, tutored mainly basic courses. "I was referred to the TECHniques Center 

by my sign language teacher at Tech. She had a student who was really stmggling in her 

sign language class and it was a student with a leaming disability who was in the 

TECHniques Center. She contacted the TECHniques center about his performance in her 

class. They said that they didn't have a tutor for American Sign Language and so my 

teacher called me." 

All of the responses mentioned helping people. Two tutors left their previous jobs 

because they felt unfulfilled; the others saw tutoring as an opportunity to grow in their 

chosen professions. All of the ttators expressed an interest in growing as a person. They 
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wanted to develop skills that will help them when they receive their own degrees. 

Although a tutoring position pays well for the amount of hours required per semester, 

none of the participants mentioned accepting the job for the money. As the next items 

will show, despite the many difficulties they encountered on a daily basis, these tutors 

were exttemely dedicated to their positions. 

Item Two: You are and advanced tutor, which means you have chosen to stay past 

your first semester. Why have you stayed? Participant one responded that he enjoyed his 

students. "That's what I've been here for. I have a good time ttitoring. I really have some 

good relationships. I've had one student that already called me and asked if I was going 

to be his tutor. That's neat to me." When this focus group took place, the spring semester 

had not yet begun. He was very touched that a former student would call him to ask if 

they would be working together again. 

Participant two commented on the relaxed environment at the center. "It's 

flexible. The hours are flexible and I have strong relationships with everyone up here and 

so I couldn't leave. The only reason I would think of leaving is because I would be 

graduating." Sadly for her co-workers and students, at the end of the spring semester of 

2004, she will graduate. 

Participant three mentioned contemplating getting an outside job to add to her 

responsibilities. She said she straggled with the idea of staying at the center or leaving for 

a full-time outside position. But after careful consideration of the consequences of her 

departure, she decided to stay at the TECHniques Center. "I have a student who has 

twenty-one hours this semester and he's tiying to graduate soon. All of the classes that 
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he's taking are ones that I've taken. And when you tutor someone who has twenty one 

hours, it's hard to leave them." Helping this student meant more to her than finding a new 

job. 

Like participant two, participant four enjoyed the working environment of the 

center. "You don't have a boss breathing down your neck all the time telling what you're 

doing wrong. It's more of a growing experience. If they're going to point out something 

that you're doing wrong, they do it in a positive, encouraging way. How can you make 

this better? And I enjoy that. That means a lot in a job." 

Participant five responded the same as two and four. "It's flexible and h's just a 

really good job to have in college because it works around your class schedule. One of 

my students begged me to. He said that he couldn't handle it without me. Then I felt like 

I needed to stay because I was the only sign language ttator. And I didn't want to leave 

my sign language students on their own." The ttators do not enter a conttact that binds 

them to the center. They are free to quit their jobs at any time. However, these ttitors 

continued to stay because they enjoyed their work. 

Item Three: What have you discussed in your previous training seminars? 

Participant one recalled two different seminars, one that gave instractions on test taking 

skills, and one regarding multiple intelligences. Participant two remembered an 

interesting seminar conducted by a doctor about the pathways of the brain. Participant 

three attended a seminar given by the campus Ombudsman. She spoke about her position 

at Texas Tech and how the tiitors could direct any stiidents with problems to her office. 

Participant three added that "We've had seminars on how to read, how to write 
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effectively. Also, how to help your students cut down the length of time it takes them to 

take notes by giving them advice on how to abbreviate things that don't need to be 

written out all the time." A seminar mentioned by participant four concerned different 

medications that are prescribed to students with leaming disabihties. The only seminar 

conceming communication was mentioned by participant five. She stated that one 

seminar explained the different leaming styles (visual, auditory, written, spoken) and how 

the tutors could connect interpersonally with their students. 

These responses indicated that most of the past training seminars clearly focused 

on leaming disabilities and the scientific aspect of communicating with a student with a 

leaming disability. From the responses given, an obvious gap was present in the training 

seminars. They did not include an explanation of the communication process. 

Item Four: As far as communication goes, what areas do you focus on in training 

sessions? Participant two reluctantly responded after much consideration on the question. 

"The only thing that jumps into my mind is the fraining seminar on how to be assertive, 

how you need to communicate with your student. But an area that I had difficulty with 

was how I interact with a student who has ADHD who might spurt out inappropriate 

things. Hopefully we'll cover that this semester." 

Although participant three couldn't think of communication fraining in the 

seminars, she did state that the counseling specialists encourage the tutors to talk to their 

students. "I think they try to get us every semester to form a really good effective 

relationship with our students by just talking to them. I've heard a lot of times in the past, 

'Ask them what's been going on in the day.'" 
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The responses to this item did not reflect a significant amount of knowledge of 

mteipersonal communication. One on one tutoring is interpersonal communication. If the 

tutors and students don't effectively communicate, the sessions will not be effective. 

Participant two did mention assertiveness training however she indicated a lack of 

understanding in the application of the training. 

Item five: Set up a typical tutoring session and or the first meeting and explain the 

process. Participant one used the first tutoring sessions of the semester to lay a few 

ground mles. "We make a conttact between us and the student about what we're going to 

do and what will they expect out of us and what we expect out of them." His contracts 

did not solely focus on the students' responsibilities. He also encouraged the students to 

explain the requirements they may have of him as a tutor. 

Participants two and four did not mention creating a contract; they focused more 

on the logistics of meeting times. Both tutors scheduled tutoring times for the entire 

semester with each of their students during their first session of the semester. 

Participant three also coordinated her tutoring schedule. "I try to have my 

schedule laid out in a way I can read it most effectively and then take their schedule and 

look at it myself I have them look at mine and their own, and try to arrange something 

that will fit." She created a visual calendar for her students to keep so that they have an 

understanding of the value of her time. 

Participant five described a typical tutoring session. "I try to always start my 

tiitoring sessions by asking them, what they have to do. Then I usually stop five minutes 
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early with the tutoring session and talk with my student and ask them, or tell them, what I 

expect them to do before the next time." 

The responses to this item dealt more with the fomialities of tutoring such as 

scheduling and expectations of the actual sessions. None of the tutors who responded to 

this question addressed interpersonal communication issues between themselves and their 

students. The tutors seemed to display no legitimate power in the first meeting with the 

students. The responses to the following items reflected a loss of control in many 

sessions. 

Item Six: Think back to a session with a student when you had a problem 

communicating. Describe that session and why h was difficuh. Participant one 

encountered a problem with a student who didn't feel he needed the services of a tutor. 

"We start working on accounting problems. And he wants to look at the answers. So I 

said no, you have a test tomorrow; you can't look at the answers. Let's do the problem 

then look at the answers. And he just flipped out on me. I mean he just started going 

crazy you know. T don't have to be here! I don't have to do this! I'd rather be at home 

doing something else!' He was going off on me and I just sat there thinking, 'Wow.'" 

Participant two recounted her most personally upsetting tutoring session. "I had a 

student that I really liked and I really wanted her to succeed. Last semester she came in 

and she'd been having some personal problem with her bank statement or something. It 

was about ten minutes into our session and I said, 'Ok we need to get started.' And she 

proceeded to call me a bitch. And I was thinking, what did you say to me?" Although in a 

previous response on her lack of assertiveness she claimed she needed help with students 
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who say inappropriate things, she handled this student with a great amount of tact. After 

the student called her a bitch, she calmly stated that they would not proceed with the 

tutoring session until the student apologized to her. 

Participant tiiree considered herself easy going until one student forced her to act 

aggressively. "He didn't bring anything, and I called him out on it this time. I said, 'What 

do you expect me to do with you when you don't bring anything for us to work on?' And 

he said, 'I didn't bring it, I don't really think I need a tutor.' I looked at him and I said 

'Do you want to go talk to Leann? Do you want to say that to her?' And he goes, yup. 

And 1 don't think he thought I would actually act on that but I took him and I said let's 

go. And we ended up sitting outside her office for ten minutes waiting." 

Although some students formed crashes on their tutors, only one tutor admitted to 

being asked on a date by her student. Participant four endured harassment during a 

session with a male student. "My student was absolutely adorable if you were just to sh 

down and talk to him. But he was really hard to tutor because I would come in here to 

work. He always wanted to come in here because he wanted to talk. He wanted to go to a 

table where nobody would hear because he didn't want to bring anything. But he'd want 

to talk, and it was really easy to get off subject. He actually asked me if I wanted to go to 

some club, or something. And I told him, no, I couldn't. And, he continued to tell me that 

he had a tutor one time that used to go drinking with him and he didn't understand why I 

couldn't do that. He told me that I was lying to him because one of his tutors did and she 

was cool." 
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The tutors took the focus group as an opportunity to release tension about students 

who had disrespected them and the sessions in the past. The tutors used narratives to 

display their frustration with students who treated them pooriy. Most of these excerpts 

showed the tutors lack of understanding of their rights as authority figures in the sessions. 

Participant three commented during the focus group that she never "calls students out" 

because she's "refined." This indicated that she did not understand the different levels of 

behavior and could not distinguish non-assertive, assertive, and aggressive behavior. 

There was only one response that specifically identified a situation when a tutor was able 

to deescalate a situation with appropriate communication. 

Item Seven: Think back to a session when you worked well with a student. What 

makes those relationships work? Participant one showed an appreciation for students who 

made the most of their tutoring sessions. "They want to do good. That's my thing. You 

know, you want to do good, I want to help you do good. And I want you to take 

advantage of me. I've been through this course. I know what's gonna happen. I know 

what the material is, so take advantage of me." He was noticeably passionate about 

wanting student to take advantage of his knowledge as a learaing tool. 

Participant two gave a very human response to this item when she stated that she 

was drawn to students who were like her. "I had a student from this past summer up until 

December. And she was extremely studious. She always came prepared. And some of her 

personal values mirrored mine. And so when we were together, we just formed a really 

good relationship. But when you're around someone who's like you, it makes it a lot 

easier to be honest and to be more helpfiil as awful as that sounds. I had an athlete and we 
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w ere just like oil and water. 1 was very cut and di7 and this is what we need to do. And I 

didn't feel like that was as effective as being good friends with the students." This 

response was veiy honest and direct. However, her statement about the student athlete 

could be inteipreted as her inability to separate herself personally from the job. 

Participant four shared her experience with the most responsible student she had 

encountered. "I had a student last semester, best student I've ever had in my life. And she 

\\ ould actually come with revised papers. She would come with it in blue, whether h was 

a comma or semicolon or a whole sentence. And she just went above and beyond what 

she should have had to do. Those students are so great." Her experience with this student 

was enjoyable due to the student's desire to excel. 

Honesty was very important to participant five. "I think h makes really good 

relationship when your students are honest with you. If you ask them why they didn't get 

something done, they'll tell you exactly why. You know I'd much rather that than a 

student say, 'I got home and I was tired' and just make all these excuses. And we have to 

understand that, you know? I like it when they're just honest with me. It makes tutoring a 

lot easier." 

The tijtors showed that they were willing to help the students as long as the 

students were willing to help themselves. But these responses also showed that the tutors 

preferred to have conflict free sessions. Their attitudes indicated that their proudest 

moments were ones when they and the students worked congenially together toward an 

academic achievement. But the responses put more emphasis on the sttident's motivation 

and hard work than their own. 
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Item Eight: What do you feel you need more training with? Participant one 

wished he could have calmed his student down in the session mentioned in a previous 

excerpt. "That student that I had that blew up on me; if I would of went at him a different 

way, or if I had even been waraed that he was really sensitive, I would have known to be 

carefiil how 1 handled the sittiation. His need could best be met with assertiveness 

training. 

Participant four addressed the assertiveness issue. "I want to know how to 

communicate bad news assertively, communicating stemly that you really do need to 

read. I've become more assertive, but I still feel like I have a ways to go sometimes." The 

first response focused on how to deal with an aggressive student. The second response 

reflected nonassertive behavior, but the tutor explicitly stated wanting to become more 

assertive. The following excerpts are examples of a need for assertiveness training. 

Participant five became aggressive with her student when his behavior was rade 

and offensive during a memorable session. "I remember one day, he got his schedule 

messed up and so he was here early. And I was like five minutes late, but he thought I 

was forty-five minutes late. I walked in and I'd had a horrible day; I don't know what 

was going on. And he said, 'Thanks for finally showing up.' And I just looked at him and 

I go, 'I've had a bad day. I am five minutes late.' My supervisor, she was standing there 

and she goes, 'I think she's had a bad day. I think you should watch your mouth.'" She 

later apologized for her tone in speaking with the student, but her supervisor assured her 

that she had done nothing wrong. 
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Participant four became aggressive with a student who was demanding of her 

time. "He said, 'I need you to meet with me for two more hours because I just don't get 

it.' And I finally told him, I said, 'You know what? I don't have time to sit here for three 

hours and sttidy this witii you spacing off 1 have a test and I'm leaving.' And I blew up 

and that's what I did. And that wasn't good. 1 felt bad immediately when I left because 

I've never lost it like that before with a student. That wasn't good communication." The 

last sentence of her response, "That wasn't good communication" showed that she did 

understand tiiat her behavior in addressing the sttident was abrasive, but she didn't 

understand that the description of his demand was indeed good communication. If she 

had kept her tone even, speech fluid, and kept her anger under control, her response 

would have been assertive and appropriate. 

Participant five displayed nonassertive behavior with a student who had no 

motivation to do work for an intensive reading course. "I tried to get him to read for three 

weeks. And he never read the chapter. Even by the end of the semester, he had never 

read. And I just I finally gave up on making him read." She avoided using assertive 

behavior because she was fed up with her student. This enabled him to evade his 

responsibilities to his courses and ultimately perform poorly in the course. 

Assertiveness Literature 

Three Types of Behavior: Assertiveness, 
Non-Assertiveness, and Aggression 

Situations the tutors were forced into everyday by their students could have been 

effectively been handled if the tutors had displayed assertive behavior. There are three 
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types of behavior identified in assertiveness literature: nonassertive behavior, assertive 

behavior, and aggressive behavior. Nonassertive behavior, occasionally referred to as 

passive behavior, aims "to avoid conflict and to please others" (Buras, 2001, p. 6). This 

type of behavior is unproductive when the communicator fails to stand up for his or her 

personal rights. The tutors were often put in situations where they displayed nonassertive 

behavior. In the focus group the tutors expressed their frastration in being taken 

advantage of This is a typical outcome with people who display nonassertive behavior. 

"Continued non-assertion ultimately leads others to lack respect for you" (Bums, 2001, p. 

7). In many of the excerpts from the focus group transcription, students often showed a 

lack of respect for the tutors. In some cases, a non-assertive person can reach a breaking 

point that leads to aggressive behavior. "People who change non-assertive behavior often 

go through an aggressive period before they become assertive, especially when they 

decide to 'express themselves' but don't think about how or when to do it" (Jakubowski 

& Lange, 1978, p. 74). This happens because some view aggression and assertion as 

interchangeable. 

Bufler (1992) and McBride (1998) agreed that assertiveness and aggression have 

often been mistaken for one another. However, aggressive behavior "is the kind that 

expresses feelings and opinions in a way which punishes, threatens or puts the other 

person down" (Beels, Hopson, & Scally, 1992, p. 14). Aggressive behavior is as self-

destractive as non-assertive behavior. Albert! and Emmons (1986a) acknowledged that 

aggressive people accomplish goals such as self-expression at the cost of others' feelings 

because aggressive behavior tends to minimize others' self worth. Buras (2001) stated. 
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"Aggression threatens and diminishes others, damages relationships, lowers motivation, 

morale and job satisfaction, and sabotages the ability to obtain intended effective and 

efficient performance" (pgs. 8-9). Buras (2001) went on to say that aggressive behavior is 

counterproductive to the performance of an organization. In this case, aggression is 

counterproductive to the relationship between tutor and student, which impeded the 

student's progress in class. The tutors' aggressive behavior was a result of prolonged 

non-assertive behavior. 

Literature offers no concrete definition of assertiveness because the behavior 

tends to be very situation specific; however, the general concept of assertiveness has been 

highly researched. Assertive behavior "helps the clear communication of needs, wants 

and feelings in an honest, open and respectful way" (Bums, 2001, p. 4). According to 

Beels, et al. (1992) assertive behavior is "behaviour that is suitable, or appropriate, for the 

occasion. It involves being able to express what we want without feeling unduly anxious 

or hesitanf (p. 13). Beels et al. also stated that a person could choose when to display 

assertive behavior. At times, with certain people in certain situations, anger might be an 

appropriate response; but other times silence might be most appropriate. However, 

assertive behavior at work creates open relationships and positive working climates. 

Barriers to Assertiveness 

Reluctance to Assertiveness 

Before one can actually become assertive, Silberman (1980) observed that one 

must be willing to be in charge. He admitted that being assertive could feel unnatural. 
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obtrusive, or even unnecessary to some who are inclined to act non-assertively. Willis 

and Daisley (1995) agreed that people are concerned that other types of behavior are not 

effective tools for communication. "There is nothing wrong with aggression or passivity-

in many situations they are the most helpful and appropriate behaviors" (p. 19). Alberti 

and Emmons (1986a) argued that people are often discouraged from being assertive. 

Children and Assertiveness 

Children are taught not to talk back to their parents, when in most cases the 

intention is not to be disrespectfiil it is simply to speak up in disagreement. The school 

system also ingrains this attitude into school children. "The results of such upbringing 

effect functioning on the job" (Alberti & Emmons, 1986a, p. 13). McBride (1998) agreed 

saying that gender roles are also a barrier to assertive behavior. Gender roles are formed 

at a young age and influence behavior later in life. In a study on gender roles and 

assertiveness in preschool children, Sebanc, Pierce, Cheatham and Gunnar (2003) found 

that dominance in school related tasks was less accepted for girls by other girls, while for 

boys, dominance and assertiveness were more accepted by both boys and girls. For boys, 

"assertive social skills, dominance, and peer preference are overlapping components of 

social competence whereas, for girls, these components are fairly independent or even 

conflicting" (p. 100). The children's teacher evaluated the children while performing the 

school tasks and rated the boys' performances higher than the girls'. The teacher showed 

an acceptance for the boys' assertive and dominant behavior and showed a slight 

disapproval for the girls' assertive behavior. Children, even at a preschool age, are fully 
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capable of comprehending that a teacher will accept assertiveness from boys but not from 

girls. 

Gender Differences in Assertiveness 

Butler (1992) wrote about four barriers that women face: positive feelings, 

negative feelings, setting limits, and self-initiation. Many women do not associate 

positi\e feelings and assertion. However, one aspect of self-assertion is expressing 

feelings such as "warmth, appreciation, and affection" (p. 3). Although associating 

negati\'e feelings with assertion is more common, some women feel too inhibited to 

express them. Limh setting is important to self-assertion and self-respect. Butter (1992) 

contended that women often view limit setting as expressing negative feelings. Because 

women are uncomfortable and unwilling to expressing negativity, they will not set limits 

for others' behaviors. The last barrier was self-initiation. "There are two situations in 

which women are particularly hindered in self-initiation: first, when the initiation 

involves the expression of competence and authority, and second, when it involves taking 

the lead in a female-male relationship" (Butter, 1992, p. 9). Therefore assertiveness is not 

always a behavior people express and, in many cases, assertiveness must be taught. 

Lineham and Seifert (1983) surprisingly found that in a context specific situation, 

female assertiveness was viewed as more appropriate than male assertiveness. When 

women displayed assertive behavior with the opposite sex, both men and women agreed 

the behavior was appropriate. Only when men behaved assertively with other men did 

both sexes consider it appropriate. From these results, one can see that a stigma can be 
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placed on both men and women regarding assertiveness. If a woman becomes assertive 

with another woman, the behavior is considered petty; if a man becomes assertive with a 

woman, it is considered inappropriate. In both situations, women are being viewed as the 

weaker sex. Cuirant, Dickson, Anderson and Faulkender (1979) found similar results four 

years earlier conceraing the acceptability of female and male assertiveness. Female 

assertive behavior with a male was viewed acceptable as was male assertive behavior 

with another male. 

There are theories that explain why men are more assertive than women: 

testosterone, societal double standards of the acceptability of assertive behavior, etc. But 

Campbell (1993) argued that those theories do not explain why assertive behavior in men 

and women is acted out differently. Social representation can be used to explain those 

differences because "it is proximal rather than distal, which means that it is concerned 

with factors that are relevant at the moment when the action takes place" (Campbell, 

1993, p. 84). 

Effects of the Three Behaviors 

The effects of each behavior are very distinct. A person who behaves non-

assertively is "self-denying", "inhibited", and uncertain of his or her abilities (Buras, 

2001, p. 11). This person is also frequently anxious and self-deprecating. Alberti and 

Emmons (1986) added that a non-assertive person becomes easily hurt and often "does 

not achieve desired goal" (p. 29). Jakubowski and Lange (1978) reported that non

assertive people are disappointed in themselves, are often angry and resentful and 
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strongly intend to please others. A person who receives non-assertive behavior can 

become impatient and angry and feel superior, irritated and disgusted. Buras (2001) 

wrote that a receiver of this type of behavior will also achieve his or her desired goal at 

the non-assertive person's expense. 

Aggressive behavior has the opposite effect. As an initiator of aggressive 

behavior, one self-enhances at the cost of others, makes decisions for others as well as 

"deprecates others" (Jakubowski & Lange, 1978, p. 11). Aggressive people act self-

righteous and superior and at times become embarrassed by their own behavior. 

Aggression allows these people to vent their anger toward others. Consequences of 

aggression often include abandonment, excessive punishment, destraction of 

interpersonal relationships and even death (Bach & Goldberg, 1974). Receivers of 

aggressive behavior can feel humiliated and hurt and act out vengefuUy. The actor of 

aggressive behavior may have psychological damage as well. Bach and Goldberg (1974) 

listed psychological hazards of mismanaged aggression. These hazards include 

depression, compulsion, obsession, anxiety, and catatonic schizophrenia. 

The effects of assertive behavior are much more positive for the sender and 

receiver. People who display assertive behavior are expressive with wants and ideas, are 

confident, and feel good about themselves (Jakubowski & Lange, 1978). They may 

achieve their goals by being direct with others. Assertive behavior allows one to make his 

or her decisions with no outside influence. Assertive people are respected and valued by 

others, which enhances interpersonal relationships. 
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Characteristics of the Three Behaviors 

Silberaian and Wheelan (1980) grouped different characteristics of non-

assertiveness and aggression into five categories: vocal behavior, facial behavior, postural 

behavior, touching behavior, and silent behavior. 

Non-assertive vocal behavior includes a soft voice, frequent pauses between 

statements, the use of disfluencies, and the use of questions. Aggressive vocal behavior is 

characterized by the use of a very loud voice, rapid speech, and "exclamatory sentences" 

(Silberman & Wheelan, 1980, p. 84). Assertive vocal behavior can include a controlled 

N'olume, speech that flows without difluencies, and statements that are phrased 

declaratively. 

Non-assertive facial expressions include limited eye contact, tightened muscles, 

which reflect fear and, or a "pleading, timid look." Holstead (1994) added that non

assertive facial expressions also include inappropriate smiling. Aggressive facial 

expressions are presented with tense muscles, which reflect anger, a cold "stony" look, 

and intense staring (Silberman & Wheelan, 1980, p.85). Assertive facial expressions 

display directness by maintaining eye contact. The eyes remain open and the muscles are 

relaxed conveying interest. 

Anxious or nervous shifting of the body, hiding hands behind the back or in 

pockets, nervous fidgeting, and maintaining a comfortable length from others 

characterize non-assertive postiire. Aggression is reflected in posttire by clenching the 

fists into balls, accusatory finger pointing, a stiff or unyielding body position and 

disregarding others' personal space. Assertive posttire is maintained by leaving hands 
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open and at the sides of the body. A respectful distance is observed and the body is 

positioned in a relaxed stance (Silberaian & Wheelan, 1980, p. 85). 

Non-assertive behavior either disregards touching completely or is characterized 

by uncomfortable touching. Encouraging or comforting touch is usually not practiced. 

Aggressive behavior is the opposite including coercive grabbing, badgering touch, and 

excluding touch for comfort or encouragement. Assertive touch can be used to calm and 

resfrain. Assertive touching can also be used to "aid communication, comfort or 

encourage" (Silberman & Wheelan, 1980, p. 85). 

Non-assertive silent behavior is expressed with "confiising silence, pouting and 

silent fear" whereas aggressive silent behavior includes refusing to talk to others by 

giving them the "silent freatinent", or showing dissatisfaction or indifference through 

silence (Silberman & Wheelan, 1980, p. 85). However assertive silence, which is usually 

followed by action, has a soothing and reassuring effect. 

Skills for Developing Assertiveness 

Assertive behavior doesn't happen quickly; in fact it takes much practice and 

plarming to develop. The first step suggested by Butter (1976) "is to increase your 

awareness of those situations where you do not express your feelings and opinions 

easily" (p. 39). There are three factors to consider when changing one's behavior: 

situation, target behavior, and positive or negative consequences (Sundel & Sundel, 

1980). Situation refers to the environment surrounding the event. Target behavior refers 

to the thoughtfiil consideration of the appropriate action; and positive or negative 
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consequences regard the response to the displayed behavior. By using these three factors 

to analyze one's behavior, assertive responses become easier to apply to every day 

occurrences (Sundel & Sundel, 1980). An effective strategy for training verbal 

assertiveness is the use of models. Cooley and Hollandsworth (1977) stated that a model, 

"characterized by a high degree of sttaicture, identifies and teaches specific combinations 

of verbal components of assertive statements" (p. 76). Models help trainees assess how to 

be assertive and also help ttainers know how much the trainee is learaing. The 

components of which Cooley and Hollandsworth (1977) spoke of include saying no, 

asking for favors or asserting rights, and expressing feelings. Buras (2001) wrote that 

saying no is a useful assertiveness tool when certain rales are followed. One must keep 

the negative response brief without offering a long explanation; giving a short reason is 

sufficient. One should acknowledge the offer or request with a "thank you" but should 

not apologize abundantly when refusing. And lastly, one should not blame the refusal on 

another person; he or she should take responsibility for the "no." Some people find it 

difficult to say no. Adams and Lenz (1979) explained this need is often due to feeling 

pressured to answer a request immediately. That pressure usually results in a "yes" 

response. The anxiety of this type of situation can be greatly reduced with a counter 

request for time to contemplate the situation (Adams & Lenz, 1979). 

A second area in which models are useful is asserting rights or asking for favors. 

Cooley and Hollandsworth (1977) recognized three items, the problem, the request, and 

the clarification. They pointed out that one should clearly state the problem without 

dodging the issue. The next step is to make a specific request using declarative 
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statements. Botti the statement of the problem and the request should add clarification to 

the issue at hand. The last component in the models exercise is expressing feelings. 

Personal feelings specifically deal with the expression of positive and negative feelings, 

affection, and anger. 

Another skill to develop assertiveness is reacting to others' aggression. Rimm 

(1977) offered a distinction between two types of aggression: instrumental aggression 

and drive-mediated aggression. Campbell (1993) also recognized drive-mediated 

aggression referring to it as expressive aggression. Rimm (1977) affirmed that 

instiaunental aggression is not exerted out of anger. This behavior is motivated by some 

reward or award. It is a means to an end. Instiiimentality justifies aggressive acts 

according to the specific benefits h offers: gang initiations, pride, money, etc. Rimm 

(1977) gave the example of a prizefighter. The fighter's aggression toward his or her 

opponent is not motivated by anger, it is motivated by the glory of winning a fight, or the 

paycheck he or she will receive. On the other hand, drive-mediated or expressive 

aggression is motivated by anger; the recipient of the aggression plays littie to no role in 

explaining it. The importance is put on the retention or the release of the aggression 

(Campbell, 1993). "In the case of anger induced aggression, physical or psychological 

injury is more or less an end in itself rather than a means to an end," (Rimm, 1977, p. 84). 

Instramental aggression does not have to be directly dealt with, however drive-

mediated aggression must be stopped if possible. How can drive-mediated aggression be 

quelled? Alberti and Emmons (1986a) noted that aggression only produces more 

aggression; therefore one must find a calmer approach. Before creating a plan to confront 
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the aggressor, one must understand what caused the anger. McBride (1998) provided four 

reasons for the build up and release of anger. Frustration can lead to the expression of 

anger. Many causes of frastration are legitimate, bad day on the job, fight with a spouse, 

but at times, the frustration can come from small irritants like the waiter bringing the 

wrong order, or spilling coffee on a new shirt. Whatever the source of frastration, 

different people handle situations differently. Another source of anger is fear, fear of 

losing a job, or losing a family member. McBride (1998) contended that fear is a 

powerful source of anger expression. The third cause is self-esteem. If a person is feeling 

personally attacked, low self-esteem can cause sudden bursts of anger. And the last cause 

of anger expression is injustice. "Injustice is suffered by many groups.. .on the basis of 

their skin colour, religion, race, gender, education level and class," (McBride, 1998, p. 

129). Byraes (2002) offered tactics to assertively dissolve an aggressive situation. One 

tactic is "moving the aggressor from his emotional right-brain faculties to his analytical 

left-brain faculties" (p. 59). Although this may be difficuh if the aggressor appears to be 

beyond reason, it does help them regain judgment, moving the situation toward a 

resolution. 

An important skill in developing assertive behavior is to understand the rights one 

has as an assertive human being. Kelley (1979) listed eight rights most often identified in 

assertive literature. A person as the "right to be left alone", the "right to be independent," 

to "be successful," to "be listened to and taken seriously," to "get what one pays for," to 

"act in an assertive manner" to "refuse requests without feeling guilty or selfish," the 

"right to ask for what you want," to "make mistakes and be responsible for them," and 
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"to choose not to assert oneself," (Kelley, 1979, pgs. 58-59). Beels, et al (1992) added 

more rights such as, the right to be successful, the right to change one's mind, and the 

right to "decline responsibility for other people's problems," (p. 26). Knowing these 

rights allows a person to be more confident when asserting him or her self In order to 

maintain assertive behavior, one must control aggression in certain situations. Keeping a 

note pad handy to write down aggressive thoughts focuses the brain to fiinction on the 

left side; taking emotion and tuming it into logic. 

Relaxation, noted Phelps and Austin (1975) releases the anxiety one might have 

when being assertive. There is a hierarchy of assertive behavior that is used in many 

fraining programs. The behaviors are ordered according to the amount of anxiety a certain 

situation causes a person. The order progresses from performing behaviors that cause a 

low level of anxiety to performing behaviors that cause a high level of anxiety. With this 

method, a person can achieve assertive behavior in small steps. 

Culture and Assertiveness 

Although the skills mentioned above may work for some, they may not work for 

ethnicities other than Caucasian. There are more important issues African Americans 

must analyze (Cheek, 1976). First, assertiveness should be assessed as being beneficial 

for all people. Second, when considering a situation, a racial description of the "target 

person" must be included. Third, one must determine what veraacular should be used to 

express the assertive behavior (Lineberger & Calhoun, 1983). Cheek (1976) identified 

two types of language: black and white. These are made distinct by the connotation each 

59 



ethnicity intends with his or her assertive statements. Fourth, one must assess what 

assertive behavior means the African American experience and how assertiveness played 

a major part in the Civil Rights Movement. Fifth, but most importantly is the 

understanding of ttie reality of black-black assertiveness and black-white assertiveness. 

The consequences that come from a black person behaving assertively in a sitiiation with 

another black person may be interpreted differently than a black person behaving 

assertively with a white person (Cheek, 1976). 

Florian and Zerahsky-Shurka (1987) conducted a stiidy to "examine the 

relationship between culttiral affiliation and gender on assertive behavior in two distinct 

socio-cultural groups (Israeli-Arabs and Israeli-Jews)" (p. 91). Although gender did not 

produce significance, culture did. Arab subjects in this study were found to be less 

assertive than their Jewish-Israeli counterparts as expressed through their "discomfort in 

social situations" (p.91). Florian and Zeraitsky-Shurka (1987) argued that the findings 

support the theory that assertiveness is culture-bound. Hall and Bell-Waraer (1978) found 

that Mexican-American males versus Anglo males displayed less assertiveness with 

parents, same-sex peers, and business relationships. "The nature of the Mexican-

American culture with its general emphasis on the maintenance of family relations among 

even urbanized and relatively educated males" displays that assertiveness is certainly 

cultiire bound (Hall & Bell-Waraer, 1978. p. 178). 
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Assertiveness Training Literature 

The Role of the Trainer 

As an assertiveness frainer or facilitator, one is expected to act assertively in 

training seminars. Willis and Daisley (1995) acknowledged that a trainer must know his 

or her role as a leader for participants in training seminars; that a trainer act more as a 

coach than a counselor in order to exclusively discuss issues that the trainer is prepared to 

address. They also suggested certain behaviors to exhibit during the training process such 

as being positive, supporting, confident, approachable, flexible, organized disciplined, in 

conttol, open, and informal. These behaviors help establish credibility, and respect for the 

frainer. More importantly, they allow the frainees to feel comfortable participating in 

activities, sharing experiences and expressing emotion during the seminars. Willis and 

Daisley (1995) also recommended that frainers understand that the organization's needs 

must be met, confidentiality must be kept, people must be accepted for who they are, the 

seminars must stay positive, and action must be encouraged. 

The organization and the trainees are the most important facet of the entire 

training experience. The end of the training process must meet the organization's needs. 

This means that the a trainer must actively listen to the participants, allow enough time 

for trainees to raise questions about specific issues, try to use actiial examples from the 

trainees' experiences, and address the entire group in a way that each frainee can relate to 

the lessons. Any story or example divulged during the training seminars must be kept 

private. "Confidentiality is a way of demonsfrating respect for others and is especially 

important where issues of a personal or sensitive natiire will be raised; a safe situation 
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needs to be provided" (Willis & Daisley, 1995, p. 83). Another effective way to show 

respect for the group members is to accept the individuals for who they are. The goal of 

assertiveness training is not to completely change a person's personality. Therefore a 

frainer must accept individual expression and avoid passing personal judgment. Another 

tool to help a trainer accept the diversity that training courses can present is keeping a 

positive attitude. "Assertiveness is essentially an optimistic approach to life and training," 

(Willis & Daisley, 1995, p. 84). A ttainer must recognize that participants may be 

aggressive, give negative feedback during the seminar, or reject the course entirely. But 

maintaining a positive atinosphere can greatly reduce these chances. Once the 

participants are comfortable in the fraining environment, it becomes easier for the trainer 

to ask for or request implementation of each lesson. "It is important to build links with 

the reality which participants will face after the course," (Willis & Daisley, 1995, p. 84). 

Design Considerations 

After the role of the frainer and training program has been established, the 

logistics of the actual course must be determined. What is the group size and how many 

trainers will be required? Alberti and Emmons (1986b) suggested that assertiveness 

fraining be conducted in small groups and identified advantages to small group social 

skills training. "The group offers a social environment in which each trainee can be 

accepted, understood, supported - and therefore comfortable enough to experiment with 

new behavior" (Alberti & Emmons, 1986b, p. 53). They added that a small group course 

provides reinforcement for the individuals. And if the trainees know each other, the 
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camaraderie they may already have can act as a stimulant for learaing and excelling in 

the ttaining. Kelley (1979) suggested that a small group course consist of six to fifteen 

participants. For a group this small, one trainer is sufficient to facilitate the meetings. 

Should the group be limited to same-sex participants or should men and women 

participate in the same fraining program? There has been much debate in assertiveness 

training literature about sexes of the participants. According to Kelley (1979) the debate 

focused on the differences in socialization for men and women. However, she went on to 

say that most participants enter fraining displaying non-assertive behavior rather than 

aggressive behavior. Alberti and Emmons (1986b) favored including both sexes during 

the ttaining course stating, ".. .our preference is to create a more nearly representative 

microcosm of die 'real worid'" (p. 55). However they recognized that much work has 

been done with same sex groups, specifically assertiveness training for women. 

Depending on the organization's needs, a trainer may not be given a choice on the sex of 

the participants. 

How should the course be designed according to time limitations? If there are no 

time limitations to contend with, the length of the course should depend on the objectives 

or goals that meet the organization's needs (Willis and Daisley, 1995). Unfortunately 

most trainers "are working to very tight time constraints and with limited resources," the 

length has already been decided by the organization "and your judgment is on what 

would be a realistic expected outcome in that time, for that particular group" (Willis & 

Daisley, 1995, p. 114). Kelly (1979) recommended three days for an advanced course to 

allow participants to reflect on the material between sessions. 
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What is the most effective arrangement or the training area? There are times when 

a frainer has no option for training environments. An area is designated and the trainer 

must make do with the accommodation. But when provided with an option, it is best to 

create an open area where there is no obvious power position. Tables create a huge 

baiTier between the trainer and the participants. If possible, the trainer should sit in front 

of the table in order to be physically closer to the participants. A careful selection of 

chairs is also important. The frainer should be careful not to sit in an elevated chair, or a 

chair that is finer than the chairs provided to the participants. Visual aids should be 

produced depending on the layout of the area. In most cases, handouts work effectively. 

However, the use of an overhead, flip charts, or slides can be a nuisance if the area cannot 

accommodate them (Willis and Daisley, 1995). 

The last preparation to make before conducting the actiial training course is to 

include "an introduction to the staff, some means of breaking the ice or getting 

acquainted and of leaming participants' expectations, a statement of the preannounced 

goals of the event, an overview of the major elements, sequence, and logic of the 

event.. .some goal setting for back-home application and some planning of how to 

implement these goals, and an evaluation of the event for the facilitator's benefit" 

(Kelley, 1979, p. 268). 
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Seminar Agendas 

Seminar One: January, 17,2004, 4:00pni-5:00pm 

1 began the seminar by welcoming the participants to the conference room in the 

Career Center located on the south side of Wiggins Dining Hall. Five of the six tutors 

attended along with one Counseling Specialist from the TECHniques Center. The first 

seminar focused heavily on the basics of communication. 1 revealed the findings from the 

focus group ttanscription and gave them examples from thefr own responses. I gave the 

tutors a revised version of the teacher assertiveness inventory, parts one and two 

(Silbemian, 1980). Then I lectured on assertive, non-assertive, and aggressive nonverbal 

behavior accompanied by a handout. To wrap up the first seminar, I introduced their 

rights as tutors and assertive persons. 

Seminar Two: January 29, 2004, 4:00pm-5:00pm 

The second seminar was a continuation of the first, picking up with components 

of assertive behavior. We discussed the nonverbal components of assertive behavior, how 

to execute them, and how they can be beneficial. At the end of the first seminar, 1 asked 

the tutors about specific needs regarding assertiveness with their students. My wish was 

to address their weaknesses to encourage them to actively listen and leam throughout the 

seminars. We discussed how to begin a hard conversation followed by how to end a 

conversation. Next I addressed how to handle other's aggression including the causes of 

aggression. I also identified warning signs of others' aggressiveness with nonverbal and 

verbal cues. I then asked them to write down their behavior when becoming aggressive. 
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Lastly 1 lectured on how to respond to aggressiveness and how to "put out the flames of 

anger." 

Seminar Three: February 5, 2004, 4:00pm-5:00pm 

The last seminar provided an open atmosphere where the tutors could practice 

what they learaed, and give examples of how they used the material from the first two 

seminars during the week. Pizza was provided as a thank you to the tutors and 

Counseling Specialist for aiding in my project, and aiding in their own assertiveness. I 

opened the seminar with a definition of crhicism. We discussed how to give and receive 

criticism as well as giving and receiving praise. Then I provided information on one of 

the most requested assertiveness tools, saying no. The last matter we discussed was how 

to make requests, also a highly requested subject. 
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CHAPTER IV 

TRAINING PROGRAM: EVALUATION 

AND DISCUSSION 

The purpose of this final chapter is to appraise the outcome of the training 

program. An evaluation of strengths and weaknesses shall highlight certain limitations of 

the project. The chapter will explain the formation of the exit survey given to the 

participants, and an analysis of the responses will assess the effect of the program on the 

participants. 

Conflicting Schedules 

Focus Group 

Although the fraining seminars led by the TECHniques Center are mandatory, 

there are occasions when it is acceptable to miss one or two times. On the day scheduled 

for the focus group, one of the six tutors was unable to attend his training; therefore I was 

unable to include his input into the results of the data. He was not included in any of the 

excerpts in the data analysis. However, I feel that assertiveness training was appropriate 

because of the strong need displayed by the five tutors that were in attendance. The major 

disadvantage due to his absence from the focus group was the loss of time I had to build 

rapport with him before the first seminar. I met him for the first time the day of the first 

seminar, five minutes before it began. His absence from the focus group did not hinder 
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the dynamic of the training group because of his willingness to participate in all of the 

discussions and activities. 

Seminars 

Duruig each of the three seminars conducted, only five of the six tutors were able 

to attend. The first and second seminars were conducted without participant five. Seminar 

three \\as conducted in the absence of participant two. 1 feel that participant five suffered 

only minimal setbacks in her development of assertive behavior. She displayed the least 

amount of need for assertiveness fraining. Participant two missed only one seminar; 

however it was the last seminar of the program. Many of the skills she expressed 

difficulty with were addressed at that time. But the information she received during the 

first two seminars was of great help in her development of assertive behavior. 

Building Rapport 

I had an excellent opportunity to build rapport with the tiitors during the focus 

group. As the tutors filed in to the private section of Wiggins Dining Hall, I inttoduced 

myself to each of them. Luckily they were already wearing name tags from the training 

seminars led by the TECHniques staff The name tags were supremely beneficial for me 

personally because I find it difficult to remember names upon a first meeting. I began the 

focus group by introducing myself and explaining the purpose of this thesis project. The 

tutors seemed to relax once they knew what they were being asked to do. The three staff 

members with whom I had made arrangements had not informed the tutors about the 
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project prior to the focus group. The fact that the tutors were nervous about participating 

in a tape recorded focus group with a woman they didn't know played a role in their 

apprehension to discuss personal problems, but after the first question, they opened up 

substantially. 

For most of the focus group, 1 as the facilitator maintained a silent role. The 

energy of the discussion was fed primarily by the tutors' desires to "one-up" their co

workers. Each story told was kindling for another story by another tutor. Although the 

focus of the conversation wandered at times, the tutors never lost focus of their responses. 

The window of opportunity for me to build rapport was opened by their camaraderie with 

one another. By the time the last question was asked, approximately one hour later, the 

tutors were laughing at each other's responses and teasing one another about problems 

with former students. The atmosphere was friendly and open, and their responses 

provided rich data for my analysis. When the focus group concluded, the tutors invited 

me to join them in a catered lunch provided by the TECHniques Center. While we ate, we 

got to know one another on a more personal basis (i.e. home town, likes and dislikes 

about Lubbock, future career goals), leaving behind the discussion of tutoring and 

difficult students. 

Facilitation of Discussion 

The afteraoon of the first training seminar was relaxed as each tutor walked into 

the conference room of the Career Center. After twelve hours of transcribing the tape of 

the focus group, I was confident that I knew each tiitor by name, face and voice. I greeted 
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the group and explained the results of the data 1 collected. All of the tutors, minus the one 

who was absent at the focus group agreed that assertiveness training was an appropriate 

topic for the training program. As we proceeded into the material, 1 used examples from 

their responses to explain certain theories. This was useful in holding their attention 

throughout the hour. Our rapport was solid enough for me to allow an open training 

format. The tutors were free to interject questions, ask for clarification about the material, 

and share experiences related to the subjects under discussion. 

At times the topic of conversation veered off course. And at times, h was difficult 

to congenially guide the discussion back to the subject at hand. A specific discussion on 

the differences between interpersonal and inttapersonal communication twisted in to a 

discussion regarding the intelligence of the pet of one of the tutors, but within a matter of 

a few minutes, the focus was brought back to human communication. Facilitation of 

discussion in the seminars was relatively easy due to the tutors' excitement of learaing 

new material. Usually the same information is presented by the TECHniques staff at the 

beginning of each semester, so new information and the presence of an outside trainer 

was exceedingly welcomed. 

Time Constraints 

Focus Group 

A one hour time frame was allotted for the focus group to take place, during the 

final morning portion of the TECHniques training and before lunch was served. The 

ttitors were not released from their training seminar in time for them to be settled into 
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their chairs for my focus group to begin on time; therefore the focus group started ten 

minutes late. Inti-oductions and explanations took approximately ten minutes away from 

the time the tutors had left to discuss the items presented to them. With forty minutes 

remaining, the first question was asked. The focus group progressed smoothly for the 

next thirty minutes with only minor interraptions (people walking in and out of the exit). 

Thinking I had plenty of time remaining, 1 was approached by a counseling specialist 

who quietly whispered, "Are you about to wrap it up?" Although I interaally panicked, I 

calmly nodded yes and replied, "Just a few more minutes." Silently, as the tutors 

continued their responses, I reviewed the unanswered questions and assessed which few 

were the most important before the conclusion of discussion. During the discussion of the 

final few questions, the catering crew from Wiggins Dining Hall proceeded to set up 

tables, line up ttash cans, lay out the meal, and unfold trash bags; the tape recorder was 

still recording. The final interraption, provided by a cell phone ring tone, which I can 

only describe as loud, and musical, was followed by a five minute phone conversation ten 

feet from the focus group table. Needless to say, I took that as my cue to end the focus 

group session. Despite these interraptions, the data from the group proved to be 

substantial. 

Seminars 

Each of the TECHniques training times is only scheduled for one hour, but the 

staff was generous to allow me three consecutive training sessions to accommodate the 

amount of material I had to present. The material was sectioned evenly into three 
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different sessions. Even with three sessions, the material was rashed at times in order to 

present all of it to the tutors. During the first seminar, the tutors rapidly took notes on 

handouts 1 gave to them as visual aids. To save time in the second and third sessions, I 

provided detailed outlines of the sessions' agendas. The tutors used these packets as 

visual aids and wrote minimal notes in the margins. The one hour sessions were 

somewhat limiting in temis of allowing an open discussion foram, but they helped keep 

the tutors focused on the material. 

Assessment Procedure 

Method of Collection 

During the first week of March, approximately one month after the last seminar, I 

administered an elecfronic exit survey to all six tutors. Although the survey was 

administered through e-mail, it remained anonymous. As each tutor replied to my e-mail 

account, the message was sent to a junk mail folder. A colleague with my account name 

and password emptied the junk mail folder each day, printed off the surveys and cut the 

names and e-mail addresses of each tutor off the top before returaing them to me. The 

tutors were aware of this procedure before they received the survey. They each 

understood that anonymity was of great importance and were encouraged to answer 

honestly and openly. 

At the beginning of the first seminar, the tutors were given a revised version of 

the Teacher Effectiveness Scale (Silberman & Wheelan, 1980). The wording of the 

questions confused many of the tiitors and they answered according to their own 
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inteiprctations of what the questions asked. A few of the tutors even edited the 

standardized responses to fit their personal answers. 1 found that most of the printed exit 

surveys were written similariy to the one that confused the ttitors in the first seminar. 

Therefore, the exit survey was in part created according to the reading and 

comprehension styles of the tutors. I also wanted to allow the tutors to make free 

responses that could elaborate on their stmctured responses. However, some of the items 

were adapted from the Sttident Motivation Scale (Beatty and Payne, 1985). The phrasing 

of the first two questions was borrowed from Willis and Daisley (1995). Results of the 

exit survey can be found in E. 

The Exit Survey 

The first two questions of the survey concemed the effectiveness of the training 

program. The next three questions dealt with the usefulness of assertiveness training. 

Questions six through twelve were adapted from the Student Motivation Scale (Beatty & 

Payne, 1985). A qualifying statement explained how to answer the six questions. 

Question thirteen concemed the effectiveness of the frainer. Question fourteen was an 

open ended question that allowed the tutors to express their concems or comments about 

the program. An area designated for additional comments ended the survey. 

Analysis of the Responses 

The responses to questions one and two were mainly positive. The only negative 

response came from one tutor who thought the pace of the seminars overall was too slow. 
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The responses to question two were an indication of the tutors' intent to answer honestly. 

The distribution of responses seems accurate according to the different levels of need the 

tutors displayed during the focus group. 

The responses to questions three, four, and five were also positive. This indicated 

that the tutors understood the potential for usefulness in and out of their tutoring sessions. 

And die responses also show that tiiey did apply the material after the fraining program 

ended. 

The responses to questions six through twelve were all on the positive end of the 

scales. Most of the responses were very high on the positive end. Even though this exit 

survey was given a full month after the ttaining program ended, the tutors still displayed 

a motivation to leam about or use assertive behavior in their tutoring sessions. This was 

the best indicator that the ttaining program was successful in aiding the tutors in 

developing assertive behavior. 

Question thirteen received very positive responses. All six responses indicated 

that my relationship with the ttaining group was constmctive. I believe there were several 

factors that contributed to the relationship. One, enthusiasm displayed by the 

TECHniques staff They were excited to have new material to present to their tutors and 

welcomed this opportunity with open arms. Two, my level of excitement was elevated by 

the reception this project was given by the staff. Three, the tutors' positive attitudes and 

friendliness allowed the entire training group to openly discuss issues without fear of 

being judged on past experiences. One tutor added a comment to the end of question 

three. "She was very likable, which made the experience pleasant and interesting." 
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A few of the tutors offered additional comments that reflected the positive impact 

of the training. "1 really enjoyed our time together and feel that being assertive is 

important not just in work but in life." "This was good for returning tutors.. .it's different 

than what we've all been through so many times...a breath of fresh air." "I really 

appreciated the open discussion form of the seminars; not just being lectured to for an 

hour about things. The openness allowed us to bring experiences and offer help to one 

another and I think that was the best part." The assessment and evaluation of the training 

program did not intend to measure success or failure. The purpose for this exit survey 

was to seek out any improvements that can be made in future training programs. This 

program, although not perfect, was effective for the tutors that participated. 

Future Improvements 

In a three part ttaining program, the first session could be used to introduce the 

topic to the participants and evaluate the specific fraining needs within the assertiveness 

umbrella. If the focus is narrower, three one hour sessions would be a sufficient time span 

to present the material. But since this program didn't narrow down a focus, the entire 

spectram of assertive behavior was presented in a very limited time frame. 

An area that was not covered in this training program was techniques on 

relaxation. There was a specific request for tips on relaxation by one of the tutors; 

however she was unavailable to make the last seminar (the only one left to present this 

material). Therefore, I eliminated that subject from the agenda. 
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Improvements should be made in the facilitation of discussion during the 

seminars. Although the focus of the conversation was only lost a few times, I found it 

veiy difficult to bring the tutors back to the material. My own assertive behavior could be 

improved in order to prevent the loss of focus in future training programs. 
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FOCUS GROUP QUESTIONS 

1. Why are you a tutor at the TECHniques Center? 

2. You are an advanced tutor, which means you have chosen to stay past your first 

semester. Why have you stayed? 

3. What have you discussed in your previous training seminars? 

4. As far as communication goes, what areas do you focus on in training sessions? 

5. Set up a typical tutoring session and/or the first meeting and explain the process. 

6. Think back to a session with a student when you had a problem communicating. 

Describe that session and why it was difficult. 

7. Think back to a session when you worked well with a student. What makes that 

relationship work? 

8. What do you feel you need more training with? 
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TEACHER ASSERTIVENESS INVENTORY 

PART ONE 

i. A pleasant but terribly disorganized student you are tutoring can seldom find 
her books or worksheets when needed. She comes to you with a look of frastration and 
reports that she can't locate the assignment she was instracted to bring for that day's 
session. In this situation, 
I'm most likely to: 

A. Stemly lecture the student about the importance of keeping track of her things. 
B. Say nothing and look exasperated. 
C. Empathize with her fhisttation and insist on an agreement as to how this might be 

avoided in the future. 

2. Many of your students have complained that you are too strict. In your 
estimation, you may have been harder on the students than they expected, but your 
sternness was completely appropriate. In this situation, 
I'm most likely to: 

A. Worry that my students will dislike me if I don't do something to make things up 
to them. 

B. Hold an open discussion of their complaints to be sure you were in the right. 
C. Try to desttoy the logic of their arguments. 

3. Confident that he has done a good job, a student shows you some work (e.g., a 
homework problem, a paper). Smiling from ear to ear, he asks for your approval, and you 
feel the student could have done much better. In this situation, 
I'm most likely to: 

A. Tease the student about the poor quality of the work. 
B. Somehow avoid saying anything about my opinion out of fear that I will upset the 

student. 
C. Reveal my honest feelings about the work and make suggestions for 

improvement. 

4. A student wants your help again on a difficult math worksheet. You can 
appreciate the student's need for support but your patience has wora thin. In this 
sitiiation, 
I'm most likely to: 

A. Act annoyed with the sttident's request so that I will be left alone. 
B. Provide some excuse for why I can't help now. 
C. Honestly respond, "I'm not going to help you now." 
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5. \'our student begs you to sit outside with him/her during your session. You 
don't w ant to tutor outside because you know the student's attention will wander. In this 
situation, 
I'm most likely to: 

A. Express understanding of their wish but hold fast to my desire to stay indoor. 
B. Give in to their wish 
C. Put down the request as an attempt to avoid work. 

6. ^'ou have promised your student some free time at the end of the session to 
w ork on homework if he/she stays focused. When the time comes, he/she has cleariy not 
paid a bit of attention. In this situation, 
I'm most likely to: 

A. Scold them conceraing their lack of productivity. 
B. Cancel the free time without much comment. 
C. Let them have the free time anyhow, so they won't sulk. If you don't, they won't 

do anything anyway. 

7. You are ranning late for a session and forgot to bring a helpful exercise that the 
sttident requested for the tutoring session. When the sttident realizes you forgot the 
exercise, he/she rolls his/her eyes. In this situation, 
I'm most likely to: 

A. Apologize profiisely and promise it won't happen again. 
B. Express short, honest comments of regret. 
C. Sttongly defend my right to make a mistake once in a while. 

8. You have an emergency phone call in the middle of a session. Your student has 
agreed to keep working on his/her work. When you come back, the student is one his/her 
cell phone talking with a friend. In this situation, 
I'm most likely to: 

A. Convince myself that I should not have expected them to keep the agreement and 
drop the matter. 

B. Scream my head off. 
C. Document the situation and move on. 
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TEACHER ASSERTIVENESS INVENTORY 

PART TWO 

Circle die appropriate number to the statement as honestly as possible 
1-strongly agree, 2= moderately agree 3= agree 4= disaore^ s-,r,^^ , ^ A-
6= strongly disagree ^ ^ ^'-^ agree, 4 disagree, 5-moderately disagree, 

1 am honest witti all of my students. 

1 2 3 4 5 6 

I put down the petty complaints my students have. 

1 2 3 4 5 6 

1 tty to avoid students who give me a hard time. 

1 2 3 4 5 6 

I act more than I talk. 

1 2 3 4 5 6 

I worry whether or not I'm liked by my students. 

1 2 3 4 5 6 

I can enforce decisions my students don't like 

1 2 3 4 5 6 

I expect my students to know what I want without having to tell them. 

1 2 3 4 5 6 

Even if it takes a long time, I am persistent about asking for the behavior I want from my 
students. 

1 2 3 4 5 6 
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1 get into power struggles with difficult students. 

1 2 3 4 5 6 

1 get flustered with students when 1 feel under pressure. 

1 2 3 4 5 6 

1 can be nasty if the situation warrants it. 

1 2 3 4 5 6 

I'm too nice to my students 

1 2 3 4 5 6 
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EXIT SURVEY 

Please indicate your answer with an asterisk in your reply. Then make free responses in 
the explanation sections. Thank you. 

1. How did you find the pace of the seminars overall? 
A. Too slow 
B. About right 
C. Too fast 

2. How would you rate the fraining seminars overall? 
A. Of great help 
B. Of considerable help 
C. Of some help 
D. Not much help at all 
E. No use whatsoever 

3. In work situation, how usefiil are the skills presented in the seminars? 
A. Not useful 
B. Slightly usefiil 
C. Usefiil 
D. Very useful 
E. Exfremely useful 
(Please explain your choice) 

4. In everyday situations outside of work, how useful are the skills presented in the 
seminars? 

A. Not usefiil 
B. SHghtly useful 
C. Usefiil 
D. Very usefiil 
E. Extremely useful 
(Please explain your choice) 

5. After completing your training, have you used any of the skills presented in the 
seminars? 

A. 
B. 
C. 
D. 
E. 

Not at all 
Once 
A few times 
Often 
All the time 

(Please explain the situation) 
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Please indicate the temis which best represent your feelings about being assertive. 

6. I am: 
A. Not motivated 
B. Slightty motivated 
C. Motivated 
D. Very motivated 
E. Extremely motivated 

7. 1 am: 

8. lam: 

9. lam: 

10.1 am: 

11. It is: 

A. Not interested 
B. Slightly motivated 
C. Motivated 
D. Very motivated 
E. Exfremely motivated 

A. Not involved 
B. Slightly involved 
C. Involved 
D. Very involved 
E. Exfremely involved 

A. Not stimulated 
B. Slightly stimulated 
C. Stimulated 
D. Very stimulated 
E. Exttemely stimulated 

A. Not enthused 
B. Slightiy enthused 
C. Enthused 
D. Very enthused 
E. Extremely enthused 

A. Not useful 
B. Slightly usefiil 
C. Usefiil 
D. Very usefiil 
E. Extremely useful 
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12. It is: 
A. 
B. 
C. 
D. 
E. 

Not helpful 
Slightly helpful 
Helpful 
Very helpful 
Extremely helpful 

3. How do you rate the effectiveness of the training faciHtator? 
A. Not effective 
B. Slightly effective 
C. Effective 
D. Very effective 
E. Exttemely effective 

14. Was there anything else you would have liked to leam in the seminars that we 
didn't address? If yes, please explain. 
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RESULTS OF THE EXIT SURVEY 

Question 
One 

"too slow" 
1 

'about right" "too fast" 
0 

Question 

Two 

"no use 
whatsoever" 

0 

"not much 
help at all" 

0 

"of some 
help" 

2 

"of 
considerable 
help: 
4 

"of great 
help" 

0 

Question 

Three 
Four 

"not usefiil" 

0 
0 

"slightiy 
usefiil" 
0 
0 

"usefiil" 

2 
5 

"very 
usefiil" 
4 
1 

"extremely 
usefiil" 
0 
0 

Question 

Five 

"not at all" 

0 

"once" 

0 

"a few 
times" 
1 

"often" 

5 

"all the 
time" 
0 

Question 

Six 

"not 
motivated" 
0 

"slightly 
motivated" 
0 

"motivated" very 
motivated' 
1 

"extremely 
motivated" 
1 

Question 

Seven 

"not 
interested' 
0 

"slightiy 
interested" 
0 

"interested" very 
interested" 
4 

"extremely 
interested" 
1 
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Question 

Eight 

"uninvolved" 

0 

"slightly 
involved" 
0 

"involved" 

2 

"very 
involved" 
3 

"extremely 
involved" 
1 

Question 

Nine 

"not 
stimulated" 
0 

"slightiy 
stimulated" 
0 

"stimulated" 

4 

"very 
stimulated" 
1 

"extremely 
stimulated" 
1 

Question 

Ten 

"unenthused" 

[0 

"slightly 
enthused" 
0 

"enthused" 

2 

"very 
enthused" 
4 

"extremely 
enthused" 
0 

Question 

Eleven 

"not usefiil" 

0 

"slightly 
usefiil" 
0 

"usefiil" 

0 

"very 
usefiil" 
3 

"extremely 
usefiil" 
3 

Question 

Twelve 

"not helpfiil" "slightly 
helpfiil" 
0 

"helpful" very 
helpfiil" 

"extremely 
helpfiil" 

Question 

Thirteen 

"not 
effective'' 
0 

"slightly 
effective' 
0 

"effective' very 
effective" 

"extremely 
effective" 

No responses were given for question Fourteen. 
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